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Viii Preface

education are now available. Morcover, in recent days a large
number of articles, monographs, and books have greatly en-
riched our knowledge of many special fields, institutions, the-
ories, and epochs. University courses have becotue more and
more broadly diversified in these many lines.  Ix it not much
more valuable for the prospective teacher to study intensively
the particular level on which his teaching will be done?  As-
suredly, much can be said in support of this contention; yet
the authors feel that the general course is still of primary
importance. Support for this point of view has recently come
from the study of general hstory. Tn late years there has
arisen a marked tendeney to revive general courses that will
give a broad orientation in history. Specialization has its
place, but it must follow the general survey, which furnishes
a perspective of the whole subjeet; specialization cannot be a
substitute for such a survey.

The authors have no new and peculiar pomnt of view to offer.
no special thesis to propound. They prefer to explain educa-
tional movements by letting history tell its own story.

Modern education has become vastly complex.  Much that
is old persists alongside muceh that 1s new; not all reforms have
arisen because of any one speeial causal factor. Our American
education is not the result wholly of the French Enlichtenment
nor entirelv of New Fngland democeracy nor vet of the Indus-
trial Revolution. A multitude of rivulets were flowing bhefore
their confluence took place. Tven now. fortunately perhaps.
the streams have not been completely swallowed up min the
deadening tide of unifornuty. We seek to recogmize many of
these simple beginnings, which have played an smportant part
in formning the svstem of education in America. Among them
were: the Spanish beginnings in Florida, Lomsiana, and the
Southwest from Texas to Cahfornia; the influence of the
Huguenots, who took refuge min the colonies, and the later
effeets of the French Enlightenment; the contributions of the
Dutch, Swiss, Swedes, Danes, Norwegians, Scoteh, and Ger-
mans; the influence of the Knglish aristoceratic tradition and
the democratic movement in Great Britain; the work of Cutho-
lic societies and orders; and the services of various Protestant
groups, the Pietists, Moravians, Quakers, Lutherans, and Cal-
vinists. Each of these has its own worthy history, which ought
not to be passed over with indifference. All of them con-
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tributed toward making American education, both public and
private, what it is today.

This work has set out to perform definite functions, to am
at certain specific objectives:

First, it aims to be of value more specifically for professional
training than for general culture. Not that the authors under-
estimate the cultural value of the subject. They warmly ap-
prove the position of the educator who held that the study of
the history of culture is the very capstone of culture and may
well be required as the completion of a hiberal education. It
15, however, believed that the student of educational science
will find the historieal method of approaclung his problems to
be an essential one. There are certam aspeets of methods.
organization, aims. currieula, and so on, which can be treated
far more effectively from the historical pomt of view

Again, the authors hold that the lustory of education s by
far the best means with which prospeetive {eachers can begin
the study of professional education. There are nowadays
~everal more popular mmtroductory subjects, such as educational
pevchology, eduecational primeiples, and, more recently, a num-
ber of general onentation ecourses,  Some of these are valuable,
pethaps mdispensable.  However, none of them can wholly
take the place of the history of education.  When the student
1~ prepared by several yvears of general academie tramming and
by the ripenig experiences of hife to enter upon the intensive
study of educational «crence, he will find that the histoneal
approach 1s of captivating interest.

Among the values elammed for the historv of education as an
introductory =ubject are the following:

(1) It i~ pecuharly fitted to lead over from general culture
to the professional field. It partakes of both; 1t is at once
broadly informmng, interesting, and cultural and, at the same
time, imparts specific knowledge, awakens aptitudes, and raises
problems of protessional interest. Tt gives the ~tudent a gen-
erous orientation that will enable him to find his own hne of
deepest interest in the various possibilities of the teaching
profession.

(2) From long contact with students one comes to see an-
other important value of the subject. Tt i< an admirable
means of mental integration.  More definitely than any other
course that is offered, it requires the student to reflect upon
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XXV Introduction

dividual as a living organism in a complex social structure.

The accomplishment of this purpose will require a more
critical examination of education as 1t has developed during
the past; for, until we can sece, clearly and in detail, the edu-
cational movement and the cducational heritage, we cannot
plan an adequate program for the new education. 1t is there-
fore imperative that we present such studies of educational
history, both gencral and special, as will enable the new gen-
eration of schoolmen to construet out of the present school
programs the new education that is to serve and not merely
to follow, that is to create new social values and not merely
to perpetuate outworn traditions. Consequently, while its
value includes a history of what has already taken place,
The Development of Modon Education will likewise con-
tribute to the future study and determination of the next steps
in the building of our new education.

E. Grorer Paynk
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CHAPTER 1

TuE EDUCATIONAL INHERITANCE FROM ANTIQUITY
AND THE MIDDLE AGES

1. Reform Rooted in the Past

European school reform in the sixteenth century. Dur-
ing the 16th century an extraordinary change was effected
in the aims, organization, courses of study, methods of in-
struction, and control of the schools of western Europe. At
the beginning of the century, Europe was still Catholic: in
the conduct of education, church schools and monastic
foundations still held the commanding place that had long
been theirs; and while Scholasticism had already exhausted
the possibilities of its method, it was still entrenched in
church and university. The universities and lower schools
were, however, beginning to feel the impact of new economic,
political, and intellectual forces.

Humanists were publishing sweeping criticisms of existing
institutions; they were advancing constructive plans for re-
form, were preparing new editions of the classics, and were
writing new grammars and dictionaries of the Latin language.
Supported by powerful patrons, the Humanists were steadily
foreing the champions of the old order in education to give
ground. When, in 1653, the Council of Trent closed its final
session, the Latin grammar school had reached the form it
was to retain for centuries. Colet at St. Paul’s in London.
Sturm at Strassburg, and the Jesuits—all took leading parts
in establishing the organization, curricula, and methods of
teaching for the new institution. The grammars of Lily
and Melanchthon, as well as the Colloguies of Erasmus and
of Corderius, had been printed; and these texts were to bring
to an end the long reign of the medieval grammarians, Don-

atus, Priscian, and Alexander de Villa Dei. The place of the
1



2  The Development of Modern Education

school in the social order had been determined. The Middle
Ages were passed, and the new era had begun. )

Debt of the reformed schools to antiquity. Sweeping as
were the changes which brought into existence the common
elementary school and the Latin grammar school, the con-
tinuity in Luropean culture and education was not broken
so completely as many scholars have held. Since the reforms
were intiated and brought about by men trained in the ¢ld
institutions, the reformed schools were not so much founded
as refounded.

No educational reformers have leaned more heavily upon
the past than did the bulders of the 16th-century schools
in western Kurope. From ancient Rome they took the plun
and objectives of the Latin school: likewise, they borrowed
the language and lhiterature studied there, and ualso the ex-
cessive emphasis upon mastery of grammar. The sacred
books of the reformed schools were the Old and the New
Testaments, while their principal artieles of faith had been
formulated in the early centuries of the Chrstian Era. The
mstitutional framework within which the innovators labored
was an outgrowth of institutions establhirhed during the Mid-
dle Ages.

While the Latin grammar school of the 16th century grew
directly out of the Renmssance, it was intimately related to
the later Addle Ages and to the ancient world as well,
To understand this type of school, one must bear constantly
in mind the long history of scholarship and of school or-
ganization, support, control, and methods of teaching that
preceded its appearance. One must remember, too, that west-
ern Europe, long neglectful even of those books which 1t
possessed and quoted, began only late m the Middle Ages
to become intenscly interested in the life of the past; hence,
not until that period did 1t turn to the wntings of Plato,
Xenophon, Cicero, Quintilian, and Platarch for guidance in
planning the reform of education. This debt of the reformers
to the past is surveyed in the succeeding text of the present
chapter.

2. Education in Ancient Greece

Athens and the beginnings of schools in Europe. Be-
tween 1500 and 900 B. C., the Greeks migrated southward,
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conquercd the regions lying on the northeastern shores of
the Mediterranean Seca, and laid the foundation of the mar-
velous culture which was subsequently to flower there. After
settling upon the land, the Greeks first engaged in agriculture.
Later, regular trade with the Phoenicians and neighboring
peoples began, and the Athenians became interested 1n min-
ing and manufacturing, as well as in commerce. Comage
and written language came mto use. And finally. out of
ancient tribal organizations the citv-state evolved.

The most important cducational agency with which a
Spartan or an Athemian boy came in contact was the wity-
state. In Sparta, the education of boyvs and girls was the
principal concern of every citizen and the major responsibility
of the magstrates, In Athens, the Couneil of the Areopagus
watched over the ehildren of citizens and guarded them espe-
cially against anvihing that would corrupt their mmals.  Al-
though the city of Athens did not provide publie schools of
gymnastics, musie, and hiterature, the laws of Solon recogmized
the responsibility of parents to educate their children in
these arts. Such training of the youth from the age of six-
teen to twenty was compulsory and was under the charge
of the eity. The laws, templeg, games, gyvmnasia, proces-
sions, cadet corps and army, and theaters of the eity combined
to produce—alike in the fine arts and in law and govern-
ment, letters, rehgion, philosophy, and social relations—a cul-
ture that has been unexcelled in the history of mankind.

Schools in the Age of Pericles. During the early part
of the 5th century B. (., it was customary for bovs to begin
their schooling at about the age of seven. In the palaestrae
they engaged in athletic exercises and contests; in the music
schools they were taught to read and chant, to do simple
arithmetie, and, at a later age, to play the flute and the lyre.
Reading they learned by first mastering the alphabet and
then repeating after a teacher the words of the Homerie
poems. Great emphasis was placed upon correct pronuncia-
tion and beauty of speech. The teaching of literature served,
not only to impart some knowledge of religion, history, and
drama, but also to develop the pupil's power of self-expres-
sion. It was intended to traln him to pereeive the beauty
of sound and rhyvthm and to speak his own language artisti-
cally. The old Athenian schools developed a vigorous body,
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refined the taste, transmitted the cultural heritage of the race,
and, within limits, taught each individual to think and to
act for himself.

A long time after the creation of the formal school in
Athens, literary instruction remained elementary. However,
the young men, as members of the ephebic corps, reccived
in that service their final training for citizenship; mingling
freely with the older men, the youths participated in gym-
nastic cxercises and religious ceremonies, received systematie
instruetion in nilitary drill, engineering, and strategy, and
Jearned the Athenian law.

Literary curriculum at the secondary and higher levels.
About the beginning of the 5th century B. C., events of great
importance in the development of art, hiterature, and philos-
ophy took place in Athens. The first of these was the adop-
tion of the democratic constitution of Clisthenes, which
extended the political privileges of the lower classes of citizens
and placed mportant powerr in popular juries, composed of
large numbers of citizens. These reformns encouraged the
development of the ability to plead before an audience—an
art essential both to the politician aspiring to leadership and
to the accused citizen forced to persuade the erowd in defense
of his life, fortune, or good name.

Other events contributing to the golden age of Athenian
civihization were connected with the vietories of Greeee over
Persia. As a result of the Persian wars, Athens developed
a large fleet and expanded her cominerce and mdustrics enor-
mously. The city was further enriched by having at her
command the treasury of the Delian League. Under the
preszure of war, democracy had made great <tride< in Attien;
henee it stimulated and brought forward men of gemus.  Re-
ligion, social and moral standards, scienee, and Taw —all were
affected by the forees introduced mto the hile of the Grecian
city.

While these events were transpiring in Europe, there was
beginning in the Tonian cities on the const of Asin NMinor
one of the most profound intellectual revolutions in human
history. These cities, active in commerce and in hustry. se-
enred wealth and contacts with other peoples; hence they had
leisure to acquire familiarity with foreign ideas and to de-
~elop a systematic body of general knowledge. At length
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& wealthy statesman named Thales, who had learned consider-
able mathematics and astronomy, predicted an eclipse of the
sun. which took place in the year 585 B. C. Many had pre-
dicted eclipses before him, but Thales’ conclusions went be-
yond those of earlier thinkers: by his astronomical studies
he was led to reject the mythological explanation of physical
phenomena, and he began to think of the world as belonging
to a single natural order. Other Ionians adopted this point
of view; pursued the study of mathematics and astronomy
far beyond the limits reached by Thales; speculated ingeni-
ously and keenly about the origin and nature of the world;
and made a beginning of Greek scholarship in geography, his-
tory, science, and philosophy. Men refused any longer to
regard events as expressions of the whims and caprices of
manlike gods; they attempted, rather, to deal with events
as if they could actually be understood and even controlled.
Interest in science and in the study of social and meta-
physical problems became intense. Soon the new intellectual
movement spread throughout the Greek world, and found a
particularly congenial home in southern Italy, whither Py-
thagoras, one of the greatest of the Ionians, migrated.

The achievements of Thales and his successors were so
considerable and so widely investigated that when, after the
Persian wars, there arose at Athens—in addition to a strong
practical demand for a type of training that would enable
one to speak effectively in public, to conduct his affairs suc-
cessfully, and to cultivate his character as well—a gencral
curiosity to learn something of the new sciences, there were
men who themselves offered to furnish the Athenians with
the knowledge and skills they were secking. Although these
teachers, called Sophists (that is, wise men), were men of
all grades of learning and ability, one contribution from them
remains outstanding: as teachers of language, morals, govern-
ment, literature, mathematics, and science, they established
in Greece a curriculum that definitely disciplined and en-
riched the intellectual life.

Individualism in Athenian life. Because the Sophists held
most diverse opinions, a unified system of doctrine can
scarcely be attributed to them. Yet their teaching had two
specific effects: it popularized the naturalism of the earlier
philosophers, and it stimulated the growth of individualism.
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The words of Protagoras, “Man is the measure of all things,”
became a sort of watchword; glib fellows arraigned at the
bar of reason the myths and maxims which epitomized Greek
beliefs respecting moral, legal, scientific, and theological
matters.

The systematic philosophers. There were many Athenians
who at that time saw the traditional order changing before
their eves, and this disintegration of former social codes and
civie practices eaused them profound coneern.  Sueh upbring-
ing of the young as would msure the preservation of society
and the state had long been the foremost object of public
discussion m Qreece; now it became the motive foree which
mspired manyv of the ereations of Greek genius. Most of
the liferature and philosophy of the grandest era of ancient
history grew out of diseussions of the many ntricate ques-
tions which pressed that perod for <olution.

In the welter of rocnl, moral, cconomie, and pohtical
changes, several fundamental problems took definite form:
Is virtue teachable? Is 1t o natural endowment, u gt of
God, or the result of practice and habit? Is education a
function of the fanuly? of the ~tate? or, of both?  What
subjects should form the curricula of the schools?  Sueh were
the great civie problems in the focus of Atheman thought.
They furnished the motive for the activities of the Sophists,
the teachings of Socrates, and the epochal works of Aristo-
phanes, Plato, Aristotle, and Pluturch.

As might pe expeecterd, there was a large and respectable
parly who beheved that a speedy return to the old ways was
desirable. Aristophanes, the cclebrated writer of comedies,
was a rcepresentative of this pont of view, Me poured un-
sparing ridicule upon the newly rich, the vounger generation,
the advocates of political rights for women, and cspecially
upon the Sophists and the new education. The cure for cur-
rent ills, he declared, was a return to the ideals and system
of training which produced the men who fought at Marathon.

Socrates. This philosopher was as genuinely concerned
with the problem of morals as were the conservatives. He
believed sincerely in the reality of virtue and in the signifi-
cance of moral prineiples. His most characteristic doctrines
were: (1) Virtue is knowledge, and is teachable. (2) The
knowledge that man especially needs is knowledge of him-
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self. With Socrates, philosophy turns from nature, as the
central subject of discussion, to human nature. By unreflec-
tive opinion people are hindered in securing knowledge, so
Socrates believed; hence, the singular advantage which he
enjoyed over others of his day consisted in his recognition
of his own ignorance. He was accustomed to go about the
streets engaging 1 discussion of ethical questions. With
adroit questions he would involve his opponent in a maze of
contradictory statements. Then, the errors would be made
apparent, and a basis for mutual understanding reached.

The interest of Suerates in problems of ethies and politics
and lus neglect of the physical sciences gave direction to the
speculations of vamous groups of his successors, several of
whom founded great svstams of philosuphy.

Plato. This philosopher was the greatest of the followers
of Socrates,  lle was interested in problems of ethieal life
and, like his teacher, he behieved that virtue 12 knowledge.
The good hfe 1« the just lhife; and the just hife 13 the life
ordered by wisdomn. The just state, morcover, is the state
ordered by the wise. Ruch an ideal state he deseribed in The
Repmblie, a work whieh has exercised an extraordinary in-
fluence upon suececding generations.

The Ropublie and a later dialogue, The Laws, contain elab-
orate plans of education. However, these plans affected the
course of educational development much less than did his
fundamental doctrine that ideas do not arise through experi-
ence, bul are preéxistent or innate. He believed that the
soul i1s eternal, existing before the body and surviving it.
In the world which it inhabits before birth, the soul is in
contact with reality, and so apprehends truth. Wisdom and
justice, the two supreme virtues, are not acquired by exercise
and habit, as are the other virtues, courage and temperance.
The exalted virtues, wisdom and justice, are attained by
reflection—that ix, by “a continuous discourse with one’s self.”
It is in reflection, not in action, that contact is established
with the world of reality. The capacity for reflective think-
ing, or dialectic, is possessed by few people. Learning is
neither an affair of the work-a-day world nor a concern of
ordinary mortals. The cloistered student, engaged in con-
templation, represents scholarship and virtue at their best.
The training of artisans, farmers, engineers, and people en-
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@agéﬂ in commercial pursuits received brief mention in the

dialogues; but the study of mathematics, music, and dialectie
was accounted the noblest of human activities.

By his system of philosophy, Plato so profoundly influ-
enced Christian theology that one of the later Church Fathers
called him the “Attic Moses.” The Academy, the school of
philosophy which Plato founded and endowed, survived in
esrly Christian centuries, and tound a place among the schools
of the so-called “University of Athens.”

Aristotle, In Aristotle’s Politics and Ethics, the sections
devoted to education are brief, and they contributed httle to
advance pedagogical theory beyond the pont to which 1t had
been brought by his prede¢cessors. lHe made, however, an
important contribution to the progress of education in an-
other direction. Neither in the teachings of Plato nor in
those of the Sophists and philosophers who preceded him are
the various subjects of human knowledge clearly differen-
tiated. Aristotle succeeded in separating into well-defined
fields the enormous fund of knowledge at his command, in
order to treat separately the physical sciences, rhetorie, acs-
thetics, psychology, logic, ethics, political science, and meta-
physics. His works gave content and form to the courses
of study in the medieval universities; and his writings on
logic, politics, rhetoric, aesthetics, and metaphysics are still
significant as systematic treatises. Aristotle was the founder
of the schoo! of philosophy known as the Lyccum. Within
8 hundred years after his death, which took place in the
year 322 B. C., two other systemns of philosophv, the Stoie
and the Epicurean, had appeared and obtained large fol-
fowings.

Organization of the Greek school system. Following the
Age of Pencles, important changes took place in the Lraimng
of the vouth. Elementary teachers taught their pupils longer.
and rhetoricians mstructed them at a younger age. Gradu-
ally the three levels of training—elementary, secondary, and
higher—were formed. These stages, however, were never so
sharply differentiated as they have become in our modern edu-
cational world.

Elementary education was not greatly changed. It included
reading, writing, spelling, caleulation, musie, literature, mor-
als, religion, and gymnastics. The only significant addition to
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the traditional curricula was drawing. This training was in-
novated in response to the artistic needs of the times.

Secondary edueation formed & new unit, leading to the
higher education in rhetorie, philosophy, and other interests.
The secondary curriculum, called the encyclopedia (that 1is,
the circle of studies), cmbraced grammar; literasture, with
criticism and composition; music; drawing; geography; arith-
metic and geometry; theories of the nature philosophers; and
gymnastics. Thig curriculum was intended as a liberal prepa-
ration for the schools of the rhetoricians and the philosophers.

Literary education everywhere became a matter of public
concern. The cities and {owns in all lands which came under
the spell of Hellenic culture instituted schools at public ex-
pense and under civic control. The opportunities for educa-
tion were available to most boys, especially those of promise
and intelligence.

The University of Athens. 1In old Athens the young can-
didates for citizenship spent a large part of their time between
the ages of sixteen and eighteen vears in one or another of
the public gymnasia, where thev associated with the nlder men
and engaged in athletic contests. At the age of eighteen, they
were enrolled in the ephebic corps, and spent two vears in
religious, military, and social training which was to prepare
them for the duties of citizenship. Shortly before Plato began
to teach at the Academy, Irocrates, the most famous Athenian
teacher of oratory, opened a school for speeial instruction in
rhetoric and oratory; here, leaders in e1vie and national affairs
were to be trained in these subjects.  As rhetorie, oratory, and
philosophy grew popular, the training of the epheboi was
modified. Insiruction in rhetorie, oratory, and philosophy
became recognized as a part of the svstem of education of-
fered and controlled by the city. In the 2nd century B. C,,
Athens came under the domination of Rome, and earlyv in the
Christian Era, the Roman emperors became patrons of Athe-
nian culture and organized the teaching of rhetoric, oratory,
and philosophy into a university. Important privileges and
exemptions were granted to teachers of these higher studies,
and salaries, paid out of imperial funds, were attached to
certain chairs.

Spread of Greek scholarship in Asia and Africa. Late
in the 4th century B. C., Alexander the Great, having suc-
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ceeded his father as King of Macedon and completed the
gubjugation of the Greek states, invaded Asia and Egypt. In
the territory which he conquered, he established a number of
Greek cities, of which Alexandria, near the mouth of the Nile,
is the mostrfamous. These cities were centers of Greek life
and culture, where Greek literature, science, and philosophy
continued to be studied during the prolonged period of unen-
lightenment in which they were lost to the western, Christian
world.

The University of Alexandria. The Plolemies, who ruled
Egypt after the tune of Alexander the Great, established at
Alexandria a temple of the Muses, or museum of learned arts,
at which lived the most famous group of scientists ever as-
sembled in the ancient world. Professor J. 11, Breasted de-
clares that these men “formed the first screntifie mstitution
founded and supported by a government.”! The members
of this remarkable community devoted themselves to study,
for which hibraries and equipment were provided by hberal
rulers.  Here, the first dictionaries were made ., the first gram-
mar appeared; Euchd built up a complete system of geometry;
research, not equalled until the Modern Age, was done in
medieine und surgery; Ptolemyv wrote the astrononical treatise
that was tor manv ecenturies the authoritative word in astron=-
omy; research of significant value was dore in the fields of
physics and other sciences; and editions of the greatest Greek
literary masterpieces were prepared.  Wihile the ercative writ-
ers of Alexandrna never equalled those of Ahions 1 the 5th
and 4th centuries B, O a vast labor of comparicon and sittung
was accompli~hed; and scientifie and erntieal selnevements of
a high order resulted  Knowledge snomany fields was reduced
to a sununary form in which, unchunged, it has been handed
on to suceecding generations.

3. Education Among the Romans

Education in early Rome. Until well into the 3rd cen-
tury B. C., the family was the principal ageney at Rome for
the education of children. Parents i carly {nnes, at Rome
as at Athens, gave careful supervision to the speech and be-

1 Breasted, I H., Ancient Tumes, pp. 468-469. Boston, Ginn & (‘om-
paby, 1916,
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havior of their children, and carefully regulated their habits
and attitudes in the household. Children shared in the work
of house and farm, and witnessed assemblies and religious
festivals,  Moreover, many children were taught at home 1o
read.  After 450 B. (', it was customary for young boys to
commit to memory the Laws of the Twelve Tables. On as-
swining the toga at sixteen, the youths were taught the mili-
tary arts by serviee in the army.

Thus, under rigorous diseiphne and by participation in the
life of s group, the young Roman was prepared to take up,
on reaching his majonity, the duties of citizenship, the eare of
his property, and thie governmg of his household.,  There was
in his education practicallv no literary cultivation.

Roman schools modeled after the Greek. Fuarly in the
3rd century B. (', the conquests of Rome were extended to
the Greek erties of southern Italy; a few deecudes later, Rome
launclied 4 series of toreign wars which resulted in the con-
quest of the ebief centers of Greek eulture.  Livius Androni-
cus, & young Greek from the south of Italy, was brought
captive to Rome, where he taught Greek and Latin and, about
the middle of the century, trunslated the Odyssey into Latin.
Spurtus Carvilius, a Greek freedinan, opened o grammar
school.  Just as the century was drawing to a close, the poet
Ennius, of mined Greek and Roman parentage, hived at Rome,
where he was g teacher of Greek and Latin.  Crates, a Greek
grammarian, came to Rome about 169 B. C. as ambassador
from Attalus. While in Rome, he broke his leg, and to reheve
the tedium of his convalescence. he gave lectures on Greek
graminar and literature.

Soon, schools modeled after those of the Hellemie world
were established; and in spite of official opposition to them,
they won a permanent place in the hfe of the ¢ity. During
the last century before the Christian Era, it had been the
faxhion for prominent Romans to educate their sons in Greek
schools, and many young men completed ther education by
residence at Athens, Rhodes, or Alexandria; before the begin-
ning of the era, moreover, the schools of grammar and rhetorie
were the recognized avenues of entrance into public life.
Cicero’s De Oratore, wntten in 55 B. C., marks the comple~
tion of the first stage of development of the Hellenized Latin
school.
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" Not all the aspects of Greek training were taken over by
the Romans. Little attention was devoted to music or gym-
nastic training; the trumpet remained the favorite musical
ingtrument of the Romans, and the hard work of the farm
and the drill ground developed strength and endurance. Prac-
tical arts, like agriculture, architecture, engineering, and me-
chanics—subjects neglected by the ancient Greek schools—
received much attention. The tastes of the Romans in phi-
losophy were strongly tempered by professional and practical
interests: physicians inclined to Epicureanism because of its
scientific elements, and statesmen tended to Stoicism, a system
congenial to the ethical and legal standards of the Roman
aristoeracy.

It is not to be supposed, however, that the Romans wholly
neglected the liberal arts., Grammar, rhetoric, dialectic, arith-
metic, astronomy, music, history, and literature were taught
in their schools. Grammar, indeed, held a fundamental posi-
tion in the Roman system of education. About 90 B. C,, it
is said, a Greek grammarian, called Dionysius Thrax, wrote,
for the benefit of his Roman pupils, the first formal grammar
of the Greek language. As noted earlier, Greek grammar
schools flourished at Rome in the last century B. C. Now,
Roman teachers began to formulate the grammar of the Latin
language and, by 90 A. D., had given it virtually its final
form. In the 4th century of the Christian Era, Donatus wrote
his Ars Minor, an introduction to Latin grammar; and about
a hundred years later, Priscian wrote an extended treatise on
the subject. During the Middle Ages, the work of Donatus
was the most universally used introduction to grammar, while
Priscian’s bulky compendium was the standard Latin gram-
mar until long after the Renaissance. Medieval gramma-
rians made no real advance on the work of these men.

Complete organization of the Roman schools. By 100
A. D, Rome had developed a complete system of schools:
elementary, secondary, higher, and professional. In the ele-
mentary school, reading, penmanship, and elementary arith-
metic were taught by the literator, or ludimagister. In a few
of these schools, the boys began the study of the Greek lan-
guage. The next school was that of the grammaticus, or lit-
eratus., The subject most emphasized in this school was gram-
mar; and the students were introduced to the elements of all
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of the Seven Liberal Arts? which were, however, not as yet'
koown by this name. ,

The grammar school received during the 1st Christian cen-
tury much the same organization and course of study that it
was to retain in Europe for more than fifteen hundred years;
for the institution survived in attenuated form all through
the Middle Ages and, because it reflected the views of Quin-
tilian, served as a mode! for the Renaisgance secondary sgchool.
Higher than the grammar schools and not differentiated clearly
froro them or from the professional schools, were the schools
of the rhetors. These schools offered to young men destined
for public life, instruction in rhetorie, literature, philosophy,
history, and dialectic. Libraries and professional schools of
law, medicine, and engineering were also established.

Imperial patronage of higher education. Julius Caesar
and Augustus Caesar showed special favor to teachers of
grammar and rhetoric. Claudius, in 54 A, D., founded & new
museum at Alexandria. Vespasian established a library at
Rome, out of which grew the Atheneum; and he set a prece-
dent—followed by his suceessors—of paying out of imperiai
funds the salaries of 8 number of higher teachers. In time,
teachers came to enjoy the rights and exemptions of the eques-
trian and senatorial orders. Late in the 4th century, salaries
were provided for teachers in all the great cities of the Roman
Empire. As the imperial government extended its appropria-
tions to schools, it extended its control over them, until, n
425 A. D., the authority to establish schools was declared to
belong to the emperor alone.

4. Early Christian Education

Hebrew background of Christianity. Three lines of in-
Auence converged to form the schools of medieval Europe:
one, through the Greeks; a second, through Rome; and a
third, through Christianity. Behind Christianity, as behind
Athens and Rome, lay centuries of cultural achievement; but
so profoundly did the Greeks, the Romans, and the early
Christians alter their respective inheritances, and so germinal

2The Seven Liberal Arts included the irivium: grammar, rhetoric,
snd dialectic; and the guadrivium: arithmetie, geometry, astronomy,
and music.
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were the contributions which they made to feeling, thought,
and action, that one may, with much justification, say that
the foundations of our present western civilization were laid,
between 700 B. C. and 350 A. D., in Athens, Rome, and
Palestine.

The founder of Christianity, born about the twenty-seventh
year of the reign of Augustus Caesar, was reared in a middle
class Hebrew home and had apparently hittle contact with the
culture and learning of otler peoples. His nnmediate fol-
lowers were Hebrews, and from the founding of the chureh the
Hebrew Scriptures were the sacred hterature of all Christians.

The Seriptures teach that God is one, and that His supreme
requiremients of those who wordhup Thim are merey. justice,
integrity, and humility. The moral code of the Old Testa-
ment emphasizes the qualities of benevolence, personal chas-
tity, respeet for human life and propeity, pity, respeet for
parents, and, above all, reverence towurd God. This code
became an iutegral part of Christian ethies,

While the Greeks prized mtelleetual curiosity, magnanimity,
self-assertion. and beauty, and the Romans esteemed strength,
self-rehance, competence in practical aflairs, and patmotism,
the early church exalted the qualities of faith. notherly love,
patience, self-abpegation, and contempt of maternal posses-
sions and worldly pleasures. The Grechs took the utmost
pride in the carc of therr bodies, and both they and the
Romans cultivated pleasures of the senses as nuportant means
to happiness. The Christians believed that the bhody should
be “brought under subjection,” and that the delights of this
world were a snare of the Devil to destroy the =oul. “Love
not the world . . .7 18 a command expressing (‘hristian ethics,
which represented the very antithesis of the Greek and the
Roman views.

Development of an elaborate system of theology and
government. Because the early Christians regarded all other
religions as false and pernicious, they soon came into conflict
with the Roman authorities and with their non-Christian
neighbors. For a time they endured bitter persecutions, but
were finally tolerated within the Roman Empire in 311 A. D,,
and later beeame its masters. Their ecclesiastical machinery,
which had been very simple in the 1st and 2nd centuries, was
elaborated somewhat after the pattern of Roman political
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institutions. As the centuries wore on, the dignity and power
gradually acquired by the Bishop of Rome became compara-
ble to that carlier exercised by the emperor. Other bishops
exercised authority over areas roughly corresponding to those
ruled by Roman governors, and the local clergy held in the
life of the city a place analogous to that held by municipal
officials in the davs of the empire. Privileges enjoyed in
pagan Rome by members of the senatorial and equestrisn
orders and those granted by the emperors to rhetoricians and
graminarians, were approximated by those granted to the
clergy.

The claboration of Christian theology parafleled the devel-
opment of chureh government. Jewish theology and Greek
metaphysies furnished a background for the growth, within
five ceuturies, of a most complex system of Chrictian doe-
trine—a sy~tem which has been ever since a subject of major
interest to Buropean students. More particularly. the theo-
logieal svetem of St. Augustine in the 5th century formulated
the orthodoxy of the Roman Cathobe Chureh and, through
more than o thousand years, was a stimulating source of in-
telleetual and spimtual power to all who studied it

Reeruited for the most purt from the poor and uneducated
classes of the Graceo-Roman world, and hiving i confliet with
the culture of the age, the early Chrixtians hud httle sympathy
with pagan schools.  The New Testament makes 1t clear that,
from the begmning, teaching was recognized as an essential
function of the Christian home and chureh.  Instruction was
concerned with morality, religious mystenes, knowledge of the
Seriptures, and the econducet of worship.  Out of this instrue-
tion, given in home and church, there soon developed regular
classes for the gmdance ol persons secking baptism. These
classes were conducted more particularly for inquirers, or cate-
chumens—converted pagans who were ignorant of the first
principles of Christian theology and morals.  For this reason
the gatherings were called catcchumenal schools, They are
significant in the history of education because they indicate
that early Christians recognized the importance of instruction
for the maintenance of the new faith; they realized that, un-
less these attitudes and doctrines were taught to the people,
the church could not continue to exist. The catechumenal
school, as such, lasted for several centuries, and has con-
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tinued, although in altered form, among the ceremonials of
the church.

Meanwhile there was instituted in the eathedral churches,
which formed the seats of the bishops, another means of in-
gtruction destined to grow into extraordinary significance. Af-
ter the apostolic age, the custom of taking into the household
of a bishop those boys and young men who were to be trained
for the Christian ministry, became a common practice. These
eandidates were given instruction in theology and trained for
the priesthood in the cathedral churches. Such was the origin
of the bishops’ schools.

During the 2nd century many individuals educated in the
Hellenistic learning were converted to Christianity. In Egypt,
particularly, there were a number of converts who were
trained in Greek philosophy, grammar, and rhetoric. Subse-
quently, in an effort to employ Greek scholarship to counter-
act scepticism, paganism, and the views of opposing sects,
schools were established, under Christian auspices, to permit
these men to further the education of Christian leaders. These
institutions, called catechetical schools, offered instruction in
literature, in all of the scicnces then studied, and in all of the
systems of philosophy except the Epicurean. Instruction in
the Scriptures and in theology comprised the major courses
of study. The first of the great catechetical schools, that at
Alexandria, is known to have been in a flourishing condition
late in the 2nd and in the first quarter of the 3rd century.
This type of institution reached its greatest development in
the eastern branch of the Roman Empire, where it persisted
for several centuries.

5. Schools in the Middle Ages

Cathedral schools. While the schools of western Europe
were influenced by both catechumenal and catechetical schools,
the line of educational development does not lie through them,
but is probably to be traced through the bishops’ schools,
which superseded the schools of the Roman Empire. By the
first half of the 6th century, cathedral churches were centers
of instruction; and for centuries after that, the bishops re-
tained direction of all education outside the monasteries. In
the early days of the cathedral schools, some of the bishops



Antiquity and the Middle Ages 17
vhemselves taught and wrote texts. In the 6th century, Isi-
dore of Seville wrote a famous encyclopedia. Somewhat later,
Theodore of Tarsus, Archbishop of Canterbury, became fa-
mous as a teacher, as did some of his pupils, who themselves
became bishops and abbots. After this period, it was eus-
tomary to have in every chapter, a schoolmaster whe was
known as the scholasticus, magister scholarum, er archischola.
Instruction was offered in theology; in the Seven Liberal Arts,
which served as a basis for the study of theology; and in
choral music, which was needed for the elaborate ritual of the
church services.

Monasteries and convents in medieval education. Quite
early in the history of Christianity, it became commen, for
persons desiring to live an especially holy life, to withdraw
from general society and to devote themselves to religious
exercises and meditation. Because such persons lived alone,
they were called monks. The name was retamned later as the
appellation for all persons who devoted themselves to a re-
ligious life apart from the world, even though the practice
became usual for such persons to reside in communities (called
monasteries) made up of members vowed to live under rules.
The institution grew in favor and, consequently, in organiza-
tion. During the 6th century, St. Benedict formulated for
monastic communities rules that have ever since been ap-
proved and followed by religious authorities. Education was
promoted by those sections of the rules which required monks
to devote a part of each day to reading and copying manu-
seripts; and the religious exercises, the discipline, and even
the manual labor which other sections prescribed have a cer-
tain educative character.

Since the monasteries afforded support and facilities for writ-
ers and copyists, most of the literary work of the Middle Ages
was done in them. Charlemagne required grammar schools
to be established in every monastery and eathedral church,
and ordered other steps taken to improve the scholarship of
the clergy. The monasteries fostered many of the fine arts
—such as, architecture, music, manuseript illumination—and,
in truth, may be said to have introduced among the barbarisn
tribes of northern Europe the arts of civilisation.

Contacts of western culture with Greek science and lit-
erature. It has been pointed out that in the eastern branch
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of the Roman Empire the catechetical schools, which were
essentially Christian colleges or similar Christian institutions,
supplanted the pagan schools. Although these institutions
were harassed at times, they maintained an unbroken tradi-
tion of scholarship during the very period in which western
Europe knew least of Greek science and literature. The at-
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tempt to Latinize Greck lands, which had reached its highest
point when Justinian closed the schools at Athens in 529 A. D,
had spent itself by the 7th eentury. Greek became the tongue
of the Eastern Empire, and a university was established at
Constantinople. Byzantine scholarship was fairly launched.

But the work of the catechetical schools was not yet com-
pleted. Some of them survived the pagan attacks and were
preserved among the Nestorian Christians, who, with Bishop

A MoNASTIC ScRIPTORIUM.
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Nestorius, had been driven out of Constantinople and had
‘taken refuge in Syria, Hence, at Byzantium and in the Nes-
torian schools of Syria, the ancient Greek learning was con-
tinued long after it had disappeared in the western schools.

For centuries following the Mohammedan conquest of west-
ern Asia, Jewish and Christian scholars were protecled by the
caliphs, and a remarkable body of learned and imaginative
literature was produced in Moslem lands. At the Nestorian
school at Nisibis, many of the writings of Aristotle were trans-
lated into Arabic. The Moors in Spain introduced into west-
ern Europe not only these works of Aristotle but also much
other Greek science and literature that had been quite gener-
ally forgotten in western Europe.

There were other agencies also which, long before the Ren-
aissance, kept up the contact between Greek scholarship and
western civilization. Theodore of Tarsus, made Archbishop
of Canterbury in 669, initiated in England a real tradition of
Greek scholarship. Greek merchants had long assumed con-
trol of the trade between Europe and the Levant; and when
the Italian cities took over this profitable business, contact
with western Asia continued unbroken. The influx of Greek
monks into Italy in the 9th century was so heavy as definitely
to influenee the character of western monasticisrn. During the
Crusades, contacts between the Levant and western Europe
multiplied and probably served to stimulate the intellectual
quickening of the 11th and 12th centuries.

Rise of the universities and development of Scholasticism.
The terms college and university are of Latin origin. There
early developed among the Romans certain associations of
individuals for the discharge of definite social, religious, polit-
ical, or economie functions. These groups, which were essen-
tially corporations—with functions, rights, and duties recog-
pized by the state authorities and by the general public—
were called colleges. To illustrate, there were in early Rome
colleges of augurs, of praetors, and of tribunes; while under
the empire the term came to be applied also to the various
guilds: those of the merchants, metal workers, carpenters, and
50 on. Members of colleges were called colleagues; that is,
persons “bound together.”” It is important to notice that
membership in & college involved special rights, duties, and
privileges that might be assumed or won only within one’s
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social class. In the Middle Ages, corporatiops held an ex-
ceedingly important place in the social structure, and the evo-
lution of educational institutions was profoundly affected by
them.

The Christian church adapted the organization of the col-
lege to its use, and gradually developed the chapters known
a8 canons and collegiate churches. As time went on, schools
were founded at collegiate churches, and livings and endowed
residences for priests and students were established in ¢on-
nection with them; then, in a few instances, out of these be-
ginnings great universities grew. At length the term college
came to mean an institution devoted to secondary and higher
education.

The earliest universities—Bologna, Paris, and Oxford—can
scarcely be said to have been founded; they simply grew out
of existing schools. When a center became famous for its
teachers of theology, law, medicine, or the liberal arts, and
students from all parts of Christendom resorted to it, the center
was called a studium generale. Students and teachers at such
establishments formed themselves into guilds, and adopted the
medieval term for a guild, or corporate body, universitas.
Because popes, emperors, kings, and municipalities conferred
upon the universities various rights and privileges, member-
ship in a university became a road to social and economic
benefit. Universities proved of such advantage to civil and
ecclesiastical authorities that, in the 13th, 14th, and 15th cen-
turies, many similar institutions were founded by princes of
church and state.

The medieval universities are so deeply rooted in the life
of their age that no complete analysis of the forces which con-
tmbuted to their rise can be attempted here. Briefly, they
were affected by the Crusades and by the economic and indus-
trial advances which were made in the later Middle Ages.
They were also influenced greatly by the growing power of
the papacy and the increased unity of the Roman Catholic
Church. Most important, however, of all the forces contrib-
uting to their growth was the increase in human knowledge
between 1100 and 1350.

It will be recalled that the great monuments of Greek liters-
ture and science were never wholly lost, although for centuries
the majority of western scholars had no acquaintance with
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these works save in the form of epitomes. In the 10th and
11th centuries, Moslem scholars carried Greek learning, the
“Arabic notation,” and algebra to Spam, where western schol-
ars came into contact with these subjects. Many Arabic
works—including Avicenna’s Canon, a medical work; Ptol-
emy’s Almagest; and the works of Aristotle—were translated
into Latin. A system of medicine, based on the works of
Hippoerates and Galen, had in the 11th century established
itself as a subject of study at Salerno. Farly in the 12th
century, Irnerius won fame as a teacher of law at Bologna,
and Abelard stirred the mind of western Europe with his new
method of teaching logic and theology. Before the century
was half gone, Gratian had made canon law a subject of uni-
versity study; and Burgundio of Pisa had translated into
Latin the Pandects of Justinian and the great work of eastern
Seholasticism, The Fountain of Knowledge, written by John
of Damascus.

Aristotle was especially admired. His three philosophies—
Natural, Moral, and Rational—together with the Sceven lab-
eral Arts, made up the curriculum of the Faculty of Arts,
which was the basic faculty in medieval universities. The
professional subjects—theology, law, and medicine—were cast
in a mold furnished by his system of logic as adapted by
medieval scholars. The method emploved by medieval uni-
versity students is known as the scholastic method, and has
given the name Scholasticism to the intellectus] movement
which dominated European thought from about 1100 A. D.
until the 16th century.

Training of social and political leaders among the laymen.
Medieval society was divided into many classes. Members
of the lowest class were virtually without instruction, and
laws were actually passed in some countries to prevent their
attending schools. The clergy possessed a monopoly of the
monastic and cathedral schools, as well as of the umiversities.
With the rise of chivalry, schools were established in the pal-
aces of great nobles, where many of the gentry received an
education in which the intellectual element was subordinated
to a training especially adapted to fit them for the duties be-
longing to their stations, as warriors, rulers, diplomats, and
masters of landed estates. This instruction was called chiv-
alric, or courtly, education.
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Chivalric education reached its highest development in the
13th century, during which ils greatest manual, De Regimine
Principum, wus produced by Egidio Colonna. Although the
origing of chivalric education are obscure, it is clear enough
that, like chivalry itself, this form of education developed,
along with the medieval manor and court, out of ancient Ro-
man and northern European institutions.

Just as the Roman familia was an important agency of
education for boys of high social station, so, as feudal life
grew more complex and as courts became more splendid, the
training of high-born children developed into a system no less
complete than that offered by grammar school and university
combined. Rehgion; the German, French, and English
tongues, the customs of great houses, courts, and armies;
heraldry, the use of arms, dancing, mus<ic, chess, and field
sports—all had to be mastered by the lad in trammng for
knightly 1ank. Nor were the Seven Liberal Arts, history,
law, or practical economies wholly neglected.  Girls of noble
families, hkewise, recerved traiming appropriate to themr sta-
tion. The daughter of a noble house was usually placed at
an carly age n a convent, and there trained until adolescence,
when she was sent to the “bower” of some noble lady. Here,
her education In courtesy was completed, and she was afforded
opportunity 1o meet voung men of marrageable age and
switable rank. The education of the young gentleman cul-
minated 1n an impressive ceremony whereby he was dubbed
a kmght., Chivalrie education cultivated both morale and
refinement of manners; these characteristies constitute its
greatest. contributions to western envihization. It did little,
however, to advance Iiberal culture.

Laws and courts in the Middle Ages. The Roman govern-
ment developed through the centuries of its existence a large
body of laws. At the begmning of the Aiddle Ages the
Emperor Justinian ordered jursts to codify the imperial
edicts and the rulings of the Roman lawyers, and to prepare
a textbook, later known as The Inshitutes of Justinian.
About, this tiine the barbariuns who had established kingdoms
in western Europe reduced their laws to wrniting. But the
feudal anarchy that engulfed Europe after the death of
Charlemagne rendered such systems of law virtually inspera-
tive.
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;? In the 11th century, with its great expangion of commerce,
8 revival of Roman law began in Italy; its most famous
teacher was Irnerius of Bologna. This revival spread to all
parts of Kurope, and various countries developed systems of
law that were essentially Roman in structure and content.
In France, Roman law virtually reconstituted the monarchy.
England developed a different system, but it was, nevertheless,
profoundly affected by Roman law. Oxford and Cambridge
taught the Roman law; however, the laws of England were
taught in the Inns of the Court and of Chancery. The lan-
guages employed by English law were Latin, Norman French,
and Enghsh. This use of English in the teaching of law is
the first instance of its employment in higher education.
Late in the Middle Ages the old feudal laws were supplanted
in German lands by Roman law, when it swept the country
m what German jurists call the Reception. The transforma-
tion wrought in Germany by the Roman law unquestionably
contributed to the Reformation.

Parallel to the use of Roman civil law and English law
there developed a body of ecclesiastical, or canon, law. A
large collection of these laws, known as The Decretals, was
made in the 12th century by Gratian. This canon law was
used in the church courts, which claimed sole jurisdiction in
matters affecting the clergy, and in all matters affecting moral
conduct and religious belief. The church authorities extended
the jurisdiction of such courts to cover almost all acls and
relations of men. Accordingly, civil disputes and matters
involving marriages, inheritances, contracts, schools, and
criminal actions were carried to the ecclesiastical courtg,
This practice led to various abuses, and secular governments
sttempted to subject ecciesiastical courts to eivil authorities,
snd thus to curb priestly power. A famous instance of such
attempts to check the power of ecclesiastical courts was the
publication of the Constitutions of Clarendon—one article of
whiceh decreed that the courts of the King of England should
decide, in cases of disputed jurisdiction, whether suits should
be tried in church courts or in the king’s courts.

Effects of the establishment of systems of law. The de-
velopment of civil law had important, effects upon education:
(1) The various legal systems were the outcome of intellectual
efforts of a high order, necessitated by the increaging complex-
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ity of human relations. To their effect upon the human spirit,
these efforts are worthy to be ranked with the contributions
in natural science, humane letters, and the fine arts. (2)
These systems of law contributed to the development of west-
ern political institutions, which in turn conditioned the de-
velopment of schools. (3) The feudal courts, the ecclesias~
tical eourts, and the king's courts served as checks on one
another, and, hence, indirectly assisted in the establishment
of free institutions. (4) Lawyers constituted a powerful
secular group, who on numerous occasions opposed the claims
of the clergy but who, nevertheless, were often bitterly hated
by the common people.

Education in the towns during the later Middle Ages.
In the later Middle Ages, manufacturing and commerce grew
rapidly, and the growth of cities kept pace with this develop-
ment. For purposes of government as well as mutual help,
craftsmen and merchants organized by occupations and by
communities into gmlds, or corporations. Municipal corpora-
tions governed the cities, and in most cases established local
schools.

6. The Renaissance

The Renaissance in Italy. The intellectual history of
Europe is marked by a number of periods in which, for a short
space of time, all fine and hiberal arts flourished. One of the
most notable of these periods occurred at the close of the
Middle Ages. It 1s called the Renatssance, or rebirth, for
scholars feel that the period witnessed the rebirth of human
culture.

Characteristic developments in the intellectual life of the
period were: the revival of the historical method of study,
and the subsequent close of the reign of Scholasticism; the
revival of the study of the Greek and Hebrew languages; a
quickened interest in the study of the life and hterature of
antiquity; splendid creative work in the fine arts and in
vernacular literatures; and rapid growth both of individual-
ism and of national feeling. The quickened intercst in an-
tiquity and the revival of Greek studies seem to have been
the most significant movements of this period. In the 14th
century, Dante, Petrarch, Boceaceio, and Chaucer all lived and
wrote. Boecaccio learned Greek, and, as the century drew to a
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close, there was established at Florence the first modern chair
of Greck to be set up in the western world. Princes and
bankers were patrons of the new movements, and provided
support for artists, writers, and critical scholars. Libraries
were established, while Kurope was ransacked for books.
Modern textual and historical eriticism was developed.

Humanism north of the Alps. The rebirth of scholarship,
literature, and the fine arts was not long confined to Italy.
It quickly made its way to the Netherlands, France, Spain,
Germanv, and England, where it became established in the
15th century. A chief feature of the new learning in Ger-
many, Holland, and Fingland was the great interest in Biblieal
scholarship. A new rehgious order of the Cutholie Chureh,
known as the Brethren of the Common Life, or the Hicrony-
mians, was cstablished in Holland 1n 1384, Its leading
scholurs in the 15th century were Humaanists, who were espe-
cially interested in the study of the Old Testament m Hebrew,
and the New Testament in Greeh. The greatest of the stu-
dents trained by the Hieronymiuns was LIirasmus, who became
the most celebrated author, editor, eritieal scholar, and lec-
turer on the New Testament.  His edifion of the New Testa-
ment in Greek and his work on the Greek luneuage were of
untold value to the 16th-century translators of the Bible.

Influence of the Renaissance on schools. The principal
effect that the Renaissance had upon schools was to establish
the ancient Latin and Greck languages and literatures as the
principal subjects of study in secondary and higher schools
of western Europe. Quintilian was the author most widely
consulted and quoted on education. and the school of the
grammaticus was the model on which Renassance educators
organized their schools. The declaration of Guarmo of
Verona that “no man who lacks Greek can be ealled educated”
is indicative of the trend at that time.

Renaissance scholars were interested in Greek and Latin
antiquity, since 1t reflected human achievements, and thus
furnished guidance for secular rulers. The eclassies, more-
over, because they dealt with human problems and creations,
were referred to as the humanities; and the scholars devoted
to them, as indicated in the preceding section, came to be
called Humanists.
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CHAPTER 1I

Tae Noepic Revorr anxp RECONSTRUCTION

1. General Causes of the Revolution

The revolution of the 16th century, usually termed the
Reformation, was the most far-reaching, manv-sided, and
profound awakening in the history of the western world.
To think of the Reformation merely as a reform of church
organization or religious doctrine, important as these were,
is to misinterpret its deeper significance for human progress;
no aspect of man’s personality was untouched by it. The
Reformation involved political, economic, religious, moral,
philosophical, literary, and institutional changes of the most
sweeping character; it was, in fact, a Nordic revolt and re-
construction.

For almost a thousand years the Teutonic races had been
trained in the institutionalism, and subjected to the domina-
tion, of the Roman world. They had received their religious
practices, their culture and their books, the very language of
their learning, their laws—in fact, all the conventionalities of
civilization—f{rom the south. Whatever indigenous contribu-
tions may have sprung from their own soil had been trans-
formed and consecrated by an ever-watchful mother church.
There were now, however, not a few evidences that this
period of tutelage was drawing to an end.

inducd with unusual vigor of body, these northern peoples
united therewith a commensurate alertness and vigor of
mind, and & growing sense of individual worth. They
found in the free spirit of the Renalssance the stimulus they
needed to develop and grow. Thrilling inventions and amaz-
ing discoveries added much to life and, at the same time,
imparted to these peoples & new sense of power and coutrol.

Everywhere in western Europe, changes of a momentous
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order were impending. The question was: Just what direc-
tion would evolution take? and where and how {ar would
the readjustment go?

Discovery and invention. That the busy mind of man was
preparing for a vast renovation of ideas and institutions is
evidenced by the starthng discoveries and inventions whaeh
distinguished the period just prior to the 16th century, Suc-
cessive explorers had pushed back the limits of the geographi-
cal environment, and enormously inereased man’s knowledge
of the world. Columbus discovered the new hemisphere, and
Magellan circumnavigated the globe. Not only did man sud-
denly realize that many of his cherished concepts were dis-
credited and false; but, what was even more important, he
experienced the awakening of his imagination and the chal-
lenging of his powers to highest achievement. He began to
suspeet that his information econcerning other spheres of
knowledge, with their presuppositions, prejudices, and dog-
matie assumptions, might be equally erroneous.  The shell of
medievalism, which had long enclosed and encumbered the
human mind, was eracking; soon 1t was to be completely
shattered, and a modern civilization was subsequently to
emerge,

Of greatest importance for human progress were the procees
of makmg paper, discovered in the 13th century, and the m-
vention of movable type, by Gutenberg in Muainz in 1438.
For centuries, vellum and parclinent had been used for ree-
ords, but these materials were very expensive, and the supply
was uncertain. Paper made from rags was cheaper, and it
was also fairly easy to secure. The invention of printing
vastly increased the supply of books and pamphlets, and
greatly assisted, not only m bringing about a profound mental
awakening, but also in Impartimg a powerful desire for cul-
ture. Soon presses were set up in France, Ialy, Spain, and
England. Germany and Switzerland, however, were the most
active centers of publication. Mainz had five printing
establishments; Ulm, six; Basle, sixteen; Augsburg, tweuty;
Cologne, twenty-one; and Nuremberg, twenty-five. In Italy
and France, publishers were interested especially in printing
the works of ancient classical authors; in Germany, books of
piety and the Scriptures were the chief works issued {from
the press.
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The most revolutionizing discovery of the age was still to
be made. About the middle of the 16th century, Copernicus
gave to the world his astounding theory of heliocentricity, the
doetrine that the earth revolves about the sun and is not the
center of the universe. The human mind had never been con-
fronted with an idea more incredible or subversive. The
effeets of this theory in diserediting conceptions of the past
cannot be overemphasized. But as Mr. J. A. Symonds has
well raid:?

It 1 not neee-sary to add anything to the plamn state-
ment; for, m contact with faets of such momentous im-
port, to avoul what seems like commonplace reflection
would he diffieult.

The same vear in which Copernicus finally published his
revolutionizing theory, 1543, also brought forth another work
of far-reaching miportance.  This was On the Structure of the
IHwmar Body, by Andreas Vesalius (1514-1564), an anatomist
born and educated in the Netherlands. Two vears after the
publication of these significunt works, Jerome Cardan, an
Itahan professor of mathematies, publishied the first scientific
work on algebra, which he: entitled The (7reat Art. This book
helped to bring about tse synthesis of mathematical knowl-
edge and astronomy that was to produce most profound
changes in human thinking.

Protestunts and Cathohies alike opposed all such scientific
development and enhightenment: the one attacked and ridi-
culed thew, the other placed these works on the index. In
the end, however, Protestant theology suffered less than Cath-
olic doctrine, which was direetly based on medieval cosmology.

Ethics, law, and government. Iwinan relationships have,
from earliest times, formed the chief subjecet of man’s refleetion
and education.  In this general field are found the study of
ethics, or morals, and of law and government, and in each of
these important changes were taking place which affected the
fundamental basis of the schools of Furope during this era.

The moral sensibilities of western Europe reached their
lowest ebb during the period of the Renaissance in Italy. A

tSymonds, J7 AL The Bovaissarnce 1n Italy; The Reovival of Learmng,
p. 15, Hemy Holt & Company, New York, 1883.
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reaction was soon to follow in the Reformation in the north.
So far as the formal study of ethics was concerned, Aristotle’s
work was taught in the universities and accepted everywhere
as authority. Luther rejected this work because, he claimed,
it represented a pagan view of life, and was not in accord
with the Christian ideals set forth in the Scriptures. Little
or no change was made, however, in the study of the subject
in the universities.

In connection with law, highly significant developments took
place. During the Middle Ages, two distinct systems of law
were in vogue: the civil law of the secular states; and the
canon, or ecclesiastical, law of the church. The two not only
overlapped but were actually in conflict in many ways. It
will be recalled that the church exercised temporal authority
over large portions of Europe. Within these territories, canon
law was the accepted law for civilians as well as for the
clergy. In all the secular states, priests and other members
of religious orders were subject only to canon law and, con-
sequently, could not be tried in the civil courts. Mareover,
in many cases, even laymen elected to be tried by ecclesias-
tical courts, in order thus to evade the severer penaltics of
the civil courts. At first both civil and canon law were
studied by the clergy, but in 1254 Pope Innocent IV pro-
hibited the clergy from teaching the civil law. As a conse-
quence of this measure, civilians became masters of common
law and of the civil statutes, and the two types of law grew
further and further apart. Civilian lawyers became powerful
and were frequently aligned with the state in opposing clerical
claims.

In theory, civil law applied to crimes, and canon law, to
sins; in the eyes of the church, however, all crimes were like~-
wigse sing and could, accordingly, be judged by the church
courts. Canon law became a powerful instrument in the
hands of the unscrupulous. It was employed frequently to
advance the policies and interests of the chureh, to favor the
priesthood, and to collect funds from the ignorant masses.

Civil law, also, was often administered in a tyrannical
fashion to further the interests of the ruling class. By its
means the common people were cheated and oppressed. At
the beginning of the 16th century, lawyers were greatly dis-
liked because of their sharp and oppressive practices. The
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recovery of the Justinian Code, and its substitution for canon
law during the Reformation period, constiiuted one of the
most momentous changes in an era of striking revolutions.
In England, where both forms of jurisdiction werc decidedly
oppressive, Henry VIII established at the umiversities pro-
fessorships of Roman law, and forbade the teaching of canon
law. The same changes occurred in the German institutions.
Such modifications deprived the church of all junisdiction over
civil issues in Protestant lands, and subjected priests and
members of religious orders everywhere to the civil courts.
Finally only a few matters of a purely religious nature were
left to be adjudicated by the chureh.

Civihization thus took one of its longest strides, for it now
safeguarded the individual against oppression from the priest-
hood, and made for freedom and order in human relationships,
The Nordie revolt resulted in the establishment of secular
government as the supreme power in every Protestant eountry
and made all courts subject to eivil control. The suppression
of canon law effected the transition from an ecelesiastical, or
clerical, to a civihan civilization. The translation of the law
into vernacular languages was a powerful influence for em-
phasis on the rights and dignity of the common individual.
By this means the sense of individual worth and the impor-
tance of personahtv were decpened.

This period was marked by further significant developments
in civil government and 1t= relation to schools. For the first
time in centuries, new theories of government were elaborated
and put into operation. Previously, national concerns had
been subordinate to ecclesiastical interests; although the
church and the empire did not always live in harmonious
relationship, no one seriously called in question their vital
connection or the preéminence of the papal hierarchy. The
church was centuries old when national governments arose,
and emperors and kings acknowledged the overlordship of
the papacy and were eager to be crowned by the Pope at
Rome. Under this medicval form of organization of the
church and state, education was purely a function of the
church.

In his break with papal authority, Luther found it advis-
able to subject the church to the secular powers. As a con-
suquence, in Protestant Germany cach state obtained control
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over the church within its boundaries, and the individual man
was obliged to assume the religious doctrine and confession
of his sovereign. ('wjus regio, ejus religio (Whose terri-
tory, his religion) was the Latin formula which expressed this
new poliey. Under Luther’s plan, the church bectune one of
the agencies of the eivil government, which, in turn, sup-
ported anfl controlled it. Pastors were virtuully civil serv-
ants. At birth every infant became at once a mamber of
the chureh and a subject of the state. Education, which bad
always been a function of the church, now hkewise came
under the control of the secular power.

John Calvin, the 1eformer from Geneva, had the oppor-
tunity, as no other man had had, to make the relation of
the chureh and state conformi to a umtary point of view.
He was one of the first to formulute a theory of convernment
which he based upon the theocracy of the ancient Hebrews,
According to hi~ view, chureh and state have the same objee-
tive—namely, to carry out the Will of God. They have,
however, different but complementary function~ They oper-
ate as two orcans which form a unitary organism.  The
church interprets the Will of God and also sets the moral
standard. and the state endeavors to realize both m the con-
duct of the members of the commumty.  This point of view
was adopted by the Tueuenots i Franece, the Reformed
Chureh people 1n Holland, the Presbyterians in Scotland, and
the Puritans i England.  The school according to the Cal-
vinistie theory 1~ the oflspring of both chureh and state,
This econception domiated education in the American colonies
and wherever Calvimsts held swav.

In addition to the ancient Catholie, the Lutheran, and the
Calvinistic views, a fourth maimn position was hcld by the
Anabaptists of central Furope. Scattered in diverse societies
or groups, thev united in an intense opposition to any and
every form of union of church and state. They dechned to
bear arms, to pay taxes for war, to act in ecivil office, to
swear by oath, and to go to law. They also refused to per-
secute anyone for his religious beliefs. These peoples ad-
vanced the cause of religious freedom, and later played an
important part in bringing about the complele separation of
church and state in America. This step led in turn to the
secularization of the public school system in the Unifed States.
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Social and institutional conditions and changes. The
opening of the 16th century marked the termination of one
social era and the beginning of another. Never has so short
a space of time witnessed such rupid and extensive social and
institutional changes. Many institutions and eustoms, hoary
with the age of centuries, ceased entirely; and all the others
were altered more or less completely. Bmee the most pro-
found ideas and aspirations of human personality were affected,
ingtitutions and habits of life had to be readjusted in harmony.

Up to this time, medieval thought had divided the world
mto two grand divisions: the spimtual and the temporal. the
sucred and the secular, the realm of grace and the realm of
nature.  Human mdividuals belonged ceither to the rehgious
or to the secular division, the one bemg looked upon as a
more holy condition than the other.  In ecach diviston a num-
ber of sfrata, or elasses —tier upon tier and rather sharply
marked off 1rom cach other—formed human society. At the
top were the nobility: the Pope and the princes of the chureh,
in the one order: the rulers and the seeular princes, i the
other.  The religious elasses ranced from prelates, bishops,
and abbots to parish priest< and ordinary monks.  The lany
hkewse ranhed {rom the unperial familv, dectoral princes,
minor nobility, kmehts, and cituzens of the free eities to the
peasants and the serfs,

Socrety hwd been orcanized imto various mstitutions in and
through wliach the mdividual hived s hife. As yet, 1t must
be remembered; the wdea of ethical personabity and of ndi-
vidual richts and property was by no means so sharply accen-
tuated as at the present tnne,

Medieval institutionali=nmi, which bad evolved from ecele-
slastical and feudal practices, was no longer adequate to
express the new ideas and aspirations of the Nordie peoples.
Individual personality demanded  treedom and recognition.
The citics and towns were the seed plots of this new growth.

Before {turning to the evolution of the towns, however, it
is necessary first to discuss the passing of some of the older
Institutions.

The passing of knighthood. The knightly class formed a
highly active and, on the whole, a rather important element
of medieval society. The free knights within the empire owed
allegiance directly to the emperor, and formed a fighting force
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" which could be readily mobilized for the incessant wars of
the period. They nursed a special grievance against the free
cities, the growth of which appeared to them as a degenera-
tion from the “good old times,” the golden age of chivalry.
The knights generally became free lances, attaching them-
selves as occasion offered to any cause; they plundered the
peasantry of their produce, and took toll of commerce as it
moved along the highways of trade.

The invention of gunpowder was the chief cause of the
passing of knight errantry. The arrogant knight in coat of
mail was no match for even the despised peasant when armed
with a shotgun; his moated castle was no longer a defense
when his enemy could employ a cannon to batter down his
stronghold. Thus the knight witnessed the passing of his
order, even as a ready fighting force. Armed with guns, the
common soldiers when organized into infantry were much
more effective.

During the Reformation period, men like Gotz von Berli-
chingen and Franz von Sickingen endeavored to arrest the
decline of the knightly order. But all their efforts were vain;
the whole feudal order was passing, and a new social structure
was taking its place.

Monasteries. This is another of the important institutions
of the Middle Ages which was doomed to extinction so far at
least as the Protestant world was concerned. Beginning in
the 4th century, monasticism did not reach its elimax until
the 9th. By that time it had made its most vital contribu-
tion to western civilization; and as the later centuries passed,
it became less and less a true expression of the aspirations
of men.

The enormous wealth of the monasteries, as well as the
livelihood they provided, still attracted many aspirants. The
destruction of these institutions at the time of the Reforma-
tion created a great disturbance in society, especially because
it affected large numbers of children who would otherwise
have entered those institutions for their education and liveli-
hood. This disturbing condition involved all of the northern
portion of Europe where the monasteries were overthrown and
their property and wealth seized by secular princes or barons.

Ecclesiastical estates and the priestly class. As mentioned
previously, the church had large territories over which its
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beneficiaries were appointed or elected rulers. These eccle-
siastical principalities were now abolished in Protestant coun-
tries, and became secular states. Similarly, the great founda-
tions by which numerous priests were supported passed into
other hands. The entire order of the priesthood, from the
parish priests to the bishops, cardinals, and other dignitaries,
was overthrown.

Mendicancy and charity. “Go sell all that thou hast and
give to the poor, and thou shalt have treasure in heaven,”
was an injunction which received a much more literal inter-
pretation by medieval Christianity than it does today.
Charity was a means of grace most highly exalted by the
church; the high esteem in which it was held gave rise to
mendicant orders, but it likewise so encouraged general beg-
ging that Europe was overrun with, and impoverished by,
beggars of all kinds. Relief from mendicancy became a
pressing economic problem in all countries. Among the re-
forms demanded by Luther in 1520 was ‘“the urgent necessity
of abolishing all begging in Christendom.” Moreover, he
placed the church, the school, and poor relief together under
civil rather than ecclesiastical authority.

It was the people of the Netherlands, however, who first
reached a practical scheme for the relief of the poor and the
suppression of mendicancy. They saw the true relation of
poverty to education: that it is cheaper to prevent pauperism
by means of the school than to support it by charity. In
1525 the Council of Ypres formulated with perfect clarity the
fundamental principles of public assistance. The council cen-
tralized in & common treasury the revenues for all local
charitable institutions. Public begging was forbidden. A
commitiee collected all alms, held regular weekly eonferences,
and visited the poor in their homes. The council finally
stipulated that the children assisted should be either sent to
school or placed in apprenticeship. In 1531 a law was made
extending the most important features of this system to all
the towns and villages of the Netherlands. Municipalities
were required to open schools in which poor children could
be taught to care for themselves, and trained for some manual
vocation or for domestic service. The subject of poor relief
found its most representative discussion in the work of the
great educational reformer Juan Luis Vives, On the Support
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of the Poor (De Subventione Pauperum), published at Bruges
in 1526. This book was widely read throughout northern
Europe and exerted a powerful influence. It seems clear,
moreover, that the practice of poor rehef in the Netherlands
influenced the Puritans in New Fngland a century later.

Free towns as centers of progress. The early free towns
of northern Kurope must be looked upon as the true nurserics
of progress; they were, furthermore, the elhief factor in the
ercation of popular schools. The first of these towns grew
up where the conditions afforded a sheltered harbor either on
the sca or on a navigable mver. Followmg the Crusades,
manufacturing and commerce greatly increased the popula-
tion in these ports.  Among the important towns m northern
Furope which grew up in this way were the following sea-
ports: Bruges, Antwerp. and Ghent, 1 the Netherlands; and
Hamburg and Litbeck, in Germany.  On the navigable rivers
were Paris, London, Cologne, Mainz, and Strassbure,

The cities of the Netherlands throbbed with aggresqave
cnergy and became models for other towns to emulate,  With
therr munufacturing and tradc, these cities rapidly amassed
great wealth and far outstripped other places. A virtual
monopoly of woolen, silk, and hinen manutacturing belonged
to thoir weaving guilds.  Therr tapestuies, brocades, and eloths
of all kind~ beeame famous evervwhere,  Poreclaiu, tron, steel,
agricultural products, furs, and fish formed industiial sourees
of increasing wealth, Morcover, the extraordmary manual
skill of these peoples, combimed with a gemus for mvention,
produced many new articles whieh were soon to bhecome the
common essentials of eivilization.

The population of these cities wus sober, intelligent, indus-
trious, and thnfty—the type that creates and conserves wealth
and makes for progress. About the begmning of the 16th
century there were in the Netherlands approximately 3,500,000
persons, about the same number as in England; but in wealth,
technical skill, and culture, the Netherlands were much in
advance of neighboring lands. Concerning their social and
industrial condition, we are rehably informed:?

2 Griffis, William E., The Influence of the Netherlands in the Making
of the Enghsh Commonwealth and the American Republic, pp. 4-5.
Boston, DeWolfe, Fiske & Co., 1891.
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In the <ixteenth century, the common people of the
Netherlands, owing to their great mechanical, agricultural,
and nautical skil), their intelligence and their diversified
industries, were the best fed, the best clothed, the best
educated, and the most religious in the world.

The primary cause for this extraordinary prosperity must
unquestionably be sought in the lurge measure of iberty and
autonomy which was enjoved by these town<. An indomi-
table spirtt of individualism formed the mnate character of
their inhabitunts,  Following the example of the progressive
Ttalian cities, these towns had early broken awuay from the
exacting rule of their overfords, and obtamed important mights
and privileges.  Ther security, mdependence  and power were
ereatly enhanced by the Jormation of the Hanscatie League,
organized (o protect comneree agamst pirates on the <ea, and
marading bharons and kmights on the land.

some of the provinees hud never <subnutted to any oppres-
gor, for s=peernl errcmnstances had favored the growth of an
independant ~pirit, First, it will be nated that wonastic hife
and ceelestastiecul oraanization had never become so dominant
in the Netherlands e~ m neighbormg terrtones. Agan, by
virtue of knowledee and Skallful scammansinp, these peoples
had never been cubjectod to the same degree of teudul servi-
tude {hat had bhghted the ecarly development of evilization
elsewhere.  Furthermore, nghts and privileges which could not
be otherwise obtained were often readily obtamable for gold.
Thus, liberty provided a fuvorable environment for the expres-
sion of the ereative powers and intelligence ot these peoples.

Growth of culture. The restless energies of these centers
of the crafts and trades soon turned attention to the Ingher
arts.  Not only was there elosest intercourse with the Ttalian
citiex, where culture was revived to the lughest degree, but
also large numbers of Ttaliun artisans and men ot culture
settled 1n the eities of the Netherlands,  During the 14th and
15th centuries the peoples of these lands developed architec-
ture, gnldsmithing, weaving of artistic tapestries, wood carv-
ing, and other fine arts.  If the earliest—that is, the first so
far as Europe is coneerned—printing from movable tyvpe did
not take place in the Netherlands, as some have clumed, at
least the use of wooden blocks which led to printing was first
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practiced there. Moreaver, printing found its most favorable
"quarters and highest development in these centers.

Other arts involving similar manual skills were practiced.
Of supreme significance was the sudden and surprising develop-
ment of painting and music in Flanders and Holland., The
Flemish led the world in musical creation. Their painters
rivaled those of Italy at its best. The Flemish school of
painting was founded by Jan van Eyck (c. 1385-1441). He
was the first artist to use oil in painting. It has been said
that his “imitation of reality has never been surpassed.” To
the same school belong, at a later period, the great Rubens
(1577-1640) and Van Dyck (1599-1641). The Dutch school
also furnished such remarkable figures as Lucas van Leyden
(1494-15633), Frans Hals (1581-1666), and Rembrandt (1606~
1669).

It would indeed seem strange if this high degree of achieve-
ment in arts and crafts could be atiained unaccompanied by
an advancement in learning. While monasteries and churches
were not altogether absent, they did not monopohize life as
they did in less progressive centers. Hence these people, free
from such dominating influences, turned their energies into
new channels. Commerce, the trades and crafts, and even
self-government, necessitated the diffusion of writing, reading,
and calculation. The towns conscquently radiated culture in
all directions. 1If one were to draw a map representing the
spreading of the new culture and arts, the mouth of the
Rhine would be the center from which it was carried to all
points of the compass.

The condition of the peasants. Everywhere outside the
cities and towns during the later Middle Ages, the lot of the
pessantry had grown deplorably harder. This was especially
the case in Germany, England, and France. The common
man was oppressed by overlords and plundered by knightly
marauders; and because of dense ignorance and gross super-
atition, he fell an easy prey to extortions of the priesthood.

In central Europe, local revolts frequently took place, but
gince the peasants, were unaccustomed to unity of action and
lacked leadership, their uprisings were quickly suppressed.
The romantic success of the Swiss peasantry in defeating their
tyrannical oppressors instilled fresh hope in the hearts of
the German peasants. Here and there arose zealous but
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ighorant. preachers who aroused a burning desive for social
justice. Moreover, the spread of a knowledge of the Serip-
tures led to a general belief that the millennium was close at
hand and that universal Christian brotherhood and goodwill
would shortly ensue. Some even looked for the coming of a
Messianic deliverer to rescue them from oppression. Luther’s
doctrine of individual Christian liberty also greatly exalted
their hopes.

In consequence of these provocative conditions, the long-
smouldering fire broke into conflagration in the Peasants’
War of 1524-1525. An alliance among the nobilitv quickly
put an cnd to the revolt. As a result of the struggle the lot
of the peasants in Germany became even worse than it had
been. They sank to a condition of virtual serfdom, and their
emancipation was delayed at least two centunes.

The political factor in the Protestant revolution. In large
measurc the Nordic revolution came about because of oppres-
sive political and economic conditions. From the time when
civilization began in northern lands, three main factors led
the way and tended to unify the scattered social elements
which constituted, at first, the tribal and, later, the feudal
systems.

(1) First of all was the papal church, which had long
exercised universal swav in all matters of religion and cul-
ture. But not only in the spiritual sphere did the e¢hurch
govern; as the centuries passed, in accordance with its un-
swerving policy the papacy had enormously increased the
areas over which it excreised temporal sovereignty. Further-
more, as previously mentioned, the church had extended its
jurisdiction over the civil and personal affairs of every
individual.

(2) Secondly, in the political sphere the Holy Roman Em-
pire constituted the most extensive sovereignty in existence.
For a time it was all-powerful: but as centuries passed, the
real power of the imperial throne gradually diminished until
practically only a shadow of its former authority remained.
Nevertheless it continued to influence civilization in many
wWaYyS.

(3) The third Iactor in the political evolution of this period
was the process by which the feudal system eoncentrated
more and more power in the hands of the princely houses. By
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inheritance, intermarriage, warfare, and other means the
numerous petty estates had been combined into a compara-
tively small number of principalities, and, by combining these,
the kingdoms of western Europe were gradually formed.

Owing to the greater extent of territory involved and the
stabilizing power of the imperial throne, this process of
political integration had not gone so far in Germany as it had
in France, England, and the Scandinavian lands. At the
beginning of the 16th century, the Teutonic people were still
divided Into more than a hundred petty dukedoms, princi-
palities, and electoral states, each asserting more or less inde-
pendence and self-determination within the limits of imperial
sovereignty. Scattered among these hereditary holdings were
over one hundred free imperial cities, which jealously guarded
their rights and exerted a strong influence in all political and
economic affairs. Furthermore, o lurge number of ceelesiastieal
states existed alongside the domains of the secular princes.
At the time of the Reformation, more than one-fourth of the
total area of Germany had come under the temporal sover-
eignty of the church. These ecclesiastical states were ruled
by the princes of the chureh, who were either eleeted or ap-
pointed to their positions and who ranked in power with the
hereditary nobility.  As a consequence of the distribution of
power, throughout the Continent successive popes, cardinals,
emperors, electoral prinees, ecclesiastical princes, and the
various orders of lesser nobility engaged in interminable in-
trigues, alliances, rivalries, and armed confhicts, in which each
struggled to wrest greater power, wealth, and tervitory for
himself.

These political developments paved the way for the great
northern revolt, The Chureh of Rome had come to be looked
upon not only as a tyranmical, but, what was worse in the
eyes of the people, as a foreign power.  Yet, had it not been
for the protection and active sympathy which some of the
electoral princes, the free cities, and the minor nobility ex-
tended to Luther, he would probably have fared no better
than other noted hercties before him: he would have been
burned at the stake, and his doetrines stamped out.

Similar eauses paved the way for revolt in other countries.
Because of conditions in England, Henry VIII was able to
overthrow the Roman Church largely by his own power. In
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Scotland, John Knox was suceessful in his reform movement
because of the support of the barons. In Scandinavia, it was
the reigning sovereigns who put down Catholicism and ac-
cepted the Lutheran faith. In Switzerland and the Nether-
lands, the people themselves were more actively concerned in
the revolt, but ¢ven in these lands the revolution was a political
as well as a spiritual upheaval. Iverywhere the civil powers
became active in destroying the monasteries, in abolishing the
temporal sovereignty of the Roman Curia, and in suppressing
canon law and the ecclesiastical courts.

Economic revolt. Economic dissatisfaction played a deci-
sive part in the revolution. Gradually through the eenturies,
wealth had been accumulating into the control of the churches,
the numerous monasteries, and other ecclesiastical founda-
fions. The conditions that caused this concentration of
wealth were, in large measure, peculiar to the social and
rehgious hife of the age. The doetrines that salvation is due
to charitable works, that absolution for sins ean be purchased,
and that purgatorv can be shortened hy endowing a living for
a priest to celebrate mass, were some of the most effective
causes. Thus, gifts, endowments, indulgence money, and
numerous forms of tithe had increased the treasuries of the
churches, the monasteries, and other institutions, until, 1t has
been cstimated, two-thirds of the entire wealth of Germany
had passed into the hands of these ecclesiastical foundations.
Added to this was the yearly economic dram that went di-
rectly to the papal court at Rome. As Beard savs, Germany
was “the milch cow of the Papacy, which it at once despised
and drained dry.” ®

Similar, or even worse, conditions were to be found else-~
where. In Scandinavian lands, 1t is calculated that two-
thirds of Sweden was in the hands of the ehureh, and the re-
maining one-third belonged almost entirelv to the secular
nobility. This state of affairs largely explains the rapid con-
quest of Sweden by Lutheranism. In the Netherlands, as in
other parts of Europe, the Church of Rome held vast estates
amounting, it has been estimated, to one-fifth of the entire
property of the country.

8 Beard, Charles, Martin Luther and the Reformation in Germany,
p.- 33. London, K. Paul, Trench & Co., 1889.
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There arose everywhere in these northern lands an irre-
gistible patriotic response to the outery of the reformers
against the exactions of the church, which had come to be
loocked upon as a foreign and malevolent power. Financial
corruption, and crass materialism abounded. Much of the
funds received from the people of northern Europe went di-
rectly to Rome to increase the glory of the papal court, and
to aid in oppressing the very people from whom they had been
obtained.

The economic situation was aggravated because, a short
time before, money had been introduced to replace bartering,
& change which added greatly to the increasing cost of living.
Moreover, interest rates were so high that they amounted to
usury. These desperate economic conditions, together with
the widespread moral degeneracy of the day, aroused the
righteous disgust and wrath of the northern races.

2. The Religious and Ecclesiastical Revolt

Pre-Reformation reformers. The religious aspect of the
revolution was by no means a sudden or unexpected outburst.
Following in the wake of the Crusades, or as early as the 11th
century, not a few raised their voices in protest against the
growing domination of the papal hierarchy, the increasing
corruption within and without the church, and the correspond-
ing laxity of spiritual life. The people who thus refused to
conform to the doctrines and religious practices of Rome for
some time formed only loosely organized groups. They were
generally treated as heretics and subjected to persecution by
Roman Catholic authorities. From century to century the
number of their adherents grew, until they finally developed
into many sects, with different names according to the part
of Europe in which they lived. In Italy and elsewhere were
the Cathari (the pure); and the Arnoldists, followers of
Arnold of Brescia. In France were the Petrobrusians, named
after Peter of Bruys; and the Albigenses. In Lombardy were
the Waldenses, so called after Peter Waldo. In Germany
and the Netherlands were the Beghards, who begged bread
on the streets for the poor. In England were the Lollards
and the Wycliffites; and in Bohemia, the Hussites and the
Taborites.
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Little, if any, unity existed among these sects, although a
number of them on the Continent used the same catechism.
They all, however, vigorously opposed the evils which tainted
the papal church, and on occasjon their protests flamed out
with fanatical zeal. Persecution, torture, and even martyr-
dom tended only to inflame rather than to diminish or allay
the bitterness of their opposition to the Roman Catholic
hierarchy.

The dissatisfaction was not confined to those holding doec-
trines accounted heretical; it was shared by large numbers
who would not align themselves with any schismatic party,
but remamned within the fold of the mother church.

In the region of the Rhine there appeared during the 14th
century the semi-monastic order known as the Brethren of
the Common Life, founded by Gerard Groote. The Brethren
were men of the most admirable piety. Beard, in writing of
them, says: *

All these men, though not willing to be accounted here-
tics, stand on the verge of heresy. They asserted the sole
authority of the Scriptures in the matters of faith. They
attacked indulgences from both the doctrinal and practical
sides. Wessell preached a doctrine of justification by faith,
though always faith that worked by love.

One of their number advocated the use of hymns and prayers
in the vernacular tongue—a reform that prepared the way for
an understanding piety and, incidentally, a new intellectual
awakening. It was this group, also, which introduced the
humanistic movement into northern Europe. An account of
their educational activities is given later in this chapter.

The evils against which all these sects complained were not
unrecognized by the church itself. Numerous efforts were
made, by ecclesiastical councils and by high authorities, to
effect rcform. However, the degeneracy was too firmly en-
trenched to yield to half measures. Only a cataclysmie
change that would engulf the entire civilization, destroy out-
grown institutions, and reorganize European life in harmony
with new ideals could bring about success. Such & trans
formation was at hkand.

¢Ibid., p. 48
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Religious excitability. At the beginning of the 16th cen-
tury the people of the Continent—especially in Germany—
were in g psychological state of great religious excitability.
Though generally held in control, this eondition was ready,
at the appropriate stimulus, to burst forth into universal
delirimm.  For decades, pilgrimages, usually of adults but
sometimes of children, had been made to distant shrines.
Fear, especially the dread of a Turkish invasion, plaved a
large purt in determining the popular state of mind. Disease,
famine, and superstition added to the gencral hysteria of the
age. kxpectation of some great, impending religious phe-
nomenon was widely prevalent; here and there fanatical
preachers, appealing to the people, caused deep emotional
awakenings. Meunwhile, the generul attitude of the masses
toward the priests was that of intense hatred, which grew out
of a sense of distrust and betrayal.

Reading of the Scriptures and religious literature. Un-
doubtedly, printing was the most powerful assistant to the
religious reformers, and the clief means of intellectual awak-
ening. It is signiticant that the Latin Bible, known generally
as the Vwlgate, was the first complete book issued from the
press.  Four vears were required to accomplish the task of
printing it—an undertaking completed mm 1456. Before the
yvear 1500, no less than 92 editions of this Latin version were
published, while during the following century the astounding
number of 438 editions came from the presses of Europe.

Between the vears 1457 and 1517 . . . it 18 computed
that over four hundred different editions of the Bible, or
paris of 1t had been printed mn France.®

Of greater importance, however, was the publication of the
Seriptures in the vernacular tongues of Germany, France,
Italy, Bohemia, and the Netherlands. In the Netherlands, as
early as 1477 the Bible had been translated into the vernacu-
lar, and there were no other peoples so saturated with Serip-
tural knowledge. Prior to 1518, no less than 14 editions were
printed in High-German dialects, and at least three in Low-
German. Between 1513 and 1531, as many as 25 translations

5 Barnard, H. C., The French Tradition in Education, p. 74. Came
bridge (England), Cambridge University Press, 1922.
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of the Bible or the New Testament appeared in Dutch, Flem-
ish, and French. Nor was this the whole story: many por-
tions of the Scriptures were published separately. Before
1509 there had appeared 22 editions of the Psalter; and 25
editions of the Gospels and the Epistles, before 1518. A large
number of books of devotion also figured among the publica-

INTLRIOR OF A SINTLENTH-CLATURY PRINTING FESTABLISHMINT

tions at this time. The leading centers of publication were:
Strassburg, Augsburg, Nuremberg, Wittenberg, Basle, Paris,
and Venice.®

The Bible printed m English. Tvndale (e, 1492-1536)
brought from the press in 1526 the first edition of the New
Testament to be printed in English.  Other editions of the
New Testament followed, as did unprints of the Pentateuch
and various parts of the Old Testament. Because Tyndale's
version was issued under Lutheran auspices but without
license from any ci1vil or eeclesiastieal authoriy i Eugland,
the reading, as well as the sale, of the New Testament was
prohibited in the realm. Copies were, however, simuggeled in
and read widelv. Tyndale's version, an excellent one, served

€ Beard, Charles, op it p. 143,
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as a basis of later translations, including the well-known ver-

-glon authorized by James I and published in 1611. Within
fifteen years of the time Tyndale's translations went to press,
various editions of the entire Bible were issued, some of which
received royal license, and one of which was prepared by
express command of the king. These translations were, in
the main, excellent, and they played no small part in fixing
the standard of English prose.

The vencration in which Christians held the Seriptures in-
duced ministers and civil authorities to encourage the estab-
lishment of schools in which children might learn to read, so
that everyone might know the Bible for himself. The influ-
ence of the Bible was far-reaching; it was read by persons of
every rank in society, and its words and i1deas became the
common posgession and spiritual standard of the people gener-
ally. The facts about the early publication of the Scrip-
tures point to the universal interest in the reading of the Bible
at that time. Lindsay declares: 7

The “common man,” especiully the artisan of the towns,
knew a great deal about the Bible, It was the one book
he read, re-read and pondered over.

In his Slkort History of the English People, Gireen writes: ®

England becanie the people of 4 book and that book was
the Bible. 1t was us vet the one Englich book wlieh was
famibar to every Englhshman; 1t was read at churches
and read ut home, and everywhere i1ts words, as they fell
on ears whieh custom had not deadened, kindled a startling
enthusiasm. . . . The popularity of the Bible was owing to
other causes Dlesides that of rehgion. . . . Sunday after
Sunday, day after day, the crowds that gathered round
Bongner’s Bible in the nave of St. Paul’s, or the family
group that hung on the words of the Geneva Bible in the
devotional exercises at home, were leavened with a new
literature.

Next in importance to the Scriptures must be placed the
profound influence of St. Augustine, the Church Father of the

7 Lindsay Thomas M., A History of the Reformation, Vol. 11, p. 439,
New York, Charles Scribner’s Sons, 1906-1907.

8Green, J. R., Short History of the English People, pp. 460461,
New York, American Book Company, 1916,
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5th century. He was one of the chief founders of the Roman
Chureh and, more than any other man, the one who formu-
lated the doctrines of Christianity for the western world, His
doctrines cxerted a powerful influence upon the Brethren of
the Common Life, a still greater influence upon Luther and
Calvin, and were later reproduced as the foundation of the
work of the Port Royalists in France. Whenever and where-
ever the works of St. Augustine were studied, there began a
movement for a deepening piety and a reform of education.

Between the year 1467 and the end of the fiftecnth cen-
tury, no fewer than twenty editions were called for, that 18
to say, a fresh edition every eighteen months.?

Another of the great devotional religious works of this age+—
held by some to be, next to the Scriptures themseives, the
most widely used religious work—was The Imitation of Christ
{De Imitatione Christi). Over 2,000 editions of this work
issued from the press.

Doctrines. Many of the most profound doctrines of the
Christian faith were involved in the controversies of the
Protestant Reformation. Among the chief issues were: the
doctrine of salvation, the worship of images, and the ultimate
authority in religion. The Roman Church taught the doc-
trine of salvation by good works; Luther and other Protes-
tants believed salvation came by faith and the Grace of God
in Christ. The Roman Church, contending that the final
authority was the Roman Curia, based its doctrines upon the
Scriptures as interpreted by the Pope and the rulings of the
church councils. Luther and Calvin lodged ultimate author-
ity in the literal word of the Scriptures; the Anabaptists held
that the ultimate authority was the New Testament, together
with the Christian conscience illumined by the Holy Spirit
through the new birth. The Roman Chureh claimed that the
priest was the mediator between God and man, and held the
power to pardon sins. The Protestants contended that the
only mediator was Christ himself and that every man had
direct and immediate access to God. The Lord’'s Supper and

®Bchaff, Philip, 4 Select Library of the Nicene and Post-Nicene
Fathers of the Christtan Church, Vol. II. Translator’s Preface by
Rev. Marcus Dods, p. xiii. New York, Charles Scribner’s Sons, 1907,
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the granting of indulgences were further subjects of profound
and prolonged, as well as bitter, controversy. All of these
raging controversies helped to intensity the widening breach
in the church. and they finally determined the Nordic world
to form a new civilization.

3. The Renaissance and Humanism North of the Alps

As previously indicated, the Renaissance began in Italy
among the aristoeracy of church and state. The period, run-
ning the usual course of great liuman interests, passed through
three stages. The beginning was the stage of passionate
enthusiasiy for ancient Latin and Greek hiterature and of
desire for artistic creation. During the second stage, Itahan
scholars engaged in a systematic study of the ancient world
and 1ts languages and hterature. The final stage was that
of formalism: the worship of Cicero, the effort to reproduce
his exact form of expression, a straining after pure Latin as
he used 1t. Unfortunately for northern culture, it was
Humanism, in this third stage, whieh exerted the greatest in-
fluence upon the readjustment of the schools,

The introduction ot the new learning mto northern Europe
must be credited directly to the Brethren of the Common
Life. The first of these Brethren to teach classieal lLatin
was John Wessel (1420-1489); and among his students was
Rudolt Agricola (1443-1485), who becawe the apostle of
Humanism in Germany. Wessel and Agricolas were the first
northern ITumanists to study mn Italy, the source of the new
enthusiasm for pure Latin. A follower of Agnicoln, John
Reuchlin (1455-1522) was the first to take up the study of
Hebrew. As carly as 1470 a professorship o1 Greck was
estabhished at the University of Paris; however, formidable
antagonismm from the traditionalists kept humanstie culture
for a long time in the background at Paris  Not untal Franeis
I (r. 1515-1547), through the induence of Budacus (1468~
1540}, founded the College of Fiance in 1530 with special
chairs of Greek and Latin, did the promotion of humanistic
culture meet with success at Paris.

Just as the 16th century was opening, Linacre, Grocyn, and
Colel, building upon the foundation laid by William Gray and
Duke Humphrey, established Humanism upon a firm basis in
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England. In 1509 these men, with Erasmus, Elyot, and
others, met at the house of Sir Thomas More to form the
first English center of the humanistic movement. Infused
with the historical spirit, the new learning was strongly op-
posed to Scholasticism. The universities were divided be-
tween the camps of the “Greeks,” champions of the study of
Greek, and the “Trojans,” champions of medievalism.

It would be a great nustake to assume that the new learn-
ing was weleomed by all the scholars and authorities m eharge
of the schools and universities; on the contrary, a very bitter
struggle ensued. The chief defenders of medieval Latin and
scholastic theology were the powerful Dominican and ¥ran-
ciscun Orders, which were interested in controlling educational
institutions. Strange to say, the final combat centered, not
upon the teaching of pure Latin and the classical authors, but
on the study of Hebrew. In Germany and the Netherlands,
the antagomsm came to a head 1n the struggle between John
Reuchhin and Jacob Hochstraten, an inquisitor who proposed
to destroy all Jewish lterature. But behind these combat-
ants ranged, re-pectively, the humanistic scholars and the
leading conservatives of northern Furope. Hochstraten lost
his case, and Humanism was triumphant.

Humanism and the Reformation. Humanistie culture had
searcely heen mtroduced into the schools when the Reforma-
tion began: henecforth m northern Europe the two movements
became closely associated, though not 1dentical. Thev were
like two great rivers which flow together but are never com-
pletely united, m the center of the stream they are individu-
ally indistinguishable, but on the sides each retams its iden-
tity virtually unchanged. No shght difficulty presents itself
when one attemipts to understand the varied relationships in
which these two movements stood toward each other. They
presented a unified attack upon a common euemy, and agreed
generally upon the orgamzation, aim, and curriculum of the
schools. But m other respeets they were quite antagonistic,

The relation of Humamsm and the Reformation is so im-
portant that their points of difference and harmony may well
be further surveved. Among the most significant points of
agreement were the following:

(1) Both Humanism and the Reformation opposed Scho-
lasticism and the scholastic method. Theyv agrced in their
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' gontempt for the formalism and futility of Aristotelian logic,
and for the degeneracy of monastic life.

{2) Both believed in the emancipation of the individual
from the limitations of institutionalism, uniformity, and con-
ventionality of conduct. Humanism tended to stimulate the
expression of individuality in personality, in literary and
artistic creation and appreciation, and even in intellectual
activity. The Reformation cut more deeply and liberated the
individual conscience from the bondage of traditionalism, ex-
ternalism, and ritualistic formalism.

(3) Humanism and the Reformation were interested alike
in the classical languages. To the one, Latin and Greek were
the gateways to the ancient classical literatures of Rome and
Greece, the most sublime treasures of human expression,
thought, and knowledge. For the other, these same languages
unlocked the treasures of the original Scriptures and the writ-
ings of the Fathers of the early Chrstian church.

(4) Classicism revealed a state of culture not only trans-
cending that of the time, but also antedating the very exist-
ence of the church. Such learning tended to free the mind
from bondage to the ecclesiastical ideas of the Middle Ages.
Students read Aristotle in the original Greck and found that
he actually contradicted what they had found in their round-
about translations from the Mohammedans. The rehgious
reformers, on the other hand, found that the original church
of the New Testament was quite different from the Roman
Church that they knew.

{6) Humamsm wag, moreover, an uaristocratic and mo-
narchical movement; its literature dealing with the education
and duties of secular princes and rulers is most extensive.
While not essentially anti-clerical, the movement unques-
tionably contributed to extending the secular power at the
expense of the church. ,

(6) Bv vpromoting Biblical scholarship, the new learning
made iis most important contribution to the Reformation.
Dictionaries and grammars of the Hebrew, Greek, and Latin
languages, as well as critical editions of the Secriptures,
enabled Luther, Melanchthon, Tyndale, Coverdale, Calvin,
and Beza to do their work. Erasmus desired, as had the
Bretliren of the Common Life before him, to place the Serip-~
tures in the hands of every person.
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But there were likewise great differences between the two
movements:

(1) They were unlike in origin. Humanism began in Italy;
the Reformation not merely was northern in origin, but it
econtinued to be confined to Germanic lands and represented
peculiarly the emergence of Nordic races into the forefront
of civilization.

(2) Humanism was aristocratic or patrician, and was fos-
tered especially by the rich, by the princes, and by men of
great intellectual power and artistic sensibilities. The
Reformation originated in the lower and middle strata of
human society, and appealed more particularly to the masses
and those evangelically inclined.

(3) Humanism was predominantly intellectual, aesthetic,
and literary. The Reformation, on the other hand, was emo-
tional and religious. The former emphasized human or
worldly interests; the latter, the spiritual.

(4) So far as the schools were concerned, the two move-
ments worked in harmony. Humanism largely dictated the
aim of learned education, together with the general curricu-
lum and the methods which were to be employed. Protes-
tantism became the religion of the schools, furnished their
spirit, and added to the curriculum catechetical instruction,
the reading of the Scriptures, and Protestant church music,
However, Protestantism was interested in popular education,
while Humanism was not. A more detailed account of the
new schools will be given after the following consideration of
the effects of the revolution upon the schools.

Attacks upon Scholasticism and the schools. The at-
tacks upon traditional culture assumed varied aspects. They
included: (1) =arcasm for the barbarous Latin used by the
monks and scholars; (2) contempt for scholastic doctrines
and for Aristotle, whose works furnished the foundation of
the system; (3) criticism of the monasteries and the methods
of instruction employed in the universitics and lower schools,

(1) Medieval Latin ridiculed. Erasmus, everywhere re-
vered as the greatest scholar of the age and the master of
pure Latin, attacked medieval culture in a biting satire, The
Praise of Folly (Moriae Encomium), published in 1509, But
even more cffective was the work Letters of Obscure Men
{(Epistolae Obscurorum Virorum), written from 1515 to 1519,
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In these letters—which, for bitter sarcasm and stinging wit,
are unequalled in all literature—the monkish culture was held
up to scorn and ridicule until it became a universal laughing-
stock. These letters were written by a small group of which
Ulrich von Hutten, the brilliant knight and humanistic
scholar, was the center.  Satirizing the barbarities of medieval
Latin and scholastic learning with their own crude terms, this
untranslatable work caused all European students to jeer at
medievalism. No work was more effective in making the
monks and scholastics ashamed of their uncouth and bar-
barous learning.

(2) Foundations of Scholasticism altacked. The struggle
against medievalism was without a full measure of success so
long as the real stronghold remained intact; that bulwark
was the logic and philosophy of Aristotle. The history of
Aristotelianism was, for more than three centurics, the story
of human thought. Someone has suggested that God had
created man, but that he had left it to Aristotle to make him
rational.

During the first part of the Middle Ages, wesiern scholars
knew nothing of Aristotle’s works except several chapters
from his Logic. During the first half of the 13th century,
translations of his treatises on ethies, physies, metaphysies,
and other subjects were made, not from lus original works but
from the Arabic translations of the Nestorian Christians, At
first the church was hostile and burned some of these treatises
in public condemnation of their heresy. Later the attitude
was completely reversed, and the Stagirite was exalted us the
official philosopher of the Christian religion. He was the
Predecessor of Christ in the Realm of Nature, just as John
the Baptist was in the Realm of Grace (Preccursor Christi in
rebus naturalibus, sicut Joannes Baptista in rebus gratuitis).

Thus Aristotle became the infallible and authoritative
source of all scientific truth, and his logic was the supreme
method of thought. Upon his philosophy and logic the entire
structure of scholastic theology and science was constructed.
But, unfortunately, this foundation was itself all too fragile.

At the close of the 15th century, Theodore of Gaza and
John of Trebizond—both ardent Peripatetics—translated a
number of the works of Aristotle from the original Greek.
It was soon discovered that this genuine Aristotle differed
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essentially from the Aristotle of the Schoolmen, especially
upon points vital to Christian doctrine. In fact, the true
Aristotle sharply contradicted not only the theology of the
church but the new discoveries of science as well. Although
Luther looked upon him as a “damnable heathen,” yet he
hesitated to reject all of his writings. Peter Ramus, however,
graduating in 1536 from the University of Parig, defended as
his thesis the proposition: “All that Aristotle has said is
false.” No proposition could have been more audacious, for
every university of Europe, as well as the Roman Church,
looked upon Aristotehanism as the repository of all truth in
philosophy and science. A few years later, Ramus renewed
his attack by two epoch-making works on logic: Institutions
of Dialectic and Animaduversions on Aristotle. The logic of
Ramus was based upon actual experience and usage. 1t at-
tained a widespread influence, and alded materially in bring-
ing m the reahlistic era of the 17th eenturv. The downiall of
Aristotelianism ecarried with it the immediate decline of the
scholastic method and doctrine.

(3) Scholastic methods of instruction criticized.  The power
of the Roman Church, seholastic theology, and the existing
practices in the schools were all so elosely bound together that
one could not be destroyed without affecting another. The
struggle against medieval methods of instruction and train-
ing was led by Luther, in Germany; Erasmus and Vives, in
the Netherlands and England; and Rabelals and Ramus, in
France. Luther most violently assailed the schools, the sub-
jects which were taught, and the texts used. Oftentimes in
criticizing the ohjects of his dislike. he was not overparticular
as to mcety of language, He termed the schools “hells,
purgatories where a boy was forever tormented with cases and
tenses, and where he learned nothing, by reason of ceaseless
flogging, trembling, woe and anguish.” In the same spirit he
continued: '

Was it not a burning shame that formerly a boy must
needs =tudy twenty vears or longer only to learn a jargon
of bad Latin, and then to turn priest and say mass? And
he, who finully arrived at this pmnacle of his hopes, was

10 Barnard, Henry, German Teachers and Educators, p. 149. Hart~
ford, Brown & Gross, 1878,
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accounted happy. . . . But, for all this, he remained a
poor illiterate man all his days, and was neither good to
cluck nor to lay eggs. Such are the teachers and guides that
we have had to put up with, who knew nothing themselves,
and accordingly were unable to teach anything that was
either good or true. Yea! they did not even know how to
learn, any more than they did how to teach. And, why
was this so? It was because there were no other books

accessible, save the barbarous productions of the monks
and sophists.

Luther’s attack upon the Roman Church and upon the
schools, together with his new doctrine of individual religious
liberty, played a very large part in causing a sudden decline
of the existing institutions in Germany. The collapse of the
schools and the inner causes of their downfall will be con-
gidered later.

Vives, undoubtedly the most scientific student of education
in that day, criticized the methods of instruction employed
in the schools. He was the first to point out, from the stand-
point of psychology, the function of sense impressions, and to
insist upon inductive thinking as opposed to the memoriter
and authoritarian teaching which was universally employed.
He also opposed the use of disputation, the chief method
of advanced training in university and secondary instruction.
Of this he said:

When a boy is brought to school, on the very first day,
immediately he s taught to wrangle, though as vet unable
to talk. The same practice is followed in grammar, i the
poets, in history, in dialectic and rhetoric, in every sub-
ject. Nothing is so clear that some bit of a question can-
not be raised about it, and, even as a wind, be stirred mnto
action. Beginners are accustomed never to be silent, lest at
any time they should seem to have ceased speaking. At
breakfast they wrangle; after breakfast they wrangle; at
supper they wrangle; after supper they wrangle. At meals,
at the bath, in the sweating room, in the temple, in the
city, in the country, in public, in private, in every place,
at everv time, they are wrangling.

1 Watson, Foster, Luis Vives, pp. 18-19, Oxford University Press,
1922,
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This method of disputation had many beneficial effects upon
young scholars but had sadly degenerated into a contest of
wits and bombast. Instead of leading the young to the love
of truth and to more accurate methods of research, it had
become so overemphasized that it was having precisely the
opposite effect. Morcover, this exaggerated use of dis-
putation was turning many against the university system.

Rabelais and the old education. Satire is frequently a
more successful instrument in diserediting outworn forms and
institutions than is serious censure. This means had been
effectively used some years before by Erasmus in The Praise
of Folly, and also by the Humanists who wrote Letters of
Obscure Mcen. Rabelais, a French monk and physician, in a
grotesque and ribald allegory made Frenchmen laugh at the
old cducation. He portrayed a giant youth, Gargantua}?
brought up according to the medieval custom. In the first
place, he was taught by a wonderful master of Sophism, called
Holofernes,

“. .. who taught him his A. B. Cs so well, thut he could
say it by heart backwards; and this took him five years
and three months. Then he read to him Donat, le Facet,
Theodolet. and Alanus tn Parabolis3®  These took him thir-
teen years, «ix months and two weeks. But you must re-
member that in the meantime he did learn to write in
Gothie characters, and that he wrote all his books; for the
art of printing was not then i uxe. . . 3% After that was
read urto him De Modis Significandi and . . . a rabble of
others; and herein he spent more than eighteen years and
eleven months, and was so well versed therein that in school
disputes with his fellow-students, he would recite it by
heart, backwards; and he did sometimes prove on his fin-

S—

12 Rabelais, F., The Works of Rabelaiy, pp. 33-34. London, Chatto
and Windus.

13 Donatus, a Roman rhetorician, wrote his Ars Grammatlica in the
4ih century; the text was in umversal use for over a thousand yesrs,
probably the most successful textbook ever written. The author's
name came to be uscd as a synonywm for grammar, Le Facet was a
work on morals. Theodolet was an allegory against paganism. Alenug
tn Parabolis comprised the writings of Alain de Lille.

14 This remurk indicates how slowly old methods of education yield
to progress.” The art of printing had been known for eighty years
when this satire was written,
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gers’ ends to his mother that De Modis Synificandi was
not scientific. Then was read to hum the Compost on
which he spent sixteen vears and two monthst* And at
that very time, his preceptor died of the pox.

There was then placed over lum an old congher who read
to him . .. [a number of treaties]?® by the reading
whereof he became as wize as anyv we ever since baked m
an oven.

Thus Rabelais ridiculed the length of time taken in teach-
ing the young and the utter foolishness of what was taught.
In the end, Gargantuua, placed alongside a young fellow
trained in the new cducation for “only two vears,” appeared
to be nothing but “a fool, a sot, a dolt, and blockhead.”

4. Schools at the Beginning of the Nordic Revolution

If one should wish to know in a detailed way the school
facilities which existed unmediately before the Reformation
or the percentage of children who received any educatwn, he
would be disappointed, simmce there could be given to his
question no definite an-swer such as that now turnished by
statistics in every modern state. But 1t is known that many
different kinds of sehools were in existence, especially for
boys. Girls were not so well provided for.  Just what school,
if any, a boy would attend depended somewhat upon the cir-
cumstances of birth, parentage, class in soeiety, intclligence,
native ountrv, and his futurc aim in life. The following
types of schools were pretty generally {found in northern
European lands:

(1) Monastic or cloister schools. Although the monastic
movement had reached its climax long before this time, it
was gtill vigorous and the numerous orders of monks re-
cruited their ranks by receciving young lads whom they trained
to take the vows and spend their lives under monastic rule.
These institutions had grown immensely wealthy and, in con-
sequence, offered their inmates a more secure and permanent
living than could be found in any seccular calling. Such
monastic establishments were found everywhere throughout

15 De Modis Sigmificandi involved methods of interprqtation. The
Compost wns a treatise on calculating the calendar.
16 Rabelais mentions the treatises in detail,
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Christendom, though in some countries they were not so rich,
powerful, and extensive as in other lands.

(2) Cathedral schools. These schools had been growing
for centuries. They trained the priests, and prepared boys
who looked forward to a higher training and position in church
or state or m commercial activities, Every cathedral pro-
vided such a school.  Of a similar character were the chantry
schools, which were conducted by priests who received their
living from endowments provided both for the cclebration of
mass for the coul of the donors and for the mstruction of
poor youths.  Siuilarly, the collegiate churehes taught vouths
free of charge. In many of the lurger towns, in addition to
such schools as those mentioned above, a4 sccond or third
gchool would be established in another ehurele of the parish,
but, it would «t1ll be under the control of the scholasticus of the
cathedrul chureh sehool. AN of these types were church
schools, and mstruction was condueted n the Latin lan-
guage,

(3) Burgh schools. Next in order may be listed the burgh
Latin grammar schools, and the vernacular schools under the
management of the towns, A fuller explanation of these
schools 1= necessary for an vuderstanding of the evolution in
the next era. In faet, 1t mayv be quite positivelv asserted that
thie most vital and signmificant feature of education during the
15th and 16th centuries was the estabhshment of schools fos-
tered by the Tlanseatic towns of nocthwestern Europe,

Civil control of schools.  In all the Hanseatie towns, schools
were e<tablished under mumerpal auspices; hence, in many
such places the chureh anthorities opposed this movement
‘vigorously. Nowhere, however, did the schools appear earlier
than in the busy towns of the Netherlands, and nowhere was
there less opposition to therr establishment.  As already dis-
covered, these towns enjoved a greater measure of autonomy
than those in other lands. The church was largely over-
shadowed, and the nobility were favorable to the schools,
especially when education assisted the commercial activities in
which they were mterested. According to Douma, a well-
known authority on Dutch education: *7

17 Douma, H, Geschiedenis van het Lager Onderunjs en de School-
opvoeding in Nederland, pp. 34-35. Purmerend, J. Muusses, 1900.
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In the fourteenth century the town was already in eon~
trol of education, and would never again surrender it. The
civil authorities appointed the teachers, paid their salaries
and provided for the building and all the furnishings. . . .
Instruction was a monopoly of the municipal authorities.

In most instances, the schools were supported in part by
tuition fees, which were collected by the town authorities and
not paid directly to the teachers. In some cases, the schools
were actually free, however, and in them all children were
welcomed.

Beginning of lay control and support of schools in Eng-
land, and Scotland. During the early Middle Ages the church
encountered but little opposition in exercising control over
the schools of England and Scotland. It is true that ecclesi-
astical control was resisted in secular courts, and that King
Edward III expressly asscrted that pleas respecting patronage
of grammar schools were to be referred to the King's courts;
but church control of the schools was rarely disputed. In
the later Middle Ages, however, British freemen, below the
rank of the gentry, greatly increased in wesalth, power, and
prestige. Religious, craft, and merchant guilds were char-
tered, as were municipal guilds; and in Scotland there was
actually a league of burghs. Through these chartered bodies,
members of the middle class engaged in various governmental,
religious, and social activities. Many guilds supported and
controlled schools; a famous example of this type of guild
school was the grammar school of Stratford-on-Avon, owned
and controlled by the Guild of the Holy Cross. In some
gases, wealthy laymen endowed schools and placed them un-
der the control of chartered bodies of laymen. In other in-
stances, municipal corporations supported schools which were
controlled by officials of the church; but many schools sup-
ported by town governments were, certainly before the end
of the 15th century, taken under the full control of the town
governments.’®* There were many such burgh, or town,
schools in Scotland.

18 De Montmorency, J. E. G., State Intervention in English Fduca-
tion, pp. 23, 24, 33-36. Cambridge, Cambridge University Press, 1902.
(rant, James, Burgh Schools of Scotland, pp. 30-34, 94-109. London,
W. Collins, Sons and Company, 1876.
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Two grades of schools. Private or hedge seliools, sueh ag
sprang up in other Germanic lands at this time, were not
perm:tted in the towns of the Netherlands. In public in-
stitutions, full provision was made for all classes of students.
Two types of schools were prevalent: first, the common
schools; and second, the learned schools.

In the common schools, reading and writing were taught in
the vernacular. As these institutions were established for the
great middle class—in other words, for the artisans and small-
business people-—arithmetic was aleo an important subject of
instruction. As early as the 13th century, French likewise
was taught in many of these schools, for this language was
well-nigh indispensable in business. Frenchmen were often
employed to teach bookkeeping. In the 14th century, Freneh
was regarded in some of the provinces of the Netherlands as
the final requisite of a good education. It was the language
of the court, of the official class, and of business. Since it
was favored by the democratic element, even in the small
schools of the towns the children of the common people were
taught to read and wnte French.

Such elementary schools were looked upon as practical,
while the learned schools, or the Latin schools, were con-
sidered theoretical or purely cultural. The Latin schools
were likewise, however, under municipal control. They met
the needs of the higher commercial classes and of all those
who sought to enter professional life.

Ezxtent of cultural opportunity. All authorities agree that
learning was more widely diffused in the Netherlands than in
any other country. Guiceiardini, an Ttalian historian, testi-
fied that “even the peasants in Holland could read and write
well.” ¥ Motlev, the chief historian of the Netherlands,
paints a remarkable picture of the learning and culture of
these peoples. Iie tells us: 2

It was a land where every child went to school, where
almost every mdividual inhabitant could read and wnite,

e

19 Davies, C. M, History of Holland and the Dutch People, Vol. I,
p- 487 Quoted by Campbell, Douglas, Th. Pwiten mm Holland,
England, and Amerca, Vol. 11, p. 340 New York, Harper & Brothers,
1893.

2 Motley, John Lothrop, The Umted Netherlands, Vol. IV, p. 432,
and pp. 566-567. New York, Harper & Brothers, 1867.
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where even the middle classes were proficients in mathe-
matics and the classics, and could speak two or more
modern languages. . . .

An excellent reason why the people were o well gov-
erncd, s0 productive, and so enterprising, wa- the smple
fact that thev were an educated people. There was hardly
a Netherlander—man, woman, or child—that ecould not
read and write. The school was the vommon property of
the people, paid for among the mnmeipal expenses  In the
eities, as well as in the rural districts, there were not only
common schools but elassieal ~chools.

In the burgher families 1t was rare to find bov~ who had
not been taught Latin, or guls unacquunted with French.
Capacity to wnte and speak several modern languages was
very common, and there were manv individuals m every
aty, neither professors nor pedants who had made remark-
able progress n seience and eli~~cal Iiterature. The posl-
tion, 100, of women m the conunonweulth proved a high
degree of civihzation. They are de<eribed, as  virtuous,
well-educated, energetie, sovereigns n their houscholds, and
accustomed to direct all the hu<iness at home

Undoubtedly the inhabitants of the Netherlands were the
most highly educated and progressive people 1 the modern
world at that time. They were also the wealthiest and the
most artistic.

The culture of the Netherlands spread along the Rhine and
over into Germany. As Janssen states: **

One » gwltv of no historical nuccuraey 1in infernng,
roundly, that from the fourteenth century onward every
market town, or, at any rate, every lngger town in the
Upper Palatinate had its own school.

Frankfort on the Main had three collegiate schools, which
in 1478 totaled 318 pupils. Brunswick had two munici-
pal Latin schools. In 1490, Zwickau had, in a two-story
building, a school of four classes with 900 students. This
school was supported by an endowment. In 1491, Gorlitz had
8ix teachers employed and from 500 to 600 pupils. Emmerich,

21 Janseen, Johannes, History of the Gecrman Pcople at the Close of
the Middle Ages, Vol. XIII, p. 30, note 1. London, K. Paul, Trench,
Triibner & Co., 1905.
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on the lower Rhine, in 1503 had a school of six classes; in
1510 there were 450 pupils; and eleven years later the number
had risen to 1500. Schlettstadt, in Alsace, in 1517 had 900
pupils., Nuremberg, one of the wealthiest and most aggressive
commercial towns, had four Latin sehools.

(4) Brethren of the Common Life. One of the most in-
teresting factors in pre-Reformation education was the far-
reaching work of the Brethren of the C‘ommon Life. This
organization was not a monastic order in the usual sense of
the term, for the members took no vows, did not separate
themselves from ordinary human affairs, and did not live, as
the friars did, by begging. They dwelt together in “houses,”
labored at all sorts of tasks, practiced communism, and helped
the poor. Their primary purpose was the cultivation of that
simple, spiritual hving which had produced the admirable ex-
ample of piety and devotion. Thomas & Kemnpis, reputed author
of The Imitation of Christ (De Inmutatione Christt). Re-
ligiously they were related to the Wyeliffe movement in Eng-
land, and the Hussite in Boliemia. They preached the Gos-
pel in the vernacular to the common people, and translated
the Sermptures and circulated copies widely among the poor.
The order received the approval of the Pope, but 1its activities
helped to lay the foundation for the Protestant revolution.

Education was apparently not within the original intent
of the aims of the Brethren,  But theyv =oon began to utilize
the schools as the most effective instrument for reahzing their
purposes: and this beeame the clief source of their fame. In
general they did not estabhish schools, but connected them-
selves with the publie schools of the various towns. They
furmished hospices for poor bovs, and employved them at va-
rious kinds of work by means of which they could earn a living,
for example, by copving the Seriptures and texthooks for the
schools.  In an age when there was practically no discipline
among schoolboys, the Brethren mtroduced control, in addi-
fion to a number of other reforms, The Brethren were the
first to appreciate the new learning of the Renaissance and to
urge the teaching of the classical authors. FTloquence was
cultivated in conneetion with the revival of interest in preach-
ing. 'Their greatest service was in thus uniting true Christian
piety with genuine appreciation of humanistie learning.  Their
work prepared for the Reformation.
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By the beginning of the Reformution, all northwest Europe
was permeated with the influence of these men. One of their
leaders, Busch, listed fifty schools under their charge by
1470. lLater, as manyv more were added; moreover, through
the scholars they trained, the influence of the Brethren pene-
trated evervwhere. Their original center was in Deventer,
Holland; but from the Netherlands their school activity
spread up the Rhine to Switzerland, then into Germany on
the one side, and to France on the other. Their schools fur-
nished the models for the reorganization and reform of all the
large schools of western Germany. John Wessel was said to
be the “second founder” of the University of Paris; Frasmus,
though far from enthusiastic as to the efficiency of the order,
carried their influence to England as well as to continental
lands. Some of their schools became quite famous and en-
rolled several thousand students at one time. The school of
John Sturm, at Strassburg, was a continuation of their work,
and even the Jesuits owed much to their practices. Their
chief contribution was a2 new conception of orderliness and
discipline in school work.

Most of the great continental scholars of this period were
the products of their schools or were in some way directly
under their influence. Among these were: Johann Busch
(1399-1479), John Wessel (1420-1489), Rudolf Agricola (1443~
1485), Alexander Hegius (1433-1498), Louis Dringenberg
(1430-1490), Wimpheling (1450-1528), John Reuchlin (1455~
1522}, Desiderius Erasmus (1465-1536), John Sturm (1507~
1589), and Martin Luther (1483-1546).

8till another way in which the Brethren influenced culture
was through their printing establishments. During the 14th
and 15th centuries, the multiplication of all kinds of books,
especially texts for students, had grown to large proportions
and a considerable book trade had come into existence. This
work involved copying books by hand—a slow, laborious, and,
withal, costly process. Quite early the Brethren of the Com-
mon Life set up in their houses scriptoria, where poor boys
were employed in this work of copying, and thus earned their
own support and at the same time received an education.
When the art of printing was introduced, the Brethren were
quick to replace the scriptoria by printing presses. “In 1490,
there were no less than sixty different printing establishments
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carried on under the supervision of the Brethren.” ** The cele-
brated schoolmaster, Joln Sturm, after studying for some
years in the Liége School of the Brethren, attended the Uni-
versity of Louvain, where he set up a press; later at Paris he
issued many edlhonﬂ of the Latin authors.

The general character of the works published by the Breth-
ren was predominantly religious; the materials included the
Scriptures, books of devotion, and texts used in the schools
and universities,  While the Brethren did not give these pub-
lieutions away, as did the monks, the books were sold at very
low prices so thal even the poor might possess them. Unlike
many of the commercial publishers of the time, the Brethren
aimed to meet the needs of the great middle and lower classes
of people; accordingly, many of their works were printed in
the vernacular tongues.

Instruction among the evangelical sects. The educa-
tional activities of the many evangelical sects scattered
throughout central Europe have uniformly been ignored by
educational historians. The importance of their contribution
to the evolution of popular culture can no longer be over-
looked. According to a recent authonty, literacy was wide-
spread samong them:

All children could read and write; important passages
of Seriptures were gmven as copy for writing, and also
learned by rote. Portions of the Gospels were possessed
not merelv by their preachers, but also by the well-to-do
and the more zealow:. Every member wus taught the
Gospels especially, so that their inquisitors and the priests
were amazed.

Not only men, but women too, frequently learned the Gospels
by heart, and in one instance a common countryman could
repeat from memory the entire book of Job. The meeting
places of these peoples were sometimes called schools (scholae).
It was notorious that even the less learned among them knew
the Secriptures more thoroughly than the scholarly doctors.

- e

.22 Putnam, George Haven, Books and Thewr Makers Durmg the
Middle Ages, Vol. I, p 400. New York, G. P. Putnam’s Sons, 1896~
1897.

23 Thudichum, Friedrnich, Papsttum und R formation tm Mittelalter,
p. 11. Leipag, Eduard Schoudt, 1903,
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In general they knew only the Scriptures, but their leaders
usually arquired a more extended knowledge. The catechism
of the Waldensians was used extensively among many of
these sects. The training of the leaders of the evangelicals
was generally confined to the vernacular, though individuals
were often farmhar with the Greek and Latin languages, as
well as the wntings of Church Fathers. Before Luther’s
Reformation, the Bohemian Brethren, or Hussites, had printed
the Scriptures in the vernacular, and they possessed a good
gystem of schools and a celebrated university.

The point of greatest sigmficance m all these efforts—of the
evangelical Catholies, hike the Brethren of the Common lafe
who inhabited the Rhme Valley, and hkewise of the beretieul
geets, like the Hus<tes and the Waldensians—bes 1 their
keen interest in diffusing a knowledee of reading so that every
individual might know the Seniptures for himself.  This mis-
stonizing impulse mayv well be consaidered the vital prineiple
of any common-school education, but these peaples tatled to
establish a true sy<tem of education, for therr traming was
confined to rehigion alone and to therr own adherents evelu-
sively.

Downfall of medieval schools. The new wine of Human-
iem and Protestantisin could no longer be eontaiued in the
old schools of Calhohe medievahism.  None of the other in-
stitutions of the time showed a more immediate and deciuve
reaction to the reform movement. The greatest effeet upon |
the schools was fell in Germany, and followed elosely Tather's
attack upon the abuses of the Roman Church. The new re-
ligious doctrines circulated everywhere with ineredible speed,
and aroused the highest pitch of popular enthusiasm. The
downfall of the monasteries and clowsters put an end to the
educationa]l work which they had fostered for so many een-
turies. The cathedral and other chureh schools went down
before the same attack. A similar fate overtook the town
Latin schools, and also the German reading and writing
schools. The latter, however, were not so completely deserted
ag were the schools that trained for the monkish life and the
priesthood.

The universities were affected as seriously as were the lower
schools. The University of Cologne, which had 370 students
in 15186, found its enrollment decreased to 251 in 1521, and
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three years later matriculated only 54. Erfurt, the foremost
seat of humanistic learning m Germany, enrolled 311 during
the academic year 1520-1521. The following year only 120
matriculated; the next year, 72; and by 1527 the number had
declined as Jow as 142 The celebrated Univer<ity of Vienna
enrolled 661 new matriculants in 15195 the next year, only
569; and during the sueceeding vears the numbers continued
to deerease. In 1525 the disputations at the umveraty were
given up for want of studonts, and by 1532 only 12 students
enrolled.  Rostoek, the leading educational center in north-
ern CGiermany, whielh had usually enjoyed an attendance of
about 300, in 1521 matrieulated 123 1n 1524, 38, in 1525, 15;
the next year, only 5; and in 1529 uone.s*  In 1521 Leipzig had
enrolled 340, and 1 1526, only 81.

Wittenberg, where Luther, Melunehthon, and Bucenbagen
were teachme—the arsenal of the Lutheran revolt—expeni-
enced a pecubar fortune,  For several vears the number of
students rose to phenomenal heights; then suddenly the
enrolhnent fell to such a condition of depletion that Luther
despared and felt obhged to appeal to the Eleetor John Fred-
erick of Saxony to reseue the institution.  According to Jan-
ssen, who 1~ not an uniamr eritie, there were 240 students n
1521; 285, the next veur; and only 73, in 1527, In Headel-
berg there wore as manyv professors as students.  The same
dirheartenme deeline took plaece among the Swiss universities.
From Basle, the most flourishing center of printing, the wail
arose in 1521: “The University 1< as though dead and buried.
Fmpiy are the chairs of the teachers, and empty the benches
of the learners ™ In 1522, oaly 29 new students were matrie-
wlated at the University of Basle; and four vears later, only
5.2¢  Neveral institutions—among them, Erfurt—never recov-
erced from their disastrous experience, but passed out of ex-
Istence.

Reasons for the decline. What were the reasons for this
wholesale desertion of both the higher and the lower schools
at a time when Europe was secthing with new intellectual en-
ergy? Erasmus, the most celebrated scholar of the period,

24 Janssen, Johannes, op. cit., Vol XIII, p. 258.

28 Paulsen, F., Geschichte des gelehrten Unterrichts, Vol. 1, pp. 184~
185. lLeipzig, Veit & Co., 1896

2¢ Jansscn, Johannes, op. cit.,, Vol. TI1. pp. 359-360.
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placed the blame squarely upon Luther: “Wherever Luther-
anism prevails, there learning disappears,” he charged in 1528,
Even earlier than this, Luther had himself become profoundly
distressed at the desertion of the schools. He blamed, in turn,
the town authorities, the parents of the children, and the
Devil. In 1529 he wrote: **

The members of town councils, and nearly all the mu-
nicipal authorities let the schools go to ruin, as though they
had had absolution from all responsibilities. Nobody seems
to think that God earnestly wills that the children He sends
us should be brought up to his praise and for His service;
but everybody nowadays is in & hurry and scurry for his
children to be earning temporal sustenance.

(1) 'The first cause for this decline of the schools was the
violent denunciation by humanistic scholars, and more espe-
cially by Luther himself. He termed the universities “great
gates of Hell”; he condemned the monasteries; and he called
Arigtotle & “damnable heathen,” and human reason the “Devil's
mistress.” But it must not be overlooked that even before
this time the monasteries and other ecclesiastical schools had
come into disrepute and popular aversion. The monastic life
contributed not a little to the bitter disfavor in which these in-
stitutions were generally held.

(2) Another cause lay in the attitude of the common peo-
ple toward the products of the schools. Through the years
preceding the Reformation, people generally had conceived an
intense hatred and distrust of all higher learning and learned
men. They felt that the priests, who were the chief repre-
sentatives of learning, had purposely duped and led them
astray from the simple truth of the Gospel, and that the law-
yers were using their knowledge of law to deceive and cheat
the people out of their rights. They believed that worldly
learning and dissoluteness, intellectual pride and chicanery
were inherently and always associated. Now that they had
the Scriptures in the vernacular to teach them the truth of the
Gospel and how to live simple and good lives, they saw no
need of the ancient languages and the learning of the schools.

(3) A third cause for the decline of the schools lay in the
relation which an educational system bears to the securing of

27 Janssen, Johannes, op. cit.. Vol. XIII, p. 18.
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a livelihood. Parents had sent their children to school to
prepare them to secure positions which would afford a living.
Up to this time the largest number of the most comfortable
and desirable livings were in the gift of the church. Pre-
bends, abbacies, benefices, bishopries, cardinalates, curacies,
bursarics, chancellorships, endowed priesthoods, and various
other clerical positions and livings abounded.  Generally speak-
ing, the poor entered the monasteries or cloisters where a living
was assured. The rich and ambitious entered the secular
gervices of the ehureh because of numerous preferments.  But
any boy might rize to a position of great power, wealth, and
celebrity. “A buteher’s <on mucht become a cardinal: a fish-
erman’s boyv fill the ehair of Sant Peter.”*® Garls had two
chowes of support: fir<t, to marry and have a family and home;
or second, to enter a convent, where a satisfactory hving was
assured,

The vast number of sueh ecelesiastical hvings can be
guessed from a =ingle example.  In the old Hanse free ety of
Litbeck there were five panshes, each with its large parish
church and numerous ehapels. The eity itself had a popula-
ton between 30,000 and 50,000 people. At the time of the
Reformation, the cathedral supported sixtv-six priests and
anotlhier chureh had sixtv-eight, while the total number of
priests in the ety was about eight hundred. This number
meant a priest. for every ten or twelve families in the town.
In addition to these offices, monasternies and convents, as well
as hrotherhoods, existed in abundance.®®

Down to the time of the Reformation, education had
trained the young direetly for the kind of hiving and tvpe of
position expected of the individual. During the age of chiv-
alry, the future kmght practiced from bovhood the seven
knightly arts; he received his training as a page in somne noble
house and, later, ~erved as a squire to some knight, The fu-
ture artican was first apprenticed to a master, in whose house
he resided to learn evervthing necessary for his staton and
calling. Ie then became a journevman and, finallv, a master
craftsman. The future monk entered the monastery as a

22 Beard, Charles, op. eit . p. 14
2% Ruccius, Walter M, John Bugenhagen Pomeranus, p. 75. Phila-
delphia, Umted Lutheran Publishing House, 1924,
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child; served u novitiate, practicing the rules of the order,
and the manual crafts of the monkish life; and, when finally
prepared, took the vows of the choren order. Priests were
trained, first of all, in the cathedral schools, where they ac-
quired Latm, the language of the Catholic rehigion; later, the
higher order of priests acquired, in the universities, & knowl-
edge of the liberal arts, scholastic philosophy, canon law, and
the more profound doctrines of the faith. Liberal education
as we know it today did not appear before the humamstic
revival.

The overthrow of the Roman Church, with all the monastic
Institutions and ecclesiastical foundations, threw civilization
into wild disorder. All the offices, hvings, and appointnients
within the gift of the ecclesiastical order were threatened with
extinction. Furthermore, for some centuries there had been
no more admirable feature of medieval civilization than the
phenomenal flow of charity which furnished support to poor
students. Among the innovations which the Reformation in-
troduced was the doctrine that good works are not essential
to salvation. As a result, the new movement dried up at its
source the generous stream of charity which had nourished
countless institutions and organizations of Christian benevo-
lence, and had furnished livings for numberless scholars. In
various lands the nobility plundered the monasteries, churches,
and foundstions, and appropriated the endowments to their
own use.

As a consequence of the changed order of things, with no
certainty of future appointments to offices and livings, parents
lost all incentive to educate their children. Luther belabored
the mercenary attitude of those parents who preferred rather
to train their children for manual and commercial vocations
than to send them to the learned school to become pastors,
teachers, and civil servants. A new civilization was in proc-
ess of formation, involving a new order of vocational life.
Until these new hivings had become the established order, and
new schools could be organized that would train for the new
posts, parents did not know definitely what training to give
their children. How long the transition to the new order
would take and what the new institutions would be no one
could foresee.
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(4) Finally, the process of readjustment was delayed by
the intense and interminable theological wrangling and strug-
gle which ensued. Throughout the 16th ecentury, religious
bigotry and bitterness hampered the schools; only when tolera-
tion became the general practice did progress become possible.

Four groups of educational reformers. The first half of
the 16th centurv was an era of intense discussion of educa-
tional theory. The rediscovery during the previous century
of the pedagogical writings of Plato, Plutarch, Quintilian,
Cicero, and others of the ancient world aroused extraordinary
interest in the training of the young. Morcover, the new
educational views that were proposed were of the greatest sig-
nificance, for they were instrumental in forming a new order
of schools which was to endure down to our own day. The
reformers were fully united in their contempt for medievalism
in all its forms, but by no means did they see eve to eye in
their plans for reorganization. In general 1t is virtually 1m-
possible, as well as misleading, to classify  educational
thinkers. There are, nevertheless, certain points of common
agreement which may be observed among certuin of the
thinkers of that individualistic age. The hnes that divided
them into groups, strange to say, had little to do with the
great rehigious sehism.  Staunch Catholies like More und the
Jesuits were Humanists of about the same stripe as the Prot-
estants Melanchthon and Sturm. The differentiating lines
were to be found in their ultimate aims and the use each made
of the elassieal literatures.

With these dangers of classification noted, the leading
thinkers of the day may be roughly divided into four groups:
1) Moralistic Humanists; (2) Rehgious Reformers; (3) Nat~-
uralistic Humanists: and (4) Stylists.

(1)  Moralistiec Humanists., This was the most extensive
group. It included such sebolars as Colet, 1ily. and More, in
England; Erasmus and Vives, in the Netherlands and Eng-
land; Melanchthon and Bucer, in Germany; and Budaeus and
Ramus, in France. These men subseribed to the current
glogan, Res et rerba; but res (content or realities) signified
to their minds truth as 1t is related to human life. They
looked upon classical literature as the source of moral power
in the formation of character. The ancient writings were
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storeliouses of knowledge, especially the knowledge of man and
of the art of living the best life.

The writings of Plato and Seneca were replete with the pro-
foundest ethical wisdom and experience of the ages; their
precepts, proverbs, and adages were ealeulated to make the
youth refleet, and Plutareh’s Lives tuught them how to judge
men and moral actions. Morcover, the humamstie scholars
could pomt to numerous examples of wild young men who,
caught by a powerful enthusiasm for elassieal hterature, had
become by their study sober and noble scholars. These Hu-
manists were led to attribute to hterature a moral influence
and power which seems grossly exaggerated.  Furthermore,
many of these men, notably Erasmus, {ully expected that an
carnest devotion to humanistie learning would restore the
Roman Chureh to its pristine purity and glory. They be-
lieved that the ~tudy of the ancient languages and, more par-
ticularly, of the Seriptures in the onginal tongues would brng
back the Christianity of the New Testament. Relving on
this hope. they dechned to follow the doctrmes of Tuther,
because they expected to reform the church from within

121 Religious Reformers. Among the Religious Reformers
mav be included: Luther, Bugcnhagen, Calvin, auwd John
Knox. Cualvin was the most scholarly of the eroup and may
be accounted the chief Huwmani<t among them. Al of these
men agreed on one pomnt: they made Latin the language of
the schools, and the vernaculuar, the language ol the chureh,
They looked upon the study of Latin and Greek as essential
to the preservation of Christianity mn its omginal purity. The
revival of classical learning had been one of the clief causes
which, by an exposure of the teachings and the clanus of the
Roman Clayreh, led to itz downfall, The growine opposition
to the study of these languages wis looked upon as a scheme
of the Devil to plunge the world once more into degradation
and corruption.

The Rehgious Reformers looked upon the Latin and
Greek lancuages as the great and indispensable means for
understanding the Seriptures and the wrtings of the Chureh
Fathers. They were not so much mterested in the elassical
authors as such; in fact, they felt that many ancient authors
were to be shunned because of their licentiousness. latin
eloquence was to be cultivated, not for it own sake, but as
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a help in preaching, The difference hetween these reformers
and the Moralistic Humanists is not very great: the former
emphasized more the religious hiterature of the Christian cen-
turics; the latter placed a higher value upon the moral teach-
mgs of the pagan authors, and were more deeply influenced
by the dignity and bheauty of their writings.

(3) Natwrabistic  Humanists. Among the Naturalistie
TTumanists mav be classed the Spanish-born Juan Lws Vives,
the chief eduneational writer of the period: and Rabelias, the
rolhehing Freneh sutin=t who rose to the height of prophecy
and whose 1deas are ~stll a hiving foree, while those of move
substantiadl ~cholars have Jong <mee been forgotten  These
two were mtercsted in the ancient Ieratures 1or what they
had to offer, not <o much i the way of moral precepts, but
rather in pryveholoey, geography, history, and knowiedee of
the great world of nature. Tt s probhable thar the ~tudy of
medieme may aeconunt for thenr profound und direet mnterest
in nature. . Whale both jeenegmized the evils of the ehureh,
nesther gave great attention to rheology,

4y Sulists. This name has been given to all those prae-
tical Sehoohen who followed the saims and used the methords
of John Sturm of Strassburg These scholars recerved their
inspiration from the Itahan Renassance of that final pertod
when formalism had become domnnant. Thewr goal was to
train the student n the wdiom, phrascology, and manner of
speecli of Cieero. The eptive enurse of study from eluldhiood
on had as its objective the attainment of Ciceroman elo-
quence,  Thix same objective was sct up by the Jesuts for
the ~tudents of their colleges,

Erasmus. It mav well be doubted whether anv scholar
was ever more revered and worshipped by hus contemporaries.
Born in Rotterdam m 1465 and edueated chiefly under Alex-
ander Heoms nt Deventer, Erasmus might he considered the
most. celebrated producet, at onee, of Dutel and humanistie
culture. e did not, however, enjoyv his eurly schooling under
the Brethren of the Common Life, and in later years he
harshly enmticized their methods,

For higher traming he went to the University of Paris,
which was still, after a lapse of almost three centuries, the
foremost center of learning outside of Italv. The university
was at this time taking on the new learning. Here Erasmus



74 The Development of Modern Education

tanght Latin and took up the study of Greek. He made sev-
eral prolonged visits to England, where he lectured briefly at
one time at Oxford and later at Cambridge, but where he
mainly engaged m learned intercourse with Colet, More, and

Desiperit 8 FRASMUS.

others who were mtroducing the new learning. By nature
rather timid and averse to conflict, he declined to join the
Protestant cause. Nevertheless, he deplored as deeply as
anyone the degeneracy of the Roman Church, and labored
industriously to reinstate Christianity in its original purity
and simplicity. He held that reform could be more cffectively
brought about from within the church than it could by schis-
matic and revolutionarv measures.
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The aims of his life may be stated, broadly, as follows: to
refine taste, to purify morals, to promote the unity and peace
of Europe, to reform ecclesiastic abuses, and to correct theo-
logical errors. The means by which this vast programn could
be effected was free and exact scholarship. The knowledge
needed was contained in the Scriptures, in patristie literature,
in the classical authors, and in the interpretations of the
church. Erasmus hoped for one universal language for all
scholars, the living Latin tongue; for an undivided Catholic
Christianity; and for a single culture for a united Europe, a
culture rooted in the life of Athens and Rome, but vitalized
and refined by ancient classical literature and the Scriptures.

The most stgnificant contributions of Erasmus to the edu-
cation of his day may be summarized under three headings:
(1) Service to exact scholarship; (2) Discusgion of educa-
tional problems; and (3) Textbooks.

(1) Service to cract scholarship. Erasmus was cvery-
where revered as the incomparable and most erudite scholar
of the day. Ile spoke and wrote Latin with metieulous purity
and beauty of diction; likewise, among all the scholurs of
northern Europe, he had the best command of the Greek
language. His knowledge and appreciation of the classieal
and patnistic wrniters was comprehensive and exact. He did
more than any other muan of his day to edit acewrate texts
of a number of classical authors. His edition of the Greek
New Testament was a work of extraordinary ment; 1t had no
little effect upon the religious revival of the time, and may
even be said 16 have anticipated the eritical teatual scholar-
ship of our day. All in all, no man in northern Europe con-
tributed so much as did Erasmus toward the restoration of
the exact languages and learning of the ancient Latin and
Hellenie worlds,

(2)  Discussion of cdurational problems. In an age when
crude medieval training was rapdly being driven out by the
enthusiasm for new learning, questions of educational practice
necessarily demanded attention.  The principles and the pro-
cedure of humanistic pedagogy had to be worked out. Just
what should be the aims of Humanism had also to be settled.

There was general agreement that the foundution of an
education must be the complete mastery of speaking and
writing Latin, together with a thorough knowledze of Greek:
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but there wus considerable variation of opinion in regard to
working out the details. What practice should be udoptcd
for the introduction to the Latin language? Should it be the
grammatical method, or the conversational? How should
erammar be taught: as a series of rules, or, accordmg to the
inductive method, through a study of usage as found in the
best authors?  There also existed 1+ wide difference of view
as 1o the authors which should be read.

Agam, the question of the hest type of school was discussed.
Should 1, be private tutoring in the home, and should such
groups be confined to a selected number of students?  Or,
should the ehild be sent 1o one of the masters who kept a
private school In the town? Or, was the publie town-sehool
the best?  These, as well as numerous other problems, were
discussed by the tlonkers 1 education, Erasmus wmong
them. ™

The educational doctrmes of Frasmus form a remarhable
compilation of prineiples culled from ancrent writers generally
and of shrewd observations made as puptl and teacher. The
main sources were natwally Quintithan and Plutavel The
aim of cducation was, according to Frasmus, the “good man”
who had been retined and informed by the study of elassical
literadure.  Latin wus not conmdered an end i neelt, as 1t
was by the styhstie Humamsts, Sturm and his followers.
Against this extreme and limited purpose of humanicne study,
Erusmus wrote the Ciecromanus, in which he severely erniti-
cized the silly imitation of Ciceronian ~tvie. Yor han, al-
though language was of vital importance, 1t was, after all,

% The cinef witings 1 whieh Erasmus expressed his views on educas
tion e a- lollows

1. De Ratwns Ntudn: a treatise on the night method of mstruction,
151l

2. Inalogus Ciccronmmnus. a dialogue on the beat style of speaking
1528.

3. De Pucns statem ac Liberaliter Instiduendis: o work dealing with
the constant and hberal mstruchion of youth 1529,

4, De Cinbitate Moium Pueriium Libcllus: o book of good man-
nerg for children.

Several of these works will be found translated in Woodward, W, H,,
Deswdertus Erasmus. Cambridge, Cambnidge Umiversity Press, 1904,
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only the instrument by which moral values were to be at-
tained. The supreme effort of ancient thought had been di-
rected toward the “art of living,” and the results of such
effort were expressed in the classical literature, laws, religion,
and institutions. All of this culture was included in Human-
ism, and the study of it was believed, according to Erasmus,
to be the best means of producing the wise and happy life.

(3) Textbooks. To accomplish his purposes, Irasmus
wrote a number of textbooks that were printed in cvery
country of Europe and continued to be used for scveral cen-
turies. Several of these books are of the same style; they
contain short sentences embodying quaint conceits, proverbs,
maxims, witty utterances, or pithy sayings such as in ancient
times were the current coin of philosophy. The Colloquies com-
prised the most popular text. In them FErasmus made an
effort to teach boys to speak Latin by talking about the
common objects of life.

For Further Study

Barnard, Henry, German Teachers and Educators. Hartford, Brown
& Gross, 1878,

Beard, Charles, Martin Luther and the Reformation in Germany.
London, K. Paul, Trench & Co., 1889.

The Reformation of the Surteenth Century in its Rela-
tion to Modern Thought and Knowledge. London and Edinburgh,
Witham< and Norgate, 15885.

Campbell, Douglas, The Puritan in Holland, England, and America.
New York, Harper & Brothers, 1893.

De Montmorency, 1. E. (¢, State Intervention in Enghsh Education.
Cambridge, Cambridge Unnersity Press, 1902.

Dobschutz, Ernst von, The Influence of the Bible on Crnhzation.
New York, Charles Scribner’s Sons, 1914.

Francke, Kuno, A History of German Iaterature as Delermined by
Social Forces. New York, Henry Holt & Company, 1901.

Green, J. R, Short History of the English People. New York,
American Book Company, 1916.

Hayes, Carlton J. ., A Political and Social History of Modern
Kurope. New York, The Macmillan Company, 1916.

Hyma, Albert, The Christian Renaissance; A Hwtory of the “De-
votio Moderna” Grand Rapids, Mich.,, The Reformed Press,
1924,



The Nordic Revolt and Reconstruction 79

Janssen, Johannes, History of the German People at the Close of the
Middle Ages. London, K. Paul, Trench, Triibner & Co., 1896~
1910.

Lindsay, Thomas M., A History of the Reformarion. New York,
Charles Scribner’s Sons, 1906~1907.

Pirenne, H., Histoire de Belgique. Bruxelles, H. Lamertm, 1909-
1011.

Ruccius, Walter M., John Bugenhagen Pomeranus. Philadelpha,
United Lutheran Publishing House, 1924,

Sehaff, Philip, History of the Christian Church, especially Vol. VI:
“The German Reformation.” New York, Charles Seribner’s Sons,
1895.

Symonds, J. A., The Renaissance in Italy; The Revival of Learning.
New York, Henry Holt & Company, 1883.



CHAPTER TI1I

Proresrant Scnnoor. ReErorm

Luther and Other German Reformers

1. I,UTHER

Life. Although there were manyv urgent reasons for the
great Nordie revolt, the central driving foree in Germany was
the irresistible demand for a rehigious and moral reforma-
tion  This was chiefly due to the mtense conviction, the con-
tagious faith and prety, and the elemental courage of Martin
Lather. He did more {han any other individual to provoke
the ~torm and to umte and direct the energies of the great
social, ccononue, and eultural revolution,

Lauther was born at Eisleben, Saxony, in 1483, and spent
hig cluldhiood at Maneticld,  His father was a poor nuner.
In spite of poverty, the bov secured the usual sort of educa-
tion in the schools of Magdeburg and EFizenaeh. Later he
attended the University of Tirfurt, just when ot was beconming
interested m the humanistic movement.  After e universiy
course Luther became an Augu<tinian monk. He was called
to the faculty of the newly formed University of Wittenberg,
from which he carried on hiz work of reform. Tt was here
that he was converted through reading the Seriptures, and
reached the conviction that salvation comes by faith and not
as a result of good works.,  Heneeforth this convietion hecame
the dommant motive of evervthing he did. In 1517, when
he nailed hiz ninety-five theses 1o the door of the unmversity
chapel, he took the first decisive step in his caveer as a reformer.

Educational efforts. TFor Luther, the reform of the schools
was an essential factor in the renovation of the chureh, He
approached the educational situation, not ax a Humanist nor
yet as a practical schoolmaster, but rather as a religious re-

former and statesman. He had more to say about the need
%0
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for reorganization of the schools than any of his contempo-
raries, but he dealt chiefly with broad general principles; the
details he left for others to work out.  His cducational views
and reforms grew direetly out of his contacts with the rapidly
changing conditions that charscterized the decade from 1520
to 1530.

ManTiy LUTHER.
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During these years he frequently discussed education,
especially in his addresses, sermons, table talks, letters, com-
meuntaries, and other writings. The most important of these
discussions are as follows: (1) Address to the Christian
Nobility of the German Nation respecting the Reformation of
the Christiun Estate {1520), (2) Letter to the Mayors and
Aldermen of all the Cities of Germany in Bohalf of Christian
Schools (1524), and (3) Scrmmon on the Duty of Scending
("haldren to Sehool (1530).

Contradictory views of Luther’s services. Luther's edu-
cational services have been extolled in superlative terms by
some, and as greatly berated by others. One controversy
centers about his relation to the rise of the state common
school; another finds its focal point in his attitude toward
higher learning, particulurly humanistic culture.

A sharp conflict as to Luther's significance for popular edu-
cation divides educational historians, as well as other writers.
Dr. F. V. N. Painter characterizes the Letter to the Mayors
and Aldermen as “the most important educauonal treatise ever
written.” He concludes his study of Luther as an educator
by declarng: ’

Luther deserves henceforth to he recognized a< the
greatest, not only of rehigious, but of educational reformers.

A still later American writer adopts the same point of view: *

Luther, therefore, stands forth us the greatest educitor
of s uge, und m the very front rank of the world's gre et
educator-.

Dr. T. M. Lindsay, a Scotch historian of the Reformation,
reaches a ~imilar conclusion: ®

It is to Luther that Germany owes 1ts splendid educational
systern in s roots and in 1ts conception. For he was the
first to plead for a universal education—for an edueation

1 Painter, F. V. N, Luther on Education, p. 168. St. Louis, Mo,
Concrordia Pubhrbing House, 1928,

2 Bruee, G. M, Luther as an Educator, p. 209. Mibneapolis, Augs-
burg Publishing House, 1928,

3 Lindsay, T. M., Luther and the German Reformat:on, p. 238.
New York, Scribner, 1900.
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of the whole people, without regard to class or special life-
work.

Many other writers of general history, church history, and
educational history have expressed the same high appraisal
of Luther’s contribution to popular education.

On the opposite side range numerous Catholic and a few
non-sectarian authorities. Janssen, in his voluminous Hustory
of the German People?* is especially eritical of Luther and
the effects of his new doctrines upon the schnols. Paulsen,
the German philosopher and educational historian, treats the
question with more discrimination but does not attribute the
origin of popular education to the credit of the “Great Re-
former.” ®

This extreme diversity of view is occasioned not so much
by bigotry or religious prejudice as by more inherent causes.
The contradictory attitudes which Luther himself expressed at
different, per1ods of his experience, together with a certain gen-
cral indefiniteness of view, are largely responsible for the varied
opinions. A change occurred m Luther’s attitude toward the
common people during the period from 1525 to 1530, when
three new expericuces profoundly affected tus judgment and
altered his views  These events were the Peasant<” War in
1524- 1525, the church-schiool survey in 1527-1528, and the
spread of the Anabaptist doctrines. To appreciate both
Luther's contribution to education and his change of view, it
1s essential to reconstruet, in part, the drama of his hfe from
1520 to 1530.

Religious and educational reform. In 1520, Luther pub-
lished m rapd cuccession three of s most powerful and
epochal works., The first was the Address to the Christian
Notality, in which he pleaded with the German princes to
undertake the yeform of the church. He urged that the uni-
versity curniculinn be reviged, and he <uggested elementary
gchools for bove and also for girls in whieh “the chief and
most common lesson should be the Seriptures ”

4 Janssen, Johannes, fiisfory of the German People at 1he Close of
the Middle Ages, Vols 1, 11, and X1II  London K [Daul, Trench,
Trnibner, and Company, 1905

5 Paulsen, T, German Education, Past and Presont, pp. 76-77  London,
T. ¥. Unwin, 1908.
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The second treatise was entitled The Freedom of a (' hristian
Man. In this dynamic work Luther gave expression 1o the
growing seuse of individual independence and judgment which
was springing up ceverywhere m the Teutome breast, The
treatise added vitally to the budding self-respect of the lower
classer, and encouraged the peasantry to question the galling
tyranny of their petty feudal overlords and to lav claim in
a humble way to the most ordinary nghts of common humamty.

The third treatise, which ssued red-hot from Luther's soul,
was On the Babylonish Captivity of the Church. 'Tlns scath-
ing denunciation of the doetrines and practices of the papacy
marked his complete determination to break with the Roman
hierarchyv,

These three publications threw the German world into a
state of rehgious and educational chaos. The following vear
Luther wux cited before the judgment seat of the papal chureh
at the Diet of Worms and condemned as a heretie,  But this
condemmation did not turn the mounting tide of revolution.
The monasteries were soon emptied of thelr mmmates; the uni-
versities lost their students as i a ternible plague had come
upon them; students deserted the Latim grammar schools; and
the churches began to suffer.  Just what was gowg {o happen
by way of reorganization was uncertain,

New problems.  Among the serious practical problems wlhich
now confronted Luther was that of finding pastors for the
churches.  In former times the mnumerable benefices, preb-
ends, and simdar hvigs had taken care of poor boyvs and
young ien who were studyving for the priesthood and for
other professions.  But these livings were swept away m the
revolution which was now taking place  Morcover, when once
appointed, a priest had formerly been assured a good hving;
under the new order there was as vet no certamty that the
pastoral oflice would provide a lLivehhood. Parents retused
to have their sons study for a vocation so uncertain. As g
result of these conditions the universities were deserted,® and
Germany faced the utter collapse of all culture and learning.

What made mutters still worse was the attitude of the
common people toward the study of the learned languages.
Having obtained the Scriptures in German, the people saw

% See pages 6667 of this text.
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no reason why their sons should spend years in the study of
the forgotten tongues in which they were originally written,
As Luther rather savagely put it: ?

But, vou say agum, if we shall and muost have schools,
what 1 the u<e to teach Latm, Greek, Hebrew, and the other
liberal art<? I it not enouch to teaech the Sermptures, which
are necessary 1o ~alvation, i the mother tonene?  To whach
I answer: I know, afa<! that we Germans must always
remam arrhional biutes, as we are deserverdly called by
surrounding nations

This obseurantist attitude on the part of the people toward
the ~tudy of learned languages aronsed Luther's passionate
opposition.  Tle regarded sueh a pomt of view as o “maliclous
trich of Satan™; for he believed 1t wus the return of the elass-
cal languages which bad been of the mos~t vital sorviee to
mankind: (1) The greatest ~ervice of the Renarssance had
been o recovery of the Neripture~ through a knowledee of these
lunguages; (20 1t had also led to an unmasking of the false
clums and evils of the papaey; and 13y 1t had broucsht back
all the learmmg of the anennt world,

Furthermore, Luther foresow that i the ereat <truegle with
the Roman Catholie hierarehy Protestant pastors would need
to know Lutin Greek, and Hebrew, This view hus heen well
stated hy Do 10 Nohle: ™

A~ the reformatorty movement, it least amone the leaders,
had started from a ~cientific dispmte over the foundations
of ehurch doctrines, <o the future existenee of the new chureh
was dependent upon the possession of <aentiic weapons m
the battle for the nght ereed, und for this purpos<e knowledee
of the three ancient languages was absolutelv necessary.

Luther felt so strongly about the matter that he pronounced
the negleet of the languages “a disgrace and a sin.” For, as
he deelared, “we cannot preserve the Gospel without the
ancient languages. Thev are the sheath wherein 15 contaned

TPainter, ' V. N, op cit, p 183, See wlo Ebv. Frederick, Farly
Protesiant Educatois, p 57 Now York, MeGraw-Hill, 1931

8 Nohle, K, “History of the German School System.” in Reporl of
the United States Commussioner of Education (1897-1898), Vol. I, p 30.
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the sword of the spirit: they are the shrine that holds the
jewel.”

Luther’s plan for reconstruction. Confronted with the sud-
den and rapidly spreading decline of educational interests,
Luther took immediate and energetic measures to bring about
reorganization. First of all, in the year 1524 he issued a
stirring appeal to the mayors and aldermen of the cities of
Germany to revive their munieipal schools. There were well
over one hundred wealthy and powerful municipalities which,
independent of the princes and nobles, were free memnbers of
the Holy Roman Empire. For several centuries these free
towns had conducted burgh Latin schools and also some ver-
nacular reading and wniting schools. Now that Luther had
definitely decided to overthrow the authority of the Roman
Catholic Church—whicli, as the mother of schools, had alwavs
asserted a proprietary right over all education—the first and,
in fact, the most natural step, under the circumstances, was
to urge the city authorities to promote new schools in harmony
with the Protestant view. Luther appealed to these towns for
the following reasons: (1) They had for several centuries heen
asserting the nght to estabhsh schools mdependent of the
guthonty of the Roman Church. (2) These free towns were
morc independent of church influence than the mdividual
princes.  {3) At this time the people of the towns were gen-
erally in enthusiastic accord with Luther's break with the
authority at Rome. (4) The towns had it withmn thewr power
to utilize the wealth of the churches and of the eloisters for

,the support of the new sehools.

Luther favored Latin schools. What kind of schools did
Luther urge the towns to set up? The new schools were to
be Latin grammar schools which would lay the foundation for
professional study; first, to train for the ministry; seeond, to
train for the other learned professions; and third, to train for
the various civil positions in town and stale. The schools
must offer the bovs 4 thorough knowledge of Latin, Greek, and
Hebrew, with which they might clearly understand the Serip-
tures and the wntings of the Churchh Futhiers. Whether or
not the students would become pastors did not matter greatly,
for the study of the<e languages would help them to be better
men. Religion and church music, also, were to forin a large
and important element in the curriculum of the new schools.
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First school survey. Of far-reaching significance was
Luther’s appeal for a church-school visitation, or survey, of
the principalities of Germany, in order to secure exact informa-
tion in regard to conditions. In 1527, Luther himself took
part in one of the first of these inspection tours, and he was
profoundly mwoved by the dense ignorance and indifference,
gross immorality and spiritual destitution which prevailed
everywhere.

Causes of Luther’s reaction. Meanwhile two other experi-
ences aroused his deepest and bitterest antagonwsm.  The first
of these wus the Peasants’ War mm 1524-1525, and the second
was the Anabaptis’, movement,

It 1 an error to believe, as some writers have asserted, that
Luther’s emphasis several yvears earlier upon the doctrine of
individual competeney m spinitual matters, caused the revolt
of the peasants.  Popular discontent had been accumulating
for a long time.  There can be no doubt, however, that Luther’s
writings, so avidly devoured by the leaders of the lower classes
in Germany, gave them renewed hope and confidence.  Their
long ~mouldering grievances burst into a bloody war in 1524,
The demands of the peasants were modest mndeed, and they
were couclied in sueh terms of Chrstian bunulity that even
Luther was inclined to grant the justice of their c¢luims. But
the resort to armed couthiet touched another gpring of deep
pas<sion In the reformer, hix immeasurable vespeet for civil
authoritv.  Passing by chance direcetly through the seene of
contlict, he was aroused to the highest pitely of mdignation and
al onee denounced the peasants in the fiercest manner.

Then another terror begun to recerve his censorious atten-
tion; this was the m=e and rapid spread of Anabaptist doc-
trine<. In Luther's eves this heresy was even more wicked,
and less to be tolerated, than the evils of the Roman Chureh.,
The more mteresting 18 the whole situation when one reealls
that these people were attempting to carry to therr logical
conclusion the very prinetples of individual Liberty in religious
affairs—as well ax the right of everyone to interpret the Serip-
tures for himself—which Luther had espoused so enthusiasti-
cally a few vears hefore.

These several experiences evidently produced a erisis in
Luther's cducational and rehigious views.  He now turned quite
positivelv to a confessional, or institutional, religion, and away
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from a simple reliance upon that experimental faith which had
made him the courageous reformer of a few years carher.
Some quite positive alterations 1 his views on education came
out of this crisis:

(1) Formerly he had demanded the free use of the Serip-
tures by evervone, voung and old.  “Should not every Chris-
tian.” he eried, “be expected by his ninth or tenth vear to know
all the Holy Gospels containine as they do s very name and
life?”  This was written 1 1520, Alter his contact with the
Peazants” War and the Anabaptist movement, he camce to
believe that the free circulation of the Semplures among the
common people was w dangerous practice.  He coucluded thit
the masses were not capable of armving at truth by the halit of
the Scriptures alone. Religious imstraction must be definitely
controlled by the ehureh. To this end he wrote, i 1528-1529,
the Short Catcchism and the Longor Catochism, and required
their usxe in place of the Seriptures. “The Catechusm,” he
now declared, ‘98 the right Rible of the laity; wheremn 15 con-
tamned the whole sum of Christian doetrine necescary to be
known of every Christian to salvation.” ¥ Henceforth, Luther
confined the religious instruction of the common people and of
children 1 the schools to the cateclisms. Morcover, they
were to be taught precept upon preecept, hne upon hine, without
the Libertv of individual mmterpretation.

(2) In his earbier period Luther had proclaimed the thesis:
“A Christian man js the most free lord of all, and ~ubjeet to
none.”  Later he adopted the view that every cluld must be
taught the Lutheran confession only, and at least outwardly
everv man must conform to and profess the religion of lus
prinee.  Whose territory, his religion (Cujus regio, € jus re-
ligioy wa~ the future policy. Though Luther was more tol-
erant than most reformers and Catholies of that bloodthirsty
era, he never reached an attitude of genuine rehgions tolera-
tion.

(3) Another alteration of his views may be seen in hiy atti-
tude toward the vernacular tongue.  Before the ehange, Luther
had advocated the use of German and the study of Latin,
Greek, and Hebrew.  After this period he restricted the use
of German to home reading and to religious instruction. In

% Ebv, Frederick, op. cut, p. 97.
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the school plan of Saxony, written in 1528 hy Melanchthon, the
schools were specifieally imited to teaching only in the Latin
language.  Germun and Greek were prohibited in no uncertain
terms.  Having assisted 10 its vevision, Luther approved this
plan.  Tn his last gread educational tractate, On the Duty of
Nerding Cheldren to School 1530}, he severcly rebuked parents
for sending their bovs to the vernaeular schools rather than to
the classical schools, charging them with low, materialistie
motives.

4) Before the period of ehange, Luther had considered the
church an mdependent organism, separate from the state and
founded upon the Seriptures. Hereufter the ehureh was more
and morce completely subordimated to the eivil power.  Luther
regarded civil rulers as divinely compnssoned to rule, not
only i temporal, but in ceclesiastical aftaurs as well,

t5r Forerly Luther had desired every ehild to recerve an
edueation.  Later lns ehief aim cume to be to select the elul-
dren of ability who nught become leaders 1 churel and state.
All ehaldren were to recenve religious instrucuion, but only
the bnighter ones were to go to the Latin schools,

State control and support of the schools. Luther's most
significant moovation o tar as Germpany was concerned, lay
in placing both the schools and the ehureh under the immedi-
ate guardianstup of the state, and iy holding the civil authori-
ties respensible for their estabhislient and support. Up to
this timse the Roman Churel had clung to 1< authority over
education with a mother’s jealous care. Having reached the
conclusion that the papal chureh was a uwsurper of power,
Luther’s protound reverence for authority led hnn to invest
civil offices with all the sacred praogatives and jurisdictions
of divine sovercienty.  In beginnimg the task of reforming the
great abuses i the ehureh, he had appealed to the princes and
electors of Germany; it was their response and protection that
saved him {rom repeating the tragedies of the earhier reform-
ers, who were sent to the stake because of thewr efforts. He
appealed to the princes on the ground that they derived their
power and authority from God and were His representatives
on carth. Furthermore, he held that they were as much
responsible for the preservation of spiritual and cultural values
as they were for the maintenance of order and security of hife®
and property within their kingdoms. But his appeal invelved
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the surrender of the ancient independence of the church and
its subjection to civil authority. He thus debased religion to
& subordinate position, and the pastors to the status of civil
servants. Statecraft superseded priestcraft in the manage-
ment of man, and the vast estates of church and monastery
passed to the control of the secuiar princes,

In appealing to the authorities of the free towns, Luther fol-
lowed the practice of the past; the independent cities of Italy
had fostered academies, and practically all the Hanseatic
towns of northern Europe had instituted both Latin and ver-
nacular schools.  Since the towns were more directly interested
in the promotion of schools, they soon began their reorganiza~
tion. The principalities, however, had to await a time of
greater enlightenment and a deeper sense of paternalismn on
the part of the princes. In any casc, Luther’s action in giving
the civil authorities the control of the schools was one of the
momentous steps of this period. In doing so, he laid the foun-
dation of state and national contro! of education throughout
Germany.

Compulsory school attendance. Luther must be recog-
nized as the first modern reformer to advocate compulsory
school attendance. This idea he owed partly to the Old Testa-
ment and partly to the practice of the Turks. He insisted that
it was the duty of munieipal authorities and princes to establish
schools or to require the people to do so; and he went so far
as to demand that, for the sake of the state, the eity, and the
chureh, parents should be compelled to send their clildren to
school.

He reached this conclusion as early as 1526, as the following
letter to the Elector John of Saxony shows:'®

If there is a town or a village which can do it, your Grace
has the power to compel it to support schools, preaching
places, and parishes. If they are unwilling to do thig or to
consider it, for their own salvation’s sake, then vour Grace
is the supreme guardian of the youth and of all who need
your guardianship, and ought to hold them to 1t by force,
so that they must do it. It is just like compelling them by

10 Smith, Prescrved, and Jacobs, Charles M |, Luther's Corresponderce
and Other Contcmporary Letters, Vol. TI, p. 384. Philadelphin, The
Lutheran Publication Society, 1918. See also Eby, Frederick, op. cit,
p. 85.
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force to contribute and to work for the huilding of bridges
and roads, or any other of the country’s needs.

Similarly, in the Sermon (1530), he was even more emphati-
cally in favor of compulsory education:*

I maintain that the civil authorities are under obligation
to compel the people to send their children to school, espe-
cially such ag are promising. . For our rulers are cer-
tainly bound to mamtam the qpmtual and secular offices
and callings, so that there may always be preachers, jurists,
pastors, scribes, schoolmasters, and the hike. . . . If the
government can compel such citizens as are fit for mihitary
service to bear spear and rifle, to mount ramparts, and
perform other martial duties in time of war; how much
more has it a right to compel the people to send theiwr chil-
dren to school, because in this case we are warring with the
Devil. .. The Turk does differently, and takes every third
child in his Empire to educate for whatever he pleases.
How much more should our rulers require children to be
sent to school, who, however, are not taken from their par-
ents, hut are educated for their own and the general good,
in an office where they have an adequate support?

This demand for compulsory education was based upon the
public welfare. Educated children would make better civil
servants, judges, doctors, preachers, and subjects. Naturally
Luther could not have had in view the modern concept of
enhghtened voters. Yet, in holding up the ideal of the com-
monweal, he was leading the way to important future develop-
ments.

Home discipline. Luther received his views of education,
as well as his views of doctrine, chiefly from the Scriptures,
especially the Old Testament. He considered the Fourth
Commandment, “Honor thy father and thy mother,” as the
foundation of all social order. He held that home training and
obedience produced sound family life, and that good house-
holds were the foundation of good government in city, prin-
cipality, and empire. In vigorous language he censured laxity
in parental control and faulty methods of training. On the

11 Pajnter, F. V. N, op. cit., pp. 269-270; also Eby, Frederick, op. cit.,
Pp. 1489-150.
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other hand, he frowned upon undue severity. In his child-
hood home he had suffered deeply from the harshness of his
parents, yet, Le held them in the highest respeet and venera-
tion through all his dayvs. He loved his own children tenderly.
and a more natural, happy fanuly relationship can scarcely be
imagined. There was nothing of the aloofness and fmgidity
of the Calvinistic home. The practice of home supervision by
the chureh authorities, which Calvin instituted, was never sug-
gested by Luther.  Nevertheless, he regarded home diseipline
as the foundation of all institutional and social existence

Vocational training. In lus letter to the authonties of the
cities 1n 1524, Luther wrote of trade and vocational traiming
as follows:1®

My adea is that boys should «pend an hour or two a day
in ~chool, and the rest of the time work at home, learn some
trade, and do whatever 1 deaired

Some writers find in this statement the onigin of industrial
traiming A careful study of its significance does not warrant
such a broad concluston.  All through the Middle Aee«, ¢hnl-
dren learned trades and erafts m the fashiion that TLuther advo-
cated hiere. The revulsion of feehng against monastie and
clerical life, combined with the passing away of charty and
mnumerable hvines, had necessitated new means of carning
a hivelihood.  The eluss of people who had formerly sent ther
children to schionl 1o fit them to secure these hivings i rehizious
voacabhons now turned their attention to practical arts and
means of hivelthood It was notorious bow few wished their
sons to look forward to the nncertiunties of hie as pastors,
teachers, or professional men.

In the Letter to the Mayors and Aldermen of all the Cities
of Germany, Luther wrote:*®

Becau<e <elfi-h parents sce that they ean no longer place
their children upon the hounty of monasteries and cathe-
drals, thev refuse to edueate them. “Why should we edueate
our children,” they sav, “if they are not to become priests,
monks, and nuns, and thus earn a support?”

12 Painter, F. V. N, op cit,, p 199.
18 Painter, F. V. N, op. cit,, p. 171; also Eby, Fredenck, op ait.
vp. 47-48.
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This was written in 1524. Six vears later he grew still more
vehement. e ascribed the negleet of the schools to a new
craftiness and cunning of the Devil.  Ile berated parents who
said “a knowledge of arithmetie and reading i« enough, since
we now have German books,” and withdrew their children from
the Latin school.  Iie declared that “the common people are
plaeing themselves in opposition to the schools, and wish to
bring up their children without instruefion other than that
pertaining to their bodily wants.”  He thundered against these
parents as “worstippers of Mammon,” and as “Tdolators,” and
charged that Satan was deludmg them m order to keep people
N gnoranee.

Under the apprenticeship system, the practical arts were
Tearned I the home,  Tlis movement for practical traming
ame mmto confliet with the redstublishiment of the learned
schools,  In lus statement on learming a trade, Luther merely
tried to show that sehool work need not neecescarily interfere
with this practical traaming i the home  There 1s no evidence
that Luther was looking toward the combination of learming
and manual labor that wuas usual i monastie diseiphine, nor
vet toward the mtroduction of arts and handierafts mmto the
~chools, as 1 the movement which was just begmiung i some
of the progres<ive =chools of the Netherlunds.,  Luther merely
tolerated mdu~tmal frannng at home, but objected when it
interfered with sending bov< to the Latin gehool.

Schools for girls. T uther strongly encouraged the educa-
tion of girls, especially along religious limex In 1520 he de-
clared '

Would to God each town had also a eirls’ school, v which
airfs nneht be taught the Gospel for an hour dilv, either in
German or Latm!  In truth, schools, monasteries, and con-
vents were founded for this purpose, and with good Chns-
traan mtentwns

Similarly, in 1524 he wrote 7

In ke manner, a gul has time 1o go to sehool an bour s
dav, and yet attend to her work at home; for she sleeps,
dunces, and plays away more than that.
1 Eby, Frederick, op i, p. 41,
16 Ibud., p 7.
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It is easy to presume that in this reform Luther was advanc-
ing far beyond his contemporaries. Such, however, was not
the case. Unquestionably, Luther accorded woman a higher
status than she had previously occupied in civilization, but
the education of girls of the upper classes had long been in
vogue. As he himself stated, the convents had been estab-
lished for that very purpose. Moreover, some few schools for
girls had long been in operation in the larger towns.

Subjects of instruction. What was to be taught in the ele-
mentary schools that Luther desired to establish? Primarily,
religion, but a number of other subjects as well. His elemen-
tary curriculum is summed up in the following sentence:'®

I would have them learn not only the languages and his-
tory, but also singing, instrumental music, and the whole
course of mathematies,

Religion. At first Luther was emphatic in a demand for
the use of the Scriptures themselves, as his Address to the
Nobility (1520) declares:!”

Above all, in schools of all kinds the chief and most com-
mon lesson should be the Seriptures, and for voung boys
the Gospels. . . . Should not every Chrnstian be expected
by his ninth or tenth year to know all the Ilols Gospels,
contaimng as they do bis verv name and hie?

Where the Holyv Seriptures are not the rule, I advise no
one to send his ehnld.  Everything must perish whete God's
Word 1= not studied unceasingly.

Again, four vears later he wrote:!®

1t behoves Christians at all times to use the Dible as
their only book.

But his imsistence upon the Scriptures did not continue; later
he preseribed the use of the catechisms. For moral instrue-
tion he translated Aesop’s fables, which he considered next to
the Seriptures in importance. Religious instruetion, which

18 Painter, F. V. N, op. cit, p. 198; also Fby, Frederick, op cit.,
p 70

17 Fhy, Fredorick, op. cit., pp. 41-43,

1% Ihud., p. 65.
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was chiefly in the vernacular tongue, incMided preaching,
prayers, catechism, reading of the Scriptures, and musie.

Latin. Instruction other than relimion was to be in the
Latin language. Luther considered the study of this language
in the elementary schools as absolutely indispensable. All
hovs, regardless of their future needs, were to study Latin in
order to secure the elements of culiure.

Ilwstory. It was natural in this age, when men had redis-
covered the ancient world with its literas v and other treasures,
that the study of history should be emphasized. To the
Protestant reformers, the studv of history was of great sig-
nfieance in combatiing the eliims of the Roman lierarchy;
bur it was a5 4 means of understanding human nature, morals,
and the growth of institutions that Luther recogmzed history’s
greatest value.  “Historians,” he declared, “are the most use-
ful of men, and the best teachers ™ At another tune he said:
“How T regret that T did not read more poetry and history and
that no oune taught me 1w these branches.”

Mucwe. No edueator sinee Plato had aseribed a higher edu-
cational value to music than did Luther. Before the Reforma-
tion all church nmusic was in the Latin language. One of
Lnthers first movements for reform was the creation of a ver-
nacular hymnology, so that the people mught participate in
the service of the church in a language they could understand.
He wrote a number of hynns in the German tongue, and urged
his friends who had poetic talent to do hkewise. The first
German bymnal was printed under his direction in 1524.  Re-
ligious music henceforth became one of the chief interests of
all German schnols; for several centuries the school provided
the choir for all ehureh services.  Tn his eaalted love of musie
and his desire for its inclusion in the school curriculum, Luther
was superior to the other reforiners. To hun may be attributed
the fact that German education has been famous for producing
a people with a universal passion for musie.

Reform of higher instruction. ILuther has been severely
condemned by some as an obscurantist opposed to the highest
culture, but he has been as greatly extolled by others as an
advocate of learning. TIlis contemporary, the prince of all
European Humanists, Erasmus, made the charge: “Where-
ever Lutheranism prevails, culture and learning perish.”
Many later authorities both Catholic and Protestant, have
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taken the samc® critical attitude.’® Among the more recent,
Janssen elaborates the charge at length. Luther denounced
the universities as “dens of murderers,” “temples of Moloch,”
and “synagogues of corruption.” In a sermon preached in the
year 1521 he usctually declared:**

The Universities were only worthy of bemg reduced to
dust; nothing more helbi-h or devibish had ever appeared on
the earth from the heginning of things, or ever would appear.

Never before or since have higher institutions of learning
been so reviled. Nor was that all; Luther went further and
even attacked the rational nature of man wlhieh prodnced the
need for umiversitics,  No words svere too seathing to denounce
natural reason and itx representatives, Aristotle and the Scho-
lastics who had cruelly duped and misled the people to their
spiritual rum.

The cause of Luther's extreme bitterness against rationalism
may be readily explained. For years he had sought inner
peace of soul by the study of rationalistic theologyv and scho-
lastic seience taught in the schools; but all was i vain.,  Fi-
nally, through reading the Scriptures, he reached a sense of
divine forgiveness and peace. Here, then, was his first great
grievance: Recason had been a false guide. Agam, the em-
ployment of reason by certam sects m their interpretation of
the Scriptures intensified his distrust.  Ience he ealled reason,
“the Devil’s bride or harlot,” who “should be trampled under-
foot or have dirt thrown in her face to make her the more
hateful.”

Though he regarded the universities as “Schools of Satan,”
he did not agree with the large body of cominon people who
wished to abolish the universities entirely. On the contrary,
Luther exerted every effort to reform their discipline and
courses of study; for, in spite of his violent denunciation, he
felt that the universities had an important serviee to perform.

University studus. To the higher sehools he would send
“only the aptest pupils.” Here, scholars were to “train men

19 Among such critics may be cited: John 1. von Dollinger, Dir
Reformation, Vol. 1, p. 422, Regensburg, Manz, 1851; and F. Paulsen
Geschichte des gelehrten Unternichis, Vol. 1, pp 182-184, Leipzig,
Veit and Company, 1886-1897.

20 Junseen, Johannes, op cit, Vol. I1I, p. 355.
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of good understanding in the Scriptures, who wish to become
bishops and priests, and to stand at our head against heretics
and the Devil and all the world.”

As in other matters, so in his attitude toward the various
learned studies, he was positive and he expressed his views in
vigorous terms.  Most of the works of Aristotle and those on
scholastic plulosophy he vehemently rejected as “Satanie filth.”
He was tolerant only of Aristotle’s logie, rhetoric, and poetry.
He differed from Melanchthon, who believed in astrology, but
he denounced canon law and called for its complete abolition.
He concluded that the study of eivil law should be reformed.
The theological courses were to be drastically changed. At
onc time he ealled for a decrease in theological literature, and
sard: “Teach the Seriptures and notbing else.”” He never
expressed an interest m humanistic hiterature, and, even as a
student at Erfurt, the German center of the movement, he
did not belong to the circle of the new learning.  Nevertheless
he strongly advocated the study of the ancient languages:
Latin, Greek, and Hebrew; but only for the aid they might
contmbute to an understanding of the Seriptures.  Like all the
reformers, he agreed that these languages were indispensable
for the exposition of the Seriptures.© No one who could not
read the Seriptures in the original tongues could qualify for the
pastoral office.  Conceptions ether of free enhghtenment or
of preparution for independent thinking he never entertained.

After his attack upon the papal hierarchy Luther soon found
the churches without pastors and teachers, and few students
preparmg for the duties of eivil hte. To train people for these
positions was his supreme aim for the Latin schools and the
universities, On the whole, however, Luther was not a schol-
arly mfluence so far as the progress of secular culture and
seience was concerned,

Popular vernacular education. A critical investigation re-
veals little evidence that Luther desired popular elementary
education as one understands the term today. In all his argu-
ments for educatton his ehief point was to establish the neces-
sity of the Latin school as the institution of learning, in
opposition to the vernacular common school. He dwelt ex-
haustively upon the value of the learned languages. He called
upon the civil authorities to suppress the vernacular private
schools. He subscribed to the Saxon school ordinance of 1528,
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which prohibited the teaching of German and Greek. He
pleaded that all boys be compelled to attend the Latin schools,
in order that Germany might be provided with a sufficient
supply of learned men. Even the boys who proved less
promising were to learn at least to understand, read, and
write Latin. For this he gave a rather lame excuse: 2!

If such a boy who has learned Latin afterwards works at a
trade, you will have lhum 1n reserve, to labor as a pastor in
case of need; and such knowledge will not interfere with his
gaining a hivelihood and will enahle hm to govern his house
all the better.

Luther proposed that the gifted vouth be seleeted for ad-
vanced education. In writing to the Margrave George of
Brandenburg, he suggested:??

Tt i~ well that in all towns and wvillages good primary
schools should be estabhished out of which could be picked
and chosen those who are more fit for the umversities, out
of which the men ean then be taken who are to serve your
iand and people.

Subsequent events were in line with Luther’s proposals.
Throughout the later decades of the 16th century, the ver-
nacular common school was often suppressed, on the contention
that it took boys away from the Latin schools. Sometimes it
was tolerated, but 1t always remained strictly subordinate to
the classical school. Had Luther been a strong advocate of
popular vernacular education, one is constrained to helieve
conditions would have developed quite differently in Germany.

It must be recognized, however, that indirectly Luther made
weighty contributions to the cause of popular enlightenment.,
(1) He included all children in his plans for vernacular rehigious
instruetion—rich and poor, high-born and low, girls and boys—
although he had in view the training of the young only in
obedience to constituted authority and in conventional re-
ligious and moral precepts. The children were to be taught

21 Painter, F. V. N., op. cit, p. 235; also Eby, Fredenck, op. cil,,
p- 122. ]

22 Smith, Preserved, and Jacobs, Charles M., op. cit., Vol. I, p. 487
Eby, Frederick, op. cit., p. 99.
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& formulated system of instruction embodied in the eatechisms.
(2) While the Elector Frederick sheltered him temporarily, in
Wartburg Castle, to save him from his enemies, Luther began
the translation of the Seriptures into the High German dialect.
This task continued for a number of years until it was finally
completed. No other thing which Luther ever did eontributed
so profoundly to the real education of the German people. His
was not the first translation, but it,was a translation in which
not merely the sense, but something of the beauty and force
of the original Scriptures was transferred to the German. By
this work he raised High German from a mere dialect into a
permanent language of power and classical beauty, and gave
the German peoples a unifying bond. (3) Furthermore, his
translation of Aesop’s fables had a remarkable influence. But
next to his translation of the Scriptures, nothing he did had
so profound an mfluence on German education as his cate-
chisms, (4) In his break with Rome he had assumed a stand
which favored popular emancipation and enlightenment.
Even in his reactionary role he could not dam the tide that, as
a Hberal reformer, he had set in motion; and this flood was soon
beyond his control. The hiberalizing forges found other advo-
cates, and, though driven to shelter temporarily, they were to
emerge in later decades and under more favorable circum-
stances.

It is, therefore, a misinterpretation to credit Luther with
the creation of popular elementary schools, as some writers
have done. His contribution was substantial, to be sure; but
the vernacular common school had its real origin clsewhere,
among people of broader, deeper, and more tolerant sympa-
thies. As a matter of fact, both among the Moravians and in
the Netherlands, vernacular elementary education in Luther’s
day had progressed far beyond his conception of it.

Summary of Luther’s educational contributions. In a
brief summary of Luther’s services, the following points are to
be noted:

(1) He was the first educator in Germany to advocate
universal education: for the poor as well as the rich, the low-
born as well as the noble-born.

(2) He advocated the education of girls as well as boys, so
far as elementary and religious training were concerned.

(8) He believed in schools organized, supported, and con-
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trolled by the state. This was a new conception so far as
Germany was concerned.

(4) He emphasized anew parental obhgatmn in training,
and showed the relation of home discipline to civil and social
order.

(5) He recognized physical training as a part of general
education.

(6) He,advocated thaf pleasant methods of instruction
supersede the harsh and cruel methods of the past.

(7) He insisted that religious training be recognized as the
basis of popular eduecation. This program was to include
music, the calechisms, and church attendance: and religious
instruction was always to be in the vernacular language.

{8) His greatest services in other lines were: ta) the trans-
lation of the Bible for the common people; (b) the compilation
of the catechisms and the translation of Aesop's fablest () the
instigation of school inspections, which took place everywhere
in Germany and produced numerous school ordinances.

2. MELANCHTIHON

Life and training. Philip Melanchthon was the ranking
scholar of the Reformation period in Germany. On the Con-
tinent, in breadth of erudition he was second to Erasmus, prince
of Humanists. His vast attainments and profound influence
on German culture won for him the immortal title of Praccep-
tor Germaniae.

Melanchthon was born in 1497 at Bretten, near Plorzheim.
His family was intelligent; he counted John Reuchhin, the
renowned Hebrew scholar, as his maternal unele. Philip was
extremely precocious, taking his bachelor’s degree at Heidel-
berg at the age of fifteen. After a short period at the Univer-
sity of Tiibingen, he was invited to become 4 professor at the
University of Wittenberg, where Luther was Just beginning his
efforts for reform of the church. The two became intimate
assoclates and labored together for the reform of church and
school until Luther’s death.

In actual learning, in command of languages, and in knowl-
edge of theology and of school curriculum and organization,
Melanchthon surpassed the great reformer; he was lacking,
however, in Luther’s originality, profound conviction, indomi-
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table courage, and ecapacity for leadership. Melanchthon was,
rather, the erudite, retiring scholar, with a strong tendency
toward pedantry. His fame rests upon the five outstanding
contributions which he made to the reconstruction of education
on a Protestant foundation.

Paiuir MeLaNcuTnox

1. Plan for the establishment of a school system.
Melanchthon took a foremost part in the church-school sur-
vey, or inspeetion, during 1527-1528, in Thuringia and Saxony.
As a result of this mvestigation, he wrote the Saxon church-
school ordinance, or code, which was the first of many such
ordinances issued in German cities and states throughout the
16th century. The Saxon plan was revised and approved by
Luther, and was also published with his works. According
to this plan, the oblhigation to establish and maintain schools
was squarely placed upon the eivil authorities. Such a policy
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seversed the Catholic practice of control by the church, but it
wa¢ in accord with successful school organization in the
Netherlands and Italy.

As stated by this ordinance, the chief purpose of the schools
was to prepare men for ecclesiastical and civil offices. Me-
‘lanchthon felt nothing but contempt for the popular vernacular
gchools. He regarded Latin as the only language suitable for
instruction and learning; in fact, German was expressly for-
bidden by this ordinance. Greek, too, was excluded from the
elementary or preparatory school, though it was to be studied
in the university. The ordinance states emphatically: *

Schoolmasters shall look to it dihgently that children learn
only Latin, and not German, Greek, or Hebrew. So many
languages at once are not merely useless but detrimental.

According to this plan the schools which were to be estab-
lished in every town would consist of three grades or groups
of pupils. The first group was for beginners, who were to
learn to read Latin. Their first instruction consisted of the
alphabet; then Donatus, a simple grammar, was used; and
later, Cato’s Disticha de Moribus, a collection of wise sayings.
The teacher read one or two verses from this last book daily
and explained in Latin the meaning of the words. The pupils
were required to memorize lists of words and sentences, in
order to secure a large vocabulary as quickly as possible. This
method of teaching the unknown by the incomprehensible was
considered very superior. In addition to such grammatical
and moral instruction, religion also was taught in Latin and
learned by heart. Singing in Latin by the entire group formed
% most important part of the daily program. Religion and
music were continued throughout the entire course of the
sehool.

28 Melanchthon was particularly fond of Greek, and the Greek gram-
fnar which he wrote when only sixteen years of age was long used.
His exclusion of all languages except Latin was probably due to the
lack of success in teaching all these languages in the new gymnasium
at Nuremberg, with the founding of which he had most to do. For
the text of the Saxon school ordinance, consult: Barnard, Henry,
QGerman Teachers and Educators, pp. 169-171, Hartford, Brown and
Gross, 1878; also Eby, Frederick, op. cit., pp. 180-187.
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In the second clask, or group, which like the first whs planned
to extend over several vears, Latin grammar was exhaustively
studied. Aesop’s fables, The Colloguies of Eragsmus, the come-
dies of Terence and Plautus, and similar works were read and
explained in minute grammatical detail, and practically every
one of them was memorized. .

The third group, or class, took up more advanced linguistio
studies. By this time, though still a child, the boy was ex-~
pected to be fairly well able to speak, read, and write Latin.
Now he was to acquire a more classical vocabulary and become
thoroughly versed in the Latin tongue and literature. Virgil,
Ovid, and Cicero were the chief authors, and they were to be
acquired in detail. Exercises in rhetoric, in addition to some
study of logic, were also required.

This Saxon plan was not entirely original with Melanchthon,
but his great influence led to its general adoption throughout
Germany.

2. Adviser on school reorganization. Melanchthon was
frequently called upon by town authorities for advice in the
reorganization of their schools. Nuremberg called him in 1526
to become rector of its new gymnasium, 8 position which he
declined. Two men whom he recommended were appointed
to the faculty. Tn other instances also, when he declined
important educational appointments, he helped institutions to
find teachers. In the early period of Protestant reconstruc-
tion, no man was so much sought after as Melanchthon, to
guide in the refounding of the municipal Latin schools.

3. Prolific writer of textbooks. In 1513, while still a boy
himself, Melanchthon wrote a Greek grammar for other boys,
In 1525 he wrote a Latin grammar which, during the following
ten years, was printed fifty-one times, and was adopted in
Catholic as well ag in Protestant schools. In 1519 be wrote a
text on rhetoric, and in 1520, one on dialectic—both of which
were widely used. He wrote not only on these subjects, which
composed the trivium of the Middle Ages, but also, though net
50 exhaustively, on the quadrivium: arithmetic, geometry,
music, and astronomy. The great merit of these various textis
was, not the originality of their materials, but rather their
better order and treatment. Melanchthon was preéminently
a schoolmaster with singular clarity of mind, and this faculty
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enabled him to bring these subjects down to the comprehension
of young boys.

4. Influence on higher education. Melanchthon labored
most of his life at the University of Wittenberg, where at one
time or another he was called upon to teach almost every sub-
ject. His profound and extensive learning made lum the
leader in the transition from the methods and curriculum of
Scholasticism to the newer methods and curriculum of Protes-
tantisin.  While the most extensive changes took place in the
field of theological study, it is well to remember that law and
philosophy also underwent profound alterations. The Protes-
tant universities of Germany were all more or less transformed
by the work of this quet scholar.

5. Influence of his scholarship. The influence of Melunch-
thon was spread throughout Germany by the students whom
he taught. He was extremely popular as a lecturer, and
deeply beloved. The most illustrious of his pupils was Michael
Neander (1525-1595), who conducted the famous closter
school at Ilfeld, in Thuringia, for forty-five years. A sccoud
was Valentin Trotzendorf (1490-1556), who for twenty-three
vears was rector of the school at Goldberg, in Silesia. These
two are the most renowned of his followers, but the list ran into
the thousands.

Paulsen sums up the greatness of Melanchthon’s services to
Germany in the following statement:*

When Melanchthon died there was probably notf & city in
Protestant Germany 1n which some grateful student did not
mourn the loss of the Praeceptor Germaniae.  And long after
his death he controlled, through his method and text-hooks,
the mstruction in the Protestant schools and Universities,
It was primardy due to him that the Protestant half of
Germany won the a~cendency over Catholiciam in the realm
of education and culture. There can be no doubt whatever
about the final outcome: German phiosophy and science,
German Iiterature and culture grew up in the sotl of Prot-
estantismn, and they may be described as the result, although
perhaps remote, of that spirit of freedom and independence
of thought which the Reformation called into beig.

24 Paulsen, F, The German Universities and Umversity Study, p 33
Translated by Frank Thilly and Wilham W. Elwang. New York, Scribe
ner, 1906,
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3. BUGENHAGEN

The movement for the reorganization of schools in Protes-
tant Germany was promoted by two other notable educational
leaders, Johannes Bugenhagen (1485-1558) and Jolin Sturm,
Fach of these men must be credited with making a special
contribution to the progress of education.

JOHANNES BUGENHAGEN.

Bugenhagen was at once town preacher and university pro-
fessor at Wittenberg. He came from northern Germany, and
it was in the northern towns and principalities that he exerted
the greatest influence. He is honored chiefly as the .practical
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‘reformer of the Lutheran Church, possessing, as he did, a larger
capacity for organization than his more renowned colleagues,
Luther and Melanchthon. In 1528 he formulated the church
and school ordinance for the town of Brunswick; this was fol-
lowed by similar ordinances for a number of the other northern
towns—such as Hamburg, Libeck, Bremen—and also for the
leading principalities of northern Germany and the Kingdom
of Denmark.

-The opening words of this Brunswick school ordinance indi-
cate Bugenhagen’s deep interest in education; *°

Above all, three things are deemed necessary. First, to
establish good schools for chidren. Second, to engage
preachers who will proclaim God’s Word in its punty and
who are able to Jecture and explam the Scriptures in Latin.
Third, to organize chanty.

Such, in his view, were the principal functions of the reformed
Christian church.

The educational provisions of these codes, or ordinances,
emphasized the Latin schools and religious instruction; some
of them, however, also made provision for public libraries and
courses of puble lectures. Bugenhagen went further than his
colleagues in placing great stress upon ¢lementary reading and
writing schools in the vernacular tongue. Moreover, his plans
of organization always included separate schools for girls.

Bugenhagen’s schools were in reality only reorganizations of
the reading and writing schools which had been sct up in the
Hanseatic towns long before this. Down to this time they had
been schools of a purely practical character, designed to fur-
nish boys of the commercial class with the tools of learning.
Formerly the church had exercised a certain degree of author-
ity over them, in the employment of teachers. They were now
reéstablished by the town councils, and the teachers were
appointed by the councils which controlled them. These
schools were to be supported from fees paid by the parents.
The new feature of great importance, however, was that the
teachers were to receive, from the general municipal treasury,
a preseat or bonus for teaching catechism, religion, and chureh

25 Ruccrus, Walter M., John Bugenhagen Pomeranus, pp. 61-82,
Philadelphta, The United Lutheran Pubhcation House, 19186.
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music. In this manner the old community school, sanctioned
by the town authorities, was now linked up with religious in-
structidbn, and was on its way as the elementary school of the
common people. However, everywhere throughout Germany,
arid especially by most of the Reformation leaders, this elemen-
tary town school was considered an unimportant venture—
a makeshift wholly subordinated to the Latin school. One
must look elsewhere for the influences which were finally teo
elevate this elementary town school to the state common
school system of the present day. Yet, notwithstanding the
attitude of his contemporaries, Bugenhagen nevertheless de-
serves the credit for taking one of the most significant steps
in this evolution of the vernacular school.

4. Joun SturM: FounDER oF THE CLassicalL GYMNASIUM

John Sturm was the organizing genius of Humanism in
northern Europe. Of all the educators of his time, he visual-

JOHN NTURM

ized most clearly the precise aim of classical instruction, firmly
grasped 1ts methods and curriculum, and understood the form
of organization which gave promise of achieving the results
desired by the new age. Of all the schoolmasters beyond the
Alps, Sturm was most infatuated with the Ciceronian ideal,
which was dominant in Italy at this time. More than any
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other of the educational reformers, he established the standard
for the new classical gymnasium for Protestants, just as the
Jesuits did for Catholics. "

Life and training. John Sturm came into the world at
Schleiden, a village near Cologne, in the year 1507. His father
was steward to Count Manderscheid, and Sturm’s early train-
ing was received in the home with the sons of the count. For
several vears after he was fourteen, he attended the famous
school of the Brethren of the Common Life at Liége, Belgium.
It was probably his experience in this institution which fur-
nished the educational prineiples and form of organization that
he later embodied in his famous gvmnasium at Strassburg.
Leaving Liége, he studied at the celebrated University of Lou-
vain in the Trihngual College, established by Erasmus., 1t
was through the inspiration he received from the professor of
Latin here that Sturm acquired the ideal of Latin eloquence
which was to form the dominant feature of his educational pro-
gram. Here, too, he taught Latin for some time and, follow-
ing the practice of the Brethren, set up a printing press from
which Latin and Greck texts were issued for the students in
the university.

In the year 1529, Sturm went to the University of Paris to
sell his books, but remained to study and to teach. As fate
would have it, he reached Paris about the time that the French
King was establishing the College of France, designed espe-
cially for the promotion of the study of Latin and Greek.
Sturm became an instructor in tlus institution and also began
to publish editions of classical authors. Among his pupils was
young Peter Ramus, who years later declared: *

It was in the lessons of this great master that 1 first
learned the use of logic and then taught it to the vouth in
quite a different spirit from the sophists, relegating to them
their furor for disputation.

Having embraced Protestantism through his friendship with
Martin Bucer, who combined in a rare manner evangelical
fervor and humanistic culture, Sturm was led to accept a call
to Strassburg in 1537. The following year he was made rector

28 Graves, F. P, Peter Ramus and the Educational Rceformation of
the Swztcenth Century, p. 17. New York, Macmillan, 1912,
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of the newly founded gymnasium. Here, for over forty years,
he was the most renowned schoolmaster of the time.

Aim of education. No educator has conceived a more clear-
cut aim for education than that set up by Sturm for his pupils;
and none has excelled him in skillful adaptation of the means
for the realization of his purpose. A man of iron will, e knew
exactly what he wanted and the way to get it. He wrote: #*

The cnd to be accomplhished by teaching is three-fold ; em-
bracmg piety, knowledge and the art of speahmng. . . .

Knowledge and purnity and elegance of diction, =hould
become the aim of scholarship, and toward its attanment

both teachers and pupls should sedulously bend ther every
effort.

So far as piety is concerned, that should belong to every
man; but eloquence should be the distingmishing acquirement
of the cultured man. True eloquence, furthermore, is pos-
gible only in the Latin tongue and must accord with the Cice-
ronian manner, verbage, and phraseology. Sturm was deeply
grieved that children did not learn Latin as their mother
tongue, and he bewailed the handicap which was thus placed
upon them. He bitterly lamented the situation: *®

Ciecero was but twenty years old when he delivered his
speeches 1 behalf of P Quintius and Sextius Roscius; but,
m these latter days, where i~ the man, of fourscore even, -
who could bequeath to the world such ma-terpieces of elo-
quence? And vet, there are books cnough, and there s
intelleet enough. What, then, do we need further? 1 re-
ply, the Latin language, and a correet method of teaching.
Both the<se we mu~t have, before we can arnve at the sum-
mit of eloquence.

To supply these two deficiencies, Sturm used every resource
and all the industry at his command.

The gymnasium.®* The town council of Strassburg main-
tained in the different sections of the town three mefficient,

27 Barnard, Henry, op. cil, p. 195,

28 Itnd., p 197

28 The use of this term for the classical school did not onginate with
Sturm: it had been m vogue in Italy and the Netherlands long before
this time, but the dommnating mfluence of Sturm’s school stamped its
use upon German education.
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‘etruggling Latin schools, with 140, 80, and 56 pupils, respec-
+tively. Invited in 15637 to make a survey, Sturm recommended
"that these separate schools be united into one consolidated
institution. Up to this time the reorganization of German
schools had largely followed the ineffectual plan proposed by
Melanchthon. Pupils had been divided into three groups,
with a teacher for each; and every individual within the group
was permitted to advance at his own pace. For this loose
arrangement Sturm substituted the plan of Lidge, where each
clags had its own teaeher and carefully graded instruction.
This reform was deeply significant; it was similar to the
change, made in later days in America, from the ungraded to
the graded school.

Ten classes were originally projected, but for many years
the school had only eight classes in operation. There fol-
lowed this preparatory work a college or university course of
five vears. Boys entered the school usually in their sixth
vear; but if they were exceptionally bright, they could enter
8 year earlier. Each class had a definite objective, and the
work to be accomplished during the year was set down with
the detail of a modern course of study. Similarly, the in-
structional methods and devices to be followed were definitely
formulated for each teacher in the institutlon. In fact, Sturm
discussed in a masterly way questions of practical pedagogy
in the management of a school, and also wrote texts for some
of the classes.

Curriculum. The course of study for the gymnasium was
as narrow as his aim was definite. It included religion, the
Greek and Latin languages and literatures, and logic; but all
these subjects were in one way or another merely contribu-
tory to the supreme end, which was the acquisition of a gen-
uine Latin eloquence.

Religion. 'The elementary classes were to learn Luther’s
eatechisms by rote. This was almost the sole recognition of
the vernacular tongue. In the middle grades, the catechisms
were translated into Latin, and some works of piety were
read. In the upper classes, the Epistles of Paul were read
and explained in Greek and Latin, and then translated from
the one language into the other. All this instruction was con-
fined to Saturdays and Sundays; throughout the week singing
‘of the psalms in Latin or Greek was the only recognition of

i

-
1
v



religion. Gne must oonﬁiude from thesﬁ”fam {hab re gm
was not greatly esteemed by Sturm, but was utilized chiefly”
a8 a help to the study of Latin. .

Curriculum in outline. In 1565, Sturm set forth the de-
tails of instruction in his Classic Letters (Epistolae Classicae),
written for the guidance of his teachers. By this time the
school was divided into ten classes, and the course of study, in.-
outline, was as follows:

Tenth Class. The alphabet, reading and writing simple
Latin; Latin declension and conjugation; the German cate-
chism. ‘

Ninth Class. The pupil committed to memory a few .
Latin words each day, so as to acquire a vocabulary. This
was to be done systematically: each pupil was to make a
smali dictionary of related words. He was also to be thor-
oughly grounded in declining and conjugating Latin nouns
and verbs.

Eighth Class. Vocabularies of words in common use were
enlarged as in the former class. Pupile were grounded in
the eight parts of speech. They read the selected letters of
Cicero, with constant study of the grammatical construction
of the language. FExercises in style now began to take the
place of the vocabulary exercises.

Seventh Class. Latin syntax as exemplified in the daily
reading of Cicero’s letters; exercises in style. On Sundays,
translation of the catechism into classical Latin.

Sixth Class. The longer letters of Cicero were translated
into German; Greek was commenced. A greater elegance in
Latin style was sought. Saturday and Sunday the catechxsmv
and pious literature were translated into Latin.

Fifth Class. Poetry was studied; scansion, varieties of
metre and verse; mythology; Cicero’s Cato and Laelius, and
the Eclogues of Virgil. Their encyclopedias of Latin words
were completed; Greek was continued; style was more thor-
oughly cultivated, and wversification begun. Passages of
great elegance were translated into German and then back
into Latin, extempore; the Epistles of Paul were translated .
in this manner on Saturday and Sunday. ‘

Fourth Class. The study of Latin and Greek grammar
was now completed; the pupils could speak these languages;
Cicero’s Oration against Verres and Horace were studied,
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and Greek was continued. Daily practice in style, reviews,
and Paul’s Epistles.

Third Class. Rhetoric was begun—based, in Latin, on
Cicero’s speech for Cluentius; and, in Greek, on Demosthenes.
The first book of the Iliad, and that of the Odyssey. Greek
orations were translated into Latin, and from Latin into
Greek. The odes of Pindar and Horace were changed into a
different metre. The comedies of Plautus and Terence were
acted. Style was incessantly practiced and improved.

Second Class. 'Fhe scholars themselves now interpreted
Greek poets and orators; the same was done for Latin authors.
Logic and rhetoric were studied. This latter subject was
illustrated by passages from Demosthenes and Cicero. Daily
exercises in style and the writing of short dissertations were
given. Plays of Aristophanes, Euripides, or Sophocles were
studied and acted.

First Class. Logic and rhetoric were further studied, and
their rules applied to Demosthenes and Cicero. Virgil and
Homer were to be completed. Thucydides and Sallust were
to be .translated in writing.

In evaluating this curriculum, it is essential to note what it
omitted. There was little or no mention of mathematies,
geography, listory, natural philosophy, or astronomy. Ger-
man was used only slightly in the earlier grades, but no
systematic instruction whatever was given; nor was any other
modern language studied. Attention was never focused upon
what was said, but only upon the manner of saying it. Even
Greek, religion, the dramatization of plays—in faot, the en-
tire round of school work—were utilized for the realization of
one supreme end—the acquisitior of pure, fluent Ciceronian
eloquence.

Sturm’s historical importance. The success of Sturm's
school was phenomenal. Its enrollment reached several thou-
sand students, for all northern Europe sent boys for him to
train. The nobility were amply represented. At one time,
two hundred neblemen, twenty-four counts and barons, and
three princcs were enrolled. But the historical importance of
Sturm's efforts was even more striking. His advice in the
reorganization of schools was widely soughf. Princes and
kings as well as celebrated scholars paid him honor. His
former pupils were among the “mecn of mark” throughout
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. northern Europe. They carried his ideas far and wide; one
of them drew up the Wiirtemberg school ordinance of 1559,
and this was copied in Saxony and elsewhere. The English
schoolmaster Ascham corresponded regularly with him, and
paid a high tribute to him in The Schoolmaster. For several
years John Calvin lectured in the Strassburg college along
with Sturm, and econsiderable similarity can be found be-
tween Calvin’s gymnasium, established in Geneva in 1559,
and the Strassburg institution. Because of the great rimi-
larity of organization and curnculum, it has been held that
the Jesuits borrowed their school plans from their Protes-
tant. fellow-humanist. It is more probable, however, that
both drew ideas from the same source, the schools of Liége
and Louvain.
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CHAPTER 1V

Prorestant Scuoor, RerorMm (Continued)

School Reorganization in Western Europe

National and sectarian differences. During the Middle
Ages, education was substantially the same everywhere in
western Europe. With the Nordic revolt, sectarian as well
as national differences appeared, and it is now necessary to
consider the development of education for the various groups
and countries scparately.

The schools of the Netherlands did not suffer any violent
transition, for they had long been under the control of the
city authorities and the change to Protestant education was
easily effected. In Germany, on the other hand, when the old
system of schools, controlled entirely by the church, suddenly
declined, a radical reconstruction was necessary through the
initiative of the rity and state governments. In England,
neither the church nor the state took the initiative in eduea-
tional reform, and progress, dependent on private enterprise,
was necessarily slow. The Scottish Churceh, in aecordance
with its Calvinietic policies, early set in motion plans for the
reorganization of schools. but for some time it did not have
the full cooperation of Parliament. France—except for the
Calvinistic Huguenots—and other Catholie lands came under
the control of the newly established Society of Jesus, Switz-
erland was largely influenced by the school which Sturm
established at Strassburg. A more detailed review of the
progress of schools in each of these countries will now be
given.

1. REORGANIZATION IN GERMANY

Early reorganization of the municipal schools. Human-~

ism had begun to gain an entrance into s few of the town
115
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schools of Germany during the first decades of the 16th cen-
tury. But the onset of the revolution produced an actual
disorganization of schools everywhere. The first cfforts at
reconstruction came in response to Luther's appeal to the
mayors and aldermen of the cities in 1524. In that very year
Magdehurg consolidated several parish schools into & new
Protestant institution. Several other cities at once took simi-
lar action. Eisleben and Nuremberg followed the next year.
In most of these cities, Melanchthon was invited to direct the
plans for reorganization, and in harmony with his views all
of the new foundations were Latin grammar schools. A de-
cided advance was effected by the publication of the Saxon
school plan in 1528. It will be recalled that this plun came
as the result of the church-school survey which had been made
the previous year. That same year Bugenhagen reorganized
the schools of the towns of Brunswick and Hamburg. Then
followed Litbeck in 1530-1532, and Copenhagen, Denmurk, in
1536-1537. Meanwhile Wittenberg, the headaquarters of the
Lutheran movement, took action in 1533.

The cities reorganized by Bugenhagen followed in most
details the Saxon school plan of 1528. There were, however,
important differences. (1) The curriculum was not restricted
to Latin, for the clements of Greek and Hebrew were to be
learned after the students had acquired some proficiency in
Latin. (2) Furthermore, in all these towns, German reading
and writing schools for boys were to be established, and the
private schools—that is, the hedge schools (Winkelschulen—
were to be suppressed.  Similarly, vernacular schools for girls
were also to be conducted. (3) Another interesting feature
was the lectorium, a sort of preliminary or popular university
course where lectures on theology, law, and medicine were
given free to everybody who desired to attend.

In western Germany the religious reformers were likewise
interested in the reorganization of education. In 1524, Martin
Bucer, the most noted reformer of Strassburg, approached the
magistrates with a plan for a system of free schools. The
money for their support was to be derived from the revenues
of the former religious orders, for Bucer believed that by right
these revenues should be used for the aid and cducation of
the poor and not for the expenditures of the town government.
Beveral Latin schools were organized, as well as elementary
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schools in which reading and writing of German, catechism,
and music were taught. From these efforts there was destined
goon to arise a most renowned institution which, because of
its extensive influence, was treated in detail in the preceding
chapter.

The Strassburg gymnasium. Strassburg, the famous city
of Alsace, became the leading center of edueational progress
in the 16th century. The geographical crossroad between
Germany, France, Switzerland, and the Netherlands, Alsace
has always been the cockpit of Franco-Prussian conflicts. At
this time the tolerant <pirit of the authorities and the irenie
Bucer made Strasshurg not only the chief refuge for exiles of
all groups, but also the center of eultural progress. In 1535
a preliminary survey of the schools showed three inefficient
public Latin schools with only a small enrollment in each.?
As a result of a resurvey, a conschdation of the schools was
proposed; the resulting institution, which was established by
the celebrated John Sturm, became the chief model for Latin
~chools everywhere.

Municipal support and control of schools. One of the
foremost facts about the early Protestant schools was that
they were establhished and controlled by munieipal authornty.
In the accomplishment of this purpose, in many instances the
city councils took over the property of the church. 1In this
way buildings were provided and, to some extent, means of
support were furmished. For example, in 1525 the property
of the church in Weimar was placed under the control of the
city council, and revenues therefrom were used to pay the
teachers. Such action became general throughout the towns
of Saxony. The teachers 1n the Latin schools were paid out
of the ety treasury. Generally, a small fee for tuition was
charged and colleeted hv the eity officers. Special efforts
were made, however, to provide free instruction, and often the
entire living was supphed for poor boys who had exceptional
ability in lJearning. Nothing was more admirable throughout
the history of early Protestant education than the frequent
and insistent emphasis upon the discovery of gifted youths,
and provision for their free education.

1 Paulsen, F., Geschichte des gelehrten Unterrichts, Vol. I, p. 282.
Leipeig, Veit and Compuny, 1896-1897.
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ernacular town schools. In some towns, higher fees were
‘to be charged in the new German reading and writing schools.
The teachers were not paid a regular salary by the council;
rather, in addition to the fees which they received, they were
to be given a bonus from the council in return for which they
obligated themselves to teach the catechism, Christian doc-
trine, and religious music. This allilance of the practical
studies with Protestant religious instruction, under the town
eouncil, must be considered the origin of the German Volks-
schule.

This type of school was, however, not regarded throughout
the 16th century as an important institution; it was tolerated
but not encouraged, for it was considered inferior in value to
the Latin school. As a matter of fact, the learning of German
by a student before he studied Latin was considered injurious
to scholarship. The great schoolmaster Melanchthon had
expressed this fear. In 1546, Duke Ulrich of Wiirtemberg
abolished all German schools in towns where there were Latin
schools, “because they drew scholars from the Latin schools,
and also because Latin pupils would write Latin with German
geript and read with German accent.” * Some few years later,
however, his successor, Duke Christopher, remnstated the ver-
nacular schools.

State school control. So far the discussion has been con-
fined to the schools of the free towns, which enjoved inde-
pendent jurisdiction over their own affairs. Now the states
or principalities, which were under the rule of German electors
and princes, will be considered. The first of these princely
domains to project schools was Schleswig-Holstein, on the
border between Germany and Denmark. The school ordi-
nance for this principality was written by Bugenhagen, and
followed the plans laid down for the towns of Brunswick and
Hamburg. The next developments on the part of the prinei-
palities were the Saxony church-school order of 1528 and the
Pomeranian ordinance in 1535.

By the fifth decade of the century, Protestantism had be-
come 80 securely established that the nobility felt sufficiently

2Nohle, E,, “History of the German School System,” in Report of
the United States Commissioner of Education (1897-1808), Vol. 1,
. 36.
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confident to form state-churohes and schools. If is to be
noted especially that the temporal rulers had secured control
over the wealth of the church foundations and monasteries,
and that the general willingness of the rulers of the German
states to utilize these endowments and buildings for the edu~
cational purpose for which they were established gave Ger-
many a superior advantage over several other European
countries at this time. In many places the monasteries or
cloisters were converted into state schools.

For example, in 1543 Duke Moritz of Saxony founded three
Latin schools supported and controlled by the state at Pforta,
Meissen, and Grimma. These institutions were run in semi-
monastic fashion in the cloister buildings, the students living
in the dormitories. Since a large number of other schools
were established after these models, the Saxon effort must be
considered an important development.

The third step in the evolution of state education in Ger-
many took place in the principality of Wiirtemberg in 1559.
At this time Duke Christopher, deeply concerned about the
training of spiritual leaders for the church and of learned men
for the secular professions, undertook the establishment of
what may be considered the first complete school system in
the German states. He provided for local schools in every
town and village, with either one or more instructors, Above
these two types of schools he planned: (1) the Pddagogium
and (2) the Clowter schools. These institutions were prepar-
atory schools to equip students who were expecting to enter
the university. The curriculum was practically the same in
both, but there was some distinction in regard to funetion.
The Pddagogium trained more particularly those boys who
intended to enter the learned professions, law, medicine, and
higher eivil offices. The Cloister schools were especially for
fhose who were destined for the ministry or teaching. Not
only were these pupils furnished with free tuition, but those
who were accepted, upon examination of their character and
fitness, were given free support as well. The regimen at all
these schools was quite monastic, The capstone of the whole
system was the University of Tibingen, which had been
founded ag early as 1477. It had early shown humanistie
leanings, and now became one of the leading Protestant semi-
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naries for the study of theology—a distinction which it re~
tained for three hundred years.

As an addition to this system of classical or learned
schools, some provision for vernacular schools, both for boys
and girls, was also made in Wirtemberg, A number of rules
were laid down to be observed in the operation of these
schools, but especially was emphasis placed upon religious
instruction and church music. However, these vernacular
schools were more tolerated than fostered. There is no evis
dence that anything but reading, writing, catechism, religion,
and music were taught in them.

The school ordinance of Saxony, in 1580, copied the Wir-
temberg school system in considerable detail.

Church program of elementary training. In Germany the
Reformation did not foster a deep interest in popular educa-
tion along secular lines; it sought rather to improve the char-
acter of religious training. More than this, even Luther did
not require. To impart such training, instruction in the
catechism became well-nigh universal.

Catechismal instruction. From the earliest Christian cen-
turies, the church had utilized catechetical instruction for the
indoctrination of the voung. During the later Middle Ages,
the sexton of the parish church taught the Lord’s Prayer, the
Ave Maria, the rosary, the Ten Commandments, and the
Apostles” Creed. As Protestant sects emerged, each in turn
composed a catechism which expressed its fundamental re-
ligious tenets. The Waldensians had such a work, which was
very widely used by other dissentient sects. The Boheman
Brethren published a catechism in 1505. Luther required the
use of the short and the longer catechisms, which he wrote
in 1529. Similarly, Calvin wrote a catechism which was used
extensively. The Heidelberg catechism, published in 1563,
became the most widely used among the Reformed Churches.

These catechisms have played a significant role in Protes-
tant religious instruction down even to our own day. In 1527,
all pastors were required by the Saxon Chureh Inspection
Board to instruct their people, especially the children of the
parishes, on Sunday afternoon in religious docetrine and church
music. As it was quite impossible for the pastors to find time
for this work, the duty of teaching the young was imposed
upon the church sextons. In 1533, the church ordinance of
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Meissen required the pastors in the willages to give such
instruction, not alone on Sunday, but on one afternoon also
during the week. The chureh ordinance of the principality
of Lippe in 1538 stated: *

The sexton in the villages, where there are no schools, at
noon on Sunday shall assemble the children and youth who
are cupable of instruction, and read to them slowly and con-
stantly the smaller catechism of Luther so thut the youth
be not neglected.

The general church ordinance of Saxony 1 1557 demanded: ¢

The Sacristans of the villages are obliged every Sunday
at noon and on a particnlar dayv i the week dibgently and
cleatly 10 teach the children the eatechism and Christian
hymne in German and later to review and to examine them
on these matenals,

Thus practically everywhere in Germany the evangelical
church-school ordinances during the 16th century made such
provisions for the teaching of the catechism. Similarly, in
western Gcermany where (Calvinism had a powerful grip, the
Syvnod of Heidelberg passed an order “that ouly such clergy
were to be appointed as were capable of teaching the cate-
chism to the children.”

Similarly, the rigorous discipline of the Calvinistic church—
which wax aceepted in Protestant France, the Palatinate,
Switzerland, Holland, Scotland, and in Puritan England—
required the parents to teach the catechism in the home: the
teachers, to teach it in the schools; and the pastors, to teach
and explain it in the churches.

Other elementary subjects. German Protestantism was
not long content with purely religious instruction. There soon
came the feeling that, in order to preserve itself, it was imper-
ative for the new religious movement to provide for the teach-
ing of reading and writing. Furthermore, the state, which
had atiained a new position of dignity, power, and responsi-
bility, took an interest in education for its own preservation.

3 Weber, Adalbert, Die Geschichte der Volksschulpiadagogik und der
Kleinkindererzichung, p. 59. Eiscnach, J. Bachmewster, 1877,
¢ Ibid., p. 59
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‘Aecordingly, in 1559 Duke Chnstcpher of WMamberg, in his
Grand Ecclesiastical Ordinance, broadened the scope of the
German schools. The sexton was still the teacher; but, in
addition to the catechism and church music, reading and writ-
ing in the German language were added. The teachers were
required to pass an examination and were subject to super-
vigion. Of greatest significance, however, was the provision
for compulsory attendance at the lessons in catechism.
Parents were punished for the absence of their children from
catechism school. During the next two decades similar laws
were passed in other states. In such instruction one finds the
origin of the Volksschule throughout the states of Germany.
But just as in the towns, so also in the villages, the vernacular
school remained throughout the 16th century a weak and rela-
tively unimportant institution.

The Protestant revolt and the universities. The revolt
of the 16th century in northern Europe had it origin, in large
measure, in the universities. This was particularly true of
Germany, where the leaders of the new learning and of church
reform were all, directly or indirectly, connected with
the higher institutions of learning. It was inevitable that
these institutions, as the strongholds of scholastic theology,
should themselves suffer from the strife. “QOur universities,”
boldly asserted Luther, “need a thorough purging; let whoever
will be offended.” As the storm centers of ecclesiastical revo-
lution, the German universities suffered most acutely. Prac-
tically all of these institutions of higher learning were deserted,
some of them never to recover. In none of the other countries
was the reaction quite so sudden or destructive. However, the
necessity of training young men for the pastoral office made
an irresistible appeal to the reformers, who held that the
youth must be rescued from the falsehood and drudgery of
scholastic theology, and must be brought to understand the
grounds of Christian truth as found in the Secriptures. Only
in this way could the counterattacks of the Roman Church
be met and the young pastors become true guides of Prot-
estant congregations.

Every religious movement must sooner or later face the
issue of its future growth, and must undertake to insure its
perpetuity by the founding of higher institutions of learning.
For this reason a number of new Protestant universities were
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now establxshed and the amt&ng institutions were reformed,
in accordance with Protestant views. Hence, wherever Prot-
estantism gained a dominant hold, it set about in & determined
manner to transform higher education for its own ends.

Among the older universities which were reformed along
Protestant lines were: in central Germany, Wittenberg, the
home of the German Reformation, 1533; Tiibingen, in Wiir-
temberg, 1535; Leipzig, in Saxony, 1539 to 1559; Frankfort oh
the Oder, 1538; and in northern Germany, Greifswald, 15639,
and Rostock, 1563. Heidelberg, which had come under Cal-
vinistic influence, was reformed during this same period.

The first of the new foundations to be established in sup-
port of the Protestant cause was the University of Marburg,
in 1527. It was planned by Melanchthon and established by
the Landgrave Philip of Hesse, one of the first ardent sup-
porters of the Reformation. The university was designed to
teach all sciences according to the pure word of God;
theology; law; medicine; the liberal arts; and languages. It
had the slogan, “Let him be accursed, whoever teaches any-
thing contrary to the Scriptures.” Under similar circum-
stances, the University of Konigsberg, in East Prussia, was
established in 1544; Jena, in Saxony, 1558; and Helmstedt, in
north Germany, 1576. During the next century some six
other institutions were founded in Germany; the most impor-
tant of them were: Giessen, 1607; and Strassburg, which grew
out of the college founded by Sturm, 1621.

The German universities, which were all organized after the
same model, invariably included four departments: theology,
law, medicine, and philosophy. The faculties of theology
were the first to reform their courses, by repudiating sche-
lastic theology and offering Biblical exegesis in its place. Be-
cause of their new function in the training of pastors, these
theological faculties now became of first importance in the
universities. They were responsible for the orthodoxy of
evangelical doctrine, the adjudication of all theological con-
troversies, and the training and examining of candidates for
the ministry.

The other facultics were more or less deeply affected
by the reform spirit. The abandonment of canon law and
the ecclesiastical courts gave a new impetus to the pursuit of
eivil jurisprudence. The philosophic faculties also expe-
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rienced great changes. The study of the ancient languages,
Latin, Greek, and Hebrew, was pursued with intense interest
because of their relation to the original Scriptures. More-
over, increasing interest was manifested in philosophical and
scientific studies, and 1t naturally found expression in higher
education.

2. SWITZERLAND AND THE CALVINISTS

School reorganization. Developments similar to those
found in Germany soon followed in Switzerland and the
Netherlands. Under the leadership of the reformer Zwinghi,
who took a deep interest in education, the schools in Zurich
were reorganized. Another Swiss town, Basle, the conter of
the printing industry for all northern Europe, reéstabhished
the university in 1532 and its other schools a year later. The
leading spirit in this movement was Oecolampadius, 4 great
scholar, reformer, and friecnd of Zwingli. But by far the
most significant development in Switzerland took pla~e in
Geneva under the dominant influence of John Calvin,

John Calvin

No name in church history . . . has been so much loved
and hated, admired and abhorred, praised and blamed,
blessed and cursed, as that of John Calvin.?

Life and training. This truly remarkable character was
the son of the secretary to the Bishop of Novon mn Picardy,
France. Here Calvin was born in 1509. The father de-
cided to make him a priest and, to this end, provided him
every educational advantage by procuring for hiin scveral
remunerative appointments. Needless to say, he war au pre-
cocious lad. In his tenth year he was sent to Paris to attend
the Collége de la Marche, where he came under the instruc-
tion of Mathurin Corderius, an excellent scholar and teacher
who became his life-long friend. Soon, prepared to go higher,
Calvin transferred to the famous Collége de Montaigu, where
he began the study of theology. By the peculiarity of {fate,

5 Schaff, Philip, History of the Christian Church, Vol. VII, 1. 270.
New York, Scribner, 1903.
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only a brief time after this young man, who was to become
the rigorous Protestant reformer, withdrew, the future founder
of the Jesuit Order, Ignatius of Loyola, sat on the same
henches and was taught by the same masters.

Not long before he died, Calvin’s father incurred the dis-
pleasure of the Roman Church and, as a consequence, ad-
vised his son to turn his attention from the clerical to the
legal profession. With this new purpose in view young Calvin
attended the universities of Orleans and Bruges from 1528 to

Joux CaLvin.
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1533. However, his heart was not in the study of law, though
no one could accuse him of lacking a legalistic mind. Tt was
rather classieal literature which captured his interest. When
twenty-two years of age, his father having died, Calvin felt
free to follow his own inclination. He thereupon returned to
Paris and devoted his attention to the new learning. How-
ever, prior to this time, late in the year 1532, he took a step
which was of momentous significance: he suddenly broke
with the Catholic faith and became intensely evangelical.
Finding France hostile to Protestantism, Calvin betook him-
self to Geneva, where he became a city pastor. At twenty-
gix years of age, he wrote the first edition of the Institutes
of the Christian Religion, which, at a stroke, marked him as
the master theologian of the day. Driven from Geneva by
a reactionary element, for a short period he sought refuge in
the liberal city of Strassburg, which sheltered numerous re-
ligious refugees. Here he acted as pastor of a church for
French Protestants and also lectured on theology at the local
college. In close articulation with this college was the ccle-
brated classical gymnasium, recently founded by John Sturm.
As this institution exerted a tremendous influence everywhere,
one can readily believe it was not without effect upon Calvin
also.

Recalled to Geneva, in the year 1541, by his inflexible will
Calvin gradually transformed the city into the “Rome of
Protestantisin.”  Moreover, from this center he exerted the
power which dominated church reform in France, eastern
Germany, Holland, England, Scotland, and a large part of
Switzerland. He died in 1564, the most ereative theologian
of his day, and an important figure 1n education.

The academy of Geneva., For many years Calvin held
steadily in view the establishment of a school which would be
the capstone of the eccleriastical orgammzation of the city of
(Geneva, for the moral and spiritual discipline of all the people.
Because of numerous difficulties, he was unable fully to real-
ize his plans until 1559, when he reorganized several weak
Latin schools into a consolidated gymnasium and academy.
The gymnasium, & conventional preparatory Latin school, had
seven classes and was under the supervision of the city but
was supported by tuition fees. The curriculum was thor-
oughly humanistic, and resembled that of the Strassburg gym-
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nasium of John Sturm. However, Calvin plased much
greater emphasis on religious instruction and training. The
academy was a higher institution which gave instruction in
Greek, Hebrew, ethics, logie, rhetorie, oratory, poetry, physics,
and mathematics. Ten professors assisted Calvin; among
them was Mathurin Corderius, Calvin’s former teacher in
Paris, who acted as rector of the institution.

No institution of learning of that day paid stricter atten-
tion to religious instruction. Classes began each morning
with special prayers, and ended with the recitation of the
Lord’s Prayer and the offering of thanks. From 11 to 12 was’
devoted to singing psalms. At 4 in the afternoon the as-
sembly was given over to moral diseipline, and the reciting of
the Lord’s Prayer, the confession of faith, and the Ten Com-
mandments. On Wednesday morning, students and faculty
listened to a sermon; Saturday afternoon, all studied the
catechism. On Sunday, the students attended religious wor-
ship, and then spent the rest of the day in meditation on the
germon.

The success of the school and academy was amazing. Dur-
ing the first vear nine hundred young men enrolled from all
the nations of Europe. The institution was thus immediately
recognized as the chief nursery of Protestant preachers and
teachers for France and other lands. It was largely taken
as the model for the organization of the University of Levden
in Holland, Edinburgh in Scotland, and Emmanuel College at
Cambridge University, England, which in turn greatly in-
fluenced the founding of Harvard in Massachusetts. Every-
where the Calvinistic faith was carried, it aroused an extraor-
dinary zeal for education.

View of government and civic life. One can securc an
adequate conception of Calvin's educational program only by
understanding his view of government and Christian life.
His genius led to the welding of chureh, state, and famly
into one combined institution for the instruction, discipline,
training, and control of the entire citizenship. These institu-
tions were the individual organs of & unified organism, with a
single objective, which was to realize the Will of God on earth.
Calvin visualized a theocracy, conceived in accordance with
the Old Testament and under the dominance of the pastors
of Geneva, John Knox declared that Geneva “is the most
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perfect school of Christ that ever was in the carth since the
days of the apostles.” ®

In the home the parents were obliged to teach the children
the catechism and Christian hving. This work, as well as the
daily conduet of parents, was strictly supervised by the
conswtorium. Kvery home was inspected at least onece a year
to see that the regulations were carried out. The church was
used not only for worship, but hikewise as a plaece of mstrue-
tion in the eatechism for both old and voung. The state
existed to make laws in accordance with the puritanic ideas
of the pastors, to organize and support schools, and to see
that the ecclesiastical regimen was ecarried out.

This rigorous Calvinistie regimen, which embraced all citi-
zens, can be traced in the educational developments of the
Huguenots in France, the Duteh Reformed Chureh in Hol-
land, and the Puritans and Presbyterians in England and
Scotland. Through all of these peoples, Calvinistic ideas were
transferred to America, where they exercised a most profound
influence upon the organization of educution.

Calvin and the common school. Many have attributed
the origin of the common school to Calvin. The lastoran
George Bancroft asserted: “Calvin was the father of popular
education, the inventor of the system of free schools.”* The
facts concerning Calvin’s attitude scarcely warrant this elaim
any more than do the similar facts i the case of Martin
Luther.* Calvin had no particular interest in elementary ver-
nacular education. He complamned to the conncil of Geneva
that there were too many small schools, and the number was
accordingly reduced to four—one for each quarter of the city.
He required thab only those bovs who were unable to learn
Latin should be allowed to attend these common schools. No
provision was made for the education of girls, nor for com-
pulsory training, except in the home. (n the other hand, it
must be admitted that his catechism furnished a small
measure of religious instruetion to everybody. This cate-
chism was translated into many languages and used in many

¢ McCrie, Thomas, The Iafe of John Knox, p. 129. ¥Fdinburgh,
J. Ogle, 1813. .

7 Quoted, with approval, by Philip Schaff in History of the Christian
Church, Vol. VII, p. 522.

8 See pages 97-99 of this text.
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lands. Moreover, so far as the vernacular language was con-
cerned, it must be added that the pupils in the gymnasium
were to learn “to read French fluently.”

Moral pessimism. Edueational theories and practices are
determined in large measure by ethical conceptions. From
St. Augustine, Calvin aequired that moral pessimism which
was the fundamental motive in all his rehigious doctrines and
plans for edueation. To his way of thinking, the child is in-
Lierently bad; his depravity is total; all elements of hix nature,
emotions, reason, and will are alike perverted; all hus natural
childish inclinations, appetites, and interests lead him astray.
In the wterest of moral and rehigious hie, they all must be
suppressed, and in their place must be engrafted good habits
and pious thoughts.

This point of view explains Calvin’s anxiety to organize all
{he mstitations into one harmomous environment so as to sub-
ject the vouth to a single regimen, carefully supervised by an
mstitutional  consewenee. The doctrine of total depravity
playved a prommnent role in the theories of 16th-century edu-
cation, and finally led, in the philosophy of the 18th century.
{o a reaction which favored the declaration of the original
goodness of man.

Effect of Calvin’s discipline on Geneva. The effect of
this regimen can be seen in the statement of & sincere re-
former, the Lutheran pastor Johann Valenun Andred, of the
next century. Andred visited Geneva n 1610 and reported
ax follows- ®

When 1 was in Genevi, T made a notable diseovery, the
remembrance of which and lonmng for which will die only
with my hfe. Not alone s there i evistence an absohutely
free commonwealth, but as an especial object of pride
(ornamentum), a censorship of morals (dwcipling),
accordance with which investigations are made each week
into the morals and even into the shghtest transgressions
of the citizens, first by the supervisors of the wards, then
by the aldermen, and finally by the magwtrate, according
as the case demands. A< a result, all cursing, gambling,
luxury, quarreling, hatred, conceit, deceit, extravagance, and
the hke, to say nothing of greater sins, are prevented.

¥ Held, Felix Emil, Johann Valentin Andrcd’s Christianopolis, p. 27.
Urbana, University of Illinos, 1914,
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‘What a glorwus adommanwuch purity of morale—for
the Christian religion! With our bitterest tesrs we must
lament that this is lacking and almost neglected with us.

3. THE NETHERLANDS

School developments. In the transition to Protestantism,
the Netherlands experienced the fiendish horrors of a fanat-
ical religious war with their Spanish overlords. Many thou-
sands of people were martyred for their faith, others died
because of the war, and tens of thousands crossed the channel
into the Eastern counties of England. In consequence of the
devastating conflict, the southern provinces were saved for
Catholicism, but the northern provinces became intensely
Protestant and, in the end, set up the Dutch Republic. This
transition to Protestantism in the Netherlands came later than
in Germany.

In spite of these withering experiences, the culture of the
Netherlands continued to flourish, and Holland shortly at-
tained the leading role in European civilization. In com-
merce, manufacturing, exploration, and invention, the Dutch
had no rivals. In the arts of music, painting, smithing, her
craftsmen likewise set the pace. During this age of bitter re-
figious antagonism, the Dutch began to practice toleration,
and soon Holland became an asylum for religious refugees
from every land. As early as 1576 the Prince of Orange
proclaimed toleration of all religions, even for Catholies and
Anabaptists, and set an example to all the world. The Uni-
versity of Leyden, which was established in 1575 as a reward
for the heroic defense against the Spaniards, became the most
progressive center of learning in northern Europe, and the
city of Amsterdam became a rendezvous and refuge for
learned men from every country. Most of the teachers in
the Netherlands became Protestant; especially was this true
of the Brethren of the Common Life, who were naturally in-
clined toward evangelical faith. Almost every man, woman,
and child had learned to read in the pre-Reformation public
schools. As the schools were already in the hands of the town
authorities, the transfer to the new order was effected without
much opposition. With the general acceptance of Protestant-
ism, the city councils forbade.the teaching of Catholic pray-
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ers and rehgmns practioes, and required the substitution of
the reformed eatechism and doctrines.

School endowments. Another great advantage for the
Netherlands was the ease with which the revenues and prop-
erty of the old church were now diverted to the support of the
publie schools. In 1580 the state of Utrecht set apart its ec-
clesiastical property for the maintenance of schoolmasters.
Three years later Zealand passed a similar law, on the ground
that education “is the foundation of the ccmmonwealth.” In
1603 the revenues of the old church were turned over to the
support of common schools in Friesland. The wealth of the
church and the monasteries in Holland was not so great in
proportion as in some other lands, yet it amounted to one-
fifth of the wealth of the country.

The Dutch Reformed Church, in accordance with its Cal-
vinistic doctrine of theocratic government, coperated with the
state authorities to advance the interests of education. In
1574 the Synod of Dort passed an ordinance directing “‘the
servants of the Church” to obtain from the magistrates in
every locality permission for the appointment of school-
masters, and an order for their compensation as in the past.
In 1582 the province of Friesland decreed that the in-
habitants of the towns and villages should, within the space
of six weeks, provide good and able reformed schoolmasters.
1f they neglected this order, teachers would be appointed for
them. The Synod of Nimeguen in 1606 voluntarily requested
the civil authorities to make education compulsory. The
school order of Drente in 1638 introduced complusory educa-
tion. So far as jurisdiction over schools outside the towns
was concerned, the authority lay in the hands of the states-
general or the legislature.

To show the attitude of the rulers, the following letter has
been quoted. Count John of Nassau wrote to his sons and
nephews, among them Lewis William, Stadtholder of Fries-
land, urging ‘“the necessity of establishing a system of com-
mon schools in the United Provinces.” 1

You must urge upon the States-General that they, accord-
ing to the example of the Pope and the Jesuits, should

10 Quoted from Motley, John Lothrop, History of the United Nethey-
lands, Vol. 111, p. 119. New York, Harper, 1867.
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establish free schools where children of quality as well as
of poor families, for a very small sum, could be well and
chnstianly edueated and brought up. This would be the
greatest and rhost useful work, and the highest service that
you could ever accomphsh for God and Chrnstiunity, and
e<pecially for the Netherlands themselves. . . . In summa,
one may jeer at this as popwish trickery, and undervalue 1t
as one will, there still remuins m the work an inexpressible
benefit. Soldiers and patrwots thus educated, with a truc
knowledge of God and a Christan conscience : item. churches
and schools, good libraries, books and printing-preases are
better than all armies, arsenals, armouries, munetions, alli-
ances, and treaties that can be had or mmapnned wn the
world. . . . Pray uwige npon his Giace {Prince Maurice], m
cousnly and fnendly manner, that he should not shrimk
from nor find <hame or difficulty n these things, nor cease,
under mmvocation of Divine md, from reflect'ng on then,
and furthermg them with earne<t diligence.

Three kinds of schools. There were three grades o
schools fostered i the Netherlands at this tume: common
schools, for the masses, the classical schools, for bovs who ex-
pected to enter professional life; and the unmiversitie.

Common or public schools. The common school sy~temns
of Europe and America owe their ongin, i large meas-
ure, to the town <chools of the Netherland«. The«e schools
were the outcome of three contributing factors, the first of
which was the demand made by commercial hife.  For several
centuries hefore the Reformation, reading and wnting bad
been taught in town or community, as well as m private,
schools.  Davies asserts:

We have the testimony of the Ttahan Guicewrdim to the
fact that before the outbreak of the war with Spamn even
the peasants m Holland could read and write well.

The second factor was the virtual democracy of the govern-
ment. The idca of training the young for the service of the
church-state is found in the idea of commonwealth, or “com-
monweal,” which was widely prevalent at this time. The
third factor was the Reformation.

11 Davies, C. M. History of Holland and the Dutch Pcople, Vol. 1,
n. 487 Jondon, G. Willws, 1851,
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During the Reformation in Helland the Calvinistic doc-
trines contributed significantly to the demand for popular edu-
cation. The aims of the church required: (1) learning of the
creed and chiéf dogmas as found in the catechism; (2) train-
ing in moral habits and attendance upon the services of the
church; (3) reading the Scriptures; and (4) the singing of
the Psalms. ‘This much of religious instruction was to be uni~
versal, Girls as well as boys were admitted to the elemen-~
tary schools.
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A Dyurcu Scroon orF THE SIXTEENTH CENTURY.

The organic unity of church and state implied, moreover,
the ideas of compulsory training, service to the common~
wealth, state support and control of the schools, and gratu-
itous instruction. In spite of its establishment as the official
religion of the state, the Reformed Church did not have com-
plete control of education in the provinces. Large numbers
of the population belonged to other faiths, especially the
Catholics, Arminians, and Mennonites. These peoples
thwarted the ambition of the Calvinists for full control of the
schools. In consequence of this division, the secular author-
ities kept a large measure of control over all educational af-
fairs. All these factors assisted in realizing an effective



184 The Development of Modern Education

system of public schools in Holland long before it was found
elsewhere.

Classical schools. The classical schools, or gymnasia, were
widely distributed in the Netherlands, and were under the
control of the municipal authorities. Latin and Greek were
usually taught; but many schools expanded their curricula
beyond the narrow course of Sturm. French, mathematics,
and philosophy were frequently included in their courses of
study.

Universities. The progressive culture of the Duteh people
is well excmplified in their celebrated universities. The fol-
lowing institutions were established: Leyden, in 1575; Fran-
eker, in Friesland, 1585; Groningen, 1614; Amsterdam, 1630;
Utrecht, 1638; and Harderwijk, 1648. In all, Holland had
fourteen higher institutions of note. Among these, Leyden at-
{ained greatest celebrity.. It was founded to commemorate
the successful resistance of the town aguainst the siege of the
Spaniards. Rewarded by a choice of immunity from taxation
or the establishment of a university, the inhabitants of Ley-
den chose a “free school and university.” The new institu-
tion immediately became a rendezvous for French and English
Protestants, as well as students from their own people. Over
two thousand students of English nationality matriculated in
Leyden during the 17th century. Among the many celebrated
scholars connected with Leyden were Joseph Scaliger, Grotius,
Arminius, Stevin, and Boerhaave.

Influence of Dutch schools. Educational historians, espe-
cially in America, have devoted entirely inadequate attention
to the Duteh influence. Their advanced ideas of school
organization, curricula, and methods radiated in every direc-
tion. Alsted, Ratich, and Comenius carried them to Germany
and Sweren; while Milton, Petty, and others introduced them
into England. Moreover, the Pilgrims and the Puritans who
came to New England must certainly have received educa-
tional ideas from their fellow religionists across the North
Sea.

It has been estimated that about 10,000 Englishmen took
up residence in Holland during the stay of the Pilgrims; many
of them attended the universities, and their children were
taught in the schools. Among these were Robinson and
Brewer, who played so conspicuous a role in the emigration
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to the New World. In 1609 when the Pilgrim Fathers took
up their residence in Leyden, the school had become the eom-
mon property of the people: **

Tt was a land where every child went to school, where
almo~t every ndividual could read and write, where even
the nuddle classes were proficient in mathematies and the
classics, and could speak two or more modern languages.

There was hardly a Netherlander—man, woman, or child
that could not read and write. The school wus the com-
mon property of the people, paid for among the municipal
expenses. In the ecities, us well as in the rural distriets,
there were not only eommon =chools but classical schools,
In the burgher {amilies 1t was rare to find bovs who had not
been taught Latmn, or girls unacquainted with French.

According to another writer,”® the leaders of the Pilgrims
n Holland

.. . became -itizens, paid their taxes, and took advantage
of the common schools and the municipal privileges.

Grifis also states that between 80,000 and 100,000 persons
emigrated from the Netherlands into England .t

L

The direet influence of these refugees on the Inglish
people wis seen m this—that cach foreign workmun was
compelled by law to take and traws one English apprentice.
This Iaw sent, probably, tiftv thousand ¥English boys and
young men to school, not only m mdustry, but in repub-
hean ideas and hberal notions.  These refugees, as English

historians acknowledge, achieved the industrmal Revolution
of England.

Again, we must not overlook the direct influence of Dutch
education upon coionial America, which will be discussed
later.

12 Motley, John Lothrop, ap. e, Vol. TV, p 432

18 Gnitfis, W FElhot, The Influence of the Netherlands tn the Makug
of the Enghsh Commonwealth and the Amcrncan Republie, p. 17.
Boston, De Wolfe, Fisk & Co, 1891,

14 Ihud., p. 10. Sce also De Vrieg, Tieman, Dutch History, Art and
Literature, p. 37 et seq.
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v 4, EpvcaTioN AMoNGg OTHER SEcTS ON THE CONTINENT

The Bohemian Brethren had schools and publications prior
to the Lutheran Reformation. At the beginning of the 16th
century, thev boasted three publishing establishments and,
among other works, published a catechism and a hymnal. A
Bible in the Bohemian tongue was issued in Venice. Between
1500 and 1510, some sixty new publications appeared in
FEurope, and fifty of them were published by the Bohemian
Brethren. Throughout the 16th century, good parochial
schools were to be found in every Moravian parish, and they
continued until destroyed by the Thirty Years’ War. 1In ad-
dition to these, the Brethren possessed several higher schools.
It will, furthermore, be recalled that the University of Prague
was the earliest in that whole section of Europe, a further
evidence of Bohemian progressiveness and culture at the
time.

By the end of the 16th century, education was highlv de-
veloped In this part of the Continent. In 1574 there was
founded at Eibenschiitz a college for young noblemen 1In
1575 about forty students for the ministry were studymng at
foreign universities. The number of schools in Bohemia and
Moravia had increased.

At the beginning of the 17th century, schools begun
to flourish and increase in an unprecedented way. De
Schweinitz, in his history of the Moravian church, draws a
aather flattering picture of educational conditions: '3

There was not a market town without at least one school,
while larger towns had several. In Prague there were
sixteenn, be<ides two gymnasia. It was claimed these
Bohemian schools were the best schools in Europe. There
were parish schools, each in charge commonly of two
teachers, sometimes five or six. No one was emploved as
an instructor unless he had attamned to the degree of a
Bachelor of Arts; in a majority of cases the teachers had
reached the degree of Masters.

This was the golden age for Bohemian learning and
literature. Prague could boast of celebrities like Tycho

15 De Schweinitz, Edmund, The History of the Church, The Unitas
Fratrum, p. 468. Bethlehem, Pa., Moravian Publishing Office, 1885/



Brahe, the astronomer; John Kepler, the mathematician;
John Jessen, the physiclogist and anatomist.

5. ENGLAND

Forces contributing to the English Reformation. The
heart of the Reformation in England was an intense desire,
widely diffused among all ranks of society, for a disciplined
and preaching clergy and for the reform of ecclesiastical
abuses. The Reformation was brought about by a series of
acts of Parliament and of orders in council, enacted and issued
between 1530 and 1603; thereby, the transformation of Eng-
land from a feudal and clerical eivilization to a civilian and
commercial one was effected. The revolution was led and
controlled by Henry VIII, by the Protectors who ruled Eng-
land while Edward VI wag king, and by Qucen Elizabeth.
The Tudors used movements with which they had little sym-
pathy, but which they always directed toward the one goal,
the gaiming of power for the Crown of England. To attain
this end, it was essential that the financial resources and the
teachings of the church be controlled by the sovereign; after
a long struggle, this innovation was accomplished.

Evangelicalism. Most important among the forces used
by the Tudors in bringing the Church of England under the
control of the secular government was evangelicalism. This
movement, which was at all times closely connected with
evangelical activitics on the Continent, had been present since
early times in England; under the name of Lollardy the move-
ment had taken on serious proportions. It was strongly anti-
clerical, zealous for moral reform, and leveling in tendency;
it appealed from the authority of the prelates to the authority
of the Bible. The anticlericalism of the evangelicalists re-
sulted in their inclining to the side of nationalism in the strug-
gle between Parliament and the King of England on the one
side and the Roman Curia on the other.

John Wyecliffe (1320-1384), called “the morning star of the
Reformation,” developed in his writings the main tenets of
evangelicalism: he taught communism, holding that righteous-
ness alone gives title to dominion and property and that all
those who belong to Christ have equal lordship over the earth.
Assisted by Nicholas Hereford and John Purvey, he translated
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the Bible into English. His translation was the very life of
Lollardy, and played a significant part in the development
of English prose. He supported John of Gaunt in the latter’s
antipapal struggle. Wyecliffe’s decision that Parliament, de-
spite the Pope’s command, might lawfully prohibit the send-
ing of funds from England is contained in a state paper which
is still preserved. He was unsparing in his denunciation of
clerical faults and vices. In his theocratic conception of na-
tional kingship, in his denunciation of papal monarchy, and
in his attack on the doctrines of sacerdotal power of the
clergy and of transubstantiation, he anticipated—and, in fact,
assisted in bringing about—the continental revolt. Writing
in scholastic Latin, Wychiffe spoke for the King aud Parha-
ment of England. His English Bible was preached and eir-
culated among the people; and lus leveling doctrines were
given a form that caught the attention of the populace.  John
Ball, leader of the Peasant’s Revolt of 1381, in i« couplet

When Adam delved and Eva span,
Who was then the gentleman?

expressed the democratic tendencies of the times and appealed
from lord and bishop to the Scriptures. In school and in
secret meetings, the teachings of evangelicalism were spread
among the people. Although Lollardy was driven under
cover, its intense vitality enabled it to live through all at-
tacks—first, in the Reformation; later, in the Puritan revolu-
tion and the Whig reforms; and still later, in the hberal and
humanitarian reforms of the late 18th aud ecarly 19th centu-
ries. Most of the principles for which it contended were estab-
lished permanently in English life.

Increased importance of gentry and townsmen. As on
the Continent, so also in England, the rise of a nnddle class
of people to wealth and power necessitated changes in govern-
ment. The municipal, the merchants’, and the manufacturers’
guilds of the later Middle Ages developed a new, and exceed-
inglv numerous, privileged group. The sons of these people
studied the liberal arts, law, medicine, and theology, and came
to exert a determining influence upon the direction of culture
and government.

Henry VIII, patron of Humanism. When, in 1509, Henry
VIII came to the throne of England, the Humanists hailed
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with joy the advent of a king who had tasted of the new
learning. Henry was an enthusiastic Humanist, who was well
versed in Latin, French, Italian, and Spanish, and who exer-
cised rare judgment in the choice of scholars upon whom to
bestow royal favor and bounty. Opponents of the new learn-
ing were called to Woodstock and silenced; Henry himself
gstablished a chair of Greek at Corpus Christi College, Ox-
ford. Henry long remained the patron of Ascham, Vives,
Frasmus, and More. Under his favor, Humanism spread
with astonishung rapidity.

Break of the English Church with the Roman Curia. For
centuries before the reign of Henry VIII, the relationship of
the temporal and spiritual authorities in England had given
grave concern to the leaders of the realm. One measure after
another advanced the monarchical power and contributed to
national umty, until, in the fourth decade of the 16th century,
the English throne wuas ready to claim a monopoly of power
within its territorial bounds and to maintain its claims against
all opponents of royal supremacy. Henry's desire to have
his marriage with Catherine of Aragon declared invalid pre-
cipitated a struggle with the Roman Curia, in the course of
which Parliament, in 1534, passed the Act of Supremacy.
This act provided that the King of England should have com-
plete control of all matters pertaining to religion, and over
all rehgious institutions in England. It empowered him to
assume control of all church properties, and to direct the acts
of his subjects in all that related to religious practice and
faith.

When Henry VIIL, a little later, took the title “on earth
Supreme Head of the Church of England” and made Crom-
well, a layman, his vicar-general, one of the most important
revolutions in the history of the western world had been ac-
complished. Not only had the chureh become national, but it
was, in addition, dominated by laymen. Although professing
to restore the liberties of the Church of England, Henry ac-
tually made the bishop subject to himself, and the right of
preaching was restricted to those priests who obtained license
from the king. Topics of clerical discourses were preseribed;
the bishops supervised subordinate clergy, the sheriffs watched
over the bishops, and the vicar-general watched over all.

Dissolution of the monasteries; the chantry acts. Since
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the monastic and preaching orders did not fit into Cromwell’s
scheme for the organization of the Church of England, he
made ready to use the wealth of these institutions, as well as
that of shrines and chantry foundations, to advance the polit-
ical and economic interests of the realm. A visitation of the
monasteries was followed by a report in which they were
severely arraigned, By a succession of acts in the reigns of
Henry and of Edward, these institutions were suppressed and
their revenues given to the Crown. Many of the grammar
schools listed as “founded” during the 16th century were
simply existing institutions reéndowed with monastic funds;
or, if they were new institutions, they were established from
the resources of earlier foundations, many of which had pro-
vided some kind of educational instruction. The refounding
of schools had begun, however, before the break of the Church
of England with the Roman Curia. Many of the monastic
churches, likewise, were refounded as churches of secular
canons. 'The net result of the suppression of monasteries and
chantries, so far as schools were concerned, was to bring the
schools under roval patronage, and to release a considerable
amount of wealth for their support.

The Reformation after Henry VIII. The suppression of
the monasteries and of certain shrines where trickery had
been practiced was the signal for outbreaks. On the one
hand, those of the extreme Prostestant party began to riot
and to break the images in churches; and on the other, Catho-
lics in northern England, where Protestantism had made little
headway, rose in protest. Both disturbances were put down
immediately, and the Act of the Six Articles was issued. This
act was directed against reformed theology and shows, more-~
over, how far the nation in 1539 actually was from breaking
with its old faith.

To break with the Roman Curia and to make the Church
of England an instrument of the government involved the
work of a decade. To make England Protestant in sentiment
required sixty years’ time, and comprised the reigns of Edward
V1, of Mary, and of Elizabeth. During the reign of Edward
VI, prelates who manifested open sympathy with Protestant-
ism received preferment; the Act of the Six Articles was re-
pealed; and certain articles, forty-two in number, were
adopted as the standards of faith of the Church of England.



These articles were Protestant and, when later reduced t6
thirty-nine, formed the statement of faith of the Church of
England; they have remained such even to the present day.
Prayer books were issued in English, and in churches Prot-
estant practices displaced Catholic. When Mary ascended the
throne, she attempted to restore the church once more to the
older communion. The persecutions by which she attempted
to enforce her policy enraged the people, and excited so much
sympathy for the Protestants that the Reformation received
general popular approval. Early in the reign of Elizabeth,
Protestant standards of doctrine were recstablished; the Eng-
lish Book of Common Prayer was introduced; and, as priests
died, they were replaced by Protestant ministers.

Elizabeth’s church policy rested upon the Act of Supremacy
and the Act of Uniformity. The first statute conferred upon
the civil government full asuthority over the church; the sec-
ond required of all subjects outward conformity to the faith
and worship of the Established Church. The ecclesiastical
commission and the successive primates, who were the instru-
ments of the government in enforcing uniformity, were em-
powered to deprive non-conforming clergymen of their bene-
fices. Schoolmasters were required to profess their faith in
the doctrinal standards and to attend the services of the
Established Church. Catholics and Protestant dissenters
alike were forced into an outward show of conformity or were
punished for their non-compliance. The vigorous measures
taken by the government and the intense national spirit
aroused during Elizabeth's reign completed England’s tran-
sition from Catholicism to Anglicanism.

The Statute of Apprentices. The passing of the economic
and social system of the Middle Ages was attended by the
disintegration of the guilds, and consequently by the decay of
industrial training in England. In an attempt to arrest this
decay, the English Parliament passed (1562-1563) the Statute
of Apprentices. This law was intended to promote instruc-
tion in agriculture and animal husbandry, and technical edu-
cation in industrial and mechanical arts. Until its repeal in
1825, this statute remained the law covering the relation of
masters and apprentices in England; and it was the model of
legislation concerning apprenticeship in the English colonies
in North America.
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Poor laws. England was confronted in the 16th century
with problems of unemployment, of poor relief, and of con-
trol of the lower working classes. In an endeavor to cope
with these problems the Tudor statesmen gradually developed
a system of poor laws, which were codified in the famous
statute of 1601. This act provided for the relief of poverty
out of local taxes and for a measure of supervision of the
poor. The parish was made the unit for the administration
of the law: in each parish the justices of the peace were to
nominate the church wardens and two or three propertied
persons as a board of overseers of the poor. This parish
board had power to levy taxes and to enforce this levy, to
build workhouses, to put the poor to work, to place children
of the poor in workhouses and to bind them out as appren-
tices, and to administer relief to the poor who were not living
in workhouses. Until the poor law reforms of 1834, this act
governed English practice in dealing with the education of
the poor. Under it many children were sent to America.
The act also influenced legislation affecting educational mat-
ters in the settlements of Massachusetts and also in those of
Virginia.

Theory of Education in Tudor England

Nationalism and Humanism. The Anglican Reformation
was influenced by the conception of national regeneration
through the power of the ruling prince. Worship of the state,
and the i1dealization of a ruling prince-—strong in body, brave,
magnanimoug, scholarly, wise, powerful, and of awesome dig-
nity—were the features of the new national ideal. The hopes
of the people were centered in the ruler—in loving the king
“no less than God,” Thomas Cromwell expressed the spirit
of hig age. The ruling prince was head, protector, and father
of all national institutions and of his people. For the regimen
which would produce the powerful personality demanded in
its ruler, the 16th century relied upon the training of human-
istic culture. Classical authors furnished the methods and
organization, as well as the content, of the aristocratic edu-
cational system. Accordingly, the leading English schools of
the 16th century had two characteristics: they were classical
achools, and they were schools for the ruling class, With the



Protestant Reform in Western Europe 148

education of the poor, or the lower classes, few theorists of
the century had any concern.

Sir Thomas Elyot. The theory of education which formed
a part of the Tudor doctrine of royal supremacy was formu-
lated by Sir Thomas Elyot (1490-1546) and set forth i his
book The Governour. The son of an Enghsh lawyer who held
high rank under the Crown, Elyot's artive career was passed
in the royal service. He was clerk to the Privy Couneil; he
accompanied Cromwell on the first visitation to rehgous
houses; and he made journeys to the Continent on diplo-
matic errands. The purposes of the first of these missions
were to further Henry’s divorece from Catherine of Aragon
and to bring about the arrest of William Tyndale. Elyot was
nt once Humanist and exponent of royal supremacy: both
Sir Thomas More and Thomas Cromwell were his {riends.

In addition to his treatise on education, The Boke Named
the Governour, which went through ten editions in the 16th
century, Elyot compiled a Latin-Enghsh dictionary; made
translations from St. Cyprian, Isocrates, and Plutarch; and
wrote essays on practical conduct, education, and devotional
life. He drew upon Agricola, Erasmus, and other Renaissance
~cholars, but leaned principally upon the writers of antiquity,
making many allusions to the works of Plato, Aristotle, Livy,
Pliutarch, and Quintilian, and to the Bible.

The Governour, published in 1531, treats of the education in
virtue and manners of the rulers of a state. In the first
chapter of the book, the nature and importance of govern-
ments, or “the public weal,” are discussed. Elyot was no demo-
crat.  Stable government, security, and peace, The Governour
claims, are dependent upon the ecxistence of “diserepance of
degrees”: hicrarchies in the church, and superior and inferior
ranks in the nation. A “public weal” can have but “one
capital and sovereign governour.” Under the sovereign are in-
ferior “governours,” who have their authority from him and
govern in his name. Most inferior “governours” are to be
chosen from among persons of “that estate of men called
worshipful”’—that 1s to say, they are to be by birth persons of
rank; as being more accustomed to authority, more acceptable
as magistrates to the people; and, as persons of wealth, more
likely to have been properly educated. In some instances,
however, men “of the base estate of the commonality” who



