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PREFACE

PrROFESSEDLY a text-book, this volume, while not pretend-
ing to be an exhaustive history of the subject, aims to give
more than a superficial outline containing a summary of trite
generalizations. The merits which the author has sought to
incorporate are (1) to furnish a body of historical facts suffi-
cient to give the student concrete material from which to
form generalizations; (2) to suggest, chiefly by classification
of this material, interpretations such as will not consist merely
in unsupported generalizations; (3) to give, to some degree,
a flavor of the original sources of information; (4) to make
evident the relation between educational development and
other aspects of the history of civilization; (5) to deal with
educational tendencies rather than with men; (6) to show
the connection between educational theory and actual school
work in its historical development; (7) to suggest relations
with present educational work.

Containing as it does three or four times the material incor-
porated in the text-books now in use in American schools,
the extent of the work is justified in the opinion of the author
by the greater interest to be aroused in the student by con-
crete material bearing upon school life and connecting it with
more or less familiar historical situations, and by the broader
basis which it will furnish the instructor for his work. This
more extended treatment will require but little more effort
upon the part of the student, while at the same time it will
give him far greater insight into the meaning of educational
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viii Preface

theories and practices and their relation to the social life of
the times. .

It is the belief of the author that the need of the student
is to grasp great movements as they manifest themselves in
thought and practice, and that a text-book which emphasizes
these movements is more helpful than one which aims to give
all the facts and which, in so doing, presents a multitude of
men with diverse ideas and a multiplicity of phenomena with
little basis of organization. Hence, to carry out his purpose,
the author has selected only such men and such facts as
have to do with typical movements, and which consequently
influence present thought and life. Many men are slighted
who in themselves are prominent enough, but who contribute
little to a dominant movement or add but little to the ideas
already presented. In giving the ideal of Roman education,
the analysis of the training of the orator by Tacitus or Cicero,
though quite as important as that of Quintilian, would have
added little to the present discussion. So, too, there could
have been added Protagoras, Seneca, a multitude of writers
in the later Middle Ages, of the Renaissance, and of each
modern period ; but they are omitted in the fixed belief that
more is to be gained through very definite conceptions con-
cerning a comparatively few leaders than through a mass of
more or less unrelated detail concerning great numbers of
those who from the particular point of view of the text are
comparatively unimportant. In a similar way, through lack
of space, many interesting illustrative quotations are abbre-
viated or eliminated altogether. It is, however, the design
of the author later to supplement this text with a series of
source books illustrating the development of educational
thought and practices. The first of these, that for the Greek
and Roman period, has already been published.

The needs of the student of the history of education are
to acquire a sufficient body of fact concerning the educational
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practices of the past; to develop an ability to interpret that
experience in order to guide his own practice; to exercise
his judgment in estimating the relation existing between
various theories and corresponding practices; and, above all,
to obtain a conception of the meaning, nature, process, and
purpose of education that will lift him above the narrow
prejudices, the restricted outlook, the foibles, and the petty
trials of the average schoolroom, and afford him the funda-
mentals of an everlasting faith as broad as human nature
and as deep as the life of the race.

Under each general topic treated enough material is given
to elucidate the main characteristic. For the same purpose
the contributions of two or three of the most representative
men are discussed. The restrictions of space and the work-
ing conception adopted by the author forbid further elabora-
tion of material, especially that of a biographical character.
Consequently the text at almost every point aims to be sug-
gestive rather than exhaustively conclusive. This fact will
be evident to all in the treatment of those topics that come
within the limits of recent experience. To the student famil-
iar with the historical field this is no less evident in the earlier
than in the later chapters.

It is not intended that answers to the lists of questions
appended to each chapter should be worked up from this
text. They are suggestive of further work, of an intensive
character, which may be done by the student with time and
material at his disposal. Should the text itself furnish all
the material that can well be used in the time allotment at
the disposal of the class, these questions may be entirely
disregarded.

So, too, the reference lists, which are limited wholly to the
educational literature in English and that of the most access-
ible and helpful, are merely suggestive. For an exhaustive
bibliography the student is referred to Professor Cubberley’s
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excellent Syllabus of the History of Education, or for further
suggestion not so elaborate to the pamphlet Sy//abus prepared
by the author to accompany this book.

For helpful criticisms on the manuscript I desire to express
my obligation to Mr. Theodore C. Mitchill and to my col-
league, Professor John A. MacVannel. I am indebted to
Miss Izora Scott for the index.

PAUL MONROE.
NEW YORK,
August, 1905.
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BIST@RY @F ERUCATION

CHAPTER 1

PRIMITIVE EDUCATION. EDUCATION AS NON-
PROGRESSIVE ADJUSTMENT

SIGNIFICANCE OF PRIMITIVE EDUCATION. — Primitive
society reveals education in its simplest form; yet in this early
stage the educational process possesses all the essential char-
acteristics that it reveals in its most highly developed stage.
Here, where life lacks the complexity of all more highly devel-
oped forms of culture, the elements entering into that general
conception of life which constitutes the goal of the education
of the individual are simple in nature and few in number. The
means elaborated for assisting or compelling the individual
to conform to these general requirements, which are the
conditions he must fulfill in order to live with his fellows,
are for the most part brought to bear upon the individual
unconsciously. When such means are consciously applied,
they are direct in their influence and general in their nature.
No system of schools is to be found. No body of knowledge
or subjects of study, that serve indirectly as a basis for con-
duct of life, have yet been organized. The method employed
throughout is simple, unconscious imitation. Only in the high-
est stages of primitive life, where it passes from the barbarian
to that stage of culture which we call civilization, does the
method of instruction appear. While the student is directly
concerned in the educational processes of more highly devel-
oped peoples, wherein these factors are so elaborated that the
essential features of either purpose, institutional means, or

B I
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social or psychological method are difficult to discover because
of this very complexity, and wherein the resulting influences
on both individual and society are thus more difficult to ana-
lyze, a brief preliminary survey ypf education in primitive
society will be of value because of this simplicity.

DOMINANT CHARACTERISTICS OF PRIMITIVE LIFE.
ANIMISM. — But in order to comprehend the aim or purpose
of education with any people it becomes necessary to discover
those dominant institutional characteristics and cultural ideas
which give shape or purpose to the educational process.

Primitive peoples, however diverse they may be in many
respects, possess one fundamental bond of similarity. It is
that interpretation of their environment which we call animism.
Back of every material existence or phenomenal reality the
savage posits an immaterial power, a spiritual entity, a
“double,” which controls the material object, explains its
being and its resistance to the will of man, and makes it
an abode of a consciousness no different in kind from the
consciousness which he himself possesses. Not that this
belief is the result of long reflection, but rather that the
primitive man has not become fully conscious of self and
does not differentiate psychologically between his own exist-
ence and all other phenomenal existence, animate or inani-
mate. In his dreams he experiences with all the vividness
of his waking hours the excitement of the chase, of the
military expedition, and other activities. This indicates to
him that his spirit or double has been in other places, though
his comrades convince him that his body has not moved. The
trance, swoon, or various forms of insensibility, to which his
life of force renders him especially liable, together with som-
nambulism, demonstrate further that the double may leave the
body to return at will; death but indicates that the double is un-
willing toreturn or has lost its way,and hence taken up its abode
in some other body or object. Rare cases of insanity, idiocy, or
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epilepsy furnish still further evidence that the body and
double are separable entities, since in these cases a for-
eign or hostile spirit has taken possession of a body not its
own. To his dog, his horse, his canoe, his weapons of wsr-
fare and chase, he attributes a similar double. For does he
not use them in his dreams? Do they not cast a shadow as
he himself does? And do they not at times seemingly
thwart his will as if possessed of a hostile spirit? Therefore
at death his horse and dog are killed; perhaps his canoe, even
his wife, is burned, or his weapons and household utensils are
buried with the body in order that their doubles may serve his
double as of yore. To his spirit, offerings of food and other
necessities of this life are made until the time when the
remembrance of him is lost in the worship of the multitude
of ancestral spirits that throng the air or inhabit the sensible
objects that form the universe of the family or clan.

Thus the primitive man explains the processes of the world
around him; each material object, whether sensible or in-
sensible from our point of view, is by him in his unreflective
way endowed with consciousness. Through its double each
feels and thinks and has the power of volition, as he himself
has. The world of doubles is an immaterial counterpart of the
world of material objects. Thus do ordinary processes of life
and nature find their explanation; extraordinary happenings,
in a similar way, but indicate the interventions of such spirits,
friendly if the occurrences are fraught with good results,
hostile if accompanied by evil consequences.

NATURE OF EDUCATION OF PRIMITIVE MAN DETER-
MINED BY THIS DOMINANT SOCIAL CHARACTERISTIC.
— The life of the primitive man consists in acquiring the
means for the satisfaction of the wants of the body — food,
clothing, and shelter; and, on the other hand, in placating, con-
trolling, or avoiding the enmity of the world of spirits through
formsof worship. Since every sort of food, every tree or plant
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that furnishes materials for shelter or clothing, every weapon
or implement, has a ghostly double that must be controlled
before the object itself can yield the satisfaction desired, the
simplest needs of life become clothed with dreadful import,
and the satisfaction of these needs entails an elaborate pro-
cedure designed not only to secure the service or object
desired, but also to placate or control its double. While in
the ordinary incidents of life the spirits are placated by the
particular manner in which the desired object is acquired or
used, there yet remain those procedures of a more general
sort for appeasing the spirit world preparatory to a hunt, an
expedition, a harvest, and a multitude of occasions aside from
the routine of life.

The education of the primitive man consists, then, in these
two processes. The firstz is the training necessary to the
satisfaction of the practical necessities of life. This training
consists not alone in learning how to accomplish the object,
—that is, to hunt, fish, use weapons, prepare skins, and se-
cure shelter, but, as well, how to do each of these things
in that definite prescribed way which, through the experience
of the clan or family, —as interpreted by the shaman, ex-
orcist, medicine man, or whatever the functionary may be
called, —has been found to avoid offending the doubles that
preside over these material things, and thus to accomplish the
results desired. The second is the training in the elaborate
procedures, or forms of worship, through which it is neces- -
sary that every member of the group shall go in his endeavor
to placate the spirit world, or to cultivate its good will. Each
process consists in acquiring a definite procedure or form of
action appropriate to every experience, commonplace or ex-
traordinary, in the life of the individual and of the group. The
former process constitutes his practical education; the latter,
his theoretical education. From the latter comes the primi-
tive explanation of things; for animism is for the primitive
man religion, philosophy, and science all in one. In truth,
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it is from these germs that philosophy, science, and the
natural religions have evolved.

The theoretical education of the pnmmve man, however
much it may differ from the theoretical education of civilized
man, is the same in kind and in purpose. Through it he
endeavors to obtain an explanation of life, a conception of
reality, an understanding of Nature and her processes, and of
the relation of the material to the immaterial world. As the
modern scientist attributes to matter the possession of cer-
tain forces, such as chemical affinity, molecular attractions,
electrical currents, and expresses them by symbols in order
to explain their actions and thus control them for his own
purposes, so the primitive man attributes to all material forms
the possession of doubles, as an explanation of their relation
to him, that through their doubles or their symbols he may
control them for his own use. It is through this theoretical
education with primitive as well as with civilized man that
the practical world is explained; and it is only through
advance in the theoretical education — this explanation of
things —that progress in practical education is rendered
possible.

This being the nature of the educational process in primi-
tive society, the aim of education — if an @z may be spoken
of where the process is wholly unconscious — is to adjust the
individual to his material and immaterial environment through
established or fixed ways of doing things in regard both to
work and to worship. It is the group way of doing things
that is forced upon primitive man. Neither man nor the
group is vividly conscious of the individual, certainly not of
his rights and his welfare as distinct from that of the group.
Hence, dominated as it is on every hand by custom and tra-
dition, the education of the primitive man is so prescribed
in its minutest detail that he has far less freedom than man
usually possesses in higher stages of culture.
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FORMATION OF MEANS FOR ATTAINMENT OF EDU-
CATIONAL ENDS. — Since with the primitive man there is
little consciousness of individuality, and since the aim of edu-
cation is accomplished when the individuality completely
disappears in the customary, prescribed way of doing things,
there is little necessity for, certainly little achievement in, the
elaboration of a machinery of education. The welfare of the
group without consciousness of the rights of the individuals
which compose it, is the end; and this is an end to be ac-
complished through the most general social institutions.

Practical Education. — The fundamental social institution
itself —the family —is in the earliest stage the sole educa-
tional institution. From this very fact it must ever remain
the institution where the process of education must begin,
- and where the ultimate responsibility for the most general
~phases of the process must rest. When the practical pro-
cesses of obtaining the necessities of life are rendered more
definite and more highly developed by the first division of
labor, the process of training in these procedures is also more
clearly defined. Such training, however simple, is given in
particular lines by the more specialized portions of the family
or clan group. The primary division of labor, that between

man and woman, necessitates that training in warfare and the
chase should be given by the men; that training in the
preparation of food and clothing and the securing of shelter
“ should be given by the women. But even with the subse-
quent stage, when special ability in making weapons, in tat-
tooing, in fishing, in weaving, in curing hides, etc., made far
more definite this division of labor, and when the latter
became the means for practical education, nevertheless the
process remains one of unconscious imitation. Later in the
transition from primitive life to the lower stages of civiliza-
tion, as these specialized callings became fixed in given
families and it became desirable to transmit the specialized
abilities from father to son, a further step in the evolution of
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the educational process takes place in the formation of the
-caste system. Even yet, though now a conscious process,
it is little more than imitation. Nor can the caste system be
considered as primarily an educational system in the narrower
sense of the word. Caste is at basis a form of social organi-
zation, the function of which is comparable to that of the
family though on somewhat more general lines. Education
on the practical side has now developed a definite institu-
tional organization, though of a most general character. So
far as the individual is concerned, however, education is still
non-progressive, for there is no development in aim or con-
ception of education, or of individual life, and little change
in method.

Theoretical Education. — On the side of theoretical educa-
tion, — that which sought to explain the problems and diffi-
culties of practical education as well as those of life in
general, —the means are somewhat more definite and the
development more rapid. This phase of education has to
do with that interpretation of the environing world of the
savage and with his adjustment to that world of spirits which
was complementary at every point to the material world.
As remotely as the life of primitive man can be traced, the
knowledge of how so to direct conduct that the demands of
the spirit world would be met is found to be in the hands of
a specialized class, — the shamans, wizards, exorcists, medi-
cine men, or familiars of whatever name. The direction of
the conduct of the tribe, both in special practical affairs and
in the forms of worship, constitutes the earliest theoretical
education of the race. At this stage there is seldom any
attempt at explanation of these procedures; there is simply
the determination of the act to be performed, and the method
of performing it, — the w/at to do and the Aow to do it.

- It is but natural that the friendly spirits should be in
largest number those of departed ancestors. These are yet
members of the family group, inhabiting some object or
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objects associated with the family dwelling place. In time
this is the family altar. Therefore, when the conditions of
life become somewhat less harsh, and hence the friendly
spirits become more numerous, religious ceremony, worship,
incantation, or whatever it may be termed, gradually ceases
to be so closely connected with the clan as with the small
family group. This worship then devolves upon the patri-
archal father —the head of the family group — composed as
that group is of many aggregates such as the modern family.
The father then becomes the one who trains the younger
generation in the formal conduct of life, —in the proper
way of doing things. This constitutes their education.
Though the shaman or interpreter of an unfriendly spirit
world yet exists, his office becomes of less importance ; in
fact, it becomes of import only on special occasions, and is
similar in function to the office of the Hebrew prophet at a
higher stage of social development. In this latter stage, since
the duties of the patriarchal father have multiplied in the
form of military, judicial, and political responsibilities, the
priestly functions have become yet further specialized.
With the formation of a special priesthood we find the first
class whose office is distinctly educational. In three respects
this advance in educational function may be recognized.
These are the formation of a teaching class, of a subject-
matter of education, and of language and literature as a
basis.

A Teacking Class. — Religious teaching, now in the hands
of the priests, yet relates, as did that of the earlier stage,
to the interpretation of the relation of the practical processes
of this life to the spirit world —now definitely recognized as
a life to come. This interpretation now calls for the inculca-
tion of a body of doctrines and a training in an elaborate
ceremonial or ritual. The doctrine becomes embodied in
a system of general truths with concrete applications, both
of which require instruction or at legst training of the multi-
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tude by the priests. The ceremonial entails the training of
the people in peculiar methods of performing ordinary activi-
ties of life, such as those relating to selection and prepara-
tion of articles of food, to character of dress, and the like, as
well as in dancing, singing, the making of sacrifices and
offerings. These are familiar to us through the Hebrew
scriptures.

Subject-matter for Study.— But above and beyond this
educational function of the priesthood is another one, — the
special interpretation of these doctrines to the prospective
members of the priesthood themselves. Here has grown
up in many instances an esoteric doctrine that is far differ-
ent from that imparted to the multitude. The training of
the multitude yet consists in indicating the ‘“ What to do,”
and the “How to do it”; while in that of the priesthood
itself, is added the “ Why it should be done.” This inquiry
into the meaning of these ceremonials and the attempt at a
further interpretation of doctrines beyond that given to the
multitude, gives rise to the first real processes of instruction
and the first distinct educational institutions. Though it is
yet but a “school for priests,” this instruction of the pro-
spective priests by the priesthood constitutes a school in
the modern conception of the term. Among the ancient
Egyptians and Chaldeans, even before Abraham was called
from Ur, these schools first appeared. In other words, at
the very dawn of history these people are found to have
passed from the stage of barbarism to that of the earliest
civilization. '

This elaboration of an esoteric doctrine further gives rise
both to intellectual development and intellectual differentia-
tion. Out of this inquiry, as is clearly seen among the early
Egyptians, grow the cosmologies, the early philosophies,
the mathematical, the physical, and the biological sciences.
Through this study the priesthood advance from a wholly
animistic or spiritualistic interpretation to one partly meta
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physical and even, as is evidenced in the anatomical and
hygienic ideas of the Egyptian priesthood, to an interpre-
tation partly scientific. Some of this occult meaning is hidden
in the formal teaching to the multitude, as in the case of the
hygienic values of the ceremonial of both Hebrew and
Egyptian.

A Literary Basis. — The third respect in which the advance
in educational function by the priesthood at this stage is to
be seen is in the invention of a written language. With the
elaboration of a body of doctrine and ceremonial, and the
philosophical, cosmological, and scientific interpretations, it
becomes necessary to commit them to permanent form, either
through the invention or the borrowing of a written language.
An elaborate literature quickly results, and offers the basis or
means of a formal education. In addition to this body of
orthodox and formal interpretation to be given to the multi-
tude, theoretical education has become, on the part of the
priesthood, the mastery of the written language and of this
literature which contains for them, as our literature does for
us, the culture history of the race. This culture history is
the sum of human experience in testing the values and the
meaning of life.

METHOD OF PRIMITIVE EDUCATION.— Little remains
to be added in regard to method. On the practical side, as
we have seen, primitive man never, save in sporadic instances
and in the highest stage, rose to the conscious process of
instruction. Even the training given, where at best there is
no attempt at explanation or interpretation but where merely
the thing to do and the process of doing are indicated, is for
the most part purely unconscious imitation. The child learns
how to shoot with bow and arrow, how to dress the animal
slain, how to cook, how to weave, how to make pottery,
merely by observation and by using the ‘trial and success’
method. Repeated imitation with successively fewer failures
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gives to the primitive child about all he acquires in the way
of arts. With the development of caste, or even with a less
highly developed division of labor, this process of imitation
becomes conscious; but never as a common practice does
primitive life reveal to us a rationalized process of instruc-
tion. In fact, the method, both social and individual, is often
most irrational. This fact is illustrated in the development

in pottery making. Discovering first, through the accidental

burning of a willow basket from around the clay bowl within
which liquids were kept, that the clay would harden and be-
come liquid proof, the primitive man for generations con-
tinued to make pottery by first making the willow basket,
plastering it over with clay, and then burning out the wooden
model. By accident again discovering that the clay could be
shaped direct, he continued for generations to impress the
stamp of the unwoven willow upon the clay, that it might be
burned in, though he made no willow model or form.
Whereas almost every other ordinary phase of life is
pictured out in permanent form, drawings or carvings of
processes of instruction are wholly wanting. Of similar sig-
nificance is the inability of barbarian people in our own time
to give such illustration or explain the process by which the
young are given the knowledge of these practical procedures
in life. —
On the theoretical side the same method of blind imitation
prevails. Only when there is evolved a definite class with
priestly function necessitating the education of a special class
in the lore of the priesthood, does there come to be instruc-
tion in the sense of the attempt to discover and to impart
why the things should be done as well as merely to indicate
the action to be imitated or the doctrine or belief to be
accepted. For the most part the only formal instruction of
this kind is that given by the shamans or medicine men to
the adolescent youth, who are taken aside for some days pre-
vious to their entrance into full membership in the tribe to

\
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be instructed in the secrets of their peoplgl Dwelling under
the obligation of secrecy,—even in many cases prohibited
from speaking during the entire period though it may be
many weeks in length, —the youth comes into possession of
the wisdom of his people — their attempts at the interpreta-

THE INITIATION OF THE YOUTH BY THE SHAMANS OF A CENTRAL
AUSTRALIAN TRIBE,

tion of this life through its relationship to the world of spirits.
Very significant is the term “initiation” given by anthropol-
ogists to these ceremonies, for it indicates clearly that primi-
tive education, like most complex modern education, is but the
initiation of the individual into the ways of society through the
acquisition of its organized cultural possessions, now expanded
into many subjects requiring years for its acquisition. The
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illustration given—a rare representation of one of these
ceremonies —is a photograph of the removal of this prohi-
bition of speech from the youth of a Central Australian tribe
after a period of instruction by the shamans. This instruc-
tion is of the purely imitative character; for the youth but
accept without any variation or any questioning the traditions
of their tribe as transmitted by the only teachers they have.

Custom —either in action or in interpretation — has been
fixed, once for all, by the shaman or soothsayer, by incanta-
tion, divination, consultation of oracle, or whatever method
may be accepted ; and once determined, the duty of the indi-
vidual is implicit obedience through imitation.

TRANSITION TO A HIGHER STAGE OF THE EDUCA-
TIONAL PROCESS.— Through a most elaborate inductive
inquiry covering most primitive societies (though the same
truth may be drawn from observation of modern society), Mr.
Spencer has shown that “ the least developed people are the
most averse to change.” The primitive man lives by adjust-
ment to his immediate environment through direct imitation of
the acts of his elders or direct obedience to the commands of the
shaman or familiar, who, in turn, is guided as far as possible
by the same principle. The world of the primitive man is all
of the present, for he possesses little or no consciousness
either of past or future. His education is mere adjustment
to environment. Hence as his environment is non-changing,
his education is non-progressive. Having no idea of the
future, no constructive imagination, the immediate desires
control. To quote Mr. Spencer again, “ Pain and pleasure to
come, not being vividly conceived, give no adequate spur to
action; leaving a light-hearted careless absorption in the
present.” As his ancestral spirits dwell about him, he has
little conception of a future life, differentiated from this life;
none certainly that affects his conduct and requires any ad-
justment to its demands as a part of his education.
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Having no records, and little memory save for details, the
_savage and barbarian can have little conception of the past;
as Spencer shows, they can have no recognition of long se-
quences. Hence, again, in their life and their education
there is no conscious attempt to preserve the past, no adjust-
ment of life to an environment determined wholly by the
experiences of past generations. Close adherence to custom
and tradition there is, but it is the result of unreflective imita-
tion. As has been seen, the only things that concern the
primitive man are his immediate daily wants, and the need of
placating the forces that interfere with this satisfaction.
Consequently his perceptive faculties are highly developed,
his reflective faculties hardly at all. Of the immediate, pres-
ent environment he is conscious; and his education is an
adjustment to this, without any attempt to influence or con-
trol the remote future or to recapitulate the past. It is only
the man of genius, then as now, that suggests a modification
of an old way or in those times even becomes conscious of the
imitative process. Such men, unreflective as they are, their
shamans and familiars, are their only teachers.

From even this slight reflection upon observed experiences
come in time means for making permanent records. Through
written records are accumulated the materials for the forma-
tion of general judgments; from reflection and the attempt
to interpret come the means for measurement; from these
intellectual instruments of measurement — mathematical,
scientific, and the like —come conceptions of uniformity, of
cause and effect, of general law. The formulation of these
gives to the world the early philosophies, cosmologies, and
the germs of all the sciences. Of these latter goods, the
primitive man had none at all. But with their emergence,
thought begins to possess a definiteness, impossible in the
animistic stage, and there develops a correspondence between
thought and things. Along with this must grow up a skepti-
cism concerning the old, a criticism of the new, and progress
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into newer and better things. Long before this is reached,
however, the primitive stage has been left.

Along with these changes in the thought life that mark the
transition from the primitive stage of culture went others no
less fundamental. The patriarchal family adopted a fixed
abode ;and government or social organization, based upon
territorial relationship and possession of land, succeeded that
based upon the blood tie of family relationship. Society
became political instead of genetic in character. Ancestral
worship was replaced by a worship of natural objects or
natural forces, or territorial gods. The gods of fire, of water,
of the storm, of the harvest, in turn, were superseded by the
gods of war, of commerce, of music, of poetry, and of love,
and by other such immaterial forces. Man came into fuller
consciousness of his past and its worth, of his future and its
possibilities. Education, in these stages, was no longer
controlled by the present alone; it became, through some
control of his development in the present, an attempt to
approximate in the individual the worth of the past or to
realize in him the possibilities of the future, either of this life
or of the life to come. Then the description of education of
the primitive man, as non-progressive adjustment to an
environment of the immediate present, no longer avails, for
higher stages have been attained.
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TOPICAL QUESTIONS FOR FURTHER STUDY

1. What advance beyond primitive methods of education is found in the
earlier caste systems of Egypt and India ?

2. To what extent can a definite conscious educational process be found
among the American Indians? (See Education of a Pueblo Child, and
Ethnological Studies of the Indians, published by the United States Gov-
ernment.)

3. To what extent is there a parallel between the function of the
Hebrew prophets and priests and those of the shamans and the patriarchal
priests of primitive society ? (See Robertson Smith, Religion of the
Semites, etc.)

4. What connection can be discovered, among Egyptians, Chaldeans,
and other ancient peoples, between the beginnings of written language and
the beginnings of schools and of definite processes of instruction?

5. What relation, if any, is there discoverable between the educational
functions of the family in primitive life and in modern life?

6. From the point of view of primitive education, what is the meaning
both for the individual and for society, of a school? Of the subjects of
study?



CHAPTER 1II

ORIENTAL EDUCATION. EDUCATION AS RECAPITULA-
TION. THE CHINESE AS A TYPE

CONCEPTION OF EDUCATION HELD BY THE CHINESE,
—The fundamental relation of education to the entire scheme
of life of the Chinese is revealed in the initial sentence of one
of the Confucian texts: ‘ What Heaven has conferred is
called nature; an accordance with nature is called the path
of duty; the regulation of this path is called instruction.”
The purpose of education is to train each individual in this
path of duty, wherein is most minutely prescribed every
detail of life’s occupations and relationships. These have
not varied for centuries. In reality Heaven has ‘“conferred”
merely that which exists — that which was established, or,
rather, elaborated, explained, certified to, and made authori-
tative by Confucius; and by him in turn considered authorita-
tive because it had the sanction of the ancestral approval of
many generations. The natural state —that authoritatively
approved by religion, morality, and the government —is the
existing state of relationships. The “path of duty” is the
maintenance of that which exists, without change or modifi-
cation. Education has for its function the training of the
leaders in the knowledge of all this ancient learning respect-
ing the order of society and the proper relationships in life,
and the training of the entire population in the proper modes
of conduct respecting every activity, every interest through-
out life.

No age or place, either in the past or present, has seen a
people that was so thoroughly controlled by the minutiz of cus-
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tom, that regarded so sacredly its most punctilious observance,
or that has persisted so long in this subserviency to the past.
Thoroughly interwoven as they are with every aspect of their
life, the educational ideals and practices of this people explain
the long continuance of their unchanging social structure,
their conservative character, their chief moral traits, their
strength and weakness, either as individuals or as a nation.
For this reason no other type — in fact, no other instance of
an educational system — gives a clearer example of the close
relation between education and the social structure and life
as a whole; and nowhere else is education more influential
or more successful in accomplishing its aim.

Relation between Social Life and Education. — Because of
this close relationship that education bears to life, it possesses
a distinctly moral character. While, as we are soon to see,
the education of the schools is of a distinctly literary char-
acter, and it is often cited as an example of a wholly formal
and unpractical education, yet the content of this instruction
and this literature relates entirely to conduct, and so gives to
the individual thus trained both an ability to shape his own
conduct aright, and a knowledge that will enable him to
direct the conduct of others. Rewarded as are the learned
men or educated class of no other country, the successful
student of this literature becomes the political official, with
complete control of the organization and direction of social .
life. Such government as they have consists in applying
these ancient rules of conduct to present life ; their govern-
ing class is wholly composed of *‘scholars in politics " ; their
aristocracy is truly an aristocracy of learning. The aim of
the Chinese system of government is to prevent change, and
hence they are often represented as having no government.
In a remarkable way that is not true of any Western people,
the education, the government, the ethical beliefs and prac-
tices of the Chinese all are based upon and all find an expres-
sion in a religion — that of Confucianism. Confucianism is
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embodied in the sacred texts, 7/e Four Books and The
Five Classics. These are in part the work of Confucius
(551-478 B.C.), in part that of his great disciple, Mencius
(372-289 B.C.), and in part that of later disciples. However,
Confucius in his time assigned the authority of more than
twenty centuries to ‘the teachings that have subsequently
borne his name.

Confucianism the Basis of Education. — In a remarkable
manner Confucianism unites political or social ethics with
private morality. Of itself it furnishes rather a system of
philosophy than a system of religion or of worship. Its sys-
tem of conduct receives reeénforcement from the other two
religions of China — Buddhism and Taoism. All ethical
teachings and all social obligations are summed up in those
of the *five relationships ' that are taught to every child in
ten syllables, as an “ A B C"” of conduct. These are the rela-
tion of sovereign and subject, parent and child, husband and
wife, brother and brother, friend and friend. As there are
five senses, five elements, five planets, five races, five colors,
five notes in music, five tastes, five points to the compass, so,
too, there are five virtues — benevolence, justice, order, pru-
dence, fidelity.

Strikingly parallel to the teaching of the Greek philoso-
phers, that virtue consists in moderation, in the medium
between excess and complete denial, in the mean between
two vices, is this teaching of Confucius recognized as his
chief principle: Perfect equilibrium of emotions and pas-
sions results in virtue, is “the doctrine of the mean.”
Also strikingly similar to Greek ideas is Mencius’s teaching
that man is by nature good, not evil, and that ethics
" and education are to preserve nature and direct him in its
ways. ‘““Man,” he says, “inclines to virtue, as water does to
flow downward, or as the wild beast does to seek the forest.”

The teachings of Confucian literatur= have received full
recognition and have been given great praise. It has been
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said of the Chinese “that they have the loftiest moral code
which the human mind unaided by divine revelation has
ever produced, and its crystalline precepts have been the rich
inheritance of every successive present from every succes-
sive past.” Especially has this been claimed for the remark-
able principle which Confucius puts into the mouth of the
master when the pypil asks, “Is there one good word which
may serve as a rule for the practice of all one’s life?”
“Yes,” replies the master, “is not reciprocity such a word ?
What you do not want done to yourself do not do to others.”
It is wholly characteristic of their ethics that this should be
in negative rather than in positive form. But while fullest
recognition should be given to these principles, it must be
admitted that they are few and far between. For the most
part these sacred writings are devoted to an exposition of
details of conduct which are prescribed for every conceivable
relationship and occasion in life. To the great bulk of those
who follow the teachings of this literature the principle is
seldom discovered on account of the precepts.

The following brief passage from the L#-K7, or Book of
Rites, one of the Five Classics, will better illustrate the con-
tent and spirit of these sacred books, as it will illustrate at
the same time the aim and content of their education. This
passage includes the opening paragraphs of the chapter on
“The Pattern of the Family,” where one would expect to
find the virtues of this people set forth; and is typical of the
material that is studied in the school.

Selection from Confucian Text.—“1. The sovereign and
king orders the chief minister to send down his (lessons of)
virtue to the millions of the people.

2. Sons, in serving their parents, on the first crowing of
the cock, should all wash their hands, and rinse their mouths,
comb their hair, draw over it the covering of silk, fix this
with the hairpin, bind the hair at the roots with the fillet,
brish the dust from that which is left free, and then put on
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their caps, leaving the ends of the strings hanging down.
They should then put on their squarely made black jackets,
knee covers, and girdles, fixing in the last their tablets.
From the left and right of the girdle they should hang their
articles for use: on the left side, the duster and handker- -
chief, the knife and whetstone, the small spike and the metal
speculum for getting fire from the sun; on the right the
archer’s thimble for the thumb and the armlet, the tube for
writing instruments, the knife case, the larger spike, and the
borer for getting fire from wood. They should put on their
leggings and adjust their shoe strings.

3. (Sons’) wives should serve their parents-in-law as they
served their own. At the first crowing of the cock, they
should wash their hands, and rinse their mouths; comb their
hair, draw over it the covering of silk, fix this with the hair-
pin, and tie the hair at the roots with the fillet. They should
then put on the jacket, and over it the sash. On the left
side they should hang the duster and handkerchief, the knife
and whetstone, the small spike, and the metal speculum to
get fire with; and on the right, the needlecase, thread, and
floss, all bestowed in the satchel, the great spike, and the
borer to get fire with from wood. They will also fasten on
their necklaces, and adjust their shoe strings, etc.” !

This continues for many paragraphs devoted to the con-
duct of younger son, younger daughter, daughter-in-law, etc.,
and for many chapters upon every possible activity and rela-
tionship of individuals in the family. The virtues of family
life are those of filial duty, fraternal love, friendship, and the
like ; the concrete embodiment of these and other virtues can
be judged in the light of the passage quoted.

These texts contain no portrayal of immorality of the gods
as in the Greek religious literature, or of those of men as in the
Hebrew, nor the extravagances of the mythologies of most
peoples; on the other hand, they inculcate the solid virtues
of an unchangeable and unprogressive system of society, and
of a people destined to a materialistic and, of necessity, sordid
view of life. Here are no teachings to inspire the individual,

1 Miiller, Sacred Books of the East, Vol. 37, p. 449.
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no breath of idealism; even the rare principles of ethical
character are based wholly on arbitrary authority or irrational
tradition.

Sufficient detail concerning the religion, ethics, and sacred
literature of this people has been given to indicate the char-
acter and purpose of their education. For the individual,
education consists in the mastery of this sacred literature in
order that he may live in accordance with the path of nature
marked out therein. This mastery necessitates a perfect
memorizing of these sacred books and a knowledge of the
many commentaries upon them. In orderthat the Confucian
statement of the work of education may be made socially
complete, the government adds one additional educational
aim. The conduct of government is given into the hands
of those who show the greatest mastery of the content
of these sacred books and an ability to imitate them in
thought, in formal construction, and in archaic style. This is
accomplishgd™by a system of examinations in essay writing.
Of the importance of this ability to write such essays Smith
says: “ Measured by Chinese standards, the construction of a
perfect essay is one of the noblest achievements of which
the human mind is capable. The man who knows all that
has been preserved the wisdom of the ancients, and who
can ag;a moment’sAotice das&" off essays of a symmetrical
construction, lofty in sentiment, elevated in style, and dis-
playing a wide acquaintance not only with the theme, but
also with cognate subjects, such a man is fit not only to stand
before kings, but before the very Son of Heaven himself.”
When these marked individuals, most able because most
steeped in the life of the past, with all tendency, ability, and
inclination to vary from the traditional form eradicated, are
selected to govern their fellow-men and to see that they do
not violate “the will of Heaven” and do not wander from
“this path of duty” established by Heaven, the social aim of -
education is accomplished.
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The Family, the Basal Institution. —One further point
concerning the general nature of their education is to be
noted. While instruction is given in a special institution, —
the school, —the family in a peculiar way furnishes the
basis of their education. The ethics of the Chinese is one of
family duties and activities; the five great relationships are
all those of the family ; the content of their sacred literature
relates almost wholly to these relationships. Their religion
is an ancestor worship. Filial piety is their greatest and
" the one encompassing virtue. The family is indeed the
unit of social organization, for the son can be punished for
the misdeeds of the father. Their jurisprudence and morals
consist in these same definitely settled and prescribed rules
such as grow out of the family relationships. Thus the
family dominates their society, as the institution of animism
did that of primitive man.

DURATION, EXTENT, AND MODIFICATION OF THE
CHINESE SYSTEM OF EDUCATION. — From the fifteenth
century before Rome, and the twenty-second before Christ, the
Chinese have existed as a distinct nation, with some degree of
social solidarity, and with a culture of a fixed society. In
this respect China is typical of Oriental societies in general.
Since its educational system has had a history somewhat simi-
lar in length, and one that has been the vital factor in the
preservation of its character, its educational system also be-
comes a type of Oriental education. ‘ Before Abraham left
Ur of the Chaldees in the west of Asia,” says Lewis, “an
Emperor of China had established a system of education in
the east of Asia, which is still in existence, and which has
produced a race whose constant worship is bestowed upon
those men, now deified, who taught them the beauty and
power of the Chinese language.” Though M. Biot, the
earliest and probably the most authoritative western investi-
gator of Chinese education, traces the origin of this system
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to the twenty-third century B.c,, little that is authentic can be
discovered before the seventh century B.c. After a period
of civil war and disorder Confucius appeared, reéstablished
the authority of the sacred literature, elaborated and per-
petuated through his own writings these teachings which he
at least validates by assigning to them the weight of an-
tiquity, directed his people into that pursuit of peace which
has ever since characterized them as a nation; and influenced
them to accept, study, and worship the teachings of this
literature. - Thus the Chinese became “a people of a book,”
a nation founded on and perpetuated by a scheme of religious
and literary education. Mencius became a new interpreter
of the literature and added to it by similar elaboration.
While the origin of the present system of education and
of examinations dates from about the seventh century B.c,, it
has been subject, as has Chinese society in every respect, to
a multitude of historical changes. Though when compared
with Western peoples it is permissible to say that the institu-
tions and customs of the Chinese are unchangeable, yet there
has been some development. However, it is no part of our
purpose to follow these changes. It is sufficient to note that
the present system of examinations, in all its details as a
means of filling all governmental offices and with its various
degrees, was established about 617 A.D., upon the accession
of the great T’ang dynasty. For some centuries a system of
colleges was quite as’ important as the correlative system of
examinations, but for the last three centuries the present
Manchu dynasty has laid all stress upon the examinations.
The extent of this system is little less marvelous than its
duration. It covers a territory almost twice that of the
United States; it controls a population quite five times as
great. It extends over one tenth of the habitable globe, and
includes one fifth of the human race. That a system of
education should affect so large a population, should remain
in existence for so long a time, and should result, as has this
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one, in the actual maintenance of this social structure, co-
extensive in time and space with the educational system,
makes it well worth study by any one seeking knowledge of
our own educational forces and a basis of judgment of
educational practices.

Since 1895 this system has undergone changes which
will tend to modify in a radical manner both the education
and the social life of these people. In fact it is universally
recognized, both by the Chinese and the Occidentals, that a
change in the life, government, social ideals and religion of
the Chinese can come only through some modification of
their educational system. As our interest is in the system
as a type, we have no concern in these current changes save
to note the emphasis which they give to the close connection
between educational ideals and practices and the life of
society at large.

After the Chinese-Japanese War, owing to a variety of
influences, chiefly those of contact with Europeans and Ameri-
cans, the sentiment for the introduction of Western learning
began to spread rapidly among the literati and the leading
officials. In 1898 the old examination system was abolished
by edict of the Emperor and a system of Western colleges
substituted. This, however, was too radical a change, and
shortly afterward the Emperor was deposed by the royal
family. However, after this practical demonstration that
the examinations in bow and arrow competitions were insuffi-
cient to produce leaders for a modern army, the Empress
Dowager, the head of the reactionary movement, began, her-
self, in 1901 to introduce reforms into the old system. By
decree the old orthodox literary style in examinations was
abolished and “short essays or articles on modern methods
and Western laws, constitutions, and political economy " were
substituted. In the hands of men whose sympathies are
largely against them, and whose education wholly unfits them
for the introduction of the new learning, it is evident that
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such reforms can be only partial. Yet, with the prizes for
learning, and the extensive system that exists for instruction,
or at least for examination, change cannot but be rapid, when,
as is the case, the learned classes are becoming more sympa-
thetic with the new ideals.

CONTENT, ORGANIZATION, AND METHOD OF CHINESE
EDUCATION.—1It is the uniform testimony of all competent
observers that in no country is education of a formal, that is
literary, character, so highly valued; nowhere has education
such a direct and permanent influence in shaping the char-
acter of the people; nowhere ‘are the educational activities
and processes so uniform. By reason of its education China
is a land of absolute uniformity. Itis a land of observance
of tradition and of custom, a land in which no change from
the accepted way of thinking, feeling, or doing is permitted,
and in which comparatively little really occurs. Yet that
education is most restricted in its content, most formal in its
method, and most stereotyped and inflexible in its organiza-
tion. Let us examine each in turn.

Content. — The purpose of the elementary stages of Chi-
nese education is to familiarize the boy — it goes without say-
ing that the girl has no consideration whatever in their literary
or institutional education —with the language and with their
sacred literature. Familiarity here means an absolute verbal
knowledge of the entire literature and an ability to compose
in the stilted formal and archaic style of their writings. The
greater part of elementary and of higher education consists
in memorizing these forms of language and literature without
any necessary knowledge of their real significance. The
character of this task can be appreciated by noting the char-
acter of both language and literature.

Character of the Language.— The characters of the Chi-
nese language represent ideas, not sounds : it is an ideographic,
not a phonetic language. Consequently, it has practically as
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many characters as it has ideas. Like the arithmetical digits,
these characters have no vocables —they have a reaning
primarily for the eye, not the ear. It is almost impossible
to estimate accurately the number of these characters com-
posing the language. Most authorities estimate the number,
exclusive of obsolete words and synonyms, at about 25,000.
Considering those characters that are given a different mean-
ing by a stress mark as totally different, other estimates make
the number 260,000. When it is remembered that practically
it is to be learned as our alphabet, even the smaller number
presents an appalling task for the schoolboy. However,
many of these 25,000 characters are seldom used. In fact,
the nine sacred books, which form the bulk of their educa-
tional material, contain less than 5000 different characters.
Again, it is to be remembered that there are six distinct types
of handwriting —similar to the script, Roman, italic, black-
letter, etc., of English. These are the ornamental, the official,
the literary or pattern style, the common hand, the running
hand, the angular style similar to printing. Of these forms
several must often be acquired. But more important than
this so far as concerns the schoolboy, it is to be remembered
that this language of the school is practically a dead language
and hence has little or no connection with that which he uses
in his everyday life. Verbs have no tense, voice, or mood;
nouns have no gender, number, or case. Since the meaning
and use of a word is determined altogether by collocation, —
by its relationship as shown by position or by stress of voice,
— the very simplicity of the grammatical structure adds to his
difficulty. The use, then, of a literary style — that approved
by scholarly standards—is only acquired after years of prac-
tice of a most rigidly imitative character.

The Literature itself presents scarcely less difficulty than
the language. In addition to being in a “dead language ” —
at least not in the spoken one —it carries no meaning to the
student for many years. ‘It is,” says Martin, “as if our
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schoolboys studied Latin alone, and were compelled to com-
mit to niemory the leading Latin classics, so that they could
be repeated without a single error, and yet with no knowledge
of what the words, much less the literature, meant.”

Stages of Schooling. — The first period of instruction, that
in the elementary schools, is devoted to the memorizing of
the forms of an infinitude of diversely formed characters
through the mastery of a few universally adopted texts, and
the memorizing of the nine canonical books. The second
stage is devoted to translation. As the first stage had been
mere memorizing of form of these texts and lessons in com-
position, the second is an actual reading. The third stage is
devoted to the composition of essays until the art is suf-
ficiently acquired to enable one to pass the examinations.
This training in composition writing entails a more intensive
study of form and content of their literature. The two latter
stages constitute their higher education.

The Content of their Elementary Education.— When one
considers that these schools are all voluntary, and that the
widest diversity in territorial environment and some consider-
able variety of racial elements is included, this content
possesses a remarkable uniformity.

The book used everywhere for beginners is the Z7imez-
rical Classic, so called from the arrangement of the char-
acters. Judging from the content of this remarkable
“ primer,” one might imagine that this large section of the
human race was very superior to the rest in intelligence;
but when one remembers that the sole purpose in using it
is to give command of characters, of which the book con-
tains more than five hundred different ones, all superiority,
save of a mechanical and memorizing kind, disappears. In
truth, the opening sentence of this primer states a philo-
sophical and religious doctrine that has been the subject of
perennial debate among the learned of most peoples. These
opening lines are thus translated by Williams : —
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% Men at their birth are by nature radically good:
Though alike in this, in practice they widely diverge.
If not educated, the natural character grows worse :
A course of education is made valuable by close attention.
Of old, Mencius’s mother selected a residence,
And when her son did not learn, cut out the (half-wove) web.
To nurture and not educate is a father’s error:
To educate without rigor shows a teacher’s indolence.
That boys should not learn is an unjust thing:
For if they do not learn in youth, what will they do when old?
As gems unwrought serve no useful end,
So men untaught will never know what right conduct is.”

A second of their primers is the Century of Surnames, con-
taining about four hundred different family or clan names.
Though the mastery of this is quite similar to learning the
genealogical tables of the Bible, the book has some practical
value. This is followed by the most remarkable of all these
texts,— The Millenary Classic. This consists of just one thou-
sand characters no two of which are alike in form or meaning,
but arranged to secure both rhyme and rhythm. Naturally
- the content is of the most discursive character. These three
texts are followed by the Odes for Children, Canons of Filial
Duty, and the Juvenile Instructor, all emphasizing in tale or
precept the fundamental ethical ideas, or rather observances,
of the Chinese. As most children in the schools never get
beyond this stage, they have, in a way, a remarkable influence.
In many respects the principles of morality inculcated are
worthy and noble, in many merely trivial and formal. Yet
few of the Chinese, after all, obtain their ethical ideas or moral
code from these texts, so formal is the character of school
work. Dr. W. A. P. Martin, whose labors of a half-century
in the education of the Chinese, much of the time in connec-
tion with the Imperial University, make him a most com-
petent critic, says: —

““ Nothing could be more dreary than the labors of the first
stage. The pupil comes to school, as one of his books tells
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him, ‘a rough gem that requires grinding’; but the process
is slow and painful. His books are in a dead language, for
in every part of the Empire the style of literary composition
is so far removed from that of the vernacular speech that
books, when read aloud, are unintelligible even to the ear
of the educated, and the sounds of their characters convey
absolutely no meaning to the mind of a beginner. Nor, as
a general thing, is any effort made to give them life by im-
parting glimpses of their signification. The whole of this
first stage is a dead lift of memory, unalleviated by the exer-
cise of any other faculty.”

This comment also applies to the work in the next stage of
school life, the memorizing of 7/e Four Books and The Five
Classics. This work takes four to five additional years and
completes the tasks of the ordinary village or town schools.
Of this entire schooling Martin adds: “ During all this
time the mind has not been enriched by a single idea. To
get the words at the tongue’s end and characters at the
pencil’s point, is the sole object of this initial discipline.”

The nine sacred books are in bulk about equal to the Old
and New Testaments. Hence, to have completed the work
of the village or elementary schools, possibly by the age of
fifteen, probably much later, the youth has accomplished a
prodigious feat of memory, but he has acquired little else.

The Art of Writing, it is true, he has also gained. This,
however, is of quite as arbitrary a character and bears as
little relation to daily life as does his literary training.
Stranger yet is the fact that until he reaches the period of
composition writing, the art of writing may have little rela-
tion to the work he is doing in reading. Smith gives the
following summary of this phase of school work : —

“The task of learning to write Chinese characters is a very
serious one, in comparison with which it is scarcely unfair to
characterize the mastery of the art of writing any European
language, as a mere pastime. The correct notation of char-
acters is, moreover, not less important than the correct recog-
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nition of them, for success in some of the examinations is
made to depend as much upon caligraphy as upon style.
The characters which the teacher selects for the writing
exercises of his pupils have no relation, strange as it may
seem, to anything which he is studying. These characters
may at first be taken from little books of rhymes arranged
for the purpose, containing characters at once simple and
common. The next step is to change to books containing
selections from the T'ang Dynasty poets, an appreciation of
which involves acquaintance with tones and rhyme, of which
the pupil, as yet, knows nothing. The characters which he
now learns to write he has very likely never seen before, and
they do not at all assist his other studies. The only item of
which notice is taken, is whether the characters are well or
ill formed. Review there is none. The reason for choosing
T’ang Dynasty poetry for writing lessons, instead of charac-
ters or sentences which are a part of the current lesson, is
that it is customary to use the poetry, and is nof customary
to use anything else, and that to do so would expose himself
to ridicule.”

From the character of Chinese life, with its multitude of
necessary daily transactions, the use of casZ of almost in-
finitesimal value, the amount of time spent in counting it
and the extremely practical and materialistic nature of their
daily occupations, it would seem that a knowledge of arith-
metic would be one of the subjects given most prominence in
the schools. But it does not appear at all. “To add, sub-
tract, multiply, to know what to do with decimal fractions,
these are daily necessities of every one in China, and yet
these are things which no one teaches.” Such knowledge is
simply “picked up” in daily experience, or from those in
business ; by those who become experts in special lines as
accountants, surveyors of land, etc., it is to be learned only
from some specialist and brought to perfection by the long
practice such as only this patient race can give.

Higher Education with the Chinese occupies an indefinite
period terminated only by the passing of the governmental
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examinations and the securing of a degree. Since their
higher education consists wholly in a preparation in essay
writing for these examinations, the content of their schooling
for this higher period can best be understood in connection
with a description of the system of examinations. It is suffi-
cient to note here that the sacred books having been memo-
rized, it is necessary to acquire some knowledge of their
-content. This is done through a reading, practically a trans-
lating, of these books, and more especially through a study
of the very numerous commentaries upon them. Years may
be spent upon developing the ability to write essays modeled
in formal style and in thought content after the sacred books.
This training is quite analogous to the prolonged drill in
Latin prose and verse composition that prevailed so long in
the English public schools (see Chapter IX) and to a more
limited extent in the early American college, with this dif-
ference, that the literature used by the Chinese is the sacred
literature of their fundamental religion and it is studied in the
vernacular though it is not the colloquial tongue.
The School System. — The institutional organization of
" Chinese education is twofold: there is, first, a system of
schools, almost entirely of a private character and devoted to
the mastery of the language and sacred literature and to the
~development of this power of essay writing; and, second, a
system of examinations, conducted by the state and serving
as the controlling part of their educational system.
Elementary schools, wherein is mastered the curriculum
as previously described, are found in practically every village,
are supported by private tuition, are patronized voluntarily,
and are taught by unsuccessful candidates for the degrees,
or by those less fortunate recipients of the lower degrees,
who have found no office awaiting them. Schoolhouses
there are none to speak of; school is kept in any vacant
room of a private house, of a temple or public building, most
often the ancestral or Confucian temple, or it may be in a
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shed, or any covered nook or corner. School days are long
and continue practically throughout the year. The school-
boy, as also the schoolmaster, is sharply separated off from
those of his own years and relationship. He must devote all
of his time to learning, and is disgraced by any labor or even
amusements such as fall to the lot of common mortals. In-
deed, the task to be accomplished is so tremendous that it
takes all the time of even the brightest pupil. Though the
expense is very moderate, only a small number of children
attend these schools, for such schooling has absolutely no use

A CHINESE SCHOOL, FROM A NATIVE DRAWING., BOY BACKING HIS BOOK.

in life except as preparation for the examinations and thus for’
the life of the scholar and the public official. As but one in
twenty of the children who do attend school ever get beyond
this elementary grade, and as a much smaller proportion ever
reach the coveted degree with office attached, it is, from one
point of view, the most wasteful system imaginable.. For
while it accomplishes the general social results desired, the
effects upon the ninety-nine hundredths that fail is absolutely
valueless; and furthermore, this education unfits them for
participation in any ordinary occupation in life, except with
loss of prestige. Thus most of them must turn to teaching,
D
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and, in a population where the struggle for existence is ab-
normally severe, the profession that is held in highest honor
becomes one of the worst remunerated and the most burden-
some.

Beyond the elementary schools there exist in the larger
cities numerous or at least occasional higher schools where,
through study of commentary and practice in essay writing,
students are prepared for the examinations. Though fre-
quently there are institutions resembling our academies and
colleges, endowed or partly supported by private gifts of the
wealthy or of the office-holding class, such schools are
usually private enterprises. In addition to these of a
quasi-public character, in a few instances such schools are
supported by the government, or by the liberality of some
official. Since the source of the funds is the same, this
amounts to the same thing.

The Examination System has been frequently mentioned
as the central feature of their education. Since these
examinations not only represent the dominant force in
their education, but furnish the means through which the
entire governmental and social structure is maintained, they,
in connection with the Confucian religion which they incul-
cate, are undoubtedly the most important institution and the
most influential force in Chinese society. In truth, they are
the means by which Confucianism and traditionalism, through
their absolute control of the educated class and thus of the
government, have continued to dominate so absolutely this
large population and immense territory.

In all its features, the school work is directed, not toward
any needs of society, or even needs of government or of
official service, but toward the passing of these examina-
tions. The rewards of the successful candidates will explain
how such a scheme can exert so great an influence on educa-
tion, and its connection with government explains how it can
dominate the life of society.
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From the successful candidates for the final degree, that
of “entered scholar,” or “fit for office,” are selected all
important public officials, educational and civil, from the
imperial cabinet down to such minor local offices as are
of such trivial importance that they go to those who have
passed only the preliminary examination. He who obtains
the preliminary degrees, of “flowering talent” and of “pro-
moted man” is not without rewards. His are honor, ap-
plause, and badges of distinction in dress in a séciety given
to the adoration of form and outward embellishment. His is
the seat of honor. To him is shown hospitality at all feasts
and social occasions from weddings to burials and to such
an extent that a considerable portion of his subsistence is thus
gained. In a society where every form of approach and
gvery action in life are regulated by custom, the reverence
and the financial support of his kinsmen are his due. In a
country where economic rewards and even the bare neces-
sities of life are gained usually by incessant toil, a life of
comparative ease and honor, with no manual or commercial
labor, are his reward. There always remains the possibility
of promotion, through fair influences or foul, to some official
dignity with at least the opportunity, if not the legal assur-
ance, of greater rewards.

Not considering the preliminary examinations on the ele-
mentary course that are often held, these higher examina-
tions of three grades, are wholly under the control of
government officials, composed, or theoretically so at least,
of the pick of all Chinese scholars as previously selected
through examinations of the same sort.

Ordinarily the first examinations are held once in three
years in each district city by the literary chancellor hav-
ing jurisdiction over an entire province. The first day’s
examination consists of three essays, two on themes taken
from the Four Books and one of a poetical type taken from
the Book of Odes. These examinations, held in the exami-
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nation halls or cells such as constitute the “universities”
of this country, continue from eighteen to twenty-four hours
of most exhausting mental labor. As out of the six or
seven hundred candidates, or even, in some districts, two
thousand candidates, only a limited number, usually about
one in twenty, are allowed to receive the degree, this test

EXAMINATION CELLS, IMPERIAL UNIVERSITY, PEKIN.

must often be repeated four or five times, until the requisite
number are secured by elimination.

Some months later these, now termed the “ flower of talent,”
repair to the provincial capital to be examined for the second
degree, also held every three years. Now contestants often
number ten thousand, of whom only about one in every hun-
dred can obtain the coveted honor. This test, correspond-
ingly more severe, but of the same character, ordinarily
occupies three days and must be repeated three or four
times. The examination compositions in prose and verse
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cover a wide scope and test the extent of reading, the depth
of scholarship, and the skill in composition of the candidates.
Again, the rewards of the successful examinee, the * pro-
moted scholar,” are largely of an immaterial character. “He
adorns his cap with a gilded button of a higher grade, erects
a pair of lofty flagstaves before the gate of his family resi-
dence, and places a tablet over his door to inform those who
pass by that this is the abode of a literary prize man.” But
above all, he can now compete in the examination at the im-
perial capital, or in a special examination held by the chan-
cellor, the passing of which admits him as an ‘“entered
scholar” into the ranks of the favored few from whom all
higher officials are selected. The proportion passing this
examination, now thirteen days in length, is much greater
than that in previous tests, and the successful candidate may
soon hope to become a mandarin and live and travel at the
expense of the state. There are no age limits set for these
examinations at all; they are simply tests of knowledge
possessed and of a certain imitative skill acquired. As per-
sons often continue to try for these prizes throughout a
lifetime, cases have been known of father, son, and grandson
attempting the same examination. As might readily be sup-
posed, for many the strain is such that deaths from physical
exhaustion are not uncommon. Even yet this wonderful
system of the selection of the fittest by elimination through
examination has not done its perfect work. There is yet a
higher examination, to which only the doctors or *entered
scholars ”’ are admitted to competition, and from which but a
few, a score in all, are selected. Carrying with it no degree,
but an office which ranks one above all governmental magis-
tracies and practically constitutes one a member of an im-
perial cabinet, this honor is the most highly prized of all.
The persons selected by this examination constitute the
Han Lin Yuan, the Forest of Pencils, or the Imperial
Academy. As an educational institution this academy pos
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sesses only advisory and ceremonial functions, but its mem-
bers are elsewhere given important governmental positions.

From the highest rank of students the emperor on rare
occasions may select one as the consummate flower of literary
perfection out of four hundred millions of people and confer
upon him great ceremonial distinction. Formal educational
systematization could go no further.

The following summary of examination statistics for a re-
cent year is given by Lewis. There are 1705 matriculation
centers where the preliminary tests are held; 252 centers
for the examination for first degree; 18 for that of the second
degree, one, at least, containing 30,000 cells; and one for the
third degree. But 28,923 bachelors’ degrees could be given
to the 760,000 competitors; for the somewhat rarer master’s
degree, or promoted man examination, but 1586 competitors
were selected out of a total of 190,300. Not to mention
the million or more that were preparing for the preliminary
examinations, there were (1903) 960,000 men preparing for
these examinations, of whom all but 1839 were destined for
failure. .

Though these examination essays in their themes and in
their content often contain high moral sentiment, the test is
for the most part one of form. The following examples,
among others, of themes for essays, are given by Wil-
liams : —

“To possess ability, and yet ask of those who do not; to
know much and yet inquire of those who know little; to
possess, and yet appear not to possess; to be full, and yet
to appear empty.” ‘“He took hold of things by the two
extremes, and in his treatment of the people maintained
the golden medium.” “A man from his youth studies
eight principles, and when he arrives at manhood he wishes
to reduce them to practice.” “He who is sincere will be
intelligent, and the intelligent man will be faithful.” A
theme for versification was, “ The sound of the oar, and the
green of the hill and the water.”
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The character of these theme expositions, the chief excel-
lency of all learning, will be yet further seen in the consider-
ation of method.

The Method of Chinese Education is that of direct and exact
imitation. In the lower stages it is purely a training of the
memory. *“The object of the teacher is to compel his pupils,
first, to Remember, secondly, to Remember, thirdly, and ever
more, to Remember.” The school of the Chinese is a “loud
school”; each child takes the appropriate text, and shouts
aloud the passage until it is impressed upon his memory.
When the assigned task is complete, he recites, or “backs
his book ” — by handing the book to the teacher, turning his
back, and reciting the passage in high key and rapid speed,
without any knowledge, necessarily at least, of its meaning.
Again, “the attention of the scholar,” to quote from Smith,
“{s fixed exclusively upon two things, — the repetition of the
characters in the same order as they occur in the book and the
repetition of them at the highest attainable rate of speed.”

Owing to their number, their peculiar form, and the very
slight distinction between them, the method of writing or
forming characters is necessarily a matter of most accurate
imitation. Hence this knowledge is acquired altogether
through the use of tracing paper. With time the char-
acters are made smaller, as their use of the brush — their
substitute for a pen — becomes more expert, and finally
characters may be reproduced altogether from memory of
form.

It would seem that the writing of essays as the great out-
come of this system of education possessed peculiar merit,
in that it is a test of ability or power rather than a test of
knowledge. But this merit is in appearance only; for the
ability is again wholly one of imitation. The one who can
imitate the construction, the metrical form in poetry, the
balanced structure in prose, of their sacred literature is
the successful theme writer. It is as though our whole
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aim in school was to develop the ability to write essays
similar in form and structure, and approximating in senti-
ment, the Proverbs or Psalms. While the ability to imitate
the form might without doubt be readily developed in the
average boy, the degree to which corresponding ideas of an
original character could be called forth can be readily
imagined. Or again, the success of the average schoolboy
of a few generations ago in rivaling Homer or Virgil may
be taken as a similar criterion. In reality the aim of the
entire training is not to develop originality, but to suppress
it; not to develop creative power, but power of imitation ;
not to produce literary ability, but the ability of the clever
versifier and parodist. Martin describes the method of this
training as follows : —

“The first step in composition is the yoking together of
double characters. The second is the reduplication of these
binary compounds and the construction of parallels —an idea
which runs so completely through the whole of Chinese litera-
ture that the mind of the student requires to be imbued with
it at the very outset. This is the way he begins: The teacher
writes ‘Wind blows,” the pupil adds ‘Rain falls;’ the
teacher writes  Rivers are long,’ the pupil adds ‘Seas are
deep,” or ‘Mountains are high,’ etc. From the simple
subject and predicate, which in their rude grammar they
describe as ‘dead’ and ‘living’ characters, the teacher con-
ducts his pupil to more complex forms, in which qualifying
words and phrases are introduced. He gives as a model some
such phrase as ‘The emperor’s grace is vast as heaven and
earth,’ and the lad matches it by ‘ The sovereign’s favor is
profound as lake and sea.’ These couplets often contain
two. propositions in each member, accompanied by all the
usual modifying terms ; and so exact is the symmetry required
by the rules of the art that not only must noun, verb, adjec-
tive, and particle respond to each other with scrupulous exact-
ness, but the very tones of the characters are adjusted to
each other with the precision of music. Begun with the
first strokes of his untaught pencil, the student, whatever
his proficiency, never gets beyond the construction of paral-
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lels. When he becomes a member of the Institute or a minis-
ter of the Imperial Cabinet, at classic festivals and social
entertainments, the composition of impromptu couplets,
formed on the old model, constitutes a favorite pastime.”

RESULTS OF THE CHINESE SYSTEM OF EDUCATION.
— The statement of the aims of Chinese education previously
made is a partial statement of its results. For it may be af-
firmed that in a fuller sense than in any other system we will
have to consider, the desired results are obtained. That for
many centuries a nation has sought to maintain itself and
acconiplish its ends by education, and that the system of
education elaborated was and is adequate to accomplish con-
sciously formulated objects, is a significant fact. With Occi-
dental nations, such a conception of education — one having
social as well as individual functions —is of comparatively
recent development. Yet this is possible because its object is

negative. Not to develop the individual, but to suppress in--

dividuality, not to secure social progress, but social stability,
is its aim. This negative or static character of the goal ex-
plains its comparative success. A stationary target is more
readily hit than a moving one. On the other hand, in its
social outcome and its influence on individual character,
modern education works toward an ever changing, ever ad-
vancing goal. It does not seek to fit an individual into a
predetermined environment, but to develop in him the ability
to determine in large measure his own environment.

The most important result to notice is that Chinese education
accomplishes its great purpose, in that it secures the stability
of society, the perpetuity of the empire, the conservation of
the past. “Itis the consensus of opinion that Confucius did
not teach morals for the sake of the individual, but to secure
the peace and stability of the empire,” says Lewis. Of the
two great social forces, the one working for progress through
development of the individual, the other working for order
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and stability through the subjection of the individual to cus-
tom, the latter alone receives emphasis with the Chinese.
The long duration of the empire, and the perfection and
stability of the educational system which have been noticed,
are sufficient evidences of the truth that here can be merely
stated. ‘

In a second result, is found one of the important ac-
companying conditions of this general status. The educa-
tion appropriate to this great task has for the mind of students
certain peculiar psychological merits, and other pronounced
defects. While there results a very thorough training of the
mind along narrow lines, the results upon the individual,
though marked, are restricted. The mind is not symmetri-
cally trained; for while its retentive powers are tremendously
strengthened, while there are developed the power of appli-
cation to the mastery of details, the ability to recognize fine
distinction of form, and the ability to imitate, there is a lack
of power of initiative, of inventiveness, of adaptability, and
of all creative functioning. The patience of this race, the
exactness, both in scholarship and in details of common life,
the power of voluntary attention, are thus results of their edu-
cation. Of a certain kind of information there is wide appre-
ciation, but most great branches of knowledge are disparaged.
“ Every department of letters,” says Williams, speaking of
the classics, ““save jurisprudence, history, and official statis-
tics, is disesteemed in comparison, and the literary graduate
of fourscore will he found deficient in most branches of
general learning, ignorant of hundreds of common things and
events in his national history which the merest schoolboy in
the Western world would be ashamed not to know in his.”

While there is so much to disparage in the Chinese system
of education, yet frequently there has been suggested by those
.familiar with it, a similarity to the schooling of the linguistic
education that prevailed so extensively a few generations ago
(see Chapter IX). In the fact that both are wholly literary,
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that both are devoted largely to the mastery of the form of
the language and literature, that comparatively few get to the
point of entering into the spirit of the literature, that with
both the literature is in what is practically a dead language,
that the school training is largely in formal verse and prose
composition, in which form is made most important, since the
youth is manifestly unable to rival the thought, and that all
other branches of knowledge are undervalued and their rec-
ognition in the process of instruction disparaged, in all these
points the two present a striking analogy. Both aim at a
disciplinary training which comes largely through the mas-
tery of the form of a language ; in content neither has direct
relation with the immediate needs of society; yet, in regard
to the actual processes of society, the Chinese literature bears
a much closer relation than does the literature of the Greeks
and Romans to the society of the eighteenth or nineteenth
century. However, this is not all of the problem; for the con-
tent value of the classical literature is so much greater than
that of the Chinese that when the general results upon the
intellectual life and social development are considered, there
is little basis for comparison. However, this further analogy
is to be noted ; the disciplinary education based upon classical
literature (Chapter IX) was, and is yet, favored in an aristo-
cratic form of society where the forces of social stability find
greater emphasis than those of social progress.

While, as just noted, the content of their literary education
has little direct connection with the practical needs of every-
day life, in that it contains no arithmetic, geography, training
in the practical arts, or study of the national resources, in a
way it does have a most direct relation to their life. This is
because their literary education relates to the form of con-
duct and of government. The great art with them is that of
conduct; the scholar is the one versed in the most approved
forms, and thus is fitted to become the ruler in society and
the director of the conduct of others.



44 History of Education

Stated on the individual side, the same general result
means the suppression of individuality. This becomes a most
prominent conscious aim, and is carried out in the most
minute detail. In his examinations, “ his quotations in sup-
port of his argument must not contain a flaw in penmanship,
nor an error in recollecting a passage, and if he deviates
from the orthodoxy of the great commentator he is doomed
to failure ” (Lewis, p. 128). In their versification the very
positions of the ideographs are fixed; in some essays even
the number of spaces is marked by cross-ruling of the paper,
and any deviation from the established form for the sake of
clearness of thought, results in ‘““death to success.” Thus
imitation from being a virtue, soon becomes a necessity, and
the man best educated and most marked for success is the
man who possesses the least originality and can reproduce
most accurately the ancient modes of thought and action.

The aim of education being to reduce all life to conform-
ity with the past, the aim of instruction being to impart an
accurate and detailed knowledge of these forms to those
who are to control society, it is the formal, the external, the
prescribed, that comes to dominate in their lives. The fact
that their sacred literature contains little of principle, but a
tremendous multitude of prescriptions, has been previously
noted; life, bound down by external observances of these
forms, gives little or no room for free moral sentiment, for
individual opinion. As was indicated in the selection given
(p. 21), the externality of their moral virtues is readily seen
even in the character of the highest of them — those relating
to the family. “ All this do with the appearance of pleasure,”
is sententiously added. Acts have only an outer, not an
inner meaning. Blameless and intentional acts are judged
by the same standards. In this is found the chief occasion
of disputes with foreigners. The moral quality of an act
does not lie in its intent, but in its actual form, just as virtue
consists not in the spirit or the principle, but in objective
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manifestation. Thus it happens that the standards of con-
duct, especially of personal morality, are extremely low,
despite the fact that the teachings of their moral leaders are
comparatively high. Through the absence of the principle
of freedom, and the dominant idea of formal observance, all
sense of shame and of dignity and of personal responsibility
tends to be absent.

Education, then, does not seek to develop human capacity
or ability, but to store the memory with acknowledged forms;
where conduct is directed by precept rather than by principle
the necessity for the development of ability to interpret rule
is replaced by necessity for developing power of memory to
retain a muiltitude of facts. The following summary of the
results upon the individual is given by Lewis.

“ He can compose elegant Chinese prose, according to the
fixed laws of composition. He commands from memory the
bulk of the thirteen classics, which means that his conversa-
tion and writing are punctuated with classical allusions. It
is probable that he has the ability to compose epigrams, and
epigrammatic couplets and quatrains. He is saturated with
the family law and a knowledge of the five relations — the
fundamentals of sociology. He believes that the ruler has
divine right and the scholar has divine opportunities. He
doubts not that China is the Central Nation of the world, not
only geographically but intellectually. Foreign nations are
to him barbarous, and rightfully should seek culture from
Heaven’s Country. Their brutal militarism explains their
dominance. He knows the life story of China’s rulers, sages,
scholars, statesmen, and poets. He thinks he knows the prin-
ciples of Cosmos, and the rules for unlocking its laws. He
has at his disposal remarkable but rude astronomical calcu-
lations. He has been taught to disdain foreigners with their
“strange doctrines’ and their disregard for ‘propriety.’ He
is well-bred according to standards which are older than
European history, and he hesitates to recognize as a gen-
tleman a man who does not conform. If your manners are
not his, then yours are not good manners. The Chinese
literatus fastens his black eyes upon you, reads your char.
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acter, sifts your motives, and thinks he makes an altogether
keener analysis of you, than you do of him. He knows no
rules of psychology, but without them may make a better
psychological diagnosis than you do.”?1

CHINESE EDUCATION AS A TYPE OF ORIENTAL EDU-
CATION.— The purpose of this somewhat prolonged consid-
eration of Chinese education, is not to gain a knowledge of
Chinese education alone, but to obtain a knowledge of Orien-
tal education in general. Of this the education of the
Chinese forms an excellent type. Many others of these sys-
tems, of quite as great intrinsic and historic importance, are
not considered at all. In many, if not most details, other
systems of Oriental education present diversities; but in pur-
pose and spirit, and in general principles underlying the con-
ception of education, all are in fundamental agreement.

Oriental education represents a stage in transition between
that of primitive man and that of Occidental peoples. In
primitive society, education has not passed beyond the family
and the rudimentary priesthood: in Oriental society, written
languages are developed, literature becomes the basis of their
higher or theoretic education, and there is developed a sys-
tem of schools either independent of the priesthood, as with
the Chinese, or inconnection with it. In a peculiar way, China
presents a case of arrested development; while its educa-
tional process has largely passed without the circle of the
family, the family yet remains the basis of social structure.
Their morality is little above that of family morality ; at least,
its principles of family morality and family relations are
simply projected on a larger scale so as to include all society.
The environment of the Oriental is no longer the simple
unorganized one of the primitive man, living yet in a genetic
social order. There are now the complex social relations of
the family, the state, the religious organizing of industry, of

1 Lewis, 7he Educational Conguest of the Far East, pp. 153~4.
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commerce, of military activities, and a great variety of others.
As a transitional stage, the great difficulty and importance of
the mastery of the language is the most marked feature.
Education becomes little less than the mastery of the lan-
guage and of a very restricted type of religious historical
literature.

One other important aspect of this transitional phase is seen
in the attitude toward the individual. Primitive ethics and
education were unconscious of the rights of personality and
of the importance of the individual. In both the ethics
and the education of the Oriental, the individual has risen
into consciousness; but just as consciously society seeks
through religion and through education to repress the indi-
vidual. In theory individuality is hostile to social welfare.
In their highest thought, as in the religion of the Hinduy,
the goal of personal development is absorption in Nirvara
and thus the annihilation of the individual. Only with the
Greek, or at best with the Hebrew in its latter develop-
ment, is there some thought of possible individual devel-
opment not in antagonism to social order and social good.

Thus there follows a further characteristic of Oriental
education in which China is typical: life in its purpose and
character, and education in its aim and processes are con-
trolled by somé form of external despotic authority. The
individual has a place in society, fixed by some authority out-
side of himself, to which he is predetermined. Education is
simply the process of fitting him into this place. This
formal authority takes various shapes, allowing now some little
freedom, again none at all. With the Chinese, the social class
lines are not wholly predetermined; hence there is some
shifting in class organization, and therein their educational
system possesses a merit above that of several other Oriental
types. The exterrtal authority here is that of tradition
exerted through the family. The dominance of the family,
expressed in Confucianism and worked out through every
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detail of social procedure, binds the individual to the author-
ity of the past. In India this external authority resides in
the caste system; in ancient Persia it resided in the state;
in ancient Egypt, in a politico-religious priesthood. In none
is there any room, save by chance, for the development of
personality. Where there is opportunity given for the devel-
opment of ability, as with the Chinese, all development of
individuality is guarded against, and free expression of per-
sonality finds no opportunity.

The result of this dominance of external authority in their
life and the development of an appropriate educational scheme
to carry it out is twofold ; society becomes stable but remains
stationary. Both materially and spiritually civilization is
non-progressive. Thus it happens that in such societies
education most readily accomplishes its purpose. It is true
that this stability only relates to internal forces; but when a
people is isolated, like the Chinese, such an education is
effective for a long period. Neither individually nor socially,
however, does this stability give power of adjustment to new
conditions.

On the side of the inner or subjective life, it is the external
and prescriptive that again controls. All that belongs to the
free spirit is wanting, and in this the Chinese education is
again typical. The art, science, religion, educatlon, of a West-
ern people is wanting, or Zends to be wanting. Art becomes
external decoration; literature an effusive formulation wherein
merit is in style not thought; science becomes occultism, and
discoveries are the result of accident; religion becomes a
mere formal worship, in which there is little room for free
personality ; morals are governed by utilitarianism ; education
has no room for “self-activity.” If to these characterizations-
there are marked exceptions, such exceptions at least indicate-
the all-pervading Zendency. . -

Thus it results that among most of those Oriental peoples
there is to be found an educational system of merit, often of
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long standing and of most successful operation. Such systems
show an accurate correlation between purposes and results;
but while they must be ranked high from such a basis of judg-
ment, comparison with more modern systems must be insti-
tuted upon the basis of purpose.

The rapidity with which the Japanese have modified their
ancient social structure and assimilated the culture of Western
civilization, chiefly by means of the adoption and possible im-
provement of the ideas and methods of Western education,
indicates the extent to which the characteristics of Oriental
society are due to the established education rather than to
inherent racial traits.

Such a system of education aims simply to recapitulate the
past, to sum up in the individual the life of the past, in order
that he may not vary from it or advance beyond it. It
aims to form habits of thought and ‘action identical with
those of the past without developing any ability to modify or
adjust habit to new conditions. So far as instruction is added
to training, it is without any rational basis. It is not instruc-
tion in the sense that it seeks to interpret to the individual
the meaning of a social custom. At every point education con-
sists in indicating to the individual what to do, to feel, or to
think ; the exact way in which the act is to be performed, or
the emotional reaction expressed ; and finally constant repeti-
tion until the habit is unalterably fixed. This is education as
Recapitulation.
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TOPICAL QUESTIONS FOR FURTHER STUDY

1. What further elaboration of the conception and aim of education can
you discover in a study of the Chinese sacred literature?

2. What educational value has the essay writing of the Chinese?

3. What similarity between this system of essay writing and the prose
and verse cxercises of the old classical education ?

4. Whatinferences can be drawn from Chinese education concerning the
value and results of memory training in education?

5. What connection can be found between education and social welfare?

6. Compare any one of the other types of Oriental education with the
Chinese in respect to purpose, organization, curriculum, method, results, or
relation to society.

7. Compare the relationship that exists between education and religion
of the Chinese with the same relationship among any other Oriental people.

8. Make a similar comparison in regard to the relation between educa-
tion and the family. '
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CHAPTER III

GREEK EDUCATION. EDUCATION AS PROGRESSIVE
ADJUSTMENT. THE LIBERAL EDUCATION

THE SIGNIFICANCE OF GREEK EDUCATION lies in the
fact that here firstis found adeveloping conceptionand standard
of life, consequently a conception of education which enlarges
through successive periods and in which change is tolerated
and development of the individual provided for. Growth or
modification in social standards results from variation by
individuals from formulated customs; progress comes where
such variations are not only tolerated but seized upon and
made permanent if deemed serviceable. For the first time,
then, in Greek education, is found a type in which the indi-
vidual is neither unconsciously nor consciously suppressed.
"On the contrary, some expression of individuality is thought
compatible with, even desirable for, social stability and wel-
fare.

The problem of providing for the individual such a liberty
of initiative and of judgment as will produce progress under
a régime of social order and such an institutional organiza-
tion as will secure consideration for the rights of all and
hence secure stability, was first worked out by the Greeks.
This is the problem of social life or civil society, and hence
the task of education. While the Greeks did not solve this
completely, certainly not permanently, they first attempted
it; and the somewhat qualified success of modern times in
solving these same problems may cause us to be somewhat
lenient in our judgment of their tendency to emphasize first
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the one extreme of absolutism or socialism and then the other
of individualism.

Political Development of Personality. — This freedom of
the individual was first approached from the political side.
The Greek city states were the first self-governing communi-
ties; even their kings, as at Sparta, were under the law as
much as was the free citizen. Here the individual found his
freedom in and through the state. ‘Though it is evident that
in the earlier period the claims of the state were somewhat
exorbitant and oppressive, there were at least constant at-
tempts to solve the ever dominant political problem of all
modern times,— the reconciliation of the interests of the indi-
vidual with those of the state, As Professor Butcher sums
up this service to civilization, “ In Greece first the idea of the
public good, of the free devotion of the citizen to the state, of
government in the interest of the governed, of the rights of
the individual, took shape.” Education among such a people
has, then, the same function as with ourselves, and here one
may see not only the first, but one of the most successful, of
such attempts.

Moral Development of Personality. — But political freedom,
social equality, and opportunity for exercise of individual
initiative in social life, do not satisfy all the requirements of
free personality, nor were they all that the Greeks contrib-
uted. Moral responsibility and moral freedom, as separable
from the legal, political, and social obligations, — though less
separaBle one from another among the Greeks than among
any other people, — are quite as essential. The Greek mind
was preéminently a secular one. The priesthood in Greece
was not a dominant body,— was not even a permanent class.
Its members were often elected, were sometimes women, and
frequently were returned into the citizen class. Its function
was largely liturgical and ceremonial, and very slightly theo-
logical and pedagogical. It had little to do with the develop-
ment of philosophy, literature, science, and education, or with
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the moral growth of the people. The growth of the abstract
formulation of the moral sense with the Greeks came largely
with their philosophy; that of the concrete embodiment of
moral responsibility through the city state. They sought for
law or principle in the realm of conduct as they did in that
of nature and of political relationships; and if their ethics
and morality found little sanction in a religion, the former
reached a high state of "perfection in their philosophy and
the latter a high degree of effectiveness through their city
state. One is in turn amazed at the subservience of the
Greek as a free individual to the demands of the state in
regard to many phases of conduct and in the devotion of
his life’s activities in its service; and, on the other hand,
astonished at the freedom of expression of opinion and in
respect to those phases of conduct that have to do with
personal morality.

The difference in point of view between classical and
modern civilization is here irreconcilable. One reason for
this difference is to be seen in the very great scope of intel-
lectual freedom allowed to the Greek. This is in marked
contrast with the timidity and superstition of the Orient as
well as with the conservatism of expression in the modern
West where religious opinion seeks to control not only conduct
but intellectual and emotional life as well. In respect to the
second difference, the explanation is to be found in the fact
that the scope of authority of the state among the Greeks
was almost coterminous with that of conduct, —at least in
so far as it affected at all the conduct and welfare of others,
— instead of being limited as it is in our Western civilization.
Here the controlling /aissez faire principle limits the authority
of the state to that which cannot be settled without great
violence by the free play of individual interests. Approxi-
mating, then, the scope of religious as well as that of political
control, the state of the Greeks offered to them not only the
basis for formulating their free personality in its political
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expression, but in its expression of much of that which to us
would have to do with religion and personal morality. Their
task, then, as a people, was essentially that as conceived in
modern times; namely, the formulation of principles of con-
duct into which the volition of the individual entered, and
through which he rose to moral freedom by a recognition of
his own moral responsibility. Nevertheless it must be recog-

nized, as the greatest weakness of the Greek character, that,

they could not formulate an adequate sanction for such moral
principles. Philosophical insight offered a sufficient basis for
the few, — but only a few could approximate the moral gran-
deur of Socrates and Plato. As the religious sentiment of
the multitude was not sufficient, it was from the Hebrews
that the modern world had to derive this one great element
of free personality, in order to supplement and complete the
work of the Greeks.

Intellectual Development of Personality. — It is because of
one other trait, however, that the Greeks become of supreme
importance in the history of education. By the Greeks first,
and in the fullest manner, individuality was worked out on the
thought side. The love of knowledge for knowledge’s sake
found here its first devotees; inquiry into nature, into man,
into the natural and the supernatural here first was dared;
here the search for the nature of reality began. Here first
knowledge ceased to be the handmaiden of theology, and
inquiry the special privilege of the priesthood. No longer
held in check by that repressive awe for the supernatural as
characteristic of the East, the Greek lay mind was possessed
of a curiosity, ever penetrating but not irreverent, and an
imagination ever free but not inclined .either on the one hand
to irrational fantasy or on the other to gloomy mysticism.
Plato’s phrase *“ Let us follow the argument wherever it
leads ” is as characteristic of the intellectual bravery of the
Greeks as it is foreign to the reverent, even superstitious, qui-
escence of the East. Hitherto, as later in the Middle Ages,
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knowledge had been the secret possession of the priesthood,
and the art of writing the symbol of its authority; to the
Greek this was the inheritance of the lay mind, into which
he who would might enter. Not only did writing become a
possession of the many, but a nation was developed that
determined by lot among the city wards the productions of
dramas that were to be presented to popular audiences, intel-
- ligent and critical enough to hiss a mispronunciation.

With the absence of any sacerdotal class and with intelligent
appreciation and inquiry characteristic of the common man,
learning for the first time became a possible possession of all.
Even more significant, education for the first time fell into
the hands of a class especially, or almost wholly, devoted to
it. Naturally, at first, the educators are those who have pos-
session of the knowlege of the written word, —the poets.
Later the sophists and the philosophers, the wise men and
the lovers of wisdom, become the teachers or inspirers of the
young and the intellectual leaders of the old.

The application of the intellect to every phase of life was
the task of the Greeks; it was they who first strove to live by
reason. This was true of the moral sphere as of all others,
and partly explains what has been said both of this great
achievement in regard to the conception of moral personality
and in regard to their deficiencies on the religious side. They
first formulated the conception of man as primarily a rational
being. As expressed by Socrates when as a people they
came into full self-consciousness, the duty imposed upon each
individual was “to know himself.” In his rational nature
each individual found the sanction for determining his own
ends in life, and in his moral nature the conception of these
ends as shaped by his own being. Through the realization
of his own nature each must work out the things that life is
to be lived for; science, art, philosophy, even religion, are
means to this end and are to be made subservient to it. Con-
ceiving the rational e¢nds in life much more clearly than those
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which depend for their realization upon the divine or super-
human, the.Greek worked out, as men have ever done, his own
conception of Deity, — not a conception of perfection, but one
of idealized, rationalized manhood, of mere human perfection.
Hence there resulted the fusion of the intellectual and moral
determinations of personality, similar to the fusion of the
moral and political previously noted.

Zsthetic Development of Personality.— One further aspect
of the significance of the Greeks to education in their deter-
mination of individuality remains to be mentioned. We
have seen that the Greeks failed to reach a satisfactory
solution of the relation of developed personality to the
demands of social welfare on the religio-ethical side, such as
is found in the ideal personal realization of service, love,
self-sacrifice, furnished by Christianity. But in respect to the
asthetic development of personality, the Greeks have had no
equal. To them first and beyond all others was given the
power of expressing a general truth in concrete embodiment.
For art is but the embodiment of some truth, ideal, or expe-
rience, that has universal validity and has been generalized
and then put into a concrete individual form such as can be
comprehended by all. It then depends for interpretation
rather upon the imagination than the reason; it becomes a
matter rather of appreciation than of logical understanding.
This power the Greeks developed to the highest degree. In
sculpture, painting, music, poetry, they created these various
forms of expression which are called the beautiful. Even
prose felt this influence; for with the Greeks, as distin-
guished from the moderns, oratory, history, and other forms
of prose were not mere scientific products, but were forms of
art under the patronage of the Muses.

We have seen that the primitive man had little power of
generalizing; and that the Oriental, if he possessed such
power, tended to leave truth in the generalized form, as with
the Hindu philosophy, or concrete in moral embodiment, that
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is, in mere subjective form, as with the Hebrew. The Greeks,
on the other hand, possessed both the power of generalization,
as is seen in their science and their philosophy and in the
fact that the very conception of /w or universal principle
comes from them, and the power of making the abstract
concrete in all their forms of art. The task of the Greek
schoolboy was largely to give improvised musical expression
as accompaniment to the recitation of the Homeric or other
poems. This task called first for the appreciation of one
form of art and then for the creation of another in harmony
with the first.

Meaning of Greek Education. — To summarize, the signifi-
cance of Greek education, then, is found in the fact that here
first is worked out the conception of free personality realizing
itself through social institutions ; that here is found the ideal
of knowledge for its own sake and as the right of all instead
of the privilege of the few. Here one finds the individual
constructing his ideals in life and striving for self-realization
under moral laws formulated by his own rational processes.
Here individuality is defined on the zsthetic side, and pos-
sesses the power of appreciating the general truths embodied
in concrete form of reality, of which the highest expression is
the art of so living as to embody in the concrete the general
laws of moral life. With the Greeks, the high ideal of expres-
sion of individuality in the realm of reason and the apprecia-
tion of the beautiful was never to be separated from life, —
from conduct. Hear their greatest statesman, Pericles, sum
up the ideals of Athenian citizenship: “ We alone regard a
man who takes no interest in public affairs, not as a harmless,
but as a useless character; and if few of us are originators,
we are all sound judges of policy. The great impediment to
action is, in our opinion, not discussion, but the want of that
knowledge which is gained by discussion preparatory to action.
For we have a peculiar power of thinking before we act and
of acting too, whereas other men are courageous from igno-
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rance and hesitate upon reflection, and they are surely to be
esteemed the bravest spirits who, having the clearest sense
both of the pains and pleasures of life, do not on that account
shrink from danger.” Or again, to quote a modern appreci-
ation from Professor Butcher: ¢ Greece first took up the
task of equipping man with all that fits him for civil life and
promotes his secular well-being ; of unfolding and expanding
every inborn faculty and energy, bodily and mental; of striv-
ing restlessly after the perfection of the whole, and finding
in this effort after an unattainable ideal that by which man
becomes like to the Gods.”

From yet another point of view, the work of the Greeks
was to determine the things in this life worth living for.
Aristotle says that the aim of life is *living happily and
beautifully.” And the best expressions of their civilization
give us this knowledge, or at least indicate to us their reali-
zation of this high ideal. Add to this the one great element
since added to civilization through the Christian religion and
the ideal now formulated for our life and for our educa-
tional process is but slightly more advanced. Of this list —
political freedom, intellectual freedom and attainment, moral
freedom and life, zsthetic appreciation, and power of accom-
plishment — we have made but one great change, that of
substituting material achievement for the aesthetic expression
of personality; and this is a change that is not an unmiti-
gated blessing nor an unqualified advance.

Since the aim of education, as limited in the work of our
schools to-day, must eliminate the religious element, it can
find no higher purpose than that of determining for each
individual the things in this life that are best worth living
for. Consequently no phase of educational history other
than that of the Greek has more significance for the student
or will better repay consideration of the means and methods
adopted for securing these ends.

Limitations in Realization. — While it is true that the
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Greeks formulated the problems of life and of education and
stated their solution much as we would do now, yet we can-
not believe that the Greeks worked out in the concrete all
that is worth living for, else we should at this point reach the
culmination of that evolutionary process, the survey of which
we have just begun. If so our education, as with the Orien-
tal, would need but be a recapitulation of the past and an
attempt to recover what the Greeks gained. Yet in their
ideals elements were missing. In their attempts at realiza-
tion as yet in our own, there were shortcomings. While we
yet fail to realize a portion of that which they realized, time
has added some elements to that which they held worth liv-
ing for, and modern times have broadened immensely the
scope of that which they held to be but for the few. In
respect to womankind, the Greek view was practically Orien-
tal; in respect to the future life, their idea was but little
beyond that of primitive man; in respect to the masses of
mankind, even of their own race, they had not moved much
beyond the despotic nations of the East, for nine of every
ten Greeks were denied these high privileges of the free
man. Then, too, in their concrete realization of their ideals
there was much that is repellent to modern thought and
morality. With their Oriental attitude toward womankind
and toward the great masses of slaves and serfs; with the
absence of all thought of the gods or of the future life as
having to do with either motive for or outcome of conduct in
this life, there could not but be very much in their lives for-
eign to our very conception of morality. Moreover, their
versatility borders on the insincere, even the dishonest,
while their light-heartedness often becomes frivolity and
licentiousness. Their keenness in thought leads in time to a
disingenuous discussion of terms and a hair-splitting logical
activity as a substitute for a higher intellectual life; while
this keen appreciation of the excellence of forms leads to
mere talkativeness and rhetorical show. Even their control
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of life by reason became in common practice both in Homeric
and in later periods a control largely in the sense of prudence.
There is often an entire absence of the sense of honor, of
honesty, and of loyalty. The sense of compassion was hardly
developed, as indeed it could not be when slavery prevailed
to such a degree, when women held the position they did,
and when there did not exist the mitigating effects of a reli-
gion emphasizing moral conduct in life and rewards and
punishments therefor after death. At Athens, even the
reverence of the Spartan for old age seems to have been
more honored in the applause for the act than in the obser-
vance. The universal practice of “exposing ” undesirable
children, sanctioned not only by common practices but by
their greatest moralists, argues a callousness to suffering and
. to the claims of the helpless that is almost inconceivable, and
at the same time an inability to grasp the thought of person-
ality with its inalienable rights as viewed by the Christian
world.

Greek Education as a Development. — The great significance
of Greek education, however, lies in the fundamental charac-
teristics previously enumerated. These, however, were not
reached, even in their formulation, at once, and many of the
defects enumerated were outcomes of later stages of growth.
It becomes, then, of great importance to note the steps of the
process in the formulation of these ideals and in the character
of their practical realization. This progress is through
definitely recognizable stages, each with its appropriate for-
mulation of educational ends, means, and methods. It is in
the tracing of this process, as well as in the analysis of the
conditions actually attained that there lies the value of this
study for guidance in our own educational activities.

PERIODS OF GREEK EDUCATION. —The generally recog-
nized division of Greek education is that into The Old and The
New, with the division point at the Periclean age or the middle
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of the fifth century s.c. Based primarily upon the political
periods of Greek history, this classification finds further
justification in social, moral, literary, and philosophical changes,
as well as in those relating to educational ideals and practices.
Such a general division hardly suffices, however, to trace the
educational development along the lines previously indicated.
The Old Greek education of the historic period is preceded
by the education of the primitive and Homeric times, of the
character of which much evidence can be drawn from the
Homeric poems. This “heroic period” is succeeded by
the historic period of the Old Greek education which devel-
oped along two quite diverse lines, best typified by Sparta
and Athens.

The New Greek period includes, first, the period of transi-
tion in educational, religious, and moral ideas during and
following the Age of Pericles. This is the period in which
the new philosophical thought was developed, and the new
educational practices were shaped. The second of these
periods includes from the Macedonian conquest toward the
close of the fourth century =B.c.,, until Greek culture is
thoroughly fused with Roman life. By the time of the open-
ing of this last period, the philosophical schools have been
definitely formulated and during the period are organized
into the University of Athens. In her intellectual life Greece
now becomes cosmopolitan and ceases to have distinctive
characteristics aside from the philosophical schools.

THE EDUCATION OF THE HOMERIC PERIOD. —While it
contained the germs of all the higher development, it was yet
fundamentally, in regard to its form and in much of its con-
tent, that of a primitive people. It was an education that
consisted essentially in a training in definite practical activi-
ties with no place for instruction of a literary character.
Though noble youths are spoken of as having received in-
struction in arms and martial exercises, and Achilles as
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having had instruction in music, in the healing art, and even
in rhetoric, this instruction amounted to little more than a
training by imitation, into which entered no instruction, as
that process was understood later by the Greeks. The train-
ing for the humbler needs of life — those connected with
the satisfaction of the needs for food, clothing, and shelter —
was given in the home. That for the higher duties of life,
for the more general public service, was received in the
council, in wars, and in marauding expeditions.

The Twofold Ideal. —The ideal of this education was
simple, yet contained the germs of that of the later historic
periods. It included the twofold ideal of the man of wisdom
and the man of action; the former typified by Odysseus, the
latter by Achilles. Yet while these ideals were developed
most highly in these separate types, the ideals themselves
were not separable, but were to be attained by each free
Greek. The description of Achilles’s education, referred to
in the preceding paragraph, makes this distinct for the one
type. Phcenix says of this education: —

“In all which I was set by him to instruct thee as my son,
That thou mightst speak, when speech was fit, and do when deeds were
done; -
Not sit as dumb for want of words ; idle, for skill to move.”

By comparison of this with the brief excerpt from the
speech of Pericles by Thucydides given in a previous section,
it will be seen that the foundation of their educational ideals at
the acme of Athenian splendor had not changed; and, as we
shall further see in the philosophy of Aristotle, this union of
thought and conduct, in a life of action guided by reason,
remains the ideal in the highest formulation during the
philosophical stage.

Ideal of Man of Action.— During all the early, or pre-
historic period, this conception of the trained or educated
man is formulated only in a minor way from the point of
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view of the individual; it is determined most largely with
respect to the welfare of the group. The primary virtue of
the man of action —the warrior —is that of bravery. At
the same time their conception of courage is not at all that of
modern times, or that of the chivalric period. The chiefs of
the //iad gave way to flight on very numerous occasions;
those that entered into the wooden horse “ wiped tears from
their eyes, and the limbs cf each trembled beneath him.”
Similar expressions of what in later ages would be termed
cowardice, though then considered as a feeling attributable to
the gods, are related of Odysseus and most of the other
leaders. So far as there can be given an explanation of such
action as consistent with the high ideal of courage, it may be
ascribed to the fact that their valor was for the service of
the state or of their kings. This made permissible or even
demanded a large admixture of caution and of the discretion
that “ might live to fight another day,” which would be want-
ing if the standard of bravery was absolutely fixed in the
attitude and action of the individual without reference to its
general object. We must note one other virtue in the ideal of
the man of action,—a virtue which partially explains this
somewhat anomalous character of their bravery, though it
finds expression not only in battle but in every activity of
life. It is that of reverence. The man who had no fear,
like the man who had no shame in his dealings with his
companions, or was insolent in his attitude towards the gods
or his elders, was guilty of irreverence — that is, of a lack of
proper balance in his actions. That the Greeks were far
more sensitive to fine distinctions of all kinds than any other
people has been pointed out by almost every student of their
literature and life.! Consequently not only in music, in
sculpture, in architecture, rhythm, and metre, but also in
regard to physical pain and matters of conduct, a proportion
or harmony, —an avoidance of extremes,— the attainment

1E.g. Mahafly, Social Life in Greece, pp. 25 et seq,
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to the proper medium was the ideal. Though in a some-
what idealized form, if we take into consideration those
moral shortcomings of the Greeks that have been men-
tioned, Mr. Gladstone describes this characteristic in the fol-
lowing words : —

“ Thenoblestof all the ethical implications of Homer’s poems
is to be found in the notable and comprehensive word A:dos.
It refuses to be translated by any single term of English or
any other modern language ; indeed I doubt whether it had not
abated much of its force in the classical age of Greece. It
means shame, but never false shame ; it means honor, but never
. the base-born thing in these days called prestige. It means
duty, but duty shaped with a peculiar grace. It means
reverence, and this without doubt is its chief element. It
means chivalry, and though this word cannot be given a good
technical translation, it is perhaps nearer in pith and marrow
to the Homeric Aidos, than any other word we know. But
Aidos excels it in expressing the faculty of the mental eye
turned ever inward. Aidos is based upon a true self-respect,
upon an ever living consciousness of the nature that we have
and the obligations that we owe to its laws. There is no sin
that a human being can commit, without sinningagainst 4:dos.”

Ideal of Man of Wisdom.-— Turning to the other side of
the educational ideal, that of the man of counsel, or wisdom,
here again the virtues were dominantly social in their char-
acter. The chief element in this ideal was that of good prac-
tical judgment —not merely good judgment in advancing one’s
own material welfare, but good judgment in the advice of
one’s fellows, in the service of the tribe or the community.
The social point of view also in part accounts for the fact that
into this ideal of practical wisdom there entered much of
craftiness, — even of deceit, — which, since primarily for the
common good, was permissible. Yet it is true that in later
periods, even in private life, this virtue of good practical
judgment tolerated extremes of conduct in deceit and lack
of strict regard for truth, that even the present materialistic,

¥
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commercial age does not. The other side of this ideal of
wisdom was the Greek whole-mindedness. In order that good
judgment be exercised it was necessary that the desires and
passions be brought under control. This control of the appe-
tites by reason is the temperance or whole-mindedness of the
man of wisdom; it is the balance or harmony in thought that
corresponds to the balance in action demanded by their ideal
of reverence.

Soctal and Individual Elements in these Ideals. — Now
while these ideals both of wisdom and of action were domi-
nantly social, yet large scope for individuality was provided
for and the attainment of these ideals, especially in the aspects
of reverence and whole-mindedness or free moral personality,
was made more definite and brought into far higher relief
than in the primitive stages of civilization of any other people
unless it be the Hebrews. The Homeric poems are an evi-
dence of this. It is when one considers the chief formal
means adopted to attain these ideals that the emphasis upon
individuality Appears most distinctly. The center of Greek
life as described in the Homeric poems was in the council.
It was through the council that good practical judgment
revealed itself and action was stimulated and determined
upon. Through discussion good judgment was developed
and temperance— the control of the passions — was acquired.
The council became both the means for directing their social,
political, and military life, and at the same time the chief insti-
tution for educational ends. While action must be wholly
subordinated to the state, it was only after free expression of
opinion. Action must be social, but psychologically — on the
side of motive and opinion — the individual became well de-
fined. Here is discovered the means in the fundamental
social institution through which individuality was developed.
Custom still ruled as with all primitive people; but it is
custom passed through the medium of discussion, modified
by individual experience, until it justifies itself in the wisdom
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of the group. Since it was a fundamental principle with the
Greeks, as with no other people, that custom must be reason-
able, custom became modifiable through the rational experi-
ence of the individual. The individual accepts as his guide
to conduct, customs or principles of action, into which his own
judgment and experience enter in a more or less conscious
way.

Hence, while the scope of the educational ideal was not
yet broad, and the definition of individuality was not yet
clear, here at least were found the basis and the means for all
that future development which is now to be traced. That
the basal ideas of all subsequent development are to be found
in the Homeric poems is indicated by the fact that these
poems formed the content of their intellectual discipline
when education was formally organized into schools, and
filled as well the function of a sacred literature with other
peoples. Professor Jebb sums this up when he says: “The
Homeric poems were simple and strong enough to be popular
early, and mature enough in art to please an age of ripe
culture. Boys learned Homer by heart at school, priests
quoted him touching the gods, moralists went to him for
maxims, statesmen for argument, cities for claims to territory
or alliance, noble houses for the title-deeds of their fame.”

OLD GREEK EDUCATION was determined in its character
and its organization by the dominant social institution, the
city state. This institution, as the outgrowth of the tribe and
council of the Homeric period, furnished the ideals and the
basis of education, as did the family with the Chinese and
the theocracy with the Hebrews. While there are evidences
that it was taking shape in the Homeric period (//iad XVIII,
409), it appears full fledged only at the opening of the historic
period. The city state grew up by successive amalgamations:
patriarchal families grew into village communities, village
communities into phratries or brotherhoods, phratries into



68 History of Education

tribes, and tribes into the city state. The bond that held the
family together was chiefly that of blood relationship. The
village community depended upon economic interests as well
as the blood tie; the phratries upon religious ties; the tribe
upon the communal ownership of land. So, too, the city
state, in its beginnings as a union of tribes, was held together
by this descent from the old families and the possession of
land.

Duties of a Greek Citizen. — To the virtues demanded of
the free Greeks in the Homeric period was now added, in the
historic period, the new element of property. This, with
their descent from the noble families, constituted the ¢ an-
cient wealth and worth ” of the Aristotelian phrase. Though
confined at first to the heads of the noble families, the scope
of this ideal of nobility or of worth was expanded until it
included all freemen, as by degrees these were admitted into
full citizenship. With the development of the basal social
organization from family group, through tribe, to city state,
there had gone on an expansion of the conception of virtue
or worth. Each particular stage of development continued
as a permanent relationship and demanded its appropriate
obligations beyond those of the Homeric ideal, *“ the speaker
of words and the doer of deeds.” As the head of a family,
the Greek citizen had to perform the duties of a husband, a
father, a priest, an owner of slaves; as a member of the vil-
lage community, he added to these the duties connected with
property, communal and family, and the elementary duties
of government ; as a member of a phratry, he added to these,
duties of a religious character ; as a member of a tribe, duties
of a military and political character ; while with the forma-
tion of the city state he added an expanding group of obliga-
tions administrative and judicial, and of greatest significance
of all, those of a wholly new character now to be noted.

Worth and Virtue as the Aim of Education. — Through all
of this growth, the virtue or nobility of a citizen, while condi-
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tioned by his birth and possession of property, consists in his
worth to the state. There is as yet no- distinction between
individual and civic worth. Now, with the formation of
groups of citizens with permanent abodes, in conflict with
similar groups, and governed by a nobility sharply distin-
guished from the masses, the worth of a citizen to the state
takes on an entirely new character. Supremacy is now to be
maintained more largely by a superiority in intelligence, in
moral judgment, and in such an appreciation of the finer
aspects of life as would distinguish him from the base-born
multitude. Thus it happened that in the Greek city states,
especially among the Ionian race, there was evolved for the
leisure class an ideal of worth or nobility more largely spir-
itual than had previously been attained. According to this
ideal, service to the state and superiority to the barbarians
and the low-born can be shown only by attainment in those
interests in life which the Greeks considered under the
peculiar protection of the Muses —the fine arts, the sciences,
and philosophy. Nobility now becomes worth or virtue in
the spiritual sense as well as in the more practical material
sense. Ancient wealth and worth in the sense of property
and birth are now considered not so much the essential
elements of nobility as presuppositions to the more spiritual-
ized forms of wealth and worth. As Aristotle expresses the
contrast, the aim of tribal and village organization is mere
living, that of the city state is the good life. Worth in this
sense can be attained, and it can be lost; and at all times is
to be maintained by a striving that not only is of service to
the state, but produces with it, as the essential feature of the
process, the development of free and clearly defined person-
ality. This conception of nobility or worth is the bond which
holds the city state together, gives it its superiority, and, at
the same time, becomes the ideal attainable in the life of
every individual. To produce this worth becomes the aim
of education, whether viewed by the state after its interests,



70 History of Education

or by the individual according to his interests, though to the
Greek in the “old” period these were indistinguishable. How-
ever, it must be admitted as the fundamental characteristic
of the old education, that they were indistinguishable because
the worth to the state continued throughout to be dominant,
and that in this worth the military and practical political
services were yet of major importance.

Spartan Education reveals the old Greek education in its
most pronounced form. Here there was no change from the
earliest clear formulation of these ideals, and no change in
practice save by way of decline. In fact, after the definite
formulation of this ideal in the constitution of Lycurgus,
during the ninth century B.c., there was no more change in
their ideal than in that of the Oriental type of education.
This characteristic furnishes one of the evidences of the
relationship of the early Greeks with Semitic and Hamitic
influences. But if in society as constituted at Sparta there
was no opportunity for the evolution of a higher type, there
yet remained some scope for individuality since the code of
Lycurgus was rather one of principle than one of precept, as
was the case with the Oriental.

Influence of Natural and Social Environment on Character
of Spartan Education.— This complete dominance of the
state over the individual, secured through a system of laws
which furnished at the same time the core of their educa-
tional procedure and the structural frame of their society, is
explained by the peculiar environment and historical setting
of the Lacedeemonian nation. The Dorian Greeks, including
the Cretans and Spartans, representing as they did the earli-
est form of Greek culture in the historic period, replaced or
conquered at about the Homeric period an earlier branch of
the Hellenes, then in the primitive stage of culture. These
Dorians had settled in the Peloponnesus as early as the
eleventh century B.c., where, before the time of Lycurgus,
Sparta had had some centuries of history of which we know
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as little as of that of the Ionian Greeks previous to the first
Olympiad. Owing to the constant danger of insurrection
from the conquered tribes and of attacks from external
sources, Sparta was little more_than an organized garrison
governed by the general customs of the Dorian Greeks or by
those more highly developed borrowed from their Cretan
kinsmen. This condition, precarious enough on account of
constant warfare, was rendered even more unstable by the
tendency of the Spartans, with the greater permanency of
abode, to neglect their military training. Their peculiar system
of double monarchy, which lacked the strength either of an
absolutism or of an aristocratic democracy such as the various
Grecian states later developed, had a similar influence. The
insecurity of their position was made more evident by the
gradual disappearance through conquest of kindred branches
of the Dorians —the Messenians and Argives — situated as
were the Spartans, and by the growing laxity of behavior
and indolence of the people. At the time of the formulation
of their customs into the constitution there were but nine
thousand Spartan families in the midst of two hundred and fifty
thousand subject people. Since many of the free Spartan fam-
ilies disappeared during the latter centuries of their history,
while the Periceci and Helots increased, this disproportion
tended to increase. With the decline of the monarchical power
which had grown up out of the early tribal organization of the
Greeks, it was often customary, as in the well-known instances
at Athens of Solon and Clisthenes, for a state to call upon
some able citizen to reform their constitution in order to give
them a more stable organization, by providing for a wider
participation of the citizens in public affairs. About the
middle of the ninth century B.c., the Spartans had resort to
this custom and called upon Lycurgus to draft a new consti-
tution. It is not supposed that these laws were formulated
de novo by Lycurgus; rather, that he recognized and
strengthened old customs and at the same time introduced
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some new ones, especially those of an educational sort, from
the related Cretans. This system of law or of education—
since it was little else than a scheme for the training of the
younger generation by the older, all of whom were compelled
to devote much of their time to it —remained in force without
modification until near the time of the Macedonian conquest,
and though it then began to decline, it yet remained operative
until the second century B.c. After this time its vigor much
abated and only the remnants of form were left. The details
of this system have been most fully presented by Plutarch,
who is corroborated in the main points by Xenophon and
Aristotle. On some points relative to government and to the
economic distribution of land and property, Plutarch is now
thought to have been led astray by the reforms introduced in
the third century by Agis and Cleomenes.

Aim of Spartan Education.— Determined by the purpose
of this constitution, which sought to give the Lacedemonian
kingdom perfect self-sufficiency economically, intellectually,
and socially, and complete independence in political affairs
through unequaled military power, the aim of education was
to give each individual such physical perfection, courage, and
habits of complete obedience to the laws that he should make
the ideal soldier, unsurpassed in bravery and become one in
whom the individual was sunk in the citizen. *There is one
point,” said Aristotle, ““in which the Lacedeemonians deserve
great praise ; they devote much attention to the education of
their children, and their attention takes the form of action on
the part of the state.” Successful beyond any other scheme
of extreme paternalistic education upon the part of the gov-
ernment, the Spartan state possessed a stability and a record
of military achievement unequaled by any other Greek state ;
the Spartan man, a bravery, power, endurance, and self-con-
trol that was often wanting, sometimes conspicuously so, in
the other Greeks; the Spartan woman, a dignity, a scope for
activity in life and an ability to meet these opportunities that
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was denied, save in the early period, to women in other parts
of Greece; and the Spartan youth, a reverential and obedi-
ent demeanor, a reserve in conduct, a stoicism under pain and
habits of obedience that were possessed to a far less degree
by other Greek boys. The reverse of the picture shows
many defects. While the Spartans possessed a keen sense of
humor, and while much of simple pleasure entered into
their active life, there was but little place in their ideal for the
“ living beautifully and happily” of the Athenians. There
was a lack of the finer sentiments and of Athenian sensitive-
ness to harmony in conduct and especially to the amenities
of life or to its cultural aspect. There was wanting a sense
of sympathy, of interest, and of fellowship for others that
isolation preserved long after this narrowness had tended to
disappear among the other Grecians. While the Spartan
was trained to be self-dependent when it came to personal
conflict and personal needs, the definition of individuality on
the moral side did not proceed far, because there was ever a
complete subservience to the law; and history shows that
whenever the Spartan was removed from under the compul-
sion of that law and the pressure exerted by the opinions of
his fellows, his moral character revealed itself as insufficiently
developed. In the intellectual and aesthetic aspects of life
individuality was scarcely defined or developed at all. And
finally they did not participate to any extent in the great
artistic, literary, and philosophical development which was the
glory of Athens.

Organization of Spartan Education. — The concrete details
of the Spartan system of education will well repay study both
because it is efficient through so long a period and because
it is the only example in history of an education that relates
to every aspect of moral character and of social life in the
hands of a socialistic state that controlled absolutely every
phase of the life of its citizens.

The Spartan state, which after Lycurgus was governed by
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an aristocratic senate and a democratic assembly composed of
all free men, appointed a general superintendent of education
-—the pedonomus — and assistants. After a hardy training
of seven years of infancy, during which time the boy was in
the direct care of his mother, he was taken from the home
and put under the charge of the assistants to the padonomus.
These cared for him in public barracks at state expense.
The boys were here divided into successively smaller groups
under charge of leaders chosen from older groups of boys.
Of those under twelve, Plutarch tells us that in their exercises,
“ He who showed the most conduct and courage amongst
them was made captain of the company. The rest kept their
eyes upon him, obeyed his orders, and bore with patience all
the punishments he inflicted ; so his whole education was an
exercise in obedience.” This training was always under the
supervision of the elders. Of the boys over twelve, ‘the most
distinguished among them became the favorite companions of
the elder; and the old men attended most constantly their
places of exercise, observing their trials of strength and
wit, not slightingly and in a cursory manner, but as their
fathers, guardians, governors; so that there was neither
time nor place where persons were wanting to instruct and
chastise them. One of the best and ablest men in the city
was, moreover, appointed inspector of the youth, and he gave
the command of each company to the discreetest and most
spirited of those, called /rens. An Iren was one who had
been two years out of the class of boys (eighteen years); a
Melliren, one of the oldest lads.”

This organization of the entire life of the boys consti-
tuted the school. The family, the shop, the church, the
social life of other peoples, all were merged into this one
educational institution. The boys slept in public barracks;
they ate at common tables; they assisted in supplying the
necessary food ; they hunted wild animals under the direction
of their Irens; they participated in the choral dances of their
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religious ceremonies; and finally all the remainder of their
time was spent in the gymnastic exercises which constituted
the chief instrument of their education.

At eighteen the boy entered the class of gpa@bs, or cadets,
where he received a strict military training for several years.?
For two years he was classed with the Irens who devoted
themselves to the serious study of arms and to military
maneuvers. During this time he underwent rigid examina-
tions every ten days and devoted much of his time to the
instruction of younger boys. From twenty to thirty he was
enrolled among the Mellirens. Then his training became but
little differentiated from actual warfare, practiced during the
intervals of peace at the expense of the Helots.

At the age of thirty the youth became a man, only to con-
tinue both the complete devotion of his services to the state
and the training necessary thereto. Though he became a
full citizen and the head of a family, yet he continued to
reside in the public barracks, to eat at the common table, to
serve as a teacher of the youth and a soldier in the field,
faring the same as the humblest or the noblest in all the
necessities and comforts of life.

Content of Spartan Education. — Into this education there
entered very little of the intellectual and asthetic; it was
dominantly physical and moral. Plutarch sums up the con-
tent of their education in these words: “As for learning,
they had just what was absolutely necessary. All the rest
of their education was calculated to make them subject
to command, to endure labor, to fight and to conquer.”
Again he states the purpose of Lycurgus and hence of their
education thus: “ He thought rather that the bappiness of a
state, as of a private citizen, consisted chiefly in the exercise
of virtue and in the concord of its inhabitants. His aim in
all his arrangement was to make and keep the people free-
minded, self-dependent and temperate.”

There was much conversation and association with the
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elders, either at meal time or in the street, when they were
wont to test the boys in repartee and ready speech, and to
train them in ideas of justice and honor. Especially in the
latter centuries of their history, some training in reading and
writing was given. We know that they possessed some
knowledge of these arts, for accounts were kept and com-
munications of ambassadors and generals were made in
writing ; but this training was given individually and did
not constitute a component part of their national training.
Through the choral dances and religious ceremonies there
was training in music, for which there must have been some
private instruction in the use of instruments. To a large
extent their training came through the approved forms of
exercises, —running, leaping, jumping, discus throwing, jave-
lin casting, boxing, military drill combined with choral danc-
ing, but above all wrestling. Wrestling required both the
fullest exercise of the whole body, in which there was no
over-development of the lower limbs, as in running, or of the
upper limbs, as in the throwing exercises, and a training in
patience, in the control of the temper, in quickness of percep-
tion, and in ingenuity in taking advantage of an opponent.
Certain phases of Spartan training in endurance and skill are
hardly to be termed gymnastics. It was customary upon
frequent occasions to beat both the boys and the youths
before the altar of Artemis with such severity that death not
infrequently ensued. For similar purposes they tolerated
the pancratium, though not to the extent of the other Greek
states. This pancratium was a physical contest in which the
contestants were allowed to resort to any means to gain the
advantage of their opponent, even to the extent of maiming
or disfigurement for life. This, however, was not due to
primary love of cruelty itself, since gladiatorial contests were
entirely forbidden. Hunting, their chief sport and occupa-
tion of their leisure time, was at the same time a form of
exercise quite as important as any branch of the formal
curriculum.
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With all their emphasis on gymnastics, the Spartans had
no gymnasium and no training of a professional character.
The trained athlete and the beautifully developed physique
—important objects of gymnastic training with other Grecian
peoples — were alike foreign to their purposes. The resource-
ful and handy soldier, keen, cautious, self-controlled, fearless,
pitiless, inured to all hardship, obedient to command, respect-
ful to authority, able to act in unison with his fellows, and
with that disregard for death that was by the Athenians
accounted as insolence— he was the object of the Spartan
training. Their music and their choral and religious dances
were used to develop similar qualities. Since these dances
consisted of intricate movements often in full armor, they
were thus accustomed to concerted action. Their music,
which lacked all of the asthetic emotional, even effeminate,
influence of other Greek music, inspired to courage and to
devotion. The “ Dorian mood” received the unqualified
approval of Greek philosophers. Plato, especially, would
banish all others.

Moral Training. — There remain to be noted certain
aspects of their moral training beyond such as were the out-
come and the accompaniment of their training in gymnastics
and music. In fact the Spartan system of education gives a
direct answer to the question, “ Can morality be taught?”
One means by which the moral results were obtained was the
fact that all contests were in the open air, that all the boy’s
education —in fact all his life— was public. Hence the
approval or disapproval of his elders was a constant source
of discipline. The frequent conversation, either of an infor-
mal character or supervised by the adult in two ways now
to be mentioned and relating to moral or social questions,
secured similar results. Plutarch describes the first custom
in these words : —

“The Iren, reposing himself after supper, used to order
some of the boys to sing a song; to another he put some
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question which required a judicious answer, for example:
¢ Who was the best man in the city ?’ or, ‘ What he thought
of such an action?’ This accustomed them from their child-
hood to judge of the virtues, to enter into the affairs of their
countrymen. For if one of them was asked ¢ Who is a good
citizen, or who an infamous one ? ’ and hesitated in his an-
swer, he was considered as a boy of slow parts, and of a soul
that would not aspire to honour. The answer was likewise
to have a reason assigned for it, and proof conceived in few
words. He whose account of the matter was wrong, by way
of punishment had his thumb bit by the Iren. The old men
and magistrates often attended these little trials, to see
whether the Iren exercised his authority in a rational and
proper manner. He was permitted, indeed, to inflict the
penalties ; but when the boys were gone, he was to be chas-
tised himself if he had punished them either with too much
severity or remissness.”

The other custom, one most characteristic of the Greeks
since it tended to occupy the same place in their society that
- romantic attachments or those of sentiment and affection
occupy in ours, was that of the relation between *the in-
spirer” and “the hearer.” The above quotation continues
as follows : —

“ The adopters of favourites also shared both in the honour
and disgrace of their boys; and one of them is said to have
been mulcted by the magistrates because the boy whom he
had taken into his affections let some ungenerous word or
cry escape him as he was fighting. This love was so hon-
ourable and in so much esteem, that the virgins, too, had
their lovers amongst the most virtuous matrons. A competi-
tion of affection caused no misunderstanding, but rather a
mutual friendship between those that had fixed their regards
upon the same youth, and a united endeavour to make him
as accomplished as possible.”

In other words, every Spartan adult was a teacher, and
every Spartan boy had a tutor, selected through mutual
esteem, bound together by no economic ties, but by those of
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friendship and affection. Through this companionship usu-
.ally outside of the hours of regular gymnastic training, he
received a further training in justice, in honor, in patriotism,
in self-control and self-sacrifice, in honesty — though we
may question their conception of that honesty which taught
them to deceive and even steal for military purposes, as no
doubt they would question our standards which connive at
similar deception for economic advantages. In conclusion, it
must be admitted that while the Spartan moral training con-
served certain elemental virtues, its effects morally, as well
as physically, had a hardening, even a brutalizing tendency.
" Other phases of Spartan education can only be men-
tioned. As with no other ancient people, they gave women
practically the same kind of education as men — yet with no
higher purpose than that of training mothers of warriors.
While with them there was an absence of those grosser
forms of immorality characteristic of early forms of civiliza-
tion and constituting a blot upon the fame of Athens, —they
yet practically destroyed the family. While they possessed
a sturdy character and the elemental virtues in a higher de-
gree than did the other Greeks, they saw little of the beauty
of life and possessed few of the graces of character. They
have left us a type of education that produced physical
strength, endurance, and stamina, the homely moral quali-
ties, strength of character under a despotic system of regu-
lation, and a citizen body strongly imbued with patriotism
and a devotion to the state that encompassed every activity
and every interest in life. But to future generations they
have left little save their example.

Athenian Education during the 0ld Greek Period. — Save in
the simplicity of aim and in the means adopted for training, -
the old Greek education at Athens had little in common with
that at Sparta. Even in these two general respects, there
was wide divergence in the relative values assigned to the
various elements in the aim and in the emphasis upon the
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various subjects of study. All that has been said concerning .
Hellenic ideals of life and that clear development of individu-
ality worked out by the Greeks applies with peculiar force to
the Ionians and, above all, to the Athenians. At the very
close of this early period Thucydides (Bk. II., par. 40)
formulates the aim of their education in these words, put
into the mouth of Pericles, and descriptive of the life of the
Athenians : —

“If then we prefer to meet danger with a light heart but
without laborious training, and with a courage which is gained
by habit and not enforced by law, are we not greatly the
gainers? Since we do not anticipate the pain, although,
when the hour comes, we can be as brave as those who never
allow themselves to rest; and thus, too, our city is equally admi-
rable in peace and in war. For we are lovers of the beautiful,
yet simple in our tastes, and we cultivate the mind without

- loss of manliness. Wealth we employ, not for talk and

ostentation, but when there is a real use for it. To avow
poverty with us is no disgrace; the true disgrace is in doing
nothing to avoid it. An Athenian citizen does not neglect the
state because he takes care of his own household; and even
those of us who are engaged in business have a very fair idea
of politics. We alone regard a man who takes no interest in
public affairs, not as a harmless, but as a useless character ;
and if few of us are originators, we are all sound judges of a
policy. The great impediment to action is, in our opinion, not
discussion, but the want of that knowledge which is gained by
discussion preparatory to action. For we have a peculiar
power of thinking before we act and of acting too, whereas
other men are courageous from ignorance but hesitate upon
reflection. And they are surely to be esteemed the bravest
spirits who, having the clearest sense both of the pains and
pleasures of life, do not on that account shrink from danger.”

This, however, represents rather the outgrowth of the old
education than the ideal consciously conceived during the
period itself.

The organization of Athenian education, controlled as it was
by a different conception of life from that which prevailed at’
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Sparta, was radically different from that of the latter. The
citizen, guiding his life by rcason, wise and judicious in his
performance of the manifold public duties demanded by the
state, yet free in the disposition of his leisure time and in
his interpretation of social obligations, as well as strong in
body and brave in warfare, could not be produced by an
education thoroughly controlled by a despotic socialistic
régime, as at Sparta. Rather than to destroy the family, as
at Sparta, Athens aimed to preserve it as a means of develop-
ing and shaping personality, and upon it placed the burden
of responsibility for education. If family pride, parental
affection, and a sense of social obligation were insufficient to
secure the proper training, the child whose education had
been neglected by the father was freed by the laws of Solon
from all obligations of support in his parent’s old age. All
schools were private schools; and the state provided directly
for only that portion of education between the ages of sixteen
and twenty which was almost wholly physical and a direct
preparation for military service. This freedom in regard to
schools was allowed to degenerate neither into neglect nor
- license. The state required a training in music and gymnas-
tics, and while the freedom and the privacy of home life were
not destroyed, certain results were demanded by law and the
process was supervised by the court of the Areopagus. This
court had especial charge of the morals of the youth, and
during the period it preserved its original authority, punished
with severity grave breaches in the accepted standards of
morality. Though the Athenians themselves were occasion-
ally guilty of great cruelty in their civil wars, Quintilian
relates that the Areopagus condemned to death a boy who
had gouged out the eyes of his pet quails. The officials,
pedagogues, and the family of the schoolmaster were the
only ones allowed within the schoolroom. The laws of Solon
provided the penalty of death for the infringement of this
regulation. Since the music schools, especially those for
a
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the poorer children, were sometimes in the open, and the
youth in the higher gymnastic schools exercised with the
adults, this regulation no doubt referred to the lower gymnas-
tic schools. Even in regard to the palastra, it is evident
from incidental references in the poets that the law was
not enforced in later times. Schoolhouses owned by the
masters were quite common. The state may have provided
some of the palaestra, or elementary gymnastic schools, as it
did, without any question, the gymnasia for advanced physi-
cal education. While the philosophers and the leaders of
Athenian thought in the later period agreed in their advocacy
of a rigid state system of education, no approach was ever
made to it, for individual liberty was ever prized too highly to
weaken it through any approximation to a socialistic education
or to jeopardize the constitution of society by removing the
obligation of education from the family.

The training of the child for the first seven years was wholly
in the hands of the family. As at Sparta, this training was
chiefly physical, since the chief concern was to secure a hardy
constitution and a well-developed physique. As at Sparta,
exposure of children was practiced, but as characteristic of .
the greater freedom allowed the individual, this was determined
by the father instead of by state officials. Undoubtedly
the practice was more corrupting at Athens, for at Sparta
only those physically unfit for service to the state were de-
stroyed, while at the former place much greater license was
exercised by the father, guided as he might be solely by pru-
dence, economic motives or mere indifference. Nor was the
training within the family of as high a character, as a rule,
at Athens. There the child was usually given into the charge
of nurses and slaves; while at Sparta the mothers retained
the direct care and were famous throughout Greece forthe care-
ful physical and moral training they gave their children. A
most interesting phase of child life, before the definite series
of physical exercises in school life was taken up, is indicated
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by the fact that Greek literature mentions or describes a very
extensive list of children’s games, including practically all
that we have to-day. So in the home, on the street, in the
country, then as now, the child’s early education was uncon-
sciously furnished.

School life began at about seven and, for the children of
the free Greek families, save those financially unable, contin-
ued for eight or nine years. The age of entering, the length
of attendance, and the subjects studied depended somewhat
upon the standing of the family. In two respects Athenian
education differed very widely from modern practice: in
that the Athenian boy attended two distinct types of school

throughout the period of his early schooling; and, in that
* the character of work of these two schools was radically dif-
ferent from modern ones. The requirements of the state for
training in music and gymnastics were provided for by the
establishment of these two types of schools, —both of which
the boy attended. Itis known that the school hours were
long, for a law of Solon forbade their being open before sun-
rise and after sunset; but it is not known whether the boy
began attending the gymnastic school or palestra before he
did the music school or whether he attended both in the same
day, nor if so, which was held in the forenoon and which in
the afternoon. It is certain that for the most part they were
separate institutions kept by private masters, frequently in
their own homes. Music schools were often held in out-of-
the-way nooks, in temples or other public buildings.

During all of this period, from the time he grew out of the
care of the nurse, the Greek boy was in charge of a peda-
gogue,—a slave or servant,— who was intrusted with the
moral oversight and general care of his charge. Too often
one was chosen for this who from age, injury, or other disquali-
fication was unfit for any other remunerative service in the
household. It is evident that they were frequently ignorant
and unrespected by their charges to whom they were but an
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interference in the pleasures of the street and of companion-
ship.

At about sixteen years of age the youth was freed from
the care of the pedagogue, discontinued all literary and musi-
cal study and replaced the training of the palestra with that
of the gymnasium, where he associated most freely with
youth of his own age and with adults. Here he was taught or
trained in a variety of exercises by a state official, the pedotribe
— and was under the general supervision of the sopkronist, or
moral overseer. During this period, while the youth was
given much wider liberty, he was yet held under strict super-
vision by state officials, especially the censor of morals; and
during the old Greek period the rigid character of their ideals
was such that they were looked upon in the succeeding period
as quite puritanical. In many respects they would be so con-
sidered by us now.

During the old Greek period there were two of these public
gymnasia, the Academy and Cynosarges, erected toward the
opening of the sixth century B.c., outside the city walls.
Here in the midst of beautiful groves and extensive gardens
or parks, the sons of pure Athenians at the Academy, others
of mixed blood at the Cynosarges, passed two years in free
association with elders and in the physical contests and social
and political discussions that prepared them for the life of the
Athenian citizen. The fact that only the sons of the wealthier
or better class were thus prepared for the duties of public life,
reserved the conduct of affairs for this class, and thus, in the
old period, defended the aristocratic character of their life
from the democratic tendency which later became dominant.

The only intellectual training was this indirect one which
he obtained from association with his elders. Through dis-
cussion in the agora, conversation at banquets, attendance
upon the theater and the law courts, he gained that knowl-
edge of the laws and moral customs neécessary to direct his
conduct. Moral delinquencies that argued any lack of ap-
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preciation of the responsibilities of citizenship brought him
before the court of the Areopagus.

Public Education of the Ephebes.— Having completed this
two years of preparatory training and demonstrated to the
officials that he met the moral and physical requirements of
citizenship, he was enrolled among the list of free citizens,
took the oath pledging fidelity to the state, the gods and the
moral traditions of his people, was furnished in the public
assembly with his equipment as a soldier either by his father
or, if an orphan through war, by the state, and exchanged
the dress of youth for that of the free citizen. There was
yet a definite training in the use of arms and in general mili-
tary discipline, before he assumed the duties and privileges
of full citizenship. This was the technical period of ephebic
or cadet education, common to all Grecian people, though it
varied in length from two years (later one year, at Athens)
to ten years at Sparta. As during the two earlier years of
ephebic discipline —that from sixteen to eighteen in the gym-
nasium — the youth had remained under the control of parent
or guardian, so for these remaining two years he remained
under direct control of state officials. The first year of this
service was spent in barrack or camp life in the neighborhood
of the city and was devoted to severe military training in use
of arms and in the conduct of practical affairs of the state.
In the second year this life became that of the regular soldier
in more remote garrisons with the idea of acquainting the
prospective citizen with the roads, frontier, and topography
of his country as well as with the duties of a soldier. Some
have thought that this police duty was performed by the
ephebes for the city as well as for the country regions, but
this is not positively determined. During the entire ephebic
period, no small part of this training in public service con-
sisted in their participation in the religious and social festi-
vals, as is depicted in the Panathenaic procession on the
frieze of the Parthenon. In these festivals training in religious
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devotion and patriotism is combined with the cultivation of
the graces of life and of harmonious physical development.
The end of the first year was signalized by a public examina-
tion in the use of arms; that of the second, by a similar
examination upon the duties of citizenship, which were
thereupon assumed.

Even here the process of education did not cease, for the
life of the Athenian citizen was one neither of private enter-
prise nor of private indulgence. On the contrary, the state
demanded such services of the citizen that a life of economic
activity for personal ends was hardly possible, certainly not
to the extent common in modern times. The pleasures of
private life, whether amusements in sports and games, atten-
dance upon the theater, or social gatherings for eating and
drinking, were controlled by the Athenians, though somewhat
less directly than the Spartans, for ends that were social.
The state and the entire social life became a school in which,
although effort for physical perfection was not neglected, yet
greater emphasis was laid upon intellectual and moral growth.
Thus was obtained the highest conception of the elements
of nobility or virtue that constituted the ever developing
“worth ” of the Athenian citizen.

While this organization of education did not become clearly
defined in all of its details, probably not even in its chief
stages, until late in the old Greek period, it formed the full
expression of the old Greek ideals and was a feature of Greek
life during the fifth century. The definite training of the
ephebes was the latest phase of this early educational devel-

opment to take shape.

Plato’s Description of the Athenian Sc/zoolboy s Life.— The
entire training of the Athenian boy is most succinctly de-
scribed in a paragraph of one of the Socratic dialogues of
Plato:!— ‘

1 The Protagoras, Jowett, Trans., Vol. 1, pp. 138, 139. 1st Ed.
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“ Education and admonition commence in the first years of
childhood, and last to .the very end of life. Mother and
nurse and father and tutor are quarrelling about the improve-
ment of the child as soon as ever he is able to understand
them ; he cannot say or do anything without their setting
forth to him that this is just and that is unjust ; this is honour-
able, that is dishonourable; this is holy, that is unholy; do
this and abstain from that. And if he obeys, well and good ;
if not, he is straightened by threats and blows, like a piece of
warped wood. At a later stage they send him to teachers,
and enjoin them to see to his manners even more than to his
reading and music; and the teachers do as they are desired.
And when the boy has learned his letters and is beginning to
understand what is written, as before he understood only
what was spoken, they put into his hands the works of great
poets, which he reads at school ; in these are contained many
admonitions, and many tales, and praises, and encomia of
ancient famous men, which he is required to learn by heart,
in order that he may imitate or emulate them and desire to
become like them. Then, again, the teachers of the lyre take
similar care that their young disciple is temperate and gets
into no mischief ; and when they have taught him the use of
the lyre, they introduce him to the poems of other excellent
poets, who are the lyric poets; and these they set to music,
and make their harmonies and rhythms quite familiar to the
children’s souls, in order that they may learn to be more
gentle, and harmonious, and rhythmical, and so more fitted for
speech and action ; for the life of man in every part has need
of harmony and rhythm. Then they send them to the master
of gymnastic, in order that their bodies may better minister
to the virtuous mind, and that they may not icompe]led
through bodily weakness to play the coward in war or on
any other occasion. This is what is done by those who have
the means, and those who have the means are the rich ; their
children begin education soonest and leave off latest. When
they have done with masters, the state again compels them
to learn the laws, and live after the pattern which they fur-
nish, and not after their own fancies; and just as in learning
to write, the writing-master first draws lines with a style for
the use of the young beginner, and gives him the tablet and
makes him follow the lines, so the city draws the laws, which
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were the invention of good lawgivers who were of old time ;
these are given to the young man, in. order to guide him in
his conduct whether as ruler or ruled; and he who trans-
gresses them is to be corrected, or, in other words, called to
accotnt, which is a term used not only in your country, but
also in many others.”

\ The Content of Greek Education: Gymnastics. —The most
striking contrast between Greek and modern education is
found, not in its organization, but in its content, especially in
the importance given to gymastics. In the period of school
life from seven to sixteen, fully half —and before the fifth
century much more than half — of the boy’s time was given
to the palestra. The entire formal education of the ephebic
period, including the two years in the gymnasium and the two
years’ garrison duty, likewise consisted in physical training.
And yet from all this the Greeks got much more than mere
physical development. Moral ends were no less important.
Whole-mindedness or temperance — the control of the passions
and the emotions by reason— was thus obtained. Above all
the codrdination of thought and action, the fitting of conduct
to precept, of word to action, were secured through this same
training, and there resulted that harmony between the inner
thought life and the outer life of conduct which formed the
ideal of the Greeks.

Games and physical contests were not indulged in haphaz-
ard as with the modern youth, nor participated in by the few
for the entertainment of the many. Nor were the standards
of excellence the same as modern ones. Success consisted
not so much in the winning of the contest as in the evidence
given of the proper form of the exercise, the graceful and
dignified carriage, the control of temper, and of skill. Run-
ning races were usually held in the sand or with lighted
torches, so that it can be seen that speed alone was not the
test; and the great variety of forms of wrestling indicates
that muscular strength was not the chief qualification, nor
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development of it the aim. Above all other exercises, espe-
cially above those forms that called for display of mere force,
were prized such games as called for quickness of perception
and evidence of courage or “ pluck.” Succeeding the games
of little children there were used a great variety of games
with the ball, and of contests in running, together with a
multitude of children’s games and simple forms of exercises
or calisthenics. In the schools these exercises were organized
into a more definite course of study called the pentatilon.
This included in succession, jumping, running, throwing the
discus, throwing the spear, and wrestling. Wrestling devel-
oped into boxing, with the open palms of the hands, and into
the pancratium. This latter was a combination of boxing and
wrestling in which hands and feet, in fact any means of
discomfiting one’s opponent, might be used. At Athens,
however, this was reserved for the older boys and was always
under strict control of the gymnastic teachers or directors.
The various forms of leaping developed a power of concen-
tration of energy, as did the short runs. Both brought about
a general muscular development of the entire body, general
agility, and an increased capacity of the lungs. The long
races resulted in power of endurance. Discus throwing and
javelin casting were especially designed as arm exercises,
though no form of exercise so developed poise and symmetry,
the complete codrdination in physical development, as did dis-
cus throwing. This is evidenced in Greek statuary. Javelin
throwing also trained in precision of eye and hand. It was
in the great variety of forms of wrestling that their training
culminated, for in this were combined the excellencies of all
the former exercises together with a definite training in
moral qualities. Nowhere else was there such a demand for
agility, for concentration of energy, for endurance, for supple-
ness, for quickness of perception, for ingenuity, for the con-
trol of temper, for the entire subjection of the passions to the
control of reason. This series of exercises was used in public
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contests as a means of successively eliminating the greater
number of competitors until the final contest was determined
by the wrestling match. To these forms of exercise are to
be added two others in universal use, —swimming and hunt-
ing. The former was an accomplishment of every Greek
boy, ! while hunting was very generally indulged in as a form
of training for the older youth that should bring out all of the
merits aimed at through the pentathlon, in addition to the
emphasis it gave to individual initiative. Hunting, however,
on account of the unfavorable situation in.a thickly populated
and level country, could not be indulged in to the extent it
was at Sparta. Consequently the formal exercises assumed a
very much more prominent place at Athens than among the
Spartans, who rather looked down upon the exercises of the
palastra and gymnasium as effeminate.

Music, to be understood in a much broader sense than is
given in the modern meaning of the term, constituted the
second portion of the Greek curriculum. “ Gymnastic for the
body, music for the soul,” was their conception of an educa-
tion. Music in this sense included all that came within the
activities presided over by the nine Muses. Hence poetry,
the drama, history, oratory, the sciences, as well as music in
the more limited sense, came to be included within the scope
of this term. Itis in the restricted meaning, however, that
it formed the larger part of the education of the Greek boy
in the earlier period.

In these schools the Athenian boy from early morning till
sunset spent most of his time not given to the palastra.
The earlier years of childhood were devoted to memorizing
the Homeric poems, with the addition of portions of Hesiod,
and later in the historic period selections from the lyric and
didactic poets. Beyond this memoriter work the_ tasks of the
school consisted chiefly in explaining the meaning of words,

1 This is in dispute. See Mahaffy, O/d Greek Education, p. 46 ; Blimmer,
Home Life of the Greeks, p. 126 ; various classical dictionaries.
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phrases, and obscure allusions. After a few years devoted
to the mastery of this literature, wherein the early ideals of
Greek life are expressed in a form that had imperishable
influence on each succeeding generation, the boy was taught
to chant these poems to an accompaniment on the lyre. At
what age this training in the use of the musical instrument
began, is not definitely known. Plato states it as thirteen,
though whether he refers to the actual practice or to the
regulation in his ideal state, is not clear. For many genera-
tions this constituted all of the intellectual education of the
Athenian boy and, even after writing and reading became
common during the sixth century, continued to form the
major part of it during the old Greek period. However
long it might take the boy to acquire the ability to play the
lyre, mere technical skill was never the end. The task of
the boy was similar to that of the work of the old bard.
In fact the earlier teachers were the bards or wandering
minstrels, and thus alone of early peoples, the Greeks de-
veloped their professional educators from a literary rather
than from an ecclesiastical class. The playing of the lyre,
in the school sense, continued to be this improvising an
accompaniment in harmony with the thought expressed in .
the passage repeated. Here was demanded both an insight
and understanding in the interpretation of the poem and skill
and creative ability in the construction and performance of
its accompaniment. In both respects, there was a demand
for individual ability and initiative, and hence there resulted
a development of personality quite foreign to any preceding
type of education. Indeed it is to be doubted whether edu-
cation as a process of developing creative power — power
of expression, of initiative, and of appreciation—has ever
been given a more fruitful form. It is in this sense of the_
term that the Greeks expected arid accomplished so much
from their musical education. Many generations later,
speaking of their early education, Plutarch writes: —
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“Whoever he be that shall give his mind to the study of
music in his youth, if he meet with a musical education
proper for the forming and regulating his inclinations, he
will be sure to applaud and embrace that which is noble and
generous, and to rebuke and blame the contrary, as well in
other things as in what belongs to music. And by that
means he will become clear from all reproachful actions, for
now having reaped the noblest fruit of music, he may be of
great use, not only to himself, but to the commonwealth ;
while music teaches him to abstain from everything that is
indecent, both in word and deed, and to observe decorum,
temperance, and regularity.”

GREEK MUSIC SCHOOL, FROM VASE PAINTING, ABOUT 450 B.C.

This musical instruction was common to all Greeks, not
alone to the Athenians, though it varied somewhat in the
form of instrument and type of song used. To the use of
the Homeric poems the Athenians as well as the other
Greeks added other simple songs for recital at the table and
more elaborate choral songs for festivals and religious services.
Aristotle says that “ music was introduced by our forefathers
for the rational enjoyment of leisure.” It was by this means,
then, that the Greek, especially the Athenian, developed
those forms of worth or of nobility that produced the superi-
ority of the free man over the lower classes, and of the
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Athenian over the citizens of other Greek states. This
purpose is never lost sight of. Music develops not only this
power of appreciation and expression but it produces as well
a harmony of soul corresponding to the harmony of the body
produced by gymnastics. In this connection Plato says,
“ Harmony is not regarded by him who intelligently uses the
Muses as given by them with a view to irrational pleasure,
but with a view to the inharmonical course of the soul and as
an ally for the purpose of reducing this into harmony and
agreement with itself.”

REVERSE OF SAME VASE.

From this point of view it was that the Greek philosophers,
notably Plato, in their theories of education, held that the
state should most rigidly control the musical education of
children through the selection of the song, the instrument
to be used, and the character of the music. This indeed was
the practice of the Greek states in this earlier period.

The two accompanying illustrations of the music school are
taken from a vase painting dating from about 450 B.c. by the
Athenian artist Duris. On each side of the vase there are

-five people; two pupils, two mastérs, and a pedagogue who
has accompanied the boy to his master and remains to look on,
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‘to assist, or merely to return home with the boy. It probably
is an exigency of the representation of the artist, that each
boy has a master, for we know that a single master had many
pupils, though most of the instruction, save in the chorus, was
individual. On the one side the boy in one figure is learning
to play the lyre, in accompaniment with his master, each
having an instrument; in the other figure, he is repeating
a portion of a poem which the master holds in book or scroll
form. On the other side, the boy is either learning to sing,
or is repeating a poem to the accompaniment by the master
on the flute, or is learning to play the flute; in the other
figure instruction in writing is represented, the master holding
in his hands a #7ptyc/ or folded wax tablets, and either cor-
recting an exercise or setting a model. On the wall are hung
musical instruments, flute cases, rolls and satchels for books,
and on each wall a cylix or drinking cup like that from which
the illustrations are taken.

Reading, writing, and the literary element of education are
thus included in the work of the music school. Reading and
writing were introduced into the schools about 600 B.c., but
long before this the Homeric poems were taught orally, as they
continued to be afterwards. Through this means the Homeric
ideals entered more thoroughly into the life of the Athenians
than into that of any other of the Greek peoples. Filling a
function similar to that performed by the Bible in the educa-
tion of our own people in earlier generations, the //iad and
Odyssey furnished them moral guidance, aesthetic inspira-
tion, and practical direction for every need in life. To the
Greek these poems were but little less the work of inspi-
ration than the Bible to the Hebrew and the Christian;
similarly, when made the basis of their education, this lit-
erature was the source of all the arts and sciences. Though
they contained much that could not but be of detriment in
the moral education of the young, the explanation and use of
such passages were mich the same as that made in case of
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similar passages in the Bible. On account of this influence,
however, Plato would eliminate the use of the poets altogether.
This, however, was an extreme view and was called forth
by the fact that actual practice had, by Plato’s time, gone
quite to the other extreme. The simple unified educational
process connected wholly with the Homeric literature, pro-
ducing as it did, by the close of the fifth century B.c., a people
that has few equals in intellectual acuteness, in @sthetic ap-
preciation, in creativeness, in breadth of view, and in the
capacity for higher enjoyment in life, was supplemented
toward the end of this period by an extensive use of other
literary material, especially the works of the gnomic and
lyric poets, such as those of Simonides and Sappho, and by
the early dramatic writings. These new poets introduced new
types of songs and declamations. To the extent that this
occurred during the period of the old education, it must be
remembered that this literature was of the highest type that
has ever been produced, and that for generations preceding
our own time it has been considered the very best material
that the entire history of mankind has evolved for educa-
tional purposes. But so far as the fundamental ideals of the
people are concerned, they continued to be found in and
presented to each succeeding generation through the Homeric
epics.

The full development of this literary element is the domi-
nant characteristic of the succeeding period. Reading and
writing are thus incidental. The higher moral results of this
education were obtained in no small degree without their
assistance through the possession of the literature, trans-
mitted by the spoken word. The processes of reading and
writing were acquired much as they are-with us, or have been
until recent times. The ordinary alphabetical and syllabic
methods were used. But in reading there was much more of
educational value than with us because of the important
training in power of discrimination or in judgment in the use
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of accent, and similarly, since the words were written continu-
ously without a break, in the separation of one word from
another. Likewise there was no punctuation, so that it was
necessary that the child should get the idea in order that the
reading might even be intelligible. After some years of this
practice, much emphasis was placed on beautiful reading,
preparatory to further work in declamation.

Arithmetic, other branches of mathematics and drawing,
were not introduced until later. So from such simple ma-
terials — poetry and music — were obtained these educational
results, great though simple in their harmony.

Dancing remains as the one element in the old Greek cur-
riculum yet to be mentioned. This might have been included
under gymnastics, but it is more than physical exercise and
training. In a way it might have been included under music,
for it is but the expression through rhythmical motion of
harmony of thought. It differed from modern dancing in
several respects. Since it was the rhythmical movement of
the whole body, there was much more of exercise leading to
harmonious physical development. Since it was chiefly
religious or civic or military in its character, its aim was
not merely the pleasure of the individual. Having these
social motives, it possessed a thought content as well as an
emotional one and a moral outcome as well as an asthetic
one. Such dancing for the most part was performed in com-
panies, civic processions, military drill, or religious worship,
or at least in preparation for these, so that it was a training
‘in harmonious action with others. Dancing was the union of
the harmony of thought and emotional experience expressed
through music, and the harmony of physical development
produced through gymnastics. Continuing the quotation
from Plato given on page 93, regarding the purpose of music
in education, comes this statement concerning the purpose of
dancing: “and rhythm was given by them (the Muses) for
the same purpose, on account of the irregular and graceless
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ways which prevall among mankind genera]ly, and to help
us against them.”

The Moral Purpose of Greek Education is thus indicated by
the results they hoped to gain for the use of each element of
its content. The quotation just given presents this moral
influence as the purpose of dancing. There has already been
noted the fact that the gymnastic education was designed to
produce certain moral results, such as control of temper and
the general subjection of the passions to reason; that through
this training, patience, endurance, fortitude, courage, loyalty,
devotion, and a consideration for the rights of others were to
be developed. Concerning the moral ends of the musical
education, a sentence from the description of Protagoras will
bear repeating: “They (the music teachers) make rhythm
and harmony familiar to the souls of boys, that they may
grow more gentle, and graceful, and harmonious, and so be
of service both in words and deeds; for the whole life of man
stands in need of grace and harmony.” This entire speech,
which Plato puts in the mouth of the Sophist, is an argu-
ment to prove that virtue is teachable because the whole
purpose of Greek education, as organized in their schools, is
virtue.

Such religious training as the Athenian boy received, aside
from that given in the training for public religious services,
wherein both hymns, choral dances, and elaborate ceremonial
procedure found place, he got in the worship of the house-
hold gods. - In one sense all of this training in the school
and the home had a religious bearing, since even the athletic
contests were in honor of the gods; but in another sense, as
a differentiated interest in life and one connected largely with
the life to come, the religious element played little part in the
Greek boy’s education. Less directly connected with religion
than with most peoples, the moral education of the Greek
adopted one other means quite unique. By the direct associ-
ation of the boy with an adult, as a child with the pedagogue

H
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and as a youth with the ‘“ inspirer,” the Greeks brought about
in a most practical way the moral education of the young.
Subject to great dangers and abuses, this custom was never-
theless productive of great results. While the pedagogue -
was usually a slave and hence often, though not necessarily,
of inferior character, yet the moral conduct of the boy was
carefully controlled. On the other hand, the relationship
established later in life, while not so universal at Athens as
at Sparta, was purely a voluntary one and established what
the Greeks considered to be the only true bond between
teacher and pupil, — sympathy concerning moral aspirations
" and mutual affection and affinity. Thus while the gymnastic
and music teacher could give the boy the elements of these
branches, the truly educative process, that connected more
directly with the shaping of moral character, had to be based
upon other than economic grounds. Though all his teachers
united in giving him dignity of bearing and of breeding,
becoming manners, grace of conduct, modesty, reverence for
elders, and respect for laws, these special teachers furnished
him a direct model for the formation of character which the
boy must approximate through conscious and unconscious
imitation acquired through constant association.

The Method of Greek Education finds in this custom its
chief characteristic. So far as their education was an imi-
tation it was not, as with the Oriental, an imitation of fixed
form or dead custom, but of a living model, possessed of
strong personality and stimulating to the development and
expression of individuality.

So far as it was a direct inculcation of certain qualities, it
was by the immediate example of these virtues lived by the
teacher. For the Greek boy education always had an attain-
able aim, since he possessed a concrete, definite model by
which to shape his character and direct his conduct. Educa-
tion was not a formal, lifeless process, but a living of a type of
life full of activity and pleasure, of expression of self and of
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attempt at concrete forms of virtue made real to him through
the conduct of an “inspirer.”

At the present time, when so much emphasis is laid upon
expression, or the constructive and doing side in education,
one other aspect of Greek method is of special significance.
Greek education was first of all a doing, only in- the second
place a learning process. [Early action was shaped directly
by authority. Just as our schools devote most of their time
to the shaping of the child’s ideas by authority, so, too, the
Greek schools devoted their efforts to the shaping of conduct.
In these schools the boy learned to run races, to jump, to
wrestle, to excel in physical exercise and contests, to play
the harp, to recite poetry to the accompaniment of the harp,
to read and declaim, to dance. Itisall “a doing,” —a forma-
tion of habits of action. Only afterward does it become a
learning. When the habit is once formed by exercise, train-
ing must be followed by instruction in order to make the
habit permanent by making it rational. Instruction then
aims to replace arbitrary authority with reason as the basis
of virtuous conduct. Instruction thus produces this harmony
between the inner life and the outward action. The relation
between instruction and activity or expression, as developed
in modern education, is thus reversed. The Greeks held to
the apostolic doctrine that if one does the deed, the knowl-
edge of doctrine will follow. The relation of these two
fundamentals to Greek thought is expressed by Aristotle,
basing it, as he does, upon the yet more fundamental quality
of birth, or good breeding, in this passage: —

“There are three things which make men good and virtu-
ous: these are nature, habit, reason. In the first place, every
one must be born a man and not some other animal; in the
second place, he must have a certain character, both of body
and soul. But some qualities there is no use in having at
birth, for they are altered by habit, and there are some gifts
of nature which may be turned by habit to good or bad.
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Most animals lead a life of nature, although in lesser par-
ticulars some are influenced by habit as well. Man has
reason, in addition, and man only. Wherefore nature, habit,
reason must be in harmony with one another (for they do not
always agree); men do many things against habit and nature,
if reason persuades them that they ought. We have already
determined what natures are likely to be most easily moulded
by the hands of the legislator. All else is the work of educa-
tion; we learn some things by habit and some by instruction.”

The Results of 01d Greek Education on state and on individ-
ual cannot be adequately described in brief terms. It may be
summed up by stating that the Greek culture of the fifth cen-
tury B.c. was its product. Here before individualism has
gained full sway, but while personality finds free and full
expression in the service of the community, the highest
development of the individual under the full control of insti-
tutional life finds one of its richest expressions in history.
Nevertheless the limitation of Greek civilization previously
mentioned must be borne in mind : while Athens had become
a democracy, but a small portion of the population, one tenth
at most, came within the qualification for citizenship. Slaves
and the industrial class had no portion in this. Again, those
customs of the Greeks, such as exposure of infants, cruelty to
slaves and captives, subjection of women, and others quite as
repugnant to modern ideas, were decided limitations. But of
the free population itself, of the general status of society, the
following estimate of Professor Mahaffy is well within the
limits of sober modern appreciation:—

“No doubt the Athenian public was by no means so
learned as we moderns are; they were ignorant of many
sciences, of much history —in short, of a thousand results
of civilisation, which have since accrued. But in civilisation
itself, in mental power, in quickness of comprehension, in
correctness of taste, in accuracy of judgment, no modern
nation, however well instructed, has been able to equal by
laboured acquirements the inborn genius of the Greeks. Let
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me add that no modern theology has taught higher and purer
moral notions than those of Aschylus and his school, devel-
oped afterwards by Socrates and Plato.”

A stable, free, and vigorous social organization was devel-
oped; the first in which stability is not purchased at the
price of the suppression of the individual. Individuality
found expression in almost all those forms of activity that
are valued in modern life as interests that are worthy of
man’s fullest devotion. The Greeks possessed the ability,
rare among the most favored modern nations, of using the
ordinary activities of life or the services necessary to society
for the development of the individuality of its citizens. Evi-
denced in every phase of their life, this characteristic was
nowhere more strikingly expressed than in the games and
gymnastic exercises. There was nothing compulsory about
these contests in games between the various Greek states or
the citizens of a given state. They were of no practical value
to the state, or even to the citizen. They formed no prep-
aration for war or for any immediate service to the state.
They were but expressions of the personality of the citizen.
Through them the individual declared his freedom from the
limitations imposed upon man by nature and indicated his
superiority over his fellows. For this he received no reward
save the plaudits of the multitude and the esteem of his
associates due to one who had thus achieved some form of
personal excellence.

In place of the extremely realistic interpretation of the
elements of virtue or nobility characteristic of the earlier
ages, by the close of this period, and as a product of its
education, worth has become a purely moral quality. While
noble birth and wealth continue in ordinary thought to be a
presupposition of virtue, in their highest thought it transcends
all material qualifications. Euripides, one of the greatest
products of this century and of this education, expresses this
view in his Electra: —
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“There is no plummet line to measure excellence, for the
varying natures of men confuse our reckoning. Oft have I
seen the son of an honourable father nothing worth, and
again good children sprung from evil parents; I have seen
leanness in the soul of the rich, and a large heart in the body
of the poor. How then can we surely discriminate the good ?
Is it by the test of wealth? Then should we indeed employ
an unjust judge. Is it by poverty? But this too has its
weakness, and makes men mean by its necessities. Shall I
take the test of arms? Who, looking to the array of battle
could testify to real worth? It is better to leave these things
undetermined ; for hereis a man, not great among his fellows
nor supported by the pride of family, yet he has been found
among the crowd a man of the most sterling worth. Will
not ye learn wisdom, that speculate full of vain theories, and
will ye not judge men by personal experience, and the noble
by their characters?”

NEW GREEK EDUCATION: TRANSITIONAL PERIOD.
Character of the Period. —The old Greek education resulted
during the fifth century B.c. in a brilliant period of personal
achievement and national progress which has never been
surpassed in history. The culmination of this period was
the Age of Pericles. During and immediately preceding
this period, the highest products of Greek civilization were
attained. In politics such men as Themistocles and Pericles
controlled her destinies; in art the work of Phidias and
Myron and the construction of the Parthenon are evidences
of their taste and their achievement. Herodotus and Thucyd-
ides laid the foundation of the science, though to the Greeks
it was an art, of historical writing. The tragic drama reached
its perfection in the work of Aschylus, Sophocles, and
Euripides, and comedy in the plays of Aristophanes. In
every aspect of human activity and human thought there was
a similar endeavor at creation and an achievement that is
beyond comparison with that of preceding historic periods.
But this period of fruition was as well one of transition and
of origins. While the old education laid the foundation for
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these achievements, it was insufficient to meet the demands
of the times and altogether inadequate for future needs.
The life of this period made so much greater demands upon
the individual and offered so much greater opportunities for
personal achievement, that it demanded an education suited
to the period, —one wherein the chief emphasis was laid
upon individual development rather than upon service to
the city state and wherein the individual was not merged in
the citizen. The answer to this demand was the #ew Greek
Education. .

Transitional Forces. — There were at work in Greek society
during the fifth century a number of forces that need to be
mentioned for us to understand the nature of the new Greek
education. Some of them may be considered as causes of
the new education, some of them, at least to an extent, as a
result : all were a part of the same general change in the
character of life.

Political. — The most fundamental of these causal changes
was political. Toward the close of the sixth century the old
aristocratic constitution of Solon was replaced (509 B.c.) by
the democratic one of Clisthenes, which admitted to citizen-
ship all the free inhabitants of Attica. These now served in
the popular law courts or assemblies. Many of the officers
were to be chosen by lot as in the case of the modern jury.
To the popular assembly was given the power to ostracize,
or banish by secret ballot, any citizen considered dangerous
to the public welfare. Under this system of free govern-
ment the political power, the material prosperity, and the
culture of the citizens increased with rapid strides. Under
this government, too, the hordes of the Persians were over-
come in the short period from 500-479 B.c., with the result of
enhancing the prestige of Athens, the power of the people,
and of increasing the demands for opportunities for indi-
vidual effort and achievement. These demands were partly
met by the greater concessions to the democracy made by
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Pericles. The growth of democracy had been the triumph
of the trading and commercial classes, who were now pos-
sessed of the rights of citizenship, with the result of opening
up a great variety of new opportunities for individual advance.
Leisure time with its resulting opportunities now came to
depend upon wealth. Wealth which could be acquired by
all with the requisite ability, and the attending privileges of
citizenship were no longer the possession of a class restricted
in numbers and in initiative.

A further change of fundamental character grew out of°
the successful leadership of Athens during the Persian wars
in the formation of the Delian league (477 B.Cc.). At the
close of the war this league was converted into what
amounted to an empire, and the treasuries of the league
were converted into funds used by the city of Athens for
its own glorification. In the period between the close of the
Persian War and the opening of the war between Athens and
Sparta, the democracy of Athens was the imperial master
of all the surrounding cities and island states of the Agean
and of the Ionian states of Asia Minor. This mastery was
not gained by force but by statesmanship ; and by diplomacy
this leadership was kept. In the management of these
affairs, in the determination of policies in the assemblies, in
the control and disbursement of the funds there was called
for by the Athenian state an entirely new type of wor#% in
the citizen. The political skill and argumentative and per-
suasive ability that hitherto had found scope only in the
council and the assemblies and courts of restricted powers,
now found a field for exercise if not world-wide in extent at
leastpossessing all the inherent possibilities for developing
the powers of political leadership and statecraft found in
complex modern societies. The old education had afforded
no preparation tor this new life.

Social and Economic.— Through the leadership in the Per-
sian War and in the Delian league, Athens had now become
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the head of the common brotherhood of the Greek people.
In the growing interchange of ideas, disseminated by traders,
by political embassies, by travelers, who now became very
numerous, and by an altogether new class of teachers, — the
sophists, —that now came to possess formidable influence,
this common brotherhood was cemented. But it is a com-
munity of ideas and of social life which results in the coming
centuries in a common Greek civilization no longer peculiar
to Athens or to chosen cities, but to the race as a whole. At
the same time the political unity and even political indepen-
dence is lost through most disgraceful civil strifes and local
wars, until the old régime is replaced by a unity in govern-
ment imposed from without.

This merging of Athenian life into the greater unity of a
Greek life as a whole, this extension of the economic inter-
ests leading to a toleration of foreign traders and an increas-
ing tendency upon the part of Athenian citizens to visit
foreign marts, this sending of embassies, and the new custom
among the Athenians of visiting foreign or other Grecian
lands for mere curiosity’s sake, led to a much broader toler-
ance of novel ideas and strange practices than had ever been
the case before. Tolerance of new ideas led to criticism of
old ones, and finally to modification or rejection of much that
had been characteristic or even fundamental in previous
periods. Athens, from being a conservative, isolated town,
now became a community situated in “the highway of the
world,” and a meeting ground for all novel ideas. That
there was a breaking up of old customs, and that the conser-
vative forces were aghast at the revolution, is not to be mar-
veled at.

Literary. — A change that is not so much a cause as it is
an indication of the deep-seated modifications in the thought
life of the Athenian people, is to be found in the character
of their literature. The earlier half of the fifth century was
dominated in literature by the tragedy. This form of the
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drama dealt with fundamental ethical, social, and-religious
problems; its characters were the gods and mythical heroes;
its form was that of the highest art; its occasion was that of
religious worship. The problem underlying all tragedy was
that' of the conflict between duty and interest: so that its
very nature indicates that the problem fundamental to the
education of the new period had become a conscious one in
their ethical thought before it became a practical one in the
field of educational endeavor. Opposed to the older concep-
tion of the duty of the individual to subordinate his interests
to those of the state, the characteristic of the new Greek
education was this greater emphasis upon personal interests.
The dominance of comedy in the latter half of the century is
of yet greater significance, for in its satire on the pretensions,
the shams, the follies, the extravagances, and the corruption
common to every phase of life, it indicates that in real life
self-interest had won the victory over duty. Since the new
education was but a corresponding emphasis on individualism,
this change in literature paralleled the one in education.

The comedy deals with problems or incidents in the daily life
of the people, — of domestic unhappiness, of the relation of the
sexes, of political corruption, of educational formalism and
pretense: its characters are those of real life: its treatment
is of the freest, lending itself to great exaggeration: whether
it upholds the old and ridicules the new or the reverse, its
function is to instruct and amuse. Thus it loses much of its
religious character. Other forms of art indicate the same
change. The severity and grandeur of the early art of the
Greeks gives place in the transitional period to a studied
grace; and when the ideas of the new period are fully tri-
umphant, a perfection in the beauty of form in turn degen-
erates into a mere study of effect and of adornment.

Moral and Religious. — This change in the drama and in
art indicates a corresponding one in morals and religion.
The moral customs of the Greeks had found a partial basis
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in the authority of the gods of the old mythology, spiritual
ized as they had been in the course of time. This religion,
while not so fundamental to their social structure as the
religions of Oriental societies or even as their own earlier
genetic religion, yet furnished certain support for their state,
for the sanctity of the family, and for the obligation to live a
life not of ease, self-indulgence, or even self-aggrandizement,
but of devotion to the common good. With the rejection of
their old mythology and the mere formal retention of the wor-
ship of the household gods, the very basis for the morality of
the old genetic type was gone, and there was no corresponding
development of rationality sufficient for the multitude to re-
place the basis of a moral life. In the later tragedy, in the
comedy, and in the didactic poets the fortunes of men are no
longer determined, as in the early drama and the still earlier
epics, by the interposition of the gods or the will of heaven.
Natural causes and human calculation now replace the re-
ligious basis of morality. The Greeks, as a people, never
found any connection between the life to come and conduct in
this life; now, with the removal of all present interposition
of the gods in the life of man, there developed that complete
divorce of morality from religion that gave the new teachers of
any religion or any moral creed an opportunity that was not
neglected. Extreme skepticism and unreasoned conservatism
come into conflict, with no question as to where the ultimate
victory would lie. Skepticism in belief leads to freedom, even
license, in conduct. The new teachers, becoming specifically
teachers of morals, reject altogether the old basis of morality,
and along with that many of the traditional standards. As
a consequence, the orderliness, the dignity, the gravity, the
devotion to the public need of the old Greek life is replaced
by a greater frivolity of disposition, a disposition to place per-
sonal gratification above public service, and a general tendency,
evidenced even in the views of the poets, to reject the old
moral ideas and even to hold that the immoral cause of
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action has often much to be said in its favor when judged
from the purely rational point of view.

Phlilosophical. — One other phase of the change in the
thought life of the times is to be noted, since it forms
an integral part of the general educational change. Since
the mythological tales of the earlier poets, even when inter-
preted through rationalistic principles as purely allegorical,
no longer offered a sufficient logical basis for the belief of
the times, the higher thought of the Greeks—their phi-
losophy —had been directed toward finding some explana-
tion of the material universe, its origin, its constituent
elements, its forces, and its relation to man. In time these
explanations offered by Anaximander, Heracleitus, Zeno, the
Atomists, etc., were cast aside as unworthy of acceptance
by the new school of thought. The new teachers, the
sophists, followed to a considerable extent by the philoso-
phers, Socrates and Plato, looked upon the whole procedure
of the ancient philosophers with skeptical eyes. Some of
these found the desired explanation in a noumenal existence, —
in a series of forms back of the phenomenal worlds. To the
sophists, who questioned all things, such knowledge of the
material universe was impossible and the search for it un-
profitable. It is in connection with such discussions, that
Gorgias posited that nothing exists; or even if it did exist,
it could not be known; or if existent and knowable, it could
not be communicated to others.

It is evident that the old philosophy, dealing with such
subjects as it did, was unable to furnish any basis for con-
duct or give any practical preparation for the needs of life.
With the rejection of the religious basis of morality the
demand now made upon philosophy was to furnish a guide
to conduct, —a basis for the practical life. The new thought
in its search for truth turned its attention inward, and in the
thought life attempted to determine the nature of reality.
The sophists held that “man was the measure of all things;”
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that is, that the test of truth, of reality, and the very nature -
of knowledge was altogether subjective and hence that these
fundamentals were after all but relative. The later phi-
losophers were not content with this superficial judgment
but took up the inquiry and pushed it further. The new
tendency in thought — the direction of attention toward the
universe of ideas and emotions, instead of the mere specu-
lative attempt to interpret @ priori the nature of the material
universe —is the feature of the times to be noted here.
From this tendency came the formulation of the problems
that yet remain the fundamentals of philosophy; from it
also came the formulation of the sciences of ethics, of logic,
and of the earliest conscious attempts to work out the solu-
tion of the fundamental educational problem. The develop-
ment of free personality under moral law, giving widest scope
to individuality along with the fullest acknowledgment of
obligation to one’s fellows through institutional life, consti-
tutes this problem in education as also in ethics. Before
discussing the statement of this problem d4s made by the
Greeks, a further account of the transition to the new
education is desirable.

The Demands upon Education made by these social changes,
political, economic, ethical, literary, and the like, were two-
fold. There was first a demand for-greater freedom for the
individual in action and thought to correspond with this
growth of freedom in the political sphere. Second, there
was a demand for a training or an education that would
enable the individual to take advantage of the unprece-
dented opportunities for personal aggrandizement and
achievement. There was now demanded ability to discuss
all sorts of social, political, economic, and scientific or meta-
physical questions; to argue in public in the market place
or in the law courts; to declaim in a formal manner upon
almost any topic; to amuse or even instruct the populace
upon topics of interest or questions of the day; to take
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part in the many diplomatic embassies and political mis-
sions of the times, — the ability, in fact, to shine in a demo-
cratic society much like our own and to control the votes
and command the approval of an intelligent populace where
the function of printing press, telegraph, railroad, and all
modern means of communication were performed through
public speech and private discourse, and where the legal,
ecclesiastical, and other professional classes of teachers did
not exist. The Athenian state made no provision whatever
for higher intellectual training of a formal kind, but it did
offer opportunity for this in the freedom it gave the individ-
ual during the period of his training in the gymnasium, and
after the military training of the ephebic period. No means,
however, existed in Athenian society as organized under
the old régime for giving to the individual such training as
would provide for personal achievement in place of civic
service. Such instrumentalities now appeared in the form of
a new class of teachers, the sophkists.

The Sophists have long been considered as teachers of im-
morality who were responsible for the disintegrating tenden-
cies in Greek thought and the demoralizing tendencies in
Greek life in the period we are now considering. Even yet
a sophist is defined as “an impostrous pretender to knowl-
edge; a man who employs what he knows to be a fallacy for
the purpose of deceit and of getting money.” Primarily by the
work of the historian Grote, reénforced by the studies of later
historians and philosophers such as Zeller, it has been shown
that this view was largely due to the prejudices shown by
Socrates and Plato against a class of teachers among whom
they themselves were numbered, but from which they were
distinguishable, not so much by their contemporaries as by
later students, who detect the difference in their completed
work from the ideas of the sophists, in certain fundamental
characteristics to be noted hereafter.

Educationally the sophists were Greek teachers, not usu-
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ally native Athenians, who saw the defects in the existing
organization of education at Athens and offered to the youth
of the city the training so much in demand as a preparation
for a career of personal aggrandizement in the political and
social life of the times. The sophists were students of affairs
who through wide travel and contact with Grecian and Orien-
tal life in many centers had picked up the current learning
concerning natural forces and phenomena, political life, social
institutions, and popular questions of the day, especially those
concerning principles of conduct and morality. Possessing a
rhetorical power in formal debate and private discussion that
was a result of a training and experience, neither of which
were to be obtained at Athens, these men quickly secured
attention, built up a great reputation and through their will-
ingness and ability to impart this knowledge and the rhetorical
training in its use, they soon came to exercise a tremendous
influence in Athenian life. To be sure many of them gave
merely a formal training that often consisted in furnish-
ing their pupils with set speeches upon given topics to be
repeated upon definite occasions, such as trials before the
courts, or with smart sayings and fragmentary information to
be used whenever chance opportunity offered. Many, on the
other hand, gave a more consistent and thorough course in
the study of questions of the day and in the rudimentary
natural and historical sciences of the times, and a training in
dialectic power through discussion and in rhetorical power
through public speech. For the most part, however, they
themselves taught through formal discourse or lecture; this
more thorough training was a later development. Two
characteristics rendered them especially disliked by the
thinking Greeks, especially those of a conservative character;
the one was the profession of their ability, as indicated by
their title, wise men, to give information on any subject; the
other was their demand for remuneration for their services.
With the charlatans among their number, —and they were
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probably not a few, — this took the form of offering to impart
to any ohe any subject or any ability, if the remuneration was
sufficient. Since power in argumentation constituted the great
desideratum, it was the boast of many of them that they could
give one the ability to argue either side of any question with
equal facility. These two characteristics ran counter to some
of the fundamental and most worthy traits of old Greek life:
the former violated their principle of harmony and reverence
and bordered on theinsolent ; the latter their idea that devel-
opment of character, which was the inclusive aim of educa-
tion, could result only where the relation between teacher and
pupil was based upon mutual esteem and regard and where
the financial nexus was altogether wanting. Consequently
there arose toward the sophists a most violent antipathy ex-
pressed by all the writers with conservative inclination, and a
natural desire upon the part of Plato and the members of the
philosophical group to differentiate themselves from the
despised class, however much they might have in common
with it.

Though the sophists gave information concerning phe-
nomena of nature, science, and society, and in fact almost all
topics that would receive treatment in the modern newspaper
and magazine, yet their chief concern, because it was the
chief interest of the populace, was in questions of personal
and political conduct, — questions of a moral nature. So
radically did their views differ from the old Greek beliefs,

. that they were accused then and often since have been
accused of teaching immorality. Undoubtedly some of
them, since they were wholly irresponsible, were guilty of
holding and expressing views subversive of all the old Greek
ideals and of the principles of morals commonly recog-
nized at all times. But such was not their whole purpose or
their general characteristicc.  'What they did do was to dis-
cuss moral questions and to settle them from a point of view
not religious and social, but so rationalistic that to the old
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Greek it amounted to immorality. On the other hand, their
moral teachings placed an unprecedented emphasis upon
individuality. As a class they did not teach immorality, for
they held no common system of views ; the only idea common
to all was that there were no such universalideas, or standards
of conduct, but that, in the words of Protagoras, one of the
greatest of them, “ Man is the measure of all things.” As
this meant the individual man, the tendency long developing
in Greek society toward giving individuality more and more
emphasis in moral life and in the educational process, here
finds its culmination, for this is pure individualism.

The sophists taught, then, that the individual was to deter-
mine his own ends in life; his own standards of conduct in
accomplishing these ends; the extent of his services to the
state; of his observance of the old customs and moral tradi-
tions, of his sacrifice of time, and wealth, and energy for the
common good. Naturally many found no basis for continuing
the old customs, and a period of great laxity and even disso-
luteness followed. Many lacked the rational power to find a
sufficient basis for moral conduct or sufficient moral stamina
to observe if they believed in such. The immorality of the
sophists, then, was a negative one, to be found in their exalta-
tion of the individual. The individual now found a place
distinct from and above his life as a citizen. From the point
of view of the teachings of the times, this life, devoted to his
own development and the expansion of his own personality,
was of greater moral worth, than was one of observance of
the customs wherein was dominant the morality of the city
state and the old Greek life. From the point of view of the
old Greek, the sophist tendency was an immoral one; from the
point of view of modern thought it is seen to be a necessary
negative or critical stage, destruction of the old, but clearing
the ground and even laying the foundation for the new. At
the worst it was in education but a practical and utilitarian

tendency toward giving the individual full freedom in the life
I
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of the times, and thus affording scope for the development
of personality. Later thought was to furnish for this wider
personality a more stable basis than could be obtained in the
natural reaction following the rejection of the old which so
limited and restricted the individual in the use of his own
powers and the exercise of his own judgment. At best, the
work of the sophist which, as defined by Socrates, was to
teach young men “to think, speak, and act” was no unworthy
motive and no insignificant service to perform for the state.
Only in two respects, to which the modern world can hardly
object, since both are accepted in modern education, can the
sophists as a class be held to be teachers of immorality. They
did believe that morality and wisdom could be taught theoreti-
cally, whereas in the old Greek education these had been the
products of a practical training in certain activities; and they
did hold that the basis of morality was subjective ; — was to
be found within one’s own intellectual and moral being; was
to be based on reason and not, as in the old period, upon cus-
tom and tradition, as revealed in their religious thought and
institutional life. Nevertheless, these very views did much to
encourage the tendency to unrestricted individualism and con-
tributed much to the demoralization of Athens. The term
sophist continued in use for many generations, and, even in
the Christian centuries, continued to be applied to the teachers
in the universities as practically synonymous with the modern
term professor; yet the sophist in the original sense, as a
teacher attached to no institution and to no one locality, one
who professed to give instruction on all subjects, was character-
istic of only about a century. We have given the date of the
Macedonian conquest (338 B.c.) as the close of this transitional
period, since by this time the overthow of the independent
political life of Greece made evident the fact that individual-
ism had conquered, and that education would no longer be
dominated by the state. However, a generation or more
before this time the sophists had become differentiated into
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two much more distinct classes of teachers typical of the
cosmopolitan period of the new Greek education.

Resulting Changes in. Education. —/n Higher Education
this change is most clearly seen and may be most briefly
stated. That period in the old Greek education, from sixteen
to eighteen, which had been devoted to physical training and
indirectly to political training was now devoted more and more
to purely intellectual training of a higher type. Much of this,
as has already been explained, was of a purely formal char-
acter and related to the development of rhetorical powers.
In private rooms, on the street, or in the gymnasia, the
sophist collected his body of adherents or students, imparted
the knowledge, and gave the training desired. While this
did not disarrange the old organization, it introduced a new
phase which now received the greater attention. It has bgen
noted that the ephebic training from eighteen to twenty
was not universal, and it is probable that the new sophist
training, since it offered a far more practical training than
the old, drew largely from the ephebes. Certainly in the
period following, that of young manhood, the sophists found
a yet greater opportunity and drew to their private schools
many who had entered the state of full citizenship. The
very fact that these private schools could obtain such a
hold is an evidence that individual interests were  then
followed to an extent altogether unknown in the preceding
period. Within a century these new motives controlling
education became so generally accepted that the earlier type
of teacher, moved by desire of gain and the attainment of a
reputation based upon intellectual ability and success, —
motives wholly legitimate with the modern teacher but much
in question then, — had developed from this irregular type of
instructor into a definite teaching profession.

In content the transition from the old Greek to the new
Greek education is evidenced by many changes. In this
higher education of an intellectual character, it has been
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seen that literature, or literdry training at least, formed the
basis. But it is literature in a different sense, for it is
literature now studied from the point of view of form rather
than of content and intended for use from the point of view
of pleasing and persuading the multitude rather than from
that of instructing it in traditional moral ways. To the
sophists is due the formulation of the grammatical and
rhetorical study of language and literature. Much of their
instruction related to the choice of words, the proper forma-
tion of phrases—to grammatical structure and rhetorical
effect. Most of the more important sophists wrote treatises
on grammar.

In the Palestra and Music School. — The content of the
lower schools also underwent a change. The tendency of
sophistic teaching to develop in the pupils self-assertive-
ness, a love of pleasure, glibness of speech, and even an
unscrupulousness of conduct, finds its effects in turn in the
education of children. The same emphasis upon formal
literature, and hence an increasing tendency to introduce the
later didactic poets, offering opportunity for hair-splitting
discussions ; the tendency to introduce new musical instru-
merits, the cithera with a greater number of strings, the flute
and other wind instruments, or at least more complicated
ones ; the use of new types of music, such as the Lydian and
Phrygian airs, aiming more at the subjective, pleasurable
effect; the use of the warm bath; the relaxation of the
severity of the physical training, —all these go to show a
greater love of ease, an effort after pleasure, an attempt to
please the individual and to allow him to gratify his own
desires. The extent to which each of these changes would
develop individualism to the detriment of the old rigidly
moral training is evident. While it is not safe to accept
unreservedly the interpretation of the Greek comic poets nor
to rely solely upon them for the facts of the time, yet with
careful allowances for the purpose and the occasion of the
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writing, no better description of the contrast between the old
and the new education is to be found than in the controversy
between the Just and Unjust Causes in 7The Clouds of
Aristophanes. This argument, at least, typifies the position
of the conservative Greek, as he sees the practices of his
boyhood and the moral ideals of his manhood going to decay.

In Method. — The changes in method have already been
suggested. With an increased emphasis upon study of form,
with the growing importance of intellectual acuteness in dis-
crimination between words, with the enlarged rewards for
mere showy effectiveness, the old emphasis of training in
moral habit as the basal part of education is replaced by the
exaltation of instruction — the giving of the theory —into
the place of prominence. All education becomes more liter-
ary and hence more theoretical. Instruction in grammar
and rhetoric, soon to be followed by instruction in other
subjects, reverses the old order of method and makes of their
education a process of theoretical instruction. Evident, too,
is the change in method of gymnastic training from one
wherein the aim is to hardenand drill men for practical services
to the state, to one wherein the aim is a life of mere asthetic
enjoyment. Education becomes more distinctly a school
process looking toward intellectual and practical, that is,
individual, ends.

The Results of the New Education, both in the century of
transition and in the following period of complete dominance,
were naturally of a twofold character. If one looks solely
upon the darker side and is guided by the strictures of Plato,
Aristophanes, and the conservatives, as are some historians,
such as Curtius, it is a period of extravagance in customs, of
license in action and of skepticism, irreverence, and anarchy in
belief. If, on the other hand, one tempers the views of these
critics by what is gained inferentially from their own writ-
ings and more directly from writers less renowned, as is done
by Grote (Chapter 67), it is a period of the greatest enlight-
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enment in opinions, of moderation in policy, and of attainment
in all the higher aspirations of life. In fact, as character-
istic of a period of greatest freedom, both results may be true.
With its attendant benefits and its unavoidable evils the
absolute freedom of learning and of teaching, the *“ Lern- und
Lehrfreiheit,” which is the ideal of modern higher educa-
tion, was an actual realization in this period. Such evils are
the necessary price to be paid for such blessings. With
Athens, however, since such freedom attended not only
learning and thought, but prevailed in the world of moral
conduct, of political activities and of the religious life as well,
the cost was a heavy one and was paid to the uttermost. On
the one hand, it is true that the democracy was swayed by
its passions; that prejudice instead of justice controlled in the
law courts ; that the sycophants swarmed and worked their
unworthy trade to the demoralization of social life; that vices
loathsome to modern ideas prevailed; that scoffing irrever-
ence replaced the sedate faith of the earlier periods; that
youth exulted in a flippant independence and a supercilious
agnosticism ; that family morality decayed; that the pursuit
of riches, with its attendant extravagance, now became char-
acteristic; and that in every phase of life, as a result of this
freedom given to the individual, there was evident a license
in conduct and an indifference to the old moral ideals such as
to shock both the conservative holding tenaciously to the views
of the older period and the student of the present who, be-
cause one unconsciously feels the perspective of the present
but can acquire only with great labor that of the past, is prone
to judge the present by its best, but the past by its worst.
The better to see the period in its real light, let us in con-
clusion turn to a brighter picture as painted by Wilkins.

“ But above all things the Athenian of the time of Pericles
was living in an atmosphere of unequalled genius and culture.
He took his way past the temples where the friezes of Phidias
seemed to breathe and struggle, under the shadow of the
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colonnades reared by the craft of Ictinus or Callicrates and
glowing with the hues of Polygnotus, to the agora where, like
his Aryan forefathers by the shores of the Caspian, or his
Teutonic cousins in the forests of Germany, he was to take
his part as a free man in fixing the fortunes of his country.
There he would listen, with the eagerness of one who knew
that all he held most dear was trembling in the balance, to
the pregnant eloquence of Pericles. Or, in later times, he
would measure the sober prudence of Nicias against the
boisterous turbulence of Cleon, or the daring brilliance of
Alcibiades. Then, as the great Dionysia came round once
more with the spring-time, and the sea was open again for
traffic, and from every quarter of Hellas the strangers flocked
for pleasure or business, he would take his place betimes. in
the theatre of Dionysus, and gaze from sunrise to sunset on
the successive tragedies in which Sophocles, and Euripides,
and Ion of Chios, were contending for the prize of poetry.
Or, at the lesser festivals, he would listen to the wonderful
comedies of Eupolis, Aristophanes, or the old Cratinus, with
their rollicking fun and snatches of sweetest melody, their
savage attacks on personal enemies and merry jeers at well-
known cowards or wantons, and, underlying all, their weighty
allusions and earnest political purpose. As he passed
through the market-place, or looked in at one of the wrestling
schools, he may have chanced to come upon a group of men
in eager conversation, or hanging with breathless interest on
the words of one of their number; and he may have found
himself listening to an harangue of Gorgias, or to a fragment
of the unsparing dialectic of Socrates. What could books do
more for a man who was receiving an education such as this?
It was what the student gazed on, what he heard, what he
caught by the magic of sympathy, not what he read, which
was the education furnished by Athens. Not by her disci-
pline, like Sparta and Rome, but by the unfailing charm of -
her gracious influence, did Athens train her children.”

This period of transition was the decline and the extinction
of Greek political activity; but neither in this nor in the ear-
lier portion of the following period — that of the culmination
of the new Greek thought — was there an exhaustion of intel-
lectual vigor. On the contrary, it was the period of the greatest
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intellectual activity, with probably a higher average of intellec-
tual attainment than has ever been reached by any people;
certainly a period unsurpassed in its intellectual products.
The mental vigor of the entire people was stimulated, their
intellectual horizon broadened, and the content of their
thought was much enriched. The first evidence we meet
of this is in the work of

THE GREEK EDUCATIONAL THEORISTS. — The Pro
of the Educational Theorists was identical with the problems
in ethics and in philosophy, the solution of which was attempted
by the same philosophers. The old moral bonds being re-
jected, the problem was to discover or construct new ones;
the old philosophy being invalidated, there arose the obliga-
tion to originate a new one; the old educational aim of
developing that worth of the individual demanded by the
institutional life no longer being recognized, there existed
the necessity of formulating new conceptions of worth or
of virtue, primarily providing for individuality but at the
same time recognizing some moral bonds relating the in-
dividual to his fellows. The occasion giving rise to the
educational theorists was the conflict between the new
Greek education and the old. Their task was to formulate
a new conception of worth or virtue based primarily upon the
conception of individuality instead of upon that of citizenship.
In one respect the theorists agreed with the new Greek educa-
tors, in that they held the ideals as well as the process of the
old Greek education to be wholly inadequate: in one respect
they agreed with the conservatives who rejected the new, in
that they held the negative attitude of the sophists to be wholly
inadequate and believed that some general moral bonds must
be furnished. The attitude of the sophists toward knowledge
was of the same negative and destructive character as that
toward moral principles. Along with the ancient standards
of conduct, the previous conception of knowledge had come
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to be looked upon as antiquated and false, so that the sophists
despaired of the attainment of any satisfactory interpretation
of reality, of the universe, or of life. Questioning the validity
of all general truth, the ablest among them denied the very
possibility of knowledge; while the rank and file of the new
teachers sought merely to give interesting information, or
offer plausible argument, or produce showy rhetorical effect,
all for material gain or utilitarian purposes with no thought
of findamental validity or ultimate consequences.

The task of these theorists on the moral side presents a
remarkable parallel to that attempted by a modern epoch-
making philosopher, who likewise united in the problem the
ethical, philosophical, and educational elements. From the
point of view of the modern positivism or evolutionary phi-
losophy, the two ages present a striking analogy. Substituting
the idea of conception or purpose of education for that of the
scheme or system of ethical beliefs, the following passage from
the /ntroduction to Ethics by Herbert Spencer is an exact state-
ment of the problem presented for solution to the Greek edu-
cational theorists : —

“] am the more anxious to indicate in outline, if I cannot
complete, this final work, because the establishment of rules
of right conduct on a scientific basis is a pressing need. Now
that moral injunctions are losing the authority given by their
supposed sacred origin, the secularization of morals is becom-
ing imperative. Few things can happen more disastrous than
the decay and death of a regulative system no longer fit, before
another and fitter regulative system has grown up to replace
it. Most of those who reject the current creed, appear to
assume that the controlling agency furnished by it may
safely be thrown aside, and the vacancy left unfilled by any
other controlling agency. Meanwhile, those who defend the
current creed allege that in the absence of the guidance it
yields, no guidance can exist: divine commandments they
think the only possible guides. Thus between these extreme
opponents there is a certain community. The one holds that
the gap left by disappearance of the code of supernatural
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ethics, need not be filled by a code of natural ethics; and the
other holds that it cannot be so filled. Both contemplate a
vacuum, which the one wishes and the other fears.”

Thus in ages quite remote in time the problems of individ-
ualism present the same questions in education as well as
in ethics and in morals. To the Greek philosophers, as to the
modern one cited, progress in thought had destroyed the va-
lidity of the old institutional morality. Its place had to be
filled by a morality based upon knowledge. Formulated
from the thought content of a given age, such a morality
‘would be adequate to the needs of the time. Thus the
divorce of the philosophy and the thought life from the prac-
tical life was one cause of the insufficiency and the failure of
the old. To make this union and thus furnish a new basis
for the intellectual and the moral life, now united as never
before, was the task first essayed by Socrates.

Thus these philosophers, or educational theorists, attempted
the problem growing out of the changes previously mentioned
as characteristic of the period and affecting every phase of
life. Their work is characterized by Zeller as follows : —

“ Scientific ethics became necessary because of the giving
way of moral convictions; a wider inquiry, because of the
narrowness of the philosophy of nature; a critical method,
because of the contradiction of dogmatic systems; a philoso-
phy of conceptions, because of the uncertainty of the obser-
vations of the senses; Idealism, because of the unsatisfactory
nature of a materialistic view of the world.”

Socrates, His Relation to the Sophists and the Old Greek
Educators. — While Socrates did but state the problem and
vaguely suggest the principle of solution, he initiated the ten-
dency that gave to humanity the highest formulation of the
principle of the moral life that, until then, it had been able to
reach. At the time of Socrates there were other tendéncies in
Athenian society besides the individualism of the sophists;
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but instead of looking toward the future all was reactionary.
Aristophanes headed the conservative party that would return
to the good old times. Xenophon in his Cyropedia described
the education of the Persians in such a way that he held upin
a thinly veiled form, as an ideal to which to return as an
escape from the existing anarchy, the Spartan system of
education, modified by the introduction of some aspects of the
old Greek aim as formulated by Athens. The Pythagoreans
suggested a scheme of socialism, both formulated philosophi-
cally and worked out practically, which was radically antago-
nistic to the individualistic tendencies in Athenian life and
hence extremely distasteful. But Socrates accepted as his
starting point the basal principle of the sophist teaching,
“ Man is the measure of all things.” This he did in no super-
ficial sense. If man is the measure of all things, the first
obligation which man must assume is to know hiniself. To
Protagoras, who formulated this fundamental tenet of the
sophists, knowledge consisted in sensations, — a philosophical
belief not foreign to modern times wherein it is represented
in an elaborated form by a large and influential school of
thought, one might almost say the dominant thought of the
past two centuries; on the contrary, to Socrates, knowledge
consisted in conceptions, in ideas universally true for all
individuals instead of in sensations possessing no canons of
validity outside of the individual. In accepting the command
of the oracle, “ Know thyself ” as the guiding principle of his
life’s work, Socrates afforded to the Athenian public a new
type by reason of his tendency to introspection and his power
of inward concentration. So opposite is this to the dominant
Grecian interest concerning outward manifestation of power
and excellence, in the beautiful in form and in pleasure to be
gained from a life of activity, that it accounts for much of the
hostility of the Athenian public toward Socrates.

Within the consciousness of the individual, within the moral
nature of man, according to this new teacher, is to be found
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the new moral standard, the determination of the aims of life
and of the purpose of education. Not, however, in this con-
sciousness as mere opinion. A characteristic of this age was
the dominance of opinion. Questions relating to natural
phenomena, natural forces, political policy, economic proce-
dure, moral principles, were all thrown into the arena of public
discussion. As nowadays questions relating to the operation
of economic laws, of jurisprudence, of finance, are often
settled by popular vote ;" as now each individual by virtue of
his citizenship assumes to be able to settle such questions in
his own judgment; so it was then under the influence of the
sophists with a much wider list of subjects. “ Come now,
whether do you think that Jupiter always rains fresh rain on
each occasion, or that the sun draws from below the same
water back again,” proposes Strepsiades in 7ke Clouds as a
fertile and typical subject for the exchange of opinion.
Against this sway of opinion Socrates set -himself with all the
force of his wonderful personality. He accepted as a divine
calling the mission of testing this conceit of knowledge in men
and of endeavoring to develop such opinion into true knowl-
edge. It is not the individual in man but the universal that
gives him his freedom and makes him worthy to have
this great privilege of determining his standards of conduct
and his aims in life. As opposed to the purely individualistic
basis of opinion, knowledge possesses universal validity.
From this basis Socrates arrives at his fundamental principle,
“ Knowledge is virtue: ”— by guiding conduct by those ideas
that possess universal validity, instead of by mere opinion, one
lives the virtuous life. The aim of education, then, was not to
give the offhand information that, combined with superficial
brilliancy of speech, constituted the ideal with the sophists;
but to give knowledge to the individual by developing in him
the power of thought. Possessing such power, one would be
no longer satisfied with a mere passing opinion arrived at with
superficial rapidity, but would argue back from such initial -
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opinion to the discovery of the ultimate basis in that which is
true for all, and thus arrive at knowledge. Every individual
has within himself the power or the possibilities of acquiring
this power,— of knowing and appreciating such truths as
those of fidelity, of honesty, of truthfulness, of honor, of
friendship, of wisdom, of virtue. This is the phase of
knowledge in which Socrates was interested, — the knowledge
that is derived from one's own experience and that relates to
and is the basis of right conduct. While such knowledge
is the basis of “the art of living,” that highest of all arts in
which Socrates was so interested, the insufficiency of his
teaching, at this point, was the chief reason for its failure
to effect the practical reforms so needed in Athenian life at
that time. Knowledge of right is necessary, but it does not
in itself provide for right feeling that leads to the application
of the knowledge in right doing.

The Socratic Method. — The method of teaching adopted
by Socrates was the conversational one. As represented in
Plato’s Dialogues his teaching has two purposes. The first
of these is to demonstrate that knowledge lies at the basis of
all virtuous action. Throughout such dialogues of Socrates
as are preserved for us by his disciple, Plato, it is his custom
to draw his illustrations from the humblest and most common
activities and operations of daily life. The cobbler, the
fisherman, the mule driver, the cook, the housewife, the
soldier, the slave, furnish him with his illustrations and with
the most fundamental truths he teaches.

In the case of all craftsmen and all practical work of this
kind, knowledge is the basis of right action. The muleteer
is permitted to drive and beat the mules, while the free boy
is forbidden, not because the one is a slave and the other
free, but because the one has the knowledge and the other
lacks it. The charioteer may drive in the race and the free
boy who owns the chariot and team must remain a spectator,
not because the one is of age and the other immature, but
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because the one has the knowledge that the other lacks; the
free boy is even under the control of his pedagogue, his own
slave, thus reversing what would seem to be the conditions
of freedom, because the one has the knowledge of right
conduct while the other has this yet to learn. Knowledge is
the prerequisite of free action, the basis of all right action in
all the arts. This is true also in the highest art of all, the
art of right living. Here as elsewhere Socrates holds that
such knowledge is to be gained not from the mere opinion
of the individual but only by a search for what is common
to all, what is of universal validity.

Nature of Dialectic. — But without training the individual
is unable to discover that which possesses universal validity
in his own experience and in his own consciousness. Such
truth is to be gained only through the process of dialectic.
Consequently the aim of his work and the general aim of
education was to develop in each individual the power
of formulating these universals, of developing the power of
thought. Socrates termed his work, maieutics, — the art of giv-
ing birth to ideas. His custom was to begin a conversation by
asking for information, thus getting the views of his com-
panion, which he seemed to accept and espouse. Then
through adroit questioning, these original opinions were
developed in the words of the person to be instructed, until
the folly and absurdities of the superficially formed opinions
were fully shown and the supposed possessor of wisdom was
brought face to face with consequences that were either
contradictory to the original opinion or so absurd that the
opponent lost all confidence, or becoming involved in the
mazes of the argument confessed the error of his opinion or
his inability to reach a satisfactory conclusion. By further
questioning, the whole truth of which the original opinion
was but a fragment was then developed. This is the method
fully revealed in the Socratic dialogues of Plato.

Philosophically, dialectic is the process of forming no-
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tions from conceptions. Differing from that of the earlier,
which dealt directly with objects, the philosophy of this later
Greek period is interested in things only through the medium
of the mind, — only through their conceptional existence or
representation. Hence the method employed is that of dis-
tinguishing between the qualities of things, between appear-
ances and reality, between permanent form and changing
appearance. Such a method is that of forming whglg,
thoughts, conceptions, — in other words the dialectic proress.
Educationally, dialectic, or this conversational method sys-
tematized and rationalized, is the method by which knowl-
" edge, truth, or the universal is reached. Externally this
method, as illustrated in the Dialogues seems little more
than dialogue; but it is a conversation shaped toward pecul-
iar ends, so that it becomes a discourse inductively arranged
to culminate in the formation of a general truth relating to
conduct or life. Psychologically, it is the process of the
formation of concepts from percepts. Logically it is the
resolution of species into genus or the reverse. Scientifically
it is the process of inducing general principles from a
multiplicity of phenomena. With Plato it becomes a type of
life, — one given to reflection. He defines dialectic as “a
continuous discourse with one’s self.” Thus it is the reflec-
tion on experience by which one distributes the particulars
of experience, the acts and phenomena of everyday life,
under general principles and thus guides one’s life by
moral law., With dialectic the power of finding the per-
manent in passing experience, possessed with peculiar
force by the Greeks, becomes a conscious one. That
which in the earlier periods unconsciously made for their
development now becomes the conscious purpose of their
education.

Influence on Method and Content of Education.— The im-
mediate influence of Socrates’s teaching on education was
twofold. In regard to content there was an unprecedented
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¢mphasis on kmewledge. This coincided with the similar
influence of the sophists, who gave to the Greeks the knowl-
edge demanded by the new condition of the times. With
Socrates, as with the sophists, this was knowledge in the
practical sense, — that which related immediately to life, but
with this radical difference: the sophists gave the informa-

“tion requisite for the practical success of the individual irre-

e

spective of the moral claims which institutional life had upon
him; Socrates aimed to develop knowledge concerning con-
duct, knowledge of practical value in life, but possessing uni-
versal validity and consequently moral worth. Since the
knowledge of Socrates contained this compulsory moral
import, it was a much broader conception than the knowl-
edge of the earlier philosophers, than the information of
the sophists, and even than the modern conception of knowl-
edge. Nevertheless, to the multitude, this distinction was
hardly evident, and for them the influence of the philoso-
phers coincided, in this respect, with that of the sophists.

To both Socrates and Plato little mental improvement
came from the direct impartation of knowledge. Against
the popular methods of the sophists, which aimed to dis-
seminate information through the formal lecture, these phi-
losophers opposed the dialectic or conversational method, the
object of which was to generate the power of thinking.
Their aim was to create minds capable of forming correct
conclusions, of formulating the truth for themselves, rather
than to give them the conclusions already elaborated. Hence
the method of dialectic came to replace both the method of
formal delivery of the sophists and the method of training in
habits through doing characteristic of the old Greek education.

As previously indicated, this method is adequate when it is
applied to the formulation of ethical truths: it enables one to
determine what is the just act what is right conduct, what
is honorable, etc., since in all of these respects every indi-
vidual has had concrete experience. The limitations of the
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method appear when applied to subjects wherein the con-
tent is not given by the experience of the individual. The
dialectic method can give scientific form, classification,
arrangement, interpretation, but it cannot of itself give con-
tent. Concerning mathematics, science, history, language,
literature, it is inadequate, since the content is racial, and
does not lie within the scope of the experience of the indi-
vidual. In the educational process the content subjects are
to be acquired by methods other than the dialectic. The
limitation that the mere summing up of any number of
instances always leaves the possibility of error in the general
conclusion, unless the test of the negative instance is applied,
exists in the very nature of the inductive process. In such
cases, when the attempt is made in these subjects mentioned
to formulate conclusions based upon one’s own experience
alone, this limitation becomes a positive defect; the methods
may be uncertain, indefinite, and inexact. As the opposite
of the dogmatism of the formal methods of the sophists,
which gave to the individual the immediate satisfaction but
not the ultimate truth, dialectic was a protest. The indefinite
ending of most of the Socratic dialogues is but another evi-
dence of the inadequacy of this method alone, as is also Plato’s
comparison of the method to the climbing of a mountain, where
one successively reaches the summits of numerous foothills
and peaks only to find other heights beyond him. The truth
is that Socrates and Plato were interested in the process as
a process, and in the power developed by its use. By their
immediate followers the method, or at least the mastery of it,
became a dominant aim in education, with the result that they
became a ‘people given over to endless discussions relating to
refinement in the definition of words and subtleties in the dis-
tinction of thought, rather than to the truth and validity of
the thought content. They became in reality a nation of
talkers, not of doers of deeds. At the same time, the acute-

ness, agility, suppleness, and versatility which we think of as
K
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peculiar to the Greek mind to a degree never equaled by any
other people is also a result of this period. When this
method was given permanent form in the science of logic
first formulated by Aristotle, it became the basis of an en-
r tirely new conception of education, to be noted later, namely,
eﬁu tion as a discipline.
‘ Plato (420-348 B.C.).— Importance as an Educational
“If‘lzmrzst — Granting at the outset that the relation of Plato
to the education of his times was purely theoretical, and that
the concrete details of his scheme are impracticable for that
or for any time, we are here interested in seeing: first,
/ that with Plato we find the most elaborate and suggestive
attempt to solve the educational problem presented to the
Greek thinkers of the times, — the problem of the conflict
between the welfare of the individual and that of society;
second, that the ideal of life and of education as formulated
by Plato was a most noble one, one most suggestive for all
ages, and one from which reformers as well as most humble
laborers in the cause of human advancement then as now
have drawn inspiration; third, that in the detail of his
scheme, however chimerical and even reactionary it may have
been, we find pertinent criticism of the ideals and the practices
of his times and of education of the old Greek period as well;
and fourth, that in his criticism of literature and gymnastics
and in his general formulation of the course of training of
the rulers in his Utopian scheme of society, he gave a sugges-
tion concerning the content of education that has been of far-
reaching historical influence and that possesses permanent
value.

Similarity of Plato's Views to those of Socrates.— Con-
cerning the Aim of Education: Agreeing with Socrates that
the great need of the times was the formulation of a new
moral bond in life to replace the ancient wealth and worth of
old Greek society rejected by the individualism of the new,
Plato, like Socrates, attempted to formulate a new basis for
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the moral life which should give sufficient scope for the
individual while at the same time providing an ample basis
for institutional life. Plato agreed with his master that this
new bond was to be found in Zdeas, in universal truth, in the
intelligence through which men were united by nature.
Virtue consists, then, in knowledge, in whole-thoughts as
opposed to opinions. Socrates was content with this mere
formulation of the purpose of education and of life and with
the formation of the power of attaining to this knowledge
on the part of the few whom he taught. But Plato, pro-
foundly interested in the nature of these whole-thoughts,
carried his investigation much further.

This work of determining the nature of knowledge, his
metaphysics, is a most important part of Plato’s philosophy,
but one that can be referred to here only to the extent that
it touches his general scheme of education. Knowledge,
or whole-thoughts, consists in ideas as opposed to objects; in
universals as opposed to congrgig perception; in the ideas
represented to us by common or class nouns. The form,
then, is the permanent thing which gives rise to all the
multiple, material reproductions of it; the idea is the imper-
ishable essence which gives reality to the substantial form in
which it exists. The idea is the only true reality. Such
objects as a table, chair, or desk are not the highest form of
reality ; in the Platonic sense they are not realities at all, but
merely ephemeral reproductions, which emanate, as it were,
from the original life-giving, or existence-giving reality or
form. There always must exist a harmony between the
phenomenal object and the idea from which it emanated.
The more nearly perfect this harmony, the more nearly the
object performs the function for which it was created by this
approximation to the idea which determines its ideal function,
the more nearly it approximates the idea of good. There is
a good for every phenomenal existence. The function of the
eye is to see, —to the extent that it possesses this power it is
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the good eye. So it is with the entire realm of realities;
these are arranged in a series of goods until the highest
good, the Divine Principle, is approximated. It is from this
highest good that the lesser goods have emanated, and by
this that their proper function and their proper forms have
been determined. The good of each phenomenal existence,
including man, is to attain to its appropriate function, that
is, to enter into harmony with its corresponding or originating
idea. So much for a brief statement of the Platonic meta-
physics and ethics.

It is in this sense that knowledge is virtue : for knowledge
is the recognition of the harmony between phenomenon and
the form or the idea; it is the recognition of the true func-
tion of all particular types of existence and of the approxima-
tion to it of its phenomenal reproductions; it is, in other
words, but the recognition of z4¢ good. To attain to this
virtue, this knowledge of the good, is the aim of the individual
life ; to develop this knowledge, this appreciation of the good,
is the aim of education.

Concerning the Method of Education: As in the case of
the aim, so also in regard to educational method, Plato accepts
the Socratic solution, but elaborates it. ~Whole-thoughts
are to be reached by the process of dialectic, for dialectic
is at bottom but the activity of the mind in forming concep-
tions through the discrimination of qualities and attributes.
Itisin this sense that Plato defines dialectic as a “ continuous
discourse with one’s self.” While Socrates found this power
in all and conversed with Pericles or the street cobbler alike,
Plato considered that this longing for the supreme good, this
power of attaining knowledge was to be found only in a few;
for to him this vision of eternal truth was a function of a
special or sixth sense, a “sense for ideas.” Hence, whereas
the influence of Socrates fell in with the democratic tendency
of the times, the influence of Plato was more reactionary; and
in his ideal schemes of education he returned to an aristo-
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cratic form of government, of a socialistic nature, wherein
individualism, except as it found expression in this highest
class, was suppressed.

On the other hand, it is to be noted that this suppression of
the individual in this idealistic scheme is more apparent than
real; for his rigid classification of individuals or social units
is largely a self-determined one, and any particular individual
is fitted into the scheme by the determination of his particular
powers. Such classification, not based upon birth or wealth,
but upon the inherent ability of the individual to appreciate
higher forms of truth and to perform social activities as this
native ability is developed by an ideal system of education,
in reality offers to the individual the opportunity for fullest
possible development of personality, if it be granted that a
philosophical class capable of directing society has been
placed in control. ’

Dialectic then becomes a type of higher education almost
identical with what would now be termed the study of
philosophy ; for, during a period of five years, those capable
of profiting by this higher education were to devote them-
selves wholly to the contemplation of the good, to the study
of ideas. As a term, dialectic becomes synonymous with the
higher intellectual life, and its followers are recognized as
a distinct order of beings separated off from the masses of
citizens. In this intellectual class distinction is found the
basis of some of the most characteristic featyres of education
for many centuries following.

v The Advance beyond Socrates made by Plato in his educa-
tional thought is most apparent when he attempts to indicate
Akow knowledge, in this truest sense, can be made the basis of
moral life; how it can be applied to the moral re-organization

. of society; how whole-thoughts can be applied to human

life. His answer is simple and direct: this is to be accom-
plished by having those who alone possess this knowledge,
the philosophers, become the rulers in society. The philoso-
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pher is he who knows the highest good. He alone can deter-
mine to what extent the phenomenal existence approximates
the idea and thus attains to the good; he alone, then, can
determine that disposition of men and things which shall
result in the moral advancement and ultimate perfection of
the race. Society must be so re-organized that this lover of
wisdom shall control and direct its activities and relationship;
education should aim to develop this power in every indi-
vidual within whom the capacity exists, and through the
guidance of the philosophers should prepare and direct each
individual for the performance of those duties which by
nature he is most fitted to perform. Tke Republic, or The
Dialogue on Justice, gives the concrete answer to these
demands.

The Educational Scheme of The Republic.—In answer to
the question how absolute justice as the basis of social life
can be obtained, how philosophers can be given the control
of society, how knowledge can be made the basis of a new
social structure, Plato elaborates a structure of society, with
. a system of education to support it, that is based upon a
psychological analysis of the individual. He finds in the in-
dividual these faculties: the intellect, whose virtue is prudence;
the passions, whose virtue is fortitude; the desires or appe-
tites, whose virtue is temperance. Therefore, when in the
life of the individual the intellect restrains the passions, rules
absolutely the desires, and thus controls action; when the
passions serve as an ally of the intellect, as a dog assists and
obeys a shepherd; when the desires render absolute obedience,
—then the virtues appropriate to each are attained and
justice is maintained in the life of the individual. Thus it
would be also in society if the classes corresponding to these
faculties should perform their appropriate functions. “Society
is the individual writ large.” Upon this figure of speech,
which has led many a subsequent thinker astray, Plato bases
his theory. Corresponding to the faculties of the individual
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there are in society according to him three classes: the
philosophical class, devoted to the pursuit of knowledge,
whose virtue is wisdom; the soldier class, devoted to warfare,
whose virtue is honor; the industrial class, devoted to trade
and crafts, whose virtue is money-making. If the philosophi-
cal class should rule ; if the soldier class protect and defend
according to the direction of the first; if the artisan class
should obey and support the other two, — then social justice
would be attained.

Membership in these classes is to be determined, however,
by no caste rule. Through a system of education which dis-
covers and develops the qualifications of the individual for
membership in any particular class, virtue in the individual
and justice in society is to be obtained. To education is
thus consciously ascribed a2 much broader function than
ever before; for it now is to provide for the fullest devel-
opment of personality in the individual and for the main-
tenance of a perfect form of society. Through education the
conflict between the old and new Greek life is to be solved.

Education of Children and Youth.— In his outline of educa-
tion for children and youth Plato held very closely to the
existing scheme. The early Greeks, he held, had builded
better than they knew. Plato’s philosophical exposition was
to make patent that which they had unconsciously elaborated.
Early education was to begin at seven and extend until the
sixteenth or seventeenth year in the study of gymnastics and
music; the one to produce harmony of the body, the other
for the harmony of the soul. The years from seventeen to
twenty were to be devoted to the military gymnastic training
of the ephebes. In the earlier period other subjects, reading,
writing, arithmetic, geometry, etc., were to be introduced ;
not so much in the sense of regularly organized disciplines,
as in that of mere occasional activities to be determined by
the interests of the child. During this period he was not to
be forced in his studies; for though compulsory gymnastic
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training might be of value, compulsory intellectual train-
ing could not be. This same training in the earlier period
would readily determine who, from their very nature, could
not profitably continue to devote their time to education.
Such should be drafted off immediately by the ruling class
into the ranks of the industrial class. Similarly the mili-
tary training from seventeen to twenty would indicate those
possessed of spirit and courage but who lacked the ability
to profit by any higher intellectual training. Such were to
be drafted into the military class, where they were to find
their, life work.

One of the most striking features of this organization of
early education is Plato’s discussion of the use of literature
and music. While he sanctions the proper use of nursery
myths and of poetry in the palestra, he condemns the
Homeric poems and most of the early poetry of the Greeks
as having an immoral influence and teaching erroneous ideas
concerning the gods. Music is to be used strictly in the old
Greek sense for the training in reverence and a rigid system
of morals, and to this end both music and literature are to be
closely supervised and censored by state officials. Dramatic
poetry as mere fiction, and hence false, is to be banished
altogether. )

Higher education, for which all the previous training has
been but preliminary, is now to be organized for those capable
of undertaking the intellectual discipline. This conception of
the higher intellectual life, with its appropriate preparation,
altogether beyond the ordinary and traditional demands of
life, is the great contribution of Plato to the education of
his times. From twenty to thirty those who show evidences
of a higher intellectual capacity are to devote themselves to
the study of the sciences, — arithmetic, geometry, music, and
astronomy, — now in no fragmentary and unorganized form,
as in the early stage of education, but definitely systematized
in a most serious study of the realities of life. Music, arith-
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metic, etc., are not music and arithmetic as we understand
them so much as a study of the scientific form underlying
these arts. It is in music as the science of the harmony
of sound, in geometry as the science of the relation of forms,
not as a practical art to be used in war and commerce, that
Plato is interested. Hence, he states, “ In astronomy, as in
geometry, we should use problems, and let the heavens alone,
if we desire to have a real knowledge of the science and to
train the reasoning faculty by the aid of it.” Such study
will develop the intellect of those capable of ruling; but
since these sciences to a considerable extent deal with opin-
ion, there remains yet the study of pure being, of ideas as
separable from and distinct from their material embodi-
ment. This study furnishes the true subject of investigation
for the philosopher. Many who are competent to master the
sciences, have not the intellectual power to proceed to the
study of true being ; hence at thirty there is another selection
to be made.

Those not chosen for this advanced study are drafted into
the minor offices in society, while those of superior mind
devote five further years to the study of dialectic, as the
study of ideas is called. Through such training and such
contemplation of ideas they come into the possession of the
highest knowledge, of truth itself. The possession of this
truth constitutes virtue. At thirty-five these philosophers,
or possessors of truth, are to return into social life as guar-
dians of the interests of society and as directors of its for-
tunes. For fifteen years these philosophers, trained at the
expense of society, are to devote themselves to the promotion
of the social welfare; at fifty they are to be allowed to retire
in order to devote themselves to that life of study and of con-
templation which is the life of supreme good.

The Educational Scheme of The Laws.— Tke Laws of Plato
is the product of his extreme old age, as 7ke Republic is of
the prime of his manhood. The continued decline in patriot-
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ism and public morality at Athens, the failure of his attempt
as a philosopher to assist in the government of Syracuse, and
the natural conservatism of old age explain the reactionary
character of 7/%e Laws. The Republic is a radical venture
into socialism as a remedy for individualism ; as a remedy for
the same evil 7%e Laws propose a return to a conservatism,
almost a despotism, modeled on old Greek lines. 7ke Republic
banished the poets, on account of their immoral influence;
The Laws banish or at least ignore the philosophers. That
phase of education in the earlier work devoted to dialectic
is in The Laws entirely omitted. Education culminates in
a mathematical or astrological study that is closely allied
to religion. Plato praises the religion and the moral con-
ditions in early society, quite after the manner of Aris-
tophanes; but finding it impossible to return to the gross
polytheism of the period, he substitutes an astrological reli-
gion, the priests of which together with an hereditary prince
become the rulers in society. The outlines of education, with
the omission of the highest stage, is quite similar to that of
The Republic, though animated by a different spirit. The
literary element, now small, is strictly guarded by the state,
on the assumption that the decline in Athenian life has been
due to a corruption in music and in literature. While the
details of the scheme of education are even closer to facts
than those in 7Tke Repubdlic, they represent a combination
of selected Spartan and Athenian elements rather than an
imitation of either. The common meals, the education of
both sexes, the public character of the schooling, the close
supervision of private life, are Spartan; the literary elements,
the philosophy underlying the curriculum, the festive charac-
ter of the training, the extensive training in the choruses, and
other features of like sort are Athenian. While in perma-
nent value of the ideas elaborated 7/%¢ Laws cannot compare
with Z/e Republic, its historic elements are of somewhat
greater importance.
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The Permanent Value of Plato’s educational theories is to
be found in the principles formulated. From his theory of
ideas and his theory of the good, as the approximation of the
phenomenal existence to the reality of the idea, Plato develops
in The Republic the fundamental ethical principle that each
individual should devote his life to doing that which by nature
he is most fitted to do, — that is, to accomplishing his own par-
ticular good in life; for thus he will attain to that which is the
highest for himself and accomplish the most for society.
There follows from this the fundamental pedagogical prin-
ciple that it is the function of education, as controlled by the
philosophers, to determine what is the particular good, the
worth, of each individual, — what each individual is most fitted
by nature to do,—and then to prepare him for this service.
While it must be admitted that this solution is but a formal
one, yet any practical solution is determined largely by a pre-
vious formal solution. The value of a formal solution which
will give an ideal to work toward is clearly indicated by the
chaotic condition of our educational practice of to-day, which
possesses neither formal ideal nor unified practice.

The Republic was Plato’s answer to the problem of the new
Greek education. A state is constructed wherein one may
find the embodiment of his own reason; through which one
- may work out the highest gcod as determined by his own
nature; and in which therefore one may secure the widest
freedom for the expression of his own individuality. Since
the fullest possible scope was given for development, such
limitations as there are exist by reason of the limitations
natural to the personality of each. .

While the scheme is Utopian, the idea is not. An educa-
tion such as this, that will give to each the highest attainable
and in this highest attainable will of necessity give him the
widest liberty, provides for the development of free men,
each in his particular sphere in life. With each bound down
by no utility save the use of his own powers in the fullest ex-
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pression of his own personality, and consequently for the high-
est service of his fellow-man, we find here the first conscious
explanation of the Greek educational ideal and the first exposi-
tion of the idea of a liberal education. However the content
of such an education may vary from age to age, this is the
ideal to which subsequent generations ever return, — the ideal
of an education that will produce the free man. .

The absolutely free man is the philosopher, —the one
alone who knows and can appreciate the truth, the one who
can with profit devote his life to the contemplation of eter-
nal truth, the one to whom the guidance of society should be
given. The dialectic of Plato includes philosophical truth,
moral truth, religious truth. With Plato Greek life “ad-
vances from the love of what is sensibly beautiful to the love
of what is morally beautiful.” Plato discusses these truths
and through his ideal scheme of education seeks to hand
them on to others. However deficient his scheme may be
in adaptability to existing conditions, he at least strikes the
Greek harmony of the medium, for the ideals of life and
education of 7/e Repubdlic avoid the selfish surrender to the
demands of the practical life that characterized the sophist
teaching, and the equally selfish withdrawal from its studies
that characterized the later intellectual life of the philosophi-
cal schools, even of that which bore Plato’s own name. It
is in this significance of the term knowledge that Plato held
with Christ, that “ye shall know the truth, and the truth
shall make you free.”

Plato is far beyond the ideas of his own and of subsequent
times in one respect, that alone would make his ideal scheme
noteworthy. This is in regard to the education of women.
Speaking of the administration of the ideal state, which to
him includes all general social activities, he enunciates this
general principle underlying all his educational scheme:
“ Neither a woman as a woman, nor a man as a man has any
special function, but the gifts of nature are equally diffused
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in both sexes; all the pursuits of man are the pursuits of
woman also, and in all of them a woman is only a weaker
man.” So far as women have the same qualities of char-
acter they are to be educated and to be adapted to services
in society as men are. The education of women is to be
settled on the same principles as that of men and to include
the same subjects, however much it may differ in detail.
The differences lie in the difference in character, not in the
difference of sex: “a man and a woman, when they both
have the soul of a physician, may be said to have the same
nature,” says Plato, and hence should have the same educa-
tion. It has taken more than twenty centuries to approxi-
mate in practice the principle established in 7/%e Republic.
One other principle of education, fundamental to 7%e
Republic, must not be overlooked. Tke Republic presented
no ideal scheme for mere pastime or amusement, but afforded
concrete moral guidance for the youth of his times; hence in
the ideal plan of education, theory and practice are ever
united. Theory was but the guide to higher practice.
Accepting the existing organization of elementary education,
in the method of which we have seen that practice and
theory were ever united, Plato provided for the same union
in the two periods of higher education. In the study of the
sciences —from twenty to thirty — the theoretical discipline
was ever to receive test and confirmation in the performance
of practical social duties. And if the period from thirty to
thirty-five was to be wholly devoted to the study of phi-
losophy, of ethics, and of religion — that is of truth — it was
but a preparation for the long service of the state, which
again was but a training or discipline of a practical char- -
acter. Again, though at fifty the philosopher was to be
exempted from these routine duties and to devote himself
anew to the study of the truth, even yet as counselor and
judge he was to unite practical duties with theoretical in-
terests and intellectual pursuits. In truth, with Plato, as is to



142 History of Education

be seen more clearly with Aristotle, the theoretical never had
that connotation of remoteness from life possessed by the
term in its modern use.

Theoretical knowledge is that knowledge of the highest
good, necessary as a guide to the practical good. As the
hunter turns over the captured game to the cook, as the gen-
eral hands over the captured city to the statesman, so the
philosopher hands over theoretical knowledge to the crafts-
man or the ordinary citizen as a guide to successful conduct
in regard to any interest in life. The most abstract of all
pursuits, the study of dialectic, is after all most closely united
with the practical life; for in one is determined those
“goods” that are to be practiced in the other. Without
such a constant interaction of “theory” and “ practice,” the
one cannot be true nor the other good. Thus is made con-
scious in Plato, and later in Aristotle, that which is latent in-
the old Greek practice, — that which has become one of the
most vitalizing ideas in present educational work, — namely,
the union of thought and action, of learning and doing, of the
reflective and the constructive processes. ‘ The best kind
of knowledge — the knowledge of what makes life worth
living — cannot be won except by a mind and character
trained and matured in the school of life; and again, no good
work can be done in the arena of practice unless inspired by
the highest spirit of study, —the vital enthusiasm for truth
and reality.”

The Practical Defects in the Platonic scheme are readily seen
and easily condemned, though such condemnation is aside
. from the real point of value(\\The extreme aristocratic senti-
ment which inspires both, whether it is the aristocracy of
intellect of 7Je Republic or the theocratic aristocracy of 7/e
Laws, puts both works out of sympathy with existing life, and
makes them distasteful to modern though{.2 \The pronounced
socialistic character of both schemes, which gave to the state
absolute control of the whole life of man, shows a lack of
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appreciation of the achievements of that life of a free democ-
racy that made possible the very works of Plato himself.
g\’l‘he provincialism of those ideal states, as well as the narrow
life prescribed for the citizens therein, is again contrary to the
dawning conviction as well as growing tendency in Greek life
that led to the formation of a cosmopolitan society, broad in
its sympathies and great in its intellectual achievements.
The realization of these tendencies soon rendered these views
of Plato, narrow in these subjects, antiquated and devoid of
influence. In his views on slavery, child exposure, the status
of the industrial class, there is no advance beyond the degrad-
ing views and practices of the Greeks. Though a higher
position is assigned to women, especially in regard to educa-
tion, the family, as at Sparta, is wholly subjected to the con-
trol of the state for the rearing of children. While ostensi-
bly a scheme for the development and protection of individ-
ualism, in some respects and at some points there are strange
limitations on the rights of the individual. In 7%e Laws this
reactionary tendency is so extreme that even the liberty of
opinion is restricted, and those who do not conform to the
doctrines of the law given are punishable with imprisonment.

The great practical defect of all the educational theorists,
more potent with Plato because evident in his theory, was
that they did not actually introduce or lead their pupils into
the practical life. This is true despite the fact previously
noted, that the Platonic conception of “theory’ was never
separated from practicee. Knowledge is virtue, taught
Socrates, but he did not show how one who possessed
knowledge would be led #rvesistibly to do the right act.
Plato taught that, after their perfection in philosophy, the
philosophical class should govern society; but he did not
indicate Zow, otherwise than through the possession of truth,
philosophers could be led to devote themselves to a life of
practical service. That in the school of his own followers
they were not led to do so, but, on the contrary, developed into
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the most exclusive life, is evidence of the insufficiency of his
teachings on this vital point. In his wonderful allegory of the
cave (7he Republic, Bk. VI, 514-518)those who have groped
their way out of the darkness and have gradually come to see
the world as it is, return into the cave to lead out their fellow-
mortals or to make their life in the cave more endurable ; but
there is no indication whatever concerning /ow this is to be
brought about. There remains both in theory and practice
this unbridged gap between the philosopher’s possession of
knowledge and the practical life of a citizen. Even though,
as has been seen, the Socratic and Platonic knowledge was, in
its highest form, a knowledge of the good, yet it was knowl-
edge intellectually, not emotionally, apprehended. There is
no provision in his thought for the development of the motive,
the good will, — aside from growth in the possession of
knowledge. The defect is not that there is a failure in the
ideal scheme to unite theory and practice, for, as has been
seen, this was constantly done; but rather that the actual
education of the Athenian youth was an intellectual rather
than a moral process, and that in the ideal scheme for the
education of a philosophical class the emotional or volitional,
as opposed to the intellectual basis of the moral life, was not
considered.

The Practical Influence of these two educational dialogues,
The Republic and The Laws, is indirect and remote. Save
in the formation of philosophical schools, to be mentioned
later, their immediate influence was very slight. In the study
of ideas, as provided for in the higher training of the philoso-
phers, there was formulated a wholly new intellectual inter-
est in life, which, with the fusion of the Christian faith and
the Greek philosophy, was to give to subsequent centuries
their chief subject of intellectual interest, — the study of dia-
lectic. In the distinction between the rhetorical and grammati-
cal study of literature of the early education and the scientific
studies of mathematics, astronomy, and music (or acoustics),
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there lies the basis of differentiation between the trivium and
quadrivium which together were to constitute the curriculum
of at least ten mediseval centuries. In the character of the
study of mathematics and the sciences for idealistic rather than
for practical purposes and in the drawing of this very distinc-
tion, is found the basis for the discip/inary conception of edu-
cation as later worked out by the Schoolmen of the Middle
Ages. The practical value of these subjects is discarded as of
secondary importance. Only as they are serviceable in devel-
oping this sense of the contemplation of the good, do they
possess high educational value. Arithmetic is “a study
which leads naturally to reflection, and is of the kind we have
been seeking,” says Plato in his search for the proper sub-
jects of study, “but has never been rightfully used; for it
really is of use in drawing us toward being.” Again he says,
‘ Arithmetic has a very great and elevating effect, compel-
ling the soul to reason about abstract number, and rebelling
against the introduction of visible or tangible objects into the
argument.” Herein is to be found the distinction which in
later generations is to be used as the basis of a conception
of education very different from that formulated by Plato
(Chapter IX).

The scheme for the education of the philosopher during
the five-year period when he was to withdraw entirely from
practical life in the contemplation of the good, and of the
period in life following actual service, which, as a life of
uninterrupted contemplation and intellectual satisfaction, was
held up as the highest life, was responsible for one other pro-
found social result. Without question the general practical
effect of 7The Republic was to emphasize the life of calm
repose, of philosophical inquiry, of intellectual activity as the
highest type of life. Contemptuous of the interests of the
industrial life, indifferent to the practical claims of society,
callous to the old religious influences, the philosopher of
post-Platonic times withdrew from all to pursue a life of

L



146 History of Education

reflection, of intellectual activity, and aesthetic enjoyment,
but withal a life as selfish and individualistic as that of the
most indifferent citizen or scoffing sophist. Such was the
ideal of the tendency which the work of Plato encouraged,
though he was trying to point the way out of the maze.
Even before the dawn of the Christian era there were many
who had come to look upon such a life as possessing religious
and moral merit. To this tendency was added an element of
Oriental asceticism which considered that the sacrifice entailed
in the withdrawal from social intercourse, the rigid control of
the appetite, the absence of the ordinary comforts of life, and
the endurance of physical pain possessed peculiar moral effi-
cacy. In this way the Platonic philosophy entered with Ori-
ental asceticism into the foundation of Christian monasticism.
In yet one other respect Platonism reacted practically upon
the life of subsequent generations. By making it apparent
that there was a life of high aspiration and endeavor separable
from and higher than citizenship, the way was prepared for
the establishment of the Christian Church. Even in 7%e
Republic the philosophers were, so to speak, outside the ranks
of citizenship and exercised their control from without by
despotic authority. In reality the philosophers of the Pla-
tonic group had little or no interest in public affairs. With
the organization of these and similar groups of philosophers
into schools, an institution extra-state, even extra-social, was
formed; while membership in these came to be looked upon
not only as permissible but in the highest degree worthy.
When the Christian religion was introduced as but another
one of these schools holding peculiar doctrines, following
ideals of conduct sharply differentiated from ordinary social
customs, and considering the type of life represented by it as
greatly superior to the life of the ordinary citizen, it found
the way well prepared both in theory and in actual practice
by Plato and his followers.
~—4Aristotle (384-322 B.C.), as the one of these educational
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theorists that had the greatest influence upon subsequent times,
the one who in his breadth of interests and activities more
nearly approximated modern times, and who by common con-
sent bears the reputation of the best-educated man of any age,
deserves the fullest consideration. And yet, since much that
has been said of Plato is also true of Aristotle, this account
may be abbreviated without loss of comprehensiveness by
comparison of Aristotle with his master, Plato, and with
Socrates.

Advance beyond the Idea of Plato.— In one fundamental
point the two great philosophers were in agreement; each
taught that the highest of all arts that man can aspire to
possess, is that of Bglitics —the art of so directing society as
to produce the greatest good for mankind. The success of
the outcome of the art of the statesman depends upon having
the proper material to deal with: consequently the first in-
terest of the statesman is to provide a properly equipped and
properly disposed group of citizens.

The production of such a citizen body is the work of educa-
tion, which thus becomes the immediate object of the states-
man and a most important part of the science of politics. This
position accounts for the very favorable opinion which both
Plato and Aristotle held of the Spartan and Cretan education,
for they felt that these two states alone recognized the full
political importance of education and made of it a component
part of statecraft. At the same time Aristotle is most insist- -
ent in indicating his opposition to both the ends and the
means of Dorian education. With both philosophers the
treatment of education forms but a portion of their works upon
politics. One other point of agreement follows as a corollary
from the previous principle. If education is the preparation
of the citizen for the good life (and according to both men the
best in life is not obtained until after the practical training in
the actual service of the state); if, as both held, this highest
good is to be reached only through this service, which develops
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both the appreciation for and the ability to use the still higher
goods of life —if these things be true, it follows that educa-
tion is a life process wherein each particular stage has its
appropriate good and its immediate end, and also wherein the
ultimate goal is a life of intellectual activity and enjoyment
made possible by the performance of the lesser duties in
life.

/ While Plato sketched such a life in his ideal scheme in a
"dialogue wherein the literary form is most important and the

| scientific formulation of principles is lacking, Aristotle, on
the other hand, has left us the logical exposition of these
scientific principles in the form of lectures delivered to his
students, which, however, lack the literary charm of the dia-
logues and which unfortunately do not include the formula-
tion of his perfected educational system.

Formulation of the Ideal. — The solution offered by Aris-
totle of the conflict between individual interests and social
welfare, his formulation of the highest good in lifé and con-
sequently of the aim in education, is quite different from that
of Plato. Plato found this solution in the gradual acquirement
of ideas that possessed independent existence, —a possession
which in the individual constituted virtue. To Aristotle,
ideas had no independent reality, but existed only as forms, em-
bodied in objects and giving them individuality and existence.
This ultimate good, which Plato sought in the consciousness
of the individual, Aristotle sought in the consciousness of the
race. To him the formal goal for which every individual
strove, the object of the state, the bond in life between the
individual and his fellows, was Zappiness. So fundamental is
this distinction that it demands some further elucidation.

Aristotle made an advance beyond Plato through his clearer
psychological analysis, in that he discriminated more clearly
between the intellectual and the volitional activities of the
mind. Virtue consisted not in knowledge — that is wise in-
sight — but in a state of the willL ’ A state of the will is not

1Y
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so much a condition as it is a process; hence goodness, the
highest end attainable by man, is not a condition but an
activity. Since they indicate in the clearest manner both his
agreement with and his divergence from the solution given
by Plato, Aristotle’s own words deserve space here: “ Now
our definition is in harmony with those (the Platonists) who
say that happiness is goodness or some form of goodness;
for activity according to goodness implies goodness. Yet
there is, I take it, no small difference between the conception
of the highest good as a possession, and that of the highest
good as in use; between the conception of it as a condition,
and the conception of it as an activity.”

The idea of Plato existed only as form ; Aristotle, on the
other hand, dealt ever with concrete embodiments of ideas,
with the facts of nature, of history, or of the soul of man.
Reality with Aristotle consisted in the accomplishment of its
end, by any given object, entity, or fact; in the performance
of its appropriate or highest function : hence reality is activ-
ity, or performance of function, or a “becoming,” whether it
be a phenomenon of nature (physical), or of man (social).
In regard to man these doctrines that possess the chief sig-
nificance for us in their educational connection, are worked
out fully in 7%e Ethics.

“The function of man, then, is an activity of the soul of
a rational, or at least not of an irrational, character.” The
good for man is defined as “an activity of the soul according
to goodness; and, if there are more kinds of goodness than
one, in accordance with that which is best and most com-
plete.” Later goodness is defined as being of two kinds,
“goodness of intellect and goodness of character.” The
first of these is produced and increased by teaching and is
the product of experience and time; goodness of character
is the outcome of habit. As nature does not give to some or
withhold from some goodness of character, it renders each of
us capable of attaining or receiving this goodness by forma-
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tion of habit. Goodness consists, then, in well being andv\
well doing. Wel] being is the goodness of the intellect, con-
nected closely with the possession of universal truth of the
Platonic school and providing for the development and the
welfare of the individual; wel/ doing is the goodness of
action, acquired through habituation and represents the social
aspect of the ideal. Virtue does not consist in mere knowl-
edge of the good ; but in the functioning of this knowledge,
—of ideas or principles. In this respect Aristotle, while a
foreigner to Athens, represents more truly than Plato the
common attitude of the Greeks, mentioned previously, in
considering goodness as some form of efficiency or excel-
lency, as some superiority in conduct rather than in a state
of mind.

Happiness is the result of such activity, of such function-
ing of ideas, in actual life. Happiness is defined in 7/e
Ethics as “the conscious activity of the highest part of man
according to the law of his own excellence, not unaccom-
panied by adequate external conditions.” Here again are
found both individual and social elements. The highest part
of man is reason: by this he is distinguished from all other
animals. Consequently his goodness consists in the function-
ing of reason, —in the accomplishment of his highest end,
— the control of life by reason. This gives the “ well-being "’
side. The greater part of 7/e Etkics is devoted to a discus-
sion of the other question; namely, “ What is the law of
man’s own excellence?” This, in brief, is found to be in his
political or social nature; “ Man is by nature a political
animal.”” Consequently man’s highest excellence, his good-
ness, is again found to be the putting into operation, in his
life with his fellows, of these ideas or principles of conduct
of universal validity. Virtue and happiness consist in this
life of action; thus the well-doing side, or goodness of char-
acter, is provided for.

One further Aristotelian distinction must here be made, in



Greek Education 151

order that one may understand his conception of highest
goodness and happiness. The distinction is that between
the theoretical activities, — those that have their end in the
activity itself, —and the practical activities, those that have
their end in some product beyond the activity itself. The
same distinction holds in regard to science: the science of
surveying is a practical science having its object or “end”
in the accomplishment of some external service; the science
of geometry is theoretical, since the end of such a study is
found in the demonstration of the proposition, — in the
activity itself. Now of all practical sciences, that of politics
is highest, for it is the practical science of the good life.
There is, however, a higher theoretical science, — that of the
intellectual life, wherein the object is the good life, the life
of reason. This life is good in itself. As war is for the
purpose of peace, business for the purpose of leisure, so the
political life is after all for the sake of the “speculative,”
that is, the intellectual life. This is the highest excellence
of man and the highest type of life, and is to be reached
through the practical life. So *the activity of God, which
excels all others in blessedness, will be speculative, and accord-
ingly that activity which is most akin to it will be the happi-
est. And it is a proof of this that the lower animals have no
capacity for speculation, cannot attain to happiness. . . . It
follows then that happiness is coextensive with speculation
(s.e. with intellectual activity) and that those who have the
greatest power of speculation will be happiest, not acciden-
tally, but by virtue of their speculation ; for speculation (intel-
lectual activity) is valuable in itself.”

It is evident from this use of the term speculation that it
does not have the connotation of unreality associated with
our use of the term, for it is the highest reality; nor, on the
other hand, does it indicate exactly the life of contemplation,
certainly not that of isolation into which the Platonic ideal
developed. This life of intellectual activity has a we/l-doing
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as well as the well being side. The scientist, the poet, the
theologian, the literary writer, the student of whatsoever field
who has been prepared for his vocation by actual experience
in life, leads the life of the Aristotelian speculation. In this
principle again we arrive at the Greek idea of a liberal educa-
tion — the training for a life which is an ultimate good and,
withal, in itself the highest end, —the life of intellectual
activity, which constitutes the highest virtue and produces
the greatest happiness.

In the formulation of this ideal Aristotle avoids the great
difficulty that Plato experienced in uniting theory and prac-
tice. Whereas Plato merely in his description of an ideal
education indicates that the theoretical and the practical are
never to be separated, but omits to give a philosophical
basis for this union and fails to check the tendency, even
among his own followers, to neglect their obligations to
society, Aristotle unites the two in his conception of the two-
fold nature of virtue and happiness. In the conclusion of
The Ethics, here quoted, he clearly states that with the for-
mulation of the theory, the task is only half accomplished.

“ Now if arguments and theories were able by themselves
to make people good, they would, in the words of Theognis,
be entitled to receive high and great rewards, and it is with
theories that we should have to provide ourselves. But the
truth apparently is that, though they are strong enough to
encourage and stimulate young men of liberal minds, though
they are able to inspire with goodness a character that is
naturally noble and sincerely loves the beautiful, they are
incapable of converting the mass of men to goodness and
beauty of character.”

Since this is true, and since what nature has done for the
character of the individual is beyond man’s control, all that
can be done is to train the individual through the formation
of habit. Then, when good habits have been formed and a
good nature has been discovered, this work in training can
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be completed by the work of instruction in theory. All this
is the work of education. Hence the treatment of the gen-
eral problems in 7%e Ethics leads to the discussion of the
practical means in 7%e Politics, which, like The Republic, is
a treatise on education in its broadest sense. Prior to an
examination of Aristotle’s scheme of education, one further
comparison with the previous development of Greek thought
demands attention.

The Method of Education.— In brief, the method of Aris-
totle is objective and scientific, as opposed to the philo-
sophical or introspective method of Plato. Plato seeks truth
through the direct vision of reason, and seeks the confirma-
tion of reason only in the consciousness of man. Aristotle
seeks truth primarily in the objective facts of nature, of
social life, and in the soul of man, and seeks confirmation
primarily in the historic consciousness of the race. Conse-
quently there is a constant reference to what “the many”
or what ‘ the wise ” have thought, and an examination of the
greatest diversity of views, of historic facts, and of tradition
and custom. /

To Aristotle, the dialectic method of Plato, which sought
truth in the supersensuous region of mind, produced truth
of only formal value; he, on the contrary, sought for truth
in the experience of the race and developed as his method
the inductive process. This he applied both objectively and
subjectively. The Socratic dialectic had made only the
latter application. Only after he had found the general
meaning of his terms and of his facts in the general con-
sciousness of mankind, did Aristotle seek for confirmation by
the introspective process. Though the inductive and deduc-
tive processes of reason had been distinguished, and of course
as modes of thought had been coextensive in their history
with the history of the human race, with Aristotle they
became conscious procedures; for he it was that first formu-
lated the logic of each. “There is one point,” he says in
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his attempt to get at the meaning of the terms we have been
explaining, in his adoption of the inductive method, “as to
which we must be clear, the difference between reasoning
down from first principles and reasoning up to first prin-
ciples. Plato used to raise the question quite rightly, and to
ask whether, in a given case, the way lay from first principles
or to first principles, as in the race-course from the judges to
the extremity of the course or in the opposite direction.”

Not only more widely than any man previous to his
times, but also more widely than any man in subsequent
ages, Aristotle used this inductive process. Consequently,
since he applied it in the formulation of his philosophical
system to all previous systems of Greek thought, he repre-
sents the culmination of the Greek intellectual life; and, on
the other hand, since he applied it most extensively to wholly
new fields of investigation, he became the father of practi-
cally all of the modern sciences.

The Scheme of Education tn The Politics.— To return to
the topic of the means for realizing this life of well being
and well doing. In 7he Politics, where he is discussing the
nature and the elements of permanency in constitutions, the
relation of education to politics is thus stated: “Of all
things which I have mentioned that which contributes most
to the permanence of constitutions is the adaptation of
education to the form of government.” In Z/e Ethics he
approaches the subject as follows: “We laid it down that
the end of Politics is the highest good; and there is nothing
that this science takes so much pains with as producing a
certain character in the citizens, that is, making them good
and able to do fine actions.” Now man possesses both body
and soul; and the soul is composed of both rational and irra-
tional parts. Hence, the ideal education must consist, first,
of education for the body — gymnastics; second, education
for the irrational part of the soul, that is, the desires, passions,
and appetites, consisting of music and literature or the moral
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education ; third, the education of the rational part of the
soul, through the sciences and philosophy. The first two
constitute the practical education and hence are not ends in
themselves, but rather means to the highest end, — the life
of reason. Herein lies the basis of his criticism of Spartan
education. Previously he has praised the Spartan above all
other forms of Grecian education in that the state makes the
development of its citizens to a predetermined end a con-
scious aim. But because Sparta limited education to this
training of the body and in practical reason to the exclusion
of that which forms an end in itself, namely, the life of intel-
lectual activity, it is to be condemned.

Since the exposition was either not completed or has
not come down to us, the detailed treatment of these three
aspects of education in 7/ke Politics is a fragmentary one.
Concerning the early care of children and the later gymnas-
tic training he has many practical suggestions to offer and
many criticisms on the established custom, especially the
Spartan, which after all he is inclined to favor. The edu-
cation of the body must precede instruction. Care of the
morals of children should be in the hands of the government
and of the parents, and not in the hands of slaves. Gymnas-
tic training should aim at developing good habits, and control
of the passions and appetites; it should not aim at mere
superiority in athletics nor at the development of the rough-
ness and ferocity of soldiers. The two phases of education
should not go on together, “ for the two kinds of labor are
opposed to one another, the labor of the body impedes the
mind, and the labor of the mind the body.”

In the second or moral phase of education the traditional
subjects of music and literature are accepted as the appro-
priate means. Aristotle takes a much broader view of litera-
ture than does Plato, and approves of the use of the poets.
In another work, he formulates the philosophy underlying its
use into a new science, that of asthetics, which ever since
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has built upon this work of Aristotle as a foundation. Music
is approved for these reasons: it is, first, an amusement or
form of relaxation; second, it is a form of intellectual enjoy-
ment, in the same sense as that employed by Plato; last and
most important of all, it possesses a moral value. Here is
advanced that idea of “ purgation ” which is further devel-
oped in other connections, and gives the conscious explana-
tion of the use of music by the Greeks as the chief means of
moral education. “ Rhythm and melody supply imitations
of anger and gentleness, and also of courage and temper-
ance, and of virtues and vices in general, which hardly fall
short of actual affections, as we know from our own experi-
ence, for in listening to such changes our souls undergo a
change.” This habit of feeling pleasure or pain at this
musical representation of good or evil is not far removed
from the same feelings about the realities of good and bad
in conduct. In this manner music, beyond all other forms
of expression which appeal to us through the senses, has
the power of forming character in us by “ purging” the
mind of evil and strengthening the good in us; for ¢ there
seems to be in us a sort of affinity to harmonies and rhythms,
which makes some philosophers say that the soul is harmony,
others, that it possesses harmony.”

All citizens are to share in this education alike, though
slaves and artisans cannot attain to citizenship and hence
not to the good life, since ““it is not possible to care for the
things of virtue while living the life of the artisan or the
slave.” With regard to the education of women Aristotle
did not agree with Plato, as (basing his argument upon
a comparative study of the sexes in lower animals) he
held that woman was essentially different from man in
nature, and hence that the former cannot profit by this
higher education to be given citizens.

The details of this higher education, that of the rational
part of the soul, —the one phase of education which was
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an end in itself and constituted the good for all the rest,
—are not given. The treatise ends here abruptly, and
that subject upon which above all others Aristotle could
have thrown light, is left with mention only. From his
other discussions, however, we know that this higher edu-
cation would contain a large element of mathematics, —
especially of geometry, because of its training in deduc-
tive reasoning, —and also of the mathematical sciences,
physics and astronomy. From Aristotle’s own example we
may presume that it would include the natural sciences
and, above all, dialectic, including both the philosophical and
the logical studies so thoroughly developed in his own school.

Following this “speculative’ education, or rather along
with it, comes the practical education in citizenship. This
includes two types of activities, the practical or executive,
and the theoretical or legislative and judicial. The citizen
develops from the former into the latter, and comes to
devote more and more of life to purely intellectual pur-
suits. Finally, those best acquainted with divine things
enter the priesthood. Thus gradually the practical life
passes into the “speculative,” and the lesser goods are de-
veloped into the highest good of all, —the life good in itself.

Practical Influence of Aristotle.—1It was no figure of
speech that Dante used when he termed Aristotle “the
master of those who know.” The one reason why Aris-
totle and Plato also deserve so extended a mention in an
outline of the history of education which purports to be
an account of facts and not of the theories of a few indi-
viduals is not because of the extent or even the peculiar
character of their writings, but because of the actual influ-
ence these writings have had upon subsequent times. In
later chapters, on the Middle Ages, on the Renaissance, on
the origin of modern science, the subject of Aristotle’s
influence must again arise; hence a brief mention of the
main outlines of his influence will here suffice.
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Aristotle was the first great scientist —the greatest sys-
tematizer, in fact, that the world has ever known. As
Plato was the great philosopher and initiated the lines of
inquiry which yet constitute the chief questions in every
branch of metaphysics and of ethics, so Aristotle sought to
give to all subjects of inquiry, even those of metaphysics
and ethics, a scientific form. Not content, however, with
giving scientific form to other lines of inquiry, he organ-
ized as fundamental to all, the science of the form of
thought. For fourteen hundred years after the opening of
the Christian era,—indeed the period might be extended
to include the century of the Reformation itself, —no book,
save the Bible, had any such influence as the Organon of
Aristotle. This work includes, first, the Psior Analytics, a
treatise on the syllogism or on the elements of reasoning of
all kinds; second, the Posterior Analytics, or the logic of
the deductive sciences; and, third, the Zopics, or the art
of discussing subjects where demonstration is impossible.
To these divisions of the formal science which underlies all
science, subsequent times have added little or nothing, so
thorough was the work of the master. Concerning the art
of inductive reasoning, which Aristotle himself practiced so
successfully and for the first time consciously, he wrote
little, and that little was lost to all the Middle Ages. So it
happened that the first great master of inductive reasoning
fastened upon the human race for a thousand years a type
of intellectual life that was purely deductive in character,
and hence non-progressive. Dialectic, or the conscious -
process of reasoning, either for the discovery of truth or for
mere victory over an opponent, which first became conscious
with the sophists, which was given a moral bent by Socrates
and a universal application by Plato, was by Aristotle given
universal form and universal influence.

So fundamental was Aristotle’s influence in these respects
that the scientific thinker as well as the person in everyday
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life is indebted to him for many of the most expressive terms
in language. Such words as end, indicating the final purpose
or cause, the term final cause to indicate end in this sense,
the word form, the word matter and subject-matter as we use
it in education (from the term indicating the timber which
the carpenter uses), such words as principle, maxim, motive,
Saculty, energy, habit, category, mean, and extreme are all the
results of his efforts to systematize knowledge.

Even more important than words are the very subjects of
study, or branches of knowledge which Aristotle first organ-
ized. Through the partial formulation of the inductive
method and the application of thought to new phases of
reality, almost wholly neglected before his times, he became
the originator of many modern sciences. Among those upon
which he wrote treatises are pkysiology, mechanics, natural
philosophy, or physics in its broader principles, and the cor-
responding biologic science, natural kistory.

Universally recognized as the strongest of the ancients,
down to the time of the fifteenth-century Renaissance Aris-
totle’s name was supreme. Through scholasticism (Ch. IV,
Sec. 4) his work became the basis of all studies, and of all
educational institutions during the Middle Ages. In fact it
might be said that during those ages, all secular writings,
save a few by this one man or such works as were based
directly upon his, dropped out of human interests.

His immediate influence in Greece was not so funda-
mental. His school of adherents, the Peripatetics, did not
rise to his standard, made little or no use of induction, and
spent their time in writing commentaries or fruitless interpre-
tations and adaptations, mostly upon isolated topics. The
writings of the master were carried to Asia Minor (287)
where for nearly two hundred years they were lost; when
finally recovered they found their way to the Alexandrian
library and later to Rome. Through translations into Ara-
bic the knowledge of Aristotle was kept alive among the
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Saracens at Bagdad, and later throughout their empire, and
by them was carried into Spain. Thence as well as from
the East the Saracen learning revived and purified the Euro-
pean interest in and knowledge of the master during the
early university period.

THE COSMOPOLITAN PERIOD OF GREEK EDUCATION.
General Characteristics. — During this period the tendencies
of the transitional period become permanently fixed. The
influence of all the philosophical teachers had in practice but
strengthened the emphasis upon the life of retirement from
public duties and social activities as the ideal of highest de-
velopment. If the intellectual life is held to be free from
control of general standards of social obligation, or at least
is held to be of greater worth, why should not the standard
of the practical life be determined by the individual himself ?
Thus the tendency toward individualism is confirmed by the
very forces that attempt to check the growing evil. Con-
sequently there is no development of educational ideals or
standards. Theoretically there is none possible beyond that
of Plato and Aristotle; practically no formulation of general
standards or ideas could take place at all. Philosophy ceases
to be the attempt to discover truth and becomes but an
exposition of doctrine. Not “ What isso?” but “ What saith
the master ?”’ is ever the test. It is not so much a body of
ethical or metaphysical principles that holds the disciples
together into a school, but rather the study of a common
subject-matter.

Two educational features characterize this period : the one,
the conquest of the civilized world by Greek ideas and Greek
culture; the other, the formation of definite types of educa-
tional institutions.

Spread of Greek Culture.— As Aristotle through his
philosophy summed up all the intellectual life of the past,
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and through his method laid the basis for all intellectual life
of the future, so through his great pupil, Alexander the Great,
he spread the culture of Greece throughout the known world.
It was through the power of mind, though unconscious, that
Greece in an earlier day had driven off the hordes of Asia;
now through the power of mind, consciously developed and
applied, she returned to make captive her would-be con-
queror, as still later she enthralled by the same power her
Roman master. Through genius of administration Alexan-
der made his preliminary conquest: through the Greek cul-
ture he aimed to make it permanent. Though his successors
furthered his plans, one alone, Ptolemy, carried them out to
the full. Within a century after Alexander the habits and
customs of all of the East,—even of the ever reserved Jews,
— were colored by those of the Greeks. Oriental peoples
produced Greek philosophers; Greek philosophers in turn
accepted in essence the Hebrew religion, or later the Chris-
tian faith. Greek schools, Greek theaters, Greek baths,
Greek institutions of every type were to be found in every
city in the East. At the time of the Mohammedan conquest,
after almost a thousand years of vicissitudes, the city founded
to bear the name of the conqueror possessed 400 theaters,
4000 palaces, 4000 baths, and a library of 700,000 volumes.
Through the work of the Greeks during this period, learn-
ing became, as it remains now, universal; it was the pos-
session of no peculiar people, and became independent of
time and place. As learning took upon itself this universal
influence, it tended on the other hand to become individual-
istic in character. The philosopher tended to withdraw from
interest in society; the individual, to find the highest ends
in life in states of consciousness rather than in forms of
social activity. Ethics, the philosophy of the moral life,
gradually disassociated itself from the life of political activity
and related itself under the Oriental, especially Jewish, in-
fluence with the religious life. As a consequence both the
M
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intellectual life and the religious life tended to disassociate
themselves from the state and to connect themselves with
one another. There results a cosmopolitan tendency in the
intellectual life, a humanitarian tendency in customs and
morals, and one toward the multiplication and toleration of
sects distinguished by theological or metaphysical differences.
Through the gradual acceptance of the Christian religion and
its modification by Greek thought, and the universal social
or institutional structure added by the Roman people, the
composite civilization of medizval and modern times.was
produced as the outcome of this cosmopolitan era.

The Rhetorical and Dialectic Schools. —In the early days
of the sophists, a movement toward the formation of two
distinct groups of teachers became evident: the one sought
to prepare pupils for direct participation in public life
by a training in the art of speaking; the other afforded a
training in argumentative power in speculative questions of
metaphysical or ethical import usually debated in private. In
the latter half of the fourth century this movement resulted in
the formation of two distinct types of school. Of these, the
rhetorical schools were the most distinct, the most numerous,
and the most influential practically. The work of the soph-
ists had given scientific shape to the study of grammar and
of rhetoric. To this work Plato and Aristotle, especially
in his philosophical treatise on rhetoric, contributed. With
the formulation of the science of logic by Aristotle, a third of
these studies became organized. This study of the structure
and arrangement of thought was pursued from two points of
view : when followed with a view to determining the probable
truth, it was termed dialectic; when followed with a view to
gaining the victory over an opponent, it was termed eristic.
Naturally it was the latter that had a place in the rhetorical
schools, which aimed to give this practical power of overcom-
ing an opponent, and for the most part was a direct prepa-

~
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ration for the law courts before which any Athenian citizen
might be called to present or defend his own case. The
work of these schools, which became very numerous both at
Athens and throughout Greece, was to carry on the study
of these formal subjects, just then being organized ; or, tak-
ing for granted that general culture had been acquired in
the lower schools, to train more technically in the effective
expression of thought. While the work of these rhetorical
teachers was formal, it was not necessarily superficial, as was
charged against the work of their progenitors, the sophists,
but for the most part consisted in the study of the choice and
sequence of words and the effective arrangement of thought,
together with a drill in argumentation and forensic presen-
tation. .

To us such an aim seems narrow; but this power of effec-
tive utterance was to them, as the use of grammatical English
is now, at once the test of an education and an indication of
a higher culture than that contained in the mere unstudied
use of words. Such a scope for the activities of an educated
man seems to us to be very limited ; but it must be recalled
that public oratory then performed the function that is now
divided between the press, the pulpit, the bar, and the uni-
versity.

As Socrates formed the transition from the sophists to
the philosophical schools, so Isocrates (393-338 B.cC.) repre-
sented the transition from these latter to the rhetorical
schools. There were undoubtedly many of these schools
before his time, but with him the transition from the teach-
ing methods of the sophists to a distinct type of institutional
work holding definite aims, was complete. He was the most
distinguished and the most successful of all these rhetorical
teachers, and from his school came some of the most suc-
cessful men of that generation. From many points of view.
he is hardly to be distinguished from the sophists, among
whom indeed he numbered himself; yet, in the modesty of
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his promises, in the distinct announcement that he pro-
fessed to be able only to improve natural talent and that
he trained for public service as well as individual advantage,
he differed from the typical sophists. In truth, before the
close of Isocrates’s life the typical sophists had been re-
placed by the two types of teachers under consideration.
On the other hand, Isocrates was just as anxious to be dis-
tinguished from the Platonic type of philosophers, who
wasted their time in discussions concerning pure being,
profitless alike to themselves and to the public.

The school of Isocrates did much toward making Athens
the center of the intellectual culture of the world ; for schools
like his continued to offer the highest practical training not
only to the Greek but to the Oriental and to the Roman for
many centuries afterward. While these schools were all
private, they formed a component part of the higher educa-
tional system.

The dialectic schools were in reality but the minor philo-
sophical schools of a type similar to the great philosophical
schools, and are to be considered as subordinate to them.
The following description of the work of these schools will
answer for this less important type as well.

The Philosophical Schools. —Plato and Aristotle gath-
ered around themselves definite bodies of students who
were recognized as disciples and who in themselves formed
a “school.” But so long as there was no other bond than
community of ideas, such a school could not be very distinct
nor permanent. Continuity and definiteness were added by a
variety of circumstances. First among these was the acqui-
sition of a local habitation, first in the public gymnasia, —
Plato in the Academy, and Aristotle in the Lyceum,—and
then in private grounds attached to these. Continuity was
first obtained by the custom instituted by Plato and Aristotle
and continued by their successors, of bequeathing the head-
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ship of the school, their manuscripts and even their property
to a .designated disciple. These sckolarcks, or heads of the
schools, adopted the despised custom of the sophists of
charging fees, which, together with bequests from students,
resulted in building up a permanent endowment and also in
giving definiteness to the school as an institution.

To the Academy and the Lyceum were added two others
which became of even greater importance during the centu-
ries preceding the Christian era. These were the school of
Zeno, who taught in the painted porch of one of the
Athenian temples, and whose disciples were hence called
Stoics, and that of Epicurus, who taught in his own private
grounds. As has been pointed out, the Aristotelian school
through its lack of independence and the loss of its materials,
soon ceased to exert much influence upon the development
of thought in Greece. But the other three, possessing even
a religious as well as scholastic character, developed into
sects. As these formed the models for many minor philo-
sophical schools, a further explanation of their character will
be helpful in forming a general idea of the educational life of
later Greece.

The attendance upon some of these schools was very large.
Theophrastus, the successor to Aristotle in the headship of the
Lyceum, is said to have had more than two thousand pupils at
one time. The scholarchs were aided by a staff of assistants
who collectively constituted the school. Lycon, the successor
of Theophrastus, bequeathed the school to his assistants col-
lectively, so it became necessary to elect a scholarch. This
custom of election came in time to prevail in most of these
schools. In later times, however, when these offices became
salaried, the custom obtained of establishing as scholarchs
wmperial officers, appointed by the local council (usually
after some form of examination), or by the emperor himself.

In addition to the immediate group of assistants and
favorite pupils, a great number of minor teachers gathered
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around these four great schools of philosophy. Besides
these teachers of official capacity, there were numerous
private tutors who prepared students for entrance to these
higher schools, helped the younger students in their exer-
cises, and directed them in their reading and their note work.
The philosophical schools thus became the center of intel-
lectual activity in all Greece. *

The character of the work of these schools became very
different from that in the time of their founders. From the
very first, the scholarchs attempted to set forth the ideas of
the respective founders of the schools. There was little
attempt to apply the ideas of the great teachers in investiga-
tion, research, or even in discussion of new topics. Their
work came to be more and more largely that of apprecia-
tion and comment. Platonism, Stoicism, and Epicureanism
adapted themselves to phases of Roman ideals of life. But
not only did the Lyceum fail to develop new doctrine ; it did
not succeed in keeping alive the old. For the most part the
work of these schools, though directed toward a different
object, became as formal and artificial as the work of the
sophists. In all there grew up a reverence for the written
word that had great influence, literary and religious as well as
educational. Educationally this formalism was a distinct
decline.

Along the lines of these greater schools there developed
many minor ones, for the most part connected with some
religious cult, as well as with an educational training. The
principles of the new Greek education had taken firm hold,
as these were but the embodiment of the new ideas. The
principle of individuality of the sophists was now triumphant
in practice, even in the philosophical schools; for they taught
no longer the universal systems of their founders, but were
interested only in particular aspects of the subject and em-
phasized only some phases of the ideas of their masters.

Philosophy is no longer dominated by political or ethical
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interests; in time, not even by scientific interests. All is
approached from the individualistic point of view. As the
individual had previously freed himself from the state and
from society, so now he seeks the same freedom from any
universal philosophy. In the remnants of the great philo-
sophical schools, as in the many minor schools, the ideas of
the super-civic excellence of man and of the superiority of
the intellectual and contemplative above the social and prac-
tical life, find a basis. With ideals of life which hold them
together as no Greek political organization can any more;
with opportunity for personal development and for the attain-
ment of happiness that Greek civic life no longer offers; with
rites of initiation ; with a specific training for adherents ; often
with secret doctrines to be carefully guarded; with great, often
absolute, control over disciples — these schools offer to the
Greek of this later period a substitute for patriotism, for reli-
gion, for education, such as was furnished in early days by the
one comprehensive institution, the city state. And through
these new institutions, with power of propagation and multi-
plication, Greek ideas are spread throughout the Mediter-
ranean world.

The University of Athens was an outgrowth of these
philosophical schools, which it in time included, and of the
modified character of the institutional organization of the edu-
cation of the ephebes. During the period of the formation of
the philosophical schools radical changes were occurring in
this important stage of the old education. We have already
seen that as an important phase of the transitional period the
education of the youth at this age became more largely intel-
lectual than physical. In time the compulsory provision was
reduced from two years to one and after the Macedonian con-
quest made wholly voluntary. A change of even more radical
character that shortly followed, was the admission of foreign-
born students to the ephebic corps. Under the Roman régime



168 History of Education

the foreign body, drawn mostly from Rome and Italy but
also from Greek colonies and Oriental peoples, became quite
as numerous as the native. The year of study now required
of the youth under state control was for the most part merely
introductory to a much longer period of study. Formal mili-
tary exercises were kept up, at least those in the way of
celebration of ancient victories and the ceremonial visits to
localities possessing great historic interest. The ephebic
corps was under the control of a rector elected annually by
the Senate and Assembly of Athens. This officer had charge
of the conduct of the boys and supervised their attendance
upon the lectures of the leading philosophical schools. There
is evidence, however, that this attendance did not extend to
the Epicurean school, but only to the other three. '

Corresponding changes of importance occurred in the
philosophical schools and contributed to the establishment
of one unified institution. The military operations of
Philip IT of Macedon (200 B.c.) and the later devastations
of Roman generals resulted in injury, if not destruction, of
the gymnasia in the suburbs. - These schools then followed
the Stoics into the city, where they were conducted in private
theaters and in public gymnasia, especmlly those of Ptolemy
and later of Hadrian.

With the growth of the requirement that the ephebes attend
these schools, a further change occurred. The council or as-
sembly of citizens came to exercise control over the selection
of the heads of these schools and to support them out of the pub-
lic funds. Thus grew up the custom, so foreign to early Athe-
nian ideas, of a state-supported higher education. With the
Roman emperors, during the first century of the Christian
era, definite support through endowment or imperial salary
was given to numerous chairs in philosophy and in rhetoric.
From the time that the Athenian public gave its support, the
highest professor and later all the professors in philosophy
were termed sophists. Evidently the term at this time had
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no such connotation of reproach as it contains in more recent
times. The Roman emperors, Vespasian (69-79 A.D.), who
began this imperial support, Hadrian (117-128 A.p.), and
the Antonines (138-180 A.p.), were especially interested in
making the University of Athens the center of learning for
the empire. While the professional staff was probably but
ten or twelve in number, its work was supplemented by that
of a large number of assistants and instructors, paid from the
fees of the students, and by that of a large number of peda-
gogues who attended the younger and wealthier students.

Student life was now prolonged to a period from three or
four to even seven years in length. The ephebic organiza-
tion degenerated into one resembling student clubs or secret
societies. During the early Christian centuries the university
life presented many features resembling those of university-
life in mediaval or modern times. Among these were the
wearing of a distinctive gown, the initiation into the secret
societies, and the hazing of new students. So strong is the
resemblance even in matters of organization and in methods
of work that it is argued by many that the continuity of life,
or of tradition at least, between the university at Athens and
the early medizval university, was not broken. This view,
however, is not generally accepted.

As the center of classical learning and hence of pagan
influence, the university aroused the opposition of the early
Christian emperors and was suppressed by Justinian in 529
A.D. Long before this, however, the school had lost much of
its influence, and it was only a few philosophical teachers,
chiefly of the Neoplatonic school, that at the decree of the
emperor fled into Persia.

The University at Alexandria was one of a number of
such institutions, such as those at Rhodes and Tarsus, that
sprung up in the East as a result of the spread of Greek
ideas and institutions. Here under the influence of the Ptole-
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mies (323-30 B.c.), who carried out the idea of their master
Alexander in making this new city the center of influence, of
power, of culture, and of learning in the East, there developed
an institution that for many centuries outshone the parent
institution at Athens. The first of the Ptolemies founded
a library and instituted a search for written documents such
as has never been paralleled save at the time of the Renais-
sance. Moreover, he founded and supported a museum, or
academy, where men of letters and investigators resided at
royal expense, and constituted in connection with the library
an institution so like the modern university that it has been
given this name. The second Ptolemy secured the library
and the manuscripts of Aristotle, together with many Jewish,
Egyptian, and other Oriental works. The third Ptolemy

- seized the original copies of many of the Greek tragedians
stored at Athens. The passion for the collection of books
reached such a stage that this Ptolemy, taking advantage of
the wandering habits of Greek scholars, required that every
visitor to Alexandria should leave behind him a copy of any
manuscript that he might possess.

Not only did Alexandria possess the manuscripts of Aris-
totle, but here alone, of all these institutions of higher learn-
ing, the Aristotelian method of investigation was employed.
To be sure, this was during only one or two brief periods and
then, for the most part, in the subjects of astronomy and
geography. Yet in this brief space of time much progress
was made toward determining the measurement of the diame-
ter and circumference of the earth, the distances of the sunand
moon, and the precession of the equinox. Here was formu-
lated the Ptolemaic theory of the universe, which, though
wrong in its fundamental conceptions, was so near right in its
methods that it served with remarkable accuracy as a basis
for determining the motion of the heavenly bodies and the
prediction of astronomic events. Here, too, were carried on
most of the labors and here were made many of the dis-
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coveries of the physicist Archimedes of Syracuse. Here
Euclid perfected that branch of mathematics which bears his
name. While the greatest advance was made along the lines
of mathematics, yet some progress was made in the natural
sciences as well. But for the most part, it must be admitted
that the work at Alexandria, like that in the Grecian philo-
sophical schools, consisted in little else than dreary comment
and exposition of what the master or, more often yet, the
manuscript version of the master said.

In the literary activities of the university, possessing
though it did the masterpiece of Greek literature, the profit-
less character of .the work was even more pronounced. Its
characteristics were pedantic criticism, detached and puerile
comment, formal imitation, attempts at a style stilted and
designed for mere effect. This more than anything else
marks the decadence of Greek style. '

Using the word school in the sense of a somewhat indefinite
center of several conflicting tendencies in thought rather than
in that sense applied to the Greek philosophical schools, each
held together by a definite body of doctrine, — the Alexan-
drian philosophical school was of later development  than
either the scientific or literary movement connected with the
Alexandrian university. While Greek philosophical thought
had always been represented there and had come in contact
with Oriental philosophy and religion, it was not until near the
opening of the Christian era that the development growing
out of such contact became of general interest. Then began
a movement headed by Philo of Judaa, toward the harmoniza-
tion of Greek philosophy — especially the Platonic—and
the Hebrew religion. The Scriptures were held to contain
all philosophy, not explicitly but by implication. The effort
followed to interpret the Scriptures, necessarily by allegorical
method, so that they would harmonize, in somewhat the same
manner as Greek myth had been made to harmonize with
later Greek philosophical and ethical thought. Plato was held
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to be but ““ Moses speaking Attic.” Identifying the Platonic
idea of a divine sense for ideas with the Hebrew idea of inspira-
tion and the idea of a theosophical revelation to the individual
thinker, there developed a type of philosophy — the Neopla-
tonic — that had great influence in subsequent centuries.

In a similar way Christian thought was early introduced
into Alexandria, where its followers attempted a similar har-
monization of Christianity with Greek philosophy that resulted
in the development of Gnosticism. Here the early Christian
Fathers were educated, and from these general sources, that
is the north African intellectual centers, proceeded that for-
mulation of Christian doctrine that is yet accepted as the
orthodox.

With the fall of Alexandria into Mahometan power (640
A.D.) all this intellectual activity ceased, or what little was left
was transferred to the Saracens, to be later revived in Saracen
science and philosophy at Bagdad and Cordova. The library
was destroyed by the first caliph, furnishing, it is said, fuel
sufficient for four thousand public baths for a period of six
months.

FUSION WITH ROMAN EDUCATION.— After the Roman
Conquest (146 B.c.) Greek culture in general was rapidly
appropriated by the Roman conquerors, and the education of
the cosmopolitan period extended its boundaries without
changing its character.

The elementary education, consisting of the grammatical
study of language, the secondary education, consisting of the
rhetorical study of literature and the development of oratorical
power, and at least the institutional side of higher education,
consisting of philosophical schools, universities, and libraries
were largely appropriated by the Romans and given further
systematization. In its later phase Roman education, when
“captive Greece took captive her rude conqueror,” is but one
aspect of the cosmopolitan education of Greece.
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TOPICAL QUESTIONS FOR FURTHER STUDY

1. In what respects did the city state, through its demands upon its
citizens, furnish an education ? (See De Coulanges, 74e Ancient City, and
Fowler, City State of the Greeks and Romans.)

2. What educational ideals and practices are given by implication or by
direct delineation in the following passages in the /liad: 1, 52-302; 11, 35—
380, 445-482; IX, 50-180; X, 335-579; XI, 617-809; XVIII, 245-318;
XI1X, 40~275?

3. To what extent are the ideals of old Greek education expressed in
the oration of Pericles, given by Thucydides? (See Sowrce Book, pp. 24~
31.) To what extent are the ideals given therein expressions of the new?

4. What further connection between the political and social changes in
Greek life and the new education can be discovered in the more detailed
account given by Grote, Cpurtius, Thirlwell, Zeller, Holm, etc ?
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5. Inwhat respects are the problems of education in the transition period
similar to those of the present time?

6. What concrete changes in education characteristic of the transitional
period are indicated in Z4e Clouds of Aristophanes?

7. In what respects are the activities and the ideals of the sophists
similar to those of present-day educators?

8. To what extent does Plato’s idealistic solution of the educational
problem offer suggestion concerning the formulation of the educational aim
at the present time? Educational method? Educational organization?

9. What similarity is there between the approach to the problems of
education made by Plato in 74 Laws (Bk. 1I, pp. 653-654), and the
approach made by students in the present time?

10. To what extent are Aristotle’s arguments concerning the fundamental
importance of education to society, or the state, valid at the present time?

t1. How far does Aristotle’s selution of the ethical problem of the con-
flict between the individual and social welfare offer a solution of the edu-
cational problem of the present?

12. What are the arguments given by the educational theorists that
explain the peculiar use made by the Greeks of music in education? Of
gymnastics?

13. How far was the Greek method in education superior to the method
- of the present time?

14. How far is the Socratic method of instruction valid?
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CHAPTER 1V

THE ROMANS. EDUCATION AS TRAINING FOR PRAC-
TICAL LIFE

GENERAL CHARACTER OF ROMAN EDUCATION. Domi-
nant Institutions and the Genius of the People. — In many
respects the genius of the Roman people was antipodal, in
some respects complementary, to that of the Greeks. Domi-
nated by the same institution, the city state, upon which
their civilization, like that of the Greeks, was based, they took
a radically different course of development. It is in the
results of this course rather than in its causes, that we are
here interested.

The Roman was not one who found satisfaction in the
attainment for its own sake to a subjective state, a state of
happiness, a life of contemplation, of zesthetic enjoyment, of
intellectual activity. More characteristic of his genius was
the striving for some external object; the accomplishment of
some concrete purpose lying outside of his own thought life,
of some form of excellence or achievement of concrete, even
of material, value to his fellows, and similarly striven for
by them.

Practical Character of the Roman Genius. —The genius
of the Romans was, in a word, wholly a practical one, the
great merit of which was that it accomplished concrete results
by adapting means to ends. On the other hand, the Greek
genius, as will be recognized through a consideration of the
fullest development of the Greek mind in their philosophers,
possessed a peculiar power of defining proper aims in life,
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of determining the principles underlying conduct, of attaining
to the ultimate analysis of reality. At least these are the
things that the Greeks sought for; and we recognize that the
Greeks defined for all time those things, that have been by
all ages deemed the most worthy objects of the present life, —

- esthetic enjoyment, intellectual power, moral personality,
political freedom, social excellence, —called culture. The
work of the Romans was the practical one of furnishing the
means, the institutions, or the machinery for realizing these
ideals. Hence they have ever been looked upon as a utilita-
rian people. They borrowed the Greek idea of a confederate
government and developed it into a universal empire; they
borrowed the Greek idea of law and developed it into a sys-
tem of legal principles that even yet guides modern nations
in their complicated life; they adopted the religion of a
despised sect of a despised race and made of it the religion
of the civilized world, the one by which they subdued the
savage world. In all of these respects and in a multitude of
less important ways, the Romans showed their genius in
elaborating the institutional organization necessary to make
effective the aspirations of other people. If the ideals of
modern life are largely drawn from Greek and Hebrew
sources, its institutions are even more thoroughly Roman in
their origin and nature.

Roman Standard of Judgment. —This general character-
istic suggests a further one. Contrasted with the Greek
tendency to measure all things by the standard of reasonable-
ness, or harmony, or proportion, we have the Roman ten-
dency to judge ever by the usefulness, the effectiveness of a
thing. The Greek estimate was the intellectual or zesthetic
one resulting from the consideration of ultimate aims or
values; the Roman estimate was the utilitarian one drawn
from a consideration of the serviceableness of a thing as
judged by its relation to institutional life. For this reason
the Romans tended to look upon the Greeks as a visionary,

N
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unpractical people, while the Greeks considered the Romans
somewhat as sordid barbarians, with force of character and
military strength, but with no appreciation of the higher
aspects of life and of culture. The Greeks were imaginative,
impulsive in their actions, and joyous in their view of life;
the Romans were matter of fact in their estimate of things,
grave and sedate in their bearing, severe in their standards
of conduct, and superior to the Greeks in dignity and moral
force. “The Greeks never lost their youth; the Romans
were always men.”

Influence of Rcligion on Education.— This contrast be-
tween the characters of the two peoples is well illustrated
in the diverse influences of religion upon their education.
While the Romans possessed household gods of the same
character as those of the Greeks, these gods, representing
general forces, were quite different until they came to be
modified by Greek ideas. The Roman gods of the earlier
period were impersonal representations of natural forces
and social activities. They were mysterious beings with-
out human power or feelings, who influenced human life
without sympathy with its hopes or joys or fears as with
the Greeks. There was no Olympus, no marriage, no off-
spring ; they were merely a crowd of oppressive beings
of mysterious character, constantly interfering with human
affairs, yet removed from the circle of sympathy with them.
As a result there existed a constant necessity for placating
and appeasing them, not so much through joyous activities,
as with the Greeks, as through an elaborate ceremonial that
was often but little removed from the incantations of primi-
tive man. In the course of historical development, especially
upon the identification of the Roman gods with the person-
ality of the Greek gods, this severity was much mitigated.
Yet with the Romans religion always remained a practical
means for getting on in the world, —a means for regulating
everyday life, — and hence was more closely connected with
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political and business affairs than with the Greeks. Every-
thing was sacred, everything was to be done in an established
way, every act had its appropriate religious ceremony. There
was a god of fallowing, of plowing, of sowing, of covering the
grain and of harrowing; a god of the grain in germination, a
god of grain in the joint,a god of the grain in the sheath, and
so on for every phase of the life of the husbandman and of
every other interest or activity in life. Religion was no )
exalted faith, no lofty aspiration after virtue, no idealization
of the beautiful, no attempt to reach the life of intellectual
activity or of contemplation or of highest religious and
ethical significance. Religion had little influence of an
intellectual and aesthetic character upon the life of the people
and consequently upon their education. On the other hand,
while full of superstition, it had a distinct ethical influence
foreign to that of the Greeks; it consecrated love of country,
hallowed the family relation, preserved the sanctity of the
oath, developed the sense of duty — all of which things the
Greek religion did not do. These influences on life con-
stituted the contribution of Roman religion to Roman educa-
tion, for the development of these traits was the practical aim
of their education.

Contributions of Rome to Civilization. — The permanent
contributions of the Romans to civilization were, then, of
two great types: Through their development and organiza-
tion of law they furnished that institutional organization of
life that serves to a large extent as the basis of modern
social life; through their influence on the practical virtues,
chiefly through the law and the state, but also later through
the adaptation of the Stoic philosophy and the propaga-
tion of the Christian religion, they contributed to the exalta-
tion of the moral conception of life. Thus it follows
that they have exerted much less of permanent influence on
education, in the narrower sense, than have the Greeks. No
science, no speculative philosophy, no contribution to the
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abstract intellectual or aesthetic elements in education followed
from their conception of life and religion. Their influence
was wholly the practical one of adaptation and organization.
Roman Ideal of Education shown in their Conception of
Rights and Duties. — The rights of the Roman citizen —
including by the time of the Antonines, the end of the
second century A.D., practically all free citizens of the prov-
inces — were five in number and all clearly defined by
law. These were: the right of the father over his chil-
dren (patria potestas); the right of the husband over his
wife (manus); the right of the master over his slaves (pozes-
tas dominica); the right of a freeman over another that the
law gave him through contract or through forfeiture (manus
capere); and the right over property (dominium). The free-
man received these rights by birth, for by descent each Roman
was a freeman, a citizen, and a member of a family. But
after the earlier centuries these rights could also be acquired
either by naturalization or adoption or by enfranchisement.
Rights and Duties of a Father. — The right of the father
was the strongest, the most characteristic, and the most
important right of a Roman. When the child, soon after
birth, was laid at the feet of its father, as a religious cere-
mony, it could either be lifted up by him and thus accepted
into the family; or, on account of deformity, or poverty, or
other cause, it could be left to be placed at some crossroads
to die or to be carried into slavery. This custom was not sub-
ject to the abuse prevalent in Greece; but, since this was a
religious ceremony, the Roman father was presumed to have,
and usually did have, some good reason for rejecting a
child; this custom, which appears so monstrous to modern
ideas, was to them a most practical way of serving the state
by eliminating all unworthy citizens and of preserving the
stability and the purity of the family. This right over his
child the father did not lose even when the son became a
citizen, a soldier, and a property holder in his own right, and-
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even an officer of the government. Nor did he lose his right
over his daughter at her marriage unless his consent to the
relinquishment of that right was given in a special religious
ceremony transferring her into the other family. This power
of life and death, the right of executing all law upon his
own children, resided in the father until late in imperial
times; though then the few recorded instances of its exer-
cise were occasions for popular tumults. Long before this
time, this right, together with the accompanying one of the
sale of a child, was modified by legal restriction in the
form of corresponding duties.

In truth this union of obligations with rights was a principle
fundamental to Roman thought, and by them made funda-
mental to all modern law. Every right has its correspond-
ing obligation. The Greek’s highest conception of life was
in terms of virtue, of happiness, —in some form of personal
satisfaction; the Roman’s highest conception was given
in some form of duty with its corresponding right; life in
terms of law or principle. One was essentially the sthetic
interpretation of life; the other was essentially a moral view
of life.

Hence these great powers of the father were exercised for
the good of the state and the good done the family by the per-
formance of his duties respecting them; for any negligence
of these duties there was meted out a corresponding punish-
ment equally well specified in their law. Though the boy, at
sixteen, assumed the toga of citizenship, served in the army
(in the republican days), voted in the comitia, held office and
property, yet the power of the father remained until dissolved
by death.

Religious and Economic Duties. — As the head of a family
and the possessor of goods, the father was a priest with reli-
gious duties to perform. All the household activities, all
relationships and special occasions, such as birthdays, fes-
tal days, and marriages, were rendered sacred by religious
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ceremonials. Then, too, for the family he must participate
in public religious worship. Each day had its minute duties
of a religious kind prescribed by law or by custom. More-
over, as the head of a household and the holder of property,
he had many economic duties to perform far more important
and burdensome than the similar interests of the Greeks.
Each Roman in the olden days was a farmer, and the manage-
ment of the estate as well as the actual work upon it formed
a part of his pride in citizenship. So fundamental was this
activity that when the Romans came to develop the conception
and process of education, they gave to it the term indicative
of this process, and cuw/tura, culture, came to signify in the
intellectual and spiritual life what agriculture, the cultiva-
tion of the fields, meant for them in their practical life. The
Romans were not, as the Greeks, averse to the industrial life.
Even in imperial days, the boy of sixteen, if of well-to-do par-
ents, prepared for military or civil service; the boy of the
poorer family entered into a trade with no detriment to his
citizenship. And when yet later the numerous conquests
crowded the ranks of all industrial and commercial occupa-
tions with the slaves of the wealthier class, the empire made
its distribution of food supplies to support the poorer citizens
and to prevent the depletion if not extinction of the free
citizen class. Very early in the days of the republic the
importance of this business training along with the agricul-
tural appears, and the keeping of accounts becomes one of
the earliest elements in their schooling.

Political Duties. — So, the young man as well as the head
of the family had specific duties of citizenship. In the days
of the republic he sat in some of the various comiti or
public bodies. He had to take legal care of his property,
make contracts, draw his will for presentation to one of these
bodies, or later take part in some portion of the civil service.
As a soldier, at all periods until the formation of the mer-
cenary army, he had his military duties to perform.
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Now all of these duties demanded of the father and of the
citizen, in return for the great privileges conferred upon
them, a definite training through the years of boyhood that
the appropriate abilities or virtues might be developed.
Though this training was only to a slight extent, even in any
historic period, furnished by the school, yet a definite educa-
tion of positive character and great value was furnished by
the home.

Elements in this Educational Ideal. — In the performance
of these duties certain definite virtues or moral characteristics
were demanded. The moral ideals of life formulated by
the Romans do not present the development of the Greek
ideal, for they do not contain the same idealistic elements.
The virtues demanded were all of an extremely practical
character, and they were formulated from an actual living
type. Manhood, as exemplified in living men or in well-
known historical personages, furnished the standards which
the youth was expected to approximate. While the charac-
teristics of these types furnished no exalted ideal, they at
least were models permitting worthy imitation and exemplify-
ing the practical virtues of a vigorous, successful people.
These virtues appeared in the personal traits of the heroes
exalted in the national legends and the poems of the later
literature of the people.

Foremost of these virtues was that of piety, the obedience
to the commands of the gods and of parents. Piety contained
the religious idea of reverence and of filial regard for pa-
rental control. Together with modesty it approximated the
Greek idea of reverence, the balance or harmony of conduct,
though this ideal never received a_ formulation springing
from an @sthetic appreciation of conduct as it did with the
Greeks. Manliness, or firmness, or what we term character
(constantia) was a virtue valued by the Romans and exem-
plified in their lives more than in that of any other ancient
people, though it hardly appeared in the Greek ideal of life.
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As a result of this the other virtue of bravery or courage had
much more of the idea of fortitude than did the correspond-
ing Greek ideal. Since “ Rome must never conclude a peace
save as victor;” so no Roman must ever voluntarily quit a
strife before having vanquished. There was none of the
fear of excess that characterized the Greek; the bravery of
the Roman was buttressed by their idea of fortitude and of
obedience, not qualified by any conception of temperance
or of moderation in the performance of any activity, much
less in that of physical bravery and of devotion to the state.
To these virtues were added two more homely ones, charac-
teristic of a practical people only and growing out of a life of
industrial activity, where actual participation in the toil of life
was considered a duty and not a disgrace. These were pru-
dence, especially in the management of one’s business affairs,
and honesty or fair dealing in all economic relations. Ear-
nestness (gravitas), graveness, sedateness, sobriety in conduct,
a dignity of bearing were substituted for the Greek idea of
gracefulness. If viewed from the standpoint of the individ-
ual, all were summed up in the ideal of duty; if from the
standpoint of the state, in the ideal of justice. Though at
the beginning the Greek ideal of virtue was largely that of
devotion to the state, the ideal of physical bravery soon
ceased to be its chief element; their moral ideal was ever
formulated in some form of virtue, in terms of personal sat-
isfaction. In time their ideal became formulated in terms
of happiness or in terms of intellectual activity. The Roman
ideal, on the other hand, ever continued to keep as its basal
element the idea of bravery or of virtue in the sense of devo-
tion to the state. Virtue, then, in terms of duty, as stated
in principles or in law, remained the Roman conception of
life. Life in terms of virtue is the idealistic formulation of
life ; life in terms of duty is the moral conception of life as
formulated by the practical man.

The elaboration of the details of this conception of life in
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terms of rights and duties was the great task of the Romans
and their greatest contribution to civilization. This balance
between rights and duties is preserved by the state and
constitutes justice. Hence it is that the entire obligations of
man, as consisting in the performance of his duties and the
maintenance of his rights could be summed up in his rela-
tionship to the state, by which means justice among all men
would be maintained.

The Practical Education. — With a people to whom religion
was merely a means for expediting the practical affairs of
life, education could not be more idealistic. As religion
never inspired to any exalted view of life, so education never
became more than a preparation for life’s practical duties.
Just as mildew was kept from the grain, or rust and accident
from the hinges of the door by the worship of appropriate
gods or spirits, so each specific duty on the farm,—its plow-
ing, reaping, preparing the grain,— each duty in the house.
hold, each exercise in the martial camp or field, had its
specific training, and education was but the sum of such prepa-
rations for the practical duties of life.

The Home as the Center of Education.— In a conception of
education that for the most part has to do with the formation
of moral character, schools can have but a minor place as an
educational means. And so it was at Rome. Their place
was taken by other institutions, above all others, the home.
The whole tendency of Greek life was to minimize the im-
portance of home life. Even in the highest expression of
their ethical and social thought, in the educational system of
Plato, the home was eliminated. It was quite the contrary
at Rome: there the whole tendency was to magnify its im-
portance. The peculiar power of the father exalted his
functions and made the family the social unit, even in many
legal respects. The moral importance of the home, as well
as its legal and social importance, was emphasized. The
father was responsible for the moral and physical training of
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the boy. The mother held a position far superior to the
place of women in Greece. Within the home she was digni-
fied with a position of independence and responsibility. She
was more the companion of her husband socially and more
his partner in his management of the home than in Greece.
She herself reared and cared for her own children instead of
turning them over to a nurse. When somewhat grown up
the boy became the companion of his father in place of being
turned over to a slave or a pedagogue, as with the Greeks.
When the Greek influence became powerful, though peda-
gogues were, to be sure, introduced, it was only by the
wealthier classes and then only as an adopted custom — one

LIFE OF A ROMAN Boy. FROM A SARCOPHAGUS.

that never became national in character. Speaking of his
own education, the poet Horace (born 65 B.c.) says: —

“If my life is pure and innocent and my friends love me,
I owe it all to my father; he, though not rich, for his farm
was a poor one, would not send me to the school of Flavius
(at Venusia), to which the first youths of the town, the sons
of centurions, the great men there, used to go, with their
bags and their slates on their left arm, taking the teacher’s
fee on the Ides of eight months in the year; but he had the
spirit to take me, when a boy, to Rome, there to learn the
liberal arts which any knight or senator would have his own
sons taught. . . . He himself was ever present, a guardian
incorruptible, at all my studies.” ’

This passage forms one of the few descriptions of school
life— when schools are developed —that is to be found in
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Roman literature; but the points to be noticed here are the
great personal interest of the father in the education of his
son and the prevailing moral content of that education.

Almost two centuries later, when the corrupting influences
that had entered into the cosmopolitan life of Rome were in
full swing, in his satire (XIV) upon the vices of the Roman
people, Juvenal formulates the ever memorable principle not
only of Roman but of all education, —‘“The greatest reverence
is due the child.” This responsibility of the father for the
education of his child, at least in the formation of his moral
character, was not only of importance to the child but it also
reacted upon the father. The stability and the perpetuation
of these virtues, of a sturdy, rugged character among the
ranks of the common people long after the majority of the
families in the upper class, especially in the imperial court
circles, had fallen into most vicious debauchery, was quite
largely due to this restraining influence of the home and to
the father’s responsibility for the moral character of the boy.
The continuation of the quotation from Juvenal indicates this:
“If you are contemplating a disgraceful act, despise not your
child’s tender years, but let your infant son act as a check
upon your purpose of sinning.”

In a similar way the influence of the mother was greater,
as the position of woman in general was higher, at Rome than
that among any other ancient people. This greater scope to
her influence was not through her participation in public life,
hence there is little direct mention of it; but it was through
this higher authority and freedom in the family. Even grant-
ing that the mention of specific instances are not numerous,
no other ancient people furnish cases of influence of women
comparable with that of the mother of Coriolanus, the mother
of the Gracchi, and others of a similar type.

Biography as a Means.— The influence of the.home was
supplemented by that of concrete types of Roman manhood.
" No other people have so effectively used the personages of



188 History of Education

importance in their own history in the formation of the
character of the youth of each generation. Their earliest
literature consisted of thelegends and heroic tales of the early
Romans. Their songs were but the glorification of these same
deeds. Something similar to this occurred in Greece in the
earlier period. The Grecian heroes, however, were demigods
or were constantly protected by the interposition of the gods,
and hence were beyond imitation by the wiser men of later
generations ; the Roman heroes, on the other hand, possessed
virtues and performed deeds such as could be imitated by
every Roman boy. As the Greeks sought to shape character
by poetry, music, gymnastic, and dancing, so the Romans did
by these two means, — the influence of father and mother in
the home, and that furnished by familiarity with the heroes
of the past.

An indication of the importance of such material as the
content of education is furnished by Plutarch’s L:ves, which
to the Romans were lectures on education. Though written
by a Greek, such was probably their use at the time of their
formulation, and such no doubt was the character of the liter-
ature, if such it may be called in its rudimentary form, that
formed the basis of the Roman education both in the home
and in the school. The perennial interest aroused and the
influence exerted by these writings are a slight indication of
the value of this phase of Roman education. Mr. Lecky has
called attention to the very potent influence of such personal
ideals when embodied in personages near in time and place
and nature; more potent, indeed, than those of the subse-
quent centuries wherein such ideals were furnished by saints,
by those who possessed supernatural traits, or by Biblical
characters living in remote centuries and possessed of racial
characteristics of long ago.

Thus again is found a trait of the practical mind : itsideals
are found in the real, not in the imaginary, — not in a single
trait idealized and personified. Its ideals are not too remote

1
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but are found in concrete personal forms of actual per-
sonages.

Imitation as the Method. — From what has been said it
follows that the most important characteristic of the method
of Roman education was imitation. While the Greeks em-
phasized the assimilative character of the soul and hence
sought for educational results by creating an environment of
cultural value through public works of art, religious ceremo-
nials, dramatical presentations, and a free and open life in
public places, the Romans emphasized the imitative character
of the soul and sought for educational results by placing before
the youth a concrete character to be followed. Though the
pedagogue and the inspirer performed a somewhat similar
service with the Greeks, yet the function of these was rather
to control and direct; at least this was true of the pedagogue,
who, because a slave, was not to be imitated. The Roman
youth was to become pious, grave, reverential, courageous,
manly, prudent, honest, by the direct imitation of his father and
of old Romans of so heroic a character as to be embodied in
their legends and histories, yet withal men who had actually
walked the streets and had gathered in the Forum before him.

While this use of imitation by the Romans was of less free
character than the similar use by the Greeks, it was not the
servile imitation of the Oriental. To begin with, it was the
imitation of a living model, not of a lifeless form or a specific
custom relating to petty forms handed down from time imme-
morial and without meaning to the imitator. So far as the
Roman was bound by such traditional ways of doing things,
the most important of such accepted customs were formula-
tions of principles, embodied into a code of laws, interpreted
by each successive generation to fit the needs of a developing
civilization and of a people ever widening their contact with
others. )

In one other important respect does the method of Roman
education differ from that of the Greeks. With both peoples
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education was primarily a process of doing as opposed to
one of instruction. Certain activities were undertaken to
form certain approved habits. Subsequent to this earlier
phase of their educational development, the Greeks added a
process of instruction to make such habits rational; this the
" Romans never developed as a component part of their edu-
cation. Though in later periods they adopted the Greek
custom, it was not a native process, neither did it form an
essential part of their conception of education nor become
of general use and significance until well on in the imperial
period.

Then, too, there was a radical difference between the
“doing process ” of the Greeks and that of the Romans. In
school the Greek boy was trained in gymnastics and dancing
to produce a harmony and grace of physical development
and of moral control: he learned to play the lyre and to
repeat the Homeric poems with appropriate musical accom-
paniment, all for the purpose of developing a harmony of
the soul. The Romans rejected as marks of effeminacy,
such gymnastic training, dancing, music, literature; in brief,
all such educational means as the Greeks employed.
Through games, it is true, the Roman boy gained in physical
development to a certain extent; but not through any organ-
ized and systematized use of them. There were no gymna-
siums, but physical development was secured on the martial
fields and in the camp, and through the actual exercise with
weapons, supplemented by the actual training which he got
on the farm. In every respect the training of boys was
either through an apprenticeship to the soldier, the farmer,
the statesman, or by actual participation in these activities
that were later required of them as citizens. Thus in method
is seen the characteristic of the practical education, — the
doing of the actual thing to be done — with no appreciation
whatever of the training and instruction in certain selected
activities that possess cultural value because they plant in
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the very nature of the child germs of a much fuller develop-
ment in manhood, activities such as characterized the liberal
education of the Greeks.

PERIODS OF ROMAN EDUCATION. — Roman education
divides itself into two great periods: the one wherein its
ideals and practices are purely Roman, the other in which
Greek influence is prominent and education becomes of a
composite or cosmopolitan character. This change bears
some striking resemblances to the transition to the new
Greek education at Athens; but owing to the much more
stable character of the Romans, the change was a more
gradual one than in Greece and affected the masses of the
people much less radically. In some respects, particularly
in religion and to a certain extent in their laws, the Greek
influence was early exerted upon the Romans. It was a
tradition that the decemvirs visited Greece previous to the
formulation of the Laws of the Twelve Tables (450 B.C.).
From Greece also at an earlier date they had drawn their
alphabet. Yet no profound influence was exerted socially
and little educationally until near the middle of the second
century B.C. Subsequent to that time the Greek educational
ideals may be said to dominate, so far as formal or institu-
tional education is concerned. The somewhat radical con-
quest in this respect was due to the fact that Rome had no
native system of educational institutions to be supplanted.
Various events may be taken as indicative of this change.
Professor Laurie accepts as the point of demarcation 148 B.c.,
the death of Cato, who for so long and so strenuously opposed
the growth of Greek ideas and customs. The date of the
conquest of Greece by the Romans, 146 B.c., might with
equal propriety be taken, since immediately thereafter many
Greek scholars, Greek literature, and even libraries were
transferred to Rome by the conquerors. The year 161
possesses a similar significance, for at that time the senate
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at the instigation of the prztor decreed the expulsion of
philosophers and rhetoricians from Rome. All three events
indicate that the conquest was only begun, and that the
dominance of Greek educative practices and institutions does
not become complete until about the time of the empire (31
B.c.) But if a specific personality must be found to make
definite the delimitation, no individual would be so significant
as Cicero (10643 B.c.), who was the first Roman to rise to
prominence and to power through oratory; and if a specific
date is desired, 55 B.C., the date of publication of Cicero’s
work on Oratory would be most appropriate, for this work
is the first formulation by a Roman of the Grecianized educa-
tional ideal. Each of these general periods divides into two
sub-periods.

Period of Early Roman Education (776 -about 250 B.C.).
— During this period the features previously given concern-
ing Roman education dominated completely. The rearing -
of the child was in the hands of the mother, the training of
the boy in the hands of the father. The home was practi-
cally the only school, though early the boy became the com-
panion of his father in business, public and private, on the
street, in the forum, and in the camp. Education was
largely moral; discipline was severe; their ideals were rigor-
ous. The slight literary element entering into their educa-
tion was that connected with the religious and choral service,
where religious choruses and national hymns were to be
learned, and in connection with the Laws of the Twelve
Tables. These fundamental laws of the republic, adopted
451 and 450 B.C., remained the basis of Roman society for
almost a thousand years. In the function they performed
these laws resembled somewhat the laws of Lycurgus, though
they dealt not with education but with the power of the father,
property rights, religious services, political and military obli-
gations, and similar subjects. In the broadest sense, they
constituted the framework of Roman society and hence
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embodied the ideals of life that gave to education its con-
crete ends. The relation of the laws to education in the
narrower sease consisted, first, in the definite embodiment
of the power of the father over the child and his duty con-
cerning his training; second, in the custom followed for
many generations of requiring every boy to learn the tables
as they were posted in the Forum and to become perfectly
familiar with their meaning. This in itself offered no insig-
nificant intellectual training, though its practical character
made such training very different from that which the Greek
boy acquired from a similar familiarity with Homer.

During the latter part of this period, elementary schools
furnished the rudiments of the arts of reading, writing, and
arithmetic. Shortly after the introduction of the Twelve
Tables, mention is made of them in the story of Virginia, who
is said to have been seized.from one of these schools by one
of the decemvirs. Whether this be true or not, such schools
appear long before the close of this period and supplement
the education of the home in formal matters. Such ele-
mentary schools were known as Judi ({udus,— play, sport, or
a turning aside)! a name that indicates that their function
was only supplementary, and that they were not essential to
the real education of the Roman youth. Such schools were
of a purely private character, and were held in some private
home or in an unfrequented nook or porch of a temple or
other public building. Even in the matter of the training in
the arts of reading and calculating, these schools evidently
represented a “diversion” from the ordinary custom of the
home.

Period of Introduction of Greek Schools.— The time from
the middle of the third century to the middle of the first cen-
tury constituted a period of transition, during which Greek
customs and ideas were introduced. This period substan-

1 A somewhat similar idea is contained in the Greek word for school, — scko/,

leisure.
o
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tially coincided with the period of national expansin through-
out the peninsula of Italy. Previous to this time Rome
was only a local community ; after this period P.ome became
an empire which had necessarily to acquire a cosmopolitan
culture. By the time of the opening of this transitional
period, the elementary schools (schools of the /iterazors, they
were also called) were quite numerous and soon came to
be known as schools of the grammatists as well. This of
itself indicates that a transition was going on. About the open-
ing of this period Livius Andronicus (c. 284-204 B.C.) trans-
lated the Odyssey into Latin. The book was soon introduced
into these schools, giving them a more literary content than
they had hitherto possessed. The translation of other Greek
productions followed rapidly, and Latin literature took its
rise at the same time. This growth of literary material soon
produced a radical advance in education, namely, the intro-
duction of the Greek grammar school distinct from the ludus
in form, and superior to it. The exact time of introduction
is difficult to determine. The Greek Andronicus, previously
mentioned, was (in 267 B.c.) brought as a slave to Rome from
his home in southern Italy, and after securing his freedom
is said to have become a teacher of the Greek and Latin
languages. Ennius (239-169), another Greek author and
translator, is said to have engaged in similar work. Plutarch
mentions Spurius Carvilius as the first to open a school at
Rome (260 B.c.). Undoubtedly Plutarch means a grammar
school, for the schools of the literators were frequent before
this time. It is probable that none of these did more than
give some knowledge of Greek literature through transla-
tions, and some slight knowledge of the language to a chosen
few. Consequently they cannot be said to have established
schools. Suetonius mentions Crates of Mallos, a Greek
ambassador to Rome, who met with an accident through
falling into an open sewer and was thus detained at Rome
(157 B.C.) as the first Greek teacher there. Suetonius opens
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his Lives of Eminent Grammarians (written about 121 A.D.)
as follows: “The science of grammar was in ancient times
far from being in vogue in Rome; indeed it was of little use
in a rude state of society, when the people were engaged in
constant war and had not much time to bestow upon the cul-
tivation of the liberal arts. At the outset, its pretensions
were very slender, for the earliest men of learning, who were
both poets and orators, may be considered as half Greek.”
He then goes on to mention Livius and Ennius, as the first of
these, and Crates as the first teacher of grammar. Ennius
came to Rome in 204 B.c.; Crates in 157 B.c. However
doubtful the origin may be, it is certain that by the close
of this period, at the date given by Suetonius as that of
the first grammatical teacher, schools of this kind, taught
by a grammaticus or literatus as distinguished from the
grammatist or literator of the ludus, were frequent; for
in 161 B.c. the Senate decreed that “It shall be lawful for
M. Pomponius, the prator, to take such measures, and make
such provisions as the good of the Republic and the duties
of his office require, that no philosophers or rhetoricians be
suffered at Rome.”

This edict refers to another type of teachers higher than
and developing from the grammar teachers. According to
Suetonius (b. 79 A.p.), who gives us this information, gram-
marians came in time to teach rhetoric, and it was a frequent
occurrence, even within the memory of his own father, that
‘“some of the pupils of the grammarians passed directly
from the schools to the courts.” But long before the time
of Suetonius, even before the close of the period we are now
considering, the Greek conquest of Roman education was
insured by the introduction of the schools of rhetors to
continue the work of the grammarians. That the reception
of these innovations was not a hearty one and that their
influence was not general until the imperial period, is evi-
denced by the fact that the instances of the few notable men
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who underwent a rhetorical training and profited practically
by it, such as Cicero, Pompey, Casar, Mark Antony, and
even Augustus, are cited by Suetonius as unusual. He states
that by slow degrees, rhetoric made itself manifest as a use-
ful and honorable study, and that many persons devoted
themselves to it, both as a means of defense of personal
rights and as a means of acquiring reputation. The custom
of sending the yo