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Abstract 

This dissertation analyzed English language arts standards for changes in the focus and 

foundation of English language arts content, which added a new dimension to existing research.  

The researcher examined primary and secondary documents, including nationally published 

standard documents for 9
th

 – 12
th

 grade, the setting is 1894 – 2010.  Standardization began with 

the publication of the Report of the Committee of Ten in 1894, through this document English 

was defined, components of the content were elaborated, additionally the years of study in the 

subject matter were established.  From this inaugural document through 2010, other standard 

documents were produced for national consumption in public high school English and are the 

basis of this study.  

The research methodology includes a combination of interim analysis of the literature and 

the standards, and a content analysis of the foundational standards.   A philosophical inquiry of 

key terms was included in the analysis because terms changed meaning as time passed.   

Brief histories of the American high school and standardization are woven into the 

development of high school English. Through these histories, the researcher found support for 

the changes in the focus of English, especially as they are aligned to societal needs.  

The researcher developed detailed semantic maps to demonstrate the changes in the 

standards. Through these maps and an amended setting, a foundation of standards became 

apparent.  The implications of the foundation standard study are:  Media standards should align 

to visual literacies instead of quick changing technologies; motivation in reading is from self 

selection which should be reflected in the standards; developmental reading and ways of reading 

should be defined in the standards; more research in grammar- current grammar instruction is 

consistently listed as invalid; and elaboration on the impact of political decisions on English 
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language arts. English educators yearn for an answer to the dichotomy in their content; a look at 

the history may provide some basis for change. 
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Chapter One: Context 

The unifying theme of this research is the standardization of public high school English 

language arts.  The topic of standardization of American curriculum as a research focus was 

propelled by the release of the national level Common Core State Standards by the Council of 

Chief State School Officers (CCSSO) and the National Governors Association (NGA) in 2010.  

The Common Core State Standards represent the cumulative efforts of forty-eight states in the 

United States to write content standards as exemplars of high academic standards.  According to 

Wilhoit (2009), the executive director of the CCSSO when the standards were released, "These 

standards, both the college- and career-readiness and the K-12, are the critical first step for the 

transformation of our state education systems” (CCSS, 2009, p. 1). The work by the NGA and 

the CCSSO was to provide a transformation of state education systems through more rigorous 

standards.  The adoption of the Common Core State Standards curriculum ties participants to an 

opportunity for funding through a federal grant program called Race to the Top.  The Race to the 

Top application defined standards as “a set of content standards that define what students must 

know and be able to do and that are substantially identical across all states in the consortium” 

(U.S. Department of Education - Race to the Top:  Application, 2011, p. 7). The application for 

Phase II of the process of adoption of the Common Core State Standards is only a part of the 

difficult process states accept as they adapt to the Common Core State Standards.  This is not the 

first time in history that school standards were set nationally; it is also not the first time in history 

that federal funding is linked to states adhering to standards. It is, however, the first time in our 

history that the funding is linked to a consortium of states with identical standards.  In early 

education history, the people of the nation would have been outraged at the federal level of 

control, but in 2012, all but five states and three territories in our nation have adopted the 
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Common Core State Standards.  The building of America was based in the ideas of individuality, 

equality, and liberty.  While part of the American individuality clamors for diversity in 

education, global excellence in American schools was always a common goal.  With the Core 

Curriculum State Standards, the nation could move together under the auspices of encouraging 

global competition and increasing the grades on the national report card.  The remainder of this 

chapter highlights the public high school path toward the standardization of curriculum.  The 

topics of the background information include: 

 Education in the New World,  

 Early Wars and School,  

 Establishing High Schools,  

 Managing through Uniformity,  

 English Link to College,  

 High School Standards,  

 English for High School,  

 Culture of Failure Reporting,  

 Voice of Educators,  

 Rhetoric of Time Periods,  

 Definitions and Terminology in the Research,  

 Statement of the Problem, and Research Question. 

Education in the New World 

The roots of pedagogy that provided a base for the American secondary schools stretch 

back to ancient times.  Greek and Roman education served as the basis of western secondary 

education.  Cubberley (1920) wrote, “From the ancient Greek and Roman world arose modern 
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secondary education, as contrasted with medieval church education” (para. 5). These ancient 

societies grounded their purpose of education, as well as the content of curriculum, in the 

lifestyle of Hellenistic society, and Hellenistic society believed in education as education by 

doing (Cubberley, 1962, p. 21).  They learned reading and writing by the hand of tutors or in 

schools.  During the Roman Empire, attendance was voluntary and only for wealthy males.   

Historically, the languages of education were Greek and Latin; the Roman teachers were 

trained in the traditional schools of ancient Greece.  The courses prepared young Romans for 

lives as orators and public officials (Cubberley, 1962, p. 23).  As Romans conquered the known 

world, they spread their education system; hence, the Greek model of pedagogy was 

implemented by nations over the Western world, often using Greek scholars as teachers (p. 10).  

Because of the wide-spread influence of the Romans, Hellenistic pedagogy survived the Dark 

Ages and the Middle Ages of Europe, a time when schools survived only in the churches.  

According to Cubberley (1920), when Europeans re-formed the education system outside of the 

church, they sought their scholars in Northern Africa and Italy where Greek pedagogy thrived (p. 

16).  “ 

It is often stated that the roots of all our modern educational practices in secondary 

education lie buried deep in the great Italian Revival of Learning. If we limit the 

statement to the time preceding the middle of the nineteenth century we shall be more 

nearly correct, as tremendous changes in both the character and the purpose of secondary 

education have taken place since that time. (Cubberley, 1920, para. 5)    

As Europe’s revival continued its education system developed and separated from the church, 

eventually becoming a nationalized system. 
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When the colonies formed in the New World, the people who immigrated felt 

education was important to their newly found freedoms.  Though the schools were 

somewhat similar to the European schools, the American education system was not like 

the schools of the immigrants’ home countries.  According to Krug, Ellwood Cubberley, 

who wrote detailed histories of the American education system, the dream was to 

establish schools that would serve to educate a budding nation and sufficiently educate 

the masses so that democracy could survive (Krug, 1964, p. 21). 

Because of the nature of European immigration into the New World, schools of the 

colonial period reflected the purposes identified by the immigrants who populated the towns.  

These goals differed from settlement to settlement. Individual communities based the goals of 

their children’s education on their religious and community needs.  The purpose of school in 

most of the colonial villages was to teach children to read the Bible and to do calculations 

(Cubberley, 1920, p. 50).  During the colonial period, each school’s principal (schoolmaster) 

developed the content of the subjects of study in his school, individualized to his community’s 

needs (Cubberley, 1920, p. 53).  Elementary schools educated many children; students from 

wealthy families usually attended secondary school and planned on going to college to prepare 

for   the clergy or the political world.  One early school was America’s first high school, The 

Boston Latin School, which opened in 1635 specifically for the education of the children of 

Boston’s elite (Cubberley, 1920, p. 65).  The students completed a classical education.   

Each level of education had its role; the conventional view was that elementary education 

existed for the achievement of literacy, that secondary education existed for the transmission of 

cultural and social heritage, and that college education existed for the elite minority of people 

destined for leadership posts (Cubberley, 1920, p. 75).   
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According to Cubberley (1920), in the 1600s and the 1700s, the high school was known 

by different names, among them the Latin Grammar school and the academy.  The Latin 

Grammar school focused on a classical education.   Literature classes were taught through Latin 

and Greek.  On the other hand, Ben Franklin’s academies, founded in 1751, focused on preparing 

students for life, offering little in classical education (Cubberley, 1920, p. 87).  The goals of 

Franklin’s academies and the Latin Grammar Schools were vastly different.  However, over 

time, classical pedagogy was the preferred approach in the Latin school and Benjamin Franklin’s 

academy (p. 90).   

Early Wars and School 

In the late 1700s and in the middle 1800s, Americans were at war on their own soil.  War 

had a debilitating effect on schools.  First, the Revolutionary War (1778-1783), and then the 

Civil War (1861-1865) left schools in disuse, as teachers served on the battlefields and students 

were needed to work family farms (Cubberley, 1920, p. 100).  However, only two years after the 

Revolutionary War, Americans were busy discussing, debating, and setting out to educate the 

masses because of their resolve that education would help the nation preserve democracy.  

Between the wars, there were two important changes.  During the 1800s, as secondary schools 

proliferated, the classical education gave way to modern education, and the language of 

education shifted away from Greek and Latin to the vernacular, English (Cubberley, 1920, p. 

150).  Between the Revolutionary and Civil Wars, America experienced a mass immigration of 

Irish and Italian people.  New topics, issues, and debates ensued.  After the Civil War ended, 

much of the work of educators was concentrated on providing a free public education for the 

whole population; high school was an important part of that plan.  
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Establishing High Schools 

During the 1800s, a larger percentage of the population attended elementary schools and 

continued into high school.  In keeping with the tradition of an individual community focus, the 

public high schools continued to diversify their course offerings and requirements according to 

their stakeholders’ needs.  Pearse expressed this attitude in an address to the NEA, “…the heart 

of the people was with the schools.  They were the schools of the people, and to him who came 

and pleaded in the name of the school nothing was denied” (Pearse, 1897, p. 144).  Because of 

the attitude that school should provide what the people asked, the high schools were diverse in 

their offerings, which did not pose a problem when the high school diploma was a terminal 

degree, but for students who planned to advance to college, diversity soon became problematic.  

The purpose of high school coursework was two-fold:  career training and college preparation.  

As the schools were built and curriculum developed, the changed coursework met community’s 

needs, and the continued growth in number of schools meant increasing diversity in coursework; 

the consequences of the variety in individual school curricula caused a range of problems.  

Schoolmen began to seek some relief from the disparity between high schools’ graduation 

requirements and the colleges’ entrance requirements through a system of uniformity.   

The goal of the late 1800s was to provide a forum to discuss relief from the sometimes-

complicated aims of the high school and colleges.  The National Education Association (NEA) 

was incorporated February 24, 1886 with a permanent fund of $60,000.  The object of the 

association was “[T]o elevate the character and advance the interests of the profession of 

teaching and to promote the cause of popular education in the United States” (NEA, 1898, p. 26).   

During the time between the 1890s and 1940s the population of American high schools 

soared from 360,000 to 7,100,000.  More than 70% of the Americans of high school age were 
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enrolled in 1940, compared to 7% in 1890 (Harris, 1961, p. 146).   High school had become a 

part of mass education in the American school system.  However, the purpose of high school has 

always led to tension in the curriculum. In wartime, the shift in purpose was clear.  After Pearl 

Harbor, December 7, 1941, many teachers and students were drafted.  College enrollment 

plummeted and the country lost both men and women from the high schools; all were helping in 

the war effort.  The courses in high school were challenged by society to prove their utilitarian 

value.  Even in the late 1900s, Van Til (1975) described the purposes of secondary education as 

being consistently debated between “the academic-oriented, the progressive-oriented, the 

vocational-oriented, and the compensatory-oriented” (p. 12).  The focus of English language arts 

evidenced the shifts as ideologies moved in and out of control. 

Managing Through Uniformity 

The history of American education revealed a pattern that continually moved the nation 

toward national uniformity and standardization.  From the start of the century, the common goal 

was to educate the masses in America.  As a part of achieving the goal, two ideologies evolved: 

the first, uniformity, and the second, individually controlled school content.  As mass education 

spread, the circumstances of the individual control of schools, coupled with an increasing 

population and increasing coursework diversity, caused problems that educators sought to 

manage through uniformity of the instructional content of the schools.   

Mass education was the cornerstone to American democracy and equality, and debates on 

the best ways to organize such a system were topics of the NEA meetings and the writings of 

many educators during the 1800s.  The NEA committee produced the College Entrance 

Requirements (1899), which stated that the public high school – college connection had the 

potential to become a part of  “the golden chain of our American system of education…;” 
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however this could only happen, “when the colleges begin where the best high schools leave off” 

(NEA, 1899, p. 17).   The purpose of the NEA committee on College Entrance Requirements 

was to “give to every child, without let or hindrance, the right of way for such an education as 

will best develop the power with which in a plastic state, he has been endowed by the Infinite 

Architect” (p. 17).  It can be argued that this focus on equal rights to an education, individual 

growth, and choice in schools has always been the goal of mass education and our ancestors’ 

pride in a high school education without preference to social standing.   Equality in education 

meant that each American would be educated to read and write, so that they could be a part of 

the system of government; including being prepared to take on a leadership role in the event of 

need. 

The most cherished convictions among school men that high schools not only were free 

of class distinctions but also served to break down such distinctions where they did exist 

here the children of the rich and the poor, the lords and the peasants, exercising a 

healthful influence upon one another are fed from the same table. (Krug, 1964, p 13) 

As schools worked to be flexible to meet the needs of individual students and their 

communities, problems evolved.  Educators sought relief from the problem of the individuality 

of high school schedules and courses.  “At the July 11 session of the National Council of 

Education NCE, Principal James H. Baker of the Denver High school seized the occasion to 

move ‘a thorough investigation’ of the ‘rational selection and order of high-school studies with 

reference to uniformity in high school work, and consequent uniformity in requirement for 

admission to college” (Krug, 1964, p. 17).  One early record of the educators dealing with the 

circumstances of individual school control was archived in the historical documents known as 
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the reports from the Committee of Ten, which was formed in 1892 by the NEA as a result of the 

research done by collegemen, which was the historical term for college educators. 

The schools’ individualistic nature in coursework, coupled with the individual college 

demands for entrance requirements, lead schoolmen, which was the historical term for K-12 

teachers, to request that collegemen attend the NEA conferences.  The input from different 

colleges was imperative so that a more standardized set of entrance requirements could be 

developed, thus increasing the potential of students’ acceptance at a college of their choice.  

Charles Eliot, President of Harvard (1834 – 1926), attended a convention of the NEA and 

decided to research the problem of content diversity of the courses in American high schools by 

sending surveys to the existing high schools inquiring into their coursework and schedules 

(Krug, 1964, p. 46).  Eliot’s sent his survey to 200 high schools and 40 were returned (see 

Appendix H).  The data yielded 36 courses of varied information; Eliot felt that “too many 

subject of an information national were being offered” (Krug, 1964, p. 47). The results 

demonstrated that the schools had a great deal of individuality in both schedules and coursework.  

Additionally, the content of the coursework was varied, even in courses with the same name.  

For example, a study in composition could consist of a systematic grammar in one high school 

and a writing survey in another.  Officers of the NEA and the Committee of Ten handled Eliot’s 

report as a secret document. 

In response to Eliot’s surveys, the minutes for the NEA meeting in 1892, revealed a plan; 

members decided to financially support a committee of ten education leaders who would form 

conferences called by the executive committee, one for each content area.  Each conference 

would then offer a report with a plan of uniformity in content and time in content (NEA, 1892, p. 

31).  NEA leaders described what would become the subjects focused on by the Committee of 
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Ten, “the elements of this best [best education of the masses] is the subjects which compose the 

course of the study and their correlation….” (Skinner, 1897, p. 55).  To Skinner, the Committee 

of Ten would be charged with the responsibility of creating a foundation and showing how the 

studies would fit into a four-year plan.  The areas of committee focus would include the 

following: helping the teachers identify the specific content of a class, establishing schedules to 

manage the coursework, determining length of study in each content, and writing a clear 

methodology for the teaching of particular content areas (NEA, 1894, p. 15).   

The committee, known as the Committee of Ten, met in conferences around the nation to 

develop uniform plans for each curriculum; the conference also formalized time limits for the 

subjects.  The committee reports outlined plans of uniformity of curriculum for each subject area 

and formalized school time schedules in each subject area.  The report also iterated that 

“secondary schools did not exist for college preparation (NEA, 1894, p. 16).  The Committee of 

Ten reported to the NEA in 1894, and their reports resulted in a plan of uniformity that addressed 

two issues: consistent content and consistent instructional time in each content area.   Eliot’s 

address to the NEA meeting in 1893, Desirable and Undesirable of Uniformity of Schools, 

explained his stance on the subject of uniformity, advocating uniformity in school programs yet 

rejecting prescriptive instruction: 

Conventions or agreements covering topics, time allotment, method, and 

appropriate tests for each of the subjects which enters into the grammar school 

programme, and into the high school and academy programme, are very desirable, 

in order to prevent waste of force and time at each of these levels of the national 

system of instruction (p. 90)… 
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I urge, then, that uniformity in schools is undesirable so far as it means uniform 

subjects, gait, and pace, for individuals; that it is desirable so far as it means 

selection of all the subjects which may wisely be included in the successive 

grades, either for all pupils or for some pupils, definition of those subjects, 

determination of the average or ordinary time to be devoted to each subject, and 

prescription of the methods of instruction appropriate to each. (Eliot, 1893, p. 95). 

Eliot’s address provided the tone of the country’s attitude about uniformity.  Educators and 

public alike held a negative view of uniformity, which reflected their negative view of a 

nationalized education.   The United States won their independence from England only one 

hundred years earlier and the American system would claim uniqueness because of their school 

diversity, when compared to the European nationalized control of education.  The path to create 

some uniformity was riddled with the fears of becoming a nationalized system, so leaders needed 

to keep freedoms within the plan. 

English Language Arts Link to College 

Historically high school and college have been linked.  Even though the great battle of 

the high school was to disconnect from college control, the colleges were consistently a voice in 

the high school curriculum.  Until the late 1800s, the public high school prepared students for 

college.  By the beginning of the 1900s, the era of mass high school attendance, the high school 

diploma was a terminal degree for most students, and many educators felt the tight link between 

the high school and college had to be severed.  However, the college requirements had never 

been far from the expectations of the high school curriculum. Colleges’ control lay in the books 

that students were required to read.  At the 22nd convocation of the University of the State of 

New York, Professor William Carey Jones, from the University of California and one of the 
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members of the committee that selected the books upon which the college entrance examinations 

were based said, “The one defect of  English language arts teaching in our schools is its 

unrelatedness, disjointness, its vagueness of aim, its uncertainty of method” (Jones, 1897, p. 

685). Dr. Jones urged the principals of the states to get their courses in English language arts 

“into consonance with the college systems” and to get into “harmony with the spirit of the 

English language arts work being done now in institutions below you, above you, around you” 

(Jones, 1897, p. 685).  When the Report of the Committee on College Entrance Requirements 

was published in 1899, the colleges finally established those content links with the public high 

school.   

The booklist from the NEA’s 1899 Report of the Committee on College Entrance 

Requirements published a section in English language arts literature selections, which reflected 

the committee’s position that “Uniformity may be excellent, but equivalents should be accepted” 

(p. 18).  The booklist, as stated in the report, was submitted as a “collection of good books 

worthy to be read, worthy to be studied and among which we believe a sufficient number may be 

found which will interest, instruct, and entertain the pupils of every secondary school” (p. 18).  

That attitude about reading selections was reflected in the standards from 1899 through 1935 in 

the requirement that required students to have worthy books for study in literature.  Historically, 

the colleges have voiced the same complaint about the incoming freshman: they do not have the 

skills needed to attend college.  Hence, what started as a college list of preferred literature and 

related writing became the basis for college entrance exams.   

High School Standards 

The focus of public high school English language arts standards has changed as the 

standards evolved.  However, the resulting action from standards, policy statements, and reports 
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were not always immediate.  They may have a delayed influence or an extended influence.  For 

example, one year after the reports of the Committee of Ten were published in 1894, the NEA 

formed the Committee of Fifteen (1895) to do for elementary what the Committee of Ten had 

completed for the secondary.  The outcome of their work in 1895 was a child-centered approach 

to elementary education (NEA, 1895).  The thinking of the Committee of Fifteen report did 

surface again in the 1920s with the onset of the child-centered curriculum.  An example of 

extended influence can be found in Matthew Arnold’s publication Culture and Anarchy in 1867.  

Applebee (1974) described the Arnold philosophy as “the source of a new principle of authority 

to replace the eroding bonds of class and religion” (p. 23).  Arnold’s philosophy is seen as 

having the power to change minds and attitudes. His thinking was the precursor of the view that 

literature study is a way to study others and ourselves.  Arnold’s thinking is reflected in English 

language arts standards from 1917 to the present day.  Whether delayed or extended, the 

background of history informs the understanding of the change in focus in content. 

In 1892, NEA formed a committee to study English language arts course content in 

secondary classrooms and the relationship of the high school to college.  This committee was 

chaired by A.F. Nightingale, Superintendent of School in Chicago, and included Charles H. 

Thurber, a Professor of English at the University of Chicago (2NEA, 1892, p 23).  Just a few 

years after the reports of the Committee of Ten and the Committee of Fifteen, the NEA laid out a 

course of study in English language arts that established the specific content of English language 

arts, including a list of masterworks of literature. As a result of the report, the subject of public 

high school English language arts was established.  The list of recommended literature published 

with this curriculum had a great influence on establishing the literary canon.  Other content in the 

curriculum gave definitive direction to high school English language arts teachers as they 
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prepared their students for college.  In 1917, high school teachers wanted emancipation from 

college control and lists.  The NEA and the National Council of the Teachers of English (NCTE) 

committees of the English language arts succeeded in building the respect for English as a study 

of a language and the literary history of a people; however, it was the 1917 Reorganization of 

Secondary English, developed by James Hosic, that defined English language arts for the high 

school and organized the content into a four-year sequence.  

English language arts for High School 

 The Reorganization of Secondary English policy statement established English as an art, 

not a science; the statement shifted the view of English language arts curriculum as a mental 

discipline to one that viewed English language arts as a study of language and culture (NEA, 

1917, p. 3). The shift ushered in a new philosophy regarding public high school.  The 

Reorganization Committee acknowledged three main concepts: (1) high school was a permanent 

part the school system, (2) democratic high schools were schools for children of all backgrounds, 

and (3) high school should have a considerable range of courses (NEA, 1917, pp. 5-8).  These 

three concepts guided the development of standards for the Committee of Ten, the 1899 NEA 

College Entrance English content plan, and the 1917 Reorganization of English.   

Culture of Failure Reporting 

In the years from 1841 to 1892, the taxpayers became disillusioned with the idea of mass 

education.  This distrust was fueled over time through reports that schools failed to graduate 

students who could read and write proficiently.  The reports of low-level skills of incoming 

college freshman were a large part of the concern.  In 1841, Horace Mann reported the 

distressing state of the schools in his fifth annual report published in the Common School 

Journal.  Mann’s report supported his agenda of a school system funded by the public.  In 1893, 
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Charles Eliot, President of Harvard, used the surveys of school schedules to show the diversity of 

the high schools to support his call for uniformity.  The results of his study yielded support and 

implementation of the Committee of Ten.  However, White (1880) and Rice (1893) were reports 

that had a different agenda.  Their research reported the state of schools and teaching. 

Richard  White, a respected literary critic and journalist, published an article in the North 

American Review reporting that according to independent sources, high school students had poor 

reading ability, poor spelling ability, no handwriting ability, no letter writing ability, and they 

lacked geography skills; he went so far as to say that students who never crossed the threshold of 

school were better off  (White, 1880).  However, historians consider Joseph Rice’s research into 

the state of schools of 1892 one of the first projects that resulted in educational change 

(Cubberley, 1964, p. 4).   

Joseph Mayer Rice, a pediatrician, was hired by the journal The Forum to provide an 

unbiased observation of the schools (p. 4).  His reporting included the state of classrooms, 

reports on teachers, notes regarding school board meetings, and interviews with parents.  The 

public reporting was to be completed without input from school officials in the hope that the 

public could have an objective assessment of the public schools (Cubberley, 1964, p. 4).  Rice 

visited 1200 classrooms in 36 cities and published a series of influential articles that said 

“political hacks [were] hiring untrained teachers who blindly led their innocent charges in 

singsong drill, rote repetition, and meaningless verbiage” (Cubberley, 1964, p. 5).  Rice (1893) 

reported “people will never receive more than three (3) or four (4) years of schooling” (p. 25).  

His investigations addressed the general management of the school, the by-laws of the boards of 

education, and information on the superintendents, teachers and the others involved in the 

schools.  His observation of teachers in the classroom started that classrooms were places that 
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“dehumanized, immobilized, and automatized the children” (Rice, 1892, p. 6).   His conclusions 

included the following: “the people take absolutely no active interest in their schools” (p. 10); 

“the professional weakness of the American teacher is the greatest sore spot of the American 

schools” (p. 14); and if a superintendent who “[may] possess the necessary qualifications, but fail 

to instruct his teachers, the schools will not be sufficiently benefited by his knowledge” (p. 10).  

Rice’s recommendation was “the school system must be divorced from politics in every sense of 

the word” (p. 21), citing that the “aim of new education is to lead the child to observe, to reason, 

and to acquire manual dexterity and memorize facts…to develop the child in all his facilities, 

intellectual moral and physical” (p. 21).  Further, Rice recommended expectations that focused 

on the child’s mind so that teachers could “understand him and know how to minister his needs” 

(p. 22).  Rice’s conclusions lead education from the ideas where recitation and memory 

encompassed the learning to the scientific school where students were the center of the school 

(Cubberley, 1964, p. 5).  Rice’s investigations did reveal the areas that affected the schools and 

the areas that are still part of investigations into the schools today:  teacher quality, supervision 

and leadership, instruction and methodology, and stakeholders (parents and community).  If 

printed materials were in wide use at the time, Rice might have included a report on the teacher 

materials. The last article from the Forum was a call to action: (1) “all citizens could have the 

life and warmth of the progressive school for their children and to get there the public had to be 

“absolutely divorced from politics in every sense of the word,” (2) direct, thorough, and 

scientific supervision would have to be introduced, (3) teachers would have to endeavor 

constantly to improve their professional and intellectual competence (Cubberley, 1964, pp. 5, 6).  

Rice’s investigation and report illustrated a pattern common to American education: a report 

leads to a national debate, which then links school performance to national progress (Cubberley, 
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1964, p. 8).  Rice’s later book, Scientific Management in Education (1913), was widely read; he 

also founded a society for educational research. Rice is one of the early founders of the 

American testing movement.  He established the concepts that (1) the public needed 

investigation into the schools, (2) Progressive Education was superior for students, and (3) 

testing was necessary to ensure that teaching led to improvement (Cubberley, 1964, p. 9).   

Voice of the Educators 

The NEA was incorporated February 24, 1886 with a permanent fund of $60,000 (Hook, 

1979,  p. 5).  It was the primary forum for mass education before 1911, when English teachers 

formed the NCTE, the organization took the NEA’s place as a forum for English language arts 

educators.  However, in the beginning of the NCTE, the NEA and NCTE discourse community 

was the same (Hook, 1979, p. 5). In the 1950s NCTE’s membership divided when reading 

educators found a more powerful voice in their own forum, the International Reading 

Association (IRA).  As the conferences, forums, and committees formed, what remained were 

rich sources of investigation, debate and reform in the continual growth and development of 

American education.  These are the sources that informed the topics of this historical 

dissertation, which includes education, English language arts and standards. 

Rhetoric of Time Periods 

 “They [Rhetorics] are sensitive indicators of the extent of change in society; they are 

also a useful index of larger social developments” (Berlin, 1984, p.3). Because rhetoric is an 

indicator of the sentiment of the people, an analysis of citations from primary and secondary 

documents of the language used revealed how the purpose and focus of education has changed or 

remained the same.  The language of American movement toward national standardization also 

changed; words such as uniformity, aims, objectives, and standards are used, purposefully 
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chosen because of the palatability of the terminology and in recognition of the American public’s 

negative response to language that suggests nationalizing education.  

Some curriculum theorists depict curriculum as a field that does not acknowledge its 

foundation in principles of the past.  “[T]the ahistorical posture of the traditional field [of 

curriculum history] has meant that “curriculum [has been] practiced with urgency in a crisis 

atmosphere that excludes contemplation of its evolution” (Hazlett, 1979, p. 131).  There is 

evidence of that evolution and urgency with the history of standardization, as the curriculum 

reflected changes based on reports of failure of the high schools.   

The topic of this paper was the standardization of high school English language arts 

curriculum because “to begin to understand curriculum comprehensively it is essential to portray 

its development historically” (Pinar, et. al., 2004, p. 69).  The historical research in the 

dissertation will identify patterns of change in the foundation and focus of high school English 

language arts through the analysis of curriculum standards, the development of English language 

arts as a content area, and the voices surrounding American high school English language arts 

content. 

Statement of the Problem 

The purpose of the study was to investigate the development of the American public high 

school English language arts and standardization of its content in an effort to identify how 

standardization has changed the foundation and focus of high school English language arts.  This 

research investigated shifts in the content of public high school English language arts from the 

opening of the American high schools to the Common Core State Standards, through the 

evolution of the content standards.  Additionally, the researcher attempted to investigate the 

vocabulary surrounding English language arts education and the standards, so that the researcher 
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could verify denotative meanings of the high school English language arts content and track 

changes.   

Research Question 

How does standardization change the focus and foundation of public high school English 

language arts education? 

Significance of the Study 

The study of how standardization influenced English language arts content reflected what 

educational and public stakeholders think constituted English language arts study in high school.  

This research added to the scholarship in the area of public high school English language arts, by 

adding the dimension of the framework of standardization to English language arts content, a 

subject that has “little systematic exploration in the history of the teaching of English language 

arts,” (Applebee, 1974, p. xi).   Nila Banton Smith (2002) viewed reading instruction from a 

historical perspective.  Richard D. Robinson (2002), who wrote the prologue of Smith’s book 

American Reading Instruction, said, “this sequence of events reflects a circular pattern of 

repeated periods of emphasis on various reading topics and then invariably a subsequent time of 

a lack of interest in these ideas” (p. xii).  The same sequences were found in the high school 

English language arts standards. 

This research identified major shifts in English language arts as standardization 

progressed.  With a near national acceptance of the Core Curriculum State Standards, this 

research will add a dimension of scholarship in English language arts standards that brought a 

wider lens to the current national level standardization.  The publication of the nationally 

available Core Curriculum State Standards in 2010 changed and in what the expectations of what 

students need to learn.  It is important then to look back to the beginning of standardization to 
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analyze how standards changed English language arts in public high school.  Using NEA and 

NCTE documents, graduation requirements, college requirements, and purpose of education in 

the settings of the study, this research documented the movement in curriculum. As English 

language arts curriculum reacted with the changes in society, standards should correlate across 

organizational, state and national ideas of what defines high school English language arts.  This 

historic analysis demonstrated how English language arts curriculum reacted with the changes in 

society.   

Definitions and Terminology in the Research 

The definitions of the research vocabulary are listed and cited below.  In research 

methodology, such terms as segmenting, coding and both inter-rater and inter-coder reliability 

are defined by the experts in the methodology.  Because this research investigated the history of 

the standardization of secondary English language arts, the terms used by the historical ancestors 

of standardization are defined as they were defined by the research in their time period.  Such 

terms as uniformity, objectives, aims, behaviors, activities, etc., are meant to convey the 

standardizing of content.  Especially in colonial American education reform, the term uniformity 

was specifically chosen over the word standard because of the wide-spread negative attitudes 

about nationally controlled education.  In addition, the terms used in English language arts 

pedagogy, such as grammar and rhetoric, have changed as content evolved.   

Research Methodology Definitions   

 Segmenting: the dividing data into meaningful analytical units (Johnson & Christensen, 

2004, p. 500). 

 Coding: the marking segments of data with symbols, descriptive words, or category 

names. (Johnson & Christensen, 2004, p. 501). 
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 Inter-rater reliability: the evaluation of the degree of agreement that exists between two 

or more scorers (Johnson & Christensen, 2004, p. 504). 

 Inter-coder reliability: the evaluation of the reliability within a single coder (Johnson & 

Christensen, 2004, p. 504). 

 Primary source: the original documents, artifacts, remains, or Artifacts associated with 

topic under investigation (Stahl & Hartman, 2004, p. 177). 

 Secondary source: the source that was created from primary sources, other sources, or 

some combination of primary and secondary sources (Stahl & Hartman, 2004, p. 177). 

 a priori knowledge:  the knowledge that is independent of all particular experiences, as 

opposed to a posteriori knowledge, which derives from experience alone. (Stahl & 

Hartman, 204, p. 177). 

Standardization Definitions 

 Expectation: a word that implies an active principle locating knowledge in someone who 

knows, and conceiving of past experience not as gold in the coffers but as capital expertly 

invested (Britton, 1977, p. 7). 

 Uniformity: a quality of being uniform; overall sameness, homogeneity, or regularity: 

uniformity of style.  

 Curriculum:  a series of consciously directed training experiences that the schools use for 

completing and perfecting the unfoldment of content (Bobbitt, 1915). 

 Social Objective: a knowledge, skill, habit, and attitude regarding vernacular linguistic 

usages in adult intercourse (Pendleton, 1924, p. 12). 
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 Objective: an intent communicated by a statement describing a proposed change in a 

learner – a statement of what the learner is to be like when he has successfully completed 

a learning experience (Mager, 1961, p. 3). 

 Aim:  a purpose or intention; a desired outcome 

 Standard: an approved model, a rule or principle that is used as a basis for judgment 

English language arts Definitions 

 Grammar :  study that includes sentence structure, capitalization, punctuation, and 

paragraphing  

 Rhetoric:  study of the use of language, planned use of the language for a pre-conceived 

purpose (1Hook, 1972, p. 56).  

 Literature:  writings in which expression and form, in connection with ideas of permanent 

and universal interest, are characteristic or essential features, such as poetry, novels, 

history, biography and essays. 

 Language:   essential language skills, often utilitarian and even vocational in emphasis; 

this tradition has had various manifestations including functional skills, on minimum 

essentials on minimum essentials on minimum competencies and on the basics (Clapp, 

1926). 

The study of how standardization influences English language arts.  Nila Banton Smith (2004) 

viewed reading instruction from a historical perspective and revealed patterns as the sequence of 

events unfolded. 
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Chapter Two:  Literature Review 

Much research has taken place in the areas of curriculum, education, and English.  In this 

literature review the researcher brings the focus on the events and changes that led the nation into 

the standardization of American Schools.  Chapter Two reviews distinct events divided into 

twelve time-periods.  Through time lines and narratives, these time divisions are the subheadings 

for the chapter:  

 School Masters 

 Americanization of Education 

 Colonial Period (1642-1776),  

 Early National Period (1777-1860),  

 Late National Industrial/Bureaucratic Period (1861-1900),  

 Beginnings and New Order (1900-1917),  

 Surgent Americanism Period (1918-1930),  

 Search for the Child Period (1931-1941),  

 WWII and Its Aftermath Period (1942-1952),  

 Body Building Period (1953-1960),  

 Over the Land and the Seas Period (1960-1967),  

 Human Equation Period (1968-1978),  

 Contemporary Curriculum Period (1980-1994), and  

 Age of Standards Period (1990-2010).    

These settings were a priori settings from historians of curriculum, education, the National 

Council of the Teachers of English (NCTE), and English language arts. When choosing the a 

priori settings, the researcher intended to use time settings of established historians.  R.H. Beck 
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published a book titled A History of Issues in Secondary Education in 1976, which used 

descriptive labels for society’s concerns of the time periods.  As the researcher approached a 

more modern time William Pinar’s 2004 history, Understanding Curriculum offered modern 

descriptions for the curriculum.  In A.N. Applebee’s 1974 book, Tradition and Rhetoric in 

Teaching English: A History, the researcher found time settings that were descriptive of the 

combined topics—English and curriculum.  In 1979, J.N. Hook published a book about the 

history of the NCTE, A Long Way Together: A Personal View of NCTE’s first Sixty-Seven Years, 

which yielded appropriate time settings for much of the study because of the breaks in time were 

mostly a ten year period.  In the researching the history of standardization, some settings used by 

the historians were more descriptive than others.  For example, choosing between National 

Industrial (Beck, 1976) and Practice vs. Theory (Applebee, 1974), National Industrial describes 

an economic time period in the American landscape, hence became descriptive of the ideas 

influencing standardization.  Practice vs. Theory is a description for the educators of English 

language arts, but does not describe influences leading to standardization.  The researcher’s 

choice in a priori setting descriptions was one that would be questioned as the research ensued.  

The bolded titles represent the titles used for this dissertation (See Table 1): 

Table 1   

Historical Setting of the Study:  Settings used by curriculum, education and English historians 

used as a priori settings of study. 

Pinar (2004), Curriculum Beck (1976), Education Applebee (1974), English Hook (1979)  NCTE 

 Colonial,  Before 1776 Classical, Before 1750  

 Early Natl,  1777-1860 Prescriptive, 1750-1800  

Creation and Transform, 

1828-1927 
National Industrial/ 

Bureaucratic, 1860-1914 

Practice vs theory, 1800- 

1890 

Beginnings, 1911-1912 

 Modern Post after 1915  New Order, 1913-1917 

Crisis Trans, 1928-1969   Surgent Americanism, 

1918-1930 
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   The Search for the Child 

1931-1941 

   WWII and Aftermath 

1942-1952 

   Body Building, 1953-

1960 

   Overland and Seas, 

1960-1967 

   Human Equation, 1968-

1978 

Contemporary, 1980-

1994 

   

Note: Adapted from Pinar, Beck, Applebee, and Hook time settings used to discuss the history of 

curriculum, education, English, and the NCTE, respectively. Setting titles used in this study are 

in bold, chosen for the descriptive quality of the events. 

Using the divisions in Table 1, the researcher constructed time lines to highlight events 

surrounding standardization.  The chapter also included a discussion of the education in classical 

cultures as an introduction, because classical education served as the basis of modern secondary 

education.  This study looks at the changes in English as English pertains to the expectations in 

society. This chapter provided a view of the evaluations of general educational standards in the 

United States.  The history of what was surrounding education was discussed.  This history 

served as a framework for the specific discussions of English language arts standards in Chapter 

4.   

From ancient societies to the modern societies, education provided the means to preserve 

the group’s culture and history.  Frost (1966) explains that these societies translated life and 

objects from daily living into lessons.  Societies grounded the purpose of their education, as well 

as the content of curriculum, in their lifestyles.  They placed a child’s education in the hands of 

the family, individual tutors, and finally in a class setting.  In the ancient civilizations, people 

taught children through oral stories and through daily chores.  Each of the ancient Western 

societies had law effecting education, curriculum, teachers, accountability, and an aim or goal to 

student learning.  For example, After the Hebrew religious law was written down (before 1200 

BCE), schools were organized to teach the reading and writing necessary to transmit the Hebrew 
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laws and codes (Frost, 1966, p. 35).  The older children memorized and disputed (p. 38).  The 

first professional teachers were the scribes (Frost, 1966, p. 37).  Failure to study or to learn was 

punishable by beatings and insults (p. 38).  The aim of their education was to continue their 

religious traditions. Each society added another aspect to education.  For example, Hellenistic 

society believed in education as education by doing (Cubberley, 1917, The period of Home Ed., 

para. 4).  In Greek society, early Sparta and Athens presented as two distinct educative 

processes.   

Even before a child was born, the Spartan state insisted that only the physically and 

emotionally fit marry and have children (Frost, 1966, p. 47).  When a child was born, the parents 

presented it to the state, who decided if the child was fit enough to live and be educated.  Before 

the age of seven, a boy was educated by the family, after that boy was placed in boarding school 

(p. 47). Frost discussed the school curriculum as one that did not teach reading, writing or 

oratory; Spartans believed that music and literature were memorized only if they were moralistic 

and socially needed for the citizen soldier.  Memory was stressed as the best method of learning 

(p. 48).  At eighteen, the boys began military training, which continued for twelve years (p 48).  

The accountability and standard for education was decided by the how well the citizens 

performed their duties as citizen soldiers.  Sparta’s education system delivered soldiers who were 

loyal to the state (p. 48).   

In Athens, the education of the children was systematized. The regulations held that “the 

state pledged to pay the tuition in private schools for boys and girls whose fathers had died while 

fighting in the armed services; (2) the parents had to see that their sons learned to read, write, and 

swim; and (3) the schools had a public supervisor appointed” (Frost, 1966, p 50).  All education 

was provided on an individual basis. Teachers moved from individual to individual.   
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During the era of the Roman Empire, school attendance was voluntary and only for the 

wealthy, although the fathers of a family were responsible to teach the boys to read, write, and 

count (Frost, 1966, p. 81).  The classical Greek and Roman learning was driven to the east into 

Arabic speaking countries (Frost, 1966, p 132).  The culture of the conquering tribes did not 

support education.  When Alfred the Great (848-900, King of the Wessex, encouraged the 

translation of cultural traditions into the vernacular language, the church, which was in charge of 

education, received instructions to teach all youth, first in English, then in Latin (p. 135).  Roman 

government, religion and schools were incorporated into the life of the medieval society.   

Beginning in the 14
th

 century, the revival of learning came with the age of the 

Renascence, which lasted until the middle 16
th

 century (p. 161). The culture of the time was 

faith-based and the church taught the society the truths.  What prompted change were the 

translations of Plato and Aristotle’s writing to English, with the translations came questions of 

logic and a renaissance of learning (Frost, 1964, p. 164).  From the eleventh through the fifteenth 

centuries, church control was challenged and people demanded a greater opportunity to educate 

their people, which Frost (1964) writes was largely due to the depleted population from the 

Black Plague (1348-1349) that killed most of their population and led to a limited number of 

people who could lead and serve the people (p. 165). 

As the schools come to accommodate the people they serve, it is in the teachers that 

Western education gains the ideology, which is evident in the focus of individual teachers of the 

time.  That focus of education is in the individual schoolmasters who controlled the curriculum 

of their school; much like the first schools in early American curriculum, where school 

curriculum was individually controlled by the school’s master.   
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School Masters  

Socrates believed that thinking was the key to virtue…that “if one is able to think clearly 

and does not tire before the task is finished he will discover virtue, not just for himself but for all 

men” (Frost, 1966, p. 56).  “Socrates tried to show that the art of living a good life – called for 

correct individual thinking and a knowledge of the right” (Cubberley, 1917, New Schools 

Socrates, para. 3).  “He [Socrates] placed the teacher at the center of man’s efforts to build the 

good society” and Frost (1966) wrote Socrates believed that “one learns to think by thinking 

about things that are concrete and practical” (Frost, 1966, p. 57). According to Frost (1966), 

Plato (428-348 BCE) was a student of Socrates (470-399 BCE) and was Aristotle’s teacher; it 

was Aristotle (384-322 BCE) who founded a school named The Academy. 

Plato added to the posits of Socrates by adding that virtue was teachable through 

habituation and he also defined learning as having a process.  Plato believed that virtue was 

teachable and that virtue was defined by three things: the appetites, the spirit, and the 

wisdom/reason (Frost, 1966, p. 63).  The virtues of appetites and spirit were taught through 

habituation.  He taught that learning occurred through concrete repeated action (building habits) 

and habituation happened through pleasure (commending) and pain (condemning), as well as, 

through interaction with their environment (p. 63).  The third virtue of wisdom/reason was only 

taught to adolescents, because they were developmentally ready.  The third was learned through 

abstraction of the facts of goodness and that goodness could be reached through math, which 

awakens reason (Frost, 1966, p. 64).   

Isocrates, 436 BCE – 338 BCE, added another layer to teaching and learning by 

organizing instruction into a sequence of studies with aims, work that matched, and formal 

accountability in the form of public performance in argument (Cubberley, 1917, New Schools 



30 

Socrates, para. 1).  Isocrates school of rhetoric provided the first curriculum for high education.  

His classes included oratory, composition, history, citizenship, culture, and morality (New 

Schools Socrates, para. 1).  He stressed the ability to use language to address the practical 

problems of students’ lives.  He stressed civic responsibility and fitness for occasion rather than 

rules, and close attention to the expression and the rhythm of the language (New Schools 

Socrates, para. 1).  His school provided the basis for modern liberal art education.   

In the discussion of Roman education Quintilian comes into focus.  The Quintilian 

characteristics of school included the axioms:  no private instruction, boys learn better in groups, 

class stimulates teachers to do their best, class size must be small so teachers can individualize, 

recognize individual differences, corporal punishment is wrong, teachers stimulate through 

praise rewards and emulation (p. 89)  Curriculum in Quintilian schools included: reading, 

writing, grammar -- first in Greek then in Latin (grammar was defined as syntax, linguistics, 

literature and composition).  After the student finished these studies, then the classes continued 

with astronomy, philosophy, geometry, arithmetic, and music.  Boys who continued were 

instructed in history, rhetoric, logic, professional ethics, and literary style (Frost, 1966, pp. 89-

90). 

Education of Western society always had some reason for the education, a rule for the 

schools, a curriculum to follow, teachers, accountability, and an aim/goal for the school.  In 

instruction we see a building of the instructional practice.  In the tutoring of Socrates, education 

was best if concrete and practical; Plato gave educators a process of learning; Quintilian gave 

educators a developmental curriculum in which the basics, reading and writing, were followed 

by content curriculum (astronomy, geometry), then finally the critical thinking of adult lives 

(rhetoric, logic, ethics).  Looking at the parallels in ancient education and modern education,  the 
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history becomes informative about the colonial American schools, because England was one of 

the main roots of the colonial American population. 

Americanization of Education 

Colonial schools were much like the schools in early societies.  The children of a village 

or town were taught according to the values and goals of the group that lived in the town.  

Religious freedom drew many Europeans to the New World.  Each religious group traveled 

together and settled towns together.  Other settlers immigrated for opportunity.  Most people 

moving from Europe were educated.  To this group of people, schools would be natural to a 

community. In order to perpetuate the success of their town’s future, schools needed to teach 

children how to read, write, and figure.   

The aim of schooling in the New World was not only to perpetuate the success of the 

settlement, but also to create a society of people who, enabled by education, could support 

democracy and liberty.  With independence from England came the responsibility of educating 

American citizens, maintaining teachers who knew how to teach, providing materials, and 

gaining support of the community.  President Harrison opened the National Association Meeting 

in 1892 comparing the teachers in our country to the militia, in that the educators of the country 

are engaging in a task that has the scared goal of educating American children (NEA, 1892, p. 

43).  Our ancestors believed preservation of democracy meant education of the population.  

The first high school was The Boston Latin School.  Established in 1635, the school was 

opened for the education of the children of Boston’s elite (Cubberley, 1920, p. 65).  By the end 

of the Revolutionary War in 1783, the first high school had been operating for more than a 

hundred years.  However, high schools were still not common.  As late as 1889-90, the U.S. 

Commissioner Report on Public High School reported that there were 2,526 high schools and 
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1,632 private academies (p. 1).  Of the age appropriate students, only 1% were in school, which 

accounted for 94,391 students (p. 2).  The statistics in the report also included that 64.8% of the 

graduates were girls and 57.6% were boys (p. 2). The commissioner also reported that the 

reporting schools were mainly urban; a rural high school was rare or rarely reported.   

Free public mass education was an idea that was uniquely American, and the American 

education system was globally unique in its goal.  In the 1892 Journal of Addresses and 

Proceedings, a journal published by NEA, the opening address explained the American school 

system as, “distinctly a product of the American soil.  It is not a copy or outgrowth of any 

foreign system of education. It is adapted to American needs…” (p. 23).  At the time, the system 

was developing outside of any federal responsibility or money.  This system was also uniquely 

American because the curriculum was developed and delivered by the master of the individual 

school and tied to the needs of the community and the church; at that time, the education of 

European children was built around national curricula.  To provide some quorum for educators, 

the NEA published their proceedings and addresses. Educators also learned more about their 

profession through The Common School Journal. 

Educators at all levels added articles in The Common School Journal.  Administrators 

(School Masters) could discuss how their schools managed some of the problems that were part 

of their professional lives.  Teachers could read and learn pedagogical techniques and keep up 

with the laws and trends surrounding their profession.  One such pedagogical technique, for 

example, was mutual instruction, which was recommended to help the teachers that dealt with 

large classes of sixty or more students.  The May issue of The Connecticut Common School 

Journal (1839) contained the directions for mutual instruction so that it could be replicated by 

teachers dealing with large classes. In mutual instruction, a student becomes the instructor of 
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younger students.  Teachers provided the lessons, and then the student sat at the end of a long 

table of younger students to deliver the lesson.  The student/teacher used a chalk and small board 

to teach the lesson; each student in the student/teacher’s row had the same materials 

(Anonymous, 1839, p. 164). The journal also included discussions of the state of schools across 

the country and the standards of education. 

The idea of standards is not a new idea.  Standards provided a basis of comparison so that 

work could be measured against an expected end.  The basis of measurement (standard), 

however, has changed through time.  In Athens, the success of pupils was based on personal 

control, grace, quickness of perception, and skill in the games (1917, Cubberley, the palaestra: 

Gymnastics, para. 1).  In terms of standards, the Athenians measured the way a man held himself 

vs. if he won the game.  Eliot (1909) defined standards much like the Athenians: 

They are found in the qualities of the human personality which have an abiding 

worth under the test of our civilization.  They are the measures of personal culture 

and social efficiency.  The teaching that fosters these ends succeeds; the teaching 

which neglects them fails (p. vii). 

In 1917, Brownell’s book titled Standards, attempted to give readers a different definition. 

It is perhaps a little difficult precisely to define the term standards, but it is 

happily even more superfluous than difficult because every one [sic] knows what 

it means.  They belong in the realm of sense rather than in that of reason and are 

felt as ideal exemplars for measurement by comparison, not deduced as criteria of 

absolute authority.  They are products not of philosophy but of culture, and 

consequently pertinent constituents of every one’s intellectual baggage (p. 2).  
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Brownell’s explanation uses examples and non-examples to help his readers understand 

the concept of standards and gives exemplars for standards. The standard was meant as a 

comparison of overall work, and he considered the work to be that of the school.  The high 

standard of the school was discussed as an overall measurable expectation:  

In the 1800’s  standards for the school’s instruction were set high, however the 

result was that the percentages of students failing were too large to be tolerated.  

Over time, two remedies were attempted.  One was to focus on the improvement 

of teaching methods.  The second was to reform the courses; much of the useless 

material was eliminated, and what remained had generally been recast into a more 

teachable form.  Requirements in the traditional subjects were lowered; in the 

newer subjects, they were adjusted to the abilities of the student and have seldom 

reached a high level of demand, especially in organization for progressive 

difficulty and coherence and unity (Briggs, 1930, p. 129).  

The Athenians looked at how a man held himself, Eliot at the qualities of the human personality, 

Brownell at standards as exemplars for measurement by comparison, and Briggs at the overall 

expectation of the students and the schools.  Finally, it was Brownell’s definition that has served 

as a basis of the modern idea of standards.  The standardization of curriculum meant more—

making schools uniform, then making coursework uniform, and finally emphasizing the content 

of the coursework, which led to standards for student output.  As the standards were published by 

state agencies or professional agencies, the standards became more and more specific to the 

student behaviors produced by the pedagogy that surrounded them.    

Early historians kept teacher documents, which have proved to be records of what the 

students were taught.  Individual student work was recorded as a listing of the teachers’ activities 
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with the students.  Cubberley (1962) shows an example from 1819 where the skills consisted of a 

list of activities conducted with students. The skills statements began with children have been.  

The statements explained that children have been taught reading as chronological steps from 

forming letters in sand, reading monosyllabic words on boards, reading text on boards, finally to 

Murray’s First Book and reading in the Bible; in writing, students wrote on slates, then on paper.  

In math, the chronological steps moved from addition and subtraction, to multiplication and 

division, to compounds of the first four rules, to reduction, and finally the rule of three. School 

has changed since the early 1800s.  Since then, the records of teachers have been based on 

objectives that are taught and documented in lesson plans of student activities.  

One hundred years ago, when Brownell’s book was published, a new high school opened 

daily.  High school became a permanent part of mass education and the population of students 

attending school exploded, attendance quadrupled.  The high school concept became a 

permanent part of the American school system.  As the schools grew both in number and in 

population, curriculum changed to meet the demands of the lives of the American people, which 

meant the diversity between the school increased.  In this time period, educators talking about 

diversity meant diversity of the classes, not the diversity of the students.  Classes were formed to 

meet the interests of students and of the community.  Classes could be found in areas such as 

husbandry and farming techniques, and store management. 

The management of the diversity in mass education created an environment ripe for the 

development of two different philosophies on curriculum for the students.  As Cubberly reported 

(1947), “One camp, representing the older point of view, advocated the status quo, and desired 

standardization, uniformity, and organized methods of teaching.  The other camps formed…and 

advocated flexibility, more individualized instruction and an enrichment of the curriculum based 
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on the normal activities of the child” (pp. 539-540).  To individualize instruction to the interests 

and enrichment of the child meant diversity in the coursework.  Some schools had become so 

diverse in their courses that students could attend for more than four years; time constraints were 

not yet formulated.   

Charles Eliot, President of Harvard University and a graduate of the Boston Latin School, 

addressed the issue in his 1888 paper to the Department of Superintendence of the NEA titled, 

Can School Programs be Shortened? By 1890 the diversity of coursework and the number of 

choices in coursework, overburdened the curriculum, and the call to eliminate useless subject 

matter was gaining influence (Cubberley, 1947).  Eliot’s address and educator concern about the 

existing situation in education led to the Committee of Ten.  This committee was charged with 

developing a plan that would provide some uniformity in the scheduling of classes and in the 

content of the ten content areas; subsequently, work was undertaken through the colleges to look 

at creating uniformity in the college entrance requirements.  The work centered on the 

determination of socially worthwhile instruction materials, grade placement, organization to fit 

life needs, and the elimination of subject material no long deemed of real worth (Cubberley, 

1947).  According to Cubberley (1947), this was a turning point in curriculum.  Curriculum 

needed to be efficient and relevant.  Eliot (1909) addressed the NEA in his speech entitled, 

Education for Efficiency and the New Definition of the Cultivated Man:  “Education for 

efficiency must not be materialistic, prosaic or utilitarian; it must be idealistic, humane, and 

passionate, or it will not win its goal” (p. 29).  Efficiency was defined in the following points: 

 Protecting, caring for, and improving the body (p. 9) 

 Habit of quick concentrated attention (p. 11) 
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 Thinking – weighing evidence, drawing accurate inferences, making fair comparisons, 

inventing solutions, and forming judgments (p. 18) 

 Cultivation of critical discernment of beauty and excellence in things, in words, and 

thoughts, in nature and in human nature (p. 21) 

 Stimulate young people to think for himself, which requires willpower and motivation 

(intrinsic) (p. 15) 

 Love of truth; truth telling – truth doing is the foundation of national efficiency (p. 24) 

The two important goals to accomplish in education in youth were, therefore, the 

initiation of mental processes and the establishments of good habits, with incidental acquisition 

of information (Eliot, 1909).  Historically, schools have been seen as capable of accomplishing 

grand goals.  Horace Mann, the Superintendent of Schools in Massachusetts, saw the school as a 

great equalizer of the human condition, the balance wheel of the social machinery, the creator of 

wealth undreamed of. Cremin (1962) explained, “Mann understood well the relationship between 

freedom, self-government, and universal education” (p. 9).  What was distinct about Mann’s 

philosophy regarding school was his belief that heterogeneous group of students could unify the 

goals of the common school; however curriculum was a list of reading, writing, spelling, 

arithmetic, English grammar, and geography, with health, music (singing), and some Bible 

reading (Cremin, 1962). In 1911 the NEA published a report titled Cardinal Principles of 

Secondary Education, which discussed the thinking of the time: 

…education in the United States should be guided by a clear conception of the 

meaning of democracy; that in a democracy each member should find opportunity 

to develop such as would prepare him for the largest usefulness to himself and to 

society; and that consequently, education in a democracy should develop in each 
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individual the knowledge, interests, ideals, habits and powers whereby, he should 

find his place to shape both himself and society toward nobler ideals (Cubberley, 

1947, p. 633).   

Education in America has always held the promise of civility, patriotism, and humanity.  

Much of the work that followed Mann was done by William T. Harris, whose philosophy saw 

content information as windows to the soul, and if school was to “produce a self-activated 

individual, who could exercise freedom in the terms of his own civilization, then concentration 

on the classics, languages, and math in high school would be part of the process played by the 

schools” (Cremin, 1962, p. 19).  As school courses connected with society, the diversity of the 

coursework increased. 

Educators continued to reduce the course load on students and to divide schooling into 

workable groups. Hosic (1917) stated,  “In general the reorganization needed is of the same 

character as that demanded for the secondary course as a whole, which consists essentially in 

choosing subject matter capable of providing genuine stimulating and experience for the pupils 

in the present in contrast to that selected because of its supposed value at some future period” (p. 

281). What appeared in high school was a departmental model of three years of study, with ninth 

grade still a part of the junior high years.   

Time lines are provided in the remainder this chapter to list the main events in history 

that influenced the movement toward standardization of the content areas and increasing federal 

involvement in the schools.  These time lines utilize the works of  history experts like Cremin 

(1964, 1965, 1970), Krug (1964, 1972), and Cubberley (1909, 1917, 1927, 1964) to focus the 

reader on the movement of education toward standardization through their work.  The time lines 
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are not all-inclusive; they are meant to provide the reader with reference marks in American 

education history that led to the development of a setting that would accept national standards.   

Colonial Period (1642 - 1776) 

The colonial period spanned 134 years.  The years exemplify the common themes of the 

beginning of education in American colonies.  The colonists who emigrated from Europe were 

searching for freedoms they were denied in Europe.  Most colonists were educated and wanted 

schools to be a part of their lives in the New World.  This time period was one of a growing 

population, a building of the teaching of English, and an increasing responsibility of the people 

to provide a free public education.  An overview of major events in the Colonial Period are 

shown in Figure 1. 

Figure 1  Significant Events in the Colonial Period 

Date Events      

  

1642 Massachusetts Act (education a state’s responsibility) 

1690 The New England Primer issued by Benjamin Harris 

1751 Ben Franklin’s school: The Philadelphia Academy (practical curriculum) 

1754 French and Indian War Began 

1755 Ebenezer Kinnersley appointed professor College of PA (English as a subject) 

1763 French Indian War Ended 

1759/84   Hugh Blair lectures at Edinburgh, which continued a series by Adam Smith 

1762 A Short Introduction to English Grammar by Loweth published (Grammar text) 

1763 Revolutionary War (1775-1781) ensued 

1783 Lectures on Rhetoric and Belles Lettres published - Rhetoric as a separate study 

Figure 1: Focus:  Education moved from community responsibility to a state responsibility and 

movement was made to assimilate the school’s pedagogy.  The events of the period popularized 

the idea of mass education in the New World. 
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Public school stands as a source of pride in America.  Education laws predate the 

American Revolution by one hundred years.  The first high school, The Boston Latin School, 

opened in America on April 23, 1635 to educate Boston’s elites only fifteen years after the 

Mayflower Compact was written and signed in Cape Cod, Massachusetts in April of 1620.  The 

colonies that formed townships had mandates through the churches to provide education for the 

children of the community (Cubberley, 1962, p. 85).  The purpose of the school was the 

preparation of the boys for the university, in order that the colony would have ministers.  

The Massachusetts Law of 1642, The Old Deluder Satan Law, required that parents and 

masters see to it that their children knew the principles of religion and the capital laws of the 

commonwealth: 

That every Township in this Jurisdiction, after the Lord hath increased them to the 

number of fifty Housholders, shall then forthwith appoint one within their town to 

teach all such children as shall resort to him to write and read, whose wages shall 

be paid either by the Parents or Masters of such children, or by the Inhabitants in 

general, by way of supply, as the major part of those that order the prudentials of 

the Town shall appoint, and if the town did not comply they would be fined  And if 

any town neglect the performance hereof above one year then everie such town 

shall pay five pounds per annum to the next such School, till they shall perform 

this Order (Cubberley, 1934, p. 17).   

According to Nila Blanton Smith (2002), “no better statement of the purpose for 

teaching reading in America during this period can be found than in a quotation from the 

famous law of 1647 passed by the General Court of Massachusetts” (p. 11). 
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It being one chief point of that old deluder, Satan, to keep men from the 

knowledge of the Scriptures, as in former time, by keeping them in an unknown 

tongue, so in these latter time, by persuading from the use of tongues, that so at 

last the true sense and meaning of the original might be clouded by false glosses 

of saint-seeming deceivers, that learning might not be buried in the grave of our 

fathers in church and commonwealth, the Lord assisting our endeavors (p. 11). 

Along with the first order for compulsory education, the idea behind the law was that if 

all citizens could understand the written language on some basic level, all citizens would be able 

to understand and, therefore, abide by the governing laws of the land. At that point in time there 

was no concept of a formal school as we know it today; it was understood that each person 

would be educated enough to meet the individual needs of their station in life, and social 

harmony would be maintained.  

Who better to educate their children than their parents or the people for whom 

they worked? The law did state, however, that should the above mentioned parents and 

masters grow lax in their responsibility and their children not be able to meet basic 

criteria, it would be the government's right to fine the town, which would be money 

payable to the school so that the child could learn to read and write (Cubberley, 1934, p. 

20).  

 Puritans felt a great responsibility to educate their children, so they could study and read 

the Bible. The Plymouth Colony Legislation said that children, least be able to: 

…read the Scriptures, and other profitable book printed in the English Tongue 

and the knowledge of the capital Laws, etc… And further that all Parents and 

Masters do breed and bring up their children and apprentices in some honest 
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lawful calling, labour or employment…That a fine of 10 shillings shall be levied 

on the goods of the negligent Parents and Masters”  more money was fined if the 

situation continued, finally the children would be taken from the guardians and 

place with some Masters to educate and govern them (Cubberley, 1934, p 21).    

Alexis de Tocqueville (1835) would later describe the Euro-American in his observations 

published in Democracy in America, “in America, religion is the road to knowledge, and the 

observance of the divine laws leads man to civil freedom” (Chap II, Origin of Anglo-American, 

para. 41). The key to continuing the liberty gained by being in the colonies was to educate the 

population. 

The schools’ curriculum was guided by religion; however, the equality of all Americans 

voices was what led the country to true liberty.  Through education, any American from any 

social standing and level of understanding could be in a position to lead.  Liberty stood for 

individual freedom in the political and economic areas.  deToqueville (1835) reflected on this 

importance of equality, “…liberty is not the chief and constant object of their desires; equality is 

their idol: they make rapid and sudden efforts to obtain liberty and, if they miss their aim, resign 

themselves to their disappointment; but nothing can satisfy them without equality, and they 

would rather perish than lose it” ( Political consequence. para. 4).  According to John Mill’s 

essay On Liberty (1859), majority could lead to oppression of the minority, because the majority 

could be controlled by erratic public moods rather than reasoned leadership.  Hence, education 

was important to creating equality, liberty, and democracy.  The observations of a French 

aristocrat and an English philosopher captured the uniqueness of American democracy and its 

dependence on education to work. 
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America’s first high school, The Boston Latin School, opened in 1635 specifically for the 

education of the children of Boston’s elite.  The students of the Boston Latin School completed a 

classical education.  During the colonial era, the high school was preparatory for the young men 

entering into the world of religion, politics and business, which continued the traditions of their 

fathers.  The high schools followed either a traditional classic model or the academy model that 

was developed by Benjamin Franklin. Franklin designed his academies to prepare students for 

the role they would play in life.  However, “[E]even Franklin’s Academy, which he planned to 

have instruction in English and other studies, necessary, as he thought, to fit for real life, when 

finally organized followed traditional lines and offered little but the classics” (Hosic, 1917, p. 

11).  Ironically, the academies became the lead institutions that prepared students for college 

(Cubberley, 1964).  Whichever school students attended, the colonists believed that education 

was mandatory for the continuation of a democratic society. 

Early National Period (1777 - 1860) 

The next 83 years was a period of debate surrounding free mass education.  President 

George Washington had entreated that the new independent nation should support the education 

of all the people.  The government did support the opening of schools through land grants.  State 

support began and through the leadership of Horace Mann, Massachusetts became a model of a 

public supported school system.  Normal schools opened to train teachers.  In Massachusetts, 

Horace Mann formalized a system of public school that included better school materials, 

increased understanding of the public regarding schools, increased respect and support for the 

school’s students, better wages for teachers, teacher colleges, and a professional journal for 

teachers across the nation, The Common School Journal.  The National Teacher’s Association 

formed in 1820 (Cubberley, 1962).  Organizations opened and the professional journals that were 
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published united the growing American education system. The events of this time period 

formalized the system of education in our country.  The federal government sanctioned the 

importance of education and required that land be set aside to support the building of schools.   

An overview of major events in the Early National Period are shown in Figure 2. 

Figure 2  Significant Events in the Early National Period 

Date Events 

  

1778 Revolutionary War Began 

1779 Thomas Jefferson introduced school bill for VA, the first plan for statewide free 

school system  

1785 Land Ordinance paved the way for state funding 

1787 Congress enacted the Northwest Ordinance, “forever encouraging education” 

1794 New York was the first state establishing a Board of Regents, first state exam for HS 

grad 

1795 New York enacted a five-year experimental law to distribute $100K a year to its 

counties for school support, the first state aid to education 

1819 The college of New Jersey set an entrance requirement in English grammar 

1837 Horace Mann became secretary of the Massachusetts State Board of Education 

1840 Catholic School movement opposes public schools 

1845 The Boson Exam measured annual progress of students in Reading, Writing, 

Arithmetic 

1846 The Springfield Test measured annual progress of students in Reading, Writing, 

Arithmetic 

1852   Massachusetts enacted the first law compelling children to attend public school 

1854 Permanent endowment established for school became the Permanent School Fund 

Act 

1857 Teachers, administrators, college presidents, and educational philosophers met in 

Philadelphia and formed the National Teachers Association -became the NEA in 

1907 

Figure 2: Focus: The Age of Progress (1789-1914) is embedded in this time period and moved 

school out of the area of religious concerns.  Assimilation of a variety of cultures into one, the 

American, was a goal of education.  The events in this period formalized common school, 

Revolution, city exams of progress, and increased state and federal involvement through funding.  

   

 In 1794-95, New York State would lead the country by electing a Board of Regents to 

oversee schools; the Board set a precedent with the first state accountability test for graduating 

seniors.  The responsibility for students, which previously had been seen as the parents’ 
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responsibility, shifted to the school.  Sixty years, the cities of Boston and Springfield put mass 

progress testing in place, in 1845 and 1846 respectively.  With the invention of a more efficient 

printing system, textbooks were printed for the study of content: reading, grammar, rhetoric and 

literature, as well as textbooks for teachers who would be leading the classrooms (p. 540).  

Education in America evolved quickly from village schools to professionalized institutions that 

claimed a place in the lives of Americans.  Chronologically, the changes started two years after 

the Revolutionary War ended. 

In his book Public Education in the United States: A Study and Interpretation of 

American Educational History, published in 1947, Cubberley wrote, “war itself absorbed the 

energies of the people” (p. 427).  The line is descriptive of war and the effect the situation had on 

a nation.  The Revolutionary war, while devastating, gave the budding public schools a cause for 

education.  Before the War for Independence, the motive for education was religious (Cubberley, 

1947, p 88).   At the end of the war, the leaders in the legislature encouraged the state leaders to 

put education as a priority in the building of their governments, this was a departure from 

European ideas,  “… where the attitude since 1870 was that education was no business of the 

state” (Cubberley, 1920, The Struggle for National Education, para.1).  President Washington, in 

his first message to Congress in 1790, said: 

There is nothing, which can better deserve your patronage than the promotion of 

science and literature.  Knowledge is in every country the surest basis of public 

happiness.  In one in which the measure of government receives their impressions 

so immediately from the sense of the community as in ours, it is proportionally 

essential (Cubberley, 1947, p 89).   
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Again, in his Farewell Address to the American people in 1796, Washington reiterated 

the responsibility to educate the people: 

Promote then, as an object of primary importance, institutions for the general 

diffusion of knowledge.  In proportion as the structure of a government gives 

force to public opinion, it is essential that public opinion should be enlightened 

(Cubberley, 1947, p. 89).  

Washington’s entreaty set a national goal that the nation should promote education of the people 

and the role of the government would be to provide the land for building schools.  This land, 

given to the people by the government, would encourage the people to build schools to educate 

the masses.   

The first measure enacted by the federal government in support of education came when 

the Continental Congress passed the Ordinance of 1785, which disposed of lands in the Western 

Territory and reserved section sixteen of each congressional township for the support of schools. 

Then two years later, in 1787, the same Congress passed the Northwest Ordinance, which 

provided the first policy statement by Congress with respect to education (Frost, 1966, p. 138). 

Its third article recognized “knowledge as being essential to good government and to the public 

welfare, as it encourages happiness of mankind, schools, and the means of education” (p. 138).  

Governments of the cities and states became involved in the education of the population through 

funding and providing support to the schools.  What came with the funding was a call for 

accountability from a variety of educators.  Briggs (1930) explained “...the state must, to protect 

its investment and to insure dividends on it, be concerned that curriculum be formulated and 

administration with this end in view” (p. 14).  The first to enact some accountability measure was 
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New York, where the state elected a Board of Regents.  The state testing, written by the Board of 

Regents in 1794, was administered statewide to graduating seniors.   

Horace Mann and his Influence on Education 

The father of the American public school was Horace Mann.  His personal education 

typified education in the late 1700s and early 1800s.  In his 1966 history, Cubberley recounted 

Mann’s life’s story. Primarily self-educated, Mann grew up on a farm in Franklin, 

Massachusetts.  His family was poor.  His time with tutors was limited to three months per year.  

Mann was a reader.  He spent most of his time in the Franklin town library reading the extensive 

collection of books.  His wide reading and a few months with a tutor prepared him for Brown 

University’s entrance exam.  He entered Brown University in 1817 as a sophomore. After five 

years, Horace Mann finished his education with a degree in law; he passed the bar in 1823. He 

became a politician and, between 1827 and 1848, he served as a state representative and then as a 

state senator in Massachusetts.  Mann’s career as a lawyer and politician gave him a wide range 

of influence, not only because of his exposure to people in power, but because he was a 

respected man. His personal experience in school may be what drove him to leave his promising 

career as a politician and lawyer to serve as the first Secretary of Education in Massachusetts. He 

succeeded in providing a model for a comprehensive system of public and teacher education that 

has survived since 1837.   

Mann was instrumental in opening the first normal school (teacher school) in Franklin, 

Massachusetts in 1839.  He believed that schools should have well-trained professional teachers.  

He was responsible for establishing free public libraries.  Mann renewed interest in a law from 

1817, which established high schools.  Because of his influence, fifty new secondary schools 

opened during his twelve years of service. Horace Mann also served as the editor of the Common 
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School Journal, in which educators shared narratives about children and schools, received 

reports of new schools, and found examples of lessons in various subjects. Some of the most 

important editions argued for particular points.  His annual reports were valued, but of the twelve 

he wrote, the four that supported public education were highly rated.  The following information 

was paraphrased directly from The Common School Journal, from the years indicated in 

parenthesis. 

Fifth Annual Report (1841).     
Mann argued successfully that economic wealth would increase through an educated 

public. It was therefore in the self-interest of business to pay the taxation for public education. 

Mann believed that political stability and social harmony depended on education; the republican 

form of government depended on intelligent people and public school was central to good 

citizenship.   He believed that such education should be paid for, controlled, and sustained by an 

interested public. 

Seventh Annual Report (1843).    

Horace Mann inspected and favored the Prussian school system. His seventh report led to 

widespread improvement of education through the educational theories of Pestalozzi, Herbart 

and eventually Froebel. What should schools do?  Building character, Mann wrote, is just as 

important as building math, reading, and writing skills.  School should instill values, obedience 

to authority, and promptness, which could be achieved by organizing school classes according to 

a bells schedule.  Under the direction of Mann, the ABC method of teaching reading changed to 

a whole word method.  He denounced corporal punishment in schools.  He advocated and won 

legislation for compulsory school for children through the age of 16.  The report also contained 

notes from his research of European schools.  By 1852, the Prussian education system became 

the model by which Massachusetts schools were operated.  Mann convinced other education 
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leaders to establish tax-supported elementary schools in their states.  Most of the northern states 

adopted one version or another.  The report contains all elements of the Prussian system.  The 

notes below were included because of their secondary focus or the effect on Massachusetts:  

1. Curriculum requirements were set by the law in the branches of instruction.  

2. Small number of textbooks, the master is to be imbued with his subject and expert in his 

art, impart knowledge orally to his pupils and adapt it to each individualized, books are 

required for study at home, and individual training is possible to an extent, which no 

routine system with books would permit.   

3. Girls’ school separated from the boys’; instruction the same except two classes which 

were used for learning that was appropriate to the sex. 

4. After 13, students were not forced to accept training; however, the affluent children 

continued their education, while others went to trade school.  Mann believed that students 

should not be forced into anything they did not want to do. 

Upper classes were taught reading to give them fluency and general knowledge; reading 

was also intended to give students incidental instruction in grammar.  Arithmetic instruction 

progressed through fractions and mental figuring, before the students went on to the rules of 

math and the geometry of Pestalozzi.  The thinking exercises were direct exercises in inductive 

thinking.  Students committed poetry to memory.  The students choose between continuing in 

trade schools or going to college. 

Tenth Annual Report (1846).   

Mann asserted that education was a natural right for every child and that the state 

provided education for every child was a necessary responsibility.  This report led to the 

adoption of the first State law requiring compulsory attendance in school in 1852.  (Note: another 
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source dates this report as 1839). Mann believed school was the great equalizer that all children 

from all backgrounds must have an education. He persuaded the Massachusetts legislature to 

establish a law for a minimum of a six-month school year.  Mann also urged the standardization 

of schools. 

Twelfth Annual Report (1848).   

In his last report, Mann presented a rationale for the support of public education through 

taxation. Society improves as a result of an educated public. He argued for non-sectarian 

schools, so the taxpayer would not be in the position of supporting any established religion with 

which he might disagree in conscience. Mann’s support came under scrutiny of the court in the 

case of  Mann v. Orestes Brownson (Cubberley, 1964).  In winning this case, Mann separated 

schools from religion; therefore, he fought to exclude religious and private schools from 

receiving public funding.   

The Massachusetts school system was set up around public support, local and state.   

Teachers received a set salary and students paid a small fee.  The students attended school under 

the guidelines of number of instructional days and of their ages.  Kindergarten was optional.  The 

primary, middle, and high schools were mandatory, until students are 18 years of age.  Mann also 

believed that school beyond a certain age needed to be a result of what the student wants to learn, 

be it college or trade school.  Horace Mann transformed Massachusetts schools and invited his 

former political constituents to set up experimental models in their own states.  States across the 

nation adopted Horace Mann’s model Massachusetts schools.  Mann’s twelve-year career 

established precedents for states across the nation.   

When Henry Barnard became the Superintendent of the Common Schools, 1851-1855, 

the move organized the student of the nation under a single leader (Cubberley, 1964).  Further 
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organization occurred during this busy period.  The NEA began in 1857, but its numbers stayed 

small until the meetings in which the NEA secondary educators were able to attract the college 

men.  By the late 1800, the President of the NEA in 1884 was Thomas W. Bicknell, who wanted 

to increase attendance for the 1884 convention.  He succeeded—the convention included 7,000 

educators from primary to college levels (Krug, 1964, p. 8).  The President of Harvard, Charles 

Eliot, attended this conference and expanded his interest in what was happening in lower 

education, especially secondary.  Eliot was the influence of the movement toward uniformity of 

the high schools. 

Federal and State Involvement 

The Land Ordinance of 1785 and the Northwest Ordinance of 1787 set aside land grants 

to support school building. In the 1700s, the federal government gave land to the states with no 

other contingencies except that the land was for building schools. The period also brought in 

compulsory school laws and state/cities progress testing.   

In 1795, New York began a five-year program to distribute $100,000 a year to support 

counties, the first state aid to education and the first permanent school funding law (Cubberley, 

1962).  New York State was the first to begin an accountability system using testing of the 

students. Fifty years later, in 1845, the cities of Springfield and Boston also began to measure the 

progress of their students.  

By 1850, it was clear that people wanted free public education, and the states set aside 

funding to support them. Cubberley (1924) reported that,  “The people had definitely decided 

that they intended to establish and maintain a series of state systems of free publically controlled 

tax supported non-sectarian common schools and that these common-school systems would 

provide whatever educational advantages the need of the state might seem to demand” (p. 428).  
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The federal government passed the control of the schools to the people of the different states “to 

handle in any manner which they saw fit” (Cubberley, 1964, p. 86).  Of the twenty-three states 

forming the union in 1820, ten had no mention of education in any of their constitutions 

(Cubberley, 1962, p. 94).  The States’ motives were evident through the support and laws they 

passed.   

Setting of Uniformity 

Mass immigration began in 1820, the same year the blackboard came into common use in 

the schools.  Educators formed a professional forum through the National Teachers Association 

(NTA), which would change in 1907 to the NEA.  The association held conferences for teachers, 

administrators, college presidents and education philosophers, all of whom delivered addresses 

on the state of the schools.   

Throughout this century, the school system formalized, teachers became professionals, 

and in organizations such as the National Teachers Association, teachers found a voice for their 

profession.  Formal laws established funding sources for schools. Land grant laws established 

settings for new colleges, including vocational colleges.  States were more involved in the 

education of the states’ children. The increasing population of students attending schools created 

a need to structure the public schools as a system that included money, teacher quality through 

education and professional development, land for schools, and community involvement in the 

support of children’s education.  This period established public school as a system of 

responsibility, establishing the federal, state, community, and individuals as part of the system of 

the free education in a democracy.  It is the next time period that ushered a tighter uniformity in 

the coursework of the schools.   
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Late National Industrial/Bureaucratic Period (1861-1900) 

The 38-year period began in war.  Four years of war decreased the population by over 

600,000 people and left many schools south of Pennsylvania destroyed.  An overview of major 

events in the Late National/Bureaucratic Period are shown in Figure 3. 

Figure 3   Significant Events from the Late National/Bureaucratic Period 

Dates Events 

  

1861 The Civil War began 

1862 President Lincoln signed the Morrill Land Grant Act, to endow colleges for the 

liberal and practical education of the industrial classes 

1865 The Civil War ends 

1867 Congress created a National Department of Education, reduced its rank to a bureau 

two years later, and placed it within the Department of the Interior 

1867 Matthew Arnold published Culture and Anarchy 

1874 The Michigan Supreme Court ruled that the city of Kalamazoo had the right to 

establish high schools and hire a secondary school staff with public money: 

Secondary schools get share of public funds 

1884 Charles Eliot study of the high school schedules released at the 17
th

 Annual 

Classical High School and High School Association showed the variety of high 

school requirements and class time commitments. 

1893-4 Vassar Conference on English called by the Committee of Ten 

1895 Haram Corson published Aims of Literary Study:  Committee of Fifteen, the child, 

not the content, is the guide to the teacher’s efforts:  Supreme Court legalizes 

segregation: separate but equal schools 

1899 John Dewey’s School and Society published; NEA Committee on College 

Entrance Requirements published NEA English Course for high school 

Figure 3.  Focus.  Secondary schools began to define what would be included in their curriculum 

and the newly formed high schools fought for their identity as an institution outside of the 

college’s individual control.  Vernacular English was defined as a content worthy of study vs. the 

study of Latin and Greek.  Schools came under scrutiny of the public because of the push for a 

free public education.  Public money was made available to public schools only. The typewriter 

and high-speed printing presses made textbooks more available for school use. 

 

Two years after the war ended, Congress established the National Department of 

Education (NDA), high schools became a part of the mass education system, and the content of 

secondary schools had a plan for uniform structure.  The period ended with a list of objectives 

for English in high school. The years following the end of the Civil War in 1865 exploded with 
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new technology, a mass immigration hit the United States, and the schools attracted a great deal 

of attention.  The public schools received federal support for efficient school systems, and land 

grants were awarded to support the building of colleges.  Teacher training increased the quality 

of teachers.  Schools became more organized and uniform.  The high-speed printing press and 

the typewriter were invented, which gave the general population easier access to textbooks. 

Despite these improvements, high schools were in the position of defending their role in public 

education. 

During the late 1800s, high schools enrolled only five percent of the population of 

eligible students (Krug, 1964).  However, in the years that followed, high school populations 

quadrupled and college enrollment expanded by five times the earlier enrollment. The high 

school became accepted as part of the mass education system. 

This is the century that established a plan for uniformity in the high school schedule and 

the beginning of the discussion of high school curriculum in the English language arts.   

Relationship of the High School and the College 

Shortly after high schools opened as public schools, the principals of the schools focused 

on what college admissions needed from students.  Because of college entrance requirements, 

colleges and high schools had developed a system of affiliation (Kelly, 2002).  According to 

Kelly (2002), in this system, the college granted admission to the high school students who 

attended the high schools in which the college had approved the high school curriculum.   The 

system of affiliation standardized the curriculum of the high schools participating in the 

affiliation to a college.  Some high schools actively sought college affiliation, and approval was 

not automatic.  High schools sought to conform to the requirements of the college entrance 

exams.  College entrance exams were not the same throughout the nation.  What this situation 
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rendered was college control over the high school curriculum.  Students graduated with 

diplomas, with certificates, or with specific examinations of content so they could be accepted 

into colleges. With so much individuality in schools and colleges, students prepared for the exact 

content that their college of choice had on its entrance exams.   

During the 17
th

 Annual Meeting of the Massachusetts Classical and High School 

Teacher’s Association on April 12, 1884, two resolutions were passed.  First, the association 

wanted to develop an “effective cooperation” between the New England State’s nineteen 

colleges.  The second resolution recommended was that the association between high schools 

and colleges would produce some results (Krug, 1964).  

Classical and High School Teacher’s Association members unanimously passed 

two resolutions at their meeting in 1884.  As recorded in the meeting minutes, the 

resolutions set a precedent for cooperation between the New England colleges and the 

Classical and High School Teacher’s associations:  

(1) In the opinion of this Association, the desire for understanding and effective 

cooperation between teachers of the preparatory and high schools and college 

faculties was a serious evil, and  

(2) a meeting of delegates from this association with representatives of the New 

England Colleges would be productive of good  (p. 252).   

In attendance was Charles W. Eliot of Harvard; it was his suggestion that a meeting 

between school and college men take place to address the concerns expressed by the teachers 

association. His plan was to have the college faculty present topics such as desirable 

modification of the college admissions test, uniformity in required courses for admission to 
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college, and the use of a certificate in college entrance (Krug, 1964, p. 4).  While the actions of 

Eliot solidified the relationship of the high school and the college, the feeling from many was 

that high schools did not exist at the pleasure of the colleges.  High schools stood to advance 

students into life and into colleges, whichever place the student wished.  As the high school 

continued to strengthen as an institution, subject areas became formalized.   

Secondary educators were rarely included in the discussions between the colleges, and 

the college men rarely attended meetings of the schoolmen.  Uniformity was an issue not only in 

high school, but also in college entrance requirements. The call for some type of discussion 

between the two was paramount.   At the July 11, 1887 National Council of Education 

conference, James H. Baker, the Principal of Denver High School, called for a thorough 

investigation of the national selection and order of high school studies (Krug, 1964, p. 17). 

Making changes meant applying the principles of science, “we turn to students of education 

practices who applied the experimental and quantitative method to the solution of education 

problems and built their report on the results of experimental research” (Cubberley, 1947, pp. 

543-544).  The experimental research would quantify the problem.  However, in 1891, the word 

uniformity had an “abhorrent connotation” (Krug, 1964, p. 31). 

Charles Eliot launched a research project to compare high school curriculum across the 

states.  Selected secondary schools in various parts of the country participated in the surveys; 

forty schools showed the subjects taught and were compared as to their content.  The comparison 

of these school schedules was alarming.  Forty various subject were on high school schedules, 

and thirteen classes were on only a few of the high school schedules.  The next problem was in 

the amount of time in a course – some classes had too few hours required and others too many.  

The results of Eliot’s study were given to the committee members as a resource for their 
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meetings.  It was not shared publicly because of the information provided, “[I]it was treated as a 

confidential document” (NEA, 1894, p. 5). 

In 1888, Charles Eliot delivered a paper to the Department of Superintendence of the 

National Teachers Association titled, Can Schools Programs be Shortened?  Eliot was 

addressing the diversity (variety) between schools.  Eliot’s discussion covered the diversity of 

the school’s organization, of the years in students remained in school, of the coursework students 

were offered, and of the problems inherent in the individuality found between schools.  His voice 

was the voice of the college.  His questions centered on the plethora of new courses the schools 

formed around individual interests and community desires. Cubberley (1062) noted,  “With the 

increase of new studies, the over-burdening of the curriculum had become a real live issue by 

1890” (p. 540). 

In 1892, the NEA meeting established a committee of ten education leaders who would 

form conferences, one for each content area, to create some uniformity in content and time in 

content.  The committee, known as the Committee of Ten, met in conferences around the nation 

to determine how to give structure to the content in schools.  Their report was published in 1894.  

Hosic (1917) commented on the Committee’s work, “I[i]ndeed the conference avoided the 

appearance of dictating the high school course in English and did not suggest any definite 

organization of subject matter, which it approved” (p. 18).  However, the Committee of Ten 

suggested models of curriculum scheduling based on content conferences.  The new structures 

were a beginning to some uniformity in schools.  Angustus F. Nightingale wrote in the School 

Review of 1897,  “I don’t believe that we should have any constraints in secondary, any pupil 

who had a good four years curriculum in line with his interests and aptitude…not what they 
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study, but how they study and how they are taught that give them power” (p. 331).  To many, 

uniformity and standardizing education were too close to a nationalized structure for agreement. 

In 1893, the Department of Superintendency and the NEA met in Boston.  At this 

meeting, a motion carried that a committee of fifteen educators could revise the elementary 

curriculum in the same way the Committee of Ten revised the secondary curriculum.  In 1895, 

when the Committee of Fifteen gave their report the committee concluded “modern education 

emphasizes the opinion that the child not the subject of study is the guide to teacher’s efforts 

(NEA Proceedings, 1895, p. 242). This view is part of the “Child Study” that was popular at the 

time.  The child-centered curriculum was one that sequenced study around the development of 

the child.   

In the 1890s, critics accused high schools of being so hopelessly out of joint with the 

times that they provided useless studies (Krug, 1964, p. 170).  Drop-out rates were high – only 

5% of age-ready students attended high school.  Some of the reasons for students dropping out 

were poor health, lack of interest in school, and need of families for their children to work (Krug, 

1964, p. 173).  According to Nightingale (1897), the student who failed or left high school had to 

return to a requirement of having to start at the beginning of their studies; the situation was 

egregious (Krug, 1964).  However, educators remained dedicated to a system of mass education. 

Charles Skinner opened the 1897 NEA proceedings with a lecture on the education of the 

people, The Education of the Masses.  In this opening address, Skinner intimated that the public 

was responsible to provide education, “which will prepare the humblest citizen to discharge well 

the duties of any position which may fall him” (p. 54).  Because of the opportunity for all to 

become leaders, public education must be the best.  He said, “The elements of this best education 
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[Education of the Masses] are two: first, the subjects which compose the course of study and 

their correlation…”  p. 55), and  “…our American colleges and universities are destined to take 

rank among the best in the world” (p. 64).  

Then in 1899, the NEA committee on College Entrance Requirements wrote a four-year 

curriculum framework for college-bound students to follow, based on colleges’ required content 

for entering freshman.  This was to maintain a “certain quality and quantity of preparation on the 

part of entering students” (NEA,1917, p. 18).  “The restless quest for standardization, 

classification, inspection, and accreditation reflected several kinds of conditions and tendencies, 

…it represented a sincere desire to improve the quality of schooling … meant definitions, and 

definitions promised a deliverance from confusion” (Krug, 1964, p. 159). 

Other models of high school education formed, i.e., vocational, classic, modern, and 

agricultural, meeting the needs of the communities and the students.  Charles Eliot, President of 

Harvard, reflected that the “main objective of school was giving the pupil the power of doing 

himself and endless variety of things which uneducated he could not” (Krug, 1964, p. 77). 

However, by the end of this time-period, the consensus of educators was that the nation would 

have public tax-supported schools for the masses.   

 

Beginnings and New Order Period (1900 and 1917)  

The next seventeen years filled high schools with students, and the addition of classes to 

keep stakeholders interested diversified the curriculum of the schools.  High school attendance 

soared in this time period.  One of the first teacher’s groups organized in New England.  

Textbooks became widely published and their use heavily debated during the NEA meetings. 
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The advertisements of in the journal proceedings showed a wide array of textbooks available to 

teachers.  The efforts of teacher education increased as teachers recognized their professional 

roles and increased demands became part of their responsibility.  A more central organization of 

the school system led to changes in the high school.  Americans society showed the signs of 

acceptance of the high school as part of the mass education system.  An overview of major 

events in the Beginning and New Order period are shown in Figure 4. 

Figure 4  Significant Events in Beginning and New Order Period  

Date Events 

  

1900 High School attendance soared 

1900 Schools became more centrally organized; specialized teacher training 

institutions open 

1901 First regional association of the English teachers organized in New England 

1902 Textbooks on the teacher of English, by Percival Chubb, George R. Carpenter, 

Franklin T. Baker, and Federick N. Scott were published 

1904 National Child Labor Committee formed 

1910 High School Movement began 

1911 NCTE was founded 

1914 WWI began 

1916 American Federation of Teachers in Chicago, the first union for teachers was 

formed 

1916 Lewis M. Terman published the Measurement of Intelligence 

1917 Reorganization of English in Secondary Schools was published 

1917 Smith-Hughes National Vocational Education Act passed 

1917 Americans entered WWI  

Figure 4:  Focus:  Societal goal was to create a melting pot of cultures. The high school 

population soared and required that cities built schools.  At one time, there was a new high 

school opening somewhere in the country every day.  With the Reorganization of High School, 

the middle school began and the high school encompassed four years. Intelligence testing 

became a factor in schools to hone curriculum.  The Smith-Hughes National Vocational 

Education Act provided federal money for high school vocational program, which was the first 

time federal funding controlled any part of the public high school.  The vocational program was 

funded and regulated by the federal government. 

 

The beginning of the 1900s was an active time for education.  Both attendance and mass 

immigration of the period affected the high school. High schools became more centrally 



61 

organized during this period.  By 1910, the public and educators believed the high schools were 

failing both the immigrants and the American-born students.  This belief was based on Henry S. 

Pritchett’s report from the Carnegie Foundation for the Advancement of Teaching; Pritchett felt 

that only 5% of high school students should consider attending college (Hook, 1979, p. 13). 

Between 1820 and 1974, the United States had 46 million immigrants. During the 1820s, these 

immigrants were Irish and Italian, which influenced the public schools.  The increasing student 

population also caused teacher-training institutions to open.   

Professional Organizations 

With the professional organizations, teachers had a voice.  English teachers of New York 

protested for a curriculum that would provide for all students’ development, and they argued 

against the college entrance requirements.  The same year, the NCTE  conducted their first 

meeting. NCTE rejected the reading lists of the colleges as inappropriate for all segments of 

democratic society. By 1901, the first regional association of teachers of English was founded in 

New England.  NCTE members ascribed to the ideas of Matthew Arnold’s high culture. In 1867, 

Matthew Arnold published Culture and Anarchy, which defined culture as the “cumulative 

vision of mankind winnowed by time and sanctioned by genius” (Chapter 1, para. 2).  Arnold 

argued, “such a culture could be the source of a new principle of authority to replace the eroding 

bonds of class and of religion; it was the only hope of presenting anarchy which would overly 

follow” (Chapter 1, para. 2).  Arnold described culture as the study of perfection, a scientific 

passion for pure knowledge and moral/social passion for doing good; the two, scientific passion 

and moral/social passion for good will ensure that the will of God prevails.  (Chapter 1, para 2).  

The Arnoldian philosophy became important to English teachers during the progressive period.   
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Another philosopher became important during this period, John Dewey.  Dewey’s 

definition of culture differed: “it is the capacity for constantly expanding the range and accuracy 

of one’s perception of meanings” (Cremin, 1962, p. 125).  Literature in particular became seen  

as a way to control social ideas (Applebee, 1974, p. 23).  NCTE also rejected philology, the 

study of composition and literature connected through the rhetorical style, as a method.  

Committees were formed to develop English program that did not use uniform lists (Applebee, 

1974, p. 53).  During these years, teachers of Chicago also formed the first union, American 

Federation of Teachers.   

 The NEA, which began as the National Teachers Association in 1857, stayed small until 

the group called for funding from the U.S. Congress through the National Bureau of Education.  

That year, 1907, the National Teachers Association (NTA) changed their name to the NEA of the 

United States.  Their mission was to report, research and discuss education in the United States.  

Within the association, a secondary department formed.  The department was entrusted to look at 

the secondary schools English programs. Krug (1964) discussed the position of academic 

subjects having the responsibility of proving their right to exist in the school programs – 

maximize the social efficiency by organizing programs in programs of study and organize 

students in groups” (p. xiv).  The high schools’ curriculum needed reorganization.  James F. 

Hosic, the leader of the English Teacher Association of New York, was appointed by the NEA, 

Department of Superintendency, to chair the NEA commission for reorganization of the 

secondary schools.  Two new developments could also be considered in the reorganization. 

Intelligence testing and grouping 
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In 1916, Intelligence Quotient testing began to filter into the work of educators.  When 

Lewis M. Terman published the Measurement of Intelligence in Education in 1910, historian 

Cubberley remarked, “We are now able to give each child an intelligence rating, or intelligence 

quotient” (Cubberley, 1947, p. 88).  The age of the IQ was on.  Education policy changed to 

include varying levels of education progress to match various student ability (Angus & Mirel, 

1999, p. 76).   

Vocational Education 

The Smith-Hughes National Vocational Education Act of 1917 was passed by Congress, 

and for the first time the federal government was embedded into the high school curriculum.  In 

the act, funding was provided to vocational agriculture to train people who would enter farming. 

The addition of vocational education reinforced the dual role of the high school and recognized 

the students as different from adults, “the function of high school changed from an instruction 

that prepared teens academically and vocationally for the adult world to an institution that met 

the needs of teens and separated them from the adult world” (Angus & Mirel, 1999, p. 69).  The 

act also isolated vocational education from all other curriculum.  For the first time, the federal 

government was in control of a part of the school. 

War and English 

William W. Hatfield (1942) wrote an article for English Journal that looked back on the 

role of English teachers during WWI and the role of English during wartime. In the article, he 

wrote about the recollections of the older teachers during WWI, who were under the pressure to 

use their English classes as propaganda agencies (p. 67).  Hatfield wrote that literature was 

replaced with reading that was “shallow and some were even, in the long run, pernicious” (p. 
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67). “The main objective then was to cultivate enthusiasm for the war” (Hatfield, 1942, p. 67).  

Language and literature inevitably reflect the values of the culture and the teaching of language 

and literature inevitably reflects conflicts and complexities of the culture in which the teaching 

occurs (Squire, 1977, p. xv).  The feeling of the people immediately following the first World 

War made possible an even more of  “strenuous activity of education for social control” (Krug, 

1964, p. xiv).   

Surgent Americanism Period (1918 – 1930)  

For the decade after WWI ended, the education of high school age students was 

influenced by The Cardinal Principles of Education (1918).  High school content was recognized 

as having a dual role: a place that students were taught both for continued education and for the 

jobs awaiting them outside the school.  Charles Pendleton conducted a study that collected 

English objectives and printed them in his book, The Social Objectives of English.  An overview 

of the major events during the period of Surgent Americanism period is shown in Figure 5. 

Figure 5  Significant Events in the Surgent Americanism Period 

Date Events 

1918 WWI ends, all states enforce compulsory elementary school laws 

1918 Cardinal Principles of Secondary Education published 

1922-24      Literature and Life Scott, Foresman series sets the pattern for school anthologies 

1924 Charles Pendleton – 1,581 English skills: The Social Objectives of English 

1925 Court says states cannot compel public schooling 

1926 The Place and Function of English in American Life by NCTE – English functional 

study, but ignores literature. 

1927 Nancy Coryell completes the first major study in the teaching of  literature. 

1929 I.A. Richards published Practical Criticism. 

1929 The Great Depression (Social-based rhetoric) 1929-early 1940s 

Figure 5. Focus.  With the publication of the Cardinal Principles of Secondary Education, 

secondary schools had moral codes.  The first anthologies were published, now a mainstay in the 

public school.  Controversy surrounded the secondary English and the goals of the coursework. 

At the onset of the depression, schools taught children to deal with life. 
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This time period emphasized the developmental needs of the child, focusing content on 

the needs of society and the principles of education that centered on children.  School became 

compulsory for the elementary student.  Methods of earlier education were being replaced by 

methods influenced by John Dewey.   

Cardinal Principles for Secondary Education 

The Commission on the Reorganization of Secondary Education issued the goal of the 

commission as writing objectives for secondary education.  The commission decided to segment 

subjects, and subject content was a way to achieve goals.  The commission inaugurated the 

process of forming goals before reforming schools.  Schools would have a concept of democracy 

to guide their work.  The schools would reform classes focusing on the student’s individual 

differences, goals, attitudes and abilities.  The project took two years to complete.  The result 

was the seven Cardinal Principles of Secondary Education:   

1. Health - A secondary school should encourage good health habits, give health 

instruction, and provide physical activities. Good health should be taken into account 

when schools and communities are planning activities for youth. The general public 

should be educated on the importance of good health. Teachers should be examples 

for good health and schools should furnish good equipment and safe buildings.  

2. Command Of Fundamental Processes - Fundamental Processes are writing, reading, 

oral and written expression, and math. It was decided that these basics should be 

applied to newer material instead of using the older ways of doing things.  

3. Worthy Home Membership - "calls for the development of those qualities that make 

the individual a worthy member of a family, both contributing to and deriving benefit 
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from that membership" (Raubinger, Rowe, Piper, West, 108). This principle should 

be taught through literature, music, social studies, and art. Co-ed schools should show 

good relationships between males and females. When trying to instill this principle in 

children the future as well as the present should be taken into account.  

4. Vocation - student gets to know him or herself and a variety of careers so that the 

student can choose the most suitable career. The student should then develop an 

understanding of the relationship between the vocation and the community in which 

one lives and works. Those who are successful in a vocation should be the ones to 

teach the students in either the school or workplace.  

5. Civic Education - goal is to develop an awareness and concern for one's own 

community. A student should gain knowledge of social organizations and a 

commitment to civic morality. Diversity and cooperation should be paramount. 

Democratic organization of the school and classroom as well as group problem 

solving are the methods that this principle should be taught through.  

6. Worthy Use Of Leisure – education should give the student skills to enrich his/her 

body, mind, spirit and personality in his/her leisure. The school should also provide 

appropriate recreation. This principle should be taught in all subjects but primarily in 

music, art, literature, drama, social issues, and science.  

7. Ethical Character – personal responsibility and initiative: appropriate teaching 

methods and school organization are the primary examples that should be used.  

(Scherer, 1969). 

Curriculum and the Public Investment 
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In the 1920s, educational pedagogy took into account the developmental needs of the 

child.  In keeping with the 1918 Cardinal Principles and the 1917 reorganization of the public 

schools, educators looked to the society for the application of principle in education.  Schools 

were compulsory by the end of WWI, and the objectives of education were seen as important to 

supporting patriotism. In keeping with Rousseau’s theories on learning, educators proposed that 

educational support should be focused on the child and what the child could do.  In Emilie 

(1762),  Jean Jacques Rousseau stated that “we mistakenly, devote ourselves to what a man 

ought to know without asking what a child is capable of learning” (Rousseau, Kindle Edition, 

Chapter 2, para. 2 ).  The method of educating students by supplying them with information and 

facts for memorization was quickly being replaced with attention to what the students were able 

to do and what society expected from the work of the school. Briggs (1930) reported that “Old 

methods of instruction are being rapidly replaced by modern and more useful ones, the influence 

of Daltonism and of John Dewey being marked” (p. 75).   

The curriculum was meant to ensure that graduates would be able to provide for 

themselves within society.  If they could, then the surrounding community would see benefits 

from funding of the schools.  As Briggs (1930) explained, “The new curriculum based on 

recognition of the need to pay dividends in social good on the great public investment, will not 

neglect what is traditionally academic, but it will be far more comprehensive than any 

curriculum of ours has ever been in the past…The new curriculum will  seek social integration, 

the unifying for happy and effective levying of all members of he various groups by knowledge, 

ideals, and practices” (p. 99).  Dewey’s book The Child and the Curriculum, established the 

child as the starting point, the center, the end of educational goals. (1902, Dewey, p. 14). 

Dewey’s theory was not the first to focus on the child.  The Committee of Fifteen (1895) used 
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the same language in their reports to the NEA: “modern education emphasizes the opinion that 

the child not the subject of study but is the guide to teacher’s efforts (NEA Proceedings, 1895, p. 

242).   

In 1915, Franklin Bobbitt studied schools in Cleveland, Ohio.  He reported his 

observations in reading and in literature, as well as his recommendations to solve the problems.  

Bobbitt’s philosophy, that education and community should be linked in content, was evident in 

many of the comments in his report:  “Illumination of the things of serious importance in the 

everyday world of human affairs should have a large place in the reading work of school” (1915, 

p. 6). He also provided a look at what would become his work in curriculum-making. “Only as 

knowledge is put to work is it really learned or assimilated” (Bobbitt, 1915, p. 11).  His 

philosophy on the role the community played in school curriculum was that community  should 

provide goals for students and provide the reading materials for the school to use in their 

teaching (Bobbitt, 1915, p. 8). In the Cleveland schools, Bobbitt observed that reading was 

taught with too much attention to oral precision.  He wrote that attention was on “how one does 

it,” when it should be “what one reads in the courses” (Bobbitt, 1915, p. 5).  His thoughts on 

reading were that “B[b]ooks to be read are the tools of teaching reading”  and that those books 

should be books of “D[d]esirable, valuable reading includes, history, travel, current news, 

biography, advances in the world of industry and applied science, discussion of social relations 

and political adjustments” (Bobbitt, 1915, p. 5).  Using these books, teachers could utilize the 

materials for drill and mechanics of reading at the same time that the students were reading 

valuable content.  Inasmuch as he recognized the value of literary books, his asserted that this 

type of reading material should not be a large part of the reading students were assigned.  He 

cited statistics about the time students spend in reading: “8
th

 graders spend 17% of the time in 8
th
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grade reading as opposed to 10% of the time in 8
th

 grade in 50 other cities, and this increase of 

time does not equate into increased scores” (Bobbitt, 1915, p. 5).  The statistics showed that the 

additional time using the methods Cleveland schools used were wasted.  Bobbitt recorded a 

reading lesson and suggested changes.  These are shown in Figure 6. 
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Figure 6   Franklin Bobbitt’s Plan for Reading and Writing in Cleveland Schools 

Cleveland Reading Lesson in elementary and 

in high school 

Proposed change in teaching in high school 

1.  list unusual words on the board 

2.  discuss meaning; unfortunately the words 

are out of context therefore have little meaning 

3. mark words diacritically 

4.  pupils write words in a sentence 

5.  one pupil at a time reads orally – one 

paragraph 

6.  close the book, pupil tells what the 

paragraph is about 

7.  analysis of the read into various elements 

and discuss [students are not entering the read 

this is analysis not reading]. 

1. Make spelling a required portion of training, 

closely knit with composition and business 

letter writing teachers should refuse to accept 

work with misspelling to force students into 

watchfulness.   

2. Grammar taught in performance to habituate 

use only as the pupil is brought to do it 

himself, without prompting on the part of the 

teacher is education accomplished.   

3. Composition should be in relation to content 

and community.  4/5 works should be in 

connection with oral and written work in other 

subjects. 

Figure 6:  Bobbitt made recommendations for English language arts when he left Cleveland, 

Ohio.  His figures show what was being done in the schools along his with his recommendations 

for changes.  

 

Bobbitt made recommendations for changing the way reading was taught in the schools 

of Cleveland, Ohio.  He addressed both the elementary and high school reading and the 

composition in high school. The table is taken from What Schools Might Teach (Bobbitt, 1915, 

p. 11.)  In these requirements, students are accountable for spelling, as it was integrated into 

composition and letter writing. Bobbitt suggested that the papers should not be accepted without 

correctness and that the refusal to accept incorrect work would force the student into 

watchfulness:  “Expression work needs to be developed chiefly in classes in science, history, 

industrial studies, and commercial and industrial geography, physics, etc.” (Bobbitt, 1915, p. 12).  

Bobbitt’s definition of expression work included oral and written expression.  Students should 

give reports on their supplemental reading and on their observations.  He wrote that four-fifths of 
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all expression work should be accomplished in connection with oral and written work of other 

subjects.  Grammar, he stated, should be incidental to expression.  His recommendation in his 

report to the Cleveland Schools clarified his own thinking and led to a wider social vision that he 

implemented later in Los Angeles.   

The idea that curriculum should be related to the life outside of school was the focus of 

Franklin Bobbitt’s research in Los Angeles in 1922.  The research and work of Franklin Bobbitt 

centered on the standardization of the curriculum; however, he focused on the lives of the 

American people in close proximity to the schools.  It was the idea of a common life that led 

Franklin Bobbitt’s years of work in curriculum making.  His curriculum study moved learning 

into a product, in that the product of schools was the students.  Bobbitt believed that the schools’ 

responsibility lay in teaching students to contribute to and live proficiently in their community.  

In order to do that, curriculum should be centered on the community.  His belief led to his 

collection of performances that the people in the community needed to be able to do.  For 

example, after this list was constructed, the schools’ content area curriculum makers would 

decide which content area could teach the specific performances.  Each content area would wrap 

their content into the performance result.   

In 1922, Bobbitt published the curriculum work he developed in Los Angeles.   

His curriculum was based on the abilities adults must have attained to proficiency in 

order to operate in their community.  From these abilities, educators wrote curriculum 

using the appropriate materials and experiences.  Bobbitt wrote: 

The central theory [of curriculum] is simple.  Human life, however varied, 

consists of the performance of specific activities.  Education that prepares for life 

is one that prepares definitely and adequately for these specific activities.  
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However numerous and diverse they may be for any social class they can be 

discovered.  This requires only that one go out into the world of affairs and 

discover the particulars of which their affairs consist.  These will show the 

abilities, attitudes, habits, appreciations and forms of knowledge that men need.  

These will be the objectives of the curriculum.  They will be numerous, definite 

and particularized.  The curriculum will then be that series of experiences which 

children and youth must have by way of obtaining those objectives (Bobbitt, 

1922, p. 2).  

In his papers from the Los Angeles project, he showed how to begin writing the type of 

curriculum that centered on the activities the high school graduate would have to perform once 

out of school.  To find these activities, Bobbitt interviewed and studied people in their daily 

lives.  Franklin Bobbitt’s (1922) list of educational objectives from this curriculum work in Los 

Angeles covered all aspects of people’s lives.  His objectives included, for example:   

Ability to operate a typewriter with speed and accuracy demanded by one’s needs (p. 9). 

Simple work in cement construction (p. 12). 

The care and milking of a cow (p. 16). 

Marketing of garden or farm produce (p. 22). 

Bobbitt’s educational objectives were categorized in ten areas:  Social Communication, 

Physical Efficiency, Unspecialized Practical Labors, Occupational Objectives, Efficient 

Citizenship, General Social Contracts and Relationships, Leisure Occupations, General Mental 

Efficiency, and Religious Attitudes and Activities, and Parental Responsibilities.  Bobbitt’s 
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ability listing included 550 factors that work simultaneously as an ability and an intangible.  In 

Bobbitt’s list of the Matters Involved in any Specific Ability, he described the intangible parts of 

human effort and emotion.  [Note: the Bobbitt factors discussed in this section will be presented 

in Bobbitt’s original number/letter designation.]  Examples of intangible features include: 

1a.  Interest in things involved: materials, forces, processes, experiences, results, etc. 

13a. Ability to do one’s thinking in terms of the realities involved – with language, 

merely to assist, not to control, thought. 

16a.  A sense of proportion relative to the things involved. 

20a.  Knowledge of harmful effects of mistakes. 

In the process, the objectives became the goal and the intangibles became the lens 

through which the curriculum writer selected materials and experiences for the student to reach 

the goal of objective.  After the objectives are gleaned from the society in which the school 

operated, the teachers reviewed them.  After there was agreement on the objectives, the various 

high school departments chose the abilities that matched with their content.  The objective of 

Bobbitt’s plan was directly connected to society: “in relation to the needs of the men and women 

in general of the city of Los Angeles” (Bobbitt, 1922, p. 38).  The curriculum plans “permit no 

opportunity for special departmental predilections which have no relation to actual human needs 

(Bobbitt, 1922, p. 37).”  The school departments were to plan their content course twice, “once 

as general training; once as vocational training” (Bobbitt, 1922, p. 39).   

Many of the objectives in the category of Efficient Citizenship were exemplified in 

literature, social studies, history, government, and economics.  The ability to read was listed in 



74 

Leisure Occupations, as are many of the objectives [standards] that are currently found in 

listening, speaking, and media.  Conversely, modern objectives [standards] did not have leisure 

or the words used in Bobbitt’s curriculum such as: for pleasure, for enjoyment, for mind and 

body, etc.  Reading included his was the vocabulary of the emotional senses and part of the voice 

of the teachers. Bobbitt’s emotional abilities listed: 

803.  Ability through reading to enter into the serious thought-life of the world.   

As the teachers reviewed the list Bobbitt collected, they decided which they would accept 

as part of the school curriculum and which they would reject.  The teachers of Los Angeles 

rejected such objectives as: 

832.  Ability to paddle a canoe or row a boat 

835.  Hunting, trapping, etc. 

839.  Skating 

Bobbitt’s section, General Mental Efficiency, represented the prerequisites of mental 

development central to achieving the abilities in his list.  Without mental efficiency, “the 

specifics of proper form and character do not exist” (Bobbitt, 1922, p. 28).  Under the section’s 

main heading number 901, he listed 19 items (which were listed as a, b, c, etc.) and the items that 

pertained to the content of English, examples below are p and s. 

901.  A proportioned intellectual apprehension, such as one’s natural capacities 

will permit, of the fundamental realities, which make up the world of a man’s life. 

Awakened interest in, and tendencies to attention to these realitites.  Normal 

appreciations and emotional reactions (p. 29). 
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p) The world of language and literature.  A mind enriched through the reading of 

the great literature of the world (p. 29). 

s) the world of myth, legend, folklore, and fairytale – realities of sort since they 

are worlds created in man’s imagination (p. 29). 

Also listed were such items as: (a) the nature of man, and (c) manners and 

customs. 

The preface of Bobbitt’s section Religious Attitudes and Activities questioned the public 

schools’ role in religion, “whether or not the public schools should take care of any portion of 

religious training, the attitudes and activities constitute an essential portion of a man’s life 

(Bobbitt, 1922, p. 30).”  Some part of society needed to take responsibility for these important 

educational objectives. When asked, the teachers reacted by rejecting the section with some 

notes, which were reported in the brackets on the objective:  

1006.  A sense of the dignity of man – of one’s self and of others – which springs 

from one’s vision of numberless forces and influences, which converge upon each 

individual and which radiate outward from him.  [vision provided by history, literature, 

biology, etc.]  

Other philosophical statements were in Bobbitt’s section Matters Involved in Specific 

Ability:   

39a.  Disposition to obey automatically the dictates of science both in planning 

and in execution.  Invariable habit of turning to the related science for guidance.  

Absolute and unquestioning confidence in the guidance of proven science. 
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48a. Use methods, which involve maximum economy of time and labor.   

The economy and science of Bobbitt’s objectives and the 550 factors of the necessary 

abilities of students in Los Angeles centered the education process on their surrounding 

environment and were stated as if taking into account the pupils’ experiences and activities.   

Individually or collectively, the objectives focused instruction on specific goals laid out 

from the observations of the society surrounding the schools.  In a strong sense, Bobbitt’s work 

individualized schools.  Because of the “controversy as to what constitutes the ‘essentials’ of 

education; as to the steps to be taken in the teaching of these essentials,” Bobbitt advised that the 

plan should “avoid personal educational philosophies and to read all the essentials of education 

within the needs and processes of the community (Bobbitt, 1922, p.2).”  His claim was that 

systematic teaching became necessary because of the complexities of our society.  If society 

were not so complex, students could learn what they needed to learn outside of the school, taught 

by the experiences of the society.  His example of one such complex task was the learning of 

language.  Bobbitt stated that his plans could be seen as utilitarian; however, he saw the sense of 

how his plan worked as a broader view than the utilitarian view: 

“It looks to human activities of every type; the duties of one’s calling; one’s family 

duties; one’s recreations; one’s reading and mediation; and the rest of the things done by man or 

woman (Bobbitt, 1922, p. 4).” 

Bobbitt continued his work in curriculum development in San Antonio, Denver, and other 

cities in the United States.  Bobbitt’s objectives also gave modern readers a snapshot of the 

philosophy of the 1920s.  In the 1920s, people earned rights based on the quality of their service 
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to the whole.  In the following example, Bobbitt italicized two words, individual rights and 

earned to mark their importance in the 624
th

 educational objective: 

624.  Ability to read and measure one’s individual rights in the quality of one’s 

service to the general group.  Ability to read one’s rights as things earned.   

Bobbitt’s work in Los Angeles was duplicated across the United States, and because his 

book was translated into other languages, Bobbitt’s ideas in curriculum had a global influence.  

His objectives were gleaned from the surrounding community and gave the schools the message 

that  “[T]the ability to read, to figure, to apply acquired knowledge, and to learn new processes 

more economically has contributed to make men better able to make a living” (Briggs, 1930, p. 

44).    

Accountability 

Thomas Henry Briggs was a prolific writer in the area of education.  His publications 

included Secondary Education, First Book of Composition, Curriculum Problems and seventy-

one others.  T.H. Briggs (1930), lectured on “The Great Investment: Secondary Education in a 

Democracy;” his subsequent publication in The Inglis Lecture showed agreement with Bobbitt’s 

methods of curriculum development.  The importance of the objective was what the objective 

achieved, not how the students performed in activities meeting the objective, “…the importance 

of education that is directed toward clearly formulated objectives and that actually produces what 

it sets out to obtain” (Briggs, 1930, p. 18).  Briggs, an early proponent of standards, used the 

word objective, which preceded today’s standard.  Briggs (1930) wrote, it was the return on the 

investment of the moneys used for education that the State must see, “…the State (societal 

organization that have assumed responsibility for education) must, to protect its investment and 
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to insure dividends on it, be concerned that curriculum be formulated and administrated with this 

end in view” (p. 18).  Hence, there was an accountability; schools existed to support the making 

of citizens, not as a tool to change things.  It was the public that made the changes and the 

schools that became a part of the change through instruction.  “T[t]he elementary and secondary 

schools are not the instruments to revolutionize the State.  As soon as any improvement of any 

kind is accepted by the public, then it becomes a part of the State program and is therefore 

properly a matter of instruction” (Briggs, 1930, p. 29).   

The view was not a negative view to Meiklejohn, who twelve years later wrote that 

schools functioned in society as an active part of that society. 

An institution which teaches a society is not negative.  An agency, which provides 

for the advancement of learning, which makes out of learning, an education for all 

people – that institution is not simply preventing something from being done.  It is 

doing something.   It is creating society.  It is fashioning human beings.  It is 

directing the course of a civilization.  It is – as the church was – a constructive 

enterprise (Meiklejohn, 1942, p. 10).   

However, Mikelejohn’s position gave the schools a part in the creation of society; 

their role was not simply the support of society’s changes.  By 1929, the country’s focus 

was economic.  Americans were looking to the schools for support of children who were 

attending school. High schools became a central place for people to bathe and meet.  The 

social function of the school was evident.  By the end of the period, the country 

succumbed to the economic disaster of the Great Depression. The Great Depression 

devastated the country and the schools. 
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The Search for the Child Period (1931 – 1941)  

The next decade was embedded by with social need.  The Great Depression devastated 

the country.  The high school became a hub for society’s basic needs.  Gyms were opened for 

public bathing and for public meetings.  Students remaining in school received meals through a 

government program.  This decade also experienced a change in the curriculum that showed the 

newest theory in learning.  Thorndike (1932) published his research that linked learning 

behaviors of animals to humans and the progressives conducted a study of the efficacy of their 

methods.  The adaptation of learning behaviors to humans changed the wording of standards for 

the curriculum documents that would follow in time periods of the future.  An overview of the 

major events in the Search for the Child period are shown in Figure 7. 

Figure 7  Significant Events in the Search for the Child Period 

Date Events 

  

1930 Eight-Year Study of the Progressive Education Association begins 

1932 Thorndike wrote tests for each content area as the fundamentals of learning 

1933 Dora V. Smith evaluated schools leading to integrated ELA curriculum in 1954. 

1935   NCTE Curriculum Commission report, An Experience Curriculum in English 

1936 The U.S. Department of Agriculture began providing schools lunches.   

1938 Rosenblatt  Literature as Exploration: Brooks & Warren Understanding Poetry 

1939 WWII began 

1940 John Russell/Charles Judd: counted 3,022 surveys between 1910 & 1935 – 

conclusion: importance in using scientific techniques to inform policy 

1940 Mortimer Adler attacked the progressives in How to Read a Book 

1941 WWII – American soldiers enter the war 

1942 The Eight Year Study ends 

Figure 7.  Focus. The period was a time of controversy between the progressive educators and the 

scientifically based educators.  Both types of education were practiced in schools; however, the 

BEST was not determined.  As the ultimate test, the Eight Year Study was instituted.  After four 

years high school in each of the disciplines, how did the students perform in college for the four 

years they were enrolled.  The results were shadowed by the beginning of WWII. 
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         During the time between WWI and WWII, progressive educators were battling the 

educators intent on uniformity.  The college and the high school connection was examined 

through the Eight Year Study.  State governments became more involved in the education system 

in their states.  In 1931, the College Board Commission on English recommended abolishing 

college entrance examinations based on a list of texts; the recommendation was accepted and led 

to the dissolution of the National Conference on Uniform Entrance Requirements in English. 

Learning theory was advancing through the work of Edward Thorndike. New English curriculum 

was developed with William Hatfield in the leadership role, adding strands to the English 

curriculum standards.  The teachers of the 1930s and 1940s used an experience-based 

curriculum, and they were required to “provide developmental experiences in reading, writing, 

speaking and listening” (Squire, 1977, p. xiii).  However by the advent of World War II, English 

teachers questioned their role in the classroom. 

Learning theory with Thorndike 

Edward L. Thorndike, a psychologist, in his studies of learning fundamentals was once 

the leader in the field of how we learn.  The results of his experiments with laboratory animals 

composed the core of his theories.  He applied his learning theories from animals to humans.  His 

theory, published in 1932 in The Fundamentals of Learning, asserted several points that were 

applied to education:   

 learning is incremental, occurs automatically,  

 learning is the same in all animals,  

 association is a strong learning tool,  
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 reoccurring is more likely with the most recent,  

 using the information helps you remember the information, if you do not use the 

information you lose the information,  

 problem-solving is through trial and error,  

 responding from a related or similar context may be used in a new context.   

 transferring information used in one situation to another situation is association 

learning. 

 learning and behavior were influenced by the readiness or un-readiness of response 

and strength.   

 learning identification or placement of a situation was connected to another 

identification to be learned.   

 responding is dependent on ease, availability, and importance to the work people will 

do.  (Plunker, 2003) 

Thorndike’s list of learning behaviors became linked to educational standards.  

Thorndike’s learning behaviors were timely.  The 1935 NCTE publication An Experience 

Curriculum in English showed that the development of the curriculum was guided by the 

following question,  “What is wrong with our standards of education and what ought to be the 

ideal of education in a world growing more complex through increasing knowledge?” (p. 7).  

The statements of the English objectives were changed.   

Eight Year Study 
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The Progressive Education Association completed its much-discussed Eight Year Study. 

In the study showed that progressive methods and curricula gave students a slight edge for 

success in college; it also helped liberalize, somewhat, requirements for college entrance. In the 

study, 29 secondary schools with progressive curriculum were matched with colleges who 

agreed to accept their students without the usual entrance requirement; 1475 students from both 

progressive and conventional high schools were invited in the study.  Both the conventionally 

educated and progressively educated students were observed for their success in college.  Once 

the students graduated, the report, released in 1942, showed the progressive curriculum was more 

beneficial.  However, the bombing of Pearl Harbor and the beginning of WWII eclipsed the 

release of the data.  American attention turned to war. 

English teachers and war 

William Hatfield’s editorial in English Journal, “Teaching English in Wartime” (1942), 

discussed how English teaching could help maintain and strengthen the public morale (p. 67):  

“We must help our pupils find and perform the social services which they are fairly busting with 

eagerness to perform” (p. 67).  The English Journal was a publication of the National Council for 

Teacher of English; its articles addressed the role of English in the curriculum. The NCTE also 

published pamphlets emphasizing the Basic Aims of English.  In a short time period, the question 

of the role of the English teacher in the emergency was addressed from all sides (Sheridan, 

1942).  The question of what to do in English was not an intellectual question, not an academic 

question, but an emotional one (Sheridan, 1942, p. 726).  English teachers were in a quandary.  

Publications such as English in Wartime and Thinking Together, and Promoting Democracy 

through Class Discussion were the order of the day at NCTE (Sheridan, 1942, p. 726).  Because 

information regarding the progress of the war was reported primarily by newspaper and the 
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radio, William Hatfield found that new learning strands should be added to the curriculum.  

Under his direction, English content expanded to include listening skills and the media of the 

time, radio and newspapers.   

WWII and Its Aftermath Period (1942 – 1952) 

In the years following WWII, the country recovered from the effects of war.  The review 

of curriculum was inevitable due to the innovations in technology and a new law regarding 

minimum foundation skills.  An overview of the major events in the WWII and Aftermath period 

are shown in Figure 8. 

Figure 8  Significant Events in the WWII and Aftermath Period  

Dates     Events 

  

1944 President Roosevelt signed the Servicemen’s Readjustment Act 

1945 College enrollment surged 

1945 WWII ends 

1945 NCTE conducted and published a survey of “English for Ex-Service Personnel”      

addressing the needs of soldiers adjusting to peacetime and to their work in college 

English their work in college English classes. 

1946 U.S.  joined with United National Educational, Cultural, and Scientific Organization  

1949 Gilmer-Aiken Law, wide-sweeping reform bill, the Minimum Foundation Program 

1949 Arthur Whitehead published Aims of Education 

1950 Innovation (machines, individualized instruction, education parks, alternative 

schools, etc.) 

1950   Korean War begins 

1952 The University of Illinois curricular revisions in science, social studies, and 

language arts   

Figure 8. Focus. This period focused on the returning servicemen.  Roosevelt signed into law a 

support for the servicemen to attend college.  In an effort to create a more global emphasis in 

education, the U.S. joined the UNECSO.  This short period was also a period that called for 

reform in the curriculum in the high schools, because of the ability to test students programs 

could be built around the areas of need for each individual student. 

  

        In the wake of WWII, Americans reveled in the return of the servicemen and women.  

Roosevelt signed the Serviceman’s Readjustment Act to provide funding for American veterans 
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to attend college.  The NCTE Commission on English curriculum organized and began work on 

a new set of standards based on experiences focused on learning goals.   

Teachers and Curriculum 

Whitehead (1949) published Aims of Education, emphasizing that schools should not 

have a curriculum that teachers have not modified based on the pupils in their schools.  The new 

English curriculum was published by NCTE.  The books detailed the growth and development of 

the various age groups and suggested appropriate experiences that coincided with their 

development. The publications were suggestions for teachers.  The teachers were expected to be 

creators of curriculum, which aligned with the philosophy of the time.  In Whitehead’s (1949) 

Aims of Education, he explained that “no educational system is possible unless every question 

directly asked of a pupil at any examination is either framed or modified by the actual teacher of 

that pupil in that subject”  (Whitehead, 1949, p. 3).   Technology was also developing and being 

implemented.  By 1952, new curricula were being developed in all curricular areas.  The aim of 

the new curriculum was to de-emphasize facts and emphasize concepts.  

Body Building Period (1953-1960) 

The six years between 1953 and 1959 was a time of drive-ins, malts, and at-home 

mothers.  Teenagers were a large part of the population.  New schools opened to accommodate 

their numbers.  The NCTE published the English curriculum and new students walked through 

the doors of schools where the federal government had ended segregation of races.  Then, in 

1957, the Russians launched Sputnik, and everything in the education system came into question.  

An overview of the major events in the Body Building Period are shown in Figure 9. 
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Figure 9   Significant Events in the Body Building Period 

Dates Events 

  

1953 Korean War ended 

1954 The US Supreme Court ruled segregation was unconstitutional 

1954 NCTE: English curriculum integrated into ELA 

1955 Why Johnny Can’t Read and What you can do About It published by Rudolph Flesch  

1956 ELA in Secondary by D.V. Smith- NCTE report (integrated curriculum developed) 

1957 Racial integration of schools met resistance; Sputnik launched; educators focus GT 

1958 National Defense Education Act; omitted funds for English; NCTE Basic Issues 

Conferences produces an argument that eventually leads to the funding of English 

1959 College Board Commission on English formed an academic curriculum in English. 

1959 The American High School Today: A First Report to Interested Citizens by James  

 Conant was published 

Figure 9.  Focus.  NCTE produced a curriculum for English that included information about the 

development of children and adolescents.  With the launch of Sputnik, American educators 

developed the gifted and talented programs in schools and launched a program to create a new 

way to teach math and science.  English fought for a position in the funding. 

    

From 1953 through 1960, changes were coming quickly.  The Korean War ended in 1953 

and a year later the schools were ordered to desegregate.  Senator Joseph McCarthy began his 

investigations of presumed communists.  The “Body Building Age” was surrounded with 

controversy.  In 1955, Why Johnny Can’t Read was published and the book set the education 

community on edge.  The problems were exacerbated in 1957 when Russia launched Sputnik.  

The Americans education system was questioned: What were schools doing wrong?   

Intelligence Testing 

The education community had the ability to intelligence test, so the schools could test, 

group, and differentiate curriculum based on student scores.  The ability to differentiate students 

according to their intelligence was a concept that could have seemed like a panacea for the ills 
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the American education system was facing.  Now with testing, the questions of what to do with a 

student’s learning were answerable. 

 Recommendations were made based on ability testing, ability grouping and 

differentiated curriculum.  Arguments were framed in the context of national security and 

competition with the Soviets.  This tracking was reinforced by the new generation of 

intelligence tests that assigned students to different programs based on their abilities 

(Smith, 1956, p. 3). 

Freedoms of Teachers 

The fifties were about the freedoms of students and freedom for teachers.  In 1953, 

NCTE published the pamphlet, Censorship & Controversy.  The social issues included 

McCarthyism and teachers fighting for the rights of Americans to be communists (Christenbury, 

1953,  p. 31).   The NCTE reacted to McCarthism with a statement, “NCTE believes that 

freedom to teach students includes the freedom to examine and dissent from, within the lists of 

loyalty and integrity not only those beliefs which are safe and popular” (Christenbury, NCTE 

min, 77,8, p. 31).  Now a Professor of English at the Virginia Commonwealth University, Leila 

Christenbury served as the President of NCTE during this time. 

NCTE also recognized adolescents and the world they faced in the publication The World 

the Adolescent Faces: The Promise of Today’s World, saying  “Americans have a clearer 

understanding of what the democratic aspiration means, not only in terms of political 

organization but in terms of recognizing and respecting the worth and dignity of the individual 

personality” (Hook, 1979, p. x, Introduction).   It was strong conviction of the NCTE that 

schools and colleges of the nation must be guarded not only against Communism but also against 
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persons who use the fear of Communists as a pretext for their attacks on American education 

system (Christenbury, 2011,  p. 32). 

Professional Organizations 

During this time period, the NCTE split into two organizations, the NCTE and a new 

organization, the International Reading Association (IRA), which focused on reading.  The 

NCTE and the IRA members were parts of the same discourse communities, especially in the 

beginning.  However, the IRA focused on reading and an agenda of improving the quality of 

reading instruction and research.  The International Reading Association (IRA) opened their 

forum in 1956 and their website explains their stand and mission:  

Since 1956, the IRA has been a nonprofit, global network of individuals and 

institutions committed to worldwide literacy. More than 70,000 members strong, 

the Association supports literacy professionals through a wide range of resources, 

advocacy efforts, volunteerism, and professional development activities. The 

members promote high levels of literacy for all by:  

 Improving the quality of reading instruction 

 Disseminating research and information about reading 

 Encouraging the lifetime reading habit (IRA, 1956). 

English language arts and reading had their individual forums.   

Bloom’s Taxonomy 
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In 1956, Benjamin Bloom published Taxonomy of Educational Objectives: The 

Classification of Educational Goals.  In Bloom’s cognitive language, the standards became 

levels of performances.  The behavior objectives were followed by assessments that matched.  

Bloom’s cognitive levels changed the language of the standards and further clarified what the 

students would be expected to do with the content.  Benjamin Bloom’s cognitive levels were 

linked with activities.  In the Bloom’s Rose, teachers could plan lesson activities with correct use 

of the taxonomy of thinking levels.  The taxonomy of thinking levels is paired with the language 

that can be used when writing standards. William Pinar (2004) writes that Bloom’s classification 

for behavioral objectives focused on the area of objectives and, coupled with Tyler’s work in 

behavioral objectives, created a situation that required teachers to write objectives within the 

guidelines Bloom established (p. 155).  Other domains, including the affective domain 

established by the work of Krathwohl (1964) followed:  “The work of both Tyler and Bloom was 

technical and scientific; it adapted well to changing curriculum rhetoric” (p. 155).  A committee 

of colleges led by Bloom worked to identify learning domains.  The list of the participants varied 

over the conferences, which were held from 1949 through 1953 (Bloom, 1956). Figure 10 is 

Bloom’s heuristic: 
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Figure 10  Bloom’s Taxonomy Rose 

 

Figure 10:  Bloom’s Taxonomy Rose – Bloom’s taxonomy is a classification of learning 

objectives with words to use when writing learning objectives within the rosette 

(http://www.nwlink.com/~donclark/hrd/bloom.html.).  

Bloom wrote that the taxonomy of behavioral objectives should “facilitate the exchange 

of information about their [teachers] curriculum developments and evaluation devices” (p. 1).  

The idea was formed during a meeting of college examination writers during the 1948 of 

American Psychological Association convention in Boston, Massachusetts (p. 4).  The purpose 

was to help teachers writing their education objectives in a more descriptive manner.  

http://www.nwlink.com/~donclark/hrd/bloom.html
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The participants of Bloom’s research project identified three types of learning: cognitive, 

affective, and psychomotor.  They developed language that focused attention on the student 

output, “changes produced in individuals as a result of educational experiences” (p. 12).  Bloom 

explains that the taxonomy is for the “intended behavior of students” (p. 12).  The taxonomy rose 

(Figure 9) shows the domains and lists vocabulary to use as a tool to writing objectives for their 

classroom.   

The cognitive domain included six levels of working with knowledge:  knowledge, 

comprehension, application, analysis, synthesis, and evaluation.  The affective domain included 

five levels of working with the affective skills: receiving, responding, valuing, organizing, and 

internalizing.  The psychomotor domain included six levels of operative skills: perception, set, 

guided response, mechanism, complex overt response, adaptation, and origination.  When the 

states began to write content standards and the matching accountability testing, it was Bloom’s 

taxonomy that detailed the level of thinking the student would be expected to perform. 

The decade ended with the Americans entering the Vietnam War and a cultural 

revolution that degraded the institutions of the nation.  One of these was the institution of 

education. 

Over the Land and the Seas Period (1960 – 1967) 

A new attitude typified the next seven years.  Almost everything about our society’s 

institutions was rejected by the teenagers.  The teen population was immense.  As the President 

of the United States encouraged and supported the Great Society, the high schools fought to 

control drop out rates.  The Vietnam War escalated.  Federal funds became available to support 
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school efforts with students with disabilities and disadvantaged students.  An overview of the 

major events in the Over the Land and the Seas period are shown in Figure 11. 

Figure 11   Significant Events in the Over the Land and the Seas Period 

Date Events 

  

1960 Vietnam War – Americans entered the war 

1963 National Study of high school English programs began 

1963 Prayer recitations in the public schools declared unconstitutional. 

1964 American involvement in the Vietnam War increased 

1964 The Civil Rights Act enacted 

1965 Congress enacted the Elementary and Secondary Education Act (ESEA) 

1965 President Johnson: The Great Society plan began 

1965 The Commission on English formed 

1966 ESEA Amendments that provided federal money for kids with disabilities 

1967 Bilingual Education Act helped disadvantaged groups 

Figure 11. Focus. With the youths of the 60s came the questioning of all institutions.  The 

McCarthy Era of communist hunting gave Americans a forum for disputing the censorship of the 

reading in schools.  Suddenly prayer in school was unconstitutional.  The Civil Rights Acts 

opened schools guarding against segregation.  President Johnson committed federal funds to 

produce the Great Society.  Through federal programs, the government gave funding to support 

programs for students including disadvantaged groups of students and the students with 

disabilities.  Schools were flooded with new federal programs. 

           

The decade of the 1960s was tumultuous.  The federal government became heavily 

involved in local schools through funding requirements and special program regulations.  The 

NCTE formed the Right to Read committee to fight censorship.  In 1962, the publication 

Student’s Right to Read was published.  The general philosophy was, “the real victims are 

students, [who] are denied the freedom to explore ideas and pursue the truth whenever and 

however they want” (NCTE, 1962, p. 7). The 1973 National Commission on the Reform of 

Secondary Education reported that in 1966, 85% of the teacher still agreed with the Cardinal 

Principle of 1918.   In 1964, Americans were watching an increase in their involvement in 

Vietnam.  A year later, the federal government dedicated one billion dollars to the education 

system to support specific populations in the schools.  That same year, the Civil Rights Act 
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authorized financial support to institutions providing training to address problems surrounding 

the desegregation of schools.   

Federal Involvement through Funding 

In 1965, Congress passed the Elementary and Secondary Education Act (ESEA).  ESEA 

provided one billion dollars in federal funding under Title I, initiated Special Education 

programs, and implemented Head Start for preschoolers.  In 1966, an amendment to ESEA 

provided federal money for students with disabilities.  In 1967, another federal act supported the 

education of bilingual students.  This was not the only development that had an enormous impact 

on education.  An important impact came when, Edward L. Thorndike, a psychologist, connected 

the learning of animals to the learning of humans. 

Thorndike and Learning Theory 

Edward L. Thorndike’s work in animal behaviors in the learning of a task led to his 

theory that maintained that learning involved the connection of a specific response to a specific 

stimulus through a physiological bond in the brain, which he called the Law of Effect (Cremin, 

1962, p. 113).  In connecting this theory to pedagogy, Thorndike proclaimed that men could be 

changed and the changes were measurable (Cremin, 1962, p. 113).  His work in education dealt 

with designing and choosing teaching materials, organizing instruction, adjusting instruction to 

individual differences in the classroom, and judging student progress (Cremin, 1962, p. 114).  

Thorndike believed that everything that existed in quantity could be measured (Cremin, 1962, p. 

114). Hence, another piece of the accountability system came into play.   

The English language arts and reading content were defined, Bloom’s cognitive levels 

differentiated the levels of thinking, and Thorndike offered the idea that change was measurable.   
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Human Equation Period (1968 – 1978)  

The 60s brought the nation’s attention to the needs of the world surrounding teens.  

Federal funding enabled academic care and support to students who needed it.  The equal rights 

of all, including the disabled, gender, race, and school funding were debated.  At the end of the 

decade, equality meant getting back to the basics.  An overview of the major events in the 

Human Equation period are shown in Figure 12. 

Figure 12  Significant Events in the Human Equation Period  

Date Events 

  

1968 ESEA 1968 Amendment  gave federal support of handicapped students 

1970 U.S. Supreme Court child’s education was not dependent on wealth of a local 

school district.  

1972 Congress created the National Institute of Education 

1972 Amendment prohibited gender discrimination 

1974 The outlay American education passed the unprecedented sum of $100 billion a 

year. 

1974 The Student’s Right to their Own Language: adopted 1972 

1975 Education for All Handicapped Children Act adopted 

1975 National Assessment of the Teaching of English began 

1975 Vietnam War ended for the American soldiers. 

1976 Curriculum models that reflected our society: 1976 Our Changing Culture 

(textbook HS) 

1977 Jimmy Carter elected President 

1978 The Education Amendments of 1978 – Basic Skills Program began 

1979 Essentials of Education Standards enacted 

Figure 12.  Focus.  Educators focused on individual students and equalizing the funding to 

schools.  All types of discrimination were addressed including gender.  Federal money was 

plentiful and the focus of the curriculum was on the interest of the child.  The period was 

fighting against soaring drop-out rates and teacher malaise. 

             

The Elementary and Secondary Education Act (1968) provided funding for special 

populations in America’s schools.  By 1974, the federal government put $100 billion dollars 

toward education, the largest sum in history.  America was experiencing an anti-establishment 

mystique in society, which drew greater attention to teacher militancy (McClure, 1971).  The 
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young people were the majority of the population and their voice attacked all established 

institutions.  Not only were the people of the time unsettled, but the schools’ subjects were in 

transition, especially English content.  The Seventy-five Yearbook of the NSSE, Table of Contents 

is filled with topics that illuminate the focus in education during 1975.  The individual, humane 

values, social realities and how the schools in secondary respond in their methods, content, and 

organization were the main focus. 

Back to the Basics, ESEA 

President Jimmy Carter reauthorized the ESEA with the theme of “Back to the Basics” in 

1978. The reauthorization changed the federal role in education from predominately funding 

regulations to skills oriented instruction.  Skills oriented instruction came into prominence with 

the public’s concern for student’s abilities to perform on the job market; this lead to widespread 

emphasis on basic skills.  The 1956 Council for Basic Education Schools existed to “provide 

essential skills in language and orderly thought and to transmit in a reasoned pattern the 

intellectual moral and aesthetic heritage of civilized man” (Cremin, 1961, p. 346). The concern 

also led to IQ testing in several states and reinforced skills in English language arts (Applebee, 

1974, p. 4). Squire (1977) commented,  “Accountability of the formal school system for 

children’s mastery of essential skills had become a concern.  Some refinement in school 

priorities seemed inevitable as a result of present re-examination, yet no one saw a full rejection 

of what had been learned about the ways children learn to read and write” (p. xiii).  Bruner 

(1966) stated, “[T]the objective of education is not the production of self-confident fools” (p. 

65).  It was important to utilize what was learned from the research of the past decade.   
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President Jimmy Carter presented “Back to the Basics” as a plan to move the schools 

toward equality in education.  The foundations of any subject may be taught to anybody at any 

age in some form: teaching specific topics or skills while making clear their context and 

increasingly moving study into “higher levels of complexity, abstraction, and explicitness that 

are consistent with natural maturation processes” (Brossell, 1977, p. 52).  Part of the goal was to 

equalize the performance levels of the students entering school and to continue to provide 

support.   

President Carter developed a “personal commitment to equal opportunity in education 

and the fundamental belief that the efficiency of our education system would be improved by 

applying the principals of scientific management” (Michael, 2008, p. 1).  He supported 

efficiency measures, such as the placement of students in classes that suited their needs.  Not 

everyone agreed with Carter’s plan. Harris (1961) discussed the opposing point of view,  “The 

notion of extending educational uniformity over the whole country is a simple solution to a 

complex problem and the prospect of its use in a large number of schools is less accurate than 

applying a many standard system (p. 25)… The basic fallacy of the mastery theory appears in 

attempt to apply a single standard in situations which are full of variable factors” (p. 27).  

However, President Carter believed it was “the federal government’s responsibility to equalize 

opportunities for disadvantaged groups” (Michael, 2008, p. 89).  He was a staunch support of the 

Back to Basics Movement and “using testing to increase accountability with the public school 

system” (Michaels, 2008, p. 3).  The feeling of the time was that the public school efficiency 

could be improved by these means.  “He believed that programs such as these would not only 

improve the efficiency of the schools themselves, but also eventually offer equal educational 

opportunity for all children” (Michael, 2008, p. 4).   
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The Basics and Whole Language 

Yetta Goodman (2011) explained that the 1970s was a time when “[W]whole language 

engaged in theme studies and built collaborative social learning communities involving teachers 

and students, as well as parents and community members.  As teachers discovered their voices, 

they threw away scripted commercial arts programs.  Whole language was not a methodology; it 

was a philosophy that informed their teaching” (Goodman, 2010, p. 21). However, basic skills 

was not “whole” language; in the basic skills curriculum the student mastered parts of a whole, 

with the belief that when mastery occurred in all the parts, the whole would be intact.  Not all 

were convinced that mastery of skills was good way to present content.  Harris (1961) reported, 

“The basic fallacy of the mastery theory appears in attempt to apply a single standard in 

situations which are full of variable factors” (p. 27).  With the basic skills program, the 

supposition was that all students would have equal education and that the program would create  

more efficient schools.  By 1975, the basic skills programs were in question and the research was 

available to support minimum skills for students, which Purves’s article in the NSSE (1975) 

explained as having “… emerged in 1980 when a number of representatives of professional 

education associations met to develop a statement of principles counter to the “basic skills,” 

“minimum competence” movement” (p. 11).  The minimum competence was described as 

“[T]the interdependence of skills  and content” (p. 11).  The name of minimum competences was 

changed to The Essentials of Education because of the negative connotation of the phrase 

minimum competency. 
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Effective School Studies 

The Effective School Studies were conducted during this decade.  The results identified 

the elements of successful schools.  Emphasizing outcomes in reading achievement, Hoffman 

(1991) summarized the research on effective schools from the 1970s and early 1980s (Venezky 

& Winfield, 1979; Weber, 1971; Wilder, 1977). He discussed eight recurring attributes of 

effective schools:  

 a clear school mission;  

 effective instructional leadership and practices;  

 high expectations;  

 a safe, orderly, and positive environment;  

 ongoing curriculum improvement;  

 maximum use of instructional time;  

 frequent monitoring of student progress; and  

 positive home-school relationships (Hoffman, 1991, p. 1). 

One of the objectives of the Effective School Studies was to use testing to monitor 

growth.  The nation’s schools needed a measure.  A new influence in curriculum surged into the 

education scenes and his ideas were based on assessment and data:  Ralph Tyler.   
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Ralph Tyler, The Father of Behavioral Objectives 

Tyler earned his Ph.D. at the University of Chicago in 1938. His college choice was 

directly related to his relationship to the Brownell family.  Herbert Brownell, the department 

head of the Department of Secondary Education at the University of Nebraska, offered Tyler a 

job teaching physics at the University of Nebraska and two classes of physics at University High 

School.  Because of these teaching positions, Tyler was able to complete a Masters degree 

(Chall, 1987, p. 20).  Brownell’s family and the Tyler family were next-door neighbors in Peru, 

Nebraska in 1922.  The personal connection of the two families afforded Tyler opportunities his 

pursuit of his education.  Sam Brownell, son of Herbert Brownell, became the US Commissioner 

of Education and then Superintendent of School in Detroit;).  In Chall’s oral history of Ralph 

Tyler, she reported that Brownell insisted that Tyler go to Chicago.  Brownell (as remembered 

by Tyler) told him, “Charles Judd was there, “the most outstanding scientific person in 

education” (Chall, 1987, p. 20).   Tyler’s reputation with the Brownell family as an outstanding 

scientific person, opened opportunity for Ralph Tyler to join the committee that developed the 

National Assessment of Education Progress (NAEP) (Chall, 1987).  Tyler’s impressive career 

showed him serving education in many positions:  the Director of the Evaluation Staff of the 

seminal Eight-Year Study, the chairperson of the Department of Education, the University 

Examiner, and later the dean of the Division of Social Sciences at the University of Chicago.  

Ralph Tyler was the first director of the Center for the Advanced Study in the Behavioral 

Sciences at Stanford.   

Tyler’s work reflected his career in the areas of behavioral studies and assessment.  He 

advocated that educational objectives should be based in the behavioral changes that the student 

would make in the classroom: “Since the real purpose of education is not to have the instructor 
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perform certain activities, but to bring about significant changes in the students’ pattern of 

behavior, it becomes important to recognize that any statements of objectives of the school 

should be a statement of changes to take place in the students (Tyler, 1949, p. 44).” These 

behaviors were defined by Tyler, “1) development of understanding; 2) developing objective 

attitudes; 3) competence in taking responsibility” (Tyler, 1953, p. 223).  Tyler also held that the 

behaviors could be assessed and with that assessment, the teacher had the ability to direct his or 

her teaching based on knowledge of what the student needed to reach to the teacher’s educational 

goals:  “the classroom teacher can utilize data regarding the needs of his students so as to define 

appropriate and significant goals for teaching, that is, to formulate statements of desired behavior 

patterns which students may be helped to develop” (Tyler, 1953, p. 215).  During the time of this 

statement in his publication, Tyler was serving as the first Director of the Center for Advanced 

Study in the Behavioral Sciences; this center was an independent research center established in 

1953. Tyler’s education theory became known at the Tyler Rationale. “His theory begins with 

questions about purpose, experiences to attain the purpose, organization of the experience, and 

accountability; the work connects the content of curriculum to causing a change in the student” 

(Jones, 1996, 2000, p. 47).  Tyler’s rationale translates into the following procedure: 

Step 1: Diagnosis of need (usually last year’s test results) 

Step 2: Formulation of objectives (based on the data from prior year testing) 

Step 3: Selection of content (based on standards) 

Step 4: Organization of content (usually departmentalized) 

Step 5: Selection of learning experiences (classroom and publisher programs) 
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Step 6: Organization of learning experiences (schedules) 

Step 7: Determination of what to evaluate and of the ways and means of doing        

            benchmarks (Taba, 1962). 

Tyler’s Eight Year Study recommendation was that supervisors of the study were to 

“advise educators to attach behaviors to outcomes, he was placing the evaluation in the hands of 

teachers and encouraging them to look critically at the consequences of their actions” (Kridel & 

Bullough, 1973, p. 96).  In Tyler’s 1934 Constructing Achievement Tests, he had connected 

evaluation, teaching and learning, saying  “Aptitude balanced with achievement, higher levels of 

cognition and affective mental process, and a clear organizing pattern for evaluation that placed 

teachers at the center of the test construction” was the order of the day after the Eight Year Study 

(Kridel & Cullough, 1973, p. 92).  In 1973, Tyler gave two lectures, which belied the assertion 

that he was the father of the behavior objective, The Father of Behavioral Objectives Criticizes 

Them and Ralph Tyler discusses Behavioral Objectives.  Tyler believed that the behavior 

objectives had become too specific; he wrote assessments based on the objective of the course 

rather than on its contents, in this he was battling the memorization that was so prevalent in 

existing assessments (Cordero & Garcia, 2004, p. 4).  In the 1950s and 1960s, as the nation 

moved through a period of time when the citizen “refused to support school…morale declined, 

public attacked schools, and the scores on standardized tests decreased” (Hook, 1979, p. 11).   

Contemporary Curriculum Period (1980- 1994)  

A Nation at Risk was published during this decade and American confidence in the 

results of school performances was at an all time low.  The schools became full of teacher-proof 

curriculum programs.  The National Governor’s Association (NGA) met to discuss a new course 
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for education.  An overview of the major events in the Contemporary Curriculum period are 

shown in Figure 13. 

Figure 13   Significant Events in the Contemporary Curriculum Period 

Dates Events 

  

1980   Right to Read Program:  NCTE Commission Models (Mandel):  Three Language 

Arts  

Curriculum Models 

1981 Ronald Reagan elected President 

1983 Report spurs greater state involvement 

1983 A Nation at Risk reported that public school was responsible for economic 

problems of the US 

1983 A Study of High Schools by Ernest Boyer released 

1984 John Goodland published A Place Called School 

1984 House Bill 72; reduced class sizes, Pre K program career-ladder equalization 

1986 Hillocks Report, published by the NCTE 

1986 E.D. Hirsch founded the Core Knowledge Foundation 

1987 The meeting of The English Coalition Conference: Democracy through Language 

1988 States Governors adopted the National Education Goals 

1989 National Alliance for Restructuring Education created through NCEE 

Figure 13. Focus.  The report A Nation at Risk claimed that schools were responsible for the 

problems society faced.  The report spurred education rhetoric into what roles teachers, culture, 

accountability, and content played in making of responsible citizens.  The national economic 

situation was at the core of the debate. 

 

In Aims of Education, published in 1949, Arthur Whitehead wrote that curriculum should 

not be placed for use with a staff and used without the adjustments from the teachers.  However, 

in the age of standardization, roughly forty years after Whitehead’s book, educators saw the 

opening of The National Center on Education and the Economy (NCEE), which was a non-

profit, policy analysis and development organization based in Washington, D.C. The NCEE, 

formed in 1989 by Marc Tucker, had a stated mission of assessing the international economy for 

American education and creating an agenda.  This agenda was then used to change educational 

policy.   
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Standards-based Education Reform 

In 1989, the NCEE created a new alliance, the National Alliance for Restructuring 

Education (NARE), whose aim was promoting student performance in large urban districts and 

progressive states through standards-based education reform.  The opening of NARE encouraged 

yet another new organization, the Commission on the Skills of the American Workforce.  A year 

after that commission organized, the organization produced the report entitled, America’s 

Choice: High Skills or Low Wages! In the wake of the Basic Skills programs, states honed their 

high school offerings and raised their graduation requirements.  Forty-five states and D.C. raised 

their graduation requirements for math and science, the curriculum of secondary schools had 

homogenized and defused to a point that it did not have a purpose (Angus, p. 173).  In her article 

in Reading Today, Goodman described the time as one of programmed learning, teacher-proof 

packages, accountability, time-on-task, and behavioral learning objectives (Goodman, 2010, p. 

22).   

The whole language movement stood in opposition to the skills approach in learning; it 

involved students in more reading and writing of authentic materials and was a model of a 

curriculum that was built from an active process of planning.  Grundy (1987) said that the 

curriculum was not simply a set of plans to be implemented but rather was constituted through an 

active process in which planning and evaluating are all reciprocally related and integrated into 

the process. Goodman (2010) proclaimed,   “Whole language developed as a grassroots 

movement among teachers and was also a social movement in education that vigorously rejected 

the transmission model” (p. 21).  However the people demanded change, and in September 1989, 

the U.S. Secretary of Education, the American Federation of Teachers, and President George 
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H.W. Bush set clear goals to revitalize American education, one of which was that American 

students would leave grades 4, 8, 12 with demonstrated competency.  

The National Commission on Excellence in Education plan included recommendation 

that electives should be limited and that all students would have a required core. The Five New 

Basics included four years of English, three years of  math, three years of science, three years of 

social studies, and a half a year of computer science; in addition,  college bound students needed 

two years of foreign language.  Academic courses were deemed more important; the curriculum 

represented an equality of educational opportunity and that meant all students should have equal 

access.  Professors like Ellwood Cubberley supported the use of industrial methods in 

management of schools.  Cubberley explained that the model would, “reduce waste, speed up the 

rate of production, and increase the value of output of our schools’ districts needed to design 

specialized classes” (Michaels, 2008, p. 3).  Grundy (1987) defined the curriculum.  It is not just 

a set of plans for teachers to follow, but a process that utilized planning and evaluation played a 

role in the process.   

The Age of Standards Period (1990 – 2010) 

All components were in place for the next phase in accountability and standards, 

including English language arts published standards.  States wrote curriculum standards and 

matching state testing.  By 2001, the federal government controlled the teaching of reading.  The 

ESEA re-enactment of 2010 called for a school reform plan.  The standards are published as a 

national offering of the National Governor’s Association (NGA) and the Council of Chief State 

School Officers (CCSSO).  The standards became an explanation of what students would be able 

to do once they completed a course of study.  In order to write standards for the students, 
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educators defined their content.  An overview of the major events in the Age of Standards period 

is shown in Figure 14. 

Figure 14    Significant Events in the Age of Standards Period 

Dates                         Events 

  

1994 Standards for the Assessment of Reading and Writing established by states 

1996 Professional Standards for ELA published by NCTE and IRA 

1996 Reading Wars began after the National Reading Panel report was published 

1999 Adolescent Literacy:  A Position Statement published by NCTE 

1999 NCTE catalog, 38 guidelines, and position statements at www.ncte.org 

2001 No Child Left Behind Act marked sweeping changes in schools 

2010 America’s Teachers on American’s Schools:  Bill and Melinda Gates Foundation 

published 

2010 Common Core State Standards published online 

2010 Race to the Top was published allowing for state competition for funding 

2010 President Obama’s ESEA bill,  Blueprint for Reform, was published 

Figure 14.  Focus.  Standards for curriculum and accountability for the schools in the form of 

state testing were implemented on a national scale.  In 2001, the federal government took over 

the implementation of reading instruction in school, mandating all aspects of lower level reading 

instruction.  When ESEA in 2010 was ready for reauthorization, national groups wrote standards 

for the content areas and offered funding as a completive grant to schools who implemented the 

standards that were alike across states. 

      

The National Assessment of Educational Progress showed declined reading scores and 

the media asserted that the culprit was whole language.  The U.S. Congress authorized a national 

panels under the guidance of the National Institute for Child Health and Human Development—

the National Reading Panel.  The summary of this panel report was used to write federal law, 

first the Reading Excellence Act (Clinton), then No Child Left Behind and Reading First (Bush), 

then Race to the Top (Obama).  Goodman (2010) commented that “[L]literacy educators found 

themselves almost totally marginalized.  They had thought that the U.S. Constitution prevented 

federal government from controlling education.  The ploy was that the law was not compulsory, 

states that wanted the money had to comply” (p. 23).  “In Race to the Top the funds in federal aid 

are available as a competitive grant and centers around the use of Core Curriculum State 
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Standards, evaluation of teachers and schools, and on test scores” (Goodman, 2010, p. 23).  

However, the standardization of American education is seated deeply in the history of American 

education. A Nation at Risk: The Imperative for Educational Reform, published in 1983, reported 

that the schools in the nation were in crisis: “We report to the American people that while we can 

take justifiable pride in what our schools and colleges have historically accomplished and 

contributed to the United States and the well-being of its people, the educational foundations of 

our society are presently being eroded by a rising tide of mediocrity that threatens our very future 

as a Nation and a people” (p. 5). According to the report, Americans needed an established 

common knowledge, “F[f]or our country to function, citizens must be able to reach some 

common understandings on complex issues, often on short notice and on the basis of conflicting 

or incomplete evidence” and education can help Americans attain these commonalities (p. 6).   

The recommendation of the report led the nation to focus its reform on common goals in content 

areas and a standards-based curriculum:  “We recommend that schools, colleges, and universities 

adopt more rigorous and measurable standards, and higher expectations, for academic 

performance and student conduct, and that four-year colleges and universities raise their 

requirements for admission” (p. 19).  In response to a scathing report about the nation’s 

secondary schools, professional organization came together to reform content. The course of 

English was defined and the areas of English became respected, thus the movement toward clear 

definition of the objectives of the content and large-scale assessment of those objectives came 

together; all the aspects of full implementation existed.  It was the work of Bobbitt (1915; 1922) 

and Ralph W. Tyler (1949) that dominated the theory and practice of product curriculum.  

Product curriculum denotes a set of objectives, plans to reach the objectives, and a way to 

measure success at reaching the objectives. With the foundation of testable behavioral objectives, 
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the era of standardization began and the nation had the foundation for monitoring education 

through testing.  In the decade that followed, standards-based education became embedded in the 

American education system through the curriculum, the textbook publications, the college 

teacher education programs, and through individual classroom lessons. Distinct steps occurred in 

the process.   In 1989, the Education Summit in Charlottesville South Carolina cemented the 

national government and the state governments’ education systems into one based on standards 

and testing.  The individual states were to write standards for content studies and create 

assessment that would test the standards. 

Each state developed content through a set of objectives, which were put on a cycle of 

rewriting.  Once state standards were part of the system of education, they influenced 

professional development, textbook publishing, and the accountability system.  Specific 

objectives or standards became deeply entrenched into the states’ systems of education.   

In 1989, the President and the fifty governors convened in Charlottesville, Virginia, and 

agreed to set education goals for the nation and to establish a department to follow the states’ 

progress in achieving them.  The resulting report became known as Goals 2000. The summit set 

into motion the writing of curriculum standards in each state, a process Texas had begun in 1984.  

The standards-based vision for the nation was enacted under President Clinton in the 1994 

reauthorization of the Elementary and Secondary Education Act (ESEA); this vision was then 

carried forward by the Bush Administration in 2001 with the passing of No Child Left Behind 

(NCLB).  “The financial core of Goals 2000, was a grant program supporting the development of 

standards along with the funding available for the local districts and schools to implement the 

state standards” (http://www.archives. nysed.gov). In 1993, training by the Consortium for 
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Policy Research in Education (CPRE) was available for states working with standard writing.  

Helpful suggestions for the process included:  

 survey each content area, its domains and issues, in advance of setting standards;  

 develop iterative processes for including professional and public participation;  

 construct reasonable timetables for completion of standards;  

 consider the use of multiple formats for various subject areas;  

 develop activities to bridge disciplines;  

 seek to remain flexible while developing standards that are specific enough to provide 

meaningful guidance;  

 anticipate and address controversy; and  

 support continued capacity building and plan for revision over time (CPRE, webpage). 

Standards-based school reform had become a predominant issue facing public schools 

and the involvement began to include not only the governors of the states, but business leaders. 

In 1996, the National Education Summit in Charlottesville included 44 governors and 50 

corporate Chief Executive Officers from the nation’s businesses who worked to set the priorities 

of the curriculum under the name of Achieve 2000: 

1. High academic standards and expectations for all students. 

2. Tests that are more rigorous and more challenging, to measure whether students are 

meeting those standards. 
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3. Accountability systems that provide incentives and rewards for educators, students, and 

parents to work together to help students reach these standards (Achieve 2000). 

By 1998, almost every state had implemented or was in the process of implementing 

academic standards for their students in math and reading. Once state standards were part of the 

system of education, they influenced professional development, textbook publishing, and the 

accountability system.  As states wrote, revised, and re-published standards, a national level 

project ensued through the partnership of the CCSSO and the NGA.   

In 2009, Porter, Polikoff, and Smithson used content analysis, a procedure used by the 

CCSSO and the Wisconsin Council for Educational Research (WICER) for comparing standards, 

to consider the variability in the English standards written by the individual fifty states of their 

standards in ELA, which included reading and spanned K-8 grade levels.  The results of their 

study suggested considerable variability between states.  They recommended that a small “core 

curriculum” be initiated (pp. 238-268).  Like the Eliot’s study of the diversity of high school 

courses, Porter, Polikoff, and Smithson’s content analysis provided the evidence of diversity that 

existed between the states.  And also like Eliot, this situation could be changed by unifying the 

states in a common core curriculum. 

The 2010 Common Core State Standards project was a movement from state-specific 

standards to one set of national standards.  The Common Core State Standards represented the 

cumulative efforts by the National Governors Association (NGA), Council of Chief State School 

Officers (CCSSO), and representatives in forty-eight (48) states to take the next step in standard 

writing, as Dr. Phil Daro, New Standards Project, Executive Director discussed in his video, 

“Session 4: Common Core State Standards” from a lecture series at the CPRE Retreat, Taking 
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Stock in the Reform of the Educational Landscape held at Penn State in 2011.  According to 

Daro, the goal was clear from the beginning, the standards process not a political one and the 

influence of the world’s most successful curriculums.  Daro talked about the Common Core State 

Standards being created as a design tool fighting against the American thinking that many 

standards meant watering down the curriculum, which is not true.  Daro talked about the funding 

of the project and how the money coming from a variety of foundations, the Gates Foundation 

being a large contributor.   

The publication by the organization was to be used by the states as an exemplar of the 

content standards or which could be adopted by the state.  Even though each state already had 

standards for the content of teaching each subject area, all but seven states adopted the Common 

Core State Standards in their states.  The decision to adopt gave states the ability to apply to the 

Race to the Top federal program and receive funding.   

The Core Curriculum State Standards do not tell how teachers should teach; therefore, the 

standards must be accompanied with a well-developed, content-rich curriculum consistent with 

the expectations.  The aim of the standards was to articulate the fundamentals. The standards do 

not define advanced work, intervention work, English language learners, or students with special 

needs.  Each of the areas not included in these standards are federally funded under other 

national programs. 

The ESEA reauthorization of 2010 supported the Common Core State Standards.  

Blueprint for Reform, the ESEA reauthorization of 2010, extended federal control over schools 

through funding awards.  By 2015, only states implementing standards based on the College and 

Career Readiness Standards that are common to a significant number of states could receive 
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grant formula funds.  The standards available to all states were the Common Core State 

Standards developed by the NGA and the CCSSO.  Funding was rewarded to schools, staff, and 

districts that met the goals of ESEA and were low performing schools.  The funds could be used 

in many ways: innovations, flexibility in how ESEA funds are used, competitive preference in 

grant competitions, and flexibility in interventions.  President Obama’s blueprint addressed four 

areas for improvement and support: (1) College and Career Readiness Standards 

implementation, (2) Teachers and leaders preparation, development, achievement, innovation; 

(3) Diverse Learners such as special education, Ell students, high needs children and area 

support;  (4) Complete education including improved standards in content areas and accelerated 

learning opportunities; and (5) Success, Safety, health of students through support of students in 

high poverty area, redesigned school schedules, data supported programs for safe, healthy 

environments. In addition, “adoption of the Common Core State Standards has served as a 

catalyst for curriculum reform” (Strickland, 2012, p. 25).   

Standards and the Rhetoric of Funding 

Historically, many Americans rejected idea of the national government controlling their 

schools.  People were sensitive to any language that sounded like government control.  For 

example, during the 19
th

 century, there were repeated attempts to pass laws to involve the federal 

government in schools at all levels (Frost, 1966).   All attempts failed.  If the rhetoric of the new 

laws gave an indicator of national control, the American voters gave a negative response.   

The Vocabulary 

The vocabulary of American movement toward national standardization changed from 

uniformity, to aims, then to objectives and essential elements, and finally to standards.  All the 

words are gradations of control from the lesser, uniformity, to the strongest, standards.  The 
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education reform acts show the language of control through funding. The standards-based 

National Education Goals (Goals 2000) were set by the U.S. Congress in the 1990s. Many of 

these goals were based on the principles of outcomes-based education, and not all of the goals 

were attained by the year 2000 as was intended. The movement resulted in the No Child Left 

Behind Act of 2001, which was still an active nation-wide mandate in the United States. At the 

core of education reform is the Elementary and Secondary Education Reform Act (ESEA).  This 

act was first signed into law in 1965, during the Johnson Presidency and the era of the Great 

Society.  The reform bill has a history of being signed back into law with edits each time the law 

came up for renewal, which was every five years.  The federal level of control over schools  

increased as the ESEA reauthorizations became law.  The strongest language was found in the 

reauthorization by President Bush in the 2001 No Child Left Behind.  The standards-based 

education law was federally enacted just three days after President Bush took office in 2001.  

The law, No Child Left Behind (NCLB), strengthened the Title I requirements for standards and 

accountability:  

The NCLB Act will strengthen Title I accountability by requiring States to 

implement statewide accountability systems covering all public schools and 

students. These systems must be based on challenging state standards in reading 

and mathematics, annual testing for all students in grades 3-8, and annual 

statewide progress objectives ensuring that all groups of students reach 

proficiency within 12 years. Assessment results and State progress objectives 

must be broken out by poverty, race, ethnicity, disability, and limited English 

proficiency to ensure that no group is left behind. School districts and schools that 

fail to make adequate yearly progress (AYP) toward statewide proficiency goals 
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will, over time, be subject to improvement, corrective action, and restructuring 

measures aimed at getting them back on course to meet State standards.  Schools 

that meet or exceed AYP objectives or close achievement gaps will be eligible for 

State Academic Achievement Awards (Executive Summary, 1991, p. 1). 

No Child Left Behind strengthened the federal funding needed to ensure students were 

free to choose their schools; schools chose the way in which they used that federal funding, and 

the schools had the funds necessary to provide an equal education for all students.  “These 

reforms express my deep belief in our public schools and their mission to build the mind and 

character of every child, from every background, in every part of America,” said President 

George W. Bush, in January 2001.  Currently, the Elementary and Secondary Education Act is in 

reauthorization.  President Obama is asking for the consideration of a new goal in 2020, to lead 

the world in college-educated citizens.  Obama’s third reform is to implement the College and 

Career Readiness Standards and improve the assessments for accountability, the continuation of 

standards-based education, “Implementing college- and career-ready standards and developing 

improved assessments aligned with those standards;” (Obama, 2009, p. 2).   Blueprint for 

Reform, the ESEA reauthorization of 2010, extends federal control over schools.  By 2015, only 

states implementing standards based on the College and Career Readiness Standards, which are 

common to a significant number of states, receive grant formula funds.  Funding is rewarded to 

schools, staff, and districts that met the goals of ESEA and were low performing schools.   

Standards in the State of Texas     

In Texas, the standards known as the Essential Elements were mandated by the state in 

1984.  The adoption notice of Texas’ Chapter 75, curriculum, was published June 19, 1984 in the 
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Texas Register.  The Texas Administrative Code (TAC) for 1986 includes all the essential 

elements with all the revisions.  The process for writing the essential element is part of the record 

in chapter 75 of the TAC, “developed over a three-year period.  The development phase included 

public hearings throughout the state at which testimony and written public comments were 

received from over 5, 335 people, regional meetings of education professionals to develop and 

review proposed essential elements for their disciplines, and wide circulation of earlier drafts of 

the proposed rules for review and comment” (Section 75.171 paragraph 5, p. 3309).  This 

process was to be re-visited in the state every five years, “during the school year 1990-91 and 

every five years thereafter, the State Board of Education shall review and evaluate the 

appropriateness of the identified essential elements and other provisions of this chapter” (State 

Board of Education Review and Renewal, 1984, p. 3321-75.5).  The 1986-1990 Long Range 

Plan of the State Board of Education for Texas Public Schools (1987) was published as “a well 

balanced curriculum will be taught so that all students may realize their learning potential and 

prepare for productive lives” (p. 17). 

These essential elements were re-visited in 1992, 1996, and 2001 and renamed as the 

Texas Essential Knowledge and Skills; the latest adoption was in 2009 for the content in English 

language arts.  In 1992, with the adoption of the Texas Knowledge and Skills standards, the 

content had a set of objectives instead of essential elements.  With each revision of the standards, 

a new state test was administered, the first being Texas Assessment of Basic Skills, followed by 

Texas Assessment of Academic Skills, then the Texas Assessment of Knowledge and Skills.  

Currently the 2009 TEKS are being tested under a new system named the State of Texas 

Assessment of Academic Readiness (STAAR).  The high school curriculum area will be required 
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to include an End of Course Test (EOC) for all four years of English.  The EOC must be 

considered part of the students’ final grade.     

Texas utilizes the State Board of Education (SBOE) to decide education policy for the 

state.  The SBOE administrates policy through the Texas Education Agency (TEA), which is 

lead by the Commissioner of Education, who is appointed by the governor in four-year terms 

(Funkhouser, 2000, p. 37).  The statutory authority existed in the provisions of Subchapter B 

issued under the Texas Education Code (TEC) Section 7.102(c)(4) and section 28.002, including 

Texas Administrative Code (TAC) section 110.17(b).  In the school year 2008, the Texas 

Education Agency presented the new standards to Texas teachers through professional 

development.  The adoption of the new standards was to be effective September 4, 2008, but was 

amended to take effect February 22, 2010 ( 35TexReg, 2010, p. 1462). These standards were set 

forth by the Texas Education Agency (TEA) as a set of higher expectations for students.  The 

Texas Essential Knowledge and Skills (TEKS) addressed the students whose first language was 

not English in its Introduction, (a)2.  Additional language standards for scaffolding grade level 

instruction are stated in the English Language Proficiency Standards (ELPS), Section 74.4 of the 

Texas Education Code. The Texas Essential Knowledge and Skills (TEKS) in English language 

arts are organized into the strands of reading, writing, research, listening and speaking, and oral 

and written conventions.  The standards move from twelfth grade down to kindergarten with 

alignment that builds on prior knowledge and skills (Introduction TEKS).  Texas is one of the 

states that have not adopted the Common Core State Standards as their curriculum base.  

However, Texas continues to work with their teachers on updating the standards for each 

curriculum area as defined by TEC. 



115 

In retrospect, standards-based education is deeply entrenched in American education.  

The standards view of education is not just a view of United States, but is a view shared by a 

global network of schools.  In creating the Common Core State Standards, the United States 

schools are joining with the most successful schools in the world to create some uniformity in the 

content expectations around the world.  As the United States writers compared state’s standards 

to other parts of the world, Daro (2011) notes they resolved to create a guide for teachers that 

was a unencumbered, solid foundation for the writing of school curriculum. 
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Chapter 3: Methodology 

The method of this research was qualitative historical analysis as explained by J.L. Rury 

(2006) in his chapter titled,” Historical Research in Education” found in the Handbook of 

Complementary Methods in Education Research and is complemented by the details of technique 

described in Educational Research Quantitative and Qualitative and Mixed Approaches by 

Johnson & Christensen (2004), who addressed the elements of qualitative content analysis used 

in the research.  Several aspects of historical research met the needs of the topic.  The researcher 

utilized both qualitative and quantitative methodology through the interim analysis, 

philosophical inquiry, and a content analysis.  The researcher used interim analysis in the 

historical study of education, English, and standardization.  Using time lines and narratives, 

Chapter 2 provided a background of the history of standardization of curriculum which was used 

as a framework for the history of English language arts standards discussed in Chapter 4.  The 

research continued with an interim analysis of the standardization documents.  The interim 

phrases found in the standards and verified by an inter-rater were then placed in semantic maps 

of each strand.  Semantic maps were used based on Spradley’s (1980) procedures of finding 

relationships between standards.  The final step in the procedures was a content analysis of the 

foundation standards using a priori coding.   The researcher discussed the methodology of the 

research using the following sections:   

 Population data for the focus and foundation of English language arts,  

 Population data for the Interim analysis of the focus of English language arts,  

 Setting,  

 Methodology, which includes the subsections  
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o Source Literature Interim Analysis Procedure,  

o Standards Interim Analysis Procedure,  

o Content Analysis,  

o Philosophical Inquiry, and the section that is the  

 Research Question: Rury (2006), “[H]historians start with a question in mind” (p. 

324). 

The topic of this paper was the history of standardization of public high school English 

curriculum because, “to begin to understand curriculum comprehensively it is essential to portray 

its development historically” (Pinar, Reynolds, Slattery, & Taubman, 2004, p. 69).   The 

publication of the Common Core State Standards in 2010 promoted the researcher’s interest in 

the topic of the standards in English. Johnson & Christensen (2004) stated, “[C]current issues in 

education are frequently the stimulus for the research” (p. 395). Specifically, the researcher’s 

question was to investigate how the iterations of the standards changed the foundation and focus 

of public high school English.  Historical research seeks to identify patterns of change; an 

analysis of the changes reflected how English language arts education was affected.  Borg & Gall 

(1963) explained,   “Historical research gives us an insight to some education problems that 

could not be gained by any other technique” (p. 260).   

 Researchers conducting a study that is historical in nature are bound by two things, their 

own experiences and their values (Rury, 2006, p. 325).  For that reason, the researcher was 

cognizant of the Winburg heuristics used in historical research, which include corroboration, 

sourcing, and contextualization (Winburg, 1991, p. 402).  Primary documents and secondary 
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documents were used, however in using secondary documents, the researcher identified more 

than one source.   The researcher’s goal was to bring as little personal interpretation to the 

reporting as possible. The interim analysis created a situation that involved what Kaestle (1992) 

called “…a complex interplay between discovery and interpretation” (p. 57).  The researcher 

used more than one source to corroborate the discovery and interpretation of conclusions. 

The historical research followed a specific procedure, which adhered to the following 

steps: (1) identification of the research topic and formulation of the research problem or 

question, (2) data collection or literature review, (3) evaluation of the materials, (4) data 

synthesis, and (5) report preparation or preparation of the narrative exposition (Johnson & 

Christensen, 2004, p. 395).  Because the research began with the colonial high school, the 

distribution of the data and focus of the researcher was considered. Marshall and Rossman 

(2006) warned that “[H]historical research traditions demand procedures to verify the accuracy 

of statements about the past and to establish relationships…” (p. 119). 

By using a time line labeled with the events leading to the standardization and the major 

events in the development of the content of high school English, the researcher could isolate the 

events that were related to standardization or English language arts.  Presidential terms, 

devastating geopolitical or geological events, and the beginning and ending dates of wars were 

added to the time line because of the influence each had on educational policy and the teaching 

of English language arts. Stahl & Hartman (2004) explained that “…the researcher must be 

cognizant of historical events beyond the literacy field that might have influenced the issue or 

event” (Stahl & Hartman, 2004, p. 175).  Winburg (1991) used the term contextualization:  



120 

[Contextualization] refers to the when and where an event took place.  The when 

component of this heuristic involved placing events in chronological order and 

requires historians to focus on the sequencing of events.  The where component of 

this heuristic involved identifying where an event took place as well as identifying 

the conditions that existed at the time of occurrence such as weather, landscaping, 

and geography of the surrounding area.  It not only identifies the order of events 

that took place, but it also assists in the interpretive phase of narration of the event 

(p. 79).   

The use of contextualization in looking at the history of standards clarifies the reasoning 

behind the path.   Rury (2006) stated “[H]historians explain events in terms of other events and 

attempt to situate them in the general background of the period” (p. 325).  The focused scope of 

the time line events helped narrow the topic of the history of standardization of school content 

and the history of high school education. 

This research explained the changes in the focus and foundation of English language arts 

through the patterns found in the history of high school English education.  Kaestle (1997) 

described the four methodological problems a researcher need to avoid were, (1) confusing 

correlation and causation, (2) defining and interpreting key words, terms, and phrases, (3) 

differentiating between evidence indicating how people should behave and evidence indicating 

how people did behave, and (4) maintaining the distinction between intent and consequence.   To 

avoid these problems, the researcher employed interim analysis, which is a method to compare 

what multiple sources say about events; content analysis, which is an impersonal method of 

looking at data; and philosophical inquiry, which is a method to look at phrases or words that 

may have changed meaning over the setting of the study.  As a final means of de-personalizing 
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the study, the researcher used a doctoral student as an inter-rater to validate the placement of 

standards into the phrases used for interim analysis and the a priori codes used in the content 

analysis. 

Some curriculum theorists depict curriculum as a field that does not acknowledge its 

foundation in principles of the past. Hazlett (1979) said,  “[T] the ahistorical posture of the 

traditional field [of curriculum history] has meant that “curriculum [has been] practiced with 

urgency in a crisis atmosphere that excludes contemplation of its evolution” (p. 131).  There is 

evidence of that evolution and urgency in the history of standardization, as evidenced in the 

curriculum changes based on various reports of the failures of high schools.  The innuendo of 

failure is also evident in The Common Core State Standards mission statement’s use of the word 

transformation as it relates to the standards found in each state, which were developed as 

mandated by the federal laws of the 1980s.   For this reason, a historical view of the 

standardization of public high school English will add to the dimension of research in the field. 

Population 

Population data for the focus and foundation of English language arts  

The population of this study was data found in both primary and secondary sources.  

Primary source data was taken from the introductions and prefaces of standards documents 

which promoted the ideology of the time period, hence the examination of these pages yielded 

descriptions about the purpose or focus our ancestors gave to English curriculum.  The common 

topics in the beginning statements to the standards were considered:  student performance 

statements, principals of curriculum, responsibility of other subjects, content organization, 

standards expressed as, what was new, aims/purposes of high school English, and reading 

explained in the curriculum.  Where possible the information was matched in textbook prefaces 
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from the represented periods.  Rogan & Luckowski (1990) found that major patterns can be 

determined through the study of the content of textbooks. Their analysis showed that textbooks 

constitute an important indicator of the field they reflect (Rogan & Luckowski, 1990, p. 17). 

Especially rich are the pages in the front matter of textbooks because of the statements of aims 

and purposes for the course material of the text.  By examining these and other texts on the topic 

of English language arts, the researcher could show ideologies of the various settings of this 

study.  In other periods, where the researcher’s textbooks were without front material to the 

teacher or the student, the researcher utilized the outline of the coursework as an example of the 

ideology as reflected in the assignments.   

Secondary source materials are from journal articles of the periods, represented 

biographies and in incidences of early records, the researcher utilized the NEA Journal of 

Addresses and Proceedings.  Primary and secondary sources of information included 

government reports, laws and policy statements, Texas Register, NEA reports and meeting notes 

from the NCTE. Major shifts in education were recorded in Appendix A.   

Population data for the Interim & Content Analysis of the Standards  

The population of the standards study included the public high school English language 

arts standardization documents published for the general consumption of public high school 

English teachers.  The researcher used primary sources for all standard documents according to 

the advise of  Johnson and Christensen (2004) report, “[P] primary sources are generally viewed 

as the more valuable sources of information” (p. 405).  The primary documents were available 

online, purchased, ordered by the researcher from The Texas Register in Austin, Texas, and 

borrowed through interlibrary loan.  The primary documents used in the study included:  NEA 

1892 report from the Committee of Ten; the NEA Report on College Entrance Requirements July 
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1899;  the Bureau of Education Bulletin 1917, No. 2: Reorganization of English in Secondary 

Schools; Franklin Bobbitt’s 1922 Curriculum Making in LA (a book written by Bobbitt);  An 

Experience Curriculum in English: A Report of the Curriculum Commission of the NCTE 

published in 1935 (received through interlibrary loan); NCTE English language arts in the 

Secondary School published in 1957; the 1982 Essentials of English from the NCTE; the Texas 

Register’s 1984 publication of Title 19.Education.Part II. Texas Education Agency. Chapter 75. 

Curriculum. Subchapter D. The Essential Elements Grades 9-12.  English language arts; the 

standards listed in the document of The English Coalition Conference: Democracy through 

Language 1989; the 1996 IRA & NCTE Standards for the English language arts; on-line 

documents for 2009 Title 19.Education.Part II. Texas Education Agency. Chapter 110. 

Curriculum. Texas Essential Knowledge and Skills for English language arts and Reading 

Subchapter High School; and 2010 Common Core State Standards for English language arts and 

Literacy in History/social studies, Science, and Technical subjects.   

For the purposes of this research, the standard data in 1922 was taken from Franklin 

Bobbitt’s objective list for his curriculum development in Los Angeles.  The English objectives 

in Bobbitt’s Los Angeles Curriculum Making list lay in several of the ten areas, which he labeled 

as performances (1, 2, 3, 5, and 7).  These were not specifically labeled as English requirements, 

so the researcher used the phrases as determined from the study’s interim analysis to match 

Bobbitt’s performances with the objectives in other curriculum documents.  The researcher 

included the objectives collected from Franklin Bobbitt’s Los Angeles Curriculum Project 

because his method curriculum development was used in many U.S. cities that adopted his social 

view of curriculum and because his method of curriculum development was used in other 

countries.   
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The researcher gave some attention to the seminal research of Charles Pendleton (1924).  

His collection of English social objectives was self-published as The Social Objectives of English 

and some pertinent details are included in this dissertation.  However, including these objectives 

was rejected because Pendleton’s collection was a not a curriculum, but a list of standards 

collected from many sources.   

The research included the 1989 The English Coalition Conference: Democracy through 

Language because of the influence the conference had on the ideology of English language arts 

education and the specific content laid out by the conference.  However, the researcher did not 

use the 1966 Dartmouth Seminar because specifics about the curriculum were not delineated; 

however, the influence of the meeting is included in the study of the focus of English language 

arts. 

As an example of state standards, the researcher utilized the standards developed in the 

State of Texas because of the convenience of the sample.  The 1984 Essential Elements for 

English in High School were obtained from the Texas Register in Austin, TX and the 1996 and 

2001 Texas Knowledge and Skills were collected from the Texas Education Agency.  The 

researcher did not utilize the Texas standards for 2010.  Instead, the researcher used the Common 

Core State Standards, because these standards were published as exemplars and were offered 

nationally for state adoption. 

The researcher used primary documents of the standards of ninth- through twelfth-grade 

English language arts to create a table that organized the standards into strands.  The researcher 

matched the skills and concepts across the time setting in a table (Appendix E).  From the table 

(Appendix E), the researcher then chose phrases that described the matched standards.  These 
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phrases were used as descriptors in semantic maps, which were created to enable the researcher 

to analyze the movement or changes in English language arts standards (Appendix F).   

Setting 

The interim analysis was presented within time settings defined by education historians 

Cremin (1961; 1970), Krug (1964; 1972), and Cubberley (1919; 1920; 1934; 1947; 1962) and 

English historians Applebee (1974), Squire, and Hook (1979), and curriculum historians Beck 

(1976) and Pinar, et.al. (2004).  Table 1, which was originally appeared in Chapter 1, is 

duplicated in this chapter for ease of the reader.   

The time settings gave the researcher a framework to begin the research.  The interim 

analysis is presented within a time line defined by these historians. The setting description and 

date segments provide a way to look at the path of the developing mass education system, the 

developing English coursework, and the curriculum standardization in the United States.   
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Table 1: 

Historical Setting of the Study  

Pinar (2004), 

Curriculum 

Beck (1976), 

Education 

Applebee (1974), 

English 

Hook (1979)  NCTE 

 Colonial,  

Before 1776 

Classical,  

Before 1750 

 

 Early National  

1777-1860 

Prescriptive, 1750-

1800 

 

Creation and 

Transformation,  

1828-1927 

National Industrial/ 

Bureaucratic 

1860-1914 

Practice vs theory 

1800- 1890 

Beginnings,  

1911-1912 

 Modern Post 

1915 

 New Order,  

1913-1917 

Crisis Transformation 

1928-1969 

  Surgent 

Americanism 

1918-1930 

   The Search for the 

Child 1931-1941 

   WWII and 

Aftermath 1942-

1952 

   Body Building,  

1953-1960 

   Overland and Seas  

1960-1967 

   Human Equation  

1968-1978 

Contemporary  

1980-1994 

   

Note: Adapted from Pinar, Beck, Applebee, and Hook time settings used to discuss the history of 

curriculum, education, English, and the NCTE, respectively. Setting titles used in this study are 

in bold, chosen for the descriptive quality of the events. 

In the analysis of the data, patterns emerged.  The researcher used the new setting, which 

utilized the history of standards as a basis of the divisions.  As the research reflected 

standardization, the researcher found more appropriate descriptions and period settings for 

researching the focus and foundation of English language arts.  In the analysis, the researcher 

used the delineating points showing the changes in high school English curriculum as the schools 

reacted to society.   
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Procedure 

Source Literature Interim Analysis Procedure 

The essential steps [in historical research] include “defining the problem, gathering the 

data, and evaluating and synthesizing the data into an accurate account of the subject 

investigated” (Borg & Gall, 1963, p. 261).  With the problem defined, the researcher began to 

gather the data.  Because of the amount of data on the history of education, the researcher used 

an on-going list to record information from sources.  Additionally, two or three sources writing 

on the same subject were used to avoid reflecting any one writer’s point of view. This list was 

used through the research, with the researcher recursively-collecting data and analyzing data as is 

in keeping with the interim analysis as defined by Miles & Huberman (1994): “Interim analysis 

is used in qualitative research because qualitative researchers usually collect data over an 

extended time period, and they need to continually learn more and more about what they are 

studying during the time frame” (Miles & Huberman, 1994, p. 230).  The procedure involved a 

listing of citations taken from primary documents such as the NEA Reports, newspaper 

responses, and books by historians specializing in the history of education. Then the list was 

sorted by category to give the researcher a chronological view of each category.   

 Other events, particularly wars or presidential terms, were added to the time lines 

because of their influence on society because, as Stahl & Hartman (2004) counsel, “In addition, 

the researcher must be cognizant of historical events beyond the literacy field that might have 

influenced the issue or event” (p. 175).  The researcher used the process of interim analysis to 

continually collect and analyze the data, as defined by Johnson & Christensen (2004): “cyclical 
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or recursive process of collecting data, analyzing data, collecting additional data, analyzing those 

data,” and to then seek patterns of change in each category (p. 500).  

Data collection for the interim analysis was conducted through a continuous reading of 

education history from the available electronically archived primary documents; books written 

by education, English, and curriculum historians; a variety of electronic archives, primary 

documents from historical journals, monographs, and reports.  The data were used to populate a 

table showing a running list of resource information and the appropriate documentation. To 

provide a format for continuous collection of resources, the researcher constructed a word table 

with columns for twelve categories:  teachers, textbooks, standards, purpose, curriculum, 

English, rhetoric, control, literature, accountability, grammar, spelling.  Intermittently, the 

researcher stopped to sort the resources on the table to detect missing information. By using the 

category to sort, the researcher could insert the information into a time line to reveal patterns in 

the events and analyze the differences. Johnson & Christensen (2004) stated, “[C]categories are 

the basic building blocks of qualitative data because qualitative researchers make sense of their 

data by identifying and studying the categories that appear in their data” (p. 511).  The table 

holds a continual collection of the source information including the quotation, the citation, and 

the assignment of a category (Appendix A). 

After completing the collection of data, the researcher developed three tables presented in 

Appendices B, C, and D.  The elements of each table recorded changes as they pertained to the 

analysis of ideology and the focus of English language arts in high school.  The researcher 

generated memos to record insights as they occurred during the course of the research to avoid 

over-reliance on personal memory.  According to Johnson & Christensen (2004), memoing 

includes “thought on emerging concepts themes or patterns found in data, the need for further 
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data collection, a comparison that needs to be made in the data, and virtually anything else” (p. 

501).  Memoing worked as a catalyst in the research and the data analysis during the interim 

analysis research technique. 

Standards Interim Analysis and Content Analysis Procedure 

The standards study was completed using two steps.  First, the interim analysis was 

conducted on the standards between 1892 and 2010; then a content analysis on the resulting 

foundational objectives completed the study.  The interim analysis included labeling the 

standards introduction data into one of the eleven categories: Control, Literature, Reading, 

Conventions, Writing, Media, Assessment, Spelling, Teamwork, Responsibility of other subjects, 

and What was new in the curriculum.  These categories enabled the researcher to analyze the text 

for changes in ideology.  Using individual standards, the researcher created semantic feature 

analysis charts from the primary documents listing the standards for high school which were 

divided by strands (Appendix F).  Hook (1984) listed the “four stands reading, writing, speaking, 

and listening as these became the focus for Language Arts for Today’s Children (1954) and The 

English language Arts in the Secondary School (1956),” hence these were the strands used for 

the study (p. 7).  Added to the strands listed by Hook were wholly the decision of the researcher 

who also used teamwork, media, and conventions as categories for the study.   With the semantic 

maps for each strand, the researcher isolated the standards that remained the same through time 

periods.  The standards that created the foundation were then analyzed using content analysis. 

Each English language arts curriculum document was separated into the strands (reading, 

writing, conventions, speaking and listening, etc) used during the time of publication.  The 

researcher’s first step was to create a table with all the standards from all the documents listed 

(Appendix E).  To construct this document, the researcher used a column for each curriculum 
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document, then separated the standards into strands, and finally aligned the standards that were 

the best match. When the document did not have labeled strands, the researcher decided the best 

fit.  If the document listed literature as a strand, the researcher placed the standards into reading. 

From this created table the researcher could read across the standards to choose the most 

descriptive phrase for each standard.  The next step for the researcher was to create Semantic 

Feature Analysis charts. 

The researcher used Semantic Feature Analysis for checking the standard documents for 

shared features.  D.D. Johnson & P.D. Pearson (1984) described the process of constructing and 

using the strategy with content and with vocabulary in their book Teaching Reading Vocabulary.  

The steps included choosing a category, collecting characteristics in rows, then giving words 

within the category across the column.  The researcher was able to use this strategy to analyze 

each strand (Appendix F, Figures 1-13).   

Each strand was placed on a separate semantic feature analysis chart.  The standard codes 

(Appendix E) were placed in rows down the first column of the semantic feature analysis chart, 

then a column was created for each standard document in the data population.  The documents 

were analyzed and as the strand text segment matched the attribute, the column and row were 

marked.  The researcher verified the placement of the segment of text in a strand through the 

work of doctoral student acting as an inter-rater.  Questions regarding content that did not 

contain similar phrasing was highlighted and the researcher and inter-rater substantiated the 

placement into a language arts strand.  The inter-rater was a doctoral student whose primary job 

is a high school English language arts teacher at a high school in South Texas.  The inter-rater 

analyzed 25% of the objectives with 100% agreement. 
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Based on the information from the semantic maps, the researcher analyzed the 

relationships between the standards that were recorded in each strand.  The next step was to 

analyze the relationship between standards that are in the same strand.  The standards were 

analyzed using the vocabulary of Spradley’s Universal Semantic Relationships (1980).  

Spradley’s semantic relationships were based on these three tenets that (1) education is part of 

the culture, (2) aspects of English carry cultural themes, and (3) cultural themes or pattern can 

approximated by taxonomies of some elements of English curriculum.   

Through Spradley’s description of relationships, the researcher was able to analyze the 

data to establish relationships between the standards that exist in the same strand.  Although 

Spradley’s semantic relationships are based in ethnographic data, the resulting information was 

descriptive, and therefore useful in showing how the many standards of English are related.  

Spradley’s vocabulary for these relationships is described in the Table 2: 

Table 2 

Spradley’s Universal Semantic Map Relationships 

        Relationship                                           Described 

Strict Inclusion X is a kind of y 

Spatial X is a place in y 

Cause and Effect X is a result of y 

Rationale X is a reason for doing y 

Location for Action X is a place for doing y 

Function X is used for y 

Means-end X is a way to do y 

Sequence X is a step (stage) in y 

Attribution X is an attribute (characteristic) of y 

        ___________________________________________________________________ 

Note. Adapted from page 93 of  Spradley, J. (1980). Participant observation. Orlando, 

FL: Harcourt Brace College Publishers. 
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Using the relationship analysis the foundation standards were exposed as being separate 

from other related standards.  In the case of genre, Spradley’s (1980) taxonomies were helpful in 

approximating the cultural patterns of the data observed in reading, listening, speaking, and in 

writing.  According to Spradley, “taxonomy is a set of categories organized on the basis of a 

single semantic relationship” (p. 113).  Even though the taxonomy “only approximate[s] the 

culture” the data can be informative.  The taxonomy is “construct[ed] to show how the domain is 

organized” and each part of the organization can inform “the overall cultural pattern” (p. 119).  

As part of the procedure of analysis of the genres in reading and writing, the researcher 

constructed the taxonomies of genres using the data from the standards on the semantic maps.  

Details of the genres of reading, writing, listening, and writing mentioned in the standards 

were placed into a taxonomy map to discover the cultural scenes communicated in the standards 

across time.  “Cultural theme defined by Spradley (1980) is any principle recurrent in a number 

of domains, tacit/explicit and serving as a relationship among subsets of cultural meaning” (p. 

14).  Because education is part of the culture of the United States, and aspects of English carry 

cultural themes, then cultural themes or patterns can be approximated by taxonomies of some of 

the elements of English curriculum.  The specific genres mentioned in the standards across the 

domains can show what was important to the culture of the United States at any specific age:  

“Some themes recur within a restricted context or only link to two or three domains” (Spradley, 

1980, p. 142).  Hence, the domains in this research was restricted to the genres mentioned in 

reading, writing, speaking, and listening.  The results of this analysis is displayed in a table 

within the text of Chapter 4 and discussed in Chapter 5. 
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 As a result of the interim analysis of the standards, the researcher found demarcations of 

change in the focus of high school English Language arts under the framework of standards.  

Using this new setting as a way to delineate ideology, the researcher extracted all the standards 

that existed in each time setting.  The result of the analysis was a group of foundational skills in 

English Language Arts that were present from 1892 through 2011.  These demarcations of time 

setting were used for the next step in the content analysis of the standards.   The researcher used 

the verbiage on the primary documents to do the content analysis on the foundational standards 

that emerged from the interim analysis.    

The researcher analyzed the foundational standards to understand how close a 

relationship existed in the statements and if the verbiage was close enough to mark the standards 

as foundational to English Language Arts content.  These foundational standards were analyzed 

using the technique of content analysis. 

Content Analysis Procedure 

Content analysis is a “summarizing, quantitative analysis of messages that relies on the 

scientific method (including attention to objectivity, inter subjectivity, a priori design, reliability, 

validity, generalizability, replicability, and hypotheses testing) and is not limited as to types of 

variables that may be measured or the context in which the messages may be created or 

presented” (Neuendorf, 2002, p. 11, 12).  The message being analyzed in this research is the 

foundational standards of high school English.  According to Neuendorf (2002) “all message 

characteristic are available in content analysis” (p. 23).  Content analysis is a powerful research 

technique, “the greatest strength of content analysis is that it is unobtrusive and nonreactive; it 

can be conducted without disturbing the setting in any way” (Marshall & Rossman, 2006, p. 
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108).  For this reason, the analysis on the foundation of standards using this technique will 

further describe them.  Marshall and Rossman (2006) state that, “The raw materials for content 

analysis may be any form of communication, usually written materials (textbooks, novels, 

newspaper, e-mail messages); other forms of communication…” (p. 108).  Content analysis is 

appropriate for “areas that are concerned with the generation, flow, and of messages” 

(Neuendorf, 2002, p. xvi). 

In the case of this researcher, the standards that are foundational to English were 

segmented because, as Johnson and Christensen (2004)  state, “S[s]egmenting involves dividing 

data into segments of text which have meanings that the researcher thinks should be 

documented” (p. 502).  The segments were varying sizes or “meaningful analytical units 

(Johnson & Christensen, 2004, p. 500).”   Once the meaningful segments were found, the 

researcher assigned a code to “signify or identify that particular segment” (Johnson & 

Christensen, 2004, p. 503).  The researcher began with a priori codes, which are linked directly 

with the research topic and question, in accordance with Johnson & Christensen (2004).  The 

researcher used the codes developed from the work of the organizations of the Council of Chief 

State School Officers (CCSSO) and the Wisconsin Center for Educational Research (WCER), 

organizations involved in the writing and publication of the Common Core State Standards.  The 

CSSO/WCER formed curriculum work teams whose goals statement read: “Our goal is to 

analyze several state standards and assessments using a two-dimensional taxonomy for 

describing subject matter content” (CCSSO/WCER, 2010, Introduction, para. 2).  As the codes 

had been development and used in their national study, the codes served as a priori codes for this 

dissertation.  The researcher used the foundational standards and analyzed the wording using the 

CCSSO/WCER coding procedure (Appendix G).    
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The researcher followed the coding procedure directions.  The researcher reviewed the 

primary document for the original verbiage of the objective.  These original verbage of the 

standards were then coded.  The coding decisions were verified by a doctoral student who served 

as an inter-rater.  The inter-rater was not the same inter-rater used in the interim analysis.  The 

researcher used a student who would be looking at the document for the first time.  The inter-

rater verified 25% of the data with 95% validation of the choices made by the researcher.   

According to Neuendorf (2002), in content analysis, “the unit of data collection is the 

element on which data are analyzed and for which findings are reported” (p. 13). Once the 

researcher analyzed the data, the unit became the element to be measured.  Using Neuendorf’s 

definitions, the researcher analyzed the content and the cognitive levels of the standards 

statements, thus giving a deeper description to the foundational skills found in public high school 

English language arts. 

In analysis of the foundation objectives, the researcher identified specific differences in 

the wording of the objectives. By segmenting the standard statements, each standard statement 

from one year was compared to the next year’s to check for changes in the language of the 

standard.  This language change was collected and added to the philosophical inquiry. For 

example, some of the words used in early documents include the phrase the study of, which 

changed in the 1980s to words from the cognitive domain.  These changes are discussed in 

philosophical inquiry. Population data for the Interim Analysis of the Focus of English language 

arts 

In the data collection for high school education, English, and standardization, the 

researcher used both primary and secondary sources. However, the sources used for the 
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standards were original documents.  The website www.archieve.org was a primary source for the 

documents.  These documents are scanned originals of NEA meeting notes, reports, and books 

from early time-periods.  Additionally, the source bank for this research was also found in the 

www.gutenberg.org, www.books.google.com , and other online archives.  The online text 

availability enabled the researcher to use primary documents.  The researcher used  secondary 

documents for commentaries and viewpoints only.  In researching the standards, the researcher 

was able to use online documents, documents from state law registers, or inter-library loans, so 

that only primary sources were utilized.  Because of the nature of primary sources, the researcher 

was able to access not only the standards as they were written, but the context of the ideology of 

the time period, which is explained in the front matter of the sources.  Where the source was not 

available in archieve.org, the researcher used the original printing of the curriculum document, 

including the publications through the National Council of Teachers of English (NCTE) or the 

primary researcher.  With reference to the primary sources, the researcher was cognizant of 

sourcing as defined by Winburg (1991), “refers to identifying the author, the date of creation of a 

document, and the place it was created” (p. 79).  This method of research is consistent with the 

use of primary documents because it also led the researcher into analysis of the terms and 

rhetoric of the time period in question.   

The research technique of interim analysis best served the researcher’s need to follow a 

recursive process in data collection.  Because of the amount of data on the history of education, 

the researcher used an on-going list to record information from sources.  This format allowed the 

researcher to identify data that needed two or three sources writing on the same subject in order 

to avoid reflecting any one writer’s point of view. This list was used throughout the research; the 

researcher recursively collected data and analyzed data in keeping with the interim analysis 

http://www.archieve.org/
http://www.gutenberg.org/
http://www.books.google.com/
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techniques as defined by Miles & Huberman (1994), “Interim analysis is used in qualitative 

research because qualitative researchers usually collect data over an extended time period, and 

they need to continually learn more and more about what they are studying during this time 

frame” (p. 230).  The recursive nature of interim analysis makes the data meaningful because the 

researcher can continually add information that spoke to more than one viewpoint.  The 

researcher was in the position of reading and interpreting texts from an earlier time; she cannot 

assume that her interpretations accurately reflect the views of earlier writers; this is a problem 

faced by writers using historical methodology.  Additionally, R.F. Berkhofer (1971) in his book 

A Behavioral Approach to Historical Analysis warns that “Historians often cannot confirm 

whether their interpretation corresponds to the view of participants” (p. 13).  The researcher used 

several sources for construction of multiple viewpoints and examined primary documents and 

secondary documents to help with the problem of interpretation across time periods. 

The interim analysis involved creating a list taken from primary and secondary 

documents such as NEA reports and journals, newspaper responses, and books by historians 

specializing in the history of education. According to Marshall & Rossman (2006), “minutes of 

meetings logs announcements, formal policy statements, letters….[these] are useful in 

developing an understanding of the setting or group studied” (p. 107). Data collection focused on 

twelve categories:  funding, failure reports, federal control, legislation, purpose, studies, society 

aims, education buzz, graduation requirements, college entrance requirements, policy in 

English, and purpose of education.  The interim analysis included labeling the source data into 

one of the twelve categories, then the list was sorted by category to give the researcher a 

chronological view of each category (Table 7).  Using this table, the researcher created tables of 
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categorized information (Tables 8 – 10). The researcher also examined the standards using the 

procedures of an interim analysis.   

Philosophical Inquiry 

Part of the intent of the research was to target the language surrounding the 

standardization process (i.e., uniformity, standardization, transformation, aims, objectives, etc.). 

Because primary documents were used, the language changed meaning from the time of use to 

the present day.  The language revealed how the focus of English changed, especially in the 

terms central to standards: uniformity, aims, abilities, objectives and standards.  In looking at the 

rhetorical patterns, changes in society could discerned because “rhetoric is a sensitive indicator 

of the change in society” (Berlin, 1984, p. 3).  Some words changed in meaning either 

denotatively or connotatively from the time of their initial use. To analyze the changes in 

meaning, the researcher applied aspects of philosophical inquiry (Burbules & Warnick, 2006, pg 

491).  These aspects include an analysis of the term with disclosure of the multiplicity of 

meanings, both connotative and denotative.  Philosophical inquiry is a process that uses three 

steps: 

1. analyzing a term or concept, showing its multiple uses and meaning for the 

primary purpose of clarification,  

2. exploring the hidden assumptions underlying a particular view or broader school 

of thought, and  

3. identifying internal contradictions or ambiguities in uses of the term and a 

disclosure of partisan effects the term has in popular discourses. (Burbles & 

Warnick, 2006, p. 491) 
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In philosophical inquiry, the researcher traced the use of words as the curriculum 

standardized.  One example was the word standard.  Because rhetoric is an indicator of 

the sentiment of the people, recording citations from primary and secondary documents 

of the language used reveals how the purpose and focus of education has changed or 

remained the same.  In philosophical inquiry, the rhetoric of standardization revealed in 

the discussion of the research paper wording of the standards is the only change in the 

foundation of English content.  The inquiry was also revealing when it focused on the 

names of the funding sources of federal control in the curriculum of the nation.  The 

language of American movement toward national standardization can be seen in the 

words used by educators when they wrote about standardization.  Words such as 

uniformity, aims, objectives, and standards were purposefully chosen because of the 

palatability of the terminology and the American stakeholders’ negative response to 

nationalizing education. The changes in rhetoric were also part of the textbooks and were 

stated in the prefaces by the writers.  Because of the sensitivity of textbook prefaces, the 

study also included them as data.  The study of the terms also revealed changes in the 

rhetoric as the language became more direct.  The researcher kept a running record of the 

terms that could be construed differently from setting to setting.  When the researcher 

analyzed the standards, she highlighted and analyzed questions of the denotative and 

connotative meanings of the cognitive activities.  The researcher utilized period 

dictionaries and prefaces of the standard documents to clarify the meanings of the words 

within their time setting.   

The final task of the educational historian is to synthesize the data collected and 

write the narrative account of the historical event or issue researched.  In preparing this 
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narrative account, she endeavored to minimize what Johnson and Christensen (2004) 

called, “methodological problems of confusing correlation and causation, misinterpreting 

key terms, words, and phrases, failing to differentiate between evidence indicating how 

people failing to maintain a distinction between intent and consequences (p. 405). 

Research Question 

This research addressed the following question:  How does standardization change the 

focus and foundation of public high school English language arts education? 

The methodology of this dissertation is historical research using a combination of interim 

analysis, content analysis, and philosophical inquiry.  In the analysis of the relational aspects of 

the standards, this researcher relied on the descriptive information resulting from the use of 

Spradley (1980) and his work in ethnography with semantic relationships.   
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Chapter Four:  Public High School ELA within the Framework of Standards 

In Chapter Four, the researcher used the focus of English language arts represented in the 

standards and literature to discuss the aspects of English as it became defined and developed as a 

public high school course.  English and education have been described through the settings of the 

history of education.  However, the researcher found that within the framework of standards 

English language arts has different divisions (Table 5).  The researcher discussed the subtopics in 

this chapter are presented in five divisions.  The first division, which analyzes the evolution of 

the English language arts standards over time, is the most important, because the chapter 

information contextualized the discussion of the focus of English.  The subsections in that 

division include the following:  

 Introduction, English within the Framework of Standards,  

 Focus on English,  

 Americanizing the School (1600 – 1891),  

 Setting the System (1892 – 1917),  

 Switching Leaders (1918 – 1957),  

 A Cacophony of Voices (1960 – 1980),  

 The Age of Standardization (1981 – 2010), and  

 A National Curriculum (2010 – current).     
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Each subtitle targeted the reasons the subtopic was formed.  Each has an example of a 

textbook used during the period, which showed how the focus of English was interpreted 

by some publishers.    

The second division follows the first with the results of the interim analysis of the 

standards (Appendix F: Figures 20-25).  The section presents the findings of the interim 

analysis and analyzes the relationships between the standards using Spradley’s Semantic 

mapping relationship definitions (See Table 4).  The third division presents the findings 

of the philosophical inquiry of the language used in the standards.  The fourth division 

presents the findings of the content analysis of the foundation standards (Figures 15-19). 

The fifth division presents the findings of the philosophical analysis of the foundation 

standards.   

 Semantic Mapping Results, 

 Discussion of the Language of the Strands,  

 Philosophical Inquiry,  

o Reading, 

o Language,  

o Sentences,  

o Writing,  

o Conventions,  

o Listening and Speaking,  



144 

o Vocabulary,  

 Evolving Relationships;  

 Patterns Defining a Foundation of English language arts;  

 Philosophical Inquiry,  

o Standard,  

 Objectives in the Strands. 

The history of the coursework we think of as English language arts has a long reach, back 

to the Greeks and Romans, whose purpose of education centered on the societal requirements for 

their pupils.  The purpose of secondary education for the Greeks and Romans was to produce 

politicians and orators; thus, they studied rhetoric and dialectic.  Even the reading they assigned 

had a purpose, in the Greek society, the study of the Odyssey and the Illiad was the basis of the 

Greek beliefs and religion.  In Rome, literature was the technique used by teachers to ensure the 

mastery of the Latin language and the study of Greek literature helped students understand 

another culture, which was considered as the “mark of an educated man” (Cubberley, 1920, The 

secondary schools, para. 1).  The language of education was Greek and Latin and the 

components of what the moderns think of as “English” were formed through the studies of the 

Greeks and Romans.  Through the languages of Greek and Latin, students studied grammar, 

literature, rhetoric, composition, and logic.  The steps to turn the language of education to the 

vernacular, English, began in the 1800s.  Once the colleges recognized that English was worthy 

of scholarship, the study of English became a cultural study, a study of what makes up the 

American culture and the cultural history of the European ancestors.  The modern concept of 
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high school English language arts is only a century and a half old. Other changes occurred as 

English class changed in the modern public high school English language arts and as our 

understanding of English language arts evolved.   

This study had two purposes.  One was to look through the lens of standards for a change 

in the focus of English and the other to look through the lens of standards for a change in the 

foundation of English.  In looking at the focus of English, the standards provided a record of how 

English classes began the century as a content-driven study.  Then a quarter of a century later 

they became an experience and process-driven study.  Finally, in our modern schools, English 

class became an objective-driven study.  In addition, English not only moved from content 

discipline to a standard of performance study, but it also changed in focus from mental discipline 

and language development, to classes in the skills of reading writing, listening, speaking, and 

media.  These changes in the focus of English led the researcher into the second purpose of this 

study, which was to determine if the changes in focus in the standards altered the foundation of 

English.   

English language arts within the Framework of Standards 

The focus of high school English has made many changes over the past century and 

followed the focus of education in American high schools.  Before 1900, high school was 

traditionally a preparation for male students who would attend college.  Albeit at the time, people 

who attended high school were a very small percentage of the population.  However, in the late 

1800s, the attendance of high school soared. High school became a part of the mass education 

system and a school with a dual role.  High school was responsible for preparing students for 

college and for society; their focus became broader. Once the Committee of Ten suggested the 

plan to make the content uniform, the next step was in the NEA English plan of 1899 that 
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provided a uniform content for the students who would go to college.  Then as a step to separate 

high school from college and organize secondary education in a set number of years, the content 

of English class became uniform, the Reorganization of Secondary in 1917.  English curriculum 

was deeply changed by war, especially WWII, when the course work was reviewed for the utility 

of the work.  Documents, studies, and textbooks about the public high school English class gave 

an indication of some of the moves made in the teaching of English.     

The focus of English encouraged a constant dialog among the educators.  The dialog 

included educator Applebee (1974), who said “[B]behavioral objectives are the wrong set of 

objectives for the teaching of English, not because they emphasize behavior and not because they 

ask us to be precise with what we are doing, but because they divert attention from the central 

problem of establishing and maintaining instructional priorities” (p. 254).  While, Applebee’s 

philosophy held that behavioral objectives divert attention from instruction, Grundy (1999)  saw 

the standards as a part of a process.  “[That is], the curriculum is not simply a set of plans to be 

implemented but rather is constituted through an active process which planning and evaluating 

are all reciprocally related and integrated into the process” (p. 57).  It has been in these dialogs 

that the standards documents have found their philosophies.  The writers of the standards 

documents recorded these philosophies in their front matter and provided this study with 

information that mirrors one of the sides of the controversies surrounding English content. The 

other side of controversy was gleaned from the research of primary and secondary resources.  

Both were brought together in this chapter. 

 From 1892-2010 the reading/literature standards regarded literature as a study of 

humanity:  “…the entire person must be educated, the body, emotions, aesthetic sensibilities and 

social experiences joined with that aspect of human beings called the mind: reflective thought is 
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best fostered when other aspects of the human personality develop harmoniously” (Van Til, 

1975, p. 14).  Throughout the decades, literature choices were used to teach through example.  

This quality was evidenced in literature choices, which was not evidenced in the standards but in 

the lists provided by the writers of the standards.  The topic of literature has been richly debated 

throughout history, often based on topics such as communism, social justice, peace, and 

understanding of the global community.  The novel has also been an object of controversy 

throughout English content history.  One of the sources for this dissertation was the front matter 

of the standard documents, which explained the choices made by the writers. 

Through the English standards documents, the researcher found that the content had a 

foundation of skills.  This foundation has remained mostly consistent; any inconsistency was due 

to the addition of skills and understandings that supported society’s needs for their graduates.  

Standards in grammar and writing have continued to be somewhat static; however, the rhetorical 

patterns and structure of the language have developed continually more precise wording, more 

direct in the messages, and the language is much less concerned with the syllables of sentences, 

which had been a concern of Belles Lettres (1783).  However, finding consistency in the skills 

required an awareness of the language of the time.  Looking across the decade, as the objectives 

changed, it was in the language that the change was most notable.  What was the development of 

the vocabulary of the human race became the study of etymology and use specialized dictionary 

then morphed into dictionary skills and use of a thesaurus.  The researcher needed to determine 

the best method of dealing with the language changes as the dissertation study progressed into 

foundational skills.  Just as some standards remained static, others were added or changed as 

society changed.   
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Societal need and high school were connected; the high schools added standards based on 

the skills required upon graduation.  For example, in technology, standards appeared as skills in 

listening and understanding the content on the radio.  These standards generalized to the skills of 

comprehending technology as a medium for the message.  As the technology medium grew, the 

standards collected into specific content, then became media standards as a new strand.  The 

details of the standards provided evidence of what the schools were studying, first in radio and 

newspaper, then in advertisement, and photoplays and now digital media.  This history has 

shown how standards followed society’s changes and needs.  English content has historically 

taken a role of teaching not only skills, but also humanity.  During wartime and economic 

depression, English teachers had to answer the question: How does English play into the lives of 

students?  What role could English play?  

The overall structure of the standards gave some indication of society as reflected in the 

public high school English language arts course.  Based on the research in this dissertation, a 

setting for the standardization of high school English emerged.  The following table shows how 

the a priori settings of Beck (1976), Pinar (2004), Hook (1979), and Applebee (1974) provided a 

way to view major time-periods in education, curriculum and English, but as the research in 

English language arts was framed by standardization, a new group emerged.  In studying English 

language arts within the framework of standards, the new group will be the time settings of the 

discussion.  Table 3 shows the a priori setting with the new section added.  



149 

Table 3 

Settings of Standards Historical Study 

Pinar (2004) 

Curriculum  

Beck (1976) 

Education  

Applebee (1974) 

English  

Hook (1979) 

NCTE 

Culbertson (2011) 

Standards  

 Colonial - 1776 Before 1750 

Classical 

 Americanizing 

School  

1600 - 1891 

 Early National 

1777-1860 

Prescriptive 1750-

1800 

  

Creation and 

Transformation 

1828-1927 

National Industrial 

Bureaucratic 

1860-1914 

Practice more 

important than 

theory 1800- 1890 

Beginnings 

1911-1912 

Setting the System  

1892-1917 

 Modern Post –1915  New Order  

1913-1917 

 

Transformation 

Crisis 

1928-1969 

  Surgent 

Americanism 

1918-1930 

Switching Leaders 

1918-1957 

   The Search for 

the Child  

1931-1941 

 

   WWII and 

Aftermath  

1942-1952 

 

   Body Building 

1953-1960 

Cacophony of 

Voices  

1960-1980 

   Overland & Seas  

1960-1967 

 

   Human Equation 

1968-1978 

 

Contemporary 

Curriculum 

1980-1994 

   Age of Standards 

1980-2010 

    National 

Curriculum 2011 

Table 3.  Settings of historical study.  The settings in this study of standards utilized settings 

determined by historians of curriculum, English, education, and the NCTE.  As a historical 

setting for standardization, the researcher added delineations found in this study. 
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The results of this research will be discussed using the following settings:  

1600 – 1891 – Americanizing the School 

1892 – 1917 – Setting the System 

1918 – 1957 – Switching Leaders 

1960 – 1980 – A Cacophony of Voices 

1980 – 2009 – The Age of Standardization 

2010 – XX   – National Curriculum  

Americanizing the School: 1600 - 1891 

In late 1600s, the purpose the study of language revolved around youths who were 

destined for college and public service. At the Boston Latin School, America’s first high school, 

English content included the strands of composition, rhetoric, and grammar. Schools had classes 

in Greek and Latin where students read some of the literature that had been studied since ancient 

schools.   Practically all academies taught Latin and mathematics, but their sole purpose was not 

necessarily to prepare students for college.  Those schools that did have a special emphasis on 

preparation for college also offered Greek.  Academies were noted for the breadth and variety of 

their offerings: science, history, modern language (German & Latin), and literature in English.  

Some high schools offered work in practical subjects such as bookkeeping, surveying, and 

drawing.  There were also topics, not now seen in secondary schools, such as politics, 

economics, ethics, moral philosophy, mental philosophy, mental science, and logic (Krug, 1964).  
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As English topics—composition, rhetoric, grammar, and literature—gained status as a respected 

areas of study, each took its place in the same classroom: the English language arts. 

The early American schools used the curriculum of the European schools.  The 

curriculum stressed the study and language of the Greeks and Romans. The vernacular languages 

were not used in course work or in literature.  The areas of study were separated into classes in 

composition, rhetoric, literature (English, Greek, Roman); grammar was added in the fourth year.  

The modern concept of high school English is only a century and a half old and what marked the 

change from classical to modern study was an acceptance of the study of the vernacular language 

and the culture of the people who spoke the language, English.   

Modern high school English course content developed over time as our understanding 

and scholarship of the content of English evolved.  The use of vernacular language was not the 

only element that changed the English class.  Pedagogical concepts changed considerably, 

shifting from a mental discipline curriculum, to an experience-based curriculum, and then to a 

product/process curriculum.  The scholarship of the universities also evolved.  Through research 

and development in pedagogy, literature, reading, composition, rhetoric, and grammar, what 

began as an embattled content became a content with many topics (with many experts).   The 

history of the development of standards reflects the battles of English; these standards guided 

many of the changes in English language arts.  Other changes were seen in the artifacts.  Frost 

(1966) wrote that the first text in English grammar to appear in America was New Guide to the 

English Tongue by Thomas Dilworth, printed in England in 1740 and reprinted later in America.  

This was followed by Noah Webster’s 1783 blue-backed Speller, which was part of a larger 

project called Grammatical Institute of English Language (1784).  Thomas Dilworth published A 

New Guide to the English Tongue in 1794.  Webster’s series were replaced by English Grammar,  
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published by Linley Murray in 1795, and The Young Ladies Accidence: An Introduction to 

English, published by Caleb Bingham in 1799 (Frost, 1966, p. 327).   The first American book 

published for teachers as a guide to their classrooms was 1829 Lectures on School-keeping, 

published by Samuel R. Hall.  In 1836, William Holmes McGuffey, a college professor, 

published the first of his Eclectic Readers; 122 million copies of McGuffey’s readers were sold 

between 1836 and 1920, highest sales of all American textbooks.  In 1848, Thomas Budge Shaw 

wrote Outlines of English Literature, published in London; an American edition followed  in 

1849 (p. 327).   

Before the turn of the 19
th

 century, English study was viewed as a science.  It was Hugh 

Blair’s Lectures on Rhetoric and Belles Lettres, published in 1783, that established the study of 

rhetoric as a separate topic.  Blair explained that in the study of English, whether the aim of the 

was utility/pleasure or influence /entertainment, “we are prompted by the strongest motives, to 

study how we may communicate our thought to one another with most advantage” (ebook, Belles 

Lettres, Introduction, para. 2).  Blair posited, (1) taste is an improvable faculty, (2) 

ignorance/prejudice are rectified by reason, (3) genius is improved by art and study, and (4) 

careful study of language is requisite for writing.  Blair’s lectures explained the path to great 

writing, and the pedagogy for achieving results, came from the practice of writing.  He supported 

process writing, which he defined as write, review, let the writing sit, and review.  His lectures 

covered topics such as grammar, sentence strength, figurative language, elements of style and 

how to develop a high style.  His book promoted historical reading, the ancient poetry and 

drama.  The novel was also encouraged as a reading assignment because the situations in novels 

reflected life.  Even though Belles Lettres was used in colonial schools, Blair’s suggested use of 

the novel constituted imaginative literature, which was sinful according to the Puritan ethic.  
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Aside from how the colonials felt about literature, Blair’s text gave substance to the study of 

English writing and public speaking.  Literature had to fight for its own place in English study.   

Using Belles Lettres, as an example of the philosophy of early English study and a text 

used almost one hundred years later, Graded Lessons in English (Reed & Kellogg, 1889), one 

can see how grammar philosophy was unchanged from 1786 to 1889.  The preface of Graded 

Lessons in English  expressed this ideology in its preface,  

…by the study of grammar the pupil will acquire the art of using the English 

language with propriety.  1) Grammar is a science or it is nothing; 2) Grammar is 

practical and popular. Teach in the golden mean.  It [Grammar] can teach him the 

art of correct speaking and writing and it can do this in a way that is attractive.  

We invite attention to our system of diagrams.  They have grown out of 

suggestions from different teachers in the Polytechnic Institute where they have 

been in successful use for more than ten years.   They were copyrighted in 1868 

by A. Reed and O.H. Hall; “the copy right now stands in our own name” (Reed & 

Kellogg, 1889, p. 4-6).    

Although the two books discussed sentence building, there were differences in their 

philosophies.  Both authors stressed that diagramming was a means to the end in sentence 

building.  They suggested calling attention to the best sentences to help students develop their 

understanding of style. Sentence building in Belles Lettres was defined as the proper distribution 

of words and syllables to achieve a musical construction.  These two texts are indicative of how 

pedagogical attitudes were reflected in English textbooks; through an analysis of English 

textbooks, one can witness the metamorphosis that high school English education underwent as 
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the curriculum changed through time.  Debates over literature study is indicative of a larger 

battles to securing its place in curriculum. 

Literature was the vehicle used to study the languages of Greek and Latin in early 

schools.  Once the vernacular, English, was the accepted language of study, literature was 

shunned unless it had a moralistic or historical bearing.  The work of Jacob Grimm in the area of 

philology catapulted literature into the status of an acceptable study, “philology asked men to 

both discover and recreate the cultural history of a nation” (Applebee, 1974, p. 28).  Still, the 

books used for philology were compilations and books with moral cachet.  The literature that 

was rejected as a “source of corruption” included literature of the imagination, such as plays and 

fiction .  Even Horace Mann argued against novels because “they appealed to emotion rather 

than reason” (1974, Applebee, p. 22).   

In the middle and late 1800s, there were competing views of the purpose of education.  

One view held that the goal of education was to fill the mind with useful knowledge.  This goal 

was woven into the fabric of literature, and reflected in the language of theorists, schoolmen, and 

national leaders.  Charles Dickens depicted this mindset in Hard Times, with his character, 

Thomas Gradgrind, who was not concerned with emotions but hard cold facts.  Memory, 

recitation, and oratory were the focus of the time.  Conversely, Frederick Frobel (1837) saw 

education as a guide and encouragement for men as each became a person who could think and 

perceive and who would eventually reflect a pure representation of divine law through the 

exercise of free choice.  It was in these two different viewpoints that one could see the coming 

division in the theories of education.  Schoolmen in high school wanted to educate students to 

participate in a society free of class distinctions.  Charles Eliot wanted to give the pupil the 

power of doing himself an endless variety of things in life.  School was seen as a path to building 
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a nation of independent Americans – Americans who could create their own futures and be 

readied by the schools to take on the task of leadership: “It is public duty to provide an 

education, which will prepare the humblest citizen to discharge well the duties of any position, 

which may fall him” (Skinner, 1897, p. 54).  While the Revolutionary and Civil Wars raged, the 

schoolmen and collegemen continued their discussion through the meetings and publications of 

the NEA.   

Focus of English  

The subject of English as a study has been a hard fought battle.  The research identified 

the year 1892 as the beginning of study of English language arts standardization. In American 

schools, the years prior to 1892 were years that the schools were individually managed in 

relation to each school’s coursework.  In 1892, high schools numbered fewer than 350 

nationwide.  Essentially, the call for uniformity was a product of the high schools’ opposition to 

college control of high school curriculum and the opposition of the colleges to the diversity of 

the content from high school to high school.  The solution to the conflict was to create uniformity 

in what defined the ten content areas and in the time students would spend in each content.  

Hence, the standardization of American public high school English began with the reporting of 

the Committee of Ten in 1892.  The movement toward uniformity is discussed under  the 

subheading, Setting the System (1892 – 1917). 

Setting the System (1892 – 1917) 

In the late 1800s, education was still evolving; mass education was rising.  High school 

populations were growing and high school itself was gaining acceptance as part of the mass 

education system in American schools.  High school English supporters fought for their content.  
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During this period, English shifted from being a vulgarity (Latin and Greek preferred and 

English tolerated) to a study of the culture of a people.  The main questions about English 

revolved around determining goals, validating procedures, lowering education costs, and 

justifying the costs for the public.  

At the meeting of the NEA  in Sarasota Springs on December 4, 1893, a discussion about 

the need for educational standardization in American. secondary schools took place.  The result 

of the discussion was the adoption of a committee of collegemen and schoolmen to oversee the 

ten Conferences which represented different curricular areas that were required for college, such 

as mathematics, geography, Latin, Greek, English, other modern language, natural history and 

others.  With a budget of $2,500, the ninety members, representing colleges and secondary 

schools across the United States, were instructed to have each Conferences address five areas:  

proper limits of its subject, best methods of instruction, desirable allotment of time for the 

subject, best methods of testing the pupils’ attainment, and the correlation of the subjects (NEA, 

1893).  Each Conference viewed as important the necessity of helping students transition from 

secondary school to college, even though  “[t]he secondary schools of the United States, taken as 

a whole, do not exist for the purpose of preparing boys and girls for colleges. Only an 

insignificant percentage of the graduates of these schools go to colleges or scientific schools” 

(NEA, 1893, p. x).  Hence, these Conferences were directed to create a framework for high 

school that was not entirely determined by college requirements. 

 The Conferences were to deliver reports back to the NEA by July 7-9, 1893.  The 

commentary of the reports expressed a unity of decision-making:  “The nine reports are 

characterized by an amount of agreement which quite surpasses the most sanguine 

anticipations.” The report commented on the collegiality of the Conferences, “….[T]the spirit of 
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the Conferences was distinctly conservative and moderate, although many of their 

recommendations are of a radical nature” (NEA, 1894, p. 21).  Delegates from secondary schools 

and colleges met to form a consensus of what should constitute high school education.  Ninety-

eight teachers “unanimously declared that every subject, which is taught at all in a secondary 

school should be taught in the same way and to the same extent to every pupil so long as he 

pursues it, no matter what the probable destination of the pupil may be, or at what point his 

education is to cease” (NEA 1894, p. 21).   The report of the Committee of Ten, published in 

1894, stated that the conference on English incurred difficulties in agreement because of the 

newness of English as a high school course (p. 13).  The Conferences did establish a principle 

that if the recommendations were followed, students would be taking English under the same 

circumstances: “the individual pupil should everywhere and always have the same number of 

periods of instruction per week, the convenience of  a school, or for the welfare of an individual 

pupil would be possible” (NEA, 1894, p. 21).  The recommendations of the committee also set 

some principles of content and methodology.  The secondary school standard did not mandate 

principals follow the outline of the courses that were produced by the content Conferences; 

however, with the set hours, classes, and methodology for content, the school leadership would 

have a standard.  Non-participation or deviation from the standard could have been decided by 

the school leadership based on staffing and personal choice.  

The work of the Committee of Ten and the subject area Conferences set a precedent for 

the content of English education, which became a basis for a uniform structure of English.  First, 

the recommendation was that English be a subject from primary through secondary school, 

which is the case in today’s schools.  The recommended program is shown in Figure 15. 
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1
st
 Secondary School Year 

 

Latin 5 p. 

English Literature, 3 p. 

5 p. English 

Composition, 
2 p. 

German or French 4 p. 

Algebra 5 p. 

History 3 p. 

 

22 p. 
 

2
nd

 Secondary School Year 

 

Latin 5 p. 

Greek 5 p. 

English Literature, 3 p. 
5 p. 

English Composition, 2 p. 

German 4 p. 

French 4 p. 

Algebra,* 2 1/2 p. 
5 p. 

Geometry, 2 1/2 p. 

Astronomy (12 weeks) 5 p. 

Botany or Zoölogy 5 p. 

History 3 p. 

 

37 1/2 p.  

* Option of book-keeping and commercial 

arithmetic.  
 

3
rd

 Secondary School Year 

Latin 5 p. 

Greek 4 p. 

English 

Literature, 
3 p. 

5 p. English 

Composition, 
1 p. 

Rhetoric, 1 p. 

German 4 p. 

French 4 p. 

Algebra* 2 1/2 p. 

Geometry 2 1/2 p. 

Chemistry 5 p. 

History 3 p. 

 

35 p.  

* Option of book-keeping and 

commercial arithmetic.  
 

4
th

 Secondary School Year 

Latin 5 p. 

Greek 4 p. 

English Literature, 3 p. 

5 p. English Composition, 1 p. 

English Grammar, 1 p. 

German 4 p. 

French 4 p. 

Trigonometry, 2 p. 1/2 yr. 
2 p. 

Higher Algebra, 2 p. 1/2 yr. 

Physics 5 p. 

Anatomy, Physiology, and 

Hygiene, 1/2 yr. 5 p. 

History 3 p. 

Geol. or 

Physiography, 
3 p. 1/2 yr. 

3 p. 

Meteorology, 3 p. 1/2 yr. 

 

37 1/2 p.  
 

  

Figure 15   Table II of the Committee of Ten Reports.  This table exhibits the total amount of 

instruction in a secondary school during each year of a four years’ course. 
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Second, the report outlines the courses of study in secondary classes as rhetoric, historical 

and systematic grammar, literature, and training in the expression of thought.  Each secondary 

subject area was assigned a specific number of periods (hours) per week, expressed as p.  

Interpreting from the schedule in Figure 15, the freshmen students were in school 22 periods 

(hours) a week.  The freshman schedule included:  Latin 5 periods, English literature 3 periods, 

English composition 3 periods (during the second semester these classes are combined into 5 

periods of composition and literature), German/French 4 periods, Algebra 5 periods, and history 

3 periods.  The periods were collected during the week.  A student would be in algebra, Latin, 

English everyday of the week, then in German or French for four days a week, and history 3 days 

a week.  The schoolmaster determined the periods, because they were responsible for hiring the 

staff and managing the space available in their schools.  The conference report also made several 

recommendations specifically for high school English: 

 Teaching English must have the study of another language to aid in the 

understanding. Recommended were Latin and German. 

 Every teacher in all departments must be responsible for using good English 

on all the work by students. 

 History and geography of the English-speaking people must be taught with the 

teaching of English, so that “the extent to which the study of the sources of 

English words can be carried in any school or class will depend on the 

acquaintance the pupils possess with Latin, French, and German.”    

 They desire that historical works should be used for reading in schools, and 

that subjects of English composition should be drawn from the lessons in 
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history. They would have historical poems committed to memory, and the 

reading of biographies and historical novels encouraged. 

 Word study “should be so pursued as to illustrate the political, social, 

intellectual, and religious development of the English race.” 

 College admissions should be made to depend largely on his ability to write 

English (NEA, 1893, p 21). 

The reports of the English conference cited the work of Archbishop Richard Chenevix’s 

(1888), On the Study of Words as a text that promoted the study of etymology.  The preface of 

the text posited that the “great advance in the knowledge of the laws regulating the development 

of the sounds of English words, and the result has been that many a derivation once generally 

accepted has had to be given up as phonetically impossible” (preface, para. 1).  Why do we care 

about the etymology of words?  As Chenevix (1888) wrote, words are like amber, which hold the 

secrets of the past, yet shine as a beauty of its own.  

A language will often be wiser, not merely than the vulgar, but even than the 

wisest of those who speak it. Being like amber in its efficacy to circulate the 

electric spirit of truth, it is also like amber in embalming and preserving the relics 

of ancient wisdom, although one is not seldom puzzled to decipher its contents. 

Sometimes it locks up truths, which were once well known, but which, in the 

course of ages, have passed out of sight and been forgotten. In other cases, it 

holds the germs of truths, of which, though they were never plainly discerned, the 

genius of its framers caught a glimpse in a happy moment of divination. A 

meditative man cannot refrain from wonder, when he digs down to the deep 



161 

thought lying at the root of many a metaphorical term, employed for the 

designation of spiritual things, even of those with regard to which professing 

philosophers have blundered grossly; and often it would seem as though rays of 

truth, which were still below the intellectual horizon, had dawned upon the 

imagination as it was looking up to heaven. Hence they who feel an inward call to 

teach and enlighten their countrymen, should deem it an important part of their 

duty to draw out the stores of thought which are already latent in their native 

language, to purify it from the corruptions which Time brings upon all things, and 

from which language has no exemption, and to endeavour to give distinctness and 

precision to whatever in it is confused, or obscure, or dimly seen Guesses at 

Truth, First Series, p. 295. (Chenevix, 1888, Preface, para. 3). 

English rhetoric joined composition and the study of words.  As for literature, at this 

point in history, the classical study of the languages of school, Greek and Latin, determined the 

literature and recommendations for the specific literature choices were in the document.  For 

example, The Iliad was preferred over the Odyssey, and Anabasis used for students on their way 

to college.  

The 1897 NEA Round Table in English featured a Leader of Cleveland, Ohio High 

School, Miss Harriet L. Keeler, who addressed the question, Are secondary schools getting the 

best results from present methods in English and composition? George P. Alton, Inspector of 

high schools in Minnesota, attended the Round Table and kept notes of the reported deficiencies 

in secondary students.  His notes of Keeler’s list titled Deficiencies in the English Work included: 

 Penmanship and appearance on the page,  
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 Spelling, capitalization, punctuation, paragraphing, 

 Culture (choice of words), 

 Logical training (syntax), 

 Thought proper (literary content), 

 Expression (literary grace) (p. 684). 

These deficiencies were caused by illiterate homes, decadence through separation 

for literary influence, abeyance of family reading, especially scriptural reading, 

influence, and the spirit of the time.  The above neglect was due to crowding by 

information subjects, wrong theory that English would incidentally take care of 

itself, wrong estimate of literature as dilettante, and the real want of knowing how 

to proceed.  The remedy, according to Miss Keeler, is attention to mechanics, 

material, and dynamics (Alton, 1897, p. 684). 

English was seen as a study in orthoepy, elocution, style, literature.  These areas became 

courses in the high schools.  Louise Haeseler, representing the Philadelphia High School for 

Girls, reported to the proceedings of the Association of the Colleges and Preparatory Schools 

15
th

 Annual Convention, an example of her school’s course offerings that she indicated was an 

model of simple curriculum that satisfied college requirements.  She purported that the goal of 

the school was to teach students to “think[ing] logically, speak and write clearly and correctly 

and to act uprightly” (Haeseler, 1904, p. 85).  Hence, Jacob Grimm’s application of  the 

procedures of philology to English, and the simplicity of Haeseler’s example curriculum merged 

and created an atmosphere of respectability and simplicity to the study of English.   
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Nine years after the Committee of Ten published their reports, the NEA formed a 

committee to study English course content in secondary schools, specifically to consider the 

relationship of the high school to the college. This led to the creation of high school English, 

which was driven by the desire of schoolmen to extricate the public high school English from the 

control of college requirements and reading lists.  Several conditions added to the necessity to 

reorganize secondary schools. First, the population of the high school was growing; attendance 

had tripled to 800,000 by 1915.  Second, the study of English was proclaimed equal to other 

subjects in importance.  Third, the American schools were being influenced by the European 

systems; however, many saw the influence as inappropriate: “We [the teachers in American 

school] do more than he [German teachers] does out of divergent and antagonistic races, we are 

making a race and it becomes one to minimize the value of the work” (Hill, 1892, p. 651).  

Fourth, by the 1900s, English was defined as a study of American culture, language, and history.  

Finally, school was being used to satisfy the stakeholders, hence, the coursework was diverse.  

Many educators believed that diversity in coursework was important to society.  In 1897, A.F. 

Nightengale opened the Meeting of the North Central Association of College and Secondary 

Schools with the statement “Give me liberty in courses or give me death” (p. 83).   

In 1894, Yale required that entering students have knowledge of literary masterpieces.  

The New England Commission accepted the requirement. The Commission of New England 

Colleges on Admission Examination even formulated the requirements in English, prescribing 

certain masterpieces of English literature as the basis for writing.  A program of uniformity was 

started by Wilson Farrand, Principal of the Newark Academy in Newark, New Jersey. (NEA, 

1917, p. 12).  The formation of the National Conference of Uniform Entrance Requirements met 

every three to four years to select a list of books for high school reading in preparation for the 
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college entrance requirements (NEA, 1917, p. 13).  Even though the conference did not want to 

have a great deal of interference with what was happening in the high school English class, their 

decisions about the college entrance reading materials gave a clear message to high schools 

about which books were “worth while” [sic] and which books were “too mature for boys and 

girls in their teens” (NEA, 1917, p. 13).  The lists were printed in the catalogs for the colleges 

and, therefore, were influential in the building of high school curriculum (NEA, 1917, p. 14).  

The effect of the required literature lists was that colleges gained control over much of the high 

school English curriculum.  Oral reading had been a requirement of the college, but had been 

was dropped.  The written entrance requirement was specific to particular reading. Harvard set 

the example for what colleges should require as entrance examinations.   Here, for example, was 

the 1873-4 requirement for the college catalog: 

English Composition:  Each candidate will be required to write a short English 

Composition, correct in spelling, punctuation, grammar, and expression, the 

subject to be taken from such words of standard authors as shall be announced 

from time to time.  The subject for 1874 will be taken from one of the following 

works:  Shakespeare’s Tempest, Julius Caesar, and Merchant of Venice: 

Goldsmith’s Vicar of Wakefield; Scott’s Ivanhoe, and Lay of the Last Minstrel. 

(NEA, 1917, p. 12). 

Colleges retained their influence on high school English for a long period in American 

education even though high school schoolmen saw the job of the high school as broader than 

preparing students for college.  However as the century came to a close, the NEA asked that 

English requirements for students entering college be prepared so that high school English 

content could be more uniform.   
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College Voice for High School 

In July 1899, the NEA Commission on the college entrance requirements in English laid 

out a course of study that established the specific content of English, including a list of 

masterworks of literature. The requirements of the English course of study were formalized.  The 

standards separated English into an organization and a purpose, with the expected results and 

goals outlined.  The course of study included a list of books, philology exercises (practiced 1850-

1900), and a literature emphasis within applied rhetoric.  The coursework was designed to cover 

four years of high school English using the following order: narration in literature and 

composition for the first half of the first year, then description for the second half.  The second 

year was to cover exposition; the third year was a correlation of the novel and drama.  Finally, 

the fourth year covered the history of English literature and long compositions.  Rhetoric was the 

focus of the study.   

The goals of the study of literature were clear in McGuffey’s Fifth Reader, which was 

first published in 1879; subsequent republished versions included “exercises preserved through 

revisions for the oral exercises” in 1879, 1896, 1907, and 1920.  The foreword stated,   “The 

great object to be accomplished in reading, as a rhetorical exercise, is to convey to the hearer, 

full and clearly, the ideas and feelings of the writer” (McGuffey, 1920, p. 9).  The literature that 

followed the oral exercises was organized as an author study, the literature, definitions, and, if 

non-fiction, a short history of the subject of the piece.  McGuffey’s readers preserved the style of 

their texts throughout the 1920s.   

Evidence provided by the prefaces of the early textbooks, before the 1900s, indicated that 

the texts focused on the rules of the language and the rules of the literature by strict study of the 
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authors’ rhetorical choices.  Textbooks were expensive, however, during this period, even though 

the high speed printing press and the typewriter made textbooks more available.  The availability 

of textbooks meant that more students had access to literature.  Literature was selected for the 

lessons the reader could learn from the content.  During this time, the readings would be 

historical or biblical.  McGuffey’s reader provided a clear artifact of the textbooks designed for 

this early curriculum. 

The early 1900s saw an emerging change in the philosophy of education – a philosophy 

that put the child in the center of education.  Jane Addams argued, at an NEA meeting, for the 

immigrant child, “that education must begin with what the experience the child already has…” 

(Applebee, 1974, p. 47).  The progressive movement added momentum to the English content 

battles between autonomy of the high school and the demands of college uniform lists of reading.   

The battle was not only about uniform lists; it was also a conflict between the reading of 

literature for moral lessons and the reading of literature for humanistic understanding.  In 

textbooks at the beginning of 1909, the prefaces and introductions have some mix of the two 

philosophies.  One established textbook that reflected this philosophical mix was Long’s (1909) 

English Literature. 

Long discussed the quality of literature, explaining that the quality of literature is judged 

by its characteristics, which Long explains are artistic, suggestive, permanent, universal, and 

have great style.  His explanation of style is reflective of the Victorian Era (1837-1901): “the 

very soul of one man reflecting as in glass the thought and feelings of humanity” (Long, 1909, p. 

6).  Then, in the introduction to the student, this 1909 English Literature text explained to the 

student that they study literature of a period to learn the ideals of the man existing in that time, 

“T[t]o understand them [people of an age] we must read not only their history which records 
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their deeds, but their literature, which records the dreams that made their deeds possible” (Long, 

1909, p. 7).  While the text is not an example of the 1899 curriculum, it is an example of the 

influence of the Victorian Age where the feeling and aesthetic fought against the rational and 

objective.  Perhaps the text also serves as an example of the application of Matthew Arnold’s 

philosophy in his 1867 Culture and Anarchy.  Arnoldian philosophy changed literature focus 

from language analysis to a study of ethics and human interactions; this change elevated the 

status of teachers in the mind of the public (Applebee, 1974, p. 25). 

Masses in High School 

The setting for the 1917 Reorganization of English was the result of several converging 

factors, the first being the establishment of the National Council of Teachers of English (NCTE) 

in 1911.  The NCTE was formed primarily out of educators’ protests against overly-specific 

college entrance requirements and the effects they were having on high school English 

education.  The NCTE rejected the reading lists of the colleges as inappropriate for all segments 

of democratic society; many Council members ascribed to the ideas of Matthew Arnold’s high 

culture.  During 1907, the extent to which these lists dominated curriculum created an 

unexpected amount of uniformity in the English courses across the nation’s high schools.  The 

college entrance exams held enough power that an affiliation system grew between the colleges 

and the high schools.  The affiliation system created a second problem for the high schools:  “A 

system of high school accreditation initiated by the University of Michigan in 1871 had spread to 

almost two hundred other western and Midwestern colleges by 1896” (Applebee, 1974, p. 50). A 

third factor was a perceived failure of the high schools. Hook (1979) reported that educators and 

the public believed the high schools of 1910 were failing both the immigrants and American-

born students.  This belief was based on Henry S. Pritchett’s report from the Carnegie 
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Foundation for the Advancement of Teaching. Pritchett’s report suggested that only 5% of high 

school students should consider attending college (p. 13).  English teachers of New York 

protested for a curriculum that would provide for all students’ development and against the 

college entrance requirements.  During the early 1900s, high school schedules and English class 

offerings were not uniform.  The overriding concern was that the colleges controlled the 

curriculum at the high schools. 

NCTE Voice of English teachers 

In 1910, the English Round Table of the Secondary Division of the NEA appointed a 

committee lead by James Fleming Hosic, the leader of the English Teachers’ Association of New 

York, to conduct a survey of college-entrance exam requirements.  Committees were formed 

during the English Round Table meeting.  These committee would develop an English program 

that did not use uniform lists (Applebee, 1974, p. 53).  The members of the committee 

established the name, Joint Committee of Thirty.  The committee gave two reports: one was a list 

of aims and problems of secondary English, and the second contained reports of sub committees 

on composition, literature, oral expression, business English, and school libraries (Krug, 1964, p. 

366). The members of the Joint Committee of Thirty became the core of the 1917 reorganization 

committee led by Hosic (p. 366).  One of the findings of the committee was that there was a need 

of a permanent, nation-wide organization of teachers of English (Hook, 1979, p. 15).  

The English Round Table of the NEA, at its recent meeting in San Francisco, 

passed a resolution calling upon the Committee on College-Entrance 

Requirements, which was appointed in Boston the year before, to organize a 

National Council of Teachers of English.  The intention was to create a 
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representative body, which could reflect and render effective the will of the 

various local associations and of individual teachers, and, by securing concert of 

action, greatly improve the conditions surrounding English work. . ." (Hook, 

1979, p. 16). 

At the English Round Table meeting English teachers were adamant about the high 

school being emancipated from the college’s control.  They rejected philology as a study.  James 

Fleming Hosic, the leader of the English Teachers’ Association of New York, organized a 

meeting of English teachers.  According to Hook (1979), approximately 65 people attended the 

organizational meeting, and on December 2, 1911, at the Great Northern Hotel in Chicago, 35 

individuals signed the roster to become charter members of NCTE. With the founding of the 

NCTE, the English teacher had a forum and a voice.   

Hosic was appointed by the NEA’s Department of Superintendence to chair the NEA 

commission for reorganization of the secondary schools.  The reorganization would look at the 

number of years the students attended high school and the courses they took while there.  Hosic’s 

goal was to trim the variety of classes offered by the high schools and create an avenue that 

returning students could complete their education.  This chapter researched how his efforts 

changed English. 

The 1917 Reorganization of English Education.  

Hosic’s (1917) report marked a change in high school English.  The NEA and NCTE 

Report recognized the establishment of public high school as a continuation of common school 

education.  It also established the high school’s responsibility in the teaching of English.  Hosic’s 

chapter on English in Secondary Schools explained how the college admission requirements, 
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although unintentional, led the high school curriculum in English.  However, high school 

students needed more variation: “the necessity of the vocational side by side with the cultural 

and the disciplinary in secondary-school studies” (NEA, 1917, p. 16).   

The reorganization began with a study conducted by Hosic in 1910.  He sent out 3,000 

copies of a questionnaire and received approximately 700 replies.  The questionnaire was 

concerned with the influence of the uniform requirements in English and entrance examinations 

set upon them [high schools] by the colleges.  The purpose was to “unite the teachers of the 

country in support of sound principles of secondary education, in order that boys and girls 

passing through high school may receive the kind of training in English best fitted to develop 

them and to prepare them for life” (NEA, 1917, p 18).   

It seems clear that the public high schools of the United States will soon be free 

from any influence tending to a rigid, quantitative course of study.  There is the 

greatest need, therefore, of sober consideration of the high school course by those 

who are directly responsible for it.  High-school principals and teachers, 

supervisors, and student of education, as a rule, seem to realize this.  Indeed the 

movement leading to the compilation of this report [Reorganization of English] 

may be said to have arisen out of a desire to discharge that responsibility and 

secure for the youth of the land the best possible organization of the instruction of 

English (NEA, 1917, p 16).   

Hosic created specific committees to study secondary English: Composition 7-9, 

Composition 10-12, Literature 7-9, Literature 10-12, Oral Expression, Business English, 
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Attainment at the End of the Sixth Grade, and  Libraries and Equipment.  Each committee was to 

be guided by the specific task of work.    

The committee believes that a single statement of aims will prove serviceable as a 

guide to the English work of the school.  There should be, however, no 

expectation of uniformity in results, such as is implied, for example, in uniform 

examinations or the prescription of certain books to be read in certain grade in all 

school.  A course in English should made very clear to all concerned what ends 

are sought, the character of the activities necessary to reach those ends and the 

standards and measures by which progress may be ascertained; but it should be 

same time provide for choice and adaptations of material to meet special group 

and community interest and needs and to fit individual capacities for expression 

and enjoyment (NEA, 1917, p. 80).   

The committee began with the purpose of their work:  What are the reasons we teach 

English?  The committees addressed the ways their specific categories aligned with three 

fundamental reasons: 

 Cultural.  To open to the pupil new and higher forms of pleasure 

 Vocational. To fit the student for the highest success in his chosen calling. 

 Social and ethical.  To present to the student noble ideals, aid in the 

formation of his character, and make him more efficient and actively 

interested in his relations with and service to others in the community and 

in the Nation. 
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 These fundamental aims should be implicit in the teacher’s attitude and in 

the spirit of the class work, but should not be explicitly sent forth as 

should the immediate aim of each class exercise (Hosic, 1917, p.80). 

Hosic’s report also changed the study of English.  It was to be regarded “primarily as an art, not 

as a science, and is to be learned by practice rather than by generalization” (Hosic, 1917, p.16).  

The committees agreed there was some value in the systematizing of certain knowledge, 

grammar, spelling, rhetoric, literary forms, etc.  Although systematizing was not the focus, the 

activities and experiences identified would build the content of the course.  Each committee 

reported its content specificities.  The language of the committees was that the choices made 

were based on investigations, a habit to be formed, and results to be tested, which were important 

elements of the rhetoric of the report because it was reflective of the nature of scientific study.  

However, the language also contained elements of the progressive ideologies, experience, 

practice, and freedom of choice. 

The Composition Committee members elected to report on the areas of  grammar and 

rhetoric.  The committee explained that their attention in these areas was based on their own 

classroom experiences and investigation, not because the topics were expected in English, and 

“not because of mere custom or the desire for logical completeness” (NEA, 1917, p. 27).  

According to the Composition Committee, the study of these topics would be best if they were 

regarded as specific habit to be formed and for results to be tested ultimately as practice rather 

than theory (p. 28).  It was not supposed that precisely these topics in precisely this order would 

be handled everywhere, nor that the emphasis on each of them would everywhere be the same.  

Definite progress in several abilities represented should, however, be planned for in every 

school.  Chief among the composition abilities to be cultivated were: 
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 Accuracy of observation and vividness of imagination 

 Clear and logical thinking 

 A sense for order and completeness 

 Adaptation of subject matter to a particular audience 

 The sentence sense 

 The accurate use of an adequate vocabulary 

 Observance of standard usage in matters of external form (NEA, 1917, p. 31). 

At the time of the report, grammar was seen as a skill that could not be developed without 

practice of the skill itself.  In opposition, Hosic countered with “In general, the grammar worth 

teaching is the grammar of use– function in the sentence—and the grammar to be passed over is 

the grammar of classification—pigeonholing by definition” (NEA, 1917, p. 37). The Hosic 

report shifted the thoughts on grammar by adding an experiential piece to the learning; grammar, 

he wrote, was “better learned through the making of better sentences” (p. 37).   According to 

Hosic (1917), the previous consensus in language skills was that “Language, it is well known, is 

learned mainly by imitation, largely unconscious, and children constantly use in their speech 

hundreds of expressions, many of them highly idiomatic, which only the linguistic scholar, 

familiar with the history of the language, can explain” (p. 37).  The list of standards in Hosic’s 

curriculum was centered in activities like the experiential progressive models in curricular 

ideology.  Hosic’s report and subject reorganization were positively received by most high 

school English educators.   

In April of 1917, America entered WWI.  English teachers responded with questions 

about how to support their country during this time.  Some of their responses were found in the 
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surge of patriotic literature offered in their classes and reflected in the textbooks.  Several 

textbooks exemplified the various ideologies found in schools during this time setting.   

The New American Readers, a series of basals published in 1919, captured the resurgence 

of patriotism in their readers.  The following excerpt is from the fifth reader (9
th

 grade) study. 

Lessons in oral expression (naturalness, pronunciation, articulation, breathing, pitch, inflection, 

emphasis, and rate) are followed by literary selections chosen to “call attention to expression as 

well as expression. …oral expression is one of the finest of the fine arts” (Horn, Shurter, & 

Baugh, 1919, p. 5).   

The lessons in oral expression are meeting the curriculum requirement (7) English 

is social, the chief function is communication, pupils must have an audience with 

a consciously conceived purpose (inform, persuade, inspire, or entertain).  The 

student must have expressional and interpretative experience that has social value 

(Hosic, 1917, pp. 87-88). 

The literature of the text is distributed into two sections: Narrative and Descriptive. This 

distribution of content is one that reflects the 1899 curriculum; however, the content of the 

reading is patriotic, which is more reflective of the time period beginning with the World War, 

“the literature is American in spirit and in content” (Horn, Shurter, & Baugh, 1919, p. 5). The 

author’s description below was meant to give an understanding of the nature of the selections.  

 Since the World War has forced upon our attention the need of more intensive 

training in patriotism on the part of the schools, the initial selections in each of 

these higher readers are intended to “incite loyalty to the new America which the 

war has produced” (p. 5). 
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While not all of the 1917 curriculum objectives were reflected in the textbook, the 

literature and the oral expression exercises met the curriculum requirements for the early high 

school years.  They also reflected the spirit of Americanism prevalent in the war years.     

A second example of a textbook written for English high school from the period 

surrounding the Reorganization of English in 1917 provided an example of the ideas of the 

Progressive movement in education.  Titled, A Progressive Course in English for Secondary 

Students, the work contended that (1) “[t]he first aim is to lead the pupil to do rather than to learn 

what he ought to do” (Stebbins, 1923, p. iii).  The aim to—do rather than ought—to—do began 

with Comenius.  A maximum from Meiklejohn’s study of J.A. Comenius’s (1923)  “The Great 

Didactic 347, 7” explained the great teacher’s view of writing,  “In schools, therefore, let the 

students learn to write by writing to talk by talking to sing by singing and to reason by reasoning.  

In this way, schools will be humming with work, and students whose efforts prove successful 

will experience truth to the proverb” (Meiklejohn,1942).  The author of the textbook, Stebbins 

wrote that the work was largely inductive in nature and specifically stated, that “they [inductive 

exercises] were not intended to be used as a basis for recitation work” (p. iii).  Stebbins 

explained that two additional goals of the text were to “(1) associate the theme work with the life 

and experience of the pupil and to make it progressive in nature the teacher must make abundant 

opportunity to satisfy the social and intellectual interests of the individual pupil, and that (2) a 

strong effort had to be made to assist the pupil toward the acquirement of a vocabulary” (iii).  

The child-centered nature of this text was evident in the “Foreword” section.  The organization 

was the same as outlined by the 1899 curriculum in that the text had a narrative section and a 

descriptive section arranged under composition, grammar review, punctuation, and then 

literature classics.   
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Once English was accepted as a course of study, the question became How do we teach 

English? The standards from the Committee of Ten (1892) to the Reorganization of English 

(1917) stabilized the shift in content from the Latin/Greek base to English and high school 

uniformity in the school schedule, time spent in a content, and a method for teaching. 

In 1917, the NEA sponsored a committee lead by Hosic to reorganize secondary schools.  

From this reorganization, English for secondary was considered outside of college expectations 

and in 1917 the Reorganization of English for Secondary Schools was published.  The 1917 

standards focused on the content by using the rhetorical structures of narration, description, and 

exposition.  The last year was the study of the history of the English language.  Students were not 

expected to write large compositions until their last year of high school English.  Literature was a 

rhetorical study primarily due to the respectability given to it by philology, which was the 

composition and literature connected through the rhetorical style.  The 1917 standards included a 

proclamation that high school was separate from college. The 1917 Reorganization of Secondary 

English also indicated the aim of the high school which would drive the curriculum development 

and the teaching in the classroom, “kept in mind in planning the whole course and applied in the 

teaching of every year” (Hosic, 1917).  These aims were to teach students to read thoughtfully 

and gain command of communication skills.  

The period of Setting the System was uniform in that educators were defining the high 

school English class and forming a focus for their graduates.  The report of 1892 brought 

uniformity to the high school schedules and to the content by way of the hours high school 

students would spend in English.  The 1917 standards added depth in the content of literature by 

adding variety of genre.  Like the 1899 standards, the study of literature were linked to writing 

because philology was still the basic structure of the study.  Reading was defined as a skill with 
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three components: careful reading, consultation reading and cursory reading in 1917. By 1917, 

the high schools had compulsory attendance laws, vocational education diversified the 

coursework, and teachers of English content that were looking at their role in the classroom.  

With the raging First World War, many things changed in American society. However, the 1918 

Cardinal Principals included the statement that “the school as one agency may be controlled 

definite and consciously by our democracy for the purpose of unity of its people” (p. 24).   

English content set down its roots during this period and showed every indication that it 

would be molded by the world around it.  The following bulleted list links the attributes of 

standardization documents, thus describing the setting of the system of high school English 

language arts. 

 Control was removed from the college; however there was a link to high school 

curriculum. 

 Literature began as a study of the classical literature in Greek and Latin for the language.  

Literature study shifted from moralistic/patriotic lessons, to help in working out personal 

problems (no imaginative literature), then finally to focus on literature as a study of 

humanity. 

 Reading was taught with different emphasis:  1892, memory, oral reading; 1899, 

philology, oral reading, memory; 1917, cursory, careful, consultation reading. 

 Conventions were taught through systematic grammar. 

 Writing was taught as correct format and structure, which was linked to rhetorical study 

of literature. 

 Media was not mentioned, although photography was a new media. 



178 

 Assessment was written by the teacher and the colleges had entrance exams.  In1917 tests 

were not composed around recitation. 

 Spelling was not mentioned until 1917. 

 Teamwork was not mentioned. 

 Responsibility of other subjects:  Every subject was to assist teaching English with the 

exception of poetry in history in 1917. 

 High school population quadrupled (Hook, 1979, p. 41) 

 Exemplar Schedules were a goal of the Committee of Ten, 1893. 

 Teacher Directed Curriculum was a goal of the College Entrance Requirements, 1899. 

 Curriculum Organization was a goal of the Reorganization of Secondary English, 1917. 

The standards during this period were cementing English as a viable study and events put 

the curriculum into the hands of the English teacher in the high school through the NCTE.  

English entered the next period with content, respectability in scholarship, and professional 

voice.  Within the content of English, the strands were still being molded, first by the uniformity 

of the Committee of Ten, then by the college entrance requirements, and finally by the high 

schools during the reorganization of secondary.  The point of view of each committee was 

apparent in the curriculum they developed, yet all held to certain principles that would be left 

behind by 1922.   

In 1892, the reading recommended was to support history.  Even the vocabulary study 

was etymology, which focused on the development of the human race more than the word.  On 

the study of etymology, the book recommended by the Committee of Ten, On The Study of 

Words stated, “so many words are derived from other languages, there are few modes of 
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instruction more useful or more amusing than that of accustoming young people to seek for the 

etymology or primary meaning of the words they use. There are cases in which more knowledge 

of more value may be conveyed by the history of a word than by the history of a campaign” 

(Mayhew, 1888, p. 5).   

The only other study recommended by the 1892 standards was that of systematic 

grammar, which was studied in the same manner as Latin grammar.  The inconsistencies that 

existed in the teaching of grammar was noted in the 1899 curriculum. Grammar study was about 

sentences as units of thought, inflection of pronouns and verbs, and agreement of verbs and 

pronouns; the grammar emphasized verbs. 

The reading focused on classic literature, which was validated by the philological studies 

attached to English.  Philological studies had been based in the ancient Greek and Latin; now 

that it was applied to English, colleges found credibility to the teaching of literature in English as 

long as the study was attached to  rhetorical style and writing illustrated or demonstrated 

familiarity with the rhetoric of the reading.   

Outlining was an important strategy used in reading non-fiction and direct questions were 

used to ask questions about the fiction.  These questions came under the headings of meaning of 

the author, method of the author, and examples of the rhetorical style.   

In composition, incidents, selection of material (unity), proportion (mass and emphasis), 

external form of composition (headings, margins, indentions of paragraphs), grammar study, and 

figures of speech were part of the first years of study.  The curriculum moved slowly in 

comparison to modern curriculum.  Full essays were not written until the 4
th

 year of English.  By 
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1917, the curriculum added writing drafts.  In this period, students were encouraged to 

demonstrate ability on first writings. 

The Setting of the System focus was primarily on developing English as a content and 

breaking away from the college control primarily because of the growth in attendance.  More 

students in attendance created a dual role for high school: one, preparation for college and two, 

granting a more technical terminal degree.  However, the system set up was complete.  High 

school established itself as part of the mass education system.  In 1917, the preface of the 

Reorganization of English in Secondary Schools stated that school should be controlled by the 

democracy for the purposes of unifying the people.  The next time period explored  how the 

school could best serve its stakeholders through curriculum focus, which is the topic of 

Switching Leaders. 

Switching Leaders (1922 – 1957) 

The period from 1922 to 1957 was a time when society accepted Dewey’s (1901) view of 

the school as an agent for social change and reform.  During this time-period, the curriculum 

focus shifted from a content defined by American society in 1922, to the child-centered 

experience curriculum of 1935, and finally to 1957 NCTE teacher- defined and created 

experiences.  Content also changed.  The secondary classroom added additional materials and 

American literature entered the classroom.  The emphasis on American themes in schools was 

apparent in a NCTE 1920 conference title, The Teaching of American Ideals.  Teachers were 

encouraged to abandon formal grammar instruction in favor of functional language instruction.  

Teachers had access to new intelligence and performance tests for students.  They also had the 

resources to address students’ remedial skills.  By 1935, the science of educational testing was 
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not seen as a cure, but it was seen as a valuable tool to address students’ problems. (Applebee, 

1974, p. 100).  According to a 1933 study by Dora V. Smith, secondary English classrooms were 

a mixture of progressive and traditional methodology.  The published standards of the time 

period also showed that there are three distinct curriculums, each with a different stakeholder as 

a leader:  the society/community surrounding the school, the teachers who became the keepers of 

the experiences and content, and the students who were in charge of their own learning.  Franklin 

Bobbitt’s work in Los Angeles is an example the society and community leading the content of 

the curriculum.  Bobbitt looked to the city of Los Angeles to define their expectations for the 

graduates of their high schools. 

Voice of Society in Los Angeles 

An important influence on the teaching of English was the work of Franklin Bobbitt’s 

1922 community-based curriculum that he developed in Los Angeles, California.  Bobbitt’s 

standardized was centered on community needs.  He developed a list of behaviors that would 

benefit the community in which the school existed.  Content teachers then selected the behaviors 

they could address through their subject matter.  For example, “the ability to read maps” was 

identified as a necessary skill;  that skill could be responsibility of the English teacher using 

literary maps as content or the social studies teacher using geography maps….or both.   

  Under the General Mental Efficiency section’s main heading number 901, Bobbitt listed 

19 items (which were listed as a,b,c, etc.).  The examples related to English, were identified as  p 

and s.  

901.  A proportioned intellectual apprehension, such as one’s natural capacities 

will permit, of the fundamental realities, which make up the world of a man’s life.  
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Awakened interests in, and tendencies to attention to these realities.  Normal 

appreciations and emotional reactions (p. 29)… 

p) The world of language and literature.  A mind enriched through the reading of 

the great literature of the world (p. 29)… 

s) The world of myth, legend, folklore, and fairytale – realities of sort since they 

are worlds created in man’s imagination (p. 29). 

Also listed were such items as the nature of man and manners and customs.  Bobbitt 

listed literature themes and lists based on what the students would typically enjoy in their 

adolescence, such as action, the physical world, the social world, human nature, lyric, fancy.  

The curriculum also featured units related to specific time-periods, such as a project on Charles 

Dickens; A Tale of Two Cities and a Victorian period project.  The community driven curriculum 

was individualized.  A popular textbook from 1922 was the Selections from English Literature, 

which included a foreword to the pupil that explained to the student why he/she should study 

literature.   

The main aim of the study of literature is to enlarge your vision, to develop your 

artistic and emotional nature, to broaden your intellectual horizon, to touch the 

deeper springs of your imagination, to arouse and quicken your moral instincts 

and to increase your capacity for life and the enjoyment of its finer possibilities 

(Payne & Hill, 1922, p. v).  

The writers explained that literature was the spiritual breath of a people, the love of 

literature is an acquisition, and that students should think of literature study as a game or an 

adventure.  This textbook selection was exemplifying the ideology of the romantic era and the art 
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of the teaching of English.  The social purpose for English was to enlighten and enrich the 

students in high school to the make them understand their world, which reflected back on 

Arnoldian philosophy from his book published in 1867. 

In 1924, The Social Objectives of School English by Charles S. Pendleton was published.  

Pendleton collected and analyzed 1,581 English social skills (objectives) in his book.  The book 

was released at a time when people felt high school was over-run with electives, and Pendleton’s 

list was ridiculed as obsessive. However, his investigation is seminal in the research of English 

objectives.  Pendleton’s (1924) stated concern was that, “The school subject English is 

notoriously ill defined” (p. 3).   His references included Dolch’s 1921 article from the Journal of 

Education Research, “Measurement of High-School English,” an  English Journal editorial, 

“What is English?” from 1920, and Earl Hudelson’s NSSE article, “English Composition: Its 

Aims, Methods, and Measurement” from 1923.  He asserted that “hardly any two teachers 

conceive it alike, and the statements in curricula purporting to describe it are only rough and 

approximate” (p. 3).  Content objectives were for many educators a pathway to defining content.  

Hence, Pendleton’s investigation was his effort to define the nature of English in public school.  

His publication brought together four parts: “(1) a particularized catalogue of objectives from 

teachers of high school English outcomes, (2) actual social English used by many adults in their 

daily lives, (3) a prioritized list of items deemed important by judged by teachers, and (4) the 

range and competence of the eighty teachers consulted” (p. 3).  Pendlenton’s work on the “range 

and competence of the eighty teachers” was a listing of the participating teachers, the levels of 

English they taught, and the years of teaching English.  In this way, Pendleton hoped to give 

some validation that he was consulting experts.  Pendleton’s English objectives situate the 

content within the context of school. The material for his investigation were from seven sources:  



184 

(1) direct statements from 272 teachers of English; (2) similar direct utterances 

from about 100 educators; (3) all the articles, editorials, notes, and advertisements 

pertaining to English which were published in eleven important educational 

periodicals during the five previous years; (4) the relevant portions of 67 

standards from general writings of education; (5) 118 standard volumes about 

English or the teaching of English; (6) 49 state or city courses of study, or 

teachers’ manuals, in English; and (7) 62 widely used school textbooks on various 

phases and educational levels of this subject” (p. 4).   

His social validity of the catalogues was investigated by 2759 individuals residing in 99 

widely scattered communities, all educated leaders.  Pendleton’s catalogue represents valuable 

social objectives to teachers of the time.  Examples included: 

 The ability to spell correctly without hesitation all the ordinary words of one’s writing 

vocabulary. 

 The ability to speak, in conversation, in complete sentences, not in broken phrasing. 

 The ability to write – in ordinary writing situations and without great concentration of 

attention – English which is grammatically correct. 

 The attitude of prompt, effective abolishment of any error in one’s written English as 

soon as it is called to one’s attention once (p. 36). 

Pendleton’s list was not exhaustive, and he did not claim to define English as a subject 

area.  He wrote,   “Nevertheless, it does not assume to effect an establishment of the ideal, 

wholly objective social goals for instruction in English which possible will someday be 
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determined by an exhaustive examination of society itself, rather than of the usages and ideals of 

teachers” (p. 3).   

Many investigations stepped outside of the school and into society to link English to a 

functional society.  In 1926, John Mantle Clapp produced research that investigated the place and 

function of English in American life.  Known as the Clapp Report (1926), it was part of an 

Economy of Time Movement, which emerged shortly after World War I and emphasized 

minimum essentials. The Economy of Time Movement was an effort by educators to organize 

the school years into a manageable time period. In order to keep the school experience to twelve 

years, educators needed to review what content students truly needed in school—content they 

would not be able to learn outside of school.  Clapp’s report directed attention to language 

competencies needed in various occupations (Applebee, 1974). His group sent 25,000 surveys to 

people in the American working world, from lawyers to hairdressers.  The 2615 surveys returned 

reflected 253 occupations of people from varying education levels.  The results reported, “the 

effect of their school or college study upon their command of the language – taking their own 

valuation – appear[ed] almost negligible” (Applebee, 1974, p. 123).  The study provided “a 

profile of the English curriculum to follow” but warned that literature had very little place in the 

profile created by Clapp (Applebee, 1974, p. 123).  Hook (1979) wrote that the report reminded 

English teachers of their social responsibilities in preparing students for their futures (p. 73), but 

fell short of Hosic’s principles.  Published in the 1926 English Journal, the 48 page report was 

“reflective of the curriculum building process” (Hook, 1979, p. 73).    

In November 1929, Ruth Mary Weeks, President of NCTE, created a curriculum 

commission, “which should build a course of study in English K-graduate school” (Hatfield, 

1935, p. ix).  The project secured support from six national organizations interested in the 
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English field.  The work was conducted in committees which were supported with money from 

NCTE and NEA (NEA & NCTE, 1935, p. x).  The resulting publication was the Experience 

Curriculum in English, which was developed under the direction of W.W. Hatfield and published 

in 1935.  However, during the deliberations of the commission, the country experienced 

devastation. 

The stock market crashed in 1929 and the bleakest years in American history followed.  

The country suffered high unemployment.  Homelessness and desperation for jobs caused people 

to live in make-shift housing called Hoovervilles.  The weather seemed to work against the 

agricultural industry in 1933—the bread-basket of the United States experienced a severe 

drought.  The land was so deplete of moisture that the entire plain was covered with blowing dirt.  

The plains became known as the Dust Bowl.  The condition caused more displacement of the 

people who for generations had farmed the land.  Unemployment, homelessness, and 

displacement affected the country’s education system as well.  During the depression, English 

became oriented toward studies of “exploration of self, of society, of the past and the present 

world” (Applebee, 1974, p. 107).   

The 1935 NCTE Experience Curriculum asserted that literature should hold intrinsic 

worth for the student and that grammar instruction should be in the form of actual use of 

language (NEA & NCTE, 1935, p. 18, 19).   The experience curriculum standards were 

concerned with human nature and the topics of patriotism, troubled religious beliefs, social 

wrongs, and friendship.  The social times in American warranted a curriculum that gave attention 

to the human condition, because that condition was so torn.   Many felt The Experience 

Curriculum lacked specificity, so the NCTE answered with the Basic Aims for English 
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Instruction in American Schools (1942).  The publication recommendations (original numbers 

reported) included:   

(1) language is a basic instruction in the maintenance of the democratic way of life 

(2) increasingly free and effective interchange of ideas is vital to life in a democracy 

(3) Language study in the schools must be based on the language needs of the living 

(5) English enriches personal living and deepens understanding of social relationships 

(10) The development of social understanding through literature requires reading 

materials within comprehension, the social intelligence and the emotional range of the 

pupils whose life’s they expected to influence.  (Hook, 1979, p. 132)   

Applebee reported that,   “The whole document emphasized social situations and the 

responsibility of each citizen to cooperate with his or her fellows” ( p. 132).   

Crisis of WWII 

During the war years, the NCTE published guides for English teachers to help them with 

the content of their classes.  One in particular by Neal Cross (1942) was titled, The Teaching of 

English in Wartime: A Brief Guide to Classroom Practice.  The NCTE also published a 

document entitled The Role of the English Teacher in Wartime (1942).  English teachers wanted 

to know how they could help during this time.  Dora Smith (1943) produced a bibliography of 

writing on the topic titled Free and Inexpensive Materials on the Problems of Education for the 

War and Reconstruction.  In the document Wartime English, teachers received some guidance in 

their duties and responsibility to the students in their classes:   
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Through reading and discussion, we can help young people to sense what it is 

America is fighting for by developing an understanding of democratic ideas and 

by stimulating devotion to them.  In the teaching of English, we are in the position 

to promote national unity (1) through democratic integration of diverse cultural 

groups (2) through recognition of the unique contribution of each national culture, 

and (3) through emphasis upon the contribution, which America has made each of 

them.  The teaching of English in wartime would concern itself also with the 

needs of the individual for itself, but also with the needs of the individual for 

social and personal adjustment. (Applebee, 1974, p. 134).  

In the document’s conclusion, the cautionary tale of war was vivid: “Especial caution is 

needed to conserve those aesthetic and recreational values in English which are necessary to 

continuing culture, to personal growth and satisfaction, and to the maintenance of sanity and 

perspective during wartime” (Applebee, 1974, p. 134).  Teachers were drafted and students 

waited their turn to go to war.  At the same time the course of English was in danger of being 

integrated in other classes; English teachers grappled with their place in their own content.  One 

of the strands that acquired a great deal of attention was the listening strand, “a wartime growth 

of the interest in listening was spurred by the Clapp Report” (Hook, 1979, p. 135).  Funding 

available through the Department of Education lead to W.W. Hatfield’s report on The 

Communication Arts and the High School Victory Corporation in 1944, which was a combined 

project of the NCTE and the Department of Education.  Hatfield’s report was funded under the 

topic of experiments in the media arts.  His work lead to the listening skills.  His radio listening 

skills included a list of questions for discussion.  These same skills had been listed in The 

Experience Curriculum.   
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Voice of the Teachers in Schools 

In 1945, the NCTE appointed the Commission on the English Curriculum to study the 

place of English language arts in society and methods of teaching in English language arts.  The 

Commission appointed 31 members, who were diversified by level, location, and philosophy.  

These 31 members were charged with publishing a series of volumes on English curriculum that 

was “based on sound democratic principles and the most adequate research concerning how the 

powers in the language arts can best be developed (Smith, 1953, p vii).”  The members addressed 

questions of local committees on the issues surrounding the teaching of English, for example: 

1. What shall we do about grammar? 

2. What is the relationship of English to a core program? 

3. Shall we have separate courses in English and speech? 

4. How should a literature program be organized? 

5. What shall we do about radio, television, newspapers, and magazines? 

The first report was issued in 1952 and presented an overview of the curriculum program 

from preschool to graduate school.  Angela M. Broening was the head of the Production 

Committee for Volume III, which was published in 1956; this was the secondary report 

(Applebee, 1974, p. 167).  The curriculum was experience-based:  “The activities suggested as 

relevant experiences to be included in the curriculum would then be those which could be seen as 

reflecting the specified goals at a level of difficulty suitable to the outlined characteristics of the 

students” (Applebee, 1974, p. 167).   
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The 1957 NCTE curriculum bore the mark of lessons learned from the experience 

curriculum.  The development of English language arts (ELA) curriculum depended on the 

teachers’ desire to change what they were doing in their classrooms, using the information about 

the development of the adolescent, and gathering information from all stakeholders about the 

outcomes of their teaching.  The final charge to teachers was that they evaluate their teaching 

and add quality through their own professional development.  Repeated throughout the 

documents was the idea that teachers were responsible for making reforms.  “Action taken by 

assignment from outside the group, or by administrative or supervisory direction alone, is almost 

certain to fail” (NCTE, 1957, p. 29).  The outcomes were the goals teachers set for their teaching.  

The curriculum highlighted the concerns of what teachers actually do when their door is closed.  

“Those [lessons] are excellent…but I wonder by how many of the teachers they are actually 

used” (NCTE, 1957, p. 33).  What was new was a strand of social competence, along with the 

call to develop sequential well-articulated plans with (1) overall outcomes, (2) objectives at 

various stages intervals concrete to outside school needs, and (3) charts prepared that allocated 

responsibilities.  The largest systems were using teams of teachers to write curriculum:   

Language arts teachers throughout the nation accept personal, social, and 

occupational competence as a goal of education.  Attainment of this outcome may 

be achieved within the limits of the capacity of the individual if his experiences 

with and through language are directed toward (1) cultivation of wholesome 

personal living, (2) development of social sensitivity and effective participation in 

group life, (3) linguistic competence necessary for vocational efficiency (NCTE, 

1957, pp. 44-45).   
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The evidence of the use of the common life was evident in reading of the textbooks of the time.  

In 1935 there emerged new definitions for different types of reading. What was the 1917 cursory 

reading was carried through the curriculum of 1922 as ability to get the essential thought of 

books or articles quickly with a minimum amount of reading, to the 1935 informational reading.  

Cursory reading was the quick reading for some information; informational reading was the 

reading guided by curiosity, current news, magazines, or browsing books. 

In 1935, the curriculum mantra in English was that the teacher would provide experiences 

adapted to the need and capacity of each individual’s learning situation.  The curriculum 

included detail needed for individualization, including typical reading experiences, corrective 

exercises and electives for additional attention in speech, journalism, creative writing, and 

grammar.  The inclusiveness of this curriculum spread to other areas of content.  All content 

areas were responsible for teaching language skills.  The teacher was exclusively in charge of the 

experiences created to support of the curriculum’s enabling objectives.  According to Hook 

(1979),  The Experience Curriculum of 1935 had a 30-year influence. Ruth Weeks, the President 

of NCTE, said that the English language arts curriculum provided a model of how all curriculum 

should be developed.  Essentially the curriculum switched from community-centered to teacher-

centered primary objectives that were supported by enabling objectives. The objectives were 

stated in terms of what the student would do, for example, introduce a speaker, make a five 

minute talk, write a letter to a sick friend, talk on the phone.   Glatthorn (1991) wrote of the time, 

“this is a good society and the goal of education is to learn to adjust to it” (p. 5).   

In 1957, the primary objectives and enabling objectives of 1935 gave way to experiences 

that produced a desired outcome on the part of the student.  Diagnosis entered education and the 

management of individuals was based on testing.  Testing scores coupled with desired outcomes 
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and student interest guided lessons.  Student needs, interests, and developmental levels lead the 

curriculum content.  The curriculum was based in experiences in reading, speaking, and writing.  

The experiences were intentional and were meant to bring about changes in the student.  The 

following bulleted list links the attributes of standardization documents thus describing the 

setting of the system of high school ELA. 

 Control was expressed as realities of a man’s world, experiences provided, then diagnosis 

and needs of the student (society, teacher, student). 

 Literature was taught for personal growth, human behavior and reading enjoyment.  

Literature has “intrinsic worth for him [student] now” (NEA & NCTE, 1935, p. 19).   

 Reading was about personal choice and diversity in culture. 

 Writing practice was centered in actual life situations – letters, news articles, invitations 

 Conventions  focused on grammar techniques used to control outcomes in writing such 

as: “infinitives as subjects to secure directness and force” decreasing verbosity – 

becoming more direct, not open for interpretation – use of grammar leads to specific 

outcomes . Grammar “reported no scientific evident of the usefulness of grammar 

instruction – only the actual use of the language is a functional instruction” (NEA & 

NCTE, 1935, p. 19). 

 Writing was practiced for correct format and structure and rhetorical study. 

 Media technology was developing: typewriter, radio, motion picture (photoplays), 

television.  Media enters the curriculum with questions for discussion and evaluation of 

the media content. 

 Assessment was by teachers’ evaluation of student work and diagnosis of IQ. 
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 Spelling was mentioned in 1922 as a development of learning syllabication and in 1935 a 

spelling list was included in the curriculum. 

 Teamwork entered the curriculum through group projects.  Committees showed up by 

1935, and in 1957 the students were to be involved in the community, school, and with 

each other. 

 Responsibility of other subjects changed over time:  secure guidance of related science 

(1922), all teachers responsible for language (1935), no mention (1957). 

 WW II Effect on Schools was that war and the war effort depleted the population of the 

schools and caused the content areas to look at the utility of their coursework. 

 High school population doubled 1920-1930 (Hook, 1979, p. 41). 

 Community needs from the graduating student was a focus in 1922. 

 Teacher needs to offer was the language of standards in 1935. 

 Curriculum directed through outside the school in the community, 1922. 

 Curriculum directed by teacher-selected experiences that they need to offer, 1935. 

 Curriculum directed by student needs for themselves, 1957. 

 State controlled, compulsory school 8 hrs week until 18 and by 1957 there was 

comprehensive high school. 

This period in the standards study is one that moved the standards from the measurement 

of what the community needed from their high school graduates, to teacher-created experiences 

through content, and finally to the measurement of student’s interest and abilities coupled with 

English.  The role switching was evidenced in the standards.  The period covered thirty-five 

years during which the schools endured the vast effects of not only WWII, but the Depression 
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Era and the Dust Bowl.  These social ills, including McCarthyism, deeply affected curriculum 

and schools.  

Teachers fought for the rights of all Americans including communists.  A 1937 report, 

Unique Function of Education in a Democracy, asserted that schools should be administered by 

professors with academic freedom in a climate of protection, and democratic and scientific 

freedom.  The fifties were about the freedoms of the teachers and the freedoms of the students.  

NCTE’s statement reflects the emphasis: “NCTE believes that freedom to teach includes 

freedom to examine and to divert from, within the limits of loyalty and integrity not only those 

beliefs which are safe and popular” (Christenbury, 2011, p. 31).  In 1953, NCTE had published a 

pamphlet titled Censorship and Controversy:  “[i]It is a strong conviction of the NCTE that 

schools and colleges of the nation must be guarded not only against communism, but also against 

persons who use the fear of communism as a pretext for their attacks on American education 

systems” (Christenbury, 2011, pp. 31,32)  When the age closed, Progressive education was the 

order of the day and a Cacophony of Voices began. 

A Cacophony of Voices (1960 – 1980) 

A cacophony is the sound of many, all at the same time.  During the twenty years from 

1960 to 1980, voices brought many of the choices that could be made in teaching English to the 

forefront.  Teachers were engaged in determining the best method of handling their classes.  The 

general tenor of these twenty years was one of cultural change and distrust in the institutions of 

society.  Schools, especially secondary schools, suffered from a general malaise.  The high 

school was one of the institutions distrusted. Educators had long claimed that the function of 

education was to prepare students to enter society.  Students who were unsure of their futures, 
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seemed uninterested in becoming part of society.  English teachers redoubled their efforts to 

retain and engage their students.   

Progressive Movement (1948 – 1980) 

The Progressive Movement in high school English was a the theme of  the setting  

Cacophony of Voices.  English Language Arts in American High Schools, a study by Arno Jewett 

in 1959, verified that curriculum models were experiential and textbooks reflected great 

diversity.  Many gains were made during this period, especially in the teaching of literature.  

English teachers called for more guidance and clarification as their content was questioned by 

other content areas; the teachers also called for a review of the academic integrity of the 

scholarship used in the teaching of English. The concern over academic integrity lead to the 

funding of the Basic Issues Conference and Report (1958), in which 35 basic issues were 

identified:  21 related to the goals and the content of teaching and 14 related to the preparation of 

teachers (Hook, 1979, p. 183).  The report identified three reasons to study English: practical 

value, civilizing value, and love of the subject. Hook (1979) reported, “[The] professional itself 

is expressing real concern about the quality of the work in English…There is much reason to 

believe that English teaching can be radically improved, give the right approach to the problems 

and effort of sufficient magnitude and strength as there is to suppose that we can strengthen 

education in mathematics, science, and foreign language” (p. 183). One of the questions 

addressed, and answered, was What is English? 

The first reason for studying English is its practical value.  Skills acquired in 

reading and writing are basic to most other subjects studied in school and college 

and are useful…verbal skills is the best predictor of general academic success.  
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English is not merely a group of skills; it has subject matter of its own, cultural 

heritage, in literary form, of the English-speaking people. Cultural heritage is 

broad: religious, technological, political, sociological, and artistic.  The literary 

tradition represents what man had done; it records what he has dreamed and felt 

and thought.  Study of English has a civilizing value; ignorance of cultural 

heritage is being a barbarian with no real connection with the past.  Literature is 

an art using words. The high school English teacher is inundated with extra 

intrusions in their classrooms and diluted in content with the other content areas 

(NCTE, 1958, pp. 4, 5). 

The document outlined the concerns of English teachers as their content related to 

technology, economy, and other subject materials:  

He [the high school English teacher] points out that in many schools English is 

now combined with social studies in some kind of block or core course, and that, 

as the only required course, it suffers intrusions from everything in the school 

which applies to all student – extracurricular activities, safety programs, patriotic 

exercises, and Red Cross drives (NCTE, 1958, p. 5).   

The Basic Issues in the Teaching of English (1958) led to funding from the 

National Defense Act., which “authorized funds for research and experimentation in the 

effective use of radio, television, motion pictures, and related media for educational 

purposes” (Harris, 1961, p. 114). 

The American High School Today:  A First Report to Interested Citizens (1959) by James 

B. Conant emphasized the importance of English Education and evaluated the adequacy of 
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courses in British and American literature and composition (Applebee, 1974, pp. 19-20).  Conant 

believed ability grouping benefited students who were academically talented and students who 

were remedial.  Conant’s recommendations for English were clear, “[English has] an important 

place in the curriculum, but one requiring some substantial changes in approach” (Applebee, 

1974, p. 189).  An NCTE Resolution passed at the 1960 Convention recommended that the 

organization should (1) support all national efforts to obtain support for the teaching of English 

and other humanities on a national scale, (2) direct the Executive Committee to inform national 

leaders in government, business, and education of the NCTEs mounting concern over the neglect 

of English and other humankind in current education efforts,  and (3) direct Executive 

Committee to inform Congress of the United States and the U.S. Office of Education of the 

compelling need to include English and the humanities as a vital first step toward improving 

instruction in English and of stimulating program development in this important area (Applebee, 

1974).  The release of funding for English lead to Project English. 

The world of school became centered on the individual child.  The function of school 

moved from creating products (students) that could add to society to educating students who 

would find themselves and develop skills to meet their own needs.  The change of focus, from 

societal needs for student needs, changed the way educators delivered their content.  NCTE 

became an advocate of the student.  In 1962, NCTE published Students Right to Read in an on-

going fight against censorship.  This committee publication purported, “[T]the real victims are 

the students, denied the freedom to explore ideas and pursue truth wherever and however they 

wish” (p. 7).  The times gravitated around individual rights and ideas.  English curriculum was 

directed toward three goals: (1) cultivation of wholesome personal living, (2) development of 
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social sensitivity and effective participation in group-life, and (3) linguistic competence 

necessary for vocational efficiency.   

Improving the English Content 

According to Glathorn (1991) and Applebee (1974), many educators believed that those 

who best understood the structures of academic disciplines would create a curriculum better than 

one created by progressive education specialists.  These projects were prompted, in part, by the  

post-Sputnik crisis and failure of American schools to produce students who could beat the 

Russians to space.  English was revamped under a program named Project English (1962-1968).  

After lobbying by NCTE, English was included in the National Defense Education Act of 1958 

funding for research to elevate instruction.   The research was to be done scientifically within the 

structure of the university.   

Twelve research sites opened in universities around the country. Each project was unique.  

As O’Neill reported, “There was a real sense that English needed to change … English in 

schools and the education of teachers needed to reflect the best ideas and advances in knowledge 

that research universities, not schools of education had to offer” (p. 613).  Albert R. Kitzhaber, 

the main author of Project English was pursuing total reform.  His team worked with Washington 

and Oregon school systems.  In his project, teachers were selected for college development in 

rhetoric, linguistics, rhetoric, and literature; then together, the school and university teams wrote 

materials to be piloted in fall 1963.  The plan was to pilot, revise, evaluate, and publish the 

program.  There were three strands: grammar, rhetoric, and literature.  The “grammar was to be 

studied for its own sake” (O’Neil, 2007, p. 615).  The project was innovative; however the 

problem was sustainability. O’Neil (2007) reported, “What was missing at later implementation 
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was the experiment and teacher training, which left the materials textbook like” (p. 618).  The 

project incurred problems in internal organization, as well.  O’Neil (2007) listed several factors: 

the job was very large for the small number of people involved, the deadline-driven process lead 

to high stress, and the design called for a never-ending process of teacher education, materials 

development, and revision, along with a university/school partnership.  In Table 4, the researcher 

condensed a report by Slack (1964) on the states within the study, the aim of the study, the 

material used, and the college role. 
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Table 4 

Report on Project English 

State 

Center 

Aim (overall) Material 

Use 

College Role 

Nebraska Composition: hs rhetorical studies 50 schools: 

K-12 

University professor and 

consultants 

Wisconsin Mechanism for creating plans and 

materials/bulletin leading to state 

curriculum 

Bulletin to 

Wisconsin 

Schools K-

12 

University professor, 

professional consultants, and 

state department of instruction 

Illinois Teacher Education   

Georgia Written composition (aspects – 

psychology, social, anthropology, 

linguists, creative language 

Elementary 

focus 

Creating writing program 

Columbia 

University 

Center 

Materials for ESL – 100 oral lessons – 

action based  (international Nigeria, 

Ethiopia, New Guinea, Peru, and other 

world-wide participants 

NYC, 

N.MEX, 

MS  

TESL and university 

University 

of Florida 

Comparative JH studies – three 

curriculum (1) with linguistics, 

composition literature (2) literature 

based reading/writing (3) spiral 

curriculum – cognitive processes 

Florida JH University: The Florida Center 

Hunter 

College 

Materials for reading: environmental 

and educational disadvantaged 

JH The Hunter Center 

professional development and 

handbooks/video  

University 

of Oregon 

Sequential curriculum, language, 

literature, composition, and speech 

HS ability 

level focus 

University of Oregon 

University 

of 

Minnesota 

Language centered units HS Summer programs, 

publications, dissemination of 

research 

Northwest

ern 

Composition, informal writing, 

process writing 

HS  -- 

Indiana 

University 

3 programs (grouping) (1) slow 

learner (2) average learner (3) 

academic talented 

JH & HS 

50 pilot 

schools 

Develop criteria for grouping 

– Indiana University 

Carnegie 

Institute 

of Tech 

Cumulative, sequential program – 10
th

 

characterization and universal themes 

– 11
th

 culture – 12
th

 genre and form 

HS – 

release in 

1965 

Core literature program by 

four Carnegie professors 

Table 4. Summary of Project English research areas.  Of the twelve projects, half were focused 

on high school English.  Slack reported the following to a general conference May 1964.  
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Project English produced a core literature program, which covered a sequential program 

10-12.  Only half of the projects focused on English in high school.  The texts published during 

this time were innovative.  The ideas correlated to the skills that needed to be taught with the 

ideology that stressed student responsibility for their own learning.  Angus & Mirel (1999) 

explained that, “The impact of Progressive Education curriculum reform principles on high 

school was expanded individualization of the curriculum” (p. 69).   

Another attempt to improve English came with the Anglo-American Conference on 

English (Dartmouth Seminar) in 1966.  In the summer of 1966, the Modern Language 

Association (MLA), the National Association for the Teaching of English (NATE), and The 

NCTE sponsored the Dartmouth Seminar on the Teaching of English.  The seminar goal was to 

identify ways to improve the teaching of English and to improve the cooperation between 

scholars and the teaching in Great Britain, Canada and the United States.  Harris (1997) reported 

that the changes in English at that time were a “Copernican shift from a view of English as 

something you learn about to a sense of it as something you do” (p. 1). The shift changed the 

English curriculum focus from product to process. Harris also saw the seminar as marking the 

loss of college control over English, which reflected the college/public friction that had been 

addressed earlier, in 1917.  Harris (1997) also wrote that “If the revolt against college 

domination of the curriculum early in the 20th century represented one significant thrust that 

influenced subsequent decisions in English teaching, other forces also impacted teaching 

decisions” (p 1). Some of those forces related to the efforts of educators to guarantee an equal 

education for all students. The Dartmouth Conference 1966 included both American and British 

schoolmen. British educators described their use of a child-centered curriculum that focused on a 

concern for language development and used improvisational drama and informal discussion to 
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instruct.  Their system also encouraged imaginative writing (Harris, 1991).  American 

curriculum was moving toward fixed curriculum, standardized tests, calls for improved skills, 

and increased cultural unity. NCTE viewed Dartmouth as one that was too content centered and 

not sufficiently student centered (Battistells, 2009).  Hook interpreted John Dixon’s Growth 

through English, in 1969, as a reaction to the Dartmouth Seminar (Hook, 1979, p. 221).  

According to Dixon, school expenditures concerned the American taxpayers; as the idea of 

efficiency grew, politicians declared that schools could remove the “extras.”  Back to basics 

became a national trend and reading and language was a major concern. Because the basics could 

be easily tested, schools and teachers could be accountable for what students learned.  The end 

result was a list of behavioral objectives that could be tested through state and national 

assessments to verify pupils’ progress. As Dixon (1967) reported,  “The behavioral goals guided 

curriculum content” (p. xii).   

In 1968, James Squire and Arthur Applebee conducted The National Study of High 

School English Programs:  High School Instruction Today for the Department of Education.  

Squire and Applebee researched 158 high schools in forty-five states, for a period of four years.  

Their research quantified the instructional time spent in various strands of English:  52 percent in 

literature; 15.7 percent in composition; 13 percent in language instruction.  The findings of the 

study were challenged based on a perceived sample bias:  “More than half of all teachers in this 

study but [little more] than one third of English teachers nationally are members of the NCTE… 

Twice as many teachers in these schools belong to state, local, and regional English associations” 

(Hook, 1979, p. 215).   
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The executive director of the Commission on English of the College Entrance 

Examination Board, Floyd Rinker, urged high schools to rethink their programming.  The eight 

issues of his concern were:  

 Think about a program both sequential and consequential  

 Pay more attention to what happens before high school 

 Find out what the objectives are and how to achieve those objectives 

 Program should move from Pre-K through college 

 Attack the problem through regrouping of grades, working together to build 

understanding of where the student are coming from 

 Writing instruction is primarily correctness vs. content, logic, organization, and style 

 Instruction neglects language study 

 Instruction is mostly on reading and discussion of literature 

During this time period, teachers of English were encouraged to act individually.  To 

meet that end NCTE formed a Committee on Promising Practices.  An example of the reports is 

the 1967 NCTE publication of Classroom Practices in Teaching English: A Fifth Report of the 

NCTE Committee on Promising Practices.  In the introduction, Beeler & Emery the chairs of the 

Committee on Promising Practices, reported the following value assumptions as guidelines of 

choosing materials. 

1. Education should be designed to support individuality and to allow for individual 

differences in motivation, pace, and style of learning. 

2. It is desirable that student learn to learn for themselves rather than for the teacher or 

extrinsic rewards. 
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3. Active learning and evaluation of their progress by the students are necessary 

conditions for significant learning. 

4. Language is a tool for communicating thought and feeling; creative and individual 

use of language should be encouraged. 

5. The teacher must take the responsibility for choosing the kinds of materials and 

situations appropriate for the pupils of his class. 

6. There is no best sequence of learning or a best structure of knowledge.  Students 

should be helped to structure their own learning and to become aware of alternative 

structures and sequences (Beeler & Emery, 1967, p. vii). 

The pamphlet is divided into the strands of English and each of the articles were written 

according to the beliefs above:  “Each teacher may adapt and use any aspects of these practices 

that fit into his own view of teaching and learning” (p. viii).  The readers were encouraged to try 

something new.  The overall feeling of the time was one of freedom and individuality. 

A number of innovative ideas emerged in the 1960-1980 time period.  One example was 

Oral Pattern Drills in Fundamental English  by Robert J. Dixson, published in 1963. Dixson 

promoted the use of oral pattern drills, in classroom or language laboratory settings, to help 

students learn grammar principles. The teachers read the grammar drill or they used a recorder to 

tape the lesson.  Then the students orally practiced the grammar by correcting the teachers’ oral 

lesson or correcting the taped lesson.  The lessons followed a careful sequence: the teacher 

taught a lesson about a grammar principle, the student listened to a sentence containing a 

grammatical error, the student orally corrected the error, and after two seconds, the teacher stated 

the correct sentence as confirmation/correction.  Dixson claimed that the drills facilitated fluency 
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in correct usage and that “the more easily and skillfully a student performs these drills, the 

greater becomes his confidence in his knowledge and use of the language” (p. iv). The drills 

covered adjectives, nouns, pronouns, verbs, and sentence tenses. 

Another new idea came from NCTE, which developed a curriculum series:  1976 Our 

Changing Culture, Second Edition.  The units, which included reading, comprehension, and 

grammar, used text selections related to current issues. The reading selections were situated in 

current times with topics ranging from Ann Landers columns, to folk festivals, to motion 

pictures.  There was a structured lesson sequence: reading, literal comprehension questions, 

interpretative questions, use and style activities, composition, and grammar.  The reading was 

linked to all exercises; lessons included oral reporting, term papers, speech writing, poetry, and 

parallel structure. 

One of the recurring attributes of the effective school studies of the 1970s and 1980s was 

ongoing curriculum improvement.  Angus & Mirel explained that “Professors of education began 

to shift their research and policy interest from identifying and promoting best methods to educate 

America’s children to determining the best curriculum for these children, thereby usurping the 

rightful role of other important stakeholders, namely scholars in academic disciplines, school 

boards, community members, and parents” (p. 107). Additional burdens fell on public school 

educators.  Anderson (1988) reported that   “School people are constantly faced with the need to 

defend existing policies or programs, respond to proposals for add-on services or programs, 

rework, revise courses/and or procedures, and keep a reasonable peace with their clients and the 

public at large” (p. 60-61).  However, professional development for teachers was widely 

available through professional associations like the International Reading Association (IRA).  
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The IRA provided publications specifically designed to help classroom teachers.  One 

example was Classroom Strategies for Secondary Reading (1977) edited by J.W. Harker. This 

professional publication, written by various reading professionals, was directed to content area 

teachers and included articles on reading diagnosis and assessment, comprehension strategies 

and the development of behavior objectives. The author, Olive Niles, “Behavioral objectives 

have two major characteristics. (1) Behavioral objectives are always stated in terms of the 

learner’s behavior, not the teacher’s activities.  (2) They describe pupil performance that is 

measurable or at least objectively observable” (p. 74).  She protested that “emphasis on 

behavioral objectives will tend to make educators lose sight of long range goals” (p. 74).  

However, with the behavioral objective came a measurable output. The setting of Cacophony of 

Voices centered on the student. Teachers were responsible to know the content, and then decide 

the methods that would meet the needs of the students.  The following bulleted list links the 

attributes of standardization documents that described the setting of the system of high school 

English language arts. 

 Control lay with teachers and textbooks. 

 Literature instruction was based on anthologies. 

 Reading instruction included remedial reading studies. 

 Conventions were taught in conjunction with writing; students identified writing 

convention as their own deficits. 

 Writing honored student voice. 

 Media involved in education consisted of radio, television, photoplay (movies), and 

magazines. 
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 Assessments were teacher made. 

 Spelling instruction consisted of word lists and dictionary use. 

 Teamwork was involved in learning, based on the principle that education is social. 

Schools have always carried much responsibility for their affect on society. Tanner 

(1988) stated that, “The purpose of school affects how we define our problems and the means we 

select for solving them” (p. 5). Not all educators agree that the school should be so involved in 

societal needs, but leaders like Jerome Bruner (1971) warned that "...educational reform confined 

only to the schools and not to the society at large is doomed to eventual triviality" (p. 98).   The 

National Governor’s Association would take the next step in creating the content of the next step 

in the Age of Standards. 

The Age of Standardization (1980 – 2011)   

Progressive education had held ground for twenty years, but now there was a new the 

push for uniformity.  In the 1980s to 2010, the essential elements of English content were 

defined.  The states continued to control schools, however by the end of this thirty-year period, 

the states yielded to objectives defined by a national curriculum.    

Texas provided an example of a state-driven curriculum with its 1984 Essential Elements. 

According to the Texas Education Agency (TEA), the “curriculum shall be to prepare thoughtful 

active citizens who understand the importance of patriotism and can function productively in a 

free enterprise society with appreciation of basic democratic values of our state and national 

heritage (p. 3319).  The Texas Essential Knowledge and Skills (TEKS), and subsequent revisions 

were distinguishable only through the changing cognitive levels of the skills.   
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In 1987, 60 scholars participated in The English Coalition Conference: Democracy 

through Language to chart the path of English education for the 21
st
 century.  The conference 

was held at the Wye Plantation in Queenstown, Maryland. The Wye participants advocated for a 

“fresh view of the field of English” (The English Coalition Conference, 1989, p. xx).  The 

Conference retained many of the principle resolutions reminiscent of the progressive movement, 

and its goals reflected a student-centered focus: (a) to make critical literacy possible for all 

students, (b) to enable students to use language to articulate their own points of view, and (c) to 

encourage students to respect different points of view (p. xx). The curriculum emphasized both 

content and process (p. xxiii).  The construction of the curriculum was presented with three 

alternatives: problem-solving objectives or expressive objectives, a policy centered, or thematic 

planning. The objectives were established as what students need to know and what they are able 

to do.  The Conference generated recommendations for an integrated curriculum: 

 The arts of language (reading, writing, speaking, and listening) were inextricably related 

to thinking.  

 Reading, writing, speaking, and listening were social and interactive processes.  

 Learning was the process of actively constructing meaning from experience, including 

encounters with many kinds of print and non-print texts.  

 Others—parents, teachers, and peers—helped learners construct meanings by serving as 

supportive models, providing frames and materials for inquiry, helping create and modify 

hypotheses, and confirming the worth of the venture.  

 All students possessed a rich fund of prior knowledge, based on unique linguistic, 

cultural, socioeconomic, and experiential backgrounds.  
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 Acknowledging and appreciating diversity was necessary to a democratic society (The 

English Coalition Conference, 1989, p. xx-xxii).   

In the secondary report, the English Coalition supported three main goals; students would be able 

to… 

1.  use language effectively to create knowledge, meaning, and community in their lives 

2.  reflect on and evaluate their own language use 

3.  recognize and evaluate the ways in which others use language to affect them (p 19). 

Literature anthologies were the dominant instructional resource during this time.  

Teachers had used anthologies in the past, but the new anthologies included annotations and 

directions of how to teach and what to teach as the class read the pieces of literature within the 

chapters.  One such series was English Literature with World Masterpieces, a 1985 Scribner 

Literature Series first published in 1984 under the name Macmillan Literature Series.  The 

annotations for teachers included directions for strategies such as guided reading and response 

journaling.  The publishers promised that the annotations : (1) were written by experienced 

teachers, (2) saved time for teachers rather than demanding more time, (3) were brief enough for 

a teacher to scan quickly, (4) were simply and visibly tied to discrete passages within a selection, 

(5) treated topics covered within the student book itself (literary terms, historical development) 

rather than random esoteric, and (6) included ideas that can be shared with students of various 

abilities (Scribner, 1984, p. viii). The Macmillan Literature Series claimed  that it “broke new 

ground both in the literary options it offered and in the structure, quality, and variety of its study 

aids – all designed to create independent readers who would continue reading and learning long 

after they finished the textbook” (Scribner, 1984, p. ix).  .  The content was different from earlier 
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literature books in that it focused on the strategies and resources instead of the reasons for 

reading the literature.  

The standards movement in English was affirmed when the professional organizations 

collaborated to develop  language arts standards.  In 1992, the International Reading Association 

(IRA), National Council of Teachers of English (NCTE), and Center for the Study of Reading at 

the University of Illinois launched the Standards Project for the English language arts (SPELA).  

The project was funded initially by a grant from the U.S. Department of Education. The SPELA 

board chose members to form three task forces representing early school, middle school, and 

high school (NCTE & International Reading Association, 1996, p. 110).. By August 1993 the 

advisory board and the task forces met to develop Professional Collection I, which laid out a 

sample of the standards, a preamble and an introduction, as well as vignettes from classroom 

implementation models (p. 110). However, by March 1994, the end of the grant period, the 

Department of Education was disillusioned by the work of the group and did not renew the grant; 

the Center for the Study of Reading pulled out of the project (pp. 109). 

In the summer of 1994, the Council of Chief State School Officers (CCCSO) became 

interested in the project and there was some renewed interest from the U.S. Department of 

Education. However, IRA and NCTE budgeted moneys to finish the writing of standards.  Both 

the NCTE and IRA allocated $500,000 dollars to complete the project (p 109).   The two 

organizations composed and circulated separate drafts; then in the spring and summer of 1995, 

joint drafts circulated throughout the English language arts community (p. 109).  During the 

process, NCTE and IRA held state and regional meetings on standards at conventions (NCTE & 

International Reading Association, 1996, pp. 110-111). The work of the NCTE/IRA partnership 

produced a publication in March of 1996.  The process did not go smoothly and disagreements 
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arose between the two organizations.  A leading reading educator, Dr. Jack Cassidy, was a 

former IRA president and a professor at Millersville State University during the standards years; 

he served on the standards committee of the International Association.  In an interview with the 

researcher, Dr. Cassidy talked about the process between IRA and NCTE in writing the ELA 

standards: 

[On his experience with the project]…I was involved off and on just as an 

advisor. The draft was passed from group to group; as all groups handled the 

drafts, someone was not happy.  One of the goals of NCTE was to have student 

standards could never be measured by standardized tests.  When the standards 

came out Ed Fry  [IRA member and researcher] called them mush.  That is the 

point IRA disassociated itself from the process, and NCTE was to promote the 

standards.  …so essentially because of the criticism IRA disassociated.  NCTE 

never disassociated because they essentially got their way.  It was not a pleasant 

experience for anyone involved.  At one point, the group of IRA advisors were 

supposedly in charge of doing the writing, but that soon changed…it was an 

interesting kind of project.  IRA resolved and never did become involved again in 

the standards (development) for K-12 students.   

[On the writing process]…Consensus is always sought but always a compromise.  

Each side has arguments and generally what is arrived at is a compromise that no 

one is that happy with. But you put on a good face and don’t argue; it is not 

pleasant.  The Cadillac and the covered wagon 
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[On the initial goals of English language arts standards]…They would enjoy the 

same degree of prestige that the other curricular areas, such as math/science 

standards have.  The specificity or measurability of the math and science gives 

these standards more prestige.  The rumor was that the NCTE people that were 

not measurement bound…hence the mushiness of the standards.  Most 

curriculums, math and science, are much more accepted in the field are more cited 

then the IRA/NCTE.   

[On his opinions about standards today]…Disillusioned by the standard process, 

but they are hot and in the latest issue of Reading Today (Dec/Jan 2010) “What’s 

Hot” we comment on the core standards.  (Interview with Jack Cassidy, Ph.D., 

Texas A&M University–Corpus Christi, September 2010) 

In 1995, IRA and NCTE published the standards, showing a united effort to define what 

reading, writing, listening, presenting, and using technology at high levels of excellence meant.  

Since the publication of the NCTE/IRA project, states have written and issued their own 

standards in English. More than ten years after the IRA/NCTE publication, in 2010, the 

Department of Education finalized their own Core Standards and Anchor Standards.   

Modern English curriculum has been revised in reaction to specific social situations.  

Two months after 9/11/01 attacks of the Pentagon and the World Trade Center, for example,  the 

NCTE addressed the new world reality in “On Teaching in a Time of Crisis.” (NCTE Annual 

Business Meeting Minutes, 26 Nov. 2001, p. 30).  The resolution included several 

recommendations: 
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 Literature and writing instruction as a means for understanding loss, anger, war, and 

difference. 

 Language study as a vehicle for understanding conflict, propaganda, and democratic 

discourse. 

 Critical literacy as an instrument essential to an informed citizenship and global 

understanding. 

Thirty years of the standards movement has created an attitude that is deeply entrenched 

in society’s system of textbooks, resources, professional development, and methodology. English 

instruction during this time period was defined by these characteristics: 

 Control was in the State/Federal funding sources. 

 Literature reading was about making meaning through interaction with others: 

Transactional Theory. 

 Reading instruction was focused on skills and strategies and moved into studying the 

author and the craft. 

 Conventions  standards were worded with use, choose as the guiding words for the listed 

skills: these were not open to interpretation. 

 Writing genres were varied and the writing assignments were on-going with lessons in 

using precise language. 

 Media consisted of separate courses then became elaborated as formats to evaluate 

including radio, TV, advertising, photojournalism, digital media. 
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 Assessment of students was monitored through State Assessments and National 

Reporting. 

 Spelling was listed in the standards as an expectation of correct spelling. 

 Teamwork was a standard that included group work and team work; the standards 

became a procedure including: preparation, setting goals, process, evaluation of the goals 

being met. 

 Responsibility of other subjects was in the other curriculum areas responsibility of 

incorporate reading/writing standards within their content. 

 These phrases that preceded the content of the standards were:  students learn, students 

apply, students shall be provided, students will be able, students are expected to.  

 New to the 1984 standards were students construct meaning together; learning was 

interactive. 

 New to the 1996 standards were the mandated standards & measured reading levels. 

 New to the 2010 standards were the text complexity standards. 

The data from the historical analysis of standards shows how changes in curriculum have a 

specific grouping in ideology.  In analyzing specific standards for comparison across the 1892 to 

2010 standards, the researcher discovered a consistency in each of the time settings: 

Americanizing the School, Setting the System, Switching Leadership, A Cacophony of Voices, 

and the Age of Standards.  As the Common Core State Standards have been accepted as state 

standards by most states, the reality of a national curriculum is in progress. 
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Patterns Defining the Standards of English language arts in Public High School 

The standards documents that populate this dissertation provide the foundation for 

looking at the content of the high school English language arts.  Each document analyzed 

outlined the content and each document had the same basic components.  Creating semantic 

maps gave this researcher a way to look across the documents to find what changed and what 

stayed the same throughout the settings.  Each of the strands of English language arts (ELA), 

although not always identified by the same label, are present in ELA standards.  The strands 

include reading, writing, conventions, listening, and speaking.  As the technology in society 

increased, the strand of media entered as a part of ELA.   

In order to analyze the standards, the researcher created a table, Historical View of the 

Standards (Appendix A).  The table provided a side-by-side representation by which to analyze 

the standards.  An interim analysis allowed the researcher to create semantic maps from Table 1 

in Appendix A.  The researcher created a semantic map for each strand of ELA.  Across the top 

of the semantic map, the researcher listed the historic documents; the first column was titled 

“Standards”.  That column contained the phrases taken from the interim analysis.  The 

construction of the semantic maps allowed the researcher to analyze the standard across time.  

Two discoveries were made as a result of the analysis.  One, many of the standards had a 

relationship and were instrumental in describing details of a main standard.  Two, there were 

standards that have been a part of ELA since 1892.  These standards form a foundation of 

English language arts. 
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Semantic Mapping Results 

The semantic mapping of each strand showed specific relationship between objectives.  

Using Spradley’s (1980) vocabulary for expressing relationships, the researcher analyzed each 

strand. The findings were verified by a fellow doctoral student who also analyzed the 

relationships between the objectives.  The researcher found the relationships of attribution, cause 

and effect, spatial location for action, means-end, function, rationale, and strict inclusion as 

defined by Spradley (1980). 

Attribution seeks to find the characteristics of a root.  In the writing strand, the attribution 

relationship is in the writing process, where Y=Process writing and X= objectives that are 

characteristics of Y.  The relationship was evident in many of the writing standards where part of 

the writing process revise also includes the standards of evaluate content, clear thesis and 

position, clear hones, coherence, or accurate observation.  Another attribution relationship exists 

in writing strategies: outlining, copy masterful writing, writing in connection to reading, and 

student choice on topic.  In the writing strategies, the influence of the time-period is also evident.  

The relationship is also evident in word identification strategies:  analogies, context clues, 

morphemes, synonyms/antonyms, denotative/connotative meanings, thesaurus use.  While it 

could be argued that strategies for word identification include only morphemes and context 

clues, there is a connection between analogies, synonyms/antonyms, and denotative/connotative 

meanings as single standards meant to be skills that increase vocabulary.  It is also interesting to 

see the relationship of the standard dictionary use and the inclusion standards that define the 

attributes of the dictionary:  pronunciation, spelling, etymology, word meaning. The relationship 

is also in the standard use a glossary because generally the glossary is a specialized dictionary 

consisting of the words in a text that are technical, content area, and foreign words.  In the 
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domain of conventions, Use all parts of speech effectively combines the standards that detail 

how that effective use is achieved.  In 1892, the gender based Latin grammar waned and the 

historical and systematic grammar of the English language developed (1892, 1899), Afterward 

grammar standards read grammar skills requiring attention (student based, 1957),  analyze 

grammar (1982, 1984), ability to use correct grammar (all standards except, 1989, 1996), and 

expression in conventional grammar (2010).  Specific skills conjugate verbs, case of verbs, 

articles, verbs, verb tense, use possessive case (genitive, use objective case (accusative, use 

subjective mode…..are interspersed throughout the years.  As an attribute relationship, the X 

ability to use correct punctuation is followed with some standards of punctuation; however this is 

not consistent.  Overall, the abilities are semi-colon, colon, interjections, apostrophe, dashes, 

explicatives, hyphen, comma, and quotation marks.  The attribution relationship is also noted in 

the listening/speaking, teamwork, and media domains, which can be read procedurally. 

The cause and effect relationship is used to express a relationship where X = Y.  In the 

standards where X - a wide range of reading was an effect of reading in the genre list of forty-

two 42 specific types of text.  The same relationship is used to describe X - write 

routinely/extended time frames/varied purposes as an effect of writing the twenty-three (23) 

mentioned genres.   

The spatial relationship is expressed as X has a part of Y.  In the standard judge literature 

critically, the specific standards that are a part of the evaluation of literature include: evaluate 

author and text, rhythm of the language, writer’s point of view, audience, opinions and view 

points, critique of motifs and archetypes, authenticity of dialogue, recognizing prejudice, 

comparing authors and authors use of language.  All of these standards occur in the space of 
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judging literature critically and can be done in the analysis called for in the longer literature units 

and in the study of Charles Dickens.   

The relationship called location for action was found in the relationship of format and 

arrangement.  These standards are a place where attention to tone, audience, opinions and mood 

in writing exist.  An additional location for action relationship occured in reading as a place for 

doing writing. 

Attribution relationships made up most of the standards.  However, Spradley’s means-

end relationship was also found in oral reading and recitation which is a way to do dramatic 

performance. 

The relationship of strict inclusion defined  x as a kind of y.  The standard of format and 

structures as a part of recognizing and synthesizing formats, just as cultural diversity and history 

of human commonalities is a kind of concern about humanity. 

Rationale relationships x is a reason for y also existed.  In the standards acquiring 

knowledge and pleasure and reading variability and purpose, these five standards wide range of 

reading, reading independently, approach reading as a search for meaning, read closely, and 

read whole text are the ways students get to acquiring knowledge and pleasure and reading 

variability and purpose. 

The last relationship is function which is x being used for y.  The standard reading 

strategies (y) used to interpret, evaluate, and comprehend reading have the following (x) 

variables:  character study, visualize, tone, imagery, intertextual references, prior knowledge and 

interaction, reading graphics information, infer and draw conclusions, express main idea, 

predict, summarize text, theme/main idea, details/order, fact/non-fact, cause/effect, make 
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personal connections, and tropes role and meaning (allegory symbol allusion).  Additionally, the 

motif, archetypes, intertextual references, tone, imagery trope, allegory symbol, allusion, 

authenticity of dialog are all used to judge literature critically.  The strands of research, 

teamwork, listening and speaking did not have the relationships as discussed by Spradley (1980).  

The researcher did note the restating of phrases such as “avoid plagiarism” and “give credit” 

which are objectives in the research strand. 

In writing, writing strategies Y are utilized by the following standards as X variables:  

outline, copy masterful writing, writing in conjunction with reading, student choice on writing 

topic, comparing personal writing to others, and write routinely/extended time frames/varied 

purposes. The function relationship is part of the convention strand standard use and know 

function of phrases and clauses and the listing of gerunds, infinitive, participles, parenthetical, 

verb, prepositions, appositives, restrictive/non-restrictive, essential/non-essential, simple/relative, 

and relative pronoun clauses.  Likewise, the standards using, adjective and adverb modifiers are 

a function of modifying a sentence as is editing to correct dangling modifiers.   

Spradley’s relationships helped the researcher see the associations of one standard to 

another and enabled the researchers efforts to delineate the foundation standards.  They are also 

helpful in understanding how the number of English standards can be variable.  However, the 

language of the standards changed and the differences in language are analyzed in the 

philosophical inquiry. 

Discussion of the Language of the Strands: Philosophical Inquiry 

Part of the intent of the research is to target the language surrounding the standardization 

process. The purpose of philosophical inquiry is to analyze the meanings of words, either 
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denotatively or connotatively, for changes in the language and these changes may reveal how the 

focus of English changed from the initial use of the term.  These aspects of philosophical inquiry 

include an analysis of the term with discovering of the multiplicity of meaning, both connotative 

and denotative.  The strands of English discussed in this philosophical inquiry included:  reading, 

language, sentences, writing, conventions, listening and speaking, vocabulary.  The researcher 

included a section titled evolving relationships.   

Reading 

In reading skills, the definition of different types of reading is seen in the early 1917 

Reorganization curriculum.  The specific language of the standards statements changed over 

time. In 1917, the standard cursory reading was defined as to cover a great deal of ground, 

getting quickly at essentials.  A change occurred in the wording of the 1922 curriculum even 

though the content was basically the same.  In 1917, the standards stated that students have the 

skill and knowledge of how to use cursory reading, which translated into the 1922 language of 

Bobbitt’s curriculum as the ability to get the essential thought of books or articles quickly with a 

minimum amount of reading.  Then in 1935, the same type of reading was labeled as 

informational reading.  Cursory reading was the quick reading for some information, and 

informational reading was the reading guided by curiosity, current news, magazines, or 

browsing books.  In 1982, the standard read, develop necessary reading skills to comprehend 

materials in a variety of forms and finally as reading variability and purpose.  The English 

content had not changed; what changed was the name of the skill.  The same pattern can be seen 

in other areas of the English language arts. 
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Language 

The sociological function of language appeared in 1957.  However, the recognition that 

the colloquialisms existed in our language were found in the objectives are in 1917, 1922, 1935, 

1957, and 1984.  The standard to choose appropriate words were part of the standards in 1935, 

1984, and 1996.  This changed to major features of American dialect in 1984, and 1996.  Then 

2010 objectives expected students to recognize variations from standard English in their own 

and others writing speaking and identify and use strategies to improve expression in 

conventional language. 

Sentences 

The Sentences strand showed an interesting use of language and changes in language 

across the time-periods.  The standards documents enabled the researcher to see the differences 

in how the writers of the standards used different terms to discuss sentences.  In 1892, the 

standard for sentence variance was that the writer should be aware of the syllabication of 

sentences for sentence rhythm.  The concern about the use of the language melodies was 

mirrored in the 1899 standard that simply reads rhythm of the language.  Both in 1892 and in 

1899,  the other concern was that sentences were firm Sentences; well formed.  These two early 

standards documents used these terms for the different types of sentences; part of the 

philosophical inquiry, the definitions included are for periodic, loose, cumulative, and firm 

sentences. The periodic sentence (1899) is a sentence that had one of stylistic devices employed 

in the sentence.  They are a grammatically complete sentence, then a final clause or phrase, 

subordinate clause, or other modifier is added to its main idea; the subject/verb group was at the 

end of the sentence.  The oratory use of these sentence types was called the grand style.  The 

loose sentence is one in which the subject/verb begins the sentence.  A cumulative sentence is an 

independent clause elaborated by modifying clauses or phrases in which the language is informal 
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or relaxed.  The balanced sentence has a parallel structure of approximately the same length and 

importance.  Other standard documents were worded differently.  In 1917 and 2010 called for 

flexible sentences and paragraphs, which was effective and varied sentence structure in 1935, 

and in 1892 and 1899 the student was to balance long and short sentences.  The standards from 

1982, 1984, 1989, 1996, and 2009, sentences became known as simple, compound, and complex 

sentences.  In 2010 standards the line correct sentence fragments and run-on sentences was 

added. Other standard documents have the same lines, such as in 2010 the line subject/verb, 

pronoun/antecedent agreement was the same as it had been in 1892, 1917, 2010. 

Writing 

Imaginative writing was part of the curriculum in 1899, 1917, and 1922. However, in 

1935 imaginative writing was replaced with letter writing, receipts, news stories, and reports; 

the nature of writing became utilitarian. Imaginative writing came back into the curriculum in 

1957 and continued to be a part of the curriculum in 1982, 1984, 1996, 2009, and 2010.  

Expression of personal lives in writing was prevalent in standards spanning the years of 1899, 

1917, 1922, 1957, and 1982.  However, this self-expression changed into self-evaluation of 

writing style, technique and content in 1984.  In 1984, the personal aspect in writing shifted to 

students’ ability to manipulate their writing to achieve the purpose of the writing and the ability 

to adjust to the audience of the writing.  In 2009, the standard self-expression reappeared as the 

students were required to write literary text to express their ideas and feelings about imaginary 

or real people, events, or ideas.  The Common Core State Standards of 2010 required that the 

students write a narrative with attention to the narrative elements.  The Common Core returned 

writing to an emphasis on specific text structures, rather than the content of ideas and feelings.   
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Process writing appeared in 1935, then again in 1982, 1984, 1996, 2009, and 2010.  

Spelling was a major objective in eight of the years.  In 1917, the emphasis was on correct 

spelling.  In 1935, spelling was taken from students’ work and a 100 word list from Manchester 

College was included.  In 1957, spelling words were actually listed in the curriculum.  In 1982, 

1984, and 1996, spelling was mentioned without references to lists.  In 2009, spelling was 

included in grammar; and in 2010, spelled was used to help students understand frequently 

confused words.  Throughout the standards from 1892 through 2010 Common Core, there has 

been a concern for expository writing or informational writing.  Specific standards were listed in 

1899, 1935, and 1984.  In 2009, specific genres were identified: procedure, expository, essays, 

persuasive, news and reports.  The only standard document that used general terms for 

expository writing was in 1996, when the IRA/NCTE standards used the line students employ a 

wide range of strategies as they write and use different writing process elements appropriately to 

communicate with different audiences for a variety of purposes.  In writing, student will be able 

to analyze the aesthetic effort of author’s use of stylistic or rhetorical devices.  Outlining was 

listed in 1899, 1917, 1922, and 1957.  In the 1984 essential elements, the outline was a suggested 

strategy for organizing content.  By the 2010 Common Core State Standards, outlining was used 

to organize content.  Style has been described as concise style, economy of style, and consistent 

style. 

Conventions 

Early in our grammar history, lessons were systematized or were based on expression.  

Through the language of the standards, it was evident that the treatment of grammar was 

incidental.  In 1776, proper use of grammar was incidental to reading lessons (used for fluency 

and general knowledge).  In 1894, grammar lessons were inconsistent from book to book (Krug, 
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1964, p. 94).  In 1917, the teaching of grammar was accomplished through the development of 

better sentences. In 1935 and 1953, grammar was eliminated from the standards. Although 

grammar was eliminated from the standards, grammar was still taught through structuralized oral 

language to the individual students who needed the lessons.  In 1968, Applebee and Squire 

studied the amount of time teachers spent in language, including grammar; they found that 

language instruction took 13% of high school class-time.  Another study in 1989, found that 10% 

of the class-time was spent in grammar.  In this study, the grammar (conventions) strand had 

sixty-four (64) objectives, fourteen (14) of which remained through the period 1892-2010.   

Listening and Speaking  

A standard from 1892 was to have training in the expression of thought, with expression 

meaning writing and speaking.  The standards of 1899 did not address speaking and listening, 

but in 1917 the standard resurfaced as a small body of principles of speaking, writing, and 

reading taught when the pupil was developmentally ready.  Throughout the 1933, 1935, and 

1957 curricula, speaking standards were related to a specific task.  The ability to speak in 

different occasions and degrees of formality are listed, but the ability to conceive a purpose, 

organize thoughts, and modulate voice did not come back into the standards until 1996, when the 

focus of the standard was on student performance.    

The listening and speaking strand in 1917, 1957, 1982, 2009, and 2010 had another 

standard that could be seen as being synonymous in wording: marshall evidence and collect and 

organize for oral presentation.  The listening philosophy in 1957 emphasized students’ 

participation in discussion, listening to reports by others, and making use of radio, television, and 

dramatics (NCTE, 1957, p. 396).  W.W. Hatfield (1946) listed the parallels of teaching students 

to listen and read: (1) listening for the answer to a definite question, (2) listening to a questions, 
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with the intention to answer, (3) listening to form an opinion on a controversial question, (4) 

listening for news, (5) listening to an argument in order to answer it, (6) listening to directions 

which one expects to follow, and (7) listening for unspecified information on a topic in which 

one is interested (Hatfield, 1946, p. 555).  In the listening skills of 1982, Hatfield’s specifics of 

what the students listen to, changed to what students listen for: (1) learn that listening with 

understanding depends on determining a speaker’s purpose, (2) learn to attend to detail and relate 

it to the overall purpose of the communication, and (3) learn to evaluate the messages and the 

effects of mass communication.  In 2009, the standards have some of the ideas of Hatfield’s 

seven skills for listening.  The statement in listening skills read students will use comprehension 

skills to listen, then continue with the specifics of (1) listen responsibly to a speaker by taking 

notes, etc, (2) follow and give complex oral instructions to perform specific tasks, answer 

questions, solve problems and complete processes, (3) evaluate the effectiveness of the speaker’s 

main and supporting ideas.  Table 5 demonstrates the language of listening standards from 1946 

and 2009.  The words were seemingly very different; however, the meaning is the same. 

Table 5 

Listening Objectives Compared 

1946 2009 

listening to an argument in order to answer it, 

listening to directions which one expects to 

follow 

follow and give complex oral instructions to 

perform specific tasks, answer questions, solve 

problems and complete processes 

learn to attend to detail and relate it to the 

overall purpose of the communication 

evaluate the effectiveness of the speaker’s 

main and supporting ideas. 

Table 5.  Listening Objectives Compared. The table shows the likenesses of the listening 

objectives in Hatfield’s 1946 article and the 2009 standards.  Hatfield used the action of listening 

as his performance, in the 2009 standards the language of the action changed but the specific 

performance is the mostly the same. 
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The 1957 curriculum referenced four kinds of listening: purposeful, accurate, critical, 

responsive or appreciative (p. 332).  The listening standards from the 1980s, 1990s, and 2000s 

used the words  purposeful, accurate, critical, responsive, and appreciative. 

Vocabulary 

Etymology, the study of word origins, was a branch of philology.  In 1892, the study of 

etymology was based on a recommended text On Common Words.  In 1899, the study of 

etymology focused on the noun and verb only.  In 1935, 1982, 1984, and 2009, the standards 

included a study of the etymology of words.  In 1917, 1922, and 1935, the standards did not 

promote enlarging vocabulary through distinct standards but used the words adequate use of 

vocabulary, which leaves the vocabulary to the student.  The correct pronunciation of 

vocabulary appeared in the 1922, 1984, and the 2009 standards.  An analysis of strategies to 

build vocabulary showed that the years 1957, 1984, 2009, and 2010 detailed the strategies that 

would be used including: dictionary morphemes, glossary, synonyms, antonyms, denotative, 

connotative, technical vocabulary, content vocabulary, and using a thesaurus.  Some of the 

strategies appeared in 1996 as well; however it was honed down to word identification 

strategies, word meaning, and context clues.  In 1989, standards had the students relying on the 

dictionary.  Over the years, the vocabulary stand have included many standards and as few as 

one. 

 Evolving Relationships 

The language and focus of standards changed over time from 1892 to 2010.  Vocabulary 

standards at one time said enlarge vocabulary and another time said adequate use of vocabulary.  

In writing, the standards changed from writing as a way to learn and communicate to more 

specific standards like using a persuasive variety of techniques and argumentative techniques:  
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distinguish evidence types, rhetorical fallacies, inductive/deductive reasoning.  Reading ebbed 

and flowed from a booklist to freedom of choice.  Reading foci changed from reading selections 

by rhetorical style to reading coupled with writing in thematic reading.  As the researcher traced 

the standards, the foundational standards provided a view of public high school English that 

remained the same. 

Patterns Defining a Foundation of English language arts  

The researcher identified an English language arts foundation through the content 

analysis of language in historic standards documents. The content analysis included the 

standards/objectives content and the change in the language of their implementation, (i.e., the 

inclusion of cognitive levels or the language of the performance of the task).   The content 

analysis revealed a set of foundational standards.  The figures 16 through 20 present each 

foundational strand, its historical characteristics and the years in which the strand appeared in 

strands.  

The first foundational strand in this analysis was vocabulary (See Figure 16).  This figure 

illustrates the presence of the standards in the vocabulary strand that were contained in the 

settings between 1892 and 2010. 

Figure 16: Vocabulary Strand 

3/19 = 15.8% Setting the System Switching 

Leaders 

The Age of Standards Nat 

Cur 

Vocabulary strand  

(3 items) 

92 99 17 22 35 57 22 84 89 96 09 10 

Etymology X X   X X X X   X  

Enlarge vocabulary X X X X X X  X   X  

Spelling   X  X X X X  X X X 

Figure 16. Focus Vocabulary  
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The study of the etymology of words was present in curriculum from 1892 through 2009.  The 

1917, 1922, 1957, 1989, 1996, and 2010 curriculum did not mention etymology; however, 

enlarge or study of vocabulary was absent only in 1982, 1989, 2010.  Spelling was present in 

standards in all but 1892, 1899, 1982, 1989, and 2010.   

The second foundational strand in this analysis was reading (See Figure 17).  This figure 

illustrates the presence of the standards in the reading strand that were contained in the settings 

between 1892 and 2010. 

Figure 17:  Reading Strand 

15/91 = 17.6% Setting the 

System 

Switching 

Leaders 

The Age of Standards Nat 

Cur 

Reading strand (15) 82 99 17 22 35 57 82 84 89 96 09 10 

Format/structure studies (syntax, 

diction, logic) or (drama, poetry, 

expository) 

 X  X X X   X   X X 

Judge literature critically   X X  X X   X     

Reading variability & purpose   X X X X X X     

Literature age - Author: dickens  X X X X  X X  X X X 

Concern with learning about 

humanity (social, moral, 

philosophical, aesthetic, ethical) 

X X  X X X X   X   

Tropes role meaning (allegory, 

symbol, allusion) 

 X     X X X  X X X 

Theme and central idea  X    X X  X   X X 

Details and order (plot)  X    X X  X  X X X 

Poetry X X X X X X  X   X X 

Plays/drama  X  X  X X   X  X X 

Contemporary work/current  X X   X X X X X  X X 

Classical/masterpieces X X X X X X X X X X X X 

Acquire knowledge/pleasure   X  X  X   X   

Rhythm of language  X   X   X     

Evaluate/compare author’s work  X   X      X  

Figure 17. Focus: Reading.  

Both contemporary and classical masterpieces were identified in the same curriculum, except in 

1892 where the Committee of Ten was looking at classical studies.  Poetry and drama/plays have 
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always been an important genre to study.  Literature study moved from as study of Victorian 

literature and Charles Dickens to American/British literature.  Literature study was seen as a way 

to examine humanity.  The study of the structure of literature was found in format, theme, and 

central idea, details and order, and adjusting reading speed to purpose. The figurative language 

of literature has also been a part of literature study.  From 1917 to 1984, literature study was also 

about teaching critical evaluation of the reading either from the perspective of the author or the 

text.  Booklists were attached to the English curriculum in1892, 1899, 1935, and 2010.  Freedom 

of choice in reading was noted in 1917, 1957, 1989, and 1996. 

The third foundational strand in this analysis was writing (See Figure 18).   

Figure 18: Writing Strand 

15/72 = 23.6% Setting the 

System 

Switching 

Leaders 

The Age of Standards Nat 

Cur 

Writing  strand (15 items) 82 99 17 22 35 57 82 84 89 96 09 10 

Logical thought (development) 

accurate observation with clear 

reasoning (relevant detail, omit 

trivial, clarity) 

 X  X X X  X   X  X X 

Writing in conjunction to reading 

(literature analysis, interpretative 

response, analysis essay. 

X X X  X  X X   X  

Essay  X    X  X   X  

Report   X  X X  X     

Accurate observation with clear 

reasoning (relevant detail –trivial)  

 X X  X X  X   X X 

Order  X  X X X    X  X X 

Format (structure, ie., letters, 

essay, composition, reprts, argum) 

 X  X X X X X X   X X 

Arrangement-ev,clas,des, arg,narr)  X  X X X   X   X X 

Audience (peers, business, Tchr)   X  X X X X  X X X 

Write legibly   X X X   X     

Style X X X X X  X X   X X 

Outlines (listen, reading, writing)  X X X X X  X   X  

Imaginative writing  X X X X X X  X  X X X 

Expression (personal experiences)  X  X X  X X    X X 

Informative (variety of types) X X  X X X X X X  X X X 

Figure 18. Focus Writing:  
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This figure illustrates the presence of the standards in the writing strand that were contained in 

the settings between 1892 and 2010.  Imaginative writing and personal narrative were important, 

but the 1892, 1935, and 1989 curriculums made no mention of imaginative or narrative writing.  

Structural study of writing included format, development, rhetorical arrangement, and audience.  

The structural study elements are all part of the curriculums across the ages.  Style is also a 

requirement of the curriculum from 1892 to 2010. 

The fourth foundational strand in this analysis was listening and speaking (See Figure 

19).  This figure illustrates the presence of the standards in the listening and speaking strand that 

were contained in the settings between 1892 and 2010. 

Figure 19: Listening and Speaking Strand 

14/50 = 32% Setting the 

System 

Switching 

Leaders 

The Age of Standards Nat 

Cur 

Listening and speaking strand (14) 82 99 17 22 35 57 82 84 89 96 09 10 

Train in the expression of thought, 

logical progression, clear point of 

view, tone 

X  X X X  X  X    X 

Conceive purpose (ent, persuade…) X   X X X X   X X  

Collect and organize for oral 

discourse 

  X X X X X   X X  

Clear, brief answers that address the 

questions/ask questions 

  X X       X X 

Informal discussion contributing 

one’s opinion – staying on point 

  X X X  X      X 

Distinct natural articulation/well 

managed voice (rate, pause, intone) 

X X X X X X X     X X 

Discuss literature  X    X X X   X X  X 

Marshall evidence-supp clear thesis   X  X X X    X X 

Oral language effect   X X X X X X  X X  

Correct pronunciation   X  X X X    X X 

Correct idiomatic speech   X  X       X 

Read aloud, present from memory, 

recitation 

X  X  X  X   X X X 

Present with dignity and 

effectiveness 

  X X X    X    

Create outline summary from speech   X X X X     X  

Figure 19. Focus Speaking and Listening 
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 The purpose of speaking and listening is the most occurring objective, followed by well 

managed voice, meaning distinct natural articulation.  Pupils were expected to discuss literature, 

have informal discussion, and be able to answer questions staying on point.  Structure study 

included logical progression, clear point of view, and appropriate tone.  Even in informal 

discussion, expression of a clear point of view and opinion was a standard.  Discussion of 

literature was also part of the curriculum 1899, 1935, 1957, 1982, and 1996. 

The last foundational strand in this analysis was conventions (See Figure 20).  This figure 

illustrates the presence of the standards in the conventions strand that were contained in the 

settings between 1892 and 2010.  

Figure 20:  Conventions Strand 

18/64 = 29.7% Setting the 

System 

Switching 

Leaders 

The Age of Standards Nat 

Cur 

Conventions strand (18) 92 99 17 22 35 57 82 84 89 96 09 10 

Know the parts of speech:  adj, adv, 

prep, pron, conjugation, case 

X X X X X X  X  X X X 

Use indentions, spacing, and margins  X  X    X    X 

Agreement – sub/verb, pron/anteced  X   X X      X 

Active and passive voice X     X    X X  

Ability to use correct grammar X X X X X X X X   X X 

Ability to use correct capitalization  X  X X X X X X   X X 

Ability to use correct punctuation X X  X X X X X X X    

Effective & varied structures sent X  X  X  X X    X 

Concise style X  X  X       X 

Firm legible handwriting   X X X  X    X  

Use res/non rest clauses  X X  X      X  

Ability to use correct paragraphing X  X X X     X   

Use the subjunctive mode X  X X X      X  

Use infinitives as subjects   X  X       X 

Use phrases for effect (adv, adj, prep.) X   X X      X  

Use verbial phrases (ger, partic, infin) X  X X X      X  

Recognize-use colloq, slang, idioms   X X X X  X     

Well formed varied sentences, 

effective sentences, compound, 

complex, and compound complex  

X X X  X  X X X X X X 

Figure 20. Focus Conventions  
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The conventions in grammar moved from being detailed to general.  Correct grammar, correct 

capitalization, and correct punctuation share 1899 to 1996 and effective and varied sentence 

structure 1899 to 1984. The only years in which parts of speech were not included were 1982 and 

1989.  Utilizing the data of the content analysis of the foundation standards, the researcher built 

an understanding of how the wording of the standards changed and what changed in the thinking 

skills of the standard.  This view of the standards enabled an analysis of the changes that were 

specific to the expectations of performance.  Some standards, such as capitalization, punctuation, 

and spelling were separate standards during the Setting of the System (1892-1917), then moved to 

the revision skills when the writing process became part of the writing strand.   

The foundation of English included three standards in vocabulary, seven standards in 

listening and speaking, fifteen standards in reading and writing, and sixteen standards 

conventions.  When isolating the level of activity with a content standard, the words used were 

within the same level of Bloom’s cognitive levels, for example, ability to, to gain understanding, 

desired outcome, realize the, become aware, and recognize.  The foundation standards table 

depicts the wording from the standard in the year published.   

Philosophical Inquiry 

Using Philosophical Inquiry, the researcher examined several words and ideas that 

changed both in their connotative and denotative meaning. 

Standard 

Within the context of the investigation, rhetorical shifts were apparent, especially in the 

terms standard and uniformity.  Both terms meant to convey the idea that the course work would 

be the same for all students in high school English.  Standards have always been a part of our 
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education system in one form or another.  In the beginning of mass education, schoolmen spoke 

of standards as a state of being for the school.  Schools wanted to maintain high standards, in that 

classes were conducted with a high degree of professionalism and teachers were expert in 

teaching.  However, this definition shifted.  It shifted from the expectation of the quality of the 

teachers and the schools to the behavioral objectives of the content areas.  Today, holding high 

standards means that the students’ ability to complete the objectives are far reaching.  In the 

curriculum of 1935, Hatfield asked the question, “What is wrong with our standards of education 

and what ought to be the ideal of education in a world growing more complex through increasing 

knowledge?” (Hatfield, 1935, p. 77).  The current meaning is not just how well the student 

performed, but how the student compared to others.  

The English language arts in public schools have adapted to the society in which they 

existed.  From the beginning of mass education America, the core goal of education has been an 

educated population that would support democracy and equality, and could be self-supporting 

after school.  Because of the changes the study of English has undergone as the world around it 

changed, one can assert that the study of English is as alive as is the language.  Standardization 

has done little to change that situation.  Because of the nature of English, the objectives of the 

standards changed little through the time-periods.  However, the standards were a way to see the 

changes in ideology—about the how society interpreted teaching the strands.  The researcher 

witnessed the onset of new strands such as listening and media.  The standards also reflected the 

onset and rejection of particular methodologies (e.g., procedure of writing and research, and the 

objective of oral reading, recitation and memorization).  Still, a foundation of skills remained 

throughout the one hundred and seventeen years of the English coursework examined.  What 

appeared to be major alterations in the content were chiefly changes in the wording or the 
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compacting of several standards into one. What was also apparent was that as society’s definition 

for particular words changed, or became more precise, the change was reflected in the standards 

of the content.   

Objectives in the Strands 

Looking across the decades, the researcher witnessed the objectives changing—what was 

the development of the vocabulary of the human race became the study of etymology and the use 

specialized dictionary morphed into dictionary skills and use of a thesaurus.  However, there 

were standards which were newly created in the periods in which something in society changed.  

In 2009, the standards required that technical and context vocabulary were added in vocabulary 

strand.  As specific skills decreased in value for society, the objectives became more general. As 

skills increased in value for society, they were collected together to form their own specific 

content.  In 2010 for example, the Common Core State Standards included to analyze impact of 

word choice on meaning and tone, which was rhetorical in nature and different from the skills 

based standards.  However, this analysis was not really new.  The attention to the way words and 

sentence have been used was part of Belles Lettres (1783).  The study of rhetorical patterns and 

structure of the language have developed through continually more precise wording, language 

that is more direct and much less concerned with the syllables of sentences which were a concern 

of Belles Lettres. Interestingly, Belles Lettres was used in the standards of 1935 to communicate 

standards addressing classical literature.  In the 2010 standards, the analysis of word choice on 

meaning and tone is specific language for a skill defined by rhetoric, which was also addressed 

in  Belles Lettres.   
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The researcher also found that high school English standards shifted during wartime. 

During the wars, English teachers had to answer the questions: “How did English fit in the lives 

of students?  and What role could English play?”  The mood of American people during WWI 

made possible strenuous advocacy of education as a means of social control (Krug, 1964, p. xv).  

During the World War II, curriculum objectives were added for media, particularly listening to 

the radio and reading the newspaper.   

In the English language arts strands, the focus of an objective could be fickle.  This was 

easily seen in the strand of media objectives.  As technology developed, radio, television, and 

photoplays gave way to digital media.  As TV, radio, advertisements, and movies became an 

even larger part of our society, the analysis of the impact or the message was important.  The 

information high school students needed was how to analyze the media…all media. There was 

also the amoebic movement of a strand of objectives that focused on a generalized study and 

then returned to an explicit focus.  English standards in grammar and writing have continued to 

be somewhat static, except during a period in our history in which grammar study was deemed 

useless outside of writing. 

The selection of reading material had predominately been the teacher’s responsibility, 

even though in many of the curricula choice in reading was a distinct standard.  Literature 

choices were powerful in the classroom because of the influence they held on impressionable 

students.  The choices were important because an Applebee and  Squires’ 1968 study showed 

52% of class time was spent in literature study and Applebee’s 1989 study showed this time 

decreased by only 2%. Post war readings, in most cases, were patriotic, and readings during 

social upheavals were predominately humanitarian.  In 2009, literature objectives were about the 
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elements of genre, how the elements influenced meaning, and analyzing how figurative language 

reflected the culture and history.   

In Bobbitt’s 1922 curriculum, students were taught how to get the facts, but not the 

virtues of literature.  His Aim of Literature remarks asserted that literature was training for 

citizenship through the study of national ideals embodied in American writers and our literary 

ideals in literary art.   In 1935 objectives emphasized thinking definitely and clearly about one’s 

reading (p. 227) or to share delight in intellectual experiences or poetic contemplation (p. 57), or 

to experience something significant beyond the story or image (p. 57).  This was different from 

Bobbitt’s message about the reasons literature reading was part of English language arts. 

Across time, the standards have proved to have a variety of natures: static, fickle, and 

amoebic in change.  However, the evidence showed that in the standards, there existed a 

foundation of objectives that spanned the one hundred and nineteen years of public high school 

English language arts education in America. 
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Chapter Five: Commentary and Recommendations 

The chapter provides a discussion of a historical analysis of English language arts 

standards as they relate to current standards, especially those delineated in the Common Core 

State Standards.  This chapter was divided into sections that bring together the research so that 

the conclusions and recommendations are clearly supported.  These sections and subsections are 

listed below: 

 Focus of English language arts  

 Foundations of English language arts  

o Reading and Literature 

o Grammar 

o Media 

 Federal Government Involvement in English language arts 

 Conclusion 

 Limitations of the study 

 Recommendations 

The researchers question, How does standardization change the focus and foundation of 

public high school English language arts education, meant that the study would bring together 

the standards of English language arts in high school from 1892 – 2010 to explore the links and 

the relationships between them.  In doing so, the researcher found that in looking at the focus, 

which the researcher defines as the beliefs outlined by the standard documents, the studies, and 

the sources, there were distinct patterns.  The researcher also found when analyzing the standards 

for the foundation, which the researcher defines as the standards/objectives of the content of the 

course in Ela 9
th

 – 12
th

 grade, that from 1892 to 2010 the documents had consistencies 
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(foundational skills).  Both the focus and the foundation of English language arts are discussed in 

individual sections.   

The history of the development of English language arts, curriculum, and the public high 

school was needed to bring together the focus of English language arts.  Marshall & Rossman 

(2006) wrote that “[M]many research studies have a historical base on context so systematic 

historical analysis enhances the trustworthiness and credibility of the study” (p. 119).  Hence, the 

researcher studied the history of standards or the uniformity of curriculum and the reasons given 

for the need.  The researcher began with the report from the Committee of Ten, which published 

recommendations for English language arts in 1894; the report represented the first effort to set 

up a uniform content in high school.  The NEA published English standards in 1899 and 

recommendations for public high school English in 1917. The reports defined English as a list of 

objectives in the content of English language arts.  The curriculum work of Bobbitt (1922) and 

Tyler (1950) added the theoretical background to standards-based education, but also changed 

the focus of English from content definition to what students should be able to do as a result of 

school.  In 1935, the Progressives produced an experience-based curriculum for English, which 

challenged teachers to make content relevant. The behavioral objectives movement that began in 

the 1980s focused on the cognitive levels of performance and understanding, as well as content.  

This dissertation, which presents a close study of standards documents across 119 years, yielded 

a pattern representing a focus of ideology and a foundation of content for English language arts.  

Focus of English language arts Instruction  

From 1892 to 2010, the focus of English had distinct separations, each lasting several 

decades. Specific periods were identified during the study; the periods were labeled by the 

researcher: 
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 Setting the System – 1892 to 1917 – 25 years 

 Switching Leaders – 1918 – 1957 – 39 years 

 A Cacophony of Voices – 1960 – 1980 – 20 years 

 Age of Standardization – 1980 – 2011 – 30 years 

 National Curriculum (global) – 2011 - beginning 

In Smith’s (2002) history of reading instruction, she noted that different periods had different 

foci: religious, nationalistic-moralistic, intelligent citizenship, cultural asset, scientific 

investigation, research and application, international conflict, and expanding knowledge and 

technological revolution.  The names of these periods were consistent with the theme of reading.  

Changes in focus of standards amended the research setting to descriptive titles, titles that 

changed as the focus of English language arts changed.  The changes in the focus that were 

important to this dissertation were changes in how standards were implemented.   

The focus reflected events in the greater society. The deepest changes were in content of 

expression in both reading and writing.  During the wars, during the depression, and during a 

time when institutions and rules were being questioned by American youth, English language 

arts focus changed.  The changes are evidenced in the materials used, the method of teaching and 

learning, and the ideology behind the foundational content.  For example, during the wars, 

reading was more political in nature; during the Depression, literature revolved around how 

people dealt with hard times; and during the 1960s and 1970s,  literature selection focused on 

what was happening in society and what part the child and adult played.  In the shadow of the 

modern world, global awareness of people, customs, and economics became part of the 

curriculum as a continuation of long-standing goals to ensure that students are prepared for the 

world they enter after graduation.  The acquisition of mental processes folded into acquisition of 
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information as testing and accountability became part of the standards movement.  The the good 

behavior toward fellow man (religious, respecting people), which once played a part in the 

curriculum became embedded in College and Career Readiness Standards, and the study of 

people’s relationships became embedded in literature emphasis or was lost as a part of 

curriculum standards. 

English language arts reflected the influences of historical markers in the development of 

English content.  In 1958, the Basic Issues of Teaching English pointed to thirty-five issues 

covering goals, content, and teaching problems related to English language arts.  One question 

was, “Can English be defined without the context of the society in which it exists?”  According 

to this study, English has a foundation, with the details of what defined the content foundation 

largely dependent on what society reflected as an important concern.  The study of literature in 

each period was consistent in its concern for classical literature and some reflect contemporary 

literature; the selections were reflective of society’s beliefs and concerns.  The influence of the  

Seven Cardinal Principles of Secondary Education (1917) are still evident in English language 

arts.  The principles identified seven areas in which the secondary school could benefit students:  

(1) Health, (2) Command of Fundamental Processes, (3) Worthy Home Membership, (4) 

Vocation, (5) Civic Education, (6) Worthy Use Of Leisure, and (7) Ethical Character. The 

samples of these principles are evident in Bobbitt’s curriculum and they remain in the current 

schedules and content of the high school curriculum.  The ability to read was listed in Bobbitt’s 

1922 curriculum for Los Angeles in the section Leisure Occupations, as are many of the 

objectives [standards] are written to that are currently found in listening, speaking, and media.  

However, modern objectives [standards] are written to define skills, the attitudes  for pleasure, 

for enjoyment, for mind and body, etc. became the vocabulary of the materials and perhaps the 
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voice of the teachers.   When English content leaders met at the Wye Plantation in 1987 to 

discuss the course that English education should take, the committee determined that the focus of 

English education should be on what students needed to know and what students could do.  The 

committee declared that learning was a social and interactive process and to express this 

declaration statements were added to the standards that involved collaboration and group 

projects.  The English standards shifted from one of experiences to one that brought both the 

content and the process of English study together.  The meeting and events that followed 

cemented education into one that was wholly standards-based.  Defining English in the high 

school also meant looking at the multifaceted content with attention to the concepts necessary for 

social development. Eliot (1909) commented that, “Two important things to accomplish in 

education of youth are therefore, the initiation of mental processes and the establishment of good 

habits with incidental acquisition of information” (pp 4, 5). What changed in English language 

arts standards, in the period The Age of the Standards (1980-2010), was that the students’ social 

development was omitted from the content.   By the 2000s, the students’ social and academic 

behaviors were resurrected in the College and Career Readiness Standards. 

The research in this study provided examples of how the curriculum changed with the additions 

of new literacies; the addition of new literacies, however, did not change the basic foundation of 

the English curriculum. In omissions from one curriculum development to another, the practice 

had been to omit the old literacy for the new literacy.  For example, in the media strand, the radio 

and television standards gave way to the development of the students’ computer technology 

skills and more recently the ability to use several technologies to make a point in a presentation, 

which is a skill needed in the modern world.   
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Since the opening of mass high school education for the secondary students, the 

expectations of the adults toward high school students has changed. When mass education began, 

the children were treated as adults.  They worked alongside adults in family farms and 

businesses, and some had families of their own.  It was not until later that educators realized that 

children’s understanding and growth had distinct age-specific characteristics. The period of 

childhood has been extended as a result of this understanding. The expectations of high-school 

students have increasingly become more academic and less centered in the vocational world.  In 

a way, school has delayed students’ entry into the world of adult activity and responsibility; 

however, in academic standards, expectations have increased.  For example, the expectation that 

a high school students should be able to write a clear paragraph (1899) has changed to an 

expectation that the high school student should be able to write an analytical essay (2010).  

Conversely, the expectations that a student could lay a cement sidewalk or use a typewriter has 

disappeared from the standards; eventually all vocational courses were omitted.  

Foundations of English language arts  

Foundation objectives are the objectives that are consistent through the time periods of 

standards, meaning that they are part of the standards in all time periods from the Setting of the 

System (1894 – 1917) to the Age of Standards (1980 – 2010).   The foundation of English 

included the strands:  vocabulary, reading/literature, writing, speaking and listening, and 

conventions.  These standards represent the basic English language arts content.  The strands 

were divisions used by  Language Arts for Today’s Children (1954) and The English language 

Arts in the Secondary School (1956),  hence these were the strands used for the study.  Because 

the standards also used strands, the researcher added to them, inserting the strands of media and 

teamwork.  The added strand names sectioned standards so that the researcher would be able to 
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isolate the development of collaborative standards and the media standards.  The foundation 

provided the structure on which successive levels of standards, or expectations, could be 

expanded or defined, as determined by the analysis of relationships used with the semantic maps 

(Spradley, 1980). 

Reading and Literature 

The standards of English content have intermittently included a strand titled reading or literature. 

Although literature is the content of reading in English language arts, the literature, what is read, 

and the action of reading are separate discussions.  As shown in the Figure 1-13 of the Appendix 

E, reading standards/literature standards encompass a continuous concern for critical reading 

skills.   

Smith (2002) wrote that teaching reading in secondary schools of the past emphasized remedial 

reading instruction.  This view was dominant until the publication of the 47
th

 yearbook of the 

National Society of the Study of Education (NSSE), Part II, in 1948, which expanded the 

definition of reading.  Reading classes became necessary because of changes in the requirements 

of the curriculum.  The NSSE research highlighted the profession’s areas of concern: 

1.  The greater need for students to be able to interpret critically 

2. The unsatisfactory character of students’ reading habits 

3.  A wide recognition and concern for the poor reader 

4.  Competence in reading means continuous development (Smith, 2002, p. 275). 

Smith (2002) differentiated between remedial and developmental instruction. Smith (2002) 

explained that the responsibility of continuous growth in reading falls on the high schools and 
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colleges. In Texas, for example, the high school curriculum content includes remedial reading 

standards, however the growth of a student’s reading development falls on content areas 

including English language arts.  The 2010 Core Curriculum State Standards have included a 

focus on text complexity, which also indicates the increasing concerns about student reading 

ability and development.   

Early curriculum defined the ways students should learn to read, each way a method that 

provided teachers and students with an explanation of how to read materials with a different 

level of purpose.  During the Age of Standards (1980 – 2010), the practice stopped.  Hence, 

many students read text using the same method.  The definitions of the way of reading can be 

useful.  Reading indications provide a basis that the standards need a better definition of 

developmental reading and an explanation of the ways to read. 

Motivation was also addressed in early standards.  Self-selection of text was encouraged, yet 

many standards documents listed books on a supplemental list or within the curriculum.  “We 

believe there should be in our secondary schools and in the requirements for college English, no 

hard and fast rule as to just what books should be read or studied” (NEA, 1899, p. 17).  However 

the curriculum is laid into a booklist that is couched as a “collections of good books worthy to be 

read, worthy to be studied and among which we believe a sufficient number may be found which 

will interest, instruct, and entertain the pupils of every secondary school” (NEA, 1899, p 18).  

The books should be “well within the comprehension of the pupils” (p. 14).  The 1899 booklist is 

the foundation of the current canon in high school English.  With the perception of freedom in 

reading selections, the curriculum content was built around book selections. 
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In the 1917 Reorganization of Secondary English document, the curriculum states that  students 

“ability to find pleasure in reading books by the better authors, both standard and contemporary 

with increasing knowledge of such books and increasing ability to distinguishing what is really 

good from what is trivial and weak” (p. 31).  As cited in the curriculum the English teacher and 

the librarian must have a close relationship, so that students could obtain “a generous supply of 

books adapted to the needs of the pupil” with a teacher and a librarian acting as facilitators (p. 

29).  Event the home reading was controlled, “to this end lists of recommended books should be 

provided for each grade and term” (p. 32).  On later pages, “it [literature] should offer a variety 

enough to make it possible for each student to find the type which holds for him the highest 

pleasure and greatest good.  School literature therefore, must be varied enough to permit 

necessary adaptability and change” (p. 66).  Self-selection was advocated in the front matter of 

the curriculum; however lists were advised.   

In 1922, Bobbitt’s curriculum, “the teacher of literature were asked to go through the entire 

series and discover that list of characteristic and abilities which literature might be instrumental 

in achieving” (p. 37).  The teacher’s responsibility was to collect titles, separate by genre, and 

give book talks so that students could choose the books of their choice. 

The 1935 Experience Curriculum, expressed literature in goals, “to get more intelligent 

enjoyment” and “to know where to find good short stories” were appraised by the self 

questioning of the teacher, “Do pupils read more than they did?  Do they choose stories of 

betterquality?  Do they create lists of what they want to read?” (p. 72).  Teachers were again 

responsible to book talk and expose students in high school of choices in their reading.   
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In 1957, the NCTE curriculum posited, “skill in reading flourishes best when young people read 

for a purpose”  and that “reading for details and distinguishing main points from subordinate 

ones become tools in search for ideas” (p. 68).  The curriculum supported lists of books created 

by the teacher and the librarian but added that, “emphasis on the choice of books and on unit 

teaching has tended to modify ideas of what used to be call ‘outside’ reading a formal, and too 

frequently a futile activity”  (p. 134).  Teachers were told to become aware of the difficulty level 

of the book and the study points in the story, so that the student could be offered a great variety 

of books from which to choose.  Here again the focus was that literature provided insight into 

human experience through the power of aesthetics. 

During the Age of Standards (1980-2010), literature was “wide range of text”  the literature 

without a statement of freedom of choice or a booklist.  The standards were based in the 

characteristics of literature.  Once the Core Curriculum State Standards (2010), when the book 

list was in the appendices of the curriculum with the statement, “The choices should serve a 

useful guide post in helping educators select texts of similar complexity quality, and range in 

their own classrooms” (p. 2).  Jeffrey Wilhelm (1997) discusses a reader with Rosenblatt’s 

transactional theory in mind.  “Individuals characterized by interests, abilities, preoccupations, 

and personal experiences.  This implies a new role for the teacher as one who will help 

familiarize student with all kinds of stories in various forms and with various content, and who 

will validate the reading of these materials”  (p. 33).  What this implies is that the standards 

should continue the philosophy of earlier settings and include a statement of the student’s role in 

selection and the teacher’s role in offering.  Motivation in reading is from self-selection and 

standards should reflect the need of choice. 
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The standards in literature have changed to a skills based study since the Age of Standards (1980 

– 2010).  The focus of being a study of human character and values has changed to a foundation 

in the study of the characteristics of literature. Rosenblatt’s transactions theory incorporated the 

reader into the text in that, “the reader brings to the work personality traits, memories of past 

events, present needs, and preoccupations, a particular mood of the moment, and a particular 

physical condition” (1993, pp. 30, 31).  With the reader fully present, the teacher and the text 

collaborate with the student on the nature of human values and character, which is stated in the 

early curriculums, but was lost when the documents became centered on the standards of the 

characteristics of literature.  The disconnect in the literature standards is the focused 

concentration solely based in the characteristics of literature and not on learning about humanity.  

The standards should reflect the human side of literature study. 

Literature choices were reflected in the standards booklists, as well as thematic studies—

language reflected in the terminology Smith gave to reading history and Squire gave to English 

history.  As the Common Core State Standards became the curriculum guidelines for the states 

adopting them, the booklist reflected a measure of text complexity, which added the dimension 

of having students develop the same reading skills as those described by Bond & Gray in the 

National Society of the Study of Education,  47
th

 Yearbook, Part II.  The booklists were 

reflective of literature that has been foundational in the high school English canon since 1899.  If 

text complexity can be used as a measure to fully determine growth in ability, then the 2010 

standards pertaining to reading reflect long established research.  

Grammar 

Information about instruction content has informed standards; however, some studies 

have not been heeded. Even in the same standards document, there have been inconsistent 
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messages.  For example, grammar is mentioned in all the standards documents, but most of the 

documents also included a statement that grammar was incidental to another literacy skill. The 

1922 NCTE curriculum stated, “there is no scientific evidence of the value of grammar which 

warrants its appearance as a prominent or even distinct feature of the course of study” (NCTE, 

1922, p. 228).  The following reports and curriculums reflected the incidental nature of learning 

grammar: 

1873:  Grammar is incidental to reading fluency (Mann’s 7
th

 Report, 1873, p. 56). 

1899: Language should be learned from suitable authors (College English, 1899). 

1915: Grammar incidental to expression – written/oral (Bobbitt, 1915, p. 76) 

1917: Grammar learned through making better sentences (Hosic, 1917, p. 76) 

1922: Grammar, the content and method of instruction in grammar should be determined 

by the purposes which grammar can serve (NCTE, 1922, p. 228).   

1935:  instruction in grammar should be determined by purpose the grammar can serve 

(p. 218). 

Grammar as an incidental learning, yet grammar maintained a position with a large 

portion of the standards dedicated to grammar skills. Each of the documents included specifics 

for grammar standards.  The consistent inclusion of grammar standards are an example of 

content standards that are foundational to English, part of society’s call, and necessary for 

college readiness, yet are not supported as instructionally appropriate.  In 1935, the curriculum 

documents cite research, “because scientific investigations have failed to show the effectiveness 

of grammar in the elimination of usage errors, it is not here organized for that purpose.  There is 

no scientific evidence of the value of grammar, which warrants its appearance as a prominent or 

even distinct feature of the course of study” (p. 228).  However, the curriculum document 
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contains a section of conventions which includes specific skills in grammar.  With the Age of 

Standards, the statement regarding grammar was that students should “demonstrate command 

over standard English grammar and usage” ( p. 54).  In the Common Core State Standards, 

grammar standards are depicted in a list of skills for high school.  The implication of the 

attention of grammar was that students needed to use correct grammar and though vertical 

alignment of the skills have separated the large study into manageable portions; there is not a 

definitive way to instruct grammar.  More research in grammar instruction was needed to 

consider the effectiveness of a variety of methods in the learning of grammar. 

Media 

The historical changes in the standards were reflective of new technologies in media and 

of a more defined listening/speaking requirement in society.  The complete omission of 

individual standards happened when those standards were seen as not relevant.  For example, the 

media of TV, radio, and newspaper were part of the standards of the 1935 curriculum, but not a 

part of the modern standards, even though society still used all of these mediums.  The standards 

could also reflect the onset of a methodology, such as process writing in 1982.  Early objectives, 

such as legible handwriting, dropped off the curriculum, then made another appearance in 2010.  

The historical records left by the standards documents and the studies in English inform 

researchers of how public high school English has tried to mesh with the expectations of society. 

Federal Government Involvement in English language arts 

What becomes evident in the history of American public education is that the American people 

have a dichotomous relationship with their public schools.  While there is great pride in the 

accomplishment of creating a free mass education system, which is uniquely American, the pride 

is lost in the consistent reporting of the failure of the schools to provide students with an 
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education that allows them to have the choice of a career or college.  The failure reports are a 

part of our history in mass education, from the 1880 Rice report to the barrage of current reports 

given in the mass media and research about schools.  While these reports of failure have some 

elements of truth, their function in our society has been to provide a catalyst for investigation.  

Part of that reporting and investigation resulted in national and state testing as American society 

called for accountability. Whether the measurement was national, statewide or school-wide, the 

schools’ stakeholders demanded evidence of the work of school.  The resulting investigations 

and tests provided a forum for debate with groups citing evidence that schools needed some form 

of reform and emphasizing a scientific method for measuring schools success. 

Two ideological groups, progressive educators and uniformity educators, have also been a 

consistent part of our education history.  Because of the changes in curriculum leadership 

defined in this study, it becomes evident that schools have experienced leadership from a variety 

of stakeholders, including students, teachers, professors, state agencies, and a national 

collaboration of state agencies.  Currently, curriculum is being lead by national organizations, the 

Council of Chief State School Officers (CCSSO) and the National Governors’ Association 

(NGA).  The states use the standards as a basis for writing curriculum as they embed standards in 

specific material, content, and methodology.  The uniformity between states is being supported 

by the federal government who is rewarding the uniformity with an invitation to participate in a 

competitive grant. 

Although the rhetoric of standards documents stated that the federal government did not control 

curriculum, federal funding of the schools required rules and regulations for the use of 

government.  The federal involvement in public high school funding began with the development 

of the vocational education programs.  Vocational education programs were the first federally 
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funded programs, with guidelines specific to government requirements, and existed as a separate 

part of the high school. Since then, federally funded programs have exercised wider control of 

what happens in the schools through federal programs for special populations of students.  

President Obama’s opening letter for the Blueprint for Reform stated that a generation ago 

America led the world in education and boasted that American education was the best in the 

world.  Yet, in 1983, 27 years ago, our nation was at risk, according to the report to the American 

people, A Nation at Risk.  At times, the rhetoric of politics proves untrue.  Knowing the history, 

provided a solid foundation on which to make decisions.  Recently state funding for education 

has been cut and schools have more pressure to cut costs. However, the availability of the 

Common Core Curriculum Standards allows schools to compete for large grants, which are 

available only to the states using the standards as a base for their curriculum.  The political 

decision of our federal government have influenced education to varying degrees.   

College and High School Link 

The link between American high schools and colleges has been debated from the beginning of 

the high school.  The high school’s role is outside, or at least partially outside, the role of the 

college.  Not all students attend college.  As students were required to complete high school, the 

numbers of students who went to college increased.  Historically, from the late 1800s through the 

2000s, colleges commented about the low skills of incoming freshman.   Again, the failure of the 

high school to produce quality skills put the high school under great pressure to produce.  One of 

the goals of the reauthorized Elementary and Secondary Education Act (ESEA), named  

Blueprint for Reform, is to ensure all students are college and career ready.   
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Limitations of the Study  

The topic of the study is the content of high school English language arts in public high 

school, not a history of the English language or a study of the content of English as a second 

language.  Primary documents reflect the philosophy of a period regarding education; the ideas 

associated with the thinking of the time are in the textbooks.  In this research, however, some 

misinterpretations can occur with broad time study.  The researcher used period definitions and 

many sources on a single topic to avoid misunderstandings of the standards.  This study is not 

inclusive of standards written for subpopulations, the focus was on the standards used for the 

general population  

Conclusion 

Mercado/Torres wrote, “Knowledge is all around us…it is in the people.”  Whom do we regard 

as authorities?  The research in this dissertation provided a view into the curriculum documents 

of high school English language arts.  As the research culminated, the historical study of the 

standards showed that the foundation of curriculum standards remained static from 1892 through 

2010.  What did change was the number of details defining the foundation as it pertained to the 

settings.  The relationships between the foundation and the details of the strand standards are 

definable.  What also changed was who was in charge of the application of the standards.  

When should English be based on what worked in the past?  The purpose of American education 

has been to continue the lifestyle of the American people: democracy, equality, and the skills that 

make a productive member of society.  To do this, public high school English must continue to 

reflect the latest in technology and the expected skills.  Literacy skills must be on a level that 

graduates can have a choice about what they do with their futures.  As technology becomes more 
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complex, educators build skills for students to utilize new information.  The web is building a 

new connection with the world though video conferencing, web page production, and thousands 

of other projects that are global in nature.   

Education in the United States is in a paradigm shift.  As global access and commerce increases , 

the economics of global competition mandate the United States education system to adjust from 

one of individual focus to one of  global networking.  Historically, educators in the US have 

yielded to the goals of society.  In the case of global business, schools are called to educate 

future job seekers to meet the demanded skills of business. In 1897, J.J. Hughes addressed this: 

“the supreme purpose of the school of the twentieth century will be to develop a strong, self-

reliant directing individual and to train it by the experiences of school-life to become a co-

operative element in an interdependent community” (p. 169).  In the twenty-first century, what 

was a literary goal of communication and understanding the heritage of the American people and 

their value system, includes students learning to interact globally and consider options outside 

their personal experiences.  In the standards of public high school English, the shift in influence 

is noticeable as the control of curriculum has changed from individual schools and community, 

to the state, and now to a national/global influence in the standards.   

Although the English standards have a core of instruction, the details of the ideology are in the 

details of the curriculum.  The current Common Core State Standards are influenced by global 

standards.  Historically, the goals of education included creating a race of people and getting 

them ready to work by building on their individual capacity for meeting their own needs, 

knowing the rights and responsibilities of citizenship, and the democratic values of heritage.  Our 

modern students have the same goals with the additional work of a global community that is 

diverse.  Culture, traditions, economics, and governments are diverse.  As a human race, there 
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are uniformities; however, a culturally responsible system recognizes and understands how to 

incorporate the diversity into the pedagogy. 

The research in this dissertation sought to determine whether the evolution of English 

objectives from 1892 – 2010 changed the focus or the foundation of English language arts.  The 

answer is that the focus of English changes as society explores the ways schools can produce 

graduates that have the ability to add to society.  The foundation of English consists of a small 

group of standards that have changed little since 1892.  This historical analysis has led to the 

following implications: 

1. Media standards should align to visual literacies instead of quick changing 

technologies. 

2. Motivation in reading is from self-selection, which should be reflected in the 

standards. 

3. Developmental reading and ways of reading should be defined in the 

standards. 

4. More research in grammar- current grammar instruction is consistently listed 

as invalid. 

5. Elaboration on the impact of political decisions on English language arts. 

Dr. Jack Cassidy spoke of the process of building standards between the International Reading 

Association and the National Council of Teacher of English as an exercise in compromise, “each 

side has arguments and generally what is arrived at is a compromise that no one is happy with” 

(Cassidy, 2010).  Giving voice to all stakeholders of the high school education gives the content 

standards a cultural and a practical content. 
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Recommendations 

As a result of this study, the researcher recommends further study in the following areas. 

 Replicate the study with a more comprehensive examination of the Age of  Standards and 

the standard complexity. 

 Replicate the study with focus specifically on the reading standards. 

 Research the implications of political involvement on education. 

 Investigate the cultural needs of our modern nation and the relationship of the present to 

the canon of literature in high school English language arts. 
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  Appendix A:  Historical Recording of Categorical Data  

Citation age Quotation foci 

  http://www.holisticeducator.com/quotationsauthor.htm  

1Hook, JN 6
6,61 

Rhetoric is the planned use of language for a preconceived purpose. 
The use of rhetoric through the language (into national and words ) 
of an infant forward) schematically – five elements: logic = 
experiences; correspondence = association; combination = words to 
sentences; plan and purpose = rhetoric / application; each of these 
should be a part of the teaching of writing 

Rhetoric 

1Hook, JN 6

1 

Interpretation – the writer has enough experience for his rhetorical 
effort; applied logic to determine actions and interactions of his 
characters of his plot; enough words and comma nod sentences but 
lacks the mastery of rhetorical principles. 

Rhetoric 

2002, 

Funkhouser 

163 The Civil Rights movement of the 1960s spurred increased ethnic 

awareness. 

Education 

2JN 
Hook, 1972 

3
6 

Language deserves one third of classtime; students should not be 
told untruths; teach what student need most; choose what is most 

helpful in clarifying point sequential program in grammar. 

grammar 

2JN Hook, 
1972 

6
07 

Charles Alva (1960) Structural Grammar in high school ‘structural 
grammar is being used to varying degrees by almost 4% of 

approximately 4,000 teachers of English in public high school in CA.” 
structuralism 

grammar 

3JN Hook, 

197 

4

4 

Language is a tool that reflects its users Grammar 

3JN Hook, 
1972 

4
6 

Composition from an eagerness to share ideas with bellow students 
composition is a tool to show how they can be constrictive in their 

thinking, differentiate trivial from significant 

Composition 

3JN Hook, 
1972 

5 Show relationship of language to history Grammar 

3JN Hook, 

1972 

4

7 

Literature JH/HS develop antipathy because of teachers make let 

relevant to lives teaching it should be about the people’s interaction 

Literature 
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Appendix B: Major Time Periods and the Requirements of School 

Major Time Periods 
 

Graduation 
Requirements English 

College Entrance 
Requirements 

English  

Policy Statements in English Ed. Purpose of Education: Aim of Education 

     

Colonial 
Through 1776 

(Funkhouser)  

Assimilation (Beck, R.H. 
1976)  

Classical (before 1750) 

Applebee 74 
Prescriptive tradition (1750-

1800) Applebee 74 

Certification by a 
scholar or Latin 

School/Academy 

1664: Plain & Easy 
Directions to Faire 

Writing and Arithmetic 

by Lewis and Hughes 
(Cremin, 1970, p. 195). 

Greek and Latin 
composition 

Mental Discipline:  correcting 
vernacular language to match 

Latin rules of language:  

Classical Greek and Latin and 
Modern Language 

 

1684:  Religion:  Language so far as to 
prepare youths for college and public 

service of the country in church and 

commonwealth (Applebee, 1974, p. 189) 
Hopkins Grammar School, New Haven 

Early National  
1776 - 1860: Assimilation 

(Beck, R.H. 1976) 

 

Age of Reason:  The study of 

English must be accompanied 

by the study of foreign 
language that has a full 

inflection system: Latin, 

German 
 

Mental Discipline Model 

 
Colonial – 1890: Ethical and 

Moral 

 
For college:  Do we teach 

English? 

Certification by a 
scholar or Latin 

School/Academy 

 

Three (3) courses in 

English:  Classical, 

Latin-scientific, modern 
language- English 

 

Creator of Philology:  
Jacob Grimm:  

Literature study is to 

discover and recreate 
cultural history of a 

nation. 

 
 

 

 

College entrance: 
recitation/memory; 

in college rhetoric, 

oratory, grammar 

 

The question for 

college:  Do we 
teach English? 

 

  

Mental Discipline:  correcting 
vernacular language to match 

Latin rules of language:  

Classical Greek and Latin and 

Modern Language 

 

NEA formed 
Revolutionary War 1776-1783 

Civil War 1861-1865 

 
During the wars, many schools 

shut down; however, rhetoric 

continued. 

Mass Education forming and high schools 
are being populated.  The core to 

democracy is an educated population. 

 

1839: the great purpose of education is to 

store the mind with useful knowledge (NY 

Regents Exam). – Hook, 1984, p. 2).   
 

Dickens – Thomas Gradund is a kind of 

cannon loaded to the muzzle with facts and 
prepared to blow the pupils clean out of 

the regions of childhood at one discharge. 

 
Froebel: 1837: education should encourage 

and guide men as a conscious, thinking 

and perceiving being in such a way that he 
becomes pure and perfect in his 

representation of the divine immersion law 

through personal choice. 
 

One of the most cherished convictions 

among school men that hs not only were 

free of class distinctions but also served to 

break down such distinctions were they 

did exist – here the children of the rich 
 

AIM: Eliot: giving the pupil the power of 

doing himself and endless variety. 
 

1876:  Principal of education: and the 

poor, the lords, and the peasants exercising 
a healthful influence upon one another are 

feed from the same table (Krug, 1964, p. 
13). 

 

Late National industrial 

bureaucratic ( 1880 - 1914 
(Beck, R.H. 1976)  

 

Mental Discipline and 
Analysis  

 

Romanticism:  body of 
knowledge consciously 

valued and studied 

 
Question: How do we teach 

English? 

 
High school population by 

1890 – 200,000 

 
Practice more important than 

Graduate or comparable 

certification  
 

Uniformity: literature, 

composition, later 
rhetoric then grammar. 

 

Three years of English 
9-11 

End of college 

dominance in HS 
curriculum (EJ, 1912) 

 

Less analytical time of 
great expansion of 

English teaching 

 
Types of Organization 

1883 MLA formed 

1865-66 Harvard: 
reading aloud for 

expression 

1869-70 The first 
reference to English 

as an admission 

requirement (Julius 
Caesar, Comus 

were alternatives 

for the 
examination) 

1873-74 Harvard: 

Write a short 
composition with 

correct spelling, 

punctuation 
grammar and 

Philological studies for literature 

 
Composition through literature 

 

Uniform list of reading 
 

Committee of Ten (1892) 

NEA Curriculum (1899) 
 

In prescribing literature to be 

read in HS, requirements must be 
kept in mind  the characteristics, 

the needs, and the interests of the 

adolescent minds; second, the 
vocational needs and social 

demands. Literature is read with 

essay written using the same 
discourse. 

Assimilation and Amalgamation 

Aims of HS - Committee of Ten, 1892: 
1. to enable the pupil to understand the 

expressed thought of others and to give 

expression to the thoughts of his own. 
2.  to cultivate a taste for reading to give 

the pupil some acquaintance with good 

literature, and to furnish him with the 
means of extending that acquaintance. 

(Applebee, 1974, p. 33) 

 
It is public duty to provide an education, 

which will prepare the humblest citizen to 

discharge well the duties of any position, 
which may fall him (Skinner, 1867, p. 54). 

 

 
Culture:  Matthew Arnold 
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Major Time Periods 
 

Graduation 
Requirements English 

College Entrance 
Requirements 

English  

Policy Statements in English Ed. Purpose of Education: Aim of Education 

theory (1880-1890) Applebee 
74 

 

 
Melting Pot   

 

(7 billion fed fund_Smith-
Hughes Act – boost to 

vocational ed)  

 
1901 – 1922 

Progressive Movement 

Child centered education 
 

High school population by 

1900 – 400,000 
By 1915 – 800,000 

 

Psychological Principles: 
Moral development 

 

1914 WWI – 1917 US 
involvement in WWI 

 

HS after the civil war 1896-7: 
5,109 public and 2,000 

private (Hook, 1979, p. 4). 

of High School English 
(1913) spkg, wtg, rdg. 

 

1911:  NCTE, formal 
voice of English 

teachers : separation of 

high school from 
college domination (EJ, 

1912) 

 
Reorg. of Secondary 

English 1917:  

Approved list of 
literature 

 

If examinations are 
given, they should be so 

framed as to be a test of 

power rather tan mere 
memory.  Twice each 

term all teachers in all 

subject should report 
the common English 

errors they have 

observed to the English 
Department—they will 

make a list for all 

teachers and report 
students who commonly 

make errors with undue 

frequency (Hosic, 1917, 
p. 137) 

 

expression.  Subject 
of the composition 

taken from one of 

the following:  
Shakespeare (Julius 

Caesar, Merchant 

of Venice; 
Goldsmith, Vicar of 

Wakefield; Scott, 

Ivanhoe, Lay of the 
Last Minstrel) 

Reorg of Secondary 

English 1917 
1880-1890 – 

Practice more 

important than 
theory, this lead to 

teaching 

composition in 
American 

secondary and 

college (Applebee, 
1974, p. 6).  

 

The requirements 
were not uniform 

through the 

colleges even in 
New England.   

 

The Commission of 
New England 

Colleges on 

Admission 

Examinations 

formulated the 

requirements in 
English prescribing 

certain 

masterpieces of 
English literature as 

the basis for 

writing.  Oral 
reading dropped, 

Yale introduced 
knowledge of 

literary 

masterpieces in 
1894.   

National 

Conference on the 
Uniformity of 

College Entrance in 

Requirement of 
English 

Typical 

question…list 
books you like and 

dislike, telling why, 

describe 
major/minor 

characters from any 

three novels. 

 
Influences in English Education:  

Matthew Arnold, Jacob Grimm, 

Francis J. Child, William James 
Rolfe 

 

The conference on English; the 
study of English would have 

equal of any other studies in 

disciplinary or developing power 
(Applebee, 1974, p 34). 

Start where the student is and 

develop his taste so he desires 
better reading (Applebee, 1974, 

p 58). 

 
Stepping Stone to Literature 

(1897) 8th Reader Sara Louise 

Arnold and Charles B. Gilbert:  
Book was intended to give 

American students a better 

comprehension of American 
writers by including English 

writers as ancestral history of 

Americans (Smith, 1961, p. 137). 
 

 

John M. Clapp:  Type of 
Organization of High School 

English (1913) 

 
Project Method of teaching 

English 

Progressive methodology lacked 

unity and direction 

 

NCTE:  booklists from 1912-
1931:  

 

Developing vocational education 
programs 

 

NCTE and NEA:  Same 
discourse community 

 
Reorganization of English at 

Secondary Schools (1917) 

Department of the Interior: 
Bureau of Education Bulletin, 

1917, No.2 

Reorganization of English in 
Secondary Schools: Report by 

the National Joint Committee on 

English representing the 
Commission on the 

Reorganization of Secondary 

Education of the NEA and the 
National Council of Teachers of 

English (compiled by James 

Fleming Hosic, Chairman of the 
Committee) 

 

Romanticism 
 

“We [the teachers in American schools] do 

more than he [German teacher] does out of 
divergent and antagonistic races, we are 

making a race, and it becomes one to 

minimize the value of the work” (p. 651). 
Hill, C.W. (1892).  What can be done to 

further students in their studies before the 

go to work? NEA: Journal of Addresses 
and Proceedings.  Downloaded from 

www.archive.org. 

 
School is an agent to social change. 

Perceval Chubb, G. Stanley Hall, Jane 

Adams, Edward Lee Thorndike, John 
Dewey 

 

Reform though education, traditional study 
not sole purveyor of culture, democracy 

demands education (Dewey, 1901) 

 
The school is one agency that may be 

controlled definite and consciously by our 

democracy for the purpose of unity its 
people (1918, Cardinal Principals, p. 24). 

1918 – 1930  
Surgent Americanism 

Texts: 
 

Eight year study of 
Progressive 

Enter American Literature 
The teaching of American Ideals: 

Education Economy Movement 
1. Determination of educational 

http://www.archive.org/
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Major Time Periods 
 

Graduation 
Requirements English 

College Entrance 
Requirements 

English  

Policy Statements in English Ed. Purpose of Education: Aim of Education 

 
Post WWI 

 

 
The Progressives worked for 

freedom for teachers that 

simultaneously sparked 
creativity and professional 

challenge and cries for 

directions. 
 

Quoted in Applebee, 1993, p. 

131 – Robert C. Pooly, 1939:  
The Progressive movement 

has waxed flat in the last two 

decades.  …[has] added 
immeasurably to the science 

and art of teaching…also bred 

doubts, fears, and insecurity 
where once there was 

confidence. 

reform: efficient meant good, 
scientific Focus on science 

 

1922-4 Literature and 
Life 

1925  

Literature and Living 
1927-31 Scribner’s 

Series 

Education was done 
because of the fear 

of not meeting 

college 
requirements, over 

three hundred 

colleges agreed to 
exempt students 

from 30 high 

schools from 
normal entrance 

requirements 1932-

40.  The thirty 
schools 

experimented with 

English curriculum.   
 

Five reports 

published were 
largely ignored, 

because of WWII. 

 
 

NCTE conference title.  
 

Abandoned formal grammar in 

favor of functional instruction 
  

Consistent claim and calls for 

reform. 
-Inventories of abilities (the 

resources) 

-Measures of achievement (the 
products) 

-What should be taught (the 

demand)  
1936, Dora V. Smith, 9th 

yearbook of the Supervisors and 

Directors of Instruction of NEA.     
By 1935, science was no longer 

viewed as the solution to all the 

ills of the teaching of English, 
but it was just clearly seen as one 

of the tools that would put to use 

in their search for solutions to 
those ills (Applebee, 1974, p. 

100).  

NEA:  Hosaic:  The Essentials of 
Grammar and Composition 

Committee on Economy of Time 

in Education,  
NCTE : Marc Kwardt and 

Walcott, Facts about Current 

English Usage (1938)  
NCTE: Dora V. Smith (1933) 

Instruction in English National 

Survey: results: Mix of 

traditional and progressive 

approaches 

NCTE:  American English 
Grammar (1941) Charles C. 

Fries 

NCTE, Current English Usage, 
(1932) Sterling Leonard 

 

1935 - W. Wilbur Hatfield:  The 
Experience Curriculum in 

English:  The committee on the 
Place and Function of English in 

American Life; attempt to weave 

selected experiences into 
coherent curriculum K-college; 

series of similar types of 

experiences “arranged like broad 
easy stair steps in a reasonably 

steady progression of intellectual 

differences and social maturity.  
The focus was primarily in 

experiences with literature.  

 
1939 – Correlated Curriculum 

core courses and broad fields, 3 

year experiment, too broad in 
scope, too shallow in depth 

1939 – Conducting Experience 

in English, M. Broening 
 

1938 – Literature as Exploration, 

goals 
2. Validation of procedures 

3. Lowering of costs 

4. Justification of programs to the 
public 

 

 
American Race:  training for citizenship 

(North Central Association) 

 
 J.M. Clapp:  The Clapp Report (1926) 

defining the content and scope and aims, 

“minimum essentials for various 
occupations” (Applebee, 1974). 

 

IQ Testing 
 

Franklin Bobbitt (1924) specification of 

objectives through careful analysis of life 
needs:  821 consecutive numbered points 

and a final category of occupational 

activities.  Expressed as Primary 
Objectives (to observe the effects of trail 

on our lives); Enabling Objectives (to see 

how [this is connected to business, etc]:  
students gain knowledge; he will not, 

however be given virtues of literature. 

 
Minimum essentials, empirical functional 

skills, easy measurement, aim of literature 

training for citizenship by a study of 
national ideals embodied in American 

writers and our universal ideals in literary 

art. 

Four reports:  elimination of non-

essentials, improvement of teaching 

methods, organization of subject matter 
corresponding to child development 

 

Compulsory school 8hrs/wk until 18yrs 
old: JH created, HS comprehensive with 

one core variables depended on vocation 

and electives to accommodate special 
interests. 
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Major Time Periods 
 

Graduation 
Requirements English 

College Entrance 
Requirements 

English  

Policy Statements in English Ed. Purpose of Education: Aim of Education 

Louisa M. Rosenblatt (using 
literature to increase social 

awareness…of literary form to 

lead to an intimate personal 
response. 

 

Search for the Child (1931-

1941) Hook, 1979 
 

Melting Pot/Salad Bowl 

 
Life adjustment Movement 

Psychoanalytic explanations 

of behavior: student would 
learn about the fundamental 

motives…they would learn 

how to develop the kind of 
personality one would like to 

have. 

4 years of English  

 
English fused with 

social studies, math, 

science, arts, foreign 
language 

 

 

completion of  high 

school English 
 

Essay 

 

1946, Mark Neville’s response to 
the correlation:  Literature as an 

approach to maturity (EJ, 26:9, 

Nov37, 705-714)  
 

Correlation of Common 

Learning for Core Curriculum 
 

NEA Report:  Education for All 

American Youth (1944) more 
than ½ of the HS students 

dropped out of school. 
 

1940s through 1960s Amalgamation of 

diverse culture 
 

Key  words:  adjustment, conformity, 

stable system of values  
 

 

Cardinal Principals 1918, High School for 
All 

 

Unique Function of Education in a 
Democracy (1937) schools should be run 

by professors with academic freedom in a 
climate of protection democratic and 

scientific freedom. 

WWII and the Aftermath 

(1942-1952)  Hook, 1979 
 Schools should have no rigid 

curriculum that hasn’t been 

modified by the staff (A.N. 
Whitehead, 1949). 

Large dropout rate due 

to the war effort; 
teacher/students 

drafted: women to the 

workforce or to serve 
USO 

Completion of high 

school English 

The utility of English 

questioned:  Social studies and 
English highly correlated 

 

NCTE: The Place of English, 
Teaching of English in Wartime 

The purpose of education: 

Body Building (1953-1960) 

Hook, 1979 
 

1956 Council for Basic 

Education Schools, exist to 
provide essential skills in 

language and orderly thought 

and to transmit in a reasoned 
pattern the intellectual moral 

and aesthetic heritage of 

civilized man -- Bestor 
Mortimer Smith (Cremin, 

1961, p. 346). 

 

Outcomes, specific 

needs of their own high 
school objectives, 

experiences in reading 

writing speaking and 
listening:  need resource 

units (1956, NCTE, V3, 

p. 36) 
 

Comprehensive HS – 

democratic in spirit – 
because of economics, 

devotion to opportunity 

and equality of status 
(1959, Conant, p. 40). 

Competition of 

high school English 
 

College Entrance 

Examination 
 

Board of Regents 

 
Subject Tests 

 

Essay Tests 

1956 - The English language arts 

by the Commission on the 
English Curriculum by the 

Commission on the English 

Curriculum of the National 
Council of Teachers of English 

This yearbook focus is on the 

adolescent and how the teacher 
of English ‘inescapably come to 

know his students as 

individuals.’ p. 14.   
 

 (NCTE) related the child study 

movement of those years to the 
experience curriculum of the 

1930s and 1940s and focused on 

providing developmental 
experience sin reading, writing, 

speaking, and listening. (Squire, 

1977, p.xii) 
 

The outcome of education is 

social personal and occupational 
competence and through 

language the individual with his 

own capacities should have 

experiences with and through 

language to cultivate wholesome 

personal living, development of 
social sensitivity and effective 

participation in group life, and 

linguistic necessary for 
vocational efficiency.  

Attainment of this outcome may 

be achieved within the limits of 
the capacity of the individual if 

his experience with and through 

language are directed toward: (1) 

Multicultural  

 
The function of the school is to educate 

student in such a way that they themselves 

are better able to meet their own needs 
(Tyler, 1953, p. 216). 

 

Tyler Rational 1950s:  Education 360, 
University of Chicago:  Basic Principles of 

Curriculum 

1. what educational purposes should the 
school seek to attain? 

2.  What educational experiences can be 

provided that are likely to attain these 
purposes? 

3.  How can these educational experiences 

be organized? 
4.  How can we determine whether the 

purposes are attained? 

 
NCTE: Goals of education in high school: 

personal social, occupational competence 

(1956, NCTE, V3, P. 35) 
 

Smith, 1956, p. 3: NCTE: The world the 

adolescent faces:  The promise of today’s 

world, “Americans have a clearer 

understanding of what the democratic 

aspiration means, not only in terms of 
political organization but in terms of 

recognizing and respecting the worth and 

dignity of the individual personality.” 
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Major Time Periods 
 

Graduation 
Requirements English 

College Entrance 
Requirements 

English  

Policy Statements in English Ed. Purpose of Education: Aim of Education 

Cultivation of wholesome 
personal living (2) development 

of social sensitivity and effective 

participation in group life  (3) 
linguistic competence necessary 

for vocational efficiency (p. 44, 

55) 
 

Over the Land and the Seas 

(1960-1967) 

Hook, 1979 
 

 

Civil Rights Movement 
 

Cultural Revolution 

Three years of English Completion of HS 

English 

 
 

1965 ESEA 4/11/65 

 

1968 High School Instruction 
Today: Study of the High 

School, Applebee, Squire 

 
1969 The Basic Issues in the 

Teaching of English by NCTE 

and the MLA saw linguists, 
literary scholars, and rhetoricians 

from our universities join with 
teachers of English to focus on 

sequential instruction in the 

subject matter of language, 
literature, and written 

composition.  Most influential 

during this period was the world 
of the Commission on English of 

the College Entrance 

Examination Board, the federally 
sponsored efforts to rewrite 

curriculum known as Project 

English, and the institutes for 
teachers supported by provisions 

of the National Defense 

Education Act (Squire, 1977, p. 

xii). 

interactive approach, relevant 

content, student involvement in 
decision-making, emphasis on 

student growth not content: 

Pluralizing Anglo-Puritan 
Tradition. 

Purpose of Education: 

Human Equation 

(1968-1978) Hook, 1979 

 
Skills oriented instruction 

came into prominence as a 
public concern of student’s 

abilities to perform in the job 

market, this led to wide 
spread emphasis on basic 

skills. The concern also led to 

widespread IQ testing in 
several states and reinforced 

language skills in ELA. 

(Applebee, 1974, p. 4)   

In light of Watergate 

and Vietnam: American 

values included social 
realities such as 

pollution, nuclear 
power, population, 

world racism, 

inequalities (Van Til, 
1975, p. 16). 

High School 

English 

English curriculum in transition.  

Accountability of the formal 

school system for children’s 
mastery of essential skills has 

become a major concern.  Some 
refinement in school priorities 

seems inevitable as a result of 

the present reexamination, yet 
not one which will see a full 

rejection of what has been 

learned about the ways in which 
children learn to read and write 

(Squire, 1977, p xiii).   

 
Our pluralistic society; inevitable 

too that authors sometimes speak 

in conflict and opposition; the 
complexity of teaching English 

(Squire, 1977, xvii). 

 

Romantic Reformers:  Jonathan Kozol and 

John Holt imperative change (Squire, 

1977, preface, xiii) 
Curriculum Models reflect the society.   

Effective School Studies – functionalizing 
English teaching (Applebee, 1974) 

Purpose of Ed:  The purpose of American 

Education concerns the realization of 
individual capacities by society and goes 

back to Revolution Days.  The purpose of 

school affects how we define our problems 
and the means we select for solving them 

(Tanner, 1988, p. 5). 

Texas Register (1984): The purpose of the 
curriculum shall be to prepare thoughtful 

active citizens who understand the 

importance of patriotism and can function 
productively in a free enterprise society 

with appreciation of basic democratic 

values of our state and national heritage (p. 
3319). 

 

Contemporary Curriculum 

(1980 – 1994) Pinar, 2004 

SAT/ACT testing 

4 years of HS English  

Four years of 

English 

NCTE: 1980-1994 Purpose of Education: 
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Major Time Periods 
 

Graduation 
Requirements English 

College Entrance 
Requirements 

English  

Policy Statements in English Ed. Purpose of Education: Aim of Education 

 
NCTE:  Three Language Arts 

Curriculum Models (Mandel, 

1980) 

 
TX – Section 75.151  

All student complete 21 

hours of credit 
Include 

English I, II, III or 

correlated language 
arts, I.II,III.  The fourth 

unit of English may be 

satisfied by English IV, 
English IV (academic), 

correlated language art 

IV, introduction to 
speech communication, 

research/technical 

writing, 
creative/imaginative 

writing, practical 

writing skills, literary 
genres, business 

communication, debate, 

journalism, or 
concurrent enrollment 

in a college English 

course. 
 

 
SAT/ACT 

 

College Entrance 
Exam for Minimum 

Skills 

 
Some colleges 

required Junior 

Level Proficiency 
Exam to stay in 

school. 

The Age of Standards 

1990-2010  
 

State Standards and State 

Accountability Testing 
 

NCLB 

4 years of English 

Pass an exit exam of 
minimum skills 

ACT/SAT Exams 

 
Freshman Entrance 

Exams for Reading 

and Math Skills 

1990-2010: NCTE 

 
 

 

Education Summit Charlottesville, VA:  

Six Ed Goals 1989 
1.  demonstrate competence in challenging 

subject matter and exercise the rights and 

responsibilities of citizenship;  2.  
American students will be first in the 

world in math and science achievement; 

Equality 

Students demonstrate competence in 

challenging subject matter. 

 

Publication of the Common 
Core State Standards, 2010 

 

4 years of English 
Pass course exit exams 

ACT/SAT 
Thea College skills 

testing 

2010 
NCTE 

High School Diploma:  Teacher Survey 
2010, March: Gates Foundation 

1) to prepare all students so they are ready 

for careers in the 21st century (71% of the 
teachers) 

2) to prepare all students to be successful 

in a 2 or 4 years college (11% of the 
teachers) 

3) to provide all students with life skills 
such as managing a bank account, 

applying for a job and understanding a 

mortgage (11% of the teachers) 
 

College for All – President Obama 
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Appendix C:  Power and Policy in Education 

Age Presidency Legislation / 

policy 

Funding 

Responsibility 

Federal Control Statement  Failure Report 

Cited 

Colonial 

through 1776, 

Beck, 1976 

 

 

 

None Colonial 

Schools – No 

Mass Education 

at this time. 

Local  

 

 

 

 

Early National 

1777-1860, 

Beck 1976 

 

 

 

 

Continental 

Congress 

1779 – Free 

Public School 

1785 – Land 

Ordinance 

1787 – NW 

Land Ordinance  

Local 

State Attention 

Urged 

NONE - City, State 

1795 – New York – 

Regent’s Exam for 

graduating high school 

students 

1845 – Boston – Annual 

Progress Exam for all 

students 

1846 – Springfield – Annual 

Progress Exam for all 

students 

1891 Uniformity had a 

abhorrent connation 

(Krug,1964, p. 31). 

Horace Mann’s 

twelve reports 

1830-1840 

Poor efficiency, 

pedagogical 

methods poor, 

discipline 

(corporal), poor 

quality of 

teachers, run-

down schools, no 

materials 

Late National 

Industrial 

Bureacratic 

(1880-1914) 

Beck, 1976 

Amended to 

(1778 – 1900) 

 

B. Harrison  

1889-1893 

Kinley  

1897-1901 

1862 National 

Department of 

Education 

formed 

1867 – DOE 

formed to 

collect 

descriptive info 

on schools 

1874 HS share 

public funding 

NEA 

1892 – Com of 

10 

1895 – Com of 

15 

1899 – ELA 

College Course 

for H School 

1880-1890 – It 

was a rare thing 

to go to high 

school 

(Krug,1964, p. 

12). 

Local and state 

responsibility 

None – state and local 

control 

North American 

Review (12/1880 

pp. 537-550) 

Richard Grant 

White 

1880: Public High 

School Failure 

Remedy: a 

discontinuance of 

education at 

public cost of 

secondary – remit 

the cost to 

parents:   

Critics of public 

school were 

charged with 

holding school 

responsible for all 

evils (1887). 

Rice, Joseph M. 

1890s –36 

cities/elem 

schools pedagogy 

deplorable – 

published in the 

Forum 

Beginnings, 

New Order 

1900-1917 

 

 

W.Wilson 

1913-1921 

 

T. Roosevelt 

12/3/1907 

 

1917 – Smith 

Hughes 

Vocational Act 

 

 

 

State and local 

control 

The vocational program 

were separated from the 

regular high school 

programs. 

1st federally run program in 

high school : Vocational 

Program 

 

 

High School 

Reform: Charles 

Marsh Clay, 

11/1900, p. 45:  

Secretary Harris 

used word 

correlation – Clay 

– no such word as 

correlation, 
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Age Presidency Legislation / 

policy 

Funding 

Responsibility 

Federal Control Statement  Failure Report 

Cited 

obscure to all but 

Herbartains; 

responsibility of 

the Comm of 15.  

‘our school 

system is gravely 

defective in so far 

as it put a 

premium upon 

mere literacy 

training and tends 

therefore to train a 

boy away from 

his farm and 

workshops’ (T. 

Roosevelt) 

1918-1930 

Surgent 

Americanism 

Hook, 1979 

 

WWI 

W.Wilson  

1913-1921 

W.Harding  

1921-1923 

C.Coolidge  

1923-1929 

1918 Cardinal 

Principles: 

Education in 

democracy 

develops 

individual ly, so 

that he can find 

his place and 

use that place to 

shape himself 

and society 

toward a nobler 

end (p. 7). 

Local and state None Goals of educ in a 

democracy: 

compulsory 

school for 8 hrs 

wk until 18/ 

creation of jh and 

hs/comprehensive 

HS being one 

with core 

curriculum, 

variables 

depending on 

vocation, and 

electives to 

accommodate 

special interests 

1931-1941 

Search for the 

Child 

 

29-40 Great 

Depression 

 

 

 

H.Hoover  

1929-1933 

F.D.Roosevelt 

1933-1945 

 State, local, 

teachers 

Education is a 

long term 

investment that 

the state may be 

a better place to 

live and make a 

living (1930, 

Briggs, p. 8). 

Local and State 

 

The Purposes of Education 

in American Democracy 

(1938)-reiterated the 

Cardinal Principles 

Mortimer Adler 

 

How to Read a 

Book 

NEA Reports: 

Commission on 

the Orientation of 

Second Ed: Issues 

of Sec Ed (1936) 

Funct of Sec Ed 

(1937) 

Universal sec sch, 

curric beyond 

college prep diff 

to meet individual 

needs, articulation 

between ele and 

sec 

 

1942-1952  

WWII and its 

Aftermath 

 

50-53 Korean 

War 

 

F.D. 

Roosevelt 

1933-1945 

H.S.Turman 

1945-1953 

Servicemen’s 

Readjustment 

Act 1944 

 

government 

assistance to 

World War II 

State, local 

 

NCTE Reform 

grows through 

teacher and 

stakeholders; 

top down 

Federal money available to 

veterans for school 

 

Education for All American 

Youth (1944) rereleased in 

1952 – more than ½ of 

students dropped out of HS 

Crisis in 

Education,  

1949, Bernard 

Bell 

 

Quackery in 

Public Schools, 
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Age Presidency Legislation / 

policy 

Funding 

Responsibility 

Federal Control Statement  Failure Report 

Cited 

 

 

veterans as they 

returned home 

upon the 

termination of 

their military 

service 

 

change fails 

because 

teachers have to 

believe change 

is necessary 

before change 

can occur. 

1953, Albert Lynd 

 

The Conflict in 

Education 1953 

Robert Hutchins 

1953-1960 

Body Building 

 

 

 

D.D. 

Eisenhower 

1953-1961 

 

Teachers 

struggled with 

identity what 

do we do with 

grammar?  

What am I 

supposed to 

teach? Why 

this? What do 

I do about 

radio, TV, 

Newspapers, 

Magazine? 

 

1958 – Basic 

Issues 

Conference 

National 

Defense 

Education Act 

1954 (Public 

Law 84-911) 

primary source 

of federal aid to 

elementary and 

secondary 

schools, meet 

the sped needs 

of ed deprived 

children in low-

income areas, 

provide 

compensatory 

ed services for 

children with 

disabilities. 

NCTE:  The 

world the 

adolescent 

faces: the 

promise of 

today’s world 

Americans have 

a clearer 

understanding 

of what the 

democratic 

aspiration 

means not only 

political 

organization but 

in terms of 

recognizing and 

respecting the 

worth and 

development of 

individual 

personality. 

Statutory prohibitions of 

federal direction, 

supervision, or control over 

the curriculum, program of 

instruction, administration 

or personnel of any 

educational institution (K-12 

acad.com/used_leg/nda). 

1960 DOE added test data 

as part of its mandate:  

National Assessment of 

Education Progress (NAEP) 

1. equal education 

opportunity 

2. comprehensive funds 

programs for minority 

3. large fund 50/60 

curriculum development and 

test data to show progress 

 

 

 

Why Johnny 

Can’t Read 1955 

 

Educational 

Wastelands, 1956, 

Bestor Mortimer 

Smith 

 

James Conant –

The American HS 

Today: gifted not 

challenged 

1960-1967  

Over the land 

and the Seas 

 

1960 – 1975 

Vietnam War 

 

JFK 1961-

1963 

 

LBJ 1963-

1969 

Great Society 

Elementary and 

Secondary 

Education Act – 

1965 – 1970 

(Public Law 89-

313) Designed 

to address 

educational 

inequality:  

authorized for 

professional 

development, 

instructional 

materials and 

resources for 

educational 

programs and 

parental 

involvement 

1973 – the 

Reform of 

Secondary 

Education – 

alternatives to 

the traditional 

hs curriculum 

and a general 

definition for all 

American high 

schools 

Federal Control of 

Education Prohibited:   

Section 604.  Nothing 

contained in this act shall be 

construed to authorize any 

department, agency, officer, 

or employee of the US to 

exercise any direction, 

supervision, or control over 

the curriculum, program of 

instruction, administration, 

or personnel of any 

educational institution or 

school system, or over the 

selection of library 

resources, textbooks, or 

other printed or published 

instructional materials by 

any educational institution 

or school system. 49850-

066-7 

Equality of 

Education 

Opportunity 

(1966) federally 

funded research 

study:  600,000 

stud/4,000 

schools_ 

socioeconomic 

backgrounds of 

students’ families 

were the most 

important variable 

in explaining 

achievement, 

outweighing the 

impact of school 

or teacher 

variables. 

 

1968-1978 

Human 

Equation 

 

 

 

J.Carter  

1977-1981 

 

Education 

Amendment of 

1978 (Public 

Law 95-561) 

Basic Skills 

Movement: 

Established a 

comprehensive 

Local and state 

 

State education 

agencies 

Carter believed the federal 

gov was responsible to 

equalize oppor for 

disadvantaged groups 

(Michael, 2008, p. 89) 

Public Law 96-88 10/17/79:  

Law established Department 

of Education to ensure that 

The anti 

establishment 

mystique in our 

society has drawn 

greater attention 

to teacher 

militancy and the 

struggle between 
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Age Presidency Legislation / 

policy 

Funding 

Responsibility 

Federal Control Statement  Failure Report 

Cited 

basic skills 

program aimed 

at improving 

student 

achievement. 

education issues receive 

proper treatment at the 

Federal level: SEC 102 (1) 

ensure access to equal ed 

opps (2) supplement entities 

for improve of ed (3) 

increase involve of 

stakeholders (4) federal 

support research, eval,  infor 

(5) imprve coord of fed ed 

prog (6) improve 

management and 

coordination of fed prog (7) 

increase accountability of 

fed ed prog to the 

president/congress /public 

 SEC 103-No provision 

authorizes fed officer to 

exercise 

direction/supervision/control 

over the curriculum, prog of 

instr, adminis, or persons of 

any institution 

NEA and the 

American 

Federation of 

Teachers (1971, 

McClure, p. 61). 

1980-1994 

Contemporary 

Curriculum 

 

 

 

R.Reagan 

1981-1989 

 

 

 

 

ESEA – 1981 

(Public Law 97-

35) 

Education 

Consolidation 

Improvement 

Act 

Authorized 

consolidation of 

42 programs 

into seven 

 

1988 State and 

State Agencies 

responsible for 

curriculum and 

assessment 

 The Paideia 

Proposal (1982) 

Mortimer Adler 

 

A Nation at Risk 

– 1983 

Recommended 

1. certify student 

credentials 

2. id need for 

remediation 

3. id opportunity 

for adanced and 

accelerated work. 

 

1988 – John 

Goodlad: 

Purpose statement 

form all 50 states 

were in terms of 

ritualistic slogans 

not aim of 

education:  

Purpose of school 

(Kliebard, p. 21). 

 G.Bush 

1989-1993 

ESEA – 1989 

(public law 

100-50) 

Augustus F. 

Hawkins-

Robert T. 

Stafford 

Elementary and 

Secondary 

School 

Reauthorized 

through 1993, 

elementary and 

secondary 

education 

programs 

 Does School 

Quality Matter, 

Beyond Rhetoric: 

A new American 

Agenda for 

Children and 

Families (1990) 

Federal Reform 

Report 

Prisoners of Time 
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Age Presidency Legislation / 

policy 

Funding 

Responsibility 

Federal Control Statement  Failure Report 

Cited 

Improvement 

Amendments of  

1988 

(1990) 

1990-2010 The 

Age of the 

Standards 

 

 

 

B.Clinton 

 1993-2001 

 

 

 

ESEA – 1994 – 

Improving 

American 

Schools Act 

 

 

State content 

standards and to 

meet the 

challenging 

State 

performance 

standards  

 

Federal 

Mandate 

Nothing construed to 

authorize Federal 

Government to mandate, 

direct, or control a State, 

local educational agency, or 

school's specific 

instructional content or 

student performance 

standards and assessments, 

opportunity-to- learn 

standards or strategies, 

curriculum, or program of 

instruction, as a condition of 

eligibility to receive funds 

under this part. 

 

 

 

 G.W.Bush 

2001-2009 

 

 

ESEA – 2001 – 

No Child Left 

Behind 

 

 

Reading First, 

Accountability, 

AYP 

 

Federal Control 

The act requires states to 

develop assessments in 

basic skills to be given to all 

students in certain grades, if 

those states are to receive 

federal funding for schools.  

The Act does not assert a 

national achievement 

standard; standards are set 

by each individual state. 

 

 

 

 B.Obama 

2009-current 

ESEA – 2010 – 

proposed - 

Blueprint for 

Reform 

Implementation 

of common 

state standards, 

rewards, 

competitive 

grants 

Federally controlled funds 

Common Core State 

Standards 

Race to the Top – 4.35 

billion dollars, standards are 

optional, but states that do 

not participate are ineligible 

for 4.35 billion in funds (p. 

4) Reading Today, 2010. 
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Appendix D:  English and Society 

Age Purpose Eng 

Ed 

English: content  Study  Society Aims of 

HS English  

Education Buzz 

Colonial 

through 1776, 

Beck, 1976 

Religious 

politics 

Biography 

reading, 

Composition, 

declamation, 

extemporaneous 

speaking, 

grammar, 

penmanship, 

pronunciation, 

rhetoric, Memory 

Recitation 

Literature (codified: 

Julius Caesar, Paradise 

Lost) 

Grammar (proper use: 

adhering to logical 

canons) Spelling  

(Applebee, 1974, p. 7) 

Religious and 

Political 

Leaders 

Education for 

All 

Early National 

1777-1860, 

Beck 1976 

 

 

Horace Mann 

and the 

Prussian 

school system  

 

Rare thing to 

go to high 

school 

(Applebee, 

1974, p.  ) 

 

English 

Literature: 

Reading lessons 

are intended not 

only to give 

fluency and 

general 

knowledge also 

incidental 

instruction in 

grammar,  

poetry is 

committed to 

memory 

Grammar: 1869-90: 

60-35% of schools did 

not teach grammar: 

Lindley Murray, 1819, 

rules, parsing & 

analysis of sentences, 

diagramming, 

correction of errors, 

memorization of rules, 

definitions and 

categories 

Literature: 1860 -90: 

30-70% literature 

became popularized 

with the onset of 

philology – Blair’s 

Handbook wide use – 

literature for parsing 

and analysis only 

Composition: through 

literature study only 

Precision in 

Expression 

(defined as 

reading, writing, 

and speaking) 

Education for 

Democracy 

 

Late National 

Industrial 

Bureacratic 

(1880-1914) 

Beck, 1976 

 

“think 

logically, 

speak and 

write clearly 

and correctly 

and to act 

uprightly” 

(Haeseler, 

L.H., 1904, p. 

84). 

 

English skill 

means orthoepy, 

elocution, style, 

literature; 

however it 

should mean 

historical, 

scientific, and a 

study of 

language. 1897: 

A.F. Nightingale: 

North Central 

Association of 

Colleges and 

Secondary 

Schools, p. 83. 

Give me liberty 

in courses or 

give me death! 

Literature 1886-1890: 

English I, II, III, IV 

appeared 

 

Grammar 1894:  

English grammar 

inconsistent from book 

to book (Krug, 1964, 

p. 94). 

 

Spelling 

 

The course of 

study two 

elements:  

English 

literature and 

cultivation of 

the art of 

expression… 

(Coll-Ent 

Requir in 

English, 1899, 

p13) 

Mood of 

American 

people during 

WWI made 

possible even 

more strenuous 

advocacy of 

education as a 

social control 

(Krug, 1964, p. 

xv). 

Industry study, 

1905)  25,000 

in mass 

(children – 14-

15 age) not in 

school.  5/6
th

 of 

the population 

graduated 
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Appendix D:  English and Society 

Age Purpose Eng 

Ed 

English: content  Study  Society Aims of 

HS English  

Education Buzz 

 grammar 

school –no hs 

have no 

prospect of 

advancement. 

Social Mission 

of HS: Public 

Baths, William 

C. Bagley, 

1905. 

 

Susan M. 

Kingsbury 

(Textile 

Birth of the 

Electives 

Child Study 

Movement: 

Adolescent 

born (12-13 

years old) 

Aims of 

Literary Study 

by Haram 

Corson 

1894: 

Suggestions to 

Teachers of 

English in 

Secondary 

Schools 

Romantic 

Movement 

1918-1930 

Surgent 

Americanism 

Hook, 1979 

Reorg.  No 

expectation of 

uniform 

exams or 

prescriptions 

of books: 

choice and 

adaption 

should be met 

considering 

the 

community 

and the 

individuals’ 

capabilities, 

and the 

special  

Progress 

Curriculum:  

Decisions made 

by professionals 

not boards of 

education 

 

Progressive 

Courses: 

designed with 

needs of 

individual 

students in mind 

 

 

The grammar worth 

teaching is the 

grammar use in 

making better 

sentences (Hosic, 

1917, p. 37).  

 

Content: Literature, 

Grammar, Spelling 

Aims of high 

school from the 

1917 Reorg of 

English 

 

1. give students 

a command of 

the art of 

communication 

in speech and 

writing 

2. teach students 

how to find 

books that are 

worthwhile. 

3. read 

thoughtful with 

appreciation to 

form a taste for 

1918 Cardinal 

Principles 

groups The 

work of 

English should 

kindle social 

ideals and give 

insight into 

social 

conditions and 

into personal 

character as 

related to these 

conditions.  

Hence the 

emphasis by 

the committee 

on English on 

the importance 
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Appendix D:  English and Society 

Age Purpose Eng 

Ed 

English: content  Study  Society Aims of 

HS English  

Education Buzz 

good reading 

 

The Clapp 

Report 1926: 

study of society 

needs from 

English 

(language 

competencies) 

of a knowledge 

of social 

activities, 

social 

movements, 

and social 

needs on the 

part of the 

teacher of 

English. P. 14 

(Cardinal 

Principles of 

Secondary 

Education, 

1918). 

 

1922 Bobbitt 

catalog of life 

activities 

 

1924 Charles 

Pendleton’s 

English Social 

Objectives 

 

 

1931-1941 

Search for the 

Child 

Hatfield: 

1935 p. v:  if 

it were 

possible to 

frame a 

curriculum 

for general 

use without 

modification, 

to do so 

would be 

unwise or 

attempts to 

create a single 

curriculum 

suited to 

pupils in the 

diverse 

environment 

in the US is 

folly. 

Social Situations 

An Experience 

Curriculum in 

English (1935) A 

Correlated 

Curriculum 

would bring 

content from 

various content 

producing a core 

of common 

learning; 

down play 

literature and 

writing, improve 

language skills 

especially in 

conversation, 

discussion, 

storytelling, 

arguing, speech 

making, letters, 

and oral/written 

reports. 

1935:  No Grammar  

 

Provide 

communication (spk, 

wrtg, list, rdg) 

necessary to the 

conduct of social 

activities and to 

provide indirect 

(vicarious) 

experiences where 

direct experiences are 

impossible or 

undesirable.  Integrate 

with school experience 

(Hatfield, 1935, p 4). 

1939 

Conducting 

Experience in 

English (Hook, 

1979, p 8). 

 

 CCFries (1940) 

language study 

should be 

aligned with 

current use. 

8 year study: 

Search for 

common core -  

Led to a life 

adjustment 

movement 
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Appendix D:  English and Society 

Age Purpose Eng 

Ed 

English: content  Study  Society Aims of 

HS English  

Education Buzz 

1942-1952  

WWII and its 

Aftermath 

Questions the 

utility of 

English 

instruction 

 

Social Role of 

English 

Literature 

Composition and 

Grammar 

Movement to 

absorb English 

in Social 

Studies – 

English seeking 

utilitarian role 

(Hook, 1979, p. 

7). 

 

English in 

Wartime 

 

 

1953-1960 

Body Building 

NCTE: 1952 

Concentrate 

on sequential 

learning on 

topics for 

correlation 

and core 

classes – no 

course of 

study in 

English for 

secondary 

will succeed 

unless 

teachers on 

each faculty – 

through their 

own group 

planning – 

adapt it to 

local needs 

(NCTE, 1953, 

p. 39). 

 

 

Progressive 

Educators  

 

Spelling – 

lexicography by 

compiling dictionaries 

(Hook, 1979, p. 8). 

Grammar: structural 

patterns of English 

from CCFries: 

generalized from oral 

language (Allen, 2005, 

p. 12). 

 Bruner:  The 

Process of 

Education in 

the 1960s 

 

Spiral 

curriculum 

with increasing 

complexity, 

maturity of 

understanding 

1960-1967  

Over the land 

and the Seas 

Project 

English 

Progressive 

Educators 

Grammar/Committee 

on English: 1965 

Structural grammar 

study:  4% of 4,000 in 

CA_Structural 

grammar has little 

effect on writing 

(2Hook, 1972, p. 607).   

 1963 Richard 

Braddock: 485 

studies on 

written 

composition 

(grammar 

instruction is 

harmful) 

1968-1978 

Human 

Equation 

 Progressive 

Educators 

Process 

orientation 

conscious 

placement of 

education on 

human needs 

rather than social 

values (Brossell, 

1977, p. 43) 

American HS Today 

52% literature 

16% writing 

14% language  

0%   spelling 

The primary role of 

HS is equal 

opportunity education 

_ decision for 

achieving the goal is a 

degree of curriculum 

differentiation. 

Citizen refused 

to support 

school.  Morale 

declined, public 

attacked schools 

, decreased 

scores on 

standardized 

tests (Hook, 

1979, p. 11) 

Public 

supported NO 

FRILLS , 

programs, and 

accountability.  

Process 

Orientation 

approaches 

(Applebee, 

1994, p. 5). 
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Appendix D:  English and Society 

Age Purpose Eng 

Ed 

English: content  Study  Society Aims of 

HS English  

Education Buzz 

(Squire & Applebee, 

1968) 

1980-1994 

Contemporary 

Curriculum 

Eng Coalition 

Conf 1989: p. 

19 

Use language 

effectively to 

create 

knowledge, 

meaning, and 

community in 

their lives; 

reflect on and 

evaluate their 

use of 

language; 

recognize and 

evaluate the 

ways in which 

others use 

language to 

affect them.  

Essential 

Elements 

State Standards 

Accountability 

1989 NCTE Report 

#25 (650 random high 

schools) 

50% Literature  

28% Writing 

10% language 

9% Speech 

3% Other (media) 

(Applebee, 1993, p. 

XX) 

 

Building a 

Quality 

Workforce, 

1988 (p. 5) 

Competencies 

Following or 

giving complex 

directions in 

either written or 

oral form; 

analyzing 

problems and 

applying 

complex 

solutions; 

participating in 

team 

management 

1989_Eng 

Coalition Conf:  

Policymakers 

should: adopt or 

design 

instruction for 

assessing 

literacy; 

determine the 

uses of 

assessment data; 

set priorities for 

granting funds 

for language-

related research; 

make budgetary 

decisions related 

to language arts 

curriculum and 

teaching (class 

size, 

professional 

growth 

opportunities) p. 

16 

 

Pass to Play - 

Standards 

Goals 2000: 

State 

Assessment 

and Standards 

 

NAEP 

Assessment 

began 
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Appendix D:  English and Society 

Age Purpose Eng 

Ed 

English: content  Study  Society Aims of 

HS English  

Education Buzz 

1990-2010 The 

Age of the 

Standards 

NCTE 

Statement: 

TEKS-R, Core 

Curriculum State 

Standards 

DeFacto Standards, 

1990 

Both the 

assessment and 

standards 

emanate from 

outside of the 

federal 

government; 

however 

government 

enforces the 

accountability 

system. 

Fact Sheet:  90 

years of 

research on 

grammar 

instruction 

shows little or 

no effect on 

students.  

Teach grammar 

in context. 

 

Core 

Curriculum 

State Standards 

Race to the Top 

Grant 

Blueprint for 

Reform (ESEA 

2010) 

 

 

 

 

 

 

………………………………………………………………………………..                                                  



298 

 

Appendix E – English language arts standards grades 9-12 

1892 1899 1917 1922 1935 1957 1982 1984 1987 1996 2009 2010 

Committee 

of Ten 

July 9, 

1892; NCE 

Report 

given to the 

NEA 

National 

Education 

Agency, 

July 1899, 

English 

course of 

study for 

high school 

with book 

list 

 

The 

committee 

did, indeed 

lay out a 

course of 

study, 

distributing 

a list of 

books only 

partly 

identical 

with that 

provided 

by the 

national 

conference 

through the 

four years 

of high 

school, and 

did outline 

the studies 

which  

Reorgani

zation of 

English 

Educatio

n: 1917, 

NEA, 

Office of 

Educatio

n, NCTE 

 

Point of 

View of 

the 

Committ

ee: 

1) the 

college 

preparato

ry role of 

the high 

school is 

a minor 

role 

2) 7, 8, 9 

should be 

considere

d 

preparato

ry for 

high 

school 

and be 

reorganiz

ed as a  

Franklin 

Bobbitt: 

Life 

Objectives 

The LA 

Curriculu

m Project: 

1922 

A 

proportion

ed 

intellectua

l 

apprehens

ion, such 

as one’s 

natural 

capacities 

will 

permit, of 

the 

fundament

al realities 

which 

makeup 

the world 

of man’s 

life.  

Awakened 

interests 

in, and 

tendencies  

The 

Experienc

e 

Curriculu

m in 

English: A 

Report of 

the 

curriculu

m 

Commissi

on of the 

National 

Council of 

Teachers 

of 

English, 

1935 

W. Wilbur 

Hatfield, 

Chairman 

Basic 

Principles 

The ideal 

curriculu

m consists 

of well-

selected 

experienc

es. The 

program  

NCTE 

1957– 

Commissio

n on the 

English 

Curriculum 

- pp.62-67 

Senior 

High 10-12 

Few units 

with a long 

scope built 

around 

interests 

and 

concerns; 

individual 

attention to 

students 

with 

particular 

needs 

based on 

diagnostic 

data and 

conference 

with the 

teacher by 

which the 

student 

assumes  

NCTE 1982 

Essentials of 

English – 

Commission 

on the 

English 

Curriculum 

 

 

The study of 

English 

includes 

knowledge 

of the 

language 

itself, 

development 

of its use as 

a basic 

means of 

communicat

ion, and 

appreciation 

of its artistry 

as expressed 

in literature. 

Teachers of 

English 

trace the 

origins of 

the language 

in the past, 

study its 

development  

Texas 

Essential 

Skills 

adopted 

1984 

9-12 

Subchapter 

D: Essential 

Elements 

19 TAC 

Section 

75.61 

 

The new 

rules are 

proposed 

under the 

authority of 

the TEC 

section 

21.101, 

which 

specifies the 

subject to be 

included in a 

well-

balanced 

curriculum 

and which 

directs the 

State Board 

of Education 

by rule to 

designate  

The English 

Coalition 

Conference: 

Secondary 

Section 

1987 Wye 
Plantation  
The arts of 

language 

(reading, 

writing, 

speaking, 

and 

listening) 

are 

inextricably 

related to 

thinking.  

Reading, 

writing, 

speaking, 

and listening 

are social 

and 

interactive 

processes. 

Learning is 

the process  

NCTE/IRA 

Professiona

l 

1996 (K-

12) 

 

NCTE/IR

A Essen 

ELA 

 
Join Project 

in 

establishin

g the 

essential 

element of 

curriculum 

in the 

English 

language 

arts. 

Texas 

Essential 

Skills – 

Revised 

2009 

9-12 Grade 

Standards 

 

Chapter 110: 

Subchapter: 

Curriculum 

High School 

9-12 

 

The new 

rules are 

proposed 

under the 

authority of 

the TEC 

 

Texas 

Education 

Agency 

Common Core 

Curriculum 2010 

 

The standards define 

what students are 

expected to know and 

be able to do but not 

how teachers should 

teach.  The standards 

must be complemented 

by a well-developed 

content rich curriculum 

consistent with the 

expectations laid out in 

this document (p 3). 

 

Reading, writing, 

speaking and Listening, 

Language 

 

Appendix A – reading 

complexity 

Appendix B – text 

exemplars 

Appendix C – writing 

samples 

 

Reading Standards 

specified for history 

and social studies and 

science. Not included 

but noted as having a 

shared responsibility. 

Writing standards  
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Appendix F - Semantic Maps of the Standards and Raw Focus of ELA Data 

Seeking historical patterns of the focus of English language arts in public high school 

Rice’s investigations in 1876 revealed the attributes that affect the schools:  teacher quality, 

supervision and leadership, instruction and methodology, stakeholders (parents and community). 

His results showed the areas of concern and failure of the public elementary schools during his 

time period.  His recommendations for change were a part of the debate and reform that followed 

the release of his study, and his pattern repeats itself throughout education history:  investigation, 

debate, report, and reform.  In looking at the history of standardization of the English language 

arts, the investigation targeted attributes of the curriculum and of English language arts.  

The attributes targeted in this section of the results are: standards, purpose, curriculum, English, 

rhetoric, control, accountability.  Data was collected from a variety of sources including primary 

and secondary sources.  Information gathered in the interim analysis is distributed into the tables 

labeled as Appendix B, Appendix C, and Appendix D.   

Results:  STANDARDS 

The researcher collected data of lists provided for teachers as curriculum of English language 

arts in public high school.  These included the following twelve collections of standards lists for 

teachers to follow.   

1892 - The Committee Ten  

1899 – College Entrance Requirements: NEA    (Courses for High School)  

1917 – NEA Reorganization of English Education (NCTE) 
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1922 – Franklin Bobbitt’s Life Objectives  

1935 – The Experience Curriculum in English: A Report of the Curriculum from the NCTE 

1957 – Commission on the English Curriculum: NCTE 

1982 – Essentials of English: NCTE 

1984 – Texas Essential Elements: 9-12, Subchapter D: 19 TAC Section 75.61 

1989 – English Coalition Conference: Secondary Section (Wye Plantation) 

1996 – NCTE/IRA Professional Standards for English language arts 

2009 – Texas Essential Knowledge and Skills: 9-12, Subchapter D: 19 TAC Section 75.61 

2010 – Common Core State Standards: 9-12 English language arts (NGA, CCSSO) 

The researcher used a table of columns to represent each of the above.  Each of the standards 

were reviewed and categorized as reading, writing, listening, speaking, media, and research, 

which are the strands of English language arts. The standards were listed in specific strands so 

each standard could be compared for the content and the language of the standard.  The results 

are explained under the strand name.  The research noticed likeness across the organization of 

the standards.  The information below represents the information found in the research that seeks 

to find a differences in the curriculum requirements of each set of standards. 

Student performance statements  

1892 – uniform scheduling 

1899 – content organized by narrative, descriptive, exposition, history 



301 

1917 – teacher leads students to content 

1922 – awaken interests in and tendencies to 

1935 –teacher provides well selected experiences 

1957 – students take responsibility for learning based on their readiness for learning, 

identification with experiences, and satisfaction derived from knowledge, skills, and 

appreciations. 

1982 – students should 

1984 – student shall be provided opportunities to 

1989 – what students need to know and what they can do 

1996 – students read, write, apply, employ 

2001/09 – students will be able to, then 2009 – student will be expected to 

2010 – students are expected to know and be able to 

Principals of curriculum,  

1892 – Exemplar schedules 

1889 – skills enumerated are taught for three reasons: cultural, vocational, social and ethical; 

including the two aims: the study of English literature, and the cultivation of the art of expression 

1917 – English is art not science learned by practice rather than generalization: varied subject 

matter for social background and in relation to student 
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1922 – fundamental realities which makeup the world of a man’s life 

1935 – program of experiences adapted to need/capacity of individual learning 

1957 – individual attention to student based on diagnosis, needs, interests of the individual 

learner 

1982 – learn how the English language developed, changes, and survives because it is adaptable; 

understand the social culture and the geographical differences that effect the varieties of the 

English language; English is a powerful tool in thought and learning, grammar represents 

orderliness in language; context (topic, purpose, audience) shapes the structure of English; 

literature is a unifying force among citizens of a nation 

1984 – Texas – well balanced curriculum, essential elements of subject, instruction at 

appropriate level 

1989 – outcomes: learning is actively constructing meaning for experiences and reading: focus 

on the child 

1996 – language learning is holistic 

2001/09 – Texas – essential knowledge and skills – TEA compliance, mandatory, assessed 

2010 – Common Core State Standards – well developed content rich curriculum 

Responsibility of other subjects,  

1892 – Every subject to assist in teaching English 

1899 – No mention 
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1917 – History teachers are excused from teaching poetry but not from good useage – what 

pupils learn in English should be required in all subjects 

1922 – Ability to plan and execute all action involved under the secure guidance of the related 

science 

1935 – All teacher of all subject should be, to some extent, teachers of English…[all teachers] 

must assume responsibility for the quality of the reading and the language (p. 5). 

1957 – Integration of language arts with library and the use of language and reading in all 

subjects and activities of the school (p. 47). 

1982 – No mention 

1989 – Assure that English is flexible enough to relate to the ways English is used throughout the 

curriculum 

1996 – Professional Standards 

1984 – Reading and writing essential elements are in history and science 

2001/09 – reading and writing knowledge and skill statements are in history and science, 

additionally, US and TX history continues the tradition that continues the free enterprise system 

in reading courses and in the adoption of textbooks, student will be provided oral and written 

narratives as well as other informational texts that can help them to become thoughtful, active 

citizens who appreciate the basic democratic values of our state and nation. 

2010 – History and Science standards are in the English language arts  

Content organization,  
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1892 – Literature, composition, later rhetoric, grammar and students must have a foreign 

language; classical, Latin-scientific, English 

1899 – narration/composition & literature, Fall 9
th

 grade; description/composition & literature, 

Spring 9
th

 grade; Exposition/composition, 10
th

 grade; Exposition/literature (drama and novel), 

11
th

 grade; History of the English language and English literature, 12
th

 grade.  Used outlines of 

literature to write compositions (philology was a common practice) 

1917 – Two organizational features: communication in speech and writing, read thoughtfully 

with good taste.  These are further divided into 3,6,8 experience strands.  Each strand has a series 

of similar types of experiences.  The pattern curriculum space limited the description of most of 

the social objective, primary objective and enabling objectives (p. ix). 

1922 – Teaching for content habits 

1935 – (1) The ideal curriculum consists of well selected experiences. (2) The program of 

experiences must be orderly (3) Experiences must be adapted to the needs and capacities of 

individual learners (4) The principal objective of creative expression in school is the individual 

pupils joyous realization of the values of his own experiences, creative expressions is put on the 

same footing as communication or literature (5) technical and factual maters are incorporated in 

the units as enabling objectives.  A skill or a fact learned in quantity…expressed as the world 

of…  Experiences that are orderly, adapted to individuals:  creative expression --communication, 

literature; enabling objectives – a skill or fact learned 

World of form, color and visual art 

World of sound and music 
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World of language and literature 

World of technology 

World of composite forms 

World of myths, legends, folklore, and fairytale 

Creative expression stimulated by observation, creation stimulated by imagination, creation 

stimulated by reflection, five parts dealing with major phases of English:  literature, reading, 

creative expression, communication (oral and written), and corrective work. 

1957 – Desired outcomes:  The outcome of education is social, personal, occupational 

competence, and through language to cultivate wholesome personal living, development of 

social sensitivity and effective participation in group life, and linguistic necessary for vocational 

efficiently. 

1. personal values, social values 

2. characteristic of strange and nature of growth of young people which determine what can and 

should be taught 

3. kinds of experiences which can bring changes in 1 or 2 

4. experiences in reading and literature, speaking and listening and in which are involved in 3 

5. mechanics or skills in reading writing speaking and listening necessary for 4 

6. means of evaluating success of instruction leading to outcomes 1, 3, 4, and 5  

1982 – Reading, Writing, Speaking, Listening, Media 
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1984 – writing concepts and skills, language concepts and skills, literature concepts and skills, 

reading concepts and skills 

1989 – process “stressing skills as part of an overall process, not in isolation or as an end in 

themselves; content ‘idea oriented’ 

Study complete works of literature and other writing including media, read diverse groups, teach 

higher level thinking in conjunction with English curriculum. 

1996 – reading, writing, listening, speaking 

2001/09 – reading, writing, listening, speaking, media 

2010 – Key Ideas, Craft and Structure, Range of Reading, Text Complexity 

Standards expressed as,  

1892 – Specific Content - the language of the content was to the teacher “substitute portions of 

Hellenica for two books of Anabasis.”  

1899 – Study of - the language of the content was to the teacher, “to give the pupils command of 

the art of communication in speech and writing.”   

1917 – Abilities connect to aims -- the language of the content was to the teacher and to be 

measure in terms of the student, such as:  ability to, the habit of, the power to, understanding of.  

1922 – Abilities -- the language of the content was to the teacher in terms of the student’s ability, 

ability to read with proper ease, ability to get essential thought, ability to read and interpret.  In 

1935 – Primary objectives and enabling objectives -- the language of the content was stated to 
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the teacher in terms of primary objectives, enabling objectives and categorized in themes such 

as: exploring action, to enjoy, to become aware, and to develop interest.   

1957 – Kinds of experiences that bring about desired outcomes --  the language of the content 

was stated to the teacher in terms of kinds of experiences that can bring desired outcomes.  

Stated in terms of what the student goal will be (to learn, to think, to organize, to improve, to 

write…)  Developed by students through the teacher.  Stated through primary objectives:  

categorized by themes such as:  Study Human Nature, develop of a sense of worth, adequate 

habits of study and attacking of problems.  

1982 – Students should (learn, recognize, adapt, present, develop, interpret) 

1984 –what the student should be able to do, describe major features of the, demonstrate facility 

with, etc.   

1989 – learner interaction (process and content) -- the language is to the teacher and about what 

the student needs to know and what they can do.  The following phrases are new to the 

standards: learning is a process of interaction, value of diversity, emphasis on process and 

content, teach to higher level thinking, and invite student to. 

1996 – students do (i.e., read, write, apply…) 

2009 – Concept and Skills with a description of the skill, for example, Reading/Comprehension 

Skill (Student use a flexible range of ….).  In 2001, the student statement was the student will be 

able to then in 2009 the statement was changed to the student is expected to. The Texas Essential 

Knowledge and Skills have language in terms of the student:  determine the meaning, describe 
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the origins, etc.  The objectives are also linked to cognitive performance such as:  interpret 

beyond literal and summary. 

2010 – Key Ideas and Details, Craft and Structure, Range of Reading/Text Complexity 

subdivided into the strands reading, writing, speaking, listening, and language – the standards are 

expressed in the terms of the student, Students are expected to know and be able to do.  

 What was new 

1892 – Uniform schedule: Three English classes – Classical, Latin-Scientific, English 

1899 – Curriculum Organization – Booklist 

1917 – College minor role in high school, variation of subject content for social backgrounds, 

English is an art not a science and is to be learned by practice rather than generalization 

1922 – Varied life objectives and outcomes based on needs of the communities 

1935 – Experiences adapted to individual needs and based on creative expression, technical and 

factual matters 

1957 – Few units built on individual interest and based on diagnostic data and teacher conference 

– students take responsibility for their own learning by agreeing on purposes of the unit and 

making choices in materials for reading – central theme/interest that is significant to the student.  

Exemplars of the teacher units are included in curriculum book. 

1982 – Thinking skills:  analyze, classify, compare, formulate, hypothesis, infer, draw 

conclusions and three kinds of thinking skills: creative thinking, logical thinking, and critical 

thinking 
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1984 - Mandated standards, essential elements in Texas – student are provided the opportunity to 

learn 

1989 – Cultural variety and constructing meaning and ELA linked to thinking 

1996 – ELA Professional Standards 

2009 – mandated standards – Texas essential knowledge and skills – 2001 students will be able 

to, 2009 students are expected to; mandated testing (blueprints of the test, test exemplars) 

2010 – mandated standards – by states within the consortium – students are expected to know 

and be able to (text exemplars, text complexity, writing samples, booklist, student exemplars) 

Aims/Purposes of high school English 

1892 – (1) enable the pupil to understand the expressed thoughts of others and to give expression 

to thoughts of his own (2) to cultivate taste for reading, to give the pupil some acquaintance with 

good literature and to furnish him with the means of extending that acquaintance 

1899 – The particular results to be sought in English courses may be definitely outlines as 

follows:  the kinds of skills enumerated above are taught for three fundamental reasons: 

1. cultural – to open to the pupil new and higher forms of pleasure 

2. vocational – to fit the student for the highest success in this chosen calling 

3. social and ethical – to present to the student noble ideals, aid in the formation of his character, 

and make him more efficient and actively interested in his relations with and service to others in 

the community and the nation.  These fundamental aims should be implicit in the teacher’s 
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attitude and in the spirit of the class work, but should not be explicitly sent forth as should be 

immediate aim of each of the class exercises. 

1917 – In general the immediate aim of high school English is two-fold: to give pupils command 

of the art of communication in speech and writing. To teach them to read thoughtfully and with 

appreciation, to form in them a taste for good reading, and to teach them how to find books that 

are worthwhile.  These two aims are fundamental; they must be kept in mind in planning the 

whole course and applied in teaching each year. 

1922 – A portioned intellectual apprehension, such as one’s own natural capacities will permit, 

of the fundamental realities, which make up the world of a man’s life 

1935 –The aims – 1) command of the art of communication in speech and writing, 2) read 

thoughtfully with appreciation, form good taste, and teach them to find good books. 

1957 – The curriculum in the language arts takes its rise from the purposes of education and 

from the needs of young people at different stages of their development: (1) their growth as 

individuals, (2) their development as members of social groups, (3) their preparation for 

citizenship, (4) their training as workers. 

1982 – help the students become literate and capable of functioning in an increasingly complex 

society; direct them to read and view materials appropriate to their abilities and interests; 

encouraging them to exchange ideas, listen perceptually, and discuss vigorously; urge them to 

write honestly in the spirit of open inquiry; helping them expand their interests and reach their 

fullest potential through language.  By contributing in these way, we hope to expand the 

capacities of the human intellect and to preserve the tradition of free thought through a 

democratic society. 
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1984 – The new rules under TEC section 21.101, which specify the subject to be included in a 

well balanced curriculum and which directs the State Board of Education by rules to designate 

the essential elements of necessary subject and to require school districts to provide instruction in 

those elements at appropriate grade levels. 

1987 – (1) The arts of language (reading, writing, speaking, and listening) are inextricably 

related to thinking.  (2) reading writing, speaking, and listening are social and interactive 

processes (3) learning is a process of actively constructing meaning from experience, including 

encounters with many kinds of print and non-print text (4) others, parents, teachers and peers 

help construct meanings by serving as supportive models, providing frames and materials for 

inquiry helping create and modify hypothesis of confirming the worth of a venture (5) all 

students possess a rich fund of prior knowledge based on unique linguistic, cultural, socio-

economic, and experiential backgrounds (6) acknowledging and appreciating diversity is 

necessary to a democratic society. 

1996 – all students must have the resources and opportunities to develop language skills.  

Literacy growth begins before children enter school.  These standards encourage the 

development of curriculum and instruction to make use of emergent abilities.  These standards 

leave ample room for innovation and creativity essential to teaching and learning.  The standards 

though presented as a list, are not distinct and separable, they are interrelated and considered as a 

whole. 

2009 – ELA TEKS are organized into the following strands: reading, where students read and 

understand a wide variety of literary and informational texts; writing, where students compose a 

variety of written texts with a clear controlling idea, coherent organization, and sufficient detail; 
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research, where students are expected to know how to locate a range of relevant sources and 

evaluate, synthesize, and present ideas and information; listening and speaking, where students 

listen and respond to the ideas of others while contributing their own ideas in conversations and 

in groups; and oral and written conventions, where students learn how to use the oral and written 

conventions of the English language in speaking and writing.  The standards are cumulative – 

student will continue to address earlier standards as needed while they attend to standard for their 

grade.  In English I, students will engage in activities that build on their prior knowledge and 

skills in order to strengthen their reading, writing, and oral language e skills.  Student should 

read and write on a daily basis. 

2010 – The standards define what students are expected to know and be able to do but not how 

teachers should teach.  The standards must be complimented by a well-developed content rich 

curriculum consistent with the expectations laid out in his document. 

Reading explained in the curriculum 

1892 – Booklist specific to college entrance – memorize historical poems, read biographies, 

historical novels.  Substitution of the Hellenica for two books of Xenophon’s Anabasis – within 

the study of Greek, read narrative portions of Thucydides, Homer, Odyssey vs. Iliad – Read 

literature in a foreign language 

1899 – Freedom of choice in reading (because it stimulates the high schoolers to work out their 

problems.  Booklist, rhetorical analysis of literature, philology 

1917 – Reading of literature linked to composition, kinds of reading include: cursory reading 

(skim), careful reading (reading for comprehension), consultation (scan). 
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Cursory reading, to covera great deal of ground, getting quickly at essentials. 

Careful reading, to master books, with exact understanding of its meaning and implications. 

Consultation reading, to race quickly and accurately a particular fact by means of indexes, 

guides, and reference books. 

1922 – ability to read with proper ease, speed and comprehension.  Ability to pronounce one’s 

words properly  Ability to present written or printed though effectively through oral reading.  

Ability to get essential thought of books/articles quickly with a minimum abound of reading. 

Ability to read and interpret facts expressed by commonly used types of graphs, diagrams and 

statistical tables.  Ability to read drawings which present visually the plans or design of things.  

Ability to read maps. 

1935 – literature, reference, informational, reflective, problem reading 

Informational reading:  this type of reading is largely guided by curiosity.  The drive may be 

illustrated by purposes drive may be illustrated by purposes to keep informed, to learn, to 

broaden one’s range of information, to discover guiding principles, fundamental interpretations, 

and the relative importance of various objective of ideals. 

Reflective Reading: This type of reading is largely guided by the desire not merely to get facts 

but to understand or comprehend.  It requires a background of facts and general conceptions. The 

drive may be illustrated by these two purposes, to learn opinions of others on civic, social, 

economic, and scientific problems as in reading editorials.   

Problem Reading:  This type of reading is largely guided by expectation of applying matter to 

some practical use.  The spiral nature of this drive may be illustrated by the following purposes 
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to follow directions, to single out essential items in letters, instructions, to discover specific 

information connected in efficient ways of doing any definite piece of work one may be 

interested in such as steps in building a model airplane, to secure general guidance, to increase 

understanding of chosen field. 

1957 – reading based on kinds of experience in the text matching student interest to bring change 

in behavior.  The purpose of reading literature is an aid to personal growth. Reading is a means 

of emotional easthetic and intellectual growth. 

Dynamic reading is sensing that silent reading is for finding answers to questions and oral 

reading is a source of enjoyment.  Literature gives students access to the spiritual experience of 

mankind.  The differences in works in translation must be pointed out.  Adjusting speed of 

reading to the mood and tempo of the selection.    Enjoyment of reading leads to discussion 

(speaking and listening); discussion, to reading and writing.  Writing and speaking pose similar 

problems with selection and organization of material. 

1982 – find pleasure and view reading as finding meaning; acquire the ability to read accurately 

and make valid inferences; distinguish literary quality; develop habits of reading that carry over 

into life; enjoy the rhythms and beauty of the language 

1984 – reading is broken into concepts and skills, such as main idea, cause/effect, prediction, 

interpretation.  Reading of visual aids. Format and purpose of text, adjust reading rate, determine 

credibility of author. 

1989 – variety in reading, text structures, writer’s included in literary tradition 

1996 – variety in text genre, diversity in culture to acquire information 
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2001-09 – Use a flexible range of Metacognitive skills, comprehension skills, analyze, infer, and 

draw conclusions. Section 110.47 of the 19 TAC Chapter 110, Subchapter C:  Reading I, II, III 

(one half to three credits) offer students instruction in word recognition and comprehension 

strategies and vocabulary to ensure that high school students have an opportunity to read with 

competence, confidence, and understanding.  Students are given opportunities to locate 

information in varied sources, to read critically, to evaluate sources, and to draw supportable 

conclusions.  Students learn how various texts are organized and how authors choose language 

for effect.  All of these strategies are applied in texts that cross the subject fields.  For high 

school students whose first language is not English, the student’ native language serves as a 

foundation for ELA. 

2010 – read with a continual increase in text complexity, cite evidence, intertextuality, 

independent reading, analyze theme and character, analyze author’s craft, structures in literature, 

compare texts, synthesize multiple texts, analyze rhetorical moves, booklist. 

Resulting Figures and Tables using the data from the interim analysis 

Seeking historical patterns of the foundation of English language arts in public high school 

The results of the interim analysis of the standards are recorded in figures under the result 

section subtitled by the strand of ELA being represented.  The standards are discussed as strands 

and finally discussed across the settings to compare the content with an aside regarding the 

language used in describing then skill or the concept.  The comparison will be made to analyze 

for continuity in the content of English language arts through the history of the standardization 

of the content.  The 1957 curriculum is narrative in format information for the figures are 

gleaned from V3, NCTE, 1956, Smith. 
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Vocabulary Strand 

The study of high school vocabulary strand reflected few practices in the high school curriculum 

for specific study of vocabulary.  The practice of etymology spanned the greatest time setting 

1892, 1984, and 2001/09.  The attributes of adequate use spanned the years 1917-1935, while the 

simple statement enlarge vocabulary showed up in 1917, skipped 1922 and 1935, then showed 

up again in the 1984 Texas essential elements and the 2001/09 Texas Essential Knowledge and 

Skills statements. 

Vocabulary Strand 
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Development of Human Race X            

Etymology X X   X  X X   X  

Adequate Use   X X X        

Enlarge Vocabulary   X   X  X     

Analogies        X     

Word ID strategies          X   

Word Meaning      X    X  X 

Context Clues      X  X  X  X 

Morphemes            X 

Pronunciation of Words    X    X   X  

Dictionary Skills, Glossary      X  X X  X X 

Foreign Words, synonyms and antonyms      X     X X 

Denotative meanings        X   X X 

Connotative meanings        X   X X 

Technical vocabulary           X X 

Content area vocabulary           X X 

Guides to Usage and style      X   X    

Thesaurus         X  X  

Spelling   X   X X X  X X X 

Figure 21:  Vocabulary Strand.  

In 1892, the urging of the committee on English was that students know how vocabulary 

developed for the human race.  Adequate use of vocabulary and accurate spelling of the 

vocabulary used was entered into high school English in 1917 by the Reorganization of English; 

the same was added to both Bobbitt’s life activities and into the Experience Curriculum.  The 
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spelling program in 1956 was mastery of commonly used words, consciousness of how words 

are built, adequate word attack, independent with dictionary; individual responsibility for 

spelling.  In Texas, the essential elements of the 1984 listed skills for vocabulary that were not 

written into the 1996 professional standards by the IRA/NCTE.  However, the 1989 NCTE 

Commission on English Curriculum, the standards included enlarge vocabulary.  Then again, in 

the Texas’ standards both 2001 and 2009 revisions, the standards have a marked increase in the 

attention of vocabulary instruction.  The 2010 Core Curriculum State Standards has a standard 

nuances of words, which I delineated into Foreign words, Connotative, denotative, technical and 

content area vocabulary. 

Reading Strand 

The reading strand language has similarities across the settings. In the periods prior to 

1917, reading was done through prescriptive lists; the influence of the list remains as a literary 

canon.  In 1922, the standard read, “read characters and measure the extent of one’s social ability 

and obligation to one or to one’s own group.”  If the setting was 2010, the language of the same 

could read analyze characters.  The standards of 1935 had the same language as seen in 1922 

standards, “share in artistic expression of general altruism” if artistic expression is defined today, 

students could be writing and speaking.  General altruism is defined as loving others as you love 

yourself or behavior that gives survival to others at the cost of your own.  In the modern setting, 

the student would read stories to infer or draw a conclusion of this behavior.  There is a question 

of teachers’ explicitly teaching general altruism, however, the examples of the behavior of being 

altruistic are revealed in the reading of heroic literature giving students a vicarious example of 

what it means to be altruistic.  The 1935 standards also ask that student use intelligent enjoyment 

of the short stories they read.  Intelligent enjoyment is not defined in the standards, however, 
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intelligent enjoyment could be seen as admiring the depth of character, sequence of events, the 

intricacies of the development of the plot, or the language of the text.  The 1935 standards are 

concerned with human nature and the topics of patriotism, troubled religion beliefs and stoicism, 

social wrongs, and friendship.  One of these standard that reads, “enjoy poems of subtle humor 

mingled with other emotions” adds “with didactic purpose” at the end.  The didactic reading 

would be one the student does for pleasure, but primarily for instruction and generally for a 

moral instruction, which is in keeping with the other standards and there focus on human 

character.  In 1957, new and more complex reading demands are made upon the students at each 

level of school (p. 163).  In 2010, these increased demands are measured with text complexity 

and reading lexiles.  The standards of 2010 call for the student to “analyze for rhetorical 

structures” which could be close because of the inferences or generalizations of the didactic of 

the reading of humorous poetry. 

The reading strand did have many likenesses in content; however the language standards 

is different and will be addressed outside of the semantic mapping of the content in Figure 2.  

Some of the content stood alone.  The following list could not be categorized as above, because 

they were reflected only once in the setting in which they appeared: 

1899 literature linked to composition; philology 

1935 adolescent with social personal problems for literature study 

1957 Reading for a purpose; literature is study of humanity and primarily aesthetic in value, 

reading ability can vary six to seven years, remedial reading is based on clinical models and 

taught in developmental reading. 

1989 diversity of books, also mentioned in 1996 
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1982 no books mentioned: however, “become aware of masterpieces of literature” and 

“distinguishing literary quality” were phrases used in the standards 

1989 adolescent as protagonist 

1996 respond to needs and demands of society and workplace 

2010 12
th

 grade requirement: Literary reading (30%) Information (70%) NEAP 

The following figure reflects the likeness in the content of the reading standards. 
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Format/Structure Studies (syntax, diction, logic) or (drama, poetry, expository)  X

  

 X X   X   X X 

Judge literature critically   X   X X

   

X     

Read Independently            X 

Prior Knowledge and interaction          X  X 

Motif, archetypes, critique           X  

Intertextual References           X  

Make Connections across text          X X  

Acquire knowledge and pleasure   X    X   X   

Reading Variability & Purpose   X X X X X X  X X  

Tone and Imagery           X  

Distinguish evidence types (logical, empirical, anecdotal)           X  

Strategies to interpret, evaluate and comprehend       X   X   

Long Units, Author: Dickens   X X X  X X     

Literature Age: Victorian, British  X X       X X X 

Infer/Draw Conclusions, cite Evidence      X X X X  X X 

Express Main Idea and Predict        X     

Fact and Non-fact        X     

Summary           X X 

Historical Documents            X 

Oral Reading, Memorization X X X X         

Summarize Text           X  

Adolescent Literature     X X       

Philology –Comp  X           

Cultural Diversity and history commonalities       X  X X

  

X X  

Concern with Learning about humanity (social, moral, philosophical, aesthetic, 

ethical) 

X X  X X X X X X X X  

Truth/Effective use of details     X X    X X X 

Author’s art compared            X 

Approach reading as a search for meaning      X X      
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Author’s use of language (method and style)  X

  

       X X X 

Character Study    X X X X   X X X 

Tropes Role Meaning (allegory, symbol, allusion)  X

  

   X X X  X X X 

Theme and Central Idea  X

  

   X X X X

  

X X X 

Details and order (plot)  X

  

   X  X  X X X 

Cause effect      X  X     

Main Idea      X       

Visualize Setting      X       

Authenticity of dialogue      X       

Essay/Articles      X       

Reading Graphical Information    X    X  X X X 

Read closely            X 

Read whole text         X

  

   

Opinions and viewpoints           X  

Audience           X  

Point of View (forms of narration)         X  X X 

Rhythm of language  X     X      

History of English language  X         X  

Induction/deductive reasoning           X  

Rhetorical: Logical fallacies, under/over statement; parallel structure        X   X  

Wide range         X    

Read selections by rhetorical style (narrative, descriptive, expository)  X

  

          

Evaluate Text           X  

Genre: Recognize differences/synthesize formats        X    X 

Folklore, legends     X        

Student Writing         X    

Mystery     X        

Biography X    X X       

Action, adventure     X X     X  

Essay/Aesthetics      X       

Allegory     X      X  

Mythology     X      X  

Poetry X X X  X      X  

Magazines, news     X    X X X  

Ads, letters    X X      X  

Short stories     X        

Historical novel X            

Fantasy     X   X   X  

Culturally diverse     X X     X  

Political Speeches and debates           X  

Booklist X X          X 

Freedom of choice   X  X X   X X   

Literary Essay           X  
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Procedural           X  

Fiction      X  X  X X  

Non-fiction        X  X X  

Non-print text (non-fiction) TV, internet         X X X  

Plays/drama  X

  

X  X X     X  

Contemporary work/current   X   X X   X X  

Classical/Masterpieces X X X X X X X X X X X X 

Figure 22. Reading Strand.   

The variability in the reading strand is evident from the close analysis of the standards across 

time.  More of the sets of standards are concerned with reading speed variability for the purpose 

of the reader.  Student attention to format and structure is also consistent across time.  Longer 

units of literature whether it is a setting such as the Victorian Era or an author, Charles Dickens 

was named in 1922, 1935, and in the essential elements of Texas in 1984.  In the standards of 

1935, each genre was specifically named; however, after the standards of 1984, the specific 

genres were categorized as fiction, nonfiction, and non-print text.  In 1935, poetry of all types 

were specifically named: lyric, love poetry, poetry with onomatopoeia, and others.  Also in 1935 

was specific guidance for teachers to lead readers to appreciation, to enjoy, to play with mystery 

stories as puzzles instead of as adventures.  In 1982, the language was students should learn to 

discern quality literature.  The strands of reading were separated from literature.  Because most 

time periods after 1917 Reorganization of Secondary English regarded literature as a mirror to 

human experience and reflective of human motives and values, it is through literature students 

learn to relate to others.  Therefore, the literature was manipulated for learning experiences 

through different time settings to help students relate to the social situations they faced. 
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The Writing Strand 

All settings have been concerned with writing.  Colonial college entrance requirements were 

writing focused.  In 1892 and 1899 high schools, writing was a shared responsibility in high 

school, each subject outside of English was responsible for correctly written English.  It was the 

focus of teaching writing that changed throughout our history.  In the standards of 1892, teachers 

were directed to use history as the basis for composition, “subjects of English composition 

should be drawn from the lessons in history” (Committee of Ten).  Then in 1899, the 

composition was linked to literature.  It was 1922 when writing was more student topic 

generated.  From 1892-1935 propriety was valued and the courtesy of writing both form and 

informal was addressed in the standards.  Throughout the settings of this study, language that is 

more precise typifies the wording of the standards.  For example, the wording of this particular 

standard retains the meaning using different phrasing.  That writing should be approached as a 

process not a product is a central census.  A process approach is grounded in what writers 

actually do instead of writing as a product with over emphasis is on error (Kollin & Hancock, p. 

23). 

1917-- accurate observation 

1935-- relevant detail 

1935-- omit trivial detail 

1982 – write honestly 

1984-- clarity 

2010-- assessing truth 
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Another example can be found in the standards when addressing purpose of writing.  In 1935, 

writing was appropriate to task, in 1984, writing was for a purpose; in 2001-09 writing was to 

explain, set procedure, to inform, to argue, to persuade” then in 2010, the wording changed to 

appropriate discourse.  Whatever, the language of the time, purpose has always been an 

important focus in teaching writing.  In 1935, the priority of writing was a focus.   

To be prompt especially in acknowledging hospitality or gifts and in accepting or declining 

invitations 

Adopt a style in keeping with one’s relations with correspondent and with the occasion, intimate, 

friendly, or formal. 

To use appropriate ink and stationary. 

In 1935 the standards listed genres that students would write: interesting travel letters, informal 

letters of gossip to friends and older friends, simple letters of sympathy, the friendly tactful 

‘bread and butter’ note, letters of regret, etc.  A shift in the focus of writing instruction is typified 

in the 1984, Teas essential elements.  These standards detailed and defined what was expected: 

“proofread written work for internal punctuation, spelling grammatical and syntactical errors, 

paragraph indention, margin, and legibility” (TAC 19, section ).  Earlier standards simply listed 

the word proofread.  Another example from the 1984 Texas essential elements is, “demonstrate 

the ability to use in composition each of the commonly recognized patterns of organization such 

as chronological order, spatial order, order of importance, supporting generalizations with 

facts, illustration by example, definition, classification, compare and contrast, cause and effect, 

analysis” gives a list of specifically what the expectation means by recognized patterns of 

organization (TAC 19, Section   ).  Forms of discourse that organize ideas: description, narration, 
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evaluation, classification, compare and contrast, cause and effect, chronological order, special 

order, order of importance, support of generalities with facts, illustration by example, definition, 

and analysis.  Formats of discourse: letters, essay, composition, reports, receipts.  Mood of 

writing:  friendly, business, formal, etc. Differentiate Tone. 

The following lists the likenesses found in the writing standards across the researcher’s time 

settings (Figure 4).  The category of conventions which is usually found in writing will be 

evaluated separately from the writing strand although many times in history the writing strand 

included standards for conventions.  2011 NAEP Writing Framework for the 12
th

 grade is 40% 

persuade, 40% inform, and 20% experience. 
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Writing in connection to reading, literary analysis, interp response, analy essay – 1892 

History; 1899 Lit and Rhetoric; 1917 practice and guide 

X 

 

X

  

X 

 

   X

  

X   X  

Comparing personal writing to other, copying masterful writing   X   X       

Recognize more than one view      X       

Incorporate Source Information        X     

Comparing personal writing to other      X       

Copying masterful writing   X          

Recognize more than one view      X       

Appropriate word Choice        X     

Evaluate Writing        X     

Writing Strategies        X     

Logical thought (development)  X  X   X  X  X X 

Accurate observation with clear reasoning (relevant detail, omit trivial, clarity)  X X  X X  X   X X 

Cite evidence (documentation, embedded quote)   X     X   X X 

Completeness   X     X     

Order  X X X    X     

Coherence  X      X    X 

Fluency (ease and speed)    X         

Format (structure, ie., letters, essay, composition, reports, argument)  X X X X X  X   X X 

Arrangement (organization, evaluation, classify, description, argument ,narrative)  X  X  X X X    X 

Tone (friendly, formal)     X X  X     

Audience (peers, business, teachers)   X  X X X X  X X X 

Way to communicate and learn       X      

Clearly and honestly      X X    X  
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Student choice on topic      X       

Process writing (draft, revision, edit, final)       X X  X X X 

Purpose (inform, argue, persuade, appr task, discourse, exp, procedure, context, 

entertain, creative 

    X  X X  X X X 

Tropes, Figures of Speech  X           

Write legibly   X X X  X X     

Proofread       X X     

Evaluate Content       X X    X 

Technology to publish and interact            X 

Substance (clarity)     X X X X    X 

Style   X X    X  X  X 

Compose of first draft   X          

Unity   X     X     

Outlines (analyze and present /lect, for vocations study   X X  X  X     

Write essay from outline   X         X 

Submit for publication    X         X 

Opinions      X       

Mood     X   X     

Letters (formal informal)   X X X X       

Procedural           X  

Paragraphs  X X          

Report   X  X X  X     

Outlines  X           

Imaginative writing   X   X X X   X  

Summary    X    X     

Visuals (diagrams, graphs, tables)    X         

Draw plans    X         

Literary drama, script  X X X         

Write scenarios    X         

Description        X     

Receipts    X         

Poetry           X  

Expository           X X 

Clear Thesis and position           X X 

Expression (personal experiences)  X  X  X  X    X 

Opinions      X       

Group projects     X        

Essay (not personal experiences) analytical essay  X    X  X   X  

Informative (variety of types)  X   X X  X   X  

Persuasive variety of techniques and argument     X X X X   X X 

Transitions        X     

Clarity of language     X  X X     

Intertextuality            X 

Author style and effect           X  

Reader friendly           X  

Write routinely/extended time frames/varied purposes            X 

Figure 23: Writing Strand.  

The characteristics that span 1917 – 2009 are format and audience.  Writing linked to reading 

also spans the settings 1892 – 2010. The link changes in purpose from writing about history in 
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1892 to writing about literature 1899 and 1922.  By 1917, the focus of writing and literature was 

on the students’ practice and the teacher’, guidance in the correctness of writing.  In 1922, the 

student centeredness increased to self-selected topics.  In the 1984 and 2001-09 Texas standards, 

writing became less about student practice and more about analysis, evaluation and student 

attention to the detail of writing correctness.  Format, audience, and rhetorical structures are 

evident throughout the settings.  Process writing is a standard from 1982 to 2010. 

Research Strand 

The research strand focus is on the sources and the synthesis of information gleaned from 

multiple resources.  Early standards 1922 and 1935 also focused on the use of card catalogues, 

bibliographies, indexes, and the Reader’s Guide, which were antiquated by the technology 

available through the internet by the 1990s. 

The Research strand included the process of research in 1996.  The following is the procedure 

for research from 1996 standards prepared by NCTE/IRA: generate ideas, question, find sources, 

communicate, discovery, variety of resources.  These changed somewhat with the 2001-09 Texas 

standards and read as follows:  open-ended questions, plan, brainstorm with others, major 

question of the research, find authoritative sources, follow plan systematically, analyze data, 

crate visuals, identify major debates on the topic, clarify questions, evaluate/synthesize 

information, check for reliability, validity, accuracy, critique the process, use appropriate manual 

of style (MLA, APA, CMS).   

Research Strand 

 1

8

9

2 

1

8

9

9 

1

9

1

7 

1

9

2

2 

1

9

3

5 

1

9

5

7 

1

9

8

2 

1

9

8

4 

1

9

8

9 

1

9

9

6 

2

0

0

9 

2

0

1

0 



327 

 1

8

9

2 

1

8

9

9 

1

9

1

7 

1

9

2

2 

1

9

3

5 

1

9

5

7 

1

9

8

2 

1

9

8

4 

1

9

8

9 

1

9

9

6 

2

0

0

9 

2

0

1

0 

Locate resources (print and non-print)    X X X  X   X X 

Graphs and illustrations      X     X X 

Present Research      X    X X  

Synthesize data          X  X 

Evaluative rubrics           X  

Avoid Plagiarism, giving credit      X      X 

Systematic study of new area (literary, scientific, commercial)   X X         

*Reference Reading Encyclopedia, atlas, reader’s guide, card catalog, almanac     X   X  X   

Clear point of view and clear thesis and related claims           X  

Standard citation style cms, apa, mla (use of a manual of style)      X     X  

Parts of a book (Bibliography, indexes, table of contents, glossary)     X   X     

Reader’s Guides     X        

Research to solve a problem, answer a question      X    X X X 

Logical Progression     X X     X  

Sources accuracy, relevance, validity     X X     X X 

Research a historical event from 1st to last event     X        

Process of Research      X  X  X X X 

Short Focused Research (sustained)            X 

Figure 24. Research Strand.   

The research strand in the standards of 1899, 1917, and 1922 was focused in literature or a 

particular author study.  In 1922, one standard read “a systematic study of a new area” which 

opened research to interests outside of literature.  From 1922 through 2010, the standards were 

concerned with location of resources; however, in 1996-2010, the authority, credibility and 

reliability of the resource became part of the student requirements.  The 1996 and 2010 settings 

also asked students to formulate plans, ask questions, essentially to follow a process when doing 

research.  In 1917-1935, long unit studies required the students to present their information using 

visuals and research into the period including cultural habits of the period and the lives of the 

author being studied.  The process of doing research changed wording from 1984 to 2010, but 

the process is the same:  open questions, plan, consult others, brainstorm, compile data, organize 

data, paraphrase, quote appropriately, citation style.  1956 NCTE, explains the process of 

research, plan, outline, write, bibliography, and evaluate. 

Speaking and Listening 
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Interest in the listening skills was spurred by the Clapp Report in 1926, then fueled again in 

during World War II by Hatfield.  Hatfield created curriculum that also included questions for 

the teachers to use after students listened to broadcasts.  In 1956, interrelationship of speaking 

and listening is a means to learn from others.  Competence in language arts skills are derived 

from listening skills.  The 1996 standards combined the 1935 language skills into more general 

statements “student participate as knowledgeable, reflective create and critical member of a 

variety of literacy communities.”  The techniques of listening and speaking skills in 1935 were 

specific to task, “sufficient stock of humorous materials” as one of the desirable social 

conversation skills is an example.  These standards also dealt with telephone skills to the sick, to 

businesses for job.  All of the skills were reminders of how to be polite and gratuitous to people.  

In 1984, courses were offered in speaking such as debate, speech, and public speaking.  The 

remaining skills were labeled as language skills and set into English language arts concepts and 

skills.  The philosophy of 1989 was that, “skills of listening play a part in every unit as student 

participate in discussion, listen to reports by others, and make use of radio, television and 

dramatics” (p. 396).  The students were to develop their skills in all purposes of listening; 

“Developing skills in four kinds of listening purposeful, accurate, critical, responsive, or 

appreciative,” meant listening for news, opinion, questions, arguments, directions, or topics (p. 

332).  In the 2010 standards, student must synthesize, integrate, evaluate, adapt, plan, and 

deliver.  The standards of 2010 are multifaceted and a synthesis of the previous standards from 

this skill set.  What is new is the multi-modality of the presented materials.   

Listening and Speaking Strand 
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Listening to panels and forums      X       

Putting people at ease     X        

Large Group presentation       X     X 

Marshal evidence in support of clear thesis statement and related claims   X   X X    X X 

Train in the expression of thought, logical progression, clear point of view, tone X     X X    X X 

Create an outline, summary, to synthesize/ reflect from listening or to plan speaking   X X  X     X  

Glean information from listening (delineate false from credible, main idea from details    X  X X  X X X X 

Formal recitation and formal speech   X    X    X X 

Conceive purpose (entertain, persuade…)   X  X     X X  

Clear, brief answers that address the questions/ask questions   X  X X     X  

Use visuals in speaking (digital/media)           X X 

Use body language effectively: gestures/eye contact      X  X   X  

Bing aware of symbolic nature of language       X       

Having something worthwhile      X       

Collect, organize for oral discourse (use oral language effectively)   X X X  X X  X X  

Understanding depends on purpose      X X      

Present with dignity and effectiveness    X X X    X    

Informal discussion contributing one’s opinion – staying on point   X X  X X  X   X 

Conduct a public meeting with formality and dignity   X X X        

Read Aloud with prosody   X       X

  

  

Distinct natural articulation (speaking rate, pause, intonation)   X  X X X    X  

Correct pronunciation   X   X X    X X 

Correct idiomatic speech   X         X 

Develop understanding/respect for cultural dialects          X  X 

Well managed voice X X X X X X X    X X 

Discuss literature  X   X X X   X   

Precise language use            X 

Share own experiences    X X X       

Use rubrics to peer review, teacher evaluation, to improve self      X     X  

Give and listen to directions (oral instructions)    X X   X  X X  

Creative expression      X       

Understanding of radio, stage TV in a life      X       

Evaluate effectiveness of style/structure of speakers           X X 

Ability to carry one’s self with dignity and ease    X   X      

Employ language devices (conventions)     X X    X X X 

Multiple streams of data (integrate/evaluate)            X 

Compare modes of presentation            X 

Audience      X    X   

Figure 25: Listening and Speaking Strand.   

Before 2001-09 standards, the listening and speaking skills were concerned with polite behaviors 

and how the students presented themselves.  The standards were specific to tasking, i.e., 

telephone conversations, speaking with a group, writing to peers vs. writing to more formal 

groups.  The skills are teaching students to be careful and mindful of how they speak to each 

other and how they present themselves as adults.  The change in the standards from polite 
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behaviors to skills in critical listening, i.e., discerning the truth from the false, local progression 

of speaking, and making opinions clear, move the skills from public politeness to evaluate of self 

and others.  Although the skill of the standards are relatively the same the switch in details of the 

task make it clear that the students’ focus is on the critical vs. the society’s expected behavior as 

the standards advance in time.  Throughout the standards organization of discourse, articulation, 

pronunciation, and well managed voice have remained. 

Teamwork Strand 

In 1987 at the Wye Plantation in North Carolina, the English Coalition reported that ELA strands 

were a social and interactive content, that learning is a process of construction meaning from 

experiences.  It is surprising that more standards for teamwork did not enter the standards listings 

from that date forward.  In 2009, teamwork is a research objective, the researcher extracted the 

objectives for comparison in the teamwork strand below.  The 2010 standards contains more of 

the specificity about the behavior of members of a group.  The figure below shows relatively few 

standards for the teamwork strand.  

Teamwork Strand 
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Group Projects & Presentation     X      X  

Participate in literacy communities          X   

School/Community Activities and evaluation of work      X       

Study/Practice in small groups (plan, discuss)      X   X   X 

Within spkg, list 

Participate as a team (plan, contribute, set rules, consensus) 

          X X 

Group Discussions         X   X 

Prepare for discussion with research            X 

Build on information by asking questions/commenting            X 

Acknowledge other’s contributions           X X 

Evaluate goal achievement            X 
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Figure 26. Teamwork Strand. In 1935, teamwork in group presentation was the only standards.  

Although this general skill statement encompasses more behaviors, the generality of the single 

skill is surprising in light of the specificity of 1935 to the polite behavior expected of students.  

The 1989 standards are extended to include small group work, then Texas 2001-09 standards 

added consensus building in a group.  The 2010 standards included the behaviors of students 

especially the behavior toward one another and the acknowledgement of one to another’s 

contributions to the work.  In addition to the behaviors to one another, the 2010 standards added 

the component of evaluation of goal attainment to the teamwork concept. 

Conventions Strand 

In 1892, the committee called for systematic study of grammar, for the detail of the figure below, 

the researcher used Belles Lettres because of the popularity of the text in America during the 

1800s and Graded Lesson in Grammar (1889) because it was a  convenient samples.  The 

foundation skills found in both texts were recorded on this figure. In 1935, the standards list all 

conventions needed through high schools including the details of how a skill can adjust a 

sentence from one of formality to one of informality.  Develop questions by which students can 

examine their own writing of sentences: Self Help Procedure (1956).   

Conventions Strand 
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Expression in conventional grammar            X 

Historical/systematic grammar X X           

Analyze grammar       X X     

Articles X            

Emphasis on verbs   X          

Know the parts of speech:  adj, adv, prep, pron, conjugation, case X X    X     X  

Coordinate and subordinate ideas X  X X  X X  X     

Ability to use correct grammar X  X X X  X  X   X X 
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Ability to use correct paragraphs X  X X X         

Ability to use correct capitalization  X X X  X X X  X X X 

Reflected are skills requiring instruct      X       

Ability to use correct punctuation X  X X X  X X X  X X X 

Ability to use syllabication    X         

Syllabication of sentences (for the rhythm of the sentences) X             

Gender – Latin based skill  X             

Ability to use dashes           X  

Ability to use abbreviations    X         

Use restrictive and non-restrictive clauses (essential and non-essential)  X X        X  

Effective & varied structures in sentences and larger discourse X X X   X  X  X X X 

Pronoun shifts and vagueness/recriprical           X X 

Subject/verb, pronoun/antecedent agreement      X      X 

Parallel structure            X 

Use indentions spacing/margins    X    X     

History major features of America dialects        X  X   

Active/passive voice X          X X  

Verb tense            X 

Use Correct details             

Use firm, legible handwriting   X     X   X  

Concise style X   X         X 

Firm sentences: periodic, loose, balanced sentences X  X           

Flexible sentences & paragraphs X   X         X 

Use phrases for effect (adj, adv, prep) X     X X      X 

Tone            X 

Participles X             

Interjections and explicatives X   X          

Verbials (gerunds, infinitives, participles) X  X   X     X  

Use clauses with relative pronouns     X      X X 

Use infinitives as sentence subjects, adj and adv modifiers   X  X       X 

Use quotation marks to indicate sarcasm/irony           X  

Use Comma           X  

Correct frags and run-on sentences            X 

Well formed simple, compound, complex sentences X  X X    X X X X X  

Use and know the function of phrases and clauses X   X       X  

Choose appropriate words        X  X  X 

Use all parts of speech effectively        X  X   

Recognize and use colloquialisms, slang, idioms   X X  X  X     

Verbs: use as objects of prepositions and verb phrases X  X X X         

Use present perfect/indefinite past  and past imperfect tense X    X         

Use appositives   X X         

Use subjective mode X   X X       X  

Understand frequently confused words (too, to, two)            X 

Use sentence choice for purpose/audience          X  X 

Recognize the sociological function of language      X X X X    

Figure 27: Conventions Strand.  

In 1899, 1987, and 1996, the standards did not mention conventions.  In 2010, the standards 

listed are for phrase and clause use.  In 1917, the concern for handwriting, style, and flexibility 

was unique.  Although the general statements flexible sentences can be seen as using the more 
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specific skills such as well formed simple, compound, and complex sentences, vigorous and 

concise style can be seen as using modifiers, phrases and clauses.  The 1917 Reorganization of 

English denounced teaching grammar outside of language practice, both oral and written, the 

practice was also known as the practice of expression.  In 1956, curriculum supports the 

inductive methodology. In 2010, the convention strand has few objectives in the upper grades.  

The trend from the distribution of skills was to center the grammar skill teaching to the 

middle/junior high schools.  The upper grades would practice the skills in writing and speaking, 

gaining proficient use with more complex sentences and ideas. The 1892, 1917, 1922, & 1989 

standards for convention were more general with the exception of moving from systematic 

grammar to correct grammar.  The Texas standards were also specific in the standards for clauses 

and phrases. 

Media Strand 
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Operate typewriter    X         

Evaluate media effectiveness           X  

Effects of mass media      X X      

Evaluate advertising    X         

Social and cultural messages      X     X  

Utilize visual arts    X         

Utilize pictures    X         

Listen to radio – correlated to literature      X  X      

Listen to radio for critical discussion and writing      X  X      

Use mechanical aids, ie., tape recorders      X       

Use speech to enhance human relationships      X       

Compose sketches, addresses, interviews for radio      X  X      

Use radio, motion picture and television as aids with literature (discussion questions added)      X       

Modes of new literacies       X      

Perceive goals      X       

Present in multimedia           X  

Oral reports, shared reading, and play-making      X       

Impact of radio, TV, video, on comprehension skills       X      

Use comprehension skills to analyze words, images, graphics, sounds         X X X  

Compare/contrast how events are presented and the information in visual images           X  

Recognize Bias and changes in formality and tone           X  

Make strategic use of digital media and visual display of data           X X 

Figure 28: Media Strand.    
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The typewriter was invented in 1870, radio in the 1920s, and motion pictures were popularized 

in the early 1900s.  In 1922, the experience curriculum integrated the use of all of these media 

types.  In 1935, the experiences listed were expressional, linguistic (literary linguistic, civic, 

aesthetic, and informational listening).  The skills list corollaries such as aesthetic, definite 

program tuning; informational, collieries in history, civic, economics, science, art music, and 

foreign language.  In broad case stories, the language includes to enjoy, to find pleasure, 

appreciatively with informational broadcasts the words critically and discriminatingly are 

predominate.  The 1935 standards also list photoplays (motion pictures/early 1900s) using a full 

range of skills, i.e., discriminate between good and bad, literature connection, short comedies, 

westerns, newspapers, real drama, and to glean information regarding producers, directors, 

actors, etc.  All the detail of the photoplay production was to be able to evaluate photoplays. In 

1956, use freedom with student to plan initiation and execution of speech projects.  Curriculum 

supports the inductive methodology.  Use freedom with student to plan initiation and execution 

of speech projects.  The evaluation of standards are mentioned in each setting; however 1989 

lists speech recordings, study of work produced, test usage, observation, usage in the course of 

speaking, judgment of the teacher, and class, case study reports of individuals, descriptive of 

behavior and personal reaction to stories and situations.  In states standards, Texas used the 

Texas Assessment of Academic Skills (TAAS), Texas Assessment of Knowledge and Skills 

(TAKS) and 2010 National Assessment of Education Progress (NAEP).  The media strand 

appears in 1922 with the typewriter, advertising, and radio. The 1922 standards list radio, motion 

pictures and television as aids with literature, including specific discussion questions to be used 

with the viewing (pp. 352-366).  The 2010 standards make reference to the multiple media mixes 

that are the society of the 21
st
 century. 
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Appendix G – Coding Procedures and A Priori Codes 
CCSCO/WCER -  10&12/2004 

Coding Procedures for Curriculum Content Analyses 
 
Materials included in this packet: 
 
Rating Sheet 
Comments & Suggestions worksheet 
Subject Topic List 
Categories of Student Expectations (Cognitive Demand) List 
 
Introduction 
 
Thank you for your participation in this content analysis workshop. Your assistance will assist us 

in collecting descriptive information about the subject matter content contained in the assessment and 
standards documents to be analyzed. Our goal is to content analyze several state standards and 
assessments using a two-dimensional taxonomy for describing subject matter content. 

 
The data collected will be summarized into content maps and graphs that can be used to highlight 

the relative emphasis of academic content embedded in these curriculum related documents. The 
resulting content maps and graphs permit graphic comparisons of teacher reports of instructional content 
with locally relevant assessment instruments or standards. Content analysis will also serve to support 
alignment analyses into the relationships between instruction, assessment and standards. Results will be 
used to support the information needs of participating states, districts and schools, and will also be used 
in analyses associated with several NSF funded studies being conducted in the states and districts 
represented at this workshop. 

 
Coding Dimensions 
 
Topics 
Each assessment item is to be rated on two intersecting dimensions. The first dimension relates 

to subject topic. Topic lists are organized by grade band and subject.  The appropriate topic lists are 
contained in this packet, covering K-8 and High School curriculum content. The topic lists are organized 
at two levels. The more general level identifies content areas (e.g. Number sense, Measurement, 
Algebraic Concepts in math; or Energy, Biochemistry, Genetics in science, etc.) Within each of these 
content areas are listed some number of topics associated with that content area. You will note that each 
topic has a three- or four-digit number listed to its left. This number is the topic code and is to be entered 
on the rating sheet to identify the particular topic(s) associated with given assessment item or standard 
strand or goal. Though each content area also has a number code associated with it, most coding is done 
at the fine grain, or topic level that most content coding is to be done.  Exceptions to this rule are 
discussed in the coding conventions section below. 

 
Expectations for Students (Cognitive Demand) 
In addition, assessment items are coded in terms of the expectations for student performance (or 

cognitive demand) targeted by a given item or standard. Your packet contains a list of cognitive 
expectations for the appropriate subject(s), organized into five categories. Each category is defined using 
a list of descriptors to identify the types of cognitive demand associated with a given category of student 
expectation. It should be noted that the descriptors listed for each category are not exhaustive, but 
intended to be illustrative of the types of activities associated with each category. Unlike the topic list, 
readers are not asked to code at this fine-grain level of cognitive demand descriptors.  Cognitive demand 
is coded only at the broader categorical level of student expectation.  Each category is given a letter 
designation (B-F) to be used for coding purposes. 
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Figure 29: K-12 ELAR TAXONOMY 

100  Phonemic awareness  600  Comprehension 

 101 Phoneme isolation   601 Word meaning from context 

 102 Phoneme blending   602 Phrase 

 103 Phoneme segmentation   603 Sentence 

 104 Onset-rime   604 Paragraph 

 105 Sound patterns   605 Main idea(s), key concepts 

 106 Rhyme recognition  
 606 Narrative elements (e.g., events. characters,  
        setting, plot) 

 107 Phoneme deletion/substitution  
 607 Persuasive elements (e.g., propaganda,  
        advertisement, emotional appeal) 

 190 Other  
 608 Expository elements (e.g., description,  
        explanation, lists) 

200  Phonics  
 609 Technical elements (e.g., bullets, instruction,  
        form, Sidebars) 

 201 Alphabet recognition  
 610 Electronic elements (e.g., hypertext links, 
        animations) 

 202 Consonants  
 611 Strategies (e.g. prior knowledge, prediction, 
        inference, imagery, summarization)  

 203 Consonant blends  
 612 Metacognitive process (i.e. reflecting about one's 
        thinking process) 

 204 Consonant digraphs (e.g., ch, sh, th)  
 613 Self-correction strategies (e.g. monitoring, cueing, 
        systems, and fix-up) 

 205 Dipthongs (e.g., oi, ou, ow, oy)   690 Other 

 206 R-controlled vowels (e.g., farm, torn, tum)  700  Critical Reading 

 207 Patterns within words   701 Fact and opinion 

 208 Vowel letters (a, e, i, 0, u, y)   702 Appeals to authority, reason, emotion 

 209 Vowel phonemes (15 sounds)   703 Validity and Significance of assertion or argument 

 290 Other  
 704 Relationships among purpose, organization, 
        format, and meaning of text 

300  Vocabulary   705 Author's assumptions 

 301 Compound words and contractions  
 706 Comparison of topic, theme, treatment, scope, or 
         Organization across texts 

 302 Inflectional forms (e.g., -s, -ed, -ing)   707 Inductive/deductive approaches to 

 303 Suffixes, prefixes, and root words   708 Logical and faulty reasoning in text  

 304 Word definitions (including new vocabulary)   709 Textual evidence 

 305 Word origins   790 Other 

 306 Synonyms and antonyms  
 

 307 Word or phrase meaning from context  
 

 308 Denotation and connotation  
 

 309 Analogies  
 

 390 Other  
 

400  Awareness of text and print features  
 

 401 Book handling organization across texts  
 

 402 Directionality   
 

 403 Parts of a book (e.g., cover, title, front, back) 
        comprehension 
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 404 Letter and word distinctions  
 

 405 Punctuation   
 

 406 Text features (e.g., index, glossary, table of 
        contents, subtitles, headings, fonts) 

 
 

 407 Graphics (e.g., images, illustrations)  
 

 490 Other  
 

500  Fluency  
 

 501 Prosody (e.g., phrasing, intonation, inflection)  
 

 502 Automaticity of words and phrases (e.g. site 
        and decodable words) 

 
 

 503 Speed/Pace  
 

 504 Accuracy  
 

 

800   Author's Craft 
 

1200  Language Study 

  801 Theme 
 

 1201 Syllabication 

  802 Purpose (e.g., inform, perform. critique, 
 

 1202 Spelling 

  803 Characteristics of genres 
 

 1203 Capitalization and punctuation 

  804 Point of view (i.e., first or third person, 

         multiple perspectives)  
 1204 Signs and symbols (i.e., semiotics) 

  805 Literary devices (e.g., simile, metaphor, 

          hyperbole flashbacks. structure. archetypes)  
 1205 Syntax and sentence structure 

  806 Literary analysis (e.g., symbolism, voice, 

         style, tone, mood)  
 1206 Grammatical analysis 

 807 Influence of time and place on authors and 

         texts  
 1207 Standard and non-standard language usage 

  890 Other 
 

 1208 Linguistic knowledge (including dialects and 

           diverse forms) 

900   Writing Processes 
 

 1209 History of language 

  901 Printing, cursive writing, penmanship 
 

 1210 Relationship of language forms. Contexts, 

           and purposes (e.g., rhetoric, semantics)  

  902 Pre-writing (e.g., topic selection, 

          brainstorming)  
 1211 Aesthetic aspect of language 

  904 Editing for conventions (e.g., usage. spelling, 

          structure)   
 1290 Other 

  905 Manuscript conventions (e.g., indenting,  

          margins. citations. references, etc.)   
1300  Listening and viewing 

  906 Final Draft, publishing 
 

 1301 Listening 

  907 Use of technology (e.g., word processing, 

          multimedia)  
 1302 Viewing 

  990 Other 
 

 1303 Nonverbal communication 

1000  Writing Components 
 

 1304 Consideration of others' ideas 
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 1001 Purpose, audience, context 
 

 1305 Similarities/differences of print, graphic, and 

           nonprint communications 

 1002 Main ideas 
 

 1306 Literal and connotative meanings 

 1003 Organization 
 

 1307 Diction, tone, syntax, convention, rhetorical 

           structure in speech 

 1004 Word choice 
 

 1308 Media-supported communication 

 1005 Support and elaboration 
 

 1390 Other 

 1006 Style, voice, technique 
 

1400  Speaking and Presenting 

 1090 Other 
 

 1401 Speaking and conversation 

1100  Writing Applications 
 

 1402 Public speaking, oral presentation 

 1101 Narrative (e.g., stories, fiction, plays) 
 

 1403 Demonstrating confidence 

 1102 Poetry 
 

 1404 Effective nonverbal skills (e.g., gesture, eye 

           contact) 

 1103 Expository (e.g., report, theme) 
 

 1406 Conversation and discussion (e.g., Socratic  

           Seminars) 

 1104 Critical/evaluation (e.g., reviews) 
 

 1409 Media-supported communication 

 1105 Expressive (e.g., journals, reflections) 
 

 1490 Other 

 1106 Persuasive (e.g., editorial, advertisement, 

           argumentative)    

 1107 Procedural (e.g., instructions, brochure) 
  

 1108 Technical (e.g., manual, specifications) 
  

 1109 Real world applications of writing 
  

 1190 Other 
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Figure 30:  Cognitive Demand Categories for Language Arts/Reading 
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Appendix H:  Dr. Eliot’s Surveys of 1892 High School Courses 

Figure 31:  1892 HS Courses, Eliot Study 
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No. of Years in the 
Course 3 4 4 4 4 4 4 4 4 4 4 4 4 4 4 4 4 4 4 4 

Subject                                         

Latin 510 810 714 800 740 580 760 760 637 880 720 741 720 920 800 792 640 1009 1000 800 

Greek   540 380 400 400   600 600 360 600 540 494 540 640 600 504 200 658 400 400 

German 408 216 390 400 400 400 760 760 185 400 720 266 360 600 600 324     800 600 

French     390 400 400 400 760   45 400 720 152 360 600   288   390     

Spanish 408                   720                   

English 884 665 720 1000 680 480 280 800 125 800 540 304 252 540 1160 234 416 351 580 1020 

Rhetoric 136   130 100 200   71 80 150   180   180   200     78 200 120 

Arithmetic 34 55 125 100 300 160   200 185 67 90 75 90 120 200 120 60 117   200 
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Algebra 238 420 285 300 360 340 160 260 230   360 381 315 400 200 216 220 233 220 300 

Geometry 238 300 160 200 240 300 240 200 125 300 360 228 270 240 200 276 160 145 220   

Trigonometry   90 65   100 80 80 60     180 76 45 120   72 60 49     

Analytic Geometry                                         

Descriptive 
Geometry                                         

Surveying                                         

Drawing         160   320     240 360 380   480     320     120 

Mechanics                                 80       

Physics 170 180 273 200 200 200 200 200 125 200 180 152 180 160 200 72 120 195 200 200 

Astronomy 51   95 100 100 72 80 60 125 100 90   90 54     80 98   80 

Chemistry 119 90 95 100 100 120 200 120 180   180 114 180 200 200 216 160 224 200 120 

Geography 68 90 63 200 100 24   120   100 90     134 140   60   100 200 

Natural History 102 270 190 400 360 128 260 140 50 400 630 114 180 320 200   320 97 500 340 

Music             160         152           78     

Physical Training                                         

Elocution                 25   180 304 72   40   160 156 80   

Psychology   90                 90     70             

Ethics   90                   19   50         150   

History 527 132 520 400 600 272 160 160 200 300 180 76 450 420 270 72 220 190 360 260 

Civil Government   60 63 100 100 48 80 64 50 80 90   90   60       200 60 

Constitutional Law                         90       40 97     

Commercial Law               120   67 90       80         80 

Political Economy   90 63 100     80 96     90   90 80       98 100 120 

Stenography and    180               134         360           

Type-Writing                                         

Bookkeeping   90 380 200 200 160 80 200   67 360     120 200     98 160 400 

Penmanship                   134                     

Sacred Studies                                         
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No. of Years in 
the Course 4 4 4 4 5 5 5 5 5 6 6 6 6 6 6 6 7 8 4 4 

Subject                                         

Latin 760 760 733 737 740 1000 820 945 923 863 1053 1110 900 1159 1073 1925 760 850 681 582 

Greek 600   521 547 444 600 525 560 550 520 566 740 540 561 777 1120 578 680 535 438 

German   228 570 197 370 460 350 140 400 291     216 449 518 455 456 697 470 582 

French 240 190 570 197 444 420 455 140 300 583 293   396 426 370 490 456 697 470   

Spanish                                 114       

English 480 276 218 480 555 380 455 420 1710 800 1053 148 432 806 851 805 1803 4326 325 480 

Rhetoric   40 135 75                         76 170     

Arithmetic   70 75 190 37   75   800 469 332   240 191 449 420 950 680     

Algebra 240 275 152 213 314 300 225 265 400 384 328 464 255 225 458 805 570 510 254 150 

Geometry 280 225 190 250 333 200 250 286 100 337 218 278 216 283 92 716 380 340 262 144 

Trigonometry   130   55 37   100 136   75   92   55     190 68 48 144 

Analytic 
Geometry   60   65 56             92               144 

Descriptive 
Geometry       121                                 
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Surveying       342                                 

Drawing   66   75 148       500         114 74 350 190 578 270   

Mechanics       190                                 

Physics 200 146 202 65 407 200 175   100 185 137 296   375 296 665 114 340 204 150 

Astronomy     36 358                             12   

Chemistry   120 194   296         185             114 68 144 150 

Geography     75 201     85 70 500 250 176     38 148 140 646 578     

Natural History   60 170   222 48 430   100 94 48     82 37   76 136 156 396 

Music   38                     72 125   210         

Physical Training                     468             1156     

Elocution                                         

Psychology     75 60                                 

Ethics       55                                 

History 200 416 455 351 555 272 175 175 400 328   370 324 215 714 560 798 272 203 540 

Civil Government                 100         44     76   34   

Constitutional 
Law       55                                 

Commercial Law                 100                       

Political Economy     55 75                         76   35 144 

Stenography and                  200                       

Type-Writing                                         

Bookkeeping   60   60         200 94                 69   

Penmanship       38         720         76   210 684 238     

Sacred Studies                               175         
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