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THE AMERICAN
UNIVERSITY

The quality of life enjoyed by the people of the United States in the opening
years of the new millennium rests in substantial part on the broad foundation
provided by the American university during the twenticth century. Higher
education has been the doorway to advancement and participation for
countless citizens and dozens of immigrant groups. It has been the path to so-
cial attainment for millions from impoverished backgrounds, the generator
of the nation’s leaders in every area of life, the key to vastly improved profes-
sional services from health care to technology. It has been the foundation of
growing national economic prosperity and manufacturing success, vast im-
provements in the products of agriculture and industry, and undreamed-of
access to new means of communication. And beyond all those benefits, it has
provided to successive generations the opportunity for meaningful careers,
for service in a free society, and for access to the riches of human experience,
aspiration, and achievement. For all its shortcomings, the American univer-
sity has been an unambiguous influence for good. To a degree unknown else-
where, it has educated a steadily growing proportion of the population and
thus nurtured the democratic spirit and enlivened the nation, It has trained
the workforce, enriched the individual experience, and enlightened public
life. It has quickened the social conscience and empowered and inspired each
rising generation.

What accounts for the distinctive strength and singular contribution of
the American university? How did it come into existence? What forces have
shaped its development? How well is it situated to contribute to the future?

Distant ancestors of institutions are as notoriously difficult to identify as
those of organisms, and the precise origins of our own and other species in-
volve substantial speculation. Phylogenies become matters of strenuous con-
tention, and the precise age of any ancient lineage is often a matter of lively
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debate. As with human origing, so it is with the American university, What is
possible, with institutions as with humans, is to pick some conspicuous mile-
stones on the path of development, turning points on the long, unfolding
journey to the present. Perhaps we might choose five universities to mark the
path by which the modern American university came into being: Bologna,
Harvard, Virginia, Cornell, and Johns Hopkins,

Lying at the base of the Apennine foothills on the fertile plain between the
Reno and Savena Rivers is an unassuming city, carrying its ancient history
lightly under a facade of mellow brick. Its splendid pedestrian arcades, its tur-
rets and its towers (two of them leaning at perilous angles), its wealth of Re-
naissance and Baroque churches, its aristocratic palazzos, and its spacious pi-
azzas all offer a gentle contrast to the bustle of a modern industrial cty,
producing everything from pasta to chemicals, sausages to shoes. It was here
in the eleventh century that the Western university, represented by the Uni-
versity of Bologna, came into existence. Students from all over Europe came
to Bologna, and by the middle of the twelfth century students are said to have
numbered nearly ten thousand. The names and arms of those elected as rep-
resentatives of their nations are still preserved in the ceiling of one of the
city’s oldest buildings.

The ancient university had no campus; it owned no buildings. It was a
loose community of professors and students (a universitas magistorum et
scholarium) with the professors often teaching in their own apartments, paid
by the students lecture by lecture for their services. It was five hundred years
before the University of Bologna had its own buildings. So Bologna, like other
older universities, was — to use modern jargon — a virtual learning commu-
nity, long before it was formally recognized as an educational institution. For-
mal recognition came first from the chancellor of the local cathedral, who li-
censed instruction outside the cloister, but in time the reigning pope or
emperor recognized the older and more distinguished institutions as studia
generale, whose graduates had the right to teach at any institution, without
further examination.

A flowering of legal studies in Bologna about the year 1000, spurred in part
by legal disputes between the pope and the emperor, led to the rise of the uni-
wversity. So studies in both canon and civil law flourished side by side with stu-
dent guilds — the Ultramontani and the Citramontani — protecting the in-
terests of their members, many from foreign lands and many of established
position and mature years. By about 1200, faculties of medicine and philoso-
phy (the liberal arts} came into being, while theology followed later.

Bologna is not the oldest university-like institution, Salerno, for example,
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had a famed school of medicine at least as early as the ninth century. Centers
of higher learning were associated with some of the larger mosques of the Is-
lamic world. But Bologna was the first to develop a comprehensive range of
studies, balanced faculties, both professional and liberal arts, and perhaps the
first to create student colleges and a deliberative assembly, presided over by a
rector.

The founding of Bologna was followed by a remarkable growth of univer-
sities in other Italian cities — among them Reggio nell'Emilia, Modena, Vi-
cenza, Padua, and Naples. Elsewhere, in such places as Paris, Oxford, Cam-
bridge, Valladolid, Salamanca, Seville, Coimbra, Prague, Cracow, Vienna,
Heidelberg, Cologne, Louvain, Leipzig, and 5t. Andrews, others followed. Ina
span of two centuries, the university came into being across the length and
breadth of Europe,

In 1636, the new institution reached North America, when the first Ameri-
can college was established in New Towne, Massachusetts, lying on the
Charles River across from the city of Boston. It was in this same place, on July
3, 1775, that Washington was to take command of the Continental army. The
general court of the Massachusetts Colony voted £400 to create a “schoale or
colledge” Two years later, the site of its founding was renamed “Cambridge,”
in honor of the university where many leaders of the colony had been edu-
cated. John Harvard, a Cambridge graduate and Puritan minister, left half of
his estate (almost twice the sum of the colony’s funding) and his library of
260 books to the fledgling college. The purpose of Harvard's founders is
touchingly summarized in their statement: “After God had carried us safe to
New England, and we had builded our houses, provided necessaries for our
liveli-hood, rear’d convenient places for Gods worship and settled the Civill
Government; One of the next things we longed for, and looked after was to
advance Learning and perpetuate it to Posterity; dreading to leave an illiterate
Ministry to the Churches, when our present Ministers shall lie in the Dust.™!
In 1642, Harvard awarded its first degrees — the degree of bachelor of arts —
to nine young men. The charter of 1650 established the college for "the ad-
vancement of all good literature, arts and the sciences” and “the education of
the English and Indian youth ... in knowledge and godlynes” It also pro-
vided for an independent, self-perpetuating corporation consisting of the
president, treasurer, and five fellows to govern the caollege subject to confir-
mation by a board of overseers. This board, though at first jointly representa-
tive of the state and the church, later became a lay board, elected by the
alumni body.

The foundation of Harvard was followed by the creation of other colonial
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colleges. The student experience at these various colleges was remarkably
similar, including compulsory attendance at the college chapel, pursuit of the
classical curriculum, participation in the extracurricular literary societies
(which encouraged debates, readings, Jectures, and other activities), and the
senior capstone course in moral philosophy — the “great glory” of the cur-
riculum — taught generally by the president.

As the young nation grew in numbers and expanded its frontiers, it faced a
steadily growing need for both educated citizens and trained professionals,
and public funding was contributed by a number of states — Virginia, North
Carolina, and Michigan among them — to meet this need.

This led to the creation of public universities, funded largely by the states.
The best known of these — though not the most typical — is the University
of Virginia, founded by Thomas Jefferson at Charlottesville, in the shadow of
the Blue Ridge Mountains. The campus echoes the Jeffersonian dream. Jeffer-
son planned every aspect of its development, choosing the site, planning the
layout of the “academical village,” designing the buildings, creating the cur-
riculum, selecting books for the library, appointing the founding faculty, and
serving as the first rector. “Mr. Jefferson's University” was chartered in 1819,
and opened in 1825 with eight members of the faculty. Forty years later, it was
second only to Harvard in size.

The University of Virginia had two distinctive features. Unlike other uni-
versities of its time, it had no religious affiliation and required no religious as-
sent of its students.

It also broke from the classical curriculum, which was then dominant, by
creating eight schools, each headed by a professor: ancient languages, modern
languages, anatomy and medicine, law, natural history, mathematics, natural
philosophy, and moral philosophy. These schools, designed to grow as funds
permitted, were later to be joined by commerce, diplomacy, and manu-
facture. This rich assortment of offerings was to allow an elective program of
study, in contrast to the rigid requirements of other colleges. The architecture
matched the curriculum, with each school housed in its own pavilion, with
students living on the campus, “in watchful proximity” to their professors’
residences.

For all its creativity, the University of Virginia provided no model for other
institutions. Its style was distinctive to the point of eccentricity. Jefferson had
opposed the granting of degrees, for example, as “artificial embellishments,”
and the baccalaureate degree was not offered until 1868, although the univer-
sity awarded the M.D. degree in 1828 and the master of arts — its primary de-

gree — in 1831
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But the massive growth of public funding of higher education began with
the Morrill Act of 1862, signed into law by Abraham Lincoln, which provided
grants of federal lands to the states for the establishment of public universi-
ties and colleges. These “land-grant colleges and universities” were to provide
for “the liberal and practical education of the industrial classes in the several
pursuits and professions of life™ This act led to the creation in every state of
a new kind of college that was distinctively American. Perhaps no university
is more typical of the fusion of scholarly inspiration and worldly practicality,
on the one hand, and of the joint power of private philanthropy and public
expenditure, on the other, than Cornell University.
Frederick Rudolph, in his magisterial book on the university curriculum,
describes the impact of the founding of Cornell as follows:

Cornell brought together in creative combination a number of dy-
namic ideas under circumstances that turned out to be incredibly produc-
tive. . . . Andrew D. White, its first president, and Ezra Comnell, who gave it
his name, turned out to be the developers of the first American university
and therefore the agents of revolutionary curricular reform. . . .

Ezra Cornell, whose wealth and imagination allowed him to be Western
Union's largest stockholder, turned these same assets into a few words that
transformed the American college curriculum: “T would found an institu-
tion where any person can find instruction in any study” Andrew D.
White, the university’s first president, translated a classical education at
Yale, scholarly training in European universities, and experience on Henry
Tappan’s faculty at the University of Michigan into a resolution to create a
great American university.’

So, with the founding of Cornell, a new kind of university came into exis-
tence. When Ezra Cornell spoke of “any person™ he meant poor as well as rich,
as he provided work and scholarships; women as well as men, as he built a
women’s college as an integral part of the university; “the whole colored race
and the whole female sex,” in White’s words.* Ezra Cornell was equally serious
when he spoke of “any study,” leaping over the weary debate on the tradi-
tional classical curriculum in relation to more modern studies, Law and lan-
guages, agriculture and architecture, engineering and English jostled to-
gether, with the student encouraged to make informed choices within a range
of nine “departments” broadly aimed at professional careers, while the divi-
sion of literature, science, and the arts allowed nonprofessional students five
routes toward a general course of study. “Discipline comes,” White declared,
“by studies which are loved, not by studies that are loathed.™
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“In walking away from choice and embracing all alternatives, White made
an American decision consistent with Erra Cornell’s democratic intentions
and the imprecise, but clear obligations of the Act of 1862,” Rudolph wrote.
“Practical vocationalism, scientific research, applied technology, dassical
learning, and university scholarship all found a welcome.™ “The Cornell cur-
riculum brought into imaginative balance the openness of American society,
the temporary nature of its directions and opportunities; it multiplied truth
into truths, a limited few professions into an endless number of new self-
respecting ways of moving into the middle class.”?

Ezra Cornell and Andrew Dickson White insisted on one other concept;
their university was to be nonsectarian, with a board of trustees in which
members of no one denomination should have a majority. So Cornell was to
become hospitable to all religious persuasions, but committed to no one de-
nomination,

To the Morrill Act of 1862, two other pieces of federal legislation were later
added: the Hatch Act of 1887 provided federal funds for research and experi-
ment stations, while the Smith-Lever Act of 1914 provided additional funds
for extension programs, designed to bring fo their communities the benefits
of new campus-based research.

But when Cornell was founded, there was precious little research to ex-
tend. The universities of the mid-nineteenth century were teaching institu-
tions, in which scholarship, though prized, was generally understood to mean
high competence in one’s field, whether in theory or in practice, In contrast,
the German universities of this period became centers of research and gradu-
ate study, spurred on, to some extent, by industry’s need for technical and sci-
entific research. Many of the professors of America’s new universities had
themselves been students in these German grﬂdu;m't schools, and, almost im-
perceptibly, the Germanic scholarly influence, and the new knowledge it cre-
ated, seeped into the American curriculum,

“The consequences,” Rudolph observed wryly, “have generally been appro-
priately described as both profoundly inventive and overwhelmingly destruc-
tive"* They were inventive because they led to an explosion of knowledge in
every field. They were destructive because they undermined the reigning as-
sumptions of the unity of the traditional liberal arts and sciences and wealk-
ened the centrality of humane learning. Specialization, professionalization,
and narrow inquiry were all very well for the European undergraduate, prod-
uct of the demanding gymnasium, but they “left the college; the society’s
repository of liberal values and humane learning, crippled and confused.™

Just how far this was a problem is shown by our fifth landmark, Johns



{ The Rise of the American University } 7

Hopkins in Baltimore, Maryland. It was Baltimore’s importance as a port and
center of communication that led indirectly to its distinctive contribution to
the growth of the American university. Its excellent harbor had long made
Baltimore a leading shipping center, while its position on the National Road
contributed to its early eighteenth-century growth, But the completion of the
Erie Canal threatened its prosperity, and a group of wealthy local investors
chartered the Baltimore & Ohio Railroad — the first public U.S. railroad —
ti strengthen its access to the west. Among these investors was Johns Hopkins
(1795-1873), who gave his fortune of $7 million and his name to a new univer-
sity. Johns Hopkins's first president, Daniel Coit Gilman, made advanced
scholarship, scientific research, and graduate study the university’s main pur-
pose, though it also included an undergraduate college. The Hopkins model
— serious scholarship, graduate study, the Ph.D. degree, the specialized aca-
demic major and expansive minor, a pervasive spirit of inguiry and an
earnestness of purpose that went with it — soon influenced the new univer-
sities and aspiring colleges, both private and public.

“The presidents of state universities . . . knew that they could not be uni-
versities in reality until the spirit of Johns Hopkins had become as pervasive
as that of Cornell,” concluded Rudolph.'” Opened to great acclaim in 1876,
Hopkins in its preoccupation with research served as the model for a number
of other embryonic universities — Clark University, Catholic University of
America, and the University of Chicago among them. But though total im-
mersion in research to the exclusion of substantial concern for the well-being
of undergraduate students and professional studies proved an unsuccessful
recipe, Hopkins's great contribution to the development of the American
university was to inject a spirit of advanced study, serious inquiry, and schol-
arly emphasis into the Cornell model of wide access, expansive scholarly and
professional programs, and institutional autonomy. Its influence remains
strong today.

By the final quarter of the nineteenth century the general form of the
American university had taken shape. It had become a learning community
with a largely residential campus, embracing both a college of liberal arts and
sciences and graduate and professional schools, devoted to both teaching and
research, committed to widening access and expanding public service. That
structure continues into the twenty-first century.

The contemporary American university, however, is a distinctive product
of the twentieth century and especially of the last fifty years. There are several
particular trends that have altered the shape, though not the structure, of the
university,
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The university has seen a deliberate growth in social inclusiveness, with a
major expansion in the proportion of the traditional college-age population
attending college and a more recent but rapid increase in lifelong learning,
including both continuing professional education and distance learning,

There has been a growth in number and size of institutions to accommo-
date this growing student enrollment and the differentiation of institutional
style to respond to differing educational needs and opportunities.

The university has seen increasing intellectual inclusiveness, with growing
professionalism both in the “established professions” such as law, medicine,
and engineering and in new ones such as architecture, city planning; and
business, as well as the specialization and growing professionalization of the
traditional disciplines.

Finally, universities have experienced the disproportionate expansion of
science and the science-based professions, supported by infusion of federal
funding for research, and their growing influence in shaping the culture of
the campus.

I discuss professionalism and science in Chapters 2 and 3. In this chapter, T
want to explore the impact of increased student access and institutional
growth.

The colonial college, large in aspiration but small in size and modest in the
range of its curriculum, was unambiguous in its educational purpose, selec-
tive in its admissions, and homogeneous in its student body. Its aim was typ-
ified by that of Yale: that “Youth may be instructed in the Arts and Sciences
who thorough the blessing of Almighty God may be htted for Publick em-
ployment both in Church and Civil State.” Its membership was predomi-
nantly white, male, and Protestant.

The subsequent history of higher education is one of larger purpose,
steadily expanding access, and growing inclusiveness. The Morrill Act estab-
lished new land-grant universities to educate “the industrial classes.” Institu-
tions like Cornell welcomed the rich and poor of both sexes and all races and
religions. In comparison with contemporary European universities, this was
an extraordinary degree of inclusiveness. Yet women and nonwhites re-
mained a rarity and small minority on the university campus. It would take
another half century before dramatic increases in inclusiveness would take
place.

In 1900, only 237,592 men and women attended college, about 4 percent of
the college-age population. By 1940, total enrollment had reached 1.5 million,

ahowt 12 percent of the college-age population. The passage of the G.1, Bill at
the end of World War Il represented a national decision to extend the benefits
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of a college education to a greater proportion of the population, offering sup-
port to returning veterans, and thus giving a major boost to college atten-
dance. By 1098, 2 record 67 percent of the graduating high school seniors were
enrolled in college, most of them as full-time students at four-year institu-
tions.

But inclusiveness involved more than attendance ratios. Thirty years ago,
universities set out to make their campuses look more like America. It was a
mission supported, monitored, and overseen by federal and state govern-
ments on the basis of widespread agreement on this threefold premise: edu-
cation provides a foundation for personal growth, professional training, and
social mobility; women and minority groups have been historically under-
represented on college campuses and in professional and leadership roles in
society; and universities should pursue affirmative policies to recruit these
groups and so remedy past underrepresentation.

Although the concept of affirmative action is now the topic of litigation
and lively public debate, the striking growth in numbers of women and pre-
viously underrepresented minorities in both higher education and public life
is evidence of the success of this venture, Also notable are the growing pres-
ence of students from families of lower income levels and the growth in num-
bers of female and minority faculty. Until recently, university admissions
were guided by the Bakke case, a 5—4 decision of the Supreme Court that pro-
hibited discrimination by race, but allowed race to be used as one positive cri-
terion, among others, in college admissions.

The future of affirmative action is unclear. The rejection by California vot-
ers of racial preferences (Proposition 209), the prohibition by the University
of California Board of Regents of their use in admissions, and the recent Hap-
woad court decision concerning admissions to the University of Texas have
had a profound effect on universities in those states. In the first year following
the Texas and California decisions, there was a precipitous decline in minor-
ity student applications and enrollment. In the law school of the University of
Texss at Austin, for example, once a significant source of black graduates, the
number of new black students enrolling in 199798 plunged to zero. At Cali-
fornia’s flagship public universities — Berkeley and the University of Califor-
mia at Los Angeles — admission levels of underrepresented minorities are
down substantially from pre-Proposition 209 levels. As of 1999, they were
down 44 percent at Berkeley and 36 percent at UCLA."

Several alternatives to traditional affirmative action programs are now be-
ing suggested. Some argue for the use of nonracial “class-based” criteria in
admissions, assuming that this could still produce enrollments that resemble
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current college levels of racial diversity, since black and Hispanic students are
three times as likely to come from low-income families. What such arguments
overlook, however, is that these minority students represent only a small mi-
nority of the low-income population and that many minerity students
achieve relatively low SAT scores. This would mean that to retain anything
approaching present minority enrollment levels, a very large intake of low-
income students would be required, thus further limiting access for middle-
and upper-income students. Others have urged the use of geographic origin
— zip code — as an admissions criterion, but this may involve similar prob-
lems,

The impasse here is real, and the implications are serious. California vot-
ers’ rejection of affirmative action and the judicial rejection of racially based
admissions criteria in other states are both clear. But equally clear is the need
for access to the ranks of the professional workforce for all Americans as a
foundation both for a comprehensive and effective educational setting and
for a harmonious and just society. As yet, no simple numerical criteria seem
capable of providing this.

Fortunately, an alternative admissions model exists. If each student appli-
cant is treated as an individual — rather than as a racial representative or a
disembodied numerical test score — and admission is based on considera-
tion of essays, class ranking, teacher and counselor reports, civic and com-
munity service, leadership, extracurricular activities, socioeconomic back-
ground, and other factors, race may still be taken into account, as one factor
among others. Where this is dene, numbers of black and Hispanic students
continue to increase or hold steady.

Consider one example. For the Cornell University Medical College class of
2000, there were 7,60z applications for 100 places. The faculty conducted 1,339
interviews, and the class finally selected contained 24 black and Hispanic stu-
dents, That number was achieved without quotas or set-asides, without ad-
mitting the unqualified or the uncommitted. It was achieved by considering
each individual as an individual, representing a range of abilities, skills, expe-
rience, backgrounds, and characteristics — of which race can legitimately be
considered to be one among others.

In large public universities, where student numbers make such personal
interviews difficult, new programs that offer blanket admission to the top 10
or 2o percent of all graduating seniors of all high schools, whatever their test
scores, seem at first glance to offer encouraging results. These programs have
liabilities, as well as benefits. They leave untouched, for example, the impor-
tant issue of admissions to graduate and professional programs. They typi-
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cally guarantee admission to only one of the various state colleges and uni-
versities, with a consequent concentration of the best minority students in a
few and a “cascading” of the rest. In an age when over 6o percent of all high
school graduates enroll in college, these programs leave out the many able
minority students who do not make the 20 percent cut. What has been inter-
preted by some as an easy solution to the problem of maintaining both race-
blind admissions and campus diversity turns out to be far from a panacea.?

With growing inclusiveness has come growth in campus size. The early
American college was a small, compact, homogeneous community. Two hun-
dred years ago, Harvard enrolled some 57 students, a hundred years ago 3.373,
and today 18,700, of whom about 6,800 are undergraduates. A century ago
the University of Michigan had 3,303 students on its campus in Ann Arbor;
today it has about 50,000 on three campuses, located in Flint and Dearborn
as well as in Ann Arbor. For virtually every college and university in America,
the same story of growth could be told, though the details would differ.

It is easy to forget how this growth in size has changed the culture of the
campus. In 1891, for example, James Angell, the president of the University of
Michigan, had no secretary, answered all letters himself in longhand, person-
ally enrolled all students in the Literary College, taught courses in interna-
tional law and the history of treaties, conducted all the chapel services, and
knew each of the 103 members of the faculty, as well as hundreds of the 2,420
students. “No part of the curriculum was mysterious to him,” commented
Howard Peckham.?

Pew of the charms of that small campus remain in the university of today.
Although nationally the average enrollment on a single campus is 4,034, the
research universities tend to be substantially larger: fifty-three universities,
for example, have enrollments greater than 25,000 students,

But if the American university has lost the intimacy of a small campus, the
growth of higher education has brought immense benefits. Along with the
new inclusiveness have come new programs, most of them professional or
technical, which have brought benefits to the nation,

The extraordinary medical successes of the last century, for example, are
the direct result of the Flexner Report of 1911. In 1900, medical training in-
volved a system of apprenticeship, with little formal education beyond the
sharing of treatments and remedies, many of quite limited effectiveness.
Flexner recommended not only the transfer of all medical education to the
universities, but also its linkage to research in the basic sciences, which have
since provided the groundwork for pathbreaking medical advances.

The pattern of incorporating professional training into the universities has
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been repeated in other professions. Within universities, preprofessional edu-
cation has been linked to systematic professional training; research has been
linked to professional practice; ethical standards have been created along with
the expectation that personal practice will be linked to public service. All
these developments have brought positive benefits to the public at large.

Professional education and sophisticated training are no longer limited to
the “college years” or the period of on-campus enrollment. Growing numbers
of professional continuing education programs are provided, often at remote
sites, as well as short residential postgraduate refresher courses, workshop in-
troductions to new developments and procedures, reference resources, and
on-line consulting and advisory services.

The rise of the American research university reflects a pattern not seen else-
where on anything approaching the same scale. In Europe, for example, at the
close of the nineteenth century, a handful of universities — Berlin, Cam-
bridge, the Ecole Polytechnique, Géttingen, Heidelberg, Oxford, and the Sor-
bonne among them — represented the standard toward which all other uni-
versities aspired. A listing of the world’s top ten universities would have
included, at most, only one or two American institutions, A century later, such
a list might have included two-thirds or more universities from the United
States.'

What were the distinctive factors that produced this transformation? Insti-
tutional mission has played a significant role, Whether developed out of older
colonial colleges (Columbia, Harvard, Princeton, Yale), created by nine-
teenth-century benefactors (Chicago, Cornell, Duke, Hopkins, Stanford, Van-
derbilt), or established by states in response to public needs (California, Ili-
nois, Michigan, North Carolina, Virginia, Wisconsin), all American research
universities embraced a mission of research; undergraduate, graduate, and
professional education; and, especially in the state universities, a wider role of
public outreach and extension. This mixture of functions produces tensions
— research versus teaching being a frequent complaint— but it also pro-
duces benefits of cross-fertilization and professional cooperation. The per-
forming arts exist alongside law and medicine. Philosophy and public health
share a common home with economics and environmental engineering. All
disciplines, together with their students and faculties, are swept up in the at-
mosphere of inquiry and discovery that pervades the campus. All this has
been developed around the core of a college of arts and sciences, a legacy of
both the colonial college and the need to educate large numbers of under-
graduates coming from a variety of precollege backgrounds. This large un-
dergraduate student body, representing a rapidly growing proportion of the
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traditional college-age group, distinguished the American university from its
more selective and elite European counterpart until the last few decades.

The sponsorship of American research universities is distinctive, There is
no one Sponsor, o overseeing ministry, no national plan or government
regulation. Decentralized, feistily independent, uncoordinated, pluralistic,
American universities have been opportunistic, adaptive, creative, and re-
sponsive to new opportunities. The pattern of state control and centralized
funding, so typical of most European universities, is in the United States re-
placed by a decentralized system consisting of fifty states, each with distine-
tive goals and needs, and scores of independent institutions, each with its
own goals and traditions. While internally American universities — whether
public or private — tend to assume a broadly similar functional organiza-
tion, their independence from central government planning and control gives
them a-vigor that has proved more elusive in the regulated European institu-
tions, where faculty members are often civil servants and where central gov-
ernment control extends not only to management of institutional enrollment
and programs, but also to regulation, budgeting, and evaluation of individual
academic departments. It is ironic that, whereas the older universities in Eu-
rope — including the great civic universities of the nineteenth and early
twenticth centuries — were privately founded by religious orders, individu-
als, cities, and other communities, they were later effectively nationalized into
a system of higher education rigidly planned, budgeted, and controlled by a
central ministry. Even in those countries, such as Germany and Switzerland,
where local states (landes) supported universities, they did so within the con-
text of a well-defined national plan.

In contrast, the great state universities of the United States have tended to
become more diversified over time, with each state supporting a distinctive
range and style of institution, many of which have gained a substantial degree
of autonomy. Unlike the planned “command” educational systems of Europe
and elsewhere, the unplanned, opportunistic, pluralistic "system”™ of the
United States has proved adaptable, flexible, and remarkably successful.

The governance of American universities htas been distinctive. The typical
board of the colonial college, made up of independent “gentry,” developed
into the lay board of trustees of the private university, whose independence
became 2 model for the generally less independent, politically appointed or
elected board of regents of the public universities, These boards, though of
variable quality, have tended to have far more authority and autonomy than
the typical boards of universities in other lands. Because the boards of Amer-
ican institutions had a major role in justifying and providing funding for
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their individual universities — as opposed to dispensing what was provided
from a remote central government ministry — their identification with the
aspirations and success of their universities was immediate and strong. This
has led to a degree of interinstitutional competition unknown elsewhere,
which, though it has its liabilities, has been a force for good. In this respect,
the great private universities — the Ivy League, Stanford, Chicago, CalTech,
MTIT, and others — have been pacesetters not only for the independents, but
also for most of the publics, It is not that private universities are unknown in
other nations, but rather that their limited number and particular role {spe-
cialized professional in France, the United Kingdom, Germany, and Sweden,
serving particular religious or ethnic communities in Canada, devoted to ex-
panded undergraduate education in Japan, Brazil, and Venezuela) have made
them much less influential s

The leadership of American higher education has had a strong influence on
its development. Though many would argue that there has been a decline in
the influence of presidential leadership since the giants of the late nineteenth
and early twentieth centuries, still the power of the American university presi-
dent has typically been substantially greater than that of his or her counterpart
elsewhere. Supported by a strong faculty and a committed board, presidents
have shaped and nurtured their institutions to a remarkable degree. Andrew
Dickson White at Cornell, Charles Eliot at Harvard, Daniel Coit Gilman at
Johns Hopkins, David Starr Jordan at Stanford, and many others seized the re-
sponsibility entrusted to them and led their universities to greatness.

The American university remains an organizational enigma, whose loosely
coupled structure and collegially based organization defy the established
canons of management. But the very flexibility of the internal organization of
the American university has nurtured its entrepreneurial spirit. The basic
unit of organization — the department — is not, as in some other countries,
the domain of a single professor, presiding over it, sometimes with a heavy
hand, for an indefinite and often prolonged period, but an alliance of more or
less equal colleagues, democratic in spirit if not always in fact. The elected
chair, the first among equals, serves for a specified term — often three or five
years — renewable by agreement. This system, while it has imperfections —
lack of continuity and lack of strong leadership — has major benefits in its
lack of rigidity and in the entrepreneurial opportunities it provides for all its
members.

So, too, does the academic career ladder, where a full professorship can be
the career aspiration of not one, but most faculty members of a department.
The incentive to continued striving provided by this strocture contrasts
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sharply with the more restricted career opportunities of the traditional aca-
demic hierarchy in other countries.

While the department chair in the American university has been relatively
weaker than his or her opposite number in other countries, the office of dean
has typically been relatively stronger, representing a substantial level of ad-
ministrative and financial independence and academic responsibility. This,
too, has fostered a sense of entrepreneurial initiative and scholarly creativity.
Behind much of the success of the American university lies the steady leader-
ship and vision of generations of deans who have nudged the aspirations and
nurtured the creativity of their colleagues.

The size of most American research universities has been a positive factor
in allowing a critical mass of faculty in those areas, especially the sciences and
science-based professions, where scale and teamwork are critical to success in
research. While size is less important in the arts or humanities, the larger size
of the science-based faculty allows a degree of specialization and cooperation
that has major benefits in research. This does not mean, of course, that a
physics department of sixty faculty members is necessarily superior to one of
thirty, but there are few eminent small departments.

The pattern of federal support for research has been critical to the success
of the American research university. A variety of federal agencies — the Na-
tional Institutes of Health, the National Science Foundation, the Department
of Defense, the Department of Agriculture, the Department of Commerce
among them — have offered financial support at growing levels, aimed at
varying national needs, from national defense to health care, from environ-
mental conservation and agricultural productivity to regional economic de-
velopment. Almost all this support has been based on proposals designed by
the professor-investigator, rather than being contract work designed by the
sponsoring agency, and it has been awarded on the basis of the merit of the
proposals submitted, with awards screened and largely determined by inde-
pendent panels of expert peers. This pattern, first established by Vannevar
Bush more than half a century ago (see Chapter 9), has returned an incalcu-
lable dividend on the nation’s investment in research.

In other nations, much of this type of research is performed in national in-
stitutes or academies, having little linkage to universities,

MNone of this would have been possible without an unabashed competitive
spirit and entrepreneurial attitude within the university. The long traditions
of strong alumni financial support in the great private universities, the open-
ness to industrial and state partnerships pioneered by the leading land-grant
universities, and the existence of charitable foundations willing to share in
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the educational and research enterprise by supporting everything from mul-
timillion-dollar telescope systems to inner-city poverty— and drug abuse—
prevention programs have represented an extraordinary opportunity for the
American university.

These factors, taken collectively, have shaped the history of the American
university over the last century. It would be rash, of course, to suppose that
any one factor has been decisive. Quite different patterns of organization and
oversight, for example, have been used by the various states in their support
of the great flagship public universities. But collectively these features have
defined the characteristics of the most successful universities. Unplanned, op-
portunistic, well governed, well led, as conservative in some respects as it has
been entrepreneurial in others, the research university is one of the great suc-
cess stories of America’s twentieth-century history.
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Crisis of the 1850’s

The American college did not find the answers to the ques-
tions raised by the rising tide of democracy until after the
Civil War. Nor did it, until then, begin effectively to grap-
ple with the question of quality, of standards, of excellence.
Whether higher education in the United States was going to
serve the people was one question; whether it was going to
serve learning was another.

The old-time college had been willing to serve both, but on
fts terms, which meant that the people must take from the
colleges what the colleges had decided was good for the
people and that learning must not interfere with the colleges’
commitment to character, Both the people and learning
would find new allies in postwar America. As an expanding
dynamic industrial society set about making itself into a co-
lossus of power, new institutions would be developed that
would better meet the requirements of such a society.
The college of the first half of the nineteenth century was
the creature of a relatively simple, agrarian community, a
community of settled ways and of ancient certainties. It
would survive, partly as an instrument of class or religious

. In the next hundred years, however, the old-time
college would change significantly and it would find itself
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increasingly surrounded by new institutions that were ad-
dressing themselves effectively to the questions of intel-
lectual and popular purpose to which the first two hundred
and twenty-five years of American higher education had
given but faltering, uncertain answers. The likelihood that
such questions would soon be answered became apparent in
the 1850's when the voices of complaint were more insistent,
when the always expanding domain of science regi

new and significant victories, and when under the leadership
of Francis Wayland, Brown took steps that provided a new
rallying point for critics of the Yale Report of 1828,

The maturing of the natural and physical sciences pro-
foundly influenced the colleges; and while the role of science
as the great disrupter of the classical course of study would
have to wait until after the war, the first half of the nine-
teenth century suggested that if anything were going to
shake the colleges loose from many of their old convictions,
it would be science.

The very first inroads on the classical curriculum had
been made in 1727 with the appointment of a professor of
mathematics and natural philosophy at Harvard. By 1702
botany had entered the course of study at Columbia, and
three years later John MacLean, at Princeton, became the
first professor of chemistry in an American college. By mid-
nineteenth century the so-called new subjects—mathematics,
natural philosophy, botany, and chemistry, to which were
added zoology, geology, and mineralogy—had insinuated
themselves into the course of study in most colleges. Ac-
companied as they were by French, German, history, and
English literature, they were not given more than passing
attention. Sometimes they were packaged in such a way as to
offer a degree of election. At Dartmouth they were placed
in the winter term when most students were absent, teach-
ing in New England district schools."

*Palmer Chamberlain Ricketts: History of Remsselaer Polytechnic
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The new scientific subjects had not yet achieved anything
like ultimate respectability, but thanks to 2 band of curious,
inquiring pioneers, science was popularized in the United
States and before Jong was recognized as offering that
broadly utilitarian orientation which the ancient studies
lacked. The work of the pioneers, both in advancing science
and in popularizing it, combined with the richness of the
American continent in making science an instrument for ex-
ploiting the great natural wealth of inland America. Not
even the most hidebound of the college conservatives were
able to deny to the sciences limited entry.

Instrumental in developing American interest in science
was Benjamin Silliman, a Yale graduate of the Class of 1796
who was appointed professor of chemistry and natural his-
tory at Yale in 1802, even before he had ever seen a chemical
experiment performed, let alone performed one himself.
Preparatory to taking up his professorship, Silliman studied
for two years at the University of Pennsylvania in Phila-
delphia, among other places, and at the laboratory of John
MacLesn at Princeton, where he ssw his first chemical ex-
periment. Silliman gave his first course of lectures at Yale
in 1804 and followed it by a trip to Europe, where in addi-
tion to purchasing scientific equipment and books, he under-
took further study in Edinburgh and London, In 1813 he
acquired for Yale a celebrated American collection of miner-
als which enabled him to give the first illustrated course in
mineralogy and geology in an American college. In 1818 he
founded the American Jowrnal of Sciemce and Arts, a
learned journal where aspiring American scientists found an
audience for their researches and a hearing for their specula-
tions."

Silliman became a magnet for young men with scientific

Institute 1824-2914 (3d. ed; New York, rg14), p- 1; Thomas Jefferson
Woertenbaker: Princeton rp¢6-1896 (Princeton, 1946}, p. 124; Leon Burr
Richardson: History of Dartmouth College (Hanover, 1932), 11, 434

*William Lathrop ey, ed.: Fale College: A Sketch of its Hiz-
tory (New York, 187¢), I, 115-18; Russell H. Chitcenden: Hirtory of
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aspirations, and outside the university he won fame as a
popularizer of the scientific outlook. He was selected to
inaugurate the lecture series of the Lowell Institute in the
winter of 1839-40, when he made Boston and Cambridge for
the first time acutely aware of science. Silliman raught at
Yale from 180z to 1853, essisted by his son Benjamin, an
eminent chemist in his own right, and by his son-in-law
James Dwight Dana, a pioneer mineralogist. The Sillimans
made Yale a fountainhead of scientific study in America, and
the fact that their work could take place within the temple
of the report of 1828 unquestionably helped to lend an aura
of respectability to their activities. Soon after Silliman’s
course of lectures in 1804, young men began arriving in
New Haven to study chemistry and then to go out and be-
come pioneer professors elsewhere. Still later the publication
of James Dwight Dana’s texthook in mineralogy in 1837
would open the way for mineralogical instruction in the
American college.

Similarly, a band of pioneer botanists led by Amos Eaton,
who studied under Silliman, went about the task of collecting,
describing, classifying, and popularizing the study of botany.
Esaton published a pioneering botany manual in 1817 and as
an itinerant lecturer helped to awaken an interest in science
in countless young Americans. One of these was Edward
Hitchcock, who became professor of chemistry and natural
history at Ambherst, and who in 1833 completed for the Com-
monwealth of Massachusetts the first state geological survey
in the United States; another was Ebenezer Emmons, who
became professor of natural history at Williams and the pio-
neer state geologist of New York and North Carolina. John
Torrey, a celebrated southern botanist, whose father was a
jailkeeper in Greenwich Village, is supposed to have come
under the infloence of Eaton while Eaton was serving a sen-
tence for nonpayment of debts. Asa Gray, the most eminent

the Sheffield Sciemtific School of Fale Umiversity 18g6-192z (New
Haven, 1928}, [, 26-30.
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botanist of the period, was led to science by the writings
of Eaton. In 1842 Gray was appointed Fisher Professor of
Narural History at Harvard, and in 1859 his ranking as a
scientist was certified when he became one of three sci-
entists to receive from Charles Darwin an advance copy of
Origin of Species.”

Here and there in the old colleges equally dedicated men
were pioneering in the discovery of science. At Princeton,
Joseph Henry explored the world of physics, experimented
with electricity, and in 1846 resigned in order to become the
first secretary and director of the Smithsonian Institution in
‘Washington, an agency of education which he shaped into a
foundation for the diffusion of scientific knowledge. At Wil-
liam and Mary and then at Virginia, William Barton Rogers
established an international reputation in geology and physics.*

Interest in science during these years fed on the natural
enthusiasm and ambition of American youth. It also was un-
questionably strengthened by the deepening moed of nation-
alism which by the 1840's was speaking the language of
manifest destiny. Also becoming interested in science were
men of strong religions conviction, who were prepared to
turn this scientific enthusiasm to their own benefit. Albert
Hopkins, who assisted his brother Mark in guiding the re-
ligious life at Williams, while in Europe in 1834 purchased
instruments which went into the completion under his di-
rection in 1838 of the first permanent astronomical observa-
tory in the United States. This observatory served science,
but that had not altogether been the purpose—as Albert
Hopkins revealed at the exercises of dedication in 1838. In
their worship of the practical, he declared, men were losing
sight of the moral. Education itself was being subverted by a
prevailing notion that it was intended to whet the intellect,
sharpen mental powers, and prepare for “action, action, ac-

"See Fthel M. McAllister: Amor Eqton: Scientin and Educator

{Ph.tladdphﬁ., P41 ).
Wertenbaker: Princeton, p. 230: Philip Alexander Broce: History

of the University of Virginia, :819-1919 (New York, 1920-2}, IL 1667,

R ——"
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tdon.” To counteract these influences, he confessed, he had
decided that what Williams College needed most was an
astronomical observatory where the students could elevate
their thoughts “toward that fathomless fountain and author
of being, who has constitured matter and all its aceidents as
lively emblems of the immaterial kingdom.” *

The religious orientation of the American colleges pro-
vided a climate in which pioneer science could be effectively
nuartured, for it was not really necessary for the orthodox
to capture or constrain science. The early scientists on the
whole were men of religious conviction who could pursue
their studies of the natural world without involving their
deeply held belief in the supernatural. The evangelical saw
science as a useful tool in demonstrating the wondrous ways
of God, Science, therefore, gained entry into the American
college not as a course of vocational study but as the hand-
maiden of religion. As early as 1788, st Princeton, Pro-
fessor Walter Minto recognized the intrusion of science into
the curriculum and welcomed it: “Natural philesophy . . .
by leading us in a satisfactory manner to the knowledge of
one almighty all-wise and all-good Being, who created, pre-
serves and governs the universe, is the very handmaid of
religion. Indeed I consider a student of thar branch of
science as engaged in a contnued act of devoton. . ..""
Throughout the era of the colleges this sentiment would be
echoed by college presidents, by the pioneer scientists them-
selves, as they built the structure of American collegiate
science.

During these years the colleges developed their natursl
science museums and their mineralogical cabinets. Some-
times it seemed s if 2 stage of intercollegiate rivalry was
being carried on by the rock, butterfly, and plant collectors.
Princeton in 1805 was able to summon as much enthusiasm
as was later reserved for a football game with Yale when a

"Frederick Rudolph: Mark Hophing and the Log: Willioms College,

1836-2872 (New Haven, 1956), p. 137
* Wertenbaker: Princeton, p. g5,
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superior natural-history collection was purchased from a
French collector in New York. The very first purchase au-
thorized by the board of regents of the University of Michi-
gan in 1838 was a collection of 4,000 minerals. The stuffed
zebras, bears, and assorted apnimals which from tme to time
made their way into chapel pulpits or bell towers reflected
the collecting passion which was one aspect of the early
scientific movemnent.”

The extracurriculum of course also developed a scientific
branch. A short-lived mineralogical sociery appeared at Wil-
liams in 1817, apparently in response to a series of lectures
given by Amos Eaton. From 1818 to 1827 an undergraduate
scientific society existed at Brown. Others developed at
Amherst, Lafayette, Wesleyan, Gettysburg College, Union,
the University of Nashville, and Miami. Ungquestionably
there were many others, but probably few that compared
with the Lyceum of Natural History at Williams, founded in
1835, which sent out to Nova Scotia the first American col-
lege scientific expedition in the same year, erected its own
museurn building in the 1850’5, and in 1851 (thanks to the
thoughtfulness of a Williams missionary) became the firse
American museum to own examples of Assyrian bas-reliefs.”

If the experience of the Williams lyceum was any indica-
tion of the narure of undergraduate interest in science else-
where, then college students everywhere were finding pur-
poses other than the purely pietistic in science. The lyceum
made up for the official neglect of science by undertaking,
between 1835 and 1871, expeditions to Nova Scotia, Florida,
Greenland, South America, and Honduras; by building a re-
miarkable natural-history collection; and by devoting their

"Ibid, p. 125; Elizabeth M. Farrand: Hiscory of the Umiversity of
Michigan (Ann Arbor, 1885), p. 30,

*Rudolph: Williams, pp. 1a4-55; Claude M. Fuess: Amberni: The
Seory of a New England College (Boston, 1g35), p. t13; David Bishop
Skillman: The Bisgrapby of a College: Baing the Flistory of the First
Cmﬁ:u'y of the Life of Lafayette College (Easton, 1931), I, 1?{1;,(1“[
F. Price: Wesleyan's First Century (Middletown, 1932), p. 43; Walter
C. Bronson: The History of Broun University 176g-1914 (Providence,

igrgl, p- 181,
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meetings to the consideration of such matters as flying ma-
chines, dyestuffs, the manufacture of silk, the culture and
manufacture of cotton, and the principle of artesian wells.
Students reported at society meetings on coal beds, whale
fisheries, oil wells, and iron ores. Over the front doors of
their museum building these young Williams scientists
perched a great bronze cast of an American eagle, a symbol
of the adventuresome spirit with which they applied their
sense of the practical to the discovery of science. The ly-
ceum was a manifestation of a national spirit in which the
young men of Williams freely joined, a spirit that recognized
the vast American continent as a limitless expanse in which
to roam, dig, and shape careers around the life that applied
science made possible.

The success of the two educational foundations that most
clearly expressed that spirit did not escape the attention of
critics and observers of the American collegiate scene. At
both the United States Military Academy at West Point and
the Rensselaer Polytechnic Institute at Troy, the commit-
ment to applied science was paramount.

When the Congress of the United States established the
Military Academy in 180z it created what was to become
the first technical insdtute in the United States. Under the
influence of its first superintendent, Jonathan Williams, there
grew up at West Point between 180z and 1812 an intramural
“Military and Philosophical Sociery” which nurtured military
science in ways that the official plans did not permit. This
extracurricular organization created the “richest collection of
technical books in the United States.” It published works on
military subjects and succeeded in transforming West Point
into a national center of scientific study. Under its auspices
all sciences became pertinent to military purposes, the study
of analytical trigonometry was introduced into the United
States, and 2 significant number of cadets fell under the sway
of a scientific approach to military problems.
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The curriculum that took shape at West Point included
moral philosophy in the last year, but in many other par-
ticulars it was a marvel of innovation. From the beginning,
for instance, French was a required subject because of its
usefulness in scientific study. Advanced mathematical in-
struction, chemistry, drawing, and civil engineering were
central in the course of study. Cadets were divided for in-
struction into sections based on ability; their textbooks were
the most advanced European works on the subject, often
translated from the French by their instructors.”

Not every cadet flourished under this regimen. One who
did not was Edgar Allan Poe, who during his year there, in
1830-31, wrote in a sonnet:

Science! meet daughter of old Time thou art
Who alterest all things with thy peering éyer!
Why prey’st thow thus upon the poet’s beart,
Viuliure! awbose wings are dull vealities!

And another was the artist James McNeill Whistler whose
comment on his Military Academy days was the terse ob-
servation: “Had silicon been 2 gas, I would have been a
major general.”*

Farther up the Hudson at Troy the benefactions of Ste-
phen Van Rensselaer, last of the great patroons, founded a
technical school in 1824 which under the leadership first of
Amos Faton and then of B. Franklin Greene would become
the center of applied science in the United States. After the
Civil War the Rensselaer Polyrechnic Institute would saffer
from, the development of wealthier foundations elsewhere,
but during the era of the colleges it was something of a con-
stant reminder that the United States needed railroad-
builders, bridge-builders, builders of all kinds, and that the
institute in Troy was prepared to create them even if the
old institutions were not. In a remarkable letter in 1824, s0

*Sidney Forman: West Poine: A Hintory of the United Seates Mili-
tary 45‘:&&9}:} (New York, 1950}, pp. 23-0o, 85.
*Thid., pp. 74 B6.

e e L r———T———, T

T e e e




Tae Amzerican Coriece awp Usivensiry 250

alien to the spirit and purpose of the Yale Report four years
later, Van Rensselaer described his purpose as heing to train
teachers who could go out into the district schools and there
instruct “the sons and daughters of farmers and mechanics
+ . in the application of experimental chemistry, philos-
ophy, and natural history, to agriculture, domestic economy,
the arts, and manufactores.” Van Rensselzer had clearly an-
ticipated the ratonale of the American land-grant college.
For in his letter of 1824 he expressly stated that what he
had in mind was “the diffusion of 2 very useful kind of
knowledge, with its application to the business of living.” *

Under the direction of Amos Eaton as senior professor
(1824-42) the Rensselaer Institute, as it was first known,
successfully incorporared new methods and new subjects into
an American course of study. Students at the institute in
Troy learned by teaching, by lecturing, by demonstrating
experiments. For them instruction began with the practical
application of the subject at hand. They were introduced
to the scientific principles involved as progress in their stad-
ies required. Thus, a visit to a bleaching factory, tannery, or
to 2 millstone-malter always preceded the appropriate labora-
tory experiments.

The great out-of-doors became an important classroom at
Rensselaer, where surveying, engineering, collecting speci-
mens, touring workshops, and gardening were an integral

of the course of study. Under the direction of Eaton
the Rensselser Institute provided the first systematic field
work in an American institution of leamning; established in
1824 the first laboratories in chemistry and phymn:s for the
instruction of students; and set up the first engmeenng cur-
riculum, swarding th: first engineering degree in 1835, In
1830 the institute offered its students a group of optional
field trips: New York to Lake Erie by steamboat and canal,
for botanical and geological purposes; the Connecticut River
Valley; or the Carbondale, Pennsylvania, coal fields. These

*Ricketrs: RPUL, pp. g-13, 27, 43-5, 55
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field excursions were the forerunners of similar expeditions
in the traditional colleges.

Under B. Franklin Greene the school was reorganized in
1849 and 1850. The progress in technical education achieved
by French scientific schools was incorporated in the new
programs. The course was expanded from one to three or
more years. Weﬁ-develnped courses in natural science and
civil engineering were added. The institution began to place
a new emphasis on fundamental research in chemistry and
physics. The new program in civil engineering was widely
copied in the 1850% at institutions that were otherwise tradi-
tional, thereby helping to point the way toward fundamental
:Il:::dge in the American college in the half century that lay

In the meantime, at Harvard and at Yale science had es- -/

tablished important new beachheads. At Yale, in response to
the arguments of Benjamin Silliman and with faculty con-
currence, the corporation in 1846 authorized the creation of
two nmew professorships, a professorship of “agricultural
chemistry and animal and vegetable physiclogy™ and a pro-
fessorship of “chemistry and the kindred sciences as applied
to the arts.” The same year ac Harvard plans were under-
taken to establish a graduate school of arts and sciences.
Eventually these stirrings became the Sheffield and Lawrence
Scientific Schools.*

In Cambridge in 1847 the plans of the Harvard faculty ran
into a $50,000 benefaction for scientific education from Ab-
bott Lawrence, and what had been intended as a graduate
school in arts and sciences became an undergraduate pro-
gram in science leading to a Bachelor of Science degree.
Even Lawrence’s expectation that the school would em-
phasize engineering was frustrated by the commanding pres-

4 Thid., pp. 9z-100.
‘ Kingsley: Fale, I, 150-2; Chittenden: Fale, I, 38-71.
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ence and suthority of Louis Agassiz, an eminent Swiss sci-
entist who had come to the United States in 1845. His
tremendous energy and knowledge stimulated science ar
Harvard in a way that Silliman’s presence had earlier at
Yale, and under his direction the Lawrence School fostered
the natural sciences—particulacly Agassiz’s spmal interest,
comparative znﬂlngy—-rather than engineering.’

In New Haven in 1847 Benjamin Silliman, Jr., and John P.
Norton developed a School of Applied Chemistry as a section
of a newly authorized Department of Philosophy and the Arts.
In 1852 they added instruction in civil engineering; in 1854
this department was reorganized as the Yale Scientific School,
and with a §100,000 benefaction of Joseph Sheffield in 1860
became the Sheffield Scientific School.

Harvard solved the problem of what degree to offer its
scientific students by giving its first Bachelar of Science de-
gree in 1851; Yale solved the problem by creating the degree
of Bachelor of Philosophy in 1852. The two old foundations
kept the B.A. degree inviolate and protected it from dilution.
At both Yale and Harvard admission standards for candidates
for these degrees were lower than for the B.A. degree; the
length of the course of study was three years rather than the
normal four; and in both insttutions the scientific students
were considered second-class citizens, too benighted to aspire
to the only worthy degree and therefore to be treated with
condescension. At Yale, for instunce, Shefficld students were
not permitted to sit with regular academic students in chapel.

The scientific school idea was contagious. In 1851 Dart-
mouth received 2 bequest of $50,000 with which to support 2
separate scientific department. During the 1850’s variations of
the scientific department idea, offering the B.S. or Ph.B. de-
gree, were introduced at the University of Rochester, Deni-
son, the University of Michigan, Illinois College, the Univer-
sity of North Carolina, New York University, the State

#Samuel Eliot Marison: Three Centuries of Harvard 1636-1936 (Cam-
bridge, 1936), p- 279-
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University of Towa, and the University of Missouri® Between
1860 and 1870 at least another twenty-five institutions would
open scientific departments. Significant, too, was the fact that
two men who perhaps would do most to shape the future of
American higher education began their teaching careers in
the new scientific schools in the 1850%: Charles William Eliot,
the president who remade Harvard, at the Lawrence Scien-
tific School in 1854; and Daniel Coit Gilman, who would be
the first president of Johns Hopkins, at the Scientific School
at Yale in 1857.7
The era of science still lay ahead, bur the emergence of the
BS. and Ph.B. degrees and the creation of scientific depart-
' ments, first at Harvard and Yale and then at other insticutions,
suggested that the American college was perhaps in the
neighborhood of discovering some way of making a viral con-
L nection with American society.
The 1850's in many ways compiled a record of frustrated
beginnings in graduate education. At the University of Mich-
r igan Henry Philip Tappan in 1852 began to show an amazed
board of regents what could happen when a university presi-
r dent was ambidous to create a great American university.

Impressed by the scholarly ideal of the German universities,
Tappan proposed to make the University of Michigan central
in the life of the state, It would hold high the ideal of a true
university of advanced schuiarship, but it would also respond

*Richardson: Dartwowuh, g22-7; Jesse Leonard Rosenberger:

Rochester, the Making of a Ummﬂy (Rochm, :917} (Eu.;ﬂ,

8o; G, W:.llacc Chessman: Denmiron; The Stor

(Geanville, 1957), p- 56 Bucke A, Hinsdale: thry of the Uwrm!y
of Mickigan (Ann Arbor, 1906}, p- 44; Charles Henry Rammelkamp:
’ Hlinois College: A Cemtennial Histary 1829-1929 (New Haven, 1928},
EP 168-9; Kemp Plummer Barde: History of the University of North
aroling {Rz]ﬁgh, 1gory-12), I, Gaa-4; Theodore F. Jomes, ed.: New
York University 1832:1932 (New York, 1933}, p. 8r; Clarence Ray
( Aurner: History of Education in lowa (lowa City, lplq.-%lﬁu,

az; jm\’dﬂs,ﬂd The University of Missowri: A C i
2ory {Eb.imnbu, 1939), 1:1:.
FWalter P. Rogers: ngrm D, White and the Modern University
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to popular needs. It would send its graduates into the public
schools of the state and thus perfect the whole system of edu-
cation in Michigan. No friend of pure vocationalism, Tappan
had made clear before he went to Michigan that the true uni-
versity would be “a powerful counter influence against the
excessive commercial spirit, and against -the chicanery and
selfishness of demagogueism” which prevailed in American
society. An American university, he said, would demonstrate
to a skeptical public what real scholarship was: “We shall
have no ‘more acute distinctions drawn between scholastic
and practical education; for, it will be seen that all true edu-
cation is practical, and that practice without education is little
worth; and then there will be dignity, grace, and a resistless
charm about scholarship and the scholar.” *

Tappan, however, had difficulty in advancing his university
ideal in Michigan which, after all, in the 1850’s was a some-
what crude setting for @ German university. He hired some
scholars, Andrew D, White and Charles Kendall Adams
among them, and with the support of the regents the Univer-
sity of Michigan in 1858 offered courses of study leading to
earned M.A. and M.5. degrees. The response was slight, how-
ever, and increasingly Tappan was subjected to popular abuse.
His Germanic pretensions rubbed Michigan the wrong way;
his habit of drinking wine with dinner was greeted with ridi-
cule; one newspaper described him as “the most completely
foreignized specimen of an abnormal Yankee, we have ever
seen.” In 1863 Henry Tappan was dismissed from the presi-
dency of the University of Michigan, victim of anti-intellec-
tualism and a popular prejudice in favor of the practical, vic-
tim also of his own premature dreams of an American
university.'

If Michigan could not support 2z true university in the

*Richard J. Storr: The Beginnings of Graduate Education in America
(Chicago, ro53), pp. 64-81; Farrand: Michigan, pp. go-5; Henry P.
Ta : Undversity Education (New York, 1851), pp. 65-6, 8o,

Freeman Butts: The College Charts Fir Course (New York,

1939}, pp. 150-5; Storr: The Beginnings of Graduste Education, pp.
111-17,
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1850’s, the city of New York could not create a new one or
make over an old college. Beginning in 1852 the faculty at
Columbia wrestled with the question of how it might trans-
late its own awareness of the need for advanced study in the
American colleges into some workable program. The de-
cision was to offer, beginning in 1857, a program leading to an
earned M.A., but the response was not cm:nuraging. For
while the professors sensed a national need for the enconrage-
ment of pure scholarship, not yet could it be demonstrated
that any American professor needed an M.A. degree. The
Columbia offerings, moreover, were not yet rich enough.
Columbia would have to wait*

Between 1855 and 1857 an effort to create a great new uni-
versity in New York called into action the unhappy Henry
Tappan of Michigan, the frustrated men of science and schol-
arship in the colleges, the mayor of New York, and such po-
tential benefactors as William Astor and Peter Cooper, Dur-
ing the deliberations that decided the fate of the projected
university in New York, Henry Tappan found himself writ-
ing to William Astor: “Now amid all my thinking on this
subject—do you deem it possible that I should not have said
to myself—"What a noble destiny is possible to this family!”
- . . But it was impossible to get all the interested groups to
focus on the same project, on the same needs, on the same
future; and as the final shape of William Astor’s and Peter
Cooper’s benefactions revealed, the philanthropists in particu-
lar were not yet prepared to accept a true university as a
worthy project. Failure to achieve a successful reformation of
the traditional colleges or to achieve a new American univer-
sity helped to swell the. insistent voices of hostility into a
growing chorus of protest.”

One young Princetonian complained that he and his friends
were being provided with an education “zbout as fit for the

» * Ibid., pp. g4-111.
* Ibid., pp. 82-93.
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station they . . . [were] to occupy through life as the mili-
tary tactics of the Baron de Steuben for fighting the Black-
foot Indians among the passes and glens of the Rocky Moun-
tains.” The New York City Board of Education asked in 1847
that the city be provided with a college that was not so fully
committed to the needs of the ancient professions. In 1850 2
committee of the Massachusetts General Court called on Har-
vard to reform its curriculum in order to prepare “better
farmers, mechanics, or merchants.” *

At New York University Professor John William Draper
confronted the old order with 2 forceful and telling chal-
ienga Expla:mng the failure of N.Y.U. to become a popular
institution, he argued: “To use language which this mercan-
tile community can understand, . ... we have been trying to
sell goods for which there is no markee. . . . In this practical
community of men, hastening to be rich, we found no sym-
pathy. . . . But few American youth . . . care to saunter to
the fountains of knowledge through the pleasant winding of
their flowery path. The practical branches must take the lead
and bear the weight, and the ornamental must follow.” And
then Draper warned: “Mere literary acamen is becoming ue-
terly powerless against profound scientific attainment. To
what are the great advances of civilization for the lsst fifty
years due—to literature or science? Which of the two is it
that is shaping the thought of the world?" *

Up in Concord, Massachusetts, Henry David Thoreau was
prepared to turn in his verdict on Harvard College. His com-
plaint was with the methed and psychology of learning that
held the traditional college in its grip. The students, he ob-
served, “should not play life, or study it merely, while the
community supports them at this expensive game, but ear-

*'Wertenbaleer: Princeton, 2356 5. Willis Rudy: The College
of the City of New Fork: A History, 1847-1947 (New York, 1049), p-
13; Morison: Harvard: Three Cemturies, p. 287.

* John William Draper: The Fndu&tmaw_u of the City of New Fork
to ftr University; Anﬁddresrmtbcmmafrbavymm&fvfﬁf

City of New Fork at their Twenty-First Anniversary, 28th June, 1835
(MNew York, 1853), pp. 204
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nestly five it from beginning to end. How could youths better
Jearn to live than by at once trying the experiment of living?
Methinks this would exercise their minds as much as mathe-
. matics.” He asked: “Which would have advanced the most
at the end of & month,—the boy who had made his own jack-
knife from the ore which he had dug and smelted, reading as
much as would be necessary for this,—or the boy who had
attended the lecture on metallurgy atr the Institute in the
meanwhile, and had received a . . . penknife from his father?
Which would be most likely to cut his fingers?” As for his
own experiences at Harvard, Thoreau could only relate: “To
my astonishment [ was informed on leaving college that I had
studied navigation!—why, if I had taken one turn down the
Harbour [ should have known more about it.” * In Georgia,
_f a newspaper in 1857 announced: “We are now living in a dif-
I ferent age, an age of practical utlity, one in which the State
University does not, and cannot supply the demands of the
State. The times require practical men, civil engineers, to
take charge of public roads, railroads, mines, scientific agri-
culture, etc.” In California, the superintendent of public in-
struction in 1858 asked: “For what nseful occupation are the
graduates of most of our old colleges fir?”*

These voices had found a rallying point and a spokesman in
Francis Wayland at Brown. As astute a critic of the old col-
lege a5 the cenrury was to develop, Wayland had already, in
the 18B40's, reminded the colleges that there was something
ridiculous about their preference for buying students rather
than offering a curriculom that students would buy, Dis-
couraged by his inability to make much headway with the
Brown governing board, he resigned the presidency in 1849
and then agreed to reconsider, on the promise that the corpe-

*Henry D. Thoreau: Walden: or, Life in the Woods (Boston, 1854),

56-7.
ljl:'T']?.. Merton Coulter: Collzge Life in the Did Someh (Athens, 19
A p- 20t; William Warren Ferrier: Origin and Development of the I§

versity of California (Berkeley, 1930}, p. 34
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ration would face up to the pressing problems that thos far
Brown and most other American colleges had sacceeded in
ignoring, partly by taking refuge in the Yale Report of 18287

In 1850 Wayland came forth with 2 report of equal influ-
ence.' It shattered the calm in many of the traditional founda-
tions. It encouraged such reformers as Henry Tappan and
John W. Draper, And it hauled the American college before
the public and there gave it a vigorous beating. The colleges
were becoming more and more superficial, he noted. As
efforts were made to accommodate new subjects within the
old framework, all subjects were offered in diluted quan-
tities, and one consequence was that the colleges were turning
out men who were not expert at anything. “The single acad-
emy at West Point,” he charged, “has done more toward the
construction of railroads than all our . . . colleges united."*
Wayland argued that the old course of study made no sense
in an environment defined by the exploitive possibilities of an
abundant continent, the development of new scientific tech-
nigues, and the existence of a self-reliant, ambitions, and dem-
ocratic people bent on achieving economic and social inde-
pendence. “What,” he asked, “could Virgil and Horace and
Homer and Demosthenes, with a little mathematics and nat-
ural philosophy, do towards developing the untold resources
of this continent?™*

Appealing for 4 course of study that would be “for the
benefit of all classes,” but especially for the rising middle
class, he called for “a radical change . . . [in] the system of
collegiate instruction,” proposing such reforms as: an end to
the fixed four-year course, thereby offering the students free-
dom, within limits, to carry whatever load they wished; a new
system of course-accounting that would allot time to s course
according to its utility; a system of completely free course

" Bronson: Browm, pp. 259-61.

* Francis Wl}rhud:pghpm to the Corporation of Brouwm Univernity
om Chenges in the System of Collegiate Education, Read Merch 28,
1850 (Providence, 1850},

*Ibid., p. 18.

* Ibid., pp. 12-13.
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election; a system that would enable a student to begin 2 sub-
ject and carry study in it to completion without interruption.’
In this framework Wayland proposed to the Brown corpora-
tion that it offer a new program of courses in applied science,
agriculture, law, and teaching, The report, as a whole, was
direct, soberly argued, temperate, nondoctrinaire, and its pro-
posals were remarkably flexible. At one paoint, in considering
the possibility of programs of study ranging from two to six
years, it anticipated a university way of looking at things. The
main concern of Wayland's report, however, was to bring the
American college into line with the main economic and social
developments of the age.

Wayland’s plans met with the immediate approval of the
reform element in the colleges and also, significantly, of
the Rhode Island General Assembly and the Providence As-
sociation of Mechanics and Manufacturers. The Brown cor-
poration indicated its readiness to put the proposals into effect
when it had raised $125,000." In 1851 the grear experiment
was begun, Because Wayland was motivated both by a deeply
held democratic faith and by an acute awareness of Brown's
pecuniary needs, he chose to offer an M.A. for four years'
work and a B.A. for something less than that, and he also in-
cluded 2 Ph.B. degree for three-years’ work in the practical
subjects.

Enrollment increased, but not enough to support Way-
land's expectations. The universitcy was unable to offer
enough courses to permit any real specialization. The faculty
! had difficulty adjusting the old rigid system of discipline to
! the new flexible curricolum. The new order attracted to
Brown essentially a group of students of lower academic
quality.* By 1856 the faculty and corporation were in revolt,
and Wayland was replaced that year by President Barnas
Sears who made clear that he was prepared to return Brown
to the safe ways of the past. “We are in danger,” he com-

*Ihid., pp. so-2.
'Ernmgg: Brown, pp. 275 ff.
*Ibid., pp. 282-300.
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plained, “of becoming an institution rather for conferring de-
grees upon the unfortunate than for educating a sterling class
of men.” He had friends elsewhere, many of them. At South
Carolina College President James H. Thornwell proudly pro-
claimed: “While others are veering to the popular pressure

. let it be our aim to make Scholars and not sappers or
miners—apothecaries—doctors or farmers.” At Marietta in
Ohio President Israel Ward Andrews heaped scorn and sar-
casm on the reformers: “Let us then give up our Algebra and
Astronomy and Rhetoric, and inquire into the proper propor-
tions of a piece of meat which can be swallowed without our
incurring the hazard of being choked to death. Substitute
Physiology for Grammar, Physiology for Arithmetic, Physi-
ology for everything. . . .” The day for Francis Wayland
hadnutyetuﬁved,hutal:imughﬂ] did not know it, the
days of James H. Thornwell and uf Israel Ward Andrews
were already numbered.*

*Ibid., p. 32z; Daniel Walker Hollis: University of South Coroling
(Columbia, 1g51-8), I, iv; Archur B. Beach: A Pioneer College: The
Story of M {Mnrm 935}, p. 86.
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Flowering of the
University Movement

In a spirit of optimism appropriate to the age President
James B. Angell of the University of Michigan looked out
upon the collegiate world in 1871 and concluded, “In this day
of unparalleled activity in college life, the institution which
is not steadily advancing is certainly falling behind.”' The
lirtle sleepy colleges, the reluctant universities, the friends of
the status quo—if they did not hear this call to action from
one of the important new spokesmen for American higher
education, they could not avoid the growing evidence that in-
deed there had never before been an age of such stirrings,
such changes, perhaps, as President Angell said, such advance.

James McCosh was prodding a reluctant board ar Prince-
ton, Charles William Eliot was conquering a reluctant board
at Cambridge. At Ithaca and Baltimore new departures in
American higher education were being plotted, The land-
grant colleges were sprouting, and the state universities were
assuming new roles. So dynamic were the changes, so remark-
ably accelerated the influence of the new institutions and the

* James Burrill Angell: Selecred Addresses (New York, 1otz), p. 27
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new movements, so rapid the tendency of one institution to
emulate the advances of a rival that a short thirteen years
later John W, Burgess, an astute and perceptive professor at
Columbia College in New York, was led to the observation:
“I confess that [ am unable to divine what is to be ultimately
the position of Colleges which cannot become Universities
and which will not be Gymnasia. 1 cannot see what reason
they will have to exist, It will be largely a waste of capital to
maintain them, and largely a waste of time to attend them. It
is so now.” "

It was well enough for the Columbia professor to dispase of
two hundred and fifty years of American collegiate history
and now to proclaim that the colleges had either to become
universities or to remaim advanced high schools, Every institu-
tion knew that it had to do somerhing, even, if necessary, de-
fend its right to stand still. What no institution could be cer-
tain of, however, was exactly what was meant by & university,
President Eliot might proclaim that “a university cannot be
buile upon a sect”—which was unguestionably true in Ger-
many and Cambridge, but was it not worth trying in the
United States, where all things were possible? * What was one
to say to the warnings of Professor Henry Vethake of the
college in Philadelphia that called itself the University of
Pennsylvania? Professor Vethake had pointed out that the
German universities were largely supported by students pre-
paring for three professional careers that did not even exist
in the United States—teaching, the civil service, and diplo-
macy. The answer to the professor unquestionably was that
the day had come when the United States needed professional
teachers, professional public servants, and professional diplo-
mats, and that the needs could not be served by the colleges.
Very well, then, a university was a place that turned out pro-

* John W, Burgess: The Awmerican Umiversity: When Shall it Be?
Where Shall it Be? What Shall it Be? (Boston, 1884), p. 5.

*(uoted in George Wilson Pierson: Fale: College and University
1871-1937 (WNew Haven, 1g52-5), L, 61
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fessional career men for opportunities that did not exist but
ought to. Was that a way to command public support? *

As the years passed, confusion was piled on confusion, not
only because colleges changed their letterheads to read “uni-

 versity,” but because the road ro university purpose, function,

or status was in no sense clearly defined. At Virginia the uni-
versity concept rested on a broad base of courses and depart-
ments in which a student could study in depth and with a
freedom unknown in the traditionsl insdtutions. At Johns
Hopkins, on the other hand, the position was developed that
a true university was postcollegiate in its orientation, that its
essence was located in the graduate faculty of arts and sci-
ences whose life revolved around the advancement of learn-
mng. In Cambridge President Eliot was moving Harvard to-
ward university status by purposefully obliterating or at least
diffusing the lines between undergraduate and graduate, be-
tween collegiate and scholarly. For Eliot the idea of a univer-
sity was essentially a matter of spirit, and if an institution had
that spirit, there was no place within it where the university
spirit was out-of-bounds, In New Haven, however, where
there was a certain vested interest in the collegiate way, the
university idea, while clearly in the ascendancy, was as yet
still caged, and the Yale faculty was reluctant to contaminate
Yale College with the spirit that President Eliot was employ-
ing to reshape the whole outlook of Harvard College. At
Ithaca it seemed as though 2 university was being defined as
& place where anything could be studied, as a place where
physical chemistry, Greek, bridge-building, the diseases of
the cow, and military drill were equal.’

Variations on these many themes would give to the United
States a remarkable flowering of the university idea in the lare
nineteenth and early twentieth centuries, but they would not

*Richard ]. Svorr: The Beginmings of Graduste Educarion in America

(Chicago, 1953), p. 7

%Ron Piatorm: PF:.&, L, 44-5; Daniel Walker Hollis: Universty of
South Carolina {Columbia, 1g51-6), I1, 1o-11; Semuel Elioc Morison:
Three Cencuries of Harverd 1636-1936 (Cambndge, 1936), p. 326.
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give any one answer to the question: What is an American
university? For as in its people, its geography, its churches,
its economic institutions, the United States in its universities
was to reveal a remarkable diversity, an unwillingness to be
categorized, & variety that would encompass differences in
wealth, leadership, public influence, regional needs.

But if there was to be no American university, as there was
to be no American system of education, there would one day
be scores of institutions of university status and distinetion.
At Worcester, in Massachusetts, G. Stanley Hall would en-
deavor to pattern Clark University after Johns Hopkins. In
the West the state universities substituted for the traditional
B.A. curriculum a whole collection of undergraduate depart-
ments and courses specializing in vocatonal subjects. Every-
where little colleges, taking their cue from Harvard, in-
troduced an electve curriculum and waited to become
universities. New York University adopted three traditional
collegiate practices that won it mmuch-needed support: it
forged an alliance with the Presbyterian community in New
York; it abandoned its practice of not charging mition (which
among New York’s better families had given the institution a
reputation as 2 pauper’s college); and it moved to an uptown
site where a campus and other collegiate delights would be
possible. And then, having assured itself of a nonuniversity
base, New York University successfully insugurated a ?ig-
orous program of pmtgmdum:e professional work and in tme
became a university.*

Probably for most Americans, however, the image of an
American university would most closely approximate that
which was being hammered out in the state universities of
the West. John Hiram Lathrop, president of the University of
Missouri, said in 1864: “The idea of an American University

*W. Carson Ryan: Studies in Esrly Graduste Education: The
Jekns Hophking, Clark University, The University aof Chicago (New
York, 1939), pp. 47-00; Wallace W, Atwood: The First Fifty Fears:
An Adwinisirative Repor: (Worcester, 1937), pp. 1-10; Theodore F.
Jones, ed: New Fork University t832-1952 (New York, 1933), pp.
137-50.
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15 2 central school of Philosophy . . . , surrounded by the

3

 Professional Schools, embracing not only the Departments of
Law, Medicine, and Divinity, bue the Nopmal School for the
‘education of teachers, and Schools of Agriculture and the
Useful Arts.” "

By 1872 this idea of a university as a collection of disparate
agencies was well-developed in the United States, and in his
inaugural address as president of the University of Califor-
nia, Daniel Coit Gilman gave expression to a university con-
cept that was just about large enough to cover anything that
might henceforth occur under the roof of an American uni-
versity: “It is a university, and not a high school, nor 2 college,
nor an academy of sciences, nor an industrial school which
we are charged to build [here]. Some of these features may
be included in or developed with the University, but the Uni-
versity means more than any or all of them. The university
is the most comprehensive term that can be employed to indi-
cate a foundation for the promotion and diffusion of knowl-
edge—a group of agencies organized to advance the arts and
sciences of every sort, and train young men as scholars for all
the intellectual callings of life.” * Within Gilman’s definition
were the seeds of growth which enabled the head of one of
the great philanthropic foundations to observe one day in the
next century: “From the exposition of esoteric Buddhism te
the management of chain grocery stores, . . . [the American
university] offers its services to the inquiring young Ameri-
can.” " Perhaps no one will ever come closer to defining the
American university.

The university movement in the United States owed more
to !‘hr_: German than to English or French examples, with the
consequence that university did not mean—as it did in Eng-

¥ Jones Viles, ez al.; The University of Missouri: A Centenmial His-

ory fCulumhu, 1939), p. 1of,
*Daniel C. Gilman: The Building of the University: An Insugural

Addrm Delrvered at OQakland, Now. ik, 1872 (San Francisco, 1872),

p.é
'Hmry S, Pritchett of the ¢ Foundation in Howard J.
Savage, er al.: Amevican College Atbk'm (New York, 1g29), p- &
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land—purely an examining body for the products of the
teaching bodies or colleges, nor did it mean—as it did in.

France—an administrative organization for supervising and
regulating instruction at large. On the other hand the Ameri-
can university was no simple reflection of the German uni-
versity, which was a group of faculties that prepared young
men for the learned professions. As President Arthur Twi-
ning Hadley of Yale was fond of pointing out, the Ameri-
can university was everything and none of these things: a
teaching body; an examining body; 2 supervisory and regu-
lating body, in the case of the state institutions; and just as
ready to prepare young men for the unlearned as for the
learned professions’ Yet, because the German example was
paramount, almost everywhere in the creation of an American
university there was a fundamental attachment to the gradu-
ate faculty of arts and sciences, to the idea of a body of
scholars and students pushing forward the frontiers of pure
knowledge.

The distance between the era of the colleges and the era of
the universities was everywhere apparent. And perhaps no
more so than in the 1893 remarks of Professor Basil Gilder-
sleeve, bearer of the tradition of scholarship at Johns Hop-
kins, Sensing the meaning for America of the young scholars
flowing in accelerating numbers from the graduate schools
in Baltimore, New York, Worcester, Chicago, New Haven,
Cambridge, Ann Arbor, and Madison, he recalled how =5 a
youth he had fled to Germany to prepare himself for a pro-
fessorship, for to have prepared himself in the United Srates
would have been impossible and to have argued for the neces-
sity of professional preparation would have opened himself to
ridicule and charges of absurdity."

*Wialton C. John: Graduate Study in Universities and Colleges in
the United States (Washingron, 1035, p. 35-

" John C. French: A Hinory of the University Founded by Jobns
Hopkins (Baltimore, 1946}, p. 275,
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Now, all that was changed. It had begun at Yale in 1856
when James Dwight Dana had asked, “Why not have here,
The American University?” The answer he wanted may not
have been forthcoming, but in 1860 Yale decided to offer the
Ph.D. for high attainments in its graduate Department of
Philosophy and the Arts. In 1861 Yale awarded three doctoral
degrees, the first eamed Ph.D.’s in American history. By
1876, the year that Johns Hopkins dedicared itself to the de-
velopment of the Ph.D), the precedent set by Yale was being
followed in twenty-five institutions which that year awarded
a total of forty-four Ph.D. degrees. The work represented by
these degrees was of uneven quality; some of them were
probably awarded to faculty members of the institution as a
means of gilding the college catalogue. But the degrees meant
that the notion of serious study beyond the B.A. was being
widely established, and with the founding of Johns Hoplins
impetus was given to the organization of graduate study into
separate schools.”

Columbia created an advanced school of political and social
science in 1880, and Michigan achieved something comparable
the next year; Yale put its graduate studies into formal order
in 1882. In 1889 Clark in Worcester and Catholic University
in Washington were created in the image of Johns Hopkins.
In 1890 a great old university, Harvard, and a great mew
university, Chicago, established graduate schools of arts and
sciences, In the 18go’s such state universities as Michigan,
Wisconsin, Nebraska, and Kansas found the funds and the will
to follow suit, and in the South, Venderbilt led in the revival
of southern intellectual life.*

"Storr: The Beginnings of Graduate Educatiom, pp. 57-8; John:

e Study, p. 15

*John Hmri\?an Amringe, et al.: A History of Columbia Univer-
sity 17541904 (Mew York, 1904), pp. z20-60; Byrne Joseph Horton:
The Graduste School (it Origin and Administrative Developnent)
(MNew York, toqa), pp. 73<7; Elizabeth M. Farrand: Himory of the
University of Michigan (Ann Arbor, 1885), p. 270; Burke A. Hinsdale:
History of the University of Michigen f.{n.n Arbor, 1906), p. B5;
Samuel Elior Morison: The Development of Harvard University Since
the Inauguration of Preridemt Eliot 186g-1929 (Cambridge, 1930), pp.
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Reviewing these remarkable indications of university de-
velopment, President Eliot noted in rgo2: “The graduate
school of Harvard University . . . did not thrive, unel the
example of Johns Hopkins forced our Faculty to put their
strength into the development of our institution for gradu-
ates. And what was true of Harvard was true of every other
university in the land which aspired to create an advanced
school of arts and sciences.”” By 1goo Hopkins had probably
lost its eminence as “the premier American Ph.D. mill" 1o
Harvard, but in 1926, just fifty years after its founding,
Johns Hopkins could locate 1,000 of its 1,400 graduates on
American college and university faculties. In, twenty-four
institutions ten or more Hopkins graduates testified to the role
of the institution in Baltimore in establishing and in diffusing
the university idea.” But the day had already passed when so
major a control or so major an achievement could be con-
tinued in one institution. For Johns Hopkins had taught well:
both its spirit and its instrument of recruitment, the graduate
fellowship, were contagions.

The use of fellowships as an inducement for graduate stu-
dents was known in the United States before Johns Hopkins
demonstrated how important they would be to the flowering

of the university movement. Indeed, in 1731 the Reverend

Dean of Derry, Ireland, the later Bishop George Berkeley,
had deeded to Yale College his farm in Newport, Rhode Is-
land, with the stipulation that it be used to support fellow-
ships in Greek and Latin for the period between the B.A.
and the awarding of the M.A,, a degree which customarily
went to all college men who three years after graduation
were not in jail. In 1822, also at Yale, funds were provided

451-62; Merle Curd and Vernon Carstensen: The University of Wis-
consin: A History, 1848-rpzy (Madison, 1049}, I, 630 f.; Edwin Mime:
History of Vanderbils Umiversiey (Na e, 1946), p. E50.

"French: Jobms Hopkini, pp. 86, 204-5; Morison: Harvard: Three
Cenruries, p. 136
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which were to accumulate until 1848 and then be used to
provide graduate fellowships."

The iﬂ of using fel]nwﬁipa as a means of stimulating ad-
vanced study in American institutions received encourage-
ment in the 1850’s from a rather popular book of the period,
Five Years in an English University, the autobiographical ac-
count of a young American at Cambridge who had been im-

essed by the role of fellowships as inducements to advanced
study in the English universitics. In the 1850's, however,
the university movement did not catch on, and although the
faculty of the University of Pennsylvania gave thought to the
idea of founding fellowships, they were more impressed by
their colleague who asked where the money was going to
come from and who then added, “The ¥ankee graduates, at
any rate, will inquire before they start, whether the cash has
been paid in,” *

In the early 1870’s a number of institations—among them
Princeton, Columbia, and Harvard—adopted the custom of
subsidizing foreign study for especially promising graduates
of their own colleges, but it fell to Johns Hopkins to establish
and systematize the practice of populating graduate schools
with subsidized students of promise from everywhere." The
Hopkins decision to offer §500 fellowships reflected the un-
certainty which the board of trustees must have felt for the
immediate success of their venture into graduate education,
but it also revealed their determination to provide the Hop-
kins faculty with students capable of keeping the faculty
“constantly stimulated.” Their determination was rewarded,
and unquestionably “the first twenty-one fellows at Johns

* William Lathrop . edi: Fale College: A Skerch of ity Hir-
tory {New York, 1879}, L §7-62; Svorr: The Begimmings of Graduate
Education, pp. 32-3.

T Srorr: IFE;

Baginnings of Graduate Education, Go-1, 65-6, 1723
Charles Astor Bristed: Five Fearr in an Engﬁrbpgniwrmj {(New
York, 1852) ; Storr: op. ¢it, p. 8o,

“'ﬁ'{hmms ]aﬂe&":ou Wmnbﬂ.get: Princeton :?ﬁarﬁyg Ells:hn%
I ; jo1-2; Van : Columbia, pp. 142, 221; Freoch: Jo
aniifs? . 39-41; Hugh Elwlc'msr ﬁma]:rp A History of the Jobns
Heopkins University, 187¢-1889 (Ithaca, 1960), pp. 7990, 110-1,
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Hopkins were . . . 2 more remarkable group of college
graduates than had ever hefore gathered for study anywhere
in America" Among them were: Herbert Baxter Adams,
who pioneered in the establishment of advanced historical
studies in the United States; Henry C. Adams, who carred
the new learning and the new history to the University of
Michigan; Walter Hines Page, who became Woodrow Wil-
son’s wartime ambassador to England; and Josiah Royce,
who was headed for a career as an eminent Harvard philoso-
pher. The early success of Johns Hopkins rested in part on its
program of fcﬂnmhlps, a device which would become a char-
acteristic elﬂmmt in the creation of every major American
university.’

If the graduate school of arts and sciences with its auxiliary
program of fellowships was central to the achievement of
university status, another emphasis was provided by a spirit
of vocationalism and by the incorporation of professional
schools in the university structure. Frederick A. P. Barnard
in an 1855 report which he prepared as president of the Uni-
versity of Alabama wrote with the blindest of certainty that
a craft society and its characteristic apprentice system were
so permanent a feature of American life that vocationalism
would never intrude itself upon institutions of formal leam-
ing. “While time lasts,” he then wrote, “the farmer will be
made in the field, the manunfacturer in the shop, the merchant
in the counting room, the civil engineer in the midst of the
actual operation of his science.”*

The emergence, after the Civil War, of land-grant colleges
and institutes of technology; the rapidly accumulating knowl-
edge of a technical nature which required some orderly syn-
thesis; the requirements of a now complex, industrial society
with its need for experts of the most specialized sort—all this

* Hawlding: fobns Hapkm p- B3.

*Walter P. Rogers: Andrew D. White and the Modern University
(Tthaca, 1942}, p. 108,
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helped to unleash a spirit of vocationalism which many of the
growing universities not only found impossible to resist but
sought to encourage. And in a bid for survival, many small
colleges which had no chance of becoming universities were
led to introduce into their undergraduate programs such
courses as pharmaceutical chemistry, engineering English,
mechanical drawing, library science, and the history and phi-
losophy of education. In the state universities whole under-
graduate programs could be built around what might be only
a course in one of the smaller institutions. Coeducation served
this tendency to vocationalism by helping to turn most Amer-
ican colleges into teacher-training institutions; by the end of
the nineteenth century, American colleges and universiries
were producing more teachers than anything else.' The
strength of this vocational emphasis was demonstrated by the
degree to which it became embedded even in a place like
Yale. In 1899 Yale permitted B.A, candidates to include law
and medical courses in their programs, and this movement
continned until Yale found itself offering undergraduate ma-
jors in law, medicine, theology, art, and music.* '

It became one function of the university movement in
America to blur the distinction that had long existed between
the connotation of profession and that of vocation. The tend-
ency had been to reserve the word profession for those occu-
pations that required some formal study and instruction. As
2 consequence, there were bur three professions: divinity,
law, and medicine, with perhaps a fourth, the military. All
other occupations were of a lesser nature, of the sort that
could be learned “on the job.” Farmers, merchants, and man-
ufacturers pursued vocations. The graduates of the theologi-
cal seminaries, the law schools, and the medical schools pur-
sued professions. College professors had long been in a kind
of ambiguous no-man’s land, in which specific preparation
was not necessary but in which many practitioners had stud-

" Bailey B. Burritr: Professional Distribution of Coliege and Univer-

sity Graduates (Washington, 1912}, p. 77
* Pierson: Yale, 1, 213, 222-5. L
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ied and been certified as professional clergymen. The uni-
versity movement, however, contained a respect for the
changing world beyond the campus which recognized the
need for rigorous professional training in engineering and
many other phases of applied science; in its pursuit of scholar-
ship and learning the movement created a profession of col-
lege and university teachers; it accepted the democratic
argument that what had been the unlearned wocations could
and should be learned professions.

In assuming responsibility for providing formal profes-
sional education, the universities revealed the degree to which
American higher education had now broadly entered into the
life of the people. The early collegiate reformers had failed
in their efforts to bring the colleges into any vital connection
with the economic life of the nation. Now, the tendencies of
an equalitarian and expanding industrial sociery made no dis-
tinction between what might be learned on the job or in the
university: in the United States all careers were honorable,

" and therefore the university would offer itself as an appro-

priate agency of instruction and preparation for all careers

> for which some formal body of knowledge existed. Incress-

ingly, therefore, the universities supplanted the system of ap-
prenticeship in the old professions and brought into equality
with them a whole range of vocations on their way to pro-
fessional status.

The blurring of the_distingtio rofessional and
vmauumi was paralleled by a blurring o the. equaﬂy ancient
distinction between the college, which had been considered
preprofessional, and the separate or attached divinity, law
and medical schools, which had been considered pmfts-i
sional.* The elective principle brought within the range of

“Sce Roland H. Bainton: Fale and the Ministry (New York, 1957);
Henry K. Rowe: History of Andover Theological Sevminary (MNewton,
1933); George H. Williams, ed.: The Harvard Divinity School (Cam-
I:ll'i 1954} ; Frederick C. Hicks: Vale Low School: from the founders

J.?.ggﬂﬂﬁjr {New Haven, 1936); Alfred Zanwminger Reed:
Tra.ming for the Public Profession of the Law (New York, 1g15);
Willard Hurst: The Groush of American Law (Boston, 1950); Henry
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undergraduates all kinds of courses and programs of concen-
tration for which the most compelling argument was their
usefulness in preparing for a career. A Harvard student who
studied hardly anything but Greek and Latin was probebl
going to Ei%afﬂ? classics, and certainly ﬂﬂmmg
men who concentrated in physics and chemistry expected to
put their learning to use in some practical way.

In one sense, this spirit of career preparation was not some-
thing new, for in the old-time colleges the student body was
composed largely of young men headed for the three leared
professions. The practical relationship between the ancient
course of study and those professions had been one of the
arguments of the Yale faculty in 1828. What was now hap-
pening, however, was an incredible expansion in the number
of careers for which formal study and instruction was pos-
sible, useful, and demanded. The implications of the Jack-
sonian emphasis were quite clear: all careers were equal, and
all careers demanded an equal hearing and an equal oppor-

tlﬁiﬁ]pjl;hig.qhe university. The colleges were now, in their ™

university phase, required to welcome and to serve potential
merchants, journalists, manufacturers, chemists, teachers, in-
ventors, artists, musicians, dieticians, pharmacists, scientific
farmers, and engineers on an equal basis with students of law,
theology, and medicine.*

B. Shafer: The Americon Medical Profession, 1783 to 1850 (New
York, 1936); William Frederick Norwood: Medical Education in the
Umited States before the Civil War (Philadelphia, 1g44); Abraham
Fleaner: Medical Educwtion in the United States ond Camada (New
York, 1g1o}; Francie B. Packard: History of Medicine in the United
Stater (2 vols, New York, 1931).

! Arthur C. Weatherhead: The History of Collegiate Education in
dArchitecture in the Umnited States (Los cles, 1941); Thomas Thorn-
ton Read: The Develogment of Minsral Indurzry Education in the
Usdted States (Mew York, 10491); Charles Riborg Mann; A4 Study of
Engineering Education (New York, 1918); De Forest O'Dell: The
Hirtory of Jowrnalizme Education in the United Seates (New York,
1935}; Jessie M. Pangburn: The Evolution of the American Tedchers

ge (New York, 1932); Robert A. Gordon and James E. Howell:
Higher Education {or Business (New York, 1g50); Frank C. Piesson,
et al.: The Educarion of American Businesonen {(New York, 1o59);
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The university movement did not intrude the spirit of pro-
fessionalism into the life of American higher education, The
old college was, after all, preprofessional, regardless of its
contention that the ancient course of study was a uni
appropriate basic education. Morcover, many of the colleges,
particularly in the cities, had spawned or entered into alli-
ances with theological schools, law schools, or medical
schools, Professorships in theology had been the first to ap-
pear, at both Harvard and Yale before 1750. Thomas Jeffer-
son introduced the first law professorship at William and
Mary, and in 1765 the first professorship in medicine ap-
peared at the College of Philadelphia. Although professional
schools of high standards would be one result of the univer-
sity movement, during the collegiate era affiliated or integral
schools of theology, medicine, and law were beginning to re-
place the more ancient practice of apprenticeship and to
bring professional training to the campus, Yet, if the univer-
sity movement did not introduce an element of professional
concern to higher education in the United States, it was nong-
theless largely responsible for recognizing and nurturing new
professional interests that did not draw their inspiration from
the ancient learning.’

The new professions, therefore, were not as respectable as
the old professions. The old professionalism was character-
ized by a serious regard for the liberal studies and by the de-
gree to which the central subject of every liberal study was
man himself, The new professionalism, on the other hand,
studied things, raised questions not so much about man's ul-
timate role and his ultimate responsibility as it did about
whether this or that was a good way to go about achieving
some immediate and limited object. There was, therefore, 2
difference, a real difference in kind between the old and the

Melvin T. : And Mark an Era: The Story of the Harvard
Business School (Boston, 1g58). '

*Robert L. Kelly: Theological Education in America (New York,
1924). Useful short histories of early professional education may be
found in Nicholas Murray Butler, ed.: Monographs on Education in
the Unpited Seater {2 vols., 1y, 1goo.
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new professions, a difference that had once been clarified by
* the distinction between profession and vocation, The flow-
ering American university took what were vocations and
turned them into professions; the old distinction would be lost
in the process.

The American university, in one of its characteristic mani-
festations, thus became a collection of postgraduate profes-
sional schools, schools which replaced the apprentice system
in law, put responsibility into the study of medicine, tended
to relegate theology into a separate corner, created education
as an advanced field of study, and responded—in one insti-
tution or another—to the felt necessities of the time or the
region, thus spawning appropriate schools at appropriate
times, whether they were schools of business administration,
forestry, journalism, veterinary medicine, social work, or
Russian studies.”

The developing universities revealed an appetite for expan-
sion, a gluttony for work, a passion for growth which consti-
tuted one of their most fundamental characteristics. Because
there was no agreed-upon idea of what an American univer-
Si:r was or might be, there were no theoretical or philosophi-
cal limits which the university developers might place upon
themselves. Only the lack of funds might keep them in har-
ness, but even that could not be counted on in an era of build-
ing and rivalry which could draw on the resources of a
remarkable number of millionaires.

If a university could not procure the faculty it wanted, it
was not thereby frustrated: it borrowed a faculty. Andrew D.
White of Cornell instituted the practice, and for a term each
he was able to offer in Ithaca: James Russell Lowell, Louis

*For typical expesiences see Curti and Carstensen: Wirconsin, II;
Morison: Hervard University Since the Inauguration of President Eljot:
A e T g AL
l.?:fwu? peikliaheel 5 sories uf i aEis utt e schicils oF the Tk
versity: The Bicentennial History of Coluwmbia Umiversity (1954-7).

¥



Tae Amerrcan Correce awp Uwsiversiry 844

Agassiz, George William Curtis, and others. To Johns Hop-
kins, Daniel Coit Gilman brought for short periods Simon
Newcomb, William James, Sidney Lanier, and Lord Bryce.
At Stanford, David Starr Jordan put into service the ralents
of a former president of the United States, Benjamin Harri-
son,”

Another instrument of growth was the concept of federa-
tion which enabled semi-autonomous institutions to cluster
around a core institution, which was probably an old college
become a new university. The Rhode Island School of De-
sign allied itself with Brown, the Institute of Paper Chemistry
with Lawrence College, the California College of Pharmacy
with the Umw:mzy of California, and most of the timﬂugml
seminaries in New York with Columbia. The summer session
and the extension course were likewise agencies devoted to
the enlargement of university purpose. It took an institution
in New York, City College, to discover a means for putting
to full use whatever time the normal university program now
left in the year: in 1909 it inaugurated the first night-school
course of study leading to a bachelor’s degree.”

But the spirit of the new Amnerican universities was far
from adequately revealed in these devices. A more startling
revelation was in the inaugural address with which Andrew
Lipscomb in 1B75 opened Vanderbilt University, the new
capstone of Methodist education in the South. How remote
from the narrow sectarianism, how different from the sus-
picion of intellect, how hostile to all the tendencies that held
the litle Methodist colleges in the grips of pertiness and ig-
norance, how remote from all this were the words that Meth-
odism sponsured at Vanderbilt in 1875: “The University is
Orrin Ellm: m Lg :;Uefnrgc I}biﬂg:#m FP:wr er

{&mﬁ:hrdﬂ L 1037), P I
% Jr Inter-Institutional Agreements in Higher

Educm {New York, rggagt 1B-rg; Warson Dickerman: The His-
torical Developenent gfmner Session in the United States
lfﬂmagu. 1948); Lcnus E. Reber: University Extemsion in the United
Srares (Washingron, 1guq); 8. Willis Rudy: The College of the City
of New York: 4 History, t847-19461 (New York, te4n), p. 315
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bound to recognize every department of true thought, every
branch of human Iknowledge, every mode of thorongh cul-
ture. . . . What is best in the University is the catholicity of
its views. . . . It must have an open-minded hospitality to all
truth and must draw men together in the unity of a scholarly
tﬂmPﬂl'.” 1

In social arrangements a5 well, the university movement
created its own spirit; and while the collegiate tradition was
persuasive enough and strong enough to sustain and to ex-
pand the fraternity movement, there now appeared in the en-
virons of the American university such an institution as the
renowned rooming and boarding house of Mrs. DuBois Eger-
ton at 132 West Madison Street in Balimore. There elegant
style in the grand southern manner, old silver, fine furniture,
excellent food, and twenty paying guests—Johns Hopkins
faculty and students—in the 1870% and 1880’s created a
salon of high distinction, where such men as G. Stanley Hall,
Sidney Lanier, James Russell Lowell, and William James were
not unknown, *

The new university spirit was likely to appear almost any-
where, and although in 1884 the president of the University
of Arkansas actually rejected it, he publicly charged that
some subversive university-minded faculty members had im-
ported from the University of Virginia the two habits that
were doing Arlansas the most harm: high standards of schol-
arship and faculty neglect of student conduct outside the
classroom. At Indiana University in 1892 a professor with
the true spirit suggested that the faculty should sit once
8 year to award diplomas to students who were ready and to
deny diplomas to those who were not ready, “irrespective of
how long . . . [they] may have been in residence.” Let the
college degree, he said, be a “certificate of proficiency” in-
stead of a “certificate of residence.”"

* Mims: Vanderbilt, pp. 63-4-

*French: Hophins, pp. 77-8.

* John Hugh Rﬂzﬁd& and David Yancey Thomas: History of the
Umcrmgr of Ar

ar  (Fayerteville, 1g10), p. 125; James Albert




INTHE UNITED STATES PATENT AND TRADEMARK OFFICE
BEFORE THE TRADEMARK TRIAL AND APPEAL BOARD

AMERICAN UNIVERSITY
Petitioner,
V.
AMERICAN UNIVERSITY OF KUWAIT,

Registrant.

Cancellation No.
92049706

Reg. No. 3387226

Mark: AUK AMERICAN
UNIVERSITY

OF KUWAIT

Reg. Date: February 26, 2008

AMERICAN UNIVERSITY OF KUWAIT,
Counter-Petitioner,
V.

AMERICAN UNIVERSITY,

Counter-Registrant.

Reg. No 2986715

Mark: AMERICAN
INTERNATIONAL

UNIVERSITY

Reg. Date Aug. 23, 2005

Reg. No. 3559022

Mark: A NEW AMERICAN
UNIVERSITY

Reg. Date: Jan. 06, 2009

Reg. No. 4127891

Mark: AMERICAN UNIVERSITY
WASHINGTON COLLEGE OF
LAW and Design

Reg. Date: Apr. 17,2012

Reg. No. 4774583.

Mark: AMERICAN UNIVERSITY
Reg. Date: Jul. 21, 2015

EXHIBITS E3-E4 to
DECLARATION “E” OF JANICE HOUSEY




EXHIBIT E3

THE SOUL OF
THE AMERICAN
UNIVERSITY

From Protestant Establishment
to Established Nonbelief

George M. Marsden

New York Oxford
OXFORD UNIVERSITY PRESS
1994




Oxford University Press

1 Oxford New York Toronto
Delhi Bombay Calcutta Madras Karachi
Kuala Lumpur Singapore Hong Kong Tokyo
Nairobi Dar es Salaam Cape Town
Melbourne Auckland Madrid

and associated companies in
Berlin  Ibadan

Copyright © 1994 by George M. Marsden

Published by Oxford University Press, Inc.
200 Madison Avenue, New York, New York 10016

Oxford is a registered trademark of Oxford University Press, Inc.

All rights reserved. No part of this publication may be reproduced,
stored in a retrieval system, or transmitted, in any form or by any means,
electronic, mechanical, photocopying, recording or otherwise,
without the prior permissioh of Oxford University Press.

Library of Congress Cataloging-in-Publication Data
Marsden, George M., 1939—
The soul of the American university: From Protestant establishment
to established nonbelief / George M. Marsden.
p. cm. Includes bibliographical references and index.
ISBN 0-19-507046-1
L. Education, Higher—United States—Aims and objectives—History.
2, Protestant churches—United States—History.
3. Liberalism (Religion}—United States—Protestant churches—History.
4. Universities and colleges—United States
—Moral and ethical aspects—History.
I. Tide, LA226.M34 1994 578.73—dc20 93-25486

2 46897531

Printed in the United States of America
on acid-free paper



Contents

Introduction, 3

Prologue (I): God and Buckley at Yale (1951), 10

Prologue (1I): Henry Sloane Coffin's Yale (1897), 17
Prologue (III): A “Christian College”? The Yale of

Noah Porter and William Graham Sumner (1879—1881), 22

Part I The Establishment of Protestant
Nonsectarianism, 29

1 The Burden of Christendom: Seventeenth-Century Harvard, 33
2 The New Queen of the Sciences and the New Republic, 48

% Two Kinds of Sectarianism, 68

4 A Righteous Consensus, Whig Style, 79

Part II Defining the American University
in a Scientific Age, 97

5 American Practicality and Germanic Ideals: Two Visions
for Reform, 101

6 The Christian Legacy in the Epoch of Science, 113
7 Positive Christianity versus Positivism at Noah Porter's Yale, 123
8 California: Revolution without Much Ideology, 134

9 Methodological Secularization and Its Christian Rationale
at Hopkins, 150

10 Liberal Protestantism at Michigan: New England Intentions with
Jeffersonian Results, 167

11 Harvard and the Religion of Humanity, 181

12 Holding the Line at Princeton, 196

13 Making the World Safe from the Traditionalist Establishment, 219
14 The Low-Church Idea of a University, 236



Xiv Contenls

Part III When the Tie
No Longer Binds, 263

15 The Trouble with the Old-Time Religion, 267
16 The Elusive Ideal of Academic Freedom, 292

17 The Fundamentalist Menace, 317

18 The Obstacles to a Christian Presence, 332

19 Qutsiders, 357

20 Searching for a Soul, 369

21 A Church with the Soul of a Nation, 388

22 Liberal Protestantismm without Protestantism, 408

Concluding Unscientific Postscript, 429
Index, 445



Introduction

This book is about how and why pace-setting American universities are
defined as they are. Particularly it is concerned with how and why they
are defined with respect to religion. These two questions are closely con-
nected since those who originally set the standards for American universi-
ties in the late nineteenth century were shaped by their strongly Protes-
tant heritage. Most of the first generation of university builders were
active Protestants and many were ardent believers. Even if they gave up
the particulars of the evangelicalism of their mentors’ generation, they
retained a dedication to liberal Christianity. Through the second and
third generations of the evolution of American universities, until the early
1960s, almost all the leaders of the pace-setting institutions were of Prot-
estant stock, had outlooks shaped by a Protestant ethos, and on occasion
would honor their Christian heritage.

In the late nineteenth century, when American universities took their
shape, the Protestantism of the major northern denominations acted as a
virtual religious and cultural establishment. This establishmentarian out-
look was manifested in American universities, which were constructed
not, as is sometimes supposed, as strictly secular institutions but as integral
parts of a religious-cultural vision. The formal strength of such nonsectar-
ian Protestantism was evidenced by the continuing place of religious activ-
ities on most campuses. In the 1890s, for instance, almost all state univer-
sities still held compulsory chapel services and some required Sunday
church attendance as well. State-sponsored chapel services did not become
rare until the World War 1I era. In the meantime, many of the best pri-
vate universities maintained Christian divinity schools and during the first
half of the twentieth century built impressive chapels signaling their re-
spect for their Christian heritages. As late as the 1950s it was not unusual
for spokespersons of leading schools to refer to them as “Christian” insti-
tutions.

Such vestiges of the Protestant establishment are significant not simply
as curious, but largely forgotten, practices. Rather, they provide im-
portant clues for unearthing a much larger connection between establish-
mentarian Protestantism and the construction of American universities.
While the United States was formally pluralistic, its cultural centers had
never seen a time when Protestantism was not dominant, During the first
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half of the nineteenth century Protestant leaders consolidated their cul-
tural hegemony. Nowhere was this cultural aggressiveness more successful
than in their gaining control over virtually all the influential colleges in
the country, including state schools. New Englanders, who drew on centu-
ries of experience in American higher education, were the dominant
party in this enterprise, setting national standards that others attempted
to emuilate. Politically they were Whigs and later Republicans. Heirs to
the Puritans, they were national reformers who combined high moral ide-
alism with zeal for modern capitalist and technological progress. For a
time after their triumph in the Civil War no other group could challenge
their cultural leadership, especially not in education. It was the sons of
this heritage—men who came of age during the earthshaking national
conflict and who inherited a sense of calling to serve God and nation in a
cultural mission—who founded and defined America’s universities.

Protestantism was, of course, far from the only factor shaping the
founders’ heritage or the universities they built. They were responding as
well to many practical, technical, professional, and economic forces. Yet it
would be remarkable if visionary men reared in an era of such fervent
national moral idealism did not view their practical concerns through the
lens of their religious heritage. Typically they did not abandon the Chris-
tian idealism of that heritage but rather adjusted it to accommodate their
commitments to modernity. So while it is possible to look at the shaping
of American higher education primarily as responses to practical forces
and concerns, it is illuminating to recognize that the ideals for which the
universities stood and which helped define practical priorities were also
shaped by a powerful and distinctly Protestant heritage. Even major edu-
cational ideals that might not seem especially religious, such as scientific
standards growing out of the Enlightenment, American republican moral
ideals growing out of the Revolution, romantic principles of individual
development, or American perceptions of German universities, were me-
diated through the American Protestant heritage.

If we look at the story from the other side, asking what the universities
did with Protestantism, rather than how the Protestant heritage shaped
the universities, we immediately see a striking paradox. The American
university system was built on a foundation of evangelical Protestant col-
leges. Most of the major universities evolved directly from such
nineteenth-century colleges. As late as 1870 the vast majority of these
were remarkably evangelical. Most of them had clergymen-presidents who
taught courses defending biblicist Christianity and who encouraged peri-
odic campus revivals. Yet within half a century the universities that
emerged from these evangelical colleges, while arguably carrying forward
CI_IC spirit of their evangelical forebears, had become conspicuously inhos-
pitable to the letter of such evangelicalism. By the 1920s the evangelical
Protestantism of the old-time colleges had been effectively excluded from
leading university classrooms.

During the next half century the paradox turns into an irony. Many
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of the same forces set in motion by liberal Protestantism,! which rooted
out traditional evangelicalism from university education, were eventually
turned against the liberal Protestant establishment itself. Now, while it is
the spirit of liberal Protestantism that arguably survives, normative reli-
gious teaching of any sort has been nearly eliminated from standard uni-
versity education.

The deep irony in Protestant-dominated American education is high-
lighted further if we consider dominant attitudes toward Roman Catholi-
cism. On the one hand, the ideals for which the Protestant establishment
stood included freedom, democracy, benevolence, justice, reform, inclu-
siveness, “brotherhood,” and service. Education was conceived of as a
means of assimilating other traditions into an American heritage that in-
cluded these ideals. While the cultural leadership often failed to live up
to what it professed, these ideals themselves have had a pervasive influ-
ence on almost every subgroup in the culture and should not be dismissed
lightly. At the same time, as many Catholic educators of the nineteenth
and early twentieth centuries could have testified, these universal and in-
clusive attitudes were also imperialistic and exclusive.

The American Protestant leadership was determined to have a stan-
dardized education system and treated Catholics as second-class for per-
sisting in having their own schools. In higher education Protestants in-
sisted on a universal academic ideal, underwritten by Enlightenment
assumptions concerning universal science and supported by optimism
concerning human nature’s ability to progress toward a universal moral
ideal. During the era when America’s dominant university system was de-
fined, a Catholic university was regarded, as it was popular to remark, as
an oxymoron.

Ironically, therefore, Protestant universalism (catholicity, if you will)
was one of the forces that eventually contributed to the virtual exclusion
of religious perspectives from the most influential centers of American
intellectual life. Unlike some other Western countries which addressed
the problems of pluralism by encouraging multiple educational systems,
the American tendency was to build what amounted to a monolithic and
homogeneous educational establishment and to force the alternatives to
marginal existence on the periphery. Almost from the outset of the rise
of American universities, such universality was attained by defining the
intellectual aspects of the enterprise as excluding all but liberal Protestant
or “nonsectarian” perspectives. For a time liberal Protestantism also was
still allowed to play a priestly role, signaled by the building of chapels,
blessing such academic arrangements. Eventually, however, the logic of
the nonsectarian ideals which the Protestant establishment had success-
fully promoted in public life dictated that liberal Protestantism itself
should be moved to the periphery to which other religious perspectives
had been relegated for some time. The result was an “inclusive” higher
education that resolved the problems of pluralism by virtually excluding
all religious perspectives from the nation’s highest academic life.
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Telling the story these ways points out the wisdom of not jumping to
evaluative conclusions in considering the role of religion in American
higher education. On the one hand, it is a story of the disestablishment
of religion. On the other hand, it is a story of secularization. From the
point of view of persons with wholly secular values, these two ways of
characterizing the history may fit harmoniously, both being laudable.
Even for such readers, though, it may be illuminating to reflect on the
degree to which many of the things they like as well as those they dislike
in contemporary universities may have been shaped by a Protestant heri-
tage. For those who have religious commitments, on the other hand, “dis-
establishment” and “secularization” are likely to suggest opposed evalua-
tions. Disestablishment is likely to sound like a good thing, while
secularization, even if desirable in many of its forms, seems undesirable if
it excludes religion from the major areas of public life that shape people’s
sophisticated beliefs.

Persons concerned about the place of religion in American life might
be particularly concerned that the largely voluntary and commendable
disestablishment of religion has led to the virtual establishment of nonbe-
lief, or the near exclusion of religious perspectives from dominant aca-
demic life. While American universities today allow individuals free exer-
cise of religion in parts of their lives that do not touch the heart of the
university, they tend to exclude or discriminate against relating explicit
religious perspectives to intellectual life. In other words, the free exercise
of religion does not extend to the dominant intellectual centers of our
culture. So much are these exclusions taken for granted, as simply part of
the definition of academic life, that many people do not even view them
as strange. Nor do they think it odd that such exclusion is typically justi-
fied in the names of academic freedom and free inquiry.

One of the themes of this book is that there were undesirable fea-
tures of the American Protestant establishment which have led to equally
fawed features of American disestablishment.? It has been a particular
source of later problems in American higher education that Protestant
church-related institutions typically regarded themselves as essentially
public institutions as well. From their beginnings, reflecting their Euro-
pean establishmentarian heritages, they made almost no distinction be-
tween the ideals that should shape the whole of American society and the
particularities of the Protestant faith, After the formal disestablishment of
religion, they found ways to perpetuate this identification of religious and
cultural heritages. Essentially by broadening the definitions of Protestant-
ism they managed to maintain their cultural hegemony under the rubric
of consensual American ideals.

In understanding and evaluating changes in the role of religion in
America, it is important to keep in mind that the largest forces involved
are by no means unique to the United States. Rather the American devel-
opments are part of changes in Western culture that have been going on
since at least the Reformation and accelerating since the rise of science,
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technology, and Enlightenment thought in the early modern era. Such
massive transformations as disestablishment, secularization in all its com-
plexities, disenchantment of reality, rationalized approaches to work and
other human activities, and revolutions in technology, politics, economics,
intellectual life, culture, and in all human relationships were parts of
more general Western cultural trends, even if they took distinctive forms
in America. Moreover, Americans did not invent universities, even if they
reshaped them in their own image. Higher education in the United States
was directly influenced by English, Scottish, and German models, which
in turn were shaped by the impact of all the overwhelming forces for
change in those countries. Nonetheless, if we keep this larger picture in
mind, it is possible to see how those forces, as well as particular European
models, were refracted though the American experience.

As should be apparent by now, the way in which this story is told is
influenced significantly by my own point of view. Since historians when
they are candid admit their books are in part autobiographies, I have long
thought it appropriate for authors to identify their own points of view, so
that readers may take them into account. I am also now pleased to see
that, thanks in part to feminist scholars, this has become more customary
practice. My point of view is that of a fairly traditional Protestant of the
Reformed theological heritage. One of the features of that heritage is that
it has valued education that relates faith to one’s scholarship. Particularly
important is that beliefs about God, God’s creation, and God’s will and
provision for humans should have impact on scholarship not just in theol-
ogy, but also in considering other dimensions of human thought and rela-
tionships. In my own experience 1 have seen the possibilities for such
scholarship demonstrated, often in intellectually impressive ways, particu-
larly at Calvin College where I taught for many years and also among
other colleagues, especially in American religious history, who share such
convictions.? Yet it is also apparent that such viewpoints, no matter what
their academic credentials, are seldom given a hearing in American aca-
demic life. Most American scholars hardly know that such serious tradi-
tional faith-related academic enterprise still persists, or if they do, they
write it off as obscurantist. The present study then arises from my puzzle-
ment as to how the dominant American academic life came to be defined
in a2 way that such viewpoints, including their counterparts in other Chris-
tian or other religious heritages, have been largely excluded.

Since it is nowhere written in stone that the highest sort of human
intellectual activity must exclude religious perspectives, it is helpful, I
think, to consider how it came to pass that so many academics believe that
such exclusions are part of the definition of their task. Such beliefs are of
relatively recent origin. In America they are constructions largely of the
late nineteenth and early twentieth centuries, although their roots can be
traced further back and to European antecedents. The evaluative ques-
tion that this historical analysis should raise is, given that many of the
original reasons for these beliefs are no longer widely compelling, is it
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not time to reconsider the rules that shape the most respected academic
communities?

One point that I find needs to be underscored is that this book is not
a lament for a lost golden age when Christians ruled America and its
educational institutions. Rather, if anything, it is a critique of that old
regime. Particularly, it critically analyzes the Protestant heritage to which
I am closest, the Reformed (such as Congregationalists and Presbyterians),
who long set the standards for dominant American education. Nonethe-
less, this analysis is not first of all a critique of any particular individuals or
groups so much as an attempt to understand American tendencies toward
cultural homogenization and uniformity with respect to this issue. Those
from Protestant heritages, notably the Reformed, who aspired to domi-
nate the culture, are partly responsible for those tendencies. At the same
time college and university leaders were responding to broader cultural
forces and many legitimate demands. So rather than finding many cul-
prits, what we typically find are unintended consequences of decisions
that in their day seemed largely laudable, or at least unavoidable. The
evaluative question is whether the unintended consequences regarding re-
ligion are desirable. Particularly, in a just society might there not be more
room for the free exercise of religion in relation to higher learning?

Now that I have so explicitly identified my evaluative concerns, there
is a danger that readers may conclude that what follows is little more than
historical partisanship. However, as many historians who do not say much
about their own points of view have demonstrated, it is perfectly possible
to have strong evaluative interests in a subject and yet treat it fairly and
with a degree of detachment. A large part of my motive is to provide a
narrative that will illuminate the relationship of dominant American aca-
demia to American religion. Moreover, I have attempted to address wider
audiences that include many points of view different from mine. My hope
is that my somewhat unusual perspective has led me to raise a set of ques-
tions sufficiently novel for a wide range of observers to find them intri-
guing. So while I write from an acknowledged point of view, I have also
attempted to tell a story that is fair enough to the evidence and to all
parties concerned to be illuminating to others whose interests are very
different from my own.

Notes

1. Often in this volume I use the term “liberal Protestantism” rather loosely
as a shorthand for the leadership in the major American denominations (such as
American Baptist (Northern Bapitist), United Methodist, the Presbyterian Church
in the U.S.A., United Church of Christ (including earlier Congregational), Episco-
pal, Disciples of Christ, some Lutherans, and others associated with the Federal
Council of Churches and its successor, the National Council of Churches. Al-
though there were many varieties of viewpoints among and within these groups,
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the leadership was “liberal” at least in the sense of being theologically inclusive
and tolerant. Often leaders from these groups in university education were them-
selves liberal in theology, though there again there would be many exceptions.
Sometimes I refer to these groups synonymously as “mainline Protestants.” “Evan-
gelical” also has a number of legitimate meanings. I use it here to refer to Protes-
tant traditions that place a strong emphasis on the authority of the Bible as a
reliable historical record of God's saving work centering in Christ and that have
at least sympathy for revivalist emphasis on conversion.

2. This observation roughly follows the argument of David Martin that the
character of a country’s disestablishment will parallel the character of its former
establishment. General Theory of Secularization (New York: Harper & Row, 1978).

3. I have surveyed both the strengths and the weaknesses of traditional Protes-
tant scholarship in “The State of Evangelical Scholarship,” Christian Scholar's Re-
view 17 (June 1988), 347-60.
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Introductory

1 admit that Plato’s world was not ours, that his scorn of trade
and handicraft is fantastic, that he had no conception of a
great industrial community such as that of the United States,
and that such a community must and will shape its education
to suit its own needs. If the usual education handed down to it
from the past does not suit it, it will certainly before long drop

this and try another.
—MATTHEW ARNOLD

The society of a university may embrace many groups within
the state who possess capacity and energy for the serious pur-
suit of knowledge. . . . It thus becomes “an instrument of the
people,” placing its resources at the disposal of all members

of the state who need its aid.
—1J. J. FINDLAY

The North American university is unlike any other. Its structure,
management, sources of support, relation to Church and State, and
responsibility to the public are unique and set it apart from all
other types—English, Continental, or South American. As for the
one element that universities share all over the world—teachers
and students—it is, despite appearances, less homogeneous in in-
terest and purpose than it used to be, hence cannot be relied on
to give a uniform character and destiny to culturally diverse
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In the United States that character and destiny are now a sub-
ject of public and private discussion as they never were before, and
the reason is obvious. During the past twenty years the leading
universities of the country have changed markedly in form and
function, carrying with them—part way or altogether—the
eighteen hundred other establishments called colleges and universi-
ties. All tend to suffer from similar and unexampled difficulties.
They spend huge sums and are desperately poor; their students
attack them; their neighbors hate them, their faculties are restless;
and the public, critical of their rising fees and restricted enroll-
ments, keeps making more and more peremptory demands upon
them. The universities are expected, among other things, to turn
out scientists and engineers, foster international understanding,
provide a home for the arts, satisfy divergent tastes in architecture
and sexual morals, cure cancer, recast the penal code, and frain
equally for the professions and for a life of cultured contentment
in the Coming Era of Leisure.

One may be tempted to shrug off these fierce claims as part of
the mid-century madness. But they are pressed just the same, and
the university must somehow meet them, on pain of being re-
minded that it lives on charity. There it sits, doors open, over-
crowded in city or country, and bound to perform from day to day
the miracle of juggling deficits and coaxing donors, of soothing
alumni and keeping its scholars faithful, while trying also to out-
live the picket lines, sit-ins, teach-ins, and hot or cold articles in
the Iocal press.

Not all these miseries, it is true, bedevil all colleges and uni-
versities all the time. But the fact remains that the university as an
institution has become the object of an endless domestic guerrilla,
part organized, part fortuitous. It is perhaps time that this institu-
tion, which is still much loved and respected, even by its impatient
clients, should be better understood. The subject is complex and
variable, but not beyond comprehension. Why, then, is it so poorly
known?

To begin with, there are in the country many overlapping kinds
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of universities, not equally besought or beset. There are private
and public universities (and hybrids like the land-grant colleges};
there are new and old, state and municipal, secular and church-
governed, urban and rural universities; there are four-year colleges
that content themselves with undergraduate instruction and others
that venture to give higher degrees in certain subjects; and all these
exist side by side with the many celleges and universities in name
only—institutions of lesser scope relabeled in the general excite-
ment with some loftier title. This is what we should expect as a
result of rapid expansion and limitless answerability, coupled with
widespread confusion as to what a university is and can do.

The things that interest newspaper readers about universities
besides athletics—the scientific discoveries, art exhibits, “studies™
on human and social woes; the new buildings, fund-raising cam-
paigns, and unsatisfactory admissions policies—are but external
products. The public knows little, and perhaps cares not at all,
about the vast apparatus of men and machines, rules of law and of
thumb, duties and ambitions that lie below the externals and that
are, like our national culture, in a perpetval state of flux. Yet,
without an informed view of this heaving organism, much that
affects the national culture no less than the university must remain
a mystery.

The new functions it has taken on and the methods it has
improvised in a decade-and-a-half have torn apart the fabric of the
former single-minded, easily defined American university. A big
corporation has replaced the once self-centered company of
scholars and has thereby put itself at the mercy of many publics,
unknown to one another and contradictory in their demands, It is
not surprising that the newspaper reader, like the reporter who
supplies him with fragmentary facts, is bewildered.

Indeed, the place is not always clearly seen by those within, so
diverse are its activities and changeable its conditions of life. The
internal stresses and strains are of course matters of gossip on the
campus, but their cause is often a puzzle: Why do we do this?>—is
it the trustees? Why can’t we do that?—doesn’t the administration
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understand? Why weren’t we told?—after all, we are the university.
Faculty, student body, administration all suffer from a lack of
mutual comprehension—and there are times when the lack seems
irremediable.

The point is not that idle curiosity remains unsatisfied but that
the missing information is essential to right action, individual and
corporate. Both the need and the lack are new, as a simple con-
trast will make clear. Barely twenty years ago the workings of a
large university such as Columbia could be sketched in a few
strokes. Though the university already comprised a dozen schools,
and its student body and faculty matched in size their largest
counterparts, its administration presented a spectacle of endearing
simplicity. The president, the secretary, a few deans (fewer than
there were schools and largely unassisted by subdeans}, together
with half a dozen understaffed clerical and business offices, kept
the show going. The innocence of those days appears from the fact
that sixty-seven persons reported to the president—whenever they
feit they wanted to. Under a set of statutes quite properly general,
each unit or department (there were twenty-eight departments of
arts and science) worked by precedent. Lacking any common
procedures in written form or any table of organization at any
level, a wide diversity reigned, which furnished lunch-table con-
versation of endless interest. Each group knew it was impossible to
carry on teaching and scholarship in any other way than its own,
and marveled at the other groups’ ability to do the impossible.

Each department was led by a senior member designated “ex-
ecutive officer,” lest the title of chairman suggest rules of order.
With or without his colleagues’ advice he did his best for his little
republic under the unpredictable but rare and usually benevolent
directions of the president. Privileges or their absence rested upon
some bargain made or not made in the dim past. Such discrepan-
cies were accounted for by the different needs of different subject-
matters—vastly different, for example, like French and Italian, or
like Physics and Chemistry—differences deemed sufficient to ex-
plain why, in one or the other department, leaves granted werg
more frequent or telephones more numerous.
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About this same time (the mid-forties), the budget of the
university consisted almost entirely of academic salaries, books
and supplies, and maintenance costs. The president was sup-
posedly in charge of its preparation, but by statute and in practice
he was head of the educational sector only; the treasurer had
parallel powers and direct access to the trustees. But conflicts did
not arise—or they were kept down. At any rate, it was believed
that all the financial affairs of the university were settled at the
president’s Saturday lunch with the treasurer. Unfortunately,
toward the end of that era, despite good intentions on both sides, it
often happened that the budget for business affairs was passed
before the educational estimates were in hand. The outcome was
that education had to make de with what was left, having had no
chance to question or review the business side’s claims upon the
available resources.

These conditions appear in reirospect more alarming than they
were, and this is one measure of the distance we have traveled in
less than twenty years. Today no umiversity could last a week
under such a regime. And the reason why the old order spelled
tolerable diversity rather than mad anarchy is that the demands
upon the institution were fewer and gentler. There was more time;
the interests of the individual as well as of the corporation were
less momentous; errors and omissions were more easily repaired;
the regularity that was absent from the organization was present in
the mores, in the outlook of its members, and in their private
circumstances. In short, Colurnbia University, despite its relative
massiveness and reputed riches, was still an enterprise capable of
being grasped and run by one man.* The president could deal
ofthand with seventy or seven hundred people and take care of
their infrequent wants, easily knowing what had gone before and

* The changed meaning of “large scale” can be gauged by recalling how
John Jay Chapman interpreted the advent of President Eliot at Harvard a
hundred years ago: “The circumstances required the comsfruction of & one-
man machine, . . . This is the only way in which executive business on a
large scale can be done quickly. . . . On the other hand, . . . a true Uni-
Versity always rests upon the wills of many divergent-minded old gentlemen,

who refuse to be disturbed, but who growl in their kennels."—J. J, Chap-
man, Selected Writings, ed. J. Barzun, New York, 1957, 213,
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what he was doing now, to use or not as a precedent the next time.*

Today, the word “multiversity” has gained currency as a de-
scription of the changed reality, and it strongly hints that no
group of men can do all that is attempted at our universities and
still maintain the cohesion that makes an institution.

That point is still to be proved. Meanwhile the situation is rich in
paradoxes. The American university has upheaved itself to “catch
up” and “modernize,” words that mean: has ceased to be a
sheltered spot for study only; has come into the market place and
answered the cries for help uttered by government, industry, and
the general public; has busily pursued the enthusiasms of our
utopian leaders of thought, both private patrons and big founda-
tions; has served the country by carrying on research for national
goals; has, finally, recognized social needs by undertaking to teach
the quite young, the middle-aged, the disabled, the deprived, the
misdirected, and the maladjusted.

In this great effort it has been encouraged with money and fair
words. But despite this eagerness to help and this quick adaptation
to new duties, the university is now receiving the harshest criti-
cisms it has ever had to endure. Never so trusted, never so chal-
lenged. Government (both the legislative and the executive
branch) is suspicious of its management of research. Foundations
accuse it of conservatism and inability to change. Students who
attend it regard it as another establishment to be brought down by
violence and revolutionized. Benefactors and paying customers
shake their heads over rising costs and low productivity. And
inside the house the scholars, who repeat that they are the
university, complain of the work and the pay like wage earners,
while declaring that their allegiance is not to the particular place
but to their subject of specialization, their “discipline.”

It may be that these diverse remonstrances are the sign of a
deep attachment, that the critics are only dissembling their love,

* Until the fifties the presidential files for any one year fitted readily into
three drawers. By 1956-57, one year filled up fifteen drawers, and the
volume has kept multiplying annually ever since.
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which will work its legendary miracle if only we give it time. But
whatever the future may hold, it is clear that both the anxious state
of the American university and its altered life call for immediate
attention, The dangers are clear and present—bankruptcy, paraly-
sis, futility. _

The causes of disaster have developed with a fatal logic since
the Second World War. The new university emerged then as the
by-product of its own war effort. It was the Manhattan Project,
the V-12 Program, the GI Bill of Rights, following close upon the
participation of the academic community in the New Deal, that
catapulted the university into its present headlong rush. To that
momentum was added, after the war, the impetus of a world power
that must continue to mobilize academic men for global advice
and activity.

The war, then, is the event that divides past from present in
what concerns us here. It was at that time, in 1945, that I pub-
lished under the title Teacher in America an account of university
working as it was then. The book was based on a tour of inquiry
that I had been asked to make for the guidance of Columbia
College in restoring the civilian curriculum. The university was still
a traditional institution, the handiwork of a brilliant empire builder
in the classical manner, Nicholas Murray Butler. Still in the sad-
dle, “Nicholas Miraculous” had dominated the scene since 1902,
having directed all things himself like a virtuoso conductor, with-
out crisis or rebellions.* But by the close of his reign the disloca-
tion caused by war and the drift due to the slackening of his direct
control created a need for new plans and a new mode of ad-
ministration, If the university was to maintain its rank it must be
reorganized,

What is to be discussed later makes it relevant here to say a

* So regular had the lack of system become at the end of Butler’s time
that he could rely on his docile deans and coast as it were by gravity, The
departmgnts were similarly inclined. Even when he appointed a full pro-
fessor without consulting anyone, the growling in the kenuels was localized
and bncf_. Today such an act would blow a president sky-high and furnish the
Papers with congenial matter for weeks.
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word about the reasons that moved a thereupto blameless member
of the institution such as myself to give up for a time his chosen
work and submit to a sentence of hard labor—the long hours and
grueling conditions of the executive life, coupled as it is with the
overt pity and envious disdain of one’s colleagues. The decisive
reasons in my case were my long attachment to the university—
thirty-two years as student and teacher—and the knowledge that
its indispensable modernizing was to be carried out under the
direction of a new president, who from the begimming conceived his
task in the terms just stated, and who chose his associates because
they shared his sense of urgency and his view of what needed to be
done. Thoroughgoing reorganization should indeed have begun on
Dr. Butler’s retirement, but it was not until 1953, after two interim
presidencies, that the election of Grayson Kirk as fourteenth
president since 1754 and of Dr. John Allen Krout as vice-presi-
dent gave hope of change,

Even then, another year had to elapse, during which all avail-
able energies were bent upon the Bicentennial Celebration of
195455, Systematic work was thus postponed until the autumn of
the latter year, which was when I joined the administration as dean
of the graduate faculties. About the same time, the president
appointed a faculty committee to examine the state of the uni-
versity and recommend changes. The report, published after wide
discussion in 1957, and known as the Macmahon Report, pro-
vided a chart of the changes deemed desirable in the work of
instruction and research. One of the recommendations was the
creation of the post of Dean of Faculties, to which I was named in
1958 with the added title of Provost—a term whose meaning will
appear in the sequel.

The Dean of Faculties was to provide a unifying force in the
work of insttuction and research, such as is commonly expected
elsewhere from the Academic Vice-President; but it was clear from
the outset that few if any of the goals defined by the faculty com-
mittee could be reached without recasting or strengthening every
administrative agency, codifying procedures, and devising many
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new ones. This reshaping of the structure while carrying on the
daily operations was necessarily a cooperative effort, in which not
merely the president and his immediate aides, but the deans of the
sixteen schools, the directors of all the institutes and centers, and
the chairmen of the forty departments must take part, often
changing their long-rooted practices and helping their subordinates
to follow suit.

All changes, moreover, must commend themselves to those
directly affected, the faculty and students, which meant consulta-
tion and discussion—yet not without the tactful imposition of
limits if the new machinery was to be in motion before the end of
the century. The shift must somehow be made from one-man fitful
authority to delegation-with-consensus. Freedom must be salvaged
out of the previous lack of system without replacing the anarchy of
laisser-faire by that of bad bureauncracy.

Add to this overhaul the need to find and train a much enlarged
corps of second-line administrators and to develop ways of
adapting all new methods to continually changing requirements—
whether imposed by Washington or by the march of mind—and it
will not seem that the time taken for bringing order to one large
university was excessive; rather, it was surprisingly brief. When I
resigned my administrative duties in the spring of 1967, twelve
years had gope into filling the "outline of the new American
university. Not every comparable institution had suffered the long
interregnum that put Columbia administratively at a disadvantage
in the early fifties, but what had to be done there amounts to a
comprehensive agenda of what has had to be done elsewhere or is
being done wherever expansion and modernization are in progress.
The summary of this effort as I saw it should furnish at once a
sketch of the recent upheaval in our American system and a bird’s-
eye view of the aims, organization, and turmoil that characterize
our leading universities today.
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PREFACE

i o)

A BE MosT sTROONG TG about the American university in its forma-
tive period is the diversity of mind shown by the men who spurred its
development. Here lies the excitement of their story. Those who par-
ticipated in the academic life of the late nineteenth century displayed
sharply dissonant attitudes. Their outlook offered no smooth consensus,
despite the eventual efforts of an official leadership to create one.
Instead, theirs was an arena of continual dispute, of spirited conflicts
over deeply held ideas, of partisan alignments and sharp individual
thrusts, which gentlemanly loyalties might soften but could never
wholly subdue, Although by the end of the century one can properly
speak of “the” university, characterized by a particular structure, not
even & powerful trend toward uniformity of procedure could obliterate
the profound differences of opinion which subdivided the academic
population.

Academic man in America, as a single, stock conception, disappears
under the gaze which seeks to inspect him, Unfortunately the depth of
academic disagreement in the decades after the Civil War has often
been minimized. On the one hand, the fragmemtation of the total
picture jnto local chronicles of individual campuses has tended to
obscure the broader issues which divided academic men from one
another. Although it is undeniable that Comell, Harvard, and Colum-
bia, for instance, each carried peculiar loyalties and traditions, these
ties seldom coincide with the more basic sources of academic tension.
‘When one sees these several universities as comprising an institution
rather than a series of separate enterprises, when one discovers their
spokesmen addressing & national academic audience beyond their own

flock, their disagreements take on an entirely new aspect.
On the other hand, general treatments of American higher education
have tended to go to an opposite extreme. Seeking comprehensiveneass,
these histories have used very broad analytical units, wl'l:h little room

wii




PreEracE

to explore, for example, the plurality of interests to be found within
&mmm@mmm. the better sum-
maries of the development of higher education, have provided an

ble wealth of information concerning the American academic
establishment. But they have both been hampered by their neglect of
middle-range groupings—hbroader in scope than the individual campus,
narrower than “the faculty” as a whole.

The two most important types of academic conflict in the late nine-
teenth century were over the basic purpose of the new university an::l
over the kind and degree of contrel to be exerted by the institution's
leadership. The first of these issues was dominant from the Civil War
. until about 1890, In this earlier period one’s educational philosophy
| served as a major focus for one’s academic allegiance. Arguments
| tended to center upon definitions of the proper nature and function of
the university and were maintained inuifilg ﬂbﬁfﬁa h::ms. Then,

beginning in the nineties, the emphasis ispute ghi a concern

over aﬁag.mlc administration, as factions appeared in response to the
tightening executive policies of the institution. The battles which deter-
mined the fundamental direction of American higher education were
fnughtﬁrstalongthaﬂn&sufwmpﬁﬁngacadmﬁngoals,fumm
questions of academic command. Conflicts of other kinds should not
be ignored; some of them will receive considerable prominence during
the analysis that follows. But the other conflicts tended to involve
competition among like parties, so that it made far less difference who
gained victory as a result of them.
Th{samd}risﬂwrefmdjvﬁiedintuhvopam.ﬁeﬂrﬂmsiﬂmh
turn each of the principal academic philosophies which vied for domi-
nance of higher learning in the United States during- the decades
after 1865. Interspersed among the accounts of these philosophies are
brief analyses of some of the individual leaders who were more or less
associated with each of them. The second part of the study, largely
devoted to developments after 1890, describes the academic structure
which came into being, the younger men who took command of it, al_id
its effect on a variety of professorial temperaments. Here again brief
discussions of particular leading figures have been used to illustrate
general themes. _
two basic types of cleavage within the developing American
ity,asdﬁm‘bedmﬂmtwuputsufthism&y.munamﬂlym
by different methods: those of intellectual history in the first case and
an informal version of structural-functional analysis in the second. Un-

happﬂyﬂwseamuesafappmachatﬂlmwiﬂuthem.thapfmfudﬁal

sum
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burden of the humanities, on the one hand, and of the social seiences,
on the other; they are more often seen as rivals than as allies in
explanation of rmal ideas, which show ma

] o-throahit abstractly, but only for portions of each
day, both of these approaches must be granted legitimacy. The whole
range of the human mind begs recognition—deep-seated impulse as
well as polite articulation. Therefore the university must be understood
as a magnet for the emotions, not alone as a project of conscious
definition.

This study is an exploration of the connections between a variety of
thoughtful men and the institution which sustained them. It tries to
define what the officers of the new university wanted it to become and
then to appraise, by way of at least partial contrast, what it did be-
come. It is concerned not with the learning of the late nineteenth
century but with the thinking about its institutions of learning, Again,
it is not an administrative history as that phrase is usually understood,
although in part it is a history of attitudes towerd administration.
And it is centered upon the academic profession, not upon the keenest
or most famous professorial minds of the age except as they showed an
interest in the problems of the academic life. These are some of the
broad limits of the inquiry, Other important related concerns are also
beyond its scope. It cannot provide detailed narratives of the develop-
ment of the important individual institutions. Nor can it concern itself
with the academic disciplines, most of which would require a volume
of at least this size if they were to be treated without disrespect In
addition, I have had largely to bypass the fascinating but quite distinet
universe of undergraduate life. A brief discussion of student behavior
appears in one of the later chapters, but it is intended only to show the
effects of students’ values nupon the institution as a whole. Finally, these
pages cannot explore non-academic opinion about the university, (Here
also belong the views of university trustees.) This is a study of the
full-time participants in an institution, and although it includes an
account of their responses to public sentiment, it cannot deal with the
origing ¢f mass attitides,

Yet in another sense the relation between the university and Ameri-
can spciety has indeed been my central concern, This relation would
seefn to be & highly puzzling one, marked by the deepest contradic-
tions, The university has been a phenomenal success. Some people

ix
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npemﬂatudthat,inourp:csmtagn ufmumunsam?lmsis
I:lmnnﬂvmﬂy mymbmumnasdmutezkﬁcan institution
in America as the church was three hundred years ago. On the other
hand, ever since the late nineteenth century the better university

have maintained the character of oases, sharply set off from
thewmdingmeietyinmanyuhﬁﬂrfufldmmtn:lqua]iﬁenmd
frequently the objects of deep-seated suspicion. In this book I have
uiadm:huwhmvﬂmﬁmimnunimsit}rdwe]upadinﬁ%ohnwn?r
Emtltmuldhspiru.udthequﬁlnmm}r,bnthﬁmmoppmgdeﬁm-
tions of its role.
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g an unprecedented impression of expansion, the percentage
of Americans of college age attending college rose only from 4.01 to
484 in the decade from 1800 to 1910. These figures would not have

an exciting graph of business sales during a comparable span.
Yet the fact mﬂ&ﬂ&e@:ﬁ%ﬂfﬂﬁéﬂﬁgﬂbﬁt
unrecognizable in comparizon wi college of 1860. Ju ¥
almost any index, the very ture of the higher learning in the United
States had been transformed) Intellectually, purposes were being nur-
tured of which the mid-nifieteenth-century academic custodian had
had only an alarming premonition. The complexity of the university
made the former college seem a boys” school in contrast, And a profes-
sion, pridefully jealous of its status, had come into being in the interim,
replacing what had been a gentlemanly amateurism of spirit. The
decades after 1885 thus saw a definite process of m
operating on many levels, occur within what was an already venerable
corner of American life. Despite significant elements of continuity in
the change, the college scene before 1865 seems archaic indeed when
set against the new and rapidly working forces of academic reform.
These new_gonditions were several. Given labels, the i ant
of them might be termed Europhilic tent, available national

_wealth, and immediate alarm over declining college influence. The

“university is, Aret of a1l the disHinctive creation of wesfern Europe.
Universities have eventually appeared in other parts world, in
the United States as in India or Japan, as a result of the outward spread
of European patterns of cultural activity. This fact underlies the trans-
formation of American higher education in the late nineteenth century.
An intellectual Jeadership had come into being in the United States
which yearned for an equality with that of Europe, even while it
cherished a certain posture of independence from foreign standards.
This leadership fervently sought national s, but it was likely to
cast its glance eastward across the Atlantic whenever improvement
needed specific definition, Increasingly as the nineteenth century ad-
vaneed, the moral, religious, and political scruples which had operated
as powerful deterrents to the adoption of recent European intellectual
forms grew weaker among an educated minority of Americans. This
leadership, separating itself from orthodox evangelical piety and con-
tinuing to reject Jacksonian vulgarity, became receptive to European
scientific and educational developments which might offer a counter-
weight to the cruder tendencies manifested in the surrounding society.
At the same time, the lack of a suitable focus for their talents, the
ahsence of a vehicle to command, left men of this educated stamp
restless and discontented. Locking at Europe, they saw what they

2
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needed, The university, hallowed yet newly thriving on the Continent,
could uniquely satisfy the social idealism, the personal ambition, and
the prideful American urge to equal the best of European achievements
which these men possessed.

From this perspective it is by no means startling that the university
took root in the United States during the several decades :
But such aspirations might have come to nothing had they not recefved
assistance of more tangible sorts, To begin with, there is the blunt fact
of the surplus eapital that was newly available, Farlier efforts at inno-
vation in the field of American college education had proved ahortive
in large part simply because there had not been money to sustain them.
American colleges and universities have always been basically depend-
ent upon philanthropy, whether public or private, In the post-Civil
War years, the university could not have developed without the Cor-
nells, Hopkinses, and Rockefellers, without the taxpayers of Michigan
and Wisconsin,

Wealth, again, was a necessary precondition but not a sufficient
canse for the academic change which took place. The same money may
buy castles as easily as classrooms. For some of it to be directed toward
academic reform, further incentives were required. Education had to
be warmly regarded by at least a few men of surplus means. It is easy to
exagperate the passion for education, especially in its higher reaches,
that was held by Americans during the mid-nineteenth century. Practi-
cal men of that period often showed contempt for “nseless® books, One
can too easily forget that both of the prominent academic donors of the
period before 1890, Ezra Cornell and Johns Hopkins, were Quakers
motivated by an uncommon humanitarianism; only after that year
would benefactions toward higher leamning become widely fashiona-
ble. Yet the college did still manage to function as an fmportant symbol
of respectability. And the university, as an outgrowth of the college,
promised to move higher education much closer to the ways of thinking
shared by the practical and the wealthy. Academic reform thus held
out the hope of salvaging a somewhat quaint ministeria] survival and

it into an agency that would cater to newer, secular
desires. Slowly at first, but then with increasing speed, education began
to be identified with material success, hrinﬂxg it into the notice of
those whose financial backing was necessary for its widespread growth.
University development in the United States before 1880 fed on a mere
trickle from the nation’s wealth, but that trickle was sufficient to regis-
ter dramatic gains.

Neither wealth nor the temptation to match European achievements
could have produced reform in American higher education had not the

8
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existing colleges been in troubled circumstances. In fact, the American
college, with more than two centurieg of history already behind it, now

Tee Rise oF Acavemac ReErorase

were available to them by direct effort in business or in the pro- '
fessions. (The number of lawyers and doctors who had college .

found itself in deepening difficulty. fver since the Jacksonian period,
college enrollments had remained stalfe amid a growing national popu-
lation.®|In the years affer 1865 these discouraging figures drew more
and diGre notice within scademic circles. During the 1870's attendance
at twenty of the “cldest leading colleges” rose only 3.5 per cent, while
the nation's population soared £3 per cent. In 1885 less than & quarter of
all American congressmen were college graduates, as compared with 38
per cent ten years earlier. “In all parts of the country,” Charles Kendall
Adams of Michigan declared, “the sad Fact stares us in the face that the
training which has long been considered essential to finished scholar-
ship has been losing ground from year to year in the favor of the peo-
ple.”

In one respect it could be said that the unfavorable statistics repre-
sented a false alarm. European immigration accounted for a substantial
share of the national population growth, The immigrants were usually
in no position to attend college, even when they were of the proper age.
For the same reason, throughout the 1880's the ratio of those attending
school to the total school-age population of the United States also fell,
But of course this factor does not account for the total picture. Immi-
grants came in greater numbers after 1890, but college attendance
began its steady climb upward around that date. To an important
degree the static quality of American higher education reflected the
changing tastes of the established population.

The college, with its classical course of training, had hitherto been a
means of confirming one's respectable place in society. Now many
young men—for example, the younger brothers of college graduates
—for a time became convinced that sufficiently attractive rewards

3 Beveral sets of statistics, though slightly disparate, agree in the main.
See United States Commissioner of Education, { Washington, 1800),
II, 1874 (hereafter cited as U.8. Com. Ed., Repori); W, T. , “The Use
of Higher Education,” Educational Review, XV1 (1808), 161, Merritt Starr,
The Decling and Revfval of Public Interest in Colisge Education (Chicago,
1893), p. 5: A. M. Comey, “Growth of in the United States,”
Edupational Review, 111 {1882), 128, for a careful regional breakdown;
G. H. Marx, "Some Trends in Higher Education,” Seience, XXIX (1909),
Ta4—-67T.

1. K. Newton, "A Criticism of the Classical Controversy,” Education, V
{1885}, 497; C. K. Adams, “The Relations of Higher Education to National
Prosperity,” in C. §. Northup, W. C. Lano, and I C. Schwab (eds.),
Representative Phi Beta Kappa Orations (Boston, 1915), pp. 160-61,
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degrees declined in the late nineteenth century. ) *(The large city also
brought with it altered expectations, The highest conceivable promi-
nence was no longer that of the small-town physician, lawyer, or
minister. The prospect of a business career in the city lured many who
otherwise would have been content as village clergymen, This kind of
prospective student the college lost.)JAs T. H. Safford, a professor at
Williams, remarked in 1888; “The viried attractions of city life restrain
intellectual tendencies in the minds of meny boys, and the varlety of
careers which they see opening before their older schoolmates leads to
a strong tendency to follow business rather than classical courses.” The
trustees of the University of Vermont pointed in the same direction in
1871 when they said the most important cause of a thirty-year drop in
attendance was a growth in the mercantile 3
i coe it
ey '_--1 ne collegel seemed dmpla}rmjn.
creasingly minor role in an urban, “materialistic™ society.

The mid-ninetsenth-century decline in college influence showed it-
self in non-statistical ways which are perhaps the most significant.
Testimony throughout the fifties and sixties unanimously echoes the
fact that the intangible prestige of the American college graduate was
sinking.” When G. Stanley Hall, a Massachusetts farm boy, was ad-
mitted to Williams College in 1883, he attempted to conceal the fact

®E. G. Dexter, “Training for the Learned Professions,” Educational Re-
view, XXV (1903), Sﬂwﬂﬁl; Cyrus Hamlin, The Americon College ond It
Economics (Middlebury, Vt., 1885), p. &

*T. H, Safford, “Why Does the Number of Students in American Golle
Fail To Keep Pace with the tion? The Academy, 111 (1888}, 485;
“Is the Hi; Education Growing Un 7" New York Teacher and
American Monthly, VIII (1871), 35. For a similar assessment
hgﬁF. A. P, Barnard, see Columbia College. Annual Report of the President,
1866, pp. 24-25,

" E.g., see Daniel Read, “The Educational Tendencies and Progress of the
Past Thirty Years,” National Education Association, Proceedings, 1858, p.
78 ( cited as N.E.A., Proc.); 8. P. Bates, "Liberal Education,” ﬁ'!if.
1864, pp. 423-24, A Philadelphia schoolmaster in 1889: “The
number of pareats here who desire 2 collegiate education for their sons is
surprisingly small.” R. Chase to C. W. Eliot, Nov. 22, 1869 (CWE). (The
locations of man sources ecited in the footnotes are given in am
abbreviated letter code in parentheses at the end of each reference. For an

ation of the code, see the list of manuscript collections at the hack of
this volume. )
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from his rural compandons, “but it was found out and I was unmerci-
fully jibed,” he recalled.* This kind of incident reflected the uncertain
social position of the educated man in a restless society, Co were
identified with the elements that had dominated the population, partic-
ularly in New England, before the day of Jackson, American Bachelors
of Art comprised “something of an educational aristocracy.” Those who
stood within the charmed circle might talk easily of the “mherent
respectability” of classical training. But they formed a minority which
was becoming less honored within the nation at large As for the
college professor, he shared in the esteem common to members of the
eastern aristocracy, but within those ranks his place was near the
bottom. He lacked the comfort of a well-marked professional position
akin to the lawyer's or the minister’s, He might have to wait for years
until a chair became vacant, and then he was likely to be appointed asa
result of casual social contacts (or religious loyalty), rather than in
recognition of academic competence. As late as 1870 William Graham
Summer complained: “There is no such thing yet at Yale as an academi-
cal career. There is no course marked out for a man who feels called to
this work, and desires to pursue it.”** Once given an appointment, a
almost required independent means to supplement his nomi-
nal salary. His duties were monotonous: the hearing and grading of
memorized recitations, nsually in the ancient languages or mathemat-
ics.* Harvard's President Eliot remarked at his inaugural in 1868; "It is
hard to find competent for the University, Very few
vﬁ-ﬂimns of eminent ability are attracted to this profession. ';E pay
e ————
® 3, S. Hall, Life and Confessions of a Prychologist (New York, 1923), p.
158,

*W. ]. Tucker, My Generation (Boston, 1918}, p. 84; Tayler Lewis,
“Classical Study,” University of the State of New York, Aamu& Repart of
the Regents, 1872, p. 530 (hereafter cited as UN.Y,, Report).

W [W, G. Sumner], "The "Ways and Means’ for Our Colleges,” The
Nation, XI (1870), 152. See also J. B. Angell, Selected Addresses (New
Yark, 1912}, p. 16; Ephraim Emerton, Learning and Living (Cambrid
Mass., 1921},955. 9-10: E. G, Sihler, From Meumee to Thames and T

(New York, 1830), pp. 114-15. David Starr Jordan, after a brilliant record at
ﬂnmﬂmmdumgtomhinghjghﬁmulinmlﬂis.

1 Even rmemi:fpmmlsed salaries was somebmes w hle.
Ses the letter of Noah Porter to T. D. Woolsey, Dee. 24, 1867 (WF).

C. W. Eliot to G. ]. Brush, June 24, 1863 (BF), speaks of professors as heing
nbhtuaﬂ'urdmﬁ]atmlyt{nmﬂmuawaak.Marenfadmmipﬁanuftha
professor’s duties in the old regime is given in the section, “The College as
a Disciplinary Citadel,” in chapter 1.
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has been too low, and there has been no gradual rise out of drudgery,
such as may reasonably be expected in other learned callings.”*
Families of social prominence usually looked down upon the professor.
Paid little, burdened by an unexciting routine, the professor of this
period clung to the coat tails of the slowly sinking New England
tradition.*®
MHII.}" of the most prominent mﬂﬂgﬂ Flﬂldﬁﬂtﬁ Whﬂ hﬂ].d Pﬂw in
,#nd in perhaps as many as nine cases out of ten
such presidents were still recruited from the clergy. At Williams, Mark
Hop ; & prestiler oo, he the reing untl 1872,
Theodore Dwight Woolsey, who had first instructed Yale students in
1823, was not to retire untl 1871. William A, Stearns, who headed
Ambherst untl 1878, had been an unusually pious youth at Harvard
back in the 1820s. Such men as these reacted with caution to the
challenge of the late sixties. Mark Hopkins spoke out plainly against
academic expansion, “There is a false impression,” he in 1872,
“In regard to the benefit to undergraduates of the accumulation of
materials and books, and of a large number of teachers.” One of
Hopkins® eulogists remarked: ‘He was not . . . in haste to substiute a
new text-book for an old one” ** Stearns of Amherst was described by
those who knew him as & moderate conservative in matters educational,
political, and theological. Philosophically, Stearns rejected “the thick
German fogs” in favor of Scottish common sense. Too much literary or
intellectual content in the curriculum might, he feared, turn Amherst
into “a nursery of pantheism.” “Reverence for the aged, veneration for
parents, for sacred institutions, for wisdom and goodness in character”

1 Eliot's Inau Qct. 19, 1889, in 5. E. Morison (ed.), The Develo
ment of H University since the I i
1929 (Cambridge, Mass., 1930), p. bexdi (hereafter cited as Morison, Har-
verd 1869-1929). See also C. W. Eliot to C. E. Norton, Mar. 16, 1870
(H), and to G. ]. Brush, June 24, 1869 (EF).

% gee N. S. Shaler, The Autabhgmph; of Nathaniel Southgate Sheler
(Boston, 15093, g 263; Henry Adams, The Education of Henry Adams
{New York, 1931), p. 307. This shabby pi can be carried too far. In
18T4EhminsEHutNP‘mplmdedmbe ven & professorship, rather then a
lectureship, at Harvard on the ground that the former “would give me a
rocoguiied proisminn, & of hogaianes’ G, & Norto 13 G W Son Jou

ised p ;4 oe,” C. orten to C, 'W. an,
15, 1874 (CWE). J

U Williams College, Inouguration of Pres, P. A. Chadbourns, July 27, 1872
(Williamstown, Mass., 1872), p. 8; L. W. Andrews, “President Mark Hop-
kins," Education, VIII { 1887), 119-20.
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were among the qualities he would inculate in his students. As a
teacher Stearns held aloof from his classes and was said to lack both
enthusiasm and i ol

Yale and Harvard then stood pre-eminent among colleges, and both
their presidents were somewhat more alert than most. Yet it would be
easy to exaggerate their relish for change. Woolsey of Yale had studied
classical philology in Germany. But when be returned home he stressed
the teaching of metaphysics, and, for this purpose, he used exclusively
the English and Scottish philosophers, not Kant or Hegel, During the

=)

Thomas Hill of Harvard was a self-made man. This fact set him apart
socially (he was once taken to task for removing his shoe in public to
extract a pebble); perhaps it contributed to a certain open-mindedness
on his part about educational innovations. Hill enjoyed drawing up
grand ahstract schemes that would encompass the whole of human
knowledge. Nonetheless he made it plain that intellectual training
“should be most carcfully. watched and guarded,” so that Harvard
youth might “keep the heart open for ﬁaﬁ]ﬂ and refining pleasures,”
Colleges, he urged, must more carefully segregate liberal education
from the taint of vocationalism. Hill's yearning for reform, which was
unsupported by any vigor of personality, remained tepid. He was to
resign on account of ill health in 1868."

These were the men who led some of the major American colleges in
1865. Either they opposed change or they spoke of reform in vague,
half-hearted terms. It is not surprising that the college has often been

B 5ee W. 8 Tyler, William A, Stearns (Springfield, Mass,, 1877), pp.
33, 50-52, 50; B. G. Northrop, Education Abroad, and Other Papers (New
York, 1873), p. 14; W. A. Stearns, "Inaugural Address,” in Discourses and
Addrasses at the Installation and 1 of the Reo. Williom A, Stearns,
D.D,, as President of Amherst College, and Pasior of the College Church
{ Amherst, Mass., 1855, pp. 90, 86-102.

1 71. C. Schwab, “The Yale College Curriculum, 1701-1901," Educational
Review, XNIT (1801), 8-11; A. R. Ferguson, Edward Rowland Sill (The
Hague, 1655), p. 30,

W See W. G. Land, Thomas Hill (Cambri 1933); Thomas Hill, “The
Powers To Be Educated,” N.E.A., Proc., 1863, pp. 34748, 353; Thomas
Hill, "Remarks on the Study of Didactics in Col * ibid., 1864, pp. 433~
35; Thomas Hill, Integral Education (Boston, 1859,
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overlooked in an assessment of American conditions on the eve of
Reconstruction. Most of its had been reared in the world of
Flslm; ﬁmrm John Quincy Adams. For these men the Civil War
may have a set of troublesome, important political issues, but
itcﬁuadmiuﬁmﬁuntnaituhedbelﬁsabmrtt]ﬁ:hfundammhu{
society, religion, or learning, T:h%midmhan&tbdrfam]ﬁes com-

ed small group within a unintellectual pation. They
did not wish vulgarly to & c's attention. They minimized
the declining support for their institutions by blaming transient partio-
uh{;ﬁlmt?m; the disruption of the war, rivalries with their
ne 2 iel troubles, the failings of secondary schools, factional
discords, and higher entrance standards.*® The only course of action
whichﬂmsammcmﬂdm‘gewasmhnldm,puhpsmhngmm
concessions, and hope that their institutions would be able to survive,
These were tired men, and one suspects that they were less militant
than the younger conservatives who replaced them at such campuses as
Yale and Princeton a few years later,

The old college order was far more complex and somewhat more
defensible than these few remarks can indicate. It attracted able parti-
sans down through the 1880's, men whose reaction to the academic
transformation around them will be worth an extended look, Under the
hnnnerof‘mmtalﬁaﬁpﬁne,‘aphmuwhhhmfmedtnthesharpem
ing of young men’s faculties through enforced contact with Greek and
Latin grammar and mathematics, the old-time college sought to pro-
vide a four-year regime conductive to piety and strength of character.
Unitarian Harvard, enduring doldrums which live in the pages of
Henry Adams, was not characteristic of the old order, whase best
moments required less sophistication for their appreciation. For ambi-
tious village boys the old-time college had offered genuine satisfac-
tions, even if few of these came di from the curriculum. Before
thaG[vﬂWarhdeyunymahadsmEadatﬂmplemeaofareﬁgimn
revival. Yet when this is said, it remains true that the old regime had
entered & decadence made self-conscious ever since the Yale Report of
1828, when for the first time attacks upon academic orthodoxy had re-
quired an articulate answer. The American college had been a thriy-
ing institution in the eighteenth century; in the early nineteenth, it

" E.g., see American Educational Monthly, TI1 {1866), 425; Jonas V
The University of Missourl (Columbia, Mﬁ?lgﬂﬂ}, PP 153-&33%;2?%
Hawjmf. of the President to the Board of Trustess, Dec. 18,
1872," p. [1] (Princeton MSS; hereafter cited as C.N.]., “Pres. Repart”).
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INTRODUCTION

tended to become a bit artificial, despite the deceptive ease with which
its managers had thus far maintained themselves in power.

In 1865, beneath the calm fagade afforded by their aging presidents,
several colleges harbored would-be leaders of a different and far more
vital potential. These younger figures, as yet on the margins of aca-
demic life, were the heirs, direct or indirect, of a number of prewar
efforts toward college reform which had already left behind them what
their historian calls "a tradition of aspiration and entation.” ™
Occasional Americans bad been studying in Germany since 1816, and
by the fifties considerable interest had concerning Continen-
tal universities, the German then being without doubt pre-eminent in
the world. H . Ta assuming the presidency of the Univer-
sity of Michigan in 1 prematurely declared that the German
institutions could sérve as “literal” models for American higher educa-
tion. {He moved too fast and was replaced by a docile clergyman.)
Other as those initiated by Francis Wayland at
Brown mn the forties, had emulated foreign ideas less directly but also
tended toward & flexible, more departmentalized curriculum.|Several
colleges had briefly tried to offer graduate work. Carefully segregated
“scientific schools” bad been founded at Harvard and Yale, and these,
unlike the other experiments, were taking oot and Mcidentally nurtur-

* ing mddmeha%pmdmrﬁrm&magmumum

L
fifties and sixties marked the budding season for a new and
discontented group of future American acedemic leaders, Joltz pro-
vided by newly released wealth and an awareness of static or declining
college enrollment were to bring some of these reformers to power far
more suiddenly than they could have foreseen in 1865, The clergymen
who still held control in that year were exiled from a number of
prominent seats of learning during the following decade. That the
reformers gained leverage so rapidly indicated several facts sbout the
change that was taking place. First, it showed that even at its nadir,
academic life was still sufficiently prominent in America to attract a
remarkable group of potential chieftains with ideas about its improve-
ment. Further, it demonstrated that the trustees of the existing instito-
tions, more than a third of them clerical, sometimes preferred to risk

experimentation rather than to continue in the unpromising ways of the

W R. J. Storr, The Beginnings of Graduate Education in America {Chi-
cago, 1853), p. 129.

come,
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past. Since those older ways were firmly identified in everyone's mind
with religious piety, and inmovetion with unsettling intellectual
influences, the reform-minded trustees whose votes were essential in
selecting new presidents had obviously shifted to a primary concern
over educational rather than religious problems. Finally, once any one
respectable institution moved in & new directon, others found them-
selves under a powerful compulsion to follow suit. The changes, if they
meant anything, were bound to attract more students, Colleges which
lagged behind for any reason, including religiously motivated tradi-
tionalism, had to face the threat of eventual starvation ®

Fear thus might often spur change. But in many quarters a more
positive sense of intellectual urgency could be discerned, The 1860's
will longer be remembered as the decade of Darwin's reception than as
the time of growing panic in the colleges. Knowledge, particularly in
the sciences, was begining rapidly to expand. No longer could the old
curriculum even pretend to account for all major areas of fact, nor could
it'adequately explore whith iien of that tme believed could
r;u;st etfortlwsl}r be dedvzfd f;mmn fact. Europe offered exciting chal-

nges to accepted ways of thought. Intellectual -
manded new nmdanﬂcyfmns. ¥ e
i D;:énbhm the slxi:; pmt;po.m‘.ls for major academic reform in Amer-
ca een regarded rather va by their proponents and oppo-
nents alike. The word ﬁnﬁversitf‘guﬂ a{-ead}r nﬁuuh in use in discus-
sion, and indeed a number of small colleges, especially those with
public endowments, bore this name in their title. But the phrase lacked
clear definition, According to one cbserver in 1860, the term meant
nothing more specific than “an educational institution of great size, and
which affords instruction of an advanced grade in all leamning” ™ The
then president of Harvard, Charles C. Felton, appears to have con-
ceived of a university as an expanded country college with a somewhat
larger library.™

™ Thus Tames McCosh of Princeton, §
warned ﬂ'bgtmstms in 1868 of "the Mﬁﬁm: m&m&%
mest the wants of the times. Unless this is secured without much longer delay
Ea} shall be outstripped by other Colleges.” C.N.J., “Pres. Report,” 1884, p.

1 “The University: Significance of the Term,” Barnard's American Journal
of Education, IX (1880), 49. See also Storr, The i
o iy _ ee Beginnings of Gradugte

L. C. Felton, "Characteristios of the Amerirg Collega,” Barnard'
American Journal of Education, IX (1860), 117. " :
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this i thought-out vision of “the university”
tha!m:]:ppuarﬂipmﬁ ;IIEI}' from 1865 to 1860, three much more
specific These centered, respectively, in the aim of practi-
cal public service, in the goal of abstract research on what was believed
to be the pure German model, and finally in the attempt to diffuse
standards of cultivated taste. (A fourth group of academic leaders, w!m
will be examined first, continued in effect to say “no”™ to the university
altogether.) The men who became identified with ope or another of
these postwar a cplnﬁnmwmumpyumnﬂmhmfmthaﬂm
part of this study{Yet at the outset it is important to realize Eha u'nda:-
lying power of the undifferentiated dream of “the university, which in
a sense was to swallow up the followers of the more particular educe-
tional philosophies once again after the turn of the twentieth century.
Like so many moving forces in American history, the simple urge
mwd'theuniversiq"inﬂﬁsunquaﬁﬁedmmdidnmhaepam
because it lacked concreteness. Before 1865 the dream of an American
nniversity standing on a par with those of Enope_ha& been a vague l:mt
increasingly insistent urge. Again in the twentieth century, rhetoric
about the university (with some notable exceptions) was to laan bu-
ward hazy generalities. Only for one generation, while the university
was actually coming into existence, did clearer, more artl‘m]nta lines of
debate find widespread expression. Dnly for the approximate years of
this study, and then only for some Dt its prul:ngnnista.. did the American
nniversity gegeeate what could be called a coherent intellectual history.
Before that,{the college had had such a history closely bound to the
I an religion. Afterward, the university d
ifself among individual disciplines, and thipking about the
as a whole retreated to n-l_
MNone 'Df ﬁlﬁ three pas Heular conCEIONS O
appeared after 1865—those of service, research, or culture—was origi-
nal in mid-nineteenth-century America. The goal of practical service,
linked with congeniality toward applied science, was less European
than the other two and has sometimes been acclaimed as ﬂmgmmnely
American contribution to educational theory (though utilitarian enthu-
sinsm could be traced back at least to Francis Bacon ), The idea that
higher education should be attuned to the teaching of vocational skills
could claim American ancestry in Benjamin Franklin and lenms
Jefferson, but these had been cosmopolitan figures very rrrm’n in touch
with the European Enlightenment. The other two reforming jdeals of
the post-Civil War period were even more clearly borrowed from
abroad. Enthusiasm for research came from Germany, although with
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complications that will merit exploration. W
the most Europhilic conception of all, deriving ally from British

is no reason to claim a native originality for the several late
nineteenth-century conceptions of the American university when in
fact such independence can easily be exaggerated. Educated Ameri-
cans of this period could not afford to be without European influence.
One of the most obvious yet unsung functions of the American univer-
sity, especially in its formative years, was to feed ideas from the center
of Western civilization into an area which still stood in great need of
them. The danger was that European ideas, including those about the
university, would too soon lose their force when they began to be
applied throughout the vast American continent. Here it may be noted
that American academic imitativeness would nearly always prove se-
lective; scarcely any major university leader who came to power in the
sixties or seventies wanted to import the whole of the German univer-
gity without change. Indeed, such leaders often boasted reassuringly of
how American their conceptions were—a fact which should not ob-
sgure their continued concern for the latest Eurcpean developments.

@Eﬂnwhi]e. at home, the new American academic reformers would
haveé to face a restless and for the most part ill-educated population,®
The American public had little enthusiasm for the foreign, the abstract,
or the esoteric, Yet some of this public must be tapped if enrollments
were to expand. To win popular sentiment for a venture which by its
nature had to be somewhat alien must have seemed g dish y
difficult task, especially in the period between the Civil War and about
1890. This was the time when industrial leaders to issue acid
statements about the uselessness of higher educationflin 1889 a banker
attracted attention by his declaration that he hire no college
graduates anywhere in his office. Most publicized of all were Andrew
Camegie's ringing words of the same year:

While the college student has been learning a little about the
barbarous and petty squabbles of a far-distant past, or trying to
master languages which are dead, such knowledge as seems
adapted for life upon another planet than this ss far as business

# Concerning non-zeademic sentiment toward the new universities, see
L. R Vi .. The Em?:'fg‘enr:e of the American University, 1865-1910"
(Ph.D. diss., University of California, Berkeley, 1961), pp. 18-70, which
contains & much fuller jom of the points that follow.
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affairs are concerned, the future captain of industry is hotly en-
gaged in the school of experience, obtaining the very knowledge
required for his future triomphs. . . . College education as it
exists i fatal to success in that domain.™

Mistrust of the bookishness and cultivation which academic life symbo-
lized was also to be found at all the less levels of the
society: in textbooks for primary schools, among farmers and their
spokesmen, and in the infrequent pronouncements of labor organiza-
tions on the subject.® A life of virility and action seemed irreconcil-
able with the higher learning. As William P. Atkinson observed: “The
popular idea of a young scholar is that he should be a pale and
bespectacled young man, very thin, and with a slight and interesting
tendency to sentimentality and consumption. Parents send their weally
children to college; and it is supposed to be an ordinance of nature that
a large proportion of what are called promising young persons should
die e
T{-ﬁ?iwpmpnmuftheummqbngfaﬂedmmgimhfhe
public mind; when they did become clear, the gap between scholar and

in terms of a material scale of prestige. In many communities a young
man's decision to attend college was regarded as a “questionable
experiment.” All that his parents and neighbors usually asked—in these
early years with skepticlsm—was: "Will he make more money, will he
secure a better position.in life, will hd Become more dist ﬁ@m
if ‘e had remained at home, and maried youngt" ™ In rural areas

existed. A California newspaper re-
ported in 1892 a belief “to a surprising and alarming extent” through-
out the interior of the state that it was “worth a young man’s soul to
send him to the State University at Berkeley,” where he would be
surrounded “by an atmosphere entirely Godless, not to say vicious.” ™

% 1.5, Com. Ed., Report, 1889-80; II, 1143, See also Allan Nevins, The
State Universities and Democracy (Urbana, 1862), p- 35 n. 9.

®BEpg, see B M. Elson, “American Schoolbooks and ‘Culture’ in the
Nineteenth Century,” Missisippi Valley Historical Review, XLV (1950),
411

= W. P, Atkinson, On the Right Use of Books (Boston, 1878), pp. 11-12.

o M. L Swift, “A Lesson from for the American Student,” New
Englander and Yale Review, XLV (1888), 721-22,

® Quoted in Pocific Educational Journal, VIII (1852}, 102
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In the South, "Pitchfork Ben™ Tillman promised to abolish the Univer-

sity of South Caroling during his gubernatorial campaign of 1891, It

was in such an unfriendly climate as this that the American university

had to make its way.

igns existed, however, that educational promoters might lead the

public from its fitful hostility by judicious pleading and maneuvering,
These tactcs, abetted : ble politics] circumstances, had alread

e Tesponsible fIJI ﬂ]e P«B.ESEE of the Mmﬂ] ﬁﬂ_ﬂ'{}@ Uﬂdﬁ the

s e

“Yerms of this act, the Tederal government offered aid to states which

would support colleges whose curriculums included agricultural and
mechanical instruction. Only poteftally would these es be more
€ schools, but academic reformers with loftier
intentions often secured control of them in their infancy and made
them entering wedges for their own plans. The delicate process of
gaining support was then repeated at the state legislatures, where
sustenance had to be obtained for the publicly endowed institutions
that were coming into being. Only very gradually and unevenly, and
with frequent setbacks, was state support for higher education gmed_]
In the early years victories were due less often to widespread public
sympathy than to other, more particular motives. The Morrill Act
provided a basic incentive; what the states could obtain for nothing,
they were likely to take. Then the alumni of the state universities
gradually grew to be powerful minorities within a number of legisla-
tures; acting more from their own loyalty than from their constituents’
wishes, these delegates frequently tipped the balance when appropri-
ations were being considered. Finally, state pride was invoked once a
neighboring state had acted vigorously, Despite these favorable tend-
encies, legislatures were always ready to interfere with or curtail the
operations of state institutions (as, for example, at Michigan in 1877,
when faculty salaries were reduced), and by 1900 only a handful of
states had provided outstanding p bﬁcuﬁvwmw

i g » t esla g Ents.
The would-be academic reformer also had to with a suspicious
public in the form of well-defined pressure Wﬁﬂnmm among
these were the propenents of the various organized religions, political
factions of all persuasions, and, away from the eastern seaboard, agri-
cultural societies such as the Grange. Religious leaders often resented
the trend toward secularization angured by the mmivérsity. They might
éven seek by Tegislative ﬁ.-ﬂ%%?ﬁﬁi’ﬁ%ﬂm harbored
alien styles of thought and which at the same time drained students
from the local colleges operated by the denomination. Meanwhile,
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politicians found & device for votes in anti-intellectual oratory. Grang-
ers, for their part, demanded the teaching of agriculture rather than
literature and succeeded in tampering with several state universities
when their movement achieved power. Everywhere and at all times
newspapers gleefully emphasized academic misdoings, real or imag-
ined. The absence of & prayer on 2 public platform, as at the Johns
Hopkins in 1878, might damage one’s public relations for months or
years ahead. So frightened of sectarian hostility to the new Y

University was the of New York in 1865 2 out of
ampﬂ?ﬁﬁﬁﬁ opening exercises,

Draring the early years of the American university movement, until
about 1800, academic efforts largely in spite of the public,
not as the result of popular acclaim. It was observed, for instance, that
Johns Hopkins “came into existence unasked for and uncared for; and
so must Brst d and then supply it.” Josiah Royce, writing
from Berkeley in 1880, declared: public says very little about us,
and knows, I fear, even less.” ™ Academic and popular aspirations
seemed rarely to meet. Even the edvocates of a higher education
dedicated to practical soclal service often revealed that they were not
attuned to what the public, or the groups that offered to speak for it,
were really thinking, Far less did “the people” ask for a higher educa-
tion that was centered in abstract research. Nor did they care for
culture in the deep and demanding sense which was desired by its
academic partisans. The distance between popular modes of thinking
and the nascent universities was one which increasing talk about “de-
mocracy” on both sides of the dividing line tended more often to
obscure than to eradicate.

For the internal development of the new universities, these difficul-
ties over public relations heralded two widely divergent consequences.
First, such problems tended to produce academic leaders whose ca-
reers were molded by their insistent efforts to woo a recaleitrant
clientele. Reasoning that popular support was essential for the suceess,
numerical and financial, of the new institutions, these men leaned as far
in the direction of non-academic prefudices as they dared. They
stumped the surroun with ingratiating speeches; they
made friends with the influential; they ed like politicians in
seasons of crisis. With one hand they built the university, borrowing
from Europe and improvising as they went; with the other, they

® Austin Bierbower, “The Johns Hopkins University,” Penn Monthly, IX
(1878), 695; Josiah Royce to D. C, Gilman, Sept. 5, 1880 (DCG).
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popularized it. This group of academic executives emerged with a
battle-scarred sensitivity to the subject of public opinion. E:dnwingiu
pon:er.!endug{tsfnma,iﬁmmmﬁddevebpmnimmtnbwqw
habit of submissiveness to it. But, secondly, the very aloofness of many
amdm?iemms&ﬂmpubﬁcu)mpnh}rmdedﬂmmﬂhadmto
the university who sought to separate themselves from the other ele-
ments of the so

demt, relished

learning, He wis mmﬂmw ely
unpopular style. While naturally he hoped to win the loyalties of a
certain number of students, he assumed that these students would have
to meet the standards he ed, not that he should have to go
hrwardtuhargah%lﬁam.%amdmﬂcﬂfu.fm&lhﬁnduf
believer in the university, must set. is, gvimi-terms,

For a while, as universities began to develop, the contrast between
ﬂmaatwuldndsnfpmmwhuweammadmﬁrmu]editmlfml}r

ely, andt’nmﬁ;thaexaltedreahnofduhntenwmadmucpuq:m
Thequmﬁmufhuwfarﬂmunivarsityshuuidhenﬂtumeettbamﬁc
Temained rather abstract so long as public acceptance continued to bs
anunwtainnwa}ty.ﬂumutﬂomeﬂm-]ohmﬁupldmmslﬂcdym
mmawnythuﬂrstﬂockufamdmtaulhe}rappemad Yet the very
ﬂﬁcxﬂiynfgﬂningsuppmt,&umysha:pmﬂfﬂndhﬁmﬁnn
between academic life and “real” life in the mid-nineteenth century,
had set in motion opposed expectations which were to reflect them-
ﬁ:ﬂﬁsam%%;hJMDnthﬂmehMmm

able 7 £ blic approval :

other, a hope that the uni . glu!d soff:}asaﬁ! o

From the point of view of those who sought a distinctiverole for the
university, it was the best possible circumstance that higher education
remained relatively unpopular for more than two decades after 1865, In
this period the young university enfoyed a temporary (if partial)
Liberty of action. Not overwhelmed by vast numbers of students, it
could afford to experiment with fewer restraints. Since its leaders
!ackedthe'fa&l’nfwhatthﬂpuhlinmighxhawﬂﬂngtaampt,m
idm&umEmnpamﬁdpenmmﬁthhwmimpmimm. Indeed, it
mﬂ:e]mu:yufﬂdespreaﬂpubﬂcinﬂiﬂﬂmwﬂnhpemﬁtodwuh
a variety of abstract conceptions of the university to blossom imme-
dinbelyaﬂerl&ﬁ&.ln&:isﬂuidﬁma.bémetbapmssmanfmmbm
had irrevocably descended, entire universities might even be founded
mrmrganimdinthenamanfmchpar&cularmnmpﬁam. Presidents
and professors could engage in debate among themselves over the
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guiding aim of the university with the feeling that their words really
mattered. It could be hoped that deeply held convictions would realize
themselves in institutional structures. Thus one’s academic partisanship
became shaped by the definition one gave to the process of learning,
For the professor—and for those presidents who had not yet fully
learned that their art centered in publie relations—it was a season of
unparalleled idealiste anticipation.

18

PART ONE

RIVAL CONCEPTIONS
OF THE HIGHER LEARNING
1865-1910

Mary names have been applied to the Nincteenth century by those
whao have striven to anticipate the verdict of posterity. It has been called an
age of steam, and an age of stecd; an age of newspapers, and an age of so-
cieties, What [ever] will be ats final title in the light of the calmer
Judgment of the Twentieth contury, . . . I feel swre that it will ke
connected with the inward rather than the owtward character of owr age;
with the fundamental ideas which have pervaded the life of the century,
rather than with manifestations which are but imcidents in its develop-
mient.

—Arthur T. Hadley, President of Yale (18gg)

In the true University the undergraduate ought to feel himself a
novice it an order of learned servamts of the ideal.

—Josizh Royee (1891)
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hope, almost wistfully, to gain for the fervency of their convie-
tions as well as for their external accomplishments, In the person of
Charles W. Eliot—despite what James and Santayana often thought of
him—the two qualities perhaps came closest to a genuine rapproche-
ment. It was in no perfunctory spirit that Eliot declared in 1891: “A
university stands for intellectual and spiritual domination—for the
forces of the mind and soul against the overwhelming load of material
possessions, interests, and activities which the modem world
carries. . . . A university keeps alive philosophy, poetry, and science,
and maintains ideal standards. It stands for plain living against huoury,
in & commumity in which luxurious habits are constantly increasing and
spreading.” '™ Yet even Eliot was forced to adopt a certain defensive-

ness of tone when he pondered in private what he had done. Three

years later he responded to a compliment from William James:

I thank you for including in the list of my serviceabls qualities
“devotion to ideals.,” I have privately supposed myzelf to have
been pursuing certain educational ideals; but so many excellent
persons have deseribed the fruits of the past twenty-five years
85 lands, buildings, collections, money end thousands of stu-
dents, that T have sometimes feared that to the next generation I
should appear as nothing but a successful Philistine 1™

The regretful awareness which registered in Eliot's second, maore per-
sonal declaration could not be masked by its attempt at controlled
irony. This awareness revealed the inherent difficulty of reconciling the
outward success of the university in America with the ardor of
commitment which its most zealous adherents demanded.

"t Eliot, Educational Reform, p. 2486.

2 Henry James, Eliot, 1T, 87. For the supreme statement of optimistie
s oy g e gt g
sea 0. Wo

E{uh;g;;% Education Since the Civil War," Rice Institute Pamphlet,

CONCLUSION
THE UNIVERSITY AS AN
AMERICAN INSTITUTION

Tmmmnmmmﬂm.iniﬁﬂlymaﬂmmmpt,mdwmta
process mot unlike that which affected the actual immigrants who
arrived on American shores in the nineteenth century: one of assimi-
lation to the New World environment, accompanied by profound inter-
nal tension and a mingled sense of gain and loss. The domestication of
the umiversity was the primary tendency affecting the course of its
development in America. Hardly had its creation become the goal of
foreign-inspired dreams—centered in particular upon Germany—when
its early leaders began, with an almost instinctive skill, to move the
infant institution onto more familiar paths. For two or three decades, as
the American public proved slow to avail itself of the new higher
education, exotic tendencies toward imnovation could flourish along-
side steadier demands for obedience to the wishes of a practical-
minded society at home. But the basic pattern of the university, as it
dlearly revealed itself soon after 1890, was that of a success-oriented
emterprise whose less popular possibilities were deliberately blurred in
the words end actions of its leading spokesmen. As more Americans
began to accept the new institution, occasions for a measured appraisal
of the move toward standardization and assimilation grew fewer and
fewer, The promise of numbers, influence, and respectability could not
seriously be ignored or resisted in high places. The claims of democracy
reinforced those of patriotic and institutional pride. By 1910 practically
oo one was left who would consider turning away the rising surge of
ardinary youth which sought degrees. Scarcely anyone would demand
that the university limit itself to the few who fervently cared for science
or for letters, as distinet from those who could meet the none too rigid
formal requirements,
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By this time, in a social sense, the university had become str.
characteristic of its surroundings. It was supposed to be open to all (s0
said the state law in many areas); it was especially open, during this
period, to children of northemn origin whose fathers did not
work with their hands. Its relative accessibility fostered ambition, and
although the university songht to reward all types of ambition, this
term again possessed a more particular tacit ing: it connoted a
desire to rise competitively in ways which had been strongly stylized
by the urban middle class. Ambition meant competing against rivals
who held similar goals, goals which centered in a public, external
manner of life, whether in law, medicine, business, or in positions of
direct civic responsibility. The university catered to those who sought
to compete against men who were basically like themselves, hemce to
those whose ambitions were individualistic only in the sense, perhaps,
of & baseball player's, In America, at this time at least, success seldom
identified itself with a desire to break free from existing forms, whether
literary or economic. On the other hand, most urban families who had
begun to improve their circumstances were keenly interested in the
tokens of reward which the established forms of opportunity already
provided. For its students, vicariously for their parents, and even for
many of its faculty, the university offered a fairly easy means of
“advancement.” This fact lay behind improving enrollment figures, on
the one hand, and the often soothed minds of apperently energetic
professors on the other, Stylized social ambition, more than a quest for
academic excellence, captured the new American university; indeed,
excellence of inquiry or imagination was an attribute which few men
knew in surefooted fashion how to recognize or define. It would only
slightly caricature the situation to conclude that the most important
function of the American professor lay in posing requirements
sufficiently difficult to give college graduates a sense of pride, yet not so
demanding as to deny the degree to anyone who pledged four years of

his parents’ resources and his own time in residence at an academic

institution.

The university in the United States had become largely an agency for
social control. (The phrase invented by Edward A. Ross, curiously
enough, is peculiarly apt in describing the most widely expected aca-
demic function.) The custodianship of popular values comprised the
primary responsibility of the American university. It was to teach its
students to think constructively rather than with an imprudent and
disintegrative independence, It was to make its degrees into syndicated
emblems of social and economic arrival. It was to promise, with repe-
titious care, that the investigations of its learned men were dedicated
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to the practical furtherance of the common welfare. It was to organize
its own affairs in such & businesslike fashion as to reassure any stray
industrialist or legislator who chanced onto its campus, Tt was to be-
come 2 place prominently devoted to non-abstractive good fun: to sing-
ing and cheering, to the rituals of club life and “appropriate” oratory; it
was to be & place where the easy, infections harmonies of brass hand
gnhmpmgfeetfaundfewm“wiﬂiugatleastfamﬂ}rtotﬂph

e

Yatth&,nﬁmmwasnatthawﬁulephhr&ﬁtthab&tterimﬂh-
o s the itk o gt K5 TWH e g

rom the r undergs te life. While it

its public functions, the American university also begen to produce
scientific and scholarly research of a quality and variety which, after a
later transfusion of European refugees, made it eventually pre-eminent
in the world. The marchers of the autumn Saturday brushed almost
unknowingly against scattered individuals bent for the laboratory or
the stacks. These individuals were not bebaving in a characteristically
'ﬁmmcan’fashiun,butmﬂmmlyﬂaysufﬁaﬁwhns&eyhd
hamamdedamﬁnﬂmdegrenn{mmhﬂwd,ﬂw}rhﬂ
foumd a measure of security in American academic life which for
varying reasons was someday to surpass thet of their German, Russian,
and British colleagues. To the leamned community throughout the
wnrl_d,ﬂmy,mtthsﬁaturda}rmunhms,mmpﬂsed the American uni-
versity, and some non-academic Americans also had occasional ghim-
merings that this might be so, For their part, university administrators
(whose deeper sympathies more frequently lay with the marching feet)
took pride in the accomplishments of their facullies, even if they did so
in the manner of the neighborhood theater owner who never watches
the films he books but keenly knows the drawing power of the actors.
In such an environment, indeed more than in one which is carefully
watched and guerded from above, the scientist and the scholar could
flourish, neither dominating the institution nor being too uncom-
fortably dominated by it.

The university also tolerated its minority of insistently vocal malcon-
tents, unless they threatened flagrantly to harm its public name, The

faculty “idealist” survived. This fact also deserves

h&edﬂﬁniﬁmoftbaﬂnwﬁmmiwmtythmhaddmﬂopedhy
1910, The laments which were heard did not represent a death cry, but
rather another permanently “frozen” fixture within the total academic
mph.mmmthmdidnmguﬂ:ewhdawaymm
American mainstream. Pockets of strenuous dedication to goals that
were absurdly unpopular (for instance, too insistently democratic to be
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widely shared by the American people) persisted in odd places within
the institution. The incoherence of the academic structure protected
the alienated critic along with the football player and everyone else.
Factions of whatever sort were almost never purged. Athletics and
intellect alike could usually be pointed to as evidence of affirmative
institutional service. The university, already diverse in so many ways,
thus grew also to include its own severest critics.

In a broader sense it was also true that the university remained less
than fully domesticated. A great number of professors, though taling
no radical line of dissent, remained somewhere short of embracing all
the official values. Such men hoped to reconcile learning with social
optimism, eulture with football, academic standards with enthusiasm
for quantity. They felt mildly inspired, perhaps, when they listened
to commencement speeches, and they were ing toward frater-
nities; yet they insisted on at least a convincing show of effort inside
the classroom. They thought of themselves in matter-of-fact terms as
professional men, and they held no airs toward lawyers, doctors, or
the clergy; yet they could also take pride in their distinctive area of
competence in a way that gave them a satisfying sense of purpose.
Bliss Perry spoke for this central portion of the faculty when on the
one hand he briefly praised the quality of “moral detachment” while
on the other declaring: "No American, above all, no body of edueated
Americans, should imagine that they have a charter to live unto them-
selves. . . . For the members of any profession to insulate themselves
from . . . currents of world-sympathy is to cut off that profession's
power,”?

As Perry himself noted, the efforts of the turn-of-thecentury profes-
sor to appear decently conventional in his tastes and affections could

often display an uneasy note that implied partial self-deception.

The habit of addressing boys without contradiction leaves him
often impoteat in the sharp give-and-take of talk with men, and
many & professor who is elogquent in his olass-room is helpless on
the street or in the club or across the dinner-table. Sometimes he

ves this, and makes pathetic efforts to grow worldly.
Faculty circles have been Imown to experience strange oheessions
of frivolity, and to phmge despuﬂte!j.r into dancing lessons or
duplicate whist.!

' Bliss Perry, The Amateur Spirit (Boston, 1904), pp. §9-101, 114-15.

i Bliss Perry, “The Life of a College Professor,” Scribner’s Magacine,
XXIT (1867), 518,
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Henry Seidel Canby, thinking of Yale, detected the persistence of an
even sharper distinction between members of university faculties and
other Americans: “The two waters did not mix,” he declared. “A boy of
a commercial or legal family who went into the faculty was lost to his
hnn,tahngonap}rdmlnyandﬂm&umhkbmﬂm-whnhaﬂ
stayed in the family affairs as to cause remark even among the unob-
servant. Whereas a professor’s son who went into business sesmed to
dmpwemighta!lfeelingandn&en:ﬂmpactfm!hecm&nfmnhing
mdmhularship."hﬂmmnkmﬂﬁhnfthahm]t}rpopuhﬁon,nmm
distinctive expectations of en academic role were likely to maintain
themselves desp{taaﬂma’:mnsdmsﬂﬂmmwudpmdudngan
agreeable conformity of manner.

The American university of the early twentleth century thus pre-
lmhm_ifwumu.n&lﬁnrnfwhinhwuumymprmtnﬂmﬂnth
one gide, it inclnded administrators who might almost as easily have
promoted any other sort of American enterprise. These leaders, in
conjunction with trustees, undergraduates, and alumni, spoke for goals
with which a large American andience could readily sympathize: moral
soundness, fidelity to the local group, and the implicit promise of
ﬁmmdmﬂpodﬁm.ﬁumﬂhmafmﬁmmmmmpm
reflected these familiar values in its orate buildings, its eficient and
hurgamtnghuﬂnmsbaﬁ.itsmhlaﬁcmdimitsmnwedfaﬂiﬁﬁm
for student supervision (often again including dormitories), and its
annual commencement pageantry. When most Americans visited a
college or university, these were the things they saw; these for the most
part were the items included in casual academic boasts. At the oppo-
site extreme, & few scattered men could be found urging drastic re-
Hmmiﬂnhhﬂn‘ :fféi;:mmdum+Fnﬂmgbetwnmtbewmkﬂm

most participants in the academic calling occupied
lrﬂsﬂngp!mwhiuhhudbmlargalyﬂmmimniudhtmtquim
%&FW%@W,&nW&%W’Uhth
very t just such an ambiguous hility. The
university offered a convenient intermediate pattern nfmﬂnt?ma
where between a business career and exile. It accommodated men who
lacked the bravado or the inclination to live in a garret or & monastery,
hutwhﬂatthasamcﬂmgdidna-tfeelquitsnthmeht’neWDang-
house, For such professors as these it was the best possible circum-
stance that Ross cases did not frequently arise, forcing each individual

mnmmpuxtumkeanmmspubhcehnmﬂathmnmhm

* Canby, Alma Mater, pp. 18-19; of. Hemick, Chimes, p. 104.
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relished the calin which permitted the actual extent of their conven-

tional loyalties to remain an open question, to themselves and to others,
It was this kind of privacy, after all—a situation in which no one
inguired too closely into how “American” were a man’s convictions—
which enabled the academic life to connote a certain desirable measure.

of freedom. It was a precious right not to be forced to be counted.

These wholly personal considerations did not preclude a simulta-
neous belief in the social mission of the American university, a belief
which resided at a more conscious level in most professorial minds and
which in one form or another was assented to by everyone who
pretended to speak for educational policy after the turn of the century

(excepting only the most sustere advocate of “pure” research). To see

one’s role in terms of social service was the American means of legit-

most professors, learn to maneuver among conflicting demands.

Aﬂimuhmufmhamhdwbemmanmqrmgthﬂprmfw
sors who retained sharp-edged convictions about the

university, iftheywerﬂtummmndmethmaehﬁesmtbaimtnm=

academic life which flowed around them.
By permanently accepting the altruistic rhetoric of the Progressive

Era, by genuinely believing in the promise of its cadences, the Ameri-

can professor retained permission to explore alien ideas and to use
techniques which had originally come to him from abroad. If this was

& bargain, it was one of which nine-tenths of the American faculty of

1910 remained unaware. Only in retrospect could one see how the new.
of academic rhetoric had made possible a continued flexi-
bility of academic impulse.
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CLARK EKERR

The Frantic Race to Remain Contemporary

“Tee 1RUE American University,” David Starr Jordan once ob-
served, “lies in the future.” It still does; for American universities
have not yet developed their full identity, their unique theory of
purpose and function, They still look to older and to foreign models,
although less and less; and the day is coming when these models will
no longer serve at all,

The American university is currently undergoing its second great
transformation. The first occurred during roughly the last quarter of
~ the nineteenth century, when the land grant movement and Ger-

man intellectualism were together bringing extraordinary change.
 The cuent transformation will cover roughly the quarter century
_after World War IL The university is being called upon to educate
. previously unimagined numbers of students; to respond to the ex-
panding claims of government and industry and other segments of
society as never before; to adapt to and channel new intellectual
'mBythamdufthhpmud,thamwﬂbenmﬂyﬁmmim
i , an institution unique in world history, an institution not
dng to other models but itself serving as a model for universi-
other parts of the globe. This is not said in boast. It is simply
the imperatives that are molding the American university are
work around the world.
anhmﬁnn,u:thnsbammulnﬂnanhnLhastendedtodewlvp
leading intellectual institutions of its world—Greece, the Italian

s, France, Spain, England, Germany, and now the United States.
: t universities have developed in the great periods of the
political entities of history. Today, more than ever, education

article is adapted in substantial part from the author's Godkin Lectures
&t Harvard University in 1063, which were published by the Harvard
ity Press in 1963 under the title, The Uses of the University.
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THE AMERICAN UNIVERSITY

high levels of accomplishment, measured, for example, by years
of formal schooling. In the United States, universal elementary
education was largely realized by the turn of the twentieth
century, and a marked increase in the proportions beginning
secondary education was under way. This trend continued during
the first third of the century. By the 1930’s the universalization
of secondary education, measured by completion of high school,
was approximated. The next third of the century, especially the
period immediately following the end of World War II, saw a
swift upsurge in participation in the system of higher education.
By the later 1960, the proportion of the age cohort going on
from high school graduation to some kind of higher education was
more than 50 percent, a situation historically unprecedented.

Current discussion of the universalizing of Aigher education, the
next logical step, leaves open the question of precise level to be
sought, Most often advocated is the universalization of the four-
year undergraduate college program. Minimal though this would
seem from the point of view of graduate and professional levels,
nothing like it has previously been dreamed of for mass popula-
tions. Note that the process of educational upgrading has not
developed evenly for all population groups. Some groups surged
abead and others lagged behind. This has been especially charac-
teristic of the United States with its local control of public school
systemns and its pattern of private and parochial schools. At the
college level, the American system has been more diversified, with
a large number of private colleges of many different types and
quality, many originally founded under religious auspices.’
American public institutions have been rapidly growing, although
not at the federal level. State universities and colleges began first;
more recently municipal institutions developed; and most re-
cently community junmior colleges. Higher education in the
United States has never resembled the French system in which a
central ministry administers for the entire country.

The Development of the University System. At the beginning
of the Civil War there was no such thing as an American univer-
sity in the European sense; there were only colleges, a large
number of them. Shorily after the war, an innovative process
began. This process centered in private institutions, first with
development toward university status of existing private colleges

1. Everett C. Hughes, The Sociclogical Eye: Selected Papers (Chicago and New
York, Aldine-Atherton, 1971), chaps. iv and v, pp. 29-51.
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quality, many originally founded under religious auspices.’
American public institutions have been rapidly growing, although
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United States has never resembled the French system in which a
central ministry administers for the entire country.

The Development of the University System. At the beginning
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Art. IV.— OUR COLLEGES.

Inaugural Address delivered to the University of St. Andrew’s, Feb. 1,
1867. By JouN StuarT MILL, Rector of the University. Lon-
don: Longmans, Green, Reader, & Dyer. 1867. 8vo, pp. 99.

On the Principles of English University Education. By Rev. WiL-
LIAM WHEWELL, M.A. London: John W. Parker, West Strand.
1838. 12mo, pp. 189.

The Atlantic Monthly. September, 1866. University Reform.

Report of the Commiltee on Organization. Presented to the Trustees
of Cornell University, Oct. 21, 1866. Albany: C. Van Benthuysen
& Sons. 8vo, pp. 48.
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THE quickening which every form of social and educational
discussion has experienced since the close of the war, has™
been nowhere more marked than in regard to collegiate edu-
cation. There is a very wide-spread conviction, that our
colleges, as at present organized, are not accomplishing all
that this generation has a right to demand of them; and the
academical year that is now closing has been distinguished
for earnest and profound discussions as to the best method
of bringing them fully into sympathy with the spirit of the
age. Nor have these institutions themselves been backward
or ungracious in recognizing their own shortcomings. While
in different parts of the country new universities are spring-
ing up, upon broader, or at any rate different, bases, to keep
pace with the growth of population and the changed demands
of the times, our Harvards and Yales are adapting themselves
to the new order of things, with a promptness and cheerful-
ness which must seem marvellous to those who have been
accustomed to regard them as a mere embodiment of con-
servatism.
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The most notable and encouraging feature of the discussion
is its hearty and timely protest against the sordid materialism
of our age and country. What training will best make men;
how the next generation shall be made wiser and better than
this, — these are the problems which have most earnestly
engaged men’s minds: and so long as these are recognized
as the vital questions of education, we may feel assured, that
we are going forward, and not backward. It is this that
gives its highest value to Mr. Mill’s St. Andrew’s address,—
that he, the most advanced and radical thinker of the day,
the representative of utilitarianism, the successor of Ben-
tham, has spoken so noble a word for culture, in the interests
of the highest utility. Apart from the wisdom of the views
themselves, the source from which they come —the man who
probably exercises a more powerful influence upon American
thought than any one now living — lends every word a pecu-
liar emphasis.

The problem before us as a people is twofold,—the organi-
zation of the university itself, in the American acceptation
of the term; and the best method of securing that higher
education which we call distinctively ¢ liberal,” and which
Mr. Mill well defines as “the culture which each “generation
purposely gives to those who are to be its successors, in
order to qualify them for at least keeping up, and if possible
for raising, the level of improvement which has been at-
tained,” and again as “ what every generation owes to the
next, as that on which its civilization and worth will princi-
pally depend.” This is Mr. Mill’s definition of what he calls
“university education.” A university, he adds, “is not a
place of professional education.” This last is an unessential
point, which each community may fairly be allowed to settle
for itself, organizing its ¢ universities,” or institutions of
highest education, in accordance with its own special customs
and needs, as indeed is done now; so that the definition of
the university varies widely in different countries. In Eng-
land, as Mr. Mill says, it is a place designed solely for
¢“liberal education;” in Germany, on the other hand, it em-
braces, besides this, all branches of professional education.
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It seems to us that we in America have a right to develop
such an institution under this name as is best adapted to our
national wants, even if, in so doing, we depart from the ac-
cepted Lnglish definition of the word. In this country we are
accustomed to use the term in its broadest and radical sense,
as embracing the whole scope of a higher education, as well
professional as liberal. For that department of the university
which is devoted to a general education, to make men,— not
lawyers, physicians, or civil engineers,— we have reserved
the word “ college,” which word also we use in a quite differ-
ent sense from the English, French, or German. That Yale
College is a true university, while Brown University is noth-
ing but a college; and that Waterville College, with less than
fifty students, has chosen, for the sake of the lofty-sounding
title, to dub itself Colby University, — these facts prove only
a looseness of practice in the application of the terms: few
will question that they are in general distinguished as we
have indicated.

The true American university is not, however, confined in
its scope to the liberal course of study and the so-called
“ gentlemanly professions,” which are all that are as yet
combined with most of our Eastern institutions. It should
embrace every branch of knowledge as science which a man
may need, whether for culture or for earning his bread. We
question the utility of attempting, in these institutions, to
enter into the practical details, whether of agriculture or
the mechanic arts, any further than is necessary for illus-
trating the scientific principles. Law schools and medical
schools do not make lawyers and doctors, but adepts in their
respective sciences: the application of their theories must be
learned by means of office-work and sick-room visiting, before
the student is competent to practise by himself. So the agri-
cultural schools, we fancy, will not turn out farmers, but
agriculturists; and we are afraid those will be disappointed
who expect that—in the East, at any rate, where tilling
the ground is so hard work, and conducted on so small a
scale — common farmers will avail themselves of them to any
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great extent. But we may expect from these institutions a
powerful influence in raising the standard of agriculture
among us; and this science, as well as every other, should be
included in a university course. Harvard is not therefore, as
yet, a complete type of the American university, inasmuch
as it does not alm at embracing all departments of human
science. .

The first point therefore in the organization of a university,
is this broad distinction, generally recognized, between the
college, whose object is pure culture, and the professional
schools, which prepare a man for earning his living. The
former of these entitles the graduate to the degree of
Bachelor of Arts, and is properly supplemented, as at the
University of Michigan, by a post-graduate course, continuing
the general culture of the college course, and »ent'itling to
the degree of Master of Arts. We think, therefore, on the
ground of this general distinction, that Mr. White, in his
admirable scheme for the organization of Cornell University,
has made a mistake in putting the ¢ Department of Juris-
prudence, History, and Political Economy ” among the pro-
fessional schools, as a department of the ¢ Division of Special
Sciences and Arts.” His remarks on the importance of
this department, and the peculiar benefits our community is
likely to derive from if, are eminently just. We are at this
moment as a nation suffering more from an ignorance of the
most fundamental principles of political science, than from
any other cause; and we look with confidence to the new
university, under the guidance of Mr. White, to aid in form-
ing a better race of public men: but it seems to us, that this
branch of study, not being one which students will follow with
a view to a life-profession, but rather to special culture, would
properly belong to a post-graduate course.

The second of the two questions indicated above,— the
nature, scope, and method of liberal education,—is that which
has been chiefly discussed, as is natural in a community
which has its universities already in existence, and needs
only to perfect them. This discussion was opened by Dr.
Hedge, in his Alumni addregs last July; and the general plan
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which he sketched has been admirably developed in detail in
a récent paper in the ¢ Atlantic Monthly.””* The mind of the
community has been steadily settling, under this discussion,
upon four general principles, each of which was laid down
more or less distinctly by Dr. Hedge. These are,— 1. That
the classics should still form a necessary part of such a
course; 2. That the natural sciences justly claim a larger
share than they have generally received; 3. That more free-
dom of choice should be allowed in the studies pursued; 4.
That college discipline should be materially modified, as befits
institutions designed for men, not boys.

We do not propose to discuss at any length the claims of the
classics to the position which has been assigned them, espe-
cially seeing that the turn taken by the discussion renders
this on the whole unnecessary. We will, however, say a few
words upon certain reasons for considering Latin, in combina-
tion with mathematics, the best mental training there is for
boys of between fifteen and eighteén, which we do not
remember to have seen sufficiently analyzed. Nobody denigs
that the natural sciences and the modern languages, set up as
the peculiar rivals of the classics, must form a part of every
gentleman’s education; and, if a person has not time and
opportunity for all of these, no doubt he should in most cases
study French and German, rather than Latin and Greek.
It is often forgotten in this discussion, that we are speaking
only of those who are able to devote themselves to study for
a long enough time to obtain that systematic and well-rounded
education which we call distinctively liberal. TFor these we
claim, that, at the age specified, Latin is superior to either of
its rivals, and largely for the reason, which is often made an
argument against it, that it is harder, and requires more care-
ful and systematic use of the mental powers. The natural
sciences are partly studied by observation and mere memory,
and so far should come very early in the education of a child;
partly mathematical, belonging strictly to the mathematical
course; partly experimental and theoretical, calling for the

A pril, 1867.
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exercise of the highest powers of the trained mind.* At six-
teen, a boy has no ideas of his own, and this higher range of
physical inquiry is beyond his grasp and appreciation. Natu-
ral history is too much a matter of mere memory to give his
- mind the exercise it requires at that stage. What he needs
just then is work, not play,— work hard enough to call his
mind into full activity; and for boys there is very little danger
of overworking mentally. We do not think it desirable that
the worl at this age should be made easy: attractive and inter-
esting it can and should be made. There is the same sort of
pleasure to a healthy mind in mastering a difficulty, and in
dealing with intellectual problems adapted to its strength,
that there is to a healthy body in catching a fly-ball or pulling
a strong oar. We have never yet known an intelligent boy
of suitable age, who could not be made to enjoy that greatest
stumblingblock and mystery of Latin, the oratio obliqua.

The same consideration that gives Latin a preference over
botany or zodlogy, its greater difficulty, gives it also a preft
erence over I'rench or German, —though German, no doubt,
comes nearest of all studies to the ancient languages in the
quality of the training it secures, and is the very best sub-
stitute for them. The philological study of one’s native lan-
guage, for instance, belongs properly to a more advanced
stage than that of any other language; for the reason, that to
study it superficially is so very easy that in most persons
it will train nothing but the memory, while to study it to any
purpose calls for a mind thoroughly trained, and stored with
all varieties of parallel knowledge. There is, however, besides
the difference in difficulty, a distinction in the essential char-
acter and structure or the modern languages, which renders

#* Dr. Whewell has made a very good statement of the limitations of the physi-
cal sciences for the purposes of discipline, although he entirely overlooks, and
indeed denies, their value at a higher stage of education in training the powers
of thought, of which Mr. Mill gives so admirable an analysis. “ The effect of
the clear insight of geometry or mechanics cannot be efficiently replaced by
sciences which exhibit a mass of observed facts and consequent doubtful specu-
lations, as geology ; or even by other sciences, as chemistry and natural history,
which, though they involve philosophical principles, can only be learnt by pre-
senting numerous facts to the senses.” — University Edition, p. 41.
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them much less adapted either to mental discipline or to that
philological culture which all admit to be one of the most
important elements of education. The difficulties of Latin
and Greek lie in their constructions; of the modern languages,
in their tdioms. In reading French, all that is necessary is to
know the meanings of the words, which is purely a matter of
memory ; or, if any difficulty occurs, it is in most cases as to
the particular meaning attached to a particular collocation of
words, which again is purely a matter of memory. The same
is true, although in a less degree, of German. In Latin and
Greek, on the other "hand (especially Latin, which is, except
in its roots, much further removed from the modern languages
than Greek), the idioms are of very subordinate importance;
and translating a sentence is in the main an exercise of judg-
ment and skill,— much less a matter of mere memory than in
any of the other languages. This characteristic of modern
languages renders them especially fitted for children, who
learn by memory and catch idioms readily ; and we would for
this reason have French and German learned very young.
Latin and Greek, appealing as they do mainly to the reason,
are equally fitted for young people of sixteen and there-
abouts, for whom the main object is the training of the reason-
Ing powers.

Latin, therefore, being furthest removed from English, —
English being the most idiomatic of all languages, and Latin
the least,—forms the best instrument for that important
branch of philological instruction which consists in comparing
the modes of expression in one’s own language with those in
another. Without this, as has been well remarked, no person
can be said really to know his own language; and while we
freely admit that even French, the language most similar to
English in roots, constructions, arrangement, and idiomatic
character, may be made very serviceable for this purpose, we
maintain that no other of the languages usually studied, not
even Greek, can at all compare with Latin for it.

Again, leaving out of sight these points of difficulty and
contrast, Latin is, of all languages, that best suited to the:
abstract study of modes of expression; because it was the
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first language in which these were treated logically and in
accordance with rigid rules, and still remains the most logi-
cally constructed of languages. The constructions in Greek
are loose and irregualar compared with Latin. The Greeks had
not fully developed the idea of law in language, any more than
in politics; and, while their subtilty of thought led them to
use the moods with great exactness and nicety, their syntax
of govermment was quite inexact.* In these respects the
modern languages” owe much of their accuracy of structure
to imitation — often unskilful — of Latin; and no one of them,
not even German, approaches its model.

For these reasons, besides those which have been eo well
stated by Mr. Mill and others that we need not repeat them,
we think that the classics are entitled to their place as the
leading study in a liberal education, during a certain period
of life. We would not be understood as defending the bar-
barous method usually pursued in the study of the classics,
by which years are worse than wasted in acquiring useless
knowledge, while a serviceable acquaintance with the lan-
guage professedly studied is not acquired. Latin is generally
begun much too young, and taught much too exclusively from
grammars, which are, after all, not Latin, but somebody’s
" account of Latin. Once the paradigms thoroughly learned,
we believe that the principal work should be translating and
analyzing ; and that syntax can be much better learned from
the author read, with the help of a teacher, than from any
grammar. But this discussion is apart from our present
object.

The question i§ often asked, why, granting all that has been
said in favor of the study of the classics, one classical lan-
guage is not enough,— why it should be necessary to learn
both Greek and Latin. We answer frankly, that we do not
think it necessary. We say, as we did of classical study in
general, that those who have the time, means, and taste had bet-

* Expressions hanging so loosely in a sentence, so utterly independent of it
in structure, as sii quisque, in multis sibi quisque imperium petentibus (Sall. Jug., 18),
are exceedingly rare in Latin, but common enough in Greek.
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ter study Greek as well as Latin; but we believe that a large
class of young men will be more benefited by substituting
something else in the place of Greek. To those who have
not special philological tastes, one classical language will give
all the philological training desired; and, if we could have
only one of the two, we should, with this end, choose Latin,
— partly for the reasons already given, partly on account
of the excessive difficulty of Greek, which special difficulty
again is mainly either in the memory or in*nice details. We
think the true course is that recommended by Mr. Atkinson
two years ago, which had, indeed, been adopted by Mr. Mann
at Antioch College, some ten years before,— to have two paral-
lel courses: one, the regular college course, as usually pursued;
the other, the same in all other respects, but substituting
other studies — say modern languages — for Greek. This is
the plan adopted in Cornell University, where the ¢ Second
General Course,” as it is called, has for its principal studies
Latin and German. Great care is needed, however, and great
difficulty experienced, in laying out a course that shall be any
thing like an equivalent for Greek, whether in difficulty or
as an exercise of the mental faculties. ,

Another argument for this will, perbhaps, be new to many.
A cry is raised by the academies and preparatory schools,
that they are overworked; that ¢ the few young men who are
fitting for college receive undue attention, to the exclusion
and great detriment of .that much larger number who do not
“intend to enter any college.” * It is urged in many quarters
that Greek should be removed from the list of preparatory
studies, and made a college study. We do not think well of
this proposition. If Greek is to be learned at all, it should
be learned well, and needs all the time that is now bestowed
upon it: the time required to learn Greek thoroughly in
college could be ill spared from other branches. Mr. Atkin-
son’s proposition seems to us to give all the relief needed.
If there were two courses in college, one with Greek and the

* Sece a striking paper by George W. Jones, Principal of Delaware Literary
Institute, in the Proceedings of the New-York University Convocation, 1866.
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other without, the small academies might confine themselves
to fitting for the non-Greek course: those who wished to study
Greek would go to the large schools and academies.

As to the claims of the natural sciences, only one remark
need be made. Few will question that they already receive
their due proportion of time in the college course: the mis-
take is in requiring no preparation upon these branches. So
much of natural history as should form a part of the informa-
tion of young men of this age, and so much of physics and
chemistry as is purely descriptive, and preparatory to the
severer mathematical course of the college years, should be
added to the present requirements for entrance. This would
elevate the character of the college course, not only by
making it possible to give more physical instruction than at
present, in the same space of time, but also by bringing stu-
dents to college with better trained and better balanced
minds.*

The two points which we have already considered have
hardly mneeded discussion, because they are points upon
which the community has its mind already pretty well made
up. The third point, however,—the need of a greater lib-
erty of choice to the students, although quite as generally ac-
cepted as a principle,—1is open to great variety of opinion in
detail. It is a good many years since Harvard College first
recognized the general principle, by setting apart a certain
number of studies in the higher classes as required, and
allowing the students to elect, every year, one or two from the
remaining branches. So far has this principle been carried
out, that the catalogue of the present year contains, for the
ﬁxst term, Senior, ten elective studies, and four required. It
has, however, we believe, always been felt that this system
was attended with the disadvantage of rendering the mental
training of the individual students too irregular, too de-
pendent upon caprice; and we are far from considering this
the best way of deciding the problem.

* Tor an admirable statement of the arguments upon this point, see a paper by

Dr. Barnard, President of Columbia College, read at the New-York University
Convocation for 1866.
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We believe that no other prominent college has the elec-
tive system in this form, except to a very limited extent, in
the Senior year. Cornell University proposes to secure the
desired liberty of selection, by laying out four independent
courses, — one for Greek and Latin, the second for Latin and
German, the third for German and French, the fourth scien-
tific; besides a fifth, which is called' the ¢ Optional Course,”
which is to consist of selections made by the student from
the various regular courses, and which will not, we suppose,
entitle to a degree. This method we consider much supe-
rior to the “elective,” as combining freedom of choice with
systematic arrangement of studies. We are not informed
whether all these courses entitle to the same degree. If we
might be allowed to express an opinion, we should say that
the accepted usage of the title drtium Baccalaureus pre-
supposes classic training, not perhaps necessarily Greek, but
certainly Latin; and that, while we should readily give this
degree to the “second course,” we should demur at bestowing
it upon the ¢ third.”

The Cornell plan, however, as well as every other one,
requires another element in order to make it meet all the
highest wants of our American community,—an element
hinted at by Dr. Hedge, and a plan for which has been pre-
sented with considerable detail in the recent article in the
Atlantic. It was, we believe, in these pages* that attention
was first drawn to the characteristic and distinctive excel-
lence of the English and American university systems; that
ours is democratic, giving the whole body of students a
respectable education, far better than is received by the ave-
rage in the Inglish universities, which, in accordance with
their aristocratic character, expend their energy in turning
out, every year, a very few men of acquirements such as in
this country are reached by none. The English, we know,
are reforming their schools and universities in the direction
of greater liberality and general usefulness: we, on our part,
need to move towards them in some way, to make it possible

#* See * Christian Examiner > for November, 1865.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



for a student at our universities to obtain as thorough an
education as he desires in any branch of learning. The
country needs nothing just now, so much as men of culture.

In making any reform, we must carefully avoid lessening
in any way the present efficiency of the institution. The
American college, with all its defects, is the natural out-
growth of American institutions and character, and, on the
whole, has satisfied the requirements of American culture.
Further, these requirements will continue to be, for the mass
of students, precisely what they have been. But new re-
quirements, for a limited number of students, are now added
to the old: the community has advanced to the point when
it demands, not merely the broadening of its general culture,
which we have already spoken of, but the deepening and
intensifying of special culture. To meet this want, the plan
proposed by the writer in the * Atlantic” seems to us precisely
adapted. He would continue a curriculum like the present,
imposed upon all students as a pass course, containing the
minimum required for graduating without special honors;
and, in place of the present elective studies, would institute a
class course, consisting of a number of special ériposes, of which
each student of ambition would select one or two for exhaust-
ive study, and for honors, if rank should continue to be given.
We do not desire here to do any thing more than direct
attention to the general outlines of a plan, which appears to
promise all that could be desired in elevating the general
character of American scholarship. Such a system, adopted
and tested in any one of our first-class universities, would, if
found to work well, be introduced gradually into other col-
leges, wherever it should be found desirable.

The introduction of this plan, and we hope the progress of
public sentiment at any rate, would carry with it the abo-
lition of marks for recitation, and of rank, unless perhaps as
depending upon a final examination. It would not be possible
to devise any more effectual means of taking all the enthu-
siasm and inspiration out of a recitation, than one which
makes a scholar afraid to answer lest he should be wrong,
and therefore receive a low mark; and, on the other hand,
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forces the teacher to keep his eye open to every blunder or
forgetfulness, not with a view to setting it right, but to deter-
mine whether the abstract value of the performance is six,
seven, or the coveted eight. Marks may sometimes be of
service in giving the first impulse to ambition, where the
standard of study is very low: but even here we believe
they generally do more harm than good; and, where there
exists the slightest spark of intellectual ambition, nothing is
needed but good teaching to quicken it into a flame.

These discussions have proceeded upon the assumption,
that a broad line is to be drawn, as Dr. Hedge proposes,
between the Freshman year and the college course proper,
with a view, indeed, to eventually abolishing this year alto-
gether. For the present, no doubt, it is necessary that there
should be a preparatory and probationary year in the college
itself, inasmuch as many of the preparatory schools are quite
incompetent to fit scholars for the advanced college course.
We believe, however, that the difficulties from this source, in
the way of giving up the Freshman year, are exaggerated;
and that, if it were boldly lopped off,—say at two years’
notice, — the schools would adapt themselves without diffi-
culty or delay to their new duties. The smaller schools
would fit for the academies, and the academies for the univer-
sities; and — a consideration which is often overlooked —
who can doubt that experienced teachers, like Mr. Dixwell
and Dr. Taylor, would prepare students on the studies of the
Freshman year much more satisfactorily than the average of
college tutors upon whom the work is put, who are neces-
sarily inferior both in scholarship and skill to these gen-
tlemen ?

The establishment of these ¢riposes for the three years of
the college course would necessitate an enlargement of the
preparatory course, by making it embrace not merely Latin,
Greek, and mathematics, as at present, or natural science, as
urged above, but also some general though accurate knowledge
of modern history and the English language. Modern history
18 too much neglected in this country; and, while there is

“much force in Mr. Mill’s doubts as to the possibility of its
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being taught efficiently in school, it certainly ought to be
known, in some way, before entering college. We are inclined
to think that the best way would be to prescribe an acquaint-
ance with some particular works, the preparation in which
should be left to the private reading of the scholar, stimu-
lated by the knowledge that he has to pass an examination
upon them, and assisted by occasional familiar talks and lec-
tures by the teacher.

With the TFreshman year cut off, the studies made so
largely voluntary, and the average age of the students
so much advanced as would necessarily be the case, the
college discipline might be very materially diminished in
amount, and relieved of harshness and obtrusiveness,—
might, indeed, almost be reduced, as Dr. Hedge suggests,
to the single item of expulsion. It is safe to say, that two-
fifths of the misconduct of students arises from the natural
repugnance of young men to arbitrary rules, and another two-
fifths to the dormitory system. Cornell University promises
to be free from both these sources of trouble. The dormi-
tory system, at any rate, is there placed upon its true basis,
as simply a convenience, a favor to students, and, to a certain
extent, a protection against exorbitant charges in private
houses. The inmates are to be treated as gentlemen, and left
to maintain order among themselves. If they cannot do this,
they will be turned out in a body; and, if no body of stu-
dents can be found who can live together orderly and respect-
ably, the dormitories will be closed. We venture to say that
the dormitories will never be closed.

Another good result of the separation of. the Freshman
year from the college course proper would be the greater
freedom and variety which it would be possible to introduce
into the preparatory course, and the increased dignity it
would give to the preparatory schools. Exeter and Andover
would be raised at once to the rank of the German gymnasia,
and would be able to have the same completeness and variety
in the course that is usual there. There is a kind of super-
stitious feeling in regard to the course as prescribed in the
college catalogues, as if there were something sacred in
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the whole of Virgil and Casar’s ¢ Gallic War,” and in those
particular orations of Cicero which Mr. Folsom happened to
adopt from a selection made for this purpose fifty years ago.
And, although the catalogue distinctly offers to recognize
equivalents, hardly any school avails itself of the permission;
less than ever, since this particular set of prose authors has
been petrified into one big book, which has been adopted in
nearly all schools. We may feel sure that, when the great
schools have the work of the Freshman year added to their
present duties, they will not any longer submit to the drud-
gery of going over the same unvarying round, year after year.
There is another consideration of great importance, to -
which, we believe, attention was first directed by the most
eminent of American classical teachers, Dr. Taylor, of Ando-
ver,— the burden that is imposed upon preparatory schools,
by the necessity of preparing every part of this great mass of
Greek and Latin for examination in detail. There should be
a distinction made between two classes of work, — analysis
and translation. A scholar kept at drill all the time, as is too
often done now-a-days, fails to acquire that facility in the
use of the language which certainly ought to be possessed
upon entering college. We have the testimony of Professor
Bowen to the striking fact, that all the time that the standard
of scholarship has been rising at Cambridge, and the knowl-
edge of the classic languages becoming more minute and
accurate, the knowledge of classical literature, and familiarity
with the classic authors, have been on the decline. One of the
chief aims of a course should be to read a large amount, to
go over a great deal of ground, — not carelessly, but, on the
other hand, without dwelling upon minute points of grammar
and antiquities, — simply with a view to obtaining a practical
mastery over the language. The amount of Latin and Greek
upon which a scholar is expected to pass a critical examina-
tion, in order to enter Harvard, is much larger than at the
English universities; and, as a necessary consequence, the
critical study being spread over so wide an extent, cannot
be so accurate and thorough anywhere as it is in England,
in regard to the smaller amount of Latin and Greek examined
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upon. We venture to say, that a rigid examination upon one
book each of Caesar, Virgil, Xenophon, and Homer, and one
~Oration of Cicero, if combined with some assurance that a
much larger amount had been carefully translated, and a test
as to the capacity to translate a passage from some author
that has not been read, would give a better result than the
present examination. -

We are not W]llmg to close without drawmg attention to one
or two points in Mr. Mill’s address,— so wise in themselves,
and yet so at variance with the prevailing practice, that it
seems impossible to repeat them too often, or insist upon
them too earnestly. One is as to dogmatism in teaching.
He says of instruction in moral philosophy (p. 78), “ I could
wish that this instruction were of a somewhat different type
from what is ordinarily met with. I could wish that it were
more expository, less polemical, and, above all, less dogmatic.”
And again (p. 80), as to the question of rehglous instruction
in schools, “ On neither side of this controversy do the dis-
putants seem to me to have sufficiently freed their minds
from the old notion of education,— that it consists of the dog-
matic inculcation, from authority, of what the teacher deems
true.” It were to be wished, that our American instructors
would follow the hint here given more largely than they do.
Our national practice of teaching every thing from books
tends, no doubt, to render instruction here even more dog-
matic than in England. We should be glad to have more of
these branches, which are mainly the objects of abstract
thought, rather than exact science, treated in a more personal
manner, by the intellectual contact of professor and students.
One reads the Dialogues of Plato, with a sort of despairing
wish, that those who have the forming of the minds of the
young men in our colleges had some process for reaching and
influencing them, as effective as that of the ancients.

‘We cannot better close than with a second quotation, full
of encouragement to those who have feared moral deterio-
ration from the secularizing of our American education. We
believe that this fear is utterly groundless; that the objects
of education are in themselves so high,— the forming of char-
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acter and training of the mind,— that conscientiously pursued,
they cannot fail to elevate and purify both teacher and
taught; nay, that an ordinary recitation in an every-day study
i1s itself an exercise and a lesson in morals. Mr. Mill says

(p. 76): —

“The moral or religious influence which an university can exercise,
consists less in any express teaching, than in the pervading tone of the
place. Whatever it teaches, it should teach as penetrated by a sense
of duty; it should present all knowledge as chiefly a means to worthi-
ness of life, given for the double purpose of making each of us practi-
cally useful to his fellow-creatures, and of elevating the character of
the species itself’; exalting and dignifying our nature. There is nothing
which spreads more contagiously from teacher to pupil than elevation
of sentiment. Often and often have students caught, from the living
influence of a professor, a contempt for mean and selfish objects, and
a noble ambition to leave the world better than they found it, which
they have carried with them throughout life.”
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178 University of Cambridge, England. [Jan.

them a last asylum. The greater portion being thus cut -off,
the few who had fallen alive into the bands of their enemies
were reserved for every species of torture, perishing by the
knife, at the stake, precipitated from the summits of lofty
towers, or stified by the foul air of damp and erowded
dungeons. ,

Thus fell the Protestant religion in Italy. Its end was
everywhere attended with the same horrors, and its history is
but a repetition of racks, and dungeons, and stakes. 'Terrible
period ! when the powers of the human mind seem to have
acquired a greater developement, only in order to open a
broader field of suffering ; and the convictions which should
inspire sentiments of calm and beneficent philanthropy, served
as stronger stimulants to ferocious persecution. Bitter, and
even more humiliating than bitter, are the scenes that we have
traced ; but bitterer still is the reflection, that the spirit which
distinguished them is still alive, and that in our own, as in
every other age, the persecuted but awaits a moment of suc-
cess, to seize, for his own use, the arms of the persecutor.
Happy are we, not that our passions are milder, but that our
laws are better ; and that persecution, from being a moral, has
become also a political crime.

Art. X.— 1. A Discourse on the Studies of the University,
by Apam Sepewick, M. A., F. R. S., Woodwardian
Professor and Fellow of Trinity College, Cambridge.
Fourth Edition. Cambridge, 1835. 8vo. pp. 157.

2. Alma Mater, or Seven Years at the University of Cam-
bridge. By a Trinity Man. London; Black & Torry &
Torry. 1827. Two Volumes. 12mo. pp. 323 and 272.

3. The Cambridge University Calendar for the year 1830.
Cambridge. 18mo. pp. 464.

TaE spirit of English reform has not spared the two great
Universities, the pride and glory of the United Kingdom.
Their close connexion with church and state has naturally
turned the sharpest scrutiny of Reformers and Radicals to
their real or supposed abuses ; and many violent attacks have
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1837.] University Education. 179

been made upon these time-hallowed seats of learning. As
is common in such cases, the unjustifiable harshness which has
been dealt upon them, has been met by an uncompromising
spirit of resistance on the part of their friends. There ap-
pears to be a great deal of wilful blindness on both sides.
The wants of different ages require changes in great institu-
tions, which their governors are not always willing to permit ;
and there are difficulties in the way of changing long-established
usages and methods, for which heated reformers make no
allowance. Let us hope, that the resultant of these two clash-
ing forces will be in the direction of wisdom and common
sense. One thing is pretty certain, that the most violent
clamorers for alterations in long-established systems of educa-
tion, are those who know least about any system; and the
remark is true both of England and the United States. Itis
no uncommon thing to find beardless boys, under the inspira-
tion of this precocious age, passing bold and unhesitating
judgments upon institutions founded by the wisdom, and
cherished by the zeal, of our sturdy ancestors; weighing sys-
tems of study, in the scales of their puny understandings, and
finding them wanting, though the sagacity, learning, and expe-
rience of men grown gray in the high places of church and
state, have been exhausted in devising them. We venture to
say, there never was a period in which speculations on the
subject of liberal education were so abundant in showy
confidence of assertion, accompanied by real and disgraceful
ignorance.

We strongly suspect that all sound thinkers will, sooner or
later, settle down in the conviction, that the great principles of
university education, as established in England and among us,
are the true ones. They are true, because they are founded
in the nature of man. Unquestionably the basis of all just
thinking, in literature, science, art, and philosophy, must be
laid in a knowledge of the ancient classics, the mathematics,
and intellectual philosophy. Moral philosophy and theology
are concerned with the everlasting interests of man, and be-
long to every form of education. These are the branches of
study, which the greatest minds of England and the United
States have decided to be the most important for intellectual
discipline, and the formation of taste. Is not their decision
just? The histories of both countries, the great men to
whom English liberty and English literature owe their support,
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180 University of Cambridge, England. [Jan.

the heroes and statesmen to whom we owe our national exis-
tence, and our constitution its perpetual illustration and de-
fence, what are they but so many standing witnesses to the
deep wisdom, in which our institutions for the education of
young men have been founded ? \

But our present purpose is not to go into a discussion upon
the great principles of university education. In this paper,
we propose merely to give a brief account of the University
of Cambridge, in England. We shall offer a concise de-
scription of its government ; its course of studies, with the
forms and methods of examination ; its degrées and other
honors ; and, in conclusion, a few sketches of college life,
which appear to us to be worthy of notice, as compared
with college life in this country. :

The University of Cambridge is a society of students in
all the liberal arts and sciences, incorporated by the name of
the Chancellor, Masters, and Scholars of the University of
Cambridge. It consists of seventeen colleges, each of which
is a body corporate, and bound by its own statutes ; but they
are all subject to the paramount laws of the University. Each
college furnishes members both for the executive and legisla-
tive branches of the government. The legislative branch of
the government consists of the two divisions of the Senate, and
a council called the Caput. The senate consists of all who
are masters of arts, or doctors in either of the three facul-
ties, divinity, civil law, or physic, having their names on
the college boards, holding any office in the University, or
being resident in the town of Cambridge. They generally
number about two thousand. They are divided into two
classes, called the regents and the non-regents. The re-
gents, or members of the upper house, or white-hood
bouse, as it is called from the members wearing hoods lined
with white silk, are masters of arts of less than five years’
standing, and doctors of less than two. The non-regent
or lower house, called also the black-hood house, from
the members wearing black silk hoods, includes all the rest.
But doctors of more than two years’ standing, and the public
orator of the University, may vote in either house.

The council, called the Caput, consists of the vice-chan-
cellor, a doctor in each of the faculties, divinity, civil law,
and physic, and two masters of arts to represent the re-
gent and non-regent houses. The vice-chancellor is a
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1837.] Constitution of the University. 181

member of the caput, by virtue of his office. The other
members of this council are chosen as follows. The vice-
chancellor and the two proctors nominate severally five per-
sons ; and out of these fifteen, the heads of colleges, doctors,
and scrutators elect five, commonly honoring the vice-chancel-
lor’s list with the appointment. Kvery proposition of a
university law, or grace, must be approved by the caput, every
member having a negative voice, before it can be presented to
the consideration of the two houses of the senate.

Meetings for the transaction of university business, called
congregations, are held about once a fortnight, and a list of
the days of such meetings is published by the vice-chancellor
at the beginning of each term. The vice-chancellor may call
the senate together for the despatch of extraordinary affairs,
at other times, by causing a printed notice, specifying the
business, to be hung up in the halls of the several colleges,
three days before the time of assembly. Any number of the
senate, not less than twenty-five, including the proper officers,
constitute a quorum, and may proceed to business. Besides
these meetings, there are others called statutable congregations,
or days of assembly enjoined by the statutes, for the ordina-
ry routine of university affairs, such as conferring degrees,
electing officers, &c., for which no special notice is required.
A congregation may also be held without three days’ notice,
provided forty members of the senate be present. Every
member has a right to bring any proposition or grace before
the senate, if it has been previously approved by the caput.
When it has passed the caput, it is read in the non-regent
house by one of the scrutators, and in the regent house by the
senior proctor. It is read in like manner at the second con-
gregation. If a non placet is put in by a member of the non-
regent house, the vote is then taken. If the number of non
placets equals or exceeds the number of placets, the grace is
thrown out. If the placets are more than the non placets, it
is carried up to the regent house, and there undergoes the
same process. If it passes through both houses, it is consid-
ered a regular act of the senate, and if the subject be of a
public nature, it becomes a statute. No degree is conferred
without a grace, which passes through the process above de-
scribed. A grace of this kind is called a supplicat. Those
for bachelor of arts, honorary degrees, and masters of arts
of King’s College, require to be read at one congregation only.
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182 University of Cambridge, England. [Jan.

The executive of the University consists of the following
officers :

The chancellor. This officer is the head of the University,
and has sole authority within the precincts, except in cases of
mayhem and felony. He seals the diplomas and letters of
degrees, &c. given by the University, defends its rights and
privileges, convokes assemblies, and administers justice to
the members under his jurisdiction.

The high steward, who has the power of trying scholars
impeached of felony within the lmmits of the University, and
to hold and keep a leet according to the established charter
and custom. He appoints a deputy by letters patent, which
are confirmed by a grace of the senate.

The vice-chancellor. This officer is elected annually by
the senate, on the 4th of November, and, as his title indi-
cates, has the power of the chancellor, in the government of
the University, and the execution of the statutes, when the
chancellor is absent. He is required, by an order made in
1587, to be the head of some college; and he acts as a
magistrate for the University and county.

The commissary is an officer under the chancellor, and
holds a court of record for all privileged persons and scholars
under the degree of M. A. for the trial of causes by the civil
and gtatute law, and by the custom of the University.

he public orator writes, reads, and records the letters to
and from the body of the senate, and presents to all honorary
degrees with an appropriate speech.

The assessor is an officer specially appointed by grace of
the senate, to assist the vice-chancellor in causis forensibus
et domesticis.

The two proctors are peace officers, annually elected.
They must be masters of arts, of at least two years’ standing,
and are regents by virtue of their office. Their duty is to
watch over the discipline of all persons in statu pupillari, to
search houses of ill fame, and take into custody loose and
abandoned or suspected women. They are also required to
be present at all congregations of the senate, to stand in
scrutiny with the chancellor or vice-chancellor, to take the
suffrages of the house, both by word and writing, to read them
and declare the assent or dissent accordingly, to read the
graces in the regent house, to take secretly the assent or dis-
sent, and openly to pronounce the same.
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The librarian’s duties are designated by his title. The
registrary is required, either by himself or deputy, to attend
all congregations, to direct the form of the graces to be pro-
pounded, and to enter them on the university records, when
they have passed both houses. He also registers the seniority
of such as proceed annually in any of the arts and faculties,
according to the schedules furnished him by the proctors. —
The two taxors are masters of arts, and regents by virtue of
their office. They regulate the markets, examine the assize
of bread, the lawfulness of weights and measures, and call the
abuses thereof into the commissary’s court. — The scrutators
are non-regents. Their duty is to attend all congregations, to
read the graces in the lower house, to take the votes secretly
or openly, and to declare the assent or dissent of that
house. — The moderators are nominated by the proctors, and
appointed by a grace of the senate. They superintend the
exercises and disputations in philosophy, and the examinations
for the degree of bachelor of arts, in the place of the proc-
tors. — The three esquire bedells are required to precede the
vice-chancellor with silver maces, upon all public occasions
and solemnities. They bring the doctors present in the re-
gent house to open scrutiny, there to deliver their suffrages
by word or writing ; they receive the graces from the vice-
chancellor and caput, and deliver them first to the scrutators
in the lower house, and, if they are granted, carry them to
the proctors in the upper house. They attend the professors
and respondents in the three faculties, from their colleges to
the schools, and during the continuance of the several acts.
They collect fines from the members: of the University, and
summon the members of the senate to the chancellor’s court.
— The university prioter, the library-keeper, the under library-
keeper, and the school-keeper, are elected by the body at
large ; the yeoman bedell is appointed by letters patent under
the hand and seal of the -chancellor ; and the university mar-
shal, in the same manner, by the vice-chancellor.

The University has two courts of law, the consistory court
of the chancellor, and the consistory court of the commissary.
The former is held by the chancellor, or in his absence, by
the vice-chancellor, assisted by some of the heads of colleges,
and one or more doctors of the civil law. All pleas and
actions personal, as of debts, accounts, contracts, &c., or of
any injury begun or grown within the limits of the University,
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184 University of Cambridge, England. [Jan.

and not concerning mayhem and felony, are heard and decided
in this court, and the manner of the proceeding is according to
the civil law. An appeal lies from this court to the senate.
The latter is held by the commissary, acting by authority
deputed to him under the seal of the chancellor. He takes
knowledge and proceeds in all causes, as above, except that
causes and suits to which the proctors or taxors, or any of
them, or a master of arts, or any other of superior degree is
a party, are reserved to the jurisdiction of the chancellor or-
vice-chancellor. The manner of proceeding is the same in
this as in the other court; and the party aggrieved is allowed,
by statute, an appeal to the chancellor’s court, and from thence
to the delegates, if the cause and grief of the party render
such application necessary. v

The two members sent by the University to Parliament are
chosen by the senate. The university counsel are appointed
by grace of the senate, and the solicitor is appointed by the
vice-chancellor. The syndics are members of the senate,
chosen to transact all special affairs of the University. The
professors have stipends allowed from various sources, from
the university chest, from government, or from estates left for
that purpose. The annual income of the university chest is
about £16,000, and the annual expenditure about £12,000.
The funds are under the management of the vice-chancellor,
and the accounts are examined by three auditors, appointed an-
nually by the senate. The terms of the University are three.
The October or Michaelmas term begins on the 10th of Oc-
tober, and ends on the 16th of December ; Lent, or January
term, begins on the 13th of Janvary, and ends on the Fri-
day before Palm Sunday ; Easter or Midsummer term begins
on the 11th day after Easter day, and ends on the Friday
after commencement, which is always the first Tuesday in
July.

The seventeen colleges of the University were founded by
different individuals, all of whom enjoined, first, the cultiva-
tion of religion, and then of polite literature and the sciences.
The statutes of some of the colleges require the fellows to
be born in England, in particular counties, &c. The fellow-
ships at Trinity, St. John’s, Sidney, Downing, Clare Hall,
and Trinity Hall, are open to all competitors, and there is the
following law with regard to all ; ¢ Whosoever hath one Eng-
lish parent, although he be born in another country, shall be
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1837.] Constitution of the Colleges. 185

esteemed as if born in that county to which his English parent
belonged. But if hoth parents were English, be shall be
reckoned of that county to which his father belonged.”
Star. Acad. p. 268.

The orders in the different colleges are, 1. A head of a
college or house, who is generally a doctor in divinity ; ex-
cepting of Trinity Hall, Caius College, and Downing College,
where they may be doctors in civil law or physic. The head
of King’s College is styled Provost; of Queen’s, President; all
thé rest, Master. 2. Fellows, generally doctors in divinity,
civil law, or physic ; bachelors in divinity ; masters or bache-
lors of arts ; afew bachelors in civil law or physic, as at Trin-
ity Hall and Caius College. The number of fellowships in
the University is 408. 3. Noblemen graduates ; doctors in
the several faculiies, bachelors in divinity, who have been
masters of arts, and masters of arts, not on the foundation,
but whose names are kept on the boards for the purpose of
being members of the senate. 4. Graduates, neither mem-
bers of the senate, nor in statu pupillari, are bachelors in
divinity, denominated four-and-twenty men, or ten-year men,
so called because persons admitted at any college, when twenty-
four years of age and upwards, are allowed to take the degree
of bachelor in divinity after their names have remained on
the boards ten years. During the last two years they must
reside in the University the greater part of three several terms,
and perform the exercises required by the statutes. 5. Bach-
elors in civil law and physic, who sometimes keep their names
on the boards till they become doctors. 6. Bachelors of
arts, who are in statu pupillari, and pay for tuition, whether
resident or not, and keep their names on the boards, for the
purpose of becoming candidates for fellowships, or members
of the senate. 7. Fellow commoners, generally younger
sons of the nobility or young men of fortune, who have the
privilege of dining at the fellows’ table. 8. Pensioners and
scholars. The number of scholarships and exhibitions in the
University is upwards of 700. 9. Sizars, men of inferior for-
tune, who usually have their commons free, and receive various
emoluments.

Such is a brief sketch of the government and orders of the
University of Cambridge, for which we are mainly indebted
to the University Calendar, a work of great interest and
value. It contains a vast variety of other particulars, such as

vOL. XLIV.—No. 94.
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lists of professors, and the subjects of their lectures, together
with a number of examination papers, to which we shall have
occasion again to refer. The course of studies is admirably
adapted to task the intellectual powers of young men, aud the
honors awarded to superior merit excite the young men of
England to astonishing efforts. The Discourse of Professor
Sedgwick, on the Studies at Cambridge, is a very remarkable
work. He takes a eomprehensive view of the Cambridge
course, in a spirit of wide philosophy and perfect candaor.
He does not allow his connexion with the University to blind
him to its defects, or check him from freely exposing them.

This discourse was pronounced by Professor Sedgwick, in
the chapel of Trinity College, on the annual commemoration
day, in December, 1832, and was published at the request of
the junior members of that society. It has gone through at
least four editions already, and has gained for its author a high
reputation, as a vigorous thinker and an admirable writer.
He examines the Cambridge studies under the three divisions
of, 1. The study of the laws of nature, comprehending all
parts of inductive philosophy. 2. The study of ancient
literature, as furnishing examples and maxims of prudence,
and models of taste. 3. The study of ourselves, considered
as individuals and as social beings.

Under the first head, Mr. Sedgwick enters into an elabo-
rate description of the objects to which the study of nature is
directed, and the effects which that study must produce on
the well-balanced mind. He shows, with great ingenuity of
argument, and force and beauty of language, the connection
between physical science and natural theology. This study
furnishes subjects of lofty contemplation, and gives the mind
a habit of abstraction, most difficult to acquire by ordinary
means, but of inestimable value in the business of life. It
tends to repress a spirit of arrogance and intellectual pride,
and leads to simplicity of character and love of truth. It
teaches man to see the hand of God in the works of nature,
and gives him an exalted conception of his attributes, by
showing the beauty, harmony, and order of creation, as
manifesied in the remotest consequences of the laws, by
which material things are bound together, and act upon
each other. The external world proves the being of God
by addressing the imagination, and informing the reason.
It is so fitted to our imaginative powers as to give them
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some perception of the attributes of God, and this adaptation
is a proof of his existence. But the proofs which appeal to
the reasoning faculiies are stronger and more direct. The
contrivance manifested in the bodily organs of every being
possessed of life,— organs produced by powers of vast com-
plexity, and understood only in their effects, — proves design,
and is a display of an intelligent superintending power. The
conclusion leads to the inevitable belief that inanimate narure
is the production of the same overruling Intelligence. This
structure of organic bodies proves design, and the proof be-
comes more striking and impressive, when we view the adap-
tation of their organs to the condition of the material world.
We thus link together all nature as one harmonious whole.
The concluding part of this branch of the discussion is devot-
ed to the science of geology, in which Mr. Sedgwick very
ably describes the surprising views, which that science unfolds,
of the history of our earth and the various revolutions it has
undergone. He refutes the theory, that the present state of
things, and the existence of the human race, are simply the
result of organic changes, as held by some philosophers; and
attempts to prove that the successive races of beings, which
have dwelt upon the earth, ending with mankind, are the pro-
duction of an immediate creative energy.

In the second branch of the discussion, Mr. Sedgwick
examines the claims of classical learning to be made a part of
early and of university education. He shows that the study
of language is peculiarly fitted to childhood, on account of
the wonderful facility with which words are acquired and
remembered at that period of life. But this readiness of
verbal acquisition begins to fail with most persons, when the
memory has become stored with words, and the mind accus-
tomed to their application. 'The study of languages, there~
fore, has been wisely made a part of early discipline, and the
student gains access by it, to those magazines of thought, in
which the intellectual treasures of a nation are collected, as
soon as he is capable of comprehending their value and turn-
ing them to good account. And as the body gains strength
and grace by exercise, so the imaginative powers are strength~
ened, and the taste improved, by the study of models of high
excellence. If it be objected, that life is too short, and the
multitude of things pressing on our attention too great, to
allow the classics to be made a leading part of academic
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education, it may be briefly replied, that the best literature of
modern Europe is drawn from classic sources, and cast in the
classic mould ; and cannot be felt and understood, as it ought
to be, without a previous knowledge of the classics. If this
reply is not sufficient, then it may be further and unanswer-
ably urged, that the classics are a necessary help to the inter-
pretation of the sacred Secriptures, in which the moral destinies
of men are written. But, though Professor Sedgwick is satis-
fied with the strength of the argument in favor of classical
learning, he doubts whether those studies have been wisely
pursued in the University of Cambridge. While he speaks
with becoming respect of the great names of Bentley and
Porson, in whose bands the science of verbal criticism, gene-
rally so trifling and fruitless, was made to illuminate obscure
points in history, and detect sophistry, yet even in their case
he thinks there is reason to regret, that so little of their time
was employed upon objects worthy of their gigantic powers.
He believes that for the last fifty years, the classical studies
of Cambridge have been too critical and formal, and that the
imagination and taste might be more wisely cultivated, than by
giving so much time and labor to pursuits which, after all, end
1 mere verbal imitations. Mr. Sedgwick proceeds to point
out the advantages of one department of verbal eriticism,
which, he says, has often been overlooked, or set at naught.
As words are the signs of thought and the expression of feel-
ings, if we find in the ancient writers those which describe
virtue and vice, honor and dishonor, guilt and shame, &ec.,
coupled with epithets of praise or condemnation, we may be
sure that these things existed as realities before they became
words, at least in the minds of those who built up the ancient
languages. By studying languages in this spirit, we find at
every step of our progress a series of moral judgments, which
have been forced upon men by the very condition of their ex-
istence. Mr. Sedgwick is of opinion, that the ethical writings
of the ancients are deserving of more study and attention
than they have hitherto received ; that many of the writers of
antiquity had correct notions on the subject of natural religion,
and that the argument for the being of a God, derived from
final causes, is as well stated in the conversations of Socrates,
as in the Natural Theology of Paley. Mr. Sedgwick’s re-
marks on the study of history are full of wisdom, and we
should gladly quote them did our limits allow.
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The third and largest division of the discourse is an elabo-
rate discussion of several points in intellectval and moral phi-
losophy. The author’s remarks are almost confined to Locke’s
¢ Essay on the Conduct of the Understanding,”’ and Paley’s
¢ Principles of Moral and Political Philosophy.” He points
out the defect in Locke’s theory of the mind, and describes
strongly the consequences which have followed from it. But
he does full justice, at the same time, to the independence
and masculine vigor of the great philosopher. The criticism
on Paley, particularly the refutation of Paley’s theory of
utility, is a very able piece of philosophical argument ; and
here, too, he awards a full measure of praise to the transpa-
rent clearness of Paley’s style, and the admirable cogency of
his reasoning. The discourse closes with a fervent strain of
eloquence, m which the dictates of sound philosophy and
rational piety are enforced in a highly impressive manner.

We have been the more particular in considering this dis-
course, because it contains the best account of the studies at
Cambridge we have ever seen, and the best exposition of the
gtounds of university education. We do not find any very
original speculations, or arguments ; but the whole subject is
handled with masterly vigor, and all that has been thought and
said before, in parts and fragments, is brought together in
lucid order, and adorned with a style of commanding digpity.
A large portion of the observations apply to the state of edu-
cation in this country, and we hope the discourse may be re-
published and widely circulated among us. It would set right
the minds of many people, whose notions on the subject of
academic education are at present quite wrong,.

The requisitions for the several degrees are, briefly, as fol-
lows. A bachelor must be a resident the greater part of
twelve terms, the first and last excepted. In order to take
this degree at the regular time, he must be admitted at some
college before the end of the Easter term of the year in
which he proposes to come into residence. The mode of
admission Is either by a personal examination, or by a certifi-
cate signed by some master of arts of the University. If the
certificate be satisfactory, the person’s name is immediately
entered on the boards, which are suspended in the butteries
of the several colleges. A master of arts must be a B. A. of
three years’ standing. A bachelor in divinity must be a M. A.
of seven years’ standing. A doctor in divinity must be a
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B. D. of five, or M. A. of twelve years’ standing. A bhachelor
in civil law must be of six years’ standing, complete, and
must reside the greater part of nine terms. A doctor in civil
law must be of five years’ standing from the degree of
B.C.L.,,or a M. A. of seven years’ standing. A bachelor
in physic must reside the greater part of nine several terms,
and may be admitted any time in his sixth year. A doctor in
physic is bound to the same regulations as a doctor of civil
law. A licentiate in physic is required to be a M. A. or M.
B. of two years’ standing. A bachelor in music must enter
his name at some college, and compose and perform a solemn
piece of music before the University. A doctor in music is
generally M. B., and his exercise is the same. The follow-
ing persons are entitled to honorary degrees, by an interpreta~
tion of May 31st, 1786; viz. Privy counsellors, bishops,
dukes, marquises, earls, viscounts, barons, sons of noblemen,
persons related to the king’s majesty by consanguinity or
affinity, provided they be also honorable, their eldest sons,
baronets, and knights. By a grace of the senate, passed
March 18th, 1826, they are to be examined and approved like
others, but have the privilege of being examined after having
kept nine terms, the first and last excepted. They are then
entitled to the degree of master of arts. The University also
confers degrees, without residence or examination, on persons
illustrious for their services to the state or to literature.

The ordinary course of study before taking the degree of
B. A. is comprehended under the three heads of Natural
Philosophy, Theology and Moral Philosophy, and the Belles
Letwres. The undergraduates are examined in their respective
colleges yearly, or half yearly, on the subjects of their studies,
and arranged in classes, according to these examinations.
Those who are placed in the first class receive prizes of books
of different values. The students are thus prepared for the
public examinations and exercises, which the University
requires of all candidates for degrees. The public examina-
tions are, the previous examination, and the examination for
honors, in the senate house. All business affecting the Univer-
sity is here transacted. On public occasions the lower part
is appropriated to the higher orders of the University, and
the undergraduates occupy a spacious gallery.

During the last six weeks, preceding the senate-house
examination, the students are termed questionists. The sub-
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jects of the previous examination are, one of the four Gospels,
or the Acts of the Apostles, in the original Greek, Paley’s
Evidences of Christianity, one of the Greek, and one of the
Latin classics ; and every person, when examined, is required
to translate some portion of each of the subjects ; to construe
and explain passages of the same; and to answer printed
questions relating to the evidences of Christianity. The
Greek and Latin examinations occupy the forenoon, and the
Greek Testament and Paley’s Evidences, the afternoon.  Of
the persons examined, two classes are formed ; those who
have passed their examination with credit, and those who are
only not refused their certificate of approval by the exam-
iners. Those who are not approved must attend the examina-
tion of the following year. Four examiners are elected at the
first congregation after the 10th day of October, by the senate,
for the succeeding year, and each examiner receives £20
from the university chest.

The student has next to perform the exercises required for
the degree which he has in view. In the beginning of Janu-
ary, the proctor’s servant goes to every college except King’s,
and receives from the tutors a list of the students called sophs,
who intend to offer themselves for the degree of bachelor of
arts. Their names are then delivered to the moderator.
The moderator gives notice on the second Monday in Lent
term, to one of the students in his list, to appear in the schools,
and keep an act, on that day fortnight, in this form,

¢ Respondeat A. B., Coll. ,» Martii 50, 18—,

C. D., Mod’r.”

This person, called the respondent or act, soon after pre-
sents to the moderator three propositions or questions, which
he is to maintain against any three students of the same year,
nomivated by the moderator, and called opponents. The first
question is commonly taken from the Principia, the second
from some other work in mathematics and natural philosophy,
and the third, called the moral question, from Locke, Paley,
or Butler. When the fortnight has expired, the respondent
enters the school at one o’clock. The moderator, with one of
the proctor’s servants, appears at the same time, and, taking the
chair, says, ¢‘Ascendat Dominus Respondens.” The respond-
ent mounts the rostrum and reads a thesis generally upon the
moral question. The moderator then says, ¢ Ascendat oppo-
nentium Primus.” He immediately mounts a rostrum oppo-
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site the respondent, and opposes the thesis, in the syllogistic
form. Eight arguments, each of three or four syllogisms, are
offered by the first, five by the second, and three by the third
opponent. The distinguished men of the year appear eight
times in this manner, twice as acts, and six times as opponents.
The senate-house examination lasts seven days. The
moderators form the questionists into classes, according to
their performances in the schools, and the first four are publicly
exhibited before examination day. The questionists enter the
senate house about nine o’clock, on the Friday before the first
Monday in Lent term, preceded by a master of arts, who, for
this occasion, is styled the father of the college to which he
belongs. The classes to be examined are called out, and pro-
ceed to their appointed tables, the first and second at one, and
the third and fourth at another. The examination of the fifth
and sixth classes, not candidates for honors, takes place at the
same time. The examinations are mostly on written papers,
which are drawn up in such a manner as to give a searching
test of the attainments and talents of the persons examined.
A series of these papers for one year, is given in ¢‘ Alma
Mater,” Vol. 11. pp. 63-92. The labor of the examiners is
extreme. Besides attending the examination through the day,
they are obliged to spend the greater part of the night in in-
specting the papers, and affixing to each its degree of merit.
On the morning of the last day of the examination, a new
arrangement of the classes, called the brackets, is made out,
according to the merits of the papers, expressed in the sum
total of each man’s marks. These brackets are hung on the
pillars of the ‘senate house, and a great rush immediately takes
place of the junior members of the University, who are natu-
rally eager to learn the destinies of the combatants. The
examination of the last day is conducted according to the
order of the brackets, and the final contest is carried on with
the greatest ardor. At five o’clock the examination is com-
pleted, and the moderators retire with the papers, to decide
the honors, that very night. A select number, of at least
thirty, who have most distinguished themselves, are then
recommended to the proctors for approbation, and classed
in three divisions according to merit. These divisions are,
wranglers, senior optimes, and junior optimes, and these are
the three orders of honors. The first in the list is called the
- senior wrangler, the next, the second wrangler ; the last of the
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optimes is styled, in the elegant phraseology of the Cambridge
men, the ¢‘ wooden spoon.”” All after the optimes are oi moldoi,
the first of whom is denominated, in the abovementioned
dialect, the “¢captain of the poll,”” and the last twelve, the
¢ Twelve Apostles.”” The next day after the conclusion of
the examination, the ceremonies of the admission of the ques-
tionists takes place. A congregation is called in the senate
house, and two papers, containing a list of the questionists,
according to their merits or seniority, are hung up on the
pillars. The senior moderator makes a Latin speech, the
vice-chancellor in the chair, with the moderator on his left
hand. The junior proctor delivers to the vice-chancellor a
list of honors and seniority, subscribed ‘¢Examinati et appro-
bati a nobis,” meaning the proctors, moderators, and other
examiners. The caput passes the supplicats of the ques-
tionists, and receives a certificate, signed and sealed by the
master of the college, that each has kept his full number of
terms ; if not, it is mentioned in the supplicat, and a certifi-
cate, explaining the cause, is given in by the father. The
vice-chancellor reads them to the caput, and they are then
carried by one of the bedells to the non-regent house, to be
read by the scrutators. If they are all approved, the scruta-
tors walk, and the senior says, *¢ Omnes placent.”” If any are
disapproved, he says, ¢ A. B. &c. non placent ; religut pla-
cent.”” The supplicats are then carried into the regent house,
to be read by the senior proctor. If all are approved, the
proctors walk, and the senior says, ‘“Placent omnes ? Placeat
vobis ut intrent.” They are then delivered to the registrary,
who writes on them, ‘¢ Lect. et concess. die  Jan.”’

The father of the senior wrangler, preceded by a bedell,
and accompanied by the senior wrangler, approaches the vice-
chancellor, and presents him, in ascending, a formulary in Latin ;
he then takes the oaths of allegiance and supremacy. The
senior proctor then reads to him another oath, in Latin,
respecting various matters pertaining to the interior regulations
of the University. He then kneels down before the vice-
chancellor, who, taking his hands between his own, admits
him in these words, ¢ Auctoritate mihi commissa, admitto
te ad respondendum questioni. In nomine Patris, et Filii, et
Spiritis Sancti, Amen.” The others are then presented by
the fathers of their respective colleges, and the senior proctor
administers to them the same oath, which had been taken by

VOL. XLIV.— NO. 94. 25
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the senior wrangler. When all have been sworn, they are
admitted by the vice-chancellor, in the order of the list signed
by the proctors and examiners, and the admissions being
concluded, the congregation is dissolved.

There are similar proceedings in civil law and physic, the
particulars of which must be omitted. There is also a special
examination, called the East-Indian examination of candidates
for writerships in the service of the company, who have not
resided in the college at Haileybury. This examination
includes the classics, with the collateral studies, the mathemat-
ics, modern history, and Paley’s ¢ Evidences of Christian-
ity.” It is conducted by two examiners appointed by the
vice-chancellor and the regius professors, with an annual
stipend of £80.

The tripos is a list of those who have obtained honors on
commencing bachelor of arts ; and there are two public days,
called the first and second tripos days. On the first day, the
wranglers and the senior optimes are publicly honored with
appropriate ceremonies ; and, on the second, the junior
optimes ; but the unfortunate of moidoi are addressed in a
body by the junior moderator, ¢ Reliqui petant senioritatem
suam e registro.”” The ceremonies are closed in these words,
¢¢ Auctoritate qua fungimur, decernimus, creamus, et pronun-
ciamus omnes hujus anni determinatores finaliter determinasse,
et actualiter esse, in artibus Baccalaureos.”

Besides these houors, there are prizes awarded for excel-
lence in the various branches of learning, scholarships of
different values, and two pensions for travelling bachelors,
worth £100 each, annually. 'These are all the objects of the
most strenuous competition ; but they are too numerous to be
more particularly specified.

In most of the colleges the fellowships are taken, as they
fall vacant, by the wranglers in the order of seniority; the
greater part of the bachelors, all the oi wodtol, and most of the
junior and senior optimes having left the University to prepare
themselves for the active business of life. At St. John’s and
Trinity College, the fellowships require a very severe exami-
nation. In Trinity College, the examination lasts two days
and a half, the candidates spending about eight hours a day in
hard writing. On the first morning they are occupied from
nine to twelve, in translating some difficult piece of Greek
and Latin into English, and some piece of idiomatic English
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into Greek iambics, or Latin heroics, Sapphics, or Alcaics, as
may suit the subject. In the afternoon, from three till dark,
they are occupied on a mathematical paper. The second day
is devoted entirely to the classics. The exercises are trans-
lations from the Greek and Latin poets, historians, and orators,
and from the English into Greek and Latin, with a paper
of questions upon Roman and Grecian history. The third
morning is devoted to a paper on metaphysics. Of all the
papers used at this examination, the mathematical is the most
important, for the number of marks given to these questions
is so much greater than those given to the others, that a man
may become a fellow by that paper alone. The decision
upon the claims of the candidates is made on the first day of
October, by the ¢¢ seniority,” who meet in the chapel, read
the reports of the examiners, and finally settle the question by
vote. The anxiety to obtain the honors and emoluments of a
~ Trinity fellowship is so great, as frequently to impair the
health and entirely break down the strength of the candidate ;
a successful struggle bringing, besides the honor, a handsome
competence for life. The scene that passes during the delib-
erations of the seniority is described as one of great bustle
and anxious foreboding ; not only the personal friends of the
candidates, but the gyps,* bed-makers, shoe-blacks, and scul-
lions, taking a lively Interest in the result. The latter respect-
able individuals, it is stated, often lay wagers of a leg of mut-
ton, a new hat, or some other equally important stake, upon
the literary success of the several candidates.
¢¢ Alma Mater ” is a very curious book. It gives a lively
narrative of the incidents of a student’s life, during a residence
of seven years at Cambridge. Mr. Wright, a gentleman
well known in the literary circles of London, is understood to
be its author. The various scenes of university life, from
the innocent blunders of the freshman, to the last mortal
struggle for the fellowships, are described in an easy and witty
style. For common readers, there is too much perhaps of
college slang, and too many bad puns. But still these are
curious as indications of the tone and style of college society,
and students’ talk. Every body of men, set apart from their
fellow men by peculiarity of pursuits, readily form a set of

* Another elegant term in the Cantab. dialect, meaning servants or
waiters.
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terms, intelligible only 1o’ themselves and- the initiated. Every
profession has its slang, every college has its slang, and horse-
Jockeys have theirs. In point of elegance, these dialects or
jargons are about upon a par. The phraseology of the
Trinity men, and their abominable puns, bring up vividly our
recollections of college life at home ; and our only surprise is,
how so ‘large a majority of students suivive these desperate
doings, and turn out respectable members of society. It is
astonishing how much good health is enjoyed at college, in
spite of them. College frolics are pretty much the same in
the mother country and here. Mr. Wright gives us some
edifying scenes at chapel, which bear a strong resemblance
to certain proceedings in a New England college, not half a
century ago. Dissipation finds its way to the haunts of
science at old Cambridge, as well as at her namesake. Stu-
dents divide off’ into gay-men, and reading-men, correspond-
ing to our old classes, the geniuses and digs ; and on particu-
lar occasions these classes intermingle for mutual consolation
and support. But though scenes of a painful and even dis-
gusting description sometimes occur, with riotous drinking and
intoxication, there is no doubt that, in proportion to the num-
bers, the young men in universities, both at home and abroad,
are as little given to sensual indulgence, as any other class of
young men whatever. o

From the foregoing brief sketch, the points of difference
and resemblance between an English and American university
may be readily perceived. In England, a university is a
perfectly-organized community, for religious and literary pur-
poses. Its enormous wealth, and the great number of persons
resorting to it, require and enable it to bave a strong govern-
ment, with power sufficient to enforce academical discipline,
and the laws of the land. An injury to persons or property
may be promptly redressed, and violated law avenged. Our
colleges are similar communities in some respects, but on a
much smaller scale. Their government is simply academical.
They were established in the days of small things, when
money was scarce, and students few. But the country has
gone rapidly forward, in population, resources, and refinement.
The governments of colleges remain substantially the same as
they were at first. They have few means, beyond the terrors
of academical discipline, to enforce obedience, while in some
colleges the students number their hundreds. With such
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large bodies government ceases to be paternal, and academi-
cal discipline is not always a shield against outrages, both on
persons and property. A college government may, indeed,
have its remedy by appealing to the laws of the land. But it
has no remedy within its immediate control, except mere col-
lege punishment, and the consequence often is, that high
crimes and misdemeanors escape the notice of the law. A
college becomes, like some pagan temples, to a certain extent
an asylum for transgressors. In times of high excitement,
and even at other times, deeds of violence are perpetrated,
which would send the offender, in other walks of life, to the
county jail, or the State Prison. But the young gentleman
at college meets only a college punishment, in the shape of
a rustication, dismission, or expulsion. There have been
exceptions to this course of things; but they are merely
exceptions ; the rule is unquestionably the other way. We
are persuaded the circumstances of the country will soon
demand a more effectual organization of the government of
our universities, and that young gentlemen, surrounded by all
the blessings of liberal learning, will not be allowed much
longer to set the laws of their country at defiance, by per-
petrating outrages, which draw down upon all other persons
the heaviest vengeance of society.

As we have before remarked, the basis of liberal education
is the same in England and the United States. It is laid in
the mathematics, the classics, and philosophy. But the
methods of securing a due degree of study, on the part of
the young men, are widely different. 1In the English univer-
sities, the student is left much more to himself, and his studies
are more directed to general results than with us. He attends
upon the stated instructions of the Professors of his col-
lege; but the greater part of his work is done by himself, or
under the eye of his private tutor, and with reference to a
distant examination. The consequence is, that his learning is
profound, and integral. He has made himself, so far as his
powers permit, thoroughly master of it, and can command all
his resources at a moment’s warning, before he ventures to
enter the lists for university honors. His ambition is addressed
by motives of almost irresistible strength. He is in the
midst of a society, consisting of the flower of British youth,
in rank, wealth, and talent. = He is under the protection of
an institution, venerable for its age, and illustrious for the
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mighty names that adorn its records. If he becomes a senior
wrangler, that honor places him for a year at the head of
English students ; if he gains a fellowship, he is ranked, for
life, in an illustrious body of scholars, free from the cares of
the world, and at leisure to cultivate every branch of letters, in
the fullest exercise of his genius. On the other hand, the
inviting distinctions of church and state open in brilliant per-
spective. What more does hewant ? But the British univer-
sities are, no doubt, too scholastic in their course of study and
modes of instruction. Changes, required by the spirit of the
times, are not readily introduced, and some exclusive regula-
tions, originating in an unenlightened age, still remain to dis-
grace the present. The requisition of a subscription to the
Thirty-nine Articles, and the exclusion of Dissenters, are
foolish, unjust, and absurd. They can be defended upon
no principle of necessity, policy, or expediency, and the
sooner they are done away with, the better.

In our universities, the honors are awarded according to
daily recitations, and examinations have but a slight effect on
the general results, by which the scale of rank is formed.
This method secures a degree of punctuality and prompt
attention to daily duties, which leads to habits of mind of the
highest importance in the business of life. Butit does not
secure a profound knowledge of the subjects taught, or give
the power of taking broad and general views in science and
literature. It makes the mind adroit, rather than powerful,
and fills it with fragments of the body of knowledge, rather
than with the noble spirit of knowledge. Books are thought
too much of, and subjects too little. The time we give to
academic studies is too short, and the studies themselves are
too many. If English universities are too tenacious of old
methods and antiquated courses, ours are too ready to yield
before the ¢ march of mind.” 'The fantastic experiments
made by some of our colleges, in obedience to what is
respectfully denominated public sentiment, remind us of the
fable of the old man, his son, and ass.

A word or two more about the government of students at
college, and we have done. The young man at college is a
very peculiar being. Apart from the general characteristics
of his age, he is subject to several influences that belong to
his condition alone. He has arrived at a period, when he is
neither boy nor man. His voice has lost the treble of the
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child, without deepening into the bass of manhood. His
passions are beginning to sweep over him with tremendous
energy. He has noble, but undisciplined, impulses. He is
capable of generous attachments, and is a boisterous friend to
liberty ; whence there is danger, that his love of liberty will
sometimes get the better of his love of order. If he has
brought with him tendencies to perverseness and folly, their
developement now becomes extremely active. The days have
come for him, which a friend of ours once called ¢‘the ago-
nizing days of puppyhood.” His vanity puts forth with a
vigorous growth. Having been all his life before completely
controlled, he thinks he ought now to be exempted from
all control, and, by a process of juvenile logic, he comes
to regard all who are placed over him as his natural enemies.
He takes offence at something done by his tutor, and he mag-
nanimously breaks the tutor’s windows at midnight. His love
of liberty is so tetchy, that a new study, or an additional
exercise, rouses him to rebellion, and he forthwith proceeds to
combine against the constituted authorities, and proclaim the
rights of man. His credulity at such times 1s absolutely
incredible. Tell him the Faculty amuse themselves at every
meeting by devouring a roasted freshman with tricemings, and
he believes it. Nothing is too monstrous for his rabid capa-
city of faith. Reasoning with him at such times is vain. A
syllogism addressed to a northeaster would be quite as cogent.
In dealing with such people, the times of trouble come round
pretty often ; so that we have heard the wish expressed, that
boys, unless of special sobriety and promise, might be put to
sleep at fourteen, and not wake up till twenty-one. But as
that is impossible, they must be trained up by other means.
"This brings us round again to the necessity of some adequate
control. The subjects of college tutelage will not be regard-
ed as boys ; and they ought to be treated as men, as gentle-
men. But they ought then to be subjected to all the respon-
sibilities of men, of gentlemen. They must be made to feel
that they have no immunity from the penalty of violated
rights, but that the strong arm of law is over them, as over the
vest of the world, and its sleepless eye upon their doings.
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Bishop John Fletcher Hurst with shovel at ground breaking of College of History

American University combines a tradition of strong undergraduate and graduate
education with a focus on experiential learning, global leadership, and public service.

American University was founded by John Fletcher Hurst, a respected Methodist bishop who dreamed
of a creating a university that trained public servants for the future. Chartered by Congress in 1893,
AU has always been defined by its groundbreaking spirit. Before women could vote, they attended
American University. When Washington, DC was still segregated, 400 African Americans called
American University home. As we continue to grow in reputation and stature, we remain grounded in
the ideals of our founders as we continue to be a leader for a changing world.

A Legacy of Leadership
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Since being chartered by Congress in 1893, American University has been a leader in higher education
in the nation and around the world.

A global outlook, practical idealism, a passion for public service: They're part of American University
today, and they were in the air in 1893, when AU was chartered by Congress.

George Washington had dreamed of a "national university" in the nation's capital. But it took John
Fletcher Hurst to found a university that, in many ways, embodies that dream.

The land Bishop Hurst chose for AU was on the rural fringe of the nation's capital, but it was already
rich with Washington history. Abraham Lincoln had visited troops at Fort Gaines, which perched on the
high ground now held by Ward Circle and the Katzen Arts Center.

Presidential footsteps would continue to echo through AU history. In 1902, President Theodore
Roosevelt laid the cornerstone of a building, named for Hurst's friend, President William McKinley.
When the Methodist-affiliated university opened in 1914, President Woodrow Wilson gave the
dedication.

“There is no particular propriety in my being present to open a university
merely because | am President of the United States. Nobody is president of
any part of the human mind. The mind is free... The only thing that one can
do in opening a university is to say we wish to add one more means of
emancipating the human mind, emancipating it from fear, from
misunderstanding—emancipating it from the dark and leading it into the
light.”

—President Woodrow Wilson, May 27, 1914, at the opening of American University
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A parade walks passed the College of History, now Hurst Hall, toward the McKinley Building cornerstone-laying

ceremony in 1902 (University Archives)

GROWING WITH WASHINGTON

If AU's Washington ties were evident from the start, so was its groundbreaking spirit. The first 28
students included five women, a notable figure at a time before women could vote, and an African
American student won a fellowship in 1915 to pursue a doctorate.

Undergraduates were first admitted in 1925, by which time graduate students had shifted to a
downtown campus on F Street, near the White House. It was there in the heart of downtown that in
1934, at the start of the New Deal, AU launched a program to help train federal employees in new

methods of public administration. President Franklin Roosevelt, who spoke at the event launching the

program, promised it would have the "hearty cooperation" of all branches of his administration. The
program would evolve into today's School of Public Affairs.

https://www.american.edu/about/history.cfm
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During World War I, students shared the campus with the Navy, which used it for research and
training. It wasn't the first time that war impacted AU directly. During World War I, the still largely
undeveloped campus had been turned over briefly to the war department for use as a military camp,

testing and training site.

The period after World War Il was a time of growth and innovation. The Washington Semester Program,
founded in 1947, began drawing students from around the nation-and ultimately, the world-to
participate in what was then a new concept: semester internships in the nation's capital.

In 1949, the Washington College of Law merged with AU, adding its rich history-it was founded for
women in 1896-to the pioneering spirit of the university. By that same year, though the nation's
capital was still a segregated town, the AU community included over 400 African American students.

“...Among the universities of the land American University is yet young; but
you have a great future-a great opportunity for initiative, for constructive
thinking, for practical idealism, and for national service.”

—President Franklin D. Roosevelt, March 3, 1934, at Joseph M. M. Gray’s inauguration as
chancellor of American University
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The School of Social Sciences and Public Affairs located on AU's former downtown campus in 1950 (University

Archives)

POST-WAR EXPANSION

The 1950s brought further expansion. By 1955, the business program launched in 1924 had grown so
large it became a separate school, now known as the Kogod School of Business.

Ground was broken for the School of International Service in 1957 by President Dwight Eisenhower,
who urged the new school to remember that "the waging of peace demands the best we have."

A few years later, President John Kennedy used the 1963 AU commencement as the occasion for a
pivotal foreign policy speech calling on the Soviet Union to work with the United States on a nuclear
test ban treaty. The speech became known as "A Strategy of Peace."

It was just the beginning of a news-making decade at AU. Like their peers around the country, AU
students angry about the Vietnam War took their concerns to the streets-but here, that often meant
blocking the cars of Washington's policy makers as they passed the campus on their daily commutes,
or hosting students who came from around the country to join the protests in the nation's capital.
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The next decades brought a quieter campus, but the issues of the day continued to engage faculty and
students as new centers, institutes, and programs were born and schools and departments expanded.
In 1984, the School of Communication was established, reflecting the growth of the journalism

program from the first courses in the 1920s.

“This is a young and growing university, but it has already fulfilled Bishop
Hurst's enlightened hope for the study of history and public affairs in a city
devoted to the making of history and to the conduct of the public's
business...l have, therefore, chosen this time and place to discuss a topic on
which ignorance too often abounds and the truth is too rarely perceived-yet
it is most important top on earth: world peace”

—President John F. Kennedy, June 10, 1963, at the 49th Commencement of the university

President Kennedy delivers his Test Ban Treaty Proposal for the first time at American University on June 10,

1963 (University Archives)
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A NEW CENTURY

Academic programs continuously gained high national rankings, and the quality of AU's students was
reflected in the high number of merit awards and prestigious national scholarships and fellowships,
such as Fulbright awards and Presidential Management Fellowships.

The university's growing reputation in the creative arts was underscored with the opening of the 296-
seat Harold and Sylvia Greenberg Theatre in 2003 and the Katzen Arts Center in 2005. With 130,000
square feet of space, the Katzen includes a 30,000 square foot art museum with three floors of
exhibition space, the Washington area's largest university facility for exhibiting art.

In 2007, Neil Kerwin, SPA/BA '71, became the first alum to become president of AU. A noted scholar
of public policy and the regulatory process, he has been part of the life of AU for 40 years, as student,
professor, dean, and provost, and guided the university through the process of implementing its
strategic plan, "American University and the Next Decade: Leadership for a Changing World," which
expresses a conviction that AU's academic strengths are grounded in its core values of social
responsibility and a commitment to cultural and intellectual diversity.

It's a vision for the twenty-first century, but it's grounded in ideals that go back to John Fletcher Hurst
and the dream of a university that makes a difference in the lives of its students, its community, and

the world.

Sylvia Matthews Burwell, AU's 15th and first female president, addresses the AU community during her
announcement ceremony on January 30, 2017
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In 2017, Sylvia Mathews Burwell, who was most recently the Secretary of the United States
Department of Health and Human Services (HHS) under former President Barack Obama, was named
the 15th President of American University. She is the first woman to hold the highest leadership
position at AU.

4400 Massachusetts Avenue, NW
Washington, DC 20016

(202) 885-1000

Copyright © 2018 American University.
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parentis regulations that had circumscribed student activities throughout
his father’s presidency. In the 1904-1905 academic year, Bliss set up a special
sophomore class to provide general training to those students who wanted
to go on to study in SPC’s professional schools, although students could
still enter them by passing a series of examinations. Bliss found, however,
that as late as 1912 the number of students studying in those two years was
still relatively small, as students had not yet come to see value in this type

of general education.

But the numbers will grow, slowly in all probability, but surely, for more
and more the desire to secure an education preliminary to professional
studies that is sufficiently broad to put one in touch with “the best that
has been thought and said” will send men to this School of Arts and
Sciences, for here they can find to-day a thorough and varied course

of elementary studies conducted by competent men who supervise the
students’ choice of electives, who are alive to the dangers of superficial-
ity and intellectual dissipation, but who belicve that 2 man who has not
had a cultural training has lost a large opportunity for gaining happi-
ness, efficiency and intellectual vitality.*

At the same time, the school’s leaders made attempts to make the courses
more intellectually stimulating for their students. In the July 1906 annu-
al report, Robert H. West, the first dean of the Collegiate Department
(1905~1906), soon to be renamed the School of Arts and Sciences, saw a
dramatic change among the students in the junior and senior years because
of the introduction of an extensive array of elective courses: “The result has
been marked: the dilettante, desultory work which formerly was almost
universal in these two years has largely disappeared, and has been replaced
by an eager appreciation of the opportunities offered.” Starting in the
1908-1909 course catalogue, the school’s leaders defined the method of

instruction as follows:

The primary aim of the college programme throughout all departments
is to develop the reasoning facultics of the mind, to lay the foundations
of a thorough intellectual training, to free the mind for independent
thought. The permanent influence upon character exerted by the per-
sistent requirement of thoroughness, seriousness, and diligence is more
highly prized by the College than a brilliant show of a mechanical mas-
tery of detailed information. In this sense, no course in the institution 18
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considered to be an end in itself; it is rather the aim of all instruction to
train the individual student to meet the highest requirements of his life
in society.®
Even this early in Howard Bliss’s tenure, the school’s faculty members
were beginning to emphasize the element of freedom of inquiry that called
on students to discuss and debate, with tolerance and respect, differing
political, ideological, and religious views. As Howard Bliss wrote in his
last published article, in 1920, “In all our classes, and especially in our
Bible classes, there is a tradition of absolutely untrammeled inquiry; and
woe be to the teacher who gives the impression that he is suppressing or
fumbling question and answer, however blunt, embarrassing, or indiscreet
the inquiry may seem to be.” In this atmosphere, the knowledge, per se,
was not as important as instilling the tools needed to critically analyze the
information received.

Howard Bliss’s introduction of liberal education’s curricular elements
came to fruition with the school’s name change in 1920; new programs
were expanded and a rescarch agenda was inaugurated. As Edward Nick-
oley wrote in his annual report for that year, “To_the members of the Fac-
ulty the new name constitutes a twofold challenge: first, to a broadened
field of work, to the branching out into new departments; second, and
far more important, the new name imposes the obligation of producing a
higher grade and better quality of work.”™® Echoing the discussion scholars
had conducted in the Protestant American universities of the nineteenth
century, Nickoley wrote, “As a university it not only becomes the duty of
the institution to impart instruction but also to conduct and encourage
rescarch and investigation in new and original lines.”™ He hoped that “the
American University of Beirut may become a university in fact and in deed
as well as in name.”* The name arose, as the faculty explained, because

“it is the name the people use. They have taught us to think of ourselves as
‘The American University, although catalogs, handbooks, and stationery
print “The Syrian Protestant College’ on almost every page. It has not been
assigned by any ceremonial act. It has grown out of 2 half-century of edu-
cational ministry.”%

Structurally, by this point, the concept had been accepted that in the
first year or two of the students’ educational experience, AUB provided
pre-major and pre-professional training. As of the 1923-1924 academic year,
the administration scheduled general education courses in the freshman
year, with students then entering the School of Commerce, Pharmacy,

a3
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Dentistry, Pre-Medicine, or any major within the School of Arts and Sci-
ences.”™ The concept of training students in general skills remained true to
the Yale Report of 1828; as the faculty minutes report, students received “a
broad foundation of culture” in that freshman program.' In the 1927-1928
academic year, the school introduced a sophomore orientation course enti-
tled “Introduction to the Social Sciences™ “as the name implies, this course
is intended to offer a comprehensive study in the various branches of social
study for those students who plan to specialize in these studies in the last
two years of the Arts course. Inasmuch as it is required of all sophomores,
it serves also to provide a course in Citizenship and Social Relations for
those students who plan the following years to take up the more highly
specialized studies of the professional branches.” In fall 1927, al-Kulliyah
reported that the course opened with six lectures by William Van Dyck;
having resigned in 1882, he had resumed teaching at SPC in 1915. The lec-
ture serics was titled “The Biological Background of Man,” and in it he
“pictured the epic of the human animal, aided by charts, diagrams, bones,
and fossil remains.”” Not only had Darwin been admitted to campus, but
the study of biological evolution had become a requirement for all students
attending the sophomore class. Later topics covered in the course included
psychology, religion and ethics, economics, political science, and sociology.
In the 1950-1951 and 19511952 academic years, the school revised its
curriculum to more formally establish first the freshman and then the
sophomore year as the stage for general, or liberal, education so that stu-
dents would be prepared for their more specialized studies in the junior
and senior years.”™® Changes to the later named Civilization Sequence
Program over the years notwithstanding, AUB has held to the view that-
the first years of the collegiate experience must be devoted to a general
education so that students can cover a broad range of topics and acquire
the analytical skills necessary for any successful completion of the full

university program.

Conclusion

‘The first hundred years of the school’s existence took the educational pro-
cess at SPC and AUB from the old unity of truth, delineated by a pre-
scribed curriculum in Arabic and wrapped in evangelical Protestantism,
to 2 new pedagogical orientation with the American liberal education sys-
tem, taught in English and based in a Western civilizational coda. Dan-
iel Bliss held tight to the reins of the curriculum and refused to initiate
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+the wholesale changes implied by an acceptance of Darwin’s ideas. While
Bliss wiclded the greatest power in this process, other professors and even
the students held some degree of agency. Professors such as Edwin Lewis
and Cornelius and William Van Dyck initiated their students into the
new scientific methods gaining ascendancy in America. They struggled to
continue to teach in Arabic so the students could integrate the new ideas
into their own linguistic and societal structures. The students, for their
part, took the message of American education, especially as transmitted
by their favorite professors, and demanded that the administration grant
them agency over their educational lives. The students did not win this
battle, but they succeeded in setting a precedent for student protest in the

generations to come.
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The start of the joint financial campaign gave him little oppor-
tunity to relax.

3. FROM s.P.C. TO A.U.B.

At the same meeting at which the cooperative venture with Rob-
ert College was accepted, the Trustees voted unanimously to
change the name of the institution to “The American University
of Beirut,” applying to the Board of Regents of the University of
the State of New York for an amendment to the charter which
should comprehend the enlargement of function implied in the
change of title. This amendment was granted on November 18,
1920. (Appendix F.)

The proposal to call the institution a university was not new.
As far back as 1901 the Board of Managers had voted to change the
corporate name to “Syrian Protestant Umvcrmty To this proposal
the Trustees had replied that “in the opinion of this Board it is
desirable to postpone for a somewhat longer petiod the taking of
the necessary steps to assume the title of ‘University.’ ™ Daniel
Bliss in his final report had spoken of the College as being on “the
threshold of a university career.” The faculty had brought the
matter up in 1910, and consideration was then given by the Trus-
tees to the actual title to be used. Howard Bliss, however, had not
submitted specific recommendations until 1912, when he reported
that the faculty, after long consideration, “would recommend that
the term University be adopted to designate the character of the
institution, the word to be used upon the occasion of the celebra-
tion of the semi-centennial anniversary of the founding of the Col-
lege.™ He noted that there was some reluctance felt about taking
that step because of a feeling that the resources of the College were
as yet inadequate for a umvcrmty program. However, with four
years to go before the fiftieth anniversary it was hoped that addi-
tional funds might be secured. In this recommendation the Trus-
tees concurred.

The war, of course, interfered with the realization of this hope,
but it was taken up again at the Trustees’ meeting in May 1919.
In view of the changed political situation in Syria it seemed pos-

3 Trustees Minutes, January 30, 1902. ¢ Annual Report, 1971-12, p. 25.
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sible to make the name “The American University of Beirut,”
rather than simply “Beirut University” or “Beirut Christian Uni-
versity,” as had earlier been suggested. “Syrian Protestant Univer-
sity” was undesirable for two reasons. The institution was no
longer Syrian, for its students came from all the countries in the
Near East. It was inadvisable to continue the term Protestant be-
cause students and faculty now represented nearly every religious
form in the Near East and there was no point in needlessly em-
phasizing sectarian distinctions. Likewise, although there was
never any intention to weaken in any way the original principles
of the founders, the inclusion of the term “Christian” in the title
seemed to provide unnecessary emphasis on religious differences
which might prove unfortunate. As a matter of fact, the University
is accepted all over the Near East as being a Christian institution
but one to which Moslems may safely send their children without
risk of any direct proselytizing being attempted. The fact that
nearly half the present enrollment of almest 2,000 students is
Moslem is an indication of the trust placed in the school by the
Moslem world.

The proposal to broaden the charter and change the name was
submitted to the New York State Board of Regents, but though
they approved of the charter change they objected to the name.
Their position was that they had no right to grant the use of the
term “American” to an institution in a2 prominent location where
diplomatic relations might be delicate, and furthermore, to call it
the “University of Beirut” might cause misunderstanding with the
French or local educational organizations in the city. As it was
deemed advisable to change both name and charter at the same
time, the matter was referred back to the faculty for other sugges-
tions as to title.

A flood of letters from Syrians insisting upon the name “Ameri-
can University of Beirut,” was the result of this reference, and as it
was apparent that this name was the overwhelming choice of those
who might be expected to object, the Board of Regents reconsid-
ered its action. The charter amendment was granted incorporating
the name which the institution has since borne, The Syrian Protes-
tant College was now the American University of Beirut.
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APPENDIX E

UNIVERSITY OF THE STATE OF NEW YORK
Amendment to Charser of Syrian Protestant College

Having received a petition, made in conformity to law, and being satisfied
that public interests will be promoted by such action, the Regents, by virtue
of the authority conferred on them, hereby amend the Charter of the Syrian
Protestant College by changing the number of Trustees from six to twelve.

IN WITNESS WHEREOF, the Regents grant this amendment to
Charter, No. 1,783, under the seal of the University, at the Capitol in Albany,
June 28th, 1906,

(Signed)
St. Clair McKelway
(Seal) (Signed) Vice-Chancellor
A. 8. Draper,
Commissioner of Education
Recorded and took effect, 4 P.M., June 28, 1906,

APPENDIX F

THE UNIVERSITY OF THE STATE OF NEW YORK
Amendment to Charter of the Syrian Protestant College

THIS INSTRUMENT WITNESSETH That the Regents of the Uni-
versity of the State of New Yotk have amended the charter of the Syrian
Protestant College, which was incorporated by a certificate executed op the
14th and 18th days of April 1863, and filed in the office of the Secretary of
the State of New York, by changing the corporate name of said college to
American University of Beirut and by making and enlarging its educarional
powers to be both college and university in character and scope, and to com-
prehend sanctioning, subject in all things to the rules, requirements and re-
strictions of the said Regents of the University, the establishing and maintain-
ing of under-graduate and graduate college departments, professional,
techaical, vocational and other departments; the designation of any depart-

agement, auxiliary and subordinate to that of the University trustees; the
affiliation with other approved organizations in educational work within the
jurisdiction of the University; the conferring of suitable degrees, which or
whose symbols are then registered by the Regents, upon duly qualified
graduates from courses of instruction given by or uader its supervision and
directing control; the awarding of attesting certificates for meritorious edy-
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cational work done under such supervision and control; and the giving or

supervising of elementary and secondary instruction, preparatory for or in
connection with higher grades of its educational work. -

Granted November 18, 1920, by the Regents of the Uni-

versity of the State of New York, executed under

their seal and recorded in their office. Number 2932,

(Seal)  (Signed)
Pliny T. Sexton (Signed)
Chancellor John H. Finley
President of the University

APPENDIX G
THE UNIVERSITY OF THE STATE OF NEW YORK

Amendment to Charter of American University of Beirut

THIS INSTRUMENT WITNESSETH That the Regents of the University
of the State of New York have amended the charter of American University
of Beirut,—which was incorporated under the name of the Trustees of the
Syrian Protestant College by a certificate of incorporation executed on the
14th and 18th days of April, 1863, and filed in the office of the Secretary
of State of New York, which certificate of incorporation was amended by
action of the Regents taken at their meeting on June 28, 1go6, increasing
the number of trustees from six to twelve, and again amended by the Regents
on November 18, 1920, by changing the corporate name of said college to
American University of Beirut and by making and enlarging its educational
powers to be both college and university in character and scope,—by increas-
ing the number of trustecs of the corporation from twelve to fifteen, so that
paragraph “Third” of such certificate of incorporation as amended will read
as follows:

«whird: The number of the Trustees of said Society to manage the same,
shall be fifteen, four of whom shall be citizens of the State of New York.”

Granted May 16, 1941, by the Regents of the Univer-
sity of the State of New York executed under their
seal and recorded in their office. Number 4754.

(Signed)
(Seal) (Signed) Ernest E. Cole
Thomas J. Mangan President of the University
and

Chancellor |
Commissioner of Education
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EXECUTIVE SUMMARY

American University of Sharjah was founded in 1997 to embody the vision of His
Highness Sheikh Dr. Sultan Bin Mohammad Al Qassimi of establishing an American
model institution of higher education that is grounded in the history and culture of the
Arab gulf region. The university first achieved full accreditation by MSCHE 1n 2004.

AUS has an appropriate mission that characterizes the university and guides its planning
and assessment processes. However, the mission was developed without the participation
of university constituents. A new mission is currently being developed, with constituent
participation, as part of a new strategic plan, the formation of which has been the first
priority of the university’s new Chancellor, who joined in Fall 2008.

AUS has a highly qualified, diverse and active Board of Trustees that operates using
established bylaws. It also has a body of diverse and qualified administrators who work
within a clear organizational structure. Formal procedures need to be established for
recruiting, hiring and evaluating senior administrators with the involvement of a variety
of constituents.

Following the formation of a Board of Trustees-approved strategic plan in 2002, AUS
achieved— earlier than planned— financial sustainability without government support,
except for infrastructure and utility operating costs. In 2006 the Board of Trustees
approved a new mission. In response, a planning structure was developed; however, this
happened without the involvement of constituents. Nevertheless, the planning structure
provided guidance and formed a basis for performance assessment for the different
units, and linked units’ performances to the mission. A variety of mechanisms are used
by units to monitor performance and elicit feedback. Interviews carried out by a self-
study team showed that the feedback results in improvements. However, the
communication of these improvements to stakeholders remains ineffective. In addition,
the budget allocation process seems to be linked only vaguely to the planning structure,
and to involve little nput from administrative units. Nevertheless, AUS has solid
financial, physical, information technology and human resources to achieve its objectives
with the current number of students. Some staff issues need to be addressed, in particular
the provision of on-campus accommodation or a more realistic housing allowance
program.

The Faculty Senate, Student Council and AUS Alumni Association provide working
structures for shared governance practices. However, a representative body for staff is
needed to adequately address staff issues. It is also important that procedures to assess
and improve the effectiveness of the representative bodies are established.

AUS has four academic units offering 21 bachelor’s degrees, 41 minors and 13 master’s
degrees. All AUS programs have received accreditation or mitial accreditation from the
UAE Ministry of Higher Education and Scientific Research, using rigorous standards and
highly qualified international evaluators. Professional programs are either accredited or in
the process of being accredited by appropriate professional accrediting bodies in the US.
Faculty, students and alumni are fairly satisfied with the current general education
program, with the exception of grounding in Arab culture. This s a particularly
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Chapter 1 INSTITUTIONAL OVERVIEW

L1 THE GENESIS DF THE UNIVERSITY

Areriean Universiey of Sharjuh (AUS) was founded in
1997 by His Heghness Sheikh Dr. Sultan Bin
Mohammad Al Oassiome, Supreme Council Member,
Ruler of Sharjah and Pressdenr of Amencan Unrversary
of Sharah, who envimoned the university a3 the
inshunon of educitional preermnence mo the Amabian
Crulf Region

AUS waz planned and operates as a multinational and
mudriculmnl wsnmton witin the framewnde. of a
urbversity that 8 “Amencan™ meots’ formal acadenmc
and organvmnonal chamctensnes, AUS a8 the first
cocducational university in the United Arab Emiraes
(UAE)] and remamns one of the few cocducanonal
msnanond among laseer pnversines m the Arabean
Gult eegnon. At the meepton of AUS, the Founder
entered into partnerships with Amcrican universitics;a Figure L1 AUS Main Building
ream from the Amercan Unvverary of Bewur was

engazed ro seeve as the plannmg body mo 1996, and an educational consultanion and
assistance agreement was also signed with the American University (AL, Washiygeon,
I Larer a simbar contract ageeement was made with Texas A&M Unmversity to cover
the School of Engineenng. Under theze contmacts Amencan Univeesity and Texas AdchM
Universaty vecnured and nomemared the senior managemenr team and pueded the inimal
development of AUS policies and pregrams, The contract with Texas A&M Univessity
wits termanaced m 2004, The contract wath AL ended etfectre Aoguse 51, 2007, The
view of both parties was thar the kind of management advice and dircchon envisioned
under the ageeement in eftect since 1997 was no longer needed by AU In place of the
old agréement, AU and AUS entered wto a longaerm agreement based upon an
endowment fund of 32400000, the moome of which wall be vsed to suppom feolty,
staff and student exchange relanonships between the two msomntons, 2 munsally agreed
upon by the pressdent of AL and the Chancellor of ALS. The reo misnminons ae equal
pactiers m the relationship, and AL ne longer plays o mentoring role.

Chancellor Dr. Peter Hearh has led the univesaty smee Fall 2008, followng De. Winfred
L -]'|'|-;_:-|'|'I.1‘_|$|_:||1, who headed the WvEEsy t]u@nrimg i Abigagt 02, D, '|'|_1_|:-|'r‘.r|":-.-:| i
succerded the first Chuncellor, Dr. Rodenck 8. French. In ses openmg year AUS had 31
taculty and 282 students. These hgures have grown steadily each vear, Az of Fall 20608,
AL has 354 Baculry and 5,192 studenrs, made up of 4,722 undergeaduares, 254 graduare
stuclenes and 216 Tntensive Enghsh Program studenes,
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1.2

FounDER® VISION

In 1997 His Highness Sheikh D Sulmn Bin Mehammad Al OQassomi expeessed his vision
of AUS as an metituton thar would equip stadents ro rake a full role m the advancenent
of sotiery, AUS was theretore mancaed ro:

remforce the efforts of the leaders of the UAE “to ensure that scence and
educanon regan their rghtful plce n che bulding and advancement of ouar
society and shaping the ves of our children™

join other instituttons of higher education i seeking “ro reshape fundamentally
the snds of our vouth 1o emable them to address the challenges of ©ife using the
scient fic methad™

become a “cenrer of mesearch for educational development and the solinon of
social problems™

became “organically loked™ to the economic, cultural, soentibic and mdustmal
sectars of socery in “productive cooperanon”

exercige the “independence and oljectvity m reaching and reseanch™ necessary
fior the achievemenr of these goals

Thas wagion contmees 1o-guide ALUS and forms the bagis of s migsion,

1.3

ENVIRONMENTAL AND CULTURAL CONTEXTS

AUS should be viewed within the culeral and
envimnmental spheres i occupies— locally the:
emmeate of Shagah, nanonally the UARE,
regonally the Aribian Guit and, more broadly,
the Middle Fast

Silhy ol Srcarjor

The emirvate of Shanah 120 one of seven
tidependent states thar make up the federinon
af the United Arab Epucires, the couwnrry
oecupying an avea along the east centml coast
of the Arabian Gulf Shagah is the thied laggest
of the emirates, having an area of 100 sq.
mules (2606 sq. klometers), and 15 the only one
ey span the breadth of the UAE, having
cestlmes on both the Ambian Gulf and the
Gulf of Oman, The cmirate contuns a wide
vanery of vismi—ifrom: palm-friinged  sandy
Beaches 1o and level plins, from gently volling
dunes o nogeed mounsun  mnges. The
university 15 located 10 miles {16 kilomerers)
from the aty of Shagah, the emirate’s capinl,
which a2 sievared on the shores of the Arabian

Figure 1.2 Location of AUS in Sharjuh Gulf, Under the leadecship of -Sheikh Dr,

(Lanmiide! 250 LB 3E RV, Loagnnide Lo e o
[Conresy of Google Famnh)
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Sulran, Sharjzth has developed s a8 cibe of
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AUK - the new face of education in Kuwait
By Emma Slaples

| met with Dr Samih K Farsoun who is the Dean, Academic Affairs and the
College of Arts & Sciences, but don't let the long title put you off. This is one of
the most approachable men | have met, | only wish there was a Dr Farsoun at
the university | attended.

It was the first time | had a chance to look around the campus, which is set on
what used to be a kindergarten, but there are major new buildings being
reconstructed as well as adapting the standing classrooms. Bearing in mind that
it was due to open in 6 months, | had to ask Dr Farsoun whether it would be
finished on time, but everything is well on its way and is indeed running to
schedule. There will be a state of the art library with a heavy emphasis on on-line
services, as well as plaps to house around 15,000 books. They will start with
2,000 for the first semester and then build from there. A Library Director and 4
other staff have already been hired and are on board; 30 fulltime faculty staff are
also present, around 20 of which are multi-disciplined, with 10 heading the
intensive English program. They are mostly American academics — either Arab
Americans or trained in the American education system, with a mixture of women
and men,

The range of academic degree programs at AUK is extensive: communication
and media, sociology and anthropology, history and international studies,
computer science and information systems, economics, English and
Comparative Literature (this entails reading Arabic, French, Spanish and possibly
Russian literature translated into English. Phew!)

There is also the School of Management and Business Administration. This is 1
degree with 4 areas of specialty: accounting, marketing, finance and banking,
and management. Within these there are courses in entrepreneurship, change
management, leadership studies, international business - all cutting edge areas
of management in the US. There will also be a training center (The Continuing
Education Center) for professionals, dealing with corporate management issues,
which is part of AUK's continuing education programme.

The style of education reflects the American philosophy of spending the first 2
years getting the university graduation reguirements, which means that there is a
broad base of education. It's only in the 3" and 4" years that the students start
to specialise and focus. This is unigue, different to anything else offered in
Kuwait, In the Graduation Requirements for all students, the student will acquire
a strong foundation in writing English and Arabic, in logic, quantitative and
scientific reasoning and in General Education that covers the humanities and the
social sciences. Everyone at the university has to have a total of 54 credit hours
taken over the first 2 years in this broad based set of Graduation Requirements,
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Every student has to take these requirements, even students participating in the
business program.

What is also exceptional about AUK is that when the students graduate, they will
have skill sets that make them employable, The fiberal arts degree programs are
professionally oriented. So in a sociology and anthropology degree, for example,
students will have to learn methodology of the social sciences which includes
varieties of research techniques, including survey, polling, etc. ; all relevant to
jobs in private or government businesses.

Another exciting initiative by AUK is the memorandum of understanding they
have with Dartmouth College in the US. (This is lvy League — very prestigious;
think Harvard, Yale, Princeton, etc). There are many advantages to this
arrangement, consulting opportunities, the fact that Dartmouth will evaluate,
assess and monitor the current academic programmes at AUK and the progress
of the University as a whole, which means the students here are getting the best.
Hopefully some AUK students will qualify to go to Dartmouth College to study
during the summer breaks and maybe eventually a junior year abroad. AUK
leadership isn't resting on its laurels. Dr Farsoun has many ideas about how to
take the university further, whether it's to develop ideas to introduce a Gulf
Studies programme (Arabic, Islam, economics and politics of the region; studies
especially on the energy sector) or an agreement with a Spanish university to
provide faculty who will teach Spanish culture and language,

| asked Dr Farsoun whether recent tensions between Arab counties and America
would cause any problems in university life. He explained that the university has
nothing to do with the American government, it is just an academic style that is
recognized as being the first in education. It has nothing to do with politics, just
with bringing the best education to Kuwait; developing a US style education in
the local community. He also pointed out that had been no problems with the
American universities in Cairo and Beirut. Hopefully there will be no problems in
the future; at the end of the day it is a Kuwaiti university, licensed and run by
Kuwaitis and for Kuwaitis.

Another question | asked Dr Farsoun was why the current location in Salmiya
was chosen. It seems a small space for a university which is usually associated
with large campuses and playing fields. But | must say, the space feels bigger
than it looks, With all the construction in process you can see where the buildings
wili be, where the basketball and velleyball courts and running tracks will be.
There are ample places left for parking, and the walkways through the campus,
which will be landscaped, will give a sense of openness and greenness. Just
right for sitting down and reading through a course in literature.
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