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PREFACE

The increasing number of progressive schools throughout the
world shows the wide and fast growing interest on the part of
parents and educators in an educational experience for their
children which they do not find in schools of the more tradi-
tional types. This interest renders an account of an early organ-
ized experiment in progressive education suitable and timely.

This school was a codperative venture of parents, teachers,
and educators, and was carried on at the University of Chicago
during the years from 18g6 to 19og. Under the direction of John
Dewey, then head of the University’s unified departments of
Philosophy, Psychology, and Pedagogy, the undertaking grew
out of a genuine desire to work out with children an edu-
cational experience more creative than that provided by even
the best of the current systems.

The school was a laboratory for the departments of Psychol-
ogy and Pedagogy where Mr. Dewey’s educational theories and
their sociological implications were worked out in accord with
the then new psychological principles and in association with
colleagues and students, the teachers in the school, and the par-
ents of the children. It was never a “practice” school.

The book has been called The Dewey School not because
Mr. Dewey as its head ever exercised any of the dominance too
often evident in a “One man’s school.” Rather was the title
chosen out of gratitude to the great person who made the school
possible by his objective and impersonal attitude of faith in
the growing ability of every individual, whether child or
teacher. Mr. Dewey was never dominating. His respect for the
opinions of even the youngest and least experienced of his staff
bore fruit in the creative character of the work done. Only a
person who has worked in such an atmosphere can understand
what inspiration to creative work such freedom gives. After
all, teaching is a creative social art. Mr. Dewey’s philosophy
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vi PREFACE

expressed through his personality stimulated others and re-
leased their powers so that all who understood his point of
view worked freely and codperatively under his guidance.

The subtitle of the book, The Laboratory School of the Uni-
versity of Chicago, indicates its relation to the University, al-
ways a source of direct and indirect help and backing. Without
this direction from experts, the teachers, functioning creatively
in their daily experience, would have traveled many more blind
alleys than they did. Had this experiment been allowed to
come to fruition, it would have presented the first example of
a unified enterprise in education at all age levels.

The slowly evolving curriculum of the Dewey School in both
subject-matter and method was the result of the combined ex-
perimental efforts of trained specialists. These chapters should
reveal that it was scientifically developed. Great emphasis was
given to the use of directed experimental method in all areas
of study. The main hypothesis was that life itself, especially
those occupations and associations which serve man’s chief
needs, should furnish the ground experience for the education
of children. The classrooms in this laboratory school were the
proving grounds where teachers—specialists in their subjects—
would discover, by trying, the particular experiences that
would enrich the child’s present life, making it a growing
process and an ever more real and satisfactory preparation for
the future. The hypothesis was that freedom to express in
action is a necessary condition of growth, but that guidance of
such expression is an equally necessary condition, especially of
childhood’s freedom. Learning, a main issue to the teacher, was
seen as a side issue to the child, a by-product of his activity. The
test of learning was the increasing ability of the child to meet
new situations through habits of considered action which were
even more social in character. It was found that satisfaction
and emotional stability accompany such growth. The develop-
ment of the curriculum was in relation to the immediate in-
terests of growing children and thereby revealed the chief in-
terests of the different psychological levels of this span in their
life development. A type of education in which there is steady
maintenance of codperative processes and constant use of the
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scientific principle of objective testing of ideas through action
and evaluating the results of such action for future planning,
has significant implications for the world ferment of the day.

The authors were both teachers in the school. Katherine
Camp Mayhew, as vice-principal, was in charge of the develop-
ing curriculum; she was also head of the science department.
Anna Camp Edwards was a teacher of history in the early ex-
perimental period and later as a special tutor followed through
the work of all other departments at older age levels, an expe-
rience which has aided her in interpreting the value of
Mr. Dewey’s philosophy of education in the present crisis.

The scope of this study was decided upon and its plan worked
out by the authors in close consultation with Mr. Dewey, who
has guided the entire development of the book. Throughout
these consultations Mrs. Edwards acted as secretary and cus-
todian of the records from which the selections used were made.
In order that the manuscript should have literary unity, it be-
came apparent that the composition and writing must be done
by one of the authors. Mrs. Edwards has served in this capacity
for all the chapters except the seventeenth. She is responsible
for the amalgamation and editing of all the records and con-
tributions from the various accredited sources. Mrs. Mayhew
taught science and mathematics in the school for seven years.
This and her wide later experience are the backgrounds of the
seventeenth chapter and for her many invaluable contributions
to all the other chapters of the book, especially her account of
how the school developed the approach to history as the story
of man’s progress through invention, exploration, and dis-
covery.

The original manuscript of this book was too large for pub-
lication. All the chapters were reduced in size, and two chapters
omitted from the body of the book. These two chapters, how-
ever, have been included in the form of an appendix. The first,
The Evolution of Mr. Dewey’s Principles of Education, was
written by Mrs. Anna Camp Edwards; the second, The Theory
of the Chicago Experiment, by Mr. Dewey himself.

From 1896 to 1899 extensive accounts of the experimental
school were published in the University Record. During 1900
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the reports of the school appeared in a series of nine mono-
graphs entitled the Elementary School Record. These were later
bound in one volume which soon was out of print. The records
of 1901 and 1902 consisted of typed reports and summaries care-
fully collected and edited by Laura L. Runyon. These were
never printed. The sources upon which the writers have drawn
include the publications and documents mentioned above, the
current and later writings of Mr. and Mrs. Dewey, and those of
alumni and friends of the school. The school was deeply in-
debted to Mrs. Alice C. Dewey for her exceptional insight in
solving many of its problems. She also collected and preserved
a large part of the source materials. Mrs. Dewey’s death in 1927
made impossible her plan to write the history of the school in
collaboration with Mrs. Mayhew. Following her death, the
authors undertook the work at Mr. Dewey’s request and grate-
fully acknowledge their debt to Mrs. Dewey.

In the following pages much material has been taken from
hitherto unpublished accounts of the school. The writers have
also used extracts from published articles by the following:
Georgia F. Bacon, Althea Harmer Bardeen, Lillian Cushman
Brown, Hattie Hover Harding, Charles F. Harding, Katherine
Andrews Healy, Nellie Johnson O’Conner, May Root Kern,
Laura L. Runyon, and Katherine C. Mayhew. Special mention
should be made of the never failing support of Mr. and Mrs.
George H. Mead and their constant faith in the educational
worth of the school. The first account of the undertaking, The
School and Society, a series of three lectures on the school by
Mr. Dewey, was edited by Mr. and Mrs. Mead, assisted by
Katherine Camp Mayhew and Althea Harmer Bardeen.

Appreciation is expressed to Miss Bacon, Mrs. Brown, Miss
Runyon, Sara French Miller, D. P. MacMillan, and Mary Tough
for counsel in the early planning of the manuscript; to Elsie
Clapp for her suggestions in relation to the needs of teachers;
to Harry O. Gillette for access to letters and information col-
lected by a graduate student for an unfinished thesis and to the
few records of the last year of the school, preserved in the pres-
ent School of Education of the University of Chicago; to George
W. Locke, Anna Bryan, Grace Fulmer, E. C. Moore, Frank H.



PREFACE ix

Manny, W. A. Baldwin, and Helen Thompson Wooley; also to
many pupils of the school, parents, former teachers, graduate
students, and visitors at the school for their loyal support. Ap-
preciation is also expressed to Marion Le Brun Pigman for her
aid in the first revisions of the manuscript; to Elizabeth F.
Camp, John L. Childs, Richard H. Edwards, Galen M. Fisher,
Price H. Gwynn, Jr., Mr. and Mrs. Paul R. Hanna, Mrs. Harriet
Hover Harding, Mrs. Katherine Andrews Healy, and Mrs.
William Kent for valuable suggestions on the manuscript.
The authors are indebted to several friends and alumni of
the school for making it possible to include a number of the
illustrations, thus giving much added interest and value to the
story of the experiment.

Gratitude is due above all to Mr. Dewey for his written con-
tributions, his permission to quote his writings freely, and for
the generous donation of his time and thought, and to Evelyn
Dewey (Mrs. Granville Smith, Jr.) for the final editing of the
manuscript.
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INTRODUCTION

The account of the Laboratory School contained in the pages
that follow is so adequate as to render it unnecessary for me
to add anything to what is said about its origin, aims, and
methods. It is, however, a grateful task to express my apprecia-
tion of the intelligent care with which the theory and practice
of the school have been reported. Because of their long connec-
tion with the school, the authors have a first-hand knowledge,
while their responsible share in the work of the school has en-
abled them to make an authoritative statement of its underly-
ing ideas, its development, and the details of its operation. The
entire history of the school was marked by an unusual degree
of codperation among parents, teachers, and pupils. It is par-
ticularly gratifying to have this living evidence that the co6p-
erative spirit still continues.

My gratification is far from being merely personal. The vol-
ume has historic interest and value, since it is a record of one
of the earlier efforts in this country in the direction of experi-
mental and progressive schools. But this historic interest is not
all. This educational movement is still going on and is far from
having reached its goal; its unsolved problems are still many.
The book has, I think, a good deal to contribute now and here.
It is timely as well as historical in interest. There is one point
in particular which may be singled out for its present bearing.
The problem of the relation between individual freedom and
collective well-being is today urgent and acute, perhaps more
so than at any time in the past. The problem of achieving both
of these values without the sacrifice of either one is likely to be
the dominant problem of civilization for many years to come.
The schools have their part to play in working out the solution,
and their own chief task is to create a form of community life
and organization in which both of these values are conserved.
The school whose work is reported in this volume was animated
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xvi INTRODUCTION

by a desire to discover in administration, selection of subject-
matter, methods of learning, teaching, and discipline, how a
school could become a codperative community while develop-
ing in individuals their own capacities and satisfying their own
needs. I am sure the present value of the volume is not ex-
hausted in its account of this phase of the school’s life. But the
present importance of the issue emboldens me to believe that
it is especially timely at the present juncture.

Joun DEwey



PART I

HISTORICAL DEVELOPMENT AND
ORGANIZATION






CHAPTER I

GENERAL HISTORY

THE following pages tell the story of one of the earliest ex-
periments in what later came to be known as progressive educa-
tion. This experiment was an integral part of the University of
Chicago during the years 1896 to 1904, and was an undertaking
which aimed to work out, through the University, a school
system which should be an organic whole from the kindergarten
to the university. Conducted under the management and super-
vision of the University’s Department of Philosophy, Psychol-
ogy, and Education, it bore the same relation to the work of that
department that a laboratory bears to biology, physics, or chem-
istry. Like any such laboratory it had two main purposes: (1)
to exhibit, test, verify, and criticize theoretical statements and
principles; and (2) to add to the sum of facts and principles
in its special line. In consequence, it was often called the
Laboratory School. The name is significant. John Dewey, when
called to be the head of the department in 1894, had arrived
at certain philosophical and psychological ideas which he de-
sired to test in practical application. This desire was not merely
personal, but flowed from the very nature of the ideas them-
selves. For it was part of the philosophical and psychological
theory he entertained that ideas, even as ideas, are incomplete
and tentative until they are employed in application to objects
in action and are thus developed, corrected, and tested. The
need of a laboratory was indicated. Moreover, the inclusive
scope of the ideas in question demanded something more than
a laboratory of experimentation in its restricted technical sense.
The materials with which they dealt were the continuing de-
velopment of human beings in knowledge, understanding, and
character. A school was the answer to the need.
3
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During the years at Chicago, Mr. Dewey’s thought along
these lines was greatly stimulated and enriched. One of the
important influences affecting the distinct advance in the
psychological formulations of this period was the codperative
thinking and pooled results of a close-knit group of colleagues,
all concentrating under one leadership. James R. Angell was
then working out his ideas of functional psychology. George
H. Mead, who earlier had been a colleague of Mr. Dewey’s at
the University of Michigan, was developing the psychology
of the act on the basis of wide biological knowledge, and James
H. Tufts collaborated with Mr. Dewey in a course for the
parents of the school. These men and others in related depart-
ments of the University made up a united and enthusiastic
group of investigators and teachers.

Mr. Dewey’s thinking was further supplemented by the work
of the various study clubs of which he was a member and the
groups of graduate and undergraduate students under his direc-
tion. He early joined the Illinois Society for Child Study, which
included among its members many able educators. In the trans-
actions of this society, which were being watched and com-
mented upon by leaders in psychological thinking, Mr. Dewey
took an active part. A number of his earliest statements were
published by this organization and by the newly organized
National Herbart Society.

As a result of all this original and codperative effort, there
were gradually built up the psychological and sociological prin-
ciples, which, together with their many implications, form the
basis of Mr. Dewey’s theory of education. Statements of these
appeared from time to time in various periodicals and in other
forms.?

1 This selected list of statements published at the time contains the
essential elements in Mr. Dewey’s philosophy of education: (1) “The Re-
sults of Child-Study Applied to Education,” Transactions of the Illinois
Society for Child Study, January, 1895; (2) “Interest as Related to Will,”
in National Herbart Society, Second Supplement to the Herbart Yearbook
for 1895; (38) “The Reflex-Arc Concept in Psychology,” Psychological Re-
view, July, 1896; (4) “Pedagogy as a University Discipline,” University
(of Chicago) Record, September, 1896; (5) “Ethical Principles Underlying
Education,” in National Herbart Society, Third Yearbook (Chicago, 189g7);
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Many of the interested group and their friends were parents,
and the idea of a school which should test in practice these
newly stated principles of education grew out of their desire
that their own children should experience this kind of school-
ing. The ideas of the group were formulated by Mr. Dewey
in a privately printed brochure, “Plan of Organization of the
University Primary School.” This plan as summarized by Mr.
Dewey follows.2

“Because of the idea that human intelligence developed in
connection with the needs and opportunities of action, the core
of school activity was to be found in occupations, rather than
in what are conventionally termed studies. Study in the sense
of inquiry and its outcome in gathering and retention of in-
formation was to be an outgrowth of the pursuit of certain
continuing or consecutive occupational activities. Since the
development of the intelligence and knowledge of mankind
has been a cobperative matter, and culture, in its broadest
sense, a collective creation, occupations were to be selected
which related those engaged in them to the basic needs of
developing life, and demanded codperation, division of work,
and constant intellectual exchange by means of mutual com-
munication and record. Since the integration of the individual
and the social is impossible except when the individual lives
in close association with others in the constant free give and
take of experiences, it seemed that education could prepare
the young for the future social life only when the school was
itself a codperative society on a small scale. Therefore, the
first factor in bringing about the desired codrdination of these
occupations was the establishment of the school itself as a
form of community life.

“The primary skills, in reading, writing, and numbers, were
to grow out of the needs and the results of activities.. More-
‘6ver, since basic occupations involve relations to the materials
and forces of nature, just as the processes of living together

(6) “Principles of Mental Development as Illustrated in Early Infancy,”
Transactions of the Illinois Society for Child Study, October, 18qg; (7) The
School and Society (Chicago, The University of Chicago Press, 1899).

2 John Dewey. Written for the Authors.
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involve social invention, organization, and establishment of
human bonds, making the development of individuals secure
and progressive, knowledge was to grow out of the active con-
tact with things and energies inherent in consecutive activities.
History, for instance, was to be a deepening and an extension
of the process of human invention and integration. The de-
velopment of character and the management of what is or-
dinarily called discipline, were to be, as far as possible, the
outgrowth of a shared community life in which teachers were
guides and leaders. The substratum of the educative process
was thus to develop from the idea that the young have native
needs and native tendencies of curiosity, love of active occupa-
tion, and desire for association and mutual exchange which
provide the intrinsic leverage for educative growth in knowl-
edge, understanding, and conduct.

“The significance of these principles for the educational ex-
periment that was undertaken can best be gathered from the
account of the actual life of the school. The controlling aim
of the school was not the aim of present progressive education.
It was to discover and apply the principles that govern all hu-
man development that is truly educative, to utilize the methods
by which mankind has collectively and progressively advanced
in skill, understanding, and associated life.

“The basic principle necessarily demanded a very consider-
able break with the aims, methods, and materials familiar in the
traditional school. It involved departure from the conception
that, in the main, the proper materials and methods of educa-
tion are already well-known and need only to be furthered,
refined, and extended. It implied continual experimentation
to discover the conditions under which educative growth actu-
ally occurs. It implied also much more attention to present
conditions in the life of individuals, children, and contem-
porary society than was current in schools based chiefly upon
the attainments of the past.(it_i_nvolved the substitution of an
active attitude of work and play and of inquiry for the pro-
cesses of imposition and passive absorption of ready-made
knowledge and preformed skills that largely dominated the
traditional school. It implied a much larger degree of op-
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portunity for initiative, discovery, and independent communi-
cation of intellectual freedom than was characteristic of the
traditional schoo?*

“Thus the name_Labomtory School (originally suggested by
Ella Flagg Young).gives a key-to. the work of the school. A
1aboratory.-is, as _the word implies, a place for activity, for
work, for the consecutive carrying on of an occupation and
" in the case of education the occupation must be inclusive of
all fundamental human values. A laboratory also implies di-
rective ideas, leading hypotheses that, as they are applied,
lead to new understandings. It demands also workers, who with-
out being enslaved to the past, are acquainted with achieve-
ments of the past in science and art, and who are possessed of
the best skills that have been worked out by the codperative
efforts of human beings. Like every human enterprise the
Laboratory School came far short of achxevmg its ideal and
putting its controlling ideas into successful” operatlon But
some knowledge as to what the ideals and ideas were is neces-
sary to give unity and coherence to an account of its detailed
work.”

The practical difficulties of creating a new school as com-
pared with the formulation of theoretical principles were
recognized from the start. The idea of education as growth
was new. Since growth is the characteristic of all life, education
is all one with growing; it has no end beyond itself; it goes
on during the whole life span of the individual; it is the result
of the constant adjustment of the individual to his physical
and social environment which is thus both used and modified
to supply his needs and those of his social groups. All these
new theoretical statements presented practical difficulties.
There were no precedents for this type of schooling to follow,
and there was need to study the growing child in relation to
his environment and to experiment with subject-matter and
method to find what ministered best to his growth.

With faith in the soundness of the experimental approach
to education that should test in practice the value of the
theory, the school opened in January, 1896, in a private dwell-
ing with sixteen pupils and two persons in charge. The first



8 THE DEWEY SCHOOL

six months was a “trial-and-error” period and was chiefly in-
dicative of what not to do. The school reopened on a new basis
in October, 1896, at 5718 Kimbark Avenue with thirty-two
children ranging in age from six to eleven and a staff of three
regular teachers, one in charge of science and the domestic
arts, one of literature and history, and one of manual training.
A part-time instructor in music was also on the staff, and three
graduate students gave all or part of their time to the school.
The school continued at these headquarters until January,
1897, when, owing to inadequate space, it removed to the old
South Park Club House, at the corner of Rosalie Court and
sy7th Street. The number of teachers was increased and new
pupi re received, making the enrolment forty-five.

By December, 1894, the staff of teachers had grown to six-
teen, the children numbered sixty, and the school again faced
the need of larger quarters. In October, 1898, the school opened
in an old residence at 5412 Ellis Avenue. At this time the
school took on its subsequent departmental form, thus har-
monizing with the University. A sub-primary department was
added to include children of four and five. Eighty-two children
were enrolled. New quarters included a gymnasium and manual
training rooms in a barn connected with the house by a covered
way. Art and textile rooms occupied the large attic rooms.
The science department had two laboratories, one for combined
physics and chemistry, and one for biology. The history depart-
ment shared three special rooms with the English department.
Domestic science now had a kitchen large enough for two
groups to work together and two dining rooms properly
equipped for serving.

In these quarters the school entered upon another stage of
its history. The experience of two years and a half of success
and failure afforded a basis out of which there grew an ever
developing curriculum. Through the years 1goo, 1g9o1, and
1go2 the school continued to increase in numbers until it
reached a maximum of one hundred and forty children. The
teaching staff increased to twenty-three teachers and instructors
with about ten assistants (graduate students of the University).
With its increase in size the organization of the teaching staff
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had become more formal in character. Mr. Dewey continued
as Director, and Ella Flagg Young of the Department of Educa-
tion was Supervisor of Instruction. Mrs. Dewey’s previous in-
formal connection now became official as principal of the
school. She was also director of the Department of English
and literature, and had general oversight of the language ex-
pression of the school. The relationship with the University
continued as before, insuring stability and continuity to the
work, as well as providing the advantages of expert advice,
planning, and supervision of instruction.

The administration of the school was, particularly in its
formative years, so much a matter of the codperation of those
directing and teaching that it is difficult to say where executive
or administrative responsibilities ended and those of teaching
began. As head of the Department of Pedagogy, Mr. Dewey
was at all times head of the Laboratory School; but for the first
three years of its existence the various administrative duties fell
in great part to members of the teaching staff, were informally
determined in conference with the director, and shifted
constantly to meet temporary exigencies and changing needs.
The teaching staff in these years, therefore, was the administra-
tive, with the exception of certain administrative functions,
chiefly financial, which were carried out by the University
Department of Pedagogy. In later years when the greatly in-
creased staff necessitated a more formal organization, the school
was departmentalized, and while the administrative staff was
still composed of teachers, a division of responsibility was made.
One, as principal, took charge of all contacts with parents,
graduate student-teachers, and visitors, and one, as vice-
principal, continued to assume responsibility for the curricu-
lum. At this time also, a supervisor from the Department of
Pedagogy of the University was added to the staff. She also
conducted classes with the pedagogical students working in the
school and doing laboratory work as assistants,® where the prin-

8 Principal and director of history, Georgia Bacon, 1900-1901; principal
and director of the language instruction, Alice Chipman Dewey, 1goi~
1gog; vice-principal and director of science, Katherine Camp; supervisor,
Ella Flagg Young.
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ciples and practices of the school were discussed and related.
The early meetings, of the experimental years, however, being
smaller, had included, in addition to the teachers, all of the
Fellows, and most of the students and instructors in the Uni-
versity’s Department of Pedagogy.

In retrospect, the cobperation of the many departments of
the University, particularly in all forms of science is acknowl-
edged with gratitude. Heads of these departments, as well as
individual staff members, were generous with their time and
facilities. In addition to this whole-hearted aid in material
ways, intellectual resources were freely put at the disposal of
the teachers. Of immeasurable, stabilizing value was the re-
lationship to the University. As the laboratory of the Depart-
ment of Pedagogy, the school shared with the other laboratories
of the University the benefits of such intimate relationship.
This gave an easy accessibility for teachers desiring it to many
scientists who were, or since have become, leaders of thought
and accomplishment in their various fields. Many of these
men had, in addition to special attainments, unusual pedagogi-
cal interests which led to their giving constant intellectual
and material help to the teachers of the school.*

As time went on, it became clear that this experiment in
education required also experimental administrative methods.
A school that was a social institution modeled after the or-
ganization of an ideal home required a special arrangement
and organization of its directing factors. Instead of a group of

4 Perhaps the University of Chicago possessed in the beginning many
more scientists later to achieve international distinction than had been
gathercd together in any other new university. At that time Thomas C.
Chamberlain was elaborating his planetesimal theory of the origin of
the solar system and came to talk about it to the children. John M. Coulter
planned and guided the experiments on plant relations. Others who co-
operated were Charles O. Whitman in zoblogy, Jacques Loeb in physiology,
W. L. Thomas and George Vincent in sociology, Frederick Starr in anthro-
pology, Rollin D. Salisbury in geography, Albert A Michelson in physics,
Alexander Smith in chemistry, and Henry C. Cowles in ecology. The
school was indebted to numerous persons in other departments of the
University especially to Mr. and Mrs. William D. MacClintock, to G. E.
Hale, Wallace Atwood, and to the members of Mr. Dewey’s departments
for continuous codperation particularly to George H. Mead, James H.
Tufts, and James R. Angell.
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persons who planned on paper a program which they then
required a staff of teachers to teach to the pupils, these experi-
menters were confronted with a different problem. The aid
of the teachers (as well as of the pupils) was a fundamental
and primary requisite to even the theoretical formulation of
an educative program. Plainly, therefore, all three factors,
administrators, teachers, pupils, must share in the functions
of managing and executing the teacher-learning process. In-
deed, such an experiment in education as this could not go on
except through a group of persons all of whom were intel-
lectually and socially codperating in a constantly developing
educational plan. In such an endeavor the parents of the chil-
dren were also factors, whose help was essential in countless
ways for the successful accomplishment of the experiment.
The focus of all this codperative endeavor was the child—his
physical and mental growth in a well-balanced and, therefore,
happy fashion. Along many lines of approach help and sug-
gestion flowed in and were integrated and correlated by the
child’s activities. At the request of the authors, Mr. Dewey has
recently made the following comment on the relation of the
theory to the practice in the actual working out of the school.

“In dealing with principles underlying school activities, it
is easy, especially after a lapse of years, to read into a statement
of them what one has learned in subsequent experience. An-
other danger more serious and more difficult to avoid lies in
the gap between any formal statement of principles and ideals
and the way things work out in actual practice; in the tempta-
tion to idealize the latter by assuming a greater conformity
with theoretical principles than is attained. The concrete cir-
cumstances of school life introduce many factors that are not
foreseen and taken account of in theory. This is as formal and
static as the life of teachers and children in school is moving
and vital.

“The principles stated were not intended to serve as definite
rules for what was done in the school. They furnished a point
of kiew and indicated the direction in which it was to move.
Not ‘merely the concrete material, the subject matter of the
pupils’ studies, but the methods of teaching were developed
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in the course of the school’s own operations. This development
signifies, of course, that the experience of one year taught
something about what was to be done the next year and how
it was to be better done. But it also meant something more
than this,—material and methods which worked with one group
of children would not give the same results with another group
of supposedly about the same attainments and capacities, and
quite radical changes would have to be introduced in the actual
process of teaching.”

The school always faced a serious financial situation. In five
years it had outgrown three buildings, none of which had been
adequately equipped. Because tuition fees had been kept low 3
for the sake of the parents who might otherwise have coveted
in vain such an education for their children, there had been
a yearly deficit. Each year, however, this deficit had been met
by the parents and friends, staunch supporters of the school
who had caught a vision of its worth and meaning for their
own and other children. At the beginning the University as-
sured Mr. Dewey only the sum of $1,000 to cover the initial
expense. This sum, moreover, was not in cash but in tuitions
of graduate students who were to teach in the school. At the
end of the first six months the generous gift of $1,200 by
Mrs. Charles R. Linn enabled the school to begin anew in the
fall of 1896 with a staff of three teachers. In the years following
funds to cover the deficit were forthcoming from the loyal
group of parents and friends.

In 1902, the Chicago Institute (formerly the Cook County
Normal School of Chicago) heavily endowed by Mrs. Emmons
Blaine, and the University of Chicago consummated a plan
whereby the former became incorporated with the University.
Two other schools had been included in the merger, the
Chicago Manual Training School and the South Side Academy.
The Chicago Institute was primarily a school for training
teachers and was under the leadership of Colonel Francis W.

8 Tujtion paid in 190o1-2 was as follows: for children from four to
six years, $75.00 per year; for older children attending the forenoon session
only, $90.00 per year; for children attending the afternoon session also,
$105.00 per year.
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Parker. The faculty of the Institute numbered thirty-five per-
sons. There were about one hundred students in the pedagogi-
cal and one hundred and twenty in the academic departments,
one of which was an elementary school and kindergarten. The
University accordingly found itself possessing two elementary
schools. One, a practice school for the training of teachers
under the leadership of Colonel Parker, was heavily endowed.
The other, the Laboratory School of the University’s Depart-
ment of Pedagogy directed by Mr. Dewey, had no endowment,
but had been, even then, characterized as one of the “greatest
experiments in education ever carried on.” Both schools were
progressive; both had made outstanding contributions to the
principles and practice of education. But while similar in
these larger aspects of general purpose, the two schools differed
rather widely in theory, method, and practice.

For the solution of the problem thus presented, various plans
+had been discussed by the President and Trustees of the Uni-
versity. Of these, two plans only seemed feasible. The first was
to continue both schools as separate organizations; one, the
Dewey School, to be a laboratory of the Department of Pedagogy
of the University, the other to be a practice school for the
training of elementary teachers. The difficulty, which seemed
to make this plan impracticable, was the lack of endowment
for the Dewey School. The only solution, apparently, was the
second plan—merging the two schools. It had also been pro-
posed that if the two elementary schools were merged, a new
secondary school should be formed by combining the South
Side Academy and the Chicago Manual Training School.
Mr. Dewey was to be head of this secondary school, and it was
to be regarded as part of the University’s Department of
Pedagogy so long as Mr. Dewey remained in charge of that
Department. At the same time this secondary school was to be
carried on in connection with the transplanted Chicago In-
stitute.

The President and his Committee of Administrators, not
having followed closely the development of the Laboratory
School, made a serious error of judgment in supposing that
the plan of merging the two elementary schools, so different in
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theory and method, would seem advisable or welcome to the
parents, teachers, or administrators of the Dewey School. All
parents, teachers, and administrators were in accord in their
opinions that both schools would suffer from such procedure,
and that the Dewey School, being the smaller, and bereft of
its leader, would be swallowed up and lost in the larger school.
Therefore, after much discussion and planning, they secured
the permission of the University authorities to continue the
school separately, under the official name of the Laboratory
School of the University of Chicago, provided they could raise
and guarantee to the University for the space of three years
the sum of $5,000 annually. A committee of parents, fired with
zeal to save the school, raised this amount in a comparatively
short time with pledges for the years to come, and for one
year longer the school continued at the same place and under
the same administration as before.

During this year (1gog), however, Colonel Parker died, and
negotiations for the amalgamation of the two schools were
again resumed and finally consummated. Mr. Dewey accepted
the directorship of the School of Education with his under-
standing that the regular teaching and administrative staff of
the Laboratory School was to be taken over by the School of
Education and was to continue in office indefinitely. The
Laboratory School accordingly moved into the newly com-
pleted School of Education building in the fall of 1903, and
the School of Education then became the united faculties,
students, and administration of four schools, The Chicago
Institute, The Chicago Manual Training School, The Uni-
versity of Chicago Laboratory School, and the South Side
Academy.

It seems fitting at this point to quote briefly an address by
Mr. Dewey on the occasion of the first combined meeting of
the parents of the four schools which had joined forces to
become the School of Education. Upon the background of the
history of these four schools, he states the ideal of the School
of Education as he conceived it: ¢

¢ John Dewey, “Significance of the School of Education,” The Elementary
School Teacher, March, 1904.
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“The significance of the School of Education, put in terms of
its origin, lies in the bringing together of all factors of the
educational problem. . . . It now incarnates in itself all the
elements which constitute the theoretical educational problem
of the present. In other words, we have right here in concrete,
actual institutional form all the factors which any writer on
education of the present day would lay down as involved in the
problem of education. We have the so-called practical and
utilitarian element. This comes not merely from the Chicago
Manual Training School, but from the stress laid from the
first in the Cook County Normal School (Chicago Institute)
upon manual training, and the important place given in the
Laboratory School to social occupations. Thus the motor, the
executive side of the individual is appealed to. The School of
Education recognizes that an “all-around education” is a mere
name if it leaves out of account direct interest in seeing things
and in doing things. The so-called practical and utilitarian
factor is thus here not an isolated and independent thing, but
the utilization of an otherwise wasted (and hence perverted)
source of energy. But the School also stands for the most
thorough-going recognition of the importance of scientific and
cultural elements in education. Moreover, the School stands
for these things, not merely within its own structure, but
through the training of teachers and the promulgation of sound
educational theory for educational progress and reform far
beyond itself. . . . To have initiated these distinct and in-
dependent portions of an educational system represented here,
was a great achievement. To stop here, not to recognize the
growth that may come from their fusing into a vital whole,
would be a calamity all the greater because of what has been
achieved in the past. . .

“Such growth can only come as a result of the codperative
effort of teachers, parents, and children. There is one kind of
coeducation to which no one takes objections—one which is
absolutely indispensable if the future of the school is to be
as significant as its own past exacts of it. This coeducation of
teachers, children, and parents by one another. I say by one
another rather than with one another, for I think that coeduca-
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tion is not the passive reception of the same instruction side
by side, but the active participation in the education of one
by others. If the School is to move along steadily and as a
whole within itself, it must be because it moves along with a
body of parents who have intrusted their children to it, and
because in turn the parents move along sympathetically with
the endeavors, experiments, and changes of the school it-
self. . . .

“In spite of all the advances that have been made through-
out the country, there is still one unsolved problem in ele-
mentary and secondary education. That is the question of duly
adapting to each other the practical and utilitarian, the ex-
ecutive and the abstract, the tool and the book, the head and
the hand. This is a problem of such vast scope that any
systematic attempt to deal with it must have great influence
upon the whole course of education everywhere. The School of
Education, both in its elementary and secondary departments,
is trying to make its contribution to this vexed question. Utility
and culture, absorption and expression, theory and practice,
are indispensable elements in any educational scheme. But, as
a rule, they are pursued apart. As already indicated, the dif-
ferent schools which have entered into combination here make
it necessary for the School of Education to fuse hitherto sep-
arated f{actors. In this attempt we shall need your sympathetic
intelligence. . . .

“In the second place, I wish to enlist your sympathy with the
social ideals and spirit which must prevail in the School of
Education, if it is to be true to its own past. We trust, and
shall continue to trust, to the social spirit as the ultimate and
controlling motive in discipline. We believe, and our past ex-
perience warrants us in the belief, that a higher, more effective,
more truly severe type of personal discipline and government
may be secured through appeal to the social motives and in-
terests of children and youth than to their antisocial ones. . . .
It must be possible on some other basis to secure and main-
tain a wholesome social and moral spirit in the school. It can-
not be too definitely stated that it is only to this class that the
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School of Education wants to appeal for members of its stu-
dent body. . .. The moral and social influence which the
members of the student body exert upon each other is far more
potent for good in the long run than any device that teachers
can set up and keep going; and the presence or absence of this
influence must go back largely to home influences and sur-
roundings.

“The School of Education wishes particularly, then, the co-
operation of parents in creating a healthy moral tone which
will render quite unnecessary resort to lower and more un-
worthy motives for regulating conduct, in the cultivation of a
democratic tone, an esprit-de-corps, which attaches itself to the
social life of the school as a whole, and not to some clique
or set in it, . . . May we remind you that a school has a
corporate life of its own; that, whether for good or bad, it
is itself a genuine social institution—a community. The in-
fluences which center in and radiate from this corporate social
life are infinitely more important with respect to the moral
development of your children than is simply class-room in-
struction in the abstract. May I close with an exhortation to
bear in mind the fundamental importance to yourselves and
to your children, as well as to the School, of the maintenance
of the right sort of social aims and spirit throughout the school
as a whole.”

These words seemed to promise a new era of fulfilment and
expansion for the ideals of the Laboratory School. Those who
had piloted this ship on its seven-year voyage of discovery
thought at last they had found fair sailing. It proved, how-
ever, only a brief season of good passage, for Mr. Dewey’s
resignation followed in the spring of 1go4. This action was
quite as unpremeditated on his part as it was unexpected to
his associates. Early in the spring he was told that at the time
of the merging of the four schools assurances had been given
to the Trustees of the Chicago Institute that certain members
of the administrative staff of the elementary school would be
eliminated at the close of the first year after the merger. Mr.
Dewey had been entirely ignorant of these assurances, found
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himself unable to accept them and resigned, first as Director
of the School of Education and shortly after as Head of the
Departments of Philosophy, Psychology, and Pedagogy.

Only the passing of time has made it possible to state the
reasons for this unhappy ending to so many relationships and
undertakings. With the resignation of Mr. Dewey and the
subsequent dispersal of all save three or four of the faculty of
the Laboratory School, this experiment in education ended.
The brief year of union with the School of Education at Chi-
cago marked the close of the career of the Laboratory School,
as the present School of Education can in no sense be regarded
as the heir of either its purposes or its methods. There are
many progressive schools which have extended the work of the
Dewey School along certain lines, but nowhere has its closely
knit social organization of children, parents, teachers in a uni-
versity laboratory been achieved. Owing perhaps to the mech-
anized character of American life, there has been a distinct
failure on the part of modern progressive schools to appreciate
what the fundamental occupations of living—cooking, sewing,
carpentry, and all principal manual-training activities—may do
when clarified and organized as a means, par excellence, of
preserving the investigative attitude and the creative ability
of the growing child in socially directed expression. Day by
day he gains both in his skill to control situations and to
direct his own activity to further and more desired ends; he
also becomes gradually conscious of his gain. This results in
an integrated child, able to work more and more on his own
initiative and under his own guidance—a child who is matux-
ing, who is both educating and being educated, and whose
education continues throughout life.

When the four schools united, there were, from the Labora-
tory School, a number of children who had received in that
school practically all of their education. Although their cur-
riculum had always been different from that of the children
of the other schools, it was said of them a few months later,
“Either these are exceptional children, or they have been ex-
ceptionally trained.” They were, however, like other children
of varying degrees of ability and types of temperament. They
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were exceptional only as they represented a group of parents
who had caught a vision of a sort of education which they
desired to have their children experience.

' The sense of frustration with which these parents viewed
the apparent shipwreck of their high hopes was to some degree
lessened by the conviction that what they had desired had been
for a brief time fulfilled. As the years passed they grew more
and more comforted by the fact that what had seemed to die,
continued to live, and was extending its influence throughout
America, and even to foreign lands, such as China, and Mexico;
to the early schools of Soviet Russia and to those of many
European countries.



CHAPTER II

EXPERIMENTAL BASIS OF
CURRICULUM

THE Laboratory School was both a department of the Uni-
versity and a place where parents sent children to be educated.
As such it required conditions which would insure freedom
for investigation on the one hand, and normal development for
child life on the other. This meant the planning of a curricu-
lum which was not static in character, but one which minis-
tered constantly to the changing needs and interests of the
growing child’s experience. It involved careful arrangement of
the physical and social set-up of the school and a discriminat-
ing search for subject-matter which would fulfil and further
the growth of the whole child. It meant study and 6bservation
in order that the materials and agencies used to present this
subject-matter should be in agreement with the child’s chang-
ing attitudes and abilities, and would link what was valuable
in his past experience to his present and his future. It required
experimentation as to classroom methods in the use of this
material so that it entered vitally into growth in such a way
that control gained by the child in one situation might be
carried on to the next, thus insuring continuity of experience,
a habit of initiative, and an increasing skill in the use of the
experimental method. As a child’s social growth is largely a
matter of adaptation to group relations, it was of primary
importance that the subject-matter selected should be social
in character and thus give free play to the child’s group be-
havior and guide the expression of his individual interests
toward social ends. It was important that the guidance should
be of such a character that the child never felt imposed upon
20
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by adult standards, but developed his own standards out of
habitual social behavior, that is, behavior free from conscious
competition or biased criticism of others’ products.

The task that lay before those who worked out the educa-
tional implications of these newly formed theories was a dif-
ficult one. It was difficult because it necessitated the discard-
ing of many established methods of teaching and learning. It
meant the careful study of the story of education, especially of
those periods and types of civilization when there was no rift
between experience and knowledge, when information about
things and ways of doing grew out of social situations and
represented answers to social needs, when the education of
the immature member of society proceeded almost wholly,
through participation in the social or community life of which’
he was a member, and each individual, no matter how young,
did certain things in the way of work and play along with
others, and learned, thereby, to adjust himself to his surround-
ings, to adapt himself to social relationships, and to get contro}
of his own special powers.

“He must learn by experience” is an old adage too little
heeded by modern methods of schooling. Too often these meth-
ods take for granted that there is a short cut to learning, and
that knowledge apart from its use has meaning for the develop-
ing mind. The memorizing of such knowledge has come to be
a large part of present-day education, with the result that great
masses of young lives have been denied the thrill of experi-
mental living, of finding the way for themselves, of discovery,
of invention, of creation. The fine aspiring tendril of child-
hood’s native curiosity, like the waving tip of a growing vine,
seeks the how and why of doing—its intellectual food. It is
early stunted in many children. The strong urge to investigate,
present in every individual, is often crushed by the memorizing
of great masses of information useless to him, or the learning
of skills that he is told may be useful to him in the far-away
future, the sometime, and the somewhere. Only those in whom
the urge to know will not be denied break away into new
trails by virtue of individual and experimental effort, and
when directed in the use of the scientific method, climb to the
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highest peaks of living; the majority travel a wide made-easy
way of schooling into a dead level of mediocrity.

It was necessary, therefore, for these experimenters in a new .
practice to ignore and forget certain practices and precepts of
the old psychology. They must hold steadily before their mental
eyes the newer psychological principles and chart a course of
pedagogical thinking and practice. This new psychology recog-
nized that the normal functioning mind of the child cannot
operate or develop alone in a physical world. It requires, in
addition to the continual stimulus of firsthand experience,
that of contact with other minds and social agencies, and of
recourse to the accumulated knowledge and past experience of
the race. In other words, educative schooling must furnish a
social and intellectual as well as a physical environment, in
which the child may become increasingly familiar with all
kinds of relationships and be trained to consider them so far
as is necessary in his individual and experimental activities. In
general, the problem and purpose of this new type of school-
ing was, first of all, to aid the child to develop his own in-
dividuality by expression of his ideas in deed as well as in
word, and thus become a freely maturing person. Always,
however, it was an important duty of those guiding this process
to help the child gradually to shape his expressions to social
ends, and thus make them, through his growing control, more
and more effective in the corporate life of the group.

Such free use of his powers by every child presupposes that
he be studied and understood. Those planning the activities
must see each child as an ever changing person, both because
of what he undertakes and undergoes in his social group, and
because of the changing needs of the succeeding stages of his
development. They must carefully select and grade the ma-
terials used, altering such selection, as is necessary in all ex-
perimentation, in accord with the available materials, whether
at hand or remote.

The plan for the life of the school, in this experiment of
education, was a simplified and ordered continuation of the
life of the home. In this environment, both new and familiar,
the child, conscious of no break in his experience, could learn
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to become a useful member of a larger social group. Guided
and stimulated to social action, he would naturally judge the
value of his action by the responses of others. He gets the feel
and the thrill of using his individual powers for social ends
and becomes more and more expert in making his contribu-
tion socially effective. Cooperative effort involves interest in
and consideration of others; he more and more naturally be-
comes alert to their needs and generous to share with them his
opportunities. An increasing fund of personally tested knowl-
edge accumulates from these experiments in human relation-
ships and becomes the foundation upon which he builds his
future social ideals. Increasing confidence in himself as the
guiding agent of his activities makes him a recognized and
responsible member of the group with the result that he is an
increasingly integrated and happy child, because he is satisfied,
adjusted to, and helpful in the control and modification of his
physical and social environments.

In the ideal back of the plan two cardinal principles were
held in mind. First, in all educative relationships the starting
point is the impulse of the child to action, his desire respond-
ing to the surrounding stimuli and seeking its expression in
concrete form. Second, the educational process is to supply
the materials and the positive and negative conditions—the let
and hindrance—so that his expression, intellectually controlled,
may take a normal direction that is social in both form and
feeling. These principles determined the entire school’s opera-
tion and organization, as a whole and in detail. Study and
performance of the basic and simplified occupations of life
taught teachers and children Zow to do. In finding how to do,
sense became alert to note and select materials to do with.
Interest made minds receptive to facts and the best ways of
doing. Knowledge became the child of experience, and the way
of learning an alluring one. It was, however, often a difficult
one to find. There were many false leads followed, but in the
end a faint trail was made to which the hope still clings that
it may prove the pathway to the promised land.

Starting with the activities familiar and natural to little
children (fundamental and familiar activities of the home),
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the school conceived itself as an institution intermediate be-
tween the home and the larger school organization of the com-
munity, growing naturally out of the one and into the other.
All activity having to do with such basic and continuing needs
of life as shelter, clothing, and food became the central focus
of a developing curriculum. With this unifying factor, all life,
whether of the home, school, or larger community, was seen
as one and the same continuous, changing social life. Similarly
the infant, the school child, and the grown man were recog-
nized as one and the same, though changing, individual. In
consequence, the story of the corporate life of this school is a
biography, for it was as truly a living, growing organism as
was any of its smaller or larger members.

In the informal address to the parents and teachers toward
the close of the third year of the school, Mr. Dewey gave a
somewhat detailed account of the practices of the school in
relation to its theoretical principles. Extracts from the steno-
graphic notes of the address serve to give a bird’s-eye view of
the way in which the studies and activities of its curriculum
were related or grew out of the daily experience of the chil-
dren. These extracts are supplemented by portions of a circular
published during the school’s first year.*

“When the school was started, there were certain points
which it seemed worth while to test—four questions, or prob-
lems in mind. First, what can be done, and how can it be done,
to bring the school, now a place where the child comes, learns
certain lessons, and then goes home, into closer relation with
the home and neighborhood life; how bridge the gap, and
break down the traditional barriers, which unfortunately now
separate the school from the rest of the child’s everyday life?
This does not mean, as sometimes interpreted, that the child
should study in school things he already has learned at home,
but that, so far as possible, he should take the same attitude
and point of view at school as at home; that he should feel
the same interest in going to school because he finds there
things worth doing for their own sake and just as interesting as

1 John Dewey, “The University Elementary School, Studies and Methods,”
University Record, May 21, 1897.
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the plays and occupations of his home and neighborhood.
Again, the same motives which keep the child at work and
growing should be used in the school as in the home, so that
he shall not feel that he has one set of reasons which belongs
to the school and another which is used in the home.

“Second, how can history and science and art be introduced
so that they will be of positive value and have real significance
in the child’s own present experience? How can they be made
to represent, even to the youngest child, something worthy of
attainment in skill or knowledge; something just as worthy
to him because it is, at his level, as truly satisfying intellectually
and emotionally as anything a high school or college student
might be able to get at his period of education? It is true, many
modifications have been made in the traditional primary cur-
riculum of most schools. Statistics recently collected, however,
show that seventy-five to eighty per cent of the first years of a
child in school is spent upon the form, not the substance of
learning; is given to the mastering of the symbols of read-
ing, writing, and arithmetic. There is not much positive nutri-
ment in this. Its purpose is important, but it does not represent
the same kind of addition or increase in a child’s whole in-
tellectual and moral experience that is represented by the posi-
tive subject-matter, now postponed to the later years of the
child’s education. One purpose, then, of the experiment is to
see how much can be given to the child of the experiences of
the world about him that is really worth his while to get; how
far firsthand experience with the forces in that world and
knowledge of its historical and social growth will enable him
to develop the capacity to express himself in a variety of artistic
forms. From the strictly educational side this has been the chief
problem of the school. It is along this line that we hope to
make our chief contribution to education in general. To this
end, those subjects which have a positive content and intrinsic
value of their own, and which call forth the inquiring and
constructive attitude on the part of the pupil are made the
core of the school work.

“In the third place, how can instruction in the formal,
symbolic branches of learning—the mastering of the ability
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to read, write, and use figures intelligently—be gained out of
other studies and occupations as their background? How can
the child be made to regard symbols as instruments and meth-
ods needful in his study of those subjects which appeal to him
on their own account? It is clear that need, when felt by the
child, would supply the motive for getting technical capacity,
and the question of the adjustment of these two sides of the
work would be solved. It is not the purpose, as has been stated,
of this school that the child learn to bake and sew at school,
and to read, write, and figure at home. It is true, however, that
these subjects of reading, writing, etc., are not presented dur-
ing the early years in large doses. Instead, the child is led by
other means to feel the motives for acquiring skill in the use
of these symbols, motives which persist when competition,
often the only motive in the early years of many schools, ceases.
In this school, as well as in all schools, if a child realizes the
motive for acquiring skill, he is helped in large measure to
secure the skill. Books and the ability to read are, therefore,
regarded strictly as tools. The child must learn to use these,
just as he would any other tools. This implies that he shall
have arrived at some conception of what they are for and have
some end in view or motive for using them, and that the actual
learning to read shall grow out of this motive. Accordingly, no
special effort is made to teach children to read in the sixth
year, or even in the seventh, unless the indications are that
the child is awakening to his needs in that direction. The pre-
mature teaching of reading, in the present school system, in-
volves undue strain on the eyes and the nervous system, takes
time away {rom subjects which have a positive content, and
devotes it to a purely formal study, which the child can master
with much less strain and more quickly when he is ready for
it. The aim is thus to familiarize the child with the use of
language as a means of discovering something otherwise un-
known and of sharing with others what he himself has found
out. Hence reading is taught in close connection with other
subjects, science and history, not as a subject by itself. As soon
as the child has an idea what reading is for and has a certain
amount of technical facility, printed material is supplied him,
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not as a text-book, but as an additional tool in his equipment.
The prevalent use of text-books has two evils. First, the child
forms a habit of depending upon them and comes almost in-
stinctively to assume that the book is the chief, if not the only '
way, of getting information. Then, the use of books, as texts,
throws the mind into a passive and absorbing attitude. The
child is learning instead of inquiring.

“In the fourth place, individual attention is secured by small
groupings of children and a large number of teachers, who
attempt to supervise systematically the intellectual and phys-
ical work of the child. This insures attention, so far as those
in charge are capable of giving it, to the general well-being
and development of each child. It also enables them to carry
on in connection with school work a certain amount of in-
vestigation of the psychological and physiological needs and
powers of individual children. . .

“The use of the hand, and other motor organs in connection
with the eye, is the great instrument through which the chil-
dren most easily and naturally gain experience and come in
contact with the familiar materials and processes of ordinary
life. It affords unrivalled means for securing and holding at-
tention. It is full of opportunities for cultivating the social
spirit through the opportunities it affords for division of labor
and mutual codperation, and supplies the child with motives
for working in ways positively useful to the community of
which he is a member. The use of the hand is again the best
possible instrument for cultivating habits of industry and con-
tinuity in work, and of securing personal deftness and dexterity
at the plastic period. When conducted in a free instead of
mechanical spirit, it develops more than any other one in-
strumentality, ingenuity in planning and power in execution.
The constant testimony is that nothing compares with it as
a means of arousing the child to a positive sense of his own
power, and of encouraging him in expression and construc-
tion. Furthermore, such training affords constantly recurring
opportunities for related work in other directions. Cooking,
for example, is a natural avenue of approach to simple but
fundamental chemical facts and principles and to a study of
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the plants as articles of food. Similarly, a study of the ma-
terials and processes involved is carried on in connection with
sewing, and includes a study of the history of invention, of
geography (localities of production and manufacturing, with
lines of distribution), and of the growth and cultivation of
plants, like cotton and flax which furnish the raw material.
Recourse to measurement is had in these subjects. The car-
pentry work, in particular, constantly calls for calculation and
gives the child a command of numerical processes in a related
way, and a genuine number sense is thus cultivated. Three
main lines of manual training are pursued regularly, shop-
work with wood and tools, the cooking, and the work with
the textile fabrics. There is also much other hand-work in-
cident to the experimental sciences. Indeed experience verifies
the statement that hand-work, in variety and amount, is the
most easy and natura] of all ways to keep an attitude of com-
bined effort and interest on the part of the child. The purpose,
therefore, of those teaching and directing is to direct these
activities, to systematize and organize them so that they shall
not be as haphazard and wandering as they customarily are in
child’s play and home life. One of the most difficult problems
is to enable the children to work continuously and definitely,
and to help them pass from one phase of an activity to another.

“Carpentry, cooking, sewing, and weaving—all require dif-
ferent sorts of skill and represent, as well, some of the most
impottant industries of the everyday outside world. The ques-
tions of living under shelter, of living in a home, of daily food
and clothing, of protection through the home, and the support
of life through food are basic things for all higher civilization.
A child’s interests are so direct and immediate that these things
appeal to him. He gets through such activities, also, a training
of the sense organs, of touch, of eye, and the ability to co-
ordinate hand and eye. They furnish, as well, a healthy sort
of exercise. They are more natural to child life than to keep
continually quiet, to work at a book, or to engage in more
formal modes of action. In addition, there is a continual ap-
peal to memory, to judgment in adapting ends to means. Train-
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ing in habits of order, of industry, and of neatness in the care
of tools, or utensils are also by-products, for the child gets at
things in a systematic instead of a haphazard way.

“All the children (boys and girls being treated alike) have
cooking, sewing, and carpentry, besides incidental work with
paper and pasteboard. From one to two hours a week are given
to sewing, cooking, and carpentry respectively. Each group of
children prepares its own luncheon once a week, being re-
sponsible for the setting of the table, reception of guests, and
the serving of the meal. This is found to afford a positive
motive for the cooking, as well as to give it a social value. In
the carpentry shop no rigid series of exercises is followed. The
aim is to adapt the tools and materials to the muscular and
mental power of the child. The things made are, in the first
place, the articles needed in the school work. For example,
wands, dumb-bell racks, and wand-racks have been made for
the gymnasium, and simple balances, with lead weights, test-
tube racks, and simple experimental apparatus, for the labora-
tory. All of this active individual experience makes a back-
ground, especially in the earlier groups, for the later studies.
Children get a good deal of chemistry in connection with cook-
ing, of number-work and geometrical principles in connection
with their theoretical work in carpentry, and quite an amount
of geography very easily and naturally in connection with sew-
ing. History enters in as the story of industrial development
and growth of various inventions.

“Upon the whole, greater attention has been given to the
relation of the positive subject-matter to the activity program,
than to any other one aspect. History is introduced at a very
early period and is conducted on the principle that it is a
means of affording the child insight into social life. It is treated,
therefore, not as a record of something which is past and gone,
but as a way of realizing what enters into the make-up of
society and of how society has grown to be what it is. Treated
thus, as a mode of insight into social life, great emphasis is
laid upon the typical relations of humanity to nature, as
summed up in the development of food, shelter, habitation,
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clothing, and industrial occupations. This affords insight into
the fundamental processes and instruments which have con-
trolled the development of civilization and also affords natural
and frequent opportunitics for adjusting the work in history to
that in manual training on the one side, and to science on the
other.

“The younger children begin with the home and the occupa-
tions of the home. In the sixth year (of the child) these lead
to a study of the occupations outside the home, the larger
social industries—farming, mining, lumbering—that they may
see the complex and various occupations on which life de-
pends. They experiment with raw materials, with the various
metals and observe materials new to them, noting what they
are like and their uses. This makes a beginning of scientific
study.

“The following year takes up the historical development
of industry and invention. Starting with man as a savage, the
typical phases of his progress upward are followed, until the
iron age is reached when man has begun to enter upon a civi-
lized career. The object of this study of the primitive period
is not to keep the child in the primitive period, but rather to
show him the steps of progress and development, especially
along the line of invention, by which man was led into civiliza-
tion. There is a certain nearness, after all in the child, to
primitive forms of life. It is much more simple, and by throw-
ing emphasis on the progress of man and the way advances took
place, it is hoped to avoid the objections that are made, and
validly so, of paying too much attention to savage life.

“It is at this point that the study of history, as such, really
begins, as the story of primitive life cannot properly be called
history. In the school about this time a year was given to the
world wide explorations and discoveries, which developed an
idea of the world as a whole and served as an introduction to
the history of the settlements in America. Study of the early
fur traders of North America, who established the trade routes,
led naturally to the settlement of Chicago. This with some
local history prefaced the general American history of the next
two or three years. Greek and Roman history were then in-
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troduced, and finally, the regular chronological order of the
development of civilization is adopted.

“As regards the study of literature, perhaps the most striking
departure from methods pursued in other progressive schools
is that literature is regarded as a social expression. It is ap-
proached, therefore, through the medium of history, instead
of studying history through the medium of literature. This
method puts the latter subject in its proper perspective, and
avoids the danger of distracting and over-stimulating the child
with stories which to him (however they may be to the adult)
are simply stories. In developing the work upon Greek life,
for example, it was found that practically all the books for
children are composed from the strictly literary side. Many
of them in addition make the myth fundamental, instead of
an incident to the intellectual and social development of the
Greek people.

“Both nature study (that is the study through observation of
obvious natural phenomena) and experimental work are in-
troduced from the beginning. The science is very much more
difficult to arrange and systematize. There is so little to follow,
so little that has been already done. It is impossible to exag-
gerate this statement. The slight amount of work in science
that has been developed in any systematic way for the use of
children, which purposes to cultivate their powers of noting
the habits of plants and animals and of observing things with
reference to their uses, is almost negligible. The earth is, per-
haps, the focus for the science study as practically all of the
work relates to it sooner or later, and in one way or another.

“Children of six as well as those of ten work in the labora-
tory, and with equal profit, both as regards the development
of their intelligence and the acquisition of skill and dexterity
in manipulation. The attempt is not to give them analytic
knowledge of objects or minute formulations of scientific prin-
ciples, either of which are incomprehensible to a child of this
age. The object is to arouse his spirit of curiosity and investiga-
tion and awaken him to a consciousness of the world in which
he lives, to train the powers of observation, to instil a practical
sense of methods of inquiry, and gradually to form in the mind
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images of the typical moving forces and processes involved in
all natural change. The results thus far show an eager and
definite response to this mode of approach.

“Another aspect of the science studied is the application of
natural forces to the service of man through machines. Last
year a good deal of work was done in electricity, based on the
telegraph and the telephone. Things that could easily be
grasped were taken up. In mechanics, they have studied locks
and clocks with reference to the adaptation of the various parts
of the machinery to accomplish their work. Cooking also gives
opportunity for unconscious absorption of a great many me-
chanical ideas of heat and water. In general, the scientific work
in this school differs from that of other schools in having the
experimental part of both physics and chemistry emphasized.
It does not confine the science work to nature study, the study
of plants and animals. This does not imply. that the latter is
less valuable, but does maintain that physical science should
be brought into the program from the first, by introducing
larger generalizations in a story form.

“As regards the spirit of the school, the chief object is to
secure a free and informal community life in which each child
will feel that he has a share and his own work to do. This is
made the chief motive towards what are ordinarily termed
order and discipline. It is believed that the only genuine order
and discipline are those which proceed from the child’s own
respect for the work which he has to do and his consciousness
of the rights of others who are, with himself, taking part in
this work. As already suggested, the emphasis in the school
upon various forms of practical and constructive activity gives
ample opportunity for appealing to the child’s social sense
and to his regard for thorough and honest work.

“Genuine, as distinct from artificial, moral growth is meas-
ured by the extent to which children practically recognize in
the school the same moral motives and relations that obtain
outside. This can be secured only when the school contains the
social conditions and presents the flexible, informal relations
that prevail in everyday life. When school duties and responsi-
bilities are of a sort found only in the school, comparatively
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little aid is secured for the all-round healthy development of
character. When school conditions are so rigid and formal as
not to parallel anything outside the school, external order and
decorum may be secured, but there is no guarantee of right
growth in directions demanded by the ordinary walks of life.
When what is expected of children is based on the require-
ments of school lessons and school order, as laid down by text-
book or teacher, not by work of positive value to those doing
it, external habits of attention and restraint may be formed,
but not power of initiative and direction, nor moral self-
control. Hence the emphasis in the school laid upon social oc-
cupations, which continue and reinforce those of life outside
the school, and the comparative freedom and informality ac-
corded the children. These are means, not an end. Moral re-
sponsibility is secured only by corresponding freedom. Hence
the school work on the moral side is to be judged, not by pass-
ing external occurrences or external evidences or attitudes, but
by its efficiency in promoting healthy growth of character in
the child and a general modification of disposition and motive,
both of which are slow processes and not sudden transforma-
tions.

“For genuine intellectual development it is impossible to
separate the attainment of knowledge from its application. The
divorce between learning and its use is the most serious defect
of our existing education. Without the consciousness of ap-
plication, learning has no motive to the child. Material thus
learned is separated from the actual conditions of the child’s
life, and a fatal split is introduced between school learning
and vital experience—a split which reflects itself in the child’s
whole mental and moral attitude. The emphasis in the school
upon constructive and so-called manual work is due largely
to the fact that such occupations connect themselves easily and
naturally with the child’s everyday environment. They create
natural motives for the acquiring of information and the mas-
tery of related methods through the problems which they
introduce. ‘

“As to methods, the aim is to keep alive and direct the active
inquiring attitude of the child, and to subordinate the amass-
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ing of facts and principles to the development of intellectual
self-control and of power to conceive and solve problems. Im-
mense damage is done whenever the getting of a certain
quantity of information or the covering a certain amount of
ground js made the end, at the expense of mastery by each
child, of a method of inquiry and of reflection. If children can
retain their natural investigating tendencies unimpaired,
gradually organizing them into definite methods of work, when
they reach the proper age, they can master the required amount
of facts and generalizations easily and effectively. Whereas,
when the latter are forced upon them at so early a period as
to crush the natural interest in searching out new truths,
acquiring tends to replace inquiring.

“The social spirit of the school thus furnishes the controlling
moral motive of the child. His own alert inquiring attitude
is his intellectual spur. Along with this goes the possibility
of attention to individuals as such. For purposes of convenience
the children are divided into small groups of eight to twelve
according to the kind of work and the age of the children.
It is expected that the teacher will give attention to the specific
powers and deficiencies of each child, so that the individual
capacities will be brought out, and individual limitations made
good. This attention extends to the physical as well as the in-
tellectual side. Each child receives a personal physical exami-
nation in the gymnasium, and all defects are reported to the
parent in order that the child may have the special exercises
needed to build him up. He also is examined in the psycho-
logical laboratory of the University, with reference to his sense
organs and motor powers. Almost twenty per cent of the chil-
dren in the school have been thus far reported to their parents
as needing either special exercises or the attention of a com-
petent medical specialist to the eyes, ears, or throat.

*“The School is often called an experimental school. In one
sense this is the proper name, for it is an experiment school—
with reference to education and educational problems in which
an attempt is being made to find by experience whether and
how these problems may be worked out. A characteristic of
experiment is change or modification of the original method


























































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































