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PREFACE

I began this study as a school superintendent and completed it
as a professor. The blend of practice with teaching and research at the
university simply reaffirms my deeply-held ﬁelief that worthwhi® knowledge
draws frow both worlds. Indeed, the sesparation of practice from theory,
of practitioners from researchers is, more often than not, a divorce that
is more symbolic rather than real. My quarter-century of experience in
public schools shuttling back and forth between teaching and administering
nersuaded me that the daily realities of classrooms and schools
produced knowledge of much worth that required conceptu~l frameworks to
enlarge my understanding of what things I faced daily meant. The interplay
between knowledge derived from experience in schools and that which
researchers studied helped me greatly in grasping the meaning of both
organizational and individual behavior in public schools.

This study of classroom teaching over the last century is part of my
journey in trying to understand the complexity of schools and the process
of change. Because I have taught for many years and Served as a school
superintendent for seven years, I needed to find out some answers to
questions that had nagged at me for a long time about what happened in
schools that I taught in and had the chance to observe directly when 7
served as an administrator. Th; questions I ask and the answers 1 found
construc ¢ the boundaries of this study.

Any investigation that takes eighteen months to complete required the
help of many kind individuals who Shared their time and advice. Historical
research often meass time spent in libraries. In New York City, Pauline
Pincus who served in the school system's Professional Library located at

110 Livinston Stfeet was especially helpful in tracking down sources I could
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1i
not find elsewhere. Robert Nﬁrris of Teachers College took time to introduce
me to their newly-acquired archives from the New York City Public Schools.
Lillian Weber gave me a morning to tell of her efforts in New York, her
views of the informal education movement in the late 1060s and early 1970s,
and some persistent issues in schooling. Her insights helped me revise a
number of assumptions.

In Denver, Ellengail Buehtel who directs the district's professional
library helped me locate a numbe~ of sources that I had given ﬁb on ever
finding. John Rankin in Public Information was especially gracious in
arranging for me to use student yearbooks, clipping files, and photographs
stored in the basement of the administration building.

Researching the Washington, D.C., schools {n two time periods was made
easier by the sources located in the District ot Columbia Public Library's
Washingtonia Room. In the school system, Erika Robinson and Maggie Ho;hrd
of the Divis‘on of Research were especially helpful in locating sources
and patient with my use of their space. Bill Webb in the Media Center
let me see photographs of classrooms takén since the mid-A0s.

Gordon York, Assistant Superintendent of the Grand Forks, North Dakota
Public Schools and Fargo Assistant Superintendent of Instruction Glenn
Melvey arranged for me visits to each of the schools I had requested., The
principals and teachers who put up with my note-taking and questions, 7
cannot name but appreciated their patience nonetheless.

Reviewers of the manuscript followed my instructions to give it a
tough, close reading. I appreciated the prompt and ful) responses from
Elisabeth Hansot, Carl Kaestle, Joseph Kett, Marvin Lazerson, Kim Marshall,
and David Tyack. They are shsolved of responsibility for any errors in
fsct or judgment that persist in the final study.

I particularly want to acknowledre the help of Charles Missar, Librarian
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for the National Institute of Education. He was especially gracious and
patient with an ex-superintendent unlimbering rusty research muscles. I
appreciated his help a great deal. And NIE {tself deserves a brief
acknowledgment. I feel awkward thanking an organization for taking a

risk in bdetting that a school superintendent could carry off a complex
hist;rical investigation. Usually, I thank individuals but a large number
of people were involved in making the decision to fund this research.']l
thank them for having confidence in this practitioner—researcher.

Finally, as in every single writing venture I have undertaken, my wife
Rarbara has helped at some stage with either the mechanics, proof-reading,
or providing support. Thanks. |

& have written a great deal over the last twenty years about education.
I cannot say what it has amounted to but, for this study, I can say it was
the most satisfying. It scratched an itch that had been bothering me for

a number of years.



INTRODUCTION
I have worked as a public school teacher, administrator, and researcher
in four school systems for a quarter-centurf. Over the years
basic questions on schooling arose that seemed unanswerable or, for
me, had no persuasive response either in my experience or in the research
literature. Let me share a few of these questions that have troubled me,
I have been in many classrooms in the last decade. When I watched

teachers in secondary schools a flash of recognition jumped out of
my memory aﬁd swept over me., What ] saw was almost exactly what I remem-
bered of the junior and senior high classrooms that T sat in as a student
and what I can evoke of my teaching in the mid-1950s. This acute sense of
recall about how teachers were teaching occurred in many different
schools, How, I asked myself, could teaching over a forty year period
seem, and I mean to underline the word, almost the same?

Longtime union leader Albert Shanker made a similar observation that
only gave further weight to my question.

Ten thousand new teachers each year enter the New York City

school system as a result of retirement, death, job turnover,

and attrition. These new teachers come from all over the country.

They represent all religions, races, political persuasions, and

educational institutions. But the amazing thing is that, after

three weeks in the classroom you can't tell them from the

teachers they replaced.1
His observation, while sharply drawn, underscored the puzzling
question of apparent uniformity in instruction over time.

During the last decade, serving as a decision-maker in two local schoosil

districts I have had to deal with another question that puzzled

me: in institutions so apparently vulnerable to change as
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schools why do so few instructional reforms get past the class~-
room door? These questions, T believe., are linked together. The apparent
uniformity in instruction regardless of time and place is related to the
apparent invulnerability of classrooms to change.

In a paper commissioned by the National Tnstitute of Fducation
(NIE), I sought answers to these questions through a study
of curriculum change and stability since 1870.? In examining how
various forces shaped the curriculum and their consequences for
classrooms over the last century, I used the metaphor of a hurricane
to distinguish between curriculum theory, courses of study,
materials, and classroom instruction. Hurricane winds sweep across
the sea tossing up twenty foot waves: a fathom below the
surface turbulent waters swirl while on the ocean floor there is un-
ruffled calm.

As tricky as metaphors can be, I compared that hurricane to any
newly-trumpeted curriculum theory. Professional journals, for example, echn
pro and con arguments on that theory. Letters to editqrs and sharp
rebuttals et add to the flurry. Books are written and reputations are
made. Conferences host skeptics of the theory and replies from
advocates. Professors of education teach the new wisdom to students. Yet most
publishers continue producing texts untouched by that theory. Heanwhile most
teachers use methods unmarked by controversy, slogans, and journal |
artiéﬁes or convention programs. I used this metaphor for its utility in
illustrating distinctions between theory, content, materials, and, most
important, impact up;n teaching behavior.

In this NIE paper I found that curriculum theories did influence
professional ideologies and vccabularies, courses of study, and some textbook

content. But I did not find much evidence of significant change in teaching




practices. However, I did not systematically or comprehensively
examine primary Sources or research any school districts. T used
secondary sources for the most part and a few primary documents that
were available. Based upon this initial review I found evidence of a
seemingly stubdborn continuity in teacher-centered instruction despite
intense reform efforts to move classroom practices toward instruction tha*
waS more student-centered,

Deepening the paradox further, the limited evidence suggested that
teacher-centered instruction seemed uncommonly stable st all levels
of schooling touching students of diverse abilities in different settings
over many decades in spite of extensive teacher education. In dealing with
this paradox researchers have tied mor; knots then they loosened.
Some writers assert that progressive teaching practices ;ere embraced by
teachers, while others argue that such classroom changes are seldom
institutionalized. Common to all the various writers is the severely
limited evidence about what teachers have done in claésrooms.3

Scanty evidence about the stability of teacher-centered instruction drove
me toward asking a fundamental question; how did teachers teach”
The fragments of knowledge about what teachers did in their classrooms
need to be brought together to give 8 cumulative clarity albeit at still a
tentative stage of generalization. This study begins work on that task.u

Before proceeding further, let me state plainly what T mean by teacher-
and student-centered instruction. Teacher-centered instruction means that

a teacher controls what is taught, when, and under what conditions within

his or her classroom. Observable measures of teacher-centered instruction



are:

.Teacher talk exceeds student talk during instruction,

.Instruction occurs frequently with the whole class; small
group or individual instruction occu;s less frequently.

.Use of class time is determined by the teacher,

.Teachers often use textbooks: there is less use of films, taves,
records, television, or other technology,

.Tests usually concentrate upon factual recsll of information,

.The classroom is usually arranged into rows of desks or chairs

facing a blackboard with a teacher's desk nearby,

Student-centered instruction means that students exercise a substantial
degree of direction and responsibility for what is taught, for how it is
learned, and for any movement within the classroom. Observahle measures of
student-centered instruction are:

.Student talk on learning tasks is at least equal to, if not more
than, teacher talk,

Most ins%"btion occurs eithe; individuﬁfiv. in small (two to six
students) or moderately-éized (seven to twelve) groups rather than
the whole class,

.Students help choose and organize the content to de learned,

.Teacher permits students to determine, partially or wholly, ruiles

of behavior and penalties in classroom and how they are enforced,

.Varigd instructional materials are available in the classroom so



that stud_...ts can use them independently or in small groups.e.g.
interest centers, ieaching .stations, activity centers,etc.,

Use of these materials is either scheduled by the.teacher or deter-
mined by studenés for at least half of the aeadémic time
available.

.Testa are des;gned to assess student opinions, creativity, thinking

"L\ ski 1.13 » and eontentz

.Classroom is usualiy-arransed in » manner that permits students
to work together or separately in small groups or in individual
wor; space; no dominent pattern exists and much movement of

des.s, tables, and chairs occurs in realigning furniture and

-space.
\ -~

These concepts of teacher- énd student-centered instruction should be
vieyed as constructs to help in determining what happenéd in classrooms.
As constructs they are limited because they are arbitrary; they often lack
precision, At‘differeqt times, for example, student~centéred instruction
is used as a syn05yn for progressiye practices or the open classroom,
Moreover, they simplify c;mplex classroom events, Even with these
'shortéomings. these concept§ can help sort out, however crudely, various
teaching patterns. especially when these patterns are arrayed on s
.« continuum. Of eveé‘greater importance, I believe, is to weigh these
'shortcomings against the simple fact that there are so few studies that
. have captured concretely what teachers have done in classrooms aver time.
In using these construétg. I do not assume th;t actual change in practice
moved only f;on teacher- to stuéent-centered: traffic flowed both ways
regardiess of reformers' intentions. Individual tgagh s stapped

at .various places along the way. Nor do I assume that changes in ﬁ”
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tesching behsvior were sn sll-or-nothing embrace of an emtire

spprosch. Quite often, as this study will show, teachers incorporated

into their repsrtoires particular practiceé th,; found ugefull ﬁn.e}euent~

tarj teachﬁrfin.1929. for exhnplet uhose.oyly'clnsaﬂoou change in years was

to divide her class into two groups for readln;. tesching one in the: front of

the room while the rest worked at their desks on an assigment, had added

a new practice to her arsonal of teaching methods. Or takn a high school

!}atory teacher in 1933 who began using exalples from oontg@porary political

life to freshen up his students' study of the French Revolution, |
While pedagogical progfesaiv&s of the time might have winced at my

wording end lsbeled such changes as trivisl, these teachers.had sdopted

progressive practices, slbeit selectively. On a contiuuun there needs to

.be space for progressive teacher red instruction as there would be ’

" space for the; various types of| student-centered {nstrubtion more familiar : *

L | )
! ’
» / - .

The various adasptations of progressive ped-sosyytﬁat teachers incor-

to progressive reformers,

porated into their practide areﬁjuat as éuzzling. f} not interesting, as
vhat was 1gnored.7The range of teaching practioce éﬁntained in this study
tries to describe a variety of_temching behtvion#.s
Despite individual tesching differences.‘obéérvérs can, T believe, still
categorize 1nsbructiona1 patterns by careful aﬁtention to at least five " )
visible areas of elassroom decisiormaking ovef which teachers have direct
influence. These elassroou indioato;s can suggest doninant forms of instruct-
ion, especially when they conbine to create natterns. - . .
. Arrangemerit or classroom space

2. Ratio of teacher to student talp

3. Whether most instruction ocours {ndividually, in small .
groups, or with the entire class; -
) +

pa

.
e
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- . ¢ . PPo.x 3
b A, i LN st e o e e e S - - T T ¢ T ST



4, The presence of lesrning or interest centers that are
used by students as part of the normal school day:

5. -The degree of movement students are permitted without
asking the teacher.b

In seeking to deScribe classroom practices I had to narrow my scope.
No judgments will be made about the effectiveness of teacher—or student-
centered instruction. Nor will comparisons be made between teaching
| practices, Nor will this study deal with the emotional climate of the
classroom or the relationship between adults and children—-as important
‘a8 these issues are. The central research issue for me is to determine how
stable certain teaching behaviors were decade after decade in the face of
mighty efforts to move it toward student-centered instruction—not the
relétive value of teacher-centered instruction in achieving student out-
comes. However, there is little point in determining which teaching
behaviors produce improYed student performance until researchers find out
which teaching acts persist over time, which have changed, and why.
?iven these 1imits, an obvious question arises: if this research will
not Aeveél what is "good"™ or "poor" teaching or how some teachers are better
than others at creating positive classroom climates, then, §f what practical
use will the research be? This is a fair question because it raises the
issue of the intersection between research and practice. w£thout getting
into the merits of applied or hasic research, the value of incremental
knowledge, or the particular uses of this study that I lay odf in my final
section, let me now mentior one point concerning the significance of
constructing historical maps of teaching practices.

+  Powerful netaphors dominate the thinking of practitioners, policymakers,

and scholars on schools. In The Process of Schooling, J.M. Stephens writes

that the common Qetaphor for schools is the factory. This image, like that

of a machine, reinforces rational decisiommaking, suggesting that every

S
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facet of schooling is a candidate for planned change. Switch the metaphor
to farming, he says, and schooling looks very different. In agriculture you
start with an ancient, stable process and build your efforts around the sun,
climate,seeds, plants.,ana what insects are likely to do.By understanding the
durability and limits to the process you can improve production, he argues.
But you cannot, he continues, ignore these "older organic forces you have
little control over." You have to work through them. T™is is a fundament-
ally different way of viewing teaéhing and has tangible consequences for
what can and cannot be done with and for classroom teachers.7

I believe that many school officials, policymakers,and researchers
carry these or similar images in their heads. Such pictures shape their
decisions., Historical maps of teaching practices over the last century
carry, at the least, potential for determining the accuracy of these
metaphors and, in turn, suggest directions for the persistent reforms under-
taken by citizens and professionals alike. I take up this point again and_
other ones in the final section.

Two specific questions guide this study:

.Did teacher-—centered instruction perservere in public schools during
and after reform movements that had as one of their targets in-
stalling student-centered instruction?

.If the answer is yes, to what extent did it versist and why? Tf the
\ answer is no, to what extent did instruction change and why?
\ In order to answer these questions I have drawm historical maps of
\teacher classroom practices in three cities and many rural distriects during
the 1920s and 1930s; in two cities and one state for the decade between
1;&;—1975: and one middle-~size scho§1 district in a metropolitan ares de-
tween 1975-1937, The two periods when reformers tried vigorously

to inégall student-centered teaching practices were the progressive




years in the early decades of this century and the more recent, aldbeit
briefer, period when informal learning and open classrooms captured the
enthusiasm of both professionals and citizens.
To determine how teachers taught, I have used a v?riety of

sources:

.photographs of teachers and students in class,

.textbooks and tests teachers used,

.student recollections of their experiences in classrooms,

.teacher reports of how they taught,

.reports from persons who visited classrooms,e.g. journalists,

parents, and administrators,ete.,

.student writings in school newspapers and yearhooks,

.i"esearch sﬁudies of teacher hehavior in classrooms.

.deseriptions of classroom architecture, size of rooms, desk design

and placement, building plans, ete.

From these sources I have gathered descriptions of over 1200
classrooms for the years 180N to 10R0. These descriptions will be embedded
within a larger set of data from each district including studies
of teachers, and other sources that indirectly reveal classroom
practices. In addition, I includgd national data on th teachers taught
in order to give a context for the local practices that I describe.

The patterns of teaching practice described in this study, the
historical maps I mentioned earlier, only represent a tiny fracéion of
what teachers did in classrooms. Anyone passingly familiar with a classroom
knows the kalejdoscopic whirl that it 1s although its pace, intensity
and conplexity.are often obscured by student compliance and by
routines that the teacher estavlishes. To the infrequent observer, the

classroom, after thirty minu;gs. may seem humdrum, even tedious. How, then,
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can I capture only one slice of this whirl after it has disappeared?

The historien of classroom teaching {s in the same bind as the
paleanthropologist who carefully and softly brushes away the
dust from a Jsw fragment of an apparent human ancestor. The dbone is an
infinitesimally small fragment of the skeleton; the skeleton an even iinier
fraction of the populatior that the scientist wants to describe.
AThe "bones" T have had to deal with are photographs and written accounts
of various participants. Capturing what happened in a classroom after it
occurred is similar, but not identical to the paleanthropolgist 's search
for relevant evidence:g

Historian David Fischer suggests another metaphor. History 1is like
trying to complete unconventional puzzle.Take a Jackson Pollock
painting, cut it‘ nto a puzzle with thousands of parts. Throw out the
corner pieces, most.:zJphe edges, and half of the rest. The task of putting
it 8l1 together approximates what historians do.9

The study is divided into three sections. Section I covering 1900-1040
includes three chapters. Chapter 1 opens with a description of teaching in
the late nineteenth and early twentieth centuries taken from both primary
and secondary sources. The progressive reforms of these years are included.
This description is followed by a chapter of case studies on Neﬁ York City,
Denver, Colorado, and Washington,D.C., during the 1020s and 1930s., Chapter ?
surveys teaching practices nationally during these two decades, including
rural scho>ls. Section II treats the one decade between 19A5-1075. In it,
case studies of Washington,D.C., New York City, and North Dakota are
summarized. The final section on classroom practices since‘1075 offers
an intensive look at classroom teaching in one school) district

employing over one ihrusand teachers. The concluding chapter in this section

is an essay on continuity and change in teaching during this century.
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VEarlier T compared my task to that of fossil seekers. Let me shift
crafts to that of the thirteenth century cartographer trying to map
a8 new world on the basis of what information seafarers brought back, what
had been written in books, and what informed guesses revealed. The maps he
produced contained plenty of mistakes yet sea captains who used them
explored the seas and returned with new information that reshaped
subsequent maps. This study is in the tradition of that thirteenth century
mapmaker,

NOTES
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1974, p.48. :

2
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1961) and Charles Silberman, Crisis in the Classroom (New York: Random
House, 1971). Other investigators have asserted that the instructional prac-
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Theodore Sizer, Places for Learning, Places for Joy (Cambridge: Harvard
University Press, 1973). e writer who did investigate what happened

in schools during the 193Ns was Arthur Zilversmit, "The Failure of Progress-
ive Education, 1920-1940," in Lawrence Stone,(ed.) Schooling and Society
(Baltimore: John Hopkins Press, 1975), pp. 252-261. In Chapter 1, what
historiuns have written about student-centered classrooms penetrating class-
roor3 is taken up in more detail.

[

For the nineteenth century Bsrbars Finklstein has dene s signal service
by researching teacher autobiographies, student recollections, texthooks,
teaching manuals, and the like for primary school instrustion, Ouhe° than
journal articles she has published bazed upon her doctor.l research this
line of investigation hass interested few researchers. See Rarbara
Finkelstein,"Governing the Young: Teacher Rehavior in American Primary
Schools, 1820-1880,"(:inpublished Ed.D Dissertation, Teachers College
Columbia University, 1970 .
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I cannot fully explain why 30 few researchers have tried tuv recapture
what happened in classrooms other than the difficulty or the tediousness of
the task, which, I suspect, is a partial explanation.The typical researcher,
as Dan Lortie has pointed out, "has concentrated on learning rather than
teaching and has generally employed models and techniques at some distance
removed from the realities of the classroom." Dan Lortie, Schoolteacher
(Chicago: University of Chicago Press, 1975) p. 70,

Consider that the major policy study of the mid-1060s concentrated upon
facilities available to students and used standardized test results as the
basis for determining whether schools were effective. Far removed from
classrooms, the Coleman Report, nonetheless, had profound consequences for
both the public view of schooling, practitioners' aspiration for their
students, and channeling research initially away from classrooms.

Where research has dwelt on teaching, it has been more fascinated with
proving one method better than snother—to no avail; or promoting one
observational instrument over another. While those traditions of research
are undergoing important changes now few investigators have examined exactly
that teachers have done in classrooms. David Berliner in a thoughtful
comprehensive review of problems researchers need to be aware of in
inves.igating elementary classrooms stressed that "until we know more adbout
what teacher behavior fluctuates and how and ... why it fluctuates over time
relating teaching hehavior to student outcomes must remain primitive."

David Berliner, "Studying Instruction in the Elementary Classroom,™ in
Robert Dreeben and Alan Thomas (eds.) The Analysis of Fducational Pro-
ductivity (Cambridge: Ballinger Publishing Co., 1990), p.?202,

There is also a growing body of ethnographic literature on what happens in
classrooms that has appeared over the last decade. I will cite some of these
sources when I deal with the post-1065 years.

5

T can illustrate this important point by a personal note. In the late 1050s
when I began teaching social studies, an observer could have easily
categorized me as wholly teacher-centered. Fach week in class my students sat
in rows of movable chairs with tablet arms: we carried on, more often than
not, teacher-led discussions interspersed with mini-lectures from me, student
reports, an occasional debate or class game to break the routine. Over
ninety percent of the instructional time with students was spent with the
whole group.

Ry the early 1960s T had begun to incorporate into my teaching practices
such techniques as using student-led discussions, dividing the class into
groups for varied tasks, preparing instructional materials
to replace the texibook, and other approsches that could be summed up loosely
a3 being part of the "new social studies.”

By the early 1970c one class of the five I taught daily would spend the
entire fifty minute period going from one teaching station to another. I
used these stations at least once a week, sometimes more, depending on how
much material I had developed for the teaching stations. Most of the
week, however, was spent in teacher-led discussions, supervised study
periods, group meetings for particular projects, student reports, mini-
lectures, and other approaches. Students sat in a horseshoe errangement
of desks and chairs with the open end of the shoe facing my desk and the
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blackboard. What was studied, the methods used, how time and classroom
space was allocated, I decided,

Again, if required to make s judgment about how I taught,
my dominant pattern of instruction remained teacher-centered yet 1 had
incorporated into my instruction certein practices not there a decade
earlier.

I offer this personal reference to illustrate the point of how at least
one teacher changed some practices, yet did not necessarily substantially
alter a basic teaching pattern.

6
The rationale for using these indicators is taken up in more detail
in the Appendix. ) ‘

7

J.M. Stephens,The Proggas of Schooling(New York: Holt, Rinehart and
Wiv,ston, 1967), p.11. David lyack pointed out to me that progressives
Ellwood Cubberley and Franklin Bobbitt used both metaphors.

8
Donald C. Johanson and Maitland A. Edey, Lucy: The Beginnings of Human-
kind (New York: Simon and Schuster, 1981), p. 120.

9
David HB. Fischer, Historians' Fallacies (New York: Harper and Row, 107N)
p. 134, .
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Chapter 1

TEACHING PRACTICE AT THE TURN OF THE CENTURY

At P.S. 8 in New York City, William Chatfield taught the sixth
grade. While he taught many subjects, he enjoyed the teaching of history

enough to submit an article to New York Teachers' Monographs, a journal

that printed contributions from city teachers. A glimpse of how Chatfield
taught his sixth graders history in 1900 emerges from his description. He
wrote that the course of study for the second semester of the sixth grade
covered the French and Indian War through the end of the War of 1812,
Chatfield described how he included the main points of this half-century of
American history and how he taught the subject matter.

The general method has been to first furnish the pupils with an
outline of the work to be covered and to assign iessons from the
text in conformity with this, and then to lead them by conversations
to d.scover the reasons and think out the results.

A part of the time each week is given to oral instruction and at the
end of the week a written exercise is required of each pupil. In this
he attempts to show what he has gatherea from the oral work, his
reading and the text book.

Maps and pictures are freely used to illustrate the work, the former
being drawn upon the blackboard and copied by the pupil. Upon these
maps are indicated the movements of the opposing forces: and brief
statements are made of events which have made certain places and
localities noted. The pictures are gathered from many sources and are
distriduted in the class....

Chatfield pointed out how he connected the climate and geography

to "causes aiding or preventing certain results,"” and what people did for

a living. Fina'ly, to "leave a lasting impression, the principal events are
‘ 1

memorized in chronologiz=al order."
I know little else about William Chatfield. Or, for that matter,

his thousands of colleagues across the city. Few historians know what

happened in those classrooms.Much is imown about school district governance,

squabbles over schools, who taught and what was taught, yet very little is
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known of what teachers did in classrooms. The {ew historians who have re-
searched practice prior to progressive reformers' involvement with public
schools have reconstructed a partisl picture of classroom activities from
teacher biographies, student recollections, popular textbooks on methods,
visitors' impressions, and the context within which teachers worked, {.e.
class size, room arrangement, school organization, courses of study, or
schuol board rules.?

Public schools near the turrn of the century were diverse. For exaﬁple.
in 1890 there were 224,526 school buildings housing almos& 13 million
students in elementary (including grades seven and eight) schonls, and
222,000 in high schools. Together these students constituted 69% of the
age 5-17 population. Over 77% of the children attended schoolhouses in rural
areas, then defined as districts outside of towns and cities of 400N or more
people.3

By the 1890s over a half-century had already passed sinée the common
school movement had bequn its spread across the growing ﬁation. Publie
schools, particularly in cities, had established organizations and practices
that would be familiar to observers a century later. Schools were graded,
School was in session nine months out of each year. Teacners were expected
to have had some formal training beyond a grammar or high school education.
Each teacher had a classrom to herself (by 1RAN, ARZ of a1l primarv and
grammar school teéchers were female: A0% of high school staffs were
female). Rows of desks bolted to the floor faced a teacher's
desk and blackboard. (Movable desks were introduced in the early

4
19008 but did not become commonplace until the mid-1030s.) Courses of study

#

Distinetions between primary (grades 1-4) and grammar (grades 5-8)
schools were common at this time. I will use the word elementary to in-
clude both types of schools and those with grades 1-8.
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set the bdoundaries and expectations for what had to he taught and when,
Report cards and homework had already become standard features of the urban
classroom in the 1890s. In bdrief, a terrain familiar to teachers and‘lj/’
students today had been constructed s century earlier in urban clasa;ooms.
But rural schools differed. By 1R90, rural schuol boards spent*l?.??

per pupil while city boards spent’§8.87. In particular, one-~room '
schoolhouses received less of everything. They were housed in older,
make-shift facilities with insufficient books, supplies, and equipment. In
ungraded schools, teachers with little formal education themselves copeld
uitﬁ five vear olds and young adults simultaneously. Students attended Y
schéol fewer weeks a year than their urban cousins. These schools, soon
to become the object of a vigorous campaign for improvement through
consolidation, were the sites where most Americans were taught the hasics.
By 1910 rural schools st;ll enrolled 67% of all children: per pupil exvendi-
ture had increaseéi:§!26.13. but remained well below the’;5.7l that city
systens spent:.5 |

| What did teachers do in these urban and rural elassroomsé Did teaching
differ by setting? According to Barbara Finkelstein who examined almost one
thousand descriptions of elementary school classrooms between 1820-1880
teachers talked a great deal. Students either recited passages from text~
bod*i; worked at their desks on assiqmments, or listened to the teacher and
classmates during the time set aside for instruction. Teachers assigned
work and expected uniformity from students both in behavior and classwork.
Tea;her? told stﬁdents "u&en they should £1§: when
they should stand, when they should hang thel}\coats. when they should
turn their heads...." Students often entered and exited the room,
rose and sat, wrote ang spoke--as one. ”lo;th and south, east and west, in

rural schools as well as urban schools, " she conclugpdu

...teachers assigned lesaons.'asked questions and created
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standards of achievement designed to compel students to
assimilate knowledge and practice skills in a particular
fashion. I. was a fashion dictated by the textbooks usually--
and often with dogmatic determination.6
Finkelstein found three patterns of teaching in these elementary
schools. The "Intellectual Overseer" assigned work, punished errors
and had students memorize. The "Drillmaster” led students in unison through
lessons requiring them to repeat content saloud. A third pattern, "Interpre-
ter of Culture," she found only occasionally. Here the teacher would clarify
ideas and explain content to children. She found less than a half-dozen
descriptions of this instructional paf.tern.7
Documenting these patterns, she provides richly detailed accounts of
monitorial schools established in cities by Joseph Lancaster and his
followers in the 1820s, where group recitations and standarized hehavior
were routine and rural one-room sqhools._uhere individual students sat
before the teacher on the recitation bench and raced through their memorized
text selections in the few minutes they had with the teacher.
Consistently, Finkelstein stresses that the regularities in teaching
behavior she found crossed deographical and organizational boundaries,
The settings, she concluded, had little to do with what teachers did in
their classrooms. Nor could she find much change over time. "One gets
the 1mpression,” she writes, "that there was Jittle linear change in the
conduct of classrooms in the period from 1820 to 1R80." Carl Kaestle,
however, noted that there was less corporal puﬁishment. more uniformity
in texts, some grouping by ability, and more grading of levels in these
decsdes.8
Other primary sources not included in her study support the existence
of the Overseer and Drillmaster patterns. As with Finkelstein's study,

identification and frequency of occurrence in these types cannot be

determined. Articles written by New York City grsmmar school teachers in

i

-
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1909, for example, describe how they tasught composition, science, geography,
and arithmetic. These accounts reveal reliance upon whole group instruction,
drill, and recitationé uniformity in practice turns up
repeatedly in the t;qchers' descriptions. There were, however, a sizgﬁle
number of teachers who told how they used various materials in addition
to the text, modified leasons to fit childrens' interests, and developed
special topics for students to pursue, providing evidence for the Inter-
pretator of Culture type though this 4s two decades after the period Finkel-
stein studied.9 '
Photographs of elementary school classrooms were posed since camera
technology of the period required‘subjectg to remain immobile twWenty or more
more seconds while film was exposed. Typically, they show rows of children
with hands folded atop their desks staring into the camera with 8 teacher
standing nearby. Activities appear occasionally. me Washington,D.C. photo
shows twenty-seven children sitting at their desks, cheeks pu}fed up,
ready for the teacher's command to blow on the pinuhéeel that. they are
holding in both hands. In the vast majority of these photos the teacher
is often the center of attention; sometimes a student under the
watchful gaze of the teacher, demonstrates a point at the blackboard,
recites a passage, or reads to the class. Exceptions could he
seen, however, in a series of posed photos taken in 1299 in Washington,DN.”.
classrooms to portray the "New Education.” In almost 300 prints of elemen-
tary teachers, nearly thirty show groups of students working with relief
maps in geography, rabbits and squirrels for a lesson on rodents, watching
8 teacher carve into a cow's heart to show the parts of an organ, taking a

trip to the zoo, and similar activities. The remaining 90% of the prints

show students sitting in rows at their desks doing tas'¢s uniformly at the
10
teacher's direction.
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Corroborating photographs and tescher descriptions further are the pen

portraits of elementary classrooms drawn by Joseph Rice, the pediatrician-
journalist who observed 1200 teachers in thirty-six civies during a six
month period in 1892. Rice's articles in a popular magazine painted teaching
in urban schools as grim, dreary, and mechanical, a favorite epithet of his.
Instruction was married to drill and sing-song recitations, lacking
sensitivity to children as individuals, ﬁice said.11

As a self-proclaimed reformer, he described in cléar, if not painful

detail, the deadening drill, memorization, and "busywork" students

mindlessly pursued at the teacher's order. In Boston, Rice witnessed a
teacher heginning the lesson with a question:

'With how many senses 4o we study geography?'
‘With three senses: sight, hearing, and touch,' answered the pupils.
The children were now told to turn to the map of North America
in their g~ographies, and to begin with the capes on the esstern
coast. When the map had been found each pupil placed his forefinger
upon 'Cape Farewell,' and when the teacher said 'Start,' the
pupils said in concert,'Cape Farewell,' and then ran their fingers
down the map, calling out the names of each cape as it was
touched.... After the pupils had named all the capes on the eastern
coast of North America, beginning at the north and ending at the
south, they were told to close their books. When the books had been
closed, they ran their fingers down the cover and named from memory
the capes in their order from north to south.

'How many senses are you using now?' the teacher asked.
‘Two senses--touch and hearing,' answered the children. 12

In New York, Rice spoke with a principal about unquestioned obedience
to the teacher's direction for order. Asking her whether the children in
one classroom were allowed to turn their heads, the principal told
Rice: "Why should they look behind them when the teacher is in front of
them." ”

In six months of school visits Rice found umtrained teachers, un-
imaginative methods, and textbook-bound instruction in most classrooas

except for a few cities that he extolled. I will return to these exceptions

“later in this chapter.
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Other sources that support the existence of the teaching types
that Finkelstein found are surveys of school conditions conducted
by the educational experts of the day. Take, for example, the 1913
Portland, Oregon survey directed by Stanford professor Ellwood P.Cubberley.
The survey team visited fifty elementary classes in nine schools. Except
for teachers in the primary grades, the observers were highly criéical of

the instruction they viewed. Some excerpts: .

.geography: TAll the work observed ... was abstract and
bookish in the extreme.... The assignment for study and the
questions, almost without exception, called for unreasoning
memorization of the statements of the book.”

.arithmetic and grammar: "... the teaching of these subjects’
seemed on the whole, to be the best teaching observed. It is

true that much of the technical grammar had little meaning for
most of the children....

.history: "There was not the slightest evidence of active interest
in the subject: the one purpose seemed to be to acquire, by sheer
force of memory, the statements of the assigned text...." 14
Newton, (Mass.) Superintendent Frank Spsaulding drafted the report
on elementary instruction. "Passive, ;outine. clerical,”™ he wrote, Fare the
terms that most fittingly describe the attitude of principals and grammar
grade teacters toward their work."” Except for one lesson "in
all my visits to grammar-grade rooms, I heard not a single question asked
bv a pupil, not a single remark or comment made to indicate that the pupil
had any really vital interest in the subject matter. "
While the survey report blsmed a "mechanical system™ of courses of study
and quarterly examinations for suffocating imaginative teaching, there is
a persistent probles in interpreting these survey conclusions, Often it is

impossible to gsuge precisely whether conclusions apply to all, the ovar-

whelming majority, or most of the classrooms. Even more difficult is to

32
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disentangle the observers' desires for improvement from what they see,
Additional data buttressing Finkelstein's reconstruction of teaching

practice comes from evidence found in various articles and books

by educators of the period about teaching metnods. Take, for example,

Vivian Thayer's The Passing of the Recitation. A professor

involved in efforts to make curriculum child-centered, his book
traces the history of the recitation--a reform introduced initially to im-
prove instruction—to its use in 1928 when the book was published.

Thayer pointed out how the child-centered ideas of Pesialozzi. a8
translated by his followers at places like the 0Nswego (N.Y.) Training School
in the 1860§,uere disseminated throughout the country. Yet within decares
adherents of "object teaching”" were being accused of "mechanizing instruct-
10n." Similarly, enthusiastic American followers of Johann Frederich
Herbart took his description of how the child's mind worked and
by the 1890s, according to Thayer, had converted these ideas into a
"method of instruction which requires tﬁat children.'in the.acquisition
of new knowledge, move in lock-step fashion ﬁhrough five steps in learning."
Detailed lesson plans included precise actions to be taken by
the teacher, devices for holding the class's attention anb carefully crafted
assignments. These planning techniques resulted from implementing o
Herbart's theories into classroom practice, Thayer ohﬁerved: in classrooms
such techniques centered even more attention, if not influence, upon the
teacher.16

After summarizing the‘ideas of major nineteenth century pedagogical
thinkers and their impact upon practice, particularly the recitation,

Thayer concluded, that by the 1920s,

...the developments since Lancaster have led to little more than
pouring of new wine into old bottles. We teach different subjects

and we have altered the content of old subjects. We have originated
more economical devices for learning and we have profited from careful
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studies in the technique of acquiring skill and information. We

classify and grade our pupils more skillfully. Put withal we have

not fundamentally reconstructed the recitation system which Lancaster

devised a little more than a century ago. 17

Different evidence drawn from the conditions within which

teachers worked and their training is oblique and offers less direct
support for the classroom practices that Finkelstein outlined. I enter these
points now into the discussion in order to highlight linkages between ihat
teachers do, the conditions under which they teach, and their training. I
will return to these connections between context and practice later.

Urban classrooas had between 40 to I8 desks per room. These classrooms
were constructed to house 40 to 60 students. Estimates of class
size at the turn of the cehtury are rough but suggest that few desks were
long empty, especially in the rapidly growing cities of the northeast and
midwest.To Staff'these crowded classrooms, teachers had to be found who would
survive and stay. Yet teaching was an insecure job. Trustees decided each
year whether or not the teacher  would be rehired. Political and family tiés
played a large role in appointments. Moreover, the jobs demanded a great
deal from applicants who often lackad advanced education.
Teachers, expected to cover up to ten subjects daily, often had limited
training beyond their own grammar or high school education.

wiéh a largely untrained corps of teachers expected to teach a variety
of subjects and skills it comes as no surprise that textbooks
flourished. By the 1880s textbooks had already become the teacher's primary
tool and the student's main source of knowledge. Also published courses of
study determined for teachers what had to be taught and when.These syllabi

19
were often studded with page listings from textbooks for each subject.



Exactly how powerful these working conditions were in shaping how teach-
ers organized their classrooms for instruction is difficult to estimate.
That class size, prescribed texts and curriculum, and lack of training had

' some influence, however, is obvious in teachers pointing to these conditions
as factors affecting their performance.
/Were high school classrooms at the beginning of the twentieth century
similar to those in elementary schools? To set a framework for answering

the question some demographic information might help.

High School Classrooms

Tn 1890, just over 220,000 students attended 2526 high schools in the
country for an average of 86 days a year altho;gh attendance varied by
section of the country. A decade later, enrollment had increased sharply
to 519,251 students in just over 600N high ;chools. New schools were
appeafing at the average rate of one a'day. Ilncommon as it was for a
seventeen year oid to attend a.high school, it was even more
unusual for that teenager to graduate. Of the 200,000 who went to
high school in 1800, representing one,percent of the cotal population
only 11% graduated. And of those who weit to school and received
diplomas, {emales consistently oﬁ;numbered nales.21

High school teachers had more training and education than
their grammar school colleagues. In New England, for example, wheres
high schools began, 56% of the teachers were college graduates and
21% had done some work beyond high school. In Buffalo (N.Y.) of the 182
high school teachers in 1914, 72% had either graduated from college or a
formal teacher tréining school.22

Additional schooling beyond high school was often necessary since

teachers were called upon to teach many subjects.

Since half of the high schools enrolled less than one hundred students,
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often one or two teachers taught the entire curriculum. Twenty-three
of fifty-nine Connecticut high schools had one or two instructors to
teach the complete coﬁrse of study. Henry King\of Albany, Missouri, to cite
one case, was respoﬁsible for teaching botany, zoology, Latin, history,
English, etymofagy. and srithmetic. Tn city high schools, enrollments
were larger and faculties were organized inta depsrtments by the early
twentiethcentury.23 ' |
The curriculum was geared to prepare students for college in the
late nineteenth century. In 1893, i4% of high school students took Latin;
56% took Algebra. In 1900, most students enrolled in English, U.5. and
English history, algebra, geometry, Latin, earth science, and physiology.
College entrance exams shaped the course of study and activities
as much as the rhytim of-the school Year.eu
And teaehing?'lf few historians studied elementary classrooms at this

time, none has yet examined secondary ones. Clues do appear in plctures
of classrooms with row after row of bolted-down deskS: rooms in
rooms in newly-built schools set aside for "recitation:" ;nd master
schedules with the major portion of time allotted to this formal activity.
Beyond these contextual clues, little is kmown about what happened in these
classrooms. Since the the major focus of this study is in the period after
1920 I can only offer a Tew fragments of evidence Qhat'may sugRest
A partial picéu;: of practice. The subject deserves a full study.

Consider Steele High School in Dayton, Ohio in 1896. The city's only
high school or "people's college™ was the subject of a detailed report by
Malcolm Booth at the end of his first year as principal. Submitted to

Superintendent W.J. White, Booth's report sketches out the teaching
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conditions at Steele sndluhat teachers reported they did in classrooms.
Steele High School enrolled Bu46 students (60% female) in 1BOR-1RAAK,
an agpdemic year lasting thirty-six weeks, a month shorter than the

previous year. The 1896 graduating class had 92 students (71% female).

'For the first tihe the high school was open from 8:30 A M, to 1:00 P.M,

1nsteat of two 2aily sessions. The school day was divided into six periods

_of forty-one minutes each, running back-to-back except for a fifteen minute

25
recess between 11:18-11:33.

The curriculum contained four courses of study (Classiceal, Scientific,
English and Commercisl) covering four years. The content of each course was
outlined 1n the principal's report including the textbooks used, assignments,
and what was expected of the students. To teach over twenty-five required
courses to overkﬂno students there were twenty-six teachers (38% female).
They teught six periods daily (with sbout thirty students in each class). “\
These six classes seldom meant teachﬂhg the same lesson six times. WYhile
Mr. Kincaid in the Classical Department, for example.’taught only
two subjects- Latin and Greek, he probahly had five different lessons to
teach daily: Senior Latin, Junior Latin, Second Year Greek, First Year iLatin,
and Junior Greek. Each class had different texts and requirements. Also each
class~-take Junior Greek—included in the "Outline of Courses of Study" the
notation "(5)" which meant that Mr, Kincaid was expected to hold five
"recitations per geek." 7 |

To teach bggbnﬁ. physiology, geometry, Latin, Greek, and advanced German
demanded 'schooling beyond the grammar grades. Fifty-four percent of Steele's
faculty had graduated fgom college;fifteen percent had attended either normal
thqpl ‘or coilegei'the {est hfd f;nished high school. 7

Turning to the classroom, some hints of what occurred during the

forty-oné minute period surfaced in course descriptions that teachers

38
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submitted to the principal. Fnglish teacher Charles Loos, an 1869 graduate
of Bethany (W.Va) college, eight year veteran at Steele, and one of the
three highest paid staff 65500 a year) descrihed the methods English

teachers used to teach mythology to third and fourth year students:

.

The myths are to be studied at home and recited topically,
none being omitted or left to careless reading.... The myths
must be reproduced as exercises in narration, comparison, and
description.... This study is to be accompanied by constant
exercise in composition, both written and oral, with special
emphasis upon good sentence structure and pronunciation. 28

In teaching the novel, Loos and other English teachers planned
the following:

In recitation the class must be prepared to give an outline of
the part studied and show its conneotion with what has preceded;
to discuss the characters as they appe show how they affect
other characters and the plot in general.)..

The recitation should cover orsl and written reports, rapid
questioning, informal discussion and t ading aloud of certain
illustrative passages, 29

)

‘Physics and botesny teacher August Foerste, Harvard Ph.D (1800), and
appointed to Steele in 1593. wrote Bootﬁ that sciencé instruction had
improved with the Board of Education's recent purchase of equipment.

With this apparatus, it was possible for the teacher to.perform,
in the presence of the class, most of the experiments mentioned
in the book. The pupils were required to make notes during the

the experiment, and then to describe it at length in their note

book. 30

Foerste urged the purchase of more equipment so that students could
do work individually and create projects such as "an electric bell and
burglar alarm, a telegraph sounder and relay, and a telephone” so that
students do "practical application of physical laws." ‘These 1dea5.
he said, "are not wild." It is not essentisl for the "pupil to be a

skilled mechenic in order to make them a success educationally (original

emphasis)., This teacher's concern for practical application of knowledge
and projects worked on by individual students was unique in the reports

A 31
submitted to the principal.
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Although Marie Durst, at Steele for eight years,

included 1n her report on French and German a concern for daily usuage of
language she said that "most of the classes in modern languages are too
large. The teacher has no opportunity for giving any individual attention."
As to method, instruction is siv@v in the languése to be taught and
"the pupils are led to express thémselves in that language 83 soon as
they have acquired a sufficient vocabulary."” For grammar and
translation, ‘Durst used dictation frequently since "they train the ear to
the strange sounds and require the strictest attentic;n. " Also, she
added, students learn correct pronunciation and fluent speech by "memori-
'zing and reciting selections of high literary merit." 2

Such reports reveal teacher intentions and, 1n various portions,
describe practice. No verification of what happened in their classes is
available. A decade later, in another citQ. however, a professor did sit
in classes and reported uhatéshe saw and heard. Romiett Stevens
visited an unspecified numbeﬁ of schools in and arouﬁd New York City
between 1907-1911 to study tﬁe use of questions in classrooms. ‘
Using a stopwatch and a stenographer she observed 110 English, history,
math, foreign language, and sqtence ﬁgﬁchers that principsls had identified
as superior. She recorded the smber of questions that they asked. In a
related study, she followed t-n classes through each period of the day
to get a sense of the aggregate impact of teacher ques.fBﬁing.aa

Stevens found that teachersfasked an average of two *n three questions
per minute: the average number of guestions that students faced daily

totaled 395. The lowest number of questions she found in her ohservations

of 100 classrooms was twenty-five; the highest, 200.."The teacher,” she
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commented, "who has acquired ihe habit of coﬁ&ucﬁing.recitations at the

.rate of from one hundred to two hundred qué;tions'and answers per classroom

period of forty-five minutes has truly assuméd the pace that kills." of

the 100 teachers she visited twenty-eight asked questions at that psce.Bu

With teacher questioning dominant, Stevens calculated exactly how much
« time durin; a lesson was devoted to teacher and student talk. Using tw;nty° :
stenographic reports, she found that teachers were talking 68%¢ of the‘
time. Of the 36% of talk that belonged to students, much of it vas brief,
usually'one word responses or short sentences. There were exceptions.

Stevens found twc of the one hundred classrqoms she ohserved unusual. Of

' ‘the 34 questions asked in one science class, 25 came from students. In a
history lesson, the teacher let the students use the textbook while the
class answered questions. GeAeral practice, according to Stevens, was to

closé the text and pué it away once the teacher began asking questions.35

Stevens' writing reveals a distaste for rapid-fire teacher questioning
whdre the "pupils follow as a body, or drop by the wﬁyside." To ask hetween
two to three questions a minute, “"we commit ourselves as ‘'drivers' of youth

" instead of 'leaders,'" she wrote. With teachers assigning lessons for the
next day, students taking the bonk home to memorize the lesson, and the
next day teachers telling siudents to close their bdooks and recite answers
from the the pages read--~Stevens concluded that teacheré vere "drillmasters
instead of educators."” %*

Three years after Steveﬁs' study was published, a survey of Buffalo
(N.Y.)schools was completed by the New York State Commissioner of
Education's staff at the request of the city superintendent. A portion
of that report deals with high schools.

In 1914, Buffalo had four high schools with 182 teschers."Inspectors,"

as the members of the survey team were called, visited classrooms of all
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teachers and reported their c9nc1usions in narrative form. Some excerpts
suggest pattgr;s ai%hough specific figures are miasing in the
report. Oftfhe twénty-flve English teachers who were each visited three
‘times fo§ at least fifteen minutes on each occasion, the inspectors
rep;}ted on the teach{qg of grammar.

Instruction in grammar is usually much too,detailed and formal.

It is composed largely of such work as copying, composing, and

correcting short illustrative sentences, selecting single types of

. constructions from sentences frequently too easy for the pupil,
completing elliptical sentences, memorizing terms and definitions,

diagramming and parsing in routine fashion. 37

For the twenty-three modern language teachers (Spanish, French, and
German), the inspectors observed that'"the usual method was to have one
pupil read a paragraph, then to put a few simple questions to him sbout
;he part read, then to ask for forms and explanations of syntax."

The survey team concluded that assigmments were often ambiguous and
recitations were poorly delivered, except for four teachers whom they
praised. "Usually the teacher sat uncomfortably behind her desk and let
the pupils answer the questions." "

State Department officials observed thirty-~-two math teachers. Recita-
tion, again, was the primary teaching method. Most math teachers, the
report stated, "called on most of the pupils for some part of the
recitation." Inspectors criticized math instruction in the four high
schools for giving insufficient attention to preparing students for ﬂﬁe
new work of the next day.39

Science teaching impressed the inspectors. Student time in the classes
of the fifteen teachers was divided betuéen laboratory snd recitations. In
labs, students worked on completing exercises using equipﬁent and facilities
that the observers felt were adequate. "There was little evidence," their

.report said, "of slavish following of directions....® For recitations,

the "questioning was well calculated tp test both the memory of a statement
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and ability to apply the definitions and principles.” Tn two classes,
student reports consumed the lesson. "This appeared to be the habitual
practice," they repor;ed. In other classes sﬁudent responsibility was

less defined "with the result that the recitation became A lecture punctua-
ted by occasional questions." In a number of classes the work was

carried on with "splendid enthusiasm." i

History instruction was also viewed favorably by the team of observers.
Except for the minority (number unspecified) whose teaching 1is " forma® and
mechanical” because they limit themselves to the text, required
readings and notebook work, the majority of "skillful™ teachers use maps,
field trips, discussions, debates, and other subjects in the curriculum
to make history "vivid and 1nterest1ng."n1

Such evidence drawn from surveys, reports; visitors' impressions, and
photographs is piecemeal, It is suggestive, not comprehensive. A complete |
study of high school instruction would, T believe, €111 in the gaps and
include the finer lines that go into a full portrait ef teaching. Yet even
with this broad outline teaching patterns emerge from the unorderly jigsaw
pleces oresented here.

When elementary and high school instruction are taken fogepher. simi-
larities appear., Generally, classes were taught as a group. Teacher talk
dominated verbal expression during class time. Student movement during
instruction occurred only with the teacher's permission. Classroom
activities clustered around teacher questions and explanations, student
recitation, and the class working on textrook assigmments. Uniformity
in behavior was sought and reflected in classroom after classroom w.th
rows of bolted-down desks facing the blackboard and the teacher's desk.

There were slso differences between the two levels of _nstruction at the

turn of the century as today. Subject matter was stressed far more in the
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higher than in lower grades. Teaching was splintered in high schools, that
is,students traveled from class to class to meet with different teachers for
about an hour at a time. Not so at the elementary school where the teacher
génerally would spend the day with the same students. Classes in high
schools were smaller than in elementary schools and high school teachers
had more schooling than their colleagues in the lower grades,

Taking the similarities and differences together, teacher-centered :in-
struction, as defined by the categories listed above, clearly.dominated the

instances of instruction that appear in the evidence T offered here.

Student-centered Instruction

Where were the concepts of student-centered instruction practiced in the
public schools at the turn of the century? Two forms existed.A common-sense,
atheoretical, practical version appeared in rural one-room schools due, in
large part, to the conditions existing in those settings. The lack of
materials, isoiation, group feeling engendered by an‘intuitively flexihle
teacher produced classrooms that permitted cooperative work, individual
attention, use of content drawn ffom the community, and tolerance of student
movement. The other more prominent and theoretical form were the innovative
efforts tried in small, mostly private, schools.

The origins of this latter form can be traced back to Rousseau's

Emile as elaborated further by educational reformers Fréebel and

Pestalozzi. In America the conversion of these reformers' ideas

into schools that viewed the child, not the teacher or subject, as the
proper focus for instruction, can be found in the work of Fdward Sheldon,
Francis Parker, John Dewey, and their earnest diaciples who spread inter-
pre.ations of each man's work throughout the country. No one definition of

student-centered instruction or the "New Fducation™ nor progressivism bound
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these men together other than the conviction that schools could do a far
“better Job of linking a child's life inside the classroom to the world
outside the schoolhouse door,

| Thé point of reviewing, however briefly, the work of Sheldon, Parker,
and Dewey is to establish that varied concepts of student-centered
instructicn were practiced in schools operatéd by these men and their
followers throughout the late nineteenth and early twentieth centuries.

Edward Sheldon, teacher of orphans in ragged" schools, secretary and
organizer of a pudblic school system, fervently embraced Pestalozzi's
ideas, as translated by the English Home and Colonial Infant Society.
"Object teaching," as Pestalozzian principles in the hands of Sheldon
and others came to be labeled, concentrated upon the experience of
children, their perceptions, and language in order to develop in
an orderly manner their powers of reasoning. A child's experience was
supposed to replace books; how a child developed was to replace courses
of study; and the teacher's careful direction of 1ns£ruction was to replace
' recitatlon.u?

Object teaching, according to two writers, penetrated magazines, hooks,
conferences on teaching, reports and courses of study at the elementary
level , especially in arithmetic, oral instruction, geography, and natural.
science, In classrooms, however, object teaching became in Thaver's phrase,
"dismal formalism.™ Reprints of actual lessons reveal teachers asking
questions about objects, adding little knowledge to the students, and
controlling the entire pace, structure, and outcomes of the lesson. Examples
of lessons used as the Oswego State Normal and Training School contained
specific points that teachers were expected to make with classes, clear
instructions of how to lead students to correct observations., If anything,

u3
these instructions resemble scripts.
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While object teaching was still in evidence by 1900, it was often
indistinguishable from the dreary, tedious recitations that Rice and
other school c}itics condemned. Nonetheless, the ideas about children's
development and expression underlying object teaching had had an impact.
Perhaps that may explain the letter Sheldon received in 1886 from the
principal of the Cook County Horpal School., Francis Wayland Pérke}.
"You," Parker wrote, "touched every child in America." Strong praise,
indeed, from the person John Dewey called the "Father of Progressivism.”
Parker had.t;ught in country schools. During the Civil War he served in the
Union Army, was seriéusly wounded in the throat, and rose to rank of

ny :
Colonel.

Returning to teaching he soon became principal of a Normal School in
Ohio. His wife died shortly thereafter. lising a trust fund that a
relative had left him, he went to Europe to study both philosophy
and pedagogy. Coming back to America he could not find a position until
School Roard President Charles Francis Adams invited him to Quincy (Mass.).

In the years he served Quincﬁ. a school system with forty teachers and
1600 students in seven schools including a high school, Parker rapidly
changed the curriculum, methods of instruction, and materials. Within
a few years Quiney became a Mecca for educators interested in the
"New Education,” as one admirer of Parker called it, farker disclaimed any
innovation saying:

I repeat that I am simply trying to apply well established principles,
principles derived directly from the laws of the mind. The methods
springing from them are found in the development of every child. They
are used everywhere except in school. I have introduced no new method
or detail. No experiments have been tried, and there is no peculiar
'"Quincy System.' 45

Perhaps. But John Dewey in a speech on Parker's work in Qﬁincy asked:

"Did you ever hear of a man, who starting as superintendent of schools hed

reached a point in his career twenty-five years later where the annivers-
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ary of that heginning was an event to be marked by the educators of the
u6
nation?"

Parker went on to serve.as principal of the Cook County Normal School
which eventually became part of the University of Chicago. He served as
principal and director for almost two decades before he died in 1902, Tn the
"Practice School™ Parker and his staff, many of whom were graduates of
the Oswego Normal School, developed further ideas and instructional and
curricular techniques that implemented the Colonel'r ofter quoted sentence:
"The child is the center of all education.” Y |

In the 1880s the eight grade school had a kindergarten, library, printing
rlant to provide classroom materigls and to publish teacher-written units,
physical education equipment, manual trainivg, and twenty acres of nearhy
land that became 3 center for nature study. Parker believed in integrating
(%correlation™ was the word used then) the various subject areas. Children
seeing connections between science, art, math, geography and being able to
express these connections became one of the primary Qims and achievements of
the school. Beyond lirking subjects,teaching basic skills through integrated
content, and heavy reliance upon expression througqh art, music, and drama--
the school also taught cooking, sewing, pottery-making, weaving, gardening
and bookbinding. 4

When a veteran school suvperintendent visited classrooms in the Normal
School in 1892 he went away impressed by how easily and without any overt
coercion students did what practitioners called "busywork" in public
schools. Superintendent J. W. Greenwood of Kansas City saw
no fear of the teacher in children. No copying occurred. The work
was done rapidly, without any apprarent order. Each student "goes at it in

a hurry and rushes 'his job' along. It is the kindergarten idea carried

up through the grades.” In the upper grades, Greenwood observed practices
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that were similar to laboratory work, "each keeping a record of his own
experiments.” The grim uniform recitation with which the Kansas
City schocl chief was familiar was absent from Parker's school. He, like
thousands of visitors including the peripatetic pediatrician Joseph Rice,
went away quite taken with the Colonel's achievements.ug |
then Parker died in 1902 memorial services were held at the University
of Chicago. John Dewey spoke.
Twenty-five years ago, in Quincy, Massachusetts the work he undertook
was the object of derision....To many he seemed & faddist, a fanatic.
It was only twenty~five years ago; and yet the things for which he then
stood are taken today almost as a matter of course, without dehate, in
all the best schools of the country.
Dewey knew Parker well. When Dewey moved his family to Chicago in 1804, he
enrolled his son, Fred, in the first grade of the Practice School. The next
year, Fred's sister Fvelyn attended the school. When NDewey and ﬁis
wife began an experimental school, they took their children out of
Parker's school and entered them into their new Laboratory School st the
University of Chicago.so |
Far more has been written about Dewey than Sheldon and Parker., Rather
than trying to recapture the essence of his Dewey's career as an
influential theurist and practitioner, a task others have done,
I will mention briefly thé years 1896-1903.Hhen he served as Director
of the experimental school. In the Laboratory School he worked directly
with children, teacherrs, snd parents implementing his ideas of learning
and child development into classroom practice.
In reading through teacher recollections, courses of study, teacher
reports, students' remembrances it is easy to conclude that the Laboratory
School with its curriculum centered upon Man's occupation rather than separ-

ate subjects; upon reading and writing learned through activities raéher

than through isolated tasks, and group activities guided rather than
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directed by teachers were simply features of just snother progressive
school. That uouid be a mistake since in the 1890s
there were few schools in the country, pubiie or private, that risked
shaping an entirely new curriculum around children's interest in adult work,
family and community ties, group cooperation, snd democratic practices--
not for its own sake but toward larger goals, As a private school of 149
children (1900) and twenty-three teachers tncluding ﬁlla Flagg Young as'
Supérvxsor of Instruction, and later Chicago Superintendent of S?hools. the
Laboratory School was openly expe}imental. advancing ideas and trying
innovations that would become familiar, if not cliches, a generation later.
Consider the‘first few months of school for Group III, the six yvear olds.
Daily the class would gather and review‘the previous day's work and plan
for the day, "each child being encouraged to contribute."™ The plans for the
day's work were dgcided upon and delegated by the pupils..At the end of fhe
period, another group meeting summarized the results of the work and
suggested new plans. Projects determined and built bi the children included
1 miniature Sarm house, barn and cultivated land made out of large blocks,
twigs and soil. Plans were discussed and drawn up using rulers to make the
model to scale. This group also cleaned up a8 five by ten foot space in the
school yard to plant winter wheat. As they proceeded through the school
year, the class discussed plowing, what seeds to plant, how %o plant, har-
vesting and using the grain to make flour, and then making bread. "When
they talked about grains in the classroom," a teacher wrote, "they cooked
cereals in the kitchen," Measuring and other uses of numbers were easily
incorporated into building the farm model and producing the winter uheat.51
During these first few,dionths of school "an interest in reading also
developed.”

All the things they had found in their outdoor excursions were placed
on a table. Sentences were written on the board, such as:'Find a cocoon,’
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and the child who could read it was allowed to run and get the cocoon.
After playing this game a few times, the same sentences were shown
printed in large type, so that they would get the printed form simul-
taneously with the script. They seemed very eager to read and decided
themselves to make a weekly record of their work. 52

For older students, the same focus upon active involvement, occupations,
group discussion and decision-making with the teacher acting as s helper

prevailed. The typical program for nine to twelve year olds was:

SUBJECT HOURS A DAY HOURS A WEEK
history and geography 1 5
techniques (reading,
writing, numbers) ’ 172 2 172
science or 1172 2or 2 1/2
cooking or . 1172 N
textile or shop 2
art 1 1/2
music 10or 1/2 1 1/2
gymnasium ) 2 1/?
modern languages 172 2 172
4 172 21 1/2

Opportunities to make decisions, use manual skills learned in ~
classrooms, and to work cooperatively presented themselves, for example, in
‘a schoolwide project of building a clubhouse where students in the Camera
and Dewey (for debating and discussion) clubs could meet. “Mayhev wrote that
this "enterprise was the most thoroughly considered one ever undertaken
by the school.” Because it provided a home for clubs away from the main
building "it drew together many groups and ages and performed a distinctly
ethical and social service." ”

Writing in 1930, former student Josephine Crane recalled what she learned
at the Laboratory School.

First as to the Sciences, no matter how young we were--to00 young to
understand very much--we were given a chance to use our eyes, to observe
facts of nature more closely....
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Secondly-the activities—carpentry, cooking, weaving, sewing, art--all
trained our hands and fingers to be useful.... People have often asked
me where I learned to use my hends, and how it is I so easily learn to
do new things with my hands. I tell them it is because I was trained to
use my mind and hands and eyes together. I was trained to observe and
given a chance to use what I observed in what 1 did.

Third, the building of the clubhouse--the real arid practical work—

helped us to see what architeoture really is. We got far more out of that
than out of books.

Fourth, 1 learned responsibility. When I was quite young, I was asked
to teach art for two months to a younger class.... When I went into the
room for the first time I had to realize that I must do something! T
learned how to teach that way and this is responsibility finally
realized. 54 - o

For teachers as well as students it was an exciting place to be. Grace

Fulmer, a teacher at the Laboratory School who left to direct a similar
school in Los Angeles, recalled her two years (1900-19N2) working under
John Dewey.

It was Mr. Dewey's idea that each child should be free to develop his
own powers to some ultimate purpose through the guidsnce of one whose
experience was richer. Such also was his own relation to the teachers

in his school. I know there were things in my own work of which he did
not approve and yet I always felt fr to work in my own ....

The Dewey School, as it was oféen called bdy ieacngrs and friends, lost
1ts namesake in 1974 when he accepted an appointment at Teachers College,
Columbia University.55

Beyond the direct efforts of these men, there were public schools that
partially or thoroughly implemented the "New Education® or "scientific peda-
gogy" as Rice and other enthusiasts labeled it. Hriters who cite Rice for
his description of mindless instruction often ignore his warm portraits
of schools where the curriculum was correlated and where teachers introduced
science work, encouraged children's expression in writing and art, and
practiced manual training in the elementary scl'mol.‘;6

From St. Paul ,Minneapolis, Indianapolis, and La Porte (Indiana) Rice
quoted liberally” from student work and described teacher activities that

unified the curriculum. In La Porte, for example, he found instances
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of the "perfect lesson." It is "one that not only interests the child. hut
one that uses his energies to the best adyantage."

From the start the pupils are encouraged to be helpful to each other.
Already in the first school year the children begin to work together in
groups and to assist each other in making and recording observations of
plants and animals, of She wind and the weather.... In the classrooms are
found small square tables around which the pupils sit, particularly
when doing busy work, performing tasks in which all the members of the
group take part.... ° ’

At the group tables things are made with which the rooms are decorated
at the bi-monthly festivals which have become a custom at La Porte, Much
of the number work is done at the group tables....

¢
Rice concede¢ that such school.districts were a minority in 1R02, He found
four school systems of the thirty-six he visited 1np1e?;ntiqg the prin-
ciples he advocated. Far more teachers stood and students sat in
conventional recitation-bound classrooms, according to Rice.sv

Just over two decades iater John Newey and his dsughter Evelyn visited

schools embraciﬁs progressive prac§1ces. In Schools of Tomorrow, the

Deweys documented the spread of schobls with "tendeneigg toward greater
freedom and an identification of the child's school iife with his en-
vironment and outlook, and even more important, the recognition of the role
education must play in a democracy.” While most of the schools

they describe are private, the Deweys devote much space to the Gary

|
(Indiana) schools under Superintendent William Wirt, ore public school

*

7 .
The Gary Schools during Wirt's tenure became a showplace of pre-World
War I progressivism. Merging the impulse toward economy with the child-
centered school impulse, Wirt created student communities out of schools
through scheduling students into different spaces and activities within a
building. Called platoon schools, Wirt's innovations, promoted by
journalists and reformers, Swept across the nation in the decade following
its introduction in Gary. Because of the political controversy triggered

by its abortive implementation in New York City in 1917, the Gary School
Board and Superintendent asked a foundation to conduct an impartial survey
of its schools. NMrected by Abraham Flexner, the survey team inspected each
of the innovations including classroom instruction and produged an eight
volume report. The investigators visited 100 of the 121 classrooms in the
system's nine schools. They spent at least one hour in about half of the
classrooms and between two and three hours in the rest,
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Finding much merit in the Gary Plan, Flexner did conclude, however,
that classroom instruction in the scademic subjects, primary grades through
high school, was mechanical and, if anything, coénventional. He singled out
those teachers who correlated subjects student activities, and assignmuents
in their tesching. Repeatedly, he stressed that such teachers were few.

Primary instruction too rarely radiated from a central topic, from
which were derived the materials for reading, spelling, language,
arithmetic, handwork, dramatization, and even science and music....
it was more apt to be hsndled in separate compartments ... with the result
that much of the primary teaching was mechanicdal and slow. '

Elsewhere he observed that primary students were, "as a rule,” divided into
two groups, one reciting while the other ud}ked at their desks or at the
blackboard. The children working with the teacher gathered around her, as
Flexner wrote, the "work was too frequently characterized by listlessness
and indifference.®

In arithmetic, few signs of the new methods were seen. For history and
geography class time was split between silent reading and recitation.
Lessons were :gsisned. Students read the pages silently. Recitation began
with teacher, "book in hand,"™ asking questions at the end of the textbook
chapter or related ones. "Theq teacher usually added very little,” Flexner
commented, "there was little ®r no class discussion, outside reading was
seldom required.” While praising many portions of the Gary inniovations,
Flexner found classroom instruction "generally meager and formal.® KR
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1n Chicago (Howland) and twe Indimnapolis public schools, $ne of which
served black students. Concentrating on themes where teachers encourage
student express1on.'group'work. énd a close fit hetween the content studraa

and the immediate enviromnment, t!ie Deweys described a movement they believed

i

was spreading across the nation.;"nore and more, " John Dewey wrote,

. ?

"achools are growing up all over the country that are trying to work out
: 59 |

definite educational ideas. i

|
Thus, various versions of tejcher-oentered and student—-centered

1n$truction existed at the turn,of the century, The;extent of esoh; their
variations, and what impulses g+nerated them cannot easily be determined
although it would be reasonableto conclude that by 1915 when the Deweys'
book appeared, the dominant praLtice in most pudblic schools continuea 0
cluster around teacher-centere& patterns in furnitdre arrangment , groupying,
instructional talk, student'qpvement. and class activities. Variations of .
student-ceﬁtered patterns apﬁeared most often in small (less that 30

students); private (although public schools ;nplemenging these approaches

did exist), elenentar&-schools-—few. if any, high schools were described,

3\
Yet within a decade at different times and in different places, the

vocabulary of sfudent-centered instruction as put forwar& hy diverse groups%'
- of pedagog®csl progressives fapidly turned into the conventional educaiional
wisdom ;f the times as expressed by both teachers and administrators.

‘The ﬁz;g\chnpter exploreg how conventional that wisdom had become in the

the classrooms of urdan and rursal school districts in the 39203 and 1030s,
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CHAPTER 2

BEHIND THE CLASSROOM DOOR IN THREE CITIES: 1920-1949

It was a large sunny room with ample windows letting in light to the rear
and left. The uindgw sill held potted plants, some of which had begun to
flower. Just abo:e the sill pasted to the window glass were drawings made
by the children. Doors and the ledges above the blackboards held placards:
"factors," "numerator," "denominator." Above the front blackboard in
careful, neat script was written: SELF-CONTROL. On one door was posted f."he
Declaration of Independence; on another one was the membership of the Ameri-
can Junior Red Cross, 1924,

This was Mrs. Spencer's fourth grade class. Forty-two children sat
in rows, facing the teacher's desk and SELF-CONTROL, awaiting the teacher's
direction. Fifteen bright children from 4A and 27 dull ones from U8B, accord-
ing to Mrs. Spéncer. made up her class. An arithmetic lesson was underway.

"Little helpers to the board,"” Mrs. Spencer directed. "George, Edith,
Fred, Gertrude, each take two children who need helping.” A dozen children
arrayed themselves in groups of three around the room. "Begin at page 101
in your book and start with the first! example. You others..in your seats,
begin at page 115, example 4., Yes, you may talk to one another about yodr
work." A quiet hum arose.

The teacher moved around the room helping individual students. After
awhile she ;ooked at her watch and announced: "The coaching period is over.
To your seats.” As the children scurried back to their seats and settled

back, Mrs. Spencer went to the board and wrote 137 1/2
=25 1/2

° "Who can give me the least common denominator? Farny? I called on you
because you weren't paying attention. Well, then, Sam, you tell us. Ten,

that's right. Now, then, Sam, what do we-~oh, I hope you know i\r~what

-
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do we do next?" A long pause. A girl answers. "Oh, dear," says Mrs, Spencer,
"there's s girl named Sam." A long pause. Finally the teacher accepted an
answer from another student.

"The arithmetic period is over," she announced. "Keep your papers in
your books. Your homework is example 2 on page 114: 117,709 divided by
3,648." Stephen, the nine year old sitting directly in front of the
teacher's desk for reasons that the entire class knows, fidgeted in his
seat, Mrs. Spencer asked him what is wrong.

"She keeps sticking her feet into my back,"” he says,

"Oh, dear, how dreadful! Such little tiny feet going right through a
big thick bench right into your big strong back. I suppose you are too
seriously hurt to go to Mr. Hazen's room and fetch me the map of Asia.
You're not? Well, and you David, go and get the map of Europe from Miss
Flynn." As if launched by a sling shot both boys were at the door. "Remem-
ber to say 'Please,'Mrs. Spencer said and turned to yhe class, "Always he—

"Polite,"they ?esponded. ‘

"Yes, .ways be polite, it's worthwhile, you'll find."
Looking around the room, she said: "Streteh up—deep breath-out-that's
better." |

"Take out your geographies and turn to the map of Asia. Page‘194.“

"Henry, what is Asia®?"

"Asia-Asia-~~, "Henry grasped for an answer.

"Class?"

"Asia is a continent," they chorused.

"yell, what is the meaning of continent,Flsie,?"

"A continent is the largest division of land."

"Right, when T talk about a continent,what do I mean? I mean land."

Stephen came back with the map of Asia in hand and placed it expertly
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\1 atop the ledgé above the blackboard. "Thank you, Stephen, it looks fine.™

Question followed question with occasional children going to the map
‘to use a pointer. Recess came and went.

" "Time for writing," Mrs. Spencer said. "Monitors pass the papers.
Everyone up and straight and tall and do ﬁﬁur very best. Write your names.
Don't: forget to end with the upstroke. Two or three forgot about the upward
stroke last time. It's just as bad as coming to school with your clothes
unbuttoned or your necktie off. Write these words."” On the toard, she
wrote: mountain,camp, August, glove, song, thumb, itself. "Do your very
best. We have only a week or two more before promotion day."™ Three girls
sighed and covered their faces,.

Pens scratched. Feet shuffled. Paper crumpled. Mrs. Spencer reviewed
the words, asking certain students to spell the words without looking at
their papers.

"Time for reading. And we are going to exchange readers with Miss
Flynn's class. We shan't use our own readers today, but instead let's act
out one of the stories. Let's do the Mad Tes Party. Who remembers it hest?"
The teacher chose four children. They knew the lines by heart and acted out
the parts as only enthusiastic nine year olds could. "Fine. You were gall
good,"Mrs. Spencer said.

"Now we'll have a drill game on the word 'bring,'" Mrs. Spencer told
the class. The game brought the morning to a elose.1

The school in which Mrs. Spencer taught in 1924 had received city-wide
notice and praise as a progressive school. Rer principal believed her to
be an exemplar of progressive teaching in his building. Although Agnes
NDeLima, the journalist who ohserved this class was a passionate advocate
of child-centered schools similar to ones operated by Elizabeth Irwin,

Felix Adler, and others, she descrited this fourth grade teacher sympatheti-
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cally. Yet she felt that Mrs. Spencer and other teachers like her conducted
sincere but colorless‘imitations of the brivate experimental schools. She
believed that progressive classes in experimental schools would die if
placed within public schools. Large class size, administrative

indifference or hostility, and a generally negative attitude toward
child-centered classrooms would kill such efforts. Who, then, were

the progressives? Mrs. Spencer? Her building principal? Staff in the ex-
perimental schools? The problem, of course, is in the word itself. The ideas
nested in "progressivism™ were diverse and ambiguous, appealing strongly

to dissimilar reformers in the decades bracketing World War T,

Historians Lawrence Cremin, Michael Katz, and David Tyack distinguished
between various educational streams within the larger political movement.
Among the educational reformers, for example, Tyack described the admini-
strative progressives (e.g. Teachers College George Strayer, Stanford's
Ellwood Cubberley, Superintendent Frank Spaulding) uﬁo used the latest
concepts in scientific management to streamline the school district's
crganizational and 1nstructio:§&'machinery. He dist.inguished these
progressives from social reformers (e.g. George Counts, John Childs,
Willard Beatty) who advocated using the schools as an instrument for
national regenerstion, and the pedagogical progressives (e.g. Francis Parker
Flora Cooke, William Virt, William H. Xilpatrick) who saw the child
central to the school experience. Although substantial differences existed
between, and among, the pedagogical reformers they all drew deeply from
the well of John Dewey's 1deas.2

I will concentrate on the changes in the classroom in the interwar
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period and the efforts of the pedagodical reformers. I shall not deal with
administrative progressives, reconstructionists, and other‘reformers
except to the extent that they tried to modify existing classroom instruct-
ion.

No uniformity marked these pedagogical reformers except for a
common antipathy tg%ifixed grades in the schools, fixed rules for the
children, and fixed furniture in the classroom." Between these child-
cent;red school advocates deep and sharp differences surfaced in

curriculum, instruction, degrees of choice open to children, the role and
extent of art and plsy in the classroom, snd a host of other 1ssues.3

Giver their strong, negative views of the public schqols and despite the
diveré!gy of doctrines implicit in the practices they advocated, there re-
mained a core consensus on what constituted a school focused upon children.
For the most part pedagogical reformers wanted instruction and curriculum
tailored to chlidren's interests; they wanted instruction to occur as often
as possible in small groups or individually; they wanted.programs that
permitted children more freedom and creativity than existed in schools;
they wanted school experiences connected to activities outside the
classroom; and they wanted children to Qelp shape the direction of their
learning. The tangible signs of these impulses that bound philosophers,
curriculum theorists, psychologists, and practitioners together were class-
rooms with movable furniture, provisioned with abundant instructionsl
materials, active with children involved in projects, and traffic between
the classroom and the larger community. These commonalities leave untouched
cleavages over the project method, how much freedom a child should have in
schooi. th; teacher's role in setting goals, the amount of time spent on

basic skills,etc. The commonalities, nonetheless, do suggest where in the

classroom to look for changes in practice.
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Between the hundreds of thousands of students these professors taught
and the regders of their books, the thousands of newspaper and magazine
articles written about the schools éhey or their followers directed, the
hundreds of courses of study and textbooks that incorporated these ideas,
and the scores of school systems that bought movable desks and chairs, their
ideas seemed to touch schools across the nation. Time pronounced it to
be so in 1938. "No classroom,” the anonymous writer declared, "escaped its
1nf1uence."5

Historians, however, disagree upon the degree of impact of those
progressive ideas targeted upon the classroom. Of the dozen historians who
have written about pfosressivisn and schools at least six have dealt with
the issue of changes ir. teaching practice. Lawrence Cremin and Joel Spring
assert, for very different reasons, that teaching behavior changed.

Cremin cites the "Middletown" studies in 1925 and 1935 to illustrate
how a conservative strain of progressivism in Huncie.(Indiana) classrooms
might have been typical of schools in the "pedagogical mainstream.®
Noting that for every Winuetka there were probably schools "that
must have taught McGuffey and little else well into the thirties," he goes
on to state that the reformers left-unmistakable footprints in classrooms,

The character of the classroom changed markedly, especially at

the elementary level, as projects hegan to compete with recitations as

standard pedagogical procedure. Students and teachers alike tended to

be more active, more mobile, and more informal in their relationships

with one another. 6

Tn Education and the Rise of the Corporate State, Joel Spring takes

the ideas of Dewey, Kilpatrick and Colin Scott on group work and traces
their direct path into classrooms. Spring isolates specific teaching
methods: the "socialized recitation" where students assume the

role of teacher and review the lesson by either leading the recitation,

developing a group discussion or variations of each: the "project method”
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put forth by Kilpatrick as an intentional group activity that has a socially
useful end; and other methods that generated student group activities
in the classroom. To demonstrate impact upon the classrrom, Spring cites
the abundance of articles on these methods, the books written by advocates
of each, and the appearsnce of courses on these topics in teacher-education
curricula. !G:pdﬁ’learning experiences in the form of cooperative projects
and socialized recitations," he concluded, "prepared the individual to be
what David Riesman called in later years ‘'other directed.'" !

Dissent from these views of reformers' impact upon teaching practice

comes from economists Samuel Bowles and Herbert Gintis, and historians

Michael Katz, David Tyack and Arthur Zilversmit. In Sghooling in

2

Capitalist America, Bowles and Gintis argue that @ coalition of business

leaders and liberal professionals spearheaded successful reforms that
changed the oublic schools' administration and curriculum, for example, the
comprehensive high school, standardized testing, abi}ity grouping, vocation-
al education, and the concentrating of authority in school professionals.
However, they say, "the schools have changed little in substance" in the
exchange between teachers and students. Because pedagogical reformers lacked
popular support and avoided criticizing corporate capitalism, Bowles and
Gintis argue, they "worked in vain for a humsnistic and egalitarian
education.” No direct evidence of classrgom instructio:. is offered

except for what other researchers cited.

Michael Katz argues in Class, Bureaucracy, and Schools that instruct-

ional reform stopped at the classroom door because the movement itself was
essentially conservative in outlook and aimed at bureaucratic changes. Katz
refers also to Middletown to support his arguments. He does acknowledge
that historians cannot learn what happened in Schools by studying

what leading theorists wrote and said. Whether teaching changed
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during the progressive years, he said in 1971, cannot yet be answered by
hxstorians.o

David Tyack shares a similar perspéctive on the importance of
bureaucracy in explaining the lack of change in teaching practice is. He
surveyed progressive reform and its consequences, both antiocipated and
unanticipated, between 1890-1940. Distinguishing between the varied
strains of progressivism, Tyack described the success administrative pro-
gressives had in changing the structure and governance of public schools.
Coalitions of professors, superintendents, foundation executives, and lay
refbrmera.possesging a vision of a "one best system™ based upon scientific

school management, changed the landscape of Americen schooling through the

strategic use of formal surveys of school systems, writings, conferences,

[
o

and close contact with different networks of influential educators. Reformers
did seek to eliminate inefficient classroom practices such as a uniform

course of st.udy"whole group instruction,and formal recitation, according
10 ‘
to Tyack.

Using more primary sources on Schools and c¢lassrooms than other
researche;s of .this period, Tyack drew from city school surveys, teacher
writings, newspaper articles, and autobiographies to conclude that the
dreams of Dewey and his followers about exciting classrooms for children

foundered on the very suc:esses of the administrative progressives, es-

3

pecially in the éities.

A gifted teacher in a one-room school house might alone turn her
class into Dewey's model of socisl learning, hut changing a large
city system was more difficult for Dewey's ideas of democratic
education demanded substantial autonomy on the part of teachers
and children--an sutonomy which ... teachers commonly lacked. Predict-
ably, the call for a 'new education' in ugban school systems often
brought more, not less red tape and administration, more forms to fill
out and committees to attend, more supervisors, new tests for children
to take, new jargon for old ideas. The full expression of Dewey's
ideal of democratic education required fundemental change in the
hierarchial structure of .schools—-and that was hardly the wish of
those administrative progressives and their allies who controlled urban
education. 11 :
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Arthur Zilversmit i{s the only historian thus far to focus upon
classroom changes in order to determine how widespread progressive
practices were in American elementary schools. His verdict: very 11tt1g.12 N

Zilversmit relied upon three indicators of the acceptance of prqd%essive
pedagosy. First, he argued, the curriculum of pre-1940 teaéher-training
institutions sﬁould reasonably mirror the extent of instructional
reform since s skilled, alert and knowledgable teacher is essential
to a progressive classroom, Instead, he found in three national
surveys of teacher-education curricula that prosressive ideas had spread
minimally through both normal and college training courses of study.

Second, Zilversmit investigated classroom furniture. Progressive educa-
tors took as a given the importance of movable desks"ahd chairs for flexible
seating and work space in classrooms, yet Zilversmit 901hted out that
in 1934 stationary school desks still accounted for almost forty percent
of new desks sold, not to mention those wmillions of old desks firmly
bolted to the floor.

A third sign of weak influence on school practice, according to Zilver-
smit, were the few specialists hired by school systems to promote mental
health, 1.e., sSocial workers and school psychologists. Mental health of
children, the commitment to the whole child, he argues, was a serious
concern of progressive educators.

For the classroom itself, Zilversmit relied upon the Regents' Inquiry,
an intensive evaluation of New York state schools between 1935-1938. Re-
ferring to two of the twelve volunés. he quotes extensively from each one's
conclusions on the traditional iastruction that evaluators found in urban,
rural snd suhprban classrooms across the state. He concludes finally that
progressive 1;;33 of the child-centered school left few marks on elementary

13
schools.
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For those who have written about these years when progressive vécabulary
became the asccepted language in educational discourse, opinion is divided
on the question of impact of progressive ideas on the classroom. The evidence
used is, sperse,leans heavily upon the Middletown research, and refers
infrequently to classrooms and schools. Despite the paucity of data on
classrooms, historians trying to assess the spread of progressive practices
in classrooms often take an all-or-nothing approasch, and, except for
Zilve-rsmit, ignore the critical point of the extent of penecration., A
systematic look at particuiar distriots' schools and classrooms might
confirm or refute some of the arguments advanced thus far while suggesting
new lines of research and providing a more solid base of knowledge of what
teachers did do in classrooms.

This clapter contains case studiés of three large school systems.
All three districts had superintendents who made national reputations
as strong leaders dedicated to improving schools. Ngw York City
and Denver were known for theirAprogre551Ve practices during the two decades
tetween the wars. Although Washington,D.C. had a superintendent noteq
as an administrative progressive whose tenure spanned the entire
period, the racially segregated school system was not noted for
its pedagogical reforms. By examining evidence of teaching practice during
a two-decade period of peak interest in and acceptance of progressive ideas,
a sense of how much classrooms in school ;ystems renowned for their admini-

strative and instructional reforms may emerge.
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NEW YORK CITY SCHOOLS

The numbers stagger the imagination; they intimidate. Imagining 683
schools, 36,000 teachers, and 1,000,000 children (1930) in one school dis-
trict boggles the mind of anyone west of the Hudson River. Glossy annual
reports of the system tried to capture the massiveness of the school
operation with comparisons: the increase in children attending school be-
tween 1920 and 1921 equaled the number of students going to school in
Nashville, Tennessee. If you lined up all the children,

. arms apart, they would stretch from New York to Toledo,Ohio.

- Or if the superintendent visited classrooms for ten minutes each,

eight hours a day, five days a week, he would have done nothing else but
observe each teacher once in three Years.1n

Size alone made New York's schaols unique. Yet the school district's
size should not obscure the rich history of tensions and resolutions of
ethnic, religious, political, and class issues that were mirrored on a
smaller scale in cities across the nation in the first half of the twentieth
-century. These varied issues in the school system's history have heen des-
. eribed by a number of historians. I will not cover the same ground, My
attention is on what'teachers did in classrooms, a topic to which these
researchers devoted little space.Ts -

Some narrative,however,is necegsary to set the stage for what Sol Cohen
called the "ultimate triumph” in 1934 when the Public Educetion Assoziation
(PEA), a reformist cadre dedicated to transforming schools into child
welfare institutions, saw "its conception of progressivism in school

16
principles and procedures capture New York City school officialdom.”
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Between 180R-1940, the largest public school systgm in the country had
four superintendents to cope with social changes that schools could only
adjust to, not alter: massive growth in school enrollment; sharply increased
ethnic diversity: and, after 1930, cutbacks in salaries, positions,
and programs resulting from the Depression and World War II.

Enrollment growth and diversity taxed the ingenuity, cskills, and stam;na
of William Maxwell who served as the first superintendent of the consoli-
dated five borough district for twenty years. As a pragmatic school reformer
who organized a bureaucracy while retaining interest in the "New
Education™ he had to cope with such basic needs as providing a seat for
every student so that the schools could reach out, through the child,
to improve the community. His adroit tenacity, vigor, and persistence
left a string of accomplishments that contemporaries recognized: more
uniformity in curriculum and instruction than had existed ever before; more
schools to house students, expanded social services..after school and summer
programs, broader curriculum, and key administrative initiatives (e.g.

Board of Examiners) that indelibly marked organizationel routines

for years to come. Combining the administrative progressives' passion
for uniformity with concern for classroom practice, Maxwell cast a long
shadow that few of his successors could escape, even if they were so
inclined—and none seemed to be.17

The three superintendents who followed Maxwell came up through the
ranks as teacher, principal, district superintendent and associate super-
intendent. In the latter position, each became a member of the PRoard of
Superintendents, a body that advised the Superintendent on personnel

and program recommendations to the Board of Education. Each person that
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assumed the top post had sat in every key chair in the system as he rose
through the ranks.

William Ettinger served as superintendent for six years (1918-1924), A
teacher and principal for over a quarter-century before being elevated to
a district superintendency, he worked for another decade in that position
before joining fellow associate superintendents. Shortly after, at the age
of fifty-six, the Board of Education chose him to succeed Maxwell--a hard
act to follow. Interested in vocational training in elamentary schools,
Ettinger ?eveIOped programs in the upper ygrades while consolidating and
pollsh1né‘1n1clat1ves that Maxwell had instslled. He demonstrated interest
in progréssive practice, as had hix predecessor, by personally approving
the use of a public school by the PEA fur a school-within-a-school pro-
gressive experiment under the direction of Elizabeth Irwin in 1922.

Much of Ettinger's attention, however, was directed toward securing
sufficient funds to decrease class size and provide adequate housing for
overcrowded, old, and outmoded schools. Intense and prolonged quarrels with
the Board of Estimate over adequate resources for the schools and constant
bickering with the Mayor over keeping top school posg: free ‘'rom partisan

taint led to his contract not being renewed in 1924.

Like Ettinger, William O'Shea’'s careenr began and ended in New York.

Having taught for almost twenty years, he was named principal in 190A. Grad-

ually, he moved through the necessary offices on the trek to the superin-

tendency. At the age of sixty, he was zelected from among the Associates on
the Board of Superintendents to follow Ettinger. The initial five years of
his tenure continued the pattern laid down by his predecessors: more bdbuild-

ings with larger capacities to house students; adequately trained teachers
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impartially selected; curriculum expanded and revised to ~ope with
differences among children.

Using the vocabulary of voguish reformers, O0'Shea produced annual
reports of the school system's achievements that reflected exactly the
institutionalization of changes made over a quarter-century earlier. "These
schools,” O0'Shea wrote about elementary schools, "are the front line
trenches in the battle for health, for social well-being, and for moral
advaneeuent."’19

Distriet superintendents were required to submit reports with a
section labeled "Progressive Steps." Occasionally these reports would in~-
clude references to classroom activities or projects, flexible schedules,
and new curriculum materials. More often, though, "Progressive Steps"
for the districts listed new testing procedures, how children were grouped,
new services for children, and changes in rules.20

If Ettinger left his mark on the system by expanqing vocational educa-
tion, O0'Shea left his imprint on covr-ses of study and new programs stressing
thrift, citizenship training and character development. He appeared less
interested in importing classroom practices recommended by the Progressive
Education Association into city classrooms although he Houldvoften borrow
reformers' language for his reports. The stormy relationship between thg
public schools and PEA over Elizabeth Irwin's experimental school at P.S.
41, for example, produced a demand for a formal evaluation of the
program. O'Shea's lack of support was evident. The evaluation
committee, made up of school staff and PEA appointees recommended
more formal and conventional instruction in basic skills. The PEA pulled
out its financial support and eventually the experiment becg?e a private
school in Greenwich Village,"The Little Red School House."

This departure of the only formal progressive experiment in the pubdblic
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schools occurred in the midst of the Depression, years which saw retrench-
ment measures rippling throughout the school system. Class size increased.
Fewer teachers were allocated to schools. After school and summer

programs were cut back. The last five yesrs of O'Shea's tenure were marked
by earnest efforts to preserve what had been done in earlier years. At the
age of seventy, O'Shea retired. The Board of Education again turned to the
cabinet of associate superintendents for O'Shea's successor.

Harold Casmpbell had graduated from the Maxwell Training School for
teachers in 1902 and began a career as a teacher at both elementary and
high schools, receiving his first appointment as high school principal in
1920. Four years later he was promoted to Associate Superintendent for
High Schools and served in that position and Deputy Superintendent until
the Board of Education again dipped into the pool of associate superin-
tendents for their next school chief. After thirty-two years in the system,
at the age of fifty, Campbell succeeded O'Shea in 1934 in the midst of the
worst depression ever facing the city and nation.

Characterizgd as a "conservative educator" by both newspaper and prof-
essional journal, Campbell followed his predecessors' policies insofar As
funds permitted in trying to reduce overcrowied schools, expand and increase
services to children, and differentiate programs for handicapped and gifted
students. The pattern laid out by Maxwell persisted. Except for one area.
Campbhell launched a "pedagogical revolution" that became a "key landmark
in the triumph of progressivism,” according to one historian.

In 1034, just a few months after becoming superintendent, he approved the
largest experiment ever aimed at determiding if progressive teaching
practices could be installed in a major urban school system: the Activity
Program.22

Besides the PEA's support, there was little public reaction to the
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Superintendent's decision.Few citizens or school professionals knew Campbell
personally or anything substantial about the decision he had made. After all,
most New York City teachers seldom saw Campbell, O'Shea, Fttinger, or
Maxwell other than in an occasional newspaper photo or a small, distant
figure on a stage speaking to thousands of teachers. Few teachers could have
recognized any of them had they visited their classrooms. What teachers

did know of their superintendents' presence came indirectly from
headquarter's decisions establishing working conditions within which

they taught, e.g. class size, double-session schools, revised courses of
study, personnel transfers, evaluation ratings--all of which influenced,

to some degree, what happened in their classrooms.

Context for Classroom Teaching

Consider the classroom as a workplace. Tt should come as no Surprise
that the nineteenth century uniformity, so highly prized by the first genera-
tion of progressives, including Maxwell, became embedded in the design of
classroom space. C.B.J. Snyder, architect for the New York City Roard of
Education between the 1890s and the 1920s, created the standardized class-
room plan that was used throughout the first half of.the twentieth century.
Each classroom was built around the seats and desks of students and teacher:
forty—-eight permanent desks for grades 1-4; forty-five desks for grades
5-6; and 80 for grades 7-8.23

Rows of desks bolted to the floor facing the blackboard and teacher's
desk made it easier for the teacher to scan the classroom for actual or
potential disorder and have students work on tasks uniformly. The arrange-
ment of space discouraged student movement, small group work
or pruject sctivities--staple items on the progressives' agenda

to modernize instruction. Reformers viewed movable furniture as s

basic item, after light and heat, to activity-centered classrooms.
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Few educators argued that it was impossible to implement progressive
methods in rooms with rows of immovable desks, but such seating
arrangements proved cumbersome, taxing the ingenuity of teachers in
figuring out ways of outflanking this structural obstacle. The problem, of
course, was money. Replacing stationary desks with movadle ones was
prohibitively costly.

The official position of the Board of Superintendents was stated in the

New York Times in an article written by then Associate Superintendent

Campbell in 1930 detailing all the progressive practices then current in
the school system.

As for the movable furniture idea and the substitution of comfort-
able chairs for the traditional rows of seats, we adopted it long ago
in kindergarten and special classes. In most classes, however, par-
ticularly when there are thirty to forty pupils, the scheme is not
practical. The moving of furniture is creative of noise and confusion.
One teacher might want the chairs arranged one way, another teacher

another way. Ease is not always productive of attention and concentra-
tion.

The clincher argument he cited was the danger of fire. A building in which
students were obedient to order and marched in straight lines could be
emptied in three uninutes.

Suppose the children were sll reclining in easy chairs or wandering

about a room filled with movable tables. Could it be done?
Campdbell'’'s answer: "Never." a
The cost of desk replacement was never mentioned publicly. In the midst of

the depression, the capital investment in stationary desks for over 600
buildings was staggering. Yet the issue persisted because it was central to
the reform of teaching practices. Compromises were struck. Beginning in
1935-1936, a year after Cempbell moved into his new office, the Board of
Education approved the Superintendent's recommendation that all new
elementary school buildings will have 35 fixed seats in rows with additional

movable tables and chairs and one or more workbenches to supplement the
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fixed desks., In 1942, the Board authorized more space in the standard
classroom, movable furniture, equipment for lidbrary and science corners,
and storage space for displays in new schoo) buildings.
The Board of Education has recognized that the standard classroom

is no longer just a place to study and recite. It is now regarded as

a workshop, a laboratory, a studio, and a place to practice gracious

living. ,
Keep in mind that few buildings met the above standard in 1042, Teachers’
worked with children filling up row after row of desks in crowded rooms..q

While classes of fifty or more students were common around World War
I, class size had been dropping since. In 1930, average class size in
elementary schools hovered above 38 students. This figure, however, masked
si~ ificant differences. For example, 17% of all elementary classes still
had forty-five or more students. Within a school, the range varied dramati-
cally. Special classes for "dull" students or handicapped ones were
kept around twenty-five while other classes in the same building would be
well over forﬁy—five. To a teacher in the 1R90s facing seventy-five students
daily, the prospect of having only forty in a class would have heen a
delight. By the 1930s, however, there was a public commitment and philosophy
that expected teachers to provide individual attention to each child.?6

Given this tenet of progressive belief, how large a class was too large”
Harold Campbell offered one answer in 1935, "Tt seems,"” he said, " almost
inevitable that with more than 35 pupils of varying perspnality and
capability a teacher can give but scant attention tc the inuividual child."”
The ideal size for elementary classrooms of "normal children" where one
teacher covers 3ll subjects is, he wrote, about thirty children. When the
Activity Program for elementary schools began (1934) average class size was
37.8 students. A large class at that time was defined as being over forty

students; of all elementary classrooms forty-one percent were large by that

standard. By 1942, the Activity Program had been declared a success and ex-
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tended to all schools. Average class size was 3i.4 children with 18% of all
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classes labeled large. In high schools, average class size was 35.4 al-
though the range ran from 30.9 at Benjsmin Franklin to 39.8 at Brooklyn
Tech.27

Space and numbers of children defined critical dimensions of the
teacher's daily world. So did the course of study. The Board of Education
expected teachers and their supervisor, the principal to use in classrooms
ten syllabi initially printed in the 1896 by-laws of the Board of
Education, thereby explicitly telling teachers and principals how impartant
particular content and its organization were. By 1024, there were twenty-six
curricular bulletins and syllabi directing teachers' aftention to what should
be taught and ?.28

A district-wide survey of school operations by a group of outside
evaluators in 1924 included a report by Massachusetts Commissioner of
Education Payson Smith on elementary school curriculum. Smith's report
scored the curriculum for its inflexibility and lack of oversll aims, its
growth by "accretion,” without concern for correlation of subjects. The
curriculum was overcrowded, he wrote. Too much time was spent on "obsolete
and often trifling material:" no guidelines for principals and teachers
existed to determine how much content should be taught at
each grade level.29

The formal responses hy District Superintendents varied from passionate
defenses of current courses of study to cautious agreement with Smith's
conclusions. District Superintendent Taylor attacked Smith's assertions
about the supposed inflexible course of study shrinking a classroom -~
teacher's freedom.

...8 School with fifty or a hundred teachers--many of them in-
experienced-—cannot afford to permit each teacher to interpret the
course of study in a single school. The principal is there to organize,

unify, and inspire the teachers in such a way as to realize the aims
which she sets up for the school as a whole....

7’8
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Yet District Superintendent Stephen Bayne who would become Associate Super-
intendent for elementary schools years later, agreed, albeit guardedly, with
Smith's assessment that the curriculum omitted important objgctives. grew
haphazardly, lacked coherence, and needed periodic revision.Jo

Even though the 1924 survey results and rebuttals from school employees
were not published until 1929, Smith's critique triggered 0'Shea's appoint-
ment of a Committee on the Revision of Courses of Study and Methodology.
Copying to some extent what Denver, Colorado had done earlier in the decade,
the staff wrote over a five year period (1925-1930) nineteen new courses of
study complete with the phrasing and vocabulary of progressive reformers
on project methods, individual attention, and pursuing children's 1nteres2;.

Care, however, should be exercised in predicting classroom practice, as
Bayne observed, "by the wording of a course of study," revised or not.
Diversity in practice is assumed with almost 30,000 teachers, Once the
the classroom door closed few principals and supervisors'saw what happened
or could determine how much teachers used syllabi they knew little about.
Did these revised syllabi produce changes in classrooms? Clues to an answer
appear in the tests students were given, the report cards they received, the
rating sheets used to jurdge teachers, and the character of supervision that
teachers received.

In 1925 for the first time O'Shea ordered the annual testing of element-
ary and junior high sﬁudents in composition, arithmetic, spelling, silent
reading, and vocabulary. These achievement tests included a great deal of
factual knowledge and were linked closely to the revised courses of study.
In high schools the state Regents' academic examinations had heen given
since 187R8. By the 16303 city educators' views conflicted over

classroom impact of these annual exams. At ;east half of the high school

teachers and department chairmen saw these annual exams as hardening
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‘certain topics in courses of study, reinforcing drill, memorization
and cramming, and having a generally negative impact on what teachers
did in their elassroom5.32 |
While complaining ;hat in his visits to classrooms he "hears entirely
too frequent reference to these exom! 1tions,” Associate Superintendent of
High School, John Tildsley in 1925 stated bluntly that these tests "seem
to be necessary as a means of checking upon the work of the schools...."
These exams took the place of school inspection since with "the force
at the disposal of this Division, 1t is impossidble to give."Bg
Items on report cards also produce clues of insfructional practice.
Percentage grades and letters were given to students in subjectsg,f
Citizenship marks were also given. The junior high report cards in
the 1920s, for example, listed the required subjects of reading,
grammar, spelling, composition, arithmetic, histdiy and civics, geograbhy
with spaces set aside for the final grade, mid-term and final exam marks.
Space was provided for grades on effort, conduct, and personal hapits.
On the high school report card, letter marks were given up to six -
times a year, three a_semester. One high school handhook for students

(¢

prescribed fifth and tenth week marks; at the end of the fourteenth week
34
exams were given and a week later the final mark was to be entered.

A similar system of letter grades in subjects based upon teacher';.
judgment of a student's proficiency prevailed in elementar} schools until
1935 when the report card was revised to include a number of student be-
haviors and attitudes (e.g. whether the child works well withlgtérs.
obeys courteously, is reliable, plays well with others.etc.).This was con-
sistent with revisions then underway in the elementary school program.

In addition to tests and repor‘: cards *tgnaling that conient.

achievement, and fidelity to teacher directions registered strongly,

0
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explicit and formal rules also hinted at classroom behavior. During the
int.er:'w:)i; period _principalsf and supervisors circulated to teachers
rules for managing classes and executing le’i}ax':s. These rules did not
describe what occured in classrooms but they surely defined what supervisors
believed "good" teaching practices were.

For elementary and secondary school teachers in diverse subjects, re-
gulations had a similar ring. A sempling:

. 1921-Evander Childs High School: "For oral work insist on clear
speaking. The student should stand erect, with head up, and
speak with sufficient clearness to be heard in all parts of
of the room."

. 1924 Julia Richman High School: "Organize classes according to
regulations....
Do not allow any interruptions of a recitation.”

.1926-for all elementary and Secondary teachers in the Bronx:
"size the children and assign seats....
make a seating plan of the class. It helps discipline....
drill on standing and sitting: on putting the benches and
desks up and down noiselessly.... v
place your daily plan, your time schedule ’?the desk where you
can refer to them frequently....
keep a strict account of tests, oral work, and other data that
will aid in giving the child a just mark on the report card. "

. 1930-Bushwick High- School, Math Department:
"pPlan for Geometry Period
1.Assigmment of new homework
2.Presentation, development, and application of the new lesson
3.Blackboard recitat.ions on review of theorans...."

.1932-Jom Adams High School, Latin Department:

"Recitation by pupils should be clear and }asilj_ heard in all
parts of the room. Remember the placard posted in all-rooms,
'Stand Straight! Face the Class! Speak Up!' Don't let pupils
talk directly to you; get the audience situation.”

P
.1030-all foreign language teachers: ( '
"Economy in routine demands uniformity. “This is particularly true
of rising when reciting, going to the front of the room to give
an oral report.etec. Pupils should know what is expected of
them....
Other activities should be carried on by pupils at their seats
* while board work is being done....
A few minutes of testing, either oral or written, should reveal .@“
whether the aims of the lefson have been achieved....” 35

One of the strongest signals to teachers on what they were to do in

™
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class is the evaluation rating and the manner that superzision was
implemented by principals, first assistants, district superintendents and
department chairmen. A new rating form was introduced in 1921 to eliminsate
the meny complaints raised by both teachers and principals over the lack
of uniformity in ratings and the abuses stemming from “secret reports"
on teachers from principals that were used by the Board of Examiners in
determining prouotions.36

William O'Shea, then Associate Superintendent, chaired the task force
that drafted the revised form, Eliminated were the letters A;B.C.D to
label performance and in its place a two-point scale of Satisfactory or
Unsatisfactory was introduced. Space was provided for the supervisor to
describe instances of exceptional service and wesknesses. Five teaching
areas were identified.

0'Shea wrote the explanation in the handbook fdr each of the five
areas to be rated; teachers received copies of the handbook explaining
how evaluation would occur. O'Shea's language resonated-with the "New
Education.” Project methods and pupil activity ran as themes throughout his
discourse on appropriate instruction. "We learn to do by doing," 0'Shen
wrote. "The greatest possible participation of all the children is the real
measure of success, and such success,” he said™ cannot be attained where
the old type of individual question and answer recitsation is used too
largely."37

Among educators, supervision meant more than filling out a form.The essence

of supervision, according to New York City officials, ;as to improve
instruction. But supervisors were also required to judge a teacher's per-
formance. The two expectations,then as now, clashed, creating a dilemma each

time a supervisor entered a classroom.Dr. Alfred Hartwell, Buffalo super-

intendent and one of the investigators hired to survey the schools in 1024,
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saw the dilemma clearly on his visits with principals and district super-
tendents as they supervised and rated' teachers in sixteen schools and fifty
'classrooms.38

Hartwell saw that too often supervision and inspection became indis-
tinguishable. He described one visit to a.clagsrocu where the district
superintendent questioned th. teacher in front of the class on her pupils'
attendance and what professional courses she haé taken. He asked her for
the lesson plan book which he examined and found in good order. She was then
told to conduct the lesson for the visitors. The superintendent took notes
and promised the teacher to discuss them with her the next time he’visit.ed.
Teachers observed by Hartwell and supervisors were rated on *#erSénélity:
control of class, self-control, disciplire, and scholarship.” While he found
‘uniformity in the "recording of ratings" he saw much variation ¢n
styles and quantity of supervision. Too many principals and district
Superintendents practiced supervision, he believed, in a manner
that creasted fear among teachers at the very rumor of a supervisor
coming to their rooms. Moreover, too little time was available. Dist-
rict superintendents supervised abouth 1000 teachers in twenty to forty
schools, depending upon the district. Two officials that he cited spent
twenty minutes to a half hour i3 each class; they made 400 to 6500 visits the
previous school yYear. Principals told him they spent between twenty to
twenty-five percent of their time in classrooms.39

Over ten years later 3 Brooklyn high school teacher wrote that his
colleagues often fear. ! +rincipal or supervisor, as "someone to whom to
cater so as to svoid his cumity." He scored principals for failing to reach
the ideal: "the supervisor is superior,a sort of expert in the educational

process and therefore can help teachers in the dilemnas that confront chem."

Citing instances of principals with particular instructional passtions, e.g.
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good penmanship, following the time schedule o the minute, poetry and
spelling, using flashcards, he describes how these peculiar notions about
teaching infect supervision and make teachers, the writer declared, "timid,
easily frightened, scared to have an opiﬁion of their own." The accuracy
of the cases the teacher describes is less important. than his rendering
of the beliefs that teachers held aboﬁt sum-rvisor:a.u0
By describing classrooms, syllabi, class size, report cards, written
rules, teacher ratings, and supervisory practices in thg interwar years 1

assume that working conditions, the tools available to teachers, and the

explicit expectations of their supervisors describe a context that is re-

lated to what teachers do dailj.ﬂSurely something can be learned about how

people drive if we have some knowledge of traffic signals, driving condi-
tions, and what good drivers are expected to do on the road because a
linkage exists between how people drive, traffic rules and road conditions.
Certain contextual conditions, I believe, helped shape the patterns

of instruction, perhaps even reinforcing certain ones.'that prevailed in
classrooms across the city since the turn of the century. By the early
19303, what had occurred in New York were changes in syllabi that incor-
porated progressives' vocsbulary and suggested activities for teachers. But
the connectiv- tissue of instruction—classroom architecture, class size,
report cards, rules, evaluation process, and supervision--hewed closely to

41
prevailing teacher-centered practices.

The Activity Program

Return now to 1934 when newly-appointed Superintendent Harold Campbell

approved the largest effort to try out progressive practices in the nation.

I dascribing this six year experiment a direct evamination of teuching

across the city will unfold.
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Called the Activity Program, the experiment was initially proposed by
the Principal's Association to Stephen Bayne, who had just been appointed
to head the Division of Elementary Schools. Going up the hierarchy, the

experiment was approved at every step. Assistant Superintendent John Loftus,

-a former elementary principal with a city-wide reputation for installing

innovative programs, was tapped to direct the program. Ten percent of all
elementary schools (69)were chosen on the basis of being typical for their
distriet and for having positive attitudes toward progressive practices.
Over 75,000 students and 2200 teachers in the 69 schools participated in
the Activity Program for almost six years. Note, however, that not all
classes in a school designated as experimental were involved; the total
number of students and teachers in these 69 schools were 90,000 and 2700,
respectively.n2

What was the Activity Program? While the definition shifted over the
course of the experiment, the essence of the massive effort was distilled
in a 1940 memo from Loftus and J. Wayne Wrightstone to'J. Cayce Morrison,
New York State Assistant Commissioner of Education and head of the team that
the Board of Education hired to evaluate the experiment. According to the
memo, major concepts in the Activity Program were:

."Children and teachers participate in selecting subject matter and
in planning activities.

.The program centers on the needs aéa‘f;terests of individuals and
groups.

.Time schedules are flexible, except for certain sctivities ... which
may have fixed periods. ‘

.Learning is largely experimental.

. The formal recitation is modified by conferences, excursions,
research, dramatizaticn, construction and sharing, interpreting
and evaluating sctivities.

.Discipline is self-cuntrol rather than imposed control....

.The teacher is encouraged to exercise initiative and to assume re-

4

85



73

sponsibility; she enjoys considerable freedom in connection with
the course of study, time schedules, and procedure.

.Emphasis is placed on instruction and creative expression in the
arts and crafts.” 43

In a less sedate description, Loftus, speaking to teachers, said the
Activity Program was a "revolt against verbslism, so-called '"textbook
mastery' and literal 'recitation.'™ Teaching was tailored to each child.
~ The "congenial group" or committee was typical of activiﬁy‘nethods 8s was
the "integrated curriculum" (correlated or unified curriculum to an earlier
generation of reformers). nu

The six year experiment stimulated staff development for teachers.

In both reguler and activity schools, teachers took courses offered by

local universities, the Board of Education, and the Principals' Association.
Elaborate directions, syllabi, classroom suggestions, and community
resources were cumpiled, published, and distributed to teachers who
expressed interest in the Activity Program.

During the life of the experiment students in matéhed pairs of activity
and regular elementary schools took batteries of test. Children, teachers,
and administrators answered questionnaires about various aspects of the
program, Teams of trained observers using specially designed instruments
visited regulsr and Activity Program classrooms to record studert and
teacher behaviors. ’

When the experiment was over in 1041, lLoftus's office was. inundated
with final reports from Activity Schools. Scrapbooks, reports, photos
spilled over tables and chairs, nearly filling his office. One school sent
forty-six illustrasted reports of projects, each weighing about ten pounds.
Poetry, art, songs, weavings, vases, and hundreds of other§ examples of
student work accompanied the reports.us

Befpre turning to classroom practice, keep in mind that the teachers most
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committed to the informal curriculum (another phrase for Activity
Program) did not follow an activity schedule the entire day. Teachers set
aside, at most, three hours dally. Another compromise struck early in
the experiment was spending one hour daily for "drills and skills"
because of the high mobility of students between schools‘.'6

Beginning in the first year of the Activity Program observers went to
classrooms and described what they saw both in the experimental and re-
gular classrooms. In a 1941 study of twenty-four classes in both types of

schools, the investigators found that pupils in activity classrooms "spend

somewhat less time on the conventional academic subjects and devote more

time to arts, crafts, and certain other enferprise,. (show-and-tell ,

discussion, student dramatics,etec.).” Yet the researchers also noted that
the amount of time Spent on formal subjects such as arithmetic, reading,
spelling, and what today would be called social studies "is nearly the
same in activity and control classes."a7

The observers recorded whether students worked on iasks in small groups
or together as an entire class. They found that the regular classes spent
93% of their time in the whole group working on tasks while the
activity classes spent B84% in the same manner. A paragraph follows these
figures trying to explain why the difference "is not as large as one
might expect in view of the fact that the programs presumably are quite
different."u8

A related study funded by the Works Progress Administration (WPA)
through Teachers College researched, among other things, what happened in
classrooms by observing almost fifty classes and over 2000 children in
sixteen schools (eight activity and eight regular) between 1937-1939, While
expressing some dismay over how their instruments failed to capture fully

the sharp distinctions between clarsrooms that they saw, they did find that
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the "average™ activity class was different from the "average" control one
by:
."more outward appearance of pupil self-direction,

.more diversity and a larger range of (tasks), especially during
certain periods of the day,

.more projects of the sort that correlate various enterprises and
skills as distinguished from the study of isolated subject matter,
.a considerably larger display of the pupil's handiwork."ug
The major evaluation of the entire six years occurred in 1940. Commiss-—
ioned by the New York City Board of Education, national experts in testing,
evaluation, and curriculum spent a year interviewing teachers, principals,
and headquarter staff. They also tested children. The conclusions of
the study were based upon an intensive investigation of 194 classrooms in
twenty-eight schools (fourteen activity; fourteen regular) of which ten
pairs had not been part of any previous evaluations.
Using an Activity Scale that the survey team had constructed from program
descriptions that the school staff had given them,and t;ran a review
of the entire literature on project methods and progressive practices,
investigators rated classrooms they observed for each one of fifty-six items
on the scale covering the primary elements of the activity movement. On this
five-point scale a score of less than 1.5 meant that the classroom had
little or no activity program. A score of 4.5 or above registered
a classroom with an activity program in place and operating
effectively, according to the raters.
The team found that 100 activity classrooms rated a3 mean score of 3.2
which fell into the following categ(ry:

Between 2.5~3.4 means that most of the elements of the activity
program are observable and that the total pattern of thtantivity .
program is beginning to tske shape, btut thut many elemeiats of the
regular program, inconsistent withactivity concepts, are still

practiced, and that much help is needed in improving the activity
procedure. 5C
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In analyzing the degree of implementation in 100 activity classrooms,

the staff found:

.20% of classrooms where activity procedure was confused and
ineffective (below 2.5 on Activity Scale).

.38% of classrooms made substantial progress in developing an
activity program but still required assistance.

.42% of classrooms had a well-developed activity program between
3.5 and 4.8 on Activity Scale. 51

In 94 classrooms in regular schools, the mean score registered 1.6.
Between 1.5-2.4 means that many elements of the activity procedure
are observable but poorly practiced due to lack of understanding

of objectives or uncertainty as to means. Occasionally, some elements

of the activity procedure may well be developed but be so intermin-

gled with the regular procedure as Lo be disturding or ineffective.
For regular classrooms, no item on the Activity Scale reached 3.0.52

The study confirmed top administratcrs' beliefs that New York teachers
could implement the best of progressive practices, as defined by these
evaluators, since 23% of the teachers had classrooms rated at 4.0 or above
(included in the 42% mentioned above).

Finally, the survey staff concluded that activity schools had been most
successful ir getting students to participate and cooperate in groups,
encouraging student movement in classrooms, developing positive student
attitudes toward school, teachers, and peer as well as "purposeful,
orderly, courteous hehavicr." Teachers were less successful in
developing flexible use of classroom furniture, use of work benches and
tools,and reporting to parents.53

wWhat 8130 materialized from the study was the realization that the
Activity Program penetrated regular schools unintentionally. "One regular
school,® the final report observed, "had nearly as much of thz activity
program as two of the activity schools selected for intensive study. The

evaluators found 10% of regular classrooms rated 2.5 or above on the Activity

Scale, meaning that they had made "appreciable progress in translating
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54
the activity concepts into practice."

‘.Tﬁe state team concluded that in teaching knowledge and skills, créative
work, attitudes, and behavior the Activity Program proved to be as effective
as the use of conventional methods of teaching and superior in "educating
children to think, improving pupils' attitudes and social behavior."
Fronouncing the experiment a success, Morrison recommended that the Activity
Program be extended throughout the school system gradually and on a
voluntary banssis.‘jlS

An experiment involving over 70,000 students from diverse settings was
launched in the midst of the worst economic depression to hit the nation.

It received no additional funds for equipment, furniture, or instructional
materiais and experienced cutbacks in special teachers, while class
size increased. A high annual turnover of students, teachers, and supervisors
occurred—principals changed in forty-five of the sixty-nine schools. If
school officials felt some justifisble pride in carrying out the effort, of
making chicken sal=ad out of chicken feathers, it seems; in retrospect,
a sensible feeling given all the difficulties facing them.

On January 20, 1942, six weeks after the U.S. entered World War IIT,

Harold Campbell approved the gradual extension of the Activity Program to

all elementary schools.

Determining the extent that progressive practices, including the
Activity Program, were implemented in over 35,000 classrooms by 1940 is
difficult. A few years earlier,then Associate Superintendent Campbell, asked
the question:"To what extent has the New York City school system made use
of the so-called 'new' educationsl techniques and ideas of the progressive

educationists as exemplified by the child-centered school?"

1
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His answer: A great deasl.
His evidence:
.pupils managed clubs in high schools,
.Students revised civics textbooks in eighteen schools,

.some elementary schools had miniature municipal govermments and
officials,

.the socialized recita.ion was practically universal; pupils take charge
of the class and conduct recitations,

.more and more project work was being done every year,

.500 schools had savings banks,

. 100, 000 chndreﬂ enrolled in homemaking, cooking meals and acquiring
| pousekeeping sills. 56
Except for two items that dealt with instruction in the classroom, the other
items were organizational and curricular changes engineered by central ad-
ministration and implemented by principals, all of which were easily
monitored since they were observable. Not so for socialized recitation and
projects.

A decade later,Joseph Loftus estimated that activity methods were used

in 25% of all city elementary schools "in some degree," he said. The esti-
mate was no more than an informed gueés since .0 one had visited
all teachers to ascertain whether such methods were, indeed,
practiced and to what extent. Furthermore, many concepts about
child-centared classrooms, project methods, and just the word "“progressive"
were interpreted differsntly by both professionals and laymen.
Left to the teacher was a great deal of discretion for selective
implementation, e.g. one teacher lets a class elect officers without changing
any portion of her instructional repertoire; another teacher sets aside
2:30-3:00 each day for students to work on anything they please and calls
that an activity preogram,ete. 7T

Given these obstacles, one can only pursue hints or occasional indicators
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of larger impact over a two decade period.

Some schools, like islands in the midst of an enormous lake,
remained untouched by the ideology of the progressive movement and the
Activity Program. In 1942, for example, three Harlem schools with 6000 pu-
pils became the site for a project to improve both instruction and curriculum
in the first gradé. When the supﬁort team from central headquarters arrived,
they found classrooms, curriculum, and time schedules for each subject.
Teaching practices were unmarked by any of the ferment occurring elsewhere in
the city. %1rst grade teachers were familiar with progressive langﬁage
but demonstrated no evidence of modified classroom practice. Over a two
year period, the Research Bureau's attention, modest resources, and staff
development altered the traditional classroom, curriculum, use of time,
and instructional practice sufficiently to make the target pfimary class—
rooms activity~-oriented. How many of the other 700 elementary schools in
the city were like these three in 1942, I cannot say. But exist, they did‘.;8

Consider also the sizable number of teachers who were opposed for either
philosophical or other reasons (a common argument given by many teachers was
the great amount of extra work it took) to the activity program. The
Morrison evaluation of activity and regular schools sampled teacher opinion
after six years of the experiment. They found that 36% of teachers in the
activity schools preferred the regular program; in regular schools
93%, unsurprisingly, favored the conventional program. A considerable
number of teachers, then, found the experiment lacking because they believed
that cléssroom activities concentrating on whole group instruction, little
student movement, and question-answer fOormat were better for them and their
children. In comparing the supposed benefits of the Activity Program, these
teachers remained convinced »f the rationality, if not effectiveness, of

59
conventional instructiom.
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High Schools

Turning to the high school, there is evidence that some schools initiated
contract teaching (the Dalton Plan). As early as 1924, eleven high schools
reported that some teachers in each school were using individual contracts
with students as a way of diversifying the course of study. Teachers
submitted articles to High Points, the journal written by and for high
school teachers in the system, on how thes modified the Dalton Plan for
their classrooms. But these references number less than a hamlt‘ul.60

In 1935, Teachers College professor Thomas Briggs sent a graduate
student into twenty-one New York City and suburban high schools to "observe
the work of the best teachers of any subject." Princivals selected the
104 teachers the observer visited. I report the results because Briggs
found no difference between city and suburban teaching practice.m

Based upon these narrative descriptions, Briggs found 80% of the
teachers "teaching from the textbook." The remainder had classrooms where
pupil participation in discussions and panels occurred and substantial
linkage between current events and subject matter were made. About 65%
of the classes used "conventional procedure of questions by the teacher
on an assignment with answers by the pupils or of specific directions
followed by board or seat work." In the use of traditional recitationm,

80% of the teachers were observed practicing 1t.62

Another exsmple of high school instruction is an actual transcript
of a demonstration lesson in an American History class at Washington Irving
High School in 1940, witnessed by a teacher, principal, and department
chairman from three other high schools. The subject of the forty minute
lesson was the railways of the nation. The thirty-five students had been
assigned two pages in the text and excerpts from the American Observer,

63
8 newspaper published for high school students.
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The transcript carries 96 entries, 31 for the teacher and 65 for
students. Of the 31 teacher entries, 26 were questions, many married to long
explanations. The 65 student responses were paragraph length in the trans-
script indicating that ample time for expression was permitted. The lésséh
included a discussion of a graph on railroasd statistics, one student who
copied the class's responses to a question on the chalkboard, a;d the
teacher writing other p:fhts on the board.6u

The three observers sg}eed that it was an excellent lesson and Eﬁat the
teaching was first rate. They viewed it as an excesbionaliinstanoe of a
socialized recitation, with student participation dominatiag'diseoufse.

The teacher channeled content into leading questions and periodic ,~ -
summa-ies,revealing the deft touch of 'a solid p;ofessional.accorékng to ihe
observers. They were impressed with the way students rose from their se?ts
to answer questions, the extent of Student talk, the teacher calling on each
student by "Miss" rather than the first name, and the comfort students

and teacher felt with one .'~.mo‘t.l'nz'r'.W5 | -

Such individual cases hélp. Yet more desScriptions of what teachers did
would add much to what is currently available. In a small effort to increase
data on teacher practice, I lécated 152 descriptions and photos of class-
rooms during the interwar period. The Appendix contains my rationale for
looking at classrooms the way 7 dc and the methods I used to categorize
data. Included there are also some cautions on using this data; Table 1
describes the specific categories that were included for each teaching
pattern. Two graphs consolidate the data for patterns of instrv:tional
practice in New York City.

The data I collected from 152 classrooms support the survey results,

evidence drawn from contextual conditions, and evaluations of the Activity

Program. A substantial minority, no more than an estimated one of

94
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PATTERNS OF TEACHING: DIMENSIONS ¢

!

Classroom instruction was divided into five categories: classroom arrangements, group instruction,
classroom talk, classroom activities,
behaviors that could be located in descriptions and photographs. If found, they; were coded and counted.
The patterns, categofies, and specific behaviors follow: '

CLASS
ARRANGEMENT

GROUP
INSTRUCTION .

-

CLASSROOM
TALK

CLASS
ACTIVITIES

STUDENT
MOVEMENT

Teacher-Centered

.movable desks and chairs in
rows facing teacher's desk
and/or blackboard

.whole cleass

.teacher works with individual
students while rest of class
works at desks.

.no one in class talking.

.teacher talking

.teacher~led recitation
or discussion,

.students working at desks.
.teacher talking -(lecture,
explaining, 3 ing directions,
.reading to claBls, etc.)
.teacher checking work
.students taking test, watching
film, listening to radlo,etc,
.teacher-led recitation or
discussion,

.no movement at all.
.student needs permission to
leave seat,

d student movement

Mixed Pattern

.movable desks and chairs in
hollow-square, horseshoe,etc.
.up to half the class arranged
at desks «and chairs facing
one another.

.teacher works with small groups.
.teacher varies grouping: whole,
small, and individual.

.student reports, debates,
panels, etc,

chigh frequency of both teacher
and student instructional talk,

-high frequency of activities that
indicate both teacher- and
student-centered behaviors.

.less than five students away °
from desk ¢

r each category, there were specific

Student-Centered

Astudeuts sit at tables ot clusters
pf desks facing one another.
.NO Tows

.class divided into groups.
.students eqgaged in individual
and small group activities,

-
-

.student-led discussion or —_—
recitation. )
.8tudents talking in groups

-

.class in small groups
.students work individually and
in small groups.

.students lead discussion or recita-
tion,

.students working on projects or at

ce:‘ers. | / v

Y

.8ix or more students away from
seats at one time.

.students move freely without
teacher's permission.
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four elementary and; even a }qmr fraction of, high school teachers adopted
progressive teaching practices, defined broadly, used then in varying
degrees in their classrooms. The dominant mode of instruoction remained s
cambination of teacher—gentered and mixed patterns. Nonetheless, there is
considerable evidence that teachers incorporated student-centered practices
into their repertoires, particularly in elementary classrooms.

From the largest public school system in the world, I turn now to Denver,
a school distriot twd thousand miles away with less than two percent as many
students as New York's,

105
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When Mirs Scott Frank's children went to sahool and moved through the -
'srndes.slie baked cookies,wrote letters, met with teachers asnd principals,
chaired parent meetings, and worked at a saore of tasks that active PTA
mothers do as they serve in local and distriot leadership posts. In 1930'

Frank was elected to the Roard of Education and served twelve years.Since -
‘the 1920s, she had worked with parents and school professionals. At the
Valverde School dedication in the Spring of 1951 she spoke- passionstely
about & school system that had come under attack from groups outside
Denver for its progressive practices,

Over the years, beﬁnuu Denver's system had been recognized as an

. outstanding one, it has been chosen as one of the few cities to

partioipate in national studies for the improvement of education.

There has been much oriticism of late leveled at so-called 'pro-

gressive education.' This has dbeen a form of propaganda. Denver's

educational system is its owm. It has never been an importation

from outside. True, in 1934, we participated in the Eight Year

Study, sponsored by the Progressive Education Association.... But

_everything done in that study was originated in Denver. WVhat was

good we retained: what was unsatisfactory was discarded some years

ago. 66 : ° ‘

Board member Frank's defense of Denver's progressive practices was
sccurgte: no school programs snd directions were forcibly or evem subtly
grafted onto an unwilling or unaware school district. Even hefore Frank's
tenure on the Board. Denver welcomed with gusto progressive practices-
brougl}t by former high school principal Jesse Newlon and the young men
he hired after he became Denver's superintendent in 1920.

In the years after Newlon moved into his offices at Fourteenth and
Tremont, Denver newspspers, businessmen, and oity officisls boosted the
_ school system's growing national reputation. A hebdline from a_local T
newspaper, "Denver Leads Way in Progressive Educstion," would csuse no

historisn to blink twice since such srtioles were common in the Rocky i ' .
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Mountain News and the Denver Post. But to see such an artiocle in the

‘l‘a:f:apra' Review complete with ‘threo photographs, was a surbri‘se. Its
appesrance suggests that the ideas of Jesse Nevlon and his successors
found an enthusiastic résponse even among citizens normally vigilant sbout
snything that might increase school expenditures.Progressive idess in-
troduced by Newlon were adopted quiokly as a local produot.67

l-'rmak's memory of the Eight-Year Study was also acourate in linking the
experiment in five Denver high sohools to ﬁhc cycle of curriculum re.vis-
fon that, again, Wewlon hsd introduced in his first term as school chief.
What Frank negiected to mention, and there was no reason for her to do
so, was how fortunate Denver was in its continuity in top leadership.

Bet ween 1920-1940, four superintendents served the Denver schools: Jesse
| Newlon, A.L. Threlkeld, Alexander Stoddard,snd Charles Greene. Except for
Stoddard who served less than two yesrs, Newlon's influence extended over
the en'tire period since he hired Threlkeld as autsta.nt. superintendenf
in 1921 and Greene as the first Director of Research in 1923. Threlkeld
succeeded Newlon and served a decade; after Stoddard's brief term, Greene
who had been Threlkeld's assistant superintendent since 193 snd who had
headed up the Eight-Year Study in the Denver schools,assumed the superin-
tendency in 1939, holding the post until 19&7..'l'he chronology s useful
in underscoring a continuity in leadership that the city schools enjoyed
as it moved 'through two dgcades of boom, depression, andﬁa second
world war. V ’ |

Superintencdent Jesse Newlon was sn outsider. Born, reared, and
educated in Indisna,Newlon taught high school and began his csreer as an
aduinistrator in 1905 when he became prinoipsl of the Charlestown,Indiana
high school. Moving through principalships.in Tllinois and Nebrssks with

time out to earn s masters' degree (1914) from Teachers College he became
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superintendent of the Lincoln,Nebraska schools in 1917, After three years
 there he was appointed to Denver's top post. |
.‘ ‘mrelkold‘. who served as Newlon's asststan: and deputy worked as
superintendent in three small Missouri towns for a decad; before Newlon
aslfgd him to come to Denver. While assistant superintendent, Threlkeld
;t;o earned a masters degree at Teachers College in 1923 . After Newlon's
"/departure to head Teachers College's Linooln School, Threlkeld maintained
the directions laid down by hi,s colleague, elaborating and mpuf'ying
ocertain elements as the Depression buffeted the Denver schools. His ten
year superintendency was the longest since Aaron Gove's thirty year stint
that spanned the turn of the century. )
Both Newlon and Threlkeld believed in the progressiie dootrine of
socisl efficiency and scientific management. They blended administrative
progressivism with clesr peduoéical views on the pivotal role of the
teacher in instructional and curricular decisionmaking and the ‘importance
of having flexible, activity-centered ac!_aools that linked daily life to
what students learn# For two decades these two men built both physically
and organizationally a school system that grew from alndst 23,000
students in 1920 to over 45,000 in 1937 but of more importance they helped
make Denver a n'ational pacesetter for city school systems in curriculum
revision and teachet participation in making mstruouonal decisions.
Their stature as school leaders who not only used the buzz words of the
day but also implemented efficient school mansgement, continuous revision

of the ourriculum,and progressive school prsotices was noted by their
- o - »

peer Wewlon was elected National Educstion Assooiation President in

1928 . ~n6n Threlkeld decsme President of the Department of Superint-
68 :

endence in 1936, ' i . ' -

Continuity in top leadership is one thing; what happened in classroons
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as a result of decisions aimed at improving instruction and curriculum is
another .The usual help that lnswim get from previcus studies of a

, 8chool system is limited in Denver. If New York City schools imtimidate

. . . !
resea~chers with its size and complexity, at least it was surveyed and

evaluated repeatedly. But not Denver where the sasle, a city of 250,000,
1s well within the grasp of most historisns. In 1916 Franklin Robbitt,
Chsrles J;dd. Elwood Cubberley, snd a flock of professors, graduate
students and prmtitioners atudied the schools. A quarter—ceutwy later
when the Eight Year Study's rcsults were releaud. all Denver secondary
schocis were,includad because tbey.had Joined the experiment as a group.
Nothing else.This restricts the evidimbe that oan be gained ﬁ'a; exeernz;l
sources on tewcher practice. |

In order to deterline what occurred in clauroou. I \dll review the

- contextual oondit.ions within which teachers worked, dcscr.ibe two najor

interlocking cxperinnt.s that stretched over tae entire interwar period.

and analyze the data I collected from 133 Denver classrooms.

The Setting
Newlon came to Denver less than two years after the Armistice and

four years after the 1916 survey. That survey revealed old, overcrowded
schools with cramped, dimly 1it classrooms. Because of the war..fow
expenditures for new buildings or renovations were suthorized. By 1922 a

odncert.ed campaign to pass a major bond referendum susoeeded. With these

_funds and judicious use of money in the snnusl operating budget,seventeen

elinmtarr. five junior high snd three senior high sohools had bBeen built
LY o

_ by the time:Newlon left for New York City. Before the full force of the
 Depreasion hit, Threlkeld .m twelve more elementary and twn, Junior high
" dbuildings go up. S0 between 1920-1931 over half of the elementary, seven

of eight junior high soliovols and three of five senior highs were con-
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structed. This massive construotion of new buildings and expansion of the
junior high prosru' mr a decade also brought -;vable furniture,
lunchrooms, libraries, gymnasiums, and ample Moor rcércation_ space fo
both elementary snd secondsry sohdols.

Rew classroons ﬁere built to hold thirty-eight students although by
1923 a definition of classes that were small(below thirty), medium(thirty
to forty), and large (over forty) had emerged . By that year, 60% of all
elementary classes were between thirty and forty students: 13% had over
forty and,surprisingly,27% of all elementary classes had less than thirty
students. But by 1938, large classes had jumped from 13% to 33% and element-
sry classes below fhi.‘rty students had shrunk from 27% to 3. ‘nu.;a 68¢ of all
classes we're between thirty and forty students. At the junior and senior
high school, hesdquarter sdministrators tried to keep class size {n the
middle range. They succeeded and even saw one of every three high school
classes with less than thirty students; 20% of the c]/,"ms mostly in nén-
academic areas (e.g. msic‘. art, physical education)" had more than forty

/

T0
students.

N .

That few a&ninistrators snd teschers oonplained'/'pubucly about class
size may be due to Denver's poliéion in having q/i"nner classes at sll
levels than comparably-sized systems elseuhore.///Clau size which
was a perennial issue in New York City, faﬂé&/to surface in Denver as
an abrisive item between school officisls, po/fents. and teaohcré.ﬂ

Nor were courses ?f study a target for discontdnt The ideas Jéue '
Newlon brought to Denv.or and translated into an on~going program were
.simple, olear, and potentiraily' effective in ultor:l.ns tescher behavior. In

2 1916 paper he wrote uhm he was serving ss s principal, he laid out



concepts he executed rive yura later in Denver.

When a group of teschers has worked upon this probles (making
ourriculum) during a period of two or three years, has carried on a
series of investigacvions, has debated the issues pro and ocon in de-

- partmental meetings, in committes, and in faculty meetings, and has
finally evolved and sdopted a set of curriculums, and has deternined
upon the charsoter of courses to be offered, that group of teschers
will teach better and with more understanding«md sympathy than they
could ever otherwise tesch. 72

‘reacher parucipation in curriculum revision was uncommon.The practice

in New York City and elsewhere was to state goals, include guidelines

for ocontent selection or éct.ual subiect matter designed ‘by central office

administrators with some help from a few carefully chosen t.eaéhers. After

the oourse of study was completed, perhaps aven reviewed by a handful of

carefully chosen teachers, the document was revised, printed, and

delivered to each principal for use in the schotl. Supervisors might meet

with principals to explain the new arithmetic or geography course; there-
after the principal was expected to see that teachers used the new
documents. Sometimes, after a number of years, the syllsbus would be
reviewed and updatéd. Sometimes not.

Newlon proceeded differently. He wanted widespresd, accive teacher
involvement in determining what should be tsught because he beneved that
such participation produced better trained teachers far more able and

enthusiasuc to conduct a olassroom that is "more natural, more vital,

~and more meaningful' to the students than it has ever boen." Also Jhe uisht

73

-have added: more progressive.

" The process that teachers went through, he believed, wss just as, if
not more, important as the course of study in its final version. Anyway,
Denver administrators ressoned, 1Y teschers and the specialists they
hired designed an inadequate Syllsbus it would be quickly identified as

~ such and within a short time revised agsin, since both Newlon and

Threlkeld directed that courriculum revision be » continuous, not a one-time,
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process. That the process had a fair chance of aupooeding. apart from the
‘novelty of letting teachers participate in developing ideas they were
expected to teach,was due to s faoto:j that neither top exeoutive ment-
ioned in their -effo'rt.-to upgrade teacher performance through |

curriculum revision: the high level of education among Denver teachers.

By 1931,54% of Denver elementary staffs had four or more years of college
‘education: in comparable size cities elsewhere only 22% had a similar level
of schooling. For oLuor high school tmmrs 951 were college graduates;
'in New York City, only 69% had earned their bachelor's dearoe."

Between 1920 anu 1930, Neslon and Threlkeld supervised the work of over
700 teachers and principals organized into thirty-seven committees led
by teachers. These committees revised thirty-five courses of study at all
school levels. In Newlon's words, curridulum and instruction "must grow
from the inside out, 5' By 1927, s novel, widescale involvement of teachers
_ making currioculum keqt the promise Newlon ude.?s ‘

For those teschers uho revised courses of study in the large, siry
‘rooms set aside for tr\yn in the new downtown ministration building,
more than miles ttill separated what they pfoduoed from the classrooms of
their fellow teachers.Unlike their colleagues in other distriocts. however,
top Denver officials ‘gave an unuaiuél saount of thought to iaplesents-
‘tion of teascher—~designed syllabdi.They were especially kcen on developing

organizational mechanisms that would turn curriculum revision into a |

tool for changing teacher practices, Newlon and Threlkeld felt that the
lanning of syllabi by teachers was an effective, inexpensive way of

increasing their knowledge and bringing theam in toush with the current

RN - 4
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,tpinldps of _the profession,i.e. progressive practice. Looking dack over » |
half-century.a present-dey superintendent would applsud the Demver school
chiefs for ;nitiatins shrewd hplmutafion procedures to spread new
ideas throughout a school srst@. | |

| m applause would be due for two ressons. Some superintendents seek

—__ " both broad and intense tescher involvement,as Denur's school chief's did.
but. seldon can mobilize the resources to transform the intention into a
carefully designed framework thnt. gives teachers f.i.nc. aid, and

 independence. Second, Denver's leadership avoided symdolic or token
participation. Take teacher involvement.
In 1927-1928 there were 1400 Denver tcacheré. of whom 27% (376 teachers)

served on curriculum committees. They were dilatributed as follows:

—10% of sl1 elementary teachers

—142% of junior high school teachers

-=48% of senior high school teachers 76
Consider the process. Each school had at least one tcnohe'r on a committee,
A1l secondary principsls and one=third of elenentnfy prinoipals were in
these groups. Also, by 1927, five years after the entire effort had begun,
626 teachers had served on committees. Assuming that a number of teachers had
retired, died, or left the system, a rough estimate of detween thirty to
forty percent of the entire instructional staff had participated in
curriculum revision.

And that process included the following:

—teschers chaired subject-matter committees on which prin'eipala
‘and ocentral office adainistrators served,

—teachers worked- during the day; substitutes were hired to replace
them on the days they were at the aduinistration building.

—~university ourriculum specislists worked with teachers; over 30
scholars and praotitioners, at the-center of a national network
of progressive reformers, osme to.Denver to work with teachers.

112 .
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. —each committee prepared objeotives, seleoted content, ‘designed
- instructional methods, including questions to ask,and suggested
varied projects and materials that their colleagues nigm wish
to use.

—committees revised syllsbi sfter initial classroom trials,further
coments from teachers, and extended use in cluuroom.

‘=—committees revieued mrriculu test items that were developed by
the Department of Measurements for esch oourso of study. 77

In addition, there were ‘a nmumber of specifio procedures tarsetod on
involving teachers who were not on ccnitms Comaittee members were
expeoted to report to their pr:lnoipcl and staff on the revised course
of study‘. Teachers were asked to complete an sssessment form after they
used the syllsbus to critique it. Committees used these replies to revise
their course of study.After giving students the curriculum tests,teschers
submitted suggestions and concerns over specific 1teis to the Deparf.nent.
of Measurements. |

Coordinating this complex mplcient.at:a.: was the newly established
(1925) Department of Currioulum Rcvtaion. While all of t.!ﬁs sounds as
cumbersome as changing clothes under water, the various procedure.s'
produced overlapping networks of staff members who sav, .spoke, and
exchanged mt‘omtion with one another, thereby, inoreasing professional
.osqntact.s and a sense of collegiality while reducing jsresm.y the isolation
'oomon to a large school system.

Finally, prinoipais were charged to install the new course of study..
Each committee and ‘ts specialists briefed principals on the rnim
course and then principals held meetings with their faculties, gradually
introducing the syllsbus to the school. The message fros hesdquarters was
direct. |
| In the installation of new courses the principal must be the

' leader in his school.... The principal must conduct a progrms of
of study and discussion of the new course before it is ready to

go into the classrooms of his school.... It is assumed that if a
. prinoipal takes an mmlly long time to get a new course into
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clsssroom use be will bo able to give good reasons f‘or such
delsy. 78 .

Seldom made c:pliclt in tbt.:sntire process was a formal commitment to

- progressive beliefs and teaching practices. Yet the ideas md pcdqosy were

never t;lr from the directions and suggestions that topvudunistr'ator's aade
to staff. Content for cour ses of study qefe chosen, for example, |

on the basis of relevance to "life situations,” an ambiguwous phrase that’
produced many tortuous discussions among teachers. In home eoconomics, the
committee studied the activities girls did st home and chose content and
teaching techniques linked to those activities. Similarly, in each of the
academic areas, content #as selected that teacb.crs believed were hoth
oritical and connéot.ed to what students experienced or would face. Latin,
for example, 8 difficult subject at first glance to link to "life situat-
ions,” made the leap in the 1929 Senior High School Courses of Study:

It gives power in getting the meaning of new words" aids in
spelling; and gives a clesrer understanding of nuoh in neuspapers.
magazines, and literature in general. 79 '

Neulon. Threlkeld, and advocates of progressivism believed that if
content was connected to current and future situations pupils u;)uld face
and if students saw those links, their interest would be captured and
channeled into productive imaginative, school work. A liter generation
would call it relevance "

Another progressive approach embraced impliocitly in curriculum aald.ng
was the activity and projeot method. Forj content and mt.hod. this approach
included secondary social science eo.:rscs. so labeled as early as - 1919,
many e1ueut-ry ‘school aubject.s. and literature aourul of atudy.

I say "impliocitly” bouus_e the charge given to t11 of the sudject
matter mete}es contsined no explicit directions as to

what goals or methods to purm. But one didn't. have to be an oduoauonal

’weathersan to knov M was in the air those- yuu.m

)



By 1927. the Denver ourriculuu revisibn eﬂ‘ort had gained national

" attentiom. Requests for the new courses ol\ study poured in. Newlon snd

Threlkeld spoke to national groups of ,profc\uion-ls describing the Denver

e:perience.dty sfter city,including New !&k and Hashington.n.‘c: copied,

 in their own fashion, what Denver did. "A sclentiﬂec masterpiece,” A.E,

Winship, editor of the Journal of Education, called the new syllsbi, .

‘comparing them to Horace Mann's Fifth Annual Report. Teachers College

professor George Strayer, nationally kmown expert constantly in demand

.to' direct surveys of school systeu.(he'atudied New York and Washington,

D.C. in the 1040s) declared that "Denver has nﬁde one of the outst’anding
contributions to education in America throvgh the development of its
currioulm.sz |

Threlkeld suoc_ecded Newlon in 1927 and pursued the same practices in-

cluding curriculum revision.In 1932 the Progressive Education Associa-

tion's Commission on the l}elﬂtion of School and Conea:ZQQ\pated s

that Denver join their national experiment to ref&m oyrricula. The
Superintendent and Board readily asgreed since it fit naatly into their
continuous revision effort. To the request for one high school, Denver
asked the Commission to include 81l five high schools in the

83
experiment. The Commission agreed.

The Eight Year Study

In September, 1933 the Eight Yesr Study began in each of the five
high schools with one class of forty students who volunteered (parental
consent was required), were average or sbove sverage in sthisvement, and,

socording to their junior high counselors,hsd the capscity to profit ftjpu

such an expoﬁamt.!uh succeeding yesr snother 'élm uu' :dded. Over the

1ife of the experiment no school had over 30 percent of the student body

enrolled in the program. A later generation m_uid call m innovation

i
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To teach the experimentsl classes, prinoipals shose two teacinrs (one

English: one social studies) who slso served as oounulors for the group.

Although the prograa dtffcred in each high school, t.he "progressive
education® classes,as they were labeled. remained tosethcr betmn one to

th‘::eg hours a day depending on what year of the program they were in. For

5 the rest of their daily schedule, students took subjects with their

- 88
cla‘q.atos elsewhere in the school.

The schedule for the handful of classes, ususlly located in a wing of
each high ,sc.shool. provided time for key pieces of the e:pefiucnt.‘ﬂhile
no two high schools had identicsl programs, East High School's schedule
. for 1938 represented the genersl format and sequence of sctivities for

sophomores enrolled in these classes.

JPERJOD MONDAY TUESDAY WEDNESDAY THURSDAY FRIDAY B

1

2 (classes in rest of school)

3 .

a

5 special free special group special
interest reading interest comsel- interest
groups® groups ing groups

6 CORE COURSES®#

7 pupils 1lad lad individual lab®wé

’ dismi H : ocounsel-

teacghers! ing
conference :

— i - |
5 .
Based upon students' interests in core content, he or she can
pursue reading, music, orafts, art. current umt‘. science,
drnauca.wruins. _ '

core ocourses, initislly were English and social studies teach-
ers joined later by art,science, home mios. and indust-
rial arts tesmchers,
ass
Laborat.orios set up in noh roon oﬂ'cnd mdividmla or small
groups time to meet with the core teashers best qualified to
help them. For exsmple, a student working on s project could
go to ntcm. art, English, or social studie¢s ladbs, 85
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The numbder of t-eioﬁer: directly involved with the experiment remained
s minority,but an mportnt. one,or the feoulty. In 1939,for exmuple,there
‘ um:e twelve out of forty-two (29%) teachers at Manusl 'l?ainins in the
program; at North High there were aléo twelve teachers but this staff
was larté_r (80) and that meant onl,y_ 15% partioipsted. Also, a nmumber of -
these teachers had also taken part in previous currioculum revision \ul:u'l:.ﬂ6
Vhst was the purpose of this experiment? The Commission estsblished
by the PEA sought to enliven the high school ourriculum and stir in-
dependence and imagination despite the striotures that college
requirements placed upon the existing ourriculum. With the endorsement
of most major universities, the Commission chose thirty pudblic snd
private secondary schoo].? in which Denver, DesMoines, ahd Tulsa high
schools were included. Participating schools were told: forget college
requirements; reconstruct your ocuwrriculum and tap the imagihation and
~ ingenuity of your seudeutﬁ and staff. '
Escause no central direotion was given to the five Denver high schools
(and the ten junior highs thaet joined the experiment in 1938) on what to
revise or vhet methods to use, the first three years saw small groups of
students and teachers in each sohool stumdble, innovste,and catch themselves.
By 1936,the instrustionsl staff began the task of coordinating basi: concepts
that were believed to be held in common for high schools. A handbook cir-
culated to staff in thet year listed the operating principles and
methods to be used by teachers. |
.Core teachers are expected to teach the basic knoﬁlcdg‘e and ak:ills
of their fields 'Uuofa' as (they) sre consistent with teacher-
pupil goals:”

.Core teschers are responsible for expanding studgent interests "and
for helping thes see relationships in all their work."

. Teachers must replace the existing system of grades snd punishment
with "new drives for learning.” .




% -

.In choosing subject matter .only oontent. that "assists in the
nlvinc of problems lall in the meetin of the needs of pupils® ig
sppropriste. S

.Pupils and teschers mem;r plan the work.
.Usual subject mstter lines “may be ignored.”
Tean planning, free time for students to pursue 1nt.a;-ests. study and
work in the community, no letter grades, and more operating
principles in the Handbook gave guidtng\e to new and experienced teac‘hers
in the e:pcrm‘out.m )
Courses taken by the experimental classes nrfied.
lilnny were jointly planned; some were not. Sowme new courses were trendy
shifts in title: most were aot. After ei;.t years there was little
doubt that substantial currioculum revision ‘m content had ocourred.
Consider the core program st East High School. Gone were the separate
courses in English, Aserican and World History,etoc. Instead the teschers
chose four areas to conoentrate upon:
.personal living
» .immediate personal-social relationships
.social-civic relationships
.economic relationships
A ssmpling of units planned and previously developed by both teschers and
pupils t}m'. were suggested for use at tenth through twelfth grades were:

crientation to the .sahoolg understanding one's self; becoming awere of

current scenejexploring vocational interests;studying Denver ;understand-

| ing demooracy and the Ameriocan heritage; studying problems of employment;
' 88

exploring probleams of liv;ng in the modern family.

+ In 1980, the first evalmuon report of the ﬁsht Year Study appeared;
tba expertmt was declered s nuooon. Students in these classes,

the report stated, .did as well in ooneu. .ud often better

than a matohed set of students who had completed o conventional prosrn..

As 1ntmilod. owrriculum had been revised; students ho;pd reshape

5.
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oouraﬁa and their interests were used to explore non-traditional oontent
- olosely linked to-issves that they would fsae as sdults.
Returning to the hurricane metaphor, there is notable evidence of
' conspicuous, widespread aotivity ooourring at headqusrters producing
impressive changes in educators' use of imsc; oontent in courses of
study, “sacher professionsl growth, and the oreation of experinent-
al programs within five high sohools between 1933-1940, The educational
hurrdoane vhipped up the surfece and stirred the vaters deeply. Did the
turbulence touch the ocean floor?

The Clmrooa

The dau are linited for Denver. I looated 137 classroom photos and
written descriptions for the period. For elementary schools there are 3
classes of which only certain ones provided information for the cate-
gories. The graph shows t.ho miuber of classes for easch om. (To review
categories, see Table 1 following p. §1). Because the direction of Denver's
curriculum revision and experimentation in the interwar éericd tilted towsrd
the secondary level,® I will conocentrate on what teachers did in Rhisb
schools. Data on A3 nigh sobc;ol ciasm win be supplemented by an exam-
ination of specific schools.

The dominant teaching psttern within high school was a teacher, more

often than not, instructing the whole group with his or her explanations

» and questions controlling wost of the verbal exchanges with students and

clauroea activities. Even though classrooms contained movable desks and

| chairs,the furniture was often arranged in rows facing the teacher's desk
and blackboard Also, there were ohuu. less than 203 of the tot.al. that
hed ext.cuiu student involvement in group wgrk. pupil choice of tasks
snd projects, and freedom of movement.

¥ TNeosll that Wewlon snd Threlkeld were high school teachers; Newlon was
s high school prinoipal prior to Denver: also the dulk of ocurriculum
revision ocourred at the secondary level. ' -
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Compsred to the classroom portrait drawn at the 't.urn of t.bei century,
drift mwy fron a strict tessher—oemtfred spproach is evidont ina
‘substantial peroentage of classes mer'o student movement occﬁ-i-ed. Al so
in the Mixed Pat'urn of instruotion partioculsr categories reveal .
teachers using wncf.icea t.l:at involved students act.ivgly in classroom

N\ vork. Linited as the comparison is note also that in all the oategories

high school classes show higher percentages of teaohar-oentcud and ~ower
percentages of atudaub—ceutored behavior than elementary classrooms,’ prc-
oisely the same paturn as New York cny. ' .
By examining particulqr high schools using the available classroom
" desbriptions, stu&ent acoounts, and mc;her reports a more complete .
mep of teaching behavior can be drawn. Recall that in no Denver High
School were more than one-third of the staff involved in the Eight Year
Study. Hence, what "prosreastvc education” teschers did in ,m;eir olasses
located in one wing of the building may or may not be what thei.r peers did
elseuherc in the high school. I located twenty uritten desoriptions and
photos of experimental clasaeg in the five schools between 193419039,
1 estimate that these twenty classes represent about. one-quarter of th'e
tcachera who taught experinnt.nl classes during tliue years.' Fowteen
teachers (70%) reported or were shown uains panel discuuionl. debates, y
pupil-teacher planning, and other tecmiques umiaeod with. student~’
centered patterns of mst.ruouoﬁ mpliod in the Eight Year Study. The
rest discloses 1little -ovc-ent avay from the familiar teaohcr-cbnt.crod
oonﬂsurauon even though they vere part of tbe e:permm clama.
Read, for example, what Ralph Putnem, East High Latin teacher mte
in an srticle for Denver teschers in the initisl yesr of the experiment:
I wish to emphasise ... that nothing very radicsl is being or

will be attempted. We are here to learn Latin and the mastery of
thin will alwnys be owr prime odbjective.

T ® Based won actual counts taken in yurbooks and nastor schedule of-
three high schools. _
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 How, then, he asked, did work with forty "progressive education” students . .

differ from other Letin classes he taught. In reading Cessar's works .  °

on the Bclveuan'\hr_. Putnam said, “"the more rapid reading, possible in a

spedial- group,ensbles the pupilp/ to follow more r‘eadily the t.h::'ud of the

story and thus to feel the vitality and vigor of the narratin.moreo;er.

far more attention can be givén' to the study of English derivatives and . ‘\

ewtré readipg because the class of forty had "extrs time,* 1.e. lsrger

bloocks of time in class. Putnmm aoencd to have been in the tu.mn':u'.y.89
Anoth& view of the core prpgras at East comes from a 1938 report

written by tenth graders during the first two semesters they moved

through the ocore classes, 1 /;(iﬁ;cinl interest groups, eto. A project

plmned and mu.m 132 eisht students in diary form, they ducribed o ,

what 1t ;s like to be in a program with 235 st‘p.dmts.‘ six teachers |

three periods a day. As the 235 students moved through the daily scbedul'e

they described how they and their tcachers planned unit.a. how

ofass members chose aotiviuos. pursued their 1nteresu independently

in core labs, worked in groups on projeots.md wvent 1neb the communi- - v

ty on mmerous field trips. & ' ..
October %, g}G(mond mutct; of first year in core program) .
still consider our class very interesting., but we have dimnrod

‘that 1t is also quite s bit of work. We must find our refcrmes by our-
selves, outline’ our own methods ard mesns of study. use our own initia-
.tive throughout our work....

The sixth hour 15 our resuhr core period during which we have lectures,
reports, motion pictures, or discussions of topics related to our
community study, For exsuple, during our study of orime and juvenile
dennquency. two films were shown in our classroom. One was s ocut from
the picture 'Big ;House,' and the other was a piocture of gang 1life among : _
boys. After the pictures, we had a class ducusuon on topics T
oomcrnins the films.... : o
On Thursday the seventh hour u used ss s ladoratory pcrtod. !hgt of
the work on our projeots is now dore in these periods. There sre six
of them, covering Wy.hm relations,.socisl studies,English,
and science snd i0s....0ne girl selected a subject which required
interpret of long tables of statistios. She used severasl periods
in getting-help from the math laboratory on interpretation of these

S v
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tadles.

. |
Nine photos of students working at different classroom activities flesh
out the student-written narrative. No teachers appear in the photos.

U S

Another piece of evidence on teaching behavior of those perticipating
in the Eight Ygir Study oomes from iumya in two high schools completed
in 1933 and 1940.In the 1933 survey,the rirgt year of the experiment, 16%
of the participating teachers chose the word “much"(as opposed to *not at
.~ all" or "some") to describe the degree of joint plamning they did with

students in seleoting what to study,class activities,individual projects,
Aa.nd evaluatiion., By 10840, 53% checked “much," a).t.housh it is likely that

o there was turnover smong the teachers in 'the‘ éxper:lmt over the eight

o . years.91

Finally, in early 1936. Wilford Aiken, Director of the Eight Year Study,

visited each of the uﬁovti_ve p&osrns in Denver's five high schools. He
met teachers, students, and headquarter administrators. His report concluded
that "a real break with the traditional subject-matter"” t;ad occurred, Sub-
stantial pupil-teacher planning took place. Life in the commmity had
increasingly become a subject of investigation in core classrooms.
Moreover,"many of the old recitation techmiques are disappearing from the
Acluaroou." In some cases, howbver. the report said t.hat "the sooialiaéﬁd .
discussion that had been substituted for the recitation is being conducted
without ‘propor'regard for study end research.” Bluntly put: “in some classes
'discus‘s:lon oonsists primarily of the pooling of misinformation."Generally
complinmentary toward the prbuu,tbe report oonfirmed that ourriouiar and -
tesohing practices hed, indeed, onsngeu.gz

These fragments of evidence suggest that a majority of“b_ﬁlohera partiof- . ;
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pntins-:t.n the Eiéht Year Study taught in a manner consistent with the
sims o_!' the effort. But 'n;ot'nn-ooula drop the baggage of tescher-
centered practices, a situation similar to the results disclosed in the
formal evaluation of New York City's Aotivity Proguﬁ’. - o
'Recsll now that the gragn showed 15% of the tesohers intro-
duced student-centered practiges 1nto their clamoon Why isn't
the figure llrger Kiven the statmt on teachers in the Eighﬁ'!eat'
Study? First,the program in each high school represented,at most, one out
of every four teachers. ‘Second, some of im project teachers ( e.g. Latin
1natruetof Ralph Putnam) stood firm in continuing how they taught, even
finding it attraotive since more time was asvailadle and &udents were |
_ bright, ‘ﬁurd. the 15¢ is for the entire set of high school otlassrooms
(83) for the two decades.
When only those classrooms between 1933-1980 are examined (50), the
percentage of teachers using student-centered acuuuu increases to
26%, some of whom.,as the evaluation of llw Tork'a experiment also showed.
were t.enchers outside of the experimental progrn. Although the dominant ¢
teaching pattern remained the same, the extent of student-centered
teaching practices increased. ‘_ ' |
As mentioned earlier, the concept of a core program devoted to ex-
ploring youth's 1nt';erost.s in the oonte’x‘i of prou-‘s, they would face was
extended to ten junior highs in 1938. After the Eight Year Study final
evaluation appeared in 1941, &xperintendeat Chlrles Greens, who had 1ed the
study as Assistent Suporintendcnt. approud the expansion of the core pro- o
grn to all junior and senior high schools by undlung a three year course ¢
of study and two years of General Education as a roquirmt 'for graduation.
Using mutruot_ionn units that had been developed and polished by ﬁigh school
teachers over the previous eight .ynu. high school sophomores

128 -
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spent one-third of their time in General Fducstion oclasses: i;be smount of

student time in-these olasses deqreased to one period a dey when they o ' r

were usﬂora.gs | |
By 1943, the graduation requirement was reduced to one year, with

the five high schodls given an opticn to design their programs. Shortly

after, General Education was trmmsformed into counseling programs, North.

High School, for instance, had between 15-26 teachers out of a faculty of

80 assigned to Genersl Educstion classes between 1940-1043; by 1948 when

local option was permitted, General Eduoation as' a cla_hq sssignment for

teachers disappeared from the master schedule, replaced by such olasses

as: Disgnostic English, Instructionsl Comeuniostion, Soéial Living, eto.

At East High School, General -Education became s tenth grade course |

" required of all students.The class stressed sohool and voc_auonal

guidance, The General Education tescher was also the opchlor.”
Following the volatile oontrovcrsy“over progressivism in the schools

in the late 1980s and early 1950s, a furor that ansered Mira Scott Frank,

Board of Education member whom I quoted at the begtnnin; of this section,

General Education as s course was abandoned three y'ea‘rs‘after Scott left the

_ 95
Board.
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.WASHINGTON, D.C.

When the present superintendent of schools took office
. on July 1, 1920, he imew that the sduinistration of the sochool
system involved many difficulties. Superintendents of other
cities told him that it was considered by schoolmen one of
the most difficult uporiutoudmus in the United States....

Educstional procrm in ﬂnhiuston is a:l.ou because under
the present system of educstional control and financisl -
supmtﬂnm«sofmmasmﬂreulmndtobo-
comd acute before consideration is given to improvement and
relief then comes altogether too slowly....

Failure on the part of the sppropriation power to provide

" money for progressive educational sctivities wmakes an eduos-

tional system unprogressive.... Failure to provide money for
adequate Salaries mesns medioore teachers and ineffective.

education. Failure to build enough schoolhouses mesns over— - :
crowded classes, portables, and poorly adapted rented acoomo- 96
dations, and mich conditions make impossible the .best tesching....

These statements wﬁrg made to the District of Columbia Bosrd of

Education by their new Superint.endant-. Frank W. Ballou. Within two years

of his appoinm Ballou bluntly and ooncisely scored the divided authority
of‘ a Board of !:ducation. District Oouiu:l.oncrs. and two Houses of Gourm
that produoed the city's reputation as a graveysrd for ‘superintendents.
Ballou went on to serve almost a quarter-century (1920-1983), the longest
tenure of any Hashinst.on superintendmt beforc or since.

Born in 1879 and raised in rural up-mu New York, Bsllou gradusted

from a state teacher-training school and taught in rursl schools between .

1897-1899. By 1904 he'had completed a bachelor's desree from Teschers

————————

College nnd deoided to move to  Ohio, where . hc—emodr-rmnrfs degree at

o et e A e i

the Un:lvoruty of Cincinnati. While there, he wss appointed prinoipal of the

Aniversity's 'rocmzou Schoca. and directed it for three years. Mtchms

to the conege churoo.. he beo-u an ouismc professor of odmt:lou ‘and
taught for three years. Returning east, he cnroncd at Harvard Mc.hq
nrmd a Ph.D in 1914, For his dissertation, he studied how teachers’ were '

1
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the Boston school superintendent asked him to hesd the Depsrtment of
Eduostional Investigstion end Messurement, one of the few sohiool distriots
with & research bu’reiu in the nation. l'-'or three yiars his deparhgnt
. administered, aunyud md reported ruulu from various
lbattcries of intelnscnco lad nohiwmt. tests. The cutt.ing edge of pro-
gressive praduce in testing md the m of tests t‘or grouping students
within classes and across curr:loula found Funlt Banou at the right place
and time. In 1917, he uatpronot.od.to usiatnt supgrin_tendmt and for the
next three years helped organize and devglbp the newest form of school or-
ganization—the junior high school. At the age of forty-one, he applied for
to the Vashington, D.C. vacancy and was named super intendent.. Like his Denver
colleague, Jesse Newlon, Ballou began his 1’;:11'.1-1 three year contract in
the summer of '1920.97

Within the first deosde of his tenure, Ballou had established himself
locally as a determined, frank, first-rate adninistrator unafraid to speak
his mind and committed to scientific management as a tool in solving school
problems. Nationally, his peers demonstrated their esteem for his talents
by electing him President of the Department of Superintendence in 1925. That
year he gave an address at the Indianapolis meeting of the .m on the prog-
reas of a science of ‘éducation since the turn of the century. In Washington
" he needed every bit of j&imezr;e knowledge and talent he possessed.
~ Wnen Ballou railed at the oity's Rube Goldberg gqvmiuaé'.‘"’hﬁ‘ voide Joined

"N

a8 growing chorus of oriticism against the Organic Aot(1906). That law passed °

by Congress created a nine member Board of Edufation '-ppomm to sdminister
tm 1ur;clt usrmud nohool system in the oomtry. mnu other big city
school bOIfdl. the mstriot Board of Eduostion split u'.l authority (but not

responsibility) with three appointed District Commissioners who revised
the Bosrd's budget estimstes, controlled all expenditures, slloosted and

131
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audited funds, and purchased school equipunt. uuppliu.et.c In effect, the

- Board of Education had. no 1ndependent ‘authority in uou'ing or spending

funds, including tm purchase of land and the coastruction of school
buildings. Bad as_this was from a superintendent's perspective, it got worse
when Congress, which appropriated esvery penny "goin; to the Distriect, in

Ballou's words, "reviews, revises, and reduces™ item by item, line by line,

~ the school budget—-first in the House of Representatives and then in the

Senste. If the totals between the two Houses differed s conference committee
settled the final amount that went to the sochools.
| The horror stories of dcliy." neglect of preasing needs, and confusion

were legion to insiders fasiliar with the byzantine process of seouring a

budget in the Distriot. In his 19211922 annual report, Bsllou, using

restrained language, detailed all the road dlocks he snd the Board had to
overcome to improve school conditions. To mske his oase stronger, Pallou
drafted United States Commissioner of Edwoation John J, Tigert to testify
in behalf of the Distriet scl;nools in the final peges of his report: ..""

‘the superintendent is so fettered up with overhead organizations that he

is practically impotent, as I see it. I would not take the job at two or
three times the salary.®” Ballou then turned to an "authoritative work on
eqlucation" prepared by "leading Americsan eduscators.® to descridbe the

“organization of the Distriot of Columbia schools. The Cyclopedia of

-

Educational conditions in Washington, from an administrative point
of view, are smong the worst to dbe found in any city in the (nion, and
the school system 1is behind that of cities elsewhere of equal sise....
Until Congress can be made to realize thet it is inoompetent proper-
ly to administer such an undertaking and will give to the Board of
Education the power and control which should belong to it there is
1ittle hope of a good, modern school system for the Distriot of
Columbia. The superintendency of the schools of Washington is
generally regsrded as one of the most difficult and nost mdaairable
positions in the United States, 98

In 8 word much loved bdy smmmmts. Washineton schools were a

i
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challenge. By 1940, when Ballou formally tallied up the achievements of

his sdministration, he was quite proud in listing changes that he hed
manuevered through the lsbyrinth. The conditions he fsced in 1920 snd the
schievements hc'dem.ed' s importsnt in 1980 suggest the directions Ballou
t;raveled in improving s mr;a-tcd school system in the interwar period.

| *School Acluevuen‘ts in ‘Twenty ‘!«ri." a dooument Ballou submitted to
the Board of Education in 1941, o.f,egbﬂud his successes into changes in
sdministration, new buildings, improvements in sohool orgmnization, snd
improved supervision and instruction. Out of a 125 page report, 9% pages
dnljt vith stresmlining adwinistration, new buildings, end improved tesching
conditions (e.g. salaries, retirement, appointments and promotionsd. Twenty-
five pages (20%) trwoed mmg in instruction and supervision. Of
these pages, most space was devoted to ocurriculum revision, expanded testing

prograss, and new grouping ‘procedures—in that order. No mention of tesching

methods, project activities, or any concerted effort to introduce progress—
ive practices into classrooms sppeared, although a major change had been
announced m‘ 1938 with the Child Development Program. Progressive lsnguage,
however, popped up in pumerous places: the formal statement of philosophy
produced through currioculum revision between 1938-1940 (printed twice in the
report) and a desoription of what a -od_trn sohool should be like, sounding™

almost 1ike it had been lifted from a ocourse desoription at Teachers

s

* The point of all this {s to underscore Bellou's sims in administering

_the District schools., Defining the major issues as the need for wmore

buildings reorgantting to sdminister schools efficiently, snd miuuu;
the shifting shoals of D.C. snd mm-mm po1£t1cs. Ballou plowed his
enér;iu into dragging the system into tha twentieth oentury. A man who
believed deeply in the uigme of education and the necessity for using

v
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it to mproﬁ oohoouna.' he was cut from the same oloth as thou adninistra-

tive mutmﬂnrmtmm mwmﬂratm

of m century. On 1nstruouon.1 issues, his interuu inoclined more tmrd

expansion of the junior high pron-. uatn; teats as tools t.o distridbute

students efﬁoiently mto approwhte groups, snd s ughuy-eontrolled

version of curriculum rq,vialou. Clonr in spirit to New York City's .
Makwell, Ettinger, -nd\O'Shu than Douur'a Newlon and Threlkeld and

Campbell of New York. Bunou left his marks on the ormintson. On mntruo-

tion, his fingerprints were less apparent.

The Setting -

Let me look first at the conditions within which teachers worked during
these decades. A central fact of schooling in the District of Columbia was
that there were two separate school sysheag. In his 1911 report to the Board
of Education, Superintendent nenader se%z desoribed some of the effscts A
~ of having a school systen segregated by law. With 32% of ‘tfle students -
attending black schools separate from whites, costs, he pointed out, would
be inevitably higher in a dusl school system. ' -

It is obvious that were it not for the exsctions of the race
question no city of the sisze of Washington would oconsider it necessary
or wise to maintain two deputy suporintcndonu. two norwmal schools,
twvo expensive manual training sohools....

A study of the lou‘uou of nhool buildings shows that to meet the
—— .. ..needs of the white and colored children two smaller buildings have
been erected in the same (sttendance area) which, under other con-
ditions, would have besen merged into one larger building at greatly
reduced cost....

' Repeated  examples sre f throughout where » olass of white child-
' .ren of 8 given grade is inione building ‘and another small class of
$ oolored.ohildren of the _ grade 48 in 8 nesrbdy duilding....

o - - . = ten .- R
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The same csuses oxpl'un in part the employment of a number of teschers
in exvess of most cities where mum colored children attend
school tosothor.... 100 ' 1

Turn to class sta. Figures reported by the school distrioct were ,‘

averages: averages conceal important differences in clsss size. In 1927-

1928, for exmmple, out of almost 1200 elementary classes, 29% contained 80
or more students (sbout equally distributed between white and black
schools) . School Board policy was to nuqufe forty students per olass

‘was far as practicsble.” For classes with less then 30 students, there were
18% (with A5% of those classes containing white students). Thus, 53% of the

olasses had detween 31-39 students. Still even these figures mask
differences between black and white classes. In just one dfcodg. differences
were marked for elementary classrooms:

YEAR CLASS SIZE
WHITE BLACK

1922 34.3 37.3

1927 38.9 . 37.9

1932 30.8 36.1
F;Uteen years later when Professor George Strayer completed the first com-
prchensin survey of District sehools, the gap had nidencd 32.0 for white
classes; 39.0 for black. b

The buildings and rooms these students and teachers worked in between

8:30-2:30 daily changed Substantially over the yura.'!ot. even after the
major redbuilding campaign Ballou and the Board of Educstion manuevered

through Congress in 1925, overcrowied, antiquated classrooss remsined in

'm too asny bmidiuss soross the eoity, uld.ni. {n George Strayer's words, -4

"adequate instruction impossivle.” Over half of the elementsry schools wers a
built before 1925. Until the 1980s, olsssrooms contsined long rows of

stationary desks which accomodated forty pupils. 5?60., (1648) with
a recommended maximum’ class enrollment of 30 in the elementary sachool,”
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Strayer wrote, "many of these classrooms are still too small and a great

many of them are crowded...." Blumtly, Strayer said that the “modern
Child Development Program" which t.ho District had launched in 1938,
“requires informal gronptuga of chudﬂn. floor spuce for construcstive
activities, cupboards, storqe space for supplies....” Even in the newer
buildings existing space was inadequate, scoording to Sbraycr.ma

As gluarou;lpme changed slowly, so ciid furniture. In 1920, almost
two-thirds of the desks bolted t5 floors had been in use since the turn of
the century. Batm 1920-1929, only 200 desks had been replaced. In 1930,
the first year of a five year program to replace stationary desks with
port.nblo ones, T000 were replaced. The depression slowed down the couversion
drastically. mn Strayer's f.on survend classrooms, all elementary
schodls had installed movedble desks and ohain.ws

Not so for the secondary schools. For those built sinoce 1925 (thirteen

of ninéteen junior high schools and four of nine high schools) single

"pedestal desks and ot.h;r movaMie furniture had dbeen introduced throughout

the 1930s. For Central and Dunbar high schools, constructed in 1916, bolted-
down desks sat in rows, class after olass, year sfter year,
While the type of deosks were of some uportanee. uhlt. ocourred in
classrooms often depended upon flbw teschers allocsted time for instruction.
For years, teacher received copies of weekly schedules mandating the amount
of time they had to sp;nd on each subject. At the secondary school a daily
schedule sliced the tin into equal usnnt.s of 80-50 minutes for mh ’ '
subject. Note that in 1927 olmtary teachers, un:ulee their uoondnry ’
colleagues, had $o tesch:

handwriting ;oblraphy

language (composition md grammar) eclementary soience .
spelling snd word analysis drawing :
reading and literature music

arithmetic . physical educstion

history and civios
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For the lastr four subjects, in the seoond- oolm. apccul teschers would : .
108 . ‘
give lessons once Mry f.trn weeks. . : :

) 5!1:{ :

For each of these subjects a standsrd time schedule set the o;peetatiou .
for: esch grade level. Geography was to.be uugm ten minutes daily st’first
srnde.:lnonutug to a half<hour at the.fourth, Arithmetic was set for thtrty—-
rfve minutes danyﬂat the first grade and three and a half hours at t.mrd )
and fourth srades. falling to two and a half howrs daily at sixth grade. |
In 1936, snother formal time ooquule was adopted by the blr!d of Educsation . .;_ -
that wicdtm time allotments slightiy. When the Strayer, u- visited ’ |
séhools -in 1988, they found that the t!pc schedulé adopted twelvu' years
earlier was still being followed although the Child Development Program,
initiated in 1938, called for different chunks of tiue for clusters of
subjcots.ws

Just because a time schedule was approved by a school board ‘did not '

‘mean that teschers followed in -lock-step the expected standards. Msny didn't.
A number of teacher's and pdncipals. how meny I oannot estimatg, intent 4
upon 1nsta111ng acf.iuty progr-as «in their claasroous. departed {rom the N
schedule simply because it straitjacketed t.he nexibilit.y essential for ]
mrc‘-a.n classrooms. From a first grade classroom, the teacher-printed 4 .
dsily schedule read: |
) OUR smvnif;'ofmx
1. Look and see our trailer. The dboys made it.

2. Let's go for a story ride.

3\ Let's read our new story. _ s ‘
8, s play hot potato. ‘ ' . ‘ . *

5. Have. you done a reading oard? o .,

6. Let's de hipy."“

-

4 While such primary classrooms M flexidle schedules snd departed from the -

.

»

i

i

1

4
:ﬂw )

; 1£“lt-""-‘.< LT




!

‘1: !“*ﬂ"" el PI.F’M}*‘W
(‘.;r-asqh é*‘*“ EXES i“‘

2N

,nmoved ‘one, such approaches uﬂ mm. ‘rmhera. indeed, differed .

- —

in how much un. tm uéat on Mm. arithnuc. and geography M most
dinrscd wlthiu a range that vas upucitly recognized as rcaaonable. After

nn. the orgmiutiml slgunls to tuohura and prinoipals were plain. The

) Snperinunlent's words nmiu the tie ochadule availsdle to each

teacher left ut.ne to inurpretation' "Every offioer and teacher 1n the

. olnentnry schools lhlll oconsider hinself gcvcrmd by this weekly schedule,®

and principais were expected to inapsct teschers’ plans to "know that each
mchor is obserung the distridbution of time...." Furthcm. Dlstrict
tnohers' instructional duy was { half~-hour shorter than most
distriots of comparable size (five hours compared to five and a half

“hours) whioch, I suspect, generated pressure upon teachers to cover

1
the crowded curriculum by following the preseribed t;ne allotments.

- The point. is that an outdatod Bourd;approved- time achdédule was {ll-
fitted 6:- a new program, especially ome that was d1reotes tovard producins
a nextble claurm uhere teachers and pupils joluu-y planned tasks. Such

-8 nix-up suggests. at worst, a bureaucratic oversight. or more prodably, the

exutepce of nixed feelings toward the new effort. Classroom teachers, less
adventurous and experimental than some colleagues who leaped upon the
proguu\q bandwagon, would probably think twioe before embarking uoon ]
revised time sohodule. given the ahorter day and direotives ‘of the superin-
tendent, especiMly so if their principql lacked enthusiasm for the new
venture,

»

Mixed signals also marked . the curriculum revision efforts begun by

Ballou in 1925 and fitfully carried foﬂllrd into the 1930s. u a noted

member of the NEA's Dcmrmt of Superintendence, Blll_____gul:uﬂ-.oa =1

e 4 Y

ourrioculum cc-usr i"atid_oheired L“Mmt revised the elementary

science course of study which VWashington administrators and teachers wrote.

\ e — __1
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‘The product was published in the 192MYearbook of the Depertment of Super-

intendence. The course of study was oved by the Board of Education that w ] 3
N 1“ . l-. . ‘ ' .‘.',"
year. :

. In the same year, Ballou sppointed committees to revise arithmetic, - .

'*., resding and literature, English, snd-geography courses of study. At least S
three major organizational dimrmea uparat.ed Ballou from Denver's Newlon

W Threlkeld in app;:aoh. First, while teschers were auismd to coms{ttees,

District miuistntora chaired these groups until thd late 19305 when an

occaaiooal f.oncber vas choun to direct a co.if.tee's work. Socond. the

committees benn their work after 3: 0'). on the teacher's time. Third, no

specialists uere hired to help the oo-itteu nor was any f.raining given

to committees on how to write objectives or a course of study. 1%

Similarities with ourriculum development efforts in Denver existed, of

course. Teachers did participste. Progressive vocsbulary snd references to

activity methods studdéd the ay-nabi. Ihservice education for teachers

1ncreaud.' letmrksA of like-minded professionals developed. A1l

of this somehow occurred in a slow-motion fashion unlike the Denver

experieqce: Delays in production of courses of study were common.

Becsusa the work ocourred after school hours the process stretched out

over yeurs, Fin;lly. teachers began to object to committee work between

3:00-5:00 sinoe othér oities préudod substitutes to relieve staff from D
- work. Nonetheless, by 1950 seven elementary courses of study, (nineteen ." |
in the junior h:lgh_. four in’ vocutional nc!;ools. and t{nnty-om tn
senior highs) were published. And teachers wvere éxpected to use them. Did -
thoy?"o

This quutiﬁn refoouses attention sgsin on the classroom. How did ‘
District teachers teach? Fow extensive were protrcsli;oi' practices in white !
and black olassFooms from Anscostis to Georgetown? The conditions ducrtbo&‘ |

-1'_3_9.
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so far ‘suggest some orude boundaries for a !'ow mmrs. As’ in New York, but

‘less than in Deanr. chsroca specs and. Mitm promted nore obsmln

than apportqnities for teachers to uu'progrcuiu puc‘icea. of ocourse,

thé physical enviromment didn't prevent use of small groups, -pupil-yugo!nr SR ) L
planning, ncu;rity uiits. nndv -projoct work but for those teachers 'bargly . |
ﬁtllins to experiment, the 1-0!: of space .nd cumbersome tﬁruituro. in )

addition to difficulties in securing supplies mesy well have discouraged thpm -
frm truus. ilao;wlth over 35 students in a class, incentives t.o work in | , -- R
small groups shd with- mdzudu-u. to mmo extra uaterials, and to beg. ’

P S VR de o ——— —— - PR,

for nterhlsm dunad. ' ‘ —~
- Another constraint was time. Alresdy memtioned was the five hour - - o .
1nstf6ot.1ona1 day in which seven to ten subjects vere to be taught
S:Z‘aot opening umius (Bible r«diu. oouaoting noney. t.akins
ndance) “and reoeu and odd teacher concern for covering the mwibed
,éubjeou. partioularly in view of an unexpected primipal visit. The (
rcsulta are nharper limits upon ineroducins new instructional’ pr.ouoes.

/
!

! ' Another line of maonins is to ask vhat organizational -echanim

supported diffusion of progreasivg tnohins practices. CIurly.
/* # ourrioulum revision process, wired into a loosl and . -

national network of similsrly inclined wotc;limlu. helped.
While the District's organ ' onal linksges were hardly as sﬁmtio : .
or oarefully orfifted as Denver's, yet one would ressonably expect |
that @& nusber of teschers and princi;;uls either were captured by the
ohild-centered notions embedded in pedagogical progressivisa or, alresdy
oonveérted, found enough green lights from budquurtm:n to move ahesd on their , > ;

L 4

own .
‘5

Also teacher institutes, funded in part dy 'privm .oontributions from ad- | .
 ministrators and teachers, brought locally and nltiona'ny known professionals

o
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to 1ecture staff mmn mesting at Mbar and whites af. mtnl) on varied
topios. mmhout the 19208 teachers hurd from W. W, Qurun (University
of Chicago) up e‘urriculm mi_sion.- noreme Bemberger (John Ilopuns) on
classroon etftctm_y..ﬁm Fretwell (Teachers College) on orgsnixzing ' \ ,
social .acuvi‘ties, for junior snd ue;lior high schools, Laura Zirbe (Lincoln | ‘ ‘«'
Sohool Teachers 6611050) on w&re‘utéc reading prugrm. In,-ddition.. -
. teachers met monthly, ngain in separate aohoola. to study current issues.,
Ofton done in a lecturo forut with either L] guest or the assistant super-
intendent dolivering the mk. topios in these oonpulsory neetings 1ncluded i .
”t.he aotivu;y nothod adapt!.ns courses o!' study t.o projects.etcjt‘ R
Ameher mpormt condition mpporting the npn.d or progressive
ideas into classrooms was the teacher's level of cduoation. The
assusption is that the higher the level of formal schooling, the higher
the awareness of modern ﬁrends in education, perticularly if the schooling
was recently acquired, and therefore, a greater willingngss to alter one's
teaching beshavior.A pinch of aheptici;m sugsests ihese assumptions are
open to dedate. School officials, however, 1uplicitly,aecep£ed the
the premise and seldom questioned it. In 1931, 78% of high school
teachers had at least a oachelor's degree; 96% of oleu;ntary ',tcacbers
| had from two to three years of Normal School training oi"la baéhélor's. :
The last figure is diffioult to sort out until lster when Strayer's
survey (1948) found that 61% ol elementary school teachers were college
qradmtes. By 1948, 78% of the entire staff were college gradustes. Among
elementary teachers, Qan Blacks had ba&helora_' degrees than whites (78% to
61%) while the reverse ocourred among senior high teachers (85% of Blaok
‘teschers were college graduates; 93% of whites were). Teschers also reported
to Strayer when they last received their professional training. Within the

previous five years {1983-1088), 55% of the teachers hed taken courses; 29%
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had taken their mt trniniua bet.aeon 19033-19842 and 16! h-d not taken a

mnummyhdbunmintodﬂz ' A | _ ' -
A review of t!pae oruni:atioul cheracteristios that per-it. and linit -

" the introduction of progressive practices into the classroom offer crude’ | |

.' pointers but no direct widw drawn from classrooms. Turn now to t.caishors

in clmrc;ous.

In The Classroom
That Hlack and white teachers used progressive methods ts varying de-

——frees {8 M&le—*m*mmmswwd by wmmz SRR
Supcrintendent Gamet Hilkinaon to create the Doplrtnent of Iluearoh and
Heuurmnt. for Divisions 10-13, oonaistins of sl] the m-ck schools, wn
designed and implmnted in a five nonth experiment at Mott Sohool and an’
unn-ed "troditional" school in 1924, The aim of the experiment was to com-
pare the effects of progrmive oduoation upon both u-hhora and students.

The new approac!ns used in the eight grade school includéd t.he testing of
st.udents. new textbooks, additional materials, and movable furniture for
grades 1-4, Teachers were encouraged to convert the formsl ocourse oi' study
into projects, Mott teachers overwhelmingly approved the experiment,-accord-
ing to a survey: 78% said projects produced :;uporior results illth their |
students; 94% found students' interests in projeots superior to usual sohool

work, etc.113 ' ' ,

Occasional articles in the Jc;urnal of the Columbian Educationsl

Absociation. 8 pudblication written by and for Hlack educators in Distriot

lcboola. corroborated interest in progrcuin schooling. Miss !hm Lewis
of Bruce School reported in 1925 issue the details of her two day visit
to the third snd fourth gradés of Horace Mann, o New York City progressive |
private school at Teschers College. At the Monroe Demonstration

‘Sohool. an adjunct to Miner Teachers College, a number of teschers in

142
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concert with their student-teschers, introduced and maintained classroom
centers, small-group work, joint tespher-pupil planming, eto. Fimally,
_snother piece of indirect evidence is the snnual exhibit of elementary

'S A
oy

~ school sctivities where Blsok teschers pnmud projects their chuozf had -
. woduénd.1‘“_ | , -
!k:krtmately. I have no ny-of assessing how Qidcspread these practices -
were in Divisions 10-13. In issues of the Journal, for each artiole |
ducribing an acuviey-mtend olmroo-. three others 1.10 out exemplary
leuon plans revealing teaoher direction and ocontrol at esch sup of the

plm without a' hi.nt. of swdent lnvolnaent othor than anmring teacher -
- ] 115 . ) .
quesuons

m rme— ar = ek f—n ey — RN — - -~ . — -

A sinilar probltelu‘ surfaces fn dcteﬁinms the extent of progréuive

practices in the white sohools (Division 1-3). Thet-schools and: certatin
. teachers introduced progressive methods in their classrooms goes without
question. Articles in mational professional journsls (Childhoed Bducation

1932 and 1933; Progressive Education 1936; Grade Tescher 1939) festured

classes in Petworth and Ketcham schools constructing reilroad statioms,
studying Mexican life, and.pni...nttni. The. Washington )
Post and other loocal papers carriod srticles on classroom
projects. Julis Hshn, an elmtary school supervisor, decply
involved in San Francisco schools' progressive efforts prior to her coming
to Washington, worked directly with teachers snd wrote artioles on the
sotivity movement in District schools. I found it difficult to aueai lhow
far these practices bad spread in schools and to what extent teachers
ulocted which ideas to oomm't into ohuroon techniques. "e ‘ ' )
The only appraisel of the diffusion of progrmin methods in the
District aobooll took plsce in 1948 m George Stranr brought his tesm o A

_to Huhinston. at the Board of Education's request, to determine, among
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other things, how much of the Child Development Program had been imple-

mented in olassiooms.

The program was equslly as mbttious. but far less sntmucauy
implemented than either New York City's Aotivity Program or Denver's
Eight Yesr Stwdy, Ballou's formal effort st installing progressive
educstion contained all the conventional vocabulsry sbout "child-centered
sotivity program® spreading throughout District schools, pushing out the

"traditional ... subject-centered program." Clsssrooms were to become

'places uhere ohudren sharod 1n plmius the work. assumed ruponsibnities

for both room and scbool duties. and studied uotively the family, neighbor-
hood, city, and nation. Projocts. oenters, moveble furniture, acti.uty
periods, crafts——the often-quoted report.oire that pedagogioal progressives
sought in pudblic schools were central to t.he Child Development Prosrla."7
Headquarters' supervisors sand principals were charged to establish
activity programs in the schools. Some schools, building on the cadre of
teachers who had exper:llent.ed earlier with projeota and oentcn. embreaced
the Superintendent's oharge with great enthusiasm. Most achools. pimed to
existing praotioce, heeded the words of the Superintendent but did not,
or could not, apparently institute the entire program.

Strayer's tesm had as one of its objeotives, assessing the degree that

‘the program initiated in 1938 had been implemented a decade later.

He found "many* classrooms that had met bo_f.h the letter and spirit of the
&xp.crint.éndcnt.'s mandate, in spite of nﬁerous and enervating obstacles,
errors, and just piain poor judgments made by school officisls that either
frustrated, or worse, contradicted Ballou's anmounced direction. Strayer

added them up:

Leachers wire not given time or resources to produce new
curricula for the new program. This was a "serious error.”

.only one new unit (nth) was produced for teschers to use

144
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in the new _arfért in ten yufa,

.rooms 1scked spage, csbinets, equipment; teschers lacked
_mm and instructional materisls.

.lnrso classes ‘
.teachers lacked prowation for ohmgc.‘m
Too many teachers held fuzzy notions of what the progrsm was intend
to do and what they had to do.spooifiéally. i.0. vhat Q I supposed glo '

Monday morning? Stnnr divided District elementary teachers 1nf.o t

categories within the .au'rv'ei, Strayer offered no specifig humbers,
only such' vague words as .M Hence, determining the spread of the
. 1 '
program is less easily done.
‘The closest Strayer' comes to estimating diffusionf of the program is
when he desoribed how four staff members visited all elementary schools,and
spoke with teachers, principals, and supervising directors. Based upon these
~ discussions and observations, they rated the schools they saw as Supetior,
Good, Fair, snd Poor. Unlike the !brriiof‘mrny of New York's Aotivity .
Program in 1940 where scales were constructed, verified for validity and
‘relisbility, observers were trained, snd dsts casrefully sifted, Strayer's
t_.cn judged s school Superior, |
" 1f the program was designed to fit the needs of the ohildren, theiy
purposes of teachers and pupils were olear, there was a well organized
program of ohild development activities, an effective instructional -
program dealing with funiamental houldsu understandings and skills,
and s community program vhioh secured the interests and oocoperation
of parents on the edusation ‘of their ohildren. 120

_ These observers found 19% of all elementary schools Superior; 35.7

Good; 2T% Fsir: snd 18.2% Poor. Only by a coursgeous,inferentisl lesp osn one

.
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_they do between schools, e.g. New York cxty'a Acuvtty Program.
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_oonclude that Child Development Programs existed in more than half of the

Distrioct schools, thet is, by adding those schools rated Superior and Good.
Not -only would such a‘, leap be& couragecus, it would de precarious given the =- o
smbiguous and multiple eriteria the observers used, tln_pwbaﬁle differences | )

saong them in making judgments on such loosely~défined items, and, finally,

‘thve obvious feot that within a school, differences smong teachers exist as
121

&

Adding up Strayer's observations of the organizational obet.nclea to the -
progrn's hpluent.auon and his statements of how spottily the chud
Development Program was executed, the pioture that emerges is one of un- _ °
certain, unsystematic, and jig-saw hplmtat.ton in District elementary
schools. - *
Some help in determining the spread of Jrosressive practices comes from
the fifty-three classroom desoriptions (of which twenty were einentary_
classes) I collected for Washington. The graph illustrates that student-
centered teaching patterns sppear in slightly more than one of three elemen-
tary classrooms. The numbers, however, are small and offer little more
confidence than Strayer's tesm judgments of individual school quality.
Combining the pieces of data, individuslly fl.mnd as they are, with the
contextual conditions described earlier both pieces niuest.‘thati progressive
teaching practices, as defined by the Child Development Progrsm, penetrated
s minority of the Distriot's clessrooms, although that minority may be as
small as one-quarter or as large as one~third. Equally as plmibl_e is an
inference that certain progressive practices were adopted to i
nr;iﬁg degrees by substantial numbers of District elementsry teaschers,
further bdroadening the numbsrs of teachers who expanded their range of

~ techniques. Yet, saying all of this in obnditioﬁal and csreful language

still leaves one fsct undisturbed: teacher-centeried instructional patterns

@
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washington, .0,C. High School, Algebra Lesson at Woodrow Wilsos High School, 1943 (Library of Comgress) .
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provaned 1n olunnt-ry clnuroona. _ - “ : : . ‘- |
. mrn now to the high school. The graph shows patterns sililar to New ~ |
- York and Denver umm«mwytmbemeatem pnctiouat
the high school exceed percentqes for thoses practices in elmentar! clsu-
rooms. Drawn from the graph is a profile of s high school tescher .
teaching four to five olasses daily, facing roua of stixients sitting in
desks. Three out of four times, the teachers instructed the entire group,
talked most of the tiume, and permited i’itﬂ:e student-initisted movement

o .
within the room. One way to corroborate. that profile is to take. a closer

‘ /2

look at some Distrioct high schools, Hhitfe and Blsok.

Consider the predominately academic Central High School. 'Perched on a
hill overlooking the Capitol, Washington Monument, and dowmmtown, Central's
reputation for a splendid view of the city began when it opened its doors
of the new building to white students in 1916.

Both J. Edgar Hoovcr;"subaemnntly Director of the Federal Bureau of
Investigetion for a:half-century. anﬂd Helen Hayes, soon to become a world-
renowned actress, were Central students and must have read the student
handbooks that described school rules, curricula requirements for gradua-
tion, daily schedule, extracurricular sctivities, and school cheers. Take
the 1926 Handbook. Every student was to go to his or her section (howeroom)
for opening exercises by 8:55 A.M. "In classrooms absolute quiet must pre-
van at this time," the handbook stated, because the students mt have the
nproper attitude® and "framé of mind necessary to start the day right."

At 9:10 the bell rang to start the student's seven period day—"six
recitation mriwsﬁ"ﬁa"‘imcﬁ'. In four minutes, students were to move from
one class to another. A rich array of activities were avallsble at the end |
of the day including the chance to write for the Breoky, the sentor yesr-
book, the Journal, s literary review begun in 1886, and the Bulletin,
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s weekly newspaper. A glimpse into clessrooms appeared in the weekly. 122
‘ .Frun the Bulletin, beginning in 1925 when a seotion called "Class
Notes" began until 1938 when the column lapsed, students wrote items on what
certait.u teachers did in their rooms. From these "Class Ioﬁs" I identified
302 descriptions of teachins ..tivities for 55 English, social studies, o .
science, math, and foreign langusge teachers. Almost half of the teachers .
were in the guun departaent: one-quarter  in social studies; one-fifth
in foreign language and the remainder in science.
~Student repoll'teu noted unususl items about teachers' classrooms:
1. Instances of student participation in class recitation.
‘Hovenber 28, 1925, In Miss Florence Jayne's English class "variods
pupils, or monitors as they are called, record the attendance, test

the rest of the class, read the questions from the true and false
tests.” '

April 2, 1930. In Miss Aljce Clark's Latin class Pt each lesson
some member of the class acts as teacher.... One of the pupils
called on m;s Clark to snswer one of the questions."”

2. Classroom sctivities that departed from the routine. e.§. field .
trips, lentern slides, radio programs, out.ide speahars, panel \
discussions, acting out scenes from novels and plays,ete.

December 17, 1930. Miss Bessie Whitford's sixth period English class
debated the merits of high school fraternities.

October 20, 1932, Mr. DeShazo's third period chemistry class “per-
_— ~Tormed their first experiment by themselves.... They made oxygen
and found its properties.”

January .19, 1933. Miss Gill's fourth year French class held "a
bridge party with the players speaking only Fronoh...."

* March 9, 1933. Miss Alma Boyd's second period English class present-
ed the Vicar of Wakefield through a simulated radio broadcast.

3. Unusual class activities where students determined what they study,
worked in groups, and oreated projects.

March 16, 1932, Students in Miss Ruth Denham's second period class
made replicas of the Globe Theatre--"The theatre will be sbout large
enough to place on a oard table.

February 15, 1934. Freshman mology students in Miss E.C. Paul's

" class "are working on projeots of practical application. Allowed
to piok any topic in which they are interested, some students have
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chosen dish gardens, sprouting seeds, ato.”

November 17, 1938. Florence Jayne's classes "voted for and att:&ned
certain Mu in the teacher’s system of marking ."

In analyzing the'302 oclassroom activities from 55 teachers I foumd that

fifteen English and four hdsﬁofy teaoﬁérs captured two-thirds of all activi-

ties that involved student participation, as reported by the student news-
paper—or sbout one-fourth of the entire faculty in the mid-1930s. Of
course, the total sample of teachers is selective reflecting classes that
student reporters hesrd sbout, which classes they took,etc. The point,
however, is that ﬁithin this ssmple there were a variety of approaches among
teachers using progressive practices.

Viewed this way, I found that less than 105 of all sctivities reported
by students in theSQ'Qlasaes included joint siuaent-teacher planning, a
revised course content related to current and future student needs, students
le;dins a recitation or discussion, and
committee work on. projects~~the usual teaching practices associated with
pedagogical progressivism, Activities 1pvolv1ng students undertaken bdy
8 substantial number of Central teschers stayedAuithin a narrow band,
e.g. stﬁdent reports, debates, acting out scenes, and leading
discussions (80%)--all were deteruiﬁcd by the teacher and linked to
required content or_text. The evidence, strong and clear, is that even among
| the minority of Central’ faculty who chose to use student participation to
refresh existing content and instruction, the dominant mode of imstruction
_ Was teacher-oentered.123

Inutruction at Central then. exocept for a small group of teaohers
desoribed ;n-q studegt newspaper over a decade, was seemingly tied to
large-group 1nstrhcﬁion. use of texts, question-snsﬁor exchahséb 1n1t1at§d
and controlled by the tescher, scant student movement and

participation--all within qlassroous srranged in rows of desks {scing the
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“blackboard and teaoher's desk.

Travelling down the hill on Thirteenth Street toward the ﬂhite House,
iékins a left st 0 Street, and going another dozen blocks. a viaitor would
have reached the steps of Dunbar, the Black academic high school. In 1870
when it Opened'its doors to four Black students in a church basement, it was
the first Black high school in the —~ation. Dunbar moved into & new building
the same year as Central did. New or not, ocompared to Central, Dunbar
classes were larger, books were frayed, materials were fewer, furniture
wis scarred by years of use, and, in the words of a teacher who wrote
lovingly of her Qchool. even “the blnckboards-uere.crackad withhoonfuatng
linqs resesbling a map." Yet this was the school that produced, as
Thomas Sowell noted.vthe first Blaﬁk general (Benjamin O. Dpvis). the first
Black Cabinet nenﬁer (Robert C, Weaver), the first Black federal judge
(William Hastie), the first Black senator since Reconstruction (Eduard W.
Brooke), and the discoversr of blood plasma (Charles Drew).

Dunbar's purpose was clear: prepare students for college. Drawing from
a ppol of Black students from across the city, Epe:faculty. many of whom had
earned advanced degrees {from northern and eastérn universities,set high stan-'
dards for behavior and scademics. They shared a belief in the "Talented '
Tenth," a cadre of educated Blacks who would provide leadership to the race.
Equalling and exceeding whites in knowledge, skills, and gentility was
gospel smong believers in this tattn,

From the 1924-1925 Crimson and Blaok student handbook, for example,
rules for English ‘'students were explicit: "Write all lesson
asﬁignmenta in your notebooks; As you have at least three'other
lessons to prepare daily, do not attempt to trust your memory." For
history classes students were warned: "To study history intelligently the

student should follow the suggestions of the teacher as to the keeping of
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notebooks, map work, collatersl reports and wider reading." Advice

Ain the form of twelve rules for studying (with Nihil Sine Lsbore 88 r

;u\t;;eitle) were 1isted presoribing the kind of 1ight and space at home that
would be adequate. Also included were *Hints for Dunbar Roys and Girls
§.s.'tbr girls, "silks, cngffbns.'georsettas.,natinp'have no plasce
in you; wardrobe*: for boys, "Wear ties, sooks, and shirts of quiet colors.
Don't let them be conspicwous and showy. Keep your shoes clesned snd polish-
ed.” Rules for entering and leaving classrooms uer; stated with umis-
takable clarity: "to talldng or mn‘eceséary moving sbout is to de allowed
after the bell has sounded.® . o
The daily schedule of sev;n,periodg with bells punotuating changes 1n. .
classes, exoept‘fbr those occasions when the eléctric bells broke down,
were the ssme as at Ceniral. although the teacher load and class sizes
ran higher at the Slack than at the white high school. The academic courses

of study and texts were the ssme inoluding the one piece of required work

"in the senior year that drove students to purody in their yearbooks and

127

.literary journals—<Edmund Burke's "On Conciliation With Americs.”

What happened in Dunbar classrooms within s context of clear and pre-
cise student expectations for scademic ubrk and behsvior and a faculty with
8 high level of acedemic training facing, from behind the teacher's desk,
classes of 35 or more students five or six times daily in-row after row
bf bélted;dou;”;;;ks. can only b3 inferred. Few descriptions of oiussroons
were available. What these scattered photos, student newspaper items, year-

book vignettes, and officisl reforts show are insta ea“ﬁ( project work,

student participastion in classiork (e.g. rcports._ ebates,eto.) within a

larger framework of teacher-centered patterns of instruction.
Harriet Riggs, English and History Department Head for Armstrong and

Dunbar high schools, reported in 1920 that in English “the sooialized

. L
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recitstion was found valusble in. teaching pupils how to think and how to
study.... By this method of reoitation esch child contributed his part and

learned to work for the welfare of the group.? In all history classes, she

'oontinu-od. 'Mats vas plqced upon geography and map study. In many

classes both teachers and pupils collected pictures and clippings beering.
on the subjects studied. Oonut-it effort was made to show the connection
the past and present.” Senior English classes of Miss FHoward and Mr. Hili
did individusl projects on eighteenth century England, creating their
versions of magazines liks the Spectator, models ofA villages.lurals.ctc.
The photos of English and Spanish showed familier patterns of teachers
talking to the entire class; one photo of a chemistry class shows the teach-
er conduoting an experiment in front of the room and the students sﬁnding
in e half-éirclé around him watching. Data are few for Dunbar. Only partisl
inferences are appropriaté given the skimpiness of the éyidenoe.ms

Until an intensive recovery of more classroom deqcriptions of Nunber
teachers occurs, udt.t.le more than informed impressions can be offered now.
These impressions and partial inferences, laced with tentativeness,
link easily with the patterns revealed at Central High School and the set
of other descriptions from high schools elsewhere in the city. As tentative
as sll of this is, a student essay on whet happened in 1942 when the
electric bells went out of order at Dunbar gives us a peek at the reality
that somehow keeps dancing beyond the available nidence.u’

CLOCK TROUBLE

.« -When the Dundbar olooks éro out of order, the efficient sohool
currioulum of Dunbar no longer exigts (Long Live Clock Troudblel)

The weary janitors climb the staird snd clang the sncient 'oow
bell' which sends children springing from their sests, dashing down
the hall, and puffing into their next hour class only to find that
the class dbefore has not heard the dell and they will have to re-
turn to the class they had left. After they have returned, the
teacher proceeds with the lesson just in tiwme to be interrupted
by the bell snd leave the homework unassigned. (Ah, a good night's
slsep for oncel) 130
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CHAPTER 3
THE NATIONAL MAP: RURAL AND URBAN SCHOOLS, 1920-1940
A Hilladale Coumty (Michigan) teachc; in a one-room school wrote her
superintendent in 1939 of the changes she hed initiated in her claasroom
since attending a summer session on' a scholarshipf from the W.X. Kellosg
Foundation. Leona Helmick reported what she had done at Grubby Knoll

Schéol. ‘

School began one September morning. Enrollment was taken. Classes

were called by @ "tap' (Children turn in their seats), 'tap' (children
rise from their seats), and 'tap' (children pass to front of room where
recitation occurred). This ssme cell bell had called classes for fourteen
years before this. Exact assigmments were given in all subjects, an
average of twenty-five classes were called (to recite to the teacher)

and by much hurrying, school was dismissed at four o'elock.... We did

art work once a week for enjoyment and training....

Now the little bell is no longer used. The children come in large
groups and sit with their teacher in a large circle at the front of

" the room. Here they read and talk as the need may be. Much of the
studying is done here. Quick pupils assist slower ones near them.

- This eliminates walking around. When the group is finished another
group comes. Arithmetic is privately worked out at their seats with
some drill and blackboard work. Each one working according to his
own ability and speed.

Instead of learning a lot of rules in grammar that many of them
never understand and others soon forget, we study birds and write
stories about them. We publish a bi-monthly paper. In this the
children volunteer original poems, stories, and articles....

We still follow the textbook in Geography although we enrich it
with units on travel, transportation, special studies of products
and places. Last year we did a good unit on Miohigan.

1

T have learned to think of the needs of the pupils.

At just about the same time Helmick wrote her superintendent, Time
magazine carried on its cover fhe portrait of Frederick L. Redefer, Execu- '

tive Secretary of the Progressive Education Association (PEA). Pronouncing

d

that progressive education had "strongholds in the suburbs of greater

New §ork. Chicago, and Los Angeles,” th§ movement was pou-"prGGOHinatoly 8
pudblic schooi.affair" even "transforming® major school systems such as
Denver, San Francisco, Los Angeles, New York City, and Detroit.a

While Time made no ucntion of rural classrooms, Leona Helmick's report
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suggests that progressive theory, as she understood it, penetrated at least

one Hillsdale County classroom. To what extent these ideas turned up in

other rural classrooms in the two decades between the uorld wars is one of
a number of questions that this chapter will try to snswer.

Hillsdale was one of seven rural Michigan counties that‘pbrticipated
in a three year project aimed at improving rural life through the sohools{
Between 1936-1939, the W.K. Kellogg Foundation provided funds to "give
teachers and administrators a clearer understanding of the philosophy,
psychology, and procedures fgyotiiéﬁin ihe newer concepts of education.”

Through college extgpsi6h‘courses, weekend gatherings at the Foundation's

-

'oanps. andfspeéijl summer college courses teachers were expected to carry

back to their one-room schoolhouses new skills and knowledge to use as

3
means for improving rural education.

In these seven counties there were over 1300 teachers working in one-

" room schoolhouses. Their average level of schooling was two 'years beyond
- -

the ﬁigh school diploma. In 2 remarkadble dooument 193 of these teachers
who attended Kellogg Foundation-sponsored courses, workshops, or summer

sessions wrote to Henry J. Otto, consultant to the Foundation; desoridbing
"the changes in classroom teaching ... the administrative problems whicn

had arisen in connection with these changes, and the procedures which were

¥Because three of the teachers were listed as anonymous, I have used 190
reports in sll of the analyses.
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The accounts rnngod'rrcu sheer sostasy over rejuvenated teaching to
en obvious, and cllott'emb-rnssius. sbsence of any change uhatibOVer.
order to assemble a cohorent portrait of these rural teachcra' class
activities. I grouped the neported practices into categories extracted from
progressive education literature on appropriate classroom tcchniqués and

constructed the follouing tadble. -

Table 2. REPORTS FROM 190 OIE-ROOH SCHOOL TEACHERS IN MICHIGAN WHO
' ' PARTICIPATED IN KELLOGG-FUNDED ACTIVITIES

Category . Number of Teachers Percentage
Physical Changes in Room
a. Remove/modify student desks 32 17%
¢ b, Make room home-like,(e.g. curtains,
sofa, tables,etc.) 18 9
¢. Create centers for students to
read, work,etc. 32 17
d. Did at least two of above 19 10

Grouping Changes
Teachers report oaubining oclasses,
using small groups determined by
ability, individuslizing instruct-
ion, etc. 50 21

Schedule Changes
Teachers report any change in daily
or weekly schedul:® aimed at introducing
- a new practice, different subject, or
modified groupirg. 37 10

Inoreased Pupil Participation
Teachers report change in governance
of class with students leading dis-
cussion, running olubs,electing
officers., 83 ' 23

Provisioning
Teschers report seeking out books,
supplies, equipment to satisfy changes
made in instruction, ocurriculum, and
other parts of the prostgl. S 83 : 23

‘Activity Method

Teachers report usins method, desoriding
projects, snd ’Ptcgrltion of two or
more subjeots.
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Extracurrioulsr Activities
Teachers report initiating clubs .

_ ‘(hot lunch, Mothers' Cludb, d-H,ets.). 53 , : 28

Changing Report Cards

Teachers report using s card that

focuses upon child's emotional de-

velopment and dasic subjects; does '

not use letters A-F, 25 ' 13
Making Currioculum Relevant {excluding
activity method)

Teachers report use of field trips,

current events, examples from daily
- 1l1fe in instruction, etec. ™ : &0

Substantisl numbers of teachers reported the use of activity methods,
including the use of projects to correlate different subjects and efforts
to tie curriculum more closely to the lives of children. Fewer teachers
reported other changes in how they grouped children, modified the daily
schedule, altered report cards, increased pupil participation, and re-
arranged class space—a pattern resembling teacher selection of classroom
practices elscuhere;

Since these figures summarize what individual teachers reported, no
sense of how many teachers employed one or more of these practices is con-
veyed. The table below-suggesta the breadth of teaohérs' activities.

Table 3. SUMMARY OF TEACHER ACTIVITIES

Number Of Categories Reported Number Of Teachers Percentage

0 11 6.0
1 58 30.0
2 36 19.0
3 34 18.0
4 27 14,0
5 9 5.0
6 9 5.0
T 3 1.5
“ a ‘2 1.0
9 1 .5
10 0 0.0
11 0 0.0
190 100.0
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l9 criteria iet. exist for determining how many activities and which ones
define a teacher as brogroaﬂstvg; Avare of all ﬁhe broblm inherent in
_ developing such oriteris, T comstructed two in order to snalyze the dats:
the number of progressive teclmiques teachers reported they used and any
- rearrangement of clauro&i spaoce, ﬁot!ons‘of progressive practice generslly
included numerous teacher behaviors (grouping practices, student activiﬁiés.
pupil participetion, arrangement of space,etc.) Also the tight linkqge
between use of classroom space and furniture was a commonly-expressed and
sought after’fundsmentsl in building a student-centered classroom.

Almost half of these Hiohijan one-room teachers reported using

only two techniques:; one-quarter used four or more practices. Depending
upon how much weight an obssrver gives to.resrrangment of spsce as a
sign of progressive approaches, partiocularly in these one-room school-_
houses where bolted-down desks were common, of the fifty teachers (25%) who
used four or more new techniques, two out of three made some change in the
rm.(e.s. oreated space for learning centers; unbolted desks and put them
of skids; placed curtains on windows.. installed tables,sofa,etc.). Of the
twenty-four teachers who reported four or more naw.praéticaes. 87% had made
some physical change in the room.

Such data have obvious limits. The teachers are an atypical sample, only
15% of total staff in seven counties, and these were either recruited to
attend or sought out Foundation-supported courses. Moreover, self-reports
are selective, lack independerit verificstion, and often suggest efforts
to please donors Br supervisors rather thsn offer a realistic assessment of
-practice. A number of reuarchofu have underscored the irresistible infla-
t1on of teacher estinstes of their immovativeness. Daspite these limits,
there sre some decided strengths to the dsta. They yield a glimpse of how
pfosnuive conoepts get seleoted and put into olassroom praoctioce.
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Through such varied filters as professors of education, tMatlm
reformers, books, other teachers—classroom practice changed unevenly
mg'teaohors. Second, differing views smong teachers regarding
progressivisa appear clearly. i iy ﬁ ‘

Alice Dean in Calhoun County, for 4ex'mvlc. let students work in-
dividually one period a day on arithmetic prodlems, helping one another
when necesssry. In the last two years, she said, this was “the biggest
change in tesching that I have undertaken.” Or Leslie Engle, another
Celhoun County teacher, reported her new system of recording esch student's
personal, family, and school information as the sole imnovation. Other
teachers instituting such changes as a soience center, adding tables to a
a room, settin_g up 8 hot.-lwch program in the face of a hostile parent
obmmity or indifferent supertntendent; oconsidered -cﬁch chsnges as personsl
tfiulphs and, in some instances, viewed themselves as progressive teachcrs.6

Finally, the data make unsistakably clear that sowe rursl teachers
who were 1solated from one another and received little support from su-
periors, nonetheless introduced some new practices into their roons However..
the majority found }t difficu1£ to install adre than two progressive techni-
ques over a three year period.

Was southwestern Michigsn a microcoss of rpral schools across the
country? Yes and no. The "yes" hdlf of the answer comes from sbundant evi-
dence that progressive methods appesred in individusl rural schools, both
newly-consolidated and one-room buildings soross the country.

Highly publicized experimental rural schools garnered national limelight
in professional journsls tbroushou;. the 1920s and esarly 19_50-: Marie Turner
Harvey's work at the Porter So_hoo_l in Kirksville, Missouri; Ellsworth
Collins efforts in developing the project method in MoDonald County,

€
Missouri: Fannie Dumn's work at the Quaker Grove School in Warren County,
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New Jersey.
There ware many less publicized efforts to introduce progressive
techniques into Black and white rural schools. Soae of these in-
stances were collected in a s'rvey conducted by the Progroui;e Eduoation
Auociniion'a Committee on Experimental Schools in 1937. The Committee
sent letters to over 300 schools and distriots in A3 states. SevmtyJ;sht
replied; 45 came from public schools. Of 'f.neae. rural teschers, supervisors,
and superintendents in Connectiout, New York, North Carolina, Arizona, and
California reported curriculus revision, integration of various content
areas into school-ui&e programs, activity programs, and other Qtu:lent-
centered apm'cmt:hu.8 |
Even less well known are the decisions individual teachers quietly made
vhen they tried different methods at great expense to their salaries and
their limited le;sure time. Consider Mary Stapleton from Cuttingsville,
Vermont .
In the fall of 1932, I had an enrollment of about 20 pupils in
all the grades. My superintendent told me about the Winnetka method

(an approach that stresses individusl instructional materials matched
to differences in pupils) and suggested my reading some books....

During the fall and winter of 1932-33, 1 did & great deal of
© research work, and in the spring I developed the teonicfsic]in
spelling.... I divided the words into umits of 25 or 30 words each
according to (students') grade placement and sbility. This method
tests the children on words we want them to know dbefore they study
them and allows them to concentrate on the words they miss in the
test, rather than wasting time studying words they already know.

This plan in spelling proved so successful that I decided to try
to develop arithmetic the next fall.... I collected all of my text- -
books together with my state courses of study and divided the year's
work of esch grade into 8 units, each with 3 or % sub-units. The
next problem was the development of » set of diagnostic tests
covering each detail....

I found it helpful to exchange tests with other teschers. For a
small sum I obtained tests from Winnetka. I cut out examples
and problems from ol¥ dbooks, pssted them on csrdboard and placed
them i my files. The last and perhaps the most important job was
to supply the children with self-instructive prasctice material.

’ - .”1 ?!L:?€;' . “
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Printed drill pads in arithmetioc and English have been found help-

ful....

By the end of the year I had fewer failures than ever before, The
children had degun to realize the objectives of this instruction .
and sinoe there wuld be no repeating of grades, it wes up to easch
to progress at his own rate of speed....

. The activity side of the instruction osn be worked out effectively

in the social studies program.... For example, an aoctivity dealing

with Indisan 1ife is an opportunity for children from the first to the

eighth grades to make a contribution.... The question that confronted
me as I worked out my units wes: where can I get the materials to
construct these sctivities? The question was answered by sppealing

to the children.... 9

The "no" half of the answer comes from numerous state and lgcal studies
of rural schooling since 1920. They provide a backdrop against which the
rural Michigan data can be compared to determine what teaching oconditions

L 4
and classroom practices were elsewhere in the nation.

Rursl schools were diverse. One-room schools in West Virginia hollows,
rickety shacks on a scrudb dbrush half-acre on a Mississippi plantation, and
a newly-plastered room in a recently-built Iowa consolidated school merely
skin the varied surface of rural schools. In 1920, almost half of all
children enrolled in schools attended rural schools, that is, ones located
in the “open country,” and villages but not plsces over 2500 people. For
the most part, rural will refer to schools with one or two teachers, village
schools and ones consolidated through ihe closing of nearby one-room build-

10 .

ings. 2

Few writers at this time sang the praises of the rural school. Pro-
gressive rhetoric and wisdom locsted the one-room school somevhere between
the flintlock rifle and the wooden plow. "Devoted reformers, philoséphers.
and educators.” a U.S. Bureau of Education specialist in rural educatidn
wrote, "have been traveling the length and bdresdth of the land preaching

) 1"
the inefficiency of the little old red schoolhouse."
Preaching and consolidstion cut into the numbders of such schools. From

an estimated 195,000 one-teacher schools in 1917, the number fell to 153,000
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enrolling 3,000,000 children a decade later. Still, some states contsined
many one-teacher schpols. In South Dalota, for example, four out of |
five teachers taught in one-room sohools. Half of the teschers in North

Dekota did and over 40% of the teachers in Jowa, Montana, Nebraska, and
Vermont worked in these scmo:«:»ls.12 ‘ - ' n

Hof: often than not these tuildings were old, furnished uﬁ.h antique ' |
equipment , and isolated. Teachers had little education beyond high ;ohool.

They were young (median age 21-23), had little expértenoe. and were mostly
female. Turnover was high. Wages were low. Frol’300 to’Goo 8 year(1920) for
one~-teacher schools, depending,.on the state, wages rm’SOb t.o"loo less

for jobs in village and town schools. Class sizes ranged from 20 to 60
students with the major difficulty being many j;'ndos in one room, 1i.e.
thirty puptils s‘;attered across eight grades with the teacher required to in-
struct in- all subject areas for each grade.13 .

What did teachers do all day in these isolated yet vdensely-packed -
rooms? In the nid-1920§. hlreachers College graduate Qtudent surveyed 860
one-room school teachers in twenty-four states. Verne McGuffey found
teachers reporting that they advised the school board on classroom needs
(78%), visited parents (78%), provided drinking water (74%), oversaw school
toilets (83%), and regulated hest and,ventilation (88%). Instructionally, | I

. T3% taugﬁt all subjeotL in eight grades

. 82% kept several groups busy while one recited . . , .
. T5% presented subject matter fn short periods A8 o
. 56% planned and executed work with little or no supervision .

Look at teaching practices in eightm Pennsylvani; qounties with
mainly rural schools in 1920, Reports came from 62% of the teachers
in one-room schools. Median sge of tesshers (of whow T6% were fems! ) p;n | ..
twenty=three. Host. bes;;; teaching at nineteen. Almost four out of five
teachers lacked a high school diploms or any formsl teacher ﬁfuthing. Class
size averaged 26 in the eighteen counties with sbout one-qusrter of the ‘

.
&
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teachers reportiﬁs enrollments ovqf 35 atﬁdentsp Remember that each class ’
contained students spread over eight grades.’s i
' thn teachers say ﬁow many recitations they had, thni is, how many times
a day they questioned students in éach graie within the class, figures
* stagger teachers today.'a;e'out of four teschers said they had conducted 30
. Or Wmore reci‘ations a dasy. The median was 26. Since the school day averaged
five and a hﬁ%f hours (330 minutes), apart from recess and iunch. teachers
reporting 30 ér more recitations met ddily for at Iéast ten minutes
"with one or nore'studcnts. dismissed them, met with snother group,ets.
Even the State Department of Education's formal course of study recommseded
23 daily recitations. All of this suggests the rugged, if not intenmse,
schedule s teacher in a one-room school followed, sccording to both ex-
pectations and selfhreports.16 .
Shortly after the Pennsylvania study, Orville Brim, proféasor st Ohio
. State University, led a survey tesm that evaluated Texas rural schools in
1922, Brim examined the published ourriculum, surveyéq county superin-
tendents and teachers on how the curriculum was used, and, in a step
unusual among researchers then ard now, trained a set of observers to
desoribe classrooms in 230 rural schools. Theée one-teacher schools, as
elsewhere in the country, co&f&ined up to eight grades. Texas teachers, Jike
‘ their Eounterparﬁs in other states. had limited education, received low
wages, and ficed similar-sized classes. In these 6m; and two~teacher schools
the short 3la<< =~ iod of tyo to ten minutes, 28 éimes s day was degcrihedjv
What did . -:rers do in these brief episodes, called recitations”
Brim and his colleagues sunnar;zed teacher practices:
D1heneereeenesnnernne e WS
.Formal textbook recitation...27%
Meaning of text scught.......27%
.Discussion of vital questions.dt '

.Enjomt......."......."....5’
.Construction ubrk.,.:.........ll .

\
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The textbook was the primary source of the lesson (88%) with little
use of ourrent events and children's experierce (8%), aocording to RArim's
tesm. The investigators found that virtually no specisl uork or\erojects
18. .
were given to students (found in 3% of ciasses).
Brim's final summary of what he and his tese saw in recitations follows:
In practically all the work obsérved. the teacher is concerned
in drilling the ohildren upon somé facts they are supposed to know
or in asking questions that call for textbook snswers. Occasions
for thinking are few. Little, almost no, attempt is wmade to enrich a
ochild's 1life with new interests.... Work does not grip the pupils.
They add 1little to the facts of the lesson.... The teacher then
arbitrarily assigns the next lesson in the text without any effort
to develop interest or insight. The class is returned to its seat to
memorize the text for the next recitation. Here they work blindly

or half-heartedly or idly sit, with occasional admonitions from the
tecacher to study their lessons. .

This, Brim ooncludes, is the pioture in "70 to RS percent of the
schools™ in all parts of the state. "

In other states throughout the 19208 and 1930s the rigors of Seaching
all sﬁbjects to a few students scattered over the grades produced in one-
teacher schools the staccato series of brief recitations bracketed by-l\ |
opening exercises, lunch and recess. In North Dakotas, to cite .an instance,
actual daily programs from one-room schools were collected in‘1928 for ]
Masters' thesis, For a‘school with 24 pupils in School Number ‘!'hrec;. Norway

| District, Traill County, the teacher held 22 recitations, averaging

about fifteen minutes each’ between 9:15 in the ndrning ind §:00

in the afternoon with two recesses and an hour for lunch. In the same
county, School Number Three in the Belmont District had 13 students. Twenty-
one recit':.ations. also averaging about the same time, within the same length

. school day, were held, For a Cass County school where the new Rursl Course of .

Study wss being implemented the teacher's daily program called for 22
recitations, about fifteen minutes each, for 19 studmtp although in this

case the teacher m grouped students by primary, 1nt.cruediate and
: 20, .

grmr levels rathcr than dy grades.

]
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One researcher summarized eleven studies identifying in-

-

structional problems of over 3200 rural teachers in over twenty states.

All of the studies were based upon tescher reports of their blems. The

similarity in problems disclosed by these investigations is str
researcher distilled into a 1ist the diverse problems described by \eachers.
Heading\that 1ist was t;\e category of inadequate time. Teachers compl
that they lacked time to:
-—prepare plans for every subject for all grades,
—help individual students,
—éllsw for pupil aotivities.
"There is general agreement in these studies." she concluded, "that the
most frequent and most difficult problems of rural teachers are due to the -
one-room ungraded type of organi_zatioi?.;.."21
Yet 1nge,nui£y and persistence in the face of these obstacles turned up,
suggesting that teachers, like most other people, did the best they could
with what they had. On the everpresent problem of 1ns.ufficient materials
for seatwork, for example, Stella Lucien of Lewistown, Montana described
what she did. |
I obtain one copy of Laidlaw's Silent Reading Sest Work for each
grade. Many of these lessons direct the child to make some article,
such as a bird house, a bubble pipe,etc, I ocut out such lessons and
paste them on cardboard. We then have seat work which may be used

over and over without additional cost. Ve keep thea in boxes and
:use them year after year.

. Teacher Ruth Cederburg of Firth, Idaho wrote how she got primary

students to be neat, -

I tacked a strong string scross the front of the room; on this I
fastened a balloon in front of esch row of desks, Esmch evening
before dismissal, aisles and desks were examined. If every ehild
in a row had tidy desks and clean aisles the balloon in front of
that row remained up. But if a single child had an untidy aisle or
desk the balloon was taken down and remained down the following
day. It was not long before every balloon remained up. 2%

3

None of these studi'es mention specificelly Plack rural schools. Plagued
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by the ssce uorkins'oopditiona d?scribed before, untrained, poccly-paid
| teschers with little formal education, tesching with few books snd ma-
terials, faced the same structural problems that affected how they
taught: pupils of different ages spread'omer «ight grades, mandates from
school board and superintendent to cover all sﬁbjects. and insufficient time
to do everything. |

" Fisk University soclologist Charles Johnson direo‘Ld the'§§25 survey
of Louis?ann ack schools. His tesm found the same dreary oatalogue of
problems in their visits to 132 one- and two—teacher schools familier
to informed o;servera of ruf;l schools in other states. A typical situation

in these schools, representing 65% of all Black schools in the

state, according to Jomnson, was captured in a degcripti&h of éhéuéﬁéifoﬁ
School in a Delte parish in eastern Louisisana.
Appronch;ng the church in which the school was housed, the field
workers saw tuo small privies surrounded by thick velta mud next to the
front entrance. Inside the school sixty students spanning seven grades sat
next to one another on long wooden benches, fidgeting while they listened
to an overweight teache; talk. Because of the chill in the morning air,
there was much shifting around to allow students to get closer-to
warm areas nesr the small stove in the back of the room. No ventilation
in the room stirred the air except f&r the draughts that came through the
- many cracks in the floor and wsells, Smudged darkly with smoke, the walls
held %erosene lamps. One of the lamps hung from pﬁ equally dark ceiling. Just
above the pulpit, at the rear of the room, a washstand stood with s cracked
pitcher. The.room was orowded. )
The visitors wlichgd the tescher pass out two half-sheets of p;per to
esch Pupil ssying, "It's got to do you all dsy, so be csreful with it.” She

looked at one observer and said: " We don't have no 3590113: we don't have

a
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no books; we don't have anything.” She looked back at the class and began

. giving out aui&mﬁs in history and apelling, grade by grade, to the . | o )

L2

restless but quiet students.

Take pages 85 to 50, seventh grade. Sixth grade take pages 20 to 30,

- Now read this and tell me what you read when I come back....
All right, fourth and fifth grade, spelling. The first word is

correspond., It means to write people. Second, 1natrunent—-aonetn§ns

you use. Do you know any instrument you'd like to play? Come on,

talk up. Do you have a speller, Fred. No? Well, just sit and listen. )

You'll just have to do without. Third, exsmination, sometimes we have

yes and no--that's examination. Fourth, temnis——that's a gase.

Fifth, ninety, counting from one to ninety. All right, that's your

spelling. Use them in sentences,

The téaéher. walking around the room with a switeh in her hand,

then moved to reading for the lower grades. She read a single line from a
—-———"hook-and—the—children repeated-the-line, She completed the lesson in
25

that uanner.~
Jomson also offered a portrait of a one-teacher school that, in his
judfment, "stands in sharp contrast to the mass of one-teacher schools in
the state."” The Brooks School, a tiny white~washed frame building oéJa
tleared plot of ground in East Feliciana Parish, received a team visitor
the week before Christmas. On a table in the room was a class-built scene
of the manger and the Christ child. The work table in the reat and the book
shelves along the side of the room were covered in bright red and yellow
0il cloth while the shelves in the rear of the room contained water glasses
individually labeled for the students. The room was spotless. T
As one group of children sat in their seats making gifts for a party,
another group stood at the work table making "favors"™ with scissors, paper,
snd paste. The teacher moved from group to group quietly listening and
giving advice when asked. | | '.
The olass had Just completed a unit on cotton.
The teacher who had worked on a farm had shown pictures of the various

stages of cotton produation and sctual plants., The class

ERIC | o 183
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had gone through the proocess from seed to clothes with all the grades,

using srithmetic and resding where sppropriste. In the first grade she

used flash cards marked COTTON and related words. In second and third

grades, pupils made sentences about the plant, and in’ Sixth and seventh
grades they wrote short stories. On many oceasions, the visitor was told,
all of the children participated in discussion. Even with all ofnthe grades
and subjects to cover, the teacher moved the class through the subjects in
an orderly manner, the team worker rcported.25 o

Tae Brooks School was an exception. Of one hundred teachers, seventy-
five had never done a unit that included a project or similar activity. The:
twenty-five teachers who reported that they had done projects listed: Indian-
Life, Gardening, Products of Louisiena, Health, Sewing, Cooking. and Life
at Home. Student participation in school governance was non-existent: of 132
one-room schools, 115 teachers efther said they had no student govermment at
all or did not respond.26

This cosrse-grained picture of Black and white rural schools begen
with Hillsdale County teacher Leona Helmick and her colleagues
in southwestern Michigan who had received some fbrmal.exposure to progress-
ive methods of teaching. I had asked whecher these one-teacher schools were
a microcosm of the rest of the country.‘Criss~crosaing the country, a number
of state apq national studies suggested yes and no snswers. There were
numerous instances of progressive practices but they seemed to dbe tiny coral
reefs in a vast ocean of teacher-centered patterns of instruction.

The final data that I offer are 103 classroom descriptions (exeluding
the 190 rurasl Michigan teschers) I collected from thirty-two states in
every region of the country. Does this dsta converge with or contradict
the diverse studies already reviewed?

While the 103 photos and written sccowmmts differ from the sources

=
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Rural One-Room School, Crossville, Temuessee, c. 1935 (Library of Congress)
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Rural One- Room School, Breathitt County, Kentucky, Activity ?rogr, 1940 (Li

brary of Congress.

192

e T

R F LN



. ‘

" by »
ot B e L B N L L

keI V7 SO

« -y, ; \\
TR R S o ..
s g e

i
m_

A .
T
et ae b

ol I O i i e B BN

emintary

r

B

- San Augudtine, Texmas Bl

93

E

.




e
‘(“ « o -

»
[ 2
R

\
i
{:
t

{
34
AR,




¢
151 '

used in the studies &F ;'uralf_ schools described above they, nonetheless,
dispiay a rough symmetry with that'data. Teacher-centered patterns
of instruction re;istef strongly: studgnt-centérod pfactioca scale no
higher than 80% with most falling 25% or less. Very few of these 103
teachers tried projecés or centers; they show up in less than 10% of t%e
elementary school classrooms. Prégrcssive practices, .as defined in these
" categories, existed in rur§1 classrooms nationally but were probahly an
minority. -
One curious note is the high percentage in group instruction
and class activities in the mixed pettern of teaching.
Half of the teachers used a blend of large and small sroup
instruction accompanied by uork with individual students; almost half of
the classrooms had activities where a mix of student—centered and teacher-
centered approaches occurred. Compared to the other settings, these percent-
ages are high snd may stes from faotors within the rural classroom unlike
any faced by teachers in city schools. Hith.students Qpread among seversl
grades in one room, for example, teaehb.g wuld generally call upon a few
stud;nts to recite near the teachers' desk, leaving the rest of the class
to work on different assigned tasks until they were cslled to the recitat-
® ion bench. Students working in groipa and helping one snother in one-room
sohools. then, may explain uhy practices fn ungraded rural schools varied
from those in graded urban schools.
The dominant petterns of instruction were tenéher-cpntered and mixed-—
similar to, but not identicsl with, oonfigurations that surfaced in the

three cities.

-~

So far I-have tried to reconstruct teaching practices at the turn of

the century and between World War I and II in three cities and rural

B 112
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schools. Now, I turn to teaching practioei that were prevalent nation- : | -
l‘.‘lly; in the intervar périod. A look at schools beyond the three oities I |
have desoribed would set the stage for a summary of the similarities and
‘differences that T found in both rursl and urben schools played against s
national backdrop. That summary would then be: contrasted with teaching
prag}ioea in 1900 to deterninc what 6hanses.if any ,had ocourred in classrooas
by World War II. '
In exiunm_euqeme of what teachers dil in their classrooms, I will
concentrate on those be;ehing sctivities thet were clearly targets for
change: formal recitation, Qhole group 1natrucpion. the teaching of separate
subjects, and lack of student sctivity or movement in the class, At this S .
point, susmarizing data drawm fron classroom descript&ona on group imstruct-
. iom, 61ussroou'act1vitigs. and student movement in the four settings is
appropriate. '
Recall that the teacher-centered pattern for group instruction 1nc1udddk
teaching the entire class as a unit-ﬁhile within a student-centered psttern
it referred to dividing the class 1nto'luallugroupa and individual work, M“_m_‘
The mixed pattern deacriﬁed teachers who used.varied grouping techniques '
-ranging from teaching the whole class to 1nde§endent work. Elementary class-
rooms in Denver and New York City showed th; least smount of whole group
tesching and the highest smounts of work in small groups.Ih these oity high
schools the favored grouping wes the entire class although p‘rcent-ges for
- rural classrooms were lowqr.SIBQIarlg.urban high school teachers infrequently
divided th&ir classes into groups with rural teschers showing a slightly
higher percentage than their urban cousins in using swsll roups for in-
struction although the number of teachers is small.
What emerges ctarkly in these graphs are divergent patterns in

grouping between elementary snd high school glasqroous: the incidence of

Q o /
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Figure 9. INSTRUCT YONAL GROUPING PATTERNS IN FOUR SITES, 1920-1940

GH SCHOOLS

7%

147, B %%

A——_Haghington, D.C, (22)

_69%

" L—_New York City (55)

r’
82%
b peRvex (76)
50%
252 .e:.:: LX) s - Q.... ... o...o.o ....l.Q 50?.'.
| 25% 131
| suxal (16) Rugal (D |
100 80 60 40 20 20 40 60 80

_ERIC

Aruitoxt provided by Eic:

193

. Teacher-centered

m Student-centered

( ) Number of classes

100



Figure 10. © CLASS ACTIVITY PATTERNS IN FOUR SITES, 1920-1940
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Aulyols of sources that produced this percentage showed that the activities cne from photographs from local papers
. that school officials had provided to reporters or newspaper articles that described activities, mostly of the project,
varlsty. This porcenta;c, then, probsbly overstates the ftequency of student-centered activities,
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Figute 11, STUDENT MOVEMENT PATTERNS IN FOUR SITES, 1920-1940
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Figure 12, USE OF PROJECTS/CENTERS IN ELEMENTARY CLASSROOMS, 1920-1940
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whole group instruction ocourred far more in Mih sthool than in elementary
classes; tesching in small groups took plece substantially more often,
except in rural schools. m the lower srndcs than in the bigh aohool.

Onder "c:l.m Activities® uhere recttation. dtnmiou. projeot work,
seatwork, and the usual instructional tasks oocurred, similer patterns
surf‘ace. More t.eaoher-centerod class sotivities and fewer student-centered
ones turned up in hish school than clunénhary roon. Otheru:lae. no elear
patt.ern between and saong oity and rural cluma ‘emerge;

For "Student Movement", the ssme conﬂ.surntions between clmu;y' and
high school teachers, cxcept. t‘or rural olusroou. nppear again. Hore stu-

-

~dents move about in lower than upper grades with' Deuver and Wew York class-

rooms showing susbtly higher per?ntms in both ténohpr- and student- .

centered patterns. Finally, the poroentage of eleuentary, classrooms that had -

project uork ran highest in Denver, New York City, and rural Kichtm

clasaroon althoush Denver's figure is inflated due t.o ‘the - sources used
These grdphs descridbe frequencies 1n‘t.eoch1ns behavior in almost

300 classrooms. They show seneral ‘instructional patterna suggesting '

the extent that- student-centered practices surtaced in how t.eachen

uorganiud their classes for instruotion, the sctivities they struotured,

and the degree of student mobility they permitted. What sbout specific
teaching tactioa lﬂoe the-recitation, tntbook. activity uethod.
ocooperative .planning between teacher and studant.etc? There 13 s small body
of evidence Ydesoribing mt teachers did in thelr olnurooug between the
two wars that offer some anmu <o the question.

Take, for example, the rouunuon. Teacher ulfn quutions. stu:lcnu
recit.e ‘gnavers from either a textbook, vorkbook. bl.ckbo-rd work, or
prevtouny nemorized oontunt. The famildar pattern of my teacher quéstions

snd . short snswers from students on speciﬂo subject matter l’na .

ol
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been lamented throughout the last quarter of the nineteenth century by
both joGrnalists, profeuiomla. and ref_omu. Romiett Stevens's trans-
soription of lessons in 1908-1911 doousiented m;t others had observed. Tn
the. decades that followed the publicatiof of her study—I suggest no cause-
efreqﬁrrglatic;nahiy-th,'l formsl recitation softened. ‘The gradual penetration
of the "socialized recitstion,” a technique that had students, instead of
the teacher, cover the sﬁbjeét matter through student-led discuuions. re-
ports.:tagins of scenes from novels or plays. pmell. and dcbatea This prao-
tice.transformed the foml reoiutiou. Verbal exohnnges between teacher and
student.g still pivoted on questions asked by the teacher but could slip
easily into either a quasi-conversation or shift back toward the formal
recitation where the tescher delivered a volley of t:npic(!-ﬁré Questions
to stidents who returned the volley with one word answers, followed, in turn
by another burst of teacher questions, Stpdms standing at their deska
recitins. a familiar image in clmroon,/ for deoades had bm. by the
19408, & quaint custom in urbdban clnurqélu Haplacins it was the alno very
familiar mase of arm-waving pupils vﬁns for the tescier's attention. -

Pedagogical raformers, divided lpl they were sr=m:g themselves on what
classrooms should be iike. probably/:uu the ~elaxation of formalism as s
plus, ‘But -far more was sought in ciumm change. The informal recitation
was viewed as one p_t;'a nusber of %mpe‘aing activities ohoun'
by teachers thet involved students in the life of the clﬁsrm. They |

!
/

sought, smong other things, small groups working on topios that joined
\ ,

different subjects, joint teacher-pupil planning, explicit links with 1life
. - -

beyond the school, and nuvé mvélvmt.of students in olass tasks

such a; building rcplién. painting iﬁrah. and dozens of other sctivities—

all orchestrated by the tescher in a subtle, non-directive way. Studies

of teaching gractice between the two wars, however, suggest that Vivian

-

T e
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Thayer's The'Passigg of the Recitation(1028) was premature and could have
‘been retitled "The Peraistence of the Reoitation."” _27 .

Some investigators in these yea;s looked at teaqhing methods in class-
‘roohs, but of the féw who did only a handful counted what they ssw. Counting
has no special virtue given';he varied meanings observers attached to such
words as "child-centered,"” “progressive," snd "modern.” '
Hence, I have restricted myself to those studies that reported events that
were ieas judgmental, less vulnerasble to interpretation. In short,
- behaviors that could be seen and counted, reduced the risk of misjudging
what had occurred in the c%&ssroon: groups of students uorkihg tosctﬁer:
students anguering teacher questions: movable or stationary student desks,
students giving reports. leading discussions.etc. Even with these hedges,
a8 risk of mis‘nterpretation remains dbut 1t is somewhst reduced. In comparing
‘the studies that I will descridbe here, a look st the graphs following p.152
shows similarities and differences between the classroom descriptigns )
collected and dategorized‘under "Group Instruction," and "Classroom Activi-
ties." |

In 1922. a statewide study of Texas schools brought Margaret Noonan:
a New York University profbsnor. to the state to direct thet portion of the
survey examining dlack and white city schools. An ardent
?dvocate,of progressivism, Noonan stated clesrly the standards by which .
she would judge instruction in Texas oity schoois: presence of group work,
joint pup11~teﬁpher plamnins. evidence of comnections betueen classwork and ' | f
life outside the school. and "the uhole‘child must be kepc in mind. '28

Trained obaervcra used » list to check off what thoy savw in teaohars'

rooms. Many statements yere open ‘to broad 1nterpretation by the observcr.
e.g. "students show enjoyment and sppreciation of sotivity.” A few items

29
on the checklist included specific items and behaviors.

207
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. Tadle &, ssx.sc'rsn rmss REPORTED IN 1922 SURVEY OF NINE TEXAS CITIES,
| I} A
AN Category . Vnite Rl ack \

. *
Furniture fastened T0 T ‘
_to floor ' B ‘

Activity uﬂgg&a&d : A ! :
by pupil or o —— -
cless 2 -0 _ —

- Pupils at work on i
same a+t1v1ty 56 . a2

* Pupils at work on ,
Xgroup .activity 1L I . 22

Pupils at work on - | o
- individual act- & o |
tivity : 3 2

Current events
discussed 22 85

Pupils moving _
freely ' 24 20

Number of olasses
observed ; (176) (%0)

On a larger scale than Noonan, Teachers College professor, Willlism
Bagley, conducted s national study on teachirg methods in 1930 that summari- .
zed results frm state, city, snd rural surveys between 1900-1930. "One
who studies such reports over a series of years,” he said, "could scsrcely
escape the conclusion that the work of the typical 'Aneriem classroom, .
whether on the elementary or aeoondary level has been and still is, chﬁract-
) erized by s lifeleas and perfunctory st.udy and recitation of assigned text~
'_ ook Interhh.":? | ‘ . |
To verify the accuracy of t:hes_o survey conélusions, ﬁngley wrote to
superintendents, principals, locsl and state supervisors of imstrustion
‘across the country asking them to ;n an observation instrusent he hed -

developed to. desoribe teaching methods. He received over S00 completed




157

clusroo- forms from over thirty statca unevenly distributed between
ml (169) end urban tsss). slementery (352) and secondary (183). Acknow-
ledging that observers m have had nried porcpeotives in demibms
teachers, he cautioned resders that these observations “camnot be regarded
as t!nroushly-typiéal of what is goirig on in olassrooms...." ¥

Although some cstegories were collapsed to provide clsrity, the main

results of his survey follow:

Table 5. FREQENCY IN TYPE OF RECITATIONS AND PROJECT METHODS REPORTED BY
| BAGLEY, 1929-1930, IN PERCENTAGES ~

. Method Rural Elem. Urben Elem.  Rural High - City High

Textbook ,
Recitation 16.6 1,0' ] 2@. R 22.5
Individual and .
Group Work: ‘
. dndividual ' . .
reports— - 7.3 T.T 10.0 5.5
group or : | | -
committee .
rﬁml’b—— 5.0 5.2 \ 1.1 3.1
individual N
and group
projects— 9.0 12.2 5.5 6.0
TOTAL 21.3 25,1 16.6 TR
Number of “o
classroons (10R) ‘ (23%) - (61) (122)

How ‘did Bagley explain the differences between those formal surveys
_that concluded textbook recitations dominated 1nstruct1?n and these

results from professionsls who ‘sat in classrooms snd

found that ‘student-centered practices had penetrated clssses considersdly
boeh in city and oountrysidc schools? Was it decsuse achool orrm-u
 responding to a professor wanted "to make as good'l shoving as possible in
the 1ight of contemporary idesls,” i.e. progressiviss? Or was 1t because
practitioners visiuns classrooms for which they were nsmuble. exhibited

&
er
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a "natural tondmy to interpret what they saw as conf;ar'uing closely with
generally socepted standards?" Iotﬁ:s.both explanstions, Bagley |
' dismissed them end concluded that “contemporary educational theory seems
to de affecting olunntm-ac—hool‘ practice in a fairly profound fashion,
and it is spparently hot‘uitﬁout its influence upon the secondary school.”
Whether or not a range of 151—25'5 of individual and group w?rk |
obscrved in classrooms is considered “"profoumd" mnt;ence. regularities
similar to ones I found appesr in Bagley's survoy‘.' Dif ferences between
olementary and high sohool sre evident in levels of recitation and student-
centered activities. Aiao the magnitude of individual and 'group work is

. comparable to peicentases for student-centered instruction under the
category "Class At:i'.:lvi.t'.iem."32 '

" In 1980, L. W. Krause, s public sohool tescher, completed a study in
icn Indiana :aitin of 217 fourth to sixth grade classrooms. Again, much
of the instrument he used t.o assess progressive pnct:l‘oe required lhgnat.
deal of judgment by the observer, e.g. teacher oonduo.ted olass on demooratic
principles, children showed signs of self-discipline, teacher encouraged
elesr thinking. Some items, though, did osll for describing the |
presence or sbsence of actual sctivities, reducing somewhat, but not

33
eliminating, the margin for interpretation by an observer.

20 .
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Those tallies follow: S
m

Teble 6. AVERAGE FREQUENCY OF SELECTED ITEMS REPORTED IN
. 217 INDIANA INTERMEDIATE CLASSROOMS, 1930

Movable furniture = 86 . - K |

Several groupsl of
pupils at work 2

. Variety of materials _ ;
present 16 " .

Tescher hai a wnit of
.work in progress 1

Students helping to plan
work , L]

For high schools, a mumber of studies between 1923-1930 concentrated
on what teachers did aﬁl said in '.their_olssm. Covering all of the
‘scademioc subjects in large and small, urban and rural, schools these in-
vestigators sat in classrooms, reobrdod. and transoribed notes fc;r ulnosi
600 experienced teachers in midwestern and Californis high schools. The
results are remarkably akin to the earlier work of ‘Roniett Stevens (1012)
in revealing the high level of teaoﬁdr oont".rol over the -mi and
direction of classroom talk; the narrow margin of time svailsble to students
"to respond; and how few other sctivities oocurred in the typiosl forty-five
minute period, ’
Lo Between 192!1-..1 026, university researchers visited 346 classrooms in
the Minmneapolis, Minnesota ares and found that four sotivities (t"e_ct,tnuon.
supervised qtudy!. a‘uism"m;ts and tests) acoounted for 90% of esch class
period. Reoitation oonsuod an ‘-n-g,'qfo of 62% of c_lqis unc Two ' - ,,.
. lorthuub_crq University professors went 'ato 116 Chicago social ~' -
studies slassrooms in 1529 and comcluded that “Lesching is stdll | |

lergely 'question amd answer' recitation.” They found that §2% of the

-
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teachers asked quest'i'on;. some as rapidly as 150 in ‘a forty-five minute
period. 'mey were surprised at how.tdw students raised questions (10%) ‘&w(ps
the ret;itation or offered any comment (ﬂi); "The changes,"” they noted,
"being advoosted in our methods of teaching sre not finding their vay into

~the schools to any oonsiderable oxtoi:t.' m' the same yé-r. A.S. Barr sat in :

. T7 social studies classes of Wisconsin teachers, designated as "good" and
"poor® by their princ'tﬁa].s and auperintendents."witbin a forty minute
pefiod. he found that the t.u,chcrs' ukd 93 and 102 qugstiou. respeetively.

© Stenographic records verified that teschers monpolized air time during the
class reaching almost 60% for f.he recitation port:lon of the class alone.

He slso found eight teschers who used the "probles-project orgsniration or
learning by doing.® Finally, in 1930, a Stanford student observed
forty~-two English and socisl science teachers 1n‘f1've San !;'ran;:l.m area
schools. Charles Bursch found that "oclass dio(uion" averajed 59% of each
class period.35 : | |

Before more numbers blur the reaﬂcﬂ' vision let 'ne und‘erscore two
points: first, evidence collected by very different methods from large and
small, rural and urban, high schools,in different sections of the country

| from teachers of academic subjeot.s shows notadle convergence vﬂ:h the dats
I found in almost 175 urban snd rural classrooms. Second, the pattern of
using the entire class as the primary vehicle for 1nstruot;1on. the question-
answcr‘f'ornat. and general reliance upon the textbook that Stevens and
others observed decades earlier seemed undisturbed in the years between
the two wars in the nation's high school olagsrooms. _ |

The core of progressive practices that entefed some high school classes

- was pared dows from the core of 'p}nt;ioea that spresd smong far nor§ c ,

‘olqontary teschers. Projects, joint student-teacher planning, small group o

work simply did not appear as often or as in mi places as they did in
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the 1owar grades, at least from the reports of observers who ut 1n

clum. from ducripuom urttm by teachers and others, snd rreu phot.o—

-
.

graphs. ,
" Yet evidence drawn from prim.‘:_:‘tpals'- and superintendents' reports, shows
far higher peroentages of diffusion of certain progressive methods in
high schbol classrooms. The mrustomllywatod three yesr Survey
of Seoondary Education, 1929-1932, for exsmple, produced a massive bod'y'of
1nfc;'ultion ‘frcn 3600 secondary schools, about one out of every threé such:
schools in the country at that time. On the one item of project
iethods. 27% of the schools said that they used this form of instruotion
slthough only 4% reported its use "with unususl success.” Similarly,
for the phrase "Individualized Instruction,” 25% of the schools
checked off the space indicating use. Here again, 4% of the schools said
‘they used it "with unusual sucoess.® Part of the problem, of course, is .
what the words mean to the people reporting the practice. If a hnncllfnl of
social studies teachers out of a faculty of 100 in l"school of 3500 students
produced a few projects the semester previous to the survey, the principsl
would report the school as employing this approach. Equally as’trowleme
in reporting was the smbiguity, if not ‘confusion, of terms like project
method. Quite often this and other phrases were indistinguishable (e.g.
Dalton method) from one snother in school officials' minds. Furthermore,
curriculum changes,i.e. revised courm of study, merging of subjects;
changing labels and content of conventional subjects, did happen. These
alterations often got entangled with desoriptiogp of changes in’ t.oac'hing'
practice, impulses to be fashionsble in joining current reforms, and
positive acceptance of those changes by those uho responded to the 'm".BG_
J. Wayne Hruhtatonc. New York (:tty sohool-systn evaluastor and later

profcuor during the surge of" 1nt.crut in sotivity programs, made this
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‘point in @ study he did for the General Education Board. He tried to
separate what experimental practices high schools had undertaken in the
19309. | Le;nins heavily upon the National Survey, cited above, the Eight
Year Study sponsored by PEA, and a network, of coutacts he had oultivated.
Jmm high school experiments across the nauon; \frisl';utobc oconcluded that
major strides had been taken in introducing new subjects and contemt into
ﬂ!e high school. curriculum, especially the oorrchtien of school subjects.
Bqt. he noted, the spo_otfic center of gravity in classroom instruction
remsined pinned to the recitation, textbook, and instruction to the entire
clm.37

SUMMARY

What conclusions can I draw from a study of four different settings and
an nalysis of national studies of the years between the two World Wars a-
dout the extent of the spresd.of progréssive teaching practices? Without
comparing the results here with whst I will describe in the final
three chapters, a summing up at the halr-ny point u uutul. if for no
other reason than to establish the commonalities that amgea from the
veried settings and types of dats.

1. A oure of progressive teaching practioces penetrated s considersble
number of elnentary schools but in the distridts I examined and the studies
I rcumd the nusber of ol.ssrm never reached anywhere near s majority
in a school district. This core of praoticu—inomud levels of student
parttcipq’tion through ssall group work; project nttvtuca: more. s_tudmt.
_expression; 1;cmsed use ot'.nriojd classroonm groupings; incresased joining
_of two or more subject areas; more contacts with community through field
trips; and more freedom to move around 2 rogE--Mas ‘unu'vcnly impl emented
within snd across classrooms for only a portion of the school day. I estimate

that such teaching pr.cf,ioes/ seldom appesred in more than one-fourth
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‘of the classroonms in any di.mtce that systematically tried to msun
these nrm slementa. Elsewhere, ‘&"“’ formal organizational .
energy was devoted to mpimtins thcu pr-ctiou. ‘!\n nunber of‘unehers
. adopting this core of pnctiool_ probL,bl-y hovered in the range of one out
of five to ten elementary tuobefs. The percentage would run higher if
certain practices were oomm since teachers were quite selective in what
they chose to incorporate into their classrooms. 3

The proc!-euiwe priactices that turned up less rrequcniiy, in elementary
classrooms were ones that touched the center of the teacher's authority:
student decision-making oi what content to study, the allocation
of t:i.le in the schedule: and movement in the classroom without requesting
the teache;"s permission.

2. In scademic subjects at the high school level even fewer progressive
practices modified tescher-centered instruction in the interwsr period.
In 8 few high school classrooms, scattered and isolated, except for Demver,
' ;n sotivity program, varied groupings, flexible space mrrangments, and
Joint pupil-teacher planning did exist. Few progressive prActices appeared
in most high school classes. Course cont.ené. generally in English and social
studies, ohanged. Some looaéning of the formalisa mm with the
recitation oopurred with more discussion, student reports, debates,etc.
Traces of child-centered practice could be seen in increased student par-
tici}auon in classroom talk, oocasional trips to plsces in the community,
| and subject matter that touched upon student concerns or life outl‘fdo of
the classroom. But the poro&atqc of time allotted to subjects—except for
those schools th-t tried out core curriculus or gemersl educstion for a part
of the school day-ra-inqd the un.!\vca with movsble ﬂmutm.ap.cc often
-continued to be -rrmod with the tescher's desk at the fromt of the
qhuroou facipg Tous of ublot-nm ohairs or portsble desk-chairs.

215
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3. These reduced cores of practices in elementary and secondary alass-
rooms beomme, in effect, hybrtd vgrsiuua of indno;tul_ progressivion simi-
) lar to t_mt. nonetheless, different than the cluster of approaches reformers
drcﬁed of 1591:-111113 in schools. These forms of toachef-cent;ered progress-
ivism, with varying strains being evident, existed in e considerable number
of schools. A pudlic school version of a progressive olassroom emerged
that had adapted itself to rigorous climatic conditions: classes: wi.th E -]
or more students; courses of' study with skills and content to cover: teasch-
ers untrained in the approaches; an unselected, involuntary mass of students;
limited space, supplies, and inhospitable furniture, among other things.

Why particular teaching approaohqs were embraced snd others :ejectod s a
puzzle I will return to in the last chapter.

Enough of the familiar rhetoric and symbolism of prpgreuivmi existed
in these hybrids for school officials and teachers to drum up enthusiasm
for .doing the impossible with few resources and to point with pride at the
minority of teschers who had incorporated these practices into their daily
instruction. Yet that ver.y resemblance between practice and the dresm drove
reformers outside the pudblic schools to condemn these changes as only
an insignificant replica of the real thing. Whether thse hybrids were an
improvement for children is an important 'but. nonstheless, iepaute issue
that, is beyond the séopc of this study. What is evident is that suhstan-

tial numbers of teachers did, indeed, modify somewhat their classroonm

4
!

| rcpertoifos.
' 4, Where these cores o’r practico'uaad to appear in strength were in
school distriots ulnro‘ftop administrators gave formal approvel for the
effort, established organizstionsl msohinery to carry it out, and\persisted
in its implementation. Yet &ven in Denver and New qult.

these new tesching practices did not penetrate a majority of classrooms.
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In rursl districts where teschers vere isolsted, possessed limited
schooling,and had insufficient books.and materials fewer progressive
methods seemed to have Qpraod except for ecertain praottoea'that were already
indigneoua to multi-grade, one room schools, i.e. grouping prlottcec. Also
181|nds of progressive practice appeared in those unique ‘schools thlt grew
out of the persistence and dedication of tireless individusls, e.g. Famny
Dunn. '

The one effort to spread progressive approaohoq into rural schools that
I reported offers a slinppo of another way to chlﬂﬂé practioe. The Kellogg
Foundation in the mid-1930s used a strategy, shaped by the dispe::a1 of
pcachcrs in southwestern Michigan that concentrated upon the individual
teacher.Through e:t.ensioq courses and summers at ocolleges, some teachers
did alter their classroom methods, according to their reports, but in a
~"limited, hop-scotch manner, Hisher percentages of teachers used proj;g;s. for
1natance: than were reported in other studies aﬁd the ciasaroo- .
descrigtions,l analyzed, More research 1s.neoded to irace what happened
over the years 1; teschers' rooms. Such evidence could determine if the
changes that occurred in one-tesgher schools in Michigsn were
substantively different from those clesssrooms where systema: (o, distriot-
wide implementation occurred and whether such changes endured,

5. The dominant pattern of instruction, allowing for the substantisl
spread of these hybrid progressive prsotices, remained teacher-centered.
Elementary and secondary teachers pergisted in teaching from the front
of the room, deciding what was to be learned, in what mnsnner, snd under what
‘conditions. The primary mesns of grouping for {nstruotion vas the entire
class.The major daily classroom sctivities continued with a tescher telling,
explaining, and questioning students while the students listened, answered,

read, and wrote. Seatwork or suﬁcrdlsod study was an extension of these

!
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sotivities.

Restrictions on student’ m td.t.m the classroom looseried _some-

M 'l'elohera permitted aore lobu:lby uu;bin the olass. Movsble

furniture provided an option for tmboﬂ to rearranse d§sl:s and chun into

groups .lthouh most teschers oonuuuod 1lining them up in rows. Formal

recitation, with students. riunc from their seats to mnk. uud In short,

the clusrom oli.utc soﬂ.cood lumounuy for tnchers nnd students to

cross the formal boundaries that lnpt them at arm's lencth from one mf.hcr.,

John Dewey, writing nhort.ly bofore hu dutb in 1952. did oomment on

the changos in schools that had ooqurred as a res\nt of the. progreuive .

movement. ) . o 0
. r
The most widespread and marked success >f the progressive
movement has been in bringing sbout s significant chenge in the
1ife conditions in the classroom. There is s greater aswareness of
the needs of the growing human being, and the personal relations

between teachers and students have been humariized and democratized,

' But the success in these respects is as yet ]imited; it is largely

atmospherioc; it hasn't yet really penetrated and' permeated the
foundations of the educational institution. The older gross mani-

feststions of ‘the method of eduoation by fear snd repression--physicsl,

social and intellectual--which was the estadlished norm for the

educational system defore the progressive movement began have, gener-

ally speaking, been eliminated,(.. The fundamental authoriterianism

of the old education persists in various modified forms.

There 1is a grest deal of talk about oduoaéicn baing @ aooparstive
enterprise in which the tesohers and students partioipate democrati-
cally, but there is far more itslk sbout it then the doing of it. To

be sure, many teachers, particularly in the ki.ndergarm and the
elesentary sohools, take the children into sharing with them to
an extent impossible and inconoceivadle under the old system....

In the secondary schools eess hOWEver, there isn't much mring
on the part of teachers in the needs and concerns of those whom they )

'tuoh.... 39

The evideuoo I have gathered leads me to agree with Dewey's ocomments.

Yet looking bnok to 1900 I oan see t@-t sone mportlnt changes had oocurred.

Ir mohor-mtorqd praotice prevailed then and through 1910. there

were still substantial numbers of teachers who had modified their classroom

t.iaohing in nryin; degrees that were unapperent in pudblic schools at

..
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the turn of the sentury. Some variety in prsctice, compered to 1900, is

evident. Alternatives to stauuﬂl teaching methods were availesble, imouwn

-
)
-,

videly, used by a minority of tesohers, and considered respectable by pro-
fessional norms. The narrow range of existing practice had serc\t'cl{ned

to encompass a larger repprfoi.ro. 'althoush the uplnaut:lttop of-tho;e *
practices were, indeed, limited. Yot T must qualify even this statement

since the teaoheri of 1930 were not the same mdivi'duals as those mo

taught in 1900, Tbere were sucocessive senenuons of tmhers 1n then .
-‘dccades..&né teachers alterod tlnir glamoe- approach; ot.hors were
converts conins out of tmbcr-odmt:lon institutions who were eager to

-

. install new practices' and t.hore were others who tried out new 1deaa and
then returned to ;uuiar techniques. Beyond this qualificaticn, no,
hedging is neoes;l,ry when the entire span of a century is viewed .t.o see’
if constants in practige emerged soross different groups of teachers.

" They do.
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REVISITED. 1065-1980 S

| In a North Dakota city of 35,000, a university researcher went to
an elementary school of 110 ohildren and interviewed a second grade
teacher 1n“1972 | ' . | |

I: ....‘ro begin wit.h. uould you descridbe for us a typical dsy in
your classroom?

T: ...The morning is spent with children doing the mctivities they
schedule for themselves. We always gather together after lunch
in a group and I read to them, At this time, the children also
schedule and snnounce if they are going to put oh a play or if
they have something to show, We schedule a tiwme for those kinds
of sctivities to oocur later in the afternoon. The other child-
ren choose whether or not they wish to attend, If they do. they
include that in their schedule....

I: Okay. Now I'd like you to describe the o1.ssroo-....

T: Aayouocuetnt!ndoor.uchneahuhshclfam Thnt. is our
hospitality ocounter with our guest book, coffee, juice, and
cookies for the visitors and kids. The math center is on the
other side of these shelves.There's a bulletin board right there.
We have a long ocombination dlasckboard-bulletin board at the
other end. A typewriter and our creative writing area are in that
particular part of the room. Then we have an old trumk. Tt is

- our drama trunk and is filled with a variety of hats,’ drcsses,
coats, snd some props like a cane. Then we have a table six feet
in length that has a listening center with records,a view master,
rnut#}p'pu-vimr. ard = rud!.ns machine.... ,

: We have a large oarpeted ares that has a dlvenport. lots of ‘
. pillows and stuffed animals. Bookshelves are on the sides . kind of e
a resding oemter is what you'd call that, Going on,we have a game . ©
shelf, then the science center, plant and animal center. Then

of tn the ehim uo ve cooked over tho yesr....

I: On/a typioal day in the olsssroom, how many children would be
yivolnd in lmuqo am end reading!?

T.«‘Hnonlyuummldbomklns »utﬂologroupmuldbodwtm
sustained silent reading. Resding, though, is a part of esch . , . -
‘child’'s daily sohedule. During the dsy when they come to that part ' :
of their schedule, they go into the resding center.They would :
read by themselves, to s buddy, to & tut.or,or other .dult that
nigm bo in the roon.... 1
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172 .
If a time machine could have swept fervent sdvooates of child-e&ste‘f@
. ﬁ-mi«; in the 19208 scross decades and sat them down in this pooond ‘
‘grade North Dakota classroom in tﬁe esrly 1970s, they would -have felt f’:r
closer in spirit to this primary teacher than to !i's'.,Spenccr in her 1928
New York City progressive classroom or tov Leons Relmiock's rwal__ﬂiohigin
one-room school in 1938—both of whom tried student-centered approsches.
The North Dakota classroom's use of sp‘ée and furniture,
the high level of student participetion both in 1nstruction and
rule-making, the resch of a ourrioulums that touched both academio snd
11fe-1ike situstions, and the signs of student independence reported by
the teacher capture am informal, ohild-centered classroom. This North
blleot.'gl teacher was part of a national surge in lay and prdfesd.onal '
fervor for open classrooﬁs and altcl_rnaf.ive achoolihs_ that an earlier
senerat“ton" might nuiy have been labeled progressive,

But the line of descent in 1nstrs;6tion between the 1930s and the
1970s is zig-zag and broken. Three decades npcrato an acuvttg
program classroom in New York City fro- the nbove second grade
in North Dakota or a core classroom in nbnver s East High School in 1936
" from a school without walls in Washington,D.C. thirty yesrs later. This

educational progress, in the' words of Philip Jaokson, “"oould b§ more
2 <

Rather than retrace the post-World Wer II history of public schools, -
I will concentrate on those conditions that seemingly .1"‘ to the brief
~ enthusiasa for informal end alternative ‘aohools which peaked in the early
- 1970s. By 1980, this impulse Ybr change had slwost dissppeared from public
and professional radaf soreens as mpormt ways to ;nprwb instrustion.

-In the midst of the media's faicmauon for informal snd free

schools, Lawrence Cremin drew parallels between the earlier progressive

g ' .
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movement and the then-ourrent ardor for these reforws. He saw two themes

| in the “new ’pracrgoa;n n_va._nt" thet resonsted with the esrlier one:

e ' ohild-centeredness and sootal reforn. Locating the rebirth of the ohild-

| sentered theme in the publication of A.S. Neill's Swwserhill in 1960,
tbook that was ullini over 200.060 copies snnually '. deoade later, Cremin
saw the writings of aohool.oruica John Holt, Goors; Denntsai. James
Herndon, and Herbert Kohl as contributing to the mamentus for seeking diffe-
rent kinds of teachers and schooling that lolul.d’ free chiurcn'g'mishi’qation

. and oreativity from deadening routines, igrmtcn suthority, and passive
learn1n5.3 R ) | | |

At the same time, growing out of the oivil rights movement, Cremin

pointed out, blmoks and other cth:;ic groups tried to shape schools to fit
their aspirniions. for identity and a sense of commmity., "We have seer,"
he commented, "a fascinating interweaving of the clyild-centered and political
reform themes in the literature of the movement, so that. open education is
viewed as s ley:r of child liberation on the one hand, and as a lever of
radical social change, or the ‘other " loting dif'ferencos between the
two themes, he found the literature "not.orioualy atheoretical and ahistori-
cal." Those who established new schools "have not read their Francis V.

Parker or their Caroline Pratt ... with the rcsult.'that. boundless -energy

e __has heen spent in countless classrooms reinventing the pedagogical wheel."

Yet he saw a fundamental similarity in both movements: the tool of.

reform remains tie pudlic ‘Sohool. Even Charies Silberman's Crisis in the |

Classroom, "_surely the most learned and' wide-range analysis to be associs-

in the srch of eduostional reform.” |
Leaning hesvily upon Cremin's work on the progressive movement, Vito
Perrone, Dean of the University of North Dekota's New School (subsequently

r

ted with the present movement," proposed the open olni,roc-' as "the keystone
8§ :
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rensmed the Center for Teaching and Learning) snd prominent in the nstionsl
petvork of reformers committed to informal education, looated the roots of
open education in progressivisa at the t‘sru of the cenﬁu_ry. Although he did
not distinguish between the socisl reform and ohild—sentered themes in

the surge of interest in open classrooms, Perrone desoribed both. He broad-
ened his search for roots beyond p:ro.sreis:lvin. loc;ting 1t in the civil
rights movement, as did Cremin, but also in the gr.ouius'pubuo avarenesss of
goverment ponciog eohomins air pollution, the cnvi'rouneut.‘.nﬁd uetﬁn
that were viewed ss mindless, inmmae and destructive. Moreover ,he .ol:qlu.'.ed |
the English prmary schools for giviés’ "considerable stimulus,” especially

after the pubnoation of Children and Their PrnanSoho%g (1967).
the practice of informal edmtion 1n the lnited States,

l}?}md Barth's search for the sources of‘ open educsation took him back
to 1961, John Dewey-is sbsent from tbe index of the book. Tn that year,
Willism Hull, a Cambridge, Massachusetts private school teacher went to .
England to obnrv.c report o:i the work of primary 'achoola.ms enthusiastioc
words led to @ growing mumber of American educators t.r;veung to see first-
hand the "Laicestershire plan,” the "integrated day," and the
"developmental olassroom." The Eduostion Development Center in Newton,
Marsachusetts where Hull worked became a- center for. the 'exportins of
fdeas and msterials on mgliah‘ ﬁriupr‘y schools. Tracing thc movement from
its early locus in an interlooking network of private 'schﬁols. foundstions,
and federally-funded currioulus developers fed by Joseph Festherstone's
articles in the lcw Rgpublic and the publication of subemun s Crisis

in the c:.uarooa. to a brosder enthusiasss that inoluded suu doparmt-

of education, universities, pubnc school administrators
and teschers, Barth pointed out the unsystematic, uneven yet persistent
. - . 6 v .

spread of informal classrooms in the country.
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The explosion of articles in newspapers, popular magazines, proreuiéml
Journals, and books—suppleneated by television coversge and films—between,
1967-1973 dooumented the srray of differences smong and between schools
oategorized within thé broad label of informsl education: open clsssrooms,
free ‘sshools, open eduostion, alternstive schools, school-vithin-s-school ,
_ personslized education, humanistic schools, mini-schools,eto. While most
of the classes and sohools shared a strong distaste for public sohools,
often ruunin; to revulsion on the part of some oritics, most profouion;l
_end lay reformers believed that public sohool teaching ocould mprove.

In‘ pharpnﬁn; the foocus, I, will eoncent_:nte on tﬁou efforts to alter
slassroom ﬁcaohins practices in public elementary and secondery sochools.,
To be"cleur about what I ne‘m; I will use informal education and open
ciauroons synonymously in desdribing changes in clcnntar'y schools. At the
secondary level, "alt.ernatin" will be the preferred term for the range of
innovations that spanned the late 1;603 and eafly 1970s. At both levels
there were a number of oonon elements that became u'rgots for classroom
reform. | |

Consider first ti.s open clauroﬁu. After the m;_tial surge of fervor for
informal schooling ran. its ootru_.‘advooa_taa worried about the head-
long rush by school pragtitioners to freeze into orthodoxy something called
an "open classroon”. Assusptions sbout teaching, learning, the nmature
of the child, and the process of developing an infomii setting, they °
argued, were the essentisls—not somd product labeled: open classroom.
Roland Berth, Joseph Featherstove, Vito Perrone, Charles and Arlene
snbm. uuun Weber, and others urotc and spoke often sbout the dangers
of nning the fundamental umu in informal education by confusing mesns
and ends or in searching futilely for p:omipuom_to be graﬂ:ed on_eo
classrooms. "Tempering a Fad." ran the hesdline of a New Republic srticle




L e it u PONIIRE L U L PR I T BRI AR EE. 30 SRR . e 0 L Ea
T AR S L R 2T

by Featherstone in 1971. "Although there are my prophets rising in the

l1and " he wrote in another article the same month, "t.hu-e is no educational
7
Goapcl * To no avau.

- 4-

In 1973, hfth mpl.im that Ameriocan educators have copied British
-- ; pridhry classrooms mindlessly. "¥We have made a neat package of the
. voosbulary, the appearsice, the materials, end sold it to the schools."
_ VWarnings seldom defleoted the strong impulse to define what was an open
classroom.Those ressarchers, school administrators, and board members seized
by the public and professional passion for informal schools in the early

.~

1970s drew up 1ists of items thet distinguished open classrooms from
conventional ones. Some advocstes reasoned that there was a risk of meking
& complex process trivial by such listings yet, they argued, that risk had
to be traded off sgainst offering spécific directions for converts to build
more informsl classrooms. Cheoklists, disgrams, and ways of asssssing the
degree of openneids began to appear by 1971, Language mookpanyinc these
1ists warned resders that temchers differed smong themselves in ,
ﬁpluentiug t.heqc classrooms and that introducing new practices ocourred . <
b,uncvenly.s
Even with these ;onoerns. writers sgreed upon some common elements. 'lhe
style of teaching in open classrooms was flexidle bof.h in use of spsoce and g
methods; students were involved in oi;ooun; sotivities, the oclass-
room was provisioned m;g sbundant materisls that were handled directly
by students.Curriculus was integrated--"ocorrelated"” to sn eariiesr geneération.
. ~ Grouping for instruction was ‘most often by small groupl and individuals
although tbe entire class wuld be taught as one whemr it was nppronrtm .
Charles Silberman, sensitive to anf distillation that might sap the
vitality that teachers bromt:'to opén classrooms, warned advoocates to be
cautious, He feared that unmnkins. stuplc-nindcd true=believers in open

classrooms wuld do mt drunks md done eo ucnhol given it = bd nme.

) . _
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By itself, mmuu e olauroou mt.o mtcrut areass (lurntng
ccntcrs) does not conaut.m open eduouuon.

Cresting large open mce_s does not constitute open education;
Iudtvidmnm-m'wrinem' déu not oonétttute opbn edycation....

For the open olulroua... 18 not a model or set of tco!aiquar 1t.
is sn approach to teaching and lmm....

Thus, the artifacts of the opeq olassroom-—-interest nrua. concrete
ut.orialu. wall displays——are not ends in themselves but rsther means
e to other ends.... I addition, open ohuroou are ornnued s to .
encourage
“.active learning rather than passive ledrning;

.lesrning and expression in a variety of media, rather than
just pencil and paper and the spoken word;

.self-directed, student-initisted learnins more thm teacher-
direotcd learning: 10

The questions asked in pr«iom\q{pun about the extent of tm
spread of progressive pract:loes are now appropriate here. In aupuing the
degree that m,fornl eduocation penotrated oclassrooms, I will examine North
Dakota, a state that tried to reform teaching practices through an smbitious .
state-wide certification program, Wew York City, and Washington, N.C.——all
centers of ferment over installing open classrooms between 1967-1975,
'meoaigns. of 1'ntom1 education that I will seek out, unfortunately,
will be the very artifsots Silberman warned against. If clusters of desks
with students facing one snother, learning oenters, unimpeded
student movement within the classroom, small groups snd individual instruot-
ion, student choice of activities &03 spparent then some indiostors of an - !
open classroom are ;;reunt. These practices will ury' rrei class
to class, But, and the mopruon should be underscored, these | B ’
outward oclues of opcmeu rcvul nothin;- substantial | - |
sbout teschers' views of 1earning, ohildrens' development or concerns for
tmproving student skills. As s behsviorsl view of the olassroom it oan de
fairly oritioized for bcﬁg narrow and incapable of capturing the holistic

A
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qualt_t.tfes inherent to 1nfoyun} eduo.tton.ﬂ‘l‘o such oriticisms, 1 can only say
that teachers themselves saw these visible signs as evidence of moving
toward informal classrooms snd, at the lesst, such artifacts point to
tangidble effort on the part of the teacher to 1no/orporate some version of
qpe'n classrooms that they feel is practioal in their oiroumstances.
"Fimally, I recognize that what I sm doing is 8 primitive reconstruction of
a number of kéy components to classrooms yet as crude as it 1s, such 8
reconatruction is still s wimn improvement over studying only statements

from educationsl lesders and rhetoric sbout tescher fervor or intestions.

o NORTH DAKOTA

(/

The Saturday Review,Atlantic ,Newsweek,Readers ﬁpst. Life,

the New York Times, md the Wall Street Journaf within an eleven month

period carn.ed l.'ntwofgrg_iqlos on the new reform gepinc one-~-rooft schools,
vil_lagcs. towns, and sma fctties in the high plains of North Dakots. By

1972, the h;buc Broadoutins Corporation and CBS had shown documentaries N
on the state's open classrooms, Hinterland as avante-guarde .refom.ns too
irresistible an angle for media to ignore. The ﬁrnesie Corporation-

sponsored study that Charles snberun had published gs Crisis in the

Classroom devoted a chapter to boost:lng the changes occurring in the state.
In 8ll of these feature artioles, prorcuioml journals, and books the
University of North Dnlcot"; fiew School of Behavioral Studies on Education, *
(hereafter called the ¥ew School),played a primary role in goner'ating ideas,
funds, tcaﬁhor-training. and support for informal ocl,naﬂ;tonl1
To understand how open olassrooms took root in @ rursl, politiecslly
conservative state and found leadership in an inotitutioﬁ with »
- Hew York-sounding name led by a Michigen educator whom teachers, "

state legislators, and children oslled "Vito," requires explanation. The
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genersl outline of the story has been told in a number of places. A .

study in 1967 documented that North Dakota was dead last smong all states

. . ) [—
in level of preparstion for élementary teschers—-two out of every five

1scked a bachelor's degree——and the range of school opportunities svailasble
to its grade sohool children (e.g. few kindergarten classes, speoial
teachers, ser:nceo for the handicapped,ete.). To upgrade the 30% of the
teschers lacking college dégceea (ﬁongo age 43), the study

staff recommended that an expeﬁnmm teacher education school be

established to train these less-than-degree teschers in ways that would

match the circumstances many of them came from: small
schools with students scattered over several grades, Chanoe brought

Featherstone's New Republic srticles on British primary schools

to the attention of the staff, who uﬁ a metch between informal education
and the needs of small,isolated schools in a rursl _aut&. The New School,
as part of the University of Forth Dakots, was created not only to certify
teachers dbut to iutroduce "radical® changes in how teschers taught, their
"use of the curriculum, and how classroom decisions were ”“.12

Hiring Vito Perrone as the new Dean, sources agreed, provided the
ingenuity and cnot';ional electricity to power the infant venture. Perrone

hired 1ike-minded teachers some of whom were knowledgable sbout English

prinary sohools or had worked at the Educstion Davelopment Center in Newton,

Massachusetts where materials for open clasarooms were developed snd
‘ ° & '

published, Perrone criss-crossed the state telling legislators, school
officials, teschers, and parents of the virtues of open classrooms and New

School interns (young men and women who replaced less-than-degree teschers

" who then went to, the New School to get their degree snd oertification).

Using imagery of rural schools that perents found familiar, especially

many grades in one olass and close ties to the surrounding community, -~
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Perrone and his colleagues pronotod infornal educstion. | .
Betwen 1968-1373, over fifty distriots (sbout: 20% of ‘the state total) o
with 80 sohools (enroutus sbout half of the state's elementary school
oluldrcn) had Jom«l the New &hool in its untwc. The cmapaign of the
New School and other state qonpcs to aid tnohnn esrn » dcgrte reduced
sharply the percentage of lou-thm-dqree teachers from %91 in 1968 to
13% 1n 1973. " : |
“Int.crna_ 1utrodufnd open olassroos prasctices in silrkmgmr. Minto, )
Devil's Lake, Fort ‘Yat.es. Fargo, Bismarolk, tunot."-:u Grand Forks. City, |
town, village snd one-tescher school--sll were touched direotly or mus.reo_r;_.Q
1y by New School interns or federally-funded outreach procr-a in the .
initial five years. mer 1973, however, federal funding of New School - ‘ )
support programs aoross tm state evaporated, Outreach sctivities dwindled
| to include only what those motivated and energetic New Somx teachers -
did on their own time. 15 | - | ‘
Cautious shout freezing open oclassroom oooooptl' fnto a goq;els Pcr:rom ~ .ok
and his coneagu(;s also knew'that parents had to both understand and' sccept |
these different approachog to teaching and school 1ife., The North Nakots
version of informal eduo-tion,aoc;uinod the core of approaches Tound in
British primsry schools with the’ addition of areas that the New School
stressed, particul‘lrly on student involvesent in olaurou decisions, st.udent.
interaction used as a way of teasching and learning, evaluation of important
non-scademic growth, and parent mwl.v'l-ont'..16 |
In doternining to what extent open ctamoou spread in the state, keep '
1n mind that no ot.hor state in em nauon had embraced as a matter of poucy o
 the introdustion of open olulroon. The uniqueness and reach of WNorth | / _ '_'f-@
D