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ABSTRACT

JOHN DEWEY AND CURRENT PEDAGOGICAL PRACTICES:
1S DEWEYAN PEDAGOGY IMPLEMENTED TODAY?
By

Glorlia Gosen Muslal

John Dewey began to lay the foundation for changes
In Amerlcan publlc education almost 100 years ago. The
purpose of this study was to describe and explain I1f
and how Deweyan pedagogical practices have been
implemented in a public elementary school In 1991-1992.

The central concepts in the study were
instructional behaviors set out by Dewey. These were
selected by the researcher, formulated into a matrlix,
and valldated by a panel of experts. Data were
col lected through observations and interviews in a
publlic elementary school In 1991-1992. The vallidated
matrix of pedagogical practices was the standard
through which Interactions were viewed and analyzed.
Through analysis of the data from the observations and
Interviews, It was found that Deweyan pedagogical
practices In a public elementary school In 1991-1992

are not evident In terms of a pattern, but flickers
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Glorla Gosen Muslal

exist. Instructlonal strategles are best descrlbed as
‘conservative."

It was theorlized that the behaviors found in the
study lead to both Intended and unintended effects that
result In relnforcement of conservative lnstructional
pedagogy. At the same time, the relnforcement of
conservative iInstruction preserves both the effects and
the behaviors themselves. The cycle of reinforcement
generated by conservative behaviors and the Intended
and unintended effects virtually drives out patterns of
Deweyan-style Innovatlons which enter the process in a
one-way pattern only. Implicatlons of the results of
the study Include that interventions must break the
cycle of reinforcement for Dewey’s ldeas to be more

evident In publlic schools today.
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CHAPTER 1

INTRODUCTION

Background
During his lifetime, John Dewey (1859-1952) was

halled as America‘s greatest educator. He remalins one
of the best known thinkers of the twentleth century as
well as one of our most influentlal educators. Almost
100 years ago Dewey wrote his first article and began
to lay the foundation for changes in Amerlican public
education. He was a prolific writer, and, although he
has been dead almost 40 years, contemporary education
scholars continue to use his work as a basis for
research and recommendatlions.

Dewey (1899, pp. 32-35) decried a pedagogy in which
children were required to be passive and conforming.
*Learning? certainly, but living primarily, and
learning through and iIn relation to this living,"

Dewey (1899, p. 37) sald. Meyer (1931, p. 5>, when
describing Dewey’s philosophy regarding experience and
learning says, "Education 1s more than lnactlve
llstening; It is more than a pouring-in procedure."
Dewey envisloned pedagoglical practices which responded

to learners’ needs for activity and experlence.
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2
For the purposes of this study, elght pedagoglical
practices rooted In Dewey’s were selected and studled.
They are lntroduced and discussed in the next elght

subsections.

Classrooms that are cooperative soclal organizations

Dewey (1938) urged educators to develop and to work
within classrooms that are cooperative soclal
organizatlons because "democratic soclal arrangements
promote a better quallity of human experlence, one which
is more widely accessible and enjoyed" (p. 25).
Education should be considered a soclal process that is
realized to the degree to which the pupiis in the
classes form communlty groups of which thelr teachers
serve as members and leaders, Dewey (1938, pp. 65-66)
related. Belleving that “the adult world was too
complex for chlildren and that the amount of knowledge
was overwhelming" (Cavanaugh, 1990, p. 277), Dewey
wanted classroom teachers to ‘'promote ways of learning
and living that demonstrate habits of cooperation, free
communication, and reflective thinking" (Wirth, 1966,
p.124>. His theory was "[democratic) values are
learned better when lived than when merely talked
about® (Cavanaugh, 1990; p.277). Dewey (1916) wrote,
*The measure of the worth of the administratlon,

curriculum, and methods of instruction of the school is
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3
the extent to which they are animated by a soclal
spirit" (p. 358).
Schools that are cooperative goclal organlzations

Dewey addressed the importance of schools as
cooperatlve social organizations. He wanted to
‘use the schools to promote democratic cooperation*
(Cavanaugh, 1990, p. 221>. In 1899, Dewey wrote,

{thel school itself shall be made a genuine form

of active community life (p. 11> . . . and

organized on a soclal basis (p.14) ([as] . . . a

minlature community, an embryonic society (p. 15).

The common needs and aims [of the school as a

soclety] demand a growing iInterchange of thought

and growing unity of sympathetic feellng. (p. 11)
There should be "(al) spirit of free communication, of
interchange of ldeas, suggestions, results, both
successes and fallures of previous experlences," Dewey
(1899, p. 13) wrote.

Regarding the organization of the school and the
teacher’s role within that organizatlion, Dewey stated
that a “cooperative social organization" should apply
to both the teaching body of the school as well as to
the puplils (Mayhew & Edwards, 1936, p. 371). Teachers
should be treated as colleagues by administrators of

the school (Wirth, 1966, p. 188).
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In a discusslion about how the pedagogical
practices of the Unlversity of Chicago Laboratory
School, for which he served as director, related to its
theoretical principles, Dewey discussed teachers as
‘experts who malntain agreement and harmony through
continued consultatlion and cooperation" (Mayhew &
Edwards, 1936, p. 36, cliting Dewey, 1897b)>. Teachers,
students, administrators, and parents shared in the
same educational benefits as a result of sharing iIn the
same social process, he said (Mayhew & Edwards, 1936,
p. 382). VWirth (1966, p. 124) states, "The school was
designed to be a community because an important feature
was the coordination between individuals and soclety
that could result . . . Minds and selves are formed by
free interaction with others--through communication,
cooperation, inquiry, and thinking."

Dewey considered continual interchange among
teachers as serving to integrate and coordinate program
and discipllinary matters. Teachers iIn the University
Laboratory School were released from teaching
responsibilities 20-30 minutes each day so they could
“visit and advise with other groups and teachers*
(Mayhew & Edwards, 1936, p. 375). The transcript of a
teachers’ meeting chalred by Dewey in 1899 provides

insight into Dewey’s feellngs about teacher assoclatlion



S

and Interchange as important for “supervision, critlc
teaching, and technical training" and hlis caution that
such consultatlons, which could be Informal Interchange
or the more formal lnterchange of a weekly meeting,
must "have a marked lntellectual quallity' and must
sometimes be “"allotted to the specific discussion of
underlying principles and aims of the school" (Mayhew &
Edwards, 1936, pp. 370-371).
Integration of scilentific problem solving into learning
experiences

Dewey concelved of thinking as a method of problem
solving In which the sclientific method is applied to
all sorts of problems "from the simple everyday type of
problem to compllcated soclal problems and abstract
Intellectual problems" (Tanner & Tanner, 1987, p. 37).
This is one of his ideas which has had the most
influence on the theory and practlice of American
education (p. 36). Dewey (1938, p. 108) spoke of
sclentlflic problem solving as an Integral part of a
rich learning environment when he discussed the
“systematic utilization of sclientific method as the
pattern and ideal of intelligent exploration and
exploltation of the potentialities Inherent in

experlience."
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SubjJect matter and the development and tralning of
the mind should not be isolated and independent of each
other, Dewey (1916, p. 138; 1933, pp. 230-232)> thought.
The scientiflc method provided

a working pattern of the way in which and the

conditions under which experiences are used to

lead ever onward and outward (Dewey, 1938, p. 111)

[into]l] an expanding world of subject matter.

(p. 108
“Thinking is the method of intelligent learning* and
“the method of an educative experlence" (Dewey, 1916,
pp. 153 & 163).
Student development of self direction

Student development of self direction was very
important to Dewey. Dewey (1899) sald that any chance
soclety had to be “"true to itself" was "by being true
to the full growth of the individuals who make it up"
(pp. 4-5). When the school reflects the 1ife of the
larger society, Dewey said, part of what will be
accomplished as It "lintroduces and trains each chilld
into membership within such a little community* will
be to provide each child with “the instruments of
effective self-direction* (pp. 27-28).

Dewey (1938) focuses on student development of the

"power of self-control" as *[tlhe ldeal aim of
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education (p.75)>." Self-control, as deflned by Dewey
(p. 77> 1s the freedom and power of the learner to
particlipate both in the formation of purposes which
wlll direct hils activitlies In the learning process as
well as In the organization of the means to execute

those purposes.

Use of interdisciplinary unitg of study that
lncorporate the active involvement of students as they

address problems relevant to real life
Dewey (1899, pp. 37-38) viewed the child as

already intensely active, and "the question of
education is taking hold of [the child’s] activities,
of glving them direction . . . so they tend toward
valuable results, instead of scattering and belng left
to merely impulsive expression," he said. Dewey (1899)
described the use of interdisciplinary units of study
Incorporating active lInvolvement of students as they
address problems relevant to construction or occupation
work, sclentific observatlion and experimentation. He
sald,
the object of such forms of practice in the
school. . .i1s found in thelr connection, on the
social side, with the l1ife without; while on the
individual side they respond to the child’s need

of actlion, of expression, of desire to do
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something, to be constructive and creatlve,

instead of simply passive and conforming. (p. 72)
Varlous forms of actlive work, in the form of communal
projects, are the means through which "the entire
spirit of the school s renewed" and through which the
school “"has a chance to affillate itself with 1ife"
(Dewey, 1899, p. 15).

If the chlld’s actlvities are related to life as a
whole, Dewey (1899, p. 80> said, then the child’s
studies are unified and naturally correlated. Active
work must be conceived of "as methods of living and
learning, not as distinct studies," Dewey (1899, p. 11)
wrote.

Use of cooperative learning approaches to instructlon

In 1897, Dewey (1897b, cited In Mayhew & Edwards,
1936) wrote about cooperative learning approaches to
instruction as instrumental to the development of
soclal skills and discipline when he sald:

(the) only genulne order and disclipline are those

which proceed from the child’s own respect for the

work which he has to do and his conscliousness of
the rights of others who are, with himself, taking
part in this work . . . the emphasis . . . upon
various forms of practical actlivity gives ample

opportunity for appealing to the child’s soclal
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sense . . . moral growth |s measured by the extent

to which children practically recognize in the

school the same moral motives and relations that

obtaln outside. (p.32)

Dewey (1899) continued to discuss cooperative learning
approaches to Instruction when he stated, *“(Mlutual
assistance [is] the most natural form of co-operation
and assocliation . . . Helplng others. . .is simply an
ald In setting free the powers and furthering the
impulse of the one helped"'(p.13).

Educatlional activities iIn school should be related
to real life and “"provide a context of work and play in
association with others . . . an opportunity for a
social atmosphere . . . a minlature social group In
which study and growth are Inclidents of present shared
experience" (Dewey, 1916, p. 358). Learning
activities should "involve intercourse, communication,
and cooperation--all extending the perception of
connections," Dewey (p. 358) said.

In 1938, Dewey wrote that a teacher’s greater
maturity and knowledge are for arranging "“conditlions
that are conducive to community activity and to
organization which exerclises control over lndividual
impulses by the mere fact that all are engaged in

communal projects* (p. 64). He called experience
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gained through social cooperation in communal proJjects

the "mother of all discipline worth the name" (Dewey,

4g;wey (1902) urged educators to know and use

students’ experiential backgrounds and developmental
levels to make the varlious disciplines of knowledge

part of a total and growing experlence.l/ He descrlibed
the chilld and the curriculum as "simply two limits >
whlch define a single process . . . instruction" which
should move from “the child’s present experience out

into that [experlence] represented by the organized
bodles of truth that we call studles" (p. 927>. In /7/
1938, Dewey wrote, "It Is a cardinal precept . . . that
the beglnnlng of lnstructlon shall be made with the

experlence learners already have; that this experience \p;
a;amgﬂeyéepacltles that have been developed durlng its
course provide the startlng point for all further
learning* (p. 88)/ The teacher should be concerned
with o

ways In which (a) subject may become a part of

experience; what there is in the chlild’s present
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that 1s usable with reference to It: how such
elements are to be used; how hls own knowledge of
the subject matter may ‘assist iIn interpreting the
child’s needs and doings, and determine the medium
in which the chlild should be placed in order that
his growth may be properly directed. (Dewey, 1902,
p. 105
/
Emphasis on a procegss approach to lnstruction including

reqgard for books and reading as tools for learnling
Through his writings, Dewey emphasizes a process

approach to Instruction that includes regard for books

and reading as tools for learning. Hls discussion .

clearly focuses on teaching and learning as a —}

PRSI N

continuous process of reconstructlon of experience An

o oein L SBI LT LA CR BT e e e oAt v AT O S 2 AL R A

whlch growgh or maturlty should be ever present (Dewey,

193?L0553¢§§.& ;}}). Reading, Dewey believed, should
be taught.;le elose connection with other subjects, not
as a subject by Itself. . . not as a textbook .
{butl as an additional tool in his [(the child’sl
equipment" (Dewey, 1897b, cited in Mayhew & Edwards,
1936, pp. 26-27).

*Acquiring is always secondary, and instrumental
to the act of lnquiring," Dewey (1916, p. 148) sald.

“Reading and writing, as well as the oral use of

language, may be taught . . . as the outgrowth of the

\ < LGy
[
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‘plenty of opportunities and occasions for the
necessary use of reading, writing (and spelling), and
number work . . . not as isolated studlies, but as
organic outgrowths of the chlild’s experlience" (p. 106).
Dewey (1897b, clted I1n Mayhew & Edwards, 1936, p. 33)
belleved that "it Is Impossible to separate the
attainment of knowledge from its appllication
. . .lwllthout the consciousness of application,
learning has no motive to the child.*
Summarcy

Dewey devised and descrlbed ways American
education could be made more relevant for a changing

American soclety. Dewey urged educators to

xdevelop and work within classrooms that are
cooperative social organizations (Baker, 1955, bp.
153; Dewey, 1897b, p. 26; 1899, pp. 11-14; 1916,
p. 99; 1938, pp. 58, 65 & 77-78; Mayhew & Edwards,
1936, pp. 32, 305, 393-394 & 472; Meriam, 1959,

p. 30)

xcreate cooperative soclal organizations within
schools (Mayhew 8 Edwards, 1936, p. 36, p.167;
pp. 368-370 & 376-377)

#integrate scientific prob)em solving Into

learning experiences (Dewey, 1902, p. 92; 1916,
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pp. 148-151, 153 & 163; 1938, pp. 98-99, 105-106 &
111-114; & Mayhew & Edwards, 1936, pp. 422-426 &
431) |

*focus on student development of self direction
(Dewey, 1899, pp.3-4 & 28; 1938, pp. 74-77; Mayhew

*xdesign and use interdisclplinary units of study
that incorporate the active involvement of
students as they address problems relevant to real
l1ife (Dewey, 1899, pp. 37-56; Mavyhew & Edwards,
1936, pp. 27-32)

*use cooperative learning approaches to
instructlion (Dewey, 1899, pp. 11-14, 32-35 &
71-80)>; 1916, p. 358; 1938, pp. 61-68; Mayhew &
Edwards, 1936, p. 27>

#know and use students’ experlential backgrounds
and developmental levels to make the varlous
disciplines of knowledge part of a total and
growlng experlence (Dewey, 1899, pp. 37-38; 1902,
pp. 97 & 105; 1938, pp.44-45 & 88-91)

*use a process approach to Instruction iln which
books and the ability to read are regarded as

tools for learning (Dewey, 1899, pp. 20, S0, 67,
68-69, 70, 72, 81 & 106-107; 1916, p. 358; 1938,
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p. 52, p.111; Mayvyhew & Edwards, 1936, p.26; pp.
373, 452)

Educators who are famillar with Dewey’s works may
wonder lf and how pedagogical practlices of teachers in
today’s elementary schoolé reflect the pedagogy Dewey
described beginning almost 100 years ago.
Burpose of the Study

The researcher’s purpose In this case study is to
describe |f and how Deweyan pedagogical practices have
been implemented in a public elementary school in
1991-1992.

Methodology

For the purposes of thls study, the researcher
used a method of educatlional research called
educational ethnography, a form of descriptive, on-site
research. In gathering data on pedagogical practices
from staff members and students (informants), the
researcher employed a variety of methods lncluding
observation, lnterviews, fleld notes, audiotape
recordings, and collections of artlifacts.

The elght Deweyan instructional practices and
behavioral indicants of those practices were
formulated into a matrix. A panel of experts
knowledgeable about Dewey vallidated the matrix as
representative of Dew&y. Then, the researcher used the

validated matrix as the standard for viewing the
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Interactions of teachers and for addressing the
research questions.
Iheoretical Framework for This Study
Many propositions relating to Deweyan pedagogical
practices may be formulated from the ldeas contained in
Dewey’s works. My Pedaqoqic Creed <(1897a>, The School
and Socjety (1899>, The Child and the Curriculum

(1902>, all written while Dewey served as Director of
the Laboratory School at the Unlversity of Chicago;

Democracy and Education (1916>, written while he was
Professor of Philosophy at Columbia Unliversity; and

Experlence and Education (1938), written while he was
Professor Emerlitus of Phllosophy In Residence at
Columbla University serve as sources for this

researcher’s synthesis of the propositions that follow.

Essential Deweyan Propositions Applicable to This Study

of Pedagogical Practices.
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experience, and lead lnto a subsequent experience which
expands meaning and significance.

Knowledge and use of students’ experlential
backgrounds and developmental levels to make the
various disciplines of knowledge part of a total and
growlng experience In classrooms and schools that are
cooperative soclal organizations are reflective of
Deweyan Propositions One and Two.

3. I1f teachers assume responsibllity for knowing
students’ experiential backarounds. for knowing wavs
in which a particulacr disciplline of knowledge may
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4. ]f teachers qulde and direct activities

sSchool community).

Classrooms and schools that are cooperative soclal
organizatlions as well as cooperative learning
approaches to instruction are reflective of
Propositions Three and Four.

S. 1If teachers view the child as an active being
and take hold of the child’s activitieg., then through
direction and organized use, the child’s activities
wil]l tend toward growth ln understanding the varlious
disciplines of knowledge instead of scattering or being
left to merely impulsive expregsion.

Five practices reflect Proposition Five (a) the
use of cooperative learning precepts, (b)> the design
and use of interdisciplinary units of study that
incorporate the active lnvolvement of students as they
address problems relevant to real life, (c) knowledge
and use of students’ experlentlal backgrounds and
developmental levels to make the various disclplines of
knowledge part of a total and growing experlence, (d)

classrooms that are cooperative soclal organizations,
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and <(e) schools that are cooperative soclal

organizations.

6. I1f teachers qulde and direct student growth

evervday life of the chlld with the broader social
environment about him.

The use of interdisciplinary units that
Incorporate the active involvement of students as they
address problems relevant to real life reflect
Propositions Six and Seven. The use of cooperative
learning approaches to instruction allgns with
Proposition Six. Classrooms and schools that are
cooperative soclal organizations as well as the process
approach to instruction and regard for books and
reading as tools for learning are reflectlive of

Proposition Seven.
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o a secondary position and actual use, experjence. and
garowth become primary.

A process approach to Instruction in which books
and the abllity to read are regarded as tools for
learning |Is reflective of Proposition Eight as is the
emphasis on student development of self direction.

9. I1f teachers provide a rich learning
environment, then students will be interested in
continuous activities for their own sake., Genulne

and they participate in the formation of purposes that
direct thelr activities in the learning process.
Integration of sclentific problem solving into
learning experiences and student development of self
direction are reflective of Propositions Nine and Ten.

Proposition Ten is reflected In classrooms and schools



20
that are cooperatlive soclal organlzations and In the
use of cooperative learning approaches.

11. If all parts of the school system are

of school. and apply in dally life what thevy are
learning at schoo].

The emphasis on a process approach to instruction
and regard for books and reading as tools for learning

are reflective of Proposition Eleven.

12. ]If students get individual attention and are
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congequences which will result from acting upon them.
and have the power to gelect and order means to carry
chosen ends into operation.

Student development in self direction is
reflective of Propositions Twelve and Thirteen. Both
propositions also are reflected In classrooms and
schools that are cooperative soclal organizations.

Sianlficance of the Study

Deweyan pedagogy |s very demanding. It requires
teachers to be collegial, self-confident, and mindful
about individual students and disciplines of knowledge.
Teachers must match each learner’s experientlial
background with the curriculum and, at the same time,
provide for active participation of learners In
learning experliences that expand thelr exlsting
experliences and knowledge. This can prove to be
especlally difflcult because Dewey conslidered learner
Input into the purposes of the learning to be very
important.

Confusion has existed over the years because some
innovators have used Dewey‘s theorlies indiscriminately.
Some practices claimed to be Deweyan have been based on
misinterpretations (Baker, 1955, p. 2; Tanner & Tanner,
1987, pp. 38-39). The degree of guldance teachers are
to provide to students is an example. Some educators

have misinterpreted Dewey to the polint of “letting the
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children do what they want to do today" (Blackman,
personal communication, March 13, 1992). Dewey held to
a greater degree of leadership on the part of the
teacher.

The significance of this study derives from the
lmport members of the educatlon profession have
accorded to John Dewey and hls theorles over a perlod
of almost 100 years. Dewey’s theories are sald to have
had a

wide influence in educational thinking and
discussion, both in America and in other
countries. . . . Throughout the literature there
are constant references to his theorlies, and there
is hardly an intelligent discussion of the theory
or practice of schooling which does not, at some
point and in some manner, take hls suggestions
into account" (Baker, 1955, p.1).
Tanner and Tanner (1987, p. 36) called Dewey "“the
leading figure in the theory and practice of American
educatlon." I1f Dewey has been so influential In
American education, then pedagogical practices in a
publlc elementary school in 1991-1992 should reflect
some of that influence.
Through this study, the researcher selected
pedagogical practices rooted In Deweyan writings.

Then, the researcher examined lnstructional
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interactions In a public elementary school. Next, the
researcher determined |f and how teaching practices in
accord with what Amerlica‘’s greatest and most
Influentlal educator devised and described have been
implemented in a publlic elementary school almost 100
vears after he first began to write.

Research Questions

Questions regarding i1f and how Deweyan pedagoglical
practices have been implemented in some public
elementary school classrooms are of central concern in
this study. Using the vallidated matrix with the
behavioral lndicants of each practice as the standard
for viewing the classroom practices of the teachers,
the following questions wlll be addressed:

1. Do teachers in a public elementary school
develop and work within classrooms that are cooperative
soclal organizations?

1a. If so, what is the evidence of classrooms as
cooperative soclal organizations?

2. Do teachers In a public elementary school
develop and work within a school that is a cooperative
soclal organization?

2a. If so, what is the evidence that the school is

a cooperative soclal organization?
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3. Do teachers In a public elementary school
Integrate sclientiflc problem solving Into learning
exper iences?

3a. If so, what [s the evidence of integration of
sclentiflic problem solving Into learning experiences?

4. Do teachers in a public elementary school
focus on student development of self direction?

4a. If so, what Is the evidence of the teachers’
focus on student development of self direction?

S. Do teachers In a public elementary school
deslgn and use interdiscliplinary units of study that
Incorporate the actlive involvement of students as they
address problems relevant to real 1ife?

Sa. If so, what is the evidence of the design and
use of lnterdisclipllnary unlts of study that
incorporate active involvement of students as they
address problems relevant to real llife?

6. Do teachers in a public elementary school use
cooperative learning approaches to lnstructlon?

6a. If so, what is the evidence of cooperative
learning approaches to instructlion?

7. Do teachers in a public elementary school know
and use students’ experlentlal backgrounds and
developmental levels to make the various disciplines of

knowledge part of a total and growing experlience?
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7a. 1f so, what is the evidence of the knowledge
and use of students’ experliential backgrounds and
developmental levels to make the varlous disclplines of
knowledge part of a total and growing experlence?
8. Do teachers in a public elementary school use
a process approach to instruction iIn which books and
the abllity to read are regarded as tools for learning?
B8a. If so, what is the evidence of this use of a
process approach to lnstruction In which books and the
abllity to read are regarded as tools for learning?
Limltations
This study has certain limitations as do all types
of research. The reader is cautloned to avold
generalizing the findings to populations beyond the
those of the school represented iIn the study. The
amount of Interpretations of any kind of
research--quantitative as well as
ethnographic/qualitative--is infinite, and this study
should be considered (for the researcher as well as for
the reader) an
experience which has the promise and
potentiallity of presenting new problems
which by stimulating new ways of observation
and Judgment will expand the area of further

experience. (Dewey, 1938, p. 89
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Although the researcher analyzed carefully Dewey’s
writing and that of those who’ve written about Dewey,
subJectivity of selecting pedagogical practlices needs
to be examined. Another researcher may have preferred
to study other practices or to emphasize some and to
deemphasize different ones. The practices selected,
like the Dewevan propositions that form the theoretical
framework for this study, are not intended to be
all-inclusive of those representative of Dewey.

Organization of the Dissertation

The study Is presented from an ethnographic,
observer point of view. Chapter I includes materlal on
the background of the study, theoretical framework,
purposes of the study, methodology, significance of the
study, research questions, and limitations. Chapter I1I
consists of a review of the llterature by and about
- John Dewey that describes an elementary school in terms
of the Deweyan ldeal. The methodology in the study |is
described in Chapter III. Chapter IV provides the
analysis of the results of the study. For Chapter 1V,
the researcher used information from personal
observations, interviews, tape recordings, fleld notes,
and a collection of varlious artifacts. Chapter V
contains the findings and conclusions of the study
along with further research recommendations and

reflections. Information from the analysis of the data
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was used to generate an explanation for the findlings,

and a correlating theory is discussed.



CHAPTER I1

REVIEW OF THE LITERATURE

Introduction
Throughout his wrltlings, John Dewey dlscusses what
he belleves iIs an ideal school. This chapter is a

description of a Deweyan elementary school.

A Soclal Spirit

In School and Soclety (1899), Dewey describes his
ideal elementary school as "a genuine form of active
communlity life, instead of a place set apart In which
to learn lessons' (p. 11). The people in the Deweyan
school "work together along common lines, in a common
spirit, and with reference to common aims" (Dewey,
1899, p. 11). Dewey views education as a soclal
process (Dewey, 1938, p. 66). Method, purpose, and
understanding exist in the consclousness of the ones
who do the work (Dewey, 1899, p.21).

There is a soclal motive for learning. It is
agreed that the main goal of the school Is to guide the
students to grow and develop in the direction of soclal
capacity and service so they will be able to freely and
actively particlpate In modern soclal llife (Dewey,
1899, pp. 11-14).

28
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In the Deweyan school, the spirit of service Is
emphasized. Educators endeavor to provide the students
with the Instruments of effectlve self directlon:

All that socliety has accomplished for itself is

put, through the agency of the school, at the

disposal of its future members. All its better
thoughts of itself 1t hopes to reallize through the
new possiblilities thus opened to its future self.

Here individuallsm and soclalism are at one. Only

by belng true to the full growth of all the

indlviduals who make it up, can soclety be true to
itself. And In the self-directlon thus given,
nothlng counts as much as the school, for, as

Horace Mann said, “Where anythling ls growling, one

former Is worth a thousand re-formers." (Dewey,

1899, pp. 3-4)

Dewey postulates that the reallzatlion of
individuality and the realizatlon of community can be
synonymous. Baker (1955) calls this Deweyan ethical
postulate a part of “the fundamentals of democratlic
ethics" (p. 54).

A traglc weakness of what Dewey (1899) calls the
‘present school' is that "it endeavors to prepare
future members of the soclal order in a medium In which
the conditlions of the soclal spirlt are emlinently

wanting* (p. 12). He .views the “present" school as a
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school In which students merely absorb facts and
truths, and "(there) is no obvious soclal motive for
the acquirement of mere learning, there 1s no clear
soclal galn In success thereat" (Dewey, 1899, p. 13),
The mere absorblng of facts and truths "tends very
naturally to pass into selflshness" (Dewey, 1899,
pp. 12-13).

In the present school, Dewey (1899) sees the main
measure of success as a competitive one, "in the bad
sense of that term--a comparison of results in the
recitation or In the examination to see which child has
succeeded In getting ahead of others in storing up, In
accumulating, the maximum of lnformation" (p. 13).
Helping others in this kind of school was seen almost
as a school crime, not as the "most natural form of
cooperation and association. . . an aid In setting free
the powers and furthering the iInfluences of the one
helped" (p. 13). The Deweyan school has a “spirit of
free communication, of Interchange of ldeas,
suggestions, results, both successes and fallures of
previous experiences* (p. 13)>. Individuals are
compared wlth regard to the quallity of work done, not
in regard to the quantlity of information absorbed.

Students have a role In the planning and
implementation of classroom activities (Dewey, 1899,

pp. 11-14 8 pp. 32-35). They participate In the
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formation of the purposes which direct thelr activitles
In the learning process (Dewey, 1938, p.77).
Relevant Experience

The school s related to l1ife as a whole and |is
based on experience. Dewey (1916, pp. 89-90) provides
what he calls a "technical definition of education"
when he says that educatlon "ls that reconstruction or
reorganization of experience which adds to the meaning
of experlience, and which increases ablility to direct
the course of subsequent experience." Students
utilize their experiences and interests In school and
apply to their daily llves what they ‘learn ln school.
In his discussion regarding the ldeal school, Dewey
(1899) uses the ldeal home as Justification:

If we take an example from an ldeal home, where

the parent is intellligent enough to recognlze what

Is best for the child, and is able to supply what

ls needed, we find the child learning through the

soclal converse and constitution of the family.

There are certaln points of interest and value to

him In the conversation carried on: statements

are made, inquiries arlse, topics are discussed,

and the child continually learns. He states his

experiences, his misconceptlions are corrected.

Agalin the child participates In the household

occupatlions, and thereby gets hablts of Industry,
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order, and regard for the rights and ldeas of

others, and the fundamental habit of subordinating

his activities to the general interest of the
household. Participation In these household tasks
becomes an opportunlity for galning knowledge. The
ldeal home would . . . have a workshop where the
chlild could work out his constructive instincts.

It would have a minlature laboratory in which his

inquirles could be directed. The l1ife of the

chlld would extend out of doors to the garden,
surrounding fields, and forests. He would have
his excursions, his walks and talks, in which the
larger world out of doors would open to him.

(pp. 35-36)>
“Now, iIf we organlize and generalize all of this," Dewey
(1899) states, "we have the lideal school." In such a
school, what can be done in most households only in a
meager and haphazard manner is done “systematically in
a large, intelligent and competent way" (p. 36).

The child is brought Into contact *with more grown
people and with more chlildren In order that there may
be the freest and richest soclal 1ife* (Dewey, 1899,

p. 37. Continuous growth In experience for each
child is the main obJect. "Learning? certalnly, but
lilving primarily, and learning through and in relation

to this living" <(p. 37).
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Learning is thought to be Important, but living and

experliencling are primary. The 1ife of the child Is the

dominant alm of the school (Dewey, 1899, p. 37).

Experiences learners already have are the beglinning

points of new lnstruction. Then comes “orderly

development toward expansion and organlzation of

subject matter through growth of experience" (Dewey,

1938, pp. 88-89).
Educators In the Deweyan school take the

responsibility to find out the background of experience

of their students. They select

those things within the range of exlstling
experience that have the promise and potentiality
of presenting new problems which by stimulating

new ways of observation and Jjudgment will expand

the area of further experlence. (Dewey, 1938,

pp.89-91)
Relevance to 1lfe Includes relevance to business,

i ndustry, and the unliversity as well as relevance to

the life of the home. The Deweyan school has close

t les to business and Industry because they represent

Ceal life. The school has a longer school day than

traditional elementary schools, fewer vacations, and a

Shorter summer vacation because that Is the way it is

In soclal 1ife and industry. Connections between

buslness conditions and the experliences of students are
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utlllzed and lllumlinated so that students’ studles are

In reference to the business and soclal environment

around them (Merlam, 1959, p. 30).
42%lldren in a Deweyan school study such subjects
as mathematics and geography, not as isolated things by

themselves, but with reference to the soclal

environment, including business and industry. Deweyan

principles recognize “the necessity for free play
between the school and the needs and forces of

1 ndustry" (Dewey, 1899, p. 67). The connectlion between

the school and business llfe 1s not meant to prepare
the child for any particular business, but is viewed as

& natural connection of the everyday life of the child

with the business environment about him. Teachers in

the school
clarify and llberallize this connection, to bring

it to consciousness . . . by keeping allve the

ordinary bonds of relation. The youth needs to

become acqualnted with the bank as a factor |In

modern life, with what it does, and how it does

it; and then relevant arithmetical processes would

have some meaning. (pp. 69-70) y

The Deweyan school is a part of a school system in

“Which free Interaction between all parts of the school

System exists. The university, considered a part of

the school system, puts lts resources at the dlisposal
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of the school contributing to the evolution of subject
matter and method. The school, iIn turn, is a
laboratory in which the student of educatlion can see
theorlies and ldeas demonstrated, tested, criticlzed,
and, possibly, reinforced (Dewey, 1899, pp. 82-83).
Activities and Connectlion to Soclal Life

Students and teacheré In a Deweyan school are
active. The child lIs viewed as an active being, and
educators take hold of the chlild’s activities and glive
them direction. Dewey (1899) states:

The child Is already iIntensely active, and the

questlion of education is the question of taklng

hold of his activities, of giving them directlion.

Through directlion, through organized use, they

tend toward valuable results, instead of

scattering or belng left to merely impulsive

expression. (p. 37)

Dewey (1899) says the value of actlvitles, 1s that they
“keep the balance between the soclal and individual*
(p. 72).

In the Deweyan school, all studies are of
Necessity correlated because the school 1Is related as a
Whole to life. Dewey (1899, p. 81) states, “The
Srowth of the child In the direction of soclal capaclty

QAnd service, his larger and more vital union with 1lfe,



whic
all

hore
envj
chil
8cho
lear
ever
lear;

of h,



36
becomes the unifying alm; and discipline, culture, and
information fall Into place as phases of this growth."
The Deweyan school is a part of a school system
which Is welded into a complete whole through having
all parts of the system united to life, Including the
home environment of the children; the natural
environment; business life; .and the universities. The
chlld utllizes In school his experiences outside of
school; the chlild applies in dally life what he is
learning at school. There is no gap between the
everyday experiences of the chliid and what the child
learns in school (Dewey, 1899, pp. 66-67). The obJect
of hands-on, active forms of practice in the school
Is not found chlefly in themselves, or iIn the
technical skill of cooks, seamstresses,
carpenters, and masons, but in thelr connection,
on the soclal side, with the life without; while
on the individual side they respond to the chlld’s
need of actlion, of expression, of desire to do
something, to be constructive and creatlive,
instead of simply passive and conforming. (p. 72>
Actlvities are similar to those found iIn the home
Cwork in wood and metal, weaving, sewing, and cooking),
Nature study, elementary sclence, art, and history.
These are the means through which the students llive,

©Xperience, and learn. By particlpating in these
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relevant actlivitlies In school, students keep alert and
active. Such processes are how society keeps itself
going, and they are "lnstrumentallities" by which the
school itself |1s made a genuline form of community life
(Dewey, 1899, pp. 14-15 & 20-28).

Relevant actlivities Include constructlion,
sclentlflc observation, and experimentation. Through
them, students have plenty of opportunities and
occaslions for the necessary use of reading, wrliting,
spelling, and mathematics.

The flnal Justlfication of shops, kiltchens, and so

on in the school is not Just that they afford

opportunity for actlivity, but that they provide
opportunity for the klnd of actlivity or for the
acquisition of skills which leads students to
attend to the relation of means and ends, and then
to consideration of the way things interact with
one another to produce definite effects. (Dewey,

1938, p. 106>

Reading and writing are taught as means,
Outgrowths of the students’ desires to relate
©Xxperliences and to get In return the experiences of
Others. Symbolic and formal learning is relegated to a
Secondary position. The teacher helps the students to

See the relation between everyday life and the abstract
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and symbollc subjects 1lke reading, wrlting, and
mathematics (Dewey, 1899, pp. 20, 50, & 106).
Discipline as Soclal Control
Because of the actlive work golng on, the members
of the school community organize themselves on a soclal
baslis. School personnel glve students lndlivlidual
attention and treat them as individuals having
i ndependent minds, not as having minds dependent upon
the teachers’ minds. In the Deweyan school, a
discipline of its own type is born out of doing things
in an active, social and cooperative way.
The Deweyan school Is democratlic though under
gu ldance by teachers. Puplls are largely responsible
to the group which is ldeally characterlized by much
Interaction and cooperation (Merlam, 1959, p. 30).
The teacher ls considered a member of the group and
Acts as a leader and director of group activities in
faclilitating the free interchange of ldeas. The moving
Spirit of the group establlishes order and soclal
Control (Dewey, 1938, pp. 58, 66).
The educator is responsible for a knowledge of
individuals and for a knowledge of subject-matter
that will enable activities to be selected which
lend themselves to social organization, an
organization in which all Individuals have an

opportunity to contribute something, and In which
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the actlvities In which all particlpate are the

chief carrier of control. (pp. 61-62)

According to Baker (1955), teachers and students
In the Deweyan school exchange ldeas dally, and often
hourly. The exchanges consist of the formation of
goals and plans to execute the accomplishment of goals.
Teachers are leaders In the process, and they help to
curb any tendency the students may have to accept too
hastlly lInadequately formed purposes and plans.
Teachers insist that goals and plans be "welghed,
through reflection, against previous experiences, and

with consideration for possible consequences' (p. 153).

The teacher’s part [ls) to answer questions and by

skillful refreshing of the children’s

memorles to Insure that plans for the day (alre

workable and also dlifferent enough In character to

furnish a new experlience involving a problem for

the group. (Mayhew and Edwards, 1936, p. 305>
After the problem is formulated, the teacher’s emphasis
On (what the school calls) a test-and-see attitude
helps to sustain control (Baker, 1955).

With the younger children, Baker (1955) tells us,
T eachers are more direct in their guidance toward the
Qevelopment of democratic, intelligent control among
the members of the school community. As chlldren grow

In their ability to assume more responsibility, the
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teachers gradually release responsibllity to them, and
“responslible discipline becomeis] a function of each

individual In the school community" (Baker, 1955,

p. 153).

Loss of Control and Adaptations to It

Discipline and curriculum are linked in the sense
that teachers iIn the Deweyan school see a loss of
control (l.e., student misbehavior) as caused by the
absence of continuity of the experience and/or student
identification with the enterprise of the group. 1In
sSuch cases, teachers work to interpret student behavior
and guide students toward the reestablishment of
continuity with group purposes. When some students
appear to lose Interest and attentlon In an actlvity,
or when some students interfere with the interests and
ef forts of others, Deweyan teachers may shift in method
and take those students out of the class and allow them
to follow their own “devices until the general trend of
their Interests [(can) be determined* (Mayhew & Edwards,
1936, p. 213). Teachers evaluate continulty with the
Sroup enterprise and purposes and then seek alternate
Approaches (Baker, 1955, p. 197).

Sclentific Problem Solving and the Teacher’s Role
Students and teachers In the Deweyan school
Practice sclentiflc Insight as a means to faclllitating

®duycative experlences as well as an instrument of free
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and active participation In modern soclal life.
Sclentliflc problem solving Is applied to all activitles
In the Deweyan school. Educators encourage students to
continuously solve problems by securing relevant
information, making observations, developing suggested
solutions, and testing ldeas by application to make
thelr meaning clear and to discover validity (Dewey,
1916, p. 163).

Teachers work to help students mature in their
problem solving abllities and in thelr sclentific
habits of mind. Teachers view the educatlive process as
one of Interaction between an "immature undeveloped
being and certaln social aims, meanings, values
incarnate iIn the matured experience of the adult”
(Dewey, 1902, p. 92>. Thus, "the child and the
curriculum are seen as two limlts which deflne a single
process" (p. 97).

This requires a lot of advance planning which
takes Into account the developmental/experlential level
of each learner as well as the various disciplines of
knowledge which constitute the school’s curriculum
(Dewey, 1938, p. 63). "It iIs continuous
reconstruction, moving from the chlld’s present
experience out Into that represented by the organized

bodles of truth that we call studles" (Dewey, 1902,
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pP. 97; Dewey, 1938, p. 111). Teachers are concerned
with
the ways In which [(the) subjJect may become a part
of experlence; what there is In the chlld’s
present that |s usable with reference to It; how
such elements are to be used; how his own
knowledge of the subject matter may assist in
Interpreting the child’s needs and doings . . .
(to) determine the medium in which the child
should be placed In order that his growth may be
properly directed. He |s concerned, not with
subject matter as such, but with the subject
matter as a related factor In a total and growing
experience. (Dewey, 1902, p. 105>
The sclentific method (e.g., continuously solving
problems by securing relevant information, making
observations, developing suggested solutions, and
testing ideas by application to make their meaning
< lear and to discover validity) “is the only authentic
means at our command for getting at the signiflcance of
our everyday experliences of the world in which we
1 1ve,* according to Dewey (1938, p. 111).
Congrulty of Goal and Process
In the Deweyan school, the goal of education and
the process of education are bellieved to be congruous.

To balance the two, the teacher needs to know the
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varlious discliplines of knowledge and the interests and
experiences of the students. The teacher takes the
lead In determining the environment of the students and
by working with both the course of study and the
experientlial level of the students; the teacher
directs the experiences and activitlies (Dewey, 1902,
P. 110>. Teachers in a Deweyan school perceive the
problem of directilon as one of "selecting approprlate
stimull for instincts and impulses which it is desired
to employ In the galning of new experlience" (p. 102).
On _the Scene

As part of the Deweyan school soclal process,
students work with a varlety of groups and teachers
throughout thelr school day. Cooperative learning lis
ev ident. Sllence is not one of the prime virtues, but
time Is provided for quliet reflection. Freedom of
movement s an important means for malintaining physical
And mental health, and periods of genuine reflection
follow times of more overt actlon. The qulet times are
used to organize what has been learned during the
Periods of activity. Classroooms are designed with
Pl enty of space and the furnlture 1s of the type that
W1 1) accommodate flexibility in room arrangements and
In gtudent activities and work (Dewey, 1899, pp. 32-35
& pp. 71-80; 1938, p. 72; Meriam, 1959, p. 30).
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Summarcy

Deweyan school educators prepare future members of
the social order for free and active participation In
communlity lilfe by encouraging service and social
spirit. Most of all, they promote effective self
direction. They view educatlon as ongoing and as the
means of full participation in the social order, not as
an end In Itself. Academic and soclal growth are
primary goals.

The ideal aim of education, according to Dewey
<1938) "ls the creation of power of self-control*
Cp. 75)--"freedom . . . power to frame purposes and to
execute or carry into effect purposes so framed . . .
for the formation of purposes and the organlzation of
means to execute them are the work of intelllgence*
Cp. 77). Therefore, graduates of the Deweyan school
may be described as self-directed learners who can

frame purposes, Jjudge wisely, evaluate desires by

the consequences which will result from acting

upon them. . . [and who] have the power to select

and order means to carry chosen ends into

operation. (Dewey, 1938, p. 74)
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"CHAPTER 111

METHODOLOGY

Introduction

The researcher’s purpose in this ethnographic
study was to describe and explaln |f and how Deweyan

pedagogical practices have been implemented iIn a publlic

elementary school In 1991-1992. The central concepts

in this study were instructional behaviors set out by
These were selected by the

The

Dewey almost 100 years ago.

researcher and valldated by a panel of experts.

research divided various behaviors into units for

analysis: the Interactions between and among classroom

teachers, students, administrators, other school staff

members, parents, communlity members, and artlfacts such

Qs printed materials. Such iInteractions were the

“anglels] of observation' (Schatzman & Strauss, 1973,

P. 55) In this study.

In this chapter, the methodology employed and the

Underlying assumptions pertaining to this study are

exXplained. The theoretical framework whlich guided and

UnNnderpinned the study is presented. Data collectlion

45
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and preparation is described. The selection and nature

of the elementary school In which the research was

conducted are speclfled. Data analysis |s dlscussed

and the conduct of the research |s described. The

chapter ends with a brief summary.

Theoretical Framework

The researcher used a method of educatlional

research called educational ethnography, a form of

descriptive, on-site research. Called "fleld method"

by Schatzman and Strauss (1973), it entalls

observations of participants in real l1ife situations.

Assumptions

Four assumptlions were made prior to the study.
Pedagoglical practices in a public elementary
gschool are best understood by observing the
interactions between and among teachers, students,
administrators, other school staff members,
parents, community members and artlfacts such as
printed materials;

Classrooms of a publlic elementary school are the
best places to observe such interactions;
Interactions such as meetings, programs, and
informal discussions which occur outside of direct
instructlional practices but which occur within the

context of the school and affect teaching
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practices should be Included In the units of
analysis;

4. A vallidated matrix of selected Deweyan
pedagoglcal practlices and thelr correspondling
behavioral lndicants can serve as a standard for
viewing the pedagoglical practices of teachers in a
public elementary school and for addressing the
research questions in this study.

Sampling Technique
The researcher started with the Deweyan
pedagoglcal princlples as concepts. As the study
progressed and data were collected, an explanation
emerged. The researcher developed working hypotheses
and then generated and tested them during the course of
the ten-week study. Theoretlical sampling (Glaser &
Strauss, 1967), a technique which iIs consistent with
the nature of thls study, ls:
the process of data collectlon for generating
theory whereby the analyst Jointly collects,
codes, and analyzes his data and declides what data
to collect next and where to find them, In order
to develop his theory as It emerges. This process
of data collectlion Is controlled by the emerging
theory, whether substantive or formal. The
initlal decislons for theoretical collectlon of
data are based only on a general sociological

perspective and on a general subject or problem
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area. . . . The Initial decisions are not based on

a preconcelved theoretical framework. (p. 105).

Theoretical sampling is based on the saturation of
categorlies as they, thelr propertles, and thelr
interrelationships are discovered. The sample is built
as the researcher discovers categories and properties
and tests their interrelationships. As an explanation
emerges, each addition to the sample serves to revise,
extend, or otherwise alter the explanation (Okey, 1990,
pP. 63). “The general ldea Is that the socliologlst
should sample a category until confident of its
saturation® (Glaser 8 Strauss, 1967, p. 113).

The only criterion for the sample is that it be an
1 nstance of the case in the group or subgroup from
wh ich the researcher wishes to collect data.
Theoretical sampling for saturation of a category
Al lows for the examlination of varled “slices of data,"
dlil verse kinds of data which give different views or
vantage points from which to understand a category and
to develop its properties (Glaser & Strauss, 1967, p.
108).

In theoretical sampling, relationships among
Categories and properties "are suggested as hypotheses
Pertinent to direction of relationship, not tested as
c‘escr‘lptzlons of both direction and magnitude®" (Glaser &

Strauss, 1967, p. 106>. Once a relationship is
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discovered, it is subject only to being disproven. The
discovered relationship Is thought to persist in
dlirection, to hold for other groups under the same
conditions.
This assumption of persistence is subject only to
being disproven--not proven--when other
sociologists question its crediblility. . . . Only
lf the hypothesis is disproven do blases in the
sample come under question. For generating theory
these blases are treated as conditlons changling
the relationship, which should be woven into the
analysis as such. Thus, random sampling is not
necessary for theoretical sampling, either to
discover the relationship or check out |its
existence in other groups. (p. 107>
Selection of the School
According to Johnson (1985), "Publlic schools are
more alike than different and have to be so because
they are an institution universal to national society
Qs a whole rather than one unique to partlicular local
Community settings" (p. 124). The differences among
Pubilic schools, Johnson (1985) says, are “llke musical
Varjations on a single recognizable theme" (p. 125).
A<=<:orc:llng; to the theoretical sampling technique which

UNndergirds this study, the sample from which data were
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collected had to satisfy only one criterion--that |t
was a publlc school, an lnstance of the case.

The purpose of the study was to describe and
explaln 1f and how Deweyan pedagogical practices have
been implemented in a publlc elementary school In
1991-1992. The sample, in accordance with Glaser and
Strauss (1967) and the principles of theoretical
sampling, was an unfamlliar public elementary school.

Interviews with the bullding principal revealed
the community was rural-suburban, but not urban;
nelther poor nor wealthy. The school location was In a
residentlal area approximately equidistant--about five
miles--from two small towns (each with populatlions of
less than 2800) and a mid-sized clty (population
35,000). Students who attended the school came from
one of the small cities and from the surrounding rural
and suburban areas. According to the school principal,
the majority of students In the school were from lower
and lower-middle class socloeconomic levels. Most
l1ived in single-family detached homes.

Data Collectlion

The researcher collected data through observation
and interview. Other tools included field notes,
Audliotape recordings, and examination of artifacts.
The vallidated matrix of Deweyan pedagoglical practices

and thelr corresponding behavioral indicants served as
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a lens for the researcher. The research was patterned
after that of Johnson (1985) who studled classroom life
as both a participant and an observer at an elementary
school .

To see what 1s going on in the schools, "[olne
must begin ln classrooms, the workplace of the
educational system,* Johnson (1985, p. 4) states.
Sitting In the children’s chalrs throughout the
classroom day, squatting on the floor with the children
while storles are read, "and squeezed between them when
invited to eat lunch with the classroom group" brings a
researcher closer to the reallities of classroom llfe
(p. 4).

To bring the realities of classroom |ife closer
for the purposes of this research, participant
observation in which the researcher took the role of
the teachers whose practices were under study was
employed whenever possible. The researcher taught
actlvities when the fifth-grade students were at camp.
Perliodically, she helped individual students.

The researcher made most of the observations in
one flfth-grade classroom and one second-grade
classroom over a period of 10 weeks. Observations
ranged from 2 hours each to a period of three days and

two nights at a residentlal outdoor education faclility.
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Each teacher’s class was observed a minimum of 20 times
during more than 40 visits.
Events and Activitles

Two concepts, one called events and the other
called activities, were lmportant to the data
collection because the pedagoglical practices belng
examined were made up of different events and
actlivities. According to Johnson (1985), classroom
days are composed of “speclflc, recurring events and
activities":

Events are the major incidents occurring during
the classroom day: the entry of students lnto the
classroom, work routines, play perliods, mealtimes,
and the llke. Actlvities are the smaller clusters
of behav!iors making up the major event segments of
the classroom day. (p. 5, clting Barker and

Barker, 1961)

Classroom entry and exit event patterns are an
example of events composed of predictable and regularly
recurring subpatterns: “the way teachers address
students, the ritualized greetings and exchanges
between teachers and students, the ordered movements
between classrooms and play areas" (Johnson, 1985,

p. 5). Events and activities iIn this study were the
interactions which composed the pedagogical practices,

the units of analysis.
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Observation

The researcher recorded routine events and
activities of classroom life to use as a basis around
which to Interpret them. Over an extended period of
time, the day-to-day llife of the actors whose
Interactions were under study became familiar.

The researcher sat In a student desk among the
students each time she visited and observed a class.
I1f the students were on the classroom rug, the
researcher sat with them. The researcher sat wlth
students at learning centers durlng center actlvitles.
If the students went to an activity in another area of
the school, the researcher went with them. If the
event was a staff meeting, the researcher sat among the
staff members.

For every classroom session observed, the
researcher described events and actlvities--event
transitions--on the right side of a notebook page. On
the left side of the page, near the left margin, she
recorded impressions of what she saw and
Interpretations according to the valldated matrix of
Deweyan pedagoglical practlices and thelr corresponding
behavioral indicants. As explanations of behavior
occurred, she wrote them as emerging hypotheses in the

front of the notebook.
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The notebook, a looseleaf binder, contalned blank
lined paper. To facllitate the search for categorles,
properties, and lnterrelationships, the notebook also
contalned coples of the research proposal and the
valldated matrix.

For some interactions that occurred outside the
classroom, the researcher decided that having the
notebook would affect the interaction. An example was
when the researcher rode to the site of a fleld trip
(an art museum) with parents in a private car driven by
a parent. The researcher and parents met the
students--who rode on a school bus--at the museum.
Since the notebook may have communicated a nonverbal
message which would have inhibited Interactlion, the
researcher made notes after the fleld trip.

Another example was when the researcher ate lunch
In the teachers’ lounge with the teachers. Taking
notes about those conversations while engaged in them
would most llkely have affected the interaction,
perhaps causing teachers to say or do things they
thought the researcher wanted to hear or see.

After Iinteractlions such as those described above,
the events and activities were recorded as accurately
as possible from memory. Interpretations and emerging

hypotheses were added later.
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Having the notebook did not appear to be a factor
In the two classrooms where observatlions were conducted
in a consistent manner over an extended time period.
Teachers and students did not appear to notice the
researcher nor the notetaklng.

Interview

As impressions and explanations occurred to the
researcher, she checked her ideas by asking the actors
under study--the informants--to describe and explaln a
particular event or to verify thelr perceptions. These
instances of informal interviewing occurred in the
hallways, In the classrooms, in the smoking lounge, or
wherever Informants were when they talked to the
researcher.

Formal (scheduled) Interview methodology and
procedures based on the work of Gorden (1969, 1980,
1987), Ives (1974), and Okey (1990) were used durlng
the flnal week. Scheduled tape-recorded interviews
allowed the researcher to listen more carefully, to be
more attentlve, to malintaln greater eye contact, to
observe the respondent more closely, and to maintaln an
accurate record of the entire Interview (Okey, p. 67).

As a well established and accepted fleld research
method, the interview provides a richness and personal
touch unattainable with data collection methods such as

the questlionnalre (Okey, 1990, p. 57). Gorden (1969)



{ger

ques

iny

Na)

Iny



56
ldentifies five advantages of the interview over the
questionnaire:

1. The interview provides more opportunity to

motivate the respondent to supply accurate and

complete information immedjately.

2. The Interview provides more opportunity to

gulde the respondent in his interpretation of the

questions.

3. The interview allows a greater flexibility in

questloning the respondent.

4. The Interview allows greater control over the

interview situation.

S. The Interview provides a greater opportunity

to evaluate the validity of the iInformation by

observing the respondent’s non-verbal
manifestation of hls attitude toward supplyling the

Information. (pp. 52-54)

There are disadvantages inherent in using the
interview, however. "“Basically, the problem is one of
maximizing the relevance, valldlity and rellabllity of
the communication in both directions between the
Interviewer and respondent" (p. 59)>. To do thlis, the
interviewer must establlish and maintain “optimal*
Interpersonal relations with Interviewees as the means
to the end of obtalning relevant information which

lncreases the vallidity and rellabllity of the
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Information the respondents glve (pp. 60, 95>. 1In
light of this, the researcher established and
maintained positive Interpersonal relatlions with
interviewees.

The researcher interviewed teachers,
bullding-level administrators, and other staff using
the scheduled interview methodology. The open-ended
interview questions were based on the research
questions. As the notes were reworked and studied, new
questions were added to check perceptions In the
attempt to describe and explaln accurately the behavior
of the actors whose practlices were under study. The
interview questions were:

1. How do your teaching practices this year
compare to your teaching practices of previous
years? Have you made any changes durlilng the
past few years? If so, how? What was the
Impetus for any changes you made?

2. How do you declde what to teach?

3. How do you declde how to teach it?

4. In what ways are classrooms in thls school
cooperative social organizations? What about
your classroom? Are there any school-wide
rules? If so, how were they developed? What

about classroom rules/behavior standards?
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In what ways would you call this school a
cooperative social organization?
What is happening in your classroom(s)
regarding the methods of science and
sclentliflc problem solving? Do you relate
additlional disclipllines of knowledge to
sclentiflic problem solving? In what ways?
Do teachers In this school assist and
encourage students to become self-directed?
How? Do you? How?
Do teachers in this school use units or themes
which lncorporate the active lnvolvement of
students as they address real llfe kinds of
problems? Will you describe some? Do those
units of study Integrate varlious dlisciplines
of knowledge? If so, how? What about ln your
classroom?
Are any klnds of cooperative learning
approaches to Instruction used in the
classrooms of this school? If so, describe
them. What about your classroom? What do you
think are the main objectives of cooperative
learning approaches used ln your school
(classroom)?
In what ways do teachers in this school get to

know individual students, thelr experiential
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backgrounds, and thelr needs? How do teachers
use this knowledge? How do teachers in this
school determine how well students are dolng?
In what ways do teachers in this school try to
make the varlous disciplines of knowledge part
of a total growth experience for students? In
what ways do teachers in this school stay
informed about students? about subject areas?
about teachlng practlices? What about you?

11. How do teachers in this school view reading
and reading iInstruction? What makes you think
so? What Is your view? How do they teach
reading? Can you glve some examples? How do
you teach reading? Can you provide some
examples?

12. Is there anything else that you can tell me
which will help me to better understand
classroom practices?

Rellability and Validity

According to Okey (1990)>, “Rellabllity, which is
the consistency or repeatablillty of the study, |s
ensured by the method Itself. . .(becausel [tlhe method
Is what connects the observer to the events and
situations belng studlied" (p. 61). According to Gorden

(1969), “By valldity we mean the extent to which we are
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able to observe or measure that which we intend to
observe or measure" (p. 4). Cusick says:
The test of valldlity Is with the reader. If the
narratlve which results presents enough data and
is what it says it 1ls, It Is valld. 1If it is
valid, It iIs rellable. Over a period of time,
rellabllity will take care of ltself If valldlty
is present. (1987).
However, to provide more assurance of a worthwhile
valld study, and, therefore, have more assurance of the
reliabllity of the study, the research was tallored to
the six indices of subjectlive adequacy stated by Homans
(Bruyn, 1966, p. 181):
1. Time. The more time an individual spends with
a group the more llkely It Is that he wiil obtaln
an accurate perception of the social meaning its
members live by. [A block of time more than 10
weeks in length was avallable for observatlion and
interviewling.]
2. Place. The closer the researcher works
geographlically to the people he studies, the more
accurate should be his interpretations.
[The school site for the study was close and
easlly accessible.)
3. Soclial circumstances. The number and varlety

of soclal circumstances which the observer
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encounters within the soclial structure of the
community lncrease his accuracy. ([(The observer
was active in school activities both within the
classrooms and outside of them. The actlivitles
included staff meetings, fleld trips, science
falr, talent show, outdoor education camp, lunch
with teachers and with students, fund raisers,
evenlng programs presented by students, the school
fun falr, recess, and the school student-staff
softball game.]
4. Language. The researcher and his subjects
should share a common language. (As a former
elementary school teacher, a former elementary
school principal, and as a fleld supervisor of
student teachers, the researcher shared a common
language with the informants.]
S. Intimacy. The greater degree of intimacy the
researcher achieves, the greater his accuracy.
(The researcher intentlionally developed and
practiced nonjudgmental verbal and nonverbal
behaviors in her work as an observer. Techniques
of active listening were used. Staff members
appeared to trust her and confided in her.]
6. Consensus. Confirmation that the meanings
Interpreted by the observer are correct.

{Confirmation of perceptlions was sought through
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further sampling and data collectlion including

both scheduled and nonscheduled interviews.]

Ihe School

The subject school housed grades K-5 and retained
a rural-suburban nelghborhood atmosphere even though it
was a part of a district with a large (11,417) student
population. Before 1959, there was no district high
school In the area where the school Is located. Only
grades K-9 were offered. Having no high school for
thelr students and wanting to provide students with a
more coordlinated and richer curriculum, residents of
the area voted to consolldate with the adjolning school
district of the mid-sized city.

The school’s organizational structure and physical
appearance were simllar to that of other publlic
elementary schools. The school bullding, constructed
iln 1960, was a flat-roofed concrete and brick structure
with four rectangularly shaped “wings." With two
additions, one built In 1965 and the other in 1970, it
housed 650 elementary students in grades kindergarten
through fifth. Flgure 3.1 depicts the floor plan of
the bullding which contained 23 self-contalined
classrooms, 2 cross-categorlical speclial educatlion
classrooms, a combination gymnasium-cafeteria with a

stage, and a kltchen. Two small classrooms housed the
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speech and language teacher and a paraprofessional who
worked with the Article III compensatory reading
program. One empty classroom was used as the
‘mul ti-purpose’ room for various meetings and other
actlivities. A large former classroom did double duty
as a combination llbrary and computer laboratory. A
multi-room offlce area connected to a small teachers’
lounge contalined five small offices--one each for two
secretaries, the principal and the assistant principal,
and one shared by two volunteer coordinators. The
buillding was surrounded by open areas, some of which
were blacktopped, and all of which were used as play
areas.

The enrollment had been stable during the three
years preceding the study. The school had no tultion
or iInter-district transfer students. The full-time
bullding principal worked with an asslistant princlpal
who was in the bullding Mondays, Wednesdays, and every
other Friday.

The school staff consisted of 23 full-time
classroom teachers, two special education resource room
teachers (one of whom spent her mornings in another
elementary school), a half-time physical educatlion
teacher, a French teacher (two days per week), a
full-time speech theraplst, and two secretaries.

Volunteer parents served as librarlians. Two volunteer
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coordinators sought other parent volunteers for a
varlety of tasks. One day custodian and two night
custodians looked after the bullding. Twelve
paraprofessionals supervised students durlng the lunch
hour and noon recess each day. Two kitchen servers
worked mid-morning to mid-afternoon to serve lu<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>