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Abstract 

In the debate on the relative merits of traditional and revisionist educa­
tional historiography, little if any reference has been made to the idea of 
progress in a discipline and its relation to the metatheory of history . This 
paper endeavours to rectify thi s shortcoming with reference to the oft­
quoted but , in the history of education, seldom explored views of T .S. 
Kuhn on progress, paradigms and theory choice . The writings of Monroe, 
Cubberley , Bailyn and Cremin serve as vehicles for a study of Kuhn 's 
ideas and their implications for historical theory . 

T.S. Kuhn's Idea of Progress and Its Implications for Theory Choice 
in the Historiography of Education 

The idea of progress and the criteria by which it is to be judged have long been of interest to 
historians in the; ir interpretation of the past. 1 Although the term "progress" has been used in many 
ways, it has generally been defined as irreversible change for the better, and is said to represent 
both qualitative and quantitative improvments in technology, wealth, knowledge, social institu­
tions and morality . 2 Recent studies in the history of education have reintroduced the idea of 
progress in comparing the relative merits of traditional and revisionist schools of historical thought. 
In what way , for example, is L. Cremin 's revisionist explanation of historical events an improve­
ment upon that of E. Cubberley ' s traditional interpretation? ls the former a modification of the 
latter, or does it point to a more fundamental advance that clearly might be described as progressive? 
Given the range and depth of inquiry into these questions during the last twenty-three years, it is 
not easy to escape the conclusion that all has been said . 3 Yet historian of science T .S. Kuhn throws 
new light on the idea of progress with implications that may extend beyond his own field of 
interest to the theory of historical research . 

The first of Kuhn's studies to extensively examine the idea of progress and its relation to the 
development of science is The Structure of Scientific Revolutions.4 In this work , the idea of 
progress is inextricably tied to the concept of the paradigm which functions as a bridge between 
the content of science and the application of scientific theory . 5 Within this context, particular 
attention is given to those members of the scholarly community6 who take the lead in establishing 
the structure of the paradigm. 7 As such , the paradigm, including the methodology by which it is to 
be explained, serves as a model or exemplar for further research and growth in the field. In the 
solution of scientific problems, it occupies a role that can be considered equivalent to a theory_. 8 

Kuhn ' s investigation, however, does not result in a precise definition of progress, but provides the 
groundwork for a reassessment of theory choice in the description and explanation of events . 

To argue that Kuhn's ideas can be transferred to the history of education stretches the limits 
Kuhn himself would seem to impose upon his work . The caution has not discouraged the use of his 
interpretation as a heuristic tool in the social sciences and humanities where questions of theory 
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and methodology are cornrnonplace. 9 Nevertheless, Kuhn 's analys is has fai led to receive system­
atic attention in the history of education. This in no way implies that his efforts remai n unknown to 
that field , although it would appear that apart from an occas ional reference hi s contribution has 
been viewed as highly theoretical and of limited importance. 10 This paper addresses that shortcoming. 
In terms of Kuhn 's thought , it endeavours to develop a better understanding of progress in a 
discipline and its implications for the paradigm and theory choice in historical research. 11 As such, 
its primary purpose is not to critique the fi ner points of Kuhn 's philosophy or sociology of science 
but rather to consider the possibliities of his work for the history of education. The paper, then, 
will (i) examine the place of theory and paradigm in Kuhn 's idea of progress; (i i) explore the 
extension of Kuhn 's position to the study of traditional and revis ionist educational historiography; 
and , (iii) assess the meaning of progress and its significance for historical theory. 

Progress, Paradigms and Theory 

Kuhn 's interpretation of progress and its relat ion to the parad igm prov ides the bas is for an 
unconventional yet fruitful understanding of theory development not only in the history of science, 
but possibly in the history of education. The significance of his argument turns on the realization 
that in the growth of science, it is only the phenomena - and not their explanations - that are more 
refined, and hence, progressive. He supports that analysis with reference to scienti fic change and 
especially the work of Copernicus whose in troduction of a new parad igm to explain natural 
phenomena represented a revolution of scient ific thought that contributed to the development of 
the discipline. It would be incorrect to assume that, fo r Kuhn , the progressiveness of science is 
represented in the cumulation of concepts and theories. In maki ng the point, Kuhn does not deny 
outright the possibility of progess in theory development , but suggests that it must be viewed in a 
less than conventional way. 

How, then, might progress be understood? Kuhn presents two poss ibilities. On the one hand, it 
might be examined in terms of the add ition of knowledge within a given theory. For example, 
progress occurs during a period of what might be called nom1al science, that is when science 
proceeds according to consensus and established practice without dramatic change. At that ti me , a 
theory gains recognition as the accepted way of solving the community's research problems or 
puzzles. Under these conditions, theory is open to continual challenge and adjustment, the impact 
of which may heighten its effectiveness in explaining with increasing precision an ever-wider 
variety of scientific phenomena. 12 From the standpoint of the community - whether scientific or 
non-scientific - the result of such "creat ive work" is progress, for its members could view it in no 
other way . 13 

On the other hand , progress in a fie ld of study becomes less clear when competing theories are 
examined in relation to one another. Contrary to the observations of some crit ics , Kuhn recognizes 
traditional criteria of evaluation "when scientists must choose between an established theory and 
an upstart competitor." More specifica lly: 

... a theory should be accurate: within its domain, that is,, consequences deducible from a theory should 
be in demonstrated agreement with the results of existing experi ments and observations. Second, a theory 
should be consistent , not only internally or with itself, but also with other currently accepted theories 
applicable to related aspects of nature . Third , it should have broad scope: in particular , a theory 's 
consequences should extend far beyond the particular observations, laws or subtheories it was init ially 
designed to explain. Fourth , it should be simple, bringing order to phenomena that in its absence would be 
individually isolated and as a set confused. Fifth . . a theory should be fruitful of new research findings: it 
should , that is, disclose new phenomena or previously unnoted relationship among those already known. 14 
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This, however, does not imply that ubsequent to the application of these criteria, the community's 
preference fo r one theory over another somehow represents progress in any absolute sense, fo r the 
interpretation of criteria may rest on other than objective fac tors. 15 It does suggest that the process 
of theory choice, however rational it may be, must take into account the concept of paradigm as a 
representation of theory and its ro le in the research activities of the community . 

For Kuhn , there are two bas ic meanings of paradigm. In one sense, it represents the disciplinary 
matrix or ' ' the entire constellation of be liefs, values, techniques, and so on shared by the members 
of a given community." 16 This includes metaphors, symbolic generalizations, values and shared 
commitments. 17 Of these components, va lues are of particul ar interest in that they underl ie the 
commitments of the community as a whole and, more specifica lly, affect the cri teria by which its 
members decide on the acceptabil ity of diffe ring theories. 18 

The second meaning of paradigm is contained within the firs t and refers to " the concrete 
puzzle-solutions which , employed as models or examples, can replace explicit rules as a bas is fo r 
the solution of the remaining puzzles of normal science.' ' 19 This includes the '' problem-solutions 
found in the periodical literature," showing scientists by example how their job is to be done. In 
physics, for instance, Kuhn refers to the inclined plane and the conical pendulum which function 
as exemplars that are learned by practice and , hence, provide a " tac it knowledge" for others 
seeking a solution to similar problems in the fi eld . Such knowledge allows the community to apply 
a consistent interpretation upon the configuration of phenomena without resorting to particular 
rules. 20 It represents the " hard core" of the paradigm, those elements which are accepted by all 
members of the community and, therefore, " not subject to attack wi thin the tradition. " 21 

Kuhn advances the thesis that progress occurs during periods of normal science when members 
of the community solve research problems within the framework of a particular paradigm. Such 
progress is discernible within all fi elds " but the absence at most times of competing schools that 
question each other' s aims and standards makes the progress of a normal-scientific community far 
easier to see. ' '22 Nevertheless, fo r the indi vidual ''who argues that philosophy, for example , has 
made no progress emphasizes that there are still Aristotelians, not that Aristotelianism has failed to 
progress. " 23 implying, of course , that changes of theory do not necessarily lead the scholarly 
community ever closer to some absolute or final truth . 

Foundations of Historical Theory: A Case Study of Traditional and Revisionist Historiography 

The extension of Kuhn 's position to the study of historical theory brings into focus condit ions 
particul ar to the field of history which sugges t a modific tion in the way in which the structure of 
paradigms is viewed. Research traditions in the history of education, fo r example, would not 
appear to be limited in time to any spec ific cultura l-historical period with the result that competing 
paradigms within the community seldom succeed one another in a revolutionary way, as in the 
history of science. A number of competing traditions or schools of historical thought may coexist 
with one another with no one paradigm enjoying the unswerving allegiance of all members in the 
community . 24 Nevertheless, the possibility remains that , however remote , one or another para­
digm may succeed in winning the approval of the majority in the historical community. 
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A number of elements would be centra l to paradigms in the history of education. It would not be 
unexpected for educational hi stori ans to hold certain understandings about the nature and purpose 
of schooling and education. 25 Such unders tandings, though not directly involved in the process of 
historical research itself, nonetheless, reflect the historian's values and beliefs about the function 
of these phenomena in society . They contribute to his perception of what constitutes educational 
activity, thereby affecting his interpretation of historical data. It might be said that the historian 's 
social reality - the social group fo r which he speaks or gives his alleg iance, the notion of what 
factors bring about social change , and perspectives on future soc ial developments that provide him 
with orientation points for historical interpretation - set the conditions fo r the way in which 
historical data are selected and categorized . 26 It is difficult if not imposs ible for the historian to 
separate his theory of history , and , more specifically, the historical explanation of schooling or 
education from the influence of his value system. This does not lessen the historian ' s responsibil­
ity to study educational events in thei r historic setting, but points rather to the interdependence of 
his present and the data of the past with which he works. 27 

Perhaps of greater importance are the community 's shared examples - the specific meaning of 
paradigm - which focus on the models employed by educational historians to define their research 
activity. To cite an instance from the history of science , principles underlying the notion of the 
incline plane have a wide range of application in the research of Galileo , Huyghens and Bernoulli . 
This knowledge is not acquired by verbal means alone, but becomes clear to members of the 
community when words and concrete examples are learned together. 28 In the history of education , 
it would seem that such " hard core" knowledge does not depend on precise form ulae , but rather 
on an association of concepts which very much like a gestalt contribute to an overall framework 
for the explication of data. Such linkage represents fo r the historian more than a fo llowing of 
verbal rules alone. It functions as an exemplar or model which in place of rules provides what 
Kuhn identifies as a " tacit knowledge" of the relationship between historical data and the interpre­
tive framework . In this way , paradigms establish the limits fo r determining " the legitimacy both 
of problems and proposed solutions" advocated by particular members of the community . 29 

Two theories or paradigms of special interest emerge from the recent debate on the relative 
merits of traditional and revisionist historiography. The latter, represented by the writings of B. 
Bailyn and L. Cremin gained a significant following in the second part of this century. 30 Their 
work was seen by many supporters and opponents alike as antithetical to the " traditional" 
orientation of P. Monroe and E. Cubberley, which for decades had dominated the thinking of the 
historical community . 3 1 

The identification of the Monroe-Cubberley and the Bailyn-Cremin perspectives in educational 
historiography does not deny the importance of other traditions such as the reconstructionists of 
the I 930's who contributed to the traditional-revisionist debate and who, moreover, might also be 
studied in relation to theory development. The poss ible claim that the exclusion of the reconstruc­
tionists disrupts historiographic continuity would not seem to be problematic, for the idea of 
progress is not limited to an analysis of traditions that follow immediately one upon the other. 
What would seem to be essential is the retention of sequence from an earlier to a later theory in 
order to isolate and identify those conditions which lead to progress, irrespective of their proximity 
in time . 

(a) The Monroe-Cubberley Paradigm 

The writings of Monroe and Cubberley , appearing at the turn of the century , signalled a new 
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chapter in the history of education as a field of study . Their ideas represented a confluence of 
thought that in the main had its roots in the latter half of the nineteenth century. 32 Central to their 
theory is a concept of social evolution . Monroe signifies its importance in A Text-Book in the 
History of Education when he c laims that the applicat ion of this notion yields new insights into the 
work of educational theorists from primitive to modern times . It will assis t the student in developing 

... a conception of the meaning, nature, process , and purpose of education that will lift him above the 
narrow prejudices, the restricted outlook, the failures and the petty trials of the average schoolroom, and 
afford him the fundamentals of an evolu tionary faith as broad as human nature and as deep as the life of the 
race. 33 

There is in Monroe's work a close alignment of the interests and concerns of the school with 
society , and the belief that historical movements "characteristic of the past . . . are working 
themselves out '' in the tendencies of the present. 34 As noted in a Source Book of the History of 
Education for the Greek and Roman Period, such history will provide " not only a more correct 
idea of the education of the classical period , but also a better apprehension of the meaning of 
education in its historical and contemporary aspects. 35 Inherent to the course of events is an idea of 
progress which underlies the emergence of inst itutional education. 36 

The linkage between progress and education is forcefully presented by Cubberly in his Public 
Education in the United States. In this work, Cubberley adopts the idea of public schooling as the 
critical form of institutional education, narrowing Monroe's general sweep of historical events to a 
study of developments in America. Such hi story represents a " battle" and " struggle" within a 
framework of evolution and progress. 37 Much of the work follows from Cubberley's Changing 
Conceptions of Education where he defines the school as more than an agency committed to the 
transmission of knowledge. 

It must equally prepare the future citizen for the to-morrow of our complex life . The school must grasp the 
significance of its social conditions and relations, and must come to realize that its real worth and its hope 
of adequate reward lies in its social efficiency. 38 

History of education must, therefore , concern itself with a contemporary vision of the "rise and 
progress ... of the human race ." 

In this work of advancing world civilization, the nations which have long been in the fo refront of progress 
must expect to assume important roles. It is their peculiar mission ... to help backward peoples to 
advance, and to assist them in li ft ing themselves to a higher plane of civi lization. 39 

It is evident that within this context , institutional education plays an essential role in the process of 
social evolution. The working out of "civi lizing" forces in the founding of such state school 
systems as Massachusetts, Maine and Carolina represents, as one observer remarks, not only a 
product of historical fac t but "a consecrated national undertaking. " 40 

The concept of evolution is well-suited to the exercise of comparative judgment in establishing 
periods of educational theory and practice. Primary and secondary source materials, including 
superintendents' reports , memo irs and government statistics, provide the bas is for a " body of 
historical facts" which lead to the framing of generalizations. 4 1 The process, typified by the 
sequential description of events , represents the comparative or genetic method as a dominant form 
of historical explanation. Monroe 's Textbook, for example, outlines an evolutionary course of 
events with the last four chapters providing a comparative analysis of' 'psychological,'' ''scientific '' 
and "sociological" tendencies in educat ion. 
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Additional concepts of "struggle ," "conflict" and , in Monroe's reference to societal change in 
Greece during the fifth century B.C., "social revolution" assist the genetic explanation of new 
educational ideas .42 Cubberley adopts a number of these concepts in The History of Education 
where state control of schools is taken as the last and presumably highest stage of evolutionary 
educational development. Interestingly , his Public Education in the United States emphasizes 
events following the Classical Renaissance as specially significant to an understanding of this 
process . 

(b) The Bailyn-Cremin Paradigm 

The charges of parochialism , anachronism, evangelism and isolationism levelled against the 
work of traditional historians marked a different orientation to research in the history of education. 
Identified as revisionists , the " new" historians pointed to what they called inadequacies in the 
Monroe-Cubberley thesis and launched a variety of studies which led to restructuring of the 
field .43 The studies embraced a range of perspectives that , according to one historian , encom­
passed everything from revisionist to radical revisionist positions. 44 Distinctive among them were 
Bailyn 's Education in the Forming of American Society and Crernin 's The Wonderful World of 
Ellwood Patterson Cubberley insofar as they established a new rationale for the interpretation of 
historical events . Bailyn and Cremin were among the first in the community to question the 
traditional viewpoint and in the years following to gain recognition as the initiators of a " new" 
historiograpy . 45 To this extent, they fathered an innovative theory of educational hi story and in 
general terms set the exemplars and techniques for its development. 46 

Underlying revisionist historiography was a set of values and beliefs that in dist inctive ways 
departed from those held by historians of the traditional school. The history of education was no 
longer seen primarily as a history of formal pedagogy , '' but as the entire process by which a 
culture transmits itself across the generations ... " 47 In concurring with this view Cremin makes 
the following observation: 

Certainly, the question of how the public school came to be would remain central in any such account; but 
to avoid distortion it must be raised as part of a much broader inquiry into the nature and use of education at 
different times in our past. What agencies , formal and informal , have shaped American thought , character 
and sensibility over the years, and what have been the sign ificant relationships between these agencies and 
the society that has sustained them?48 

Cremin 's genera] acceptance of Bailyn 's position directs him to the study of intellectual and 
cultural history with emphasis on intentionality or purpose as critical to the process of education . 
He advocates an interactionist position which views education as " purposeful", inseparable from 
"biosociaJ emergence" and indicative of a process best described as "a continuum of contemporane­
ous and successive transactions" within culture. 49 His views , as a composite of many intellectual 
strains, are difficult to categorize. 

Nevertheless in the Horace Mann Lecture of 1965 , Cremin clarifies his position with a commit­
ment to popular education . His belief in a " democratic educational program" rests in part on John 
Dewey's idea of growth as a " deliberate effort to achieve excellence in every domain of life . " 50 

This commitment to both formal and informal education recognizes , however, " that the common 
school continues to stand as a prime agency for undertaking this task. " 51 

There also exists a belief in "progress and reform," not in a millenarian sense, but in terms of 
intelligently confronting those problem unique to the American educational experience. 52 Although 
Cremin remarks that "what happened during the fust century of national life was not leading 
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inexorably to some foreordained present ,' ' 53 it would seem that in adopting a view of educational 
culture or paideia, he does not enti re ly escape a connection between the effects of " liberating 
literacy" and the progressive achievements of American society.54 This development fo r Cremin 
is not without an historical foundation which, in a general way, he locates in the history of western 
civilization and class ical thought . 55 

Central to Cremin 's historical theory is the notion of equilibrium or balance. Educational 
organizations ex ist in a constant state of interaction and as such may be "complementary or 
contradictory , consonant or dissonant. ' ' 56 The fo llowing description reflects this state of affairs: 

By the nineteenth century most local communi ties embraced multiple configurations of education and most 
configurations of education comprised institutions that were increasing nonlocal influences . Families in 
Indiana read books printed in New England hawked by colporteurs based in Cincinnati; churches and 
Sunday schools in Tennessee taught liturgies and discipl ines deve loped in Europe .. . 57 

In this context , the process of education is looked upon as maintaining equilibrium , continuity and 
gradual social change . The interplay of educative forces comes close to a structural-functionalist 
interpretation of social interaction,58 permitting, moreover, an explanation that recognizes the 
complexity of hi storical data and events. To accomplish this goal, the historian may adopt 
hypotheses and procedures from other fields, which it is hoped, will contribute to an explicit study 
of historical context and a less Whiggish interpretation of the past. 59 

Progress in Historical Theory 

The argument from Kuhn suggests that the determination of progress in the development of 
historical research traditions does not al ways represent irreversible change for the better. There is 
in this view a shift away from a concern wi th an actual representation of progress to the adequacy 
of criteria by which progress is to be judged . Such criteria might be explored in two ways: first, in 
relation to concept and methodological development within a research tradition during its period of 
normal growth - an internal analys is; and , second , in terms of assess ing theory development 
between competing research traditions - an external analysis. 

For an example of internal analysis, let us tum to the concept of education in both the traditional 
and revisionist paradigms. In the historiography of Monroe and Cubberley , the concept of educa­
tion as public schooling is among the key components dominating the structure of the paradigm. 
This, however , does not prevent Monroe from recognizing education as a process of cultural 
transmission, especially when examining the history of class ical Greece . 60 As Monroe moves 
beyond this period, education becomes more closely allied with ideals of progress and the develop­
ment of institutionalized teaching and learn ing. These components of the paradigm are presented 
through a narrative description and explanation of events that include such concepts as '' humanism, ' ' 
" realism" and " naturalism," ideas which extend beyond their historical milieu to exert an 
influence on existing social and individual responsibilities of the school. 61 After all , "education is 
primarily a preparation for citizenship" and the school plays a major role in its realization .62 

Cubberley is not unaware of the different meanings attached to education in the course of 
history. Like Monroe, he identi fies major movements and thinkers from the past that have 
contributed to what he considers the ideals of western education. His understanding of the concept, 
however, seems to be more oriented towards national state education as described in the American 
tradition. His special interest in the professionalization of education, administrative developments 
and curriculum reorganization reflect this concern . He employs a variety of explanatory techniques , 
including the genetic method and the use of statistics and graphs, to reinforce the concept of public 
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school education and its contribution to " national progress. " 63 

The concept of education has a different history in the revisionist model where Bailyn identifies 
a variety of formal and informal educative agencies acting in a process of cultural renewal. The 
term undergoes slight but significant modification by Cremjn when, in filling-out the implications 
of the Bailyn thesis, he introduces the notion of educational intention , for in the study of cultural 
agencies it is their purposive function that requires particular attention. 64 For Cremin, the history 
of education exemplifies the emergence of a popular paideia and its impact in establishing an 
equilibrium between "the creation of a unjfied American society" and a "rending of that society 
by civil conflict. " 65 Household, church and school are among the educative agencies contributing 
to hannony and rational synthesis. 66 Descriptive studies of individuals whose lives are " characteristic" 
of American education reinforce this interactionist orientation to education. 67 

It might be argued that the concept of education has undergone change in the development of 
both research traditions. In the Monroe-Cubberley model , it has become more closely associated 
with state schooling and citizenship. Such a perspective permits the analysis of a wide range of 
data pertaining to classroom experiences, professional teacher activities and state legislation. In 
Cremin 's work , Bailyn 's concept of education is redefined to account for the intentional activities 
of both formal and informal learning, a limitation which might be looked upon as a refinement of 
theory . These changes in concept development , however, have not in a critical way altered the 
internal structure of either the social evolutionary approach of Cubberley or the interactionist 
orientation of Cremin. They indicate additions or modifications that have an effect on the theory 's 
empirical content. 68 This becomes evident in the ability of the theory to account for new historical 
data by sharpening and deepening the conceptual net. Does such change not contribute to the 
"collective achievement" of the historical community?69 Would followers see these efforts as 
other than progressive? 

The claim that one historical theory is superior to another invokes an external analysis and 
introduces to the idea of progress the question of theory choice . For the historian to argue that 
Bailyn improves upon Monroe' s interpretation of events is to insert to the deliberations a set of 
criteria or a basis for preference - including among others accuracy , consistency, scope, simplicity 
and fruitfulness - which, as noted earlier, is external to the particularities of either position. As 
space does not permit an analysis of all of these criteria , attention will be given to simplicity and 
fruitfulness, not because they are more important than the others , but because as near opposites 
they evoke a range of issues bearing upon the comparability of historical theories and , hence, the 
possibility of progress. 

A theory is said to be simple when it brings order to phenomena " that in its absence would be 
individually isolated and, as a set, confused . " 70 As such it refers to the unique association between 
historical theory and the data it contains. Central to this relation is the assumption among some 
theorists that a theory which more simply explains the course of events is an improvement upon 
one which does not. The criterion of simplicity , however, is not so simple. For example , it might 
be declared that Cubberley organizes historical data according to a "vertical " paradigm providing 
a narrow, but detailed focus on the history of schooling; whereas in Cremin data are presented on 
the basis of a "horizontal" exemplar in which education is broader than schooling. 7 1 What then 
are considered data for the Cremin paradigm , such as historical sources pertaining to familial 
relationships and education in the household , may not be so for Cubberley who, instead, may 
stress the importance of classroom and other " professional" experiences. What then represents a 
sense of simplicity in the one paradigm may not be so in the other, since differences exist not only 
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in the weight assigned to historical data but in the acceptance of frameworks by which those data 
are explained. 

Fruitfulness refers to a theory's capability of disclosing new phenomena or " previously unno­
ticed relationships among those already known . " 72 Take, for example, the emergence of national 
identity as a theme in both Cubberley and Cremin. Extolling the virtues of Anglo-Saxon and west 
European immigrants, Cubberley points to "education and social institutions" as means of produc­
ing among the ethnic communities the " homogeneity necessary for citizenship and national 
feeling . " 73 Although one may question Cubberley 's analysis of the American "melting pot," his 
idea of social evolution and publically supported state education contributed to an interpretive 
framework that was to serve as a referent for subsequent research. In comparison, Cremin's 
interpretation of education as more than public schooling introduced historians to the importance 
of informal educational agencies. Data pertaining to the immigration of Chinese and Germans , for 
example, are studied in relation to the educative influence of household and ethnic church. The 
" process of Americanization and its tension created by the inescapable fact of a discordant 
education" did not prevent the family from conducting its educative function . 74 Similarly , the 
Irish though "less impeded by language differences, were often segregated and indeed segregated 
themselves as Roman Catholics." Nevertheless, mothers "who had worked as domestics before 
marriage .. . were frequently able to teach the characteristic American dress, mannerisms, and 
attitudes they had learned in the homes of their employers . " 75 Cremin's theory , based on the 
intentional transmission of culture and its interactionist orientation to social equilibrium and 
progressive change, allows for the discovery of hitherto unexplored historical data and educational 
relationships . 

Although similar arguments could be extended to criteria of scope, accuracy and consistency, it 
is evident from these illustrations that criteria differ in their application. Stated otherwise, though 
simplicity and fruitfulness may be applied to both traditional and revisionist paradigms, they do 
not invoke rigid rules of theory choice, but rather the values upon which that choice is made - and 
depending upon the historian, such values may vary in their importance. Therefore, one historian 
may value and emphasize the criterion of simplicity , whereas another may stress the significance 
of fruitfulness. This would suggest that a choice among competing paradigms reflects more than 
"technical" disagreements about the nature and purpose of concepts and explanations. It would 
indicate that the historian's values, which underlie the selection and categorization of data within a 
paradigm, are critical in determining preference among criteria that may be employed to assess the 
relative merits between competing paradigms, pointing once again to the significance of the 
historian's social reality in theory choice. 76 

These considerations suggest a problem fundamental to any comparison of different paradigms . 
Identified as incommensurability, it is characterized in Kuhn's claim "that communication between 
proponents of different theories is inevitably partial, that what each takes to be facts depends in 
part on the theory he espouses . " 77 

More specifically: 

Proponents of different theories (or different paradigms, in the broader sense of the term) speak different 
languages - languages expressing different cognitive commitments, suitable for different worlds. Their 
abilities to grasp each other's viewpoints are therefore inevitably limited by the imperfections of the 
processes of translation and of reference determination. 78 

If this is the case, then the core of the Monroe-Cubberley theory, centering on state education , 
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social evolution and public schooling is incommensurable with the Bailyn-Cremin theory focusing 
on non-institutional education and the interactionist development of national education. This does 
not imply that Bailyn is unaware of public school education or that Monroe lacks an understanding 
of education as cultural transmission, for as the evidence indicates, both historians are cognizant 
of each other's meanings; rather it suggests that within a given theory , even similar terms express 
"different cognitive commitments, suitable for different worlds. " 79 

It might be claimed that progress would occur if one theory could be incorporated into the other, 
thereby improving upon the description and explanation of events . Such a feat, however, would 
necessitate a change in the "cognitive commitments" and "points of reference" which define the 
boundaries of each paradigm. 80 If this were possible , then the theories as they are known would no 
longer exist, for the acceptance of a new super-theory - one that combines both the traditional and 
revisionist interpretations - would alter not only the established concepts and explanations, but as 
argued, the criteria by which they are to be judged . As an alternative, would it be unreasonable for 
the historian to employ both theories? This could only be accomplished, however, if the historian 
were prepared to indicate that at any given time , one as opposed to another theory was being 
presented. Would it not be impossible to hold simultaneously both traditional and revisionist 
conceptions of education and in the explanation of events introduce appropriate historical data? 

Other questions arise . Is it possible for one historical theory to permanently dislodge another 
because it improves upon the explanation of educational events? Is the influence of culture on 
education, though evident in traditional historical theory , more thoroughly explained in the revisionist 
model of Bailyn and Cremin? Furthermore, does Cremin's analysis more successfully account for 
the family as an educative influence? Finally , can it not be argued that the inability of the 
Monroe-Cubberley theory to solve the puzzles prompted by a consideration of Bailyn 's informal 
education has led to "crisis" and " revolution" in historical explanation and, hence the emergence 
of a new theory? 

Surely , a positive response to these questions is an affirmation of progress - at least for those 
historians who have left behind traditional historiography and its pattern of research. Perhaps. Yet 
an observation from the history of science may be instructive: 

... though the bulk of scientific knowledge clearly increases with time, what are we to say about 
ignorance? The problems solved during the last thirty years did not exist as open questions a century ago. 
In any age, the scientific knowledge already at hand virtually exhausts what there is to know, leaving 
visible puzzles only at the horizon of existing knowledge. Is it not possible ... that contemporary 
scientists know less of what there is to know about their world than the scientists of the eighteenth century 
knew about theirs?8 1 

The argument might be extended to historical research where preference for a new theory indicates 
a different interpretation of the field and its problems - but, apart from an increase in empirical 
knowledge , can such reorganization be termed progressive? After all, what external standards 
allow a judgment of that kind? 

These observations on historical theory suggest further inquiry into the concept of the paradigm 
and its use in the study of history . It could be argued , for example , that the analysis of social 
evolution, public schooling and national identity are insufficient for an understanding of the 
Monroe-Cubberley theory as other influences , such as Thorndike 's scientism, should be considered. 
Similarly, the identification of an interactionist orientation and its application to education as 
cultural renewal may be inadequate to a comprehension of the Bailyn-Cremin position . Beyond 
these concerns, there is a need to more fully explore the nature and impact of values held by the 
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historical community which affect not only the selection and presentation of concepts , but the 
application of criteria in the assessment of change both within and between competing historical 
traditions. 

In order to clarify the meaning and implications of the paradigm , it would be helpful to examine 
other historiographic traditions, represented , for example, by the work of "social" theorists. Such 
analysis, if conducted with reference to the Monroe-Cubberley theory , might yield different 
insights into the criteria by which the community justifies historical interpreation, progress and 
theory development. The concept of schooling and its place within the structure of the paradigm 
would be of particular interest in a comparison of these traditions. 

Conclusion 

In the pursuit of theoretical questions, there is always the possibility , as one critic so aptly 
observes, of designing more clothes for the emperor's wardrobe. However prophetic , the remark 
does not detract from the importance of theory development in the history of education, for the 
historian's interpretation of events is at bottom inseparable from the more speculative problems of 
inquiry. In our study, the significance of theory emerges in two different though not mutually 
exclusive ways . On the one hand, it functions as a map which sets the rules governing the 
identification and interpretation of paradigms. As such it contributes to an understanding of 
progress by establishing a framework for the description and explanation of historiographic traditions . 
On the other hand , and perhaps of greater significance, it operates as an instrument of policy by 
stimulating questions about the nature of progress in historiography , with criteria of theory choice 
becoming the focus of investigation . 83 This latter function highlights the value of reflection and 
commentary on theory as a central but neglected concern since it addresses the basis of preference 
for one view of history over another. In these tasks, attention to Kuhn's idea of progress lessens a 
theory deficit in the history of education and , in the process , advances new frontiers for historical 
research . 
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