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ABSTRACT
Placedbased educatignor PBE, is a contemporary educational term which refers to

those forms of pedagogy that seek to connect learning to the local ecological, cultural, and
historical contexts in which schooling itself takes place. As a formalized, named pedagogy,
placebased educmin represents a relatively new field of exploration. This stsoyght to
invigorate the historical conversation surrounding plaaged educational theory and practice
through the identification and exploration of historical precedents that were funddiynen
similar in type.Three essential questions guided the research. First, utilizingeepart filter
which evaluated the extent to which curricular reform efforts maintained as core educational
considerations the local, the learner, and the commuh#gystudysearchedhrough awealth of
primary source material® identify historical antecedents to modern pkhased educational
thinking. Second}, the studyalso explored the sociopolitical contexts in whidurricular
reformsthat were essentiallglacebasedgrew up historicallyAnd thirdly, the study sought to
identify the ways in which historical considerations of curricula might inform contemporary
practice in the field of placbased educatiomMajor findings include: (1) a clear determinaitio

that the core principles of platased education are indeed quite mature, (2) recognition that



historical placebased reform models often enjoyed wide institutional support as cst@fue
academic formalism, (3) an understanding that historical medielsessed multiple disciplines
across the curriculum, (4) a realization that local andlocal considerations were not mutually
exclusive, and(5) an appreciation for the notion that successful negotiation of mainstream
practice and curricular/pedagodiganovation wereftenessential to the widespread adoption of
reforms historically
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CHAPTER 1
OVERVIEW OF THE STUDY

Introduction
As a formalized and named pedagogical approgleltebased educatiorepresents a relatively
new field of exploration. In efforts to locate origins, some look to the work of David Sobel and
his early attempts to define explicitly the parameters for a filased approach to teaching and
learning An equally likely candidte is John Elder of Middlebury College. Middlebury,
Vermont is home to one of the oldest environmental studies programs in the nation and through
his collaboration in the early 1990s with the Massachubaged Orion Society, the first named
placebased literature program was bomDavi d Orr 6s s e miBtdogicalcont r i
Literacy points to yet another foundational soufcBut years before the contributions of
prominent placdased proponents such as Orr, Sobel, or Elder, other initiatives, such a
Georgi aods Foxfir e -basadddeals enxpeactipel John Redey, pColanel e
Francis Wayland Parker, and a number of educational progressives outlined similar approaches
nearly a century earlier. Going further still, the attention to the lesgueriences of the learner
and the recognition that student experiences often grow out of local contexts, core themes
represented in the writings of such famed educational figures as Comenius, Pestalozzi, and

Froebel, suggest a deeper lineage which s$testcback centuries. In short, even a brief

! David Sobel,PlaceBased Education: Connecting Classrooms and Communitiasire Literary Series No. 4
(Great Barrington, MA: The Orion Society, 2004Japmaking with Children: Sense Bface Education for the
Elementary Year@ortsmouth, NH: Heinemann, 1998).

2John Elder, A T e a Storiesig theaLand: tAlPleeBasSat] gEeviroomental Educati Anthology
Nature Literary Series No. 2 (Great Barrington, MA: The Orion Society, 1998).

% David Orr, Ecological Literacy: Education and the Transition to a Postmodern Wtkv York: SUNY Press,
1992).



consideration of placbased reform initiatives reveals a curricular and theoretical repertoire far
more expansive than the notable efforts of educators across the past two decades.

Despite the recent proliferatioof placebased educational research, conversations
surrounding this promising area of study remain confined largely within the sciences and the
field of environmental studies in particular. This narrowness may be at least partially the result of
the somwhat ahistorical nature of plad®sed educational research as a whole which has
arguably worked to limit understanding over time and across disciplines. While David
Hu t ¢ h bread codsgleration of the role plceandspacein educatiorand Paul Theab!| d 6 s
historical work in the area of rural education stand as notable, but partial counterexamples, there
is, to date, no comprehensive historical consideration of {lased curricula in publicatich.
Modern theorists and practitioners alike, appearperate in isolation, with little recognition of
the successes and failures of ptaesed initiatives historically. Pladrased education, though
perhaps young as a formal pedagogical approach, is based upon much more mature, more well
established educatial traditions and historical consideration of those traditions, it stands to
reason, may offer valuable insight for contemporary teachers and students. The study outlined
below attempts to expand the historical conversation surroundinglpdaee educainal theory
and practice.

Background of the Problem

Placedbased educatigror PBE, is a term which refers to those forms of pedagogy that
seek to connect learning to the local ecological, cultural, and historical contexts in which
schooling itself takeplace. Participatory and active, PBE frames the learning process around the

unique experiences, situations, and events of the places in which schools are located. In his

* David Hutchison,A Natural History of Place irEducation(New York: Teachers College Press, 2004); Paul
TheobaldCall School: Rural Education in the Midwest to 19C&rbondale, IL: Southern lllinois University Press,
1995).



comprehensive review of plat@sed education, one of only two that exist to dateglSutered
the following formal definition:
Placebased education is the process of using the local community and environment as a
starting point to teach concepts in language arts, mathematics, social studies, science, and
other subjects across the cuatiom. Emphasizing hanem, realworld learning
experiences, this approach to education increases academic achievement, helps students
devel op stronger ties to their community,
world, and creates a heightenesimmitment to serving as active, contributing citizens.
Community vitality and environmental quality are improved though the active
engagement of local citizens, community organizations, and environmental resources in
the life of the schoal.
In the mat general sense, theplacebased educatiors a reference to those pedagogies that
emphasize thélocalo in the educative process. In many cases, contemporary PBE initiatives
seek the dual purposes of providing a more worthwhile educational expef@ngeung
learners while simultaneously working to improve the political, social, ecological and/or
economic quality of local communities. Scholars have referred to the approach variously as
placeconsciousnesspedagogy of place communityoriented schoahg, and bioregional
education yet all versions, and there are surely even more still, share a fundamental commitment
to the places in which learning is situated, the nature of the learner, and to the stakeholders
maintaining positions in the proce§s., the communityj.The discussion below highlights the
recent origins of the phrasglacebased educatignand, through a review of the relevant
literature, offers definitional criteria to identify the key aims of the approach. The review is not
exhaustive, but instead emphasizes foundational contributions and seminal works.

Modern Origins. In an account of his tenure with the Bread Loaf School of English at

Middlebury College in Vermont, Elder revealed that the phpdaesbased educatiogrew out

® Sobel,Place Based Educatian.

®David Gruenewal d, AThe Best of B dtdubationtd Rebedrsh82, Ao. «Cr i t i c a
(2003} 3-12, Paul TheobalandP a u | Nachtigal, ACul tur e, CommunhAhit y, and
Delta Kappan77, no. 2 (1995)13235 J ani ce Woodhouse andBased Cufrituumdnd Knapp,
I nstruction: Outdoor and EnERICDigestER4A301(200B)d ucat i on Appr o
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of his own collaboration with Laurie Lafiucker and the Orion Society in 199®liddlebury is

home to one of the oldest environmental studies programs in the United States, a major the
college introduced as an fappdrnimioes Theinitahy t r a
course in placdkased education, established nearly thirty years later, was experimental for the
most part and consisted primarily of secondarg v e | English teachers in
MA program. The Orion Society, a Mashusettdased environmental organization committed

to fAinterdisciplinary & hasisponsoredean tfedows eadh yeam t i o r
since their initial and successful start in the early 1990s. This collaboration between the Orion
Society and Midlebury College, between Elder and Laheker, marked the source of the
placebased heading as a named approach to teaching and learning. With that in mind, place
based education as a named approach for teaching and learning is roughly twenty years old.

A concern for the health of ecological systems is one that modern proponents of place
based education typically share. This was certainly true of Elder anddeaene k er 6 s wor
together. But while it is generally the case that the PBE has grown out oésdésr
environmental quality, sustainability objectives extend beyond the natural environment. In an
article intended to highlight the connections between giased education and Aldo Leopold, a
noted literary figure and conservationist, Clifford Knagpvided clarification. Knapp suggested
that placeconscious educators have much to learn from the conservationist and his call for more
inti mate connections to natur al |l andscapes.

Leopold used the terms consdiwa education and ecological education, he employed many key

"El der, ATeaching at the Edge. 0

8 bid., 6.

°laurie LaneZuc ker and Jennitfheer LSaarhdn , F efb@respinsitelsmdi AnBlacBased
Environmental Education Anthologyature Literary Series No. 2 (Great Barrington, MA: The Orion Society,
1998), 16.
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characteristics of plase as ed e " Knatpipdrs. 0suggesti on was rev
environmental education apart from the ptaesed approach; that is, Knapp did not view the
twoassponymous. At the same time that Knapp c:
personally with natureo and to fiobseAS8aad seaso
Country Almanag first published in 1949, the conservation pion@dso highlighted ta
i mportance of f kM Bhenatuml edvicoonsent is mpostanoto gpnteinporary
placebased educators and theorists, but their concerns extend further than the seemingly
narrower focus of environmental education, at least rhetorically.

A recent dissertation by Michael Duffin lends further credence to the notion that while
PBE seeks, in part, to maintain and improve the integrity of ecological systems it is an approach
with potentially broader educ éasedecduaation gaao bel s . D
seen as a refinement YHfe emxwil rad mreadnt afl T heed ukceayt i
placebased education focuses on all aspects of the local environment by including dimensions of
culture, history, social and political issjeand the built environment, as opposed to focusing
more exclusivelyonthendmu man nat ur al worl|l déPBE presumes
cares about the place they live is best prepared for taking better care of the local and global
envi r o'dTheughtstewardship remained the end result, Duffin extended his philosophy of
placebased education beyond environmentalism al&@@nmitmens to a broader sense of
community responsiveness, one that includes yet moves past the ecological and into the cultura

landscape, is a feature that distinguishes much of the recent writing produced byagkedte

Vclifford KFhaupRelationahiphPéaeBased Education, and Aldo tep o |Jautnal of Experiential

Education27, no. 3 (2005): 280.

"pid., 281282.

2ZMichael Duf fin, iPortrait of-Baseth Edutatibra Scholl |Celmre,nancar y Sc
Leadershipd (doctoral disser &6 on, Antioch University.
2 bid., 27.
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advocates. At the same time, however, it is nonetheless the case that so much of modern place
based educational theory and practice is at least partially emalggocused with a strong
emphasis on the sciengesnservatiopand sustainable development.

The Local & the Learner. Placebased education typically contains an experiential
element and honors the nature of the learner in the educative processneéOof, several of
modernplaco ased educationdés original -basedebecatisn i n s«
and the importance of experience in his seminal, -fiefthing work entitled Ecological
Literacy, publ i shed i n 199 grationkfeplace o bdudatioe islimporiamth e 1 r
for four reasons. First, it requires the c¢oml
place involves complementary dimensions of intellect: direct observation, investigation,
experimentation, andskiln t he app!l i c d@%Although sohblarkhave moreoftem e . ©
recognized Orr for his argument that plo@esed education is critical to ecological sustainability
and to the task of fAreeducating p'Rteepdssagei n t h
above nonetheless approached a recognition of the experiential function thabgdede
education sometimes serves. Orr was not alone in that regard and for many observers, in fact,
placecbased education Ai¥ inherently experiential

Gregory Snth, another leading figure in the field, also appeared to support the notion
that placebased education is characteristically experiential and that the nature of the learner
must be appreciated. Smith characterized pleees ed | ear ni ng adocalt hat !
environments social, cultural, economic, political, and naturals the context for a significant

A

share of student 6s?' Bydnearparatingotmegantiliar énto phe educativee e s . 0

4 Orr, Ecological Literacy 128.

*Ibid., 130.

®WoodhousendKk napp, -BABlkadc€urriculum and Instruction, o 2.
YGregory Smit hEdudat®mai LeagershifBepaeinbefD02): 30.
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process, greater engagement was the result. Smithtweon t o suggest the f ol
learning in the lives and concerns of students and their communitiespplseg education takes
advantage of studentsod natur al interes® in tt
Smit hdés ocomderurm afl ofithe stedene sudgested an affinity for the nature of

the learner and his or her present understandings of the world.

Smith has argued elsewhere that pleased education often contains experiential
elements as well. He idefiti ed Acul tur al s t wdrid @reblemsohdng,ur e st
internships, and i nduc t%iaDaategbries avound whitmedndatory p r «
might frame learning opportunities. As Smith concluded of these models and of the approach
generally, Afa crit i-based educdtianr is dst eemphasst an clearronfy pl
experiences that allow students &cbme the creators of knowledge rather than the consumers
of knowl edge c? eiketothet platp a e theps oponent s, Smi t
contained an appreciation for both active, experiential learning and the lived experience of the
student. Of ourse, both of those concerns he framed locally and within the context of the school
and neighborhood, a characteristic feature of pbesed education.

Community ResponsivenessAnother nearly unanimous sentiment contained within
contemporary plaebasededucational writing is the desire to generate a deeper sense of
community. Generally speaking, however, this elevated community sense is linked ultimately to
other, more specific and tangible social, environmental, and educational objectives. Paul
Theobatl and Paul Nachtigal have contributed greatly to the discussion surrounding community

and placebased education. Theobald and Nachtigal expressed, for example, their concern for the

BSmith, AGoing Local, o 30.

YGregory SnrBashed fABPd uaccaet i on: L e a r rPhiDgta KappanB3e no.VBh(Aprile We Ar
2002): 584594.

%0 bid. 593.



perceived loss of a communisghool connection once believed central woak education in
Ameri ca. As Theobald and Nachti gal | ament ed:

linked to their communities, and the process of schooling has reflected local values, mores, and

ways of Il i feéAn i nheris better, was promoped asdhe way schaols b i ¢
Sshoul d be. Today, this assumption continues
c hi | o Theongh @& return to local context in educational planning, Theobald and Nachtigal

concl uded, choble paniaularly ounab aes,scould potentially undo some of the

del eterious effects that fii fdave tepoitedly braught z at i «
about. I n their wor ds, Ae[t o] appreciably at
cotri bute to the r e®Aneomplacebasedadforncsoategyuvas notiordys . O
central to educational quality generally, but also believed to have the effect of producing more
engaged <citizens. They not ed tliein community and itsT h e m¢
environsi its social structure, its economy, its history, its music, its ecolothe more they
become invested in that communityéThe promise
us all on the road to a more sustaifae f*liThaolvalel ha reiterated and expanded a similar
position in subsequent texts, most notablaching the Commongublished in 1997, and

Education Now his most recent volume published in 260%roponents have echoed the
perceived connectionebween community, educational quality, and civic action throughout the
placebased educationditerature. In many ways, it is characteristic of pta@sed teaching and

learning.

“Paul Theobald and Paul Nachtigal, ACulture, Community,
#bid., 8.

2 |bid.

#bid. 9.

% paul TheobaldTeaching the Commons: Place, Pride, and the Renewal of ComrfBaitider, CO: Westview

Press, 1997); Paul TheobaHducat i on Now: How Rethinking ABuodderi cads P
CO: Paradigm Publishers, 2009).



Critical Theory & Place-Based Education.In recent years, critical theotss generally
defined as those who seekitlentify and correct social inequalities and injustices, have found
new utility in placeb ased education. A part of Athe new |
with the field hol d namiceglobpligation pheveever mewitabte haadt A e e
beneficial it may be to some, is far fffom the
It may be the case thptacebased educatiohas maintained an orientation toward social action
since its incepon. The general commitment to conservation and sustainable development, for
example, is perhaps something ofvalueladen concept. While pladeased education as a
modern approach has preserved a dedicati@eriminprogressive idealof education, oné¢hat
begins with the learner, it has at the same time become characteristically change oriented.
Nonetheless;ritical placebased education, as it might be termed, intensifies the call for change.

David Gruenewald (now Greenwood) is perhaps the fatiecritical placebased

education as he has done much to outline the theoretical boundaries of the approach. Drawing on
aneeMar xi st perspective and Pa,flGouenEwaid ecasengés n o't
that status and power are ultimatelytied pl ace. He noted: APl ace, i
narrative of local and regional politics that is attuned to the particularities of where people
actually live, and that is connected ®To gl oba
say t another way, place always has a great deal to do with the manner in which social, political,
economic, and cultural forces take shape, not to mention how groups and individuals perceive

and experience the world.

®pDavid Gruenewald and Gregory SnHlateBasedfENiaatianinghe Blobalm f or
Age: Local Diversityed. David Gruenewald and Gregory Smith (New York: Lawrence Erlbaum Associates, 2008),

xiii.

Gruenewal d, AThe oB&st of Both Worlds,

%8 |bid.



Gruenewald asked pladmsed educatore tsearch for the means by which to challenge
schools in ways that could encourage reflective action towards the spatial and historical factors
he perceived to produce inequality. AOne of m
critical pedagogy rd placeb a s e d educati on, Gr uen ewasddd rec
education, in its diverse incarnations, is currently less a pedagogy per se and more an alternative
met hodol ogy that | acks a*Hsewhaairethettextthe aldir e tiiAc a |
critical pedagogy of place deepens the challenge by bringing cultural and ecological politics into
the center of placbased discourse. It would be difficult to underestimate the messy complexity
of theséFpol iGriucesneawal dt thewoyr eai dialohtr amewor
emphasized particular social and cultural critiques.

Claudia Ruitenber go6s -based edacatierphuilt anlthe zréidali on o
writing of Gruenewald. Disillusioned by the romantic views of rural educaiiad nature that
she perceived pladeased educators to hold, Ruitenberg called for reappraisal. She explained
t hat Aéthe wuncritical cel ebration of rur al o]
dichotomies and does nothing to help an examinatioo f the role of place
Ruitenberg challenged the notions afmmunityand experience terms the present discussion
has established as central to ptaesed educational thinking. Ruitenberg worked to
problematize the common understanding community by insisting that the term implied
exclusion; that is, where there are community members there are almost necessarily non
members as well. She offered the following co

character of community, ashiave previously mentioned, is that the identity and coherence of

®Gruenewal d, AThe ®est of Both Worlds, o
“1bid., 11.
cl audia Ruitenberg, ifiDeconstructing the Experience of

Philosophy of Educatiored. KennetiHowe (Urbana, IL: Philosophy of Educati@ociety, 200} 213.
10



community are structurally incomplete and imperfect. A second central feature is the
communityods reliance on those who are excl ud:
members of a comunity, the sense of belonging together, is possible only because there are
others who do not bel on g ¥*Agaih,dor Ruiteeberg, tomsuinitye t h e
implied members and nemembers, insiders as well as outsiders.

Regardingexperience Ruitenberg drew on the writing of Jacques Derrida and his
conception that al | experiences are somehow
unmedi at ed experience, 0 Rui tenberg Il nsisted,
consciousness of thexep e r i e n c i A or Paoebased @ducation, this translates to a
recognition that ndAlIll people bear the marks o
l ong or short a tinfdntRay tleaber gebnsedraticah ther a.
pedagogy oplacewoul d build on such a conception. As
of place, students are taught to see the meanings carried by the place in the past, the openness to
future interpretation and meanisggo n st r uct i o n étl te netnrceonucr hangeenst nion o
and community but r at h® Whilehitois i entigely icleay thaaleed o p e
theoretical prescriptions have gained momentum within the wider community ofqalaseious
theorists and practitioners, Ruitenbg 6 s ef forts to | ink cri-tical
based education represents a popular trend.

Throughout the literature, then, observers find commitments tehtarsl experience and
the unique attributes of the learner, and, in some instadeast, to community responsiveness

and to cultural critique. Although each of these attributes have been emphasized to varying

#Ruitenberg, AiDeconstructing the Experience of the Loc:
¥ bid., 214.
*bid., 215.
* Ibid., 219.
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degrees from one author to the nekese themes together do much to define the aims of place
based education as a moderroraf agenda. Of course, each of these elements, it is critical to
add, are oriented around the local. It is the incorporation of locally available phenomena into the
learning process that inspires the entire approach, a characteristic which absolutefybeanno
overstatedYet none of these educational themes are new, not even when packaged together.
More importantly, as a number of scholars have begun to recognize, the objectives that define
placebased education have a lineage that extends far deepethéhaewly termed approach
might imply.
Significance of the Study

Duffin recentl y rbasetheducaion istshch tn ofieéd prid dlexible
prototheory of education that it flows into a million different connections to other theories of
educationand s d%difetDu.fof i nds assessment was even mc
surprising that so few pladeased educational proponents have ventured to adopt an historical
lens in their writing. While an exhaustive exploration of those million different connections
might be overly cumbersome, the near absence of historical evaluations ofbgdace
educational theory, let alone historical representations of practice, is difficult to understand.

In reviewing the contemporary plabased educational literature, whiatders typically
find is a casual respect for the theoretical overlap that exists between modern versions of place
based education and elements of educational progressivism of the early to middle twentieth
century. In their introductory commentsRtace Based Education in the Global Agaublished

in 2008, Gruenewald and Smith pointed out th:

®¥puffin, fAPortrait of an Urban Elementary School .o 24.
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was placbas dheéey went on to note that: ARef or mer
Heard Kilpatrick in the early 20h century spoke to the i mporta
experiences of particular communities and places into their formal education, but the tendency
toward centralization and standardization in the broader society marginalized their perspective
andt he pract i ce & Fronhteisshoat passage attseemhs réasonable to suggest that
Gruenewald and Smith recognized the existence of historical antecedents to modepag#dce
educational efforts. At the same time, however, Gruenewald, Smihfesv other placéased
researchers have sought to explore the historical domain in depth.

As is perhaps true of American educational literature generally, references to the work of
John Dewey have not been infrequent in the writing of phexsed educats, as the Gruenewald
and Smith selection above might suggest. I n
consistent discussion of local context as a primary source for educational objectives. In their
discussion of diversity and plat@sed educain, Theobald and Siskar built on this argument

and credited Dewey for his position on the

‘N

dynamic between the development and welfare of the individual and the community creates an
opportunity for a checkand-balance system that would well serve learners whom Dewey, in the
tradition of Montesquieu, rightly defined asocial individuals Deweyds individ
Vygotskyoés child, can only grdrheobald andSistar t hr o
successfuy linked placebased education to social constructivism and, in doing so, went further

than some in engaging Deweyan and other theoretical precursors.

3" David Gruenewald and Gregory Smiggs.,i Ma ki ng Room f dlaceBaked Educatomih thé i n
Global Age (New York: Lawrence Erlbaum Associates, 2007), 1.

% |bid.

¥Paul Theobald and John Siskar, #f@dPlace: \WhmBased Di ver si
Education in the GlobaRge: Local Diversity eds. David Gruenewald and Gregory Smith (New York: Lawrence

Erlbaum Associates, 2008), 212.
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Woodhouse and Knapp, too, have recognized the historical linkages to Dewey and to
educational progressv i s m. | n a PRldacaBasedt Curgcolum dnd éstructiond
Woodhouse and Knapp reported that Aéprogressi
placebased education] f of Thneoyr enottheadn f1luOkGtsddye & a rtsh.
educationusually includes conventional outdoor education methodologies as advocated by John
Dewey to help students connect WiMordirecertiyei r pa
Knapp added: A T o dbmsed dadicationfhasestablished itsethpep tcaik of
t housands of pages in its young I|ife as an ed
based education has never before been tried in schools and other educational institutions. In fact
the idea of learning from the local surroundipgs e dat es t he format®fon of
Knapp went on to report that #ANewman and Ol iv
plan that linked formal schooling with the community context without inventing a specific label
f or*®Qmfoudd a similar historical connection in L
in the 19408* Again, however, aside from the general recognition that historical antecedents do
exist, Woodhouse, Knapp, and Orr, like many other thoughtful proponents, hzeellyy
stopped short of halepth historical consideration, be it descriptive or analytical, of theory and
practice.

A well-known advocate of pladeased education, Smithds nume
the somewhat incomplete engagement with the hestodimensions of the field. In an article

ent i Goinglebcajio publ i shed in 2002, Smith reiterat e

“Woodhouse & Bmapp, CuPlrace!l um and I nstruction, o 1.
“bid., 1.
“2clifford K-Bamqul pCurricudiaP bral cPedagogical Models: My Adventures in Teaching through
Communi ty CRateBased Elycationiinnthe Global Age: Local Diversitgs. David Gruenewald and
4G?’regory Smith (New York: Lawrence Erlbaum Assoet2008), 6.

Ibid. 7.
“40Orr, Ecological Literacy.
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exist between John Dewey and pdce s ed educati on. He expl ained:
local context, proponensd dr ess one of John Deweyds "( 1899/
century public schools that still applies to this century: the lack of connection between formal
schooling and studentsodo | ives, a discoannect t
opportunity to explore questions that arise f
competent and contributing membBlathesameyeatinei r f
Phi Delta Kappan Smith framed a similar argument where he poend out t hat nJol
noted [the] disconnection between school and the world and sought to overcome it in the
University of Chicago Lab School that he and his colleagues created at the end of'the 19

c e nt “fi Ang finally, in a more recent publication Smi t h agai n Saedoer ence
and Society publ i shed in 1915, to highlight the fol
recognized that a failure to alter [the behavioral regularities of school] prevent the widespread
adoption of progresse educational practices aimed at integrating schools and their communities

and inducting students into patterns of civic engagement essential to the maintenance of
democratic insti tsmithhandsne & Peawdeayto dradvtdhnectiorswit

the confines of singular articles, yet there is considerably more historical investigation to be
completed. While John Dewey, and to a far lesser extent, William Heard Kilpatrick, have found

their way into the writing of modern plat®sed researcherjere is virtually no irdepth
consideration of their work, let alone evidence of practice. The connections between modern

placebased education andertain dimensions ofearly nineteenth century educational

“Smit h, Going Local,o 31.

“Smit h, Learning to Be Where We Are, 0 586.

““Gregory SmBashed AP wlxat i on: Breaking through the Cons
Environmental EducatioResearct 3, no. 2 (2007)189.
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progressivism may in fact run deeper than theughtful, but incomplete literature that
represents the field today might suggest.

Theobal dés continued efforts to iIinvestigat
figure in the contemporary field. More importantly for the present discussierdepth of his
historical perspective offers at least a partial rebuttal to the claim thathssed educational
research lacks depth historical perspective. Followi@all Schoo] his first extended historical
publication exploring the demise of theral school in the American Midwest to 1918, Theobald
developed his interest in rural schools into a deeper advocacy for the renewal of a sense of
community through localized education. As he explain€tkiaching the Commopngublished in
1997: AKT hiiss pbroeomi sed on two assumptionseé. Fir st
the educational | andscape of this countryé. Se
their physical place on earth and the social, political, and economic dynasmicgitiound it.
Doing so would render the entire school experience more meaningful and, in the process, would
contribute in a small, though not insignificant, way to a cultural healing desperately needed in
Amer i ¢ an“ Ehe motios that a rural, pledased education might provide hope for the
establishment or restoration of a commuifdgused ethos, both locally and throughout the
nati on, is a theme that has come to character
that his work, particarly his early work on rural schools, has contained a solid commitment to
historical analysis. Not only has Theobald explored rural Midwestern schools, the notion of
community, and the significance of cyclic time from an historical perspective, he has also
considered the contributions of John Dewey, William Heard Kilpatrick, and George S. Counts in
greater detail than many other pldta s ed r esear cher s, al though tnh

latter was not introduced in the context of pta@sed educatioiRather than a history, in part or

“8 TheobaldTeaching the Common.
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in full, of placeb ased educati onal theory or practice,
as a critical analysis of American schooling and the notion of community, which ends with
advocacy and a call for a shifbward a more placeonscious education. The challenge to
explore more deeply the historical terrain of pthesed education, particularly in the context of
practice, remains unmet.

Hut chi sonds compr ehens placein educaionalsa tllusteated of t h
somewhat of a counterexample to the claim that giased educational research is bereft of
historical analysis. AlthouglA Natural History of Place in Educatiorpublished in 2004,
presents itself as a holistic appraisal of the variétgneanings that the notion of placgght
hold in educational contexts, Hutchison also included discussion of what he referred to as the
A pedago gy whil links the texg albeit somewhat indirectly, to pthesed education.

In a chapter bearingpé same name, Hutchison discussed a range of educational philosophies and

the manner in which each utilized the concept of place in the process of determining what and
how students should | earn. Hut chi sontfulsforef fort
placebased educators in that it provided a clarifying function. At the same time, however,
Hutchison centered the bulk of his historical considerations on educasipaatsand school

and classroom environments. The notion of plaased educatioas that which incorporates the
historical, ecological, and cultural particularities of a given locale as sources for curricular
choices exists, for the most part, outside of the historifalyc used porti ons of H
No doubt a seminal conlriut i o n, A MatucahHisw®onry of @lace in Educatiorannot be

viewed as more than a partial history of plhesed education as it did not emphasize the

development of the strategy over time.
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In its current form, placbased educational reform remms largely within the domain of
science education, or to be more precise, environmental and ecological education. Although
professional journals such d&@hi Delta Kappan, Educational Leadershithe Journal of
Experiential Educationand theAmerican Eduational Research Journdlave accepted place
based educational research for publication, environmeraatyted publishergnvironmental
Education Researctor example, have been far more common sources for such work. This is not
altogether surprisingigen the origins of contemporary plabased education noted at the outset
of this discussion and the broad concern for environmental conservation and sustainability that
has permeated much of the literature to date. In a recent dissertation, Danielielereenf
attempted to link the ecological consciousness of several early environmental thinkers to modern
environmental education. Exploring the work of key figures such as Henry David Thoreau, Aldo
Leopol d, and Edward O. Wi | dacegsedI&Grnmg writidale | d ¢ «
thinking, and the interconnectedness of knowl
philosophy t @ mahedamé gearsr Knapp drewda similar connection between
LeopolTchéosuoilr el ati-basb@dpedondapiance Before conc
were alive, he would be speaking, writing, and teaching about-place ed educati on,
insistedt h a't a deeper consideration of ot her natu
Henry D. Thoreau, Gilbert White, Edwin Way Teale, Rachel Carson, Annie Dillard, Sally
Carrighar, Virginia Eifert, and Anneleddams r ow L

for placebased educational research@®3ogether, Greenfield and Knapp appear to represent

“Daniel Greenfield, @AThe Land as the Forgotten Teache
Thoreau, Leopol d, and Wil son, | ndiseertation, KEn State Wnivarsgyn t a | E
2005), 1.

®Knapg,hoful Rel ationship, o 284.
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the only two historical considerations of the linkages between -pla®ed educational theory
and the American environmental pioneers of the twentiettucg

To be sure, placbased educational research is not entirely ahistoYicBhere have
been, in fact, hintand glimmersf the past scattered throughout the literature. There is a general
recognition, as the discussion above has revealed, dfig¢bestical connections that plaloased
education shares with early twentieth century progressive educational thinkers. Febhepkde
proponents have argued that the approach is entirelyhBlacebased educators have also
begun to consider the morecemt past and the kinship that sometimes exists between American
environmentalism and certain plabased educational scholars. But the historical work within
the field of placebased education is far from complete and it is within this assumption that the
present study grounds itself.

Statement of Purpose

The purpose of this study is to rigorously and systematically document historical
precedents of plageased educational theory and practice. In doing so, this study provides a
more solid foundation upowhich the contemporary field which might ground contemporary
conversations regarding the idea and practice of filased education. While plabased
education as a named pedagogy appears to be a relatively new term, even a cursory examination
reveals thathe fundamental principles of the approach have a much deeper lineage. By at least
the early twentieth century, for instangeany progressive educational scholars were writing

about the importance of maintaining a commitment to local contexts, thasexgerience, and,

1 Two further examples of historical work in the context of plaased education can be found in Jayanandhan,
AJohn Dewey and a Pedagogy OoMel Pl ame,@urankd aCan i fEHac hi O
discussion as appropriate.

“Knapp, BaBkadceurricular and Pedagogical Models, o 6; V
Ecol ogi cal Sense of Pl ace: Towar d ctéral digsertationmRennsydvdania Sci e n c
State University, 1998)
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in many instances, community engagement. As outlined through the discussion above, these
three elements have come to represent defining criteria for moderrbplseg educational
initiatives. Although placéased educators have genlgrabcognized their progressive roots,

little in the way of comparative or historical research is currently available and most historical
engagements have been ephemeral at best. In short, beyond casual considerations of educational
progressivism, placbased educational researchers have done little to consider linkages with
other placeconscious reform efforts historically or across disciplines.

It may be the case that plabased education is unique primarily in name. Rather than a
wholly new idea, plack ased educationd6s recent call for
educational experience is but the latest revisioning of a numbeldef reform efforts. This
study moves beyond the formal phraseplaicebased educatioto consider other educational
reforms that were fundamentally similar. This includes, but is not limited to the following:
outdoor educationpature study, ProgressivEa geography education, ar@ountry Life
education. Of course, there are other initiatives, perhaps the most notable of which is the Foxfire
program, which exemplified pladeased learning, yet were not historically affiliated with larger
reform efforts In addition, the work of such thinkers as Johann Amos Comenius, Johann
Pestalozzi, Freidrich Froebel, Louis Agassiz, and Colonel Francis Parker, among numerous
others, has been largely ignored, but nonetheless deserves consideration in the contxt of pla
based education. The stuslgrveshree primary purposes. First, this study attempts to provide an
historical perspective of pladgased educational reforms throughout the past few centuries,
beginning with the work of prominent educational and philbgad figures as far back as the
seventeenth century and extending through the era of educational progressivism to the founding

of the phrase plaelkased education in the latter decades otwentiethcentury. Secondly, the
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study also endeavors to progidcommentary on the wider historical contexts that have

contributed to an emphasis on the local in the educative process. And finally, the study seeks to

serve the indirect purpose of informing current practice by highlighting successes and failures in

place-based curricular reforms historically.

Research Questions

The following questions will serve to guide research:

A)
B)

C)

What are the historical precedents of modern pbased education?

How have sociopolitical contexts influenced calls for plaomised pedagogies?

How might past experiences with plaoeused educational initiatives inform
contemporary efforts to reform schools?

Scope of Study

This study will consist of the following:

A)

B)

C)

D)

a review of progressive educational thinking and some its imis¢ntial precursors and

the extent to which thinkers of the era were conscious of the local in their educational
philosophies,

a review of curricular theories, practices, and educational reform movements since the era
of educational progressivism @rthe extent to which associated thinkers and advocates
were conscious of the local in their educational philosophies,

a general discussion of the historical contexts in which glased educational
reforms of the twentieth century have developed,

an examination of the practice of plauased educational initiatives where data is

available,
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E) an evaluation of primary source texts relevant to the educational movements

discussed in A through D,
F) a consideration of the implications that thedstumight hold for contemporary reform

efforts in the area of pladeased educational practice.

Methodology

This project is historical in nature. More specifically, this study stands as somewhat of a
curriculum history of pleebased education from the msgventeenth century to the present.
Laur el Tanner has described curriculum histor
fieldo and has broadly subdi Vistdrieatl productsandf i el d 6
historical processe¥ Whereas hst or i c al products might be <c¢ha
and principles, 0 Tanner regarded processes a
development and implementatidh.This historical study investigateboth processesnd
products with he intent of clarifying and better understanding past and presenthzaed
educational reform initiatives. The historical lens adopted in this prigjedtical to answering a
power f ul guestion posed by Dewey and ot hers;
about 6developing a néw and i mproved experien

As Lawrence Creminremarkedin The Transformation of the Schopdi é r e f or m
movementsar e notoriousl y 2 Whesctiticigmi i @ank that has plagued o o k .
American education for some timeFr e d e r i ¢ k Thei'SameHEhimg Over and Oyer

published 2010, represents banhe of the latest reiteratian of the general claim that

“Laurel Tanner, @ACurricul um HBducatiomallgadeshigl, nB.8(@a8239.i onal L e :
4 Ibid.
®I'bid., 42. Tanner 6s ci tRacoristactiondmhiloSophipublidhedi®29. comes fr om

5 Lawrence CreminThe Transformation of the School: Progressivism in American Education; 115876 (New
York: Alfred A. Knopf, 1961), 8
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contamporary educational reform effortack historical consciousne3sBut calls for a more
robust historical outlookn educational work and curriculum making are not simply gratuitous.
Instead,as Tanner has argued, hi stoegi kabwliend/eesd i
contemporary practitioners and reform&ts. n  f act , Tanner has conclu
history is more than useful; it is essential for improving the character of curriculum reform
e f f o Altough Tannerhas sometimes directed hedvocacy for curriculum history
specifically at a professional curriculum field, much of her rationale for historical study applies
equallywell to other refem-minded educatorgenerally where modern plaeeased education
serves as one relevant examjteother words, aside from adding to the professional knowledge
of a specialized field of curriculum study, an importand relatedoutcome to be sure, the
Aobjectiveéto build on ear !l i®lsobenefitsthose whoHo an d
not necessarily identifyas curricularig, as such endeavors provide potentially invaluable
insights into the problems surrounding educational refdfoillowing Tanner, this study is
organized around the notion that identifying and building upon past kdgalef formal
pedagogy is an important dimension of contemporary gdased educational reform.

O. L. Davis remarked that ACurriculum hist
curriculum, nevertheless is a member of the family of historical studi&®ith that connection
in mind, this historical review of pladeased education has followed the established principles
that underlie historical research more generally. In the first place, historical writing tells a story.

As Richard Marius and MelvindPge concei ved i t: AAsS i mportant

°" Frederick M. HessThe Same Thing Over and Over: How School Reformers Get Stitleiat er day 6 s | d e
(Cambridge, MA: Harvard University Press, 2010), ix.

%8 Laurel TannerfiObservation: Curriculum History as Useable Knowled@yrriculum Inquiry12, no.4 (1982):

405411.

*%1bid., 410.

% bid.

0. L. Davi s, #fHiisgReerail c aSlt Bormsptsturdgulimnfceityéd. E. Shor{New York:

SUNY Press, 1991), 79.
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providing clear descriptions, narratives tell stories, and stories are the bedrock of history.
Wit hout narratives, hi $Thsswdyadoptsa mhrrative styleafts a d |
presetation and, on the whole, presents itself astay of placebased curricula and its
successes and failures over the last few centuries. It is not, however, a story in the traditional
sense given the scattered nature of plaased reforms over time. Ttetory of placebased
educational reform is in many ways disjointed as reform efforts have not typically been
connected directly or explicitly across time and space.

Davis developed a number of criteria to guide historical investigations in the curriculum
field. Among other important attributes, Davis pointed itdgerpretation, significance,
representativenessand perspectivein his evaluation of high quality histoat inquiry. With
regard to interpretation, Davis suggested 't he
knowl edge must be fAneither el i mi®nraerpettons mut e d
must remain consistent with the evidence which supgbem without being either overstated or
undeveloped. Significance, too, involves balance on the part of the historian and her/his writing.
Davis insisted: AMaj or turning points, -events
depth sufficiento the development both of their importance to the story and its interpretations
and of a realistic portrayal of the tinffes. Si
Davis went on to discuss the related principles of representativenegsrapdctive as well. The
former ensures that fAét he cUPerspectve, lbycomparisamr y i s

Aemphasizes both continuity and changeo with

%2 Richard Marius and Melvin Paga,Short Guide to Writing about Histo(}ew York: Pearson, 2007), 61.
®Davis, fAHistorical Inquiry, o 80.
64 |
Ibid.
% bid.
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curriculum field mustabhet pa®gums’s Todeter, difi n e v
interpretation, significance, representativenessd perspectiverepresent key attributes of
quality historical investigations.

Like Davis, Marius and Page also identified a number of key characteristics to define
historical research and writing. Among those characteristics was the obligation of the historian to
base purported claims on the full range of available evidence, rather than merely a personal
belief. Davis concluded the same in his discussiorawthority as a central component of
historical Il nqguiry in the curriculum field. H
by and traceabl e t o Fordibtorical work i any field,cpemary sourced e n ¢ e
texts, be they manusad p t or published, are the fAraw mat ¢
their investigation§® Sources incorporated in historical analysis should also, to the extent
possible, be corroborated with other primary source materials, as well secondary texts an
arguments put forth by other historians. Among the numerous texts supporting the present study
are primary source works from the following sources: John Dewey, William Heard Kilpatrick,
Johann Amos Comenius, Colonel Francis Wayland Pailke, Report othe Commission on
Country Life L. B. Sharp, and archival materials available for such initiatives as The Berry
School and the Tuskegee Institute. This list is far from exhaustive, but nonetheless a reflection of
the commitment to primary source data ir@mgrin this study. This commitment exists despite
Daviso regretful claim that fnéa serious i mped

of curriculum study] is the continuing paucity of collections of primary curriculum documents

®Davis, fAHistg8drical I nquiry, o

*Ipid., 79.

% Anthony BrundageGoing to the Sources: A Guide to Historical Research and Writiigeeling, IL: Harlan
Davidson, 1997), 16.
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and record§? While it is nearly always difficult to find quality examples from practice (e.g.,
lesson plans, diaries from educators about successes and failures within the classroons etc.), it
nonetheless a goal of this project to locate and to report on thosesthatareavailable.

Secondary sources also play a critical role in this investigation. In the first place,
secondary accounts of particular plozesed initiativesarein some instances the only readily
available texts for ansideration. The study utksavailable secondary texts in order to first
identify fields related to plaelbasd educatior{e.g., outdoor education, projduased learning,
problemcentered learning) and, ultimately, to locate primary source illustrations of theory and
practice. Seondary texts such as the most recent versiorCwfriculum Booksand the
Handbook of ProblemBased Learningserve as two relevant exampl@sBibliographies and
reference lists from these and other books, articles, and dissertations also serve as useful
preliminary sources which the researchisesto identify additional primary source tex{Ehe
study also incorporates collection of those invaluable secondary texts Wartk to provide
large scale analyses of major social, political, economic, and pgidabtrends in American
educational history. A sample collection of such texts includes the followirge
Transformation of the SchqoRAmerican Education Tinkering toward Utopia, iSchools of
Tomorrow 6 S c h o o |asdThefStruggte doatlye AmerinaCurriculum’ Similarly, other
secondary texts relevant to particular areas

Life Movement, or outdoor educatioalso provide important clarifications regarding the unique

®“Davis, fAHistorical I nquiry, o 83.

% Jocelyn RankinHandbook on ProblerBased Larning (New York: Forbes Custom Publishing, 1999); William
H. Shubert, et. alCurriculum Books: The First 100 Yegiidew York: P. Lang, 2002).

L Cremin, The Transformation of th8chooj WayneJ. UrbanandJennings L Wagoner, JAmerican Education: A
History, 3rd ed. (Boston: McGraw Hill, 2004); Susan Senald Alan SadovnickSchoolsof Tomorrow, Schools of
Today: What Happened to Progressive Educati(@w York: Peter Lang); Herbert Kliebar@ihe Struggle for the
American Curriculum, 1893958 3% ed.(New York: Routledge Falmer, 2004).

26



social, political, and educational contexts for refoldate of publication was an additional
criterion, as the study extended from the late seventeenth century to the ffresent.

Aside from the nature of sources incorporated, be they primary or secontdgrgab
significance in the design of this studs/the manner in which theoretical perspectives and
reform initiativesare selected as illustrations of plabased ducation. The study incorporates
texts based on the extent to which each representeduaatieshal domain comparable to the
core themes evident in modern pldiesed educational theory and practice. Consistent with the
discussion above, three criterzme used to determine inclusion as historical antecedents to
modern placédased education. jpart or in whole, the educational ideas and practices evaluated
in this study (1) utilized local contexts and phenomena as educational stimuli, (2) oriented
instructional strategies around an appreciation for the lived experiences of the learner and/or th
value of firsthand, observational work, and (3) demonstrated some form of community
engagement or responsiveness. In that community responsiveness is not always foregrounded in
modern placédased educational writing, doesnot represent a delimitingiterion in the study.

Unlike the emphasis on the local, for instance, community responsiveness is not inextricable.
Nonetheless, because community responsiveness is clearly a significant motivation for many
contemporary placbasedoroponents it certainlgeceivesclose consideration.

Lastly, context is important element of historical research and writing. For Davis, context
equated to an avoidance mfesentismor the tendency to read the past through the present. As
Davis nded of sound historical wotrk fiCont empor ary interpretati

curriculum practice and issues are not imposed upon events, individuals, and actions of the

"“The study actually begins with Aristotle, but the bulk of the developments considered date from the seventeenth
century onward.
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p a $% While a curriculum history of plackased pedagogy may ultimately inform
contemporary educational practi¢his study does not interpret educational reforms through a
contemporary lens. Instead, the study is committed to understanding the unique historical and
social circumstances that may have prompted or prevented, over time, reforms that were
fundamentallyplacebased and recognizes that those motivations may likely be quite dissimilar
from the present. Less so than current practice, this study emphasizes the development of place
based curricula historically. Similarly, although the modern phased educenal literature
has naturally influenced the establishment of the criteria incorporated in this study used to
determine historical antecedents, such a framework has not overwhelmed the possibility or
responsibility to maintain the integrity of the ideasl anitiatives reviewed.
Assumptions
The study is grounded in the following assumptions:
A) Primary source documents relevant to the area of study are available.
B) The primary source documents reviewed in this study are authentic.
C) The primary sourcdocuments reviewed in this study accurately portray the thoughts and
meanings of their original authors.
D) Historical work in the area of curriculum can hold value for contemporary practitioners.
Limitations of the Study
Following Davis, one of the gatest limitations of this research is the availability of
primary source documents representingcpice. While the study intend® evaluate both
processesand products the ability to do so thoroughly and across the historical time period

under studys determined largely by the availability of resources. Certain historical eras, reform

“Davis, fHistorical Inquiry,o 80.
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initiatives, or scholarwiill be more completely represented than others andgligeature of the
study beyond the researcherods control

Another potential limitatio in the study surrounds the criteria used to determine which
reform initiatives represent antecedents to modern fidlased education. The criteria developed
emerged from a rigorous investigation of the contemporary literature relevant tebpksece
theay and practice. As noted, the study recognized an educational program asasiedevhere
it (a) emphasized the local contexts surrounding the school itself, (b) designed instruction with
the unique needs of students in mind, and (c) was responsive wWwidbr community served.
Some readers will likely take exception to the criteria established and offer alternative
definitional conceptions of pladeased education which would potentially alter the selections
discussed below in this particular historicadiew.

Organization of the Report

Chapter 1 is a general overview of the study and includes the following: introduction,
background of the problem, significance of the problem, statement of purpose, scope of the
study, research questions, methodologguagtions, limitations of the study, and organization
of the report.

Chapter 2 considers the longevity of core themes contained withinldseeeducation
by tracing placeconscious theory and practice prior to the twentieth century. This chapter
provides strong evidence for the claim that pkossed education is essentially a recycling of
long-lived educational ideals and works to demonstrate the antiquity of the core elements of the
approach, specifically the pedagogical emphasis on local contextsttire of the learner, and
the relationship of the school to the improvement of the community. Among the influential

figures considered are Johann Amos Comenius, Johan Pestalozzi, Freidrich Froebel, Colonel

29



Francis Parker, and John Dewey. A summarizingiae considers the connection between these
early writers and the persistence of plbesed notions in the era of educational progressivism.

Chapter 3 moves beyond the early educational writers to examine whatiochenknown
as the nature studyaowement. The chapter begins with the experimental work of Louis Agassiz
and traces the development of nature study tagamd learning throughout the Progressixe E

Chapter 4 evaluates developments in the area of geography education in the latter
decades fothe nineteenth century to the development of the expanding horizons curriculum.
Emphasis is concentrated on the connection of American home geography with the German
precursor irHeimatskundeas well as the longstanding efforts of the early Herbartians to reform
geography education in the Amerigaumblic school.

Chapter 5 addresses the educational dimensions of the Country Life Movement. The
outcomes of the targets identified by the Counife ICommission and the plat®msed themes
embraced by the movement s foremost spokesman

Chapter 6 considers the development of outdoor education in the late 1940s and 1950s
and the philosophies of pioneers in the fidlde motivations for outdoor education and camping
as well as an evaluation of the successes and failures of highlighted illustrations of practice are
provided.

Chapter 7 addresses initiatives and rationales supportive of comrbasiy learning
and commaity schools, all under the broad heading of community education. The first portion
of the chapter considers the Penn School, the Tuskegee and Hampton Institutes, the Berry
School, and Foxfire as illustrations of plds#sed community education initiativédsat arose

outside of larger educational reform movements. The second portion of the chapter evaluates the
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community education movement that gained momentum in the mid to late 1950s-wmapost
international contexts.

Chapter 8 is a concluding chaptehiah provides a summary of the findings produced
through this research and identifisgveralareas fruitful for future research. Chapter 8 also
addresses the third guiding research question which considers implications for contemporary

placebased initiates.
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CHAPTER 2
EARLIEST ROOTS FOR PLACE -BASED EDUCATIONAL THEORY & PRACTICE

Introduction
A central theme of this investigation pertains to the longevity of the core themes underlying
modern placédased educational theory and practice. A deep respect for the nature of the learner
in the educative process, a concentration on community improvesneservice, and, perhaps
most importantly, a peculiar attention to the utility of local, familiar contexts in the learning
process, are not concerns unique to twdingy century pedagogies. But not only are these ideas
not new, they were in fact reperged throughout the educational writings of philosophers since
antiquity. The discussion below is not intended to be exhaustive, but rather to highlight the work
of several notable educational philosophers who, over time, have been recognized as
foundatianal figures in the development of educational theory and practice. Guided by the three
criteria highlighted above, this introductory chapter identifies several of the earliest historical
antecedents for modern plaloased education. The investigation begaith the translated work
of Aristotle and ends with a consideration of the early progressive influences of Colonel Francis
Wayland Parker and John Dewey. Given the vast amount of historical time covered, the social
and political contexts that might hawrdluenced each of the scholars considered below receive
less attention than that found in subsequent chapters where the educational initiatives reviewed
represent more consolidated calls for reform. Nonetheless, contexts for reform are highlighted
where siitable evidence was available. Although the format and focus are somewhat distinct, this

chapter provides an important background discussion relevant to subsequent chapters in the
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sense that many of the ideas introdubgd-roebel, Pestalozzi, Herbaard others, anticipated
the thinking and writing of educational scholars in later years.
Aristotle

Among the most recognizable Western scholars, this historical evaluation of modern
placebased educational theory and practice begins with none other tisatl&riThe son of a
prominent Macedonian physician, Aristotle was born in 384 B.C. in the town of Stagira. Perhaps
the most me mor abl e st uAcademyArsiotle Aecame a denowrlecat 0 6 s
scholar and educator in his own right. Rememberest foo his foundational philosophical work
in metaphysics, epistemology, and politics, Aristotle was a talented educator as well, as
evidenced, in no small part, through his endeavors irLylseumin Athens and his tutelage of
Alexander the Great. ThougAristotle did not write an independent treatise to address
educational theory and practice directly or in extended form, he alluded frequently to teaching
and learning throughout his lifetime and across his many works. Despite the absence of an
independenteducational text, modern scholars have launched numerous investigations into
Aristotl eds per spect'iThesdriebcomntemtamyocofiered lere hightightd e a r n
the connection between Aristotle and the principle features of-pks®d pedagygand is based
largely upon those investigative efforts.

Familiarity. In Aristotle on Teaching a compr ehensi ve appraisal
on education, Mary Spangler discussed the close attention the scholar paid to the importance of
familiarityin t he | earning process. According to Spe
derived through commentary provided by Thomas Aquinas, Aristotle suggested a practice of

teaching and learning whereby the creation of new knowledge should be orientedexisting

! See Richard W. BaumaAr i st ot | eds Lwlg9, @ewoybrk: Paleu largt 10998)n Patrick L. Lynch,
Aristotleds School: A St u d (Berkeley: UniveGity ok Galifobhid Press,t187@)n a | I n
Thomas Davidsorristotle and Ancient Educational IdisaThe Great Educators (New York: Burt Franklin, 1969).
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under st andi nAnalytidaost&riong sfitPootslteedrsi or Anal yti cso),
t hat nAIl I instruction gi ven or recei ved by
k n o wl éThose understandings and experiences familigtestudent, Spangler went on to

explain, were of central i mportance in the st

[Aristotle] holds that the teacher cannot instruct pupils if he proceeds from ideas
unfamiliar to them. If the instructor wishes to clarify, for example, the printuplgi are

plants which obtain their food from an external sourbe must do so by utding

particular kinds of fungi which are familiar to the students, such as mushrooms, puffballs,

and molds. Only in this way can the teacher lead his students to new knowledge. In the
words of Aristotl ebds comment at ore,discihlgui nas:
from things known by the latter, to the knowledge of things previously unknown to him;
according to what the Philosopher [Aristotle] sayodgter il): All teaching and all

learning proceed from previous knowledgemphasis in originaf]

Spag| er 6s conclusions were important for sever
clarify the role that the studentds | ived exrg
Aristotle. The familiar, a originahworkcwag teedstarting t h e

point for learning. An important, if somewhat commonsensical conclusion, scholars of
education have reiterated this sentiment time and again since Aristotle. Perhaps more
importantly, Spangler, and arguably Aquinas as ,\waflerred something about the nature of

educational work based in familiar contexts and experiences. To clarify, Spangler took the extra

aO)

step in her investigation to ask where, ped
familiar might have led. Wat she found in his writing was a plan remarkably consistent with the
general notions outlined by modern pladssed educators; that is, the familiar experience is
often, and naturally so, a local experience. The tgraseandlocal apparently found ndirect
mention in Aristotlebs conception of educati o

i mplied a similar meaning. I f Spangl er6s asse

iMary M. SpanglerAristotle on TeachingNew York: University Press of America, 1998),
Ibid.
“For a critique of this aspect ofATAirstsa totf&dactoh. egiuc at i on
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directly to Aristotle in an effort to locate the deepestdrical antecedents for modern place
based pedagogies.

SenseExperience. Another characteristic feature regarding educational theory and
practice that Spangl er extrapol ated from Ari
t hrough t he istdle hotde that sefisé Axperience is the starting point in any
i nvesti gat i on°shemotethiAgdhAristotieastated, a8 much explicitly himself, as
exemplified in the following excerpted passag
aadéno matter how far investigation may | ead u
be the indispensible startippint of all out knowledge about nature, and one to which we must
always return. Unless anchored in sense experience, the studyuoé fend of any other
subject] can never keep to the right track, nor lead towards the truth [brackets in odfginal].
the remainder of her analysis, Spangler went on to discuss in great detail the processes of
induction and de dilosoghy af education, aAcompkete digcus®od ef winich
is well beyond the scope of this present investigation. At the same time, while recognizing that
Aristotleds notion of teaching and | earning w
fact remans that his preference for the familiar amor direct experience were critical
components of his overall understanding of the learning process and the manner in which ideas
and principles came to be known. His plan for learning and teaching also poistade sense
to what might today be termed an inqubgsed approachMore importantly for the purposes

outlined her e, t hese features of Ari stotl ed

® SpanglerAristotle on Teachingd7.

6 .

Ibid.
"B a u maAnisiotle on Logicuses Dewey and Popper to challenge the role and type of inquiry demonstrated in
Aristotleds writing. For whatever differences that may
the connection to inquirpased learning suggested hers based upon Spanglerds invest

Ar i s tconcdptmrdfsnductive and deductive processes.
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components frequently cited in modern literature surrounditugational theory and practite.
Placebased educational writing within the past two decades represents but one of many of such
reiterations. Interestingly enough, while modern plbased educatorshave made casual
reference to Ar ithetconteptofilace liilenmention hasabeen made af his
educational idea%.Of course, Aristotle was but a singular case, as there were other early
philosophers and educational thinkers whose work anticipated the central tenets -biap&te
pedagogies
John Amos Comenius

Born in Moravia, moderdlay Czech Republic, in 1592, Jan Amos Komensky, generally
referred to through the Latinized translati on
an investigation of historical precedents in ptaesededucational theory and practice. A
teacher and pastor, his seminal worhe Great Didactic has long been recognized as an
important educational treatise. Originally published in Latin as a part of the larger work entitled
Opera Didactica Omnian 1657, he work was later translated into English in 1896 by M. W.
Keatinge!® Comenius was an early proponent of a universal educatiohthis much was
evident not only in his writing, but in the subject headings he seléstedganizethe Great
Didactic. Similarly, Comenius offered a proposal toward equity in educational access where he
wrote that AdAeéall the Parishes, Towns, and Vil
Youth of both Sex e s'fronmeducational eppartgnityeHe offetdurteed é o

indication elsewhere and his support for the idea that schooling become a feature in the lives of

8 ' n this instance, given the antiquity of Aristotleds \
thought in the pst century, if not earlier. Elsewhere, the term applies to scholarly work, specificallybplsed
educational literature, contributed within the past two decades (-2®@B0).
° David GruenewaldfiFoundations of Place: A Multidisciplinary Framewoitr PlaceCons ci ous Educat i
American Educational Research Journ® (2003): 618654 David Hutchison,A Natural History of Place in
Education(New York: Teachers College Press, 2004)
ii M. W. Keatinge,ComeniugNew York: McGrawHill Book Company, 191).

Ibid., 17.
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not just the wealthy Aé or of the power ful on
ignoble, rich and poor, in all cities and towns, v | a g e s a ndCetiamigna sghificané o
contribution to modern educational thinking, one for which scholars have widely recognized
Comenius, observers also find witllihe Great Didactienany of the core themes adopted in the
writings of modern @cedbased educators.

Nature of the Learner.l n addi tion to the spiritual ton
a striking feature of his educational philosophy was the attention paid to the nature of the learner.
In short, Comenius suggested that thecpss of learning began with the pupil and that this
understanding was an essential, unchanging ch
i n Edu'thaet i ol ai n e dnaturéw® ynean, hat thencorrugtion which has laid
hold of all mensince the Fall (on which account we are naturally called the children of wrath,

unable of ourselves toave any good thoughts), but dst and original condition, to which, as

toastartingp oi nt, we mu sn atdiionrCemeailislurddrsioduhit the interests
of the | earner deserved substantive consider a
easier met hod of instruction may be introdu

developing an antipathy towards learning, may kdeea by irresistible attractions, and that, as

he says, boys may gain no less pleasure from study than from spending whole days in playing
ball and amusing themselves. These are the views of Dr. [Martin] Latthemnsurprisingly

given his reform sentimesit Comenius went on to report that the schools of the day were often

Aféterrors for boys an d¥tsub driving many wafsofrom whatevasr i nt

12 Keatinge,Comenius41.
B bid., 23.
¥ bid., 25.
5 |bid., 46.
18 |bid., 47.
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already an institution scarcely 'zastheesswsceaf. Aga
Asch a disgracef ul wiBTre odrttiomfe taemacHhiabhp,ud é0
At herefore, demands nothing more that the ski
and of tHe method. o

Scholars over the years haser guabl y failed to develop tF
l earning, one 7 forwhieh Comeaims hdd hopedt Nonetheldss, this failure
does not preclude, or make less valuable, the fact that Comenius provided strong indication of
what he reasted might lead in precisely that direction. Comenius believed that learning, both
generally and in the sense of individual growth, was part of a natural process and it was within
an understanding of that learning process that the scholar suggested angsiebe sought.
This much was i1 mplied where he indicated that
nature, it is in nature h% €asnenius recorhmendedvae mu :
developmental approach to the arrangement of both curricuhdhmeethod and reiterated the
belief that the age and experience of the learner were relevant concerns. In addition to the
suggestion that learners might perform best in the morning, which he reasoned paralleled the
spring hours of the day, Comenius insisteh at @A Al |l the subjects that
arranged so a® suit the age of the stude@ts’ Along similar lines, Comenius urged schools
and teachers to adopt a plan through which the consideration of things and objects preceded a
considerabn of formal rules or otherwise abstract principles. In a clarification, he stated the

concern explicitly through his declaration th

7 Ibid., 48.

18 Keatinge,Comenius47-48.
9 |bid., 50-51.

2bid., 51.

2 pid., 52.

2 pid., 56.
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of their combinations, o and f uiAldfthswasioéay hat e
that the educational plan should proceed in a developmentally appropriate fashion. In a similar
vein, Comenius believed that the curriculum should be arranged in such a way to ensure that
essential and general themes were gainelg earand expanded upon in greater detail later in

the | earning process. i At the very commencem
receive instruction in the first principle of general culture, that is to say, the subjects learned
should be arraged in such a manner that the studies that come later introduce nothing new, but
only expand the el énmuhattreaders ffounk imoGemenidsgwag @
developmental program for teaching and learning, one that accounted for both the unique needs

of the learner and the connection of new materials to old.

Familiarity. An extension of the arguments and principles described above, Comenius
suggested that the presentation of materials should be organized from simple to complex, and
from easy to more difficult. This feature of his work implied an appreciation for fartyliari
Ulti mately, familiarity in the selection of I
appreciation for | ocal contexts. It was to e
medi um of that whi c?hitwasthraughnia lrdtsyandingdf theorolencé o
the familiar t hat Comeniusd educat i ebasad t hea
educational ideas of modern scholars. The following passage was clarifying with regard to a
general commitment to the local in his educatiowéing:

(vi.) If the subjectmatter be so arranged that the pupils get to know, first, that

which lies nearest to their mental vision, then that which lies moderately near, then that

which is more remote, and lastly, that which is farthest off. Thexefbboys are being

taught something for the first time (such as logic or rhetoric), therdlisns should not
be taken frm subjects that cannot be grasped by the scholars, such as theology, politics,

2 |bid., 59.
%4 Keatinge,Comenius67-68.
% Ibid., 83.
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or poetry, but should be derived from the evemntsveryday life. Otherwise the boys will
understand neither the rules nor their applicatfon.
Through his reference to feveryday | ifeo the

initial and earliest stages of learning, between the localfahgliar, and student learning.
Modern placebased writers have echoed similar conceptions.

SensePerception. Very much related to his emphasis on the familiar, Comenius held an
appreciation for the utility of firshand, sense experience. This much hecatdd where he
reveal ed his belief that dAéal |l ?kOnmsheendtede beg
el sewher e, Aeas far as possibl e, Il nstruction
retained in the rffénmame inmneds,tthis agpeatsreqaired thatr studedts
and teachers rely less on the study of texts. Stated Comenius:

28. Rectification- We arrive therefore at the following conclusion; men must, as

far as is possible, be taught to become wise by studying thensedlre earth, oaks, and

beeches, but not by studying books; that is to say, they must learn to know and

investigate the things themselves, and the observation that other people have made about
the things. We shall tread in the footsteps of the wise meidpif each of us obtain his
knowledge from the originals, from things themselves, and from no other source. We
may therefore lay it down as a law:

(i.) That all knowledge should be deduced from the unchanging principles of the
subject in question.

(ii.) That no information should be imparted on the grounds of bookish authority,
but should be authorized by actual demonstration to the senses and to the intellect.

(iii.) That in dealing with any subject the analytic method should never be used
exclusively;in fact, preponderance should rather be given to the synthetic nféthod.
Comenius was certainly not an advocate of removing the text from the school, though the

passage did suggest a clear preference fortfast observation and inquiry.

Readers of Comemnius did not have to rely entirely on generalities as he did much to

illustrate and outline his specific recommendations for practice. His attention thairgt

% pid., 85.

2’ Keatinge,Comenius85.
8 1bid., 91.

#bid., 105.
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experiences and the local in his vision of the educative process was thus clarifiecclnsaidn
of the blending of learning and recreation, Comenius described a practice whereby students
mi g ht | earn about, and test existing knowl e
suggested, Al student s ma y obney, dné rkay be taughttlee t h e
various species of plants, vying with one another to see who can recognize the greater
numb®flL® this way, o Comenius continued, #fAthe\
medicine, and not only will it be evident whichtbem has a natural bent towards that science,
but in many the i n%$pace does notpermitialcdmpldiecevatuatienayete d . o
other illustrations in Comenius surrounding the educational utility of local experiences could be
f ound Sketch ¢f hesMofheS ¢ h 0® | . o

Curriculum Articulation. Among other contributions to the development of modern
educational thought, Comenius pointed toward an articulated curriculum plan which essentially
paralleled the graded school from the elemenri@argl to the university. At the very basevel
was the MotheSchool, a nofformal period of education which took place, appropriately, at the
iMot her & slerek @omeniudescribed a localized, experi¢rased form of instruction
designed around fundeental skills and observations. The local nature of the Mcbkool was
evident in the following selections:

5 (iv.) The rudiments of astronomy will consist in knowing what by the heavens, the sun,
the moon, and the stars, and in watching their risimtbthaeir setting daily.

6 (v.) We know the elements of geography when we learn the nature of mountains,
valleys, plants, rivers, villages, citadels, or states, according to the situation of the place
in which we are brought ufs.

%0 Keatinge,Comenius142.
3 bid., 142.
32 bid., 203.
33 bid., 199.
34 1bid., 204.
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The sixth principle seeed paticularly significant in that itclarified the somewhat subtle
understanding that a practice of arranging localized observations might take on unique forms

from one locale to the next.

Comeni usbo | o-Sehbol presdiptiolso dich ot stop twvi astronomy or
geography. To history, he recommended Nnér ec
happened, or how this or that p“0fsoumse theas ¢ al

neighborhood and family supplied the stimulus for such recollections, as Comenius reminded
that such an fAéexercise should ofisigiarlyedlyte to
economic foundations developed locally and inifami ar contexts. AThe rudi
Comenius explained, Afare acquired when the <ch
family, that is to say, what is meant by the terms father, mother;seardnt, etc.; or the various

parts of a hose, as hall, kitchen, bedroom, stable; or the names of domestic utensils, as table,

pl at e, k ni f’@hrough similarmeans thaugh derhaps to varying degrees, essential
themes of politics, ethics, and justice could be gained in the M8ttteyoland in familiar,

localized contexts. In all of those rather common experiences of early adolescencajuSome

found the roots of subjechatter study that was to come much later. Initial, localized experiences

in the MotherSchool provided foundations fduture learning. To be sure, while he relied

heavily on the unique and familiar lives of young learners in the development of observational
skills and general, foundational understandings, Comenius did not suggest that all components of
the MotherSchoolwere entirely localized or familiar. Instead, Comenius committed himself to

first-hand experience. While this commitment often pointed to local settings and opportunities,

% Keatinge,Comenius204.
36 |

Ibid.
3 bid., 206.
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this was not entirely the case. For instance, Comenius also looked to-prtlsas valuable
educational tools for young learners. He wrote:
The other aid to study in the Moth8chool is a picturook which should be put
straight into the childds hands. At this a
the medium of sengeerception, and, as sight is the chiefest of the senses, out object will
be attained if we give the children pictures of the most important objects in physics,
optics, astronomy, geometry, etc., and these may be arranged in the order of the subjects
of knowledge that we have just sketched. In this book should be depicted mountains,
valleys, trees, birds, fishes, horses, oxen, sheep, and men of varied age and
height @€éArticles connected with house and t
pincers,etclsoul d not be omitted. State®* functiona
Again, while local family and neighborhood contexts might have provided opportunities for first
hand observations and experiences, the passa
philosophy was not exclusively dedicated to the local. Moreover, while the M8tteol
emphasized the local to a significant degree, the Vernacular and $eliool programs hardly
contained this feature. In his outline of the Vernaecatdrool, Comeniusioted that students
Aéshould | earn as much economics and politics:s
what they see dai | y°Thiswahtiemdentafady hintowarchtee losat, a t e .
however, and his discussion of the Lafiohooland University contained virtually no mention.
With this in mind, Comeniusdé effort to produc
through adolescence was not altogether pbased from top to bottom.

As was the case with Aristotle beforamh Comenius did not draw explicit connections
between local, experiential study and the improvement of the home community. At the same
ti me, however, the brief il lustrations of hi

writing themes highly condisnt with several of those characteristic of modern phesed

educational literature. An outgrowth of his desire to respect the nature of the learner and to

3 Keatinge,Comenius210.
¥ Ibid., 215.
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provide opportunities for firdhand experience and observation, Comenius frequently looked to
the unique local opportunities and contexts available to learners. These aspects anticipated
modern placéased educational ideas by more than three centuries.
JeanJacques Rousseau

Born in 1712 in the Republic of Geneva, a province of moedasnSwitzerland, Jean
Jacques Rousseau is perhaps best remembered for his important contributions to political theory,
the social contract, and revolutionary thinking generally. Like many prominent thinkers of the
day, however, Rousseau had a diversity obkuty interests. Of particular importance to the
present discussion regarding the historical antecedents of moderbatszbeducational theory
and practice, were his writings on education. First published in Ef6idg, variously referred to

as his Treatise On Educatiorf®

represented Rousseauods mo st C C
educational philosophy. Not unlike other refeminded educational writers, he noted his
dissatisfaction with the status quo of schooling in the-amthteenth century. Outliningis
pur poses, Rousseau reminded readers what A ét
reported fAéthat for count | es s st aggiessthetchreent e h a ¢
practicé 6*' He was also explicit regarding the change he desired

Formalism Critiqued. A r ef |l ecti on of Rousseauods all egi
carried an aversion to introducing the formal subject matter over the ideas and objects
represented within it. To that end, Woeds,wr ot e

words, not hinglantentationwlicectat sowadd common practice, he noted:

In any study whatever, representative signs are of no account without the idea of
the things represented. The child, however, is always restricted to thesensigout

0 JeanJacquesRousseauEmile: Or Treatise on Educationrans, William H. Payne, Great Books in Philosophy
(Amherst, New York: Prometheus Books, 2003).
41 1. .
Ibid., xii.
*2 Ibid., 73.
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ever being made to comprehend any of the things which they represent. We imagine that
we are teaching him to know maps. We teach him the names of cities, countries, and
rivers, but he conceives them as existing nowhere save on paper wherestpented

out to him. | recollect having somewhere seen a geography which began in this wise:
What is the world? It is a globe of pastebaoaithis is precisely the geography of
children. | dare assert that, after studying cosmography and the sphere fgearsp

there is not a single child of ten who, by the rules which have been given him, can go
from Paris to Saint DenfS.

Rousseau applied the same critique of fact over understanding to the study of language and
history. He ¢ onj ®@utinto thar mouthaithe wiretshgs empiregwars, y
conquestsrevolutions and laws;but when it comes to attaching definite ideas to these words,
there will be a long distance between all these explanations and the conversation with Robert and
the qa r d e“*Aliewoulddbe reasonable to conclude that this sentiment was one which he applied

to the educational status quo generally; that is, form over substance hardly amounted to an

educati on. Not unl i ke Comeni us wvnagtb consger the m, a
appropriateness and usage of school -tasksxlt s . il
take away the instruments of*WhiledRousseag rdeleitae st r
concession with regard to the indisputakdelvue of readi ng, he nonet he
useful that [£mile] know how*Decelopnesalreaditessn r e a
the wunique nature of the | earner, and | earn

educational philosdyy.
Nature of the Learner. Rousseau indicated that a reformed program for teaching and
learning required a reappraisal of the manner in which curriculum and method were oriented in

relation to the learner. His attention to the learner was arguably latesgire@ssociation to the

43 RoussealEmile, 75.
“1bid., 78.

5 pid., 81.

% |bid., 81-82.
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present discussion regarding pldimsed educational antecedents. He noted in his prefatory
remarks tdEmile
We do not know childhood. Acting on false ideas we have of it, the farther we go
the farther we wander from the righttpaThose who are wisest are attached to what is
important for men to know, without considering what children are able to apprehend.
They are always looking for the man in the child, without thinking of what he was before
he became a man. This is the stugpn which | am most intent, to the end that, through
my method may be chimerical and false, profit may always be derived from my
observations. | may have a very poor conception of what ought to be done, but | think |
have a correct view of the subject which we are to operate. Begin, then, by studying
your pupils more thoroughly, for it is very certain that you do not know them. Now, if
you read this book of mine with this purpose in view, | do not believe that it will be
without profit to you®’
Foundational understandings established, Rousseau moved to outline in detail his suggestions for
the improvemenbdf educational practice. While he must have offered his recommendations in
earnest and with hope of adoption, he detailed an explicit rejectmrwa r d uni f or mi t y.
education of a certain kind, 0 Swvtzerkarsdebatmotioonc | u
Franceé ' Rousseau went on to note the potential for differences not only according to location
and place, but with regard to socass as well. Nonetheless, while he recognized an infinite
number of i s p e € iRausseawa pegardedc fist preserigtiond as useful and
generalizeable across contexts.
Rousseau presented his treatise on education in narrative form through gamaigna
student of uppeclass rank, which he calléfmile. While portions of the first book iEmile
tended to present a rather rigid, if not draconian by some modern standards, approach to

education, one where doctors were shunned and cold baths endouRmesseau was

nonetheless an advocate of the child. This much he clarified where he revealed a plan for

4" RousseatEmile, xlii i xliii.
8 |bid., xliv.
4 bid., xlv.
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educating young |l earners via fins¥®inushorti on tF
Rousseau sought to liberate the learner in such a way esetovhat he believed were natural
inclinations to seek new knowledge and wunder
al one, o he wrote, fiand you will havé@Efahkl bwed
i n hi s actions an d c d mt iynouterds,, 0fi | RaY Almiatmal f e e |
devel opment al process was innate and the edu
passage below offered further indication:
Nature would have children be children before being men. If we wiglertcert

this order, we shall produce precocious fruits which will have neither maturity nor flavor,

and will speedily deteriorate; we shall have young doctors and old children. Childhood

has its own way of seeing, thinking, and feeling, and nothing i® rfamlish than to

substitute our own for them. | would soon require a child to be five feet in height as to

have judgment at the age of ten. Indeed, of what use would reason be to him at that age?

Reason is the check to strength, but the child has noafi¢kid check.®®
For Rousseau, the developmental readiness of the learner was a critical consideration for the
educator. Yet readiness was not determined by age alone, as he implied that the unique attributes
of individual learners also warranted attentio A Anot her consideration
confirms the utility of this method, is that of the particular genius of the child, which must be
known in order to determine what moralgimei s ad apt ¥ Rousseau ifsisted. that
AEach mindfbasm BAtsoobpdwhnng t o amdhtiatctdachérs wolldsbe g o v e |
wise, and students best served, to organize instruction around that principle.

Anot her i mportant component of Rousseauos

the significance ofte | earner 6s i nterest in securing pos

%0 RoussealEmile,41.
*1bid., 46.

521bid., 47.

53 bid., 54.

5 bid., 60.

%5 |bid.
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to [learning], o he wrote, fand the oneée which
Where interest was secured, Roussead Goimgnt i nue
further, Rousseau i mplied el sewhere that a yo
lessons and experiences taken in through-Miastd observation. Those experiences most
immediate and accessible through the senses played an imipoléaim early induction phases
of learning. The excerpted passage was supportive of that notion:
The first natural movements of man being to measure himself with all that
surrounds him, and to test in each object which he perceives all the sensildiesquali
which are capable of affecting him, his first study is a sort of experimental physics
relative to his own preservation, from which he is turned aside by speculative studies
before he has recognized his place here below. While his delicate and ftegdnhs can
adjust themselves to the bodies on which they are to act; while his senses, still
unimpaired, are exempt from illusions, it is time to put both in action on the functions
which are appropriate to them, and the time to ascertain the sensdilenselwhich
things have with us. As all that enters the human understanding comes here through the
senses, the first reason of man is sensuoltL
our feet, our hands, and our eygs.
The selection above reiteratede v e r a | i mportant features of R
Perhaps most importantly, the passage indicated once again his understanding and belief of the
role that firsthand observation and experience played in the learning process. Secondly, and
somewla t |l ess pronounced, readers might gather
immediate environment of the learner was significant. Although Rousseau did not go as far as
other early scholars (e.g., Comenius, Pestalozzi) in identifying the impertdéiacal contexts,
it seems reasonable to suggest that the local environments surrounding the pupil and teacher,
those of the home and neighborhood, would somewhat naturally become elements of intellectual

growth. If the learning process began with tearher under Rousseau, which he established

rather firmly throughouEmile, the contexts in which the learner was situated would almost

%6 RoussealEmile, 82.
57 Ibid.
%8 |bid., 89.
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certainly take on an i mportant role. To be su
firmly to subsequent delopments in chilecentered learning, his language surrounding the
contexts of learning, not to mention curricular and methodical choices, were not what modern
observers could frame as explicitly pladagsed. Nonetheless, his emphasis on the development
of the | earnerds observational capacitates an
became central features of progressive educational thinking, many iterations of which have
emphasi zed the relevance of | oholadomecreevaneent s. T
an historical investigation of pladmsed pedagogy. With regard to consideration of local
context, however, Rousseau was far less explicit and this dissolves, to some degree, the strength
of most arguments designed to connect hiskvto modern placeased educational thinkirg.
Johann Heinrich Pestalozzi

First published in 1801How Gertnuden Teachdse Henr i c h
Childre’®ar guably represented the most concise il
on teaching and learning. Pestalozzi revealed early on that his efforts to derive effective
educational practices stemmed as much from his own work and problems in practice as they did
from his efforts as a schol ar o metpseekangdigy . He
for the people simple methods of instruction, intelligible to every sitg flid not originate in

the prevision that lay in me of the highest that could come from the results of these methods

%9 SeeMatt Dubel and DavidSobe) fi FBlaasceed T e a c h elm PlaBedasedaEducation.inothe Global

Age: Local Diversity eds. David Gruenewald and Gregory Smith (New York: Lawrence Erlbaum Associates,
2007) Janicewoodhouse &Clifford K n a p p , -Bd@se Cwaricidum and Instructio®utdoor and Environmental
EducationA p p r 0 a ERNGeDSgesbED448012 (2000)There are a small number of authors who have attempted

to | ink Rous s e au d-based educatiortalcschoraostige Arguments are @&ten quite vague and seem
to arrive at Rousseau through the connectitmst PBE shares with experiential learning and educational
progressivism more broadly. Further investigation may reveal deeper connections to Rousseau, but the relationship
to | ocal study seemed to be rel at ioeéofryral/eoenaykeducafianalt he s a
settings is somewhat consistent with the rural focus of many modernljsiaed educational programs

¢ Johann HPestalozziHow Gertrude Teaches Her Childretnans. Ebenezer Cooke2d. (Syracuse, New York:

C.W. Barcken, 1898).
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when found; but on the contrary this peen resulted from the reality of the impulse that led

me to seek f'Hede] metvhi edvs.oof the subject,o Pe
pragmatic approach, Afcame out of a personal
forced me activelyrad experimentally to seek, to gain, and to work out what was not there and
what as yet |®Arabkpl dkmatwi onmtofd Pestal ozzi ds
practice through experimentation, often times in trying circumstances, the letters exniain

How Gertrude Teaches Her Childresso hold relevance in the context of an historical
investigation of placéased education.

Status Quo Critiqued. Perhaps a characteristic of all educational reformers, Pestalozzi
expressed a certain level of distent with mainstream educational practice and worked
diligently to offer an alternative to the st:
swamp, 0 he wrote on New Year 6és Day in Burgdor
difficulty in its mire until at last | learned to know the sources of its waters, the causes of its
o b st r u*tBy himows aceobunt, Pestalozzi spent time among the people and became deeply
committed to the general improvement of society. Hardly of means himseH|d2esseemed to
have a particular interest in the promotion of a sense of justice, civil rights, and social change,
goals he would ultimately work toward through education. The following passage was clarifying:

€ [E]ven in my misery | learned to know timeisery of the people and its causes deeper

and deeper, and as no happier man knows theurffered as the people suffered; and the

people showed themselves to me as they were, and as they showed themselves to no one

else. | sat long years among themglitn owl among birds. But in the midst of the

scornful laughter, in the midst of the loudest taunts of the men who reject&d ¥he u

poor wretch, you are less able than the meanest day laborer to help yourself, and do you

fancy you can 1 iméé midstohtleesepeeriogtduets? which | read on all
lips, the mighty stream of my heart ceased not, alone and lonely, to struggle towards the

51 pestalozziHow Gertrude Teaches Her Childret8-19.
62 .

Ibid., 23.
% Ibid., 29.
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purpose of my liféd to stop the springs of the misery in which | saw the people around
me sunié?

A reformer i n every sense, Pestalozzi és <chal
innovative methods of practice which continue to inform educational theory and practice.

AnschauungPest al ozzi 6s descriptions of his wor
illustrated the early development of a reformed methodology, an understanding of educational
practice which would ultimately hinge upon the notiorAakschauungln part, his own acemt
of his efforts revealed an approach that modern educational scholars might regaithiisns
a method of call and response which saw wide adoption in both European and American schools
alike. Johann Friedrich Herbart recalled his experience ofavt t o St anz t hus:
school room. A dozen children from five to ei
speaking togethemo, not the noiseit was a pleasant harmony of words, quite intelligible, in
measured time, like a chorus, @averful, and as firmly united, that | had some difficulty not to
change from spectator and &bYetetnereewas morettm a |
Pestalozziés early work than the recitation,
criticism. Elsewhere, for instance, he described the practice at Stanz of children teaching
children. The extended passage below offered clarity:

Children taught children. They tried [to put into practice] what | told them to do,

[and often came themselves om tinack & the means of its execution fromany sides.

The selfactivity, which had developed itself in many ways in the beginning of learning,

worked with great force on the birth and growth of the conviction in me, that all true, all

educated instructiomust be drawn out of the children themselves, and be born within

them.]* To this | was led chiefly by necessity. Since | had no fehelpers, | put a

capable child between two less capable ones; he embraced them with both arms, he told

them whgst he kneyand they learned to repeat after him what they kneviBratkets in
original].

54 pestalozziHow Gertrude Teaches Her Childres?.
65 .

Ibid., 45.
% |bid., 44-45.
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Despite the continued reliance on the recitat
one another was certainly innovative at the time. More importantlyeweny the last of the
passage above revealed a suspicion regarding the utility of simply repeating information.
Pestal ozzi 6s subsequent descr Angdhauungvasduftherhi s p e
indication of a shift in his thinking about the pesses of learning. The source of some conflict
with regard to appropriate translationschauungnost closely represented the English phrase
isense p%accoding to annexténded translation and discussion offered by Lucy E.
Holland and Francis CTurner®®*Goi ng furt her , PAashasanhgitheStadzs ac c c
school revealed an approach to education which rested largely in observation ananirst
experience on the part of pupils. Thepménol | owi
of Anschauungt Stanz:

| saw in this combination of unschooled ignorance a power of seeing

(Anschauuny and a firm conception of the known and the scene of which our ABC
puppets have no notion.

| learned from thenii | must have been blind if | haabt learned to know the
natural relation in which real knowledge stands to bkmdwledge. | learned from them
what a disadvantage this esieled letter knowledge and entire reliance on words (which
are only sound and noise when there is nothing bethiach) must be. | saw what
hindrance this may be to the real power of observathms¢hauuny and the firm
conception of the objects that surround us.

So far | got in Stanz. | felt my experiment had decided that it was possible to
found popular instruatin on psychological grounds, to lay true knowledge, gained by
senseémpression at its foundation, and to tear away the mask of its superficial b&hbast.

Experiments to orient instruction around firgtnd experience soon collapsed for Pestalozzi as
the erroachment of Austrian troops assumed control over the orphanage in 1799 and converted
the institution into a field hospital. AMy de

death, was not a consequence of my free will but of military measureh rendered the

%" pestalozziHow Gertrude Teaches Her Childreh.

% |bid., 7-14. Translation issues surroundiAmschauuncare clarified in great detail. The term is idiomatic and
justification is offered for meanings ultimately chosen.

*1bid., 46.
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continuance of my pl dndnsthe sammpearr cag mohtly latér,impfacts s i b |
Pestalozzi accepted a new position at Burgdorf in the canton of Bern.

The transition to Burgdorf was not without complication. In the fiistance, Pestalozzi
noted some resistance regarding the curriculum focus on the Catechism and the unlikeness that
he would present Catholic doctrine in the traditional, and in many circles preferred, manner. In
addition to the perceptions of curricular oga, some element of the Burgdorf citizenry
fédecided at a meeting that they did not wish
t e a c h i* Nopetheless, despite initial struggles, friends of Pestalozzi, many of whom were
influential in the communt y, rallied to his aid and he 0éw:
the upp@r town. o

In his account of Burgdorf, Pestalozzi explained the process through which his ABC
method of recitation slowly came to merge with another, perhaps more criticahsian of his
developing pedagogy, that AhschauungThe result was something of a developmental theory
of educati on. I n Pestalozzi s own words: il
constituents of instruction must be separated accorditigetdegree of the growing power of the
child; and that in all matters of instructiGhjt is necessary to determine with the greatest
accuracy which of these constituents is fit for each age of the child, in order on the one hand not
to hold him back ihe ready; and on the other, not to load him and confuse him with anything for
which he i s ’'hAQentral gouhe entire pracess| pPestalozzi went on to explain, was

firsthand obser v atsiobwelchbsem real objeas® Going further, e implied

" pestalozziHow Gertrude Teaches Her Childres.
" Ibid., 52.
2 Ibid., 53.
3 Ibid., 58.
" Ibid., 59.
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that the observation of real objegtasnot atypically localized in character. A description of one

Ahappy exper i men tbasednatoré of eartydedrniigh e pl ac e

He soon expressed himself clearly about the objects that laywhthlimits of his knowledge. He
found common illustrations in the street, the garden, and the room; and soon learned to pronounce the
hardest names of plant and animals, and to compare objects quite unknown to him with those known, and
to produce a cleasensdmpression of them in himself. Although this experiment led to byways, and
worked for the strange and distant to the disadvantage of the present, it threw many sided light on the
means of quickening the child to his surroundings, and showing hinshidien of seHactivity in the
extension of his powers.

In sum, Pestalozzi worked to provide initial stimulus for learning in young pupils through

observation in readily available, local contexts, thereafter moving outward into new

understanding. Of coues this emphasis on sensory experience in the elementary years stood in

strong contrast to the status quo. né[] W] e mak

eyes, 0 he explained, and Atyrannicaldegomstop t

pen them up like sheep, whole flocks huddled together, in striking rooms; pitilessly chain them

for hours, days, weeks, months, years, to the contemplation dfacti@e and monotonous

letter$ 0’ Nonetheless, continuous efforts to engage studenthe observation of their

neighborhood remained a cornerstone of Pestal
Laws of Teaching.Following his apparently strenuous and probfdiad work at Stanz

and Burgdorf, Pestalozzi continued to toil with the developmentazfdoeducational principles,

or laws, to improve the overall effectiveness of schooling, elementary education in particular.

Reflection on his work wultimately |l ed him to

Laws of T @estaltzzi mginta@d many of his initial understandings related to a

devel opment al approach to teaching and | earni

S pestalozziHow Gertrude Teaches Her Childres0.
76 .

Ibid., 63.
" Ibid., 124.
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to the ™wasmpn essertial understanding, as was the somewhat commonsensical
connection he recognizedt e xi st bet ween new | earning and
graduated steps of knowledge, 0 Pestalozzi con
almost imperceptible addition to that which has been known before, deeply impressed and not to
bef or g d%Direztrsense perception, as the discussion above implied, was also critical. The
following passage provided further illustration of the value Pestalozzi attached to the notion of
senseperception in the educati clear therimpresssooss:of i St r
important objects by bringing them nearer to you by the Art [of teaching and learning], and
letting them affect you through different senses. Learn for this purpose the first law of physical
mechanism, which makes the relative powf all influences of physical Nature depend on the
physical nearness or distance of the object in contact with the senses. Never forget that this
physical nearness of distance has an immense effect in determining your positive opinions,
conduct, dutiesand even virtué&’T h o u gh not exhaustive of the |&
Afreedomd and*adlisnod ehpeelndd ecnecretor al positions in |
sum, the learning process began with the learner, his or her existing knoviteegests, and
experiences.

In keeping with the reforaminded methods he offered, Pestalozzi was somewhat critical
of the reliance on textbooks. Quite simply, the use of texts often ran somewhat, if not entirely,
counter to the principle of arranging taang around direct, frshand experi ence. A
publically and generallc onduct ed for the people, 0 he sugge

mai nstream, Awhol |y aimpaessienn ds i the esupyemei grimciple efs s e

8 pestalozziHow Gertrude Teaches Her Childreh33.
9 Ibid., 132133.

8 |pid.

8 |bid., 134.
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instructioré ®* Going f urt her, Pestalozzi noted that the
instrument of sensperception, the eye, to the heathen alter of the new learning, letters and
books, é[ and] to make this uni veregeadnd usmeret r umer
letterme > Aad finally, in what was perhaps his clearest appraisal of mainstream educational
practice, Pestalozzi of fered the foll owing: f
assertion that the deficiencies of European instructianrather, the artificial inversion of all
natural principles of instructiorhas brought this part of the world where it is now; and that
there is no remedy for our present and future overturn in society, morality, and religion except to
turn back from tb superficially, incompleteness, and giddyheadedness of our popular
instruction, and to recognize that sejpseception is absolutely the foundation of all knowledge;
in other words, all knowledge grows out of sepseception and may be traced back t&*it.
Again, firsthand experience was of no small significance for Pestalozzi.

Local Context Pest al ozzi 6s strong rel i-pereept®nion t he
the educative process implied an equally significant role for the local context in M@arang
was to take place. The objects for study immediately available to students and teachers could not
be overlooked. Quite simply, that which was nearer and local was of a great significance as those
objects were available for direct observation. &egii indicated as much himself where he
wr ot e, ANat ur e, rearisalwaysmare firndyfimpresseédaipon thehckild than
thedistant é%E|l sewhere, he reminded readers that th

objects around you haan immense effect in determining your positive seénggessions,

82 pestalozziHow Gertrude Teaches Her Childrez20.
8 |bid., 223.
8 |bid., 227.
8 Ibid., 239.
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practical abi | Angfinalla Pedtalozzv offered additiohalictarifiéation where

he recommended that students and teachdrs neéet
that surrounds them a better gui de® Pestalozny goal
ultimately sought to develop in learners the power to reason, an aim which he concluded was
best achieved through fireand observation, much of which almosturally occurred in local,
familiar contexts. I n other words, t¥Hetennoti on
required a commitment to locally available materials was inextricably embedded within the
method and philosophy outlined ifow Gertrude Teaches Her Children.

Throughout his educational writing, Pestalozzi turned time and again to the home. In
large part, the emphasis stemmed from his dedication to addressing, through education, the
improvement of life conditions for the poor. FEcounted:

The less | was able to deceive myself as to the true condition of the poor, the more

| endeavored out of a sense of duty to afford them assistance suited to the demands of

their position and circumstances. Aware from personal experience aiabpeitude of

the powers which Nature herself develops in the poor, | eagerly sought in these powers a

means of relieving their need. | was impelled to find work and training for work for the

poor children whom | had taken into my house. But it was noglyénis that | sought. |

wished during their work and by means of it both to warm their hearts and to develop

their minds. | wished not merely to instruct them, but that their own life and activity

should instruct them and should through -ses$truction,elevate them to a sense of the

inner dignity and worth of their natures. | wished above all to provide for the culture of

the heart, as the ndblest part of their be
Utterly committed to the improvement of educational practice for all students, teachers, and
educational institutions, the passage revealed a particular sense of calling with regard to the

extension of educational opportunities to segments of societyidrediy underserved, namely

the poor. From there, Pestalozzi turned quickly to the home of the child and the relevance of the

8 pestalozziHow Gertrude Teaches Her ChildreBR0.

87 Ibid., 254.

8 |bid., 325.

8 Lewis F.AndersonPestalozz{New York: McGrawHill, 1931),104-105.
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home experience in the educational process. i
the mother, the strength of ti@her, the atmosphere of love and sympathy, the interaction of
each with all, the education by work, the totality of these good influences acting upon each other
in groups bound together by the ties of nature, all this constitutes a framework to which on
mi ght easily attach everyt ¥ Pestglozz beldeanptaitical t o
understanding of the home which led him to the renewed belief in the necessity of a formal,
public education. Even within the duty of the school, however, hestbtk the significance of
the experiences firstdevelepi n t he context of the home; that
home life was the starting point in the educative process. On this point, Pestalozzi was explicit:
In view of their essential aint is the duty of the schools to secure for the pupil
the advantages of home life in educating him to be a man and a citizen and to increase
these and make them more generally available. They should strengthen and develop those
means of education, reflectiplove and vocational training, which are already in the
home and should combine new with older means of accomplishing its end.
Its intimate harmony with home life they (the schools) should afford a
continuation, an expansion and completion of the poaedscapacities which naturally
develop in the home. Where they actually accomplish this they deserve the respect of the
people and the gratitude and confidence of every good father and mother, even where in
the interests of liberal or vocational educatibeir work seems to be orsided®*
Pestalozzi seemed to regard formal education in the schools as an extension of those experiences
gained by the student in the home.
Coupled with his mandate for fireand experiences and his commitment to the interest
of the | earner, Pestalozzi s emphasis on the
philosophy in close proximity to the concerns of modern plesed educators. While he did not
expend a great deal of time outlining in an explicit fashi@ranner in which local educational

stimuli might become the source of curricular choices, the approach he developed at Stanz,

Burgdorf, and Yverdun anticipated plabased ideals by more than two centuries. Of course,

% Anderson Pestalozzi122.
bid., 124.
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two centuries would not pass withauultiple reiterations of these general themes. In fact, one
of Pestalozzi 6s own students carried on and r
Friedrich Wilhelm August Froebel

The most notabl e of Pest apublisred an@scoustofinid ent s,
own educational philosophy in 1826 under the headihg Education of Maff Widely
regarded in the annals of educational history for his contributions to the development of
elementary education and the kindergarten, in Froebel ond foany of the same commitments
to the local and to the nature of the learner that exemplified the work of his mentor. That said,
Froebel is very much an important figure in an historical review of glased educational
theory and practice.

Nature of the Learner. At the core of Froebel 6s educ:
awareness that outward appearances were neither necessarily nor completely representative of
the inner character of the student; that is, the nature of the learner deserved thoughtful
consiceration. Although he recognized the relationship between outward manifestations and
inner character, he cautioned against undue judgments in either direction. The following passage
was clarifying of the value the principle represented in the developmtre ohild:

Nevertheless, education should not drasviriferences concerning the inner from the

outer directly, for it lies in the nature of things that always in some relation inferences

should be drawn inverselyé

The failure to apply this truth, or ter the continual sinning against it, the
drawing of direct inferences concerning the inner life of childhood and youth from
certain external manifestations of life, is theie€thcause in life and educatién

Therefore, this truth, in its application to pats, educators, and teachers, is of such great

importance that they should strive to render themselves familiar with its application in its

smallest details. This would bring into the relations between parents and children, pupils
and educators, teachendataught, a clearness, a constancy, a serenity which are now

sought in vain; for the child that seems good outwardly often is not good inwardly, i.e.,
does not desire the good spontaneously, or from love, respect, and appreciation; similarly,

%2 Friedrich Froebel, The Education of Martrans., W. N. Hailmann, International Education Series (New York: D.
Appleton, 1911).
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the outwardy rough, stubborn, seifilled child that seems outwardly not good,

frequently is filled with the liveliest, most eager, strongest desire for spontaneous

goodness in®his actions; é
In the extended passage, Froebel outlined his dedication to understt@icigaracter of the
individual child, a critical feature in the context of the school. To educate well, he reasoned, an
inti mate understanding of the student was abs
adapted, © he not epdi |edlss emahteurree, afintdo -oteheed 81, 0 @am.do
And further, Aiethe child shoul d, from the ver
his nature, treated correctly, and given the freesalld ed us e &fl nhipsargqwerm o.e
interest in the nature of the learner was inextricably linked to his understanding of child
development. Indeed, his educational theory was a developmental one which suspected that
young learners progressed through a series of somewhat fixed human grovgliretagefancy
to adulthood.

SensePerception. A st ri king feature of Froebel 0s
spirituality that he brought to his work, and, more importantly for the present discussion, the
manner in which that spirituality worked to shaps affection for sensperception in the
context of |l earning and devel opment. The reli
evidenced throughouthe Education of Marand the extended excerpt below was generally
illustrative of the tone that Bebel so consistently adopted:

Jesus himself charges man in and with this precept to acknowledge the divinity of

his mission and of his inner life, as well as the truth of his teaching; and this is, therefore,

the precept that opens the way to the knowdedfall life in its origins and nature, as

well as of all truth (see § 23)

This explains and justifies, too, the next requirement, and indicates, at the same

time, the manner of its fulfilmenfhe educator, the teacher, should make individual and
particular general, the general particular and individual, and elucidate both in life; he

% Eroebel The Education of Mar6-7.
% Ibid., 14.
% Ibid., 21.
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should make the external internal, and the internal external, and indicate the necessary
unity of both; he should consider the finite in light of the infinite, and theit@fin the
light of the finite, and harmonize both in life; he should see and perceive the divine
essence in whatever is human, trace the nature of man to God, and seek to exhibit both
within one another in lifésee § 25). [emphasis in origin4l]
The psa sage il lustrated not only the manner I n
impacted his notions of education, but also, as David Hutchison pointed out of Froebel generally
in Growing Up Greenl! the holistic nature of his thinking. Going further, ehison suggested
t hat ARéFroebel ds understanding of God was not
for he perceived all of nature as comprising the inherent tupka&f God. Indeed, God was the
binding force between humankind and the balanceabire, the animate and the inanimate,
empowering bot h®Guidad byhis ovan spirituatity, frroebel sought to develop

a plan for schooling which promoted investigation and understanding of the connectedness of all

things. Like his mentor, leever, Froebel did not call on educators to simply reveal their beliefs

about the unity of nature, the individual, an
uponfirsthand observation. fAAn appreci @afi dirrofunt g
he wrote, Afdoes not require speci al technical

and accurate observation and accurate naming of these things in accordance with the character of
|l anguage and oTFrdettele xphaangedamedt ber that fAln
with natural objects we are by no means concerned with the teaching of names nor of
preconceived views and opinions, but only with presenting the things themselves with their

obvious attributes in suca way that the boy may view each object as the definite individual

% Froebel The Education of Mari5-16.

7 David Hutchison,Growing up Gres: Education for Ecological Renew#New York: Teachers College Press,
1998) Hut chi son actually noted the adoption of Froebel b
holistic.
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object it reveal s 1®Asdegain, as hghligheed abaove, and & additon m, e
to developing natural powers of observation in learners, Froebel insisted that educationa
programs take into account the iIinterests of t
he concluded, Astart from a certain inner wan
connection to student mpehsible &tha boyis tabe daughthwiths we r
profit afdterest was &cerdral concern.

Familiarity. No t unl i ke Pestalozzi s emphasis on
believed that the familiar settings of school and family shared profoundectons in the
devel opment of young | earners. AThe union of
and indispensible requisite of aFroghe ceftantyt hum
spoke to the early, nurturing role that the haane family provided to the student. At the same
time, his efforts to connect the school and the family stemmed from a broader concern with his
perception that the tendency of schooling was to focus on outward, foreign sources of learning at
the expense of mme di ately avail abl e, | ocal knowl edge
explained, fnéif we inquire how the German peo
knowledge, we discover unequivocally that those first principles always cameafcbstance,
from foreign parts, or we r%Lessvthena crtique af ®réignu p o n
sources of knowledge and information, Froebel seemed eager to awaken the creative potential of
Ger many, a reasonabl e nplngocarchlddnilike eoing and adcenegne d  t
them with foreign inscrpHeioffered further dhe hopefub i g n

suggestion that néwe need and seek knowl edge

100 Froelel, The Education of Mar201.
101 1hid., 223.

1021hid., 230.

103 |pid., 231.
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healthy life in our own minds angrown strong in the sunshine and conditions of our own
| i f%Widt h the above in mind, Froebelds concepti
similar, not unlike the philosophy represented by his predecessor, tebplseg conceptions of
schooling

Elsewhere in his discussion of an educational practice developed around the unification
of family and the school, Froebel clarified the localized characteristics of his educational
philosophy. The familiar was a starting point in the process. In Hroébe wor d s , AObse
and study of nature and the external world, proceeding from the nearest surroundings to the more
remoteodo should become a guiding principle. Si
poetical representations of nature ane,liparticularly of short poems that impart life to the

objects of nature in the nearest surroundings, and significance to the incidents diféiome

showing then, as in a mir r'Ratherithan thehegoiic; thep ur e
foreign, or the wunfamiliar, Froebel | ooked a
school and family 1life, with th¢ée° Wwhiledsomeary ooc

portion of learning in familiar contexts wastellectual school work in the traditional sense,
physical domestic work also had a role to play. For Froebel, this was a part of the complete
education of the child, not to mention a bridge between Hdenand school.

lllustrations of Practice. Froebel further illustrated the role of the local in his
educational philosophy in an extended discussion of practice under the headdenyation of
Nature and Surroundings component of his broader effort to clarify the connection between

the schoolf he f amil vy, and the communisity .0 fhTeh ee xkn aw

105 Froebel The Education of Mar232.
108 |pid., 235.
197 bid., 236.
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fof its purpose and properties, is fou¥d most
Froebel added that #fAét he pupi |lctemofthidgs, of eaturet he ¢
and surroundings, if he sees a'fPAreitetationdfthes t hem
principal worth of firsthand observation, his approach almost necessarily implied at least a
partial commitment to incorporatingdally available objects and sites into the curriculum. Yet
readers had little cause to speculate as Froebel was explicit with regard to the form that practice
might follow. He wrote:
Again, the boy will, of course, see most clearly and appreciate mogttiial

conditions and relations of objects that are in closest and most constant connection with

him, that owe their being to him, or at least have in their being some reference to him.

These are the things of his nearest surroundingse things of the #ing-room, the

house, the garden, the farm, the village (or city), the meadow, the field, the forest, the

plain. The sittingroom, then, furnishes startifppint for this orderly study of nature and

surroundings, which thus proceeds from the near and rkriovihe less near and less

known, and becomes for the purpose of orderly classification and subdivision of school

instruction**°

From the discovery of the household, Froebel described a process of moving outward and into
investigations of the homesteadoperty, the barn, the stable, etc. And outward still, the
investigation led into considerations of how the homestead might fit into the community and
village, which also included the church, the school, etc. Froebel explained that that process
conthnuedot war d such that Aéthe earthés surface (g
of i ns t'rAlongttheomay, the purpose of carrying out investigations locally was not
incidentally related to the development in the learner of the skill to inquidassify, and to

ot herwise draw and test conclusions. AThen f o

~

l ocality they inhabit, o Froebel suggested, Ay

108 Froebel The Education of Mar251.
1091hid., 231.

10pid., 251252.

11 pid., 254.
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field, of the woods; terrestrial, aquatic, dmp b i ou s , a '¢’iThie aame generahpeotess. ©
applied to plants, to Atame and wild ani mal s,
noxi d°sd .kee geographic study, Froebeloés plan f
history occurredn and around the neighborhood and community in which the school itself was
situated. In all, Froebelods statement fhat ¢
did as much as anything to capture the essence of the role of the local withodgatitdmethod

and curriculum.

In addition to his respect for the local in the investigation of the sciences and
human/ soci al studi es, Froebel al so discussed
exerciPAeshe® descri bed inature afidlsbhreundingsscensidess thingsn o f
merely as such with reference to their individual peculiarities and their general, more particularly
l ocal, Al ae¢enomnal 6part of observation for Fro
in as an auxiliaryi n order to furnish tests of the e
o b s er v& Simplynstated) the observation of nature and other surrounding environments
provided opportunities for the development of
written expression. Froebel sought to encourage not merely the naming of objects, but the
comprehension of the qualities of those objects, such as texture, color, and dimension. This much
he reveal ed wher e-exéraseswased @n,the ibdsdéon gfunatgree and
surroundings, in considering the activities and impressions of objects, and their precise and

accurate designation by wor ds'Incdensally, thedriefert t o

12 roebel TheEducation of Man257.
1131bid., 256.

11%1bid., 258.

1151bid., 272.

118 1bid.

17 |pid., 275.

118 pid., 276
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excerpt offered further indication of somethign to a multidisciplinary, holistic understanding

of learning in Froebel 6ss twiyn the investiggtien af , a's
human/ soci al features of 1ife, Froebel ur ged
p o i H°foslanguage instruction.

With regard to explicit instructional tools and methods, Froebel is perhaps most
remembered for his contribution in promoting the use of blocks. Aside from the development of
Frobelgaben or Froebel gifts, he also advocated the excuraan instructional tool, a feature
of his work which anticipated to some extent the recommendations of subsequent developments
inplacebased pedagogy, explicitly named or other:
nature, is particularly desirablfor young people; it develops, strengthens, elevates, and

e n n o B? e mart, éhe excursion was to develop in young learners an appreciation for nature.

Il n Froebel ds mind, the | earner iémus:t feel t
andofmran, between the phenomena of natur® and o
Al | of this, he continued, was to be carried

as possible the char act'® Froekehalgued that ihexouesiora o f  r
afforded |l earners the opportunity Atdandee as
recommended that trips remain rather fileeving. The following illustration offered further
insight:

Therefore, the boy should early see the objectsatira in their actual relations

and original combinations. il excursions are to show himshvalley in its extent; he
should explore its ramifications; he should follow his brook or rivulet from its source to

19 Froebel seems to have used this phrase in a descriptive way, not as an indication of a larger educational program.
Interestingly enough, the phrase a@hd underlying pedagogical conceptions would receive renewed attention in the
later nineteenth century, the subject of Chapter 3.

120Froebel,The Education of Mar277.
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123 |pid.
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its mouth, and study its local peculiaritiestheir causes; he should explore the elevated

ridges, so that he may see the ranges and spurs of the mountains; he should climb the

highest summits, so that he may know and understand the entire region in its unity.

Actual inspection should reveal to hithe mutual relations of mountain and

valley and river in their form and formatidfr.

Froebel 6s wuse of the excursion was arguably
learners opportunities for fistand experiences. Whether in the sciencegulage instruction,

social and human study, or mathematics, Froebel found great worth in learning through
observation. He rightly i de'ftas efiective méasshafr t e
achieving that end.

As highlighted ab olecael mesied well tiith his enderstanglingof t h e
instruction and study in those areas that modern observers would regard as the sciences. Natural
history and physics, in particular, frequently found their way into his illustrations. At the same
time, Froebel loked to the local as a means of engaging in human study, though he never used
any particular phrase to describe the domain as a whole (e.g., social study, human study, culture
study,et c . ) . fis] rdqhired tganymierkte the works of man in the sading district
(the house, the village, the road, t he Dbri dge
their differences i n o?iPgstalozzi catel foetheistady pf locak e , a
occupations and tbei pupbli gdrbtelsd ddithagreg obtseersi st i
and c¥aneds, of no small importance, noted tha

common features and the tIFroebslplaced aagreat demlfof h u ma

emphasis on how this sa of nei ghbor hood i nvestigation

125 Eroebel The Education of Mar811.
126 pid., 309.
127hid., 2509.
1281bid., 260.
129 pid., 2509.
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understanding of the role and purposes of the family as a social unit. The following passage was
clarifying with regard to the value Froebel attached to the family:

A Si nc enlielarld havedyed in families, and since the highest and ultimate
aim of all men is the clearest consciousness of an purest representation of thgivegBod
nature, where can all men be most surely and effectively prepared and developed for the
attainment of thisaim® Al n t he family. o0 AWhat are the
and who are its most i mportant me mber s?0
AWhat now must be the condition of a fami/|
being for the atta me n t of the highest and wultimate
this ultimate purpose and the means for its attainment; they must be agreed concerning
the ways and means to be adopted; they must aid and support each other in all they do,
having onlyth# pur pose in view. o0 #dl°f a single fe&
would it thereby be enabled to at®ain the

Clearly, Froebel saw the family and the improvement of the family unit as direct means to
similar improvement and development within the learner, and by extension, the adult citizen. But
his question regarding the power of a single
a i mf*anpsotelling. Froebel answered in the negative, convinced thsingte family could

épossess all the “izhangesexdressed by Broebel ag the gitainsnent od

ot

Aicl earest ¢ bwoddoanly besacheved through a consensus of effort. While the
family always held a central responsi bl vy, he
whole, as a unit, can fully attain the highest and ultimate purpose of human striving, the
represat at i on of pUThesattentionmta farily gnd éoinmunity betterment, read

mor e broadly per haps as positive soci al c ha
educational philosophy. In some sense, that feature of his work connects him rathréheéo

modern placéased educational initiatives, where local improvement is often a stated objective.

BlEroebel The Education of Mar260-261.
132 |pid., 260.
133pid., 261.
1341bid., 260.
135 1pid., 261.
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Beyond the Local. Openly supportive of the role of local contexts in the process of
learning, Froebel was keenly aware that knowledge worth knowingnaiaslways near the
student and that educators must look beyond the local. With the full endorsement of the notion
that fAéinstruction should start f°PRiombeltwase pupi
not a purest. il ot I se scaascsehgd neitelbatar yhe ol 3¢
neither can nor should be given by YHEaebepupi l
noted further that It was not Afénecessary to
wholly with the b9y 6s | ocal i ty, i n particular applicati
beyond his ci r‘®Abeve alf whetheplecal orenaloca stutly, the primary
objective of |l earning through obser vfaltée otn, éan
Froebel reminded, fand gains insight i®hto th
While readily available contexts and environments offered unique opportunities for the
development okuch habits in young learners, Froebel was not updnsistent on localized
curriculum and instruction.

In the context of the present discussion regarding fdased educational antecedents,
Froebel ds contributions are quite significant
local contex$ potentially played in the development of the learner, his/her capacity to develop
investigational skills, and, ultimately, to the improvement of community and society, generally.

The emphasis on the local, the nature of the learner, and the improvédroemtnounity/society
are themes echoed by modern plabaded educators and anticipated by Froebel nearly two

centuries earlier, not merely in a general sense, but complete with illustrations to guide practice.

138 Eroebel The Education of Mar262.
B7pid.

138 pid.

1391pid., 265.
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Despite the apparent similaritighjs studyonly identified asingle, brief reference to Froebel in
the body of literature representing pldzsed educatiof?
Johann Friedrich Herbart

A contemporary of both Pestalozzi and Froebel, the educational ideals of Johann
Friedrich Herbart also deserve atien in an historical review of pladeased pedagogy. Born in
Hanover, Germany in 1776, Herbart wrote at length on the purposes and methods of teaching
and this particular feature of his scholarship played a significant role in shaping the development
of educational progressivism in the United States in the later decades of the nineteenth century.
Early efforts by the Americabased National Herbartian Society, for instance, later grew into
the National Society for the Scientific Study of Education, or BlSSlonglived and influential
body of American weducational schol arship. As
|l egacy in American curricular reform, Her bart

period as a focal point for a challentp the old order in education, as represented largely by

mental discipline and by tradit i Deapite sbmemani s
phil osophical i nconsistencies, 0 Kliebard adde
developmentand chi l drends 1interest bl ended nicely

mo v e m¥&%a significant strandf progressive educational thought. Not unlike his connection
to certain aspects of educati onal npimilargjeses si vi
with modern placévased education. His work represents an important antecedent to the modern

theory and practice.

19 Hutchison A Natural History of Place

41 Herbert M.Kliebard, The Struggle for the American Curriculuh8931958, 3 ed. (New York: Routledge
Falmer, 2004)29.

“?1bid., 30.

70



Geography Study.In Outlines of Educational Doctrinédeibart offered his perspectives
on teaching and learning within each thie several fields of study represented in the standard
curriculum. That contribution was particularly valuable as it allowed readers, contemporary and
modern alike, to gain some idea of what precise form his educational prescriptions might assume
in pradice. Similarly, embedded within his outline were a number of elements found today, more
than 150 years later, in the field of plaeased education.

Without overboking the value of the entire bodyf hi s pedagogi cal t hi
work in geographyeducation was especially relevant to the present discussion. In regard to
geography instruction, in particular, Herbart offered an approach which contained unique
consideration for the local context of learning. On the one hand, he suggested a vagaeyadvoc
for the study of geography at the global scale. At the same time, Herbart also recommended that
students take part in geographical investigations within and through local geographic settings. In
some sense, he seemed to balance the global and loeal. That t er was fianal yt.
fand begins with the pupilés i mmedi a¥dhisnei ghb
notion, placebased in essence, would later be revisited by American educational reformers in the
late nineteenth and eattiyentieth centuries, the subject of Chapter 4.

Like other educational thinkers before him and after, Herbart held a view of geography
that was unifying, a course which opened avenues for investigation across the curriculum. In
modern educational parlancelHer bar t 0 s conception of geogr
multidisciplinary one. The following passage was indicative of the general notion of unity:

Geography is an associating science, and use must be made of the opportunities it offers

for binding together avariety of facts, none of which should be allowed to remain
i solated in the mind of the | earneré

143 John Frederickerbart,Outlines of Educational Doctrindrans., Alexis F. Lange (New York: The Macmillan
Company, 1901)263.
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With many pupils, geography is the first study which gives them the
consciousness that they can learn as they are expected to learn. With all pupils,
geographymust connect the remaining studies and must keep them connected. Without it
everything remains unstable. Historical events lack places and distances; products of
nature are without regions where they are found; popular astronomy, which is called upon
SO dten to prevent and dispel erroneous notions, is deprived of its very basis, and the
geometrical imagination of one of its most important incentives. If the facts of knowledge
are allowed to fall asunder in this way, instruction endangers the whole aftiedd*

The unifying function in geography study may have been, for Herbart, particularly acute. For
whatever unique opportunities that geography may have afforded, a larger stream of thought that
ran throughout Her bar t 6 snthathawkaawledyaveas bestgaingdi n g
through existing knowl edge. RthgmincigleddmbchtoHer b a
not only clarify the value that he placed upon geography study, but also to highlight the value
that he placed upon localefd-trips as an educational tool. As a psychological principle,
apperception pointed simply to the idea that new knowledge was an outgrowth of existing
knowledge, an understanding clarified by Herbart, but expressed long before as the foregoing
discussiorhas reveal ed. I n his words, AApperceptio
reproduction of previously acquired“Gadngas anc
further, Herbart offered the following:
The approving, or assimilating, attentiofd], though not the first in time, is yet

observed very early. It shows itself when little children catch and repeat aloud, familiar

words of an otherwise unintelligible conversation between adults; when a little later they

name, in their own way, the we&thown objects that they come upon in their picture

books; when later still, while learning to read, they pick out from the book single names

coinciding with their recollection; and so in innumerable other instances. From within

ideas are suddenly burstinfigrth to unite with whatever similar elements present

themselves. Now the apperceiving activity must be exercised constantly in all

instruction*’

144 Herbart,Outlines of Educational Doctrin@68.
145|bid., 63.

148 pid., 6364.
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In sum, apperception demanded that all instruction be linked to existing student knowledge
fiégai ned byakpermeedapd intercourse with othér$™® To return to the initial
discussion of Herbartian geography instruction, the use of local environments was in part a
reflection of his commitment to apperception. Although Herbart did not elaborate on the
partiu | ar met hod he preferred to enYaeqdersimighhe pup
reasonably assume t hat t he | earner 0s famil |
topographical, etc.) could become powerful starting points in an appercejatiaen¢eprocess.
At t hat intersection, Herbartdés educational
placebased educational theory and practice. More specifically, his emphasis on the local and the
|l earner6s experi ence consistenthweh the defiting featwes ofghe o c e s ¢
modern approach. Although Herbart wrote little about the role of local study in the context of
community improvement, his work nonetheless anticipated several of the themes characteristic
of contemporary placbased theory. As is generally true of the personalities highlighted
throughout this chapter exploring early antecedents, there is to date no mention of Herbart in the
literature representative of the modern field.
Colonel Francis Wayland Parker

A Union officer in the American Civil War, Francis Wayland Parker became a prominent
figure in educational circles in the tat decades of the nineteenth century. A scholar of
educational theory and a skilled practitioner, John Dewey, whose own children Parkéeciduca

|l ater deemed Parker At he *radwerkirmorokér déiveredgby e s s i v

one the erads most thoughtful representatives

18 Herbart,Outlines of Educational Doctriné9.

“*1hid., 263.

150 Wayne J. Urban &ennings L. Wagoner, JAmerican Education: A HistoryBoston: McGraw Hill, 2004);
Lawrence CreminThe Transformation of the Schodtrogressivism in American Education, 187857 (New
York: Alfred A. Knopf, 1961)
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appointments in New Hampshire and Ohio, Parker went on to studyermany at King
Williamds University in Berlin. He spent t wo
subjects,pedagogics Upon his return from Germany, Parker accepted a position in Quincy,
Massachusetts and according to one subsequent obse®en,ot hi ng since the t
Mann has created such a sensation &%maiys fi ve
ways, Parker revolutionized the traditional practice of schooling, not exclusively at Quincy, but
in his subsequent work in Bos and, beginning in 1882, with the famed Cook County Normal
School in Chicago as well. Given his profound influence on nineteenth century school practice
and a then nascent trend towards what would become a movement in educational progressivism,
P ar k workd warrants attention in the context of pldmesed educational history, a
development which is itself somewhat of a reiteration ceftain brands ofprogressive
educational theory and practice. | matypeaof t i c u |
the learner, two criteria of pladgsed educational thinking, position his contribution to school
reform as an important historical precedent to the modern field.

Nature of the Learner. By his own account, Parker was interested in the edurcafio
the whole child, fAthe harmonious devel®pment
Like Comenius, Pestalozzi, Froebel and others before him, he understood the learner to be a
starting point in the educative process. Reflecting on his motivadodsthe work of his
predecessors, he noted:

This truth has come to us gradually and in fragments from the great teachers and thinkers

of the past. It was two hundred years ago
done be done by doing them. o0 Folghfcavgeng t hi
was Pestalozziés declaration that AEducat.

summing up the wisdom of those who had preceded him, and embodying it in one grand

51 Francis W.Parkerand Lelia W.Patridge Notes of Talks of Teachinlflar t haés Vi neyard Summer
17 to August 19 (New York: E.L. Kellogg, 1883yii.
%2 1bid., 22.

74



principle, Froebel announced the true end and aim of all of our wdnk harmonious

growth of the whole being. This is the central point. Every act, thought, plan, method,

and question should lead to this. Knowledge and skill are simply the means and not the

end, and these are to work toward the symmetrical upbuilding efttble being:>
Packed with meaning, Parker nonetheless expressed his general belief that educational
approaches were perhaps most effective where measures were informed by some knowledge of
the learner in question and, as noted, with the broad intentieduzating the whole child. Of
course, Parker surmised that such objectives necessitated something other than traditional
practice, rote memorization, and a rigidly standardized curriculum. Oriented toward the notion
that fAThe or ganihemeixtteainfal d etoerdmit' Pader sfferedor d e v
what surely was for some a radical alternative.

Geography Study. As was true of Herbart, Par ker 6s
for geography education, a subject on which he commented at Ipngtiged insight into the
type of school reform and educational philosophy he advocated. Echoing Herbart and
anticipating several important developments in geography education soon to take hold in
American educational c i rncchlledsfor thé® direckobsergasion bfr a n d
|l ocal geography. fAThe unseen is made ™Forr i mag
geography students at all levels, but particularly those with only limited geographical
experiences, the fielttip provided potentially important foundational experiences. Parker
explained:

The question, then, in teaching structural geography, is, How can the proper sense

products, necessary to the imaging of the forms of continents, be brought to the mind?

The answer is neat hand. In order to imagine the unseen, that which can be seen must

be brought clearly into the mind. Elementary geography consists of the close and careful

observati on of t he f or ms of t he eart hodos S
districtint he Atl antic States, where each and al

153 parker,Talks on Pedagogic@?.
4 pid., 4.

18 |pid., 127.
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Begin with the forms around you; the close and careful study of the chains and
ranges of hills, valleys, plains, codistes, springs, brooks, rivers, ponds, lakes, islands,
andpeninsulas. Study them as you do objects in Botany and Zoology. Take the children
out into the fields and valleys; return to the schoam; let them describe orally what

they have seen; then mould and dr ateyi t o an
have seen by writing. Teach them distance by actual measurement; boundaries by fences
and ot her Il i mitations; drainage by gutter s

meanscontinuallyin teaching geography®
Par ker 6s r e c o mmaphydhstruction nostindedat lengtle. th gddition to the study
of local geographic features, Parker offered several other recommendations which he reasoned
might serve to maintain the interests of students and provide opportunities for the development
of the geographic imagination, an aspect of geographic learning that he found to be all important.
In short, Parker reasoned that the geographic imagination might allow students to continue their
investigations into notocal areas>’ In addition to the inclusin of TheSeven Little Sistersnd
Each and Al*®*t wo il lustrations of <childrenés liter
cultural difference and sameness, Parker suggested that local geographical learning translated
well enough to world geographidalin vest i gati ons. AThus, 0 he reco
a hill, tell the children about the great mountains in the world. When they have seen one river,
tell them about others that they canbét seeéWh

159

g eat i sl ands [Intatiddion d¢oathre tgaograpmct asalogydprovided through-first

hand experience locally, Parker also looked to the power of student investigation. His
recommendati on was a simple onejv@aCopns®hermbkyg¢o

To better illustrate the general notion, Parker listed a series of potential geohemgly

guestions, i ncluding: AWhere does the water ¢

1% parker Notes of Talks of Teachint28-129.
57 |nterestingly enough, Parker did not adopt the expanding horizons model as did so many other educators after

hi m. I n fact, in his mind, the Acontinent was simpler,
Ibid., 130.
158 parker,Talkson Pedagogicsl 29.
159 A;
Ibid.
199 pid.
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river run in a straight line?...What makes a pebbléfalis the difference between a pebble and
a gr ai n ‘8Parkerauildh®s.approdch to geography education upon student inquiry.
AThese and other questions, o0 he concluded, n w
everything for himsé] may be made a source of deep and abiding interest on the part of
c hi | ¥7levestigations and firdtand experiences were pedagogical staples for Parker
regardless of the scale of the geographic investigation.
In his concluding remarks on geographyt an 1882 Summer l nsti
Vineyard, Parker offered a final appraisal of what he viewed as effective method in the teaching
of geography. As he had elsewhere, Parker looked to théndingt experiences gained in local,
neighborhood, and schbeettings as entry points to invigorate geographical investigations in
nonl oc al settings. Commi tted to the transf or me
which were the stapl e p°%Rantenlookes toadnnedt thediswolit d g e o
the local in engaging ways. Rather than simply telling students where certain soils, plants, and
peoples might be found globally, outlining in turn the features of distant places, he described
instead a unique alternative:
The soil may be divided intfertile, arable, and barren, and indicated by colored crayons
upon the maps. Lessons upon soil should be given, and specimens of the various kinds of
earth, from gravel to vegetable mould, examined. If you have a bit of ground near the
schoolhouse, raisell adifferent kinds of useful plants that you can. Then, take up
successively all the great food staples. Locate the wheat, the rice, the corn, the potato, and
the rye regions, and indicated them, as | have said, in colors on the maps. Follow these,
with the luxuries in the way of food coffee, tea, cotton, cocoa, etc. Then the subject of
shelter and fuel may be studied, the forests and kinds of wbd...

Following the initial investigation of the distribution of soil types, then, Parker reasoned that

students might be led into wider explorations of botanical, zoological, and anthropological

81 parker Notes of Talks of Teachinto0.
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qguestions. Simply stated, one question led to nhumerous other questions. Similarly, through his
recommendation that students expeadsiomeasefal i n t
p | a i°t Rarkeér further demonstrated the mechanism by which-lom geographical
investigations might nonetheless remain experiential and t@andd$n all, Parker urged
practitioners to consider the possibility that allegiance to a mxperiential, inquirybased
instructional strategy, an approach which might also better account for the unique needs and
devel opment of the |l earner, could Aéenabl e th
than the children who memorize the congloated mass of disconnected facts can learn, in a
yea¥l.mterestingly enough, a significant porti
to geography instruction, made conscious use of the educational tools and resources available in
the immediad surrounds of t he school and nei ghbo
E d u c a t* reconamendations deserve close consideration in an historical consideration of
modern placéased education, and this is particularly true of his writing on geography.

Beyond Geography.Of cour se, Par ker 6s eentelded practicepr oc u |
of schooling extended well beyond his writing on geography instruction alone. As noted, the
entirety of Parkerodés educational nphbstildensasphy w
the starting point, as reflected in both cui
geography did reveal the value he placed on the local and familiar in certain educational
circumstances, a feature of his work which, again, gapesial relevance in a discussion of
placebased educational precedents. Geography was not the sole domain for localized instruction

and firsthand experience, however. Ever committed to the utility of observation in the

1% parker,Talks on Pedagogic438.

1% 1pid., 140.

¥ pParker frequently made reference t quentsbhelarsfichAheewio Educ at
understad as precursors to educational progressivism and-chiltered pedagogies.
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educational process, Parker alsoled to locally available conditions and phenomena in the
context of teaching the sciences, specifically botany, physics, and zoology. Rather than locking
students into the authority of the science textbook, he called on practitioners to bring students
ot doors where they might engage in their own
thousands of pupil s, 0 -dthwol textbookseon physigsy botarty,ramdu g h  t
zool ogy with | i t*¥Wherestudents werecaffosdegportanttiés torobseérve
some slice of the natur al wor |l d, Par ker cont
something out of the ordinary, held in the hands of the teacher, or placed upon the table, merely
to prove the facts (?) stated in the tbxo 0'R®’ A @lear alternative to the confinement of the
Apoor chil dr e n'®Patker reéognzeddhatthe apdreachdthe exploration of the
school and neighborhood environment, was far from novel. He reported:
| am making an argument here for ebstion that is as old as human thought.

Every great thinker and every educator, from Socrates down to Froebel, have urged the

study of the great testiook of nature. The Master illustrated all His teachings by scenes

from the hills of Judea. The fact th@onfronts us in this discussion is that, although these

truths have been urged for ages persistently, although they are generally believed by

thoughtful men, still the real educative, Hfgving work of observation has reached in

our Republic very fewldldren, and the reason for this sad state of things is that very few

teachers have had an opportunity to actually study sctéhce.
While the general approach maYy?Pharkevlamered th@a i as
fact that relatively little engagesnt with the natural world could be found in most schools in the
late nineteenth century. In part, Parker was successful in changing that feature of schooling on a

small scale through his work at the Cook County Normal School in Chicago. His collaboration

with Henry Harrison Straight and Wilbur S. Jackman and their concerted efforts to develop

1% parker,Talks on Pedagogic4.63.
189 pid.

10pid., 164.

17 pid.
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renewed programs in American nature study were remarkable and the subject of an independent
di scussion in Chapter 3. As i n ddewelapmentd andd b ov e,
continuation of an educational theory and practice that shared so much in common with the
essential themes of modern pldzesed education is noteworthy; his work represented the
continuity of such ideas over time. To date, Parker has ectived consideration from
contemporary scholars in the field.
John Dewey

Par ker 0s -shdpé tbersthsol intooa more studesnitered, experiential standard
of practice found close union with another famed Chicago educator and scholar, John Dewey
Without overlooking the diversity of perspectives that grew out of the movement, there was
perhaps no better representative of educational progressivism than John Dewey. While he was in
some cases critical of his progressive contemporaries, the infli#nbes philosophy and
practice was unmistakable and has continued into the present in ways that few other thinkers
have enjoyed. Deweyos |l egacy i S al s-basedsi gni f
educational thinking as he often emphasized localizgttluction and the needs and character of
the learner. In addition, and perhaps more so than other figures reviewed in this chapter, Dewey
addressed a third component frequently found in modern-pksed theory and practice; that is,
Dewey spoke to thele of the school in responding to community and social needs.

Nature of the learnerAmong t he range of contributions
today, he continued the long tradition of concern for the nature of the learner introduced above.
A deeper consideration of the unique attributes of the learner in the educational process was
among the staples of his educational writing; that is, without an attention to the character of the

child and his or her lived experiences, little could be accomplished. While Dewey conceded that
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a |l earner might manage fiée oandde vmed cotpa naint™ailn tperroe
such as recitations i n t he fundament al s of
assimilation is a mMaltn eDe wefy 6cso nmsicnido,ustntees s B & a
regarded as a receptacle of facts, but rathen agtave participant and, in fact, the starting point

in the process of schooling and in the determination of the curricituan.somewhat comical

fashion, Dewey reported what he viewed as the building up of momentum toward the rethinking

of the perceived ol e of the student at the time of W
revolution, not unlike that introduced by Copernicus when the astronomical center shifted from
the earth'™He tbetismmed by noting thahesuiln th
about which the appliances of education revolve; he is the center about which they are

o r g a n'{®mn suth, Dewey insisted that educational programs must be designed with a strong
regard for the students servétlhat was most worth learning washe negotiated between the

|l earner6s current experiences and capacities,
wider experiences available.

At the same time that Dewey |l ooked to the
with a sincere appciation for the valuable experiences represented in the traditional academic
disciplines. He noted in th€hild and the Curriculumpublished 1902:fiOn the face of it, the
various studies, arithmetic, geography, language, botany, etc., are themspbrgsnegi they
are that of the race. They embody the cumulative outcome of the efforts, the strivings, and the

successes of the race generation after gener a

173 John Dewey, The Child and the Curriculumin The School and Society afdhe Child and the Curriculum
(Chicago: University of Chicago Press, 1990), 206.

" Ipid., 208.

175 JohnDewey, The School and Societyn The School and Society and The Child and the CurricDhicago:
University of Chicago Press, 199G4.

178 |bid.
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childbdéds present e x pdenrthe subjectaatter af studied, dreotlse@niticd anch t a i n
final terms of one reality!’” In that important discussion, Dewey argued that the knowledge
contained within the academic disciplines must necessarily remain a part of the educative
process, despiteshdisagreements with contemporary traditionalists over method. He explained
further. AAny fact, whether of arithmetic, or geography, or grammar, which is not led apdto
into out of something which has previously occupied a significant positibreich i | dés | i f e
its own sake,éis not a r edDewegyobbutcrjusguehe
formalism was, in no small part, due to his attention to the learner and the varying experiences
and starting points that a collection of suciriteers would logically generate.

Problem-Solving. But Dewey was not simply a child study advocate and his rationale for
placing the child near the center of the educative process grew out of a philosophy of the nature
of learning, and perhaps thinkingatt In short, he insisted that in order for learning to occur,
for the studentds experience to be broadened
present a problem to solve. Dewey outlined these conditions explicitpw We Thinkfirst
publisked in 1933where he explainediThinking begins in what may fairly enough be called a
forkedroad situation, a situation that is ambiguous, that presents a dilemma, that proposes
alternativesé. Il n the suspense o;fwetoyntodimdsdamai nt vy,
standpoint from which we may survey additional facts and, getting a more commanding view of
the situation, decide how the facts stand related to one ambthéte added furtherfiwhat
often makes observation in schools intellectualgfficient is (more than anything else) that it is

carried on without a sense of a problem that it helps define and solve. The evil of this isolation is

"Dewey, The Child and the Curriculupd 90.

78 bid., 203.

179 JohnDewey, Essays andHow We Thinkin The Later Works, 1925953 ed. Jo Ann Boydston, Vol. 8:1933
(Carbondale, IL: Southern lllinois University Press, 1982p.
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seen through the entire educational system, from the kindergarten through the elementary and
highschel s to the collegeé. Moreover, intellectua
not aroused and guided by any idea of pheposethey are to serve. [emphasis in origig&]
The passage captured D-eolviagyaS sn irstgtibhagioach. mn  pr o
many instances, the same commitment can be seen in the instructional practices described by
modernplacb ased educators. At the same ti me, Dewe
student engagement provided context for another itapbrcomponent of his educational
thinking, namely, the significance of firend experiential learning.

SensePerception.Rel at ed t o Deweyds respect for th
purposeful, problenbased learning, he, like Aristotle, Comenilestalozzi and numerous
others before him, maintained a profound commitment to-Hasd experience. As Dewey
remarked early on ifThe School and Society fHéwe cannot overl ook t
educational purposes of the close and intina@guaintances got with nature at finstnd, with
real things and materials, with the actual processes of their manipulation, and the knowledge of
their social n"deneslooked ¢osthe @amehon wecepations of life as a
framework through wich to organize the purposeful, experief@sed classroom. The
following passage was clarifying:

The educative forces of the domestic spinning and weaving, of the sawmill, the
gristmill, the copper shop, and the blacksmith forge, were continuously eperati
No number of objeelessons, got up as objdessons for the sake of giving

information, can afford even the shadow of a substitute for acquaintance with the plants

and animals of the farm and garden acquired through actual living among them and

caring for them. No training of sensggans in school, introduced for the sake of

training, can begin to compete with the alertness and fullness of-l§fendeat comes

through the daily intimacy and interest in familiar occupations. Verbal memory can be

trained in committing tasks, a certain discipline of the reasoning powers can be acquired
through lessons in science and mathematics; but after all, this is somewhat remote and

180 Dewey,How We Think318.
181 Dewey, The School and Society/l.
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shadowy compared with the training of attention and of judgment that is acquired i
having to do things with a real motive behind and a real outcome #fead.

For Dewey, the challenge at hand was to determine in what manner the productive elements of
certain preindustrial educational traditions might be maintained; that is, how mididots
organize for learners firdtand experiences in purposeful, relevant ways while also meeting the
challenges of a then rapidly changing social, political, and economic landscape. While
contemporary movements toward manual training offered partiti@as, not the least of which
was student interest and motivation, Dewey found them deficient when and where the educative
goal was to develop tradesmen alone. Dewey also found within the occupations (e.g., sewing,
weaving, woodworking, etc.) the esserdemuch broader opportunities for continued learning,
learning well beyond the occupations themselves. To say it another way, at the same time that
Dewey expected engagement in a particular occupation to produce a certain familiarity with the
trade itself,he had, as noted above, far more in mind than occupational training alone. The
following description was illustrative:
In educational terms, this means that these occupations in the school shall not be
mere practical devices or modes of routine employréet gaining of better technical
skill as cooks, seamstresses, or carpenters, but active centers of scientific insight into
natural materials and processes, points of departure whence children shall be led out into
a realization of the historic developnteaf man. The actual significance of this can be
told better through one illustration taken from actual school work than by general
di scour seé
éeFor example, the chil dr enheffax, ¢he dotton st g
plant, the wool as it comesofin the back of the sheep (if we could take them to the place
where the sheep are sheared, so much the better). Then a study of these materials from
the standpoint of their adaptation iho the
one group worked thit y mi nutes freeing cotton fibers

could easily believe that one person could gin only one pound a day by hand, and could
understand why their ancestor s®wore wool en

82 Dewey, The School and Society1-12.
*bid., 20-21.
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Dewey continued the descriptia length to discuss the ways in which geographical, historical,
and scientific knowledge might be brought to bear, but even the excerpted remarks demonstrated
the general notion he had in mind. Learning was to take place throughaindtexperiences and
those experiences were to lead to new learning by providing the purposes for further
investigation. Through the initial, occupational experience in weaving and sewing, for instance,
Deweyds students moved outward i ner @oihtedly,di r ect
AWhen occupations in the school are conceived
lost in wonder at the objections often heard, that such occupations are out of place in the school
because they are materialistic, utilitarian, oreen me ni al i n their tendenc
most of wus live is a world in which ev¥ryone
Al t hough Deweyod6s recommendations touched wupon
of his critique readersotind a call for wider adoption of an educational program whereby first
hand experience was foregrounded. Similarly, as expressed though his description of the
possibilities attainabl e t hrough t he occupat
somewhat deelopmental in the sense that new learning was an outgrowth of old. Not altogether
new, al |l of this brings Deweyds educational
principles espoused by plabased scholars in the modern era who frequentigreate the
value of the firsthand experiences available through localized learning.

Local Context. As was true of each of the prominent educational thinkers highlighted
above, it was not apparent that Dewey addressed directly in his writing the congégdtepf
those ecological, cultural, and historical features which together contribute the to the context and
character of a locality. Nonetheless, he did demonstrate a certain respect for local context in the

educative process; t hphilbsophy sresembled wrengeih spladoesedu c at i ©

184 Dewey, The School and Socie.
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ideals, specifically the emphasis on the local, despite the absence of the formal terminology. In
the The Child and the Curriculum f or i nstance, Dewey remarked
connection with what thehild has already seen and felt and loved makes the material purely
f or mal and symbolicéThe genuine form, the rea
discovery of truth. They are tools by which the individual pushes out most surely and widely int
unexplored areas. They are the means by which he brings to bear whatever of reality he has
succeeded in gaini®ighiisn whaasstv esreyparmthimgsonsi s
discussion of apperception and the general notion that new experienedsoanishose existing.
Dewey argued that something of value existed in the experiences of the learner him/herself, a
point of departure in the educational process. This much was noted earlier in the discussion and
highlights an additional connection betweBewey and placbased educational thinking. To
clarify, i n addition to identifying the wort!l
problembased and experiential instructional program, Dewey seemed to understand that the
| ear ner Oegperiencds shemsaelvgs were typically shaped in those settings within close
proximity to the school . Deweyds consideratio
and the learner did much to anticipate pteesed educational theory.

In what wa perhaps a better example still, Dewey suggesteé&xerience and
Education t hat educators fAéshould know how to wut
social, that exist so as to extract from them all that they have to contribute to the buildihg up
experiences th&tHearsenwedt lmwhnielwe.demand in sct

intimately acquainted with the conditions of the local community, physical, historical,

%5 Dewey, The Child and the Curriculun202.
18 johnDewey, Experience and Educatioifhe Kappa Delta Phi Lecture Series (New York: Simon and Schuster,
1997),40.
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occupational, etc. in order ¥ Throughhis ppreciatiot he m a
for the learner and firdtand experience, both shaped within particular localities, Dewey arrived
atanearly vision for a placéased plan of teaching and learnikgperience and Educatiomas

perhaps the most explicit theoretical lage between Dewey and contemporary concerns with

pl ace in education as it was there that Dew
educators [to become] aware of the general principle of shaping of actual experience by
environi n g® Movesaperhapsothars athér worlsperience and Educatiarctually

came quite close to the language incorporated by modernimaeel educators with regard to

the utility of the local.

Geography.Much of Deweyds writing on tlivee r el at
experiences and interests was generalized and theoretical. He did, however, offer several insights
into the specific ways in which the principle might be carried out in practice within the
traditional disciplinary domains. As one example, Dewey paidicular attention to geography
instruction.Li ke Her bart and Parker, Deweyds concept
one instance of his appreciation for local context. In a discussion of the synthetic and analytic
aspects to teaching iHow We Tink, for exampl e, Dewey argued t
define the features of the local environment in order to clarify and enlarge his conceptions of the
| arger geographical $%tvehieeoniyt aopartimhrépresentatidn efyhis b e | o |
larger discussion on synthetic and analytic processes, Dewey nonetheless held the position that a
novice | earnerds experience was <centr al to t
educators as a starthagf f poi nt for | ear ni effgrt to usenthedocah er wo

geography was arguably an extension of his advocacy fohfrst experience. To start with the

3"Dewey, Experience and Educatiod.
‘%8 |bid.
189 Dewey,How We Think219.
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local is to be plackased and it is easy to see why placascious educators today refer to
Deweyodos work as f r.8%Theefollowing paasage offeredy still hather
illustration:
When the child gets into the classroom he has to put out of his mind a large part of the
i deas, i nterest s, and activities that pred
was visiting in thecity of Moline a few years ago, the superintendent told me that they
found many children every year who were surprised to learn that the Mississippi river in
the textbook had anything to do with the stream of water flowing past their homes. The
geography bing simply a matter of the schoolroom, it is more or less of an awakening to
many children to find that the whole thing is nothing but a more formal and definite
statement of the facts which they see, feel, and touch every day. When we think that we
all live on the earth, that we live in an atmosphere, that our lives are touched at every
point by the influences of the soil, flora, and fauna, by consideration of light and heat,
and then think of what the school study of geography has been, we have aidgaiczi
the gap existing between the everyday experiences of the child and the isolate material
supplied in such large measure in the schdol.
Here again, Dewey pointed to the necessity of using local neighborhood circumstances and
contexts in the classom. Students and teachers, he understood, had much to gain through the
incorporation of the local geographical experiences in the larger pursuit of geography study.
Chapter 4 offers a more thorough discussion of the development oflalsed geography
instruction and the purpose here is primarily
philosophy placed upon localized instruction and the union of the school with the lived
experiences of the learngf-
Beyond Geography.Aside from geography edudan, Dewey also suggested that the
local business life deserved curricular attention. To this end, he was explicit:

Though there should be organic connection between the school and business life,
it is not meant that the school is to prepare the chilgpdoticular business, but that there

1% The number of PBE publications that make reference to John Dewey are too numerous ta citenager of

authos have mentionetis work in one form or another. Again, however, those conversations rarely provide any
direct connection to Deweyds writing and his concern wi
¥ Dewey,How We Think76.

Here, the -pbedgesgeaphiipsacecti ondo is used in a descriopti
phrase in the academic literature reviewed.
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should be a natural connection of the everyday life of the child with the business
environment about him, and that it is the affair of the school to clarify and liberalize this
connection, to bring into consciousness,t My introducing special studies, like
commercial geography and arithmetic, but by keeping alive the ordinary bonds of
relationé[T]here are plenty of real connec
business conditions which need to be utilized idndhinated. The child should study his
commercial arithmetic and geography, not as isolated things by themselves, but in their
reference to his social environmétit.

The fAsoci al environmento might very weadtl have
entirely localized. At the same time, however, the passage revealed in a rather direct way
Deweyds preference for the inclusion of those
operations that touched mehtewihwhh shhe wag,or should e di
become, somewhat familiar.
A third example of Deweyds attention to | o
comes from his description of study in what today might be termed home economics. In short, in
the kitthen and dining room or through lessons in cooking, all of which were components of
Deweyds model school and | aboratory experi men
process of preparing meals, but into an exploration of where various foedsadfforiginated
and through which organic processes. Cooking and the kitchen touched the sciences and
geography, if not anthropology and history as well. Dewey wrote:
Cooking may be so taught that it has no connection with country life and with the
scienes that find their unity in geography. Perhaps it generally has been taught without
these connections being really made. But all the materials that come into the kitchen have
their origin in the country; they come from the soil, are nurtured throughfthennoes of
light and water, and represent a great variety of local environments. Through this
connection, extending from the garden into the larger world, the child has his most
natural introduction to the study of the sciences. Where did these thivg3 grtbat was

necessary to their growth? What their relation to the soil? What the effect on different
climatic conditions? and so d#’

19 Dewey,How We Think77-78.
*1bid., 83.
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Dewey next moved the il lustration into the f

explained, i thar lnawal envirenmentfandamtheit uses as well, not simply as

food, but in all their ad°% andaddidonotsendtthere ashe s c
chemi stry, t oo, gained notice. ACooking becon
chani stry, 06 Dewey remar ked, Agiving the child

to bear upon hi'€ Asdibustiatgd theoxgh ehis ibreh coesiderations of
geography, economic study, and home economics, then, Dewey looked to relezbobntexts
as a tool i n curriculum making and in an eff
| i f%Tme central organizing feature in Dewey:¢
experience, much of which he demonstrated could be arrangeadathe lived experiences (i.e.,
occupations) of the learner and within the local environments immediately surrounding the
school. As suggested above, his approach anticipated similar practices recommended by modern
placebased educators.

School & Community. Dewey spoke at length regarding the relationship between the
school and the community. hhe School and Societpewey remarked that school activities
must be perceived fAéin their soci al signific
keeps tself going, as agencies for bringing home to the child some of the primal necessities of
c ommu ni t°f studentsevere ultimately to contribute to the communities of which they
were a part, they should confront the types of problems and opportahigiescteristic of social
life. As Dewey imagined itfiMake each one of our schools an embryonic community life, active

with types of occupations that reflect the life of the larger society and permeated throughout with

1% Dewey,How We Think84.
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the spirit of art, history, and sciee. When the school introduces and trains each child of society
into membership within such a little community, saturating him with the spirit of service, and
providing him with the instruments of effective sdifection, we shall have the deepest anst be
guaranty of a larger society which is worthy, lovely, and harmonitiifkather than divorcing
the school from the community and issues surrounding social living, Dewey sought to immerse
students in the realities of life. As noted, his approach was tedsemxperiential; that is,
Dewey urged practitioners to give students {fitahd encounters with social living. In this way,
his work in the early twentieth century anticipated to some extent the ideals of modern place
based educators who often refeenct he | ar ger soci al goal s of
endeavor to establish a collaborative and experiential atmosphere for learners did not mandate a
connection to the community at large, it certainly pointed in that direction. His educational
program vas intended in part to provide students with opportunities to wrangle with social
situations as a sort of preparation for their future roles as citizens. With that in mind, modern
placebased education represents todaylealsthmewhat
connection, along with his popularity among educational writers generally, may at least partially
explain the consistent attention, however cursory it has been at times, that Dewey has received
from modern placdased advocates.
Chapter Summary

The discussion above has illustrated through the educational writings of such thinkers as
Aristotle, Comenius, Parker, Dewey, and others, that the core elements of modefivapkte
education are indeed quite old. This chapter has identifiedricet precedents for modern
placebased education through a careful analysis of the major works of foundational figures in

educational theory and practice and the extent to which those writings and philosophies

199 Dewey, TheSchool and Society9.
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addressed the central themes representaifvéhe contemporary field. Found in various
iterations across the authors cited above was a consistent appreciation for the nature and needs of
the learner. Beginning with Aristotle, but equally present in Dewey, was the notion that familiar
contexts serwk important educational purposes, as each of those thinkers reviewed held the
general belief that new knowledge often grew from existing experience. Not unrelated, there was

a developmental aspect in each of the educational philosophies highlighted chaptier.
Seldom used as a direct term (e.g., Afdevel opm
student in familiar settings and later expanded outward from existing experience was a consistent
theme and often provided as a rationale for theofis$ecal contexts in the educative process. In
Herbart, the concept was particularly well de
Although few other writers explicitly named an approach, discussion surrounding developmental
appropriateness,amiliarity, and an outwardly expanding course of study, was present in
virtually every writer reviewed.

Beyond familiarity and the lived experiences of the learner, the figures highlighted in this
chapter further represented their affection for the unigeeds of the student through a
functional concern for firshand experience. Senperception, each scholar argued
independently, offered tangible, observaticand inquirybased experiences, a preferable
alternative to rote memorization or disciplinarystthctions. For Comenius and Rousseau - first
hand experience was preferable to the overuse and reliance on books and textual study. In
Pestalozzi, sensexperience received special consideration though his extended discussion of
AnschauungFor Parker andrFroebel, direct observation served a vital educational function and
in Dewey it was the experience of the occupations. Across each of the scholars reviewed, first

hand experiential learning received consideration, a reflection of the perceived needs of the
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learner. Given similar concerns in the theory and practice of modernl#aed educators, the
figures here represent important precedents.

Of course, attention to the nature and needs of the learner would mean little in the context
of an historical reww of placebased education were there not also present a certain recognition
of the value of local context. Although the modern conceplaxfe was never incorporated by
Rousseau, Parker, Herbart or any of the figures considered in this chapter, wsdascsn
exi sted regarding t he noti on t hat | ocal con
experiences. Without exception, scholars have returned to the simple realization that within the
school grounds, the neighborhood, and surrounding naturalgsettimere are wonderful and
abundant opportunities to engage students in-timsid observation through the senses. In
Comenius, one found explicit consideration of local flora, astronomy, and geography study. In
Rousseau, the pedagogical emphasis onated Wwas perhaps less pronounced, but nonetheless
informed by the contexts that surrounded the student. In Froebel, Herbart, and Parker, local
excursions designed around geographic and nature study received special attention. Dewey and
Pestalozzi, too, enasized the significance of the home and the neighborhood. A trademark
feature of placdased education, this chapter has demonstrated that local study is a well
established practice, one far more mature than that represented through the modern field.

Finally, though surely with less regularity, one found in the discussion above some
recognition of the possibilities that the school might hold toward the improvement of society
and, in some instances at least, the local community. In Pestalozzi, for inskenoale of the
local, studententered instruction was designed to meet the needs of the poor, an underserved
segment of society. Although Pestalozzi did not explicitly frame his instruction around local

problems, his philosophy and practice grew diyetbm his work with poor, illiterate students
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in particular locales at Stanz and Burgdorf. Dewey provided a closer connection to community

responsiveness, t hough his expectations wer ¢

connection to the communitylsa ety came through his dedicati

community; o that is, he understood that the
future citizens in a democratic community. Dewey seemed to stop short of suggesting explicit
ways that local community problems might be brought into the classroom, but he clearly
reserved an important function for the school in the improvement of society/community. In
modern placédased educational writing, community responsiveness, where it is shscasall,

often assumes a more direct role in the school. With that in mind, the community responsiveness
function is undeveloped in the writings of foundational figures reviewed in this chapter. Instead,
the precedents reviewed tended to look to thallnot as a means to addressing local problems

or improving local conditions, but rather out of understandings regarding the learner and the
process of learning.

Given the attentiomo the needs and nature of the learner and the explicit focus on local
context, the figures highlighted above do indeed represent important historical precedents for
modern placéased theory and practice. Both themes, refined perhaps, can be found tbéay in t
work of those scholars advocating a ptaesed educational reform plan. Yet the early writers
discussed above do not exhaust the historical antecedents of modern initiatives. To the contrary,
the core themes highlighted above have been perpetualMentéd and repackaged over the last
century and a half, often times with the support of a wide range of institutions, practitioners, and
researchers. Building on this introductory portrait of the earliest precedents ofbpksex
educational theory and gutice, the discussion now transitions to consider the robust efforts of

American nature study advocates in the late nineteenth and early twentieth centuries.
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CHAPTER 3
THE NATURE STUDY MOVEMENT
Introduction

The sketch of influential theorists, practiters, and philosophers developed in Chapter 2
provided a case for the claim that the fundamental elements of what modern educators regard as
placebased pedagogy were well rooted in the past. The emphasis on the manner in which
students learn and the poten a | significance of the studentd
process were themes reiterated time and again over centuries of educational scholarship. The
review provided, far from exhaustive, also revealed an acute sensitivity regarding thHeatole t
the local environment, be it cultural, historical, or ecological, might play in shaping the learner,
and consequently, the appropriateness of instructional practices. The relationship between the
school and the community also surfaced as a concewngtitearly less so than that represented
by many modern plaebased proponents. Of course, those ideas did not perish with the
Comenius, Pestalozzi, or Parker, but rather gained new momentum in the late nineteenth and
early twentieth centuries through th@nge of progressive educational innovations that earlier
figures did so much to inspire. The first of several examples discussed throughout the remainder
of this study is the nature study movement, aréaching educational reform agenda which
gained caosiderable attention among American scholars in the initial decades of the twentieth
century.

This chapter reviews the development and practice of nature study in detail, beginning

with the earliest influences of Louis Agassiz and the Anderson Schoelkéenting through the
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first decades of the twentieth century. The chapter is informed by the primary works of well
established nature study advocates such as Liberty Hyde Bailey, Anna Comstock, and Clifton F.
Hodge, though the list is not exhaustive. Thgedssion is built around documents which range
from theoretical pieces intended to outline the parameters of nature study to manuals for practice
and normal school instruction. In an effort to accurately and systematically identify an historical
precedentfor placebased education in early twentieth century nature study, the chapter is
arranged around the three guiding criteria established at the outset of the study. More
specifically, and following an outline of the earliest origins of the American naturey
movement and the foundational work of Wilbur S. Jackman, the evaluation of nature study
literature is framed around the local, the learner, and the community. Of equal importance, this
chapter sheds light on the social and political contexts whagle gse to nature study reforms
beginning in the late nineteenth century.
Social& Political Contexts

The American nature study movement grew out of several wider sociopolitical
developments in the latter nineteenth and early twentieth centuries. firsti@ace, the nature
study movement was backgrounded by what Lawre
early indubftSpivarlr egdr oowt hb.yd protective tariffs,
and a spreading network of railroad commanici on, 6 Cremin expl ained f
manufacturing was expanding at an unprecedented rate. People were on the move [and a] steady
stream of immigrants poured t Hmnshorythe Amereangat es
experience posCivil War was one of significant cultural, religious, economic, and political

change.B u t as Wayne Urban and Jennings Wagoner

! Lawrence CreminThe Transformation of the School: Progressivism in American Education; 18B(New
York: Alfred Knopf, 1961), 15.
Z Ibid.
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urbanization that began in the nineteenth century continued to develop and to give rise to
numeo u s economi c, pol it i°3Responses to dndustrialisrand lits pr o b |
consequencas America were not singular, but rather pluralistic and by the 1890s a wide variety
of vocalized responses to change had been establldh®h and Wagoner vealed further that
in addition to the multitude of progressive
di ametrically bpposedhasnmgrat eflitelsdugh Aconser
progressives may have shared, at times, conceptions regaatiiad, political and economic
outcomes, the means to those ends were often contradidtditiout overlooking the diversity
of the movement, howevewhetherreforms weregeared toward sanitation and hygiene, or
immigration and labor, the collectivesponse tohie industrialization of Americeepresented a
far-reaching Progressive Era transformatian period of reorientation and change which
provided a backdrop for educational reform plans such as nature study among others.

Within the larger progessive movement of which it was a part, an independent nature
study movement grew up and out of two additional developments, one social and one
educational. In the first place, nature study should be regarded as a reflection of late nineteenth
century Ameican environmentalism and naturalism. Sally Gregory Kohlstedt clarified that
connection in her recent historical apprai sal
wi de acceptance of nature study, 0 s kstowamdot e,
both nature and the human condition in the anxious years of social and intellectual change at the

turn of the ¢ @retmetoneehand, Amezicans began. tdlook back to nature in a

¥ Wayne J. Urban and Jennings L. Wagoner,American Education: A History8rd ed. Boston: McGraw Hill,
2004), 194.

*Ibid., 198.

® |bid.

® Sally G. Kohlstedt, Teaching Children Science: Han@n Nature Study in North America, 182030 (Chicago:
University of Chicago Press, 2010), 1.
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somewhat romantic and sympathetic fashion that loriged deeper aesthetic appreciation in

life perceived to exist in prmdustrial times as the result of a closennection with the natural
environment . As Kevin Armitage phrased 1it, At
and dispassionate natureofo c i a | and economic |ifeé[and] «ci't
connection with t heNothunrelated, durgeaingvtiertpnometathe . 6 0
conservation and preservation of the nati onos
study initiatives. But in addition to a desire to reconnect and to preserve, support for nature study
was also prompted by a growing appreciation f
worldview had entered the daily lives of people as nbverf dancetide study of nature offered

a complement to that intellectual development.

Of course, the nature study movement was largely a pedagogical entity, one deeply
impacted by the practical and theoretical reforms that characterized parallelitreddsational
progressivism. Né[ T]eachers taught with natui
Aéinsisted that pupils should be taught wusing
under § These dortd of curricular and instiiooal strategies flourished in the school
reform climate of the late nineteenth and early twentieth centuries. With these wider contexts in
view, the discussion below turns to the American nature study movement as an historical
precedent for placbased eform.

Early Roots in Nature Study

Relevant to any investigation of the nature study movement, to both its theoretical

underpinnings and the method in practice, was the pioneering effort of Jean Louis Randolph

" Kevin C. Armitage, The Nature Study Movement: TReor got t en Popul ari zer of Amer i
E(}Lawrence KS: University Press of Kansas, 200932

Ibid., 2.
° Kohlstedt, Teaching Children Sciencé, 6.
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Agassiz to offer one the earliest descripsiothefining a method similar to nature study in
American educational circles. Agassiz, a renowned geologist and biologist of Swiss decent,
became involved with the Anderson School of Natural History in the early 1870s. The Anderson
School, which was locatedn Penikese Island off the southern coast of Massachusetts, was
named for the islandds owner, John Anderson.
had previously held the approximately-&&re island as a vacation retreat until Agassiz
petitioned he philanthropist with his innovative school plan. With the support from wealthy
investors and notable coverage in the press, the school received considerable attention from
contemporary observers and opened its doors to the first class of studentumitiner of 1873.

The initial plan for Anderson was to organize a school whereby students could
investigate the natural environment, specifically the marine environment, of Penikese Island,
through firsthand observation. The school was to provide a natlvatatory for teachers in the
sciences as well as to promote Agassiz©d inno
from an account of the inauguration of the Anderson School in 1873, was illustrative of the
school 6s mi ssion: wards, sheakingAfgebnglys af the debd hedwed Mrf e w
AndersonéHe spoke of the study to be pursued
studentsd textbookéHe had asked that student ¢
were to be none but #se which nature offers. He would, every morning, give them a little
advice, and they should look over the island, and tell him something of what they saw each
dayélnstruction would come <chi efnlsyt rfthEasth omh e

handobservation, then, was the cornerstone of instruction at Penikese, an understanding shared

19 Special Dispatchi The Anderson School : Openingndf byherB$t Alglaiss
New York TimesJuly 8, 1873.
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by other notable cofounding members such as Alexander Agassiz, son of Agassiz and a
celebrated scholar in his own right, and Nathanial Shaler,-tiraeestudent.

Whil e the phr awmsenevemfanmalyrudized ly WAghysiz, the sentiment
expressed, not to mention his brief tenure with the Anderson School, was clearly consistent with
the overall agenda of using the local natural environment as an educatgtnament. Not
insignificantly, famed nature study advocate Liberty Hyde Bailey later pointed to Agassiz as the
individual responsible for the all i mpartant

pithy slogan that later came to representrinet ur e study movementos ed

Baileyds attribution was consistent with the
Agassi z, David Starr Jordan, once noted: nHe
real thingshot merely exercised in the recollection
study nature in books, 0 he said, Avh@md ayrodus g

description continued t hus: -bookga®syyfartheyasse once
of schools and coll eges. Of that venture he r
to do that sort of thing, and | told them, too, that the less of that sort of thing which is done the
better. It is not schoddooks we wafj it is students. The book of Nature is always open, and all

that | can do or say shall be to lead young people to study that book, and not to pin their faith to
any 0o%Fnomrthe passages above, just a sampling of the many representations available,
Agassi zos method clearly captured the spirit
in later years somewhat independently. Yet his contributions toward the general sentiment of
nature study went beyond wor dsacking demenstratedh a t i

equally well his commitment to the practice of observation andHastl experience in the

Y iberty H. Bailey, The Nature Study Ide&® ed. (New York: MacMillan Company, 1909), 16.
“YpavidSJor dan, fiAga sThePopulartScidhee Monkv $April 1892): 721.
13 i

Ibid.
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learning process. The following passage provided by Harvard scholar and former student

Nat hani al Shaler reveal edambchoot hiAglkhissg zasd
[ Agassi zo6s | aboratory], already packed, Il had
pan upon iteéWhen | sat me down before my tin

before me with a rather sterequirement that | should study it, but should on no account talk to
any one $ic] concerning it, nor read anything relating to fishes, until | had his permission to do
so¥shal er went on to remark that Agassdfz, whi
not further with me that 'da@ny,aftenwhatthée tnémene xt ,
student estimated to be 100 hours was the exercise complete, yet Shaler recalled he was
nonetheless better for it, having truly come to understand his ownitoepas observe and to
inquire. In many ways, the unobstructed, finsind observational method illustrated through
Shaler6s fish was the essence and motivation
The summer course offered there, foundersgdesl to familiarize teachers of natural history
with just such a methodology, such that the
our educati®Analhosygst @emacti ti oners might | ust
pedagogical reliance oobservation to the laboratory, the adaptations at Anderson added a
unique component to the equation.

At Peni kese, Agassi z0s observational appr
emphasized the uniquely available flora, and particularly marine faurtmeo$mall corner of
the northeast Atlantic coast. Despite initial promise and considerable investment in the Anderson
School, the relative bareness of observable fauna in the neighborhood of Penikese, coupled with

fire and t he de aaribmataxieaderhbeoughtthe ¢coeducatibnal@xpérimentctd

i‘s‘ LaneCooper,Louis Agassiz as a Teach@tew York: Houghton Mifflin, 1917), 12.
lbid., 13.
¥Jordan, fAAgassiz at Penikese, o 723.
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an end by 1875, just two short years after its founding. Howeverlshot e d Agassi z0s
Massachusetts may have been, the legacy of Anderson has remained a rich one. A successful and
early entée to American nature study, the school also represented some of the same ideals that
modern placédased educators would describe more than a century later, specifically, the
emphasis on the student experience and the use of the local environmentasinigepsint for
teaching and | earning. But the promise of the
long to be revisited and reinvented, as theorists and practitioners associated with the nature study
movement would soon call for educationafarms baring a close likeness to Agassiz and the
Anderson School.

The Nature Study Idea.In The Naturestudy Ideafirst published in 1903, Liberty Hyde
Bailey provided a useful introductory history of the approach, the first to date, where he
recognizé not only the Anderson School and the early efforts of Agassiz, but other key players
in what would ultimately become the nature study movement. Important early examples, for
instance, could be found in the Normal School at Oswego, New York. Disciples #igassiz

experiment, leaders at Oswego also drew heavily on the work of Johann Pestalozzi and the

practice ofobject teaching’|l n particul ar, Henry Harrison Str
came to mind in Bailey®ds nmtiré study movementt Ofahee t h e
scholards contributions, Bail ey wrote: A[ St r

scienceteaching in the elementary school underwent gradual but decided change under the
Pestalozzian influence in which he was platé As di rector of the pract
out his ideas of correlation in nature subjects and geography subjects. His work included the

study of the common t'hAlthoggk Stiaight didmet use the fgrimd o r h o

" Bailey, The Nature Study Idedrmitage, The Nature Study Movement
18 Bailey, The Nature Study Ide20.
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phr ase fin adadescribe histappdogich, his efforts at Oswego and later at the Cook
Country Normal School in Chicago, lllinois were significant nonetheless, as they exemplified the
core themes of nature study in practia@&e. Acc
Professor Straight went to the Cook County (lll.) Normal School and taught there until his death,
in 1886. He had great influence in developing the ideals of this institution, and was given credit
therefor Bic] by Colonel Parker, the distinguished head t h e *° mstroneentdl in dhe
continuance and development of the nature study approach generally, the formal movement,
including the headingature studywould gain wide approval several years later.

Wilbur Samuel Jackman. Among the defining figues in the nature study movement
was Wilbur Samuel Jackman, a biology teacher from Pittsburg, Pennsylvania, whose originality
and innovation in 1889 earned him an invitation to work with famed American educator Colonel
Francis Wayland Parker in Chicago i88B. At the Cook County Normal School, Jackman
became an early and vocal proponent of nature study curricula and established himself as one of
the more prominent advocates in the field. His first volume on the suNjgtire Study for the
Common Schoolgpublished in 1891, stood as the first widely published text on the subject and
for all intents and purposes marked the beginning of the nature study movement in American
educational circles. A collection of pamphlets representative of his earlier wohe @ulject,
Naturesstudy for the Common Schootsutlined the theoretical underpinnings of the approach
and provided descriptions of practice across a wide variety of environmental s8ttingas the

first of several volumes Jackman would produce on the theory and practice of nature study.

9 Bailey, The NatureStudy IdeaParkeris discussed in greater detail@mapter 2.
20 i
Ibid., 23.
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As defined by Jackman, nature study was an educational approach which held as its
primary purpose the uniting of the learner with the natural environfheStudents, young
students in particular, were to be provided opportunities to experience all things natural first
hand. Jackman insisted that at the root of the educational problem was the lack of understanding
and familiarity with the natural world oh he part of the | earner. )
familiarity with natural phenomena in a broad, general way, and the absence of many, if not
most, of the facts from the common experience of the pupils, are unsurmousigtdbdtacles,
notonlyintheway f el ementary science wo%WhileJackntan of al
pointed to a lack of understanding of the natural world everywhere, he noted that the problem
was particularly acute in the citll ychoolbsermw
the schol ar, Athe whole trend of influence ha
pupils within the walls of the school room, without having recourse to those things in nature
which necessarily underlie all normal human expeceé® Bui again, despite what might have
been unique opportunities for exposure to nature in country school settings, Jackman was quick
to point out that rural educational progr ams
country,,0 fhexcneopttedf or the incidental advantag
close contact with nat flen nleacceksnsaintdast emti nidn hihs
between the learner and objects and phenomena studied were to be strengthewbérevery

Jackman suggested that an important function of nature study would be to reorient the
manner in which formal science instruction would be conceptualized and delivered in the

classroom. He clearly preferred direct experience over artificial lalwpratork. Laboratory

2L Wilbur S. Jackman Field Workin Nature Study: A Handbook for Teachers and Pug!8 ed. (Chicago: A.
Flanagan, 1894).

2 bid., 5.

8 bid.
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work, while not inherently miseducative, was often inappropriate for new learners. As Jackman
viewed the probl em: Al n advanced science Wwo
elementary stages, it is by no means necessary, atie ihands of irrational teachers it may
become hurtful. The function of experiment deserves the closest study, and the relation of the
work done in the | aboratory t o Chearlyappresiatoevt h st
of the value of the laboratp in certain contexts, Jackman sensed that purely formal work for
younger students thwarted deeper understanding though an emphasis on the symbolic. He
of fered the following clarification: AWater ¢
moment,but it does not lay hold of child life with the power that the same phenomenon does
when he sees the mists r?2lhbothinstanceq the priciplesofh e | a
evaporation were demonstrated. tstollingupafremtheo t he
|l ake, 0 to which Jackman pointed as most | i kel
natural environment surrounding the school was to become the laboratory for young learners.
Whil e he never us e d ntiorhtethepekperigrees of the arnemaadndtize at t
local context in which the school was set, was quite similar to what modern educators have since
termed placédased pedagogy.

Jackman made no effort to disguise the challenges of fieldwork with youngigaor to
use his terminologyfield lessonsHe was explicit with regard to the overall challenge of the
project, noting that fmost té&daké&man a@®nyenye
requires no little skill to plan and carry in to ex&on a series of properly related field lessons. It

involves not only the systematic, and as far as possible, economic expenditure of time in

2 JackmanField Work 6.
2 |pid.
27 bid.
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coll ecting dat a, but, al so, the questi®n of
Despite the ptential challenges to educators in effectively making nature study a reality,
Jackman was wholly committed to the effort and eager to encourage a wider enjoyment of the
numerous benefits he believed to be associated. Nature study held great potestial€iors

and teachers alike, but beyond what were perhaps the traditional goals of schooling in the last
decade of the nineteenth century. More specifically, while nature study was for Jackman a sound
means through which to approach early scientific stully young learners, his goals extended

well beyond content understanding. Young naturalists, he recognized, would not only understand
important scientific processes, but would also become more appreciative of the natural
environment. Better still, Jackmauggested that such sensibilities would ultimately develop

into a deeper appreciation of all things, but particularly music, poetry, and great works of

|l iterature. He wrot e: AWhen placed by the fie
infused the | ives of those who along natureds pa
and the man are in the most perfect attitude of mind to appreciate and enjoy the highest and best
things ever written. The pupil and the teacher, too, will rejoicdind that even they have
something in common with the poets and this the study of nature, and the study of literature, in
the mind of the pUpe | comelrgeed nttlhatonfeédy pl
appreciative, loving contact with nature, taggempt is made to bring him back directly to the
original source *®Whialel ihtumaeans scterretnagitnhl.ydo t he c @
nature study was deeply connected to what could be reasonably considered the science

curriculum, aestheticppreciation was a significant, if not parallel, motivation. Along similar

Il i nes, in that Jackmands me tumtette irdipiqual withdisl t o s
% JackmanField Work 7.

* bid.
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or her natural environment, his contribution was to some degree suggestive ofrenderhe
perceived to exist in American society, generally. In particular, the understanding that the
Aartificial envi?hadreplaced anycbnnetimrdbetwaen theiintiiedal and
nature was a <c¢critique wi o AmemcanJdndustkahrzatiordvehichwo r k ,
informed his views regarding the utility of traditional schooling and perhaps the immediacy of
reform through nature study as well.

Jackmano6s nat utradtional inledesy way arsd henasfered suggestions to
would-be adopters to forestall potential pitfalls in the process of implementation. In the first
place, he attempted to dispel the notion that the outdoor classroom could be guided by the same
measures as the traditional, indoor counterpart. With regacth$sroom discipline, Jackman
i nsisted: AfARemember that the wusual modes of d
are out of place in field work. The pupils will ordinarily respect any rational means that the
teacher may employ to letthemintah ur eds secrets. Shoufthealthand | a
rather than depravit§, *? An alternative to a conventional approach to classroom management,
bolted desks, or recitations, nature study so
witha desire t o 3fhardlyarraditianahapprbachregen by modern standards. Nor
woul d students necessarily be engaged in prec
pupils or groups may bé* Jalenariegplemd. t 6o di hif €r end
preference of the puPGémsemalyl weltl here, cfohtsallitn

should be as i R°Hardlynte lstandasd prograsndar drhoelingd Jackman may

31 JackmanField Work 8.
321bid., 9-10.
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have sensed the possibility of resistance necessarily from students, but from observers of the
unorthodox approach. The foll owing passage wa
and cultivate the interest of the parents in field work. Disarm their fears for the children by
making @reful plans for the safety of the pupils, and disarm their prejudices by doing thoughtful
workéA campaign of educati on f o’ Asidehfrem theat r on's
practical concerns of garnering administrative and parental support forcpsatiiat would
almost certainly have been regarded by many as needlessly experimental, Jackman moved to
address, in a very precise manner, the procedures for designing and implementing nature study
instruction. In fact, he oriented the bulkréld Work n Naturestudyaround that purpose.
Jackmandéds recommendations for nature stud)
scope. His call to step outside of the traditional laboratory in order to recognize the possibility
for learning that the natural worloffered, just as Agassiz had done before him, suggested an
investigation of local environments as a part of schooling. Out of necessity, readers would have
assumed this of Jackmandés program in Beldy effo
Work in Naturestudy required little conjecture, as Jackman was explicit with regard to his
prescriptions for the classroom. He understood that nature study was essentially a localized
endeavor , noting in his pr efgyéstedtyatthedeachar &nd : Al
pupil look through the questions under the topic selected for study with a view to getting the
thought and purpose of the work to be undertaken. With a general idea in mind of what may be
done, the topics prepared may be takerorder which will best suit the peculiar conditions
presented by any® Fpma there, Jackman wemt @ ® loffet § seties of

references, over fifty texts in total, as potential resources for educators in their pursuits to design

37 JackmanField Work 10-11.
B bid., i.
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a programo f nature study for t heir own, and their
included: B r AaHibfida BkdtchBogkr rGeayr & s t tAstrénomy Svithraw Opsra 6

Class Cel i a AmongathetisterobShoals and Henry [Early spdng hhor e au
Massachusett©ther texts provided served as primers to such varied and naturalistic subjects as
bird-watching, geology, geography, butterflies, and trees. In keeping with the larger purpose of

the text, to introduce and guide the practéenature study, the organization of the handbook
itself reflected the | ocalized nature of the
of t he n e’ agrbsh the widesd hdety of possible environments, Jackman committed

the bulk ofhis handbook to an exploration of several common, but diverse, natural landscapes.
Investigated separately, he described fieldwork possibilities in a river basin, soils, a swamp, a
lake shore, and a cliff. For each of the discussions, Jackman adoptathégtbe same pattern,

a set of introductory remarks accompanied by a substantial list of problems to guide student
investigation. The passage below fromwaa <c¢chap:
indicative of the typical format adopted:

In giving the pupils an idea of a river basin and of work done by a river, it is not
absolutely necessary to study a large stream. A brook basin presents many of the features,

and frequently all, or nearly all, Thef t he
study should be greatly enriched by sketchings and drawings of more or less

di agrammatic characteréCollections of plan
and traverse distribution in the basineéebDi-
congenialoand appropriate abode in the stream, in the banks, on the lowlands and about

the bluff:

The passage was typical of the introductory comments offered and created a framework around
which sample problems might be arranged. For instance, to the aftwdgsion highlighted in

the introduction above, Jackman added the following guiding questions:

3 JackmanField Work 16.
“Obid., 22.
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8. Can you account for the deposition of the course gravel, fine gravel, sand and silt,
where you find them? Where do the pebbles come from? Are there aeg stmong
them that do not belong to the country roc
13. What causes determine whether erosion
14. Are erosion and deposition in the same places when the stream is at floodidjight [
that they are whenitisatitswsli s t*age ? é
The questions continued from there, a total of sixty in all. In each case, whether the topic was
erosion, common vegetation, or plant life, Jackman intended the suggested problems in the text
to guide students and teachers into a more compiegstigation of their immediate environs.
The sample guestions identified above were representative of the depth of study of which nature
study was to promote and few observers could suggest that the approach was anything less than

rigorous.

Jackman als worked to demonstrate the potential of nature study appropriately
implemented. In keeping with his motivation to embrace the commonplace and the local, he
provided a sketch of the Monongahela #8asin,
Through he extended il lustration, Jackmanots effoc
processes through an investigation of oneads
introductory paragraph:

Very much of the country belonging to the region seleated éscription and illustration

in the following pages is in its character extremely commonplace. There is here not a

trace to be found of those violent forces in nature witnessed in the earthquake, the

volcano, the primal heat, or glaciers, which elsewhlerquently give a definite setting to

al | present appearances and phenomenaéThe

that generalization in form which renders them almost mediocre. Their presence is

scarcely imposing to incite remark, and their absewould hardly occasion comment,
but taken together, they possess a quiet and unobtrusive beauty which must at last find its

way to the heart o the dullest sensibilit
41 JackmanField Work 23.
“2|bid., 57.
“3|bid., 58.
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Beginning with a seemingly insignificant, small spring, Jackman went on to tradéoh of

water t hrough t he vall eys of sout hwestern P
description of the spring, rivulets, brooks, creeks, and valleys, not to mention flora, fauna, and

soil character, came together to create a holistic view of raine eriver valley. And his

illustration did not stop with observation and consideration of natural processes alone.

While it was generally true that nature study was perhaps best suited to the science
curricul a, it was al snoof thelagproackasas ultimatedytinteddadctdkk ma n 6
produce a more detailed understanding of the relationship between the natural environment and
human societies. Jackman himself noted as muc
be the relation of thpresent condition of life in the area selected to the natural features. How has
the present state, social, political, and eco
of these relations grow the soci &lnvestigadonspol i t i
of local environments, then, were to be consideddteif not intensely focused upon, the
relationship between natural and hursacial systems. To return to the Monongahela, Jackman
provided considerable discussion of just such a reldtipn&ighlighting, among other things,
appropriate locations for grist mills and the railroad. Similarly, he linked the preponderance of
mining as a Pennsylvania occupation to geological conditions in the state and the presence of
bi tumi nous <ooluding rénsakk imtasnefiorts to explore a river basin were also
indicative of his appreciation for the significance of hureamironment interactions. He wrote:

AThe history of the social, i ntel |l ectiveadl |, an.
within an area studied is not less interesting than that of their industrial and commercial

gr owlhhe passage above was significant in th:

4 JackmanField Work 17.
*|bid., 113.
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brand of nature study that moved beyond the economic dimensidnsnain involvement with
the natural environment. In addition to an understanding of natural and scientific processes and
environmental change, Jackman showed concern for social and cultural change as well, though
perhaps not proportionately so. He continbeddescription of the Monongahela and offered the
foll owi ng: AFrom the erection of the first I«
community in constant change. The people eflag deal no less directly with the forces of
nature, with thenatural features of their region, than did their ancestors, but their blows are given
with acquired power. The unique life which flourishes here has received coloring from without,
but its essence has *Hbisnaratve o the Mabngghelaowas amyi t hi n .
indication of the ideal, nature study, at least the version represented through Jackman, was
ultimately to extend beyond observation and study of the local natural environment to include an
investigation of the local social environmentwasll, including local lifeways and history. In
some ways, Jackmands holistic vision of natur
and the humassocial investigations, were reflective of similar educational reforms offered by
contemporary geagphy educators, a development addressed subsequently in Chapter 4.

Among several other texts on the subject, Jackman publisaede study for Grammar
Grades: A Manual for Teachers and Pupils below the High School in the Study of Mature
1898, a conmtbution intended to provide concrete classroom guidance to the practice of nature
study. He outlined the problem in his introd
been his aim to propose, within the comprehension of grammar school pupels, @ the

problems which arise in a thoughtful study of nature, and to offer suggestions designed to lead to

48 JackmanField Work 118.
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t hei r ¢ gatkmanidedicated some 400 pages to this end and among thentoggmple

|l esson topics were: A Muntsueaclt sRe&| aftMeotneso r @fl o B a
Sunshine Distribution,d AThe Dissemination of
Body. o0 Within each sampl e |l esson, Jackman b
observations. I n AMdt uabeRebadi baos DhsPhaoes
outline for investigation:

A. EquipmentBaskets and small knives
B. Places to be visitedOpen fields, woods, thickets and marshes. Study and collect
specimens of plants, including every pdruit, flower,| eaf , stem, and r o
C. Evidences to be considered
1. Galls on leaves or stems.
2. Partially eaten leaves or stems.
3. Partially eaten or stung fruit.
4. Stings of all kinds upon various parts

of plantsé “®

In chapter thirty, by way of comparison, Jackman offerddsaon on local fossil study. The
description read:

OBSERVATION: Make a careful search about the coal yards in the block of soft coal for
traces of forms having platike structure. Miners and other workers in coal often find
such forms, and, not infrequity, they acquire an interesting collection. If requested,
they are usually glad to place such collections at the disposition of school children, and
are very willing to save any specimens they may ftd.

In both instances, Jackman continued with a sefiegiestions to guide students and teachers
through an evaluation of the materials collected for observation. He also provided sample math
problems contextualized within the topic under consideration. And finally, a number of

t o° as

St
-

Jackmanos samptied | ebabnshei melf erred

Examples of representative expression included drawing scale figures, painting landscapes and

“"Wilbur S. JackmanNature Studyor the Grammar Grades: A Manual for Teachers and Pupils Below the High
School in the Study of Natufdew York: MacMillan Company, 1901,

*®bid., 1.
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the like, all of which were to grow out of the associated lesson completed. Though with less

frequencyJackman also created opportunities for modeling and writing under the same heading.

I n this way, while Jackmands brand of nature

namely biology, physical and earth science, physics, and chemistry, heelesetupported a

somewhat multidisciplinary curriculum in that skill work in mathematics, art, and language was

apparent throughout. Coupled with his earlier contributions, wherein he highlighted connections

between the natural environments and hws@eel development, the potentially

mul tidisciplinary character of Jackmands natu
Summary.J ackmanés nature study approach repre

placebased education. In the first place, he demonstramdss his several scholarly

contributions an emphasis on the educational utility of local study. Similarly, his early efforts

il lustrated a significant concern for the nee

plan was intensely focused omse experience and the role that fliahd observation played in

the development of new understandings about the natural world and the sciences. In addition,

given his attention to aesthetic sensibilities and the importance of personal appreciations for

(local) natural settings, one might also argue that Jackman attached to his brand of nature study

the | arger objective of stewardshi p. To say

something of a community responsiveness function, though perhagssiristinct ways than

many representatives of the modern counterpart in {ilased education. With the above in

mi nd, Jackmandéds nature study evidenced- many

based educational theory and practice, a clear luatasntecedent for the modern field. Yet

while his writing helped to popularize the nature study movement, he was not alone, as

numerous other educators and theorists endeavored to do the same in the first decades of the

114



twentieth century. A consideratiai those contributions deserves attention and is the subject of
the discussion below.
Nature Study as Localized Curricula

Numerous educators depicted nature study as a localized curriculum in the latter
nineteenth and early twentieth centuries; in manysythis characteristic was a defining feature
of the approach. In hidManual of Naturestudy by Gradesan early contribution to the
movement published in 1894, Indiana educator and school superintendent William Handford
Hershman. Hershman exemplified tige of the surrounding local environment in nature study.
As the title would suggest, Hershman dedicated the bulk of his mentetommendations for
practice. Divided into chapters by grades, he offered practical nature study lessons on such topics
as pant life, animal life, geography, weather, and physiology. An excerpt from a sample third
grade | esson on trees was il lustrative of the
the use of the home environment as a curricular tool. The lessbnreai The aut umn mo
time before frost will be the proper time to introduce the study of trees. A trip into the woods by
the whole school is the best way to secure the right kind of interest. This may be done
immediately after a study of leaves in teehool room, as given in the first part of this
out | PnQ@early intent on organizing a firsiand experience within the immediate
surroundings of the school, Hershman went on to provide, in great detail, the types of activities
around which an investigai on of trees mi ght be arranged. H
on this visit to the woods it will be well for the teacher to supply each of the children with a
number of cards on each of which may be written near the upper margin the name of a tree
whose leaf has already been studied by the pupil. On entering the woods the children holding

these cards wil|l separately search for a tree

*1W.H. HershmanManual of Nature Studyy GradegChicago: A. Flanagan, 18989.
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go with the pupils, visit all the trees and notes the good hitses | as °fHeeshmar r or s .
broadened the illustration to include a consideration of habitat, parts of the tree (e.g., bark,
leaves, buds, etc.), seasonal changes, and other similar nature investigations. The nature study
program he advocated was detdiland thorough, and little, if anything, seemed unworthy of
consideration. Wi thout question, a considerahb
intended to be carried out locally. Supplemented bglass study and experimentation, the
naturallaboratory just beyond the school was a central component of the overall program to
investigate the seemingly mundane home envir i
recommendations for the study of plant life in the seventh grade was equally rvealimi Th er e
are over six thousand species or members of Missfard family known to botanists. We

cannot expect to make the acquaintance of the entire family, yet it is possible to learn a few
characteristics or marks that will enable us to know oneashttvhen we have the opportunity.

If the children will go out on the hillside they may be able to find the toothwort, which may be
known as mustard by the common marfiwqughaund as
his manual, then, Hershman highlighted the value of what observers might term a curriculum of
opportunity which was provided through local environmental conditions, an extension of the
classroom laboratory. Most evident in his lesson descniptior the earlier elementary grades,

he also drew on the potential of the natural environment surrounding the school as a learning tool
throughout the primary and middle grades. An early contributor to the movement, the emphasis

on the local environmenhi Her shmansdés work was not his al ol

across the literature representative of the nature study movement.

2 HershmanManual of Nature Studyd9-40.
> Ibid., 155.
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Clifton F. Hodge.Del i veri ng a forceful jJjustificati ol
Clifton F. Hodge, too, iustrated a plan for school reform which capitalized on the local
environments surrounding the school. First published in 1902, he dedicated the bulk of his
Naturestudy and Lifet o a consi deration of classroom pr
diverse,addressing a wide variety of subjects including, but not limited to, the following:
AChil drends Animals and Pets, 0 fAiGarden Studie
ACommon Frogs and Sal amandElse me nit @Qu ryandFammmart
AFl owerl.esdYn®erantach of those <chapter headin
possibilities for the c¢classroom. Hi s fAPlan fo
the style he adopted thr oughoinarly fAet quitd@atdag e r e
loss about where to begin or what to do with insects, but in no other subject should they feel
more at ease. The trouble has been that the field is so boundless and the books so technical that it
has seemed impossibleto bringint o any frui tf ul relation to el
ball wi t h ¥ Todearq thes kmdics of the insect world through a natural process of
direct observation was Hodgeds best advi ce. |
beneficial and destructive insect, the household insect, and the beauty of the insect as potentially
valuable guiding frameworks for study. Part of this process involved the study of what Hodge
termed theofilithe hinsteaot y osHea fesvsimpleaarnmeBy the lifeFi r st
history, or the life story, of an animal, we mean all the changes it goes through and that it does
from the time it hatches from the egg, or is born, until it dies of old age. Most insect eggs hatch
out into somethinggi t e unl i KeHodgehetabomtad om the vadous transformations

that insects might undergo throughout the life process (e.g., larva, pupa, etc.), all of which he

* Clifton F. Hodge, Nature Study and LiféBoston: Ginrand Company, 1903)5.
55 i
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took up in a generalized fashion and without reference to specific species. His &ffo
generalize his recommendations and descriptions were not insignificant and highlighted, in fact,

an understanding about the wide ranging applicability of nature study to virtually any school
context. I n Hodgeods w 0 r study:the imsSedtsethatthappen tobeudf e t o
most i mportance or of greatest interest for a
come next, so, while the following are described as probably of greatest importance at present
and for some time to come/e must not be too much influenced by a formal list, but keep our

minds open to study nature as it flows by and be ever ready to do the thing that is most worth our

wh i 1° Agaid, in Hodge one found advocacy for an opportunity curriculum, whereby the
unique context of the school and community determined the character of student work in the
sciences. In other words, the precise dimensions of the nature study curriculum were locally
determined and immediately accessible from the school and its studetggaemels. The insects

to study, to return to the initial illustration, the nature study practitioner identified in an
idiosyncratic way and according to the particular ecological context in which the school was
situated. Over time, a school or classroongimhiwork to establish a catalogue of local species.

Hodge explained in great detail the appropriate methods for collection and preservation,
ulti mately suggesting the foll owi ngstudyimdi t h t h
easily begin a pernm&nt collection of insect life stories that will be an invaluable aid in
instruction and grow in excellence and completeness for the important insects of the
nei ghborhood from year to year éThe mounting ¢

name of tke insect contained in it, and also with that of the child or class that contributes it to the

** Hodge,Nature Study and Life50.
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school c>bUniveesalizing im theody, for Hodge the practice of nature study was almost
necessarily highly localized.
Another important educational tobighlighted inNature Study and Lifevas the school

garden, a commonly cited feature of nature study work. As was the case with insect study, the

arrangement of the school garden, too, was a
t ak e, 0s uHgogdegset e d Aithe things planted in it, ar
of a neighborhood must, of ¢ our®°nhieHaedgerdid wi t h

provide itemized lists of favorable trees, shrubs, and plants for the geokdol garden, he
added the caveat that local circumstances should be taken into account. Preceding his list of
preferred vegetation, Hodge added that AnA i
greatly with soil, I°°0As evenitheyay pamaondnight imaginé, dotal e s |
environmental conditions had a way of dictating, to one degree or another, the form a school
garden was to follow.

Without advocating an overly rigid plan of study, Hodge included a sample grade plan
for his nature study program, an effort toward curriculum articulation. In large part, he intended
the plan to assist in the avoidance of repetitiveness and to more evenly space the various
components of nature study t hr olThgyfdllomng gradeh e c o u
plan is offered, merely as a suggestion, by which progression and coordination of subjects may
be secured, and confusion and repetition may be avoided. If | thought that it would exert an
undue influence toward rigidly fixing and mecham i ng t he course®To shou

begin, Hodge recommended that instructors select nature study topics according to familiarity

*"Hodge,Nature Study and Lifé0.
%8 Ibid., 132.
*9bid., 133.
0 bid., 478.
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and interest. Domestic animals and common genera of plants, for instance, would provide a
foundation for future natue st udy wor k. Hodge offered the
attempt too much at first. To begin with, select such topics under your grade as you are most
familiar with, and such as are related to the interests of your pupils, and carry these theough to
definite resultéFor di fferent parts of t he ¢
substitution of topics, different speciles of
Hodgeds plan for the nat ueight, gerterally ynoviogooutwasde r an
from the most common local plants and animals and into a deeper consideration of the
surrounding environment. From his sample course plan to the school garden to his
recommendations for the collection of school specimenl catg u e s , Hodgeds br ar
study was a highly localized endeavor that would almost necessarily vary according to the
unique ecological circumstances of the community.

Liberty Hyde Bailey. Liberty Hyde Bailey became a fixture in the nature study
movenent and did much to refine both the theory and practice of the approach as a school
reform measur e. As was true of other contri bt
localized. It was his intention that the general principles of the apphmekapted by teachers
and students to particular local contexts. Nature study could not be replicated in precise ways
from one school to the next. Bail ey addressed
years of naturastudy enterprise, isinaturally assumed by many persons that we ought to be able
to give statistics of the number of pupils who are enrolled in the subject, the number of books
that have been read, and other exact figures. This supposition misses the very purpose of The

Nature Study Movement, which is to set pupils at work informally and personally with the

! Hodge,Nature Study and Lifet79.
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objects, the affairs and phenomé&rBaileywirdlyh whi c
recognized and appreciated the need to take stock of educational progress imothetsc
measure in some fashion the relative effectiveness of learning strategies, of student learning. But
to offer broad statistical generalizations wa
would be a violation of the core principles oeth nat ur e study progr am: A
teachers and very many schools, and very many pupils, who have a new outlook on life as the
result of nature study work; but if | could give a statistical measure of The Natuolg
Movement, | should considéhe work to have been a failure, however large the figures might
be®*®ail eyé6s consternation for any plan of ove
educational progress seemed to stem from the understanding that nature study was a localized
affair in practice. If nature study directed students and teachers to consider their own lived
experiences, a necessarily idiosyncratic venture in many instances, a fully standardized practice
would nearly always be complicated, if not altogether elusive.Hd a d : ARnThe evol ut
new intention in education is under way and is beginning to be felt. The principles have been
stated; the current discussions are of methods, difficulties, and of local and personal
adapt &'Biaoheyds nat urwasssnplytdoyluidtdhnett oestanpriaigstream
expectations.

In addition to outlining the theoretical foundations of the approach, Bailey also had a
good deal to offer to the parallel conversation surrounding practice. Consistent with his nature
study appoach overall, his suggestions for the classroom amounted to a highly contextualized
form of instruction. The starting point in the nature study course was the familiar. As Bailey

described it: AThe 1 mmedi ate pur phe seasons;ithe pl an

%2 Bailey, The Nature Study Ide40.
& bid., 1011.
*bid., 11.
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common implements and simple handicrafts; the plant life of the neighborhood; the bird life; the
usual insects; the heavens and its relations with man and the heavens; something of the farming
or industries of t hndbodyeagd hownthey shoukl besgovermed inthe n d ¢
interest of good health; or some other theme
will sugge®®Tthet hreotwoornk .tbhat #AThe enviwasament w
elegant way capturingBailly 6 s | ar ger message to practitione
to note, AnThere wild/| be opportunity for end
appl i c &Natweswdydad to be worked out at the local level.

Frederick L. Holtz. Like Bailey and other nature study proponents in the first decade of
the twentieth century, Frederick L. Holtz, too, offered a plan for nature study that was thoroughly
contextualized within the immediate environs of the school and community. Themme
Department Head of Nature study at Brooklyn Training School for Teachers in New York, a
feature which suggested a certain degree of institutionalization, Holtz contributed to the
movement a practical manual for teachers and students, though his text reedaledifficulty
in providing prescriptive suggestions for the classroom. In other words, like other contemporary
versions, the actual practice of nature study varied according to the particularities of the
surrounding natural environment, the teachand the students for which the nature study
program was designed. The following passage was illustrative of suchstamalard approach:
AThere is no hard and fast rule for studying
any set lessons atl,aif the formal lessons only tired the children and destroyed their interest.
This does not mean that a formal lesson in nattudy may not be highly interesting and

inspiring in the hands of an able and enthusiastic teacher. It can, and more é&ssiltgyin the

% Bailey, The Nature Study Ide&88-39.
® Ipid., 39.
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way of definite knowledge and training in thinking can be given by such formal lessons than by

t he f U Ratherltha® a fixed set of practices, then, Holtz insisted that flexibility must
become the norm. The curriculum and practice ofneasiudy stemmed from the surrounding
environment, not from a textbook or prescriptive manual of practice. Nature study required some
degree of spontaneity. Noted Holtz: Alf a tea
in school and ask éhchildren to be on the watch. If she stands an interesting flower, a stone, or
insect, let her show it to the pupils and tell them about it. This can often be done at recess or
before or after school, or a few moments may be taken daily or occasiortalygeneral period

for such i nfor mal ®gairs eppovtumities formaturessfudy shifteduvithehe 6
seasons, from moment to moment, and from one locale to the next. Despite the highly
contextualized character of the approach, Holtz diérogeneralized recommendations for

practice in the form of a sample graded course. Without denying the fact that nature study was in
some ways was antithetical to a fixed course of study, Holtz suggested a general course of study
for grades one throughght. His recommendations were universalizing and widely applicable.

For instance, while he recognized that his suggested course of study might be imperfect, he
nonetheless called on nature study practitioners to work to avoid repetition from one ghade to
next. Effective nature study instruction requ
this was the sort of commonsensical advice in which a wide audience might find worth. He also
established a type of litmus test for curriculum developmentine ar ea of natur e
have an embarrassment of riches in nasute u 8 Moltadinsisted, and the trouble for practice

was in determining which resources to use and which to omit. He went on to add that, in his

®" Frederick L.Holtz, NatureStudy A Manual for Teachers and StuderftsNe w Yor k : Charles Scri
1908),21.
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experience at | enaakirtg out dchurse B aspnuah borie efralimination as one

of sel %lctei onna.tour e study expert solved the pro
selection of this course have been the natural interests of the child in his home and neighborhood
envi onment, the soci al mo t i V'&with thisgeneral principfeini nci p |
the foreground, teachers and supervisors were to tailor their own nature study courses, partly
with recognition of the student interest, a feature of naturey stddressed in detail below, and

partly through the materials and opportunities locally available. Holtz included an extended
outline for a sample course of study, but the rationale of the nature study approach itself nearly
always produced a certain messwof idiosyncrasy. Of this, Holtz was keenly aware, where he
reveal ed: Alt I's not expected or intended t he
shall be studied in any one school. It has been extensive with the idea of allowing teachers a
greater freedom of choice according to local conditions, and also to provide for variety from year

to year éThe educational motive and the educat
necessarily differ considerably from those of a rural, agrialtur c ommuni t yéEach
sel ect from the course &d@dhedocal dircumstances inl whicha | re
teachers and students found themselves were the greatest factors in determining the actual course
of study in Holtzazd&ds snavawr, e Hotl u dzyd sp leaxrt .e nldred c o
types of exercises and activities in which nature study practitioners might engage their students.

In the first grade outline, for instance, he introduced his illustrations by pointing out that early
nature study work Aéis not so much for the s

sens&§dbe course begins,o® Holtz added, #fAwith

®Holtz, Nature Study 400.
bid.
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fields, and streets &fA further illustrationlofdtbese ganeralg h b o r
recommendations, he suggested specific strategies for the classroom. The following passage
entitled AWeather Studyo was illustrative:
WEATHER STUDY: Have the children note the seasonal changes (X, V), and the effects
upon the landscape* (ML, poems). Note the effect of frost and warm weather on the
garden vegetation, trees, etc. and upon animals. Note the migrations and hibernation (X3,
E, L, I, P). Observe the preparation of the farmer for winter, his winter and his spring
work (R,P,X)hi s benefits from the®rain, sunshine
As an additi onStludyko nrpdceegi VieEdaratht ent i on:
In connection with house construction study buileéstgnes, the kinds used, where they
come from. Observe if possible boulders in the figkldges of rock, quarries, and visit a

stone cutter, or observe the work on a building under construction. Not much can be
expected in this grade in the idedtificati

In addition to the excerpts provided aboveses, spring weather, birds, frogs, insects, fish,
gardening, and harvesting were among the numerous other topics considered. Again, in each
case, Hol tz6s discussion was a generalized on
As the student jmgressed through the grades, the depth of the investigations grew in kind. In
short, Holtz effort to respect the need for an articulated nature study curriculum was mindful of

the growing maturity and knowledge base of the student. Whereas he hopedstigpade

students would be brought into greater sympathy with living things, he suggested trgriafiith
student s held a greater capacity fnéto reasol
generalizations, and to make better applications of theiro w1 & @ycentrast, the seventh

and ei ghth grades wer e more compl ex stil I,

science. 0 His discussion of aims for t he seve

study in this grade merges into whagenerally known as elementary science. The difference is

" Holtz, Nature Study 402.
S bid., 404.
8 Ibid., 413.
" Ibid., 452.
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that the method of study is more inductive, and the pupils are made more conscious of the logic
of their own thinkingéAll of this is possible
oft hi s ’fHolezda@ntinded by outlining the scope of the seventh and eighth grade course.
He wrot e: ATherefore we give more of earth f
and the application of scientific principles to the industries. Theaus of plants and animals
receive more attention. There is more interest in the social application of the facts of science, in
the welfare of the many, and in altruism toward future generations, and the outlook is more
nati 6Aal oae might suspect, Hol tz6s sample il/
increasingly complex over time with regard to both the level of sophistication of investigations
and the subjects and topics under consideration. Whereas Holtz askedithertrae d er t o A Ha
schoolroom exhibit of the things raised in the schgoh r d®%an eigbthgrader under the same
pl an mi g ht act to i Dgrourd| imgrovemenmtt @ame sand civid sch
i mpr ov & @e asthe suggested elsewhere, upper 4gtvelents in an eightrade nature
study course might fMake a s tThese cidgcffundtiong beau
which readers encounter across nature study writings, are addressed in greater detail below. But
whatever form the nature stugyl an eventually took, Hol t z6s de
commitment to the local.

lllustrated time and again through the excerpted passages above, nature study under Holtz

was, by and large, an approach that most directly touched the scieaaedemd that claim to

geography was more than reason&bleut it was generally the case that physical geographic

8 Holtz, Nature Study 483.
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topics were the best representations. Weather and climate, landforms, and natural process such as
erosion, for instance, appeared regulaniis illustrations. At the same time, however, and not
to overlook the appropriateness of nature study for instruction in the sciences, there were
nonet heless hints of wha't mi ght be regarded
nature study allotte considerable instructional time, the large majority in fact, to the
investigation of nature. Given the practical, haods character of the approach, it was
ultimately the case that students drew inferences regarding the interactions between themselves
and the world around them. This feature was perhaps unavoidable. His recommendations for the
third-grade provided an excellent illustration:
Make a study of Indian lif¢ Hi awat ha. *éDi scuss the divisi
origins and advantages. (U, Dpmestication of animals, advantage over hunting and
fishing. Planting of crops, advantages. (D, U, 60.) Shepherd life* (Arabs, early Jews). (U,
V, T, 60.) Agriculture and man, origin, advantages of the farmer, dependence of others
upon him. (U, V, T, R.City life,* stores, transportation, lighting, etc. briefly considered.
City industries. Relation of the city to the country. Commerce. (V, T.) Stories of the
people in other lands to give the idea of different climates, products, and modes of
living.®*
Hol tz6s suggestions regarding inventions pr oV
work with tools. Visit a factory, and note machinery. Visit a place where derricks, etc., are used
for moving heavy weights. Compare primitive man with the presemgard to tools, machines,
and ot her ®inpacteimstaricey Hadtz nioved beyond investigations of local ecologies
and physical processes alone and into a consideration of the relationships between human
societies and the natural environment. Sdanvestigations moved outward from the sciences
and into such related subjects as anthropology, history, human geography, and economics. While

his brand of nature study, like other contemporary models, approached curriculum and

instruction in the scienese pr i mari | vy, Hol t z6s plan did not ¢

8 Holtz, Nature Study 425.
% Ibid., 454.
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what observers found in Holtz was a localized, opportunity curriculum that was at least partially
engaged in an articulated elementary course of study that stretched beyond the atdeece

John M. Coulter, John G. Coulter, & Alice J. Patterson.John M. Coulter, John G.
Coulter, and Alice Jean Patterson, a trio of Chicago area nature study advocates, collaborated to
publish Practical Naturestudy and Elementary Agriculture 1909. Coulter, Coulter, and
Patterson offered the text with the express intent of addressing the challenges facing practitioners
and normal school students. While not exclusively so, they also spoke to the unique opportunities
offered in rural school settingshiB much was illustrated in the title of the text its&l clarify,
they dedicated a considerable portion of the text to what they together believed to be a false
distinction between work in nature study and that of elementary agricultural. Statedr,Coulte
Coul ter, and -Btady seeks ® dnmg chifiidraintal intedligent and sympathetic
touch with their environment. The environment determines the material that is selected for the
lessons. In an agricultural community, for example, the lessmiss be primarily agricultural. In
no other way can natwstudy fulfill its mission.It makes no difference whether we call it
elementary agriculture or agricultural natwstudy; it is the same thing and should be so
understood] e mp hasi s %iTmey wentiorgtd nota that any notion that nature study and
el ementary agriculture need be divorced conce
e r r o n®FouCeultér, Coulter, and Patterson, the two domains were either to be united as a
whole, or abandoned in schools altogether. In large part, the conflict surrounding nature study
and elementary agriculture was definitional and stemmed from the purposes educators ascribed
to each of the respective domains. For some, elementary agricuibwidga the most relevant

educational experiences for students in agricultural communities. Coulter, Coulter, and Patterson

8 John M.Coulter,John G.Coulter, andAlice JeanPattersonPractical Nature Studpnd Elementary Agriculture:
A Manual for the Use of Teachers and Normal Stud@fesv York: D. Appleton and Company, 1909).
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were in perfect agreement that education should be drawn from the context in which the school
was located; that is, they believedtlthe lived experiences of the student must become a vital
part of the curriculum. Nonetheless, they insisted at the same time that an education, the
curriculum, could become too focused on the practical and as consequence less educative. This
pitfall, of course, was one encountered when educators came to view elementary agriculture and
nature study as di st-studgfailsto¢onsideér bcenomic valwes ahdthe il f
best benefits which man may derive from nature, then it is not jastifielementary agriculture
fails to consider the response to all nature which may be aroused theisne thing which will
make higher agriculture consistent with higher living f 1t i s purely util it
then it, too, is not justiéd in a school system which aims to turn out a higher type of man as well
as a hi gher Z®tWthpteis irorind,fCaultan €oulted, and Patterson called for the
union of both nature study and agricultural study in practice.

As the subtitle allud d , Coul ter, Coul t eon patuee rstddy drealtt t er s
directly with the practical application of the approach in practice. They were explicit regarding
this feature of the text and reported that while numerous works and a great deal diaeffort
been applied toward the development of the theory of nature study reform, the field of practice
was, at | east at the time of writing, i nade
development of naturstudy is the training of teachers to uséiinciples are sufficiently agreed
upon. The need is to put into actual effect what we already know. There is plenty of undigested
inspiration on the subj &6oing futthert Coulter,tCoultee, and mu c h
Patterson suggested that urtivelopment of the practical application of nature study was in

some cases a hindrance to its wider adoption.

8 Coulter, Coulter, and Pattersd®ractical Nature Study?.
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bring against all owing it that place [in the
sufficiently well tr°Poorly dmplementedn aduee study waltl f ect
ultimately procure its own demise, perhaps even before its inception could fully take shape. They
wrote: Aln some cases i n wh iesulis havh anply doinmed b e e n
the original contention of the superintendent. But in all these cases, so far as known, the teachers
themselves have had to bridge that large and troublesome gap between general inspiration and
speci fi & Wheeeassthelinsis $tate Normal School held courses explicitly designed

around nature study, this practice had not everywhere been adopted. This deficiency, that of
offering instruction to teachers in the practical application of nature study instruction, Coulter,
Coulter, and Patterson worked to correct. To start, they found some degree of conflict in the
effort to provide formal instructional advice for a method that they reasoned necessarily called

for localized, contexspecific, delivery. The following passage svandicative of such a

chall enge, as wel|l as their resolution: Al t n
the ideals of naturstudy by making it rigid and formal. But rigidity and formality are not so
characteristic of these lessons adimkeness, and perhaps the most serious charge brought
against naturstudy is that it is indefinite. It needs to be shown that is can be taught in a
perfectly dé&%Less ithare fixeohdessors randocourses, then, they sought to
demonstrate the ngible possibilities for nature studyaturestudy and Elementary Agricultural

always seemed to highlight the need for flexibility and adaptation in an approach to schooling

that called for a deep consideration of context, with regard to both the laachfre community

of which she or he was a part.

9 Coulter, Coulter, and Pattersd®ractical Nature Studys.
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While seeking to address the lack of educational opportunities for teachers interested in
nature study, the trio was clear that normal school training was not a prerequisite for the practical
application 6 the method. Quite the contrary, Coulter, Coulter, and Patterson suggested that the
practicing teacher often benefitted from the opportunities that experimentation in the live
classroom offered. Rather than talking about doing nature study, practicoigereavere to
experiment with the actual practice of nature
in working with teachers of nature study seem
working teachers make decidedly better prognessdourse in nature method than do students in
the normal school who are not engaged in practice teaching. There is a great advantage in having
oneds own class for stimulus an dRecogmizirgthene e xt
reluctance of sme school leaders to accept experimental methods, Coulter, Coulter, and
Patterson insisted that some degree of carryingoutmsittret dy was necessarily
they concluded, fAmust be as *Wanethetesssdedpthe envi r
local dimension of the approach, Coulter, Coulter, and Patterson hoped to relieve those teachers
interested in implementing nature study from experimentalism alone. Their efforts towards
teacher education were exemplary and illustrated the chaien§ promoting the context
specific and idiosyncratic reform as nature study represented. Like its modern counterpart, place
based education, nature study under Coulter, Coulter, and Patterson was tied in a very explicit
way to the local. On this pointey were explicit. They wrote:

A Local Study-Naturestudy is necessarily restricted in the materials it uses to those

which any particular environment affords. Hence the details of ratudy courses must

differ widely. The objects of nature which areespecial interest in one community may
be entirely lacking in another. In one community the outdoor interest may center in the

9 Coulter, Coulter, and Pattersd®ractical Nature Study7.
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forest, in another in the prairie, in another the fields and gardens, or in another in the
seashoré®

Coulter, Coulter, and R&rson went on to admit that uncertainty was also the source of much

di fficultly in i mplementation. Nature study r
t han i MiGnattohres . di fficulty in carryi nmands ut t h
acquaintance with the local material, facility in using it, and flexibility of presentation to a
degree not dreamed of in those orderly laboratories where thenddtr i ed O0sci ences
sway. To ask such work of unprepared teachers and to dernaddesgults is unreasonable. It is

not strange that failures in teaching natsré u d y have b e% Despiteuthee r o u s ;
difficulties and ambiguities, Coulter, Coulter, and Patterson were nonetheless confident of nature
studyds potent i ahdreecdnmendet that meachers rindividaallydendeavor to
develop their own plans in practice, drawing on all available resources, but ultimately tailoring

their nature study work to the unique needs of the school, students, and community to be served.

In this way, readers found again an intense consideration for local contexts in Coulter, Coulter,
and Pattersondés vision of nature study. The f
outline is altogether good except one that is made with spefga¢mee to the particular teacher

and to the neighborhood of the particular school. That natudy is peculiarly a local study
cannot be emphas® Nawre studpwas rhostelefinitelyna ldcal affair and to

attempt to apply the methods aprhctices approximate to one locale marked a certain danger

for practicing teachers. Coulter, Coulter, and Patterson explained the potential dangers through
the case of a borrowed outline. As they desc

Centrd West was visited. The town was small and surrounded almost completely by a

% Coulter, Coulter, and Pattersd?ractical Nature Studyl3.
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magnificent forest. In her eager search for instruction and an outline for-saidse the teacher
had gone far afield, attending a summer course given on the Atlantic coaseathg an
Atl antic coast outline. On the day 9Yfs the
ecological systems varied, so, too, would the nature study course for which each was designed.
Again, in their conception, nature study and its applicatiompractice, was tailored to the
particular places in which it was delivered. Time and again, from their efforts to identify the core
principles of the approach to their contentious work in the area of teacher education, Coulter,
Coulter, and Patterson pressed upon readers the belief that nature study was a thoroughly
localized educational reform initiative. Influential figures in the movement all, their
contributions were not altogether unique.

Anna Comstock. One of the most remembered figures in tia¢ure study movement,
Anna Comstock, too, recognized nature study as a localized pursuit. As she described in her
description of the misplaced connections sometimes thought to exist between the approach and
elementary science, Comstock detailed a processugh which young learners worked to
investigate objects and phtemdynedm a slteé o sve otae
comprehension of the individual | if&oher the
model of nature study, studenengaged with the familiar, the commonplace, and the most
immediately available natural objects and processes as a matter of practice. This process of
investigation almost necessarily implied a localized, or in the modern conceptionpatsck
approacho teaching and learning for the simple reason that the immediate natural environment
represented, quite literally, the nature study curriculum at hand. The following passage, a rare

example of student work, provided further evidence of a localized agproa

% Coulter, Coulter, and Pattersd®ractical Nature Study44.
190 Anna B.Comstock Handbook of Natur&tudy: For Teacher and Parents)" ed. (Ithaca, New Yd:: Comstock
Publishing Company, 1911), 5.
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el donned my boots and sweater, pocketed m
headed off to Pepacton [ Creek]é
Al ong by Wagoner 0 sbreasted huthatah, bulisily sngpectinga wh i t
gnarled branch of an old apple tree. A goldfinch fleverbead and | noticed that he
cal | echicdippeeend on the descending part of weact
In the snow along the roadside, where the ragweeds were thick, | found a number

of bird®tracks, é
This excerpted journal entry from tm®tebook of a fourteen year old student of nature study,
illustrated somewhat more directly the style of observation into the neighborhood environments
of the community, as well as the localized character of the approach overall. As others before her
and dter, Comstock proposed an interdisciplinary conception of nature study. In other words,
while nature study was best suited to the domain of science education, the work held the unique
capacity to enrich other areas in the course of study as well. Indaage t , Comstockos
stemmed from her understanding of student motivation and interest. For instance, nature study
possessed the capacity to invigorate traditional methods of writing instruction. In her words:
AWhy do pupil s dixSimplileecaisa thdy iare hot irdexestedani thee subject
they are asked to write about, and they know that the teacher is not interested in the information
contained in the essay. But when they are interested in the subject and write about it to a person
who is interested, the conditions are entirely changed. If the teacher, overwhelmed as she is by
work and perplexities, could only keep in mind that the purpose of a language is, after all, merely
to convey ideas, some of ¥ émother wondy Erglish téachers wo u
could not expect writing for the sake of writing to convey much meaning or importance to young
learners. Nature investigations, however, gave the exercise of writing a purpose and with

renewed interest came learning. Irsieilar fashion, nature study informed geography work.

Geography, much of which Comstock regarded as the study of relationships between life and

191 comstockHandbook of Naturstudy 14.
1% 1bid., 16.
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environmental conditions, was just as neatly explored through local nature study excursions as it
was througheé x t books and intellectual fieldtrips to
noted, Ahow are we to Iimpress the child with
fact®Sadbure study provided those Therearejostasons .
many have tods in the st rhewenondhe dry Hillside pebinddt b a c k
or in the woods beyond the creek as there are in desert or ocean; and when the child gets an
inkling of this fact, he has made a great steptio t he r eal M* Whifethgeogr a|
investigation of local ecologies would ultimately limit the range of possible-Hast
knowledge, nature study nonetheless offered an experience of the principles that Comstock
believed extended into a wider of appiation of geographic study. In other words, nature study
contributed to a strong foundation for t he
between nature study and the standard course of study extended further still. For instance,
Comstock pointé to the relationship between history and nature study. As with principles of
geography, nature study lessons potentially elevated student interest in historical work. For her,
nature study and the supposed familiarity with the plant and animal spdosteried, enlivened

history by bringing learners into somewhat closer contact with the historical period under
consideration. The following passage -stwdys cl ar
impinges upon history in a way that may prove thsid for an inspiring lesson. Many of our

weeds, cultivated plants and domestic animals have been introduced from Europe and are a part

of our colonial history; while there are many of the most commonly seen creatures which have
played their part in the siory of ancient times. For instance, the bees which gave to man the

only means available to him for sweetening his food until tffecgntury, were closely allied to

103 comstockHandbook of Natur&tudy 18.
1% |bid.
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the home life of ancient peoples. The buffalo which ranged our western plains hadondoch t

with the life of the red mah 6'°> Comstock continued at length and referenced a wide variety of
possible connections between human societies historically and the cultural, economic, and
political connections to the natural environment. Arguably, theltresas for most observers a
rather sophisticated glimpse into the past, all of which was to be made possible in the classroom
through nature study.

Finally, Comstock broached the issue of mathematics and nature study. Interestingly
enough, they advocated union which emphasized mathematics instruction through local
environments, rather than the converse. To clarify, practitioners were not merely to attach
elements of the natural environment to mathematics. Nature was not simply to become the stuff
of word problems. Instead, the investigation of nature, appropriately coordinated and
implemented, consisted of a rich variety of mathematical problems. Comstock clarified the
relationship in the following f ashamosteveryii As a
nature lesson an arithmetic lesson; and when arithmetic is used in this work, it should not be vital
and inherent and not Atacked on; 0 the pupils
problems; and as will all correlation,thecsa ess of it depends ufon the
Nature study and mathematics work was to be purposeful and geared toward the greater
understanding of both mathematical concepts and procedures and a deeper understanding of the
surrounding environment.

Summary. Across the writings of the influential nature study advocates considered
above, one found a consistent and deep commitment to local contexts. And the emphasis on the

local was not a casual one, but rather an inextricable component of natiyensqprinciple.

195 ComstockPractical NatureStudy 19.
1% bid.
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Nature study in the later nineteenth and early twentieth centuries was a curriculum of
opportunity, whereby 1| ocal ecol ogies informe
investigations. Yet despite the fact that the local charauftea place largely determined
curricula, proponents nonetheless made strong efforts to ensure cohesion across the grades. The
character of nature study wri-sepicestéaches) galge men
college departments was also sigrfit, a further indication of the instrumental role that the
local school and community environments played in the learning process, as well as the level of
institutionalization that the movement appreciated. And finally, while it was certainly the case
that nature study was best suited to the science curriculum, the elementary science curriculum in
particular, in much of the early twentieth century nature study literature observers found calls for
holism and the use of the local outside of those domaidgitraally regarded as sciend&hile
the educational phrasglacebased educatiorwould not arrive for nearly a century, nature
studydés advocacy for the use of the | ocal en
positions the reform movement a alehistorical antecedent to the modern field. But the
connection between the two is perhaps deeper still as many contributors to the movement also
placed considerable emphasis on the needs and nature of learners, another characteristic feature
of placebasd education.
Nature Study & the Learner

The local emphasis characteristic of nature study was, at least in part, an outgrowth of the
perceived needs and nature of the learner. To clarify, the organization of nature study curricula
around the shared camts of home, community, and school was perhaps a matter of necessity,
or perhaps efficiency, given the attention to student development and the significance of the

lived experiences of the student. In addition, the impetus within nature study to organize
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instruction around firshand observation and inquiry further promoted the use of the local as a
curriculum source, as such measures provided the requisite opportunities for the study of objects
and phenomena. In this way, American nature study in anchévrie early twentieth century
reflected a pedagogical outlook that observers might regard as both experiential and child
centered®” Not unrelated, advocates emphasized prokeiving and inquiry skills over
unconnected disciplinary facts and principleBhroughout the representative literature,
proponents exemplified these features of nature study as an approach to teaching and learning
and as a rebuttal to perceived academic formalism. As noted, the main force of nature study
reform was very much consgstt with the educationally progressive trends of the same era.
Interestingly enough, these same characteristics position nature study as a well established
historical antecedent to modern pldzsed education.

Clifton E. Hodge. But one illustration of man, Hodgebs writing on
demonstrated the manner in which the approach offered a means through which the native
interests of the learner might best be nurtured\Naturestudy and Life Hodge expressed his
belief that nature study held a uniqoapacity to build upon what he viewed as the natural
motivations of young students. He suggested:
nothing equals a child; and it has long been conceded that at no time is progress in learning so
rapid asduring the first three or four years of life. The secret of this, it has seemed to me, lies in
the fact that touch with nature at first hand, original research, if you please, is the very breadth of
mental life. How might this splendid growth process dfmncy be prol ofged t h
The answer, of course, was a solid commitment to the design and implementation of nature

study. Hodge sought to position his brand of the approach through a consideration of those things

W KimberleyTol | ey, f6Study Nat urSady CrctlumBl8dlkos3d2:0 T hPea pNeat wrree s e
the annual meeting of the American Educational Research Association, New Orleans, LA;8AA9I%}).
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fibest worth knowing [ e mp br@isai]'¥ and, in a general sense, suggested that the nature
study curriculum was to explore the relationships that existed between human societies and the
environment. Knowledge of and adaptation to the natural environment, Hodge insinuated, was
theprimteval problem to -temamd nftieght T& gsehdiphmsedinat ur e
was of central importance and problsno | vi ng was wunderscored. A An
ever, 0 he wrote, At hat char act erinteligem, patient y b e
overcoming of difficulties, the elements that achieved success throughout the ancient travail of
the raceéand nothing can t ake' Pdihapsarefeatianofof t h
late nineteenth century Darwinian and Bpeer i an vi ews regarding stru
justification for the worth of nature study took the form of a speculative history of human
environment interactions. More importantly, the passage above was illustrative of a broader
understanding abouhbe role and function of nature study education, namely that thinking in a
critical way about important problems was educationally valuable. Not unrelated, Hodge
supported the notion that nature study curricula might draw on the interests and expefiences
young learners. As a rationale for elementary zoological study, for instance, Hodge offered the
following:
Thus we miss the substance for the shadow when we attempt to give this kind of
education by pictures of animals; and we also lose the humaninthge@ucational
essence of the process when we substitute
ani mal o or the zoological garden for pri mi
bet ween the |living ani mal a n d itstwidest senkel | d é D«
(and possibly we should add certain phases of hunting and fishilgjmgntary zoology.

Its fundamental character and value for education are evinced in the passion of children
for pets; é[emphasis in original]

19 Hodge,Nature Study and Life.
19pid.

1 pid., 3.

12 pid, 4-5.
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Beyond chil drenbés appreciation for animals, w
worth of nature study as a point of access to student interest generally.

Al t hough he recognized that n...[Tlehe par
s t u d*Hodge embraced criticism as an indication of incomplete and misguided practice. He
admi tted: AThese objections of the home are f
name of naturstudy, and nothing can be more helpful for develept of ideal courses adapted
to local conditions that to invite their freest possible expressfohcknowledging criticisms,
Hodge was undoubtedly confident in the potential value of nature study to tap into student
interests and his faith in the poweredplorations of the natural environment, the local natural
environment in fact, was unshakeable. He concluded:

€[ W] e s hal | -sthdy tha shall bindahbnoerard school together as nothing in

the curriculum does at present. Instead of giving oveeatire school system to passive

book learning, we shall have at least one subject that shall keep alive in the child the

spirit of research, under the impetus of which he makes such astounding progress in

learning the great unknown of nature around humrgy the first three or four years of

life. This matter of original research in hatwdhand contact with nature ought to be

made the breadth of life in an educational system.
Firsthand experience with the surrounding local environment and an echatgtiolosophy that
created possibilities for student inquiry and
agenda. He was consciously sensitive to the needs and development of young learners, at least as
far as he understood those dynamics. Hoolgef er ed t he f ol |l owing <cl ar
relation is that of active response in direct, firand contact with nature. Doing something with

nature has ever formed a large factor in education, of which nothing can take the place. This

alone, ag-roebel says, can prevent education from becoming hollow and empty, artificial, and a

3 Hodge,Nature Study and Lifel2-13.
14 pid., 14.
113 |pid.
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whol | y s ec oHHis goaldthem, fvds @oibring ito greater union the learner and the
subject matter to be learned. A common progressive theme, Hodge spokthabwed to relate

the curriculum to the lives of students and to the life of society. To do this, nature study
necessarily needed to provide opportunities for creative exploration, a tendency which Hodge
seemed to regard as inherent in the learner.rfsiygonature study under Hodge engaged with

and built wupon the studentodés existing knowl e
important conclusions must be clearly borne in mind. These are, first, that quality of knowledge
depends upon the ideasthvwhich it is associated in the mind; and, second, that the strongest
associations are related to the spontaneous activities of the individual. That is, for elementary
study we must select those things that stand in fundamental associations with lgboamd

which the children can f'%Indcogniion¢hathi$ matgre siwoly t h  w
plan was not in principle embarking upon anything entirely novel, Hodge added his ideas were
Aln I'ine with Herbartds dacc toractiviteeitlisithe aatigpepas r c e p t
di stinguished from the pHDespiteweat nmag haheceen lerfy i n st
theorized understandings of student learning, Hodge returned to the immediate value of
investigations of nature. For him, nedustudy served a particularly useful purpose where the
goal was to better connect the student to his
mother of such interests, and in proportion as education becomes thus alivestatynaust

form aprominent factor in the curriculum. What is there for the whole ¢hhdnds, feet, eyes,

ears and brain, mind and sdulo work with actively, except phenomena of nature, responses to

which have consisted the chief education of living forms through all nT& %aided by a

1%Hodge,Nature Study and Life22.
7 bid., 23.
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particular conception and philosophy of educa
vision of school reform. And this reform agenda was one that Hodge appeared to regard as
widely transferable. Nature study was not simpy the expert teacher to carry out. In fact,
without denying the challenges of practice, he appeared to regard the expert, or all knowing,
teacher as somewhat of a canard. On this sub
being afraid or ashamédo say 61 dondt know, 6 the teacher
glad to say it, glad to have something brought that affords him an opportunity to learn, and not
only that, but at the same time the best possible opportunity to teach. Such teadhiearning
will transform education from a ' Hodgkigwedne c han
the role of the nature study educator as that of a facilitator of student investigation. Teachers, as
students, were to become earnest investigatdre,r i gi nal '*rtecs e a5 e h edrosd,gde
phrasing, of the immediate natural world that surrounded them. Salbgecexpertise seemed of
secondary importance. What Hodge viewed as critical was the educational emphasis on the
learner, particularly the utiltof interest, firsthand experience, and inquiry.

Liberty Hyde Bailey.Li ke Hodge, Baileyds conception o
child-centered approach to teaching and learning. Again, less than precise scientific principles,
the goal was to bringoung learners into closer contact with the natural environment and to
promote the firshand engagement with natural things. The following passage was suggestive:
A N a tstudygthen, is not science. It is not knowledge. It is not facts. It is spigtait attitude
of mind. It concerns itsel f#2Tvhiet he mpthea sdtsi lochd & h
o ut | revedted much, but it was not the case apparently that all nature study advocates shared

his understanding of the method. In facthmsmall part, Bailey draftefihe NatureStudy Idea

120 Hodge,Nature Study and Life26-27.
2 bid., 27.
122 Bailey, The Nature Study Ide®.
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as an attempted clarification of principles.
the meanings and mission of The Nature Study Movement, that | cannot resist the temptation to
bring togethern book form a few notes and essays on some of the more salient features of
it,éThey are offered in all humbl eness, since
field of work; but the main thesik that naturestudy teaching is one thing and ttsaience
teaching for sciiéheandtmsiaiek sVhareas Bailrychighiighted the

utility of nature study for the common school curriculum, his placement of the approach was not
limited to the primary grades alone. In fact, he wadieixjn pointing out the potential of nature
study across the educational spectrum. -Bail ey
study method is not only a publschool process, but that it is equally needed in colleges and
universities for dlunspecialized students. The process applies, in fact, from kindergarten to

c o | | & wvighoud overlooking the value in traditional scientific educational approaches for

some students, those geared towards scigpeeific careers, Bailey found tradititm be outof-

synch with the needs of nlowasansnportdne consstuent forh e fi g
Bailey, if not his primary concern. All students deserved an opportunity to investigate the world
around them in a thoughtful, personal way andtthditional course and method of teaching
simply did not meet Baileyb6s expectations. He
the learner seemed to prevail. On the general deficiencies of science education in the colleges
and universities, hegrued: A Much of the teaching in the s
undoubtedly very bad. It is no doubt accurate, and it may also be adapted to the few students who
desire to specialize in the subject; but such students should be taken fudbersies designed

for them. Condensed general courses that give the college student a rational view of the subject,

123 Bailey, The Nature Study Idea.
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without many details and exceptions, are very much to be desired; and such courses should
attempt to relate the student to his own experiénoe [?iHere, Bailey seemed to suggest that

a purely formalistic, overly symbolic, method of science instruction was of little use to many
learners. As a partial remedy, the needs of the learner were to be given more sincere
consideration.

Anaturais and a practitioner, Bail eyds first
or psychology. Nonetheless, his interest in school reform ultimately brought him, and his
conception of nature study, into closer contact with the mainstream educational @nelory
practice of the day. Bailey described the tra
approached my subject from the side of fact and of experience, not from the side of pedagogical
theory or of the p¥%Baitehdtimaielyyame fo identfyuhis adudatoomas . 0
plan as a part of a -teachim®®Butpvhile germmyrhave becoime x p e r |
conscious and respectful of the fact that his work and reform commitments might fit into broader
educational philosophies, Bay remained committed more to the realities of practice than
anything el se. As he phrased it: Al had mere
years of teaching, to the effect that the best way to teach nature subjects is to begin with good
simple observation rather than with dissection, classification, experiment or memorizing. | think
the same can process should be fol*fwiweatd in t
denying the value of theoretical foundations, he seemed intent togoitite utility of practical
wisdom in the education of new teachers, perhaps with the aim to further solidify his advocacy

for the practice of nature study and its experiential character. Bailey offered the following:

120 Bajley, The Nature Study Ide&.
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| doubt whether saturation in theypbology of pedagogy affords a good start for the

training of teacher. | observe an indefiniteness and haziness of ideas in persons who have

their theory before them. They do not have

value of the psychologicaltigly of education, and all teachers should profit by a

discussion of educational history and method; but | greatly doubt the advisability of

filling a young teacher full of metaphysics. A teacher may safely theorize and speculate
after he has learned towdo teach:>
Less than a critique of educational theory, however, the passage above did more to highlight,
once again, the localized, idiosyncratic dimensions of nature study. While he opposed overly
rigid educational training, finding it Hbuited to he flexibility required in practice, he was not
blind to the pitfalls of hisownneat andar di zed approach. Al insis
and informality, o Bailey remarked, Afand ther
teachers who do notva n t to make pr epar'd Regardiessf erwast hei r
unswayable in his attack on t h%thalilebelidvdd hadd e a d
come to represent the school experience for many at the turn of the twentieth century. As an
educational reform, Bailey placed a high value on the capacity of nature study to better address
the unigue needs of the learner, young and old alike.

Going further to define the approach, Bailey did much to debunk what he viewed as
common myths and misnoeptions. In the first place, he reported that nature study was not to be
confused with the teaching and study of science, a debate common enough to be addressed by a
number of writers associated with the -nature
study] is not the teaching of botany or entomology or geology, but of plants, insects and fields.

But many persons who are teaching under the name of rstuhe are merely teaching and

interpreting elementary science. Fundamentally, nature is seeingomndooks at and drawing

proper conclusions from what one sees; and thereby comes into personal relation with the

130 Bailey, The Nature Study Idea3.
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obj éNaro was Baileyds conception of nature st
academic or scientific materials. While certairflg was not opposed to academic reading
outright, his preference, in fact a guiding purpose, was that students in nature study programs
should experience the world around themfitsh nd. Bai | e yreadersonayebe ofthéNat u r ¢
greatest value if they armade incidental and secondary features of instruction; but, however

good they may be, their influence is pernicious if they are made to primary agents-stiadyre

begins with the concrete, as the child does if left to itself. The child should séeithe gy f i r st . ¢
As he argued frequently in varied iterations
respect for the unique character and development of the learner. To move away from strictly
textual learning and toward a more experiential approach was alcpattaof his overall

program. And finally, Bailey insisted upon an education designed around worthwhile use of
human potential for reason and t hoztstgdyisnot The p
the teaching of facts merely for the sake offtets, or materials for the sake of the materials: its
purpose is to develop certain intellectual p
with the fact, to be sure, but “tNamrestels®ron | i ¢
Bailey, encouraged habits of logical thinking and questioning. And again, the context deemed
most appropriate for promoting such habits was that with which the student could interact
directly. The local, familiar environment was the reawigde laboratory of natustudy work. It

was there that the school could be brought into greater association with the lived experiences of
the | earner. Bai | eyt uaelwyp lsdhiorud dd tntoat bifeNautnurred at

circumstances. It stands for directness aatdnalness. It is astonishing, when one comes to think

133 Bailey, The Nature Study Ide&0.
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of it, how indirect and how remote froM the I
He continued: AThere are many exceptions and
education is thawhich begins with the materials at hand. A child knows a stone before it knows

t he é%&HAramhthedpassages above, it was clear that the existing understandings of the
student were not to be considered casually in the arrangement of nature studg oourse

education generally. As other pedagogical approaches before and after made clear, the child was

in many ways the beginning of the educational process. Fitting of the notion that instruction
should begin with those things most familiar and commaiyre study under Bailey required

direct observation first and an understanding of principles, theories, and ideal cases second. He
noted further: nThe teacher shoul d avoid S

patternséThe ol dwearidananfootdinate ones becaosd thd model flower does

not exist in natureéln other words, the ideas
by the ideas. OHere is the drawing of a mode
nearestgpr oach to it. &6 6Go and find me a fl ower, ¢

i s'*®&tadent observations of common things found locally were the starting point in his plan
for nature study. But observations were to be facilitated and Baileyava#ul to redirect any
suggestions of aimlessness. The ability of the nature study teacher to facilitate the program was a
significant component, a real measure of effectiveness in the final analysis. With regard to
teacher qualifications and subjereaknowledge, Bailey argued that standards should be set as
high as possible. Il lTustrating the i dsudyl , he
T those who have the greatest personal enthusiasm, and who are least bound by the traditions of

the classroom. The teacher, to be ideal, must have more time, more feeling, and more

1% Bailey, The Nature Study Ide&4.
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k nowl &trpm the passages, it seemed clear that Bailey found the charisma and character

of the nature study teacher to be of certain importance. Without overlookingrtheeal need

for subjectarea knowledge and scientific understanding, willingness to approach the task with
earnest was the more vital requirement . Alt
science, 0 he c ostudy may leedaght vithout tgreah knowledge if one sees
accurately and infers corr ect"PorBaiey thentthee par
willingness to engage in somewhat Aoaditional approaches and the ability to facilitate student
investigations were theharacteristics requisite for success in nature study instruction. To be

sur e, students engaged in Baileyds brand of n
educate themselves. The nature study teacher was to maintain a marked degreelafitdontr

regard to direction and the overall aims and purposes of instruction. The following passage was
revealing: Al't remains for the teacher to pic
teacher should know what is significant and he ghdelep the point clearly before him. One

pupil says that the twig is long, another that it is brown; another that it is crooked; another that it

is an apple tree; another that it has several
open the seawl epoch in the instructiont he r eason why nd”Balepw part
continued with a second illustration regardin
stone. If similar stones are in the hands of the pupils, you ask first for teevatisn or the fact.

One says that the stone is long; another, it is light; another, it is heavy; another, that the edges are
rounded. This latter fact is very significant. You stop the observation and ask why it is

r o u n Hemhoth instances, he recorended a similar methodological pattern. Instructors

139 Bailey, The Nature Study Ide&9.
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were first to give students the opportunity to explore the world around them and to make initial
observations about their experiences. Bailey characterized this portion of instruction as being
relatively free-flowing and student directed. At the same time, however, within each illustration
it was ultimately the instructor who came to guide the overall investigation. But whereas Bailey
looked to the teacher to facilitate student learning and observatiavashaot of the mind that
the teacher was always necessarily in control of the final outcome. As facilitator, the nature study
instructor could nonetheless take on the rol e
the teacher always know tlheason. He may propose that they all find out and report. It is the
strong teacher who anrthe sna ynaturedstudy diraler Baildy wds o w. 0 «
exercise in exploration, for both teachers and students alike.

As unorthodox as was hisfocosn t he student and the outdo:
sense of pacing with regard to lessons and planning in nature study. As was true of the content,
he did not intend the nature study course to be constant, but rather highly flexible from
classroom tolassroom and from one day to the next. The emphasis of nature study was to bring
students into closer interaction with the natural world around them, rather than designing a
course of a certain length and with particular subgecte a c ont e n shouldavanaid dr e s s
designed, 0 he noted, Afto develop the observi|
gorge t H*%Bapiupeiyloss. onat ure study was instead r at
inquiry. With this in mind, he argued that naturedstwvas in many instances conducive to the
existing course of study, a method of instruction as much as a new competitor for curricular
space. He noted:

Taught in this way, naturstudy work is not an additional burden on the teacher, but may
be made a redf and a relaxation. It may come at the opening of the school hour, or at the

143 Bailey, The Nature Study Ided4.
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close of a hard period, or at other time when opportunity offers. It may often be combined
with the regular studies of the school, and in that way it may be introduced in places
where it would otherwise meet with objection. For example, the suijaiter of the
natural lesson may be used for the exercise in drawing or in geodfaphy.
Although complementary to the existing course of study, Bailey did advocate the full inclusion
of extended nature study courses where context deemed appropriate. The more formal course, he
suggested, might make its first appearance in the high stfioolwith the above in mind,
Bail eyds nature study was des.ilgecheoling.doodnuchbut | i n
attention, in his view, was paid to information that had little bearing on the lives of students. Not
unrelated, Bailey critiqued the traditional pedagogies for their lack of liveliness and failure to
promote inquisitiveness. In shpte regarded nature study as a superior form of education. He
ar gued t fstady ouhita tewolutenize the school life, for it is capable of putting new
force and enthusiasm into the school and the
someof our present notions, “®8mdl| elyalcloneéli nmiedat
stands for a normal outlook on life. It is the active and creative method. It is the developing of
the powers of the pupil, not hearing him recite. In spirit anthatk it is opposed to the pouring
in and dippingo u t  p r*dQpenly sritical of certain aspects of traditional schooling, Bailey
called on educators, and perhaps not solely in the sciences, to refocus their efforts. At his
insistence, the school anckthife of the learner were to be brought into closer proximity to better
inform one another.
In addition to other fieldwork to take place in the immediate vicinity of the school, Bailey

addressed the potential utility of school gardens, a developing éanezducational experiment

at the time. Consistent with his commitments to nature study as an experience curriculum, his
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advocacy for gardens grew simply out of the belief that students benefitted immensely from
actually growi ng t PActualyy $o.grow @ plantssego chmesntowbnrai s A
contact with a s'featiafaincBaileyi went bdyondnthet subjeeta o
knowl edge in describing the potential value o
means more than merefanmation of plants themselves. It takes one in the open air. It enlarges

his horizon. It brings him into contact with living things. It increases his hold on life. All these

facts were well understood by Froebel, Pestalozzi, and other educational refdrfb&s much

to study botany or horticulture, Bailey intended for the school garden, and-satdyemore

broadly, to enliven what was otherwise the labor of school. Interestingly enough, school garden
work was not an altogether complicated process. Balid not suggest, for instance, that
interested teachers follow painfully precise processes. The mere effort, in many ways, could
work to the advantage of the student. The f ol
is that there should be pksnabout the home, or in the school grounds, or in the schoolhouse
windows. Even though children are not conscious that they are receiving any impression from
these plants, nevertheless the very presence of them has an influence that will be felifay later

even as the presence of good literature and furniture and the association of refined surroundings
has i ntiToheesuggestiondseemed to be that any exposure to the experience of the natural
world was better than none at all. The school gardemadichave to become an outrageously
complex undertaking to confer an educational advantage. Once established, one purpose of the
school garden was its function as an outdoor laboratory, not unlike the natural environment itself.

Il n Bai |l ey ds schoolgarden i$ foridieect mstraction. It is an outdoor laboratory. It

149 Bailey, TheNature Study Idear8.
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is a part of the school equi pment ‘*?laaditbmo ok s,
to all of these functions, Bailey described the value of school gardens in exptdredmgrizons

of |l earners. He explained: AFarming introduce
it more vivid in the childbés mindéMore person
occupation. The children are taught much about tiescbut little about the farming country.

The child should be taught something from th
gardening is one of thBalemweligwd thangarden warkhwouldo b e g
encourage an appreciation nostjgior farming and life outside of the city, but in a general sense

for nature itself. He <cl arified the positior
something of the countryélt is not necessary
be taught these subjects with the purpose of making him a farmer, but rather as a means of
education and of interest to him in the-ofitd o o **Consistent with other elements of nature

study, then, the school garden was yet another way to bring the siidecibser relation with

the surrounding natural environment. Arguably, the experience of doing work in the garden was
nearly as, if not more important than, the actual garden work itself. Although Bailey certainly did

not rule out school garden work farral school students, he tended to assume an urban setting at
times in the discussion. That aside, he did address the needs of rural school students elsewhere in
the text. In keeping with the philosophy that local contexts must be taken into accobet in t
development and implementation of nature study, and perhaps schooling in general, Bailey was
sensitive to the fact that the rural school conditions might pose unique challenges. His
noteworthy efforts toward the redirection of the American rural schmladdressed below in

greater detail i n Chapter 5. But in both <con
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whatever precise formation they assumed, he designed with the essential goal of bringing
students into firshand contact with the natdravorld around them. Whether through garden
wor k or i nf or mal observation, rel evasmane to t
observation and inquiry remained primary concerns.

Frederick L. Holtz. As did others who drafted similar texts on thject, Holtz, too,
regarded the student as the center of the nature study project. In the first place, he suggested that
nature study was designed to c'@pHemnatdreioktee on t
learner was critically important in theducative process, as was the larger social context of
which the learner was a part. The two were inextricable. To clarify, Holtz believed that nature
study must be organized toward the purpose of connecting the school and life. Noted Holtz:
A N a tstudykas a satisfactony a i s o nfor théahild,rif presented in the manner suggested.
The school life in a measure reflects the community life and enables him to live in that
communi ty iAlnthd ehd, thechahit bf ynquiry that nature studyvizted space for
served young learners directly. Moreover, as the power to question and reason developed further,
not only the individual, but society at large, would be the beneficiary, a feature of nature study
addressed more directly in a separate sedteow.

As noted of Bailey, Holtz recognized that nature study, even with its focus on the
interests of the learner, was not a purely chédtered approach. In other words, the student was
not to be left to do simply as he or she pleased. Holtzwmogett A The chil d shoul ¢
educational material as suits his childhood interests and needs, [but] [t]his does not mean to let
him learn simply what he Ilikes and in ™Mis owr

Wi t hout mi ni mdesire and capacity to axpgl@eandskdfermine interests, Holtz

%5 Holtz, Nature-Study 3.
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suggested that nature study teachers were always obligated to facilitate the process and to ensure
that learning was the result. Again, one of the overarching goals was to promote istydent

A reflection of both a developmental awareness and his attention to curricular structure
and articulation, Holtz recognized that nature study in the lower grades might be somewhat
distinct in purpose from that of the later years. On this pomt, was expl i ci t, Wr i
primary grades nature material is chiefly stu
More specifically, Holtz accepted the notion that as students reached the higher grades and their
knowledge of the natural watriwould likely become more sophisticated; the degree of structure
might increase proportionately. Lessons might become more formal in the higher grades, too.
Nonetheless, despite any increase in formality and structure over time, he insisted that the
studmt 6s capacity to think and reason, to inves
described the process: fiThe scientific method
out for yourself. This method trains students to think for $ewes. Too much talking by the
teacher allows the pupilsoé6 minds to™IThee idl e
motivation to promote the student capacity to inquire was consistent with the broader goals of
nature study to move away from textlBsaand out into the local natural environment. At every
turn, t hen, Hol t z6s brand of nature study so
process. As further indication, he went so far as to establish rules for appropriate questioning
duringlecture. As Holtz described it:

7. NATURE-STUDY teachers frequently fail in attempting to bring out comparisons by

using direct and suggestive questions. A A
horse?o0éare the wrong s o rdpaendeoct and diflerertceso ns t

138 Holtz , Nature Study 22.
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|l nstead, ask the pupils directly to compal
then the pupil must work out the comparison for him$8lf.

Holtz developed seven rules for effective questioning in nature study in totalchncase, his

intent was to ensure student engagement; that is, Holtz insisted that students, not teachers,

perform the bulk of the intellectual work. Like many of his contemporaries, he offered nature

study as a reform measure which reoriented the studaaher relationship to some degree. The

|l earner, in Holtz6s conception of nature stud
John M. Coulter, John G. Coulter, & Alice J. Patterson. Outlining a plan for nature

study with sometimes explicit reference to the adpucal community, Coulter, Coulter, and

Patterson, too, described an educational program uniquely suited to the lived experiences of the

child. In essence, what they proposed was a curricular reform plan designed to bring students in

agricultural communi@s into earlier and closer contact with agriculirei@ated principles.

Interestingly enough, Coulter, Coulter, and Patterson stopped short of a call for manual or

industrial training. In other words, the trio did not suggest an education designed ¢oyoresd

farmers. They explained the distinction thus:

In planning the lessons, the children rather than the subject must be given first
consideration. They, rather than the subject, are to be taught. There is evidence that the
enthusiasm of some leaders in agricultural instruction has tended to obscure this
principle. Children must be met upon their own ground, along lines of their own interests.
The problems that appeal to them; not necessarily problems that appeal to adult farmers.

Lacking this consideration, the very purpose for which agriculture is betngduced

into the schools will be defeated. Instead of keeping boys on the farm we may drive them

away®!

Through the notion that #Achildren be given fi
curriculum was paramount. In the first place, the interests of the young learner were not to be

overlooked as such curiosities were important sources a¥ation, not to mention inspiration

10 Holtz, Nature-Study 31-32.
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for continued learning. In the lager sense, Coulter, Coulter, and Patterson called for a sort of
community, or perhaps societal, relevance in curriculum making; that is, they desired a locally

fitted curriculum, one whit matched the course of study to local community contexts,
economically, ecologically, and the like. Yet both dimensions were critical to the overall
development of the learner. By following the interests of the student, Coulter, Coulter, and
Patterson sugested that habits of investigation might be developed. In fact, they noted that
working to foster habits of inquiry might become the primary goal of the teacher. As
investigative skills began to develop, the inclusion of more explicit agricultural itistruc
became more appropriate. ABy the time chil dr e
Coulter, Coulter, and Patterson reveal ed, it h
directly connected wi f%hn alhofthis, theylreasormred thanstudeatsr i n d
would not only become well informed adult farmers, but independent thinkers with an
understanding of the world that extended beyond the agricultural. Explained Coulter, Coulter,
and Patterson: A Tve &am the butset;vibad&ning, sot narcbwitgaWei do

not want our country boys to become merely efficient farmers who have learned to do certain
things that they make more dollars. We want them to be men who realize the larger applications

of the laws andprinciples they are following, men who see and discriminate, who grasp
situations, who think for themselves, and who have an abiding intereshémsiasm for their
professiong 6'°® In their conception, nature study provided an appropriate avenue to these
important student outcomes in that it moved beyond mere agricultural training to recognize both
community and personal relevance in the curri

reason.

182 Coulter, Coulter, and Pattersd?ractical Nature Study3.
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In Practical Naturestudy Coulter, Coulter, and Pattersattempted to predict and
forestall miseducative applications of nature study and, in doing so, reiterated a commitment to
the learner which they believed to be inherent in the approach. Critical of parents, school leaders,
and academics for their role imwarting effective practice, they offered an equally harsh
chall enge to teachers. Alt has been decried, c
study, fas a fad that wil/ die out, as -a thin
racking t'% meo dmall pare suchd critiques were the cause of teachers whose
applications of the approach had beercdhceived, or worse, whose motivations were less than
earnest. To correct this tendency, Coulter, Coulter, and Pattersyed# number of concise
recommendations for the nature study practitioner. In the first place, they insisted that
motivation, more than content understanding in the sciences or direct nature study training, was
of central importance. Noted Coulter, Coulte and Patter son: AThe mo:
successful teacher of natestdy is an enthusiasm for the work, and enthusiasm is one of the
most contagious things in the world. Moreover, the enthusiasm is not assumed, but real; the
outward expressions @af feeling that the work is important and delightful. Without this feeling,
the work becomes a task rather than an inspiration, and in such an atmospherstudyjure
c a n n ot The desire t0 succeed with nature study work was critical. Beyond motiyati
they urged nature study practitioners to avoid trivialities. For Coulter, Coulter, and Patterson,
assigning tasks simply to keep students busy was not consistent with the spirit of nature study.
But they were quick to distinguish between the triviadl @he commonplace, noting that the
|l atter was in fact quite admissible. They wr

teachers that the most important things to observe even about familiar objects are those things

184 Coulter, CoulterandPattersonPractical Nature Study30-31.
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most unusual t iencet Tiheefacpisutipat thedmost iempopamtrthings are the most
obvious, so obvious that is almost seems foolish to call attention to them. They are so common to
the experience of evervyone t ha%More bignificanditbannot s
the topic or subject under consideration, then, was the manner of consideration. Where the intent
was t o f m%A Cdultert Conlter, and Patterson called for a reorientation toward
observation, inquiry, and learning. Observation of the familiar wasleal starting point and

need not be complicated unnecessarily. Along similar lines, they drew a distinction in nature
study between student understanding of key terms and their knowledge of the principles and
objects representedmmdbhheocaeafagpear ® Coubéea, c
suggested, fAbetween o6t étmienyol ogryti nanedd : 6 kfnfo wi
explains nothing, and is merely a necessary evil and necessary only to specialists. To introduce
technical terminologyinto naturestudy is as much out of place as to introduce professional

t r ai HKPAfQpultér, Coulter, and Patterson had argued convincingly elsewhere, nature study

was more about building skills in observation and inquiry and less about creating proper
scientists, though the two were not altogether mutually exclusive. The concern was not that
technical terminology held no value, but rather that, in practice at least, formal understandings
potentially overwhel med t he hawalrenveandent. The o wi n ¢
forgoing excerpt was <clarifying: Anl't may be ¢
than the names we have given them. This is very true, but we can learn to ask intelligent
guestions, which is far more important in thwerk than being supplied simply the answers to

guestions. The method is more important than the matter. This is the attitude of mind that nature

186 Coulter, Coulter, and Pattersd®ractica Nature Study32.
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study should cultivate, rather than the idea that a name is tha kAt Aside from warning
practitioners othe dangers of terminology over understanding, Coulter, Coulter, and Patterson
cautioned against what they describettlms wunn
short, they argued, nature supplied its own interest and to create avenues, hdeetes diey

might be, to artificially secure interest in nature study was to be avoided. Coulter, Coulter, and
Patterson described such mechlledmtsrestidh exsrcisesi We s
which consist of the exhibition of a flower or evebied and the quotations of poetry about it.

This may be a charming way of making literature more realistic, but it does not hold relationship
withthe naturs t udy her'8They mé it ibhnued the cri-tique
cal | ed 0 ntarites in this dtraokpheres They weave their nature fancies with great skill,

and their writings are very seductive. We acknowledge and enjoy their charm, but when they
pose as interpreters of nat'FAgain forfCeute @oulter, t 0 b e
and Patterson, it was the local natural environment of the learner which provided all of the
interest and fascination needed.

While Coulter, Coulter, and Patterson insisted that teachers should orient nature study
around inquiry, a feature wdh nearly guaranteed multiple trials, mistakes, and the like, they
warned practitioners against carelessness in the process of drawing inferences. This was true for
teachers and students alike. In large part, Coulter, Coulter, and Patterson drew tha& point
caution from the belief that observations should be accurate and not offered haphazardly. They
called for inferencenaking by students and teachers, but urged that conclusions were to be

empirically based, not simply stories attempting to explain piaigncomplicated relationships

10 Coulter, CoulterandPattersonPractical Nature Study34.
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i n nat ur e. The foll owing passage was i1 ust
overemphasized. Such instances come up in nearly every lesson, and the continuous attribution

of design as behind and precedent to tletsfabserved will form a fundamentally misleading

habit of thought. The teacher, therefore, must be content to observe, to explain what is evident ,

to |l eave most things wunexpl ained, to ask que:

that all thi;ps are understood woul d'

KCeulter, Goalterwamd s t p C
Patterson saw uncertainty as inherent in nature study and science more generally. While the
ultimate purpose might have been to reduce those uncertainties in some way, thersducat
process of doing so was not to be regarded as a casual one by teachers or their students. With
effective and appropriate observational habits in mind, they identified yet another danger in
delivery of nature study,t awh'TicghordtCowter, Couktef,er r e d
and Patterson cautioned teachers against promoting emotional connections to nature over and
beyond intellectual ones. As they phrased it
feeling as a state of mind thatngpels observation, that is interested in the meanings of things,

that is cautious in drawing conclusions, that is making continual progress. Sentimentality may
degenerate into mawkishness, a kind of dreamy, unreal association of ideas that is inefiéctive a
ment al | y Y Ceuttev, ouiten, gindOPatterson insisted that sentimental, emotional
connections to nature were not inherently weakening and, in fact, that such attributes did hold
value in the development of young learners. Potential benetigthstanding, they sought to

prevent emotionality from becoming the sole motivation underlying student work in nature

study.

izg Coulter, CoulterandPattersonPractical Nature Study38.
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Above all, and in addition to each of the potential pitfalls indicated, Coulter, Coulter, and
Patterson reminded practitionersathnature study was not about books or authoritative
conceptions of the natural world. Though they called for a generalized respect toward those
figures whose experiences lent wisdom, they also warned against leaning too heavily upon the
experiences of o#drs. Nature study called for doing and experiencing, not mimicking. Coulter,
Coulter, and Patterson described the concern
to know should be enforced strongly at every stage of education, but this atoe®an the
suppression of all initiative, the possession of only se¢tamil opinions. It is not difficult to
perceive that ordinary school methods enforce intellectual dependence upon many teachers as
well as pupils. Leaning upon authority is a deadlgifhyaasily acquired and broken with great
di f f i kot them, nature study involved personal development of reasoning skills as much
as anything. Ovedependence on the experience represented in texts and figures could only
thwart the efficacy of thexercise. Coulter, Coulter, and Patterson offered the same measured
acceptance for course outlines, which they believed deserved only the most conservative usage.
And further, without denying the value of collaborative work in nature study altogether, they
understood that inquiries into the natural world were often most educative when independently
arranged. Whole class observation often deviated from the larger purpose of creating
environments in which the learner could develop his or her own skills doiis & reasoning.
They wrote: ARnGener al exercises are often cond
class, different things about it pointed out and named, and an occasional question asked. Under
these conditions the pupils fall into four cgteies: those who do not listen, those who do not

observe, those who do not answer, and few eager ones who do all the listening, observing, and

7 Coulter, CoulterandPattersonPractical Nature Study40.
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a n s we T%Far Gaulter, Coulter, and Patterson, the goal was not to thwart group activity, but
rather to promte and to ensure student responsibility and responsiveness. The participation of all
students in investigation was critical to the entire endeavor. At times, this might be facilitated
through collaborative work, if not wholdass observations. They indied further that
AAl t hough i ndividual work i s spoken of I n cC
necessarily mean each pupil working alone. In fact, it is often a great advantage to break the
class up into groups of two or three in the conduai sfs er vat i ons A Naturee xper i
study was less concerned with who was working together than it was with ensuring that every
|l earner was working toward developing the carg
working al one fitmnatyhdy canmel edesd, i‘fexact, or ev
And finally, in addition to other general recommendations, Coulter, Coulter, and
Patterson reminded novice nature study practitioners to promote the comparison of results that
students derived from thenbservations. In pragmatic fashion, they recommended the testing of
conclusions reached and in drawing comparisons, they reasoned, the greater utility of nature
study as an approach to teaching and learning was evident. The following excerpt was
illustrativ e : AWhen differences in the results of o]
subsequent exercise, there is more toleration shown, the tone of discussion or dispute is not so
confident, and the appeal to reexamination is more immediate. To rectigmifact that other
people may be right even though they seem to

way to the attainment of the scientific spirit, which is more important in education ten thousand
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mer e f act 3% Imthe sgirt of Eaiter,eCoulter, and Patterson, nature study promoted
not mere observation, but a process of investigation that was purposeful and ongoing.

In addition to an experience curriculuRractical NatureStudyassumed what observers
would reasonably regard as child-centered approach, one that recognized the unique
developmental needs of young students. Coulter, Coulter, and Patterson understood the young
learner to be wholly distinct from the adult and, consequently, this understanding informed much
oftherapr oach to nature study. AChildren | ive in
that we may act intelligently in arranging a course in nagtwdy for children we catch at least a
gli mpse of the worl d {*Wwitwhat i rhid, tCbuttey, Cdultey @d and r
Patterson called for a nature study plan that took into consideration the developmental aspects of
children, recognizing that each individual h &
not ed, Nt o decd the ahildramhta becomeethar i¢ s itor form any accurate
conception of what the children really are at any period in their school life, and what nature
study has to offer that fits their ®hMdoagds at
those deelopmental lines, Coulter, Coulter, and Patterson reasoned that nature study provided,
among other opportunities, the potential to unite home life and school life in the classroom. To
divide the two created challenges for the learner, whose experiemegsnsisted, emphasized
home and family primarily. ARé[ Wl e have an ex¢
the home life and the school life in close touch with each other and thus prevent forming the gap
t hat so o f® Brom tlexhomsarientéd perspective that Coulter, Coulter, and

Patterson believed to represent the chil dbés e
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were to move gradually outward. They expl ai ne
the world becomes brdar. They begin to see interrelations and interdependence among objects

in the nature world. They see themselves as part of this living, working universe. As a result new
relations are established between t helfeofand t h
the community as w&é¥ Hom ahs familp to théd eomrhuaity)iCbujter, é o
Coul ter, and Patterson predicted a general ex
reflected in an articulated nature study curriculum. Intaddon t o t he br oadeni ng
world outward from the home and family, they anticipated a deepening sophistication and
complexity in learning as well. What readers found in Coulter, Coulter, and Patterson was a
representation of nature study whicaitlined in considerable detail the experiential, child
centered, and inquirgased character of the approach. From their recommendations for teacher
training to their cautionary advice for practitioners, they consistently situated the nature of the
learrer in close proximity to the educational utility believed to exist in nature study. Coulter,
Coulter, and Patterson seemed to arrive at an advocacy for nature study through a pragmatic
understanding of the | earnerds needs.

Charles B. Scott. Not unlike Coul er , Coul ter, and Patters:
agricul tural training anMaturesutdyuancthesChildvdnyto Char |
considerable lengths to address the centrality of the learner. In short, for Scott, nature study dealt
with the fird-hand investigation of the natural world. With regard to the selection of materials in
nature study, Scott recommended almost deceptively straightforward approach where he called
for teachers to base instructional choices on both their own and theindtusled i nt er est s

first pl ace, he suggested that the teacher 6s

185 Coulter, CoulterandPattersonPractical Nature Study78.
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starting points for the iIinitial work of natur
Aithey will be morteheapni ntdes aviakiehneiir®Butuhisi | s a
recommendation only served to set in place a foundation for further nature study work. As
practitioners developed an approach to nature
become thggui de . Scott offered the following expl:
work will find it wise to study and be largely guided by the interest of the children. If some child

has a pet squirrel in which he and his playmates are interested, habergnt to school, and

let the children watch it for a few days, studying its habits, the use of its different parts, and the

way in which they are fitted for the work they have to do. Their interest in the squirrel thus
aroused, ét he s qtatingproeilntmafyorbea tsheer ises™® @He | essc
studentds own experiences as a gui de, Scott
interest the pupils in the material selected, then, in general, that was not the best material for
thoseppi'fPBepond the studentés interest, he al so
the motivations of parents. Ever aware of the innovative character of nature study, Scott, as did

his contemporaries, seemed to sense the necessity of parental .slippdidllowing passage

was indicative of j ust such a sentiment: it
particularly in beginning work in natwstudy, the interests and ideas of the parents. Nature

study is, unfortunately, new in most sclmoand, like all new things, will meet with much
opposition and criticism. A wise teacher can very often disarm the critic by a proper selection of
materi al ®fSocrotdt vadsys.ubomed, of course, that pare

would oftenstem from localized contexts and concerns. To state it another way, he reasoned that

1% Charles B. ScotNature Study and the Chil@oston: D.C. Heath and Company, 191297.
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local contexts would inform parental interests and motivations for the curriculum and

met hodol ogy in a significant way. Tufeuringl | ustr
town, comparatively few parents will object to having their children study about machinery or

i r on, éIl-mining region,ahle study in the school of coal and its formation and mining and
transportation, may be welcomed by the stanclsegth e | i ever i n the three |
the study of corn or wheat or oats, of frirgges, or of plant food and soil, or of insects, may not

be regarded as a v éfWwith theimegest ofsudentsi andrithe guppoit af n . 0
parents securedscott reasoned that nature study topics could grow outward from an initial
curricular focus that was highly localized and familiar. But while Scott suggested a gradual
outward movement was possible with time, in his plan for nature study he did not reedmm

the removal of the familiar from the curriculum. In fact, though he opened the possibilities for

the expansion of the nature study curriculum, he frequently reminded readers of the value of
everyday phenomena and objects in nature. Explained Scott:

Remembering that all work with children must be based on spesmeption,
apperception, and interest, too much emphasis cannot be placed on the importance of
selecting for study material which each pupil can see or hear or feel and can study for
himself, whth is closely related to the evedgy life of the boys and girls, and in which
they are or can be interestedée

It seems scarcely to add that that is best for study which is most common and
familiar we are somewhat prone to think that we must go to diséaois to find
wonderful and curious things. Natuestudy should, first of all, show the children the

wonders at their doorstep, the treasures and beauties on which they have been treading
for yearst®

To be sure, Scott encouraged a broadening of the wlummcbeyond the immediate vicinity of
the school; his nature study curriculum was not a narrow one. At the same time, and as illustrated
through the extended excerpt above, he always held certain affections for those things in nature

perceived by most obseers to be commonplace. All of this, one might argue, stemmed from the

190 scott,Nature Study and the Chjl@99.
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underlying motivation in Scottods nature study
appreciation for inquiry. As much as its purpose was to build foundations for lateresaiork,
nature study was to encourage a spirit of investigation and an appreciation for the natural world
everywhere including, I f not with speci al I nt
At first they will think they must go or send miles for whatytleant. Later they
will find just as good or better material in the trees under which they have walked for
years, along the streets, in the back yards about the school. Even in great cities they will
discover leaves and insects and stones in sorts ospladee f or e overl ookedé
In general, that is best for study in any locality, other things being equal, which is
most common, with which the children are most familiar. This is easiest to obtain. What
i's most i mportant, I t i swilbtreerelty bd ledto seefthat ¢ hi |

school is everywhere. At the same time they will learn the importance of that which is
near &5t , é

For Scott, then, familiarity and the immediate local environment always found great relevance in

the study of nature. Withéguestion, another significant component of his conception of nature

study was built around firdtand experience with the natur al
books, not mer e rlestadnSgott ooncludled that thenappmogch éhould be
regarded as A a per sonal i nvestigatione wher
i nvest i gat'¥ Lise othefs, Scattuntehded nature study to address the needs of
individuals over classrans o f student s. Nature study, he w
child, and aims to dev e9mopScataacchmplshirigkuth agdask an i
meant that teachers and students had td ask t
the past, o he | amented, @ h%Withdutdenyingtthe valudair gel y
factual knowledge, Scott urged readers to consider the notion that the development of the learner

went well beyond the reading and memorization of books. Heexffthe following clarification:

1925cott,Nature Study and th@hild, 314.
193 pid., 100.

194 pid., 101.

19 |bid., 104105.
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Ae] Olur teachers and | earning that knowl edge.
education, is exceedingly low, narrow, and unsatisfactory. No matter how clear or how well

fixed in the mind the knowledge may bege are learning that knowledge of our physical
environment, or of anything else, is not necessarily power. We need more than knowledge, or
more than this '¥Whmtnatoré stulynneedddeod peehaps schooling more
generally, he added, was aegter attention to the development of the reasoning powers of
students. And, as noted, Scott called on teachers to work toward the development of each child
individually, particularly with regaPdhet o wha
passge bel ow was illustrative of the i1ideal: A
importance of a higher aim, and are insisting on personal, individual investigation, as opposed to
mere bookwork, as a means of developing the powers of the pupglsiirig them to see and
think and exp'?¥ Blaresthan boeks erdormalized .fields of knowledge, nature

study under Scott was an approach designed to guide students through an investigation of the
natural world around them in such away astoedevop t he studentdés capac
inquire.

Yet nature study was not a pedagogical panacea for Scott, far from an appropriate
substitute for a hol i st i-studgis not alsafiicient. m has itke e x p |
limitations. Naturestudy, or science, does not contain within itself the possibility of a complete
or well-rounded elementary education. Harm may be done to the cause of education, and the
progress of naturstudy may be retarded, by emphasizing it too strongly at the sxmérother

studi es e qu@IWhile Séotngautionedapnattitioders against the overemphasis on

197 Scott,Nature Study and the Chjld05106.
198 pid., 107.

199 pid., 107108.
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nature, he believed, nonetheless, that the uninhibited study of the natural world was perhaps the
best first step in what would ultimately become aabtber i nvesti gation of ma
as an intellectual being, o he Y Agpim bosvever, fido e s
not withstanding Scottds call for the i1introduc
appropriate, the cose of study had to move beyond nature alone and into a broader
consideration of the arts, the social world, and the like. Scott discussed the transition away from
i nvestigations of nature thus: AAt fputtirgt t he
al | emphasis on personal observation, élater,
the discoveries man has made, the way in which he has grouped natural objects and phenomena,
l eading to systematic sci engeagraghy and histoo/rthee | at i
thoughts which nature has inspir &dNaiurestumy her m
alone, however powerful an educational approach it might have been, was not, for Scott at least,
sufficient to bring about the figlst and most complete development of the learner. A
consideration of method was crucial.

A further i ndication of Scottds commit men
experience curriculum was an effort to outline principles for learning. In thepfase, nature
study under Scott necessarily followed methods in practice that allowed for direct sensory
experience. ABy what -pver enayt ican | o the déxawl difne

child must originally gain his ideas through his send&sScott added:

Teachers have |l earned to depend on books.
t he most common gquestions has been, A Wher e
about I t ? 0 giventodheiepugls, ihsteadeof leadjnthe pupils toget for

themselves. In natwgtudy the first great struggle of teachers will be at this peittt,
overcome the habits so firmly fixed; to allow the younger pupils, and encourage and

21 geott,Nature Study and the Childi39.
2921pjid., 140.
%3 pid., 150.
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compel the older pupils, to use and depend on theirsemses, to really base their work
on sens@erceptiorr™*

Overly symbolic, formalized learning, by contrast, was, for Scott, inappropriate for young
learners and antithetical to effective nature study. As important as was experience through the
senses iniB nature study methodology was the connection of new observations and inquires into
ideas, knowledge, and understanding previously held by the student. Again, Scott offered
recommendations based upon what he perceived to be laws of learning and deuelopmen
young people. More specifically, he revealed that teachers considering appropriate practice must
engage in a consideration of wf 8dott defmed the r me d
principle in the foll owi ngnergressioa for.the fadt thathd aw o
mind receives and retains those ideas which are or can be related to what is already in the mind,
and, further, that it changes what it thus retains, connects it with, and makes it like, what the

mi nd h a ¢°Heevénon te indicate the manner in which apperception formed much of

his overall approach to nature study. Perhaps most significantly, Scott linked student motivation
and interest to apperception. I n his words:
interested in that which appeals to him; that is, in that which can be related to something already

in him. This is the reason why children are so much more interested in life and action than in
mere form an’d Acsompaniedtby a earieéydof ath considerations, of which

i magination was but one exampl e, appercepti o
nature study. In many ways, connecting new experiences to old drove the entire process of

investigating the natural world. Again, as waset of many contemporary advocates of nature

204 g5cott,Nature Studyand the Chilgd151.

2% pid., 152.

208 comstock,Handbook 152; Similarconcerns can be traced to Hathend other early educational scholars. See
Chapter 2.
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study, Scott drew explicit connections between the lived experiences of the learner and the
power of firsthand experiences in the process of arranging productive educational reforms. But
beyond the value thahé¢ relatively atypical reform offered to students, a number of proponents
positioned nature study as an elixir for practitioners as well.

Anna Comstock.C o ms t élanébook of Naturstudyrepresented further the appeal
of the nature study approach to teiag and learning in the sciences. A collection of practical
nature study lessons, the illustrated handbook also included a rationale for the method itself. For
Comstock, the larger educational purposes of the approach were rather clearly defined; that is,
nature study was a means by which students might develop their skills in observation and
ulti mately come to know more about the-natur a
study teacher, 0 she wrot e, A s hobagdurdte dbservatian c u |l t
and to build up wi t?H Asnindicatec im the lines calboves Comstatk n g . 0
enjoyed much company in this regard. Yet the student was not the only beneficiary, as she cited
valuable rewards for the nature study pract@ioas well. For the teacher, nature study offered
new vigor, a departure from the routine of t

had conversations with hundreds of teachers in the public schools of New York concerning the

introduction of natrest udy 1 nto the curricul um, and most
time for it. Every moment is full?@®BawiedTher e
continued with the following hopeful promise:

naure-study in the schoolroom is not a trouble; it is a sweet, fresh breath of air blown across the
heat of radiators and the noisome odor of arexvded small humanity. She who opens her eyes

and heart nature/ard even once a week, finds natgtady in he schoolroom a delight and an

208 comstockHandbook 1.
209pid., 2.
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abi di rf'fAng theybensfits to the teacher were greater still. In addition to its powers as an

Ael i xi r “adsheypbrasedht, nature study offered a solution to the perennial question of
classroom dhsoif pltihree.nafugibhde i ness in school , 0 (
chil dés | ack of interest in his work, augment
t o si t*?dnhereetly aciive and interesting, nature study offered teachersaassish

both areas. I n Comstockds nature study, Sstude
punitive disciplinary measures. In company with student learning, Comstock attached great
reward to the innovative practice.

Summary. Across the nature study literature of the late nineteenth and early twentieth
centuries, one found a pronounced emphasis on the nature of the learner, a feature of the
approach difficult to overlook or discount. At every turn, proponents seemed to share a
awareness that the lived experiences of the student were highly significant with regard to
continued student | ear ni nNatureSiudpandgthe Childfferada s n o't
particular clarity where he illustrated his conception of the m®oé approaching new learning
through understandings previously existing. And experience held still deeper meaning within
nature study; that is, nature study advocates shared wide agreement on the significanee of first
hand observation. Together, advoesatesisted, the lived experiences of the learner and the
commitment to firshand observation created a nature study curriculum and methodology
whereby local contexts, that of the home, school, and community, offered potentially rich

opportunities for thedevelopment of student reasoning capacities. Combined with the local

emphasis of the approach, nature studyds emp
219 comstock Handbook,3.

2 pid,

“21pid., 4.
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position the movement as a rather obvious historical antecedent of moderrbgdade
pedagogy.
Nature Study & the Community

Nature study promised much as a reform measure with regard to classroom practice and
student learning. Proponents, however, were also very much in tune with the larger social
purposes of the school and education more genekadlyin Armitage, in his recent historical
appraisal exploring the relationship between nature study and the American conservation ethic,
did much to highlight the connections between the approach and some of the larger social goals
the movement sought to @émwss. To clarify, nature study authors often went well beyond
arguments to demonstrate the potential of the approach to provide more educative experiences
for young people. In addition to those important functions, advocates also hoped to address the
heat h of the community of which the school was
connection to a budding conservation ethos in the final decade of the nineteenth century was not
insignificant and restructuring the relationship between studants the natural environment
was a goal shared across many nature study writers. In a more general way, however, and
without minimizing the significance of an educational program partially geared toward
environmental stewardship, nature study advocatesteisi®ed to share a belief in the power of
the approach to develop stronger connections between the individual, the school, and the
community. In that the reform movement fostered such bonds and the capacity of the learner to
contribute in meaningful way® tthe community, nature study arguably served functions as a
form of citizenship education.

W. H. Hershman. With regard to the larger social purposes of nature study, Hershman

represented an early illustration where he suggested that the overriding mfrpaseducation
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was féto enable [the ?®t Cekantr]alt oolfi coucsmp! &t
mi nd, was nature study. He wrote: AWhatever
naturestudy when compared with the educational valfesther studies, or whatever may be

said in reference to its relation or correlation with them, it cannot be denied that it has great
educational value as a factor Ckarly HMeashmhe vel op
moved beyond content learningdaeven reasoning prowess to outline the potential role of

nature study in the character development of young people. In part, his rationale for nature study
centered upon the notion that the learner should become aware of his or her suysourite
folowi ng passage was <clarifying: Ané[] S] o with ¢t
ideal. He is in the world to learn his place in nature that he may adapt himself to his
surroundings. He touches nature. He is nature himself and all his acts are Tiaufiest few

years of life are spent in exploring nature. He finds systems and plans in nature and his thoughts
go out in search of the &%lekistconSeption mamre stidg e r  a
paralleled the natural thought processes of thégathat is, the investigation of nature afforded
opportunities for students to come to understand the world around them in an intimate way.
Hershman felt this tendency to be a natural one, but he went further to highlight the spiritual
significance ofhe appr oach. For Her shman, as evidenc
Systemat i z e r?®essendtal D emmiaaendevelppiment was the deep appreciation for
life. An awareness of a un? inis wofds, waslaottahi ngs,

understanding to be attained, critical perhaps to complete living. He explained:

#3HershmanManual of Nature Stugyii.
214 bid.

5 pid., ix.

18 |pid.
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When the child is led to see that life grows out of contrast, and that beauty is found in

unified variety, that all nature is formed upon one common plan, and thartteespirit

pervades all, he and nature will be blended into one, in which unity they will ever walk,

each contributing to the support of the ot

Nature flows into the childds I|ife, ele

in turn, thus strenbened, contributes to the life of nature and lifts it into grander beauty.

Can such experience fail to prepare the child for complete Ii#/fg?
In addition to any subje@rea knowledge that a nature study approach might afford the learner,
asignificantpart of Her shmandés rationale for the app
deeper appreciation, if not a stewardship, for the natural environment was an expected outcome,
inextricable from his larger purpose toward the construction of charaater.ttfe potential
connection stretched beyond the use of the local alone and into what might be regarded as an
ethic of conservation. Though faint, Her s hman
installation of certain appreciations, not only nirlg, but of the natural world as well. With
regard to nature study advocates, Hershman was not alone in seeking purposes beyond the
classroom.

Clifton E. Hodge. Hodge, too, sought to identify connections between nature study and
what might be regardeds aommunity or social improvement. In his discussions of the school
garden, he identified the dual functions of the popular learning tool, both an outdoor laboratory
and a practice ground for the improvement of the home garden. The two were, of course,
conmplimentary. The school garden offered opportunities to observe the web of relationships that
existed in nature, an extension of content understanding. Ultimately, however, knowledge of
such relationships, he insisted, contributed to wiser horticulturadtipealocally. Hodge
illustrated both the problem and possibilities:

But at present people do not even know the names of the insects and fungi that are doing

the most harm in their own back yards, and scarcely one in a hundred has any conception
of the thngs that are doing the most good. How can we lay the necessary foundation of

%8 HershmanManual of Nature Studyx.
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common knowledge of these forces in nature except through our system of universal
education?

When a beginning is made, some of our greatest difficulties become most
fascinating tudies. For example, as soon as we realize that codling moths have ruined all
the apples on our trees, and during the winter are hiding under the scales of the bark on
their trunks, it is with a thrill of delight that we see a downy woodpecker industriousl
pecking into one scale after the other an
thousand other things®

The school held a fundamental responsibility in the process of developing in young people
understandings about the local, natural world. Amothgrs, the school garden was a starting

place, a place where students might be brought into contact with the surrounding natural world
and its ecological workings. AThe garden thus
a chil do s itselfdhutcttee tgread ecentar, the heart of vitalizing influences and interests
that radiate i n rf8Yeuagan, more thaneeperigntial éngagecent amca o
greater affection for the natural environment, he saw potential connectionsgtegs locally

and in the home. I n some instances, I mprovem
should like to see the natuséudy course give to all boys and girls the knowledge and the power

to surround their hands with the most useful andubfil plants available, and actually to
produce their living by rearing pl afftFomor ani
there, Hodge went on to highlight what was perhaps the most fundamental role of the nature
study approach, the connextn bet ween school and the home.
paramount value to be aimed at is fcdffaForacter ,
him, nature study held the possibility for ethical, social, and spiritual development. In his mind, a
greater appreciation for the natural world and its workings would ultimately translate into a more

socially conscious individual, not to mention one more capable of promoting positive social

9 Hodge,Nature Study and Lifel23124.
220 bid., 124.
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change. The foll owi ng pass agtkegwea matrix Withwlsichr at i v
we are to create, and to go through life with no attempt to gain knowledge of it, with no effort to

learn its possibilities, is dell, dead atheism. The child that puts forth creative effort to make the
world better, the childhat plants a seed or cares for the life of an animal, is working hand in

hand with nature and the Creator, and what higher religious development can we desire that that
he become the 6r ef? wihtsembetimesnseang spidtfal o@aote?, ohd

argued that nature study was to serve a myriad of functions as a social reform initiative. Through
garden studies, and nature study more broadly, Hodge sought to engage with and improve the
local community through the endeavors of the school.

Liberty Hyd e Bailey.Not altogether unconnected from his larger critique of schooling,
Bailey, too, found social purposes in the development and practice of nature study. And his
purposes extended beyond efforts to dhgswel op i
surrounding local ecologies. Beyond those important goals, Bailey shared with other
contemporary proponents the belief that nature study offered promise for the development of
what might be regarded as an ethic of conservation and sustaindihitypassage below was
revealing:

There is a large public and social result of simple and direct teaching of common things.

It explains the relations between man and his environment. It establishes a new sense of

our dependence on the natural resourcet@etrth, and leads us not to abuse or waste

our resources. It develops a public intelligence on these matters, and it ought to influence
community conduct. All teaching that is direct, native and understandable should greatly

influence the bearing of thadividual toward his conditions and his fellows, awaken his
moral nature, and teach him something of the art of living in the &orld.

Il n some sense, nature study wunder Baileybs di

of a more intelligent ahinformed appreciation of the connections that might exist between the

22 Hodge,Nature Study andife, 31.
224 Bailey, The Nature Study Ide&7.
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natural environment and human societies, implying perhaps a consideration of conservation
principles. It is not clear, however, that he called for direct instruction on such maitséesd|
Bailey sensed that nature study, by linking the school, life, and the local natural environment,
mi g ht causally, but effectively,sympambyeo mb
concl uded, Amust come as aandsutdyof definite ebje€teacd o f
phenorffna. 0

Like Hodge, Bailey illustrated his understanding of the connection between nature study
and the community through the context of the organization of the school garden. Bailey advised
proponents to pitch the garden idea to school constituents as a sound toeard the
i mprovement and beautification of the school
grounds should be a matter of neighborhood pr
the things that ar e t hen oy bompsl aeednet.fit adeattractive a s h

children to live in; but who cares if at tsehool the fence is tumblowné ¢?2°

Of course,
Bailey assumed that the neighborhood naturall
appearance being but onengponent of overall quality. From his descriptions, Bailey clearly
regarded the school garden as an avenue through which nature study became at least partially a
community affair. Among the first things to
cosci 6°U&r.,6 as he reiterated el sewhere: fAThere
community who is ready to take the lead in such movements as this. Much of the value of

improving the schoey r ound | i es in its ?&Inedditontomvolarfy publ i

the community and simultaneously drawing on them as school resources, Bailey recognized that

??Bailey, The Nature Study Ide&4.
228 pid., 84.
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the collective effort to improve the school grounds might also stir up the interests of students for

the second stage of garden work and iteally educational functions. Beyond community
engagement at the local level, Bailey also linked nature study to the health of American
democracy generally. In his 1915 address to members of the Mt Society, Bailey

outlined his understanding thath e fAspi ri t o%°thaught te betan dutgrewthioh q ui r
nature study was, in fact, an important tool in the maintenance and improvement of democratic

i ving. With the Great War in the background,
deals, no combinations, no conspiracy, no combinations, no favor, no courtesy, no high opinion.
Whether there will be an eclipse does not depend on discussion nor even on agreements or any
number of persons. Whether a species migrates in twos or in tessndb depend on what
somebody fibelieves. 0 Whether the summer i s we
will of the KYFor@aileyracdmmigmerk @ enspiicism tvas preferable to blind
adherence to political wills or opinions. Evé ual | vy, he i magined, such
will express it s &)YetBaley wasmotia naive kelievepaf wuthtandcire . 0
fact, expressed an understanding of some of t
isnott o be desired that there shall be an end t
ought to know that we cannot solve out questions by unscientific polemics, however much we
may settle thenf?frnrBaihleey d snep @ dimasrestudyénav i e w,
democratic society served a clear and definite purpose. While nature study held definite
connections to a science education, oftentimes viewed as an eleriemghrprimer for

scientific study, the approach also served the functiaitiaenship education. The commitment

2Bajil ey, fShier iStti iem cEe Maareliuy Reveyw?, no. 1 (January 1916):
20 hid.

*1pid., 3.
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to inquiry, a feature inextricable from nature study, suited students as much to their roles as
citizens as it did to the investigation of the natural world. From the conservation ethic to the
engagementofthecommu ty i n the school garden to the al
nature study created a fibond of ¢&tmamgriadof on be
ways.

Frederick L. Holtz. Like Bailey and others, Holtz, too, valued the aesthetic and ethical
dimensions he believed the approach to foster. All scientific, stéjeatlearning aside, Holtz
argued that interacting with nature and thinking about the surrounding environment would
ulti mately promote happiness and a |l ove for |
music, 0 he remarked, fAjust so is it right for
them so that we may enj &Formaoltz, the fatwrhl lerwirommerd i nt ¢
was more than merely a collection of resources for human use. Similarly, the study of nature was
to become more than just the learning of factual knowledge. In addition to refining skills in
inquisitiveness, Holtz askethat students come to recognize nature as an important and
inspirational source in the arts and in the
scul fPure. o

In addition to developing aesthetic tastes, Holtz believed that efforts to move students and
nature closer together would do much to instill an ethical stance, or perhaps a sense of
stewardship, towards the natural world, though he never used such precise terminology. Rather
than cruelty or carelessness, the relationship between youth and natudeb&come, through

nature study, moral and thoughtful. Holtz wrote:

23 Holtz, Nature Study 89.
24 pid., 14.
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€ [ B]lJ]ut one of 't he be-studyis dadympgthy aridhoeeyforthee t f r
lower animals. The care for pets is good nagitgly and also good for moral training,

for it teaches us to consider the wants of these animals. Children, however, should be
taught to be kind also to the birds, the squirrels, frogs and toads, instead of cruel as they

so often are. They should be taught to recognize the right of all harmless crealwees

They should be made to feel that we and the animals afé°kin.

Holtz went on to cite the benefits of growing plants in the development of ethical sensibilities in

youth as well. Going further still, he suggested that nature study generally worlgash

i gnorance, Itself a form of i mmorality in his
another very important moral aspect. Ignorance is a kind of immorality, especially where people
ought to, or could, have known better. Through ignoeaand, perhaps, absolute disregard for
simple natural | aws t he r® ForHokzuthet gensral,cahtiméso s s a
romantic, connection to better living seemed to be the projected outcome of nature study.
Sanitation, intelligent farming ¢é&niques, and the wise use of natural resources were all affected.

But another way, Holtz believed that nature study created more thoughtful, purposeful
individuals, thereby reducing all manner of inefficiency and waste. Yet beyond those
sensibilities, hattached to nature study the potential for a sort of spiritual uplift. In the process

of interacting with the natural world, growing to appreciate life, and moving out of ignorance

and into intelligent living, Holtz believed that a new, more spiritualgestsve would ultimately

devel op. He expl ained: AThe study of the wonc
for their existence and functions, and the remarkable progressive tendency of all organic life, and

the unity that prevails in it creatdmiration in the beholder and tend to his spiritual uplifting.

He feels a greater reverence for the wonderful universe and its mysterious forces. He is

compelled to think of the Why and Wherefore of it all, and he must think of the Great First

238 Holtz, Nature Study 18.
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C a u $*®All interrelated, Holtz found spiritual, aesthetic, and ethical value in the practice of
nature study. As implied through the discussion above, he was not alone among contemporary
nature study advocates.

Charles B. Scott.Whereas an appeal to develop ititellectual powers of young learners
beyond the memorization of factual disciplinary knowledge was arguably a departure from the
traditional program in education, science education in particular, Scott had in mind higher ideals
still. In short, Scott insted that nature study should move beyond even the lofty educational
goal of producing thoughtful students committed to reasoned inquiry to produce a class of young
peopl e fs% moptleetnhteal envitonment. This sympathy with nature, he argued,
sesved to enhance further the childds capacity
ANoO; Il nterest, power , k nowl etddy. receding these, aldng t h e
with these, more important than these, must come the cultivatithe afympathies of the child.
ALove is fulfilling of the PP4As88&uggedied elsewhere,nal | y
this extension of nature study teaching and learning represented what modern observers might
label as a type of conservatiamndededucational aim. To clarify, Scott seemed to attach to
nature study something beyond the aim of a science education alone. He expected students to
develop an appreciation for the nature world and to become agents of protection. To this end,
Scott was exjtit:

We shall find that we shall develop in the hearts of the children a sympathy with
the world of nature in proportion as we lead them to care for or work for nature. We are
apt to love best that for which we do the most, not merely, as is often assbhaidcbm

which we receive the most. So keeping in view the cultivation of a sympathy and love of
nature, we will give our children and pupi

28 Holtz, Nature Study 20.
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Equally essential for the cultivation of sympathy with and love for nature is a
understanding of what we receive from nature, an appreciation of what nature gives to
and does for u§'*

Similarly, he suggested that nature study might develop in students an enhanced awareness for
the beauty of nature. An aesthetic appreciation fomgtaral world only served to further the
spirit of stewardship in the student of nature study. A deeper ethical sensibility was the ultimate
out come. Scott not ed: AAl ong with this appre
there not come to éhchildren a better understanding and better performance of that they owe
their surroundings? Will they not be more careful of flower and bird or tree? And will not their
et hical nature, their apprecft*Rrioom tdrsedutScoc
motivations for nature study instruction assumed a clearly spiritual tone. Beginning with a shift
away from traditional bockearning and into a form of study designed to encourage inquiry and
thoughtful observation, his brand of nature study ultimatglgroached not only ethical, but
spiritual ai ms. I n Scottds conception, t he s
steward of nature, but, in fact, an in®pired
Taken as a whole, these multiplerposes, he believed, best adapted students to their community
and the world at large.

Anna Comstock. Like other advocates, Comstock suffered no loss of words with regard
to the educational outcomes of nature study; the approach offered much to students,
practitioners, and, perhaps society at large. From knowledge of the natural world to the
i maginati on, educational out comes i n Comsto
insignificantly, she seemed to hold the potential for the development, again, of wii@tnmo

observers might term a conservation ethic in particularly high regard. The following passage was

241 geott,Nature Study and the Child.
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indicative of such a s en tstudygivas the ¢chiBluatsensenob r et
companionship with life out of doors and an abiding love afure. Let this latter be the
teacherdés criterion f or-stydwad gugimt Joeshnotsnake the childr wo
love nature and the owff-doors, then it should cease. Let us not inflict permanent injury on the
child by turning him away &6 m nat ur e i ns%‘dm ddditionf to aestheticr d . 0
appreciations for nature and the devel opment
sought to instill an ethical and wise relationship with the natural world.
Chapter Summary

This chapter haswestigated the American nature study movement from the early 1870s
through the first decades of the twentieth century. A reflection of a larger Progressive Era, nature
study was backgrounded by several interrelated sociopolitical developments. Natwyre stud
provided a spiritual outlet for some as it offered a hopeful avenue for the installation of aesthetic
appreciations and perhaps a renewed sense for the enjoyment of living in the context of the
uncertainty that industrial change sometimes stimulatedehtotly unrelated, nature study was
also attached to a growing ethic of conservation and sustainability across the nation. And finally,
the nature study movement represented a reflection of a new scientific spirit in America.

The foregoing discussion $iadentified in nature study a powerful historical precedent
for modern placdased educational theory and practice. Though in various expressions and
combinations from one writer, pedagogue, or theorist to the next, nature study initiatives
demonstratedaound commi t ment to | ocal study. From
not bookso to Baileyds suggestion that At he
localized character of nature study could not be overlooked. In each and everyrewitheed

in this chapter, from the early work of Straight and Jackman through the subsequent

244 comstockHandbook 1.
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contributions of Holtz, Hodge, Hershman, or Comstock, the unique contexts surrounding the
school and neighborhood were viewed as important educational resources.

Beyond the local, the introduction of nature study in the American school threatened to
reorient to some degree the relationship between the school and the learner. The unique needs
and experiences of the student were at the center of nature study refermesnphasis on
experience through tools such as the school garden, the field excursion, and school specimen
collections, offered opportunities for student inquiry. This pedagogical shift represented a
general appeal toward the rearrangement of the dtbelecher relationship, one in which the
|l earner6s experience could assume renewed pro
equated to a consideration of prior knowl edge
power s o0 f oachitaricd, theyneedd and nature of the learner gained close attention.

In addition to local study and the needs and nature of the learner, this chapter has also
demonstrated that nature study at the turn of the twentieth century served a community
respamsiveness function. Proponents frequently described as a part of the overall nature study
project objectives geared toward the establishment of an ethic of conservation. A future
generation committed to stewardship was, for many engaged in the promotiatuid study,
more than a tangential goal and, in fact, an essential outcome of that particular brand of school
reform. In addition to a deeper sympathy with the natural environment, nature study proponents
also recognized a relationship between educatkiprograms and local citizenship, part of which
was a consideration of scheadmmunity linkages. Hodge, for instance, wrote about the role of
nature study initiatives in promoting neighborhood beautificataord Bailey echoed those
sentiments with hisall to encourage neighborhood pride. Bailey went further still to link the

thought processes (e.g., inquiry, investigation, observation) refined through nature study
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instruction to the general improvement of American democracy. And finally, while Holtz
delayed direct civic action until the later grades, he, too, attached a community responsiveness
function to nature study. In all, the combination of the local, the learner, and the community
position the American nature study movement as a clear historeadgent for modern place

based pedagogy.

Following World War I, advocacy for nature study experienced significant decline, as did
other progressive project® But despite an incredible legacy of both theory and practice,
Armitage was correct where he ppie d out that fAhistorians of e
st u dXP @b course, the same criticism could be leveled against modern-hmaed
educational scholars as well. The oversight of the latter is arguably worse given the absolute
reiteration of natwr study that placbased education represents today. Going further, the
apparent inattention to the nature study movement is all the more striking when one considers the
rather close connection that modern plhased education has come to share with seiemd
environmental education, both of which are clear, if incidental, relatives of the much older nature
study predecessor. Nature study was a progressive educational movement which exemplified
placebased pedagogical ideals and it predated its modemteopart by more than a century.

As Chapter 4 seeks to demonstrate further, nature study was not the sole Progressive Era
antecedent to meadn placebased education. Morspecifically, scholars associated with
geography education at the turn of the twethtcentury also presented ideas consistent with the

modern field.

245 Armitage, The Nature Study Movement
% bid.,12.
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CHAPTER 4
THE NEW GEOGRAPHY

Introduction
Contemporary with developments in nature study education were similar reforms in the field of
geography education. In 2009, in a contributiorlteeory and Research in Social Education
Keith C. Barton offered a fresh perspective on the development al solcication through latter
nineteenth and early twentieth century geography educatdithin that larger project, Barton
noted that historical work on the development of the American geography education has been
imperfect, particularly with regard toghwell knownexpanding horizonsurricular framework.
Of course, an examination of the historical development of American geography education holds
equally great importance in this present effort to highlight curricular and theoretical antecedents
to moden placebased educational models as well.

This chapter explores the transformation of American geography education beginning in

the last decades of the nineteenth century. The discussion begins with the Bematskunde
model and evaluates similar déygments in Americanhome geographyFollowing that
introductory review, the historical sketch below traces the efforts of educational progressives to
bring a fnéimo gaetiweg Tha pulk pfithe chapter is arranged around the criteria

establisked at the outset of the study; that is, particular attention is paid to the local, the learner,

'KeithC.Bart on, fi Ho ramd thé BevejopraeptiofyElementary Social Education, 18300 Theory

and Research in Social Educati8i, no. 4 (Fall 2009): 48814.

't is not entirely clear who first used the phrase fing
by at least 1894 by Spencer Trotter of Swarthmore College, Pennsylvania. The phrase is used here to indicate the
whole body of educationakform geared toward teaching and learning in American geogatptie turn of the

twentieth century | nt erestingly enough, claims of a finew geogr 8
though contexts have changed considerably.
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and the community in an effort to demonstrate the extent to which early twentieth century
geography education represented aipcarnation of modern pladeasel pedagogy. Among
others, the primary works of major figures in the reform of geography education, including
Charles and Frank McMurray, William Morris Davis, William James Sutherland, and Harold
Wellman Fairbanks, inform this chapter. In addition to thosetributions, this chapter also
reviews contemporary reports from educational commissions, relevant professional journals,
handbooks and manuals for practice, and descriptions of contemporary normal school training.
Aside from demonstrating the antiquityf placebased educational thinking through the
historical precedent evidenced in early twentieth century geography education, the chapter also
clarifies the sociopolitical contexts out of which such changes emerged.
Social& Political Contexts

In large part, the social and political contexts that provided space for the establishment of
the nature study movement discussed at the outset of Chapter 3 could be applied equally well to
the changes that occurred in geography education during the same€oeclarify, trends in
geography education in the late nineteenth and early twentieth centuries closely paralleled
developments in American educational progressiy@mh as the acute emphasis on the learner
and scientific/systematic approach to ediocet! problem solving. On the other hand, the reform
of geography education was perhaps less rooted than nature study in conservation or aesthetic
appreciations for life and leisure. But there were nonetheless larger Progressive Era forces at
work, thosem addition to the purely educational.

The establishment of a finew geographyo beg
century in America was in some sense a reflection of a growing scientific spirit. Inspired by

European pioneers, particularly tharleer German influences of Alexander Von Humboldt and
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Carl Ritter, the study of geography itself began to transform atcemtury into a scientific

discipline. Geography began to appear in American universities by the 1890s and the nature of
geographicathinking transitioned from an analytical compliment to an academic field of study

in its own right. As Malcolm P. Douglass noted in his historical review of geographic pedagogy
and | iteracy, AGeographyéfound i the eatufe ofther n be
physical world and the new demands of developing empirical generalizations and even perhaps
hypotheses and t heor i’Bsthadwere btheischaages ogdurring stik, n o me
and in addition to the general creep of scientiiquiry, there was a simultaneous trend favoring

the careful investigation of human, social phenomena. In part, the impactful theoretical
contributions of such figures as Charles Darwin and Herbert Spencer inspired the appeal of the
establishment of nefi s oci al “Asi Pnogbaés described the t
immediately preceding the turn of the century were witness, particularly, to an intense interest in
studying human behavior modeled on the forms of scientific inquiry that were inglgas
coming to characteri ze r’eAkhewmh gebgraghyas alioemalnat ur
discipline would gravitate somewhere in between the natural and social sciences for some time,

its rise to prominence as an independent field of study wasn#icagt development, one
inspired by a climate fof °Sinilarlp whkieascAmerieany anc
geography in decades past had b eveabhandwheregel vy d

questions, o the HfAnew ¢ essly withphugalty. Corabinedovihn c er n e

¥ Malcom P. Dougiss,The History, Psychology, arRedagogy of Geographic Litera¢Westport, CT: Praeger,
1998)

* LawrenceCremin, The Transformation of the School: Progressiviaminerican Education, 1878957 (New
York: Alfred A. Knopf, 1961)Herbert M. KliebardTheStruggle for the American Curriculum: 189358(New
York: Routledge Falmer, 2004).

® Douglass;The History 53.

® Ibid. 53.

" Stuart G. Noble A History of American Educatiofwestport, CT: Greenwood Press, 1954), 257.
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similar adjustments taking place in the field of education, a new plan for geography study found
its way into the American school.
German Heimatskunde

In May of 1885, Sir John Scott Keltie delivered a comprehensivertrem geography
education to the Royal Geographical Soclelyhe soci et yds inspector, t
throughout European and North American schools, from the primary level to the university. Of
particular interest to the present discussion ggr historical antecedents in placased
education, was t he Sc bdinatskurdienadel, waisuslyopresentddas he G
Heimatkundg

German Model Defined. With regard to geography education, Keltie reported that
Ger many . . . asatge model whiehkall the other Continental countries are
f ol | o'fuAt thegtimé of writing, geography as a formal area of investigation was still in its
infancy as formalized scientific discipline. While German geographers had made considerable
forwardprogress in the larger pursuit of transforming the study of geography and making for the
discipline a unique place in the halls of the university, of equal importance were the efforts of
nationbés educators to refornmaeography educat

Keltie explained that the German model was based upon two related educational themes,
Heimatskundend Anshauungslehterhe former, he loosely assigned to the elementary stage of
learning in geography, or elementdeyel geography education. Thengeal translation for
Heimatskunde t ypi cal ly i ndiHeamatkeittde wi ¢ hoduitnt BEeglois®h a;

Ahome geogr aphyAnshaudngsipree hwehri cvihi twhas a ref erence

8 J. ScottKeltie, GeographicalEducation Report to the Council of the Royal Geographical Society (London: The

Royal Geographical Society, 1885).

°Spelling changes occurred over ti me, but the generali z
or fil ocal nkdcensigienty © r e mai

10 Keltie, Geographical Educatior}75.
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actual o b Keitie revealed much abouineteenth century geography education at the
elementary level; that is, the German approach entailed both local and experiential, or
observational, mechanisms. To clarififeimatskunde which implied both a method of
instruction and a geography curriculusyggested that students begin with the local area and
move outward? Keltie offered the following explanation from an observation conducted in
Leipzig, Germany:
In a Burgerschule in Leipzig, | was present at another lessbieimatskundeThe map
was a érge colored plan of the town and neighborhood, every pupil having a
corresponding map before him. First their knowledge of the points of the compass was
tested practically; the directions of the principal streets; principle buildings and their
positions wvith reference to squares, streets and other buildings;...Each suburb was treated
in the same way. The boys were then sent
guestions;...A boy was asked where he lived; he would give the suburb and street...Next
he had to point out on the map his route to and from school, naming the directions he
took .13
The general plan, then, was to contextualize introductory geography learning within local and
familiar settings. Later, as students gained knowledge of foiondd principles and concepts,
the scope of investi gatHeimaskuide® alehteide &adted me
from the town or immediate neighborhood to the district, then to the province, and so outwards
to Germany, Europe, and the othertpar of the wor |'dFr oimm Keilviei ed
description, the German approach to elementary geography education was fairly well established
by the time of writing. As further indication, he referenced textbooks localized by region.

Drawing again on Isi experiences in Leipzig, Keltie reported a student text knowa@asgy o 0 s

Heimatskunde von Saxgqiyor A The Local Geography of Saxony

1 Keltie, Geographical Education477 This seems to be a theoretical cavgr from Pesatalozzi and his
conception ofAnschauung

12 pgain, these features were not unlike those represented in theofvBestalozzi, Froebel, and Herbart, among
other early educational thinkeiSee Chapter 2.

2 1bid., 477478.

“bid., 478.

' Ibid.
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the description how widespread the publication of such texts was across the German provinces,
the publication of local geographies was arguably an indication of the influertsgnohtskunde
as a practice. Mor eover, Kmrylspeciat aps palpigheddar s a |
Heimatskunde and many text book s afgeably provided additienalo f t e
evidence of the relative importance of the approach.

Field Excursions.Beyond the localized texts and map representations that Kekell
to Heimatskunden practice was the use of the field excursion as a quintessential tool of the
approach. In keeping with both its experiential, finahd character and the emphasis on the
l ocal, the educational fexddnsdemamnatuml rasiitef di st
t he underl ying principles of community stud
Heimatskunde, as planned by Dr. [Freidrich] Finger, who may be regarded as its inventor,...is the
taking of pupils on excursions ttd districts around the school, and, if practicable during
holidays, on somewhat distant tours...At the same time, both in the school neighborhood and
elsewhere, opportunity is taken of practically illustrating the elementary facts and principles of
geogrphical knowledge, and of making such observations and experiments in connection
therewith as will be (’nhkspitestheoiondvativeiptacticeuof d i f
geographyrelated fieldt r i p s, portions of Kelti eoeegraghgscr i p;
education emphasized the use of the textbook or, alternatively, an intense emphasis on
cartography, features which modern observers might associate with traditionalplaame
geography instruction. Nonetheless, the German practicélenihatskundeas whole was
certainly innovative by American and other European educational standards of the day. As Keltie

remar ked of the French application, ABoth in

% Keltie, Geographical Educatiom78.
7 bid., 479
'8 Ibid.
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to me to be a lack of the variety and thorougknekich mark the teaching of geography in
Ger man $°cFhroKelfies at deast, the German brand of community study remained
exemplary by comparison.

In addition to the use of excursions and the emphasis on the local which helped to define
the approach,German community study, a part of which was linked to the notion of
Anshauungslehrdauded the role of student inquiry in the learning process. Remarked Keltie:

A very moderate portion is taken as the text of a lesson, or a sentence or two is read out

in the class; this is expanded by the teacher from information obtained by him from

works published expressly for the use of teachers. He is constantly encouraging the pupils
to think for themselves, constantly endeavoring to draw out from them what they
themselves know, or what they may be able to read in the maps, pictures, diagrams,
ethnological pictures, reliefs, and specimens before them. Every teacher whom | saw at
work had a supply of coloured chalk beside him, and made constant and effective use of
the blackboard, the slate maps, or slate glébe.
However i ndirectly, Keltieds illustration i
responsibilities for learning. Student inquiry and finahd observation, together with the local
community apect, provided a rich environment through which elemeréagl students might
be introduced to geographical thinking. It is important to note that these characteristics of
Heimatskundewere very much reiterations of the concerns identified by earli€opEean
educational philosophers. As indicated in Chapter 2, writers such as Comenius demonstrated
commitments to experiendmsed learning in local settings by at least the seventeenth century.
Similarly, the connection betweenshauungslehreand Pestalp z i Ahschauungwere
unmistakable. With European educators leading the way, the practice of designing elementary

instruction around the unique experiences of the learner and the environments in which schools

were located, slowly moving outward into a widerea of study, would ultimately come to

9 Keltie, Geographical Educatigrs00.
2% |pid., 482.
% Bartonsuggests essentially the same though he did not consider the issue in depth.
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represent the preferred mode of early geography instruction in the United States as well, whereby
a similar practice of home geography would soon gain momefftimraddition, and of no lesser
importance, the Germamodel of Heimatskundge characterized as it was by the local and
experiential elements noted above, was, in a very real way, an approach which exemplified
several of the central concerns voiced by modern glased educators today. Strangely enough,
despte unmistakable similarities, modern advocates of pbEsed education have not
endeavored to consider this Germanipaarnation.

German & American Models Compared.Another depiction of the German prowess for
geographic study was offered by Will S. Moa of the State Normal School in Westfield,
Massachusetts who offered a critical comparison between the German and North American
brands of geography instruction in the late nineteenth century. In the first volumeJouthel
of School Geographypublished 1897, Monroe presented a striking comparison between the
American and German traditofSHe r emi nded readers that while
glorify German methods and di sparage Ameri can
what is donen the one country that seems to be rational, and what is left undone in the other that
woul d b e* Imtad fipsf plate, and far more so than in American schools at the time,
German geography education was a part of the curriculum that extendeghibwt the grades.

AGer man students do not begin the study of g
féthere has been an extended study of ®inhe sub

a comparison of the various types of German scheads,Burgershule, Realshule, Gymnasjum

21t may be the case that local study in American education waspessent and prdated the era of educational
progressivism. Nonetheless, it is clear that the late nineteewtrearly twentieth centuries brought renewed and
broad interest in the types of reforms discussed here.

BWSMonroe,grfa@eéi ¢ | nst r dourhal a Schobl GeoGrapHy(add)y1014.

*Ipid., 14.

*Ipid., 11.
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etc.) and the typical American school, specifically the public schools of Boston, Monroe went on
to demonstrate that in terms of both class time and distribution across the grades, the American
schools offered canderably less instruction in geography. The same was true, of course, in
normal school settings. Noted Monroe:

What is true of the elementary school and secondary schools is equally true of the normal

schools. At Weimar, for example, where the studergsadmitted after completing the

course of instruction in the elementary schools (8 years)-ygesixcourse is provided in

the normal school. Geography is given two hours a week the first, second, third and

fourth years, one andtalf hours the fifth yeaand one hour the sixth year, or ten and a

half hours for the six years. At Bridgewater, Mass., which may perhaps be taken as a type

of the better American normal school, geography receives five hours ftratingear?®
Across the educational spectrum, then, from the elementary level to the normal school and
university, Monroe illustrated the somewhat underdeveloped practice of geography education in
America by comparison to the German program of the same era.

Monroe fownd similar inadequacies with regard to the relative practices of home
geography in German and American schools, the former boasting far more experience with the
|l ocali zed, experienti al approach. AHome geog
formsand forces within the observation of the child, preliminary to the more formal study of the
book, i s pec (FIHeidustratedahe Gracticenfarthgr:. o

Teacher and children make the excursion together during school hours. Sometimes it

occupies dalf-hour; sometimes two hours; sometimes a-Half. In a German town of

15,000 inhabitants | occasionally accompanied the second grade of a primary school on

these geographic excursions; and more orderly, systematic instruction | have never seen

...Someimes it was in crowded streets in the town,...but the children took no heed of the

passers and passers paid no attention to the children, for they had been taught geography
that way themselves when they were yotfhg.

®Monroe, fAGeographic I|-dstruction in Germany, o 11
I'bid., 12. This seems to contradict Bartonds assessm
widespread in both American and German schools.

28 |

Ibid.
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In short, local geography was a Gernistitution. Monroe drew further distinctions with regard
to the use of textbooks and the consideration of the human dimensions of geography study. With
regard to the for mer, Mo n r oleconmmdtingegdographiafactsin L e a r
to memoy 1 so characteristic of our work in the United States, is almost unknown in
Ger ma&hTyo. 6t he | atter, to human geographical st
study of peoplé the human side of the stud@yreceives larger consideration there tihane. It
was not uncommon to find German children knowing much more about the American Indians,
for example, than I. The social and industrial life of the different races, with the physical and
mental characteristics, is studied by the aid of descriptmoires and charts. Volkerkunde, the
races of man and their geographic distribution, begins early in the school course and continues
t hrough t h & Thenanthrepolsgical yconsideration of physical and mental
characteristics would ultimately draeviticism and undergo considerable disciplinary revision,
yet the fact remained that the German model placed far greater emphasis on the human
dimensions of geography than the American educational counterpart at the turn of the twentieth
century. Of cours, the American model, at the insistence of Monroe and others, would soon
undergo its own transformation, adopting many of the attributes long theorized and practiced in
Germany.
American Home Geography

Barton has suggested that American educators begaall tfor the wider usef the local
environment in the study and teaching of geography by at least the middle nineteenth century.
Al n t-hireteemthcde nt ury, 0 he reported, AAmerican ed:

draw conclusions from concrete geographic details, hatihstruction should begin with the

“Monroe, fiGsrocgonapBécmany, o 13.
% Ibid.
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immediate vicinityf an approach that was knowandgddualyhe t i r
expanded to include the entire c%Eadytagvocacg ont i n
for a localized approach tgeography education would gain renewed momentum in the last
decade of the nineteenth century as disciplinary geography itself underwent a process of
clarification and reinvention and with the onset of the era of educational progressivism. Within
that new poject, a number of core themes emerged that today, for the modern reader, represent
themes essentially similar to those represented in the field ofiptesssl education. Progressive
era geography reform represented, for instance, a local focus thamnimecbga certain
educational utility in local, geographical phenomena. In addition, American geography reform in
the late nineteenth and early twentieth centuries highlighted the potential of local contexts to
provide students with opportunities for fitsaind observation and inquiry, an alternative to
academic formalism. And finally, for some advocates at least, the new geography informed the
discussion about the relationship between the school and the community through its emphasis on
the social elementsf@ geography education. In this way, the transformation of geography
education in American educational circles at the turn of the twentieth century very much
paralleled the central characteristics that one finds today within the domain ofbpkext
edua@tion. The discussion below addresses these themes in greater detail.
New Geography as Localized Curricula

Home geography, an important part of the new geography orientation, was inherently
local in scope. The investigation, almost without exception, ro&gth the historical, cultural,
and physical geographical settings within the
neighborhood. In 1894, C. C. Long publisiitéaime Geography for the Primary Gradés some

sense a forecast of subsequentiwntg on the subject, Longbs po

Barton, fHome -48eography, o 488
197



geography education in the elementary school might be best thought of as a range of topics
spanning from the | earnero6s i mmediate | ocale
ot her. hiyGebogheapnoted, Amay be divided into
geography of t*h0f cowsertHisdundamentdl andegséanding also did much to

define his recommendations for practice. In the earliest years of introduction to thstfidéhts

were to engage in the study of | ocal geogr apl
smal | part of the earthoés surface | ying just
river, upland and FP&aviloagnlocal settihgs maged a sighificantrbld ey . ©

in the development of geography instruction.

Following a brief introduction outlining the function of home geography in the larger
pursuit of geographic learning, Long dedicated some fifty chapters togalaetcommendations
for the classroom teacher. Direction, mrapding, the elements, basic landforms, and common
ani mals were among the <chapter topics that
primarily geared toward physical geographic understandimg, also addressed human
geographical subjects; that is, his early contribution to the field represented somewhat of a
bifurcated approach (i.e., human and physical) even at the earliest®tegesan geographical
investigations dealt primarily with ecomic modes of living, namely occupations, commerce,
and trade. Whether physical or human geographical, his practical suggestions for the classroom
were very consistent with the broader rationale for home geography as a localized tool for
elementary geographinstructors. The excerpt below illustrated the type of localized, context

specific format that Long recommended:

32C.C.Long, Home Geographfor Primary Grade(New York: American Book Company, 1894,

#bid., 3.

34 Of the approximate 150 pages of text, in fact, only two chapters, roughly twenty pagges, iweére committed to
human geography.
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Did you ever see the sun rise? Point to the place where you saw the sun rise. The
direction in which the sun seems to rise is callecetss..

When coming to school this morning, in what direction did you see the sun? If we
walk so that the morning sun shines in our faces, in what direction are we going? What
direction is behind us?...

In what direction from the schoolhouse is the playgroumtirat is the first street
or road north of the school? The first street or road east? South? West?

In what direction is your home from the school? The school from your home? The
nearest church from the school? The post office from your hiBme?

Though thepassage was generalized and applicable across the wide range of imaginable school
settings, It nonetheless illustrated Longos
experiences into the study of geography. Of course, Long was among masyirotiisreffort to

design and promote a revised plan for elementary geography education.

The Committee of Fifteen on Elementary Education.Established in 1893 by the
National Education Association, the Committee of Fifteen was instituted for the purpose o
addressing a series of educational problems ranging from teacher education to the best
formulation for the elementary course of study. The Committee delivered its final report in
February of 1895 and the published version was made available tHedugdional Reviewin
March of the same year, titléithe Report of the Committee of Fifte@i particular relevance to
the present discussion was the Committéeds at
of the various curricular disciplines, of whi geography was one example. TReportdrew
several important and related conclusions regarding the organization of the elementary course,
including geography, in such a way that not only reflected, but perhaps solidified, contemporary
trends in the fil.

The Reportr eached the gener al conclusion that

considerations that will largely determine the methods of instruction, the order of taking up the

% Long, Home Geographyl2-14.
% Committee of Fifteen on Elementary Educati®eport of the Committee of Fifteen on Elementary Education
(New York: American Book Company, 1899)1.
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several topics so as to adapt the school work to the growth of thelpdps capaci ty,
amount of work so as not to overtax his powers by too much or arrest the development of
strength b*y Thet Gommitted ¢arridd ethege general assumptions throughout its
recommendations for elementary study in geography. Rfrdme st arting poi nt C
familiar environment and then outward was the
wha't i's nearest Reportsthiag ednt diraesgt sp,roiocteleals gr ac
remote and to be studied foritwm s ¥ While the Committee did not successfully endeavor

to provide an extended consideration of the utility of the home and neighborhood in the teaching

of geography, in fact denying much what the Herbartian and child study advocates offered to that
end® the Report nonetheless revealed a commitment to local geography in the overall
elementary plan. At the very least, the Committee of Fifteen seenf@tbte the general pattern

for Progressive & geography education, one that called for an outwadbanding curriculum

with an initial emphasis on the local.

Henry Button may have been correct in his critique that for the Committee of Fifteen
Ai...the individual *“Deapite tte overallfaiurecdf advocacy tooammore r n . 0
individualized set of reforms for the elementary school curriculum on the part of Herbartians like
Charles and Frank McMurry, or child study advocates such as Colonel Francis Parker, notable
representatives of the Committee all, principles related to such educatamwarns as prior
knowledge, student interest and motivation, and curricular articulation were evident nonetheless.

Those concerns and the attention paid to local, familiar settings in elementary geography

education were very much in keeping with conterappefforts directed toward the reform of

3" Report of the Committee of fe&én 43.
38 |bid., 5960.
¥Henry Button, # Cblisaniof BdeationdQiartdfl$, hiot £(Becember 1965): 2263.
40 |
Ibid., 261.
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the field in American schools. Without overlooking the subtexts of Committee of Fifteen and the
philosophical debates that arose regarding its findingRépartarguably did much to solidify

and institutionalize the growing momentum toward an expanding horizons approach to
geography educatiott. A significant development in the history of American education, the
trend also represented an important chapter inhiisterical appraideof placebased education,

as Progressiverg approaches to teaching and learning in geography contained some of the same
foundational themes underlying the modern model.

William Morris Davis. A Harvard scholar, William Morris Davis wsaanother
significant figure in the transformation of American geography education in the last decade of
the nineteenth century. Li ke his contemporar:.i
revolved around the installation of local geographyhitnconception, local study was not simply
a program designed to teach young | earneros
clearly enough the real meiag of geographical forms.*’.Davis was critical of what he
perceived to be a lack of rigmus geographical investigation, as well as the deficit of emphasis

{43

on Asyst e ma t iexamiratiod of the physioaliveodd. The remedy for practicing and

pre-service teachers alike, he insisted, could be found through a greater emphasis on local

ewvironment al contexts. Davis explained that i

even in the earliest classes. Better training is therefore needed in the appreciative recognition of
the meaning to the physical features of the land immediatelytals; for wherever the teacher

goes, his geographical laboratory is in the fields about him, and he must be prepared to solve its

“1 See Herbert M. Kliebardlhe Struggle for theAmerican Curriculum18931958,3 ed. (New York: Routledge
Falmer, 2004Jor more on the controversy surrounding the Committee of Fifteen.
“W.M.Davis, fAThe Te acHilicatignal Réviews(Mayds92)428.y , o
43 i
Ibid.
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probl ems and present “ Deepmongideratioreof lbcgl gebgraptyivas c | a
of considerable importance.

Charles A. McMurry . Like Davis, Charles A. McMuy was a force in the reform of
Progressive B geography education. First published in 1895, &ecial Method in
Geography® was but one part of an expanded series on elementary education designed to
invigor at e traditional practice. Hi s intention
geography thoroughly i nst r*uTotddse eMcMumydoffesed @ mu | at
sample course of study for the third and fotgthdes in geography, a cent@mponent of
which was | ocal geography. As the name woul d
young learners to investigate their immediate surroundings through all of the various dimensions
t hat comprised the field. enpbasized laothiphygical adc Mur r
humancultural issues.

Mc Mur ryos ef f or-partstobhis gemgraphy reformtplanewers mdbructive.

He outlined relevant themes in the following manner:
There are seven principle topics that may be #wgerimentally studied in home
geography
Food products, and occupations with them.
Building materials and related trades.
Clothing materials used, manufacture, etc.
Local commerce, roads, bridges, railroads.
Local surface features. Streams, hills, woeats,

Towns and county government. Caehduse, etc.
Climate and seasons. Sun, wind, storms, Heat.

NogprwbdE

“Davis, fAThe Teaching of Geography, o 424.

> Charles AMcMurry, Special Method in Gepaphy: Third and Fourth Grade@th ed (Bloomington, IL: Publie
School Publishing Company, 1899).

“®Ibid., 3.

“"Ibid., 5.
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McMurry noted that practitioners need not feel obligated to follow in-giek the outline he
offered, although the emphasis on local context was perhapxorable, as was the
understanding that home geography must encompass both physical and human domains.

A compliment toSpecial Methods in GeographlyicMurry published in 1903 a revised
text by the same title in which he offered suggestions for acukated elementary course of
study. As he had elsewhere, McMurry highlighted his preference for the outward movement of
the geography curriculum from the local to the global. The sampleghadk course contained
ten elements in total, again spanning hbghysical and cultural geographic domains. As
instructed, McMurry based the topics under consideration almost unanimously around locally
available objects and activities. For instance, McMurry called for a number of visits to local
gardens and farms. Algn t he way, he added that there wo
incidental observation of the open country, fields, woods, streams, hills, soils, roads, bridges, and
various occupat f mmdditioa todarms ardl wardemsj McMurrg suggdst
visits to local industries related to the manufacture of clothing, the observation of a home under
construction to observe ndi fferent ki nds of
excursions to shops, stores, and local p&tiEach of these observational visits, he suggested,

provided students with locally available experiences which practitioners might build upon in the

classroom.
The 1 ocal f ocus odr atdhee gMcoMurrarpyhdys ctohuirrsde al
mapma k i Age dexpl ai ned the practice thus: fBegin

make a simple map of the town and neighborhood, with two or three streets and a few roads

leading into the country. The creek or river is included and the railroads to neightmwins.

“8 McMurry, Elements of General Methp#l67.
**pid., 166.
*pid., 169.
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Use sand maps also to express surface irregularities, and let the points of the compass be taught

incidentally. After a |ittl e °pMcMoartyiveneontohe ma |
describe the relevance of local history in geographykwor i L oc al hi story, gr .
family histories, | eading men and famil-ies, o
grade course. Practitioners might also includ
public buildingsmonuments, and museums, ... 0 ahnBut other

while his thirdgrade home geography was most focused on the locally available objects and
practices, it was not exclusively so. To clarify, McMurry called on elemetgag) teackrs to
introduce AThe-whob FPéywhiohfhe intdneéed ananitial entrée to the spatial
geography of t he earthos surface. Per haps n
APrimitive peop? ansearlyfordy intothe wapiting aincbprasticed of peoples

and cultures of the world, thigrade students might begin with indigenous North American
groups, especially the AEskimo of the North,
other travelers; and the Zuni Indians bfé  Sout h we s t°>° Feom thereylBloMurgyo . O
recommended the wuse of several popul ar worl d
6Each and AlIl , 60 he reported, #Afurnish simple
forthirdgrace chi |l dren getting their fir¥withthsini ons o
mi nd, Mc Murryods pl an -frade wag alsgutely pobalized] but asch et |
preparatory for an outward, global focus in later years of study. This exgamalizons model

was evident throughout his work, though he never utilized the phrase formally.

°l Charles A. McMurry, The Elements of General Method Basmul the Principles of Herbar(New York:
MacMillan Company, 1904), 169.

*2bid., 170.

*%|pid., 168.

**Ipid., 169.

* |bid.

* Ibid.
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| n  Mc Mur r-grads codrse,wexctrdions into the school surroundings continued.

He emphasized fiLocal physiography,|llg valkeys, whi ch
streams, afdvithibuttérei ewioci nity ottoosgahedo! . A
attention and McMurry offered the following

Roads leading into the country. Products of farms, gardems,faests brought into town.
Railroads, freight offices, and shipment of goods. Local factories and their shipments. Goods
retailed to town and country people. A small town is the best illustration for children of a trade
centre. A countyseat is usuallyhe best examples of a trade centre for the all the roads of the
c o u mtFyom fcal commerce and physiography, he transitioned to discuss to the significance
of investigati on P mthe lodalgeography stdy,veMunymexpiatnedp
fi € gvernment should deal with wethown people and objects which illustrate the facts of law
making, taxes, election, offideo | di ng, and ot h e’fAsid ramittose theeé mag i
areas (e.g., physiography, c o mmreendat®mns foathed g o v
fourth-grade recommended intermediate areas of study; that is, those areas of study between the
local and the global. More specifically, the state, the region, and the nation represented an
increasing portion of elementary geography,das investigations into Europe and the world
generally. This outwardhoving trend was all the more pronounced from the-fifhde onward.
By the seventh and eighth grades, for instance, any topics that observers might even casually
regard as a part ofrome geography study were replaced by European and global topics.

Mc Murryodés contributions to the transfor mat

His efforts to provide an articulated course of study and his attention to a holistic consideration

>’ McMurry, Elements of General Methpti71.
%8 1bid.

*bid.

bid., 172.

1 Ibid.
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of geography were noteworthy. I n addition, on
expanding curriculum, whereby the earliest investigations were based within a full range of
locally available phenomena. An early leader in the field, the essentiaufegae s i n Mc Mur
plan enjoyed wide appeal.

Oswego Normal School.First published in 1896The Oswego Normal Method of
Teaching Geography illustrated a concise, and somewhat rare, description of American
geography education in an era when effective praat that domain had gained considerable
attention among disciplinarians, educational scholars, and practitioners alike. Contributed by
Amos W. Farnham, a teacher of geography methods and organizer of the practice school
attached to Oswego, the text wdfered as a sort of manual of best practices forsergice and
practicing teachers alike. E. A. Sheldon further clarified purposes in his prefatory remarks:

A Method of Teaching Geograghys not designed for memory work. It is full of good
suggestionsdr the teacher; not a guide for him to follow blindly and implicitly, but rather to

point out directions in which he may lead his pupilsutlines of work to be executed in
accordance with the conditions and circumstances, the environments and thongéhoity of

the t&aAcliele. 8 rom Sheldonés | audatory remarks
overarching purposes for his conception of effective geography education. Among the reasons

for teaching geography, he offered the following abbreviksed

To explain the development of man...

To cultivate the imaginative and aesthetic nature...

To explain and illumine history...

To develop a broad philanthropy...

To develop a spirit of investigation...

To temper manoés | udg memedkressew icauded by eajuaal d t «

environment...
To devel op mands reverence for human prog

ok wNE

~

2 Amos W.FarnhamThe Oswego Normal Methadl Teaching GeographgSyracuse, NY: C.W. Bardeen, 1896)
5.
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8. To furnish the basis for other sciences...
9. To influen®e characteré

While several of the goals noted, particularly the vague references to the relationshgenbetw

race and environment, were later refined by professional anthropologists and geographers alike,
the overall force of Oswegods agenda for geog
other contemporary reformers. Perhaps most importantlyhén dontext of an historical
evaluationofplack ased educational theory and practice
education, specifically the emphasis on local study, situate the method in close proximity to what

is here presented as its modeounmterpart.

Farnhamoés il lustration of t he Oswego meth
across the grades, from fourth through nigtade geography. In the earliest grades, his
descriptions of content and methodology followed a clear coursecaf ¢eographical study.

Much of the emphasis, Farnham placed upon direction, distance and other similar spatial
concepts, all of which students were to gain an understanding of through the school grounds, and
soon after, through an investigation of theghéiorhood. The recommendations offered for

| ocati on, direction, and distance were il lust
used in these outlines, implies direction and distance. Children should make thorough and
frequent application ahe ideas of cardinal and senardinal directions during their study of the

city and its surroundings. They should also make actual measurements of distance...Children
should learn firshand the length and width of the city blocks, and then they sheeldhese

di mensions in cal®Raham wentpn to ieveal thelexpicit eonnectic 100

home geography within the Oswego method of geography instruction. Citing the German

scholar, Carl Ritter, he nwetge dfgdodraptty, isidkiidwe v er

83 FarnhamThe Oswego Normal Methpii1-12.
* Ibid., 26.
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thoroughly the di®%Inhthé casesof fauttigeadeeinstmetion lati Qswegd) O
local study implied geographical description of the city, including its bridges, buildings, parks,
and key organizations. Oswegeagraphy also called for an investigation of local industry,
occupations, and the various nationalities of its inhabitants. Weather patterns, principal rivers,
and the general topography of the city were also central concerns. In every way, then, whether
physical or human geographical in scope, the Oswego plan for the elementary grades was based
almost entirely around local geographical phenomena. As demonstrated through its articulated
course outlines, the localized nature of geography instruction at ©syvadually waned in the

latter grades. In the fifth and sixgrades, the subject of study moved into deeper considerations

of atmospheric processes, the water cycle, and the orientation and character of the earth. While
Farnham did approach the fifirade emphasis on the water cycle and hydrology through a field
lesson near a local brook basin, the sipthde, by contrast, contained little reference to the local
environment at all, either physical or cultural. In the seventh, eighth, andgnadas, e
Oswego model made virtually no reference to the local, as topics under consideration were
largely world geographical in scope. In addition to highlighting the perpetuation of an expanding
horizons approach, Far nhamos stitwgignal supporbthat @D s we g ¢
highly localized elementasfevel course for geography received at the turn of the twentieth
century. The installation of local study at the normal school level was significant and, in
comparison to modern platmsed educatiorthe teacher education component was far more
developed. It is not clear, however, that modern pheEsed educational scholars bav
considered the connection to Progressikee geography reform, nor the ways in which initiatives

at Oswego might potentialipform modern practice.

8 FarnhamThe Oswego Normal Methp#6.
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The New Basis of GeographyA fellow of the Royal Geographic Society, Jacques W.
Redway, too, pointed to the value of local study in the context of geography education. In a 1901
publication entitledThe New Basis of Geographygedvay identified an important connection
between geography education and contemporary work in nature study. Beginning in the fourth
grade, he recommended that nature study give way to observational work under the heading of
home geography. rilon hteheexfpdwritnredyed . . .t he fi
systemati c, taking the topics that commonly
geography that may be studied i n ®irhadditenitoci ni t vy
basic weather stly, distance, and direction, economic geography was among the potential
localized content Redway assigned to the fogrdde. In the fifthgrade, too, readers found at
least a partial emphasis on local study. Clarifying the practice edfedor studiesRedway
recommended that AThe emphasis of course shou
the pupi |°Is thehsixihgrarle pbsavational work intensified to some degree to
include, in addition to other subjects, local forestry. Indbeenth and eightgrades, too, local
study endured. As Redway offered in his discu
kind it I s, of cour se, necessary to remember
like charity, begins at hom#®® Redway6s curricular recommendat
grade and it was not at all clear what role local study was to play in the high school. Through his
suggestions for curriculum and instruction across grades four through eight, however, readers
found a consistent reliance on local phenomena, not to mention an effort to layout an articulated

course of study.

% Jacques WRedway, The New Basis of GeographyA Manual For the Preparation of the Teachgrondon:
MacMillan Company, 1901),88.

®7bid., 195.

%8 bid., 203.
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In addition to his analysis and recommendations for an articulated geography curriculum,
Redway provided a crit i gqosediffioult tagk ¢hataccdnronts thed u c a t
grade teacher of geography, 6 he <concluded,

subj’®Recmogni zing the pressures of (t°

rRadivayt i o n
outlined several of the key featurtes deemed necessary to reform practice. Among the changes
recommended, he believed that teachers needed a deeper understanding of geographical content
knowl edge. AFirst of all, one should possess

thewot d and the count rliheissistednin additiorctd careftl eegding and/ e , o

~

~

cont ent preparation, Redway reasoned that n. .

among foreign peoples, in a foreign land, the help will be very gmadtof the most practical

k i n"dAcodmpanied by deep and broad understanding of hwmitural geography, Redway
suggested that teachers also work to develop the same depth of knowledge in the physical
domain of the discipline. Here, he illustrated an@ay process framed in laboratory work and

local study, not unlike his recommendations for the gsa®ol pupil in geography. Redway
offered the following:

The field work should be that of the neighborhood, and should include a pretty
close study of althe forms and processes that appear to have given it shape. A good
working knowledge of the physical geography of the neighborhood is necessary in two
ways. Not only must the teacher draw upon it for illustrations required in the class room
[sic], but it is highly necessary in mastering the general principles of geography. For
instance, a student may have become thoroughly acquainted with the illustration of some
physiographic feature or process without knowing much about the general principles
involved; bu when the latter are investigated in their broadest relation, the student has
the mental picture of the illustration already at hand. Moreover, it often happens that the
actual field investigation of one form or process renders the descriptive studgtioéran
quite as easy to comprehend as would be the actual field study of it.

9 Redway,New Basis of Geographg06.
0 1pid.

" bid., 206207.

21bid., 207.

" bid., 209.
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Redway believed that practitioners should engage in a consideration of the neighborhood
geography in their preparation for the classroom in a way that was not unlike his plan fo
students. His extensive discussion of relevant texts for geography study implied quite strongly
that he intended for teachers of geography to become dedicated students themselves. Redway
was thoroughly dedicated to utilizing local contexts in the puddugeographic learning and the
energy that he put into describing the function of teacher education revealed much about the
challenges of carrying out effective and lasting reform in the field.

Localized Geography Texts.As further indication of the gming prominence of the
emphasis on local context and home geography in the early twentieth century, was the
publication of areapecific geography texts that became available to practitioners. Published in
1903, one such illustration wddome Geography: Gater New York EditionAuthored by
Ralph S. Tarr and Frank M. McMurry, the brother and colleague of Charles McMurry, the text
intended to serve the purposes of an instructional aide to Newbésed teachers and students.
Additionally, and of particularimportance for the present discussiddipme Geography
represented a clear rationale for the significance of the local in elementary study in the field. Tarr
and McMurry subdividedHome Geographyi nt o t hree di stinct sect
Geographgaont iTae a Whole, 0 and AThe City of
constituent parts contained detailed descriptions, maps, and illustrations on a wide variety of
physical and human geographical topics, in each case highlighting the interconrsctedne
between human societies and the environment. For example, where they included discussion of
the various climatic zones and the distribution of solar energy between the poles, a consideration
of the potential impact on human culture was equally closeaat. To this end, Tarr and

McMurry offered the following justifdiwheht i on:
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treats of the relation between man and the ear#hhill or a lake is worthy of mention only
because it bears a relation to ug then upon the earth; considered by itself it is not a part of
geography. Therefore each chapter which takes up one of the above subjects, either closes with
the bearing of the given topic upon mankind, or it deals with the human relationship
throud'WMauwtr. eaand McMurryds conception of geogr
significant was the inclusion of numerous recommendations for the localization of study. At the
conclusion of each geographical discussion, nearly thirty in total, they offereésacfegrobing
guestions, sample excursions, and experiments that might work to encourage local investigations.
Excerpted from a section on the valley as a geographical feature, the following extended passage
illustrated the form of suggestions offered:

(1) Find a tiny valley and watch to see if it is changed in any way by a heavy rain.

(2) Find a still larger valley in your neighborhood.

(3) Find the divide on each side of it.

(4) Show that the street and roads are so made that they have a watershed...

(6) Where is the largest valley in your neighborhood.

(7) Is your home in one of the very large valleys, or in a small one?...

(10) Why should swamp land that has been drained raise uncommonly good

crops?...

(12) Find some beautiful wes in your neighborhood...

(14) Write a story telling how valleys have been forrfred.
Elsewhere, following a discussion of industry and commerce, they added the suggestions listed
bel ow: A. .. (7) Visit a generablacksnitoshap, oran t he
mill. Describe the visit. (9) Make a list of the articles that you use which were probably brought

from a distance on the railroad or on water. (10) Find out where some of them came from. (11)

What is meant by the worfdrd? The lassyllable in the name of a great many townfrsl, as

" Ralph S.Tarr and Frank M.McMurry, Home GeographyGreater New York Edition (London: MacMillan
Company, 1903)i.
" Ibid., 38.
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Hartford, Stamford, and Rockf°®Recdmmenddtians suchoes t
as those sampled above illustrated the local emphasis characteristic of suggestive materials,
experiments, rad questions provided by Tarr and McMurry. The numerous offerings were highly
relevant to the overall methodological emphasis on the neighborhood and community which
undergirded much of their approach. Toystate
geography, as evidenced througbme Geographywas localized with regard to both content

and methodology. Even where the content highlighted was not uniquely local, as was the case
with much of Part Il of the text which addressed the physical propeftib® earth as a whole,

Tarr and McMurry made concerted efforts to localize instruction by providing suggestions for
the classroom which offered firsand experiences for learners within the confines of the
immediate surrounds of the school and comnyritfeature of their work addressed in greater

detail in a subsequent section.

Of course, much oHome Geographyvas, in fact, uniquely localized with regard to
content . Part I for i nstance, entitl ed A
gegraphic consideration of the physical and c
city. The topography, the waterways and harbors, transportation systems, history, and key sites
of interests of New York were among numerous topics discussed byafdamMcMurry. They
also provided an independent discussion of the people and lifeways of New York. Under the
heading AThe People and How They Live, o0 Tarr
boroughs and generalized descriptions of each. The passagewbewas i | | ustrati ve
factories in all the boroughs, though most of them are in Manhattan and Brooklyn. In many parts
of the city, not only are factories grouped together, but particular trades or occupations are found

in the same neighborhoodhds the financial, or money district, is around Wall or Broad streets.

8 TarrandMcMurry, Home Geograph)38.
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The wholesale jewelry district is on and near Maiden Lane. That for wholesajeally is west

of Broadway from chambers street to Canal’.Ab other times, they moved beyond the
commercial character of the various city districts to discuss such issues as wealth, providing a
momentary glimpse into the |ives of New Yorke
Manhattan are not for the wealthy or wieldo alone. There are distiscwhere the houses are so
crowded with people that there are as many in a single block as in some towns. The rooms are
small and often poorly lighted. These people usually work very hard, and do much for the
prosper ity bhe expokitery mturefythedselected passage was more or less
representative of the whole. At the same time, however, Tarr and McMurry elsewhere assumed a
somewhat more explanatory style. In the excerpted passage below, for instance, they offered a
preliminary explanation othe complexities of immigration in the New York area and the
perceived significance of the school as a socializing institution. They wrote:

When an immigrant lands, he naturally wishes to go where the people understand
his language and way of living. Butdse who come from the British Isles can get along
anywhere in this country. Why? Many people have come from the southern countries of
Europe and they have often made little cities of their own in the midst of the great city. If
you walk through the streetof these neighborhoods, you will hear the older men and
women speaking strange words. Their clothing is different from yours...By what magic
are children who here, knowing nothing of our law, customs, or language transformed
into Americans? Every few bdis you will see a handsome building with the flag of our
country floating above the roof. It is a public schGol.

More telling than the character of the interpretation provided by Tarr and McMurry was the
presence of interpretation itself. In other words, the vivid picture of New York City contained in
Home Geographyas arguably intended as more than a descriptiteatene; it was offered by

the authors to practitioners in their efforts to produce a starting point for geographic inquiry into

the social relationships characteristic of the home area of the learner. These initial

""Tarr and McMurryHome Geography163.
8 |bid., 166.
bid., 167:168.
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understandings would ultimately trangfointo a wider consideration of the discipline. Tarr and
Mc Mu r r y-gpscifiatextenas an artifact of the wider appreciation for local study and holism
in the reform of geography education at the turn of the twentieth century. Along similar lines, the
presence of arespecific texts seemed to be indicative of the appeal of local study at the turn of
the century.

William James Sutherland. Pu bl i shed I n 1909, WiThel i am J
Teaching of Geographgrovided yet another illustration of the tygpef curriculum and practice
idealized bymany educational progressives in the early decades of the twentieth century,
including the localized approach so widely advocated. Echoing the critique leveled against
traditional geography education in the decgolesr, Sutherland expressed concern over what he
perceived to be a general reluctance on the part of practitioners to vitalize the use of the
di scipline in the school . ATheir view of the
teachercs,s firtesstvrail ue and curtails the PAnterest
Sutherland viewed the problem, the barrier to educational progress stemmed in large part from
the ill-conceived notions of the discipline that he believed so many elemésd@hers held. In
large part, he intendetihe Teaching of Geographg be corrective in a dual sense. In the first
place, the text offered a reconceptualized view of geography. Sutherland added to that mission
the complimentary function of practical ciasom suggestions, much of which was informed by
local context.

Of particular value in the pursuit of an historical consideration of gdased educational
theory and practice, was Sutherl andds eval ua
geogaphy education. In short, his plan was one which incorporated local settings into the

introductory phases of learning. Home geography, which he sometimes referred to as

8 william J. SutherlandThe Teaching of Geograpli@hicago: Scott Foresman, 1909),
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Afobservat i ofadstopmeudg ananpddyctory experience for elementamnées.
Prior to the fourth year, Sutherland explained, elemenésl students were to engage in the
fairly informal investigation of the home community. In large part, this function could be
achieved through effective work in nature study, a domaindBemed to be highly
compl ementary. Sutherl and wrote: AThe 1 ntrodu
through the study of nature. The object of systematic natudy in the lower grades is to put
the child into full sympathy with his immediaen v i r o% hike rRedway and others,
Sut herl andds emphasis on | ocal phenomena br ol
certain elements of nature study, an educational practice discussed in detail in Chapter 3.

Lastly, Sutherland also addredg®e role of local knowledge in the effective preparation
for teachers in his analysis of geography education. Among general content understandings
explored, he implored practitioners to become well acquainted with the community of which the
schoolwas @ ar t . AA good preparation, o Sutherl and v
geographical features in oneds own environmen
interesting f eat uf&he followingextept was pedndimdlicative of thel ? o
type of geographical knowl edge he demanded: f
and notes that the banks are nearly on a level with the water...; or crosses the lllinois and
observes its bluffs and banks...; and finally cnogsihe Fox observes the features..., what
interpretations will he make of these varying characteristics? And these are familiar and typical

aspects of the Up’hTelre Mi assss asge paphb o wea |l efyl. &ct ed

8. sutherlandThe Teaching of Geographgo.
82 |bid.

% |pid., 132-133.

#Ibid., 134.
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Wisconsin, but expregd the general notion that knowledge of local geography was critical
preparation for the type of instruction he advocated nonetheless.

Summary. Through the several texts considered above, the prominence that the local
geographical settings attained ire tbducation of young learners in the geography classroom was
apparent. By at least the last decade of the nineteenth century, and well into the twentieth
century, scholars concerned with the reform of American geography education consistently
initiated ther reform plans within those familiar contexts in the immediate vicinity of the school.
The practice was apparently widely shared and there was strong indication that the approach
enjoyed institutional support, as evidenced through conversations surmuratimal school
training, areespecific textbooks, and arguably the findings presented by the Committee of
Fifteen on Elementary Education. Like its German precursoHa@mmatskunde the home
geographical aspect of the new American geography was a lacaliaetice. The local, often
regarded as an effective entrée for elemertargl geography students, slowly transitioned into
the wider context of the region, the nation, and the world. This expanding horizons framework,
which has persisted even to thegent, has been in practice for more than a century. Despite the
longevity of practice, it is unclear that placased educators have ventured to evaluate the
significance of the importantevelopments that grew out of Progressive Eeography
education,a clear antecedent to the modern field. Of course, the attention to local contexts in
geography education were oftentimes based upon certain understandings about the needs of
students and the nature of leamitself and this feature of Progressiveaj@graphy reform
lends further credence to its position as a significant historical predecessor of modern place

based education.
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New Geography& the Learner

The localized and outwangdlexpanding characteristics of Progressiva l§eography
education did at represent instructional choices at which reform advocates arrived haphazardly.
Much to the contrary, educational reforms proposed for the discipline were often couched in
considerations of the nature of learning and the unique needs of the studenspbfieally,
geography educators typically emphasized local contexts in an effort to provide for students an
experiential learning environment, one in which fimahd observation was central. Similarly,
and in part a reflection of assumptions regardimg purposes of geography as a discipline,
reformminded writers in the field hoped to arrange curriculum and instruction around problem
solving and inquiry, a strong contrast to the academic traditionalism that was so predominant.

And lastly, an elementfdhe new geography education was based in the progressive educational
notion that student motivation and interest were often outgrowths of familiar contexts.

C.C.Long.An early representation of a |l ocalize
plan was based on a consideration of student interest, which he believed could be gained almost
naturally through an investigation os$tbef amil.
actually observed by the pupil, o he wrote, A
enabled to build up in his mind %FRrdméisinitale nt al
focus on student interest, Long explained that a sdrtofansi t i on occurred whe
imagination, built upon experiences locally, could serve as the foundation for understandings of
nonlocal geography via the creative impulse. The following passage was illustrative of such a
transition:

The hill that he climbs each day may, by an appeal to his imagination, represent to

him the lofty Andes or the Alps. From the meadow, or the bit of level land near the door,
may be developed a notion of plain and prairie. The little stream that flows past the

8 Long, Home Geographys.
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schoohouse door, or even one formed by the sudden shower, may speak to him of the
Mississippi, the Amazon, or the Rhine...Thus, after the pupil has acquired elementary
ideas by actual perception, the imagination can use them in contrasting, on a larger scale,
mental pictures of similar objects outside the bounds of his own experience and
observatior?®
From firsthand experience to imagination, Lobgilt his recommendations for geography study
around local environments in the earliest years of study, later expanding to build new
experiences upon older ones. Although Long did not use the phrase himself, this expanding
horizons framework was essenfyabimilar to other contemporary reforms in progressive era

geography education.

Il n some sense, Longbs <call for |l ocal stud)
than books and c¢classroom work alone, e supj
excursions in the -of-e@dghb & ilLdng sednfed to aenodnizeitbat t

direct experiences might be in many cases comtegendent, but he nonetheless placed the full

force of his suggestion behind the worth of finsihd observatiomithe learning process. He

not ed: Ailn the case of children who have | it
photograph, or a model will be helpful in giving them a proper idea of the matter. It must not be
forgotten, however, that actual obsation by the pupil is necessary to seeing clearly and

i nt el I Ig additioh yo. esicursions, Long urged practitioners to organize the student
collection of natural materials to be used in the classroom as instructional aides, again with the
intent d building on the interest and observational powers of the learner. The latter point was
particularly significant, as he insisted tha

information, o but rather *Herecoreamerditieanclementdry st i mu

8 ong, Home Geography3-4.
8 bid., 4.

8 |bid.

8 bid., 5.
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practitioners avoid thinking of geography education as something confined to the school and to
school hours. Instead, Long urged practitioners to promote independent student investigations,

the results of which might be shared in theslasoom subsequentl vy. The s

N

encouraged to obtain information by his own
report t hBeyondéndepdnderst obdervation, Long concluded that drawing, modeling,
and writing about expernces would be supportive measures in the practice of geography. In
sum, what readers found in his early contribution was an emphasis on the lived experiences of
learners, their interests, and the educative power of observation. Moving outward from locally
available, familiar contexts, Long reasoned that students could recognize connections to larger
geographic phenomena. These themes were not
education.

William Morris Davis. Wher eas Davi s6 mot iinvpart to create may h
novice scholars of geography, his reform plan
traditional academic practice and the perceived tendency for schools to emphasize the symbolic

form over inquiry and understanding. Abovk ahether clay or sand models, excursions into

the neighborhood, or historical narratives, h
sense of reality, o or, at the very |l east, S0
namé’sAsd i ndi cated previously, Davisods geograp

immediate vicinity of the school grounds. In part, the emphasis on local geography was based on
a broader conception of the nature of geography as a discipline. To dbafg, made clear his
belief that world geography was essentially the synthesis of local geographies across the earth.

He wrot e: Ai...[ Gl]eography as whole is hardly

Long, Home Geographyb.
““Davi sTedatThéng of Geography, o 426.
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home geographies. However the home geograpifidifferent places may vary, the distant ones
can always be better appreciated if the local one is consciously observed and understood as a
member of the ¢l as%Davi swhiecxhpliathabéebangu.giyes
between all places as wehe universality of geographic principles. In both instances, the
pragmatic route to geographic | earning began

Davis also maintained the rather commonsensical understanding that local topics bred
interest through familar i ty and that such a relationship
examples of geographical facts and relationsh
teacher need be entirely dependent upon abteok. When geographical facts are taufyom
textbook alone they are bereft of their natural foundation and fail to develop that interest in the
child that should be aroused and that can aroused if geography is based on personal
o b s e r V¥Firsihaml oliservation within familiar contestsa s a si gni fi cant p
rationale for the reform American geography education.

Aside from his discussion of the value of observation, Davis also offered brief vignettes
to better describe the form that such an outlook might assume. A numbisr ibbfistrations
addressed issues of geology and physical geographic process, but he also broached the human
geographical side of home study. Davis offer
admirable subject for observation of human conditionstidd the increasing closeness of the
houses towards the center, around the stores and offices; note the larger open spaces about the
border of the village. See how the roads converge towards it from the surrounding country...All

of this should be takenphmerely as local fact, but as an example of a way in which some of the

“Davis, fiThe Teacking of Geography, o 2
*Ipid., 3.
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people of certain ¥®eramteseysorts af obselvationsvaf lodalchuman v e . 0
spatial arrangements, Davis suggested a broader investigation to include causes ibled poss
explanations of cause. And the village was not the only site worthy of exploration. Quite the
contrary, he was explicit in pointing out that local circumstances would shape the nature of
investigations, be it the village, the town, or the city. Onpib&sibilities provided by the city, he
added: Alt i s sometimes said that in the scho
but this is a serious mistake. It arises from the failure to perceive that a city belongs in one of the
most imporant subclasses of geographical facts. Consider, for example, what may be seen on a
single street...Remark the activities of the street; the varying streams of people, passing this way
and that, crowding the sidewalks at certain hours, deserting theimeas.af his all exhibits the

way in which people live at certain places, called cities, where for some reason many thousands
are crowded &AThremghl|lthesa. 0bservations and
human element of geographical studyi pr omi nently brough%nverpr war d,
direct ways, then, Davisodos reform plan incorp
and the humaultural dimensions of geography in the education of young learners. The entire
investtpkt i on began | ocally, of course, in the hom
attentive <cultivation of home geography, 0 Da
examples of the two classes of geographical facts that spread about us affoatural,
observational, rational basis on whichhe | a

Observation and inquiry into the geographical phenomena close at hand captured the essence of

“Davis, AThe Teaching of Geography, o 5.
%bid., 56.
% bid., 6.
bid., 7.
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Davis recommendations for elementary geographycathn, common themes in the reform
agenda for geography education in the early decades of the twentieth century.

Charles A. McMurray. As did others, McMurray urged practitioners to provide students
with opportunities for exploration and firsand obsemtions in the pursuit of geographic
learning. A reformer, he hoped to invigorate the study of geography by reorienting instruction
around purposeful investigation. Rather than the textbook, the excursion became the preferred
instructional method. AsMcMwr 1 magi ned it AnThe work wil!/ CC
and later of discussion of these in the clagscursions into the home neighborhood to secure a

close and accurate view of many objects and occupations, and discussions in class td bring ou

more fully their “hé&eaprdgrany he prombsed veab, aft course, Tont@xt
specific and highly | ocalized in character a
cl ass, and the | oc al®woydpabtmost negssarilyi varg frorh placete x c ur s
the next.

Mc Mur r yds a t-hamdnsenseoerperierce Wwas based upon certain assumptions
about learning and the needs of students. To clarify, there was, for McMurry, value to be found
in familiar settings and he seethéo suggest, as did many of his contemporaries, that a
consideration of student interest and motivation was inextricable from the learning process.
Moreover, McMurry implied that practitioners could gain and maintain student interest by
beginning with thee experiences that were familiar and local. Not unrelated, McMurry adhered
to a theory of learning whereby new knowledge and understanding were best built upon existing
knowledge and understanding. The following passage did much to illustrate his datoreti

orientation: AThe 1 magination must be our <chi

% McMurray, Special Methogs.
* Ibid., 6.
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leaving home. But the imagination cannot construct pictures out of nothing any more than a
builder can construct a house out of air. The imagination swarth the materials of experience
already gathered. It is not expected that we should gather all the experimental facts we may need,
in third-grade excursions. We can but little more than open the door into life and its varied
forms, but we can make a dise | b e &9 Tinis appegceptive approach, as it might be
ter med, wa s t he foundati on of mu c h of Mc Mu
ThroughoutSpecial Methodshe described a reform plan for geography whereby the home, the
familiar, and the localvere slowly replaced with an examination of the broader, unfamiliar, non
local elements of the field. McMurray explained in his broad recommendations for the third
grade course:
Besides the seven topics of the home environment, there should be, in the oral
work of third-grade, a discussion tfe world as a whole...
There are sever al reasons why <chi-l dreno
grade should not be limited to the immediate home neighborhood...[G]eographical study

in the thirdgrade must bedih analytic and synthetic. It must begin at home and work

outwards gradually, and it must also grasp the earth as a whole and begin to analyze into

parts..2*!

A hallmark of the era, the general progression of student investigation that McMurry outlined
was from the home and then outward, slowly building new experiences out of those existing.

Aside from the outward expansion of geographic subject matter from local to global,
Mc Murryds approach was similarly chdnaygpteesr ioz e
Types were objects and phenomena which represented pathways into much broader geographic
principles and understandings. It was around types, that McMurry built his conception for reform
in the el ementary study icomprghensignrobagypigal objgctAn c | e a

geography (however smal | this object may be)

190 McMurry, Special Method14.
%% bid., 28.
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geogr aphi c af? Akexanpléseofl typesSpcial Methodcontained the following
suggestions, many of which were more or Igsscific to the Midwestern United States: a coal
mine, the lllinois River, prairies, a lumber yard, a hard wood forest, Lake Superior, and a cotton
plantation. While not exhaustive, McMurray attached to each of these types a thick geographic
description vinich addressed the multitude of ways in which each was connected to other aspects
of a given locale, economically, historically, or ecologically. The investigation of a single coal
mine in the home area or region of the student ultimately moved well belgencbal mine
itself. As a type, the coal mine provided opportunities for the consideration of the natural process
of coal formation, the harvesting of coal, the architectural construction of mines, the economic
cost of mining, the transportation of cdal market, and the commercial usage of coal as an
energy source.

Whil e McMurryodos type was IiItself wvalwuabl e a
others which marked its worth. McMurray explained the purpose best himself where he stated
t hat stddy ofea type is therefore a short avenue to the interpretation of a large body of
k nowl &%Agan, as was true of the installation of local study and the call to invoke the
interests of the student through existing experience in familiar settirggydd, too, McMurry
intended as a partial remedy for an otherwise bland tradition of abstraction in the school.
A...[T]l]here is a powerful realism, 0 he expl al
tonic effect. The worst criticism that can beologht to bear upon our present teaching of
geography, is that it is abstract and unreal. It is formal and dry. We are not to forget, however,

that, while such a type is very real and concrete, it contains a general truth of wide

192 cMurry, Special Method186.
%bid., 187.
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appl i ¢°arhe typemandpcal contexts together gave geographic study a purpose by uniting
learning around a common focal point whereby natural interdependencies could be highlighted
and new experiences built upon old.

Richard E. Dodge.Li ke many of hi s cwitng demqnsiratedan e s , [
effort to augment the traditional focus on description in geography with anoele of thinking
which emphasized cause and effect and the relationship between human societies and the natural
environment . AFor ethe wpurhmorsee si nofhatnhde op ehpe w
geography as the study of the earth in its relation to man. In other words, it is the study of all
those features, characteristics and conditions of the earth that influence or have influenced man
inhishistoy, devel opment , “2Witpthioim raird,iDodye naoved to tonsider . o
the significance and appropriateness of geogr
shall be our aims,® he asked rhetohiélmlisi y d. da
conception, the reorientation of geography education involved the near abandonment of studying
the discipline in its entirety. From a pract
study of the ear t'Hfwaaan extraoedingyrtasls lastead, ha tbensed andhe
skills and capacities of students to gather information and to develop some understanding of
geographic principles.

Dodgeds plan for the reform of geography ¢
hand experience. fAWe must aim to give a certali
should aim above all, to give the ability to gather information; in other words, we should develop

the knowledge of principles through the knowledge of facts.nWst in our early work study

194 McMurry, Special Methogd187.
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facts not singly and in a separated manner, but in their relations in time and space so as to lead
the child to appreciate that there are one or more underlying truths which make explanation of

the fact easy; then we can gereia 2°€In sum, Dodge appreciated the consciousness of the
interconnectedness of geographical information far more than the mere memorization of factual
content alone. Il n doing so, he reasoned, A .
apply principles, we give him the power to gain knowledge, and not merely unrelated items of
knowl &dge.Dodgeds conception, the studentos #i.
that will go on increasing in use and will be ever helpful to that childattu g h ~ A'9Geingl i f e . 0
further and drawing on his own experiences a
eleven years reason out right conclusion in geography, by such a method as | have suggested,
with much more accuracy and far greater comft#e than much older pupils who had never had
such training; who had b e"Dodge ealied fortreagoning overme mb e
remembering in seeking to reform geography education.

Very much related to his emphasis on inquiry and observatisnwBodge 6s appr e
for field excursions, an instructional tool he considered at length in an 1896 article published by
the American Geographical Society of New Yor
teachers and students, ought to be a necepaarpf geographic training. Excursions are bound
to come sooner or later, and this short paper is a plea for inauguration at @riE¥ever

p o s s 4l ikeeothérs, Dodge was a strong advocate of-fiestd experience. Confident that

geographic excursits were both inexpensive and pedagogically sound, Dodge endeavored to

podge, fASome Suggestion Regarding Geography, o 16.
199 | pid.

MO pid.

" pid., 1819.
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evaluate the organization and practice of effective field excursions. With regard to the general
process, his best recommendation was to begin with brief classroom introductions andwben
outward into whatever forms, features, and pr
the conduct of field excursions the following plan seems to me, from some experience, to be the
best. After a series of elementary introductory exercisek lactures in the house, the class
should be taken out to see those proc¥mses in
the end, across all of the possible field trips highlighted by Dodge, the central goal was to
enliven the study of geogrhap through firsthand experience. Of equal significance, he insisted
that excursions in geography provided opportunities for the development of the elementary
| earner 6s i nqui rprocessingdskillg. maighadhle extuhsiory Dogd remarked,
A @ildren are taught the value of alertness and of a questioning mind, ever ready to follow the
suggesti ons "WHaet wnroa edf ffeurrss.hder : AAt the present
in the methods of geographic teaching, and now is the time foristgmelents, colleges,
geographers and geographical societies to be of vast help to the schools by helping in the matter
of excursions. The children, if possible, and at any rate the teachers, should be given the chance
to study home geography, not fronxttdooks, but from the only perfect geography reader
Nat ur e 'R Mat sirdie fcontemporary nature study writers, Dodge insisted that the
textbook could hardly match the utility of the excursion where -fiestd experience,
observation, and inquiry bame guiding educational principles.

Henry McCormick. McCormick insisted that geography, in addition to its inherently
multidisciplinary character, was highly valuable as a part of an elementary course of study given

its almost equally natural fittedness the experiences and developmental readiness of young

Wpodge, fAGeograpd8y from Nature, 0
114 pid., 150.
15 |pid., 155.
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learners. More specifically, he found great import in the study of geography and its utility in the
devel opment of observational skills and habit
the training of the observing powers, o McCorm
objects that can be found in nearly every community, and that may be seen by the young tyro.

For this reason, it should appear early in the course, when the aemsesst active and eager to
grasp everything t ha0f coorsemassMcGerimickh pemceived dtathen . o
standard practice of schooling was not exactly geared toward student engagement or
investigations into the surrounding local geography.

InMc Cor mi ckds vVview, practitioners tradition
distribution of the textbook and other symbolic representations of the discipline. He expressed
those frustrations <clearl y i n helnkandfbeférd thewi ng p
are prepared...The pupil is compelled to express his thoughts, if he has any, in phraseology which
the teacher has copied from some book and written on the blackboard, instead of being permitted
freedom of expression which is so nafuio children and which should characterize all teaching
in the pr i'tha criiquesaf headerhic formalism, McCormick believed that the
psychological value of a reformed plan for geography instruction would lay in its ability to
connectnewlearnig t o ol d. AThe value of geography in
in the fact that it deals with related truths,...and that these truths are associated with objects that
lie in the pu ¥ Beginnifgi wth the leaher and with &m dbjects and
phenomena accessible through the pupil dés fie
geographical analogy could be created in the mind. Thus, while the home and neighborhood

were critically important to geographic learning, a local fodid not prevent, but rather

i: HenryMcCormick, Suggestions ofieaching Geograhy (Bloomington, IL: PublieSchool Publishing, 189928.
Ibid., 29.
18 pid., 30-31.
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supported the development of understanding oflnoal places, phenomena, and principles. The
foll owing passage served to illustrate McCorm
They may never see the Ganges river nor the stately temples thidteieaomes

and minarets above its placid waters, yet we do not wish to have them grow up in

ignorance of either. So we aid them to build a Ganges of their own from the geographical

facts acquired by the home stream, and adorn its banks with religifioesedrected out

of the notions obtained from the home church. Imagination takes these concrete notions,

and modifying them by what is read, by the instruction given by the teacher, and aided by

maps and pictures, builds them into ideal fofiis.
In thatcertain elements of geography study were found to be ubiquitous across space and time,
McCormick was able to imagine a local stream and home church as useful analogies for students
in the process of coming to understand the less familiar Ganges Rivdgn&twould ultimately
highlight clear distinctions between the two, but the understanding of the familiar potentially
informed investigation of the unfamiliar, i n
meaningful . As he c.tben bome dheghbor®dds.ie vihle ewvor&l , in - i .
mi ni a't Ofrceurs®, McCormick was not alone in this belief, and perceived connections
between the local and the global in geography education had a quite a range of supporters
throughout the era of educationabgressivism.

Jacques W. RedwayDespite the perceived need for reform in American geography
education, Redway reported that a number of positive changes had been made or were in the
process of being implemented. Available texts and materials, poputaesptnormal school
training, and reformed supervision were among the positive changes Redway outlined. In turn,
he added, A...in the near future, there wild/l

in the Ame tYiOtpaticularmpoot ance, he explained, fOn

has come into modern methods of education is the disposition to stimulate the observational

19 McCormick, Suggestions on Teaching Geograpy.
2%pid., 93.
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powers of?fthse a hridlde, 600 Redway appraiiasdof At he
receptacleinto which a measured amount of graded and useful misinformation was to be
i n g e $iLikedothérs before and after him, Redway called for reform, in both the curriculum
and geography instruction, whi ch he citydoped mi ¢
observation and inquiry. For Redway, an effective plan for geography education was to develop
the Afaculties of*seeing and interpreting.?o
Though he was openly critical of its implementation, Redway pointed the practice of
nature study in the eleentary grades as an indication of the types of educational utility that
mi ght stem from an expanded investment in obs
call ed, perhaps unwisely, Nature Studyeis no\
reported. Going further, Redway argued that while much of that elementary work was, in his
mi nd, Aiin the hands of novices and poorly tr:
and even r? that theufinad edscational. résult wapigally a net positive for the
intellectual development of the learner. Even where poorly executed, the move to prowde first
hand observational experiences for students in the context of geography education could provide
intellectual benefit. More critidaperhaps than other advocates of the approach, Redway
nonethel ess reasoned t h a tpowérAtm discover nagd atqghire t gi
knowl edge®™ s good; ... 0®o
Observational work was of central importance for Redway, but the point should not be

overgated. In addition to observation work, Redway was not averse to textbook learning. To that

end, he was explicit. fNecessary as the obsc¢

122 Redway New Basis of Geographg80.
123 | pid.
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Redway wrote, At cannot t ake t heandpdgereale of
r e a d'¥’ Similardy, and without overlooking the value of local, observational study, Redway
believed that world geographical Il nvestigatio
acquire al/l his infB8DespteorRetbywayodbssesuvsapi ono
applicability of localized, observational study beyond the elementary years, his reform agenda
was largely consistent with contemporary appeals for inquiry, observation, and a deeper
sympathy for the student experience.

Harold Wellman Fairbanks. Yet another illustration of the discontent surrounding
traditional academic practice, Harold Wellman Fairbanks, authétoofie Geography for the
Primary Gradesinsisted that geography education at the turn of the centurijl veasted to the
learning needs of elementarye v e | student c.alidanyrofmatr e geog
reported, far e'*Meradfténythamnott Faifbanks womtmyed, geography texts
and the instruction that followed was overly fadtand symbolic and largely outside of the
natural interests of young learners. Rather than factual knowledge alone, he argued, elementary
geography would do better to instill habits of investigation and an appreciation for geographical
relationships. Inhs wor ds: AChil dhood is a period of act
we should attempt to cram the mind with details of geography. Facts themselves are of no value.
It is only in their r el alongsinsilartinesFairbanks adgdedb e c o m
to his recommendations for elementary geography instruction, a deep consideration for the
unique lived experiences of young learners. Overly abstract and symbolic representations of the

field were ilksuited, in his mind. Fairbanks explath¢éhat what was required in the primary

127 Redway New Basis for Geographg05.
128 pid.
129 W. FairbanksHome Geographfor Primary Grades (New York: Educational Publishing Company, 1802),
130 i
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grades was an attention to student interest a
he wrot e, Anit Iis not sufficient that facts be
suchaswilar ouse the interest through coi'wkileti on v
relationships and the promotion of a holistic understanding of geography was the aim, Fairbanks

reminded practitioners of the role that the lived experiences of the studgnit pfay in the

process.

The studentodos 1 mmediate environment serve
Fairbanks. I n the first place, the studentds
historical, and ecological environment of winic s/ he was a part. The |

represented the context and framework of knowledge in the earliest years of learning. With this

in mind, local geography study for Fairbanks worked to further engage the learner through a
familiar, localized cuticulum. Secondly, but of equal importance to larger understandings within

the field, fundamental geographic trends, objects, and principals, often applied equally well to
places within close proximity or at considerable distance from the learner. Fairaguikined:

Aln the home surroundings we can get the mate
the superstructure in geography...The home is a little world. Here in miniature are the features of

the great world outside. The forms of land avater, the animals and plants, the occupations and
industries of men are represented. When these are understood in their simple relations the child
can reach out and take®holdl afi Wwh,atgéaegrhaphino
home areayery nearly approximated, in a general, intellectual, or theoretic sense, geographic
investigation at a great distance. While the investigation itself might ultimately appear quite

different, the process of thinking geographically, Fairbanks and othersednpvas quite

131 FairbanksHomeGeography5.
*21bid., 5-6.
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consistent. Home geography trained the | earne
widening the investigation and moving into more distant areas. Local geography study provided
both sustaining interest and useful exerasgeographic inquiry which the student and teacher
alike could invest toward future learning. The learner gained special attention in the process.

James Franklin Chamberlain. James Franklin Chamberlain, of the State Normal School
in Los Angeles, Califor@, added to the conversation of geography education in the early
twentieth century through his critique of the larger purposes of the school. In short, Chamberlain
believed that the role of the school uwas to
me mber o f* asfonctibnewhigh he believed the schools were generally performing
poorl vy. Going further, he argued that the ref
interests b%as subhean Lndeastandimg e viewedtastamount to student
development. Geography, Chamberlain reasoned, was an important part of the conversation as
study of the field A...can and should make o
better reasonersif] %At the very least, & continued, study in geography would better meet
the charge of schools than that of subject areas such as Latin, German, or French.

The problem with geography, i n Chamberl ain
the field in the course of studyah with the implementation of practice and the conception of
the fieldds purposes. I n particul ar, Chamber |l
practice was the failure to recognize the potential of the discipline to tap into the lived

expei ences of the | earner, a progressive educa

ch h a mb e r | grdphy jn thé (Gfe af the Pupil The Elementary School Teact8¢1907):65.
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geography, 0 he wrote, Afis how to make the su
c hi 1™ And Chaniberlain had recommendations to that end as wellotdd:n

The subject must do more than offer information through the medium of the printed page;

it should encourage the pupil texperiencegeography, and to contribute these

experiences. Such opportunity as geography offers for the exercise of the cimestruct

faculty should be used to the fullest extent. This can be carried out in the making of

maps, charts, sketches, graphs, and models of various kinds. Where these conditions are

not realized the results must always be meager, superficial, unsatisfattory.
Geography under Chamberlain was an active endeavor. Inquiry over memory was his pteference
and Chamberlain recommended that the interests and experiences of teachers and students
dominate the introductory phases of geography instruction. Local geggsaydy offered a
partial solution. In the first place, it presented a picture of daily life, which Chamberlain
understood to be inherently engaging to young learners. But investigation of the home area, the
community, and the neighborhood, also offeredviadow into more profound geographic
understandi ngs. Chamberl ain noted: AThe story
bands of steel or over ocean wave, connecting the most distant lands and peoples with the
community, with the pupil himselfThis is home geography in the largest sense, for the home
cannot be understood unless its relation to remote areas is seen. The people of a community and
of the world are held together by the chains of mutual industrial, and social interdependence
slowyf or ged t hrough centuries of devel Gpikeent i n
others, Chamberlain began with the home area and reasoned that deeper, global understandings
could ultimately be reached in time.

Chamberlain also recognized the \alaf the field trip, which he referred to as the

geographicafiThiexgueai omabue of the excursion,

1%Chamber | grdpmy jn thd IGfe af the Pupl, 6 6 .
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el se can give such I1fe mady vaaye, tbhgebigelagp!
difficulty experienced in placing geography among the-lifat er est s '&fin t he (
combination with pictures, stereoscopic images, school museums, and personal travel, to name
but a few of the other sources of inspiration identified by Chamberlain, the field trijl¢dov
valuable firsthand experiences for students, valuable in the sense that he regarded direct
observation as a most vital component of learning. Whether through excursions or other
methods, Chamberlain concluded that elemertrgl practitioners appezh the subject in
ways that connect most A...directly and vital
applied to the home, b ut"Thesltimage purpbse, of cdurse, was e w0
to garner the interests of the studewards geographic learning, or, as Chamberlain phrased it,
ito enlist [the pupil ds] consci“Thaghhiswitwspur pos
were widely shared among contemporaries seeking reform within the field of geography
education, Camber | ai n6s ef f o-cehtered catiooaletohe whieh emphasized d e n t
fist-hand observation, inquiry, and the lived experiences of the learner, was among the most
explicit.

William James Sutherland. Among the many other recommendations offergd b

Sutherland was the notion that geography instruction should be arranged around a purpose.

5t

When [ geographi c] facts are | earned indepenc

5t

the fact side al one i 3% As Bithertae ilustmted efsgvheeen d i n

AFacts concerning the present crust shoul d be

¥¥Chamberl ain, fAGeography in the Life of the Pupil,o 70
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which expl ain 6%iyatherwordsasiudents learnedbest when they felt the
relevance of the material under study,enlgeography was taken as a mode of inquiry, not a set
of discreet, disconnected facts and figures.

For Sutherland, firshand experience within the surrounding natural environment was an
important foundational element in the study of geography. Like d&auwef his contemporaries,
Sutherland called for an evbroadening investigation over time, one that moved outward from
the local; that is, once students gained experience with elements of local geography, the scope of
investigation expanded. He explained

Advancement to the study of geography proper is then in full accord with the accepted
principles of pedagogy. The childbds <circl

¢

way, but i n a manner t hat appeal s to the

permanent interest...
Observational geography and nature study furnish the rational extension of the

chil dés ment al hori zon; it furnishes that
which ﬁsfurther study of the subject demands; and it suppliasitiee with typical basic
ideas...

Li ke other curricula touching the home envirgc

local study in geography was informed by his particular understanding of the manner in which
young people learned. In other wer he adhered to an educational philosophy which assumed
that interest in the learner was typically rooted in the home, and further, that interest was a chief
concern in the educative process. In his description of the relative worth of geographic study,

Sutherland suggested that @The néeshbsgdearh t he

consideration. The studentdés | ived experience

new experience, practitioners were not to consider lightly. In additi an emphasis on the local

and the familiar, Sutherland added that another measure through which teachers might provide

144 gytherlandThe Teaching of Geographga.
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and interesting and relevant | earning environ
essentials be broughtto the pupilsit he form of pert {*mnemovethat obl em
represented a shift away from strict reliance on the textbook or traditional forms of instruction,

he offered the following:

In their life experience, all are interested in geography. Problermpsodfiction,
transportation and consumptiagnone or alli affect every individual. Problems of
agriculture, forestry, irrigation and road building command universal interest and
attention, yet, withal, the study of geography is general formal and erhpirica

If pertinent problems could be so presented to pupils, that their solutions would
necessitate the interpretation of good maps, charts and graphs; the reading and sifting of
selected articles in newspaper and periodicals; the comparison of statamterts and
reference books and the selection of a fc
results by means of maps, models, graphs and written essays, it seems that the whole
situation could be changed for the betfér.

Rather than stiltedectures, an alternative to geography education, and perhaps education
generally, was to base instruction around student inquiry, an immediate avenue to which was
problemsolving Fr om Sut her | andds -dobiingcappropch todeachingtaide p r ¢
learning in geography was one with which he had gained experience in practical settings. Citing

a sample problem designed to engage students in a consideration of the relationship between
water bodies, weather patterns, and agriculture in the Midweste Suthand r eport ed
satisfactory resultso whereby fANo [direct] te
understanding of thefsubstiutati pgobhkcéemvatiha
r e c e pt $utherland concludethat problemsolving as an organizing framework was most

l i kely to meet the needs of youfgntiestadyofer s art

geography. Sutherl andbés reform plan started

147 SutherlandThe Teaching of Geography39.
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paid particlar attention to the pedagogical value of probksstving. Experience and inquiy
based, the approach he described was thoroughly rooted in an understanding of the nature of the
learner.

E. Ehrlich Smith. E. Ehrlich Smith, of Richmond Public Schools, pded an
interesting perspective on the continued reform of American geography education in the early
twentieth century. First published in 19Zleaching Geography by Problemspresented a
continuation of the curricular and methodological reforms recordetkrby educators in the
previous decades. As the title would suggest,
problemsolving in the geography classroom.

Like others before him, Smith was deeply critical of what he perceived to be the
traditional enphasis on the memorization of geographical content information, often times
through textbook study. Despite reform efforts, Smith lamented the persistence of traditional
practice where he wrote:

School geography, very gradually and with difficulty, istipet rid of some foreign

matter with which it has been obscured in the past. While there are a number of reasons

for this development, the one which appears to be of the greatest importance is the

popular disclosure of that wonderful story of what man &esomplished in various
portions of the world. This progress has been sufficiently interesting to gain and hold the
attention of many; but somehow teachers have missed this element of interest in the

geographical story, and for many years have been tepshitlassrooms a mass of facts

devoid of interest and lacking in most of those elements which create a zest for

knowledge'*?

An alternative to traditional practice for Smith was an ingqbiaged, problercentered mode of
instruction. Principal rivers, mmtain ranges, and capitals held less significance than
geographical reasoning and problem solving un
Ait I s not nearly so necessary for one to kno

how to find out where it is; and when one has found this out, to know immediately a good deal

152E EhrlichSmith, Teaching Geography by Problerfiéew York: Doubleday, Page and Company, 1928),
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about Melbourne because of t"R 8mith aso workkdnto wl e d g
outline the process of selecting amgsonogpr i at e
forms the basis for teaching by problems and
way of securing problems lies in the fact that too much dependence is put upon the text and not
enough inspiration and information gained fromfer aut hor it &mithals sour
reasoned that the nature of the learner should have some bearing on the selection of problems.
Aln selecting a problem, 0 he explained, Non
information is to be secureldut also how the information can be related to predawtinterests;
and the closer these interests ¥smi thhos hpr o gt
for problemsolving in geography was built around inquiry, a significant part of winels
informed by a concern for the nature of the learner.

While Smithdés clarification of a problem m
rethinking of geography education, the commitment to inquiry and prestdwing was actually
reiterated time athagain in the decades prior as the discussion above has revealed. This was true
not only within the field of geography, but across many progressive educational writers as well.
In a broader educational sense, instructional projects designed around prassmoutlined,
perhaps most famously by William Heard Kil pat
met hodo 1918. Smith recogni zed as mu c h hi mse
classification scheme into his own wdrk.Solid foundations implace, Teaching Geography by
Problemsnonetheless served the purpose of expanding the use of problems and projects in

geography in ways arguably more explicit than contributions before that time. But perhaps most

153 Smith, Teaching Geography by Problenxs.
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i mportantl vy, Smi t hlahe logevity gpfecenmmitroemts to bothllocad $tudya t e
and inquiry in the reform efforts geared toward geography education throughout the late
nineteenth and early twentieth centuries.

Summary. The several works explored above spanned nearly three decades of
progressive educational thinking and in many ways paralleled some of the central developments
of that era. Throughout the writing surrounding the reform of curriculum and practice in
geography education, for instance, observers found a thoughtful atténéiomature of the
learner. More specifically, geography education reforms often reflected the belief that the lived
experiences of the learner deserved special attention, a concern that contributors to the field often
stated quite explicitly. Not unrelate reformminded geography proponents were almost
unanimously critical of traditional academic formalism, a feature of contemporary schools
regarded as out of synch with the unique needs of young people. As an alternative, those
advocating change calledrf@a renewed attention to firksand experiential, observation, and
inquiry-based learning, the latter of which was a reflection of changes in the wider discipline in
the last quarter of the nineteenth century. In many instances, as noted previouslyic#theore
assumptions about the learner and his or her needs led to an emphasis on locally available
geographical concepts and phenomena. Moving outward from the local, reformers did much to
outline an articulated course of study, an expanding horizons appmhich is in some sense
still evident today.

The emphasis on experiential learning, inquiry, and local context were themes
represented throughout the writing Bfogressive Ergeography reformers. Of course, those
same trends did much to anticipate éssential characteristics of modern ptaesed education

as well. Whereas those several points of intersection suggest an important historical relationship,

241



one which may inform a modern plabased educational agenda, the similarities may be broader
still. In brief, Progressive Ergeography reformers also addressed the relationship between the
school and the community, a feature that further situates the field as an historical precedent of
placebased pedagogy.

New Geography& the Community

In additionto the utilization of locally available geographic phenomena and the deep
consideration for the nature and needs of the student in the learning process, a number of
geography reformers in the early twentieth century spoke to the potential connectioasnbetw
the school and the community. Perhaps somewhat less pronounced, what readers typically found
were discussions regarding the manner in which geography study might affect the improvement
of the of either the individual citizen or the larger communitgatly.

William James Sutherland. Sutherland addressed the relationship between school and
the | earnerd6s home community in a discussion
education. For him, the social phase contained much of what contemporary observers might term
human geogrdpy, a feature of geography education which Sutherland suggested might be

developed by practitioners and students throughout the learning process. As a part of this social

investigation, he included the studmylwasthe oneds
establi shment of a deep knowledge of the int
peoples and pl aces. AWhen we study the method

and clothed, 0 he r emar ke deing sotidilyehelpfull again appealsd oi n g
to us. So butcher, baker, and candlestiéker, each in his own ay, renders some social
service.’™’ Embedded in the passage was a call for what might be regarded as a type

responsiveness to communifyjnrough an invegation of peoples and places near and far away,

157 sutherlandThe Teaching of Geograph49.
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and a better understanding of both, Sutherland seemed to suggest, however implicitly, that a
sentiment of social duty might be fostered in young learners through the study of geography. He
explained further AnThe pupi l may C ome t o see t hat n
independently of other individuals or communities, live as well or produce as much, as is
possible through the reciprocal helpfulness of exchange. Such an outlook, it would seem, will
make he future citizen more rationale in his industrial pursuits, and more democratic in the
exercise of ¥ $osial geographly under Suthérland,then, promoted a form of
citizenship education which emphasized the importance of interconnecteddessocratic life.

Without identifying an explicit mechanism to unite geography study and direct
community action, Sutherland nonetheless outlined a citizenship education function for
geography study. And whil e he ograplgyefertaeyd t ha
i ndi vidual i s Hiitsvaslalsoche casegtapSythealgnd pajniained somewhat
of nonlocal, or even global, outlook which seemed to promote an engagement with peoples and
places beyond the immediate reach of the studeninpartant as it was for students to develop
an understanding of how their own communities functioned, such an outcome was not the sole
mi ssion of Sutherlandds soci al geography.

Lastl vy, in Sutherlandbés discussi dionamf t he
the community, he offered yet further clarification of his plan for citizenship education. In short,
Sutherland remarked that an ingubgsed, handsn exploration of social geography promoted
rational thinking, a feature of geography educatidriciv he viewed as critical to meaningful
civic involvement and thoughtful l' i ving gener

effective until the individual is rational, and is disposed to an impartial consideration of social

138 gytherlandThe Teaching of Geography04.
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and civi &b obd eanlsl. © Sut herland insisted, AThH
and altruistic. H®&Agan, svhile Suiherland stopmkd shaettof extandee . o
discussion regarding the direct civic responsibilities for students as members of local
communities, he provided clear indications that a localized, indpaisgd approach to geography
education played an important role in the development of effective citizens. An indirect route to
be sure, Sutherland nonetheless paid close attention to tkatigb connections between
geography study in the school and the improvement of the communities served.

E. Ehrlich Smith. In Smith, too, readers found a consideration of the manner in which
geography education might unite the school and the communittewi the recent memory of
World War I, Smith called for a shift towards an instructional model which better recognized
global cultural and environmental diversity, not to mention the mutual interconnectedness
between peoples and places. With that indnin he not ed: AThe I mportan
nation is increasing. Whether we would have it or not, we are no longer a provincial people. The
very fact that we entered the World War has helped to banish isolation and provincialism. Rapid
transportatiorby railroad, by steamship and by air, has also assisted in bringing to the minds of
thoughtful people the futility of continuing to adhere to such a policy. We may not play the role
of recl us é*Samiyt hl ocnognetri.ndued by p &onprésentegtoihart t h
Conference at Versailles had a geographical k
nation, we must feel the necessity for developing knowledge of those principles which govern
the production of raw materials and their distribi on t o t he m#¥¥Okoeurse, of t I

al | of t hi s |l ed Smith t o conclude t hat i .

%0 sytherlandThe Teaching of Geograph$05.
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concerned with *a determinaian ovbichanaturafly, implicated geography
curriculum and instructiom the installation of certain global citizenship qualities.

Smith attached to geography education the potential for societal change and
improvement. Implicit in that belief, of course, was an understanding that geography education
would promote certainavyl ues and sensibilities regarding s
thinking about morality as thought and action that promote the improvement and satisfaction of
human needs, 0 he stated, Afgeogr aphyecidtenrods it s
such a PYPermapsimore so.théin Sutherland, though, Smith pointed at times to specific
venues with which the geography student might engage. Conservation received special attention.
Drawing again on the interconnectedness of socieiybgh | | vy , Smith recogni ze
production for the needs of the world and wis
new and i ncr e%lshinvipw, geographyetoty might ultimately confer a direct
benefit on society by promoiy in students an awareness of principles surrounding
environmental stewardship and conservation. The primary understanding to be gained, Smith
concluded, was that A...in order to supply 1t
about them in themost economical way; that they must increase production by means of
conservation; and that, by wise consumpti on,
ar oun d &' Atthougtate Wwroté little about the role of students of geography in the process
of identifying and enacting solutions for local problems, an investigation of social relationships

was nonetheless of central i mportance i n Smit

184 Smith, Teaching Geography Bgroblems xvii.
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a direct consideration of the process through which geograpthy istthe school might intersect
with the needs of the community, global though it may have been.

Harold Rugg & John Hockett. In their effort to determine the most appropriate reform
path for the study of geography, Harold Rugg and John Hockett, togathéemma Schweppe
detailed their experiences at the Lincoln School of Teachers Coffelgethe first place, Rugg
and his colleagues, like others before them, questioned the importance of developing in students
an encyclopedic knowledge of geography, dpEsdly the names and locations of capital cities.
They questioned: Afls Bucharest the capital of
and women be able to answer such questions as these? Is it of any importance that college
students do not know lvere Havre, Zurich, or Barcelona are? Nineteen college students out of
one hundred and twelve |l ocated Col %¥Riggandi n Col
Hockett insisted that the perceived lack of knowledge of American students in geography was i
many ways problematic. But more important than factual content knowledge perhaps, was the
anticipated ability of students to address the problems they might face as adult citizens in a
democratic society. A WEe exdeptingva fedwhd willdog compeellace nt e d ,
by practical needs later to learn the basic fats great majority will be barren of information,
thoroughly stupid, in fact, when faced with the need of exercising intelligence about
cont empor ar'y Haply arb én@orssmenif the efficacy of American geography
education, the problem, as they viewed it, was the failure to develop capable citizens.

Written I n 1925, Rugg and Hockett ds cont

advocacy for inquiry, problersolving, and hometsdy in the American geography curriculum.

188 Harold Rugg and JohrHockett, Objective Studies in Map LocatipSocial Science Monographs No. 1, With
lE(agnma Schweppe (New York: The Lincoln School of Teachers College, 1925).
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At the same time, Rugg and Hock?étlmadel theati on
conversation surrounding geography education somewhat further. More specifically, while
readers could observe many of the cértrames in the recommendations offered by Rugg and
Hockett in the work of others contributing to the reform of geography education in decades prior,

the close attention to social action was arguably somewhat unique. In short, Rugg and Hockett

called ford r ec t civic action on the part of t he

ryS

critically, students will be i WMfWithregad®thet o pu
relationship between the school and the community, then, Rugg and Hoskettp | an f o
geography study was perhaps more immediate and direct than others writers of the era.

Like other scholars seeking to the reform geography education in the first several decades
of the twentieth century, Rugg and Hockett emphasized the intemdiepee and holistic nature
of geographical information. Moreover, as a part of a larger social studies curriculum, they
viewed geographic study in terms of its relevance to preparing students for their adult roles as
citizens in a democratic society. The s ent i all educational probl em
generation of informed, thinking, sociallyi s p o s e d'”® mipartj thie goal .was to be
achieved through the development in learners of a sense of commitment to the improvement of
their own communit e s . AThe very essence of represent a
wr ot e, Ais that the masses of peopl e shall b
carrying on of t hH&éln e significanmway, ithesg challeniges irequired ca
investigation of contemporary social problems and issues. At the same time, and not unrelated,

Rugg and Hockett called for AA curriculum whi

" RuggandHockett,Objective Studies in Map Locatioh.
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studies of their home community, special reading and originastigation, a constantly
growing stream of opportunities for participation in offerum discussion, debate, and

e x ¢ h a n g e d\thoughdreyadid.nat belabor the point, that value that Rugg and Hockett
pl aced upon f. . . $trevahledeaselief in thé poteraidl educatiend! sitility of o
local study and reinforced, to some degree, a commitment to fostering in students a desire to
participate in and improve the community.

Summary. The community responsiveness function in the writingrasinding
Progressive Ergeography education was arguably less pronounced than other characteristic
features of the field. There was, however, some indication that scholars recognized the
potentially valuable role that geography study played in the salwii social problems. While
few scholars pointed to the direct ways in which students might engage in the improvement of
the community, there was a general appreciation for the citizenship education function that the
study of geography provided. In sonmstances, that appreciation was reflected in the desire to
promote an appreciation for the interconnectedness of peoples and places throughout the world.
Elsewhere, geography study developed effective citizens through the establishment of the
capacity tomquire and engage in thoughtful problewiving. In a few instances, writers linked
direct civic action in the local community to geographic knowledge. In the context of an
historical review of plack®ased education, the relationship between the school tlaad
improvement of the local community is an important consideratdod although geography
reformers in the early twentieth century emphasized direct community improvement only

sporadically, the attention to the relationship between the school arehsitip education was

75 RuggandHockett,Objective Studies in Map Locatioh?.
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significant. Coupled with the emphasis on the local and the led&rmyressive Eraeforms in
geography education represent an important historical precedent fobpke® pedagogy.
Chapter Summary

The developments surrounding treform of American geography education that took
shape in the late nineteenth and early twentieth centuries reflected the transformation of
geography as a field of study. Rat her than a
scientific field ©ncerned with the causes underlying spatial phenomena. Surrounding by a mood
of scientific inquiry, the transformation of geography in the late 1800s also placed particular
attention on the scientific investigation of human social and cultural arrangerBantseyond
the reformation of geography as a field of study and the installation of the discipline in American
colleges and universitie®rogressive Ergeography reform also affected theory and practice
designed for the elementary and secondiewgl <hools. Of course, the same reforms also
represented an important chapter in the history of gdased educational thinking as well.

This chapter has demonstrated through the contributions highlighted above a localized
approach to geography educatiortteg turn of the twentieth century. Informed by the German
Heimatskundemodel, American home geography evidenced an approach to elementary
curriculum and instruction that placed special attention on locally available objects and
phenomena. Early reformelike Long called on practitioners to look beyond the traditional

classroom to those geographic phenomena fAj ust

found educational value in the Al and i mmedi at
geogaphy o and, for Sutherl and, the MnAgeographi«
Oswego Normal, students were encouraged to dk

selections reviewed, the local received special attention in the reform plgedgraphy study,
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particularly in the earliest years and at the elementary level. With this in mind, geography
education at the turn of the twentieth century represented an important precedent for modern
placebased educational theory and practice.

In addition to the local, this chapter has highlighted the efforts to move away from the
traditional emphasis on the rote learning of disciplinary content knowledge and to bring
geography instruction into closer sympathy with the needs and nature oitherleGeography
reforms emphasized experientialism and inquiry and those ideas enjoyed a notable level of
institutional support. Redway called for the
while Sutherland and Smith emphasized the role ablpmsolving. The field excursion, too, as
evidenced through Dodge and Long, became a preferred method. Consistent with progressive
educational trends in child study, the interests and needs of the student also gained close
attention in the reform of geagphy education. Fairbanks insisted that geography instructors
take better account Athe childds own experien
t he -ifintiefreests of the child. o A better ihndicat
to geography instruction was more or less framed around student development. To begin with the
home and move outward into the wider world ir
experiences and importance of attaching new learning to Riogessive Erageography
education was often informed by the nature and needs of learners, a feature which further
clarifies the position of such reforms as historical antecedents for moderrbpkex theory and
practice.

Finally, this chapter has indicatéuat a number oProgressive Ergeography educators
attached to their reforms notions of communi:t

for geography education in New York, for instance, students were asked to investigate local
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problems, partiduar | 'y 1 mmi gr ati on. Similarly, Rugg and
needso might become i mportant goals of a new
community improvement was somewhat more generalized. In Sutherland, as one esacralle,
change (and good citizenship) would come as a
Unlike its modern counterpart in plabased education, geography reformers in the later
nineteenth and early twentieth centuries stopped short aissimg the specific ways in which

students and teachers might become directly involved in their local community. Nonetheless,
given the attention to social problems and the notion that students might gain the capacity to
carry on social and community aiffg, it is reasonable to suggest that geography reform in the
Progressive Eranaintained some degree of responsiveness to the community and to society.
Combined with the allegiance to the local and to the learner, the school reforms that grew out of
the finew geographyo beginning in thistoridalat e ni
precedent of placbased education.

Modern placebased educators have neglected the reforms that took shape in geography
education beginning in the late nineteenth century. Given the emphasis on local context and the
attention to the nature of @éhlearner, this gap within the literature appears to be particularly
glaring. Although the two fields arguably diverge to some extent with regard to community
responsiveness, the points of intersection between modern-ljzlsed pedagogy and
Progressive Er geography education are unmistakable. And Progressive Era connections to
placebased education stretch still deeper. Beyond the important developments in nature study
and geography education described in Chapters 3 and 4, the contemporary educationsi ref
implemented throughout rural America also bore close resemblance to the defining criteria of the

modern field. Those connections are considered below in greater detail.
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CHAPTER 5
THE COUNTRY LIFE MOVEMENT

Introduction
Contemporary with te placebased educational precedents explored in Chapters 3 and 4
surrounding the nature study movement and
developments geared specifically toward the reorientation of the country school. Progressive Era
reform at the turn of twentieth century was broad in scope and touched virtually all aspects of
American life. But the experience of industrialism, not to mention the progressive response, was
not a singular one. This was particularly true across the wideiativiteat might be drawn
between rural and urban life. The problems facing the American farmer in the 1890s were often
distinct from those that challenged city dwellers of the same era. And the responses to social,
political, and economic problems varied aell. Of course, reforms geared towards rural
education were also somewhat distinctive.

Whereas the curricular and instructional reforms discussed in the two previous chapters
were generalized to some degree, educational reform plans also existed adressed the
needs of American rural schools in particular. Part of a larger Country Life Movement, this rural
wing of educational progressivism contained within it many of the essential characteristics found

in placebased pedagogy. Despite what appeatseta close theoretical relationship, pthesed
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educators have typically neglected consideration of Country Life educational reforms in any
detail?

This chapter investigates the educational practices of the Country Life Movement as an
historical anteedent of modern pladeased education. In the discussion that follows, the
development and purposes of Country Life reform are outlined in an effort to highlight the
unique political and social circumstances which gave rise to the movement. With contexts
established, the chapter shifts to consider the findings of the Country Life Commission and the
particular educational reforms that took shape consequently. Organized around the defining
criteria of placebased education established at the outset ofdtged investigation, the chapter
examines the extent to which Country Life educational reform emphasized the local, the learner,
and the community. The discussion provided below is based upon a variety of primary works
representative of the Country Life Mement, including theReport of the Commission on
Country Life In addition, the educational writings of noted country lifers such as Liberty Hyde
Bailey, Harold Waldstein Foght, O.J. Kern, and Jessie Field, among others, inform the
conclusions drawn. Thishapter reviews evidence ranging from theoretical pieces promoting
change in the country school to practical manuals designed to guide instruction directly.

Social& Political Contexts

As the nineteenth century drew to a close, the American countrydidessed marked
depopul ation as once rur al agriculturalists b
and townships. Prompted by increasingly mechanized agricultural production techniques,
improved and more numerous transportation networks tlEmdrowth of the urbamdustrial

complex nationwide, Americans began to abandon rural farming as a mode of living. As Cremin

! One inhouse publication on the Country Life connection to pla@sed education does exist. Sabe G.Canniff,
AOn Living Wel!]l i n Our Pl aToward PlEce and Canmunfyd. Vito Perronglo v e me nt s |
(Annenberg Rural Challenge Project, 1998).
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phrased it, féthe cheap | and was gone; the jo
t h e Zdortmpny observers, thiransition was cause for great alarm. Concern surrounding
rurakto-urban migration and the growing perception that rural lifeways were deteriorating
ultimately consolidated by the early twentieth century, transforming into what ultimately came to
be regaded as the Country Life Movememh TheCountry Life Movement in Americperhaps
the most comprehensive historical appraisal available to date, William L. Bowers described the
movement as fiéan effort to promot ellecnd, asur es v
economic aspects of rural life equal to those of urban living, the movement was in reality a
complex mixture of rural nostalgia, the desire to make agriculture more efficient and profitable,
humanitarianism, and economic selh t e’Metivated by a range of economic, ideological,
and political concerns, advocates nonetheless shared the general perception that the dwindling
appeal of rur al l'ife i n America was probl ema
something deficient in rurdéife was driving people to the cities. They therefore sought to remedy
the situation by advancing proposals to increase the attractiveness and efficiency of country
| i v { Degpitedconsensus on the nature of the problem, there was perhaps less agreemen
regarding solutions; that is, Country Life reformers did not always seek to achieve the goal of
increasing the attractiveness of rural life in America in uniform ways.

A traditionally rural pursuit and the cornerstone of most rural economies, it was not
surprising that agriculture received a great deal of attention from Country Life reformers. By the
early 1900s, American agriculture had experienced quite a number of changes, the culmination

of a range of evolving initiatives launched in the decadesviitlg the American Civil War

% Lawrence CreminJransformation of the SchodProgressivism in American Educatioh8761957. (New York:
Alfred A Knopf, 1961),75.

% William L. Bowers.The CountryLife Movement in America, 19020 (Port Washington, NY: Kennikat Press,
1974).
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(18611865). Technological and methodological innovation resulted in greater efficiency and
agricultural productivity, accelerating the commercialization of farming. New agricultural
strategies and techniques were not adoptethimously, however, and whereas prosperity was
elevated for some rural farmers, others experienced a loss of independence and social mobility,
rising costs, and a challenge to rural knowledge systems and Values.

Not unrelated to the changes experientedgricultural practice was the perception of
growing disparity in living conditions between rural America and other parts of the nation. As
Bowers reported:

€[ T] here was accumul ating evidence that rt

other pats of the nation. Roads were nearly as bad as they had been in the pioneer days,

schools were poor, health and sanitation measures were meager, household conveniences
lacking, and credit and banking facilities were inadequate. Moreover, there was some
truth to the charges that farmers suffered inequalities of taxation, the tariff,
discriminations in transportation, exploitation by middlemen, and the monopolistic
control of natural resourcés.

Each of these elements, Country Life advocates feared, cdattitirural abandonment, and, if

left unchecked, would result in serious consequence for the nation as d whole.

Seeking to improve the appeal of rural living and thwart trends in outmigration, Country
Life proponents designed and implemented initiatieesddress issues ranging from agricultural
marketing and scientific farming, to the rural church, infrastructure, and banking. Not unlike the
more farreaching Progressive Movement to which it was connected, many also invested a

significant amount of emgy into a variety of reforms intended to improve rural schodlifigey

Al ooked to the school as a °Befosenisningtb edacdtiomr e s s i 1
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and features of the movement reminiscent of plmsed theory and practice, a brief
consderation of Theodore Roosevelt and his organization of the Country Life Commission is
warranted as those forces were significant and lasting.
The Country Life Commission

Without glossing over the many important contributions of country life advocates on
scales both large and small, individually and collectively, throughout the early twentieth century,
few could deny the significance of Theodore R
reform. Raised in affluence in the elite circles of New RYoRoosevelt was hardly an
agriculturalist himself. From his youth, however, Roosevelt was an aspiring naturalist and his
well known affection for the outdoors remains a part of his persona even today. Moreover, his
appreciation for nature and his somewletemplary concern for conservation positioned
Roosevelt as powerful political ally for rural reform. His involvement also did much to
encourage the wide institutional support that rural improvement, educational or otherwise,
ultimately received?

Not urike many other country life supporters, Roosevelt apparently held a deep
appreciation for the challenges of rural living and lamented the growing trend toward urban
mi gration. As historian Clayton EI |l swoast h con
he was JeffléeAsofi®Roobievel td saw it,o he conti
responsibility of the preservation of the fertility of the soil, and of the feeding of a world which

0i's never more than a ymoeoverfrepesantes thabest hope thmin . 0

America had of perpetuating a mighty breed of men. Farmers were, as a claabjdiag,

19 Bowers, The Country Life CommissignClayton S. Ellsworth, fiTheodore Roose e | t & s Country
Co mmi s AgriaulturalHistory XXX (October 1960): 1552.
" Ibid., 156.
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intelligent, energetic, and deepfAs Rbesevelit e d t «
hi msel f expl aunded ds,a ndtichef fasngers,eandfinospite of the great growth of

our industrial life it still remains true that our whole system rests upon the farm, that the welfare

of the whole community depends upon the welfare of the farmer. The strengtheningto§ coun
life is the str en gt Hiatsdf mmantziém notiitastandng, Resevek t i o n
seemed to view the farmer, and by association, rural agricultural life, as something approaching

the foundation of American society and central totheonatd s pr osper i ty.

In the summer of 1908, Roosevelt moved to establish the Country Life Commission,
whose purpose it was to investigate the challenges of rural life and to offer recommendations for
rural advancement. Under the leadership of Liberty Hydegal' heReport of the Commission
on Country Lifeestablished a comprehensive plan for the renewal of country lifeways. In the first
place, theReportidentified key sources of leadership among which included the United States
Depart ment of Agricul ture, the nationds agri
national agricultural organization$.To that | ist, the Cormesé ssi on
agencies must be mentioned state departments of agriculture societies and organizations of very
many kinds, teachers in schools, workers in church and other religious associations, travelling
libraries, and many other groups, all working with commérelaeal to further the welfare of
the peopl e ¥Keypldyes idertifiedh the ommision also highlighted percieved
deficencies and opportunites for a way forward. Among the various challenges highlighted, the
Reportunsderscored two deficiees, in particular. In the first place, Commission authors stated

that, in large part, rural peoples suffered as the result of an incomplete understanding of modern

ZE| | swbheoddiecRodsevel t s Country Life Commission,o 156.
13 The Country Life CommissionReport of the Commission on Country Lifenate Document no. 705
(Washongotn, D.C.: Washingtdtrinting Office, 1909)10.
1‘5‘ Report of the Commission on Country LIf8,

Ibid.
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agricul tural practices. More specificakly, A A
exact agricultural conditions and possibiliti
rural det’éni ardatiitdim.ng Bailey and his associ a
training for c owagcauge for gréaecoernnTo becshre, the sirdl school
and agircultural knowledge were not the sole areas of need identified by the Commission. As the
Reportstated:fiOther causes contribuing to the general result are: Lack of any adequate system
of agricultural credit, wheby the farmer may readily secure loans on fair terms; the shortage of
labor, a condition that is often complicated by intemperance and incentives that tie the laboring
man to the soil; the burdens and the narrow life of farm women; lack of adequatessoperfs
publ i cWhlathetndted dauses of rural decline were numerous and not exhausted by the
preceding passage, the Commission nonetheless returned to agricultural science and the rural
school in their efforts to recommend solutions.

Amidst the various problems and remedies cited by the CommissionRépert
addressed four underlying principles thought to be relevant to any and all rural improvement
intitiatives. Guiding elements in the successful reform of rural living inclukealviedge
organization spritual forces andeducation With regard to knowledgéhe report pointed again
to agricultur al science and pr obRepomreveatet,vi ng.
Athe underl ying facts must beknowledgeof istbusioeds Th e
and of the particular conditions wunder whi ch
soils, climate, animal and pl| &Anotheddomporestms, ma

the reform process was the organmatof farmers around collective interests. As phrased in the

18 Report of the Commission on Country LIf8.
7 bid.

¥ 1bid., 20.

Y Ibid., 25.
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Report ARTher e mu st be a vast enl argement of %
themselves...If they do not do this, no governmental activity, no legislation, not even better
schools, wilgr eatly avail...They need a more® fully
Wit hout denying the individual farmerds i nder
rural living, the Commission recognized a certain value in collective efforts.

Sprituality also severed an important role in rural reform. €piritual forces the
Commi ssion remar ked, AThe best way to preseryv
build up the i n’Qognizantof the mentralityf of thdwrthiingrirad America,
the Reportidentified the institution as a potentially powerful ally in the promotion of Country
Life ideals. AThe church has great power of
whole people should understand that it is lliytamportant to stand behind the rural church to
help it to become a great power in developing concrete country life ideals. It is espescially
important that the country church recognize that it has a social responsibility to the entire
communityaswela s a religious responsi’bPerhapsayaratiat i t s
advocates would have to sell the message of reform to church leaders, the rural church was
nonetheless a source of incalculable value to the overall mission.

Not unrelated tgrinciples of spirituality, knowledge, and organization, the Commission,
and, subsequently, many Country Life reformers on the ground, maintained a great deal of
interest in the role that education mitht pl a
on any ot Hproclaimed th¢ @mmission of education. While it was not particularly

surprising that a reform movement containing social, legislative, technological, and economic

20 Report of the Commission on Country |#&.
2 |bid.

2 pid., 28.

% 1bid., 121.
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dimensions might find value in the schools as a useful outletifange, the nature of the
discussion surrounding education was utterly significant. To clarify, the Commission called for a
particular type of education, one tailored to the lived experiences of rural studeniRefddre
stated:
There must not be only faller scheme of public education, but a new kind of
education adapted to the real needs of the farming people. The country schools are to be
so redirected that they shall educate thei
There is to be a well developed plan eftension teaching conducted by the
agricultural colleges, by means of the printed page;tatace talks, and demonstration
or object lessons, designed to reach every farmer and his family, at or near their homes,
with knowledge and stimulus in evergghartment of country lifé?
In the years immediately preceeding fReport of the Country Life Commissiand throughout
the first several decades of the twentieth century, reform of the rural school receieved great
attention. Although th&eportperhaps added momentum and gave new life and legitimacy to
the movement, it was certainly not the singular impetus for rural school reform. The lines below
provide a fuller discussion of the theoretical underpinnings and practical applications of school
reform during the Country Life Movement. In particular, a review of relevant historical
illsutrations from the era demonstrate that educational reforms were highly localized, sensitive to
the unique needs of rural students, and designed with the intenptove the communities in
which schools themselves were sitauted.
Country Life Reform as Localized Curricula

Reforms proposed to redirect the rural schools during the Country Life Movement were
often localized in their outlook. More specifically, ther@svwide consensus among those
affiliated with the educational wing of the movement that the rural school should reflect the day

to-day life circumstances and the peoples served. In many instances, this committment was

reflected in a plan for curriculum andstruction that was oriented around the agricultural

%4 Report of the Commission on Country | #6-27.
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circumstances specific to the region or locale. Where the primary crop among family farmers
was corn, the school reflected such. In short, reforms worked to infuse farm life into the
traditional acader curriculum. The representations highligted below demonstrate further the
emphasis on local context in Country Life educational reform.

O.J.Kern.Publ i shed i n AfodgCGoun®y.Schdoleprésentech ane of
the earlier bookength publicabns geared towards educational reform in rural America during
the Progressive Era. Designed to fA...show a g
far m t2dtipeitextsvaséperhaps intended as much to inspire as it was to guide rural school
teachers and supervisors. For Kern, an lllinois school superintendent, the value of country living
was in need of refurbishment and that revisioning required a renewed commitment to farm life in
the development of rural reform. Kern argued that countrythyaleserved educational
opportunities equal to that of city children
shalt enrich and enl ar g?thetshperinténiefteroctimedtBute ¢ oL
reforming the rural school to keep pacehwiis urban counterpart did not imply the transfer of
city school models to the country. Instead, Kern called for a cespedific approach, one
inti mately addressed the uniqueness of rur al
n ot e d ,musfikelcansidered. The country school for its specific work should be just as
efficient as the best c ?tkgrn didenbtoejett the tsaditbralr i t s
academic curriculum in its entirety, but added that a purely academic curriguds designed
for the city child, not to mention city occupations. He continued:

The educational upl i ft, in its fullest sen
R6s0 al one. These certainly need taebe be

% 0. J.Kern,Among Country Schoo{8oston: Ginn and Company, 1906},
*®|bid., 15.
" bid.
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sufficient is a refusal to see progress. As well ask the farmer to make a success of life
with the machinery and methods of thirty vy
However much we may disagree as to the ways and means, any one [sic] who has
given any serious study to theuntry school in all its relations must conclude that there
is a need of increasing its usefulness. Yes, there is a wide gulf between the alley of a
great city and a country lane; the children loitering along each have to be reached in
different ways*®
A single educational program could not be expected to meet the needs of all students. For Kern,
linking the school and country living almost necessarily implied a greater attention to
agricultural science. néThe s ciew agticulture,ovithd i s c o0\
reference to soil and plant and animal life, shall receive some attention from the older pupils at
| e a®$like contemporary nature study advocates, Kern was also a proponent of the school
garden, an addition he believed would notyobéautify rural school grounds, but provide an
engaging and relevant resource for rural students. An educational innovation which received
support throughout the nation, the school garden, for Kern at least, held particular value for more
rural settingsFrom his perspective the purpose and potential were clear. The gardens, and the
direct engagement with agriculture, represented a close approximation to one critical dimension
of country living. Whereas as the school garden could become a valuable tissetitiplearner
as well, bringing an experiential component to the study of nature, Kern insisted that the rural
school garde was uni quel matseuriitaeld armod tshieof iiadouny.n vi r or
The gardens were a close approximation of aedanension of local, rural lifeways.
Within his advocacy for localized instruction, Kern seemed to recognize the potential

challenge hidden in the adoption of certain educational innovations. In the first place, he pointed

to the obstacle of teacher mai n g , or | ack thereof. Al a-m awar

2 Kern, Among Country Schogl$8-19.
#pid., 33.
¥ 1pid., 61.
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teacher is not as well trained as she shoul d
underpaid...This is not what vyUTothatendl awec al | a
variety of resources were offered as a remedy, including citations for key pieces of literature,
bulletins of various sorts, and contacts for cooperating state agricultural and educational
institutions. Of course, Kern also reminded teachers directiyhefrealities of adopting new
forms of instruction. AThis is whatnowtodeoul d s
is to dig and plant and to | ear Hinhddiiodtothevg t he
challenges surrounding teasheducation in his reform program, Kern also recognized the
potential for the outright rejection of localized instruction, specifically the school garden. The
foll owing passage was revealing: ATo be sure,
so in the habit of doing nothing, and our success in this direction is so phenomenal, that it
requires some energy to make a new departure.
garden!i anot her f ad. l'toés all furrosteh oafff Obstactenyt . rdaor y
not withstanding, Kern nonetheless concluded t
h a v €* Thetrura school required an invigorated course of study more directly related to the
circumstances of country locales agatdening was a central element in that plan.

In addition to the school garden, Kern also tried to localize rural education through
experiment clubs and fieldlips, both of which he intended to reinforce the curricular emphasis
on agriculture and the sy of the local natural environment. Introduced under the heading of
idext ens I experimental klyb$ Were extracurricular agricultural groups composed of

both area students, generally boys, and, not infrequently according to Kern, those who had left

3L Kern, Among Country Schogql§7
32 |bid., 66.

33 |bid.

*Ibid., 69.

*pid., 132.
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the school or did not attend regularly. As he detailed of the Winnebago County exypeiube
AéeAgricultural College extension work has a d
office go circulars, bulletins, and literature of various kinds, the main object being to keep in
touch with the boys, and to interest them more deepthe beauty of country life and the worth,
dignity, and scienti f 1 Typicly supported hydacal agiicultura g r i c t
offices or state agricultural colleges, Kern described the experiment clubs as powerful
extracurricular reinforaments in the overall effort to reform rural education around concerns
relevant to agricultural life. And, for the most part, the specific subjects of study in the
experimental clubs and in the schools were to mirror local crops and agricultural issues. For
Kern, the practice of |l ocal study made perfec
to commit passages about tropical fruits, and perhaps make a perfeatl€sd recitation about

the banana or the cocoanut. But to investigate and stpthnagrowing just outside the school
yard,-6why t hat i's not education. o0 Yet there ar
living by growing corn than by growing tropical fruits. Not less knowledge, perhaps, of things

far away, but more study dfitt ngs in the environment ¥Brém t he ¢
the passage, it seemed clear that Kern was not dismissing the value of studying issues that were
nortlocal. Knowledge of bananas and other tropical fruits were not void of value, acctwrding

Kern, but the local was not to be dismissed either. Kern urged educators to discover what was
new and vibrant locally with regard to agriculture and bring thosewedt concerns into the
curriculum. Although geared specifically toward agriculturegatral component of rural living,

he also suggested a plaoased approach to agriculture and science study that would ultimately

touch the entire curriculum. AFind out from vy

% Kern, Among Country School$32.
¥ Ibid., 145.
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i's suitabl e, nearbréwo,vanddegm somé exmetimertal work with your pupils. It

will vitalize your language and composition work, your arithmetic, your drawing, your nature
study, and will surely quicken the educational interest of the patrons of your districtl It wil
require courage and some study on the part of the teacher to do this; for it is so much easier to go
on asking ques t¥Imaddtonfts thenpotentialbfar adriculéural and science
learning, Kern added student development in writing and osiipn He pointed again to
illustrations form Winnebago County, lllinois.

The boys are encouraged to keep memoranda of their corn growing and to write letters

about their experimental work...These letters are sent to the County Superintendent and

arepublished in his annual report and sent into every country home. The teacher in the
regular work of the school can make the experimental work a basis for letter writing and
thus be of great assistance to the boys in improving their power of expression...

There is abundant room for improvement in the mechanics of letter writing, such

as the use of capitals, punctuation, and paragraphing; but if the boy has something to

write and is not merely required to write something, there is more likelihood of hig takin

greater interest in what he generally considers a nuiance.
Hinting at the perceived connections between interest, motivation, and purpose, Kern understood
that the localized approach was not subject specific, but capable perhaps of invigorating the
entire curriculum.

Kern believed that the rural student fAésho
was openly in favor of what “hirepart, big affectibn foirt he e
field trips stemmed from an understanding aboatrthture of the learner and the potential value
of first-hand experience, a subject discussed in greater detail in a subsequent section below. But
Kernds support for the educational field visi

approab to teaching and learning; that is, the type of visit appropriate for a given school or

classroom would necessarily vary from one locale to the next. In an important, if

3 Kern, Among Country School$46.
*bid., 148.
“O|bid., 158.
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