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ADDO, LINDA L., Ed.D. & kHistorical Anzlysis of the Impact
of Selectec Teachers on Education for Blacks in Cozstal
South Carclina, 1862 to 157¢. (1968) Cirectecd by:

Or. Lois V. Edinger ang Dr. John Van Hoose. 174 pp.

The purpcse of this study wss ito present a historical
analysis of the impact of selected teachers in black elemen-
tary anc secondary schools in cozsial South Carolins and tc
examine the guesticn: How vas the development of elementary
anc secondary education in coastal South Carolina for blacks
affectecd, encouragec, and sustained by selectec black anc
white teachers from 1862 to 1S7¢? Subsidiary guestions
rzised snd examined in the study were: (1) What was the
politiesl, social, and economic environment in which these
teachers hac to work? (2) To what extent did their roles as
teachers and leaders represent 2 type of social adaptation
to 3 working and living environment complicated by iradi-
tiormzl structures? (2) How did philanthropic foundaticns
affect the endeavors of these teachers? and (4] To what
extent did these teachers see education as a vehicle for
liberation?

The stucdy begins in 18E2 with the actions of the ¥ar
Cepzrtment to encoursge Northern benevolent organizations to
estatlish schoels in coastal South Carolina to educate the
Freecdmen and encs with the 195Cs and the impact of the Civil
Rights NMocvement on black ecducateors. The methodology usec in
this situdy wes the historical method. A historical anzlyeis
of the diaries, journzls. and papers of the eight teschers
selectec for this study revealed that these teachers accom-

modated themselves to a political reality that they coul




not change. The sutjects cf this siucdy were assistec in
their efforts by educational foundaticns. The strategy of
these foundations was to change public opinion in favor of 3
system of public schools for both blacks and whites. This
study a2lsc demonstrated that while tvwec of the teachers canme
directly out of the Frogressive reform movement, the teach-
ers in this study, whoses work in South Caroclinaz predated the
Progressive movement, used many of the same technigues. Tre
teachers in this study who were involved imn education for
blacks before the historic 1554 Srown Decision and the Civil
Rights Movement of the 1S6fs utilized education as 2 vehicle
for partisl liberation, because they offered their students

literacy but not freedom or total liberation.
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CHAPTER I

OVERVIEW OF THE STUuDY

Introcduction

The most revolutionary result of the Civil War was the
emancipation of approximately three million black slaves.
Since no provisions were made to ease the transition and
adjustment from slavery to freedom, the freedmen were left
to find their way in the midst of a majority population in
the South that did not wish to see them free. However., in
the midst of economic deprivationm and discrimination, when-
ever the freedmen were asked what they wanted or what their
hopes and desires were, they usually included education.
Governmental officials were among those who were always
asking: "What do you want?" Northern journalisis were also
interested in the freedmen's response to this guestion.

One Northern journalist, James P. McKaye, asked General
Nathaniel P. Banks what the freedmen wanted now that they
were free. Banks responded in the form of a letter from
Alexandria. Louisiana on March 28, 1884:

They demand, in the first instance that to whatever

punishment they may be subjected, they should no%t be

flocged. (2) that they shall labor only when well
treated. (3) that families should nct be separated.

(4) that their children should be educated (Fishel
and Quarles, 1378, p. 242).




Primary sources of %the time support General Banks' response.
During the Reconstruction Era blacks who served in the state
legislatures were usually the most fervent advocates of 2
system of public education, but efforts toc provide schoals
for the freedmen had begun as early as 1862. The early
efforts were initiatec by religious and charitable organiza-
tions which agreed with blacks that education was the perfect
panacea. This idea was expressed in a report issued by the
+New England Freedmen's Aid Society: "The importance of the
work of educating the freedmen, can hardly be exaggerated.
Its results will reach into the future...(Cited in Fleming.
1884, p. 174). The federal government also became interested
in providing access to education for blacks at this time.

On March 3, 1885, Congress established in the War Depart-
ment the Bureau of Refugees, Freedmen, and Abandoned Lands,
and Congress delegatecd to the Freedmen's Bureau the direction
and supervision of all affairs relating to refugees and
freedmen. In May 1865, Major General Oliver Otis Howard was
appointed Commissioner of the Freedmen's Bureau and the con-
gressional legislation also authorized the appointment of
assistant commissioners. In July 1865 Commissioner Howard
instructed the assistant commissioners to designate one
officer in each state to serve as superintendent of schools
in their respective areas. The superintendents were instruct-
ed to supervise the education of freedmen ancd refucgees. pro-

tect and maintzin schools., ancd encourage benevolent societies




o support schools by providing teachers and other resources.
These officials also believed that the blacks had faith in
what ecducation could do for them. John Eatorn who served as
General Superintendent of Freedmen, Department of Tennessee,
Assistant Commissioner of Freedmen for the Freedmen's Bureau.
and later Commissiocner of Ecucation of the United States
observed:

That the negro was stirred with an immediate impluse

to profit by his new opportunities is amply proved by

the passion for education which was exhibited by young

and alcd. It is true that, to the negro one form of

book learning was as good as another. Anyone devotecd

to his books was on the road to freedom. Anyone

ignorant of books was con his way back to slavery
1987, p. 208).

Perkinson (1968) states in his analysis of education in
America from 1855 to 1985 that: "The school was to become
the panacea for all social problems™ (p. 220). This same
sentiment was expressed a century later in an address given

by then President Lyndon Johnscon in a commencement address

at Howard University: "Freedom is the right to share fully
and equally in American society--to vote, to hold a job, to
enter a public place, to go to school." Access to ecducation

since the Civil War has enabled blacks to begin to share in
the American dream; however, racism and discrimination are
still present in American society.

This researcher became interested in access to education
and ecucation For blacks since the Civil War while taking =z
course on the history of education in the Unitec States. The

topic selected for research them was access tc higher




education for blacks since the Civil War. While doing bibli-

«< e Ephical research then, one also became interested in the

first efforts to establish elementary and secondary schools

for blacks in the South. The §

+

established at Fortress Monroe, Virginia in September 18851.
Fortress Monroe was the first foothold gained by Union forces
in the South. The teacher for this school. Mary Peake, was
supported by the American Missionary Association. Mary Peake
was describec as a "free woman of color™, who had been edu-
csted in England (Bond, 1834, pp. 23-25). However, this
schocl did not continue as a common schcol but became the
nucleus for a black institution of higher education, Hampton
Institute. The first concentrated and continuous effort was
the Penn School established on Saint Helena Island in South
Carolinz in 18862. Since Beaufort County and the state of
South Carolina did not assume responsibility for the education
of blacks on Saint Helena Island until 1548, the Penn School
filled the void. Schools such as the Penn School would not
have survived if committed teachers had not kept these schools

open.

tatement and Purpose of the Study

The purpose of this study was to examine the question:
How was the development of elementary and secondary education
in coastal South Carolina for blacks affected, encouragecd. and

sustained by selected black ancd white teachers from 1862-1S707




Subsidiary guestions raised and examined in the study
were: (1) What was the political, sccial, and economic
environment in which these teachers had to work? (2] To what
extent did their roles as teachers and leaders represent 3
type of social adaptation to a working and living environment
complicatecd by %traditional structures? (3) How did philan-
thropic foundations affect the endeavors of these teachers?
(4] To what extent did these educators see education as =2
vehicle for liberation?

The study will begin in 1882 with the actions of the War
Department to encourage Northern benevolent organizations to
establish schools to educate the freedmen and will end with
the initial impact of the Civil Rights Movement in the 1968°s
on black ecucators. Tre teachers selectecd for this study
believed that if blacks hacd access to education they woulcd
indeed be free and accepted as fFirst class citizens. The
subjects of this study like many contemporary educators were
motivated and encouraged to persevere by ecducational theories
and philosophies that they believed would encourage rapic
social :hang.e in the area of race relations and education for

blacks.

Sicnificance of the Study

In spite of the faith that blacks and those interested
in their plight have had in education as a panacea, the stat-

istical dats anc scholarly profiles of the black population

in contemporary America indicate that access to education
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since the Civil War has not assurecd complete equality. Since
the historic Brown Decision in 1954 and the achievements of
the Civil Rights Movement of the sixties many Americans be-
lieve that laws and the disappearance of de jure segregation
are adequate to ensure first class citizenship for blacks.

This was a view held by many blacks and whites in 1862.
Slavery was no longer a reality and education was seen as the
solution to the problems faced by the freedmen. Federal offi-
cials, blacks, teachers., and reformers saw education as the
first step in demonstrating that blacks were capable of learn-
ing technical skills and in becoming an asset in a mature
industrial society. Did teachers and reformers fail because
they did not realize that just as educational efforts on be-
half of white Americans after the Civil War were entwined
with the prevailing economic and social realities, this was
also true of their efforts on behalf of black Americans? Did
their efforts fail because the philanthropists supportecd only
those educational efforts that could be reconciled with the
goals of economic, social. a2nd political realities of the
times? Just as these questions were asked in the past anc
debatecd these same guestions are being askecd and debated
teoday.

Many of the contemporary critics of ecucaticn for the
oppressecd anc minorities mzintain that z reascn contemporary
educstional efforts fail is that the schools emphasize anc

tezch tha+t which cannot be reccorc!led with reality (Goodman,




1S66; Kohl, 1S68; Freire, 1571; Reimer, 1872; Illich, 1S74;
and Carnoy, 1974). These critics have writiten cogent
analyses because they were ccnscious of what has happenec in
the past. They zre zlso futurists because they are
anticipating a future for which we will not be prepared
beczuse current educational methods do not meet the needs of
the oppressecd ancd the minorities. What we need today and
what is needed in the future is what was needed in 1862.
Self-cdirectecd, disciplined, and responsible people are
essential if our society and the world are going to ceontinue
to survive.

Of immeciate concern are the changes that are currently
tzking place in society. Futurists (Bell, 1876; Naisbitt,
1¢82; and Toffler, 198f) have succinctly described these
changes. They =11 describe the shift to the post-industrizl
society, 2 society of creation and distribution of informa-
tion. These futurists also agree that our major institu-
tions such as education will have to change to meet the
challences of the post-industrizl society. Therefore, to
cope &nd to do more than survive into the tweniy-first
century, we need to make sure that blacks anc all other
minorities in our society experience the kinc of ecucatien
thst will make them intuitive and responsible persons. Each
person must see himself/herself as important and creastive.

In acditicen to current chancges anc the prospect of more

dramatic chance as we enter the twenty-first century.




znother reason this study is significant is that the polar-

ization that occurred after Reconstruction has occurred
@gain since the 1S54 Brown Decision. Perkinscn, in his
analysis of American education from 1865-1865, describes the
reality in blunt language:

By 1965 the schools had polarizecd American society into
self-satisfied whites and victimized blacks, into des-
pondent city dwellers and indifferent suburbanites. In
their attempts to cope with industrialization by pro-
viding equaslity of opportunity in the success race, the
schools once again polarized the scciety by identifying
indeecd creating the winners and the losers. And with
regard to their political function the schools by 1865
had completely reversed themselves, moving from the
original role of preventing governmental tyranny %o
become a primary agency of the state in pursuit of the
national purpose. Onece again the result wes polariza-
tien; this time a polarization of students into con-
formers or radicals (p. 2208).

Thus this study is also significant because for a brief
period during Reconstruction the Southern schools were
expected to be the primary agency for insuring equality and
political rights for blacks. Furthermore, the eight

teschers who were the subject of this study believecd that if
blacks had access to education they would be free and accept-

ed as first class citizens.

Methodology and Scope of the Stud

The mzthodology used in this study was the historical
method. History as a scholarly discipline is the record of
the psst basecd on the surviving evidence. The researcher who

uses the historical method is concernec with cata that




are zlreacdy available. This stucdy incorporates data from
both primary and seconcdary sources. These sources were *hen
subjectecd to internal and externzl criticism. The process
of external criticism enabled this researcher to determine
the suthenticity of the sources. Internal criticism
involved the evaluation of scurces to determine their
accuracy and meaning. The evidence was then used to make
ceneralizations and to arrive at conclusions.

This study was written and the past synthesized from
the perspective and framework of the "new social history™.
This perspective rejects the traditional framework: history
2s the narration and interpretation of politics and
political and economic elites. The emphases of the "new
history"™ asre sociasl processes and their effects on all
groups znd individuals in a2 socciety. History is the stucy
of the evolution of a particular culture over 3 period of
time [Henretta, 1579, 1283-1296). Thus the "new social
history” is interested in 2ll the witnesses and participants
--even slaves, minorities, and women--vho usually did not
have accees to power. Exiensive bibliographic research was
undertaken 2nd research was conducted at the state archives
in Colunbia, South Careclina, the Carolinians Librzry st the
University of South Carolina, the Avery Institute for Afro-
American Culture and the Robert Small Archives =t the
College of Charleston in Charlesteon, South Carclina., zand the

Ffenn Center and Museum on St. Helena Island, South Carclins.




The results of this resezarch are presented in 2 narrative
and interpretative form and in the spirit of Lightfoot's
technique, "portrziture™.

Lightfoot (4S82], studied six schools with one question
in mind: ¥hat makes 2 gecod school? She used pertraiture to
demonsirate how the cultures snd characters of these schools
emerged. Cne does not find statistics and controllec
experiments in such @ study. Lighifoot makes a distinction
between what she cslls "pure research™ and her method,

"portraiture™:

In the former, the investigator behaves in 3 counter-
intuitive manner, always the consummzte skeptic. He or
she tries not to let personal inclinaticns shape the
inguiry. Portraziture, on the other hand, permits these
szme inclinations to flourish, admits the shaping of
the artist, a2nd is less concerned with anticipated
problems of replication®™ (p. 14).

The Desian of the Study

This study is a historiczl analysis of the impact of
selected teachers on education for blacks in coastal South
Carclina from 1862 to 157¢. The original intent of this
resesrch was to select only black teachers who were involved
in education for blacks in South Carolina beginning in 418862
and endinmg with the impact of the Civil Rights Movement. This
wes cue to the resesrcher's assumption that the role cf the
white tezchers had been placec in historical perspective.
However, the purpose znd intent of this resezrch changec ‘o

inclucde both black and white teschers a2s primzry scurces were




discovered and as the focus of this research was narrowed
to coastal South Caroclina. Although the first school was
cpened at Fort Monroe, Virginis it did not survive as a
common school. The Penn School organized in 1862 served as
the only elementary and secondary school on Saint Helena
Island until 1848. 1In 1948 state and local authorities
decided to build 2 public school and the Penn School became
the Penn Community and Cultural Center. It still survives
today as a community and cultural center. South Carolina
was chosen because the Sea Islands and some of the coastal
areas in South Carolina were liberated and were under Union
control by 1862. South Carolina was also among the four
former Confederate states that legally sanctioned integrated
schools during Reconstruction. Thus this area became the
initial focus of those educators, reformers, and
missionaries who believed that the most urgent need was to
establish schools so that the freedmen could be educated.
The objective of the initial search for primary sources was
to find journals, diaries, letters, and school records of
black teachers who had taught at the Penn School. However,
it soon became apparent that the Penn School survived
because there were also white teachers whose lives were
wholly dedicated to the survival of the school. All of the
eight teachors, who were selected for this study, taught in
coastal South Carolina. Seven of the teachers were selected

because they were involved in providing education for blacks




in coestzl South Carclina in spite of local opposition anc
lzck of public support. The eighth teacher, Septima Clark,
vas chosen because her career spanned the period from World
¥ar I to the Civil Right= Movement of the 186fs. Further-
more, she was 2 graduate of Avery Institute, crganized in
1882 in Charleston, South Carolina. All eight of the
teachers were chosen because there were school records,
journals, letters, and autobiographies that were available
to provide some insight and answers to the resezarch
questions that were the focus of.this study.

This Chapter has dealt with an overview of the study.
Chzpter Two reviews related literature and the key primary
sources thst were usec in this study. Eight teachers were
the focus of this historical analysis and were divided
chronologically into two groups. These chronological
divisions provided the framework and rationale for Chapters
Three and Four. In these chapters, the role and impact cof
each chronological group of teachers was ciscussed and
znalyzec by looking at the historical setting, backgrounc
and recruitment, educational philosophy and curriculum,
their roles as social and political catalyets and, where
applicable, the influence of philantrophic foundations on
their educational endeavors. In Chapter Five the summary,

conclusions, =nd implications are given.
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CHAPTER II

REVIEW OF RELATED LITERATURE

The review of literature is presented to delineate
maicr differences of interpretation, view point, znd histori-
ographical trends in scholarly studies related to this resezrch.
The review discusses five germane topics: the history of edu-
caticn for blacks, the Freecdmen's Sureau and Reconsiruction,

ecucaticnal foundaticns and black ecucation, contemporary

critics of ecucation, and primary sources.

The History of Educaticn for Slacks

The earliest attempt to write a comprehensive history of
education for blacks before the Civil War was Carter G.

Woodson's The education of the Necro prior to 1861, (1S1S).

Woodson, a black historian with a doctorate in history and
government from Harvard University, organized the Asscciation
for the Study of Negro Life and History in 1815, and alsc
served as the editor of the asscciation's journal, The

Journal of Necro History. Woodson's work is a comprehensive

survey of efforts to establish formal schooling for blacks by
blacks, abolition societies, and religious and philantrepic
organizations. It is reacdily azpparent to the reacder of
Wocoosorn's work that he wrote znd was influencec by the Pro-
cressive historians wheo turned to history for lesscns frcm

the past that could be usecd to help Americans ccocpe with the




problems snc challenges of an incustrialized and urbanizez
scciety. Woodson believed that sound historical research
coulcd play 2 role in eliminating prejudice and demonstrate
that blacks had been active citizens and participsnts in
American society. Woodson was an excellent researcher anc
always made extensive use of primary sources.

Two of the basic issues that were of concern to both
blacks znd whites in 1852 and into the twentieth century
were: (1) What kind of scucation was best for blacks? (2)
Shoulcd education for blacks extenc beyond the elementary
level? 1In regard to the first guestion, some agreed with
Booker T. Washington, the blasck President of Tuskegee Insti-
tute, that the emzshasis should be on agricultural education
and vocationzl skills (Washington, 1Sg1). William E. S.
DuBois, the first black to earn a doctorate from Harverd
University, was the most articulate spokesman for the
anti-Washington position (DuBeis, 18@3). His position was
that blacks are human beings and citizens of America anc
should be given the same opportunities as all Americans. He
believed that if blacks were not given the opporiunity to
attend liberal arts colleges that the "talentecd <tenth™ would
not be irzinec. According to DuBSois the "talented tenth™
were the elite cof the race in intelligence anc leadership,
and this talented elite could not be developecd and trained
in veocational anc agricultural schools. DuBois continued %o

zdvocate this +thesis until his ceath in 18B2. Further

14




exploration of these issues znc the debate between these
two black educators can be achieved by reacing Louis

Hzrlen, Booker T. Washinoton: The makina of a black lesder

f1872) and Francic Boderick, W. E. DuBeoic. Nears leacder in

time of crisis (1839).

Most of the attempis to chronicle the development of
blzck public educstion contimus to asnslyze the two guestions
just outlined. Until 1867 the most comprehensive history of

tlack education was Horace Sond's, The education of %the

Negro in the American social order (1834). Bond discussec

and analyzecd the relstion between the attempt to provide
education for blacks znc the existing social and political
order. However, Bond did not share the progressive hope of
Woodson that ecucation was the panaces. In 1S67 Henry

Bullock wrote A historv of Negro education in_the South.

1618 to the present. His work begins with the development
of public schools during the period of Reconstruction and is
zlsc an attempt to test what Bullock refers to as 2 theory
of history:

My werk has been made to hang heavily upon the concept
of histericsl accident. I have done so because I be-
lieve that the changes in American race relstions which
we are now experiencing are the result of a2 ‘'sneak
atitack! directed by the larger purpose c¢f human society
against the biases of individuals and through the force
of 5 seczrezzted educational system that was never
created for such an encd (Bullock, p. viii).

Another importznt thesis of Bullsock is that expznding ecu-

cztional opportunity for blacks since the Civil ¥ar provided

-
m




the leade;ship for the desecregation process since the 1854
Breown Decision, & process that began with the Civil Kar and
Reconstruction.

A survey of bcoks on the history of American education
indicates that Bullock's rejection of education as the
liberating force for blacks and the cure-zsll for the social
ills of America has been one of the theses of several books
published since 1254 on American education and black
education. Harlan (1958) analyzed the relationship between
southern racism and northern philanthrophic foundations anc
the development of the public school systems in Virginia,
Nerth Carolina, South Carolina, and Georgia. Harlan con-
centrated on one foundation, tne Southern Education Board,
and demonstrated that educational reform without other
strategies did not make blacks first class citizens or
insure sepsrate and equal schools. Although Harlan belongs
to the C. Vann Woodward School of Southerners who have
written about Scuthern problems and regional conflict, he
zlso belongs to thecse historians of American education who
have moved awasy from the thesis that the public school hcs
been or is the panacea. These historians, Tyack (1867],
Perkinscn (1568), Cremin (4858), Carnoy (4874}, Spivey
(1878), and Joel Spring (1976, 1887), share 2 common thesis.
They zll see the public school not as the byproduct cf a
natural evolutionary process that was inevitable, but they see

the history of the school in America as the narrative of how




the school has adapted to social change. Another current
theme especially in the attempts to analyze the development

of black education is the work of Franklin and Anderson (1978)
that advocates, "focus primarily upon the education of Afro-
American communities, leaders, 2nd professionals” (p. 12).
Most of the literature mentioned in this section of the review
of literature sees the Reconstruction Era as one of the turn-

ing points or watersheds in the history of American education.

Ihe Freedmen's Bureau and Reconstruction
There are many books that provide some insight into the
educational efforts attempted in the Confederate stztes and
later during Reconstruction. Most of these studies cover the

period 1865-1877. John Eaton's Grant. Lincoln. and the freed-

men (1807) provided the researcher with some insight into the
origin of the Freedmen's Bureau and some of its early efforts.
Eaton was the Assistant Commissioner for Tennessee. The
pioneer study of the Freedmen's Bureau was Paul Peirce’'s The

Freedmen's Bureau: A chapter in the history of Reconstruction

(18p2) . In 1816 Laura Webster published The operation of the

Freedmen's Bureau in South Carolinz (Reprinted in 1870).

Since World War II a number of studies have been publishecd
that desl with the Freedmen's Bureau and its activities. Most
of these studies have made extensive use of the primary

sources in the National Archives relating to the activities

of the Freedmen's 3uresu. George Bentley's A history

Freecdmen's Sureau (1953) cdeals specifically in Chspters




Twelve--Fourteen with the role a2nd impact of the Bureau on
black education. Bentley's thesis is that the early efforts
to provide schools for blacks would have failad if it had not
been for the Freedmen's Suresu and that the Bureau's efforts
were significant since it had to work in a hostile environ-

ment. In 1968 wWilliem McFleely wrote Yankee stepfathe

Genmeral 0. Howard and the freedmen. Howard was head of the

Freedmen's Bureau, and McFleely depicts him as a good-natured
paternalistic reformer who came South with 2 messianic com-
plex. However. the Freedmen's Buresu and Howard were assistec
in their efforts in the area of education by benevolent and

= North.

missionary organizations from

Augustus Besrd's A crusade of brotherhood: A _history of

the American Missionary Association (18@8) is 2 complementary

account of the motivation and accomplishments of the teachers
and leaders of the association who were invelved in the great
experiment. It is especially valuable because it provided the
researcher with some insight into the aims and messianic pur-
pose of the teachers and the association. Although Henry
Swint was critical of the union and Northern "do-gooders",

his study, The Northern teacher in the South 1882-1878 (1841)

is a valuable rescurce. It provides the reader with some
insight into the motivation of the teaschers and how they were

received inm the South. James McPherson's The strugcle for

egualitys: Abolitionists and the Necro the Civil War anc

Reconstruction (1S54) discusses the involvement of aboli-

tionmists in black education inm Chapters Seven and Fourteen.




John Forest sheds some light on the educational efforts of the
Freedmen's Bureau from the perspective of 2 union officer (A

Union officer in the Reconstruction. 19248). Recent works on

the American Missiconary Association have utilized the avail-
able primary sources on the association, and these works also
discuss the role of blacks on the work and mission of the

American Missionary Association. Ameong these works ar

Knighton Stanley. The children is crying: Congregationalism

among black peonle (187S), and Joe Martin Richardson,

Christian reconstruction: The American Missionary Association

=nc Southern Slacks 851-18%8 (1S36).

Edgar W. Knight discusses education in the South from
the Southern viewpoint and discusses black education as an
aside in many of his works. His works that were relevant for

this study were: The influence of Reconstruction in the

South (1813), Reconstruction and education in South Carolina

(South Atlantic Quarterly. 1919), and Public educztion in the

South (1822). Two other writers have published works that

are more balanced in their treatment. These two works provide
the reader with a picture of the schools, their administration
and curriculum. The two works are: Robert C. Morris, Reacding.

'riting. and Reconstruction: The Ecducation of freedmen in

the South. 1861 878 (1976) and Ronald Butchart, Northern

schools Southern blacks and Reconstruction 1852-1875 (1882).

Both Sutchart and Morris agree that the teachers from the

North had lofity gosls but at the same time these teachers
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approached their wcocrk from 2 paternalistic perspective. Both
Butchart and Morris also discuss thz impact of Northern in-
dustrialization and urbanization of the "educational mission-
aries" from the North. €. Vann Woodard, Equality, America's
deferred commitment (American Scholar., 1958) and John Hope
Franklin, Jim Crow goes %o school: The genesis of legal

segregation in Southern schools (South Atlantic Quarterly,

(1958) discuss the develcgmant of scgregated scheools. Al-
though South Carolina ancd three other Southern states made
integrated scﬁcnls legal during Reconstruction, most schoels.
in a2ctuzlity, remained segregated.

There are many excellent studies that provide backgrouncd
information on Socuth Carolina. its free black populatiocn, and
the pclitical realities that confronted those who were invol-
ved in the effort to provide a system of education for blacks.
Amcng these works are: Ecdward Sweat, Some notes on the role
of Negroes in the establishment of public schools in South

Carolina, (Phylon, 1961), Willie Lee Rose, Rehearsal for Re-

construction: The Port Royal Experiment (41964), Joel

Williamsoan, After slaverv: The Negro in South Carolinzs during

Reconstruction (1985), Sawyer. The National Ecucation Associa-

tion and Negro ecucation 1855-1884 ({(Journal of Necro Education.

157¢), George S. Tincdall. South Csrolina Nezroes 1877-13800

(18731, and Thomas Hol:t, Bleck over white: Necgro political

lesdership inm South Carolina during Reconstruction {i577).




Sweat documents the fact that the blacks who served in
the South Carclina legislature during Reconstruction were
overt lobbyists and supporters for a system of public educa-
tion in South Carolina. Rose's study is an intensive analysis
of the Peort Royal Experiment, and Rose's thesis is that the
attempts on the Sea Islands to use the freedmen as laborers
and the early efforts to establish schools became the blue-
prints for many of the ideas that we associate with congres-
sional reconstruction. Sawyer's monograph reveals that the
National Education Association in speeches and resolutions
supported the effori to establish public schools in the South.
However, the National Education Association often compromised
on the issue of race and did not challenge the separate but
unegual schools for blacks. Tindall's book is an analysis znd
discussion of blacks in South Carclina after the end of Recon-
struction to the beginning of the twentieth century. A‘majar

thesis of Tindall is that the withdrawal of federal troops

from the South did not mean the sudden end of black parti
pation in local politics in South Carolina. However, he also
demonstrates how segregation gradually became the reality.
Tindall documents the creation of a separate but unegual
school system in South Carolina. While Tincdall concentratecd
on the period after Reconstruction, Williamson concentrated
on the pericd of Reconstruction inm South Carolina, =nd
Williasmson's thesis is that it was an outsice political power

that assurecd tlacks that they were free. Furthermore.
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Willismson demonstrates that the process of Reconstruction
was 3 complex one for both blacks ancd whites. Holt's work is
an exhaustive snalysis of black participstion in political
affairs in South Carolina during the period of Reconstruction.
This study was useful because it provided insight into the

role that black politi

ians played in the debate over public
schools. In =adcition to black politicians ancd Northern chari-
table and religious orsanizations esducational foundations
often influencecd the progress or lack of progress in the

effort to provide a3 system of public education for blacks.

Educational Foundsticns and Education for Blacks

Educational foundations often served as advocates for a
system of public education for blacks. George Peabody. 2
wealthy merchant and financier, establishecd the Peabody Fund
in 1867. The purpose of his foundation was to encourage the
development of moral, intellectual, and industrial education
for young people in ithe destitute areas of the South. Between
1867 and 1814 the Peabody Fund invested approximately 3.5
million dollars for these purposes in the South. John F,
Slater, a textile manufacturer from Norwich, Connecticut was
motivated by the work of the Peabody Fund to establish the
Slater Fumd. The Slater Fund supported teacher training pro-
grams and public schools im the South. J. L. M. Curry served
as 2 consultant for both the Peabocdy anc the Slater Funds.

Curry's Difficulties. complications. and limitations connected

with the educatiosn of the Nezro (41885) and A history of &
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Pesbody Education Fund through thirty years (18S8) were use-

ful because Curry discusses the problems and the difficulties
encountered as the educationazl foundations attempted to
assist black educational institutions in the South. Curry's
account also indicates that he and the philanthropists that
he served shared the racizl views that were common at the
time and approached the problems of black education from 2
paternalistic posture. Curry also worked closely with the
Southern Education Board which brought together many of the
Northern philanthropists who were interested in selling the
idea of the common school in the South.

In 1992 John D. Rockefeller established the General EZdu-
cation Board. One of the major objectives of this board was
to support education in the South and to promote education
without regard to race, creed, or sex. Another important
fund was the Annz Jeznes Fund established in 18@7. Wright,

The Necro Rural Schocl Fund. Inc.. 1887-1933 (1832) anc Jones.

The Jeanes teacher im the United States (1937) provide in-

sight into the development of black education in the rural
South and alsoc note the role played by individual teachers.

Leavell, Philanthrooy in Nesro education (1937) is 2 good

general treatment of the subject. Two other works also
proved useful in understanding the role of the foundaticns:

Rubin, =2ach +the Fre=dmen: Rutherford Haves and the Slzater

Func (1858), Foscick, Adventure in civing: The storv of the

General Education Soard (1982}. Many cof these same
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philanthropists organized the Southern Education Board as a
cooperative venture on behalf of public education in the

South. Charles Dabney's Universal education in the South,

Vol. 2 (1838) is still the most comprehensive analysis of the
work of the Southern Educztion Board. Dabney's account de-
scribes the efforts of the Southern Education Board to pro-
mote the common scheool in the South. Harlan (1958) supperts
the above thesis but another thesis is that the Southern Ecdu-
cation Board encouraged discrimination against blacks and 2
separate school system. The Southern Education Board was
organized in 1981 by Northern philanthropists and sonme
Southern ecucators to lobby and encourase Southern acceptance
of the public school. Many of the philanthropists and agents
that were associated with the Peabody. Slater, General Educs-
“ion Board, and the Jeanes Fund were slso active in the new

effort. They hoped to do what the reformers and missionarie

of the Reconstruction Era had not been able to do. They were
sure that with the right strategy they could confront
Southern racism and in the process also encourzge white

Southern support for black public education.

Contemosrary Critics of Education

Many of the contemporary critics of ecucation for the
oppressecd anZ minorities maintain that the reason contem-
porary educstionzal efforts fall is becsuse the schools
emphasize and teach that which cannot be reconciled with

reality (Goodman, 1555; Kohl, 1962; Freire. 1871%; Illich.
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1974; and Carnoy, 1974). Goodmzn bSelieves that educaticn
must be voluntary ancd self-motivated and that contemporary
public schools present students with useless knowledge.
Kohl's soluticn is the open classroom where students can dis-
cover themselves and teachers can be spontaneous and co-
experimentors with their students. Freire believes that
contemporary education fails the poor and the oppressed be-
cause the school is simply a place where students' minds are
filled with information. He calls this the "banking"” concept
of ecucation. Furthermore, Freire contends that knowledge is
independent and not related to the students or the world in
which they live. Illich believes that contempcrary schools
fail because they do not provide students with skills and a
humane education. He proposes to reform the school by es-
tzblishing resource centers and skill exchange networks.
Carnoy's analysis and critique are focused not only on the
United States but a2lso on oppressed people in other parts of
the world. His thesis is that ecducation cannot be a vehicle
for liberaztion since it is the tool used by the dominant
class to control the underclass. There are critics of con-
temporary education who have turned to curriculum frameworks
ancd epistemsclogical guestions to critigque what happens in
the school.

Kohlberg and Mayer (1972) present a convincing case for
s framework that comes naturally out of %the progressive

tradition which they =all 2 cognitive-develocpmental strategy.
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They also demonstr=te the fallacy of value neutrality and
value relativism. Instead, their strategy accepts the
reality of values based on rationasl ethical principles. Lamm
(1872) contends that the role that the school plays in
socialization and individualization should be critiqued and
understood by analyzing the epistemolegical dimensions of con-
temporary curriculum frameworks. Macdenald (1974) believed
that the schools should help students to transcend technolocy
by turning inward and seeing themselves as important and
creative. Macdonald's transcendental developmental icdeology
is best approached through what he calls a dual dialectical
process. A dialect exists not only between the individual
and his environment but also within the individuazl himself.
Seing out of touch with one's self is alienation; therefore,
the schools must nelp students to understand themselves.
These contemporary critics are also futurists because they
are anticipating a future for which society will not be pre-
pared because current educationzal methods do not meet the

needs of the oppressed and minorities.

Primary Sources

The analysis of the primary sources available for this
study provide significant insights anc perspectives on black
education in Scuth Caroclinz. The primary sources used for
this study were mainly the autobicgraphies. journals, and

diaries of teachers both black and white who believed that if

blacks were educated it would convince southern whites that
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blacks were human. One of the most valuable primary sources
for this study was the papers =of the American Missionary
Association housed at the Amistad Research Center in New
Orleans, Louisiana and available on microfilm at the South
Carolina Department of Archives and History in Columbia,
South Carolina. In addition to these pazpers this researcher
discovered cther vasluable primary sources in the South
Carolina Archives: Freedmen's Bureau Papers (on microfilm),
Teachers' Reports to the State Superintendents of Education,
and Superintendent of Education Letterbooks, 1885-1880, 1871~
1877. 1887-18g4.

There are several state and Federal reports, reports of
governmental officials, and minutes of the South Carolina
legislature that have been useful in this study. These
sources have provided the researcher with much information
regarding black education as a political issue, and the most
useful of these sources for this study were: Third semi-

amnual Report on schools for freednmen (1867), Records of the

Assistant Commissioner for The State of South Carolina.

Bureau of Refugees. Freedmen. and Abandoned Lands. 1865-1878.

Proceedings of tHe Constitutional Convention of S. C. becin-

nimng Januzry 14 2nd endi

S March 17. 1888. and Legal status

of the colored population in respect to schoocls and education

in the different states (In Henry Barnard, Special repsort of

the Commissioner of Education on the imporovement of pubiic

schools in the District of Columbia. 1871).
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The first federal effort to provide some type of educa-
tion for blackc was the Port Royal Experiment on the Sea

Island in coastal South Carolina. QRehsarssl for Reconstruc-

tion: The Port Royal Experiment (Rose, 1864) is still the

most comprehensive study and analysis of the experiment. 1t
provided vital clues to primary sources and also helped this
researcher to understand why the first private efforts to
establish schools for blacks were started on St. Helema Island.
The Penn School on St. Helena Island survived the end of Re-
construction, and five of the six teachers that are discussed
in Chapter Three tausht 2t the Penn School.

The journals and diaries that were useful in looking =2t
the Penn School and at some of the teachers who taught there
from 1882 to 1915 were: Elizabeth Botume, Ffirst days amongcst

the contrabands (1883), Charlotte Forten, The journal of

Charlotte Forten (Billington, editor, 1961), Letters from

Port Royal written at the time of the Civil War (Elizabeth

Pearson, editor, 138%6)., Laura Towne, Letters and cdiarv of

Laura M. Towne: Writiten from the Sea Islands of South

Carolina. 1852-4863 (Rupert Holland, ecitor, reprinted,
1989), Towne, Pioneer work on the Sea Islands (July 18@4].

Rosa Belle Cooley. Service to Penn School (1817), Cocley.

Home of the freed (1826), and Cooley, School acres: An ad-

venture in rural education (183F). At the Penn Center this

researcher had access to the Penn School reports miscel-

lanecus 158G-1$25. These reports provided information 2bout
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the development of the curriculum, the leadership of the
school, and its involvement in the endeavor to provide =
system of public ecducation for blacks im Beaufcrt County.
The following primary sources were valuable in assess-
ing the role and impact of selected teachers on black educa-
tion in coastal South Carolins from 1915 to 197¢. The Penn

School repcris miscellaneous 18380-1926 and the books and

articles written by Cooley {1917, 1925, and 1830) shed light
on events and the impact of teachers at the Penn Schoclduring
this period. Then there are the interviews, articles, ang
autobiography of Septima Clark who was trained at the Avery
Institute in Charleston, South Carolina. The Avery Institute
was organized by the American Missionary Association with the
help of blacks in Charleston who had been a part of the ante-
bellum free black community. She later studied at Columbis
University and taugh%t in schools in Charleston, Columbia, and
St. John's Island, South Carolina until she was fired in the
195@Ps becasuse of her political activism. She then became an
active organizer for %the Southern Christian Leacership Con-
ference and an advocate of the Highlander School in Tennessee.
She tock the educational philosophy and techniques of the
Highlander School and orcganized citizenship schools for aZdult
blacks during the decades of the fiftizs and sixties. The
following sources were helpful in depicting the impsct of
this black =2ducator who lived through several periods of

grest change: Septima Clark, Echo in mv soul (1862}, Clark.
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Literacy and liberation (1864}, and Ready from with

Septima Clark and the Civil Rights Movement (edited by

Cynthia Brown 19886).

It is interesting to note that since 1954 many of the
issues that were debated during the Reconstruction Era have
again come intc focsus. Among these lissues are: (1) what
kinds of curricula and teaching methods will create concdi-
tions whereby all black students regardless of socio-
economic level may learn? (2) Do blacks and whites differ in
their intellectusl capacity? (3) Does access to public ecdu-
cation ensure social and economic changes that will benefit
blacks? In Chapter Three we begin our search for perspec-
tives and insights from the past through an interpretative
analysis of the work and personsl accounts of selectec

teachers in South Carolinz from 1852 to 1215.




CHAPTER III
AN INTERPRETATIVE ANALYSIS OF SELECTED

TEACHERS 1862 to 1815

Historical Milieu: Reconstruction.

Reaction. Adjustment

The year 1852 was significant for South Carolinsz, for
the later Reconstruction of the South, and for the black
quest for education. However., this could nct be foreseen by
blacks or whites in South Csrolina in the fall of 1861 as
Union *troops successfully invaded the coast of South Carolina.
It was ironic that these troops landed on the Sea Islands
around the Port Royal Sound since there were lzarge numbers of
slaves in this area who worked large rice and cotton planta-
tions. The owners of these plantations and slaves were the
personification of the planter aristocracy. Plantation
osners on the Sea Islands were an apprehensive elite group be-
cause the slave population outnumberecd the white populaticn.
As a result, the slaves in the low country enjoyed a measure
of freedom and independence that their counterparts in the
high country or inland did not enjoy. They were allowed %o
cultivate small plots of lancd and to raise some livestock.
When it became apparent that a federal invasion was imminent
the planters on the Sea Islands began to leave anc made plans

for their slaves tc move inland with thenm. While scme of the
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slaves went willingly. there were many slaves whs. after
hearing rumors about the approaching invasion, hid in the
woods or simply refusecd to go with their masters.

The commanding officers of the federsl force that in-
vaded the Islands had instructions to protect the planters
end their property. However, the planters' fear and suspi-
cion of the Union army and the slaves' desire for freedom
encouraged revolutionary changes. As soon as the masters
left their plantations the slaves returned to them. Just as
in other periods of confliet and war, rumors, fears, suspi-
cion, and the necessity of those on the scene to deal with
immediate concerns initiated changes that had not been plan-
ned or envisionesd. As the number of runaway slaves increasecd
znd as they began to attach themselves to the federal troops.
it became necessary to establish some sort of policy anc
order. On February 6, 1882 General Sherman issued the
following order from Hilton Head, South Carclina:

Therefore until proper legislation on the subject, or

until orders from a higher authority, the country in

occupation of the forces of this command will be dividec
into districts cof convenient size for proper superin-
tendence. For each of these districts = suitasble agent
will be =zppointed to superintend the management of the
slantztions by the blacks; to enrcll and organize the
willing blacks into working parties; to see that they
are fecd, clasd., and paid = proper renumeration for their
labor; to take charce of =11 property on the plantaticns.
whether found there. provided by the government, or
counsel from the soil, and to perform all cther acdminis-

trative cuties connected with the plantations that may
o2 reguired by thz government.




Here was the beginning of a strategy to deal with the large
numbers of blacks who were destitute and bored. The govern-
ment moved immediately to cultivate the cotton and the
Treasury Department sent as its special =agent, Edward L.
Pierce, to organize the blacks and to use their labor to
cultlivate the cotton and to expedite its shipping from the
Sea Island (Pearson, 1968, pp. v-ix). However, Pierce was

interested in more than cultivating and shipping the cotton.

In response to the seriousness of Sherman's Order of
1862 Pierce reguested that teachers should be brought in %o
work with the freedmen and that necessary supplies should be
provided. Many Northerners who had formerly worked with
abolition groups now began to use their energy to organize
Freegdmen's Aid Societies. Religious groups organized ecu-
menical organizations such as the New England Freedmen's
Aid Society and the Pennsylvania Freedmen's Relief Associa-
tion t> respond t5 Pierce's request. Some religious groups.
organized before the war toc advocate abolitionism, now turn-
ed their attention to aiding the freedmen. The most prom-
inent example of such 3 group was the American Missionary
Associstion, organized in Albany, New York in 1847 as =2 non-
denominational home and foreign missicnary society. In home
missions the association concerned itself with the Indians
and Southern whites and hacd established the first school for
freedmen 2t Fort Monroe, Virginia in 1851 (AMA Papers, Beard.

18g8]) .
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In response to Pierce's request, the American Missionary
Association along with the other groups collected supplies
and began to recruit teachers to geo to the South. Wiley
(1938} described the first group:

The first group of those so commissioned, thirty-one in

number, set sail from New York on March 3, 1862. The

government made them an allowance of transportation.

Food, and quarters. Their respective societies paid

them szlariss of from twenty-five to fifty dollars a

month, with the exception of a very few who paid their

own expenses. These teachers and superintendents had
been carefully selected on the basis of their "enthu-

siasm anc good sense (p. 179).

By the summer of 1862 ninety-three men and women were at work
on the islands of South Carolina. They had =21l been commis-
sioned by Northern benevolent and religious organizations
(Pearson, p. vii). Most of these individuals served as
teachers, but many of them 2lso served as superintendents.
They were not superintendents of education; they ware super-
intendents of blacks who were involved in agricultural pur-
suits and other economic endeavors. Congress in 1862 decidec
to remove the administration of the occupied areas in South
Carclina from the Treasury Department to the Department of
War. This did not have any effect on the teachers; however,
those who were serving as superintendents were placed on the
federal payroll (Pierce. 1863. p. 3@¢). The feceral govern-
ment would eventually involve itself more cdirectly in these
events.

On March 3, 1855 Congress establiched in the War Depart-

ment the Sureau of Refugees, Freedmen, and Abanconscd Lands
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(Acts and Sesclutions. 38 Cencress. 2 Session, p. 86, cited

in Fleming, 1SE4). Congress delegated to the Freedmen's
Bureau the direction and supervision of all affairs relating
to refugees and freedmen. In May 1865, Major General Oliver
Otis Howard wes appointed as Commissioner of the Freedmen's
Bureau, a3 position he held until the Bureau was dissolved in
1872. This first Freedmen's Bureau Act zlso zuthorized the
president, with the approval of Congress., to appoint assis-
tant commissioners who were later instructec by General
Howard to designate one officer in each former confederate
state as Superintendent of Schools. The superintendents were
instructed to supervise the education of freedmen and refugees,
protect and maintain schools. and encourage benevolent soci-
eties to support schools by providing teachers and other
resources. In October 1865 in an effort toward centralizing
the educational efforts of the Freecdmen's Bureau. Howard
appointed the Reverend Johm W. Alvord as the Inspector of
Finances and Schools. In 1867 Alvord was relieved of his
financial responsibilities and given the title of General
Superintendent of Education. However ., the efforts of the
Surezu in the area of education were hamperec by 2 lack of
funds. This was remedied somewhat by the Second Freecdmen's
Sureau Act passed by Congress on July 18, 1866.

Two sections of this Act cdirectly affected black educe-

tion in South Carolina. The twd sections were:
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The "school farms" shall be sold and the proceeds of
said sales shall be invested in United States bonds,
the interest of which shall be appropriated., under the
direction of the Commissioner., to the support of
schools., without distinction of color or race, on the
islands in the parishes of St. Helena and St. Luke
(Aczts and Resolutions. 38 Congress, 41 Session, p. 151,
cited in Fleming, pp. 321-326).

The Commissioner of this bureau shall at zll times
cooperate with private benevclent associations of
citizer and with agents and
teachers, duly asccredited and appointed by them, and
shall hire or provide by lease, buildings for purposes
of education whenever such associations shall, without
cost to the Government, provide suitable teachers and
means of instruction; and he shall furnish with pro-
tection as may be required for the safe conduct of such
schocls {Acts of Congress, cited in Fleming, p. 325).

s inm =id

Prior toc the Civil War the only free schools in South
Carolina were schools for poor white children whose parents
could not provide any type of education for them. Now with
the help of the Bureau and benevolent societies the state of
South Carolina began to establish and lay the foundation for
a system of public educaticn. The Bureau was responsible

for the appointment of a Philadelphian, Reuben Tomlinson, 3as
Superintendent of Schools in South Carolina in 1865 (wWebster,
1818, p. 63). These Bureau schools were usually opposec by
local whites who generally believed that blacks would not

work if

y were educatecd. On the other hand, there is
evidence that some whites realized that an educated black
would make a better worker. 1In those area2s of the state
where this latter view was the case, white opposition was to

the Northern teachers who taught in the schools.




Among the schools established during this period was the
Avery Institute begun by the American Missionary Assocciation
in Charleston, South Carolima and the Penn School on Saint
Helena Island, supervised by Laura Towne, and supported by
the Pennsylvanian branch of the Freedmen's Union Commission.
After Congress passed the Freedmen's Bureau Act many of the
religious groups thst had supported ecumenical efforts with-
drew their support and formed their own societies. As 2
result, by 1865 the American Missionary Society was almost
wholly supported by the Congregational Church. At a meeting
of the National Board of the Congregational Church in 186S5
it was decided that the group would contribute 258,088f dol-
lars to aid the freedmen in the South (Stanley, 1978, p. 22).

I+t also seems that some of the religious groups were
encouraged to withdraw from the ecumenical efforis and estob-
lish their own societies by the Second Freedmen's Aid Bill.
Therefore, on August 7, 1868, a group of Methodist, including
both ministers and laymen, met a2t Trinity Methodist Episcopal
Church in Cincinnati, Ohio. "In pursuance with a call, 2
convention of ministers and laymen met this day, at 2 o'clock

p.m. in Trinity Methodist Episcopal Thir Cincinnati, Ohio.

to confer in regard to the work of relief and education re-

Guired in behzlf of the Ffreedmen™ (Report of the Freedmen's

Aid Society of the Methodist Episcopal Church. Auzust 7.

1886, p. 35). Reverend J. M. Walden, Secretary of the 18685

meeting explained that if the Methodists established their
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own organization they would be able to staff their schools
with Methodist teachers and this would make the blacks more
receptive to their missionary effcrts. Another incentive
that Walden mentioned was the fact that according to the
Freedmen's Bureau Bill the government had indicated that it
would provide independent aid societies with school buildings
if they paid the salaries of the teachers.

In John De Forest's account of his work and experiences
as an official of the Freedmen's Bureau at Greenville. South
Carolina from 1866 to 1867, there is mention of Methodist
workers who were first sent out by state and loczl Freedmen's
Aid Societies. De Forest described the faith that blacks had
in the efficacy of education for their children: "The most
hopeful sign in the negro was his anxiety to have his child-

ren educated. The two or three hundred boys and girls whom I

ttired with a

used to see 2round the Bureau schoolhouse
decency which had strained to the utmost the slender parental
purse...." (118).

Oe Forest also described the work of Charles Hopkins. a
black ordained Methodist minister, who on his own initiative
had started a school for blacks in an abandoned hotel in
1866. Hopkins was zble to get help and payment as a teacher
from the New York Freedmen's Aid Society. The hotel was
later reclaimed by its owners zncd the school was closec for a
short period of time. De Forest then appealed to the Freed-

men®s Bureau for help. By 1886 there were three huncred
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students attending Hopkins' school. By the fall of 1888
Hopkins was receiving a salary of $25.88 = month from the
Methodist Church's Freedmen's Aid Society. Hopkins was the
leader in the Greenville area upon whom the Freedmen's
Bureau and its officials depended. In addition to indivi-
cual religious groups like the Methodists who were support-
ing their own educational efforts in the South some secular
organizations such as the National Education Association
were also interested in what was happening in the South.
Four months after General Robert E£. Lee surrendered,
the Natiomal Education Association in a meeting at Harris-
burg, Pennsylvania. passed 2 resolution siating that ecucsz-
tion should be a part of the reconstruction of the South.
Sawyer (187P) in a study of the National Education Associa-
tion and the problem of Negro education after the Civil War
demonstrates that the Associaticn 3t all of its meetings
between 1865 and 1884 expressed concern about black ecuca-
tion and the establishment of a system of public ecucation
in the South. By the time the National Education Assccia-
tion expressed its concern openly the educational efforts
had already begun as indicated in 1852; however, Sawyer in
her study stztes that the Association gave respectability to
the educational efforts in the South. This aura =2f respect-
ability did nct matiter to most white Southerners because
they saw the efforts to educate blacks as an attempt to

interfere in the internzl affairs of the states and as =
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strategy to destroy their Southern "way of life™. Most white
Southerners were not in favor of public education because it
would mean they would have to pay high taxes to support such
schools. The passage of the Congressional Plan of Recon-
struction in March 1867 changed the course of events.

The Congressional Plan of Reconstruction divided the
South into five military districts with federal troops assign-
ed to each of the districts. The troops were to maintain
order and to protect blacks. New state constitutions were <o
be written and the right to vote was to be exercised by all
blacks who were gualified to vote. This was especially signi-
ficant for South Carolina since the black population out-
numbered the white population. When elections were held =2
large number of blacks were elected to the South Carolina
legislature. Holt (1877) has done a thorough analysis of the
blacks who served in the legislature in South Carolina during
Reconstruction and his study concludes that seventy-four
black Republicans were elected to the House and ten black
Republicans were elected to the Senate in South Carolina in
1888 (Holt, p. 87). These blacks used their positions to
advocate a system of public education not only for blacks but
for all citizens of South Carolina. This was especizally
significant according to Holt:

There is ample evidence of both black cdomination anc

the exercise of contreols over black leadership by

the white minority. South Carolina was unigue among

the reconstructed states in that blacks constituted

about 5f percent of the population. This population
advantage was converted into 3 subsitantizal numerical




advantage in the legislature, where Negroes held a
two-to-one majority in the lower house and a clear
majority on joint ballot of House and Senate through-

out the nine year period of Reconstruction. During

this same period they held the office of secretary of

state (from 1888-1877), lieutenant governor and

adjutant gemeral (after 187f) secretary of treasury,

speaker of the house, and president pro tem of the

Senate after 1872 (p. 88).

During the Constitutional Convention that met in Charles-
ton, South Carclina in 1868, Governor Orr addressed the assem-
bly on what he considered to be important issues that the
delegates should consider as they began to write 2 new consti-
tution for the state. He stressed that the state needecd a
system of common schools. However, Knight (1913) in his study
of the influence of Reconstruction on education in the South
cencluded that no significance should be attached to the fact
that the Governor mentioned common schools: "Practically
every executive had from as early as 1811 until as late as
the fifties dealt at more or less length on the subject™
{Knight, p. 65). What was significant in the Governor's
speech was his suggestion that the legislature pass 2 capita-
tax to support a system of integrated schools. When the
Committee on Education was organized, s black, Francis Cardazo
was elected as the Chairperson. The constitutional conventien
approvecd the establishment of "mixecd™ schools, 2 tax to sup-
peort schools, compulsory attendance, 2 six month term as the
minimum session, and a superintendent who would be elected
(Knight. pp. 78-71). The sentiment of many white citizens of
South Carolina was expressed in a petition sent toc Congress

in 1888:
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Intelligence, virtue, and patriotism are to give place.

in all elections, to ignorance, stupidity and vice. The

superior race is to be made subservient to the inferior.

Taxation and representation are no longer to be united.

They who own no property are to levy taxes and make all

appropriations. The property-holders have to pay these

taxes without having any voice in levying them. The
consequences will be, in effect, confiscation. The
appropriations to support free schools for the education
of the negro children, for the support of old negroes

in the poor houses, and the vicious in jails and peni-

tentiary, together with a3 standing army of negro soldiers,

will be utterly ruinbus to the state (Fleming, pp.

455-458) .

The whites also asserted in the petition that they would,
through every means possible, keep working until they were
able to regain political control. With the presidential elec-
tion of 1876 they did regain control of the state. By the
fall of 1876 the Democrats in many of the former confederate
states had reasserted themselves and had begun to regsin con-
trol of the state and local elections. They were determined
as the time for the presidential election approached that they
were going to elect a president who would be willing to return
political control to local Democrats and who would withdraw
all fFederal troops from the South. The Democratic candidate
was the wealthy corporate lawyer, James Blaine, znd the Re-
publican candidate was Rutherford B. Hayes. Blaine won a
majority of the popular vote, but he failed to get a majority
of the votes in the Electoral College.

There were twenty contested electoral votes from states
such as South Carolina, Florida, and Louisizns. Blaine neecec

only one of these votes to win. The problem was that in these

three states. the Democrats and the Republicans were claiming
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that their candidate had won the presidential election. The
issue had to be decided by a committee appointed by cung;ess.
It appears that the Republicans and their candidate Hayes
made a deal with southern Democrats to get them to support
the committee's recommendation that the disputecd electoral
votes be given %o Hayes (Williamson, 1965 and Tindall, 1873).
The Democrats in South Carolina called themselves "Redeemers™
and current research indicates that they used tricks and il-
legal measures tc ensure a Democratic majority. They were
able to unseat the Republican governor Chamberlain and to get
Hampton, a Democrat, elected in 1876. The Republicans kept
their promise and federal troops were withdrawn from the
South. Williamson describes the process that led to the
withdrawal of feceral troops:

The position of the Republicans was gradually under-

mined. OFf primary importance was the refusal of the

great mass of taxpayers to support the Republican
regime, instead paying 2 portion of their tsxes--at

Hampton's request--to his officers. Without positive
federal intervention, this alone would haves caused the
fall of the Chamberlain government. Early in April,

both Hampton and Chamberlain went to Washington, and

conferred with President Hayes. Shortly after they

returnecd, the federal garrison was withdrawn, and every
major department passed into the control of the

Democracy (p. 412).

Thus, the first Democratic superintendent of education
took office on May 1. 1877. in South Carolina. Legally and
technically the school system was six years old when *his
first Democrait zssumed control. As stated esrlier, the State

Constitution of 1888 included a statement that recguired the

state to establish a system of public education to which both
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races were to have access. Tindall cogently describes what
had been the situation since 1868:
Justus K. Jillson, a white Republican from Massachu-
setts, was elected state superintendent in 1868 and
servecd until 1876. By an act of 1868 Jillson was
authorized to conduct a census of the youths from five
to eighteen years of age. Beyond that nothing sub-
stantial was done until the enactment of the school law
of 1878, which provided for boards of county examiners
and popularly elected district trustees. The system
was to be finmanced by poll taxes, legislative appro-
priations, and voluntary local taxation. Because of
defects in the law Jillson's position was little more
than that of a clerk distributing funds and gathering
such statistics as he could get rather than that of
superintendent of a state system (p. 218).
In spite of the paucity of monetary support. Jillson managed
to establish a system that included over two thousand schools
(Reports and Resolutions [1876-1877], pp. 338, 341, cited in
Tindall, p. 218). Thompson, the new superintendent, had a
difficult job. On the one hand there were many whites in
South Carclina who were opposed to the system because they
believecd that it had been forced on them by the federal
government and the Radical Republicans. On the other hanc
there were also those who were opposed to the system because
they did not believe that it was the responsibility of the
state government to tax people to support public education.
Many Northerners breathed a sigh of relief, for they were
weary of trying to keep the peace in the South and protecting
blacks. Many Northerners believed Wade Hampton and the other
"Redeenmers™ when they stated that they were going to treat

blacks fairly. Many Northerners and black South Carolinians

believed the new governor when he made statements such as the
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I feel assured that if the colored people of the state
would come out, and see and hear for themselves, there
will be thousands and tens of thousands, like the
colored men of Abbeville, that will join the democratic
party in this State. I give them the word of a man, who
neither friend nor foe can say ever broke that word,
that if I am elected governor of South Carolina. I

shall be the governor of the whole state; I shall render
to the whole people of this state equal and impartial
justice (House Misc. Documents, no. 31, 44 Congress,

P- 387, cited in Fleming, p. 411).

The period from 1877 to 1815 was one of accommodation,
adjustment, and disappointment. Discrimination was still a
fact of life for blacks in America and especially in the
South. This was also a period when black leaders could not
agree on a common strategy. The major issues as far as =2
strategy in the area of education can readily be discerned by
looking briefly at the positions of Booker T. Washington and
Willjam E. B. DuBois.

Washington had been trained at Hampton Institute in
Virginia by General Armstrong, who believed that blacks should
be trained to take their places as skilled workers in an in-
dustrial America. Harlan (1872) who has spent much of his
professional life 2s 2 historian writing about Washington
describes Hampton:

In the late nineteenth century. when white industrial

schools moved toward engineering and professionalism

and specialization, the Negro industrial! schools

took a humbler, less ambitious line of development.

They remained simple, undifferentiated, devoced to

agriculture and the trades and to the dignifying of

labor through doing things of life uncommonly with-
out 2 murmur (p. B4).
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By the 18%@s Washington, as Principal of Tuskegee Institute
in Alabama, hacd built a school that was a copy of the Hampton
plan. Andrew Carnegie was 2 consistent financial supporter of
Washington and his school. In 1885 Washington was invited by
the organizers of the Atlanta Exposition to participate in
the opening ceremonies. The Atlanta Exposition was what we
today would call a trade fair designed to demonstrate to the
North that the South had indeed been redeemesd from its agri-
cultursl past. The organizers of the event also wanted to
prove that the South knew how to take care of its blacks ancd
that blacks were making progress. The statement in Washing-
ton's speech that the Southern Redeemers really liked was:

The wisest among my race understand that the

agitation of questions of social equality is

the extremist folly, and that progress in the

enjoyment of all privileges that will come %o

us must be the result of severe and constant

struggle rather than of artificial forcing ("The

Atlanta Exposition Address™, cited in Washington,

(18108)).

Washington's chief critic was William E. B. DuBois, =2
native of Massachusetts, and thz first black to earn a doc-
torate from Harvard University. He believed that Washington
was being 2 fool a2nd was %toc much of a compromiser. He ex-

pressed his opinion succinctly in the book of essays callec

The Souls of Black Folk {1903}.

We shall hardly induce black men to believe that if
their stomachs are full, it matters little about their
brains.... So far as Mr. Washington preaches thrift.
patience., ancd industrial training for the masses, we
must hold up his hands and sirive with him. But so
far as Mr. Washington apologizes for injustice., North
or South. does not rightly value the privilege or duty
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of voting, belittles the emasculating effects of caste

distinctions and opposes the higher training and ambi-

tion of our brighter minds--so far as he, the South,

or the Nation does this, we must unceasingly and firmly

oppose them (pp. 4@-41).

The ideclogical debate between Washington and DuBois was
symbolic of the dilemma that faced black educators at the end
of the nineteenth century and at the beginning of the twen-
tieth century. The schools established by the Freedmen's
Bureau and the American Missionary Association and other
benevolent groups usuzally espoused the Washington plan. How-
ever, there were those educators who were involved in black
education during this period who supported the classical or
liberal arts curriculum. CuBois believed that if blacks were
not given the same a2ccess to a liberal and classical curric-
ulum a2s white students the black race would be without lead-
ers. In his autobiography, DuScis describes his position:

I believed in the higher education of a Talented Tenth

who through their knowledge of modern culture could

guide the American Negro into a higher civilization.

I knew that without this the Negro would have to accept

white leadership, and thst such leadership could not

always be itrusted to guide this group into self-
realization ancd %to its nighest cultural possibilities.

Mr. Washington, on the other hand, believed that the

Negro as an efficient worker could gain wealth anc

that eventuzlly through his ownership of capital he would

be able to achieve a recognized place in American culture

and could then educate his children as he might wish and
develop their possibilities (p. 23B6).
The tezchers who were the subject of this stucy hac to deal
with these issues as well as the historical milieu of their

time., and they often had to adjust and compromise. Teachers

who dealt with this ideological debate and lobbied for
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education for blacks in South Carolina from 1862 until the
outbreak of way in 1814 are discussed in the sections that

follow.

A Brief Profile of Teachers from 1882 to 1815

Charlotte Forten

The only black teacher who is mentioned consistently in
many of the works cited in the review of literature (Recon-
struction Era and Freedmen's Bureau) is Charlotte Forten, a
black teacher from Philadelphia, who participated in the Port
Royal Experiment. Forten kept a journal which Billington

edited and published, The journal of Charlotte Forten: A free

Negro in the slave era (1953) and Douty (1871) attempted to

construct a narrative account of Forten's life as a teacher
in the South. While these provide the reader with much use-
ful information, there is no work which describes and ana-
lyzes Forten's philosophical perspective or places her in
historical perspective. Forten was born intec a free black
family in Philadelphia. Her grandfather. James Forten. Sr..
was born to free parents in 1766 in Philadelphia. He at-
tended the Quaker school established by Anthony S=nezet znc
later volunteeraed to serve as a3 powder boy on a privateer
curing the American Revolutionary War. He was apprenticed
to 2 sailmsker. and at the age of thrity-two opened his own
sailmaker's shop. He became a leader of the free black

cemmunity in Philadelphisa.
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As a leader of the free black community Forten was
always an activist. In 1813, Forten published five letters
in the form of a pamphlet to protest a law passed by the
Pennsylvania legislature that prohibited a migration of free
blacks intoc the state. He also was vocal in his opposition
to the American Cclonization Society. One of the major ob-
jectives of that society was to establish a colony in Africa
so that freed blacks could return to Africa. This was un-
thinkable to 2n individual who had never been a slave and who
considered himself an American. Forten, who died at the age
of seventy-six on February 24, 1842, had eight children. A
cursory survey of those eight children affirms that Charlotte
Forten came from a politically and socially active family.
Charlotte's father., Robert Bridges Forten, was a sailmaker by
trade. He enlisted in the 43rd U.S. Colored Regiment in
March, 1864, and was assigned to recruit black solcdiers for
the Union Army in Maryland. He became ill and diec in April,
1864, and was buried with full military honors. He was the
first black man to be so honored. Robert Forten also had
three sisters who were activists.

Charlotte's aunts strongly impressed her. Marcaretta
Forten was 2 teacher in Philadelphia and served as secretary
of the Philadelphia Female Anti-slavery Society. A second
aunt, Sarah Forten. was a leader in the National Convention of
llegro Women that met in 1837 to advocate the cause of aboli-

tion. A third aunt, Harriet Forten Purvis, became like a
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mother to Charlotte after her own mother cdied. Aunt Harriet
was married to Robert Purvis who was a2 fervent supporter of
William Lloyd Garrison, the 5Sell ringer of the American aboli-
tion movement. Robert Purvis was 3 mcmber of the American
Moral Reform Society and in 1852 organized the Vigilance Com-
mittee of Philadelphia. Thus it is significant that it was
with the Purvis family that Charlotte Forten spent most of

her time after her mother died. It is also not surprising
that Charlotte Forten volunteered to go South in 1882 to

teach freedmen (Billington, pp. 6-15).

Forten received a classical education, an education that
was not available to her in Philadelphia. She was denied
admission to the schools in her hometown so her father sent
her to Salem, Massachusetts in 1854 to live with the black
abolitionist Charles Lenox Remond and his wife so that she
could attend school. She begzn her journal in 1854 when she
went to live in Massachusetts and continued to record her
thoughts and reactions in it until her last entry of May 15,
1864 when she left the Sea Island of South Carolina to return’
home. 1In Salem she attended Higginson Grammar School and
after graduating inm 1855 she attended Ssalem Normal School.
graduating in July 1856. At the Higginson Grammar Schocl she
made friends with the Principal, Mary Shepard, anc entries in
her journal indicate that they remained friends after she
graduatecd. Her journal also reveals that although she was
born into a free black Family she was always conscious of

being black and the consequent ciscrimination, both direst
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and subtle, that she experienced in Philadelphia as well as in
Salem, Massachusetts. She recorded in her diary her reaction
to prejudice that she experienced at Salem Normal School:

I wonder that every colored person is not a misanthrope.

Surely we have everything to make us hate mankind. I

have met girls in the schoolroom--they have been thoro-

ughly kind and cordial to me,--perhaps the next day met

them in the street--they feared to recognize me; these I

can but regard now with scorn and contempt,--once I

liked them, believing them incapable of such meanness.

These give the most distant recognition possible. I, of

course, acknowledge no such recognitions, and they soon

cease entirely. These are but trifles. Certainly, to
the great, public wrongs which we as a people are ob-
liged to endure (Journal, p. B3).

After expressing sorrow and admitting that she often be-
came depressed when she thought about slavery and discrimina-
tion, Charlotte then reminded herself: "Conscience answers
it is wrong to despair; let us labor earnestly and faithfully
to acgquire knowledge, to break down the barriers of pre-
judice and oppression” (p. B63). Here she expressed a recur-
ring thesis--the belief that knowledge or education would
help abolish prejudice and discrimination. She looked for-
ward to the day. "when every colorecd man shall everywhere be
acknowledged and respected, and he shall be treated as a man.
and a brother” (p. 63).

Indeed she did acquire knowledge and this is evidenced
by several entries in her journal. She received a classical
ecducation and the guest for knowledge cid not end when she
completed her studies at the Salem Normal School. She con-

tinued to read anc study as is evident from this entry in her

journal on Fesruary S, 1856: "Studied Latin this avening,
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and again looked over 'Madeline' by Kavanzagh, a tale founded
on fact" (p- 78). She noted that she was impressed and in-
spired by Madeline and that the heroine inspired her to do
something for others. She expressed it in this manner:
"Always the thought of self-culture presents itself first.
With that, I think I can accomplish something more--nobler,
more enduring. I will try not to forget, that, while striv-
ing to improve myself, I may at least commence to work for
others™ (p. 78). She noct only studied Latin but she also
studied French (p. 81). She also loved to attend lectures
and then would return home <o write analyses and comments in
her journal. She attended a lecture by Lowell on Dante and
was inspired to read the Divine Comedy. 2 lecture by a Dr.
Bellows on the importance of higher education, and a lecture
by Ralph Waldo Emerson on the beauty of nature (pp. 81, S6.
and 99). Self-improvement was an obsession with Charlotte
Forten. The more knowledge she acquired the more incomplete
she felt and she expressed this feeling cogently in an entry
in her journal on January 2, 1858:
I wonder why it is that I have this strange feeling of
not living out myself. My existence seems not full not
expansive enough. I must neecd some great emotion %o
rouse the dormant energies of my nature. What means
this constant restlessness, this longing for--some-
thing,--I know not what?. . .Alas! I shall never. never
be able to say--'My mince to me a3 kingdome. is such
perfecte pe=zce therein dothe dwelle' (p. 88).
Thus it is not surprising to the reader of Forten's
journal to note an entry where she indicated an interest in

responding o the anpeal of Edward Pierce to go South anc to
g k4
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teach and participate in the Fort Royal Experiment. She
appeared before the Boston Education Commission anc asked to
be sent South, but she did not receive a positive response.
She notes in her journal on August 12, 1862 that she was
still trying to contact some of the members of the Fort
Royal Commissicon but was told that they were out of town.
She was a friend of the poet and abolitionist, John
Whittier. Whittier wrote her 2 letter of recommencation and
a2dvised her to apply to the commission anc he also gave her
the names of some of his friends that she could use (p.

121) . The month of August passed without Forten hearing
from the commission in Boston. She decided to go to
Philadelphiz because she heard that the Port Royal Relief
Acsociation would accept her application and sencd her South.
8y September 15, 1862 she was ecstatic and wrote the follow-
ing in her journal: "They are perfectly willing for me to
g0. The only difficulty is that it may not be quite safe™
(p. “122). On October 27, 13962 she sailed from New York City
boung for the Sea Islands.

The letter of inmstruction to Forien from the commission
statecd clearly that she and the other teachers were not only
to tesch but they were zlsc expectec to interest themselves
in the relicious, social. and moral improvement of the fzmi-
lies of their stucdents. She was sent to St. Helena Island
where was destined <o meet Laurz Towne and Ellen NMurray who

weuld plsy key roles in esteblishing the Pennm School on the
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island. This fzct is recorded in her journal: "Went inte
the Commissary's O0ffice to wait for the boat which was %o
tzke us to St. Helena Island which is about six miles from
Beaufort. T'is here that Miss Towne has her school, in which
I 2m to teach, and that Mr. Hunn will have his store" (p.
126). Hunn was a Quaker who along with his family went to
St. Helena Island to establish s store. Forten's feaching
experience on the island was not her first such experience.
After graduating from the Salem Normal School she taught st
the Epes Grammar School in Salem from 1856 to 1858. However
in March of 1858 she returned to Philadelphia becsusz she
was ill. While at home she taught at her Aunt Margaretta
Forten's school but she taught again in Salem, Massachusetts
curing the winter of 1860 and the summer of 1861. During
this period she did not write in her journal and did not
resume writing until she became interestecd in the Fort Royal
Experiment. Perhaps the opportunity to teach in the South
was the experience or missiocn that she hoped would help her

to feel fulfilled.

Laurs Towne =nd Ellen Murrayv

As stated earlier Forten was precedec at St. Helena
Island by Laura Towne ancd Ellen Murray. They were white
teschers sent by the Freedmen's Association of Phila-
celphia to teach the freecdmen. Towne arrived in April

4852; Murray arrived in June 1852. Lasura Mztilda Towne
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was born in Pitisburgh, Pennsylvania on May 3, 1825. Her
father was =z native of Topsfield, Massachusetts; however,
her mother wzs an English woman. Like Forten, Towne's
mother died when Laura was young and her father moved the
family to Boston. It was in Boston that the Townes becanme
interestec in the 2bolition movement. Laura Towne's older
brother had settled in Philadelphia and the family including
Laura returned to Philadelphia because cf this brother.

In Philadelphia the family =attended an Unitarian Church
where the pastor, a certsin William Henry Furness, preachec
cermons sncouraging the members of his congregstion %o
become =sctive in the abolition movement. Laura became a
devout and fervent advocate of the cause. She also sttendec
the VWoman's Medical College.

Not much is known about the background of Ellen Murray.
There is a pessing reference to her in Forten's journal: "I
like Miss Murray so much. She is of English parentage, born
in the Provinces. She is one of the most whole-souled warm-
hearted women I ever met. I was felt drawn to her from the
first (before I knew she was English) and of course I like
her ncne the less for that"™ (p. 123). Murray became the
confidante and trustecd aide of Laura Towne, and her role is
described in Towne's journzl: VEllen always coes to the
stores when I go, and will stay., as she sa2ys she was com-
missionec expressly o take care of me ancd work for nme.

She mzkes this an excuse or 2 reascn For insisting upon
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sharing every bit of work I do" (Letters and diary of Laurz

Towne. p. 77). Another white teacher who kept a ciary was

Elizateth Hyde Botume who was appointed on Octcber 25, 183,
by the New England's Freecdmen's Association to teach at

Eezufort, South Carolina (First days among the conirabands.

1883).

Elizabeth Evelyn Wright

The only teacher described in this study who did not
teach on the Sea Islands was a black teacher, Elizabeth
Evelyn Wright. ©She was an exception in many ways because
she was 2 native Southerner born in 1872 in Talbotton,
Georgia. She startecd an elementary school that later became
Voorhees College located in Denmark, South Carolina. She
wes the seventh daughter of 2 black carpenter, John Wesley
Wright, anc a full blooded Cherckee Indian, Virginias Rolfe.
Wright's parents and grandparents were illiterate because
they had been slaves and it was against the law to teach
slaves to read and write. Her biographer, J. Kenneth
Morris, cescribed Wright's elementary schooling as mediocre,
however, at the age of sixteen she enrolled in Tuskegee
Institute and beczme a disciple and practitioner of Sooker
T. Washington’'s philosophy. Copies of all of the primary
sources that Morris collecied have been deposited in the
Caroliniana Mznuscript Collection at the University of South

Carolina (Eljizabeth Evelvn Wricht. 1872-13@5. 18S2). From
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the pzpers, journals, and school records of these tea:heré
this writer was asble to gain some insicht into the curricu-
lum cf these first schools established for blacks, the
philosophy and activities of the teachers, the role of
foundations, and the role of these teachers in alleviating
scme of the social, political, and economic problems of

blacks.

Vignettes from Journals. Papers. and School Records

Laura Towne hacd been commissioned by the Philacelphia
society to assist the officials of the United States
government in their tasks, and she saw immediately that
there was a need for educaticn. She anc later her assistant
Evelyn Murray began to teach some of the freedmen at the
Caks Plantation on St. Helena Island. As the number of
pupils increzsed, the two women moved their school to the
Brick Church on St. Helena Island. The Brick Church was &
Baptist church thzt the slaves built for their masters in
1655 ancd when the masters fled the island the freecdmen took
cver the church. This researcher was able to do research
and stucy on the campus of the Penn School now czlled the
Fenn Cultural Center. The Brick Church still stands anc has
not changed much over +the years. The structures on the
campus have been described in a pamphlet as the result of
funds provided by the Nzticmal Trust for Historic Preserva-

ticen [("Eye witness to History: Structures on the Campus of
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Penn School, 1864-198¢", Byers). The Brick Church is still
being used and it is indeed a two siory brick structure.
South of the Brick Church are a cemetery and memorials to
Towne and Murray. Classes were held in the church until =
builcing was erected for the Penn School in 1864. It is in-
teresting to note that the first structure was @ prefabri-

ty tc the

cated building sent bty the

islzand. Towne wes overjoyecd at the prospect of having a

structure at last:

Cur new schoolhouse is now being hurriec forward

pretty fast, ancd we hope to cet in by the first of

the year. How happy we shall be, nobody can tell

who has not taught in a2 school where he or she had to
make herself heard over three other classes reciting in
concert, and tc discover talkers and idlers among Fifty
scholars while cne hundred and fifty more sre shoutinz
lessons, and three other teachers bawlinc admonitioens,
instructions, and reproofs (Towne, p. 144).

Nect only does Towne describe the development of the
physical facilities but she 2lso cescribes many of the
people with whom she came in contact on the island. In July
1862 she described the vicsit of Edwarc Plerce to her school
znd alsc that of his successor General Saxton: ™Mr. Pierce's
short vigit on his reiturn was very plessant. He came at
mignight, in his usual energetic fashion, and stayed scme
cdays. Generszl Saxton, his successcr, seems z very fine
fellow, =nd most truly anti-slavery™ (p. 78)}. Towne slsc
Zescribed what 2 typical dzy was like for her on the islanc.

After rising and having breakfast Lsura usuaslly Fec

her three mocking birgds ancd then went itz the stores tcoc
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carner supplies to tzke with her zs she vicited the
plantations. She usually got up at six znd by nine was
reacdy to trzvel from plantation to plantation tc care for
sick freecdmen. She indicatecd that she and Ellen Murray
vould return home by two anc then have lunch and get ready
for school. In the mornings the children snd the acults
were usually involved in cultivating the cotton and other
crops. We must not forget tnat one of the major motives for
the Peort Recyal Experiment was to help the Union War effort.
Can not ycu visualize the scene that she describes st the
end of the day:
We snatch a lunch and begin school. I have the middle
class, Ellen the oldest and the youngest. At four,
school is out for the children. Ellen then takes the
adults while I go docteoring down te the 'migger houses'
or street of cabins. As socon as I get home (generally
with six or seven little negro girls and boys--or
babies--tugging to my dress znd seaying, 'my missus?--
the little things that can scarcely speak each having
chosen a favorite 'missus'), I run up the flag and the
men come for their guns. This is about six o'clock.
They <rill an hour or so, and then I take the guns
again. They are kept in the room next to mine, under
lock and key (p. 87).
Towne was the wonder woman on the island. Forten described
her: "She is housekeeper, physician, everything, here. The
most indispensable person on the place, and the people are
devcied tc her" (Forten, p.13€). Lsuras also devised clever
wzys to assist the war effori. She would exchange ncedles

anc thresd for Ffruit anc other foocstuffs thet she woulcd

then senc %to the wounced solciers in the hospitsls (p. 11E).




Towne's letters zlso give some idea of how she rezlly
felt about the blacks to whom she devctec her life. In a
letter written in 1884 she describecd 2 dinner =zttended by
two black tezchers, 2 Miss Lynch and 2 Nr. Freeman, from the
Nerth. Tecwne indicated that the conversstion flowed easily
the szme wzy that it would have flowed if her guests hac
been Northern whites: *I suppose it woulcd seem strange to
you to =it down with twe colored people, but te us it is the
mest natural thing in the world. I actually forget these
pecple zre black, and it is only when I see them at 2
distance anc cannot recognize their features that I remember
it™ (p. 148) Just as Forten was motivated by ideals and a
need +o be Ffulfilled, it is almost apparent that Towne was
likewise motivated. From her letters one may conclude thst

she did not receive @ salary ancd did not consider acceptin

©

cne until the fall of 1865. She indicatecd in 2 letter datecd
September 1, 1885 that the commission had written her again
about accepting a salary. She was reluctant to accept =
salzry because she was avware of her reputation as =z
volunteer: "Besides, I have now got the crecdit for being a
volunteer, 21l over the country, ancd tc sneszk in for =
selary seems too bad" (p. 165). However, in this same
letter she indiczted that she could not continue to live
without and she would have %o =zccesgt the szlary. She dicd

begin to receive & salary as evidenced by this comment in 2

letter catecd March 27, 18857: "First plsce, I had rather




sell than borrow, and money is zbsolutely necessary, just
nov when the old people must be fed, and my salary won't
come in for = while--not till May"™ (p. 17S).

Towne and Murray were zlso interestecd in the tem-
perance mcvement and organized 3 Temperance Society at their
school. Towne indicated that they vwere afraid that the
olcder boys would not join, but they dicd. The society met
every two weeks with Ellen Murray a2s the president and with
Laurz Towne zs the secretary. The meeting usually consistec
cf teaching the children temperance songs, writing
compositions on the subject, and inviting an outsider tn.
make = speech. Towne indicated that even the small children
wanted to join but thezt they zllowed cnly the students who
were old enough to follow parliamentary rules to join (pp.
218-217). The Temperance Society was usually included in
the Penn Schoel's visit to Beaufort to decorate the
solciers' graves.

Although the Penn School neecded money Towne cid not
wznt to turn ithe school over to the state because if the
ctzte controlled her schoeol they would not use Northern
black teschers. She criticized the school trustees: “There
are too many here who want the places z=nc the school
trustees are not men capable of appointing by gualification™
(p. 228). By 187f she hacd established 3 normal department
to train teachers =nc her letters indicate that the state

wzs slreacdy hirinc some of her graduates. Sy 1874 Towne




hac teen sppointed a district trustee for the stazte schocls
anc the custom wzs to hold @ town meeiting to cecide school
metters. Towne cdescribecd such z meeting that met in June
1874:
I have zncther cday ahead that I have to prepare for.
There is to be s meeting of the people to consider
school matters, a2nd I shall have to mount platfcrm anc
zive scme account of my stewardship as clerk of the
board of school trustees, besides having to recommenc
mezsures for next year, the amount of tzx to be voted
for, and the proper division of the money rzisecd (2.
£38).
An entry datec July 2, 1876 described a successful presenia-
tion that she had macde to the annual district meeting. She
wzs elated because her report with her suggestions was sp-
preoved. They zppreved her recommencations thazt includecd =
three-mill tax and a list of suggestecd textbooks for the
next term (p. 24S). Due to the political situation =5 the
Redeemers attempted to regain control, times were unusually
hard for the blacks on the island. Laura Towne was zlways
there o lend 2 helping hand. In 2 letter written on Mzy 21,
1875 to her family Laura Towne described a situstion thzt she
had not encounterec before. She observed that for the first
time blacks were coming to her saying: "Miss Towne, I
hongry™ (p. 247). She hastenecd to note that most of thenm
were people who had never ssked for anything before. She
described for her family how she cistributec the foog that

she hac access to:
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I take cnly the very cld, and motherless, except in
some czses where there are very large families. The
zllowarce is the same as in slavery times--z peck cof
crits a week, no "Fixings™, sugar or sslt, etc. These

co withcut or find elsewhere. Mr. Robinson leis nme
have the grits zt $1.85 a bushel, and this is lower
than I could get it at Savannzh, freight paid. (p.
247).

She wes aware of the political events during the lozal
elections of 187%S. An entry in her diary cdated October 285,
18786 cescribed a trip thzt she made to EBeaufort on the same
day that Wade Hampton the Democretic candidate for governor
was holding @ mass mseting. She observed that few cof the
tlacks on St. Helena Island attended the meeting aslthough
the Democratic Farty had announced that it would pay the
ferry fee for all whc wanted to attend. She listened fo
Hzmpton's speech and thought it strange that he addressec
most of his remarks to blzcks. He admonished the blacks %o
forget any oaths that they had macde in the past and that if
they wanted to see South Carclina progress they should vote
democratic in the coming election (pp. 253-254).

An entry in her diary datec November 8, 1876, cescribecd
the election anc some of the dirty tricks that the Demo-
crets used to cet the blacks to veie for their candidates.
The trick that really cdisturbecd her was the circulation of
tallots entitlec "Unmion Republican™ without a2ny presidentizl
cancidste's name on the balloct. The ballot had county
Osmocratic nsmes on it ancd the nzme of Wade Hampton fcor
governor [p. 2535). Sy November 25, she noted that there wss

chzos ss far ss school affairs were concerned: TThe School




Commissicner has not come either, so the public school
affairs lsnguish, and I have more fret than work;..." (p.
25€E]. However, she proceecs to cescribe all the positive
things thzt were still happening at the Fenn School. She
expressed sztisfaction with the orcder and curriculum in her
school, but she continued to express her anger st the new
scvernor and the Oemocratic officizls whc were now in
office. Note her colorful description of a2 speech made by
k¥ade Hampton, the new governor: *"In Hampton's speech =t
Columbia, he gave an asc's kick at the deac lion, when he
said he should not occupy the State House till he hacd hac
the fire engines in, and the convicts scrub the place out™
(p. 2B81). She was also angry because she knew she could not
write or spesk publicly in South Carolina in 1877 and ex-
press how she really felt. She believed that her priority
was to keep the school open sc¢ she accommodated herself to
the existing politiczl and social situation.

However, her diary revezls that by July 1877 she had
found = wzy to take action and to resist the new order of
the Redeemers by the use of = clever strategy. Although the
state lecislature had forbidden district school meetings for
the purpose cof levying a tax for schools, Towne and her
local supporters held one on July 14, 1877. She made sure
that the most influentizl blacks were present anc that the
powerful local businessman and supporter of the Penn School,

MacConald, was gpresent. Towne presentec some resclutions to




the district meeting For approvsl:

They were to the effect that St. Helenza might be
excepted from the operation of the new lzw which
forbids district texes, because the people here

are texpayers, there being on the island five
theousand blacks and not fifty whites, twelve

hundreg and eighty black children of age to sttenc
school, and only seven white children, and because
the few white people here z2re =s anxious for schools
as the blacks, znd 2s willing to pay the tax vctec at
these meetings. This is to be published in the news-
pzpers, and will show not only the injustice deone in
forbidding people's providing for the public schools
adeguately,--zncd as handsomely as they please,--but
also that the St. Helena folks are awake %o their
rights (pp. 289-278).

The resclutions were passed unanimously. Towne notecd in 2
letter to Philadelphia dated August 12, 1877 thst the only
newspaper in South Carolina thst published the St. Helena

Resolutions was the Journal of Commerce published in Charles-

ton. She alsc informed her family that she hearc from 2
friemc that the Ledcer, 3 paper published in Fhiladelphia,
had published her resclutions and she asked that a2 copy be
meailed to her (p. 271). She also wrote letters to the
editor of scme Northern newspapers protesting the policies
of the Receemers (pp. 272-274). She noted in an eniry catec
September 18, 1877 that she had been rezppointed 2 trustee
for the school disirict but she lamented the facit that the
public schools still were not being funded adeguately (p.

2787 .

It is interesting to note thzt in an entry datec Mzsy

141, 1872, she mentioned = letter from a former stucent who

zttencec the Fenn School. The student wes writing from




the stucio of am artist in New York City. The student
uwsniec 3 letter of recommendation tc support his applica-
tion to the New York Academy cof Design. Towne incicated
thzt the student, Andrew Seabrook, was working 2s =2 waiter
(5. 22¢). sShe freguently referrecd to the closing ceremonies
st the end of each school term. In 1875 she noted that
there were several important visitors including their state
senator, @ Mr. Collins. She was elated that 21l present ex-
pressec surprise st what her students had achieved. She
especially noted the Senator's comment: "Mr. Collins said
it wzs no wonder Besufort County was geoing ahead of any
other in the state, when it had such a school, etc., etc.,-~
nuts, of course, to us (p. 288).

It is interesting to observe that up to this point
there hzs been no mention of Charlotte Forten. Forten
returnec to Philadelphis in May 1864 due %to ill hezlth. She
made the following comment in her journal: "The Southern
c¢ream is over for s time" (Fortenm, p. 18€). Her journsal
ends with this entry for May 15, 1884. In December 1878 she
married the Reverend Francis J. Grimke who was psstor of the
Fifteenth Street Presbyterian Church in Washington, D. C.
from 1878 tc 1885. In 1885 he and Charlotte for hezlth
reascns moved o Jackscnville, Florida where they served the
Laurz Street Fresbtbyterian Church. In 188S they returned tco
the Fifteenth Street Church in Washinston. Charlotte Forten

Grimke ciec onm July Z3, 1814.
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Elizsbeth Hyde Sotume

Laura Tcwne mentions another teacher, Elizsbeth Hyde
Betume, who taught in the schools in Bezufort. Eotume wrote

an account of her experience (First days among the contra-

bands. 1883). She received her azppointment from the New
Englanc Freadmen's Ald Society on Cctober 25, 1882. Her

description of her first sight of the freedmen 2s her bost
arrivec is touching:

Every coorstep, box, or barrel was covered with them,
for the arrival of a boat was 2 time of great excite-
ment. They were dressed--nc, not dressed, nor clothed,
but partly ccvered with every conceivable thing which
could be put on the back of 2 person. Mzny ef the men
had strips of gay carpeting, or old bags, or pieces of
blanket, in which they cut arm-hcles and wore as

Jjackets. Their pants were tied below and above the
knees zncd z=round the wzaist with pieces of rope to keep
them on. Words fail to describe their grotesque

appearance. Fortunately they were oblivious %o =11

this incongruity. They had not yet 2ttained distinct

personality; they were only parts of @ whele, once

massa's niggers, now refugees and contrzbands (p. 32).
She 2lso observed that the pecple in the North who sent her
really did net understand the magnitude of the work thest
needed to be done. However, she wzs impatient ancd reacy *o
secgcin for she had left everythinc to come South to help the
blscks. This new recruit from the North wes also impressec
with the zeal of the blacks Ffor education, and she wes
particulerly impressed with a2 former slave, Tamor., whc wanit-
ec her family %o learn: "Us wants to larn. fur we've been
in dazrkness %too long, an' now we're in light, us want tc

lern. I wanis to go to school too myself, ef I kin larn™
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The first few weeks provicded an opportunity for
Elizabeth Botume to learn and discover many new things ancd

<o cain new insights. During the First week she wanted %o

w

mzke = roll for her class and she began %o ask the students
their names. She thought it was strange because the
students would only give her one name. She discovered that
they cid not have lzst nzmes znd that when one of the older
boys zttemptec to explain what she meant by 2 surname the
students began to add the surnames of their former masters
to their first names. Many of the students did not use the
nzmes of their former masters and simply createc a surname
for themselves. Botume soon discovered that this did not
solve her problem anc for the next four days when she called
the roll she would get a different name and they would not
answer *o the name that had been given to her previously.
The other major problem that she had to deal with during the
first weeks was the problem of recular attendance.

She observed: "Whilst the zeal of these people For
learning never flageged, they hac no possible conception of
time, or the fitness of things™ (p. 68). She thought that
her prcblem would be solved if she told them to come after
breakfzst, but then she discovered thst the concept cof
breakfast was unfamilisr to them. However, she proved to te

ingenious in Fincing solutions to these problems that sicoc

in the way of tting the school day stariec. She decided

to tell them *o come to school as scon as they cot up every




mornirg. This strategy worked and *c her surprise this is
whzt happenecd the next morning:

The next morning by daylight I heard a low chattering

and suppressec laughter, and looking out my window I

saw the piazzes wzas filled with black heads. An eager

crowd wzs walting for me. Every morning after that

the wheole "gang™" came to escort me to school. Usually

one older than the rest woulc come to the door and

announce, 'Us weiting on you, ma'am' (p. B8).
Botume began to wonder who was taking care of whom. She
alsc scon discovered that her students neeced to learn more
than how %tc rezd and write in order to survive. She began
tc hold sewing classes on Sszturdays and to minister to other
needs that her students and the families had. Like Laura
Towne she often serve a2s s doctor, nurse, and social worker
when needed. It is interestingo to note that in the journzl
of Charlotte Forten there is no mention of the types cf
activities that Botume and Towne were involved in beyoncd
their schools. However, all three journals revezl that tne
schocls and the teachers zlso taucht many adult students ancd
that the work beyond the school would not have been possible
without the financial and material help from the members of
*he Freecdmen's Aid Societies in Soston and in Philadelphia.
All cf the journals and letiers mentionecd money, the
kxnitting and sewing of clothes, and the collection of books
anc other materials.

There is evicdence in the jcurnzle that if it had no
been for socizl pressure many white parents especizlly in

areas where there were no free schools woulc have sent their
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chilcdren to the schools with the blacks. Sotume cdescribec
an incident that occurred at her school. One day *two white
girls =zcked if they coulcd atitenc her school =nd she tcld
them yes. She wzs curious and wanted to know how they found
out zbout the school and they %old her thzt their mother's
cock %told their mother how her children were learning in the
school. For two months her new white pupils attended
reculasrly =nc were learning how to reac and then they
stopped. EBotume vicsited the mother ancd she admitted that
che was satisfiec with the school but that the family was
seing ostracized for sttending school with blacks. The
mother could not understand why her peers zllowecd their
young children to play with blasck children but cbjectecd to
them attending school together. The mother indicated that
her husband could not take the pressure from his peers: I
would mot czre For myself, but the young men laugh at my
husband. They %ell him he must be pretiy far gone and lcw
down when he sends his children to 2 'nigger school'" (pp.
257-258). Eotume cid not comment on the situation or
mention it again in her journal 2nd she concluded her
journal by discussing the 1868 electicn.

Her observations concerned the sicnificance of the
election since this was the first time that Southern blacks
were zccordec the right to vote. Botume informs her reacder
thet she is noct writing 3 "political paper™ but that she is

attempting to describe the politizal climate. She describec




how the whites in and around Beaufort behaved during the
election. She indicatecd that the whites did not atiempt to
look at things in a positive light but rather blaming
everything on the blacks, "In those first days of Recon-
struction the white people in our vicinity were much given
to fault finding. With them the greatest of z2ll sinners was
the 'inmevitable nigger'" (p. 271)}. However, in spite cf the
opposition the schools for blacks thrived and the efforts
benefited not only blacks but =slso helped tec encourage and
marshal publiec opinion in support of a system of public
schools in South Carolina. This generalization is also
supported if we look at the career of the black educator,

Elizabeth Evelyn HWright.

Elizabeth Evelyn Wright

The mest significant event in the life of Elizabeth
Wright was her experiences at the Tuskegee Institute in
1888 when she enterec the school at the age of sixteen. Ac-
cording *o Wright: "I was at Tuskecgee only a short time
before I made up my mind to be the same kincd of woman thst
Bocker T. Washington was 2 man" (Wright Papers, Carolinianz
Library, Vel. I, p. 83). Her experience also mace her
cognizant of tweo problems that blacks had tc deal with in
the South: {1) The opposition of whites to black ecucation
and to paying taxes to support z system of public education

thzt incluced blacks. (23 Blacks as a2 group lacked skills
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and hac limited economic resources [vnl.’:, p. BE). An
attempt tc soclve znd deal with these twc problems anc tc
fing solutions motivated her as 2 teacher. The solution for
Wright wzs to establish 3 school that would provide an
opportunity for blacks to acquire the necessary industrizal
skills.

Wright was slways frail and sickly and in 18S3 had to
leave Tuskegee for 2 year because of her heslth. During
this periocd she zlso worked a2s a part-time tescher in =2
blzck school inm McNeill, Scuth Carclina. The school hacd
been staried by 2 wealthy woman from Massachusetts, Almira

teele. Wright's experience was similar to that of her
mentor, Sooker T. Washington when he gained firsthanc
knowledge of how blacks lived around his school. The
poverty, dirt, and lack of educstion shocked Wright. She
concluded thzt the right kind of ecucation would enatle
blacks to ge:t jobs and live like human beings. Wright had
to werk to pay her fees st Tuskegee ancd for such siudents
Wzshington provided a wzy for them to take 2 full course
load. There was @ night school for students like Wright who
usuzlly worked ten hours cduring the day and went tc school
at night. Not only dic she acguire knowledge and skills but
cshe alsec lesrned how to live zn crderly and disciplinecd

life.
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From the time she set foot on the Tuskecee campus her
days were filled with new experiences. There were
lessons in personzl hygiene: Lizzie hac alwzys assumecd
that the offensive body odor of blacks complsined of by
whites was = racial characteristic. BSut now a2t Tus-
kegee she learned to bathe, wash her hair, brush her
teeth and change and wash her underwear regularly
(Morris, p. 28).
Elizabeth Wright's quick mind and her willingness *o
werk to pay her wsy impressed Booker T. Washington's wife,

Clivia Davidson ¥Washincton, who also had experienced much

hardship in her zttempt to acquire an educztion. GClivia
Washington was born a slave and after emancipation her
mother moved the family %tc Albany, Ohic where Oliviaz at-
tended Albany Enterprise Academy. After graduation she anc
her brother and his wife moved to Hernando, Mississippi to
teach freedmen. Their efforts were opposed by the Klu Klux
Klan and her brother and sister-in-law were murdered by the
Klan. She taught for a short period in Memphis, Tennessee
and lster enrolled in Hampton Institute. It is interesting
toc discover thzt President Rutherforc E. Hayes' wife pro-
vided the scholarship that enabled Glivia to complete her
ecducation at Hampton. At Hampton, Olivia Washington im-
pressecd a Northern philanthropist, Mary Tileston Hemenway,
who sent Olivia to Framington State Normal School in Massz-
chusetts (Harlan, pp. 125-127). Thus it is easy %o see why

Mrs. Washincion beczme interestecd in Elizabeth Wright anc

enlisted Jucdge Kelly., Justice of the Seconc

of Flymouth, Massachusetts %o provice a scholarship for her




new protece. Wright and Judge Kelly remained friends until
her ceath. After gradustion from Tuskegee, Kright returnec
to McNeil, South Carolina %to teach in the Steele Schecol.

The Steele School was the only school for blacks in the
arez even though there were schools for whites. Elizateth
znd her co-wcrker, Hattie, soon realized that their re-
sources were limited and that there were no funcs to pay
their salaries. Elizabeth devicsec a clever strstecy to
solve this problem. She cecntacted the local scheol
superintendent, Mr. Fitis, who wes sympathetic to the cause,
and he acvised her fo try to obtain = teaching certificate
from the local school board in Hampton County. Mr. Fitts
presented the mztter to the board and the strategy worked
because Wright received a tezching certificate datec on
November 14, 1884 2nd now this mesnt she was entitled tc =2
saslary of $18.50 a month. However, her solution was just =2
tempcrary one beczuse in January the superintendent wrote
wricht toc inform her thazt the local school board did not
hzve adeguate funds and that her January check would be her
last one. This incident supports 2 generalizetion mace
esrlier in this study that there was not a2 commitment on the
part of lecal and state azuthorities to use tax money fo
support blzck schools. The schocl was eventually clecsecd and
Wricht began to make plans to open an industrial school.

She began %to holcd 2 night school for younc men who

werked during the day while she ancd Hatitie still taught ir
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the Steele School during the day. However, there were
concerns on Kright's mind other than the students that she
taught cduring the day anc a2t night. Again following %the
exzmple of her mentor, Booker T. Washington, she began to
organize 2 conference for black farmers in the zrea. At her
first ccnference held in 1895 there were forty-twc present.
The purpocse of the conference wss to educate them =2bout the
mortgage and peconzge laws in South Carolina and to get the

farmers to realize that they needecd to know how to resd and

b

write so that it would not be so easy for whites to take
their land or to make them slaves *o a credit system that
turned them into helpless incividuals.

She decided to open 3 school in her house since she
could not use the local school building to organize her own
school with her own special curriculum. Her special curri-
culum would include not only academic subjects but also
industrial subjects, e.g., brick masonry, carpentry, and
farming. She czlled a mass meeting of the black community
Sut only two loczl residents dared a2ttend; therefore, she
continued to teach at the local district school. When the
fall term began, the schocl for blacks met in the black
Huspah Saptist Church. Wright became ill and Mrs. Steele
sent her to = sanitsrium in Michigan to recuperate (Morris,
FS. 88-71]. After Wrizht returnec she was forcec Sy two
incicdents to firally =ccept the Fact that Hampton County

wzsuld not tolerate = black weoman who wanted Lo open an
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industrial sczhool for blacks. She was zlsoc cdisturbed
because blacks zlso guestioned her motives.

The incidents that convinced her to leave Hampton
County occurrec in 1887 after she returned from Michigan.
She had received z promise from = loczl white man that he
would sell her =z %ract of land on which %o build her school
if she had the first pzyment by a certain cate. There were
trees cn the land and Wright knew something was wrong vwhen
the owner sllowecd some men to cut the trees since the trees
had been part of the deal. She decided not to buy the land
and then a few days later another incident occurred that
convincec her and her friend, Jessie, that they should leave
Hampton and look for another site. Elizabeth anc Jessie
were wzlking down 2 street in Hampton when they were
insultec verbally by a white man and Jessie was so angry
that she hit the man with her umbrella. Many years later
Jessie deseribed what happened when they left Hampton.

ve decided at once to seek =znother location. Accord-

ingly, Miss Wright anc I wanderec from place to rlace

like twe lest chilcren, seeking food and shelter zmong
+the pecple. In 2n article about their search for zn-
other place, she wrote, 'when we were together, every
evening, we sought the Lorg for wisdom....' (Morris,

pp. 71-72).

Their search for a place encecd in Denmark, South Carolina.
It was 2 small town with a population according to Morris of
about SCL people. Wright began to feel that Denmark was the
richt place after she addressecd z group of blacks st the

local Bazptist Church. What surprised her was their

acceptance of her prcject to estzsblish an industrial school.
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Wright demonstrzted more wisdom and insicht in Denmark
thzn she had in Hampton where both blacks and whites were
oppesecd to her idea. In Hampton she had begun her planning
by 2ppointing a committee of blacks to work with her;
however, this time she decided that she would work alone
until she had = tract of land and then start the school.

She had alsc decided that she would need the help and
spproval of an influentiszl white citizen. The white who
became her advocate and supporter was State Senator Stanwix
Greenville Mayfield. Mayfield thought that the idea of
establishing an industrial school for blacks was an excel-
lent one and he indicated to Elizabeth that he would support
her efforts if she could cet Booker T. Washington to write
her = letter of recommencation. The Senator later sold her
@ tract of leand and Elizabeth went to the black churches in
the area a2nd appealed for help. The school opened in tem-
perary headguarters over a3 store on April 14, 1887. At this
time there were no public schools in Denmark for blacks or

whites (Annual report of the Superintendent of Education of

the stzte of South Carolina, 1887, pp. 14-15). The counity

school board was happy that there was 2 possibility of =z
school for blacks that would not cost the county anything.
The State Superintendent for Education was W. D. Mayfield

who was slso the brother of Senator Mayfield. On the local

anc state level white leacers were happy because the scheol

in Denmark wculcd operate zccording to the Washington
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philesophy. This was plessing to them since Washington's
"Atlanta Exposition Speech™ indicated that he was an adve-
cate cf an educstional program ancd a philosophy that woulcd
not inmterfere with the Southern way of life (Morris, pp.
87-52). 1In her report to the Board of Trusitees of her
Denmark Industrial School in May 1S8f Wricht describes her
schocl:
Cur attendance has been very large this term. We hac
zn enrollment of twec hundred and seventy-five stu-
cents. Fifteen boarded on the grounds and as we coulcd
not asccommodate 2ny more, homes hzd to be gotten out in
town with families for sixteen from adjacent towns,
which we regrettec, for they could not get the de-
sired instruction in %tidiness and other domestic
training, which they so much needed (Morris, p. 124).
The name of the school was later changed to Voorhees in
honor of 2 mew benefactor from the North, Ralph Voorhees,
from Clinton, New Jersey. The school continued to thrive
and Wright hired a graduzte of Tuskegee, Martin Menafee, to
teach some cf the industrial arts classes anc to alsc serve
s treasurer and business manager for Voorhees. Wright and
venafee eventuzslly became husband and wife. When Wright
died in 1SES 2t the age of thirty-four she left a legacy, =
school that would eveniuzlly become an accrecdited liberal
arts institution. Althouch the school 2lways offerecd
courses cther thasn courses in industrial arts, Wright wes
slwcys careful to publicly emphasize only the industricsl
srts courses. She undersitood the environment ir which she

hzg te werk and her pezpers anc her biography provide z view

. @nd economic rezlity of South




Carolina in the late nineteenth century anc early twentieth
century.

In 18S6 the South Carolina legislature passec a law
that mace legzl what was zalready = reallity, segregatecd
schools. The law stasted: "Sepesrate schools shall be pro-
vided for children of the white and colored races, ancd nc
child of either race shzall ever be permitted to =attend a
school previded for children of the other race" (School Law
cf 1s88). The illiteracy rate in the stzte was forty-five
per cent and there was only one other state that hac =z
higher illiteracy rate and thzt was Louisiana with a rate of
45.& per cent. South Carolina zlso was the state that paid
the smallest amount per annum per capita expenditure on
education in 1887, 47 cents, while Massachusetts paid $4.21,
South Dako%a, $4.21, and California, $4.31 (Twenty-ninth
Annual report of the Superintendent of Education of the
state of South Carolina, pp. 14-1S5).

There were many persons in the state who were concerned
about this state of affairs and on April 11, 1883 a con-
ference on education was held in Columbia, South Carclinz.
There were fifty-four city anc county superintendents of
education, the Gevernor, the State Superintendent of Edu-
eation, ancd the presidents of eight colleges including the
tlsck presicent of Benedict College preseni. They wrote =
declaration that was zddressed to the citizens of the state

of South Carclina. In the declaration they emphasized that
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2 democratic gecvernment could not continue to exist unless
there wacs 2 system of free schools to provide s literate
citizenry. They stated thazt they believed that the state
had macde 2 necble effort to provide a free system but that
the factual cata indicated thzt they had not been success-
ful., The declaration cited the following facts:

(1) The length of our school term is 88.Z4 days per

znnum; the averace in the United States is 145. (2]

The average salary of teachers per month in South

Carolina, $31.25; in the United States, $48.2F¢; szlery

per annum in South Carclina, $128.12; in the United

Stotes, $238.p¢. (3) Average cost of education per

capita for enrolled pupils in South Carolina, $3.85;

in the United States, $2g.23. (24) The statisties
alsc show that 35.8 per cent of the entire population
and 13 of every 180 whites over ten years of ace are

classed as illiterate (Ci<ed in Morris, 18&2,

o. 175).

The conference did not have black education in mind and
if one surveys the reports of the Superintendents of Educa-
tion for the next five years there was no mention of black
education (Reports in State Archives). Thus the efforts of
the tezchers on behalf of black students and black schools
were significant. Elack students would have been ignored if
these vslisnt black and white teachers had not perseverec.
The April 1B, 19¢5 issue of the "Bamberg Herald™ announced
that 2 girl's cdormitory was a2lmost complete =t the Vsoorhees
Industrial College for colored youths and that = contrazct
had been signed %to build a boys' dormitory. The newspaper

further notecd: "In acdition to this they have =z larce

schocl building and chapel and the grounds are nicely kegt.
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The school is under the management of Lizzie Wright and

M. A. Menzfee, both of whom are well thoucght of by the white
people of this section" (NMorris, p. 178). By 1815 the
school wes callecd the Voorhees Normal and Industrial School.
There were depzritments of Mechanical Indusiries, Agricul-
ture, Military Training, Nurses' Training, and Normal Trainm-
ing. Just 2s Voorhees continued to develop and to ccntinue
to serve the needs of black youths in Samberg County, so did
the FPenn School continue to prosper.

Lzura Towne continued as Principal of the Penn School
until her death in 1SE1 and her friend and fellow co-worker,
Ellen Murray, was retired by the trustees of Penn Schoel in
15@4. The Penn Schocl Reports provide cogent insights into
the work of Towne and Murray into the twentieth century. By
18Sf the graduates of the Penn School were being employed as
teachers: "Our graduates last year all found employment in
the schoocls of the county and even in more distant places

such as John's Island, eitc." (Penn School report, 18Sg¢, p.

B8)}. Here Towne was referring to the graduates of the nornmal
depariment. After graduation from the Penn normal school,
graduates would take an exsmination administered by the
County Fublic School Board. The examination included the
us> of the Enclish langusge, elementary algebra, arithmetic,
physiology. and the history of the Unitec States ancd South

Carolinz (Penn School report, n.d.) The report of 19€% was

ritten by Murray because Lsurz Towne wzs tooc ill %o work
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or write. There was zlsc @ Temperance Society that met the
first Mcnday in every month. It includecd men, women, and
student of Penn Schocl ss members. It is not surprising
that temperance wes a concern since it was also a concern
for Botume and the other teachers that have been discussed
irn this chapter. It seems that the teachers believed thzat
slcoholic beverages were the source of many of the problems
that placued blacks, an assumption that was commen to many
Americzn social reformers. Towne ancd Murray were concernec
with the total development of their students. This was
demonstrated 2s they worked to establish 2 library 2t the
Penn School.

The first library for the school was conated by Edward
Pierce in 1888. Remember that Pierce was the official sent
to the Ses Islands in 1862 to decide what should be done anc
it was his idea that teachers should be invited from the
North. It seems that he continuecd to support the Fenn

Scheol until his death. His name is mentioned several times

through the years in the school reports. The library es-
tablished by Pierce was destroyed by fire. The schocl
report of 1Sg1-1S02 cortained the fcllowing statement: TThe

first library for Penn School was given by the late Ecward
Pierce of Boston In 416E8. It was cestroyed by fire a few
years ago" (School report. 4581, p. 13)}. Murray whc was
writing the 1SEg1-1S02 school report notecd that 2 new litrary

had been built. The recport incdicates thst the library wzs
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used by the entire community and not just the students.
Murray 2lso observed that: "History, biography anc poetry
appezl most sirongly to the people. Fiction they care
little about, though a few appreciate Shakespeare™ (p. 14).
The books were sent to Philadelphia to a Miss Lucy Davis who
catsloguecd them and then mailed the books to the Penn School
(p. 12). According to the school report of 1SCE6 there were
1373 books inm the library. In addition to the library there
were several other ways thzt the school ministered and
served the neecds of the community. They organized farmers®
conferences and established a cooperative.

The constitution of the farmers' conferences provides
us with some understanding of what their objectives and
concerns were. A copy of the constitution is included in
the school report for 18g2-18@3. At least the teachers at
the Penn School had convinced the black farmers that they
had to assume responsibility for their plight and to work to
find solutions. Their objective as stated in the
constitution: "Its object should be to provide the morsl,
material, and education progress of its entire community.
Selieving as we do, thst we ourselves are our own worst
enemies, we plecdge here and now, from this time forth, %o
use every effort™ (p. 15)}. Other concerns that were
mentioned in the constitution were the mortgzsge system and

the neec to produce more food for their own needs sc that
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they would not have to buy food anc other staples from
local merchants on credit. They plecdged to work to improve
their local schools and to work to secure better teachers
and preschers. The Farmers' Conferences were not to get
involved in politics and this was stated in the constitu-
tion: "This conference is in no sense a political
organization, @nd politics will not be permitted to enter
into the discussion in any form whatever®™ (p. 15). The aim
wzs to mzke the gradustes and the adults in the surrounding
community self-sufficient. Murray also introduced some of
the antebellum arts to the school and to the islanders.
Murray was disappointed that the art of basket weaving
was no longer = common skill among the islanders and decided
to reintroduce the art. Sthe believed that it was a2 way For
the islancers and the students at the Penn School to make
money . The school report of 1801-1SP2 described how Murray
introduced the art of basket weaving: "The art of making
simple baskets was revived in the school last week. She
(Murrzay) engacged one of the old Negroes to teach a few of
the pupils®™ (p. 15). Basket weaving has indeed been
preservecd. They can still be purchased today by tourisis in
the historic district of Charleston as well as along Highway
17. Some ©f the baskets were part of the Penn Schocl ex-
hibit sent to the Charleston Exposition in 1S5C2 where they

won a gold medal. While Towne and Murray emphasizecd prac-
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grojects =nd skills they cid not during their tenure




introduce industrisl training. Industrisl training would

be added during the tenure of Towne and Murray's successors,
Rcesz B. Cooley and Grace E House, who came to the Penn
School in 1Sg4. As noted earlier, Laura Towne died in 1Sg1
and the trustees retired Sllem Murray in 1Sg4. Thus an era
endec at the Penn School and a new one would begin under
Cocoley 2nc House who would serve the school until 1S544.

They were imbuec with the ideals of the Progressive erz anc
became advocates of the Booker T. Washington and Hampton
Institute philosophy. Since their terure lasted until World
War II they will be discussed in Chapter Four. A descrip-
ticn of the curriculum and the philosophical orienmtation

and perspective of the schools anc the teachers discussed in

this chapter follows.

Curriculum and Philosophy

Meost of the books and other ecucational materials that
the freecmen schools used were published by the American
Tract Society (Butchart, 1580 and Morris, 1S76). The Ameri-

can Tract Society was organized in 486f as a nonsectarian

e
o

crganizestion that was evangelical in purpose but by 1858
wzs almest wholly controlled by the Congregationalists. The
society published spellers anc reacders that were similar to
these thazt were being publishecd for whites; however, the

books were: Freedmen's primer, The Freedmen's spellinc book,

ancd The Lincoln orimer.
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The third Freedmen's reader patraphrased Bible stories

in simple language and structured them sc that they were
a2lso evangelical. It included some tlack characters; for
exzmple, Toussaint L'Quverture and Paul Cuffe. L'Ouverture
was 2 slave on the French island of Saint-Domingue (now
Haiti) who led the slaves in revclt in August 1781. The
students read that Toussaint led 2 revolt,; but the passace
zlsoc emphasized thzt afier leading the revclt he did not
scek revenge. Paul Cuffe was a free black and a native of
Masszchusetts who owned 2 shipyard and used his own funds to
transport free blacks to Africa. It appears that his bio-
graphy was included tc uphold the work ethic. The stories
in the reader were 2lso cdesigned to encourage the develcp-
ment of stable families. The titles of some of the stories
were: "Duty to the Aged"” and "The Marriage Tie" (Buchart,
sp. 126-128). The freecdmen's schools alsc had a newspaper
that was published for use in their classrooms. It was
callec "The Freecdman” and was alsc published by the American
Tract Society. A typical issue usually included poeiry,
penmanship and arithmetic exercises, stories, news, an
emphasis on relicion, and temperance. Butchart considered
the masthead of the newspaper significant because it con-
sisted of two pictures, one of a white Family ancd one cof =
black family. The picture cf the white family projectec a
positive image, a father seated with his family at a3 table

reacding frem s Sible; in contrast, the picture of the black
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family prcjected 2 negstive image. The blacks in the
picture were grinning, poorly cdressed, and obese. To adc
insult %te injury, the black men and women were referred %o
as "uncle” and "auntie" and the children as "pickaninnies"™
(Butchart, pp. 14@-148). Even in the federzl schools they
vere perpetusting stereotypes.

This researcher hacd the opportunity tc exsmine an
alternative to the above materials, Lydia Maria Child's
The Freedmen's beok. Child wss 2 supporter of William Lloyd
Garrison and 2 member of the New England Freecdmen's Aid
Socicty. It is cbvious that her cobjective wes to demon-
strate to blacks that they were human and intelligent. Her
book included stories about 2 diverse group of black
achievers; for example, Charlotte Forten's grandfather,
James Forten, Sr., Phillis Wheatley (colonial poet),
senjemin Sanneker (clockmaker, astronomer, and diplomat).
Furthermore, the material in her stories was realistic
becsuse some of her stories dealt with the hypocrisy of both
whites and blacks. The African Methodist Episcopal Church's
Civil society slso published 2 monthly newspaper that weas
used in some of the schools. It contained reading lessons.,

crammar lessons, and an emphasis on black pride. The eci-

torisl boord of this publiceation
be tasugh:t only by black teaschers and the members of the
bosrd wvere openly critical of the white teachers who were

tezching in the freedmen's schools. However, most black
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grougs were apprecistive and supportive of all teaschers ir-
respective of race who were involved in the schools in the
South. The journals anc papers of these tezchers alsc
provide thumbnzil sketches of the curriculum and teaching
procedures.

Charlotte Forten described in her journal and the arti-
cles that she wrote for The Atlantic Monthly (1864) how
eager her pupils were to learn: "I never before saw child-
ren sc eager %to learn, slthough I had had several years®
experience in Nex England schools. Coming here as other
children go to play" (The Atlantic Monthly, reprinted in
Lockwaod, 1868, p. 71). Afier the formal lessons which were
taught in the traditional manner, Forten and Towne would
discuss and present character sketches of people they be-
lieved the children should know about. Forten cdescribed one
of those cccasions:

Before teaching them the 'John Brown' song, which

they learned tc sing with great spirit, Miss T. told

them the story of the brave old man who died for them.

told them about Toussaint, thinking it well they
should know what one of their own color had done for
his race. They listen (sic) attentively, and seemed

+o understand (Atlantic Monthly, p. 71).

In adcition to lessons and character sketches all the
teachers consicered singing and plays important parts cf the
curriculum in their schools.

Towne cescribed the Christmas celebrations st her
school in her cdiary and in the letiers that she wrote %o

friends anc relatives in the North. In 2 diary entry cdatecd
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December 25, 1862 Towne describecd a songc that John Whittier
wrote for the studenis zt the Penn School because Forien
asked him to write one. Whittier's hymn was an expression
of gratitude to God for their freecdom and a plea for special
blessings from the baby Jesus. A constant refrain in the
hymn were the following lines: "We're free on Carolina's
shore; we're zll at home anc free" (Towne, pp. S5-57).

After the play and singing each child receivecd a gift of
clothing. 1In addition to memorizing songs it is evident
from the diary that Towne believed that there was a body of
knowledge to be learned ancd her method of instruction
focused on rote memorization of facts and rules. It is alsc
evident that she wanted to make sure that the children could
impress visitors, especially potential donors toc the school.
Edwarc Pierce, the agent of the Treasury Department who con-
ceived the idea of establishing schools in the conguered
arez, visited the Penn School on March S, 1883. Towne was
hzppy that her pupils were able to impress Pierce. We find
the fellowing statement in her diary: "Mr. Pierce came and
examined cur school. He asked the children guestions which
they answerecd reacdily" (Towne, pp. 187-188). As the rezcer
will discover in the next chapter of this stucy. Towne and
Murray's successors, Ressa Cooley and Grace House, were cri-
tical of Towne's pedsgogical technigues. They accusecd Towne
of emphesizing the learning of isolatecd Facis and informzo-

ticn that would not help Towne's siucdent survive or learn
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the practical skills thst they needed to survive anc make =
livimg. Towne's ciasry is evidence that her methcds were the
same methocs that were usec in schools in other sections of
the country: "We are going to have 2 grancd school
exhibition before we close, with dialogues, exercises in
mathemzatics, in grammar, geography, spelling, reading, etc.,
etc. WKe are cramming for it" (p. 183). 1In a letter of June
43, 1865 Towne expressecd creat joy and happiness because her
students had read a history of the United States and zlso
knew the parts of speech. She also frequenily requestec her
Northern supports to send her books. Among the books she

requestec were Sronte's ¥uthering Heights, Hugo's JToilers,

biographies, and histories. Elizabeth Botume's account of
her tenure 2s a2 tezacher also reveals that the curriculum in
the freecmen's schools was 2 classical and traditional one.
The children in Botume's school were schedulecd to be
vaccinated for smallpox; however, Botume did not atiempt %o
have explained what was going to happen. She socon discover-
ed that it was 2 mistake not to explain the process toc *he
chilcren. She assumed that the children would simply
cocperste if she made it part of the school routine. The
children cid not understancd a2nd they 2ll left the school.
Eotume then visited the homes and discussec what was going
to bappen with the parents and the next cday in school she
showec therm her own veccination scar anc explainecd what the

doctor planned to cdo. The students were then reacdy tc




cooperate. Like Towne, Forten, and Murray, Botume hacd
assumec that there is a2 body of knowledge to be transmittecd
and memorized and that the teacher is the authority Figure
to be obeyecd. However, Elizabeth Wright's philosophy was
different. As indicatecd earlier in this chapter, Wright was
3 native black Southerner, and a graduate of Tuskegee Insti-
ture and 2 disciple of Booker T. Washington.

Wright believecd as Weshington that what the Southern
blsck neeced was not 2 classicsl education, but an education
that would teach them the skills that they neeced to sur-
vive. Wright's students did learn how <o read and write but
they =2lso learned the practical skills that they neecded %o
provide for themselves and their families. Wright's course
at Tuskecgee included spelling, American literature, English
literature, algebra, history, the constitution and school
laws of Alabama, geography, reading, grammar, geometry,
mental philosophy, and methods of teacking. Her nonacadenmic
work includec drawing, printing, bookkeeping, cooking,
housekeeping, sewing, and how to set and serve tables. The
male students at Tuskegee alsc took carpentry, brick
masonry, anc studied agricultural methods. Wright intro-
cucec these szme courses in her school and in her report to
the Board cf Trustees she discussed her philosophy that

academics =2nd training for life should take place

taneously.
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This view is always kept in mind, %o try to reach the
mzsses and to provide such an education for them which
vill most benefit them for the duties of life. We Feel
that to sccomplish the most gooc, industrizl training
2long with an acsdemic course should be given, and zs
we co from locality and see the condition of things,

ve feel it is our duty to advise our people znd try to
show them 3 better way of living, and as the youth of
tocday will scon be the men zng shzll %ake sur places,
therefore the school is $trying to provide for them
through mental and religious training. Each day we zare
realizing more fully that a2 high scheol education is
for the few and industrial training for the masses
(Cited in Morris, 1883, pp. 12B-121).

Summary

ARe the twentieth century began Wright was no longer an
exception for there were many Tuskegee graduates teaching in
schools in the South who were realists and pragmatic in
their spproach to black education. In addition to the
graduates of Tuskegee there were the graduates of Hampton
Institute who were 2lso realists and pragmatists. The
Washington philoscphy by 1988 alsec hacd the support of many
philanthropists and some of these philanthropists and
tezchers will work tc change the traditional philosophy of
schools like the Penn School. Although the five teachers
discussecd in this chapter used the traditional methods that
were commonplace at the time, they made a tremendous coniri-
tution. These teachers made it possible for the freedmen on
the Sez Islands to lesrn how to reac and write. Furthermore,
s1l of these iteschers demonstrated the ability to adjust to
the socizl ancd political reality in which they found them-
selves, ancd they zlso cemonstratec thst the freecmen could

learn.




CHAPTER IV
AN INTERPRETATIVE ANALYSIS OF SELECTED

TEACHERS 1215 TO0 1S7¢

Historical Milieu: Change. Confronta n.

and Revolution

The years 1815 to 1S7¢ were tumultuous ones for blacks.
During this period the numbers of blacks migrating to the
North inmcreasecd significantly. Since the end of the Civil
War ths North had sttractecd large numbers of blacks but it
was ¥World wWar I and the concomitant economic and social
changes that stimulated black migration northward. The
demands of the wartime economy and the increased demand for
labor were alsc factors that encouraged blacks to move
nerthward in large numbers. Many Southern whites who wit-
nesssed this massive migraztion believed thzt the predicticn
made after the Civil War was =t last becoming a reality
because some whites had predicted in 1866 that by 1S2¢ there
would not be any blacks in the South. Blacks scon discov-
ered that the North was not the "Mecca" that they envisioned.
They cdiscovered thzt rioting and lynching occurrec in the
North and thzt they had not escaped discrimination. However,
because ce jure segregation did not exist in the Nerth ancg

because there were mcre jcbs and educational cpportunities




blzcks whe left the South were convinced thet the decision
to lezve the South was a wise one.

Trhey were especially convinced that their decision to
leave was 2 wise one when they read or heard about the vio-
lence and the lynchings that still plagued the South.

Elacks who had migratec North from South Carolina in
particular were convinced that they were better off in the
North following an incident which occurred in Abbeville,
South Carclina in 1816. This incident which disturbed

blacks in every county anc¢ city in South Carolina, involved
Antheny Crawforcd, a black farmer who owned over four hundred
acres of lznd. He was a lezding layman in the local African
Methodist EZpiscopal Church, and he 2lso provided the finan-
cizl support for @ black school on his land. He was chasec
by a white mob because he cursec 2 white man who refused %o
give him what Crawford felt was a fzir price for his cotton.
The mob was determined to kill Crawford because he had dared
to "talk back™ to 3 white man. Crawford attempted toc defend
himself with 5 hammer, and he did use the hammer to strike a
fatal blow on the head of the ringleader of the mob. For
forty-five minutes the mob kicked Crzwforcd anc plunged o
knife into his back and then they lynched his lifeless tody.
After this incident, blacks scld their cotion in Abbeville
but they would not buy anything in the stores (Ssilarg, 1587,
Pp. 1556-15&). BSlacks were now more literate and cognizant of

the werle in which they lived. They read more ancd as their




relatives migratec to the Nor.h they introcuced their
Southern blzck "cousins™ to black newspapers. Slack migra-
tion to the North was 2 sociologiceal event which interestec
the Department of Labor.

The Department of Labor commissioned James K. Dillard,
Director of the Jeanes and Slater Funds for Negro Education
in the South %o study the progress of black migration. The
Dillarc Study provides the reader with some insight into why
blacks migrated and describes as well conditions in some of
the Southern states especially South Carclina and Missis-
sippi. ©UDillard anc the investigators reacdily understood why
the migration occurred but they were alsc surprised that the
migrants still loved the South.

Nevertheless these migrants love the South; many of

them write back longingly of their homes; still they

break their old ties and face a 7ew life in a strange
land for the szke of the larger, freer life which they
believe zwszits them, and, particularly, their chilcren.

I+ has taken something more than money to move these

masses of pecple, though money is a necessary condi-

tion for the mevement and is the immediate occasion of
the exodus; but the Negro's list of grievances that
preparecd him for this migration is a long one (Negro

migration im 1916-1817. 1818. Cited in Fishel and
Quarles, 197@, p. 385).

The report emphasized that money or higher wages was

not the only motivation "There is & good cdeal in the

statement of a leading colored woman of Florida: 'Negroes
ere not so greatly disturbed about wages. They are tired of
beincg treated as children; they want toc be men.'"™ Many
scuthern blacks hoped that if blacks enlisted in the arnmy

that this woulcd bring democcracy ic the South: "Yet amicd all




this I shzll ever love the good old South ancg I am praying
that God may give every well wisher a chance to be a man re-
garcdless of his color, and if my going to the front would
bring about such conditions I am ready any day...." ("Let-
ters of Negro migrznts of 1816-1S18," 1918, pp. 298-340).
Although blacks did fight to help make the "world safe For
democracy™ it did not result in blacks becoming first class
citizens. The wer did, however, mark the end of one of the
great reform mcvements in the history of the United States.
That referm movement was Progressivism. It affectec
national and loczl politics and reform efforts from the
185Ps to the 1S20s. It was s reaction to the rapid pace of
industrialization, corruption, and the reality that the
United States was becoming a world power. It is cdifficult
tc isoclate cone source of the progressive movement, for there
vere several sources. However the social settlement move-
ment is ususlly cited as one source because it was the mcst
representative of the progressive spirit. [Button ancd
Freovenzo, 1983, pp. 194-199). The settlement movement in
Americs was inspired by the first settlement house, Toynbee
Hall, established in Zngland. Toynbee Hall was in the slums
of Londen ancd it was a place where ecucated men anc women
workec to share their knowledge with the poor. These
"social workers" used the settlement house to teach the
practicsl skills that the poor needecd to survive and to im-

prove their lives. The most famous settlement house ir the
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Unitec States, Hull House, was organized by Jane Addams in
Chicago in 188S. There immigrants were taught how to rezc
and write, a day-care cesnter was provided, and arts and
crafts were taught. The purpose and nature of education
were recefined: "Addams had as her purpose the regeneration
cf urban society. Her program was ecducational in the
brosdest sense. Hull House was to represent 2 center for
practical ecducation and culture™ (3utton, p. 185). The re-
definition of educztion by progressive reformers in the
settlement houses io include practical subjects and skills
needed in an industrizl society had 2n impact on education.
Lilliasn Wald, who ran the Henry Street Settlement House in
New York City, lobbied successfully to get the city of New
York to provide doctors for the schools. The first classes
for handicapped children were established in New York City
as a8 result of the efforts by progressive reformers. Pro-
grescive reformers other than those involved in the settle-
ment movement also had an effect upon education. Represen-
ative of this group was Jacob Riis.
Riis was s GCanish American newsreporter in 18S¢ when he

published How the other half lives. His book was a graphic

description of the sordid life of the immigrants in New York

City. However, Riis' book was more than a description of

the evils of urban it projected the message that demo-
crztic institutions and values were in danger unless the

schools and the physiczal environments in the cities were




improved. Riis believed that schools should teach the
importance of the home and the comnmunity =nd that the school
curriculum shoulc be redefined to include industrizl educe-
tion. Thus out of the Progressive Movement came many idesas
to reform the curriculum and organization of the schools.
Representative of these iceas were: (1) The Nstional Ecduca-
tiorn Association's recommencation in its 1883 report,
"Committee of Ten™, that the purpose of education is to pre-
pare students for life. (2] The Herbartian movement that
usec the ideas c¢f the German philosopher Johann Herbart to
advocate the importance of subject matier rather than the
nurturing of mental discipline. (3) John Dewey's thesis in
his The school and spociety (18Sg) that the curriculum needec
to be changed to meet the needs of society and that the
school should prepare students for their roles in a democra-
tic society. Dewey advocated the integration of subjects
and that students should search for knowledge themselves anc
"learn by doing™ (Button, pp. 154-214). While many progres-
sive reformers were interested in social and educational
reforms they were z diverse croup, and it has not been easy
for historians to agree and prcvide s definitive answer %c
the guestion: ¥ho were the progressive reformers?

A survey of the historiography cf the movement reveals

that until the publication of Mowry, The California oroores-

sives (1831] the progressives were perceived 2s a2 mass of

pecple in rebellion against "special interests®™, corruption




in gevernment, and the disappearance of economic opporitu-
nity. Mowry's thesis was that the progressives in California
vere not "the people™ but 2 small group of professionzl anc
business leaders who believed thzt the rise of the common
man ancd the realization of democratic idezls were being
destroyed by big business znd the labor unions. Mowry's
thesis was lzter (1S55) applied fto the whole movement by
Hofstacdter in The =zge of reform.

Other scholars have described the progressives as
businessmen and scholars who wsnted to make efficiency an
ideal in gecvernment, business, and in every aspect of
American life (Hays, 1257), and still others have described
the progressives as conservatives (Kolko, 1962). However,
recent scholarship (Thelen, 1872 and Crunden, 1382)
cescribes the progressive reformers as a diverse group.
There were OCemocratic progressives who saw Woodrow Wilsen
@s their advocate and who agreed with him that the special
orivileces enjoyved by business should be attacked. There
were Republican progressives who followed Theodore
Roosevelt, concentratecd on the modernizstion of political
institutions anc also attzcked governmental corruption on
the local, state, and national levels. The movement alsc
inclucec women and organized labor. In the North white ancd
black progressives werked together to try to allevizie
alienation and problems csused by urbanization. Racial

attitudes and secregated institutiocns in the South preventec
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that secticn from realizing fully the changes that were
occurring in the Nerth and other secticns of the country.

Not only were progressive reformers interested in
secial improvements, but they =pproached their reform from a
ratioral perspective. Efficiency became the slogan for many
progressive reformers as they sought to extend the concepi
of scientific manacgement to society as 2 whole. Many of the
reformers turned their attention to education and began to
apply the concept of scientific management to the schools.
They were convincecd that they were on the right path because
several research studies of the scheols indicated that the
schools were inefficient.

Representative of these studies was Ayres' Lacgards in

our schools (1887). Ayres usecd statistics to demonstrate

that the schools were failing to educate students znd that
there were too many "over-age" students in schools. He
believed thzt many of the ills of society could be attribu-
ted to the fact that the schools were producing graduates
vho could not cope with the problems anc challenges of an
industrizlired and democratic society. Ayres' solution was
to see the school as s factory and to a2pply the principles
of scientific management ithat were so popular in the busi-
ness wcrlc. The "Eible™ for these reformers of ecucation

was Frederick Taylor's Principles of scientific managsement

(1811). The Taylor principles includec the Ffollowing: ({4)

Develop @ science for each element of 2 man's work




121

(2) Scientifically select, train, teach, ancd develcp the
werker (3) Cooperation and (4) Equal divisicn of the work
and the responsibility between management anc workers. The
mechanisms of scientific management were standardizstion,
time and motion studies, bonus plans, and planning. Bagley
(1sg7), Spaucdling (41S@9), Bobbitt (1913), and Cubberly
(181€) were among those who advocated the application of
the principles of scientific management to the schools. an
anzlysis and description of the teachers who are the subject
of this chapter will give us scme indication of the influ-
ence of these ideas on the education of blacks in South
Carelina. The current consensus among scholars is that pro-
gressivism as a movement had its greatest impact in the
North znd the West.

Neither the progressive movement nor black participa-
tion in World War I abolished racism. Many of the black
veterans of the war were disappointed when they returnec
home to communities that still denied their rights. Events
in the yezr 41515 demonstirated to blacks that America had not
changed. There were serious race riots in Ysshingtonm, DC,
Longview, Texas, and Chicago, Illinois. Seventy-csix blacks
were lynched in 181S, the largest number of blacks to be
lynchec for a cdecade. Blacks no longer willing to passively
zccept violence =nd discrimination were responding with 2
new militancy. In Tennessee and Alabama whites called off
planned stitacks

zgainst blacks when they learnecd that the




During the presidentizl campaign of 1524 the Procres-
sive candidate, Roberi Lafollette, and the Democratic candi-
cdate, John W. Dzvis, made statements appesling to blacks.
Both candidates emphasized that they would respect z2ll peo-
ple regardless of color or creed anc scme blacks voted feor
the Democratic Party's cancdidate. This trend continuecd as
larce numbers of blacks voted for the Democratic presicden-
tial candidate, Alfred £. Smith, in 1828. Ouring the
election the Republican Party made 2z strong appeal tc white
voters in the Scuth and as z result of this effort many of
the black delecates and officials of the Republican Party in
the South lost their positions. However, it was Franklin
Delano Roosevelt who was able to "wean™ blacks as 2 group
away from the Republican Party. Although the New De=zlers
did not hzve a conscious civil rights program, the progranms
that they pushed through Congress benefited blacks.

Two other factors also convinced blacks that Roosevelt

r friend: (1) He brought 2 large number of black
advisors to Washington and (2) His wife, Eleanor Roosevelt,
wecrked closely with and supported many of the causes of Mzary
Mcleod Eethune, the black president of Eethune-Cookman
College in Daytona Beach, Florida. WMrs. Roosevelt visitec
black colleges and invited blacks to the ¥hite House. Fur-
thermore, the Second World War and the Depression demcn-
strated to white Americans thst in 35 time of crisis black

2nd white Americans could work together in harmony.




Fishel and Guarles refer to this erz2 zs a revoluticn-
sry one: "The twenty years between the inauguration of
Franklin C. Roosevelt and the eve of the Supreme Court de-
secregztion decision were the two most revoclutionary decades
in the history of the American Negro up to that time™ (».
453). The numbers of blacks in the civil service increased
and this was 2 welcome change for blacks. This was a dramz-
tic shift from the administration of Woodrow Kilson when he
issued an executive order segregating bathrooms and esting
facilities used by employees of the federzl covernment.
Blacks 2lsco remembered that Wilson made a conscious effort
to decrease the numbers of blacks employed by the federal
gecvernment. Thus as far zs blacks were concerned Roosevelt
and tne Democratic Party had demonstrated that things were
changing. Elacks were convinced that things had changed
when the Democratic Party in 1548 added a civil rights plank
tc its plestform which resulted in a split in the Democratic
Party znd the formation of a %third party movement lec by

trom Thurmond, Governor of South Carolina.

The Republicans were sure that they wcould win the elec-
tion since the Democratic Pariy was divided and newspaper
editorizls in all sections of the country predicted that the
Republican candidate, Themas Dewey, would defeat Truman.
However, Trumsn was ccnvinced that Americans would not re-
Jject him and the Democratic Party simply because of the

civil rights plank, sc he took his case tc the Americen
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people. Trumzn was right and in his own elected term as
Presicdent he gave his support to a congressicnal committee
tc stucdy the impact of racism on the military, housing,
sccial institutions, and employment. The publishec repert,

Jo _secure these rights. documented the existence of racism

in every aspect of American life znd recommended that the
Fresicent and the Congress push legislation anc sanction
efforts to eliminste ciscrimination in American life.
Truman implemented the recommendations of the committee by
issuing several executive orders thzt, for example,
integrated the military and established fair employment
practices for businesses that held government contracts.
While 211 cf these changes were occurring the National
Associstion for the Advancement of Colored People (NAACP)
had been working since World War I to get the federal courts
to ceclsre the separate but equal peclicy in education un-
constitutional. The NAACP had been organized in 181¢ by
Northern progressives. The only black official of the
organization for many years was the black historian and
sociologist, William E. DuBois, Director of Research and
Publicity. The NAACP had two mejor goals: (1) Abolition
through legal means of all forms of segregation and (2)
Establishment of equal educstion for 3ll students in America
without regsrd to color or creec. As the NAACP attackecd
segregstion in higher educztion many Southern white ecu-

cazters znd politicians concluded that the one stratecy that



they could use tc avoid integrated schools was to make sure
that black schools in the South were zdequate. Franklin
succinctly cdescribes the futility of the Southern strategy:
The determination of the South to provide better public
schools for Negroes brought its resources to one of its
mzjer problems in a tardy and inadequate fashion. Nct
only were the Negro schools so inadegquate that it would
take yezrs tc achieve even a semblance of equality., but
by 1851 the NAACF had decided to attack the very
principle of segregation as unconstitutional and a
clear contrzvention of the 'bzsic ethical concepts of
our Judaeo-Christian tradition' (p. 421).
. The Supreme Court rendered two decisions on segregation
in schools. 1In 1S54 the Court in Brown vs. Board of Educa-
tion of Topeka, Kansas declared thct segregated schools were
unconstitutional because they denied blacks equal proiection
of the laws a2s guaranteed by the Fourteenth Amendment to the
Constitution. The 1S55 Brown Decision established guide-
lines for the movement towarcd integrated schools (Brown
Decision cited in Fishel and Quarles, pp. 495-5g1). North-
ern and Scuthern blacks did not assume that access to equal
ecducational opportunities would eliminate racism and dis-
rimination. The sit-in movement, freedom riders, marches,
and nonviolent protests were evidence that blacks believed
that protests were necessary %o stimulste socizl change ancd
that education by itself could not destroy racism. However,
2t the naticnal level and among some black leaders there was
the belief that = by-product of initegratec schools would be

an integratec society. The school was seen 2s the panaces.

There were zlso many business leaders whc organizec and




supported philamthropic educstionzl foundations who saw

the schoel as z panacea.

Educational Foundations

The Board of Trusiees of the Penn School wrote to the

Generzl Ecducation Soard for support. The General Education

Boarc wss an example of the new type of educational philan-

thropy which developecd during the period of Reconstruction.

The first such foundation w2s the Peabody Education Fund,

organized in 1867. It was named after George Pesbody who

organized the fund with an initial gift of one million
dollars and bonds from the state of Mississippi. Peabocy

later contributed an additional $1,384,0¢F (Leavell, 1837,

p. 58). The goals of the fund were clearly stated at one of

the first meetings of the trustees cf the fund:

1. Common school education was to be promoted immecia-
tely, by such means and agencies as could be
utilized or created for this end.

2. Assistance should be given to the establishment of

2 permanent system of public education in the
Scuth.

2. The endowment of scholarships to students training
to become teachers should be made, and the estab-
lishment of ncormal schools should be stimulatead.

4. Assistance should be given £o the premction of

ecucation in the application of science %tc the




industrizsl pursuits of man (Peabody Education Fund,

1€67~-12€8, I, p. 16, Cited in Leavell).
Thus the Feabody fund paved the way for other foundations
and, in a sense, convinced suspicious white Southerners that
ite efforts would be beneficial. Peabocdy and the trustees
made sure that one hzlf of the trustees were Southerners.
The first general agent of the fund was Barnas Sears,
President of Brown University, who earlier in his career hac
succeeded Horace Mann =25 the Secretary of the Massachusetts
State Eosrd of Education. Sears was an appropriate choice
since one of Peabody's objectives was to stimulate anc gain
public support in the South for the common school movement
supported by public funds (Perkinson, pp. 27-28). Sears
established the policy of granting money only to those areas
that could match the grant from the foundation. Cne source
coiclucdec that the influence of the foundation was positive
and negative. The fund did help to create support anc senti-
ment for the common school mevement in the South. A% the
same time, because Sears was against "mixed schools"™ and
helpecd to support an alternative to the few integratec
schools, the efforts of the fund did not promote educztionsl
egquality (Perkinsaon, pp. 28-28].

The General E£ducation Board that the Penn trustees

appealed to for suppcrt had beer incorporatec on January 12.
18€¢3. John D. Rockefeller was the key figure whc a2ssunmed

the lescdership in organizing this new founcation. Prior to
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the organization of the Generzl Education Board Rockefeller
was one of the majocr supporters of the American Eaptist Ecu-
ceztion Society. Leavell's thesis is that Rockefeller had
earlier been concerned with supporting only religious educa-
tionzl institutions but that as his fortune increased he
began to feel a great sense of public duty and saw the neecd
to support efforts beyond the religious sector (p. 67). The
Generzl Education Board concentrated mainly on black higher
education snd public schools in the South. Eefore venturing
into the South the Board did an educational survey of the
South. As a result of the survey the trustees of the Gen-
eral Ecucation Board conclucdecd that it would not be a good
idea to establish 2 separate system of schools outside the
domain of public support in the South: "A superimposec
system would lack that fundamental quality of support which
is essentizl to the educational advancement of all the
pecple” (Lezvell. pp. 68-68). Rockefeller and the trustees
zlso committed themselves to support privete Southern
schools. They were especially interested in those private
schools that %trained teachers.

The efforts of the Generzl Education Boarc continuec
the preopaganda for public schools started by the Southern
£cducation Board which was organized at the turn of the
century by Nerthern capitalists anc Southern progressive
egucators. Both the Ncrtharn capitalists snc Southern ecu-

cztors believecd that public education was the key %o ensure




the economic development of the Scuth. The South was an
underceveloped recion and if progress was to be made 211
studentes regardless of color would hzve to be educated. The
Southern Education Board did not have funds to distribute;
its main Function wzs to change public opinion in the South
znd to gain support for public education. William Baldwin,
Fresident of the Southern Education Board, gave blacks the
following advice: TAvoid social guestions; leave politics
alone; ...know that is a crime for any teacher, white or
black, to educste the negro for positions which are not open
to him" (Carnoy, 1874, p. 232). Harlan (1858) has done per-
haps the most extensive and scholarly study of the Southern
Education Board. His thesis is that the Soard did motivate,
"...native Southerners to improve their schcels according to
standards prevailing among their Northern neighbers, anc
that st the same time the gap of discrimination widened be-
tween white and Negro, town and rural schools™ (p. xv).

Thus while the Southern Ecducstion Bsard organized a propa-
ganca campaign for mass education, private foundaticns such
as the General Ecducation Board gave granis to support
educastional efforts in the South.

The General Educaticn Boarcd believed that the major
emphasis should be industirisl training for blacks. Carnoy
supports and documents this fact using the records of the
Genmerzl Education Boarcd and the speeches and letters of sone

of the trustees cf the Boarcd (pp. 281-287). This




generalization is zlso supported by what happened after the
Fenn School trustees zppealecd %to the General Education Sozrd

for z2ssistance. The Board in 183 sent one of its agents,

llace Buttrick, to look 2t the Fenn School. At the time
of Buttrick's visit the school was still under the leader-
ship of Ellen Murray. Buttrick reportec to the Generzl Edu-
cation Board thzt the school's program was not of great edu-
cational value and that it did not promote the moral pro-

gress of the students. He recommended that Murray should be

replacec h someone who understood what industrial train-
ing was =211 sbout. Ellen Murray hac assumed leadership of
the school after Laura Towne died. Murray conceived of
industrisl education as her friend Laura Towne had conceptu-
alized it. 1Industrial ecucation simply meant cooking,
sewing, elementary carpentry, and the fundementals of agri-
culture.

Buttrick recommendec that Dawkins, 2 black graduzte of
Hampton Institute and teacher of agriculture subjects a3t
Fenn, should replace Murrazy. However, Jacoway (198g) con-
cluces in her detailec study of the minutes of the Fenn
Soarc of Trustees thet Frissel was opposecd to Dawkins be-
cause he was black. Hollis Burke Frissell was Principal ef
Hampton Institute znd Chairperson of the Board of Trustees
of Penn School. 7To support her clzim Jacoway gquotes from =
letter thazt Jenks wrote to Cope. Jenks =nd Cope were Necrth-

ern white businessmen who were members of the Fenn BSoarc of




Trustees. Jenks was sharing with Cope Frissell's opinion
about a2 tlack principal for the Penn School. Jenks guoted
Frissell: T“Even a2t Tuckegee uncder Mr. Washington himself
the defects of negro control are very apparent” [Jenks to
Cope, July S, 8, 183, in *the possession of Mrs. James
McSride Dabbs, Rip Raps Planiation, Mayesville, S. C., cited
by Jaceoway, p. 53). It was decided that Murray would stay
on but that two white teachers from Frissell's staff =t
Hampton Institute would be hired to implement the recommen-
dations of the Genmeral Education Boarc.

In the Fenn School reports two other funds are mention-
ec, the Jobn F. Slster Fund and the Anna 7. eanes Fund.
Wezlthy industrislist, John F. 3Slster, Norwich, Ccnnecticut,
established his fund in 1882. In a letter to the first
trustees of the Slater Fund, Slater stated thzt the success
of the Fezbody Fund encouraged him to establish the Slater
Fund. *The sum of $1,000,806C was appropriated for the
establishment of the Slater Fund for the general purpose c¢f
uplifting the lately emancipatec population of the southern
states, and their posterity, by conferring on them the

tlessings of Christisn education® (Papers an¢ documents cf

the Slater Fund., 1854, cited by Leavell, p. 82). Rutherford

B. Hayes was *the first chairperson of the Slater Fund's
Board of Trustees. In 156 the Slater Fund gave five hundrec

dollsrs to suppori the szlaries of ifeachers in the agriculture

z

cepartment of the Fenn School (Penn School report. 1SZ5, p. 28].
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Lesvell in his stucdy concluded that most of the teachers

2icded by the fund were invelved in industrial and voca-

The Annz T. Jeanes fund was established in 1387 by Anna
Jeanes, e Quaker from Philadelphia, Pennsylvania. Jeanes
slreacy had a reputation as z benefactor of some of the ecu-
cstional foundations. Inm 1SES she donated $280.EEE *to the
General Ecucation Board and in 1SP6 $1€,080 was given %o
Hollis Frissell for Hampton Imstitute. Jeanes endowed her
own fund because she wantec to help the small rural schools
in the South (Leavell, pp. 71-73). Ellen Murray establishecd
contact with both of these funds before she died. After
Rossa Cooley became head cf the Penn School she would con-
tinue to seek support from the Slater and Jeanes Funds.

In 1594 Ressa B. Cooley and Frances Butler were hired.
Frances Butler fell ill with malaria and died one month
after she arrived on the islanc. The trustees soon hired
Grace House who was from s distinguished New York-New Jersey
family that could trasce its roots back to the colonizal
perioc. Her father was John House, 2 missionary in Greece
and Turkey, and the founder of the American Farm School in
Sslonice, Greece. Grace House grew up in Turkey ancd later
sttendec Dana School in Morristown, New Jersey and in 18S6
became s student at Columbia University. At Columbia she
was perhaps influencec by John Dewey and other progressive

ecucztors. The presicdent of Teachers Cecllege. Columbia =%




this time was Jasmes E=rl Russell who worked closely with
+he Generazl Education Bosrc (Cremin, p. 175). House joined
Cooley in 41SPS and the two women devoted the next foriy

years to decdicated service at the Penn School.

The Penn Schosl: Rossz Cooley and Grace House

With this background we now turn to Cocley's School

agres: An adventure in rural education. 193¢, and the

annual school reports cf the Fenn School for some under-
standing of the philosophy, curriculum, and achievements cf
the Penn School under the leadership of Cooley and House.
Cooley believed black schools had failed to prepare blacks
to earn a living and to maintain stzble communities because
the curriculum ang the emphases of the schools were wrong.
She believed that traditiomal and purely academic education
was not acdeguate to meet the needs of black students. Her
zim wes to bring together the school and the community. She
called this the "third revolution® that occurred =t the Fenn
Schosl. The "first revolution™ was that of the founders,
Towne and Murrary, who cdemonstrated that former slaves could
lesrrn. The "second reveclution™ occurred when some of the
Frinciples of vocstional education from Hampton Institute
were intrcduced 2t Penn. Of course, she wss excited ancd

privileced *o recount the story of the "third revclution™:




And then--2 third phase--the story of the succeeding

years, when we in turn have been pioneering at Penn

tself, and have been carrying out an experiment which
is being wsiched by educators with mounting interest,
bringing the school to the Farms, and making this
oldest of Negro schools in 2 sense the newest--an
all-island school, an all-the-yezr school, merging
scheool and community into 2 common acdventure (Cooley,

1€3g, pp. 4-5).

Cooley lamentecd the Fact that the object of the school under
Towne and Murray w2s to teach reading, writing, religion,
and to train tccochers for the county schools.

Cooley described how the community outsice the school
was virtually untouched by what happened at the Penn School.
Recitations on the theory of householc hycgiene and the prac-
tice of tezching did nct prepare the students to change or
affect their communities (pp. 18-12). The students and
their parents hac simply been learning how to barely make 2
living from the soil. They were not learning how to use
their hands. t is interesting to note that Cooley felt
thzt this was not peculiar to Southern black education, anc
she stated it in her account: THow many white children in
America went through our public schools during these sanme
cecades with little consideration of how their educstion
might fit them for the life they must fit into" (p. 2£).
She also criticized the American missionaries who estab-

lished scheools or taught in mission schools, " .an educz-

tion that is plastered on, regarcless of the life =nd the
needs of the people™ (p. 2f). Therefore, this researcher

was nct surprised to learn that one cof the first projects




of Coocley ancd House wes to determine what happened to the
younz people on the island. They had one of the Fenn School
craduastes conduct 3 survey of the plantations to determine
what the young people cdid who left the island. "I might say
one thirzg are still in the North; one third came back
damaged; one thire came back in their coffins, no good to
znybody® (p. 22).

Cocley then lamented the fact that Towne and Murray
were not familiar with the "creative experiment at Hampton
Institute"”. Cooley believed that great things could have
been accomplished if Towne and Murray had adopted the
Hampton Institute philosophy of educating the whole person-
ality. However, Cooley did not blame Towne for her failure
because Towne had not known or fully understood the Hampton
Philosophy. Cooley provides an answer that this researcher
could not find in the school reports of the Penn Archives.
Cooley explains why Towne, as she realized that her life was
2lmest over, sent for Hollis B. Frissell, the white
president of Hampton Institute and formed the first Board of
Trustees for the Fenn School.

ALt the time when MNiss Towne knew she must lay down her

work and that eventuslly it must be entrustec to other

Rands, she loocked beyond the rim of the islands. She

welcomed the suggestion of her niece, Mrs. William F.

Jenks cf Philadelphia, to seek acdvice from Or. Hollis

5. Frissell of Hampton. She had stayecd at her post

+ill the finish [(pp. 22-23).

Thus, Frissell, as a3 trustee of the Penn School helped %o

usher in the "third reveclution™. Cooley macde sure that when




she hired new staff members they were teachers whc vere
gracuaztes of Hampton. One of those she hired was Joshus
Enoch Blanton who came to rehabilitate the school farm;
Blanton later became principal of the Voorhees School that
was discussed in Chapter Three of this study.

Cooley and House were determined to merge learning anc
the community and to provice an education experience that
would be meaningful for the stucents. Cooley describecd what
she observec when she arrived.

Fages of history were recited with hardly a word

changed; long lines of presidents and dynasties could

be given, dztes included, without hesitation. The
blackboards were covered with examples in cube root and
algebra; s group of the most advanced pupils were deep
in Latin prose. Later we heard a class recite in
physics though the little schoolhouse could boast of no

laboratory (p. 38).

Cooley also described the long list of historical facts thsat
the students memorized so that they could pass the county

examinations. What disturbecd Cooley was the fact that they

were learning, "isolated fact learned not because they

fitted into life but becsuse they fitted into the examina-
tions™. The most graphic illustration of Cooley's critigue
of the Towne-Murray philosophy was her description of the
dzy the students =t the Penn School would dress as Enclish
kinzs =nc queens and then recite the rulers of England in
order. Sometimes they would recite the list backward tc
demcnstrate 2t the annual school's exhibition that they knew
21l the Enclish kinds, in proper order (pp. 36-37). Cosley

does zckncwledge that the iraditional methods that Towne




and Murray were using were used in schools all over America.
Cooley 2nd House were like other progressive reformers and
believed that there was a need for education im its broadest
sense 3t the Penn School. They believed that to change the
curriculum =2t the Penn School, so that it woulcd be education
in its broadest sense, industrial educaticn had to be
introducec.

The first strategy that Cooley devisecd to weave indus-
trizl education or her philosophy of education naturslly
into the existing structure involved the pay of school fees.
The first task was to teach everyone that education costs
money. She discovered to her surprise the Towne and Murray
had chargecd a2 fee of ten cents 2 year and had increased the
fee to one dollar by the time Cooley and Murray joined the
staff. Coocley suggested and Murray accepied the icea of
raising the fee to five dollars asking the parents to still
pay the usual one dollar with the understanding that their
chilcren would work at the school to earn the other four
dollars. Cooley undersiood the problems and the hardships
thzt the fee increase caused because the islancders did not
hanc¢le much money and were entangled in the crop-loan,
store-credit economy of the South. Cooley scon discovered
that her students and the community began to accept the idez
that the worth of 2 school was to be mezsurecd by the amount
of fees, and they alsc began to realize that if a new schocl

building was to become = reality, schocl fees would have <o




be paid. Cooley described the change: TIt soon became the
custom for all the children to work sut the four dollsrs.
Farm toocls ancd scrubbing brushes for the first time took
their place beside the books" (pp. 39-41).

The next mzjor tzsk was to get the students to come to
school on time. Since the inception of the Penn School
through the tenure of Cooley and House school began at
eleven ofclock. To break the island tracdition of being
tardy, Cooley and House czlled the stucents together ocne
efternoon prior to dismissal. The purpose of the assenmbly
wes to explain and illustrate to the students how much time
had been lost and how much they had missed because they were
ususlly late. A clever citrctegy was deviced: T"And then we
told them they could be late once a week. I think that
seemec like a sort of gift to them. 1In fact we save thenm
five days 2 month, but after that they were to turn
themselves out of school if they didn't 'catch the line' as

it entered Darrah Kall"™ (p. 42). It worked and the opening

1

of school was gradually changed to a2n earlier hour until i
became nine thirty.

The next majer problem that Cooley and House hacd to
solve was to change the student' =2ttitudes toward their
school books. Towne and Murray had not allowecd the students
to tzke tooks home because the school had few books. How-
ever, Cooley anc HKouse gradually changed this practice. The

first yezr <they reguirez each child to purchase cne book &anc




each year thereafter graduslly increased the number of
books thzt had to be purchasecd. "Today every chilc owns the
usual quots of schoolbooks and so proucd are they of these
possessions that they are deternmined to carry them home
every night."™ This practice also increased the use of the
scheol library. All students had the opportunity to
experience 3 library hour sccompanied by their teachers who
would guide them and show them how to use the library (pp.

3-4¢4). Cooley war cdemonstrsting that one could close the
g2p between what the children learned in school and what
they facecd in every day life. She had also demonstrated
that you could change behavior and teach new values by
demonstrating in concrete ways the value or meaning of the
new behavior or method.

The Hampton trzined teachers on the staff demonstrated
in concrete ways the value and the practical use of the
knocwledge that their pupils were learning. These teachers
discevered that the students had no interest in their
math lessons because the concepts were too abstract. Cooley
cdiscovered thzt for years the students had been memorizing
the meaning of cord, carpet measurement, znd an acre. The
Hampten trzined teachers took their students out to the
voodpiles ancd actually showecd them what 2 cord of woocd was.
Instead of cdezling with carpet measurement the emphasis was
to uncderstand the concept of an acre. The teachers sctuzlly

wzlked an acre with their students. The folly cf trying to

©




teach carpet measurement was reveszled to Cooley when she
discovered that none of her students on the island hac
carpet in their homes nor had they seen carpet. The
children began to enjocy what they were learning: "...these
boys ancd girls graduslly began to like the change from books
and memory to the world about them"™ (p. 45). One tesacher
disccvered that her pupils had never seen or realized that
tacdpoles tecame frogs. A washbowl was put in a corner of
the classroom and the children could actually watch the
transfermation from tadpoles to froge. The students tecame
so excited that they would arrive early sc that they could
see what had happened in the night. One of the most touch-
ing conseguences of this venture into nature situdy was
described by Cooley.

One of the old fathers, drawn to that corner by the

strange tales his children told him, came to my office

en his way home saying: 'Dese teachers sho' teach we a

heap ob ting. I ben 1lib yuh all my life an' huccome I

zin't know pollywog tu'n to frog' (p. 48].

While Cooley was happy with what she had been able to
zccomplish at this point im her tenure at Penn School, she
continued to lament the fact that not 21l the teachers were
following the Hampton Institute philoscphy since Ellen
Nurray still retszsined nominal control. This changed when
Ellen Murray died on January 14, 1808. Cooley was now free
to implement other ideas thet she hzad; for exzmple, she
establishec the St. John School on the Fenn School campus.

The St. John School was an ungradec school usecd to trzin




prospective teachers. The ungraded school 2lso served 2s a
laboratory to help Cooley determine what some of the pro-
blems were that plagued the ungraded county schools. The
Jeanes Fund supportecd this effort. Thus the Penn School
affected and influenced public education. Not only did the
school a2ffect snd influence public education on the island,
but it 2lso begaen to influence the surrounding community in
other ways. This is what Frissell, Cooley. =nd House hacd
envisioned would happen if they operated the school

according to the Hampton Institute philosophy.

The School Buildings and Curriculum

The agricultural projects on the farm were successful
ancd were used at demonstration sites for the farmers in the
surrounding community. It wes difficult at first to
convince the students that farming was or should be a
legitimate part of their educational experience. Cooley
created what she called "study farms™: "The block was
measured cff by the acriculture boys and put into crops that
an island farm should carry-crops for food for the home and
stock, crops for cash-and for land improvement™ (p. 52].
Not only cic Cooley's students learn new Farm methods. but
she alsc provicded them experience in keeging a record of
expenditures ancd receipts. Todzy the methocology *thzt the
Penn School usec to *ezch agricultural metheds would be

called "teaching across the curriculum”™. Cooley anc her




staff zlso included mathematical computation, bookkeeping,
2nd nature study in the agricuvltural curriculum. Cooiey
zlso decided that other industrial and vocationzl areas
should be added to the curriculum: ®If the farms were tc
come to school, surely the farm tocls a2nd home necessities
should have =z place in the school curriculum™ (p. 53).

Thus the Cope Industrial Building was built by the
stucents and men from the community ancd dedicated in 1812 on
the occasion of the fiftieth anniversary of the founding of
the Fenn School. It was named for Francis Cope, A Quaker
from Philadelphiz, who was also = member of the Penn Eoarc
of Trustees. The bullding wes designed by John House, a
nephew of Grace House. John House was an architect in the
firm of Feabody and Ludlow in New York. Cooley and House
were especially proud of the Cope Building because the
construction was supervised by Joshua Blanton, the super-
intendent of the Penn School Farm, and the masonry work wac
done by Harris Burwell and Anthony Watson who were graduates

of thke Penn School (Annual reports. 1812-18S11, pp. 6-8,

cited in Cooley, School! acres. p. 53). Cooley describecd the

construction process:

Under Hampton graduates they worked, the walls of
oyster shell concrete rising *o song and laughter. It
was & normal development, using their own steer carts
to carry sand and oyster shells, the sand brought tc
the school landing on the school's boat from nearby
cyster factories. And so island resources, muscles,
2nd spirit were utilized and 'WE Building' took its
place in the school's eguipment to make possible a
larger service to the island (p. 53].




The Cope Suilding 2lso housed 2 class that taught
Africsn baskct wesving, 2 shop to mend farm +tocols, black-
smith and wheelwright shops, a2 carpentry class, and =
cobbler's class. As time passed the FPenn Farm introduced
and demonstrated the mowing machine, the rice thresher, and
the trezctor (pp. 52-58). Cooley always remindec her
teachers that if they were not careful, "industrizl educa-
tion can =t the hands of some teachers, become so material-
istic that an unfair =cdvantage is taken of the pupils. But
the intellectual and spirituzl values sre there in every
tzsk performed, if eyes can see them™ (p. 6£4). Cosoley and
her staff always made sure that the intellectual and spiri-
tuzl values were not neglected and thst the experiences that
the students had at the school reinforcec and supportec the
social, politiczl, and economic life of the surrounding
community.

There was one problem that it took Cooley several years
to sclve after coming teo the Penn School: "Parents kept
their chilcdren cut to work in the fields and sometimes only
half those enrollec would be in zttendance when planting was
at its height™ (Cooley, . 68). 1In 419817 Cooley and House
solved this precblem by dividing the school year into four
ten week terms. Esch of the four ten week terms cc!néided
with 2 season cf the year, thus there were the autunmn,
winter, spring, 2nd summer terms. The sutumn iernm becsn in

October =nc Ffor three weeks the students would zttend




clzsses and then there would follow what was known as "home
week". This week was alsc known as "potato week™ because
the students and their families were involved in harvesting
the potato crop. Eazch teascher was to visit the homes of all
her pupils during this week. The teacher used the visit as
=n opportunity to discuss school work, the corn crops, and
the home garden. The hcme garcen was to be an acre of the
parents?! lsnd that the student was to cultivate using the
principles learned at the Penn School. Cooley referred to
the home garden project as "Acres for classrooms".

These zcres have become our best classroom. You should

go out to Frogmore FPlantation where the son of one of

the boys in my first class in agriculture a2t Penn has

his acre. This was the father who balked at our early
efforts a2t bringing farming into the school work, but

ncw that same father stands back of his boy and his

home acre. It lies directly behind the house, has 3

neat fence 3ll a2round it, and is raising crops all the

yezr round now (p. 71).

During the winter term, the major agricultural effori
vwes to release the students for a week so that they coulcd
help their parents plow their fields. ©Before the Penn
School began its agriculturzl outreach to the community the
custom on the island had been to plow the fields only in the
spring. This was a tradition that the islanders learned
during the days c¢f slavery becasuse the masters would let
their fields lie vacanrt until the sprirg. However, due to
the influence of the Penn School and the vicit of the

teachers to the homes during the winter tera, fields were

now plowecd in the fzll, spring and summer (pp. 73-75). The




sprinc term was interrupted by "Planting Week" and the end
cf the spring term was markecd by TExhibition Day"™. However,
this exhibition cdey was different from the one that was the
tradition during the tenure of Towne and Murray. The
students were no longer reguired to cemonstrate that they
could memorize isolated facts. Exhibition Day became =2
traditional event that even whites in the community woulc
attend. There were academic exhibitions 2s well a2s agri-
cultural and vocational exhibits. Oramas were written in
which the stucents were the actors and the purpose was to
teach the community something that would be useful. Another
event that occurred during Exhibition Day was graduation and
the presentation of certificates. Thus by 1818 Cooley and
House had succeeded in merging the school and the community
(Cooley, pp. 74-S€ and Annual reports. 1814-1918]).

The elementary students =t the Penn School were divided
into three groups: (1) Beginners and thoese who had pre-
viously failed [(2) Dependables who had demonstrated that
they could work independently and (3) Leaders who could
assume responsibility and supervise other students whiie
they themselves were learning. The high school students
vwere civided into %two groups: (1) Those pursuing studies
and (2) Those involved in practical work. This plan for
cividing the students was not original with Cooley anc House.
Cooley in her many articles anc books zlways gsave crecdit to

Or. and Mrs. John House who had developed this glan 3t the




American Farm School in Salonica, Sreece {Coocley,

v
U

16€-1E4). Cooley and House also realized that if the
pzrents c¢id not understand and appreciate what they were
trying to do, then what the students were learning at school
would be useless. "So long as schoolgirls or schoolboys are
lesrning far in advance of their parents so that there is z
gulf instead of a bridge between them, a lot of our educa-
tion can fall by the wayside. But when they find those
parents keeping abreast of the times, too, the whole family

are 'climbing upstairs' together"™ (Cooley, p. S4].

Adult Educa

The Penn School was involved in adult education that
helped to bridge the gap between the students and their
parents. There were literacy classes thast met in the Penn
Schecol Library on a regular basis. There were homemakers®
clubs that were usually organized after a Penn teacher
tslked with one of the women ancd then the interested woman
would contact other interestecd women and they would agree to
meet in one of the homes. The homemakers' clubs played an

important role as the islanders became interestecd in food

creops rather than just cultivating cotiton. Many of the
wemen lezrned about gardening in their clubs with help from
Penn teachers. The women in the clubs were taught how to can

the procuce freom their gardens anc why z balancecd mesl was

important for their families. Rossz Cooley cescribed the




change and impzct of the clubs and the school on the island

women:
As ecucation moved forward, the home began to come into
its own, so the hard monotony on the acres of cotton
kas become veriec with the gardens, the canning, the
sewing, the meetings at the schcol and in the honmes,
and many an island woman now not only has her pantry
vell stocked with canned vegetables and fruit but keeps
as many engagements in the course cof the week as her
city cousin. You would find her trudging with her
young people the long miles in the evening to see the
Christmas Mystery Play at the school, fincd her at the
loecal canning club meeting, and at the local Parents
Association; find her always deep in her own little
community but with her mind facing the school to let no
new idea escape (pp. 96-27).

Another important way that the school influenced and
affected the surrounding community was through its classes
for midwivez. By 1515 in order to become 2 midwife in South
Carolina one had to hold a2 state certificate. The Penn
School helped to train midwives under the new system. Local
micdwives were also encouragecd to keep records of births and
deaths. Another important goal of the midwife classes at
the Fern School was %o make the midwives and the islanders
eware of their role in reducing the infant mortality rate.
Cecoley incdicates that they were successful: TA survey made
recently under Or. Thomas J. Woofter, Jr., of the Research
Cepartment of Norih Carolina, showed our infami mortality %o
be forty-eight per one thousand; we realized the tangible

results of this effort to lift the old service to new

estate™ (Cooley., p. 98).




The Fenn School also assumed the leadership ig getting
the acdults to participate in the 1822 Better Homes in
Americas Campaign sponsored by the Unitec Ststes Department
of Agriculture. A demonstration cottage was built on the
school grounds follovwed by 2 cdemonstration week. The pro-
ject was & practical demonsirztion of how = home should be
maintzined, decorated, and cleaned. The Penn School ccm-
munity won third prize in the national cocntest and Herbert
Hoover wrote 2 letter of commendation: *It may interest you
to knew thszt S61 communities observec Better Homes Week this
first year of the campaign. We hope St. Helena will be re-
presented annually in this important werk, and that you will
carry out the very interesting program you have suggestec™

(citec¢ in Cooley, School acres. pp.9S8-1fE). The Penn School

and the St. Helena Community continued to participate for =z
number of years and they continued to win prizes. Cooley
quotes from an essay written by a third grader to demon-
strate the impact of the Eetter Homes Campaign: %In order
to hazve better homes we must follow rules, we must have
everything clezn sbout us. I am going to plant two %rees in
front of my yarc® (p. 182).

As the acdult ecducation program increased in size Cooley
and House realized that what they needed was = comhunity
center to house the acdult ecducation activities. As esrly as
1821 the students =t the school and the community began to

collect cyster shells and stacked the shells in a "pile cf




fzith". Construction on the building began in 1S23 and the
building was cedicated in 1525 and named the Frissell

Memorial Community House (Annual reports. 1821-22 and

1825-28). The Frissell Center became the center of =21l acult
activities and many school activities: Temperance Meetincs,
tursing and Hygiene Classes, the St. Helena Cooperstive
Society, County Teachers' Association and Training, Midwives
Class, Setter Homes Committee and Community Classes.

However the expansion into the community and the increasing
costs incurred by keeping the school open all year intensi-
fied the financial problems of the Penn School.

Jacowzy conclucdes in her study of the Penn School that
the lack of noney was always s problem at the school because
of poor management of available rescurces and the lack of
real commitment on the part of the trustees. Francis Cope
and George Feabody were never reluctant to conitribute money
when the school faced a2 financial crisis, but they did not
zttempt to establish an encdowment for the school. The Gen-
eral Education Soard had been givinc $1¢,88¢ 2 year %o
support the school but after 1S2F the trustees of the board
began to guestion the annuzl expenditure since it was
conirary to the philosophy of %the board. The Penn School
hac nct cemonstrated that it could stand on its own nor hac
the trustees of the school been sble to establish an
encdowment. Jacoway's search cf the minutes cf the meetings

of the Fenn %frustees revezled thzi Cope was in favor of




“

establishing an endowment but that Peabody and Frissell

were opposecd to 2n encowmen:t because it would make the
school secure and the sppeals in the North would no longer
be necesssry on & regular basis. If appesls were not mace
in the North then Northerners would not understand the
"Negro Problem™. Jacoway describes the "peculiar® situation
of the Fenn Schocl:

And sc, though the missionary era was fast receding,

Fenn chose to base its existence on the continued

interest ancd goodwill of wealthy individuals (mostly

northern), counting every new contributor as 2 convert
to the cause. In essence, then, Penn acceptec
responsibility for raising sensibilities in the North
ss well =2s for educating the chilcdren, regenerating the
farms, and reshaping the culture of the St. Helena
community. Consequently, Penn remained unendowesd, =nd
the pursuit of funds continued at the old relentless
pace (p. 1€5).

The Great Depression intensified the problems of the
school. A bridge was built connecting the island to life on
the mainland, World War II alleviated the depression, the
bell weevil destroyed the cotton, the young mocved to the
cities, and the Fenn School community was no longer
self-sufficient. Cooley ancd House did not realize that
times had changed and that their "chilcdren” were not child-
ren and that the larger society was changing. Rossa Cooley
and Grace House retired inm 1544 and were succeecded by Howarc
and Alice Kester. The Kesters had macde a reputation for
themselves as @ result of their involvement in interracial

activities in the South and with the Congregational Church.

Howzre Kester wae an ordained Congregational minister anc a




graduzte cf the Frinceton Theological Seminary where he had
accepted Reinhold Niebuhr 2s his mentor. The Kesters were
scon a2t ocdds with the members of the Penn Soarc cf Trustees.
Although the Kesters and the trustees were similar in their
moralistic outloock they differed in their view of society.
*The uliraconservative patricians who had sustzined the Penn
School encdeavor over the years had a worlcd view and an
understanding of social processes at least 180 degrees away
from Kester's. Their view of society was hierarchical; his
wzs egalitarian®™ (Jacoway, p. 245). However, Kester and the
trustees agreec that they neeced someone from the outside to
evaluate the Penn School. Dr. Ira D. Reid, chairperson of
the Department of Sociology at Atlanta University in
Atlznta, Georgia was chosen to do the evzluation. The re-
port was critical of the Penn program and concluded that the
academic program was inferior compared to what the county
coulcd provicde and suggested that the state should a2ssume the
academic program. The report suggested that the Fenn School
shoulc concentrate on comnmunity programs such as adult
ecducation, recreation, and social welfare programs [Reicd,
"Evalustion™, ciied by Jacoway, pp. 246-252).

In 1548 the stzte of South Carolina and the county of
Bezufort zssumed the responsibility for educating black
chilcren on the island of St. Helena. Classes continued =%
the Fenn School until 2 public school was built in 1853.

Agnes Shermzn, Coorcinstor of the York Bailey Cultural




Center, describes whzt happened to the olcd Penn School:

In 1551 Penn became kmown as Fenn Community Services,
Inc. A community development program with emphesis on
health, the Rossz E. Cooley Health Clinic, Library Ser-
vieces, and the Penn Nursery School were siarted. The
facilities on Penn's campus housecd conference groups.
Fenn was the only facility in South Caroclina where
biracial groups could meet during the 5@s and 60s. Or.
Martin Luther King, Jr. 2nd his staff met here often %o
formulate stratecies for socisl change in the South =znc
rest of the country. The historic march on Washington,
O. C. in 1883 was parily planned on Penn's campus.
Afier 1¢7 years of the institution's existence, John

Gadson, Sr., = Black man was made Director of the
acency in 1968 (A brief history of Penn School, 1872,
p. 2)-

Thus ended the saga of two teachers who dedicatec forty
years of their lives tec a dream and 2 vision. Imbued with
the icdeas of the progressive reform movement and the icdeas
of Johrn Cewey, Ccoley and House labored for forty years.
However, like their predecessors, Towne and Murray, their
experiment graduzlly diec as they beczme old and 2s the
sccial, political, and economic environment changed in South
Carolina and the country =t large. However, they did the
best that they could within the prevailing socisl, economic,
znd pelitical environment in which they found themselves.
we must not Forget that Forten, Towne, Murray, EBoitume,
Wright, Coocley, and Houce were products of the time in which
they lived. However, these teachers were courageous to cdare
to provide ecucation for blacks when it was noct 2 popular
ides znc¢ resources were limited. In 2 changing political,

socizl, a2nc economic environment after V¥Worlc War II and the
historic Srown Cecision, Septima Clark wzs sble to acc

another chapier in educstion For blacks.




Ihe Life anc Contributions of Sentimz Clark

Prior to 4S54 Clark had not mcvecd beyond the iraci-
tional concept of education. However, =fter 1954 the world
in which Clark lived was changing and Clark was able to
change. Clark, a black teacher in the public schools of
Charleston, South Carolina, was fired in 1858 becaucse of her
membership in the NAACP and her other civil rights activi-
ties. Septima Pcinsette Clark was born in 1888 in
Charleston, Scuth Carolina tec a father who had been 2 slave
and to 2 mother who had never been = slave. During the
Civil war Clark's father served the Confederate army =s a
water boy =nd was zbout seventeen years of age when the war
ended. Clark's father eventuslly became a caterer and she
cdescribes him as a gentle person: "My father came out of
slzvery non-violent. He was a gentle toclerant man who knew
how to make the best of a situation™ [Clark, 1586, p. 88).
Clark's mother was born intec a free family in Charleston but
she wes rearecd in Haiti. Clark says that when she was ten
years olcd she decided to become a teacher and that she loved
children anc was known in her neighborhooc as "Le Ma".

Clark attended Surke Vocationzl Institute for one year
and then took an examination anc was acdmittecd to the Avery
Normzl Institute. Although Burke wss consicered a high
school it had only the sixth throucgh eighth grades. "A high
schoel for blacks cidn't come in Charleston until 1812,

That's when we got our first high scheol. I+t was such an




event that President Taft came cown to the dedication of

the first building of this high school, Burke Vocational
Institute" (Clark, 1986, p. 18g2). After one year =zt the
Burke Vocational Institute, Clark took an examinastion and
was a2dmitted to the ninth grade 2zt the Avery Normal Insti-
tute. The Avery Nermal Institute was not 2 new school, for
it wes established by the American Missionary Association in
1865. The esarly history of the Avery Institute ciffered
from that of the Penn School because the first principals of
the institute were black.

The American Missionary Asscciation first appointec
Thomas Cardozo as principszl and he was succeeded by his
brother, Francis Cardozo. The Cardozc brothers were members
of @ family that had been free before the Civil War.

Francis Cardozo had attended 3 school in Charleston that wes
for free blacks; he later studied theology at the University
of Glasgow in Scotland where he graduatecd with honors. In
1864 he served as pastor of the Temple Street Congregational
Church in New Haven, Connecticut and the next year he became
principal of the Avery Institute. Francis Cardozo remained
at Avery for three years; he resignecd in 1868 +to become Sec-
retary of State for South Caroclinz. However during his
tenure 2s principal he determined the role of the Avery Ins-
titute and what its curriculum should be (Drago and Hunt,

n.¢., p. 3).




Carcozo believed thzt the mzjor role of the Avery Ins-
titute was to prepare teschers ancd to prepsre stucents for
college. The curriculum was a traditional cne and included
courses in Greek, Latin, philosophy, algebra, geometry,
botany, English literature, and government. Unlike the Penn
School, the Avery Institute was unigque because when it was
organized its faculty was black and its first principals
were black. Hcwever this cid change after Cardozc left and
from 1866 %o 1513 all the principals were white, but there
contirnued to be black teachers on the faculty. According to
Orage and Humt, "Avery perhaps came to embody principles
later associated with W. E. B. DuBois' belief that the
struggle for rocicl egucolity would be waged most effectively
by 2 'Tzlented Tenth', 2 ccllege trained, politically
2ctive, and socially responsible black vanguarc™ (p. 5).
Septima Clark, a graduste of the Avery Institute, also
taught at her alma mater and she alsc attributes her later
political activism to her experiences at the Avery Institute
as 2 student and later as a faculty member.

Clark was hired by the first black principal of Avery
since Francis Cardozo, Benjamin F. Cox. Clark describes how
she was hired:

It happened one day-%to review that experience briefly-

thst Mr. Cox, the principal under whom I had been

gracuatecd from Avery, came to my house asncd asked me if

I woulc consicer teaching at Avery the rex:t schocl

year. He hacd 2 vacancy in one of his sixth-grade

pesitions. The szlary was only $3€ a month, but I

woulcd be living at home 2nd I could save on board anc
trznsportation. ard I would be tesching in the city, and




living conditions would be immeszurably better. Then.

to0, I woculcd hzve @ chance %to learn about teaching in

an urtan community (1862, p. 59).
The reason that Clark noted that she would have the opportu-
nity to tezsch in the city was because in 1516 she had tzken
z job as 2 teacher on one of the sea islands, Johns Island.
On Johns Island there were fourteen schools for blacks with
& staff of one or two teachers. She found the conditions
srimitive, and her description of her experience on the
island were similar to the experience of the teachers at the
Penn School.

The schools on Johns Island were crude structures with
open fireplaces; crude wooden benches without backs served

as sests for the students. The sc

cle were supervised by
three trustees anc each year one of the trustees was
responsible for maintaining the school, "...to do minor
repairs on the building and equipment, if you could call
what ve had to work with eguipment, and to furnish an axe, 2

water bucket and dipper, a table =and chair, and later fi

wooc™ (Clark, 1862, p. 36). Clark was expectec %to provice
her own chalk and erasers. She was given 2 register in
which to list the names cf her students.

It seems the register was the school system's voucher
system and the teacher had to turn the register in every
menth. The mcnthly register hac to be signed by Clark and

two of the

in crder for her to receive her pay.
Though %the pay was smasll Clark was able to raintsin herself

anc slso help her family.




Negro tezchers were pzid salaries of $25 a2 meonth; prin-
cipals got $3¢. I was rated a principal. I paid eight
collarz 2 month for bosrd and lodging anc I zllowed
myself two dollars spending money; the $2€ I sent home.
Anc usuzlly with the two dollars, or most of it, I
bought meat and poultry that I sent home on the

returning launch. But white teachers with comparable
certificates were paid $85 2 month (Clark, 1962, p.
7).

There were 132 students in Clark's school and she had =
staff of two other teachers who were zlso graduastes of the
Avery Institute. Clark experienced the same attendance
problems that plagued the Penn School until Coocley and House
changecd the schedule. Clark and her staff =also worked with
the parents and other adults to help them improve themselves
and she attributes her experiences on the island in this her
first teaching job with providing her with her mission:

"So, 25 I look back more than four decades %o my experiences
as 2 teen-age teacher, I realize that it was the Johns
Island folk whe, if they cdid not set me on my course, surely
did confirm me in a course I had drezmed of tsking even ss a
childg, that of teaching and particularly teaching the poor
and underprivileged of my own underprivileged race" (Clark,
1262, p. 52). Clark's experiences helped to further prepare
her for a career as z teacher and political activist.

During her first year as 2 teacher st Avery Institute
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Clark had the opportunity to participate in a petit
that resultecd in the hiring of black teachers to tesch in the
slack public schools cf Charleston. The local branch of the

NAACP anc Senjamin Cox, the Firs:t black principel of Avery
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siﬂ:e Francis Cardozo, were convinced that black teachers
should teach in the black public schools. A certzsin T. E.
Miller, who during the Reconstruction era had been 2 regre-
sentative from South Carolina toc Congress znd lzter presi-
dent cf the State Colored Agriculiural and Mechanical
College in Orangeburg, South Carclina came to Charleston o
help orgasnize the NAACF campasign on behalf of black

teachers. Clark describes her role in this effort.

Mr. Miller came to Principal Cox and asked him if he
would =sk his teachers to undertake a door-to door
casnvass to obtain signatures to 2 petition asking that
Negro teachers be employed to teach in Negro schools.
That's when I got into the Fight. I volunteered to
seek signatures and started visiting the grass roots
people. I worked Cannon Street, a very long street,
from Rutledge 211 the wzy to King. Soon we brought in
& tow sack-ve cazlled it 2 croaker sack, I remember,
back in those days-with more than 10@,fBF signatures to
the petition. I remember the number because of the
fact that a white legislator known then as One-Eye
Tillman had declared Mr. Miller would never be able to
cet 1¢,BE0 signatures in all Charleston (1$62, p. B1).
The czmpaign was a success and by 182f black teachers were
being hired to teach in the black public schools in
Charleston anc by 1521 black principals were also being
hirec.

Suring her tenure at Avery., Clark met her future
hustand, a2 ssilor from North Carclina. She and Nerie Clark
hac two children before he diecd early in their marrizce.
However, only one child 2 scn survived beczuse their
casughter ciec when she vwes cne month old 2s the result of =2

rerniz cperatiomn. Clark stsyec with her im-lsws in Norih

Carcline anc attendecd summer school st the then Norih Carolinz




Agriculturzl and Technical Collece in Greensboreo in 1322.
She taught in Mars Kill, North Carolina and after her husband
vas dischargec from the Navy they moved to Dayton, Ohio
where the husbanc became ill and died in 1S25. Clark
returned to Hickory, North Carolina and to her job at the
black school in Mars Hill. 1In 1S28 Clark returnec %o
Charleston and her former job on Johns Island. During the
summer she was zttending summer school in Columbia, South
Carolina 2t an extension school under the auspices of the
stazte college. She decided to 2ccept a2 job in Columbia anc

taught here from 1828 to 1847 (Clark, 1862, pp. 72-75).

Teaching in Columbis. South Carolina
Clzrk enjoyed the eighteen years she taught in the
public schools cf Columbia, South Carclina. Her prinecipel
the first few yesars was a certain C. A. Johnson who hac
conducted the summer school extension courses for black
teachers. Clark really appreciated the building meetings
2nd the professional meetings that Johnson held afier school
for his teachers. The purpose of the building meetings was
. to discuss the routine things that were necessary for the
orderly cperstion and improvement of the school ancd at the
professionzl meetings, T...the teachers would work on pro-
blems of teaching, such as remedial rezading, methods of ef-
fectively presenting arithmetic or geography or other sub-

jects, 811 kinds of teaching plans and methods™ (Clark, 18852,




p. 76). According to Clark many of the teachers criticized
the principzl fer holding the meetings since the meeting
vere held twice @ week for three hours a2t the end of the
regular school day. However, Clark cid not complain because
she was learnine so much and she later attributed her
success in passing the state tescher's exam to the fact that
she hac learned so much a2t the after school training ses-
cions. In addition to the chance to improve herself profes-
sionally there wzs something else that Clark had an opporiu-
nity to participate in that she was really excited abou%.

But more important toc me than the teacher-trzining

progrzms and even the teaching itself, as far as my own

development was concerned, I believe, were the opporitu-
nities I had %tc participate in civic activities. My
participation in the programs of the various civic
groups not only strengthened my determination to make
my own life count for something in the fight to aid the
underprivileged toward the enjoyment of fuller lives,
but alsc gave me excellent %training in procedures that

coule be used effectively in the struggle (Clark, 19862,

Pp. 78-77).

Clark was an active member of the NAACP in Columbia and
took =n active part in scme of the controversial campaigns
of the organizsticon. She is proud of the fact that she was
involved in the NAACF campaign ancd court case to cet Sout
Carolina to eguslize the szlaries of black and white teach-
ers. it was 3 successful effort: TAnd our efforts paid
eff, not only in the satisfaction of having made a cood
Fight, but =zlso in =2ciual cash. The courts cdecided with us.
¥hen I went to Columbia, my szlary was $ES a monih. When I

left I was getiing zlmost $4BF & month™ (Clark, 1952, pp.




82-83). As soon as the court decision beceme public the
tzte cf South Caroclina began to require teachers to take an
examination. Clark took the examination anc made an A anc
they triplec her szlary. Clark continued to study and
finally zccumulated enouch credits through nicht classes and
summer siudy to receive z bachelor degree in 1542 from
Sermedict College in Columbia, South Carolina. In 1846 Clark
received = master of aris cegree from Hampton Institute in
Hampton, Virginia and 2 year later, in 1847, when she left
Columbia to return to Charleston she was earning 2 salary of
$4,PEE a year. During the entire time that Clark was in Co-
lumbiz she 2lso taught 2 night class for adults who could not
reac or write. Clzrk enjoyed her work and life in Columbia,
but she decided to return to Charleston becsuse she believed

that her elderly mother needed her.

Charleston. South Carolina and the NAACP

In Charleston Clark continued her political activi
because she was cenvinced that education without political
pover woulcd not liberate blacks. She was assigned teo teach
the seventh grade and was later put in charge of a group of
children who needecd remecizl work in reading and, of course,
Clark enjcyed her teaching and believed that her stucents
were making progress. Clark became chairperson of the black
YKCA's commitiee con administrztion anc immecistely became

the center of conircversy. Clark had the nerve %o invite




Elizabeth Waring, the wife of Federal Judge Julius Heties

Waring, to speak &zt the black YHCA. Clark was seen by some

whites going to

Mrs. Waring. As a2 result, Clark began to receive obscene
phone czlls. However, the Warings were not afraid as Judge
¥aring was 2lready 2n unpopular man in Charleston because he
ves the judce who ruled in favor of equalizing the teachers’
salaries ancd alsc ruled that Democratic white priwmaries were
illeg2l in South Carolina. Waring was s Southerner and most
white Southerners exnpected him to defend and support the
"scuthern way of life™ in his decisicns. However, Judge
Karing surprisecd everyone and Clark once asked him what made
him change.

You know, = judge has to live with his conscience. I

would sit in the courtroem, anc I would see black men

coming in that I knew were decent men and they were
considered bums and trash because they were black. Anc

I would see white men that I knew were bums, and they

were considered gentlemesn. I just couldn't take it any

longer (Clark, 1888, p. 24].

After Mrs. Waring spoke at the black YWCA, the Warings
became outcasts in Charleston. The Warings invited blacks
to their home and Septima Clark invited the Warincs to her
home. Clark was not surprised that whites criticized her
but she wss surprised that her black neighbors were so
afrzid of the Klan and vieolence that they criticized her for
inviting whites tc her house. The principzl and the teach-

ers at Clark's school criticized her anc on one occcasion

when the principal szw her leaving the Kzring house he mzce




the following comment: "That's 2 dangerous thing %o do.
How in the world could you do it"™ (Clark, 1585, p. 28). The
Warings finally moved to New York City where they both diec
in 1888. However, their bodies were brought back to
Charleston. Clark described their funerals: ™He was buried
in January, and she died in November. He had two hundred
blacks and twelve whites at his funeral, and she had nine of
us st hers™ (Clark, 1886, p. 28). 1In his will, Judge Waring
left his retirement money to the College of Eﬁarlestnn to
provide a scholarship for a black student to live on campus.
The Cellege of Charleston did not use the money until 1878.
Although the Warings left Charleston in 185¢, Clark's asso-
ziztion with them and her political and civic activism
designated her a radical. Clark lost her job and the right
t“o teach in South Carolina in the aftermath of the 185¢
Brown Decision.

After the Brown Decision all teachers in South Carolina
were asked to fill out a2 guestionnaire. One of the ques-
tions asked the teachers to list the organizations to which

they belonged. Many of the black teachers who belonged to
the NAACP were afraid <o admit that they belonged to what
white South Carolinians considered a subversive organiza-
tien. Septima Clark did list the NAACP on her guestionnaire
and in 1855 the South Carclina legislature passecd a law
stating no city or state employee could belcng to the NAACFE.

Clark was nect surprised when she received her cdismissal




letter. ™It wasn't teco long before I cot my leiter of dies-
misszl. The Boarc of Education wrote me theat it would not
be renewing my contract to teach remedisl reading a2t the
Henry Archer School. My goodness, somehow or other it
reslly didn't bother me" [(Clark, 1886, p. 38). Clark tried
to get the teachers tc protest the dismisssls but they were
afraid, but Clark now understood what needed %o be done.
Blacks neeced to be trained instezd of pushed into something
they cid not understand. Clark accepted a job szt the High-

lznder Folk School.

The Highlander Folk School

The Highlander Folk School was organizecd by two white
Tennesseans, Dr. Lilian Johnson and Myles Horton. or.
Lilian Johnson and young Myles Horton organized the High-
lander Folk School in 1834 on Johnson's farm which wzs
locatec about Fifty miles northeast of Chattanocoga,
Tennessee in a little town caslled Monmteagle. Horton hac
just finished college and spent a year in Denmark. Clark
describes their meeting.

Over in the little town of Savannah, Tennessee, sone
hundrec miles east of Memphis, a ycung man hac been
growing up. This fellow, a native white Tennessean
namecd Myles Horion, had now finishec hish school and
collece and had spent a year in Genmark. Somewhere
along the line he had become obsessed with the icea
<hat zll men are brothers, and that they could ang
should live together as brothers, regsrdless of race,
nationality, or economic concdition. Anc somewhere he
had henrc of Or. Lilian Johnson ancd her views that
parsllelec his. Sc he came eastward into the Cumber-
lard recgion and met her. It was 2 meeting of kincrecd
spirits (Clark, 1552, p. 125).




The Highlancder Folk School became = place where whites and

blacks could participate in workshops and learn how to cdesl

with socizl, politiczl, anc economic issues that needed %o
be resclvec in their communities. The school also had an
adult literacy program. The educastion experiences were
designec to help miners, farmers, and ordinary workers cde-
velop & new sense of self and dignity. In 1956, Clark
became the cdirector and organizer of adult workshops that
were helc at Highlander and throughout the South. "The
school's first objective was to encourage these people to
mske use of the school to improve their personal lives and
social conditions, and to apply the principles ancd spirit of
democracy %to everyday life" (Clark, 1862, p. 136]}.

Clark encouraged blacks in Charleston and Johns Island
to attend some of the workshops at the Highlander Folk
School. One of the blacks that Clark had worked with in 2
number of projects on Johns Island wss Esau Jenkins. Since
1248 Jenkins had been teaching the islanders how to reac the
constitution and in 1948 he zlso organized the Progressive
Club which was z self-help club that paid the bzil of blacks
who vwere arrested for insignificant crimes because of
racism. The members of the Progressive Club alsc organized
2 cocperative and cpened their own grocery store. Afiter the
1€5<4 Brown Decision, Jenkins saw the neec to teasch the
islangers to read so that they could qualify %o register to

vote. In 1857 Septima Clark suggested that Jenkins attenc




the United Nation's Workshop 2t the Highlander Folk School
(Woogruff, 1S84). Clark tsught in the island Citizenship
Schools anc she presentecd the idea tc Myles Horton whereupon
the Highlander School loaned Clark and Jenkins the money--
without interest--to purchase a building for the Citizenshipg
School. Clark devised s workbook for the Citizenship
Schools that ciscussed the South Carclina election laws, tax

laws, snd other imporiant information. Clark gathered

the informztion, "And then I took this information, which
often couchecd in sentences and words rather cdifficult for
the grzss rcots folks to comprehend, and rewrite it in

simple, easily comprehensible words™ Clark, 1862, p. 150).

Ihe Citizenshis Schools

Clark began in earnest to trzin teachers to gco out and
organize Citizenship Schools throughout the South. As she
travelec Clark zlso challenged the laws and %traditions that
suppaorted segregation: "I traveled by bus all over the
Secuth, visiting *those teachers and recruiting new ocnes. I
2lways took the fifth seat from the front to test the buses.
They zskec me tc move, but I didn't" (Clark, 1885, p. 5C€).
After Highlancer was raiced by the stzte police, Horiton and
Clzrk cZecided that the citizenship program should be moved
in case the schocl was cleosecd. Horiton met with Martin
Luther King ancd it was decided that Clark zand the icea cf

the Citizenship Schools would be used to trzin workers 1o




go into the South. From 1561 to 1S7F Clark worked for the
Southern Christizn Leadership Conference (SCLC) through the
United Church of Christ because the SCLC could not receive
foundation grants. Clark, through Andrew Young, now Mayor
of Atlanta, erranged to get permission from the United
Church of Christ to use 2 center that the church ownec in
Liberty County, Georgiz. The center was about 285 miles
from Atlanta. The center was called the Dorchester Coopera-
tive Community Center ([Clark, 1986, p. 62). Until <he
Veting Rights Act of 1565 was passed, the Citizenship
Schools taught blacks how to answer the questions that the
Southern states required blacks toc answer before they coulc
register to vote.
All of the states had different election laws. Georgiz
had thirty guestions, and feople who wanted to register
had to answer twenty-four out of thirty. Alszbama had
2bout twenty-four questions they had to answer. One of
them was: 'Give the definition of thief.' One teacher
said she never could give the definition because the
registrar wanted her to say, 'A thief is a nigger who
stezls.' Because she couldn't say that, or didn't know
thst she should say thait, she never could pass (Clark,
1586, p. 67).
The teachers that the Center trained were ordinary black men
anc women who were respected in their communities, who coulgd
reaZ alcud, anc who could write their names in cursive.
According to Clark beitween 1857 and 1S7C there were 8S7

Citizenship Scheools. Where cid these schools meet? They

met

I

n tesuty parlors, in homes, and outdoors uncer trees
{(Clark, 1885, pp. E€9-7C). Out of these schools came the

lezcers =% the gracss roots: level who really formec the base
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for the Civil Rights Mcvement. Clark's achievement is
stated succinctily in her own words:
In 1562 the SCLC joined four other groups-ihe Congress
Racisl Equality (CORE), the NAACP, the Urban League,
and the Student Non-Viclent Coordinating Committee
(SNCC)-to form the voter Education Project. Iin the
next four years all the groups together trained about
1€,00F teachers for Citizenship Schools. During this
period almost 7E%,8E8F black voters registered across
the South. Afier the Voting Rights Act passed in 1985,
registration increased very rapidly. At least a
million more black people registered by 1S7¢. But it
took until the election of 1872 for the first two
blacks from the Deep South toc be elected to the U. S.
Congress since Reconstruction. They were Andrew Young,
who helped me set up all those Citizenship Schools, and
Sarbara Jordan, from Texas (Clark, 1986, p. 78).
Septima Clark's career as a teacher for forty years in
traditicnal schools, later as a2 faculty member of the
Highlancder Folk Scheool and zs the organizer of Citizenship
Schools for <the SCLC for fourteen years, is an example of a
teacher whe ceveloped 2 "pedagogy for the oppressec™ to use
Freiret's term (Freire, 1878, pp. 57-74). She moved beyond
the philosophy of Forten, Botume, Wright, Towne, Murray,
Cooley, and House, whc were zttempiting to completely regu-
late the world and the knowledce that entered the minds cf
their students. Clark realized that being in the werlc with
others hzs two possibilities. Clark as a teacher cid not
avoid genuine dialogue with her students and the community in
which she worked. Her stucents were motivated to =ct fo
change the reality in their environments thzst neececd %o be
changec and not to simply adapt themselves to 2 pclitical =nd

socizl reality thzt needed io be challengec. The other seven




teschers who were the subjects of this study were limited
in the cptions that they could offer their black students
beczuse of the politicsl and legal environments in which
they found themselves. Septima Clark was in a more viable
position because of the 1554 Srown Decision and the Civil

Rights Movement.

Sunmmary

In this chapiter the careers of Rossa Cooley ancd Grace
House are cescribed zs representative of committed teschers
who adzpted to the politicel environment in which they found
themselves. Just as the teachers cdiscussecd in Chapter Three
ef this study, Cooley and House provided blacks with access
to education in an area, St. Helena Island, where the local
and state suthorities had not assumed full responsibility
for education for blacks. They were concerned with
previding their students with the knowledce and skills tc
survive. Cooley and House ¢id no:t so much motivate their
students to chzllense the existing seccial and political
orcder 2s to live better within it. This was a realistic
position since the separate, but egual, doctrine wass the law
of the lancd. Only =2fter 1854 could Septima Clark, in her
csreer zc z teacher, zdvocste educaticn and pelitiesl

sctivism as azvenues toward liberation.




CHAPTER V
SUMMARY, CONCLUSIDNS, IMPLICATIONS,

AND RECOMMENDATIONS

Summary and Conclucions

This study has provided a historical and interpretative
anzlysis of selectecd teachers who taught in South Carolins,
1862 to 1S7@. Although this study was limited to a specific
historical period and state, it has also cdemonstrated that
there were some problems and issues that have plagued black
education so intensely that they were chronic. If educatien
for blacks cnd for all Americans was £2 improve, an under-

standing of ihc ution called "American education" wss

needecd. An understanding of its whole wss possible only if
211l parts were undesrstood. For those who wished to bring

the reality of education for blacks closer to its ideal,

o

o

heir first step was to turn to the past. A historical and
interpretative analysis provided a profile of the first
efforts of selected black and white teachers anc 2 profile
of a Southern state, South Caroclina, where they workec.
These early efforts were initiated by relicious and chari-
tle organizations.
These organizations and the teachers that they

supportec shared with the newly freec slaves the belief that

education was the sclution and 2 panacea. However, after




Recomstruction ended in 1877 with the withdrawal of troops,
there wzs & tendency in South Caroclina tc ignore the
educationsl aspirztions of blacks and to give meager support

to black schools established prior to 41877. As this study

has demonstratec, there were black and white teachers, es-
pecially those associated with private schools supporied by
charitable organizations and private philanthropy, who kept
many of these schools cpen.

These tezchers believed that if black stucents were
Teducated® they could become useful citizens. What was
neeced was a "balanced ecducation” that trained the mind and
the hand. As this study has demonstrated, the teachers and
schools cdid not achieve this balance. They either
emphasizecd ‘racditional education or they only emphasized
industrial ecucation. All the teachers that were the
subject of this study, except Septima Clark, lived and
workecd im South Carolina at a time when it would have teen
futile and impossible for them or their students to chzl-
lenge directly the existing order. However, these teachers
and schoocls should be commendecd for affirming that blacks
should have zccess to schools and for attempting to Fill the
void. Fortern, Towne, Murrzy, Sotume, Wright, Cooley, House,
and Clark =zll taught, worked and, in some cases, organized
schools for blacks in spite cf local opposition. In 2ress
where there were nc schools, their efforts eventually gained

suppert from the local authcrities. These teachers were
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zlways cognizent of the political reality in which they
lived and werked. Furthermore, these teachers had to accom-
mocate themselves to a political reality that they could nct
change. However, the manner in which they often manipulated
events and the loczl power structure was = type of social
zcsptation to & world ccmﬁli:ated by de jure segregation and
the belief that blacks were inferior to whites and could not
learn. These teachers were assisted in their efforts by
eduszticnal fcoundations znd Northern business interesis.
These ecucational foundations and the Nerthern business
interests who supported them believed that public educstion
was the key to ensure the economic development of the South.
The zgents of these foundations saw the South as an under-
developed region ancd conclucecd that if the region
progressec, then 2ll students--black and white--should have
access to a system of free public education. These founda-
tions generally placed emphasis on industrizl training. The
peclicies ond programs of these foundations did not encourage
blacks and the teachers who taught in black schools to chzl-
lenge or change the existing social order. However, as this
study hes demonsirsted, the Southern Education Soard, Sen-
erzl Ecducation Scard, the Jeanes Fund, and the Slater Fund
mzce 2 contribution to the development of blasck public edu-
cation in the South and not just in the sitzte of South Caro-
linz alcne. While these foundaticns supported many of the

priveie efferis, they 2lsc reslizec thst the most effective
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strategcy was tc encourace the cdevelopment of 2 system cof
public ecucation for all children in the Southern states.
The =2gents and philanthropists such ss Rockefeller and Anna
Jeanes cid not want to superimpose 2 system of black schools
upen the South supportecd by private efforts. The most
effective strztecy was to change Southern public opinion in
favor of 2 system of public schools for both blacks and
whites. This study hes zlso demonstrated that these educa-
tionel foundaticns supported industrial education, construc-
tion of buildings, and the efforts to trzin teachers focr the
public schoeols. The agents and philanthropists zssocisted
with these educational foundations were supporters and advo-
cates cf the Frogrescive reform movement.

It has been shown in this study that the teachers advo-
cated and z=ttempted to implement some of the ideas of the
progressive reformers. Furthermore, many of the ideas ancd
strztegies used by these teachers were the same ones that
were associated with John Dewey and the Frogressive
Educstion Associztion. Cooley and House were concerned that

to

their stucenis experience an education that was relevant
the lives that they had to live. Just a2s Dewey sought %o
merce learning and the community this was slsc the siratecy
cf the teachers after 1815. The new schecule cdevised by
Cooley which coincided with the planting and harvesting sea-

sons on the islang, the basket weaving clesses, and the use

cf practicsl skills classes to tesch across the curriculunm




were similzr to scme cf the experiments 2ttempted by John
Devey. Fsr exzmple, st the University of Chicsgo Laboratory
School, Dewey introduced the idea of teaching ascross the

curriculum in the textile a2rea. While the students learned

about textiles by learning how tc weave anc process them

themselves, they zlsc had history, reacding, and

lessons that were related to the experiences in
Lzborztory (Bution and Provenzo, pp. 286-2Z7). There were
many teaching sirategies discussed in this study that
indiceted many of these tezchers identified with the ideas
of the progressive reformers. The homemakers' clubs, the
literacy classes, and the farm cooperatives organized at the
Penn Schocl and a2t the Voarhees School were typical of the
zpproaches usecd by the progressive reformers who worked with
the settlement movement. While it was evident that Cooley
and House came directly out of the progressive reform move-
ment, the teachers in this study, whose work in South
Carolina predated the progressive movement, usecd many of the
same technigues. In fact, Sotume, Wright, and Towne were
within the progressive reform tradition even before there
wes & progressive movement.

Whether progressive or pre-grogressive, black or white,
one final cuestion that was & purpose cf this study remains
to be snswerec: To what extent did these educators see ecu-
catiorn as z vehicle for liberstion? This study hss demcn-

strzted that liberation for blscks from 1€62 tc 1S7C meanrt




freedom and literacy, freedom from slavery before 1855 and
freecom from prejudice after 1865. Freecdom from prejucice
meant the positive enjoyment of socisl, politiczl, and ecc-
nomic rights. Thus the teachers in this study who were
involved in education for blacks before the historic 1854
Srown Decision and the Civil Rights Movement utilized
education as z vehicle for partial liberztion. They could
offer their students literacy but not freecom or total lib-
eration, because the legzl and political climste before 1954
sanctioned secgregation. However, the education provided was
liberating in the sense that it provided blacks in cocstzl
South Carolina with the means to survive and to adapt =-d
adjust to a reality that they could not change. The educa-
tion provided by the teachers and schools in coastal South
Carolina was =lso liberating because it prepared blacks to
work *through the existing lecal and political system to
chance that same system.

The attempts to provide ecucation for the freedmen
beginning in 1862 were usually atiempted by those who be-
lieved that education would end racism and change American
society. The szttempts to provicde ecducation for blacks that
were *he subject of this study in a specific state, South
Carolins, were valiant and while racism was not eliminatec
there were some changes. I% was cnly after the historic
1¢5¢ Srown Decision and the Civil Righis Movement that

teschers involved in education for blacks could becin o
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advocete educstion and politiczl =activism as zvenues tcward
literzation. Thus the process cf reflection through the
"lens of the psst™ provicded by this research has cdemonsirat-
ed that ecducstion for any group that is still oppressecd
cannot actually be liberating. However, the ideas of some
cf the contemporary critics of education in conjuncition with
the process of reflection provided by this research have im-
plications for the future and suggest and imply how ecduca-

tion can serve ss an avenue toward liberation.

mplications

vhen the nature of knowlecdge, its impact on an incdivi-
dual, and its role in self-zctualization is stucdied, one is
dealing with the epistemological dimensions. Zvi Lanm
(cited in Gress and Purpel, 1578, pp. 124-141) states that
after epistemological zpproaches are acdapiec to the needs of
the school a transformation takes place and three fornmules
are the results: (1) Knowledge is mezant for use (2) Know-
ledge has intrinsic value and (2) Knowledge is 2 means in
the process of individuation (p. 125). Lamm explains indi-
vigduation: *"The meaning 2ttributed *o this concept by psy-
chclogists cperating with it today is closely assccistec
with the meaning cf the concept of self-actualization. In-
cividuetion is =z process in which the individusl sctuslizes
his unicue personality and crystsllizes his unigue identity™

(Gress znc Purpel, p. 128}. The first two Fformulas have cre
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common denominator for "instruction is regarded &s a bridge
between knowlecdge and the learner™ (Lamm, p. 127). Know=-
lecdse is the mest important element; therefore, manipulation
and instruction of the student usually follows to asccomplish
this process. Acculturstion and socialization are the
natural by-products of the first two formulas.

Lamm states: "We do not learn humanity by acguiring
sociazl roles or by internalizing the principles, values, and
norms ef & specific culture.T Humanity is a given datum
present in human beings ancd education is the process cdesign-
ed to ensble the individual to zctualize his own humanity"®
(. 128). The teacherc in this study who advocated a tradi-
tionzl education did not produce thinkers anc philosophers
in large numbers nor did the emphasis on vocational educa-
tion produce large numbers of black workers with the skills
neecded in an industrialized society. The charitable organi-
zations that supported these teachers and schools were
sincere, but liberation and self-zctuzlization were not
among their objectives. The relationship between humanity
and self-zctualization is what Macdonald called "centering™.
"Centering as the a2im of education calls for the completion
©f the person as the center of meaning that utilizes =11 the
potential given tc a person. It in no way conflicts with
the s3ccumulated knowledge of & culture; it merely places
thie knowledge in the base or cround from which it grows™

(Gress anc Purpel, pp. 113-114). Lanmm has concludec thezt
P




the instructionsl spproach that can be developed from the
rzcdical epistemoclogical position is self-regulation.

The principle cf self-regulation rencunces manipulstion
cf the student's motivation on the z2ssumption that the
drive to activity is 2mr inborn human characteristic and
2s long as this primary motivation is allowed %o remain
alive it will lead to exploratory behavior in an
environment when the necessary conditions for learning
are createc (Lamm, p. 138).

Kohlberg znd Mayer (cited in Gress and Purpel, pp.

ge-82)

dgentify three frameworks that have inherent in them
responses to the epistemological concerns of educators.
First, the advocstes of the romantic framework believe that
the existence of the self is the primary fact and that what
comes cut of the inner self is the most important dimension
of ceveleopment. Therefore, the school environment should
not be tco restrictive and the self is whst determines the
stancdard of values. Second, there is the instructional
2pproach that Kohlberg and Mayer call cultural transmission.
"Education consists of transmitting knowledge, skills, and
social and moral values of the culture” (Gress and Purpel,
p. B1). The student must learn through the educational
system %the disciplinme that is necessary to promote crder anc
ensure the continuation of the society in which the student
lives. Thirc, there is the progressive instructicnal
approsch which "holds that education should nourish the
chile's natural interaction with a developing society cr

environment”™ (p. 62).




The three instructional aspproaches can be represente
by different metsphors. The Romantic theorist uses the
metzphor of organic growth and conseguently cognitive
cdevelopment unfolds through prepatterned stages. Out of the
progcressive instructional approach there develops a metaphor
that is dislectical: "The chilcd is not 5 plant or a
machine; he is a pnilosopher or s scientist-poet™ (p. 84).
The educztor who espouses the cultural transmission instruc-
tionzl =zpprozch uses the metaphor of the machine and sees
the environment as input and the child as emitting output
behzvior. Thus, cognitive development is the result of
cirected teaching and learning. It is interesting to note
that Kohlberg and Mayer present a convincing case for an
instructional zegproach that comes naturally out cf the
progressive tradition.

Kohlberg and Mayer use the term cognitive-cevelcpmental
straztegy *to describe their instructional approach or frame-
woerk. This approach accepts the reality of vzlues based cn
rztional ethical principles. Conseguently, the values of
parents and the society zre not the final determinants cf
educstional goals. This is a non-elitist position because
the goal is to get 211 students to develop and participate
in the cevelopment of the principles that they come %o
value. Unlike the educators who advocate the romantic anc
the culturzl transmission approaches, progressive cognitive-

developmental educatcrs =re open about their approach ancd
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invite criticism as they =ttemgt to get their students to
learn ancd cope with the reality in which they finZ them-
selves.

This writer would agree with Macdonald (Gress and
Purpel, pp. 8S5-123] thst the progressive approach and any
derivatives thereof and the radical approach will not pro-
duce students who are intuitive, creative, and responsible.
Macconald critigues both zpproaches: "The progressive posi-
tion zssumed that democracy was the ideal social reality and
continusd its analysis of the interaction process with that
zssumption in minc. The radical model, on the other hand,
is essentislly based upon an analysis of why demeccratic
ideas are not realized, thus emphasizing environmentsl
assertions” (p. 96). Macdonald aisc critique: the develop-
mentzl approach: *Thus, tevelopmental theory is culture and
society bound, and it is bound to the kind of system that
structures human relationships in hierarchical dominance anc
submission patterns and alienates the person from his own
activity in work and from other people™ (p. 88). Further-
more, if individuals are to do more than survive =nd cope
they must transcend the existing environment with its prob-
lems ang turn inward. Tnerefore, Macdonald advocates an
instructionasl approach that he calls a transcendental ce-
velopmental ideology which empowers students %o see them-

selves =s important and creative.




The trznscendental developmentzl framework is best 2p-
proached through what Mzcdonsld calls a cdual dialectizal
process. A dizlectic exists not only between the individual
snc¢ his environment but alsc within the individual himself.
Seing cut of touch with one's self is zlienation. The con-
cept of personzl knowledge is the majdr epistemological
zspect of the transcendentsl framework. We are reminded
zgain that the 2im of education, accerding %o Macdonald,
should be "centering®™: "Centering a2s the zim of education
calls for the completion of the person as the center of
meaning that utilizes 211 the potential given to 3 person~.
It in no way ccnflicts with the accumulated knowlecdge of 2
culture; it merely places this knowledge in the base or
ground from whizh it grows™ (p. 112-114). Perhaps this is
the kind of education that sll students need uow and intc
the twenty-first century. If we look at our couniry and the
vworld we can see what challenges the twenty-first century
%will present. Today we can control the physical world so
that survivasl is nmot our major concern. WKe can produce more
fcod tham we csn ezt. Even regular space travel is a
distinct possibility in the future. However, the prospect
cf nuclesr destruction, the reality of international ter-

cf war

chglueering, and

cue to mocern technologcy are indicative of what the mzjcr

concerns cf sducators should be now and into the

twenty-First century. Ecucators and th must




learn to control their irrstional propensities. What is
neeZed now anc inio the twenty-first century are self-

directed, disciplinecd, and responsible people if America
ancd the world a2re going to survive into the twenty-first

century.

B tions for Further Study

There are many possibilities for future research and
study: {1) A historical and descriptive anaslysis of Francis
Cardozo, Principal of the Avery Institute, and black Recon-
struction politician (2) A study of selected teachers from
other Southern states such as North Carolina and Virginia
(3) A comparative study of some of the graduates of the Penn
School and the Avery Institute. The majority of teachers in
this study were from the North. Northern teachers, both
black and white, were prelific writers of letters and
journals. However, the search for sources for this study
suggests that a profile and insight into many of the
Southern black and white teachers can be culled from sources
other than journals and letters. The records and letters of
Superintendents cf Education and the correspondence between
indivicdusl teachers ancd state cofficials provide valuzable in-
sights =znc information and (32) The criticisms of the cur-
rent critics of education for the oppressed anc minorities
neec to be examined im light of %these conclusions anc

concditions in the lsrger stucy.




In deciding how to ensure the survival of the public
school now anc into the twenty-first century, research into
the areas identifiecd above will need %o be considered.
Although this study was limited to 2 specific period and
state, it has demonstrated that there are some problems and
issues thzt have plaguecd education for blacks se intensely
thaet they are chronic. If education for blacks and for =2l1l
Amoricens is tc improve, an understanding in its entirety cf

the institution callecd "American education™ is needecd.
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