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In this paper we wish to explore the most fundgmental problem that
must face all who wish to think about the task of improﬁing_schooling.
The cuf}iculum of the schools must be, we have been told again and.again,
relevant and adaptive to needs, self--renewing, and emergent. Our taskcas
educationists is to teach this éspiration and act‘aé if it were a feasible
ideal. But schools in reality, all too often as we know, fall far short
of the ideal. Indeed practice so often sesms so far.frqm our image of |

what should be that frequently we are reduced to despair of the schools

as they are, and we react to despair by.projecting our frustration onto

-one or another aspect of the schools——their organization.and administra-

tive style, their clienteles, or their teachers according to predilection.
We tend not to face the issue that the ways in which we see the problem of
innovation mzy be one sourle of our failure to effect lasting changes in

school practices and progrems. This is the possibility we will address
= "

[l

here; it is not our purpose to érgue agzinst the spiration for improve-
ment which lies at the heart of all normative tﬁinking about eaucation,

or to locate a new pggg'ggig, rather we want to argue that, és we reheafse
ways and means for giving meaﬂing to a commitment to the improvement of
schooling? wve must see éhe schools as organizations, and the curriculum
of.the schools, in more complex ways than have been traditional. - In shdrt,
we will seek to demonsirate that, because our images of the nature of
change in the practices of the schools have rested on a simplistic analysis
of the reality of schooling, our prescriptions for, and approaches to the

task of improvement of schooling have been much less powerful than they

must be if ve expect to make a difference.

v
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The point®of view we will develop in this paper starts .from an
assumption end. a question thét flows from this assumption. We assume
that the géalé of the nineteenth century féunders of universal puﬁlic
educatién have been amply fulfilled and our question is "How was this
rone?" We are convinced that the ansﬁer to this question must be one
indispensable basis for acting 6ut any meliorisﬁ impulse.- We have pur-
sued this question in a preliminary way as it bears on classrooms in -
another papefl——here we wish to broaden that enquiry 5y asking the ques-
ﬁions, "What aré‘we talking about when we discuss the curriculum of the
schools?" and "What is the character of change in the curriculum?" Our
preliminary answers to these questions, derived from our case study of
changes in aspects of the high school curriculum in Gary, Indiana‘betweén
1940 and 1970,suggests that most existing approaches to the conceptualiza-
tion of curriculum éhdnge ;re at best partial in the represéntatién that

‘they offer of the reality of schooling.

II
Our concern with this general problem area, and our first glimmerings
of the way in which we now see it had its beginnings in some research and‘
one attehpt at innovation that seemed to sum to the conclusion that sys-
tematic curriculum change is awesomely complex. Let us bégin this dis-
cussion with four anecdotes as a way of offering é backdrop for bolh our
later speculations about curriculum-change and for the study of Gary we

P

undertook as a way of exploring these speculations:
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— when the first four professors appointed to the facﬁlﬁy

of the University of Melgourne, Australia faced the task of
coAsfructiﬁg a curriculum they urged a reluctant Council
Cboa;d of trustees) to adopt an (for that time) extremely
radicél program of the kind that three of them had worked
witﬁin at the Queens Ugiversity of Ireland, a curriculum

that 'was more comprehensive than any other in Britain at

that time." The Council would not accept anything so radical,
but the upshot of debates between the professors and the
Council was a program that was "more liberal than the cur-
riculum offered in any other English university éﬁ that time."
" The program that was adopted at the University of Sydney, which‘
was found=d in the same decade,was éxtremely traditional--the
predilections of the lay Council were reinforced by tgo‘ﬁro—

fessors from unreformed Oxbridge.2

—_ duriﬁg an attempt to introduce.Italian as a new foreign'
language for the Italian immigran£ students in aﬁ Australian
high school we were met by the school administration (and
defeated) by the simple (and, given hindsight, correctj argu-
2nt that we could not guarantee that the one or two qualified
Jtalian teachers we Xnew would remain at our school for long
enougﬁ to provide a continuing program in.Italién over the
school livés of the cohorts of students we anticipated teaching.
We were told that such a program could not be introduced until

the state university could and would provide a flow of qualified
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and certified Italian teachers. Our task, if we vanted our

- innovation, was to persuade the university to create a pro-

gram in Italian that would provide such a flow of potential

teachers.

— five years ago, in the course of a status survey into
the teaching of Canadian history, we found that, despite
the Jjealously-held ﬁrerogative that all provinces claimed
to develop programs that were adaptive to regionzl differences
and interests, there were in fact onily twd Canadian history
prograﬁs in the country—one commbn to all English-speaking
provinces, the other ﬁaught only in Quebec. The program
common to the Englishespeaking provincéé had been developed
originally in the 1920's and reflected the concerns of
English~speaking academic hi;toriéns of that decade’ and
was, of course, far removed‘from the concerns of Canadién
historiéns of the 1560'5. Néedless to say the course had
béen réviséd, but such révisions coﬁsisted of units added
onto the program which brought it up to date temporally--
and we Tound that these units were seemingly rarely taught.
Most teachers found it very difficult to escape the

temporal and intellectual boundaries of the old course.3

~— in the course of a recent evaluztion study of an ex-~

perimental program in scciul work we found that the faculty

teaching the program found it, on the one hand, extremely
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difficult tc generate a content that they could use as a
basis for their day-by-day teaching_that reflected ﬁheir
goals and éspirations for both social work practice and
their prégram while, on the other hand, they found it dif-
ficult to escape from the pull of concepts, content, and
methéds that they had long taught and used. The task of
inventing & content. that went along with and could be the
basis for delivering on their Visionar? goals aboﬁt what

they might do completely defeated them.h

Many examples that support the thrust of this kind of experience
can be found in the literature of curriculum and curriculum change. -
Smith.describes a siiuation in which”ap English primary school science
Program persisted in thg sciools in %hich it had been installed only for
as loné as the-originél adopter; remained in the prigingl schools;
others did not pick up the program and the program was not institution-~
;élizedﬁ There are many examples of programs being defeated by the vested
intefest of academic inertia--the Univeréity of Chicago 1940's expgriment
in liberal education and.ﬁhe work in the same decade of the pioneering
University of Kezele (England) were deflezated, for exarple, by the prb—
ponents.of the unassailable rightness and educative power of the traditional
_discipliﬁes. Southern reperts that examinations in British constitutional
history at Oxford preserved some examination'QHe$tion.forms almost un-

gltered from the first years of the subject in the 1870's into the 1920'5.(

gram is, of course, legendary. The difticulties that developers face in
W

a4
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fields like environmental education, interdisciplinary or area studies,
and huranities or integrated'soéial sciences are well known. ‘

A common thread runs through these anecdotes and examples. In all
cases the curriculum can be‘seen as a thing, a form. In the case of the
social work development, cr in develiopmsnts in such fields as inter-

disciplinafy or area studies the goals of projects demand the invention

of new forms, but the task of invention of this new form is all too

often overwhelming--older curricular forms inhibit the sea%ch for the
new.ﬁ In the éase of fhe bayules at Melb.urne, Chicago and Keele dif-
fering forms be~ome the foci of eﬁséntialiy political battles between

factions representing different interests. In the case of Canadian

history, Silas Marner and of our perhaps trivizl observation on the

persiétence of guestion types, we see curricular forms pefsisting long
after 1 eir original justif;cation has lost its force. Pinally, in the
case of our attempt.to introduce Italian and in the report of Smith we
see & casé for an argument that suggests that, if a curricular igea is
to be enacted competently and with a continuity that tfénscends the life
of a.given teagher in a given s;hool (at least . in a school system with

' 8
what Bernstein has called.strong framing ), it must be ewmbedded in an ex-

plicitly institutional apparatus of support and cpntrol.g

ITX
It is these formal and institutional characteristics of the curriculum
that we see almost all educational enquiry neglecting, or else treating un-
sympathetically. Perhaps these as?ects of the curriéulum are too obvious

or too obtrusive to demand serious attention. However, something of this

Q . . :
FRJIC viousness end/or objectionable obtrusiveness appears in a new light when
R
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we invoke Kuhn's term Daradigm;o

and ask whether or not the curriculum,
at least in the aspect we ha&e been exploring here, might be a scnooling-
appropriace'form.ﬁhat has functions similar ;o the paradigmatic forms and
structures which control and make possible scientific enquiry. As Ziman
writes,

Science stands in the region where the intellectual, the

psychological,,and the sociological coordinate axes inter- -

';sect. It is knowledge, therefore intellectual, conceptu:

al, and abstrect; It is inevitably created by individual

men and women, and therefore has a strong psychological

aspect. It is public, and therefore moulded and determined

By.the social relations between individuels. To keep 2all

these asnects in view simultaneously,'and to appreciate

the’r hidden connections is not always eaey.ll

Viewed socilologically scientific activity is work, the creation of
pofentially consensual knowledge: the means of science, its methods and
technologies are designed both to facilitaie the creation of knowledge
by.grouns of scientists and io validate such creations. The structures and
organizations of science, its journels and professional organizations,
its rituals, schools, and libraries are designed purposively to support
this work.

... Science is a form of Public Knowledge. The wnole pro-~

- cedure of punlicafion and citation, the abhorrence of
secrecy, the libraries full of periodicalgand ireatises,

Lernfreiheit and Lehrfreiheit,—~—freedom to learn and

freedon to teach——cosmopolitanism and internationalism,

confercnces, ebstract journals and encyclopaedias—all

are in the service of the mutual exchange of information.
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But merely to point thié cu£ tells us very little
about‘the natur; of Sciegce it;elf. vaant to go further
apd éuggesf that the absolute need to communicaﬁe one's
findings, and to make them acceptable to other people,
determines their intellectual form. Objectivity and |
logiéal ?ationality, the supreme characteristics of tﬁe
Scientific Attifude, are meaningless for the isolated
individual; they imply a strong social context, and the
sharing of exﬁérienqe and opinion.

* * ’*‘ * *

«.. We will define science not as a body of knowl-
edge or set of invesfigatory techniqﬁes but as the
organized social aétivity.of men and women who are con-
cerned with extending man's body of empirical knowledge.
through the use ofvtﬁese techniques. The relationships
among these people, guided by a set of shared norms,

13

constitute the social characteristics of science.

Schooling is analogous to science inasmuch as it is concerned with
intellectual, conceptuzl and abétract matters. It is moreover co-
extensive with science inasmucﬁ as the university and schools are parts
of one interlocking educational system. %The university, through its
research pro&ides schools with their subjéct—matters and, through its edu-
cational programﬁ} provides the schools with teachers. However, the concerns

of the universities as research institutions and the schools as teaching

-institutions diverge in fundamental ways.
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The task of the schools as organizations is the me;ningful and sys-
tematic communication of valu;d knowledge to, in the case of public £l
cationz large aggregates of students by many, many teachers. Within the
schools the curriculum specifies both the forms of know}edge that are to
be taught inasmiuch as it specifies that knowledge which is fhought that

students of givey ages and kinds should know and; concomitantly, the

ways and means of that teaching. The curriculum, thereforé, not only

"specifies that which is wvalued as the knowledge worth having but also

serves, by its structure, to define how that kno?ledge is to be communi-

.cated.

Latin, qua classical studies, for exeample, is a set of problers
thought to inhere in the ébrpus of texts written in Latin. Qua the
schools, Latin is a smaller collection of texts and procedures (prose
composition and the like) orgaﬁized in the intgrésts of "educative"
potency and pedagogic communicability and efficazcy. When Latin is con-
sidered in the éontext of schooling, it is its curricular aspects which
come to the forefront; for the schools and for teacher training institu-—
tions Cezesar's Gallic Eggé_ié a text chosen because of its accessibility
to stﬁdents with limited facility in Latin, it is a text whichiis to be
taught to teachers because they will teach it in schools, and it is a
text which is to be e#plored inasmuch as it is-educationally and peda--
gogically rather thanlintellectually problematic. From the viewpoint of
the teacher the G;llic Wars is a téxt vhich is to b~ focussed on inésmuch
as it presents instructional pribvlems; the teacher's investment in this
text is seen by him in instructional terms--he must know its potential

for the "education" of his students, he must know and be able to antici-

pate all the difficulties that it might present the students he will
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téaéh, and he must have at hand methods and proceaures which he cgn'invoke
8s necessary to obviate any difficulties, anticipated or unantidip;ted,
that might occur when a particular class encounters this tgxﬁ. Inasmuch
as the mass teaching of Latiﬁ requires that man&, many teachers have these

competences and capabilities structures of teacher training, certification,

"and the like have been created to minimize possible variance among teachers

-

iﬂ competence and capebility to teach, at least adeqﬁately, while the
existence of m;ny'teachers teaching one or a small number of known texts
to students of known kinds permits and makes possible collective éttenfion
to these same problems. It is this collective‘and public concern féf the
problems in teaching = Sounded apd knowrn univer;e of content thét makes
possible school texts, published aids and the'iike. .
Analogous tasks and agsiogous struciures are found in all for all of
the discourses (mathemaﬁics, arts énd the l%ge) that azre exploited in
schools. Discourses become in the schools_EEEQggéi_which, in'theirjturn,
permit, and become the means by which teachers afe deployedbfor the syé— "
tematic instruction of millions of students'éver the twelve or so years
they are in school. As such; sﬁbjects becone the means by which the
enexrgies and capacities-of teachers are foutinely and systematically
focussed on comsion tasks: teachers leave given:schools but students

remain——-it is the existence of a program organized in routinized ways

that makes it possible for one teacher to pick up where another left off,

whether in mid-year or at the end of a year. It is the existence of sub-~
Jects which makes possible common endeavors by the school system-~-the
systematic training of teachers, texts and apparatus, and the like. Sub-
Jects represent, in other words, the foci and means of institutional

o3

e



-11-

investment by the agencies of schooling towards thke furtherance of their

work. They are, in this aspect, the corollaries of the instruments and

' means.of collaboration that institutionalized scientific enquiries must

have if they are to transcend the limitations of one mah‘and his experi-

i

ence.

Yet, élearly,.while subjects do make schooling possible;'they are

alsg the source of‘impédiments to real change in the forms and character.

of.séhooliné. All too often the names of subjects connote other ages;
all'féb often it is the potency of the existinéfgubjécts in the curricuium
and the Yalues.and metﬁodé'associated wiéh.those subjecﬁs that must_be |
broken before change in schooling.is poscsitle. Why'is this so?

Mastery of the contents and means of the subjects of the school pro-

-gram takes many years. The mathematics teacher needs to know the answer

to'(or thé algorithm that will give him an answer to) every préblem that
he might_set his classes and, hopefully, ever& diffiéuléy that a student
might have with any.topié; A Latin or French teacher must knéﬁ every
éonstruction and allusion in the texts he will teach. Teachérs acquire
these coﬁpetencies through méstery of thé subjects which.made up their

own schooling, through modelling on their own’teachgrs, and through ex-

perience in teaching.

Few short-run educational experiences cap be expected to train effec—
tively for a mastery of the large range of cognitive and pedagogical skills
that make up the craft of the *t:eacher.lbr Given the diffuseness of these

skills and the diffuseness of the ends to which they are directed no pro-

cedures exist for effectively pointing to the single clusters of behaviors

which nmight be modified in the interests of change in teaching. The only
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control‘which é §chool sjstem haslovgr‘its teachers, how they teéch, of

what~they-teéch is its'ability'té select thIWill bemappointed to its

: S
The problems inherent.in the control of anything SOLdiffuse as.teaching_

are aggrgvétgd by the occupational characteristics of a feachér's'rdle.‘

Effect;ve feabhing requires that teacher be invesﬁed in their éléssrooms:

fhe focug of a teacﬁef?s professional life aﬁd concern is, and sﬁquldwbé

their classes. Teachers must monitor their own instruction and théir own

use of the materials and they must‘look tpltheirvown classes and the suc-

‘cess of their students for their professional satisfactions. A teacher's

reward and satisfaction usually comes.in response to effort placedlon the

classroom, end given the difficulties faced in achieving "success" with

f

students, can be maximized only if sources of reward are appropristely -

diffuse. As Iortie writes:

Individual teachers can make fhg mostfof the transi-

' tive‘reﬁards [ofvthe classroom] if there is‘freeddm for
them to choose the criferia and teéhniques to be used in
assessing studént performance. Only then can in@ividual N
teachers select the criteria and techniqﬁes whi.ch, holding
meaning for them, provide a sense of genuine attainment
of transitive outcomes. Thus teachers ha;e a stake in
warding off controls whiéh reduce their 0ptions in fhe
selection of~working goals and asseégment procedures. The
regsentment some teachers sgﬁw towards the system-wide use

of standardized tests is a case in points éuch.tests force‘ ;

“the teacher to direct her efforté to the test itself and

-
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can be trivialized by teaching for the test.™
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reduce her contfol ovér assessment. We would expecﬁv

téachers to assert steady pressure 5n principals to keep
supérvisioh'sufficientlyIloose tovpérmit'thém to use a.
variety of assessment ériteria and procedures.ls 

Curriculum change, with its inevitable pressure for chéﬁged habits, must

. be énathema_po many teachers:

" A curricular modus vivendi appropriate to a giveh time in the life of

-a school system can, in practice, be achieved by compromise. Teachers can

bé given autonémyito teéch the s?bjeéts they kﬁow in ways:tﬁé& know so

that theif_students reach adeqguate levels of proficieﬁcy,.while administra-
tors can gfaéple with probleﬁs‘ﬁf recruitment ana finance,’with iﬁgtruc—
tionallyri%relevant issues like.community relafibns:or aécountiﬁg, or!wifh
decisions that have clearly ,demarcated coﬁsequenées that'db not infringe

on the majof concerﬁs of teachers. Tra@itionally thé cufricﬁium has fallen
into a confused area between these tacitly-accepted zones of fééponsibility.
.Books'can‘be'wifhdrawn from thevEnglish program'ﬁy an administratioﬁ wvhen

-~

community susceptabilitiéq are offended,,but.cannot be prescribed with any

" real assurance that a direction will become a reality. Teachers can be

‘expected to teach in ways that will allow their students to reach given

staﬂdar@s of achieyements, but only if it is acknowledged that the sténdard
' 6

These compromises work out reasonably well in any short run but what
happens when a whole subject faces anachronism, ﬁof_in the schools where

it may have a life of its own, but in relation to changes of one kind -or

another in the world outside the school. Our earlier examples and anec-

oo
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‘dotes suggested that this is a real pfoblem. Change, they sugggsted,
can only occur when ﬁhere are inaividual§>who have themsélves_learned
"some new rethods ‘or new contents in the course of their own experiénce.
But these individualsAcannot themselves effeét lastigg systemic .change
~unless structural support of the kind we have been assdcia£ing with the
institutionﬂof a subject is offered them. Oui'analysis of ihétitutionél
nature of the curriéuium giyes us a ﬁay:of éccouﬁtihg’for the failﬁres
of innovation we described earlier and for such pheﬁomeﬁa as the persis-
tence of e#aminatioﬁs'questions over decades; it_givés us few ways of
'adcoﬁnting fdf ﬁhange,'unleés‘We say‘thatlchange tgkes ﬁlace'whenja.new.

generation of teachers demands change.v But this begs 6ur'QUestion!

PREIE P e

Jt is thig probiem of acéouﬂting.fbr changelgﬂat‘igdfﬁg to our study
of the schools of Gary; indiana, from LQhO to'lé?O. ihese Yyears were-
“marked ﬁy unprecedented invéstﬁent of time and energy at the national
level in improvement of cur;icula and, seémingly, by cbnsiderable cuf—
| ricﬁlum change. This might have reéulted in halting'change at the lécal»k
level, but thére would seem, on thg”face\of;it, no reason to doubt that
schqols did éhange betieen 1940 and 1970. Our question vas; "Hoﬁ did
this happen?" Our hbpe aSAwe undertook our sfudy was that by‘féilowing
£he course of both curricular initiatives {hét>failed and th;se>that suc-
ceeded, we might have a basis for a more cbmplete undefstanding of how
curriculum change éccurfed»in this one qity, and perhaps others, over

these years. We will summarize our Tindings here ‘and then attempt an

17

assessment of where our findings leave us.

o ——
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Between 1907 and 1936 William A. Wirt, as superintendent of sphools,

designed and operationalized a school system in Gary that was both.an

‘alternative to traditional schools of the time and resistant to change.

The features of the Wirt (or Gary) Plan--a unit form of organization, the

. platoon plan, and a lengthened school day and year—-and the broad cur-

riculum it offered were widely acclaimed and copied between l9lO and 1925.

<However by 1938 when Wirt died, the system was neither popular nor
.v1s1ted . few school systems in the country were using any portion of

. the Wirt Plan. 3But in Gary the plai: was in full use. The development _

of the curriculum of the Qary"school system after 1940 was affected by
the Wirt Plan, but also by national developments.in curriculum,-by forces

outside the system, and by perennially scarce resources. .

After 1940 three factors compelled the continued use.of the Wirt Plan

in Gary. The_stddents, alumni; teachers, and residents of Gary were
fiercely loyal to the Plan; despite personal coldness and bruSQueness,
Wirt had garnered a large and:devoted gronp of people around him and’his
schools; The eight schools_in use in Gary in 1§ho had been constructed

specifically to house the Wirt Plan, enrolling all students from kinder—~

'garten through twelfth grade, each school would have required cons1derable

modification to be suitable to a different (ard more traditional) educa*

tional programm The personnel of the school system had been recruited and

' then trained in the school system in a way that 1nsured their loyalty to

s

and perpetuation of the Wirt system.
Wirt died in l938; the following year the Board commissioned a survey

of the school system by Purdue University. The survey criticized the tight
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administrative control exercised by Wirt, the curricular uniformity among
schools, and the generally staéic conditidn of the system's progra;;fit
'questioned}the piatoéﬁing and’departmentalization(gf thé'elémeﬁfary gfaaeé;
it severely critiéizgd curficﬁlum and inétruction in specific subject
matters, vﬁcational.education in particular; and it observed tha£ it.was
| time for Géry to realize that its school system rather thah‘ﬁeing ﬁhe 3

model it once was, had become an anachronism and that, instead of assuing

it was watched'énd,copied, should begin to obsérve other systems with an

18

eye towgrd its o&n improvement.
Aifho&éh it was ﬁidel& félt in G;ry that the members of the survey
did not undérstand the_schOOl system, the ﬁoard of School Trusteesi;taff
had‘both to deal with‘thé survey reﬁort'énd td‘ﬁiré-a superintendenf to.
repléce Wirt. It chqéé.Cﬁarlps Iutz, an eﬁplbyee of the Gary school syé;
tgm fqri?perprevious elghteen yéars; Lutz made few changes in ‘the programs
of the school system. | | | |

Yet, there were instances of system~wide attention to curriculum

during ILutz's superintendenc¢y. An attempt was made to change the platooning

and departmentalization of the elementéry gra&es to a contiﬁuous progress,'
non—gréded_organizatfaﬁTJ.Although this new plan was approved b& the Board
in 1942 apd égain in.19%h,'if'was never operétionaiized. Yet eventually
elemeﬁ%ary.students weré no longer platooned and their subjects were all
taughé}by the sane teacher;_pot as a resulﬁ of the system—-wide decisions,
| bﬁt-oneischool at a timé, betweén léhS énd 1960.‘ |

. In 1943, because of racial éifficulfies inAseveral northerﬁ cities,

Lutz comﬁissioned the Bureau of'Intercultuial Education to assisp teachers

in Gary in designing an intercultural curriculum for Gary's segregated

&3



. | ~17-

schools. 3Before any progress waévmade, white students at'Froebel School,
the only one of the distfictfs'eiéht unit scﬁools which was intégrated,
Vent.on étr%ke demanding that black students be sent to a different |
schooi.  The disturbancégﬁfﬁat.follOWed the strike ended within six
months aft_ a massive mobilization of energy on the paft of the system;
| within two_years an integration policy for the school syste@ was put.inﬁo
operation. The effprt to install an intercultural curriculum
waé not equaliy successfui; in-the 19h6-L7 school year one sgcial.;tudies
teacher in each school piloted a new inte:cﬁltural cufriéulum. ﬁéwever;jb
pthe majoriEy of Gafy's teachers felt that the pfdéram was unimportant;
seven of the eight pri;cipals did not épprove of school involvement in

19

community problems. At the end of the year the school sysfem.withdrew
all support for the program, although it pérmitted thoSé“teachérs who
wished to use the curriculum to do so. Through the rest of Lutz's.supefs'
intendency the curriculum in Gary was léft unattended. As a fesult,'when
he.retired in 1955 the curripulum was much as it_had beent in 19L42.

. In this respect Gary appears to have been Similar to mést school»S&é—
~tems ia the nation. Growing school populakiohs, teacher.shortages and in-
adequate numbers of classrooms preoécupied boards of education. The
energies of school boards and‘administratéfs and large portions of schoél
budgets were expended on construction rather than curriculum. In fhe casé
of sociai studies., Gary was also typical. Intercultur%lvrelations inlléhs
was an emerging.concein, not of schd&i Sysﬁems, but‘of.educational organi-
zatiohs and researdhérs who were conductiﬁg pilot programs; It would be
twenty years before textbooks and ﬁeaching began seriously to reflect the

concern.
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Yet, vetween 1542 and 1955 many features of the Wirt system dis-
'appearéd from Gary's schools. The last of the eight unit'schobls were

built_in 1937 and 1939. After that, feeder elementdry schools were

built--but npt because of a policy deci;ion by the Béard; The school
day and year had both Eeen shortened--the school system fdund it'leséﬁwmd
expensive to_shorten the.time sfudenﬁs spéntriﬁ school: Elementary stu-
deﬁts in feeder schools were no longér platooned or depaftmentalized.
Yet, thg new.elementary schools were cbnstrucfed_along.thg'same ligesigs
the wnit schools, with the elaborate "special™ facilities typical of the
‘ Wirt years. |

In 1955 Charles Luﬁz was fired; é‘péw_survey of the schools bj thg
fublic Administration Survey (PAS) reiéased at this time, made many‘of
the same criticisms the Pﬁrdﬁe Survey had thirfeen years earliér.and again

20

recomzended urgent. and sweeping reform. The static nature of the cur-

riculun, tﬁe remnants of thé Wirt $YSﬁé;,'£ﬂgwiack of organized chanée,

épd the lack 6f a mechanism for curriculumkimprovement were all criticized.

As a result of the  PAS ;urvey, a new superintendent, Alden Blankensﬁip, was

appointed with a mandate ﬁor éhange; he moved guickly to revamp much of the
" ) ' ' :

~school administration and established a network of thirteen curriculum com-

mitteés to develop curricuium guides for all secondary subjects. These

conmittees worked for two years to produce in 1957 The Gary Curriculur

‘Guide, Grades T-12. The changes proposed for some subject matters were

Tar reaching. We looked &t the work of the science and vocation educa-

.

tion committees in some detaile
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Thé séience committee proposéd to increase the high schoo} science
prog;am-froﬁ four courées; not all of whiqh were offeredvin every‘school,
to a total- of ninéléouréeé includiﬁg advanced courses in cﬁemisffy and
physics, tB offer thése coufsgs—in~all:schools, to ¢hahée the!emphésis_
1

in science from "content" to "enguiry," and to move science teaching from

traditional classrédms into laborétories. Thése pr0posals.fefléctéd pre- -
scriptions in the scieénce education literat&fé of the Fime.- Howevér,
they were ﬁo£ translated into.néw programs. Only tﬁovof the eight schools
had iaboratories thét abproac¢ed adeéuacy,iand.néIfinancial provisiog'was
‘made £o.rem$§el aﬁd equip new ones; new teachers were not hired to teaﬁh
tﬁe new coufseé§ and there was.no.proviéion to re-train teaéhers té teach
"enquiry" instead of "ccntené." .

The chaqges prroposed by the SCienceICOﬁmittee did Hégin.ﬁo dccur after
1960 when the:effects 6f the‘hational Science Fouﬁdation support. and the
National Defense Educatiog‘ﬁct began to aﬁpear in schools. Thelresources
prpvided to the Gary schodl system by EbEA=and NSF.ihcluded new'scieﬁce
_curricula-—PSSC Physics, and BSCS bioloéy; ané CHEM Study, eﬁc.——institutés
to train teachers to use‘the héw cu:ricula; and mbnéy tb remodel énd equip
sciencé.laboratorieé. PSSC Physics énd one of the.Bscsbfrégramé waﬁ adépted
by thé_Gary schools~-~outside sources did for science education in Gary whatv'
the schocdl system did not do for itself. With these changeé.teaching'iﬁ;
Gary kept bace with progress beiﬁg_made throuéhout‘the cduntry. The re-
‘s;urces available to Gary were avaiiable to all'séhoollsystems, and the

 program in Gery folloved national. trends.

The proposals made in the 1958 Curriculum Guide by the vocational
education committee fared no bettef than did those of the scierce committee.

4o deal with the criticisms and

<

The vocational education committee had

IToxt Provided by ERI -
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recommendations of‘tﬁe PAS survey and also sinilar ones from the Purdue
survey. tBoth_had recommendea'the cre%tion of a sebarateAvocational;
technicai scnool‘and oooperative‘vocational programs. But after 1942
the vocatlonai progran herrowed in scope until, in 1955,. it was almost
nonexistent. Board deci:zions 1n.l9h2 and l9hh to create centers where
'. the‘city's.vocational education programstwoulq be housed nad resulted
in the narrowing ot oourse offerings in other schools;Abut not in:the
operation of the new centers. The 1956 Currieu;um,conmittee recommended
that an expanded_list‘of courses be'offered end thet three cooperative
pnograms be established. While the cooperative progranslwere established
and wefe still in operation in 1970, the,neﬁ ooufses were not offeredlﬁn-
til 1968; 'The cooperative érograms were easily estatiished becaﬁse they
cost the school system very little mone?. New cctfses, howeverP regnired
remodeledland equipped shops; and the sfstem_couid‘not'assume these costs.
éy 1965 the school_system had'neaily SOlVed'its‘overeroﬁding probiem;‘end
it eould reoeive money for oonstructing a vocationai—techniqai school tnrough..
" the VocationelAEducation Act of 1963; as a fesult.work on construction of the
Gary Area Technical Vocatlonal School was begun in 1965 and completed in 1968
This brief summary serves as a reminder that although the Gary school
system ohanged comparatively slowly in the thirty years examined,.it was a
different system in 1970 than in 1940. Most city school systems had gone‘.
through a similar transformation in these years. Yet chenge;in most oities
occunred as it did in Gary, haltingly. Why ?
An examination of the Gary school system in 1970 shows that many of

the reforms made in the currlculum of the three subject areas eyamlned here

’
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(social studies, science, and vocationel education) had been first proposed

by ‘the Purdue Survey of 1942. But it Was not until the late 1950's that
any movement towards realization of the demands of the Purdue survey
occurred. But to focus on surveys like the Purdue and PAS surveys and

their demends as we have to this point, is to-ignore the many changes in

the system that occurred without planning. There seem to have been three

kinds of change occurring in the Gary>school system between 1940 and 1970.

First?,there were small—scale_ehanges in methods,_materials, end:emphases

made by individual teachers in their classrooms. The continuing efforts.

“.of a few social studies teachers tovwork‘with the intercultural curriculum

after 1947 is an example of this small-scale change. ' Second, there was
ehenge by drift; -major changes ocourredypiecemeal over a period of time
without benefit of policy change.' And third, there were deliberatiye and

deliberate chanr:. - de at the policy level, The focus of our study was

on formal changes .nd the demands that produced them.

In most of the cases we explored pollcy changes on the part of the

board to 1nst1tute one 1nnovatlon or another can be traced to some actor

or agency demanding change 1n system. The surveys that the board con-
missioned in 1942 and 1955 appear to haye been the most insistent and
coherent forces for change on the system. Yet actual policy changes have
very little relatlonshlp to the forces which fl”St artlculated the demand
for that chance, it took twenty years, as we have seen, and the interven-
tion of bhe federal government for the reforms in vocational educatlon

recommended by the 1942 Purdue Survey to be implemented. Yet, by virtue

L

‘of its non-responsiveness to the recommendations of the Purdue Survey,

~e
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Gafy'esﬁablishéd its typicality as = somewhat_represenﬁafivé urban ‘school
system. Had it responded on the recom@endationslthaﬁ £he'Purdue Suévey |
or acteé,out its halting conéern for aniinterculturai educatidn pfoéraﬁ
in the mid-1940's, it wquld'havebput itself in the position bf~becoming '
a moael s¢hool system. It did not do this, rather it did not implement
N the reforms demanded of it.at the times that these demands were ma@e;.in;A
stgéd it acted in concert with othér systgms many years later.A‘Whét does
this imply?. | | '

Throughou£ the 'forties until £hérmid7'fifties the séthl sysﬁem éf.v
Gar& £;aﬂa bac%iog of proﬁlems and recommended solutions.. And-it sﬁffered
occasional crisis. Crisisbreceived’more-attenti;n’than problems, and im-
. mediate'probléms received mgrg attention ﬁhan less immediate ones.'
Buildings and staffing prob%ems were éll—consuming and otﬁer méﬁteré,
includihg curriculun, ;;qeiyed’liﬁtle (aﬁd rarely efficaciogs) éttention.
After 1956.curriculum appearedbto‘receive much mdre-attention in Gar&.
The Building crisis had abated somewhat and éuddenly it seémed as if thé
nation's schools were giving mﬁchAlesé attention ﬁo curriculunm, par;
ticularly_in science, mathemafigs, and fqrgign languages than they might.
We saw this movement to a concern with curriculum in Gary. The Gary Post-

Tribuns, for example, told its readers in January, l958_that'

" A year before the Russian Sputnik hurtled skyward,

-School Supérinfendent Alden H. Blankenship realized that

the Gary Schools should affprd better opportﬁnities for

students in the fields of science and mathematics.
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r,To meet tﬁe.ehallenge, the superintendent orgenized
two committees to modernize the curriculum. As a result
of this cemmittee's studies, Gary schools today are far-
ther zhead in their progrem planning than most city

schools, as many have not yet tackled the job.

But, desﬁite this concern for curriculum, the attention paid it was
not exactly like that peid to budgetary matters or_to’bdildings and sitesr__{
In the cases of tuildings or accouhting, the Board in Gary approved blue-_
prlnts and procedures and then watched Whlle the buildings were completed
according to snec1f1c¢tlon and expenditures were made Board concern for cur-
riculunm, however, stopped with ?roductien of the guides. The buildings~
Were eonstructed because the Board aﬁprcpriated the money for'them; cur-
riculum éuides wéremggt”opératiénalized because the'ﬁoard did not atﬁrppri-
.éte moneyvfor operationaliZatidn for, seemingly, the ﬁqard leeked.resedrces
of both money and knowledge to.insure that new eurriculum guides resulted
»dn improved«teachid;. It could not afford to re—traln teachers, and it had
no wey of measuring the extent to whlch the new curricula were used.

-In 1957 Federal 1nvelvement in educat;on took on a new charactermendv'
changed this patternfof importagee- New programs were made available at
the natienal level and teachers were:offered ideas that they could not
crezte tﬁemselves; resources became availabie to boards that could be used
to implement thls new th.nklp~ through the purchase of, new equlpment and
new facilities. Change was not al’ ~encorpassing (chemlstry teachers in
Gary, for exarple, did not adopt tﬁe newly-developed programsj but at least

some changes could occur when it could not, seemingly, take place previously.
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Thué, the reforms that took place in Gary after 1957 wpre_inextricably
connected with resources. - Yet'éhe dismanpliné of tﬁe Wirt plan; the most
}fundamental change. that ?ook ﬁlace in the éystems in the years we studied,
‘were not.connected in this same way ﬁith funds. . Indeed tpe'feéture éf thé
" Wirt ﬁlan Were dismembéfed without any evidence‘of discuésion 6; pianning
of any kind,linstead they driftea away. New schoolélwere built iniﬁially
‘ with some of the special features of ﬁhe Wirt séhools? theﬁ without fhesg
features. Aﬁd'teacﬁers began school by school to.gbandén.fhe depéft-»I.
meﬁﬁalization thét had characterized ‘the Wirt curriculum.._Seemingly the'
district had lost its will to sustéin_ghe Wirt‘pian while a new
generation of teachers preferred‘the home room teaéhing which was Edﬁmon
to most elementary schools-in‘the.nation ﬁo Gary's ideosyhcfatiéldepéfff :

mentalization.

v

o In generél, then, the findings from our stud& of Gary support the -
generé; thesis we saw embedded in our.experience; and found.Wéﬂcouid sup-.
porﬁ from our reading of the literatures oh cﬁrriculum innovatidh;.soci—
ology'of‘science, and the instikutional organization of schoéling;. Evepts
in Gary laned, of éours;, something of tﬁe clarity_of our own.éxéhpies,
-but that was to»be expecfed. Change did occur iﬂ individualvclassrooms
aﬁd schools as new men and women entered the school system and brought
new aspirations and new conceptionérﬁé the task of teaching in the city.
A faiiure of will brought the Wirt system to an.end——gradually as the éys—
tem accepted conventional designs fof the new schools that it built.

Expectétions about what might be taught and how it might be taught changed
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over.the thirty years we explored, but.when these new expectations required
new subject forms and new structures for their‘enactment Gary's schools
failed to find fér themselves the new ways and means that these new
aspirations required. We saw-this failure writ large during‘the reforming
period of 1956-58: despité the ambitions projected by tﬁe superinfendent
for the modernizstion of the science program the best his teéchers could do
ﬁhep it came to detaiied development ﬁas to copy the table of conten£s from
a 1951 text into their new curriculum guide. ‘These teacheré could not
esc;pe from the'conérol of an old form; the possibility of real changé did
not emerge until new, externally developed forms were made available by
PSSC and BSCS. |
Our findings‘thereforé did supporﬁ the general thrust of our eipecta;
tioné. There were, hoyever, two constants in the setting of Gary which
-

our eérlier thinking had not led us to aﬁticipatea resources ;nd the re-
pérts of commissions. We had not expected.resources to dominate the course
of curriculum change in quite the way they did, and we had expected that'
-decision making gbout curriéulum Would_bé political rather than consensual:
we expected that decisions Woﬁld_be m;de by the superintendent and thg board .
betweeﬁ competing values entering the schools as actors with new éXpectations
about the p;égram made their demands on the system. We did not anticipate.
that estaﬁlishment ccmﬁissions would be the most significant sources of
demand for change of the curriculum that we would encounter.

* Through the efforts of the commissions that éppraised it periodically
through the thirty years we examined, Gary was made aware of what was thought

\ of as desirable school practice; likewise, both the superintendent and the
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syétém's teachers showed themselves aware of both the possibilities that
might be enacted within the Gary schools. In the 'forties the‘system
made an.atteﬁpt to include intercultural education in the ;cpéols while
in the 'fifties the teachers' committees showed themselves aware of the
then-current prescriptions for both science and vocationzl education.
But awarenéss did not lead to action on the systemic level. Resources
and capabilities were not available to deliver on asﬁiiatioqs and so
they were ignored,. in the main, by the board through the 'forties and
much of the 'fiffies as it struggled to house its students, eliminate
the threat of a school strike, and provide teache;s for its échools.'
.In short, during theée years the board and its éﬁperintendents devoted
themselves to delivering the traditional sérvicé of the schools and did.
not seriouély seek any-real;changes in that service. Onl& ih the late .
1950'5, when a more or less adeguate service was being provided for mpst
.studénts in Gary, did thé board devote any atténtién to qués—'
tions about the nature of that ser&ice; And, inasmuch as many dist}ict;
) e;pgrienced the same relief from housing énd‘sfaffing problems at this
same time a national concern for ‘curriculum developed and became possible.
In this movement to-a ‘concern fof curriculum renewal that occurred in.
the late ;956'5 we can see a menifestation of what We now Believe are the
two funétions of the administrative and governing structufes wh¢cﬁ sur-

round the schools and their cufriculum, maintenance and change. The first,

and more irportant of these functions, is the delivery of a service, i.e.
schooling. _The need to deliver this service demands that a school system
maintain itself, that it be conderned first with the smooth flow of the

service and only secondarily with the nature of that service. The concern

B2
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of Gary residents as expressed during much of the period examihed was with
this aspect of the school systém and its service. The civie elite vérked
to end the'raciai strike, but not to change curriculum. The preoccﬁpation
of parents was with double shifts and overcrowding: +this concern was not
for the nature of the Service that the schools were offering, but over the
failure of the .school system to provide that service smoothly and equitably.
The Gary board spent much of its time over the first fi:teeﬁ years’we
examined responding to these problems of maintenance as it wrestled with
issues of buildings and finances and spending such funds as it had avail-
-able on building classrooms, hiring teachers and the like.

The ten post-war years of almost exclusive concern for maintenance
. problems of this kind had i£s revara in Gary, as it did in most of the
nation;s school districts, in the late 1950}5. And, és these problems
eased, the Gary board was able to give some attention to its other func-
tion, to keep itself as modern and current as possible, i.e. to change.
Surveys in 1939 end 1955 had told the board what it must be doing if it
wished to provide adequate schdoling to its children—but few resources
had been available locally during the 1940's and inadequate resources
were available between 1955-1958 for any action on the recommendations
of these surveys to be pbssible. Tt took Federal funds (provided by
Congress in regponse to an awareness of long deéeloping gap between
aspiration for the schools and reality) to make it possibie for Gary
to.jrovide any.adéquate &ocational educatiog proggam (recommended first
by the Purdue Survey of 19k2), t; rebuild its'laboratories, or fetrain

its science teachers. Only when the provision of the basic services of
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the schools had been assured could the board face the tasks of considering
possible chénges in that service.

The identification of maintenance and change as two different func-

- -

tions of iocal school Jurisdiction permits us to understand ﬁény of the
findings and prescriptions we find in the literature aboﬁt.curriculum
change. Thé concept of maintenanée and the concomitant issue of re-
éoqrces for mﬁintenance suggests why the adaptiveness and innovativeness
of school systems aré so closély relatéd to such fiscal matférs as tax basé__'
and per pupil expegditpres. The wealthier a school district the more

- likely it is to have res;urces available over and beyohd those required
for mainténance; these additional resources caﬁ be invested in plant,

materials, and activities.that will pfoduce change, whether by way of

“ local design-ér local installation of new programs. The range of re-

sources availabie to districts produces both a gradient of levels of
innovativeness on ﬁhich individual systeus caﬂ locate themselves as they
look for concrete exemplications of what the presé;iptive literature’ says
that schools should be attem@ting. Wealthier school districts (those
' with fund§ over and above those qeeded for maintenance) can afford ﬁo try
innovations and, in doing so, serve both as experimenters with change and
exemplars for less wealthy districts. |

‘We would suggest that the coﬁnectiou we have identified between avail-
gpility of.resources and curriculum changé'is firmly determinate. Of
courSe; smai;—scale changes can take plgce in individual elassrooms pro-
viaed that such changes do not_breach dominant forms too severely and

provided that such changes are adaptive to the constraints of existing

organizational and physical strﬁctures. But whenever curriculum change

e
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calls for the expenditure of‘significaﬁt resources (time,‘expertize or
money) such resources must be available if change is to be carried.for;
ward. And if fundamental systemic change is sought or required the:
problems aSsociated with chénging'the repertoires of habitual behaviors

of many, many teachers must be faced. Local districts rarel& have re-
sources available for these tasks; at best neﬁ Program designs may be

picked up haltihgly, by one teacher at a time, in different ways and in
different degrees. o j &

‘he. literature of curriculum development has only rarely considered

' the problem of resources. When we overlay this conception of the costs

of innovation on our initial conception of the social system that is cur-
riculum we have, we believe, a way of'accountihg for both the conservatism
of the school progra@.as well as for change. The expense of Systemic

- .

change ensures, to a cdnsiderable extent, that change will take place

only slowly. Teachers cannot be re-educated en masse, but individuai

ambitibus teachers can move to districts that have resburées availeble

at the mafgin for instaliation and exploration of new possibiiities. Tﬁese
districts are the placés in whiph new possibilities and new forms are ex-
plored and operationalized. But even these districts face limitations on
what they might undertzke. Definitionally, their teachers are teachers aﬁd
are, to.some extent, disenabled by virtue Of‘théir experience from partici-
pating as creators in the design of new forms for the curriculum. This task
of fﬁndamental'desién takes place outside the schools, in universities and
consortia of one kind or another*as. randomly assembled groups of individu~

als respond creatively to some demand from their environment. It is these

original desigrers who must meet conflict of the kind found earlier

Se
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iﬁ Chicago and Keéle ovér thé relative virtues of néw and old.

curricular forms. If such inn;vators succeed in overcoming their.oﬁponents
(as they did in Melbourne) their ideas filter through the school system.as
disciples carry a new conception to new places. At some poiﬁt a new idea
becomes a cleaf possibility that all schools must explore; at some later
point it becomes something thet must be adopted--but at thaf point it be-
cores something that gggg_be adopted, the problem becones not the virtué
of the idez, but the feasibility of adoption--more ofteﬁ thén not a prob-
.leﬁ of resource‘avéilability. Are there teachers who can teach the new
"program? Are there funds available to build the plant required? Séﬁe
districts do have the resources to recruit new kiﬁds of teachers or build
new plents; some districts have such resources at times of upturn aﬁd
peaking in the business cyclg; other54reqpire external subvention of one
kind or .another vefore they can contemplate any change. |

The literature of curriculum has only rarely considered these link-

ages between resources and change in this way. This is unfortunatej thé
-ﬁublig policy issues entailed in problem area are both .awesome and
fascinéting. Vhen, for examﬁle,-does a categorical Federgl or state
grant 5ecome converted from a change to a maintenance purpose ;nd SO
cease to.seEQe its original incentive function? Eut while questions of
this kind are intriguiﬁg they represent only part of the problems that
currigulum policy-making rust consider. Change takes place within the
enveloping context'of organizational structures ahd issues of resources
are.pnly selient as they bear on, and are embedded in structures. It is

change in structures that creates the costs of change. We must distinguish

between the ons-shot change undertzakings of the kind we saw illustrated in

R
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our study in Gary (a response, when it is all said and done td.£Wenty or
more years of resource-inducéd.inaction‘on the part of schools) ana the
.fask of self;renéwing change that has, we suggested‘in our first pages,
been the ideal that curriculists have clung to. That task requires, as
'we have been suggesting here, that ve think about the structures within

' which desigﬁs might take place and the costs of such designs.as carefully
as e think about the.possible forms that we might seek to éﬁact_by way -
of néw curricular designs. Designs must be linked to-ana articulated
within appropriate éystemic structures. Withouﬁ concern for such strﬁc-

tures a concern for design addresses only a small part of the problem.
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