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ABSTRACT 

This study explores a signifiant contribution to democratic thought and 

practice in the field of curriculum by presenting the life and work of the American 

educator, Boyd H. Bode (1 873-1 953). Bode's own writings, including Modem 

Educrtlonal Theories, Democracy as a Way of L h ,  and Progressive 

Education at the Crossroads; articles. books, and dissertations written 

specificaliy about Bode; and archival materials obtained from the Ohio State 

Unversity are used to portray this influential teacher-scholar and critic as 

accurately as possible. A historical and philosophical context for Bode's ideas is 

developed through the use of appropriate sources. The study traces Bode's life 

from his early years in the American Midwest to his post secondary education in 

Iowa and at the Universities of Michigan and Comell. It explores his academic 

career at the Universities of Wisconsin, Illinois, and Ohio State, during which 

time he abandoned idealism for pragmatism and philosophy for the philosophy of 

education. Bode's cornmitment to democracy and a democratic curriculum is 

emphasized through a focus on his writings, teachings, and mentorship of such 

individuals as Harold B. Alberty and Alan F. Griffin. His critiques of the 

educational trends of his era, including Progressive Education and Scientific 

Curriculum Making, are also considered. As Bode addressed complex questions 

mat persist in the field of curriculum, this study concludes with a consideration of 

the current relevance of Bode's thinking on democracy and a democratic 

curriculum for educators in Canada, the United States, and even internationally. 
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CHAPTER ONE 

INTRODUCTION 

Canada is often considered to be one of the most admired and respected 

countries in the world. It is recognized for its qualities as a generally peaceable 

nation - boai in its domestic and foreign affairs. It is also recognized as a country 

that generally provides a good standard of living, medicare, and free education 

for its ciüzens. lt is recognized as a country that is tolerant, multicultural, and 

committed to democracy and is therefore a place that still is the destination of 

choice for many immigrants and refugees. 

However, Canada is far from a utopian nation. It is very common today for 

the people of Canada to be described as IYaxpayersm rather than as citizens. 

Their role is, to a great extent, poweriess and passive and Canadian democracy 

is largely non-participatory. As the twentieth century draws to a close, many 

Canadians are being challenged by the demands of a fast paced and rapidly 

changing job market. The drive for a more efficient workplace, coupled with the 

increased emphasis on computerized technology, has led to disturbing levels of 

unemployment and job insecurity, especially for those who lack the training and 

knowledge to compete for skilled positions in highly cornpetitive companies. 

Caught in the stniggle to cope with the impact job loss has, or might soon have, 

on their finances and on their ability to provide for their children, many 

Canadians lack the will to be more involved in municipal, provincial, or federal 

politics. Understandably, the focus is frequentfy on individual survival and the 
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survival of the family unit. lnterest in community concems and issues often 

tends to be faint There is often a sense that little can be accomplished anyway, 

so many community initiatives tend to be viewed as courageous, somewhat 

naive, and probaMy Mile. 

In 1984, Benjamin Barber, a professor at Rutgers University in the United 

States, presented us with a definition of min democracÿ which can perhaps be 

used here as a rather apt description of Canadian democracy in the 1990s: 

What we have called "thin democracy," then, yields neither the 
pleasures of participation nor the fellowship of civic association, 
neither the autonomy and self-govemance of continuous political 
acüvity nor the enlarging mutuality of shared public goods - of 
mutual deliberation, decision, and work Oblivious to that essential 
human interdependency that underlies al1 political life, thin 
democracy politics is at best a politics of static interest, never a 
politics of transformation; a politics of bargaining and exchange, 
never a politics of invention and creation; and a poliücs that 
conceives of women and men at their worst (in order to protect 
them from themselves), never at their potential best (to help them 
becorne better than they are).' 

Most Canadians would probably daim to be strong believers in 

democracy. Although there are many who would view "thin democracy" as the 

only realistic and acceptable form of democracy, others fear where non- 

participatory democracy is leading us and would like to work towards a more 

humane, cooperative society. The debate over democracy is not new; therefore, 

the literature available on the topic is extensive and potentially overwhelrning for 

. . * .  'Benjamin Barber, Stmnp PPamciaatoivNeWAge 
(Berkeley and Los Angeles: University of California Press, l984), 24-25. 



those beginning to explore democracy in more depth. One possible starting 

point for students wishing to develop a greater understanding of democracy and 

the potential for dernocratic education lies in the wriüngs of those who not only 

wrote about democracy, but who also appear to have made the struggle for a 

more democratic social order a vital part of their everyday lives. One such 

penon who was motivated by his belief in the potential of human beings to 

develop participatory communities and who dedicated his life's work to 

democracy and to democratic education was the American educator, Boyd H. 

Bode (1 873-1 953). Though not as welkknown today outside the fields of 

cumculum studies and social foundations, Bode was a highly respected and 

influential teacher-scholar, educational philosopher, and critic in the Rrst half of 

the twentieth century. In 1947, John Dewey recognized Bode's contributions to 

education in the following tribute: 

He has worked steadily in behalf of an education 
in which the spirit of a democratic human order 
would be so pervasive and so unified as to 
contribute to the advancement of a similar order in 
dl the human relationship of American lifem2 

It might be said that what Bode had to Say about democracy and 

democratic education in the first decades of this century bears Iittle relevance or 

significance for those of us lMng in a ver- different place and time. Due to 

2"Conference on Philosophy of Education; Report of Meetings Held November 
10,1947, on the Occasion of the Presentation of the William Heard Kilpatrick Award to 
Dr. Boyd K. Bode," Teacherss- XLK (Januafy, 1948): 267. 



societal and economic pressures in Canada today, schools are being called 

upon to play increasingly cornplex and responsible roles in the communities that 

they serve. Not only are they being expected to respond effectively to the 

serious social issues and problems that confront many of the children in their 

c m ,  aiey are also being expected to provide the facilities, resources, curricula 

and programs necessary to prepare children to compete in the rapidly changing, 

high tech job market of the 1990s. Therefore, when time is of the essence, why 

%astes time studying the life and thought of Boyd H. Bode? 

Such a focus on the immediacy of the problems confronting us today in 

education is understandable. However, it tends to be short sighted and to lead 

to inadequate or inappropriate programming. William Schubert was just one of a 

nurnber of writers who addressed the dangers of ahistoricism in the study of 

cu~culum. He emphasized the fact that in order to proceed in curriculum, it is 

essential to have an understanding of the context of the curriculum field and of 

the evolution of thinking in education. As a field of study, it may be 

comparatively new, %ut as a basic human interest, its concerns are perennial." 

By falling into the trap of ahistoricism, educators risk the repetiaon of past 

educational mistakes, the espousal of educational fads that are lacking in 

framework or substance, and the failure to develop authentic knowledge and 

understanding of the field. They risk failing in their attempt to fulfill their 

William Schubert, a n d m  
York: M a d a n  Pub tishing Company. l986), 54. 



responsibilities to the children in their care. As Laurel N. Tanner commented: 

The curriculum field kee ps recycling old 
educational models and treating them as new. It 
fails to leam fiom the past and consequently 
repeats its failures. Cyclical fads cause the 
profession to lose ground (Lawrence Cremin, 
1973) when its greatest need is to benefit from its 
own vast store of thinking and experience.4 

William Schubert, Laurel N. Tanner and H. Warren Button are just three of 

the wnters who would recognize the value of researching the 'Yhinking and 

experience" of individuals such as Boyd H. Bode. They would probably see the 

significance of his ideas as lying in the fact that he was one individual who 

addressed the perennial questions that confront education and educators. In H. 

Warren Button's words, 'parts of the history of educational research should be 

biographical - biographies of men, biographies of ide as."^ 

Biographies have long been recognized as a way to give life to the history of 

any field of study as they serve to personalize the struggles, failures, 

achievements, and successes that have occurred in the lives of such people as 

worfd leaders, inventors, scientists, and composers. Those engaged in the study 

of a particular discipline are often fascinated by biographies of the lives and 

ideas of those who have preceded them because it is possible to relate to, to 

empathize with, or in some cases to recoil from them as fellow human beings. 

'Laurel N. Tanner, "Curriculum History and Educational LeadershipTnEducational 
hiubhip  Wov. 1983): 38. 

'H. Warren Button, "Creating More Usable Pasts: History in the Study of 
Education, " (May 1979) : 8. 



Those who make curriculum their field of study are no exception. A beginning 

student of cumculum has only to open a text such as William Schubets 1986 

work, Curriculum: Perspective, Paradigm, and Possibility, and tum to the 

index of authors to realize the multiple perspectives that have contributed to the 

growth of thought in this particular discipline? As the student becomes 

immersed in study, helshe often becomes increasingly aware of the connections 

that exist between hislher own expanding thinking on educaüon and the thinking 

of a particular educational philosopher. The student begins to seek out works by 

and about that thinker and is thereby challenged to reflect and learn through 

hislher interactions with these readings. 

This particular biographical study of the life and ideas of Boyd H. Bode 

originated in just such a connection. At the time that I first became interested in 

the work of Boyd H. Bode, my own varied teaching experiences had led me to 

be enthusiastic about the creativity and possibility inherent in curriculum. 

However, at the same time I was frustrated by the unfortunate reality of the often 

highly political pendulum of educational planning in the twentieth century that 

tended to swing back and forth monotonously between what John P. Wynne 

once described as " educational authoritarianism" and "educational laissez 

faire? In Boyd H. Bode, I found an educational philosopher who seemed to 

%chukrt, 459-467. 
John P. Wynne, Phikqhi- 

of F q & n m M h  (New York: Rentice-HA, Inc., 1947), 4-5. 



exhibl both a similar enthusiasrn and a sirnilar frustration. As I attempted an in- 

depth exploration of my own thinking on education, I realized that there was 

much to leam from Bode who had already stniggled long and hard to articulate 

his own philosophy of education. In the process, he had challenged and 

questioned not only his own ideas but also those of his conternporaries, revealed 

the limitations of many of the popular educational fads and trends that persisted 

in his era (and still tend to reappear today), and emphasized the need for a 

guiding theory that would help educators to foster the growth of democracy in 

both the schools and society. 

The iniaal motivation for this study was, therefore, based on a desire to 

explore Bode's ideas in the hope of further crystalizing my own thinking on 

cumculum. However, as has already been indicated. the significance of this 

work rests on far more than my own personal interest. It is to be hoped that, as 

the study advances, the value of Bode's contribution to educational thought will 

become increasingly apparent. The following four questions have therefore 

been identified and will provide guidance and direction for both the research and 

wnting of this study: 

1. Who was Boyd H. Bode? 

2. What was Bode's ideology in respect to democratic education? 

3. In what way did Bode lay the groundwork for later work in curriculum? 

4. What was/is the significance of Bode's thinking for educators? 



Who was Boyd H. Bode? 

When exploring the ideas of an educational theorist, it is both appropriate and 

necessary to provide a context for those ideas through developing a detailed 

profile of the man, the origins of his thinking, and his work. Therefore, a key 

question that will be addressed throughout this study is. Who was Boyd H. 

Bode?" A review of the literature has revealed one major limitation for a study of 

this kind. Unfortunately, few of Bode's personal papers are extant. As Robert V. 

Bullough, Jr. noted, Bode's personal papers were apparently destroyed soon 

after his death in 1953.8 However, in his own research on Bode, Bullough made 

use of Bode's conespondence with Max Otto, which is located in the ûtto 

Collection in the archives of the State Historical Society of Wisconsin? Through 

the work by Bullough and other writers, including Norman De Jong, H.C. Sun, 

and Kenneth Winetrout, it is possible to gain insight into the character, 

personality, and background of Boyd H. Bode. A brief introduction to Bode's Iife 

and work is included here to provide a context for the rest of the literature review. 

Boyd H. Bode was born in Ridott, Northern Illinois in 1873. He was one of 

eight children bom to Gertrude and Hendrik Bode. Hendrik Bode, who %as a 

remarkable man in his own right," became a Christian Reformed minister when 

' Robert Vernon Bullough, Jr., I)emocracv in m.. (Bayside, 
New York: Genetal Hail, Inc., 1981), 8. 

Robert Vemon Bdough, Jr., E I a r o l d L L  
-, PhD. &S., the Ohio State University, 1976 (Am Arbor, UMI, 
1977), 8. 



Bode was eight, accepting his first ministry in 1 881, when he became dominie of 

the Rrst Christian Reformed Church in Welisburg, lowa. Most of Bode's 

elementaiy education took place at the school connected wiai the church. He 

became the prize pupil of his teacher, Henry Potgietdo 

Later, Bode lived with the Potgieter family in Steamboat Rock, Hardin 

Country, lowa, while he attended high school. His parents allowed Bode, of al1 

their children, to continue hW education, despite the fear that their son would "fall 

into disbelief," and they do not appear to have suppressed some of his early 

thinking and reading : 

Even as a youth, Bode had questions that could silence an otherwise 
noisy church gathering. He recalled, for example, corning home one 
day and remarking in an off-handed way to his father that there might 
be something in evolution. The Reverend was liberal but not LYhat 
liberal* - he "rushed out of the house, hitched up his horses, and 
drove al1 day, praying for his son's souLM1 

Archival records from the Ohio State University indicate that Bode continued 

his studies at Penn College, completing a B.A. in 1896. He received a second 

B.A. from the University of Michigan in 1897, and received his Ph. D. from 

Comell University in 1 900.12 Bode began his teaching career at the University of 

Wisconsin (1 900-1 909). H. C. Sun, one of a number of academics who counted 

Bode as both a mentor and friend, noted that these were signifiant years as 

l%ullough, Jr., Democracy in Educatioo, 11-13. 
%id, 17. 
%iographical Files: Bode, Boyd Henry, March 29,1953, the Ohio State 

University Archives, Columbus, Ohio. 

9 



Bode went through the ''difficuit and agonizing processn of reconstnicting his own 

thinking. This resulted in the first of two major transitions in his life as he 

ultimately moved from 'idealism and moral absolutkm to pragmatism and an 

empirical rn~ ra l i t y .~~  In 1909, Bode moved to the University of Illinois where he 

spent the next twehre years and buiit a strong reputaüon as a teacher and 

scholar. In 1921. Bode made the second major transition in his professional life 

when he decided to leave philosophy for the phflosophy of education. This was 

the year in which he was "lured" by Dean Arps to the Ohio State University to 

head the Department of Pnnciples and Practice of Education. As Bode 

remarked: '1 am tired of philosophy that makes no difference and I believe 

education is a field where I may do significant ~ork.'''~ 

Bode indeed proceeded to make a major contribution to the development of a 

strong education department at the Ohio State University. He was an impressive 

and popuhr teacher. He seasoned his teaching with a ready w l  and an 

infectious sense of humor, but he was very serious about his life's work: 

He did have a mission. The war with absolutes; the common man; the 
democratic society; the school that would serve each of these.'' 

This mission was to consume Bode for the rest of his life. Following his 

l3 H.C. Sun, - 7 3 - 1 9 1 )  
) (AM Arbor, Michigan: Maüoy Lithographing, Inc., 
1977). 1. 

141bid, 1-2. 
lS Kenneth Winetrout, " Boyd H. Bode: A Mission but no Bluep~t ,"  lhchng  

-2, no 2, 1988: 32-35. 



retirement from Ohio State in 1944, Bode continued his involvement in education 

through teaching in universities in Egypt, Canada, and the United States. In fact, 

he was still working with graduate students from his home until shortly before his 

death in 1953 from cancer of the spine. 

What wat Bode's ideology in respect to democratic education? 

Bode was the author of 160 books, reviews, and articles.16 Bode's own 

writings reveal not only his ideas, but also much of his character and personality. 

An examination of his major works suggests an individual who was an insightful, 

serious, and reflective thinker. His thinking was often complex as he refused to 

shy away from the questions that challenged educators then and continue to 

challenge educators today. However, his writings were often seasoned with 

Yolksy" humor and occasional biting sarcasm. This is particularly apparent in 

Modern Educational Theories, first published in 1927, in which Bode critiqued 

the theories of some of his notabie contemporaries. These included William 

Heard Kilpatrick, David Snedden, W.W. Charters, and J-Franklin Bobbitt. Bode 

also adopted the role of educational critic in Progressive Education at the 

Crossroads, published in 1938. Other significant works by Bode included 

Democracy as a Way of Life (1 937) and How we Learn (1 940). A reading of 

Bode's own writings and of descriptions of Bode by his contemporaries quickly 

indicates that Bode had a independence of thought and a determination to 

16Ruth E. Seeger, Mhtmgs by and R o y ~ - & ~  . . 
Y 

(Columbus, Ohio: The Ohio State University, 1951) 1-12. 



question both his own thinking and that of his contemporaries. This is 

sometimes overlooked in curriculum te& that briefiy refer to him as 1 

Progressive educator" or as a disciple of John Dewey." Dewey, who had great 

admiration for Bode, personally refuted the latter idea in the following: 

Bode has often been over-generous in what he said about the 
influence of some of my philosophical writings in aiding him to unite 
philosophy and education. However. it makes me proud and happy to 
feel that I have had even an indirect part in the work he has done. 
Nevertheless, strong as is my %il1 to believe," I have also to tell you 
that whatever came to him from any source came out different after it 
had passed through his mind with its unfailing instinct for clarity, his 
sense of humot, and his constant vision of where and how the ideas in 
question should and could enter the lifestream of human beings." 

Bode's writings make a significant contribution to the ongoing debate over 

democracy and democratic education. What is particularly compelling about 

Bode's writings is that he wrote at a very interesting, but frightening time in 

human history - the years between the two world wars, when communism and 

fascism were becoming powerful and persuasive forces in the world scene. He 

wrote with a sense of urgency, intensely troubled by the persistent weaknesses 

in udemocraticw societies due to a lack of clarity and a confusion over what was 

actually meant by democracy. 

In this study, Bode's thinking on democracy and democratic education may 

perhaps best be explored by returning to the four key concepts identified by 

Kenneih Winetrout - Bode's belief in the potential of 'Yhe common mann; his %r 

""Conference on Phiiosophy of Education," 266-267. 



with absolutes"; his concept of "the democratic society"; and the importance of 

'the school that would serve each of these? Essentially, Bode believed that 

the potential of human kind had long been constrained through man's 

dependence on absolutes, which had sewed only to clip the wings of human 

thought. Bode's motivation for his hard fought '%var on absolutes" was the need 

to free intelligence and thereby free the spirit of democracy. Democracy, to 

Bode, could be defined as ua social organization that aims to promote 

cooperadion among its memben and with other groups on the basis of mutual 

recognition of interests."lg This organization was dynamic and not static. lt was 

reflective of the reality of societal change. 

Bode could not separate his thinking on democracy from his thinking on 

democratic education. He saw schools as playing a central role in social 

reconstruction if they could only be released from the confines placed on them 

by traditional andlor narrow conceptions of education. Central to Bode's thinking 

on education was his belief in the need for an 'underlying social philosophy" that 

would pemeate al1 aspects of school life and would foster the "freeing up" of 

intelligence - an essential element of democratic education. Bode's rigorous and 

comprehensive thinking on education can perhaps best be explored through a 

thorough examination of Modem Educational Theories. In this text, his 

'Winetmut, "Boyd & Bode," 35. 
%oyd H. Bode, Modem -5th ed. (New York: The 

Macmillan Company. 1937),13-14. 



approach to education was humane, yet balanced. He did not resort to the 

excesses of many of the Progressive thinkers of his day, nor did he opt for 

simplistic solutions to educational issues. His thinking was relevant then and has 

relevance today as it provided a challenge to the dualism that has persisted in 

educational thinking throughout this century. As William Schubert remarked in 

In the debate between social behaviorists (wÏth their adherence to 
measurernent, precision, efficiency, and mechanical technique) and 
experientialists (with their child-centred, progressive, democratic, 
problern solving orientation), we find a monumental difference in 
perspective that plagues the cumculum field to this day and centres on 
two opposing notions of science. The social behaviorist seeks inquiry 
that controls others through highly generalized knowledge derived by 
credentialed experts, and the experientialist searches with others for 
insights about the consequences of daily courses of action on growth 
for al1 involved. Boyd Bode (1 927) grasped this dichotomy by the 
homs and, using insightful wit, wrestled with its inconsistencies, 
criticized zealots in both camps, and emerged with a faith in 
democracy strengthened by philosophic and scientific inquiry." 

In what way did Bode lay the groundwork for later work in curriculum? 

Robert V. Bullough Jr. observed that Bode was sometimes criticized for not 

tackling the practical application of his ideas2' However, it is apparent that Bode 

had a major influence on a number of individuals who did significant work in the 

area of cumculum. He appears to have realized both his own strengths and his 

own limitatons and left it to others to apply democratic theory to curriculum 

construction. Notable in this respect was the work of Harold B. Alberty who 

%chuber& 77. 
21BuLlough, Jr., kmxxacy in Education, 187. 



"worked especially hatd to translate the democratic theory into educational 

practice? Bode's students also included Allan F. Griffin, who made a valued 

contribution to the area of social studies education. Bode's ncuniculumw may 

therefore be explored in two ways. First, through researching its influence on the 

work of Alberty and Griffin, and secondly, through researching Bode's own 

approach to the classroom in his work in teacher education. Works by Robert 

Vernon Bullough, Jr., H.C. Sun, Kenneth Winetrout, and Norman De Jong will al1 

contribute to this aspect of the study. John Farley's dissertation on Allan F. 

Griffin will also be a valuable resource. 

What w W s  the significance of Bode's thinking for educators? 

It is anticipated that the significance of Bode's thinking for educators will 

gradually ernerge as this study advances. However, this question will also be 

directly addressed in the fflh chapter of the thesis as Bode's contributions to the 

ongoing debate over democracy and democratic education are addressed 

through summarizing and synthesizing his value as a teacher, mentor, 

educational philosopher and critic. Bode's contributions have been well 

documented in dissertations by such individuals as Daniel Duncan Blackwell 

(1 973); Norman De Jong (1 972); Frederick C. Neff (1 950); Henry Eugene 

Stevens (1 940); and lntissar Abdelal Younis Taha (1 958). Critiques of Bode's 

work are also to be found in works by J.J. Chambliss (1 964); J.L. Childs 



(1 931,1956); and J. P. Wynne (1 963). His contributions may also be examined 

in the context of histories of curriculum, notably Schubert's 1986 tex& and 

through a study of such influential texts as Lawrence A. Cremin's The 

Transformation of the School. Such texts, in addition to the writings of Bode's 

contemporaries and students that were identified earlier, should al1 serve to 

provide a clear indication of Bode's sig nificance in twentieth century educational 

thought and practïce. 

Design and Msoiodology 

H. Wanen Button, writing in 1979, obsewed that the history of education is 

often weakened by 9he combination of high political zeal and sloppy 

historiography. Simply, the past is misrepresented? Therefore, in a study of 

this type it is essential to ensure that the researcher adhere to the standards of 

historical method. As Rodney Skager and Carl Weinberg stated in 1971, The 

educational historian must be bound by the rules of historical research just as is 

any other h i~ tor ian .~~ Therefore, an educational historian must strive to avoid 

many pitfalls that could hinder the progress of authentic research. These include 

the use of inadequate or inappropriate sources, the influence of personal bias, or 

the failure to consider an individual or event in the light of the context of the time. 

In his 1991 contribution to Edmund C. Short's text, Forms of Curriculum 

f3Button, 4. 
Rodney Skager and Car1 Weinberg, 9 
9 (Glenview, IIlinois: Scott, Foresman and Company, 1971), 50. 



Inquiiy, 0. L. Davis Jr. provided seven guidelines to assist those engaged in 

historical cumculurn inquiry. These were authority, interpretaton, significance, 

context, representativeness, perspective, and style. For autb~~&, any work of 

historical research rnust involve extensive and obvious use of historical sources 

that are recognizably authentic and valid. Primary source materials should be 

used as often as possible. Accurate and balanced analysis of al1 sources should 

provide mindful of the curriculum story within the appropriate 

S .  contexts? Through careful interpretation, the real agmfkme of the subject of 

the research should emerge. Thus, in skillful research, significance is not only 

'asserted ...it is also de~eloped.~ 

It is very apparent that the first three guidelines all consider the importance of 

context. As previously stated, one of the major pitfalls in historical research is a 

failure to consider the contemporary context of the life of an individual of a 

particular event To judge an event in the 1930s solely from the perspective of 

the 1990s results only in fiawed and meaningless conclusions. To avoid this 

error of presentism," Davis advised that Curriculum ideas, practices. proposais, 

terms, and quotations [should bel embedded clearly in the social, intellectual, 

and educational history contexts of t h e  and place? 

%. L. Davis Jr., " Histoncal inqujr: Telling real stories." in 
CurriculumInauirv, ed. Edmund C .  Short (Albany, New York: State University of New 
York Press, 1991), 77-87. 

%id., 80. 
nIbi& 



Careful collection, analysis and interpretation of source materials should 

enable the researcher to achieve a sense of 7. By 

representativeness. Davis meant that the researcher should anri to develop k 

full sense of Mentity" by suppressing tendencies to oversimplification or 

stereotyping." The researcher should ako be aware of personal bias caused by 

a personal enthusiasm for the subject of study. Therefore, for accuracy of 

representation, helshe should strive to maintain a balanced view so that hefshe 

does not over-romanticize the subject at hand. 

The researcher's own should consequently be as well informed 

and balanced as possible. Helshe should also recognize that hislher own 

perspective does not exist in a vacuum. The value of multiple perspectives must 

be respected as "Multiple perspectives emphasize both continuity and change 

over tirne. Cuniculum history is offered as a special human history with a 

chronology, rather than as an inevitable progression of events." Therefore, an 

awareness of one's own perspective as well as that of other researchers is 

required to hel p curriculum research to proceed authenticall y. Davis' final 

guideline concemed the researcher's own writing style. He advised researchers 

to strive for a well written curriculum narrative that encourages and maintains the 

reader's interest. 'Readers and Iisteners should find the story stimulating and 

interesting , even ~ornpelling.~ 



Aiy, Cheser Jacobs, and Razavieh (1 990) provided a succinct statement of 

the nature of historïcal research and its methodology: 

Historical research is the attempt to establish facts and arrive at 
conclusions conceming the past The historian systematically and 
objectively locates, evaluates, and interprets evidence from which we 
can leam about the past. Based on the evidence gathered, 
conclusions are drawn regarding the past so as to increase our 
knowledge of how and why past events occuned and the process by 
which the past became the present. The hoped for result is increased 
understanding of the present and a more rational basis for making 
c h o i ~ e s . ~  

This clearly indicates that historical research should utilize an emergent 

design, with the researcher developing and refining skills in inductive analysis. 

The four thematic questions about Boyd H. Bode which were identified earlier in 

this chapter will serve to narrow the focus of both the research for. and writing of. 

this study. As far as possible, the thinking and writing of Boyd H. Bode will 

provide the starting point in the preparation for each chapter of this thesis, so 

that his ideas will be conveyed as authentically as possible. The histories, 

dissertations. and texts already identified as secondary source materials will help 

to provide the context for Bode's ideas as well as to provide valuable 

commentaries on the extent of Bode's contributions to democratic thinking and 

democratic education. 

One major limitation in historical research is that the researcher has no 

W. Ary, L. Cheser Jacobs, and A. Razavieh, 9 
Ekkatbn (Toronto: Holt, Rinehart and Winston, Inc., 1990). 453. 



control over what "records and artifacts s u M ~ e . ~  As has already been stated, 

the fact that Boyd H. Bode's personal papers were destroyed soon after his 

death rneans that his researchers have lost the opportunity to gain insight into 

his life and work through a most significant source. Another limitation is that 

the recumng emphasis in the field of education on the life and work of John 

Dewey has meant that the work of Dewey's contemporaries has often been 

overshadowed. Therefore, Bode's contribution to education is frequently not as 

well docurnented in histories of the era or commentaries on educational theories 

as a researcher would like. However, a number of dissertations on Boyd H. 

Bode currently in existence are valuable resources to aid this particular study. 

These dissertations also serve to dernonstrate the variety and significance of 

their extensive source materials on Bode. Therefore, the two limitations outlined 

above should not impede the progress of this study. 

A third limitation should be identified at this tirne. Due to the historical nature 

of this partîcular study, it is not possible to sustain inclusivity of language 

throughout, as many of the quotations will be drawn from a time in which 

masculine nouns and pronouns were used exclusively when general 

observations were made about people. It is to be hoped that the style of these 

quotaüons will be viewed as reflecting the writing conventions of a particular era. 

It would be both unfair and inappropriate to judge the style in the light of present 



day standards and conventions. 

Robert Vernon Bullough, JI. once remarked that "Few students of education 

are familiar with Bode." It is to be hoped that this study will help to correct this 

omission and also provide a Canadian perspective on the life and work of Boyd 

H. Bode. 



CHAPTER WU0 

THE EARLY L I E  OF BOY0 H. BODE (1873-1900) 

Boyd H. Bode was bom in the midst of an era of dramatic growth and change 

in American history. The fast forty years of the nineteenth century saw a 

renewed emphasis on westward expansion as immigration increased markedly 

and people sought opportunities to establish themselves on homesteads and 

fams and to utilize natural resources through mining initiatives. The growth of 

settlements and towns was fostered by the expansion of the railroad which 

provided the possibilities for trade, travel and communication with other centres. 

Manufacturing and business interests soon began to expand rapidly in response 

to new markets and new sources of raw materials with the resuit that Jefferson's 

dream of =a great agrarian democracy" began to be radically altered by the 

interests of such magnates as J. D. Rockefeller, Andrew Carnegie, and J. P. 

Morgan. Thus, Wh in  two generations of Jefferson's death the value of 

American manufactured products was almost treble that of the agricultural, and 

the spokesmen of big business were appealing to his laissez-faire principles."' 

The work of Professor William Graham Sumner of Yale University helped to 

allay some suspicions that the growth of business might be contrary to the 

American tradition. The social Darwinism he advocated in American society was 

Samuel Eliot Morison. Henry Steele Commager, and William E. Leuchtenburg, 
Lume TWQ (Toronto: Oxford University Press, 

1969)' 50. 



based on four 'hot wholly hamonious ingredients": a belief in limited 

govemment; a belief in the %an* of propew; a belief in the principle of 

usurvival of the fittesr; and finally a belief in the duty of the rich both to continue 

to prosper and to become the decision makers for society. However, it did 

provide a rationale for those interested in large scale manufacturing and an 

expanding market place? 

It seemed an exciting time to be alive. It was a time when innovations in 

science and industry both amazed and fascinated the American people. The 

significance of the United States on the world stage increased rapidly, especially 

in the yeas after 1876 when the balance of trade shifted very much in its favor. 

The United States was soon in a position to become part of an 'international 

trend toward imperialism," alongside such nations as Great Britain, France, and 

Japan. Motivated once more by its belief in manifest destiny, the United States 

adopted an expansionist stance outside its borders in the Caribbean and further 

afield in the Pacific and the Far East. The United States was becoming fimly 

establishd as a major world powerO3 

When Boyd H. Bode was, in his own words, Young and impressionable," he 

shared much of the excitement of the accomplishments of his era: 

When I was a pupil in the public schools and a student in college, I had 
frequent opportunity to read and to hear rhapsodies on the greatness 
of man. What was chiefly emphasized was man's control over 



nature. ... Every day brougM its tale of wonders, and the future was 
rosy with the dawn of endless possibilities? 

In later Me, Bode's youthful enthusiasms were to be tempered by his 

concems over the darker consequences of the 'kontrol of nature* by human 

beings, and by his concems over the inequalities and inconsistencies inherent in 

American democracy. However, as a young person living in small towns in the 

American Midwest, Bode was probably initially unaware of the seriow social 

issues - such as overcrowded slum housing, poverty, hunger, and disease - that 

had developed as a result of the rapid growth of industry and business in such 

centres as New York and Chicago: 

The greatest of manufacturing nations, the United States permitted the 
exploitation of women and children and neglected the aged, the 
incompetent, and the infim. Unemployment and child hbor both 
persisted; machinery was manrellously efficient, but no other industrial 
nation confessed to so many industrial accidents. Wealth was 
gravitating rapidly into the hands of a small portion of the population, 
and the power of wealth threatened the political integrity of the 
Republic? 

Concem over these conditions gave rise both to trade unionism and to the 

beginnings of the Progressive Movement The Movement's supporters 

advocated a stronger, more centralized form of govemment than before with 

"new standards of honesty in politics and in businessn that would help to 

establish a more democratic and humane social order. Those who involved 

Boyd H. Bode, Modem, 5th ed. (New York: The 
M a d a n  Company, 1937). 2-3. 

Morison, Commager, Leuchtenburg, 267. 



themseives in the early work of the Movement included such individuals as Jane 

Addams, who established Hull House in Chicago in 1887, and Jacob Riis, whose 

1890 publication How the 0th HaH Lives aroused signifiant interest and 

concem in the need for refond 

Boyd H. Bode's eady life was thus lived in an era both of great promise and 

of great anxiety. In many ways, it appears possible to recognize similar social 

and economic patterns in the present day. Writing in 1995, Alan Ryan, a political 

theorist at Princeton University, drew attention to the parallets that exist between 

North American life in the 1990s and Iife in the 1890s. He observed that today 

we share many of the same fears and anxieties about society as those who 

preceded us a century ago, remarking that aieir anxieties about the collapse of 

religious faith, the honors of inner-city destitution, the ineducability of the poor, 

and the instability of working-class employment were not exactly like our own, 

but they were supising'y like Our ~ w n . " ~  

However, it is often only as adults that we tend to become aware of the 

complexities and inconsistencies that have developed, and are developing, in 

the larger society. As children we tend to be more aware of Our irnmediate 

environment - our family and our own community. Therefore, a portrayal of 

Bode's early life would be very incomplete without a consideration of the culture 

%id., 266-294. 
'Alan Ryan, a (New York: 

W.W. Norton & Company, 1995). 36. 



of the family and community in which he was raised. One writer who would 

advocate this strongly wouM be Norman De Jong, for the central thesis in De 

Jong's 1972 dissertation was that Bode was strongly influenced throughout his 

life by the gota1 immersion in Calvinistic culturen that characterized his 

childhood? This is not the place to explore the extent of this influence on Bode's 

later thinking. Here it is sufficient to acknowledge the importance of exploring 

the roots and early experiences of this man. 

Bode's father, Hendrik, was born in Emden in Ostfriesland in Northwestern 

Germany. However, because of the Ostfriesens' close proximity to the 

Netherlands, they espoused a Calvinistic Protestantism rather than adhenng to 

the Lutheran beliefs that prevailed in much of Germany. As staunch Calvinists 

they were opposed to a hierarchical fom of governance for their church and 

prefened a more democratic approach. Therefore, the Ostfriesens and their 

Dutch neighbors resisted any efforts to establish state controls over religion. The 

Dutch Calvinists seceded from the state church in 1834 and their German 

neighbors also took a strong stand. As dissenters they were treated harshly. 

This, coupled with their concems over economic instability, prornpted them to 

consider emigration, and in 1854 the family of nine year old Hendrik Bode 

ernbaiked at Bremerhaven for the long voyage to New Orleans. Once on 

LI Norman De Jong, BquULhk A t h d y  of f 
f ,  Ph-D. diss., University of Iowa, 1972. (Am Arbor, 
UMI, 1972), 5-6. 



Arnerican soil. the new immigrant families travelled by steamer up the Mississippi 

River and IYRialiy overland to a newly created Calvinistic settlement at Geman 

Valley, Illinois." There the Ostftiesen settlers adapted quite srnoothly to their new 

lives. They were respected as hard working and trustworthy and, with the 

assistance of settlers who had preceded them, most became established as 

farrners? 

The Ostfriesens maintained the L%uttural, linguistic, political, and especially 

ecclesiastical ties" with the Dutch secessionists who had moved to America in 

the 1840s and 1850s. Initially. the secessionists made an attempt to ally with the 

Eastem-based Reformed Church at Poughkeepsie, New York, but by 1864 the 

decision was made to establish their own identity as the Ware Hollandsche 

Gerefomeerde Kerk - the True Dutch Refomed Chutch. In 1890 they changed 

the name of their church once more to become the Christian Reformed Church, 

the name it is known by today.1° 

Thus, Boyd H. Bode was born into a community in which a philosophy of 

"idealism and moral absolutism" was pivotal. God was Sovereign: the source of 

al1 tnRh, power, and authority. By recognizing the sin of Adam and by turning to 

the Scriptures in a spirit of repentance and faith, people would realize God's 

fellowship with mankind and the reality of God's kingdom. Church seMces 

emphasized sermons, reading from the scriptures, hymns, and repentance. 



Obedience to God's word and a sense of militancy against the devil and his 

works were fostered. However, there was no belief that salvation could be 

earned through prayer or good works. Neither those who functioned as faithful 

ministers of the Refomed Church, nor devout individuals who were elected by 

the comrnunity to serve as elders, nor any others whose faith was sincere and 

genuine could anticipate eternal life with God. Salvation of an elect had already 

been decided by God- Calvin's concept of predestination - and no human action 

could change this reality because mankind has no control over its destiny." 

Thus' "in their communiües, in their churches, in their homes, and in their private 

schools the qualities of obedience and submission to authority were prized 

above almost al1 el~e." '~ 

Hendrik and Gertrude Bode were Young and successful famersn when their 

third child was bom on October 4,1873 at Ridott' Northern Illinois. The birth of 

Boyd was particularly meaningful due to the death of their two year old son, 

Peter, just eleven days earlier. This sad occurance, coupled with their increasing 

awareness of Boyd's personality and abilities, made for a strong relationship 

between parents and son. Boyd noccupied a unique place in his parents' life and 

l1 Many sources exist in which the tenets of CalWUsm are disnissed. These 
include religious histories, such as John Diilenberger and Claude Welch's 1988 text, PmtestantC ' " "p; histories that focus on the Christian R e f o d  Church, such as H. 
Zwaanstra's 1973 text, R e f o m i e d v  a New WNew; general 
histories, such as Crane B ~ t o n ,  John B. Christopher, and Robert Lee Wolff's 1967 text, . .. Modem; and De Joug's 1972 dissertation on Boyd H. Bode. 

l2 De Jong, 122. 



enjoyed a special relationship with his fa the^"'^ 

In 1875, Hendrik realized that the time was right to begin formal religious 

studies towards realizing his hope of becoming a Sninister of the gospel." He 

therefore left Gertrude, Anna, and Boyd alone on the farm for the winter months 

while he went to Grand Rapids, Michigan, to spend time at a "IÏterary and 

theological school." Two years later. the whole family moved there when 

Hendrik becarne a candidate for the ministry, and in 1881 he accepted the 

challenge of his appointment as dominie of the First Christian Reformed Church 

at Wellsburg, Iowa. It was a challenge because the community was dhrisive and 

troubled, but Hendrik "a peace-loving, totally devoted and unsekh 

man, ...q uickly set out to heal the wounds and bring together his parishioners." 

The community showed its appreciation for Hendrik's work six years later when it 

built &a new and beautiful parsonagen for their minister and his family.'* 

The move to Wellsburg appears to have marked the beginning of Boyd's 

formal schooling. He began at a local country school where he probably also 

began his education in English, but when he was ten a Christian school was 

opened by the church and Boyd, %ho was a very serious, questioning 

youngstef quickly became the 'prize pupil" of his teacher, Henry Potgieter.ls An 

131bid, 35. Both De Jong and Robert Vernon Builough, Jr. remark on this close 
relationship and also on the quaiities and accompLishments of Hendrik Bode. 

l4 De Jong, 37-38. 
l5 Robert Vernon Buiiough, Jr. (1981) observed that Henry Potgieter was Boyd 

Bode's first teacher. However, De Jong (1972) referred to two years spent in a country 
school prior to this. Although Boyd was leamhg to speak English at this thne, Bdough. 



interesthg paradox which existed in Boyd's early life was that he had rnuch more 

encouragement to think and question than many of his peers. despite the fact 

that he was the minister's son: 

Unlike many of his school friends, he had the advantage of a father 
and mother who were unusually liberal for their day. He also 
possessed a disposition that clearly was not constrained by cultural or 
ideational walls. lt was Bode's minister father, Henry (Hendrik) who 
provided the first cracks in the cultural walls surrounding his 
son ... Perhaps the best description of the nature of their relationship is 
the father's view of his son as "one to whom he could speak.'"' 

This approach to their son's development appears reflective of an exceptional 

level of insight and respect for him as a human being. For Boyd did not appear 

to have the pracücal qualities that were usually respected in a hard working, 

farming community where, as Boyd later remarked, 'laziness was a deadly sin." 

In addition to religious responsibilities, Hendrik and Gertrude Bode also cared for 

a family of %even living children" and a 160 acre farm. However, their eldest son 

tended to shirk his duties on the farm "and spend an inordinate amount of time 

browsing through the newspapers in which lunch was wrapped for the f a n  

In 1889 sixteen year old Boyd left home for the first time to study at the 

Academy level at Yankton College in South Dakota. There he had the 

Jr. noted that the Church services were in Dutch, High Ge- was used in the schml, 
and Law German was used for everyday communication, 16. 

16Robert Vernon Bdough, Jr., (Bayside, 
New York: General Haü, Inc., 1981), 12. 

l7 De Jong, 39-40. 



opportunity to take courses in Latin, Greek and Algebra. His attachment to his 

famiiy remained strong, however, as he humied home during the year to be with 

them at the funeral of his sister. Anna, who had died in childbirth. uAlready 

sensitized to human needs, Boyd grieved deeply and was said to have fainted at 

the funeral."18 He retumed to Yankton to complete his studies and then rnoved to 

Steamboat Rock, Hardin Country, Iowa in 1890 to Iive with the Potgieter family 

while he completed high school. During this tirne, he took advantage of Henry 

Potgieter's varied collection of books on religion, travel, history, and his copy of 

Uncle Tom's Cabin to feed his need to read and study.lg 

In 1891, Boyd was back in Wellsburg and this is probably the time when he 

took on the task of teaching at 'kountry school#3" a few miles west of the town. 

Many years later, in Progressive Education et the Crossroads. Bode was to 

reminisce about this experience and remark that teaching in that situation was 

straightforward and undemanding because he focused on the three R's and the 

real education of the children took place on the farm, at home, in the church, and 

in the community: 

The education going on outside of my school was in certain 
fundamental respects a beautiful, albeit unconscious, exemplification 
of Progressive doctrine. With respect to method, it relied on the 
farniliar principle of learning by doing, and it practiced the doctrine that 
education is a form of present living .... The purpose of the process was 
to take children into full participation in the life of the community. The 
aim as we sometimes phrase it nowadays, was participation. In its 

'%id, 40. 
'%ullough, Jr., Demrxlracv-, 13. 



purpose this education was both definite and effe~tive.~ 

Bode recognized this observation as somewhat Ihostalgic" and pointed out 

that such an approach to education sewed to perpetuate the status quo and not 

to recognize the potential of specific individuals =except that the bright boy was 

likely to be considered as possible material for a clergyman." This rather wistful 

comment seems to reflect Bode's own perception of his youthhil rote in the 

community. Certainly, his close bond with his father and his own faith 

encouraged him to assist with Sunday School classes and with catechism in his 

teenage years. He also was later to ask for and make a public declatation of 

faith before the comrnunity in 1894 when he was 21 .* However, though they 

probably hoped Boyd would eventually enter the ministry, Hendrik and Gertrude 

Bode seem to have allowed their son to seek an education at colleges and 

universities with no direct affiliation with Christian Reformed principles and 

beliefs. 

In 1892. Hendrik and Gertrude Bode made the decision to move on 'Yo new 

challengesn in Sioux County, Iowa where they could help in the adjustment and 

settlement of new Dutch settlers. In 1893, Boyd left home once again to return 

to Yankton College where he embarked on college level courses with ua very 

9 o y d  H. Bode, Rr>meFsive (1938; reprint, New 
York: Arno Press, Inc.,1971), 50. 

"Iùid., 50-51. 
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thorough mixture of Latin, Greek, and mathematicsWa In 1894, after another 

famw move to Leighton, Iowa, Boyd moved on to William Penn College, which 

was nin by the Society of Friends in nearby Oscaloosa. During the next two 

years, he was supported by his family while he was a weekly boarder, living in an 

atüc room in the town. He graduated with a B.A. in 1 896 and received a 

scholarship to hiraier his studies at the University of Michigan? 

Lettels written between Hendrik and Boyd at this time indicate the close 

relationship between them as well as Hendrik's increasing concem about the 

level of his son's faith. At Michigan, Boyd was beginning to take courses in 

Ethics and Philosophy, and was being exposed to ideas that often flew in the 

face of the beliefs in which he had been raised. In December of 1896, Hendrik 

wrote to caution his son against confusing the "beautiful science" of Ethics wlh 

the 'Ethical Creed," whose proponents rejected the Scriptures, or interpreted 

them in a questionable manner. Hendrik advised Boyd to 'Hold on to the literal 

inspiration of the Holy Scripture and keep - with the Bible in your hand - an eye 

on those Ethical Gentlemen ... " 
This was in many ways a very stressful year for Boyd Bode. He felt il1 

prepared as he plunged into courses firmly grounded in a European tradition 

UIbid. 43-44 and 279. 
Monnation about Boyd H. Bode's acadernic studies is to be found in archival 

material from Ohio State University as weli as in the writings of Robert Vernon 
Buüough, Jr. and Norman De Jong. 

* De Jong, 286. 



very distant from his own experience, and which, he was later to realize were 

also distant fiorn the Arnerican reality. However, Boyd conünued to seek for 

knowledge outside the culftire of his youth in whatever situation that was 

accessible to him. This rather lonely struggle for an education was to influence 

much of his later thinking: 

This continuous fight to enlarge his horizons airough education is 
significant because it helps one to sense how meager were Bode's 
eariy opportunitles to see the world outside his irnmediate community. 
During these difficult times, he developed something of an aversion to 
those who were unwilling to undertake the challenge he had accepted 
and were content to stay put in their closed worlds. These individuals 
angered him not just because they exhibited what he took to be a kind 
of cowardliness but because there was so much to be had if one would 
but go after it as he had done. He wanted to partake of this richness. 
28 

Despite the difficuloeç he experienced at Michigan, Boyd completed the year 

successhilly and received a second B.A. He was awarded another scholarship 

which enabled him to move to Ithaca, New York, to embark on doctoral work at 

Comell University. By October of 1897, he was able to write to his parents that 

he was "doing well" and that his seven philosophy professors "do not go as far as 

they did at Ann Arbor - at least some professors do not. He wrote particularly 

about the professor wiai whom he was to work most closely, Charles Mellen 

Tyler, the Sage Professor of the History and Philosophy of Religion. Tyler was a 

former Congregational minister, "by no means a Calvinist, but he is not 



abandoning religion as philosophen in principle seem to be inclined to do? 

Though Boyd formed friendships at Comell- being particularly distressed by 

the sudden death of his closest fnend in April of 1899 - he continued to engage 

his parents, paiocularly his father, in the ongoing discussion and exploration of 

ideas during his time at Comell. However, he found little support for his evohnng 

ideas in his family's community in Leighton. Iowa. In the summer of 1898, he 

was invited to teach Sunday School, but the content of his instruction quickly 

caused opposition and a petition was started to "conduct an investigation into the 

way the Sunday School was being taught.* When Boyd retumed to Comell 

embittered by the whole experience, Hendrik Bode was left with the concern of a 

troubled community and with concem over his son's sense of dissatisfaction as 

he knew that his son had reacted to the hostility by temporarily stopping his 

attendance at church. Nonetheless, the bond between father and son remained 

strong, probably due to the fact that Hendrik feit as isolated as his son in many 

ways. In December of 1898, he ended one of his many letters to Boyd with the 

plaintive comment "l am again at times longing, that you are coming home, for I 

have no friends in the world with whom I can talk over e~erything.~ 

The strong relationship between father and son is perhaps most dramatically 

Letter from Boyd Bode to his parents dated October 10,1897, included in De 
Joug's 1972 dissertation. Archival records from Ohio State University indicate that in 
later life Bode descri'bed his religious m a t i o n  as Congregationalist, rather than 
Christian Reformeci. Possibly bis connection with Charles Mellen Tyler Muenced this 
affiliation, 

De Jong, 50-51. 



indicated in the events of the last few days of his father's life. Hendrik, who had 

been diagnosed with cancer in October of 1899, travelled to Chicago in January 

Waiüng for him at the train station was his eldest son, who had corne 
from lthaca to offer whatever help he could. After two days of 
sightseeing in the city of stockyards and urban sprawl, Boyd admitted 
his rapidly ailing father to Presbyterian Hospital on January 12. Alone 
with his father for ten tortuous days, Boyd was asked to read Psalm 61 
and the 21 st chapter of Revelation repeatedly. One day before he 
died, Rev. Bode expressed the wish mat out dear God would cut off 
rny Iife before Sunday so that i might spend Sunday in the Jerusalem 
that is aboveme 

With his father's death and wiai his own years of study drawing to a close, 

Boyd Bode was leaving his childhood and early adulthood behind him. He 

retumed to Comell where he completed work on his dissertation, which was 

entitled The Principk of Gratia Gratum Faciens in the Ethics of Thomas 

Aquinas." The title of this dissertation alone reflects the fact that Bode was 

exploring Christian writings outside the tradition in which he had been raised. He 

proceeded to outline the thinking of Aquinas on the matter of God's grace, and in 

his critique questioned the Thomist reliance on faculty psychology, which he was 

later to describe as having Tts origin in an antiquated metaphysic~.~ Bode also 

%id., 52. 
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questioned the attempt by Aquinas and by hiç teacher, Albertus Magnus, to 

Chrisoanize Aristotle," which ultimately resuited in what Boyd perceived as a 

reduction of "the Christian doctrine to a mere appendix of Anstotelianism," when 

in fact the doctrine of Graüa m ' e d  to its logîcal conclusion 'involves a sharp 

antithesis to AlistoUe": 

In thus making Christianity appear as something supen'mposed from 
intellect he [Aquinas] naturally promoted the tendency, so strongly 
marked in the Church during later years, towards fomalism in the 
shape of good works and outward subrnission to authority. It was 
espdally against this tendency that the mighty voice of Luther was 
raised in 

Luther was initially repelled by Aquinas's focus on Aristotle and his emphasis 

on reason, which Luther regarded "as mainly a source of stupendous mischief" 

as Kunregenerate" man was Tncapable of any good and disposed to al1 evil." 

Though Luther later rnodified his stance, his reaction evoked a widespread 

response, causing theology to withdraw into Itetreat" and to threaten 'Yo become 

as banen and abstract as in the days when 1 called forth the ridicule of John of 

Salisbury? This observation marks one of the first times that Bode introduced 

one of the enduring thernes of his later thinking - belief in the importance of 

opening ideas to discussion in order that knowledge might expand. This theme 

was very much an outcome of Boyd's own struggle for knowledge. 

Boyd tumed from Luther's reaction to present John Calvin's thinking on 

32 Boyd H. Bode. "The Rinciple of Gratia Grahmi Faciens in the Ethics of 
Thomas Aquinas" (ïh.D. diss., Comell University, 1900. Ithaca, New York), 86-87. 
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Gratia. Cahnn took a more moderate approach, believing that God's grace does 

have to exist in the world to 7estrain its operationsn; othewise, the world would 

be thoroughly corrupt God does not, therefore, permit an 'bbsolute separation" 

between evil and good: 

Calvin distinguishes between wmrnon grace, which is extended to al1 
mankind, and special grace (Gratia), which applies only to certain 
individuals prefened above the rest- But whether attributable to the 
one form of grace or to the other, %hatever good is in the human will 
is the work of pure grace? 

Boyd concluded that Calvin's interpretation of Gratia provided 7he deepest 

implication involved in the doctrine of Gratia," as Calvin demonstrated that it is 

only through God's intervention that any goodness can exist in aie world, and 

that hl1 men are in some sense the object of divine grace." 

Bode's dissertation reflects a combination of both the cuiture in which he had 

been raised, and the tradition of European philosophy that had shaped his higher 

education. In writing the dissertation. he had completed the requirements for 

graduation from Comell, which %vas a leading center for graduate study in 

Arnericae He was offered a position as an assistant in the Department of 

Philosophy at the University of Wis~onsin.~~ It would appear that his life was 

falling smoothly into place and that his academic career was about to begin. For 

many perhaps, this stage of life would be viewed with relief, a sense of 

%id. 89. 
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accomplishment, and perhaps a touch of complacency. As the following chapter 

will demonstrate, this was far from the truth in the case of Boyd H. Bode. The 

earîy years of Bode's academic life were to be rnarked by an escalation of his 

stniggles over his beliefs and his search for knowledge. This was ultimately to 

resuît in the first of two major transitions in his life - the shift h m  idealism to 

pragmatism by the time he was forty years old. Before examining this shift, it is 

important to examine the climate of thought which existed in America at the tum 

of the century, and which Ied many, including Boyd H. Bode, to undergo a major 

reconstruction of their thinking and of their approach to life. 



CHAPIER THREE 

THE IWO MAJOR TRANSITIONS IN BOYD H. BODE'S LlFE AND THOUQHT 

America has never, at any stage in her development, considered 
phibsophy a mer8 game to be indulged in by men of leisure. 
Philosophy, like life, has been a practical affair. It is engaged in for 
important stakes, issuing in concrete results, in science, poliücs, and 
education? 

As America embarked on the passage of a new century, the progressive era 

was beginning to gain in force and momentum: The temper of the time was 

liberal, experimental, and expansive? However, the philosophical idealists, who 

had a well established standard of scholarship and who held dominant positions 

in academic circles throughout the country, felt confident to meet the challenges 

presented to them by rapid scientific advances. Central to idealism was the 

belief that the mind should be constantly striving for, and guided by, truths and 

absolutes. Therefore, they recognized scientific inquiry as "the mind's own work, 

the embodiment of one of its loftiest idealse However, they viewed those who 

focused soleiy on scientific method and who rejected the reality of universal 

truths with a decidedly critical eye. For by attending only to temporal matters, 

such thinken were inhibiting knowledge and limiting the potential of the mind: 

'St. Elmo Naurnan, l k t h a q  of -y (Totowa, New Jersey: 
Littlefield, Adarns and Company, l974), 10. 
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The trouble with the agnosücs, evolutionists, and empiricists who 
sought to lima knowledge to sequences of mere and mindless facts 
was not at al1 in what they claimed to know, which was usually 
informative and sometimes important. It was in what, ironically, they 
chimed not to know, that knowledge of phenornena is the work of a 
mind that is not itseif a mere phenomenon and that, in consequence, 
behind the appearance of a world of matter and of evolution there 
stands the spiritual reality of the mind for which this world exists and 
whose rational structure is presupposed in every meaningful attempt to 
doubt or to deny it? 

But if American philosophy is indeed a practical affair, the inadequacies of 

idealism to address the changing needs and purposes of American society soon 

became apparent. The idealists spoke of an ultimate spiritual reality, which even 

they struggled to fully define, at a time when American attention focused on 

seeking a firmer understanding of their present reality. The climate was right for 

a philosophy that was more practical in its orientation. The climate was right for 

prag matism? 

Writing in 1931, John Childs outlined four key features of American life that 

fostered the growth and acceptance of pragmatic thought. These were the 

absence of a rigid, hierarchical tradition; the challenges of life on the frontier; the 

real possibility for social democracy; and the impact of industrial development on 

American l i f d  

While it was true that many European teligious and social traditions were 

41ùid. 
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carried across the Atlantic by the early settiers, they were camd into an 

environment and experience vastly different from the culture and Iifestyles then 

prevailing in Europe. Therefore, though influential, these traditions could not 

become as deeply entrenched in America and they were challenged and 

undermineci by such signifiant events as the Arnerican Revolution. After 1783, 

much of the attention of the American people shifted from east to West. As 

Americans faced the challenges presented by frontier Me, they had to learn to 

adapt to a very different reality presented by an tncultivated environment." 

They leamed from and through experience, utilizing their 'creative intelligence." 

This frontier experience, which provided unprecedented opportunities for 

individuals to own land and to take advantage of rich, natural resources, also 

provided the American people with grounds to believe in the possibility of a 

social democracy. They developed a sense of their own empowerment, which 

was reinforced by their increasing use of the inventive machines and tools of the 

Industrial age to tame the frontier. Yet the paradox of this age was that the very 

machines that allowed thern to mntrol a vast country also contnbuted to social 

and environmental changes which created new situations and uncertainties for 

the American people.7 

Given this climate of change, opportunity, and insecurity, it is not surprising 

that pragmatism emerged in the late nineteenth century and has often been 



recognïzeâ as 'Yhe indigenous American philosophy-" However, it would be 

enonmus to suggest that pragrnatism emerged only out of the Arnerican 

experience and had no connection with prior theory or scholarship. It is very 

apparent that prag matism was influenced by Greek philosophy, European 

thought, and British Empiricism, as well as by American thought and experience. 

An exploration of the ideas that contributed to the growth of pragmatic thought 

could be extensive; however, for present purposes, the observations of Osmon 

and Craver will serve to highlight some of the key influences that have taken 

place: 

The antecedents of the philosophy of pragmatism are many and 
varied, but there are some basic elements that are vitally important- 
These are induction, the importance of human experience, naturalistic 
humanism, and the relations between science and the culture of man! 

Thus, the pragmatists developed their ideas in part through reflecting on 

Francis Bacon's method of induction; on John Locke's emphasis on experience; 

on Jean Jacques Rousseau's influential thinking regarding the importance of the 

nature of child developrnent and experience; on Auguste Comte's scientific study 

of society; and finally on the then highly controversial, yet compelling, wfiings of 

Charles Damin? 

Despite the relevance of their ideas to the conditions prevailing in the United 

States, the first pragmatists found resistance to their ideas in philosophical 

8Howard A. Ozmon and Samuel M. Craver, 
R k a t b  (CoIumbus, Ohio: Charles E. Merrill Publishing Company, 1981), 81. 
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circles. Charles Saunders Peirce, William James, and their 'philosophical 

mentor: Chauncey Wright, were unorthodox in thek thought, largely because 

they were philosophers trained in science, rather than exclusively in philosophy 

or psychology. Therefore, they found it very dificuit to find permanent academic 

positions. Wright, who had graduated from Harvard in 1852, had b e n  a brilliant 

student of Benjamin Peirce, Professor of Mathematics. However, he was unable 

to establish an academic career for himself, largely because he was an agnostic, 

positivistic in orientation, and reclusive in temperament His significance here is 

that his involvement in the Metaphysical Club at Harvard in the 1860s and 1870s 

helped to stimulate the early thinking of Charles Peirce and William jar ne^.'^ 

Charles Peirce appeared to have many more opportunities to invoive himself 

in academics than Chauncey Wright. He was well educated by his father, 

Benjamin, and enjoyed the scientific conversation that prevailed when visitors 

came to thek home in Cambridge, Massachusetts. Later he was to receive the 

first Sc.B. degree in chemistry awarded by Harvard. His career involved work as 

a scientist for the United States Coast and Geodetic Survey, which "tended to 

confirm his conviction that scientific inquiry was fundamentally communal in 

nature." l1 Despite his father's influence and, more importantly, his promise as a 

scholar, Peirce was only able to obtain limited work at Harvard. From 1879- 

'%niel J. Wilson, 9 
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1884, he was appointed on a yearly basis to teach courses at Johns Hopkins 

University. There he emphasized and encouraged aie community of inquiiy" by 

establishing a new Metaphysical Club and conversing with such individuals as 

Josiah Royce, John Dewey, and Thorstein Veblen. His work at Johns Hopkins 

was abruptiy ended in 1884, perhaps in large part due to his difficul and 

temperamental personality. This also ended his academic career and he later 

died in reduced circumstances in Milford, Pennsylvania. As Daniel Wilson 

observed in 1990, 'it is ironic ...that the philosopher who so forcefully argued for 

the communal nature of scholarship should by the age of forty-five have been 

almost totally excluded from the scientific and academic communities of his 

time."12 

William James also struggled to establish a career, but this was in large part 

due to the eclectic nature of his interests and thinking, which ranged from art, to 

science, to psychology, to philosophy. Like Peirce, he had also been raised by a 

father who enjoyed scholarship and who also enjoyed sharing and discussing 

ideas with those who came to his home. However, in the Henry James,Sr. 

household, the discussions were less focused on science and more wide 

ranging. Nonetheless, James, who was amiable and personable by nature, at 

first tried to please his father and qualified as a physician, graduating from 

Harvard in 1869. He appears to have had no intention of making medicine his 



career, as his own persona1 inclination was by that time much more towards 

psychology and philosophy. His first academic oppominity came in 1 872 when 

Charles W. Eliot hited him as a physiology instmctor at Harvard. James was 

able in subsequent years to move away from physiology to his own areas of 

interest and ulamately enjoyed =a ddistinguished academic careerDnI3 

The difficulties experienced by Charles Saunders Peirce and William James 

in gaining acceptance as scienüst-philosophers were not experienced by the two 

other founders of pragmatism, John Dewey and George Herbert Mead. Dewey 

and Mead were not scientists. They came to philosophy through more usual 

channels and both were offered good opporhinities to begin their academic 

careers at the University of Michigan in 1 884 and 1 89 1 respectively, and later 

continued to work together as colleagues at the University of Chicago." These 

four thinkers each made a unique contribution to the development of pragmatic 

thought. However, it is possible to identify common themes in pragmatism that 

can be briefly summarized here: '(1) the reality of change, (2) the essenhially 

social and biological nature of man, (3) the relativity of values, and (4) the use of 

critical intelligence."15 

When present life seems difficult and unsettled, there is a strong tendency in 

l3 Wilson, 15-24. 
Daniel J. Wilson and Israel Scheffler are two of a number of authors who 
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l5 George F. Kneller, "The Relevance of Philosophy," in 

Education, ed. George F. Kwller (New York: Wiiey and Sons, Inc., 1971), 209. 



human nature to look back at abetter" times in the past with an idealistic and 

nostalgie eye. People may look back to a time when life appeared settîed, 

ordered, and certain; to a time when life was guided by faith, truth. and tradition; 

to a time when the words of Robert Browning would be most apt, "God's in his 

heaven - All's right with the ~ o r l d ? ~  The pragmatists challenged such a view of 

the past, or a similar level of complacency about the present. They suggested 

the removal of rose-tinted glasses and the adoption of a more realistic world 

view. They challenged their contemporaries to have the courage to recognize 

change as an inevitable part of human existence, and to accept that the 

uncertainty and instability of their present age was not unique, but rather 

indicatbe of the reality of a conthgent, hazardous, and wide-open rather than a 

finished. ~niverse?~ 

Present circumstances were therefore best addressed in and through lived 

experience, centred on the here, the now, the concrete, and the practical. This 

did not mean that pragmatic thought was narrow and simplistic. It, in fact, 

addressed questions that were central to human Me, such as, What is this world 

going to be? What is life eventually to make of it~elf?"'~ The pragmatists 

believed that such questions were to be addressed through the intellectual 

16Robert Browning, -, Part 1. 
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growth and developrnent of individuals, as well as in the interrelaüonships of 

human beings, wiüi each other and with their environment. 

Such questions were to be addressed, but never answered with a sense of 

permanence or finality, for in accepting the reality of change the pragmatists 

rejected absolutism. Truths, beliefs, and values were al l relative, receiving 

credbility and acceptance only in the appropriateness of their application in 

particular circumstances or situations: 

ldeas are simply tools or instruments used to facilitate an organic 
reacüon. ldeas are always in relation to those that entertain them and 
the desire to obtain certain effects. Nothing can be spoken of as 
absolutely good oc absolutely bad. Truth" is relative, in the same way 
that the good is relative. There is no absolute certainty for human 
life."lg 

In presenting the lack of certainty in human life and thought, the pragmatists 

placed a great deal of emphasis and reliance on the capacity of indMduals to 

exercise "critical intelligence." It was crucial for individuals to learn to be active 

thinkers, as passive acceptance of the dictates of a thinking elite was inadequate 

to meet present need. The pragmatists were particularly impressed by the 

achievements in the sciences in the last three centuries, amassing more reliable 

knowledge ... than had been gained dunng the preceding five thousand years of 

recorded history.- They proposed that the use of scientific method should be 

expanded to encompass al1 aspects of Me, and believed that individuals were 

19Jdin T. Wahiquist, The Phew York: The 
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capable of rising to the challenges that this presented: 

The founders of Pragmatisrn therefore proceeded to generalize the 
attitude and procedure of science to create a method of thinking which 
would be applicable to al1 fields of human activity and reflection. Thus 
the pragmatic method was bom, which demands that al1 ideas, issues 
and problems be clarified operationally, or in terms of what pracücal 
differences in human experience action based upon adoption of one or 
another conception, or solution, would makeo2' 

To the pragmatists, then, traditional models of schooling were seen to be 

inadequate - namow proscribed curricula, rote learning, and methods of teaching 

that focused on the transmission of set knowledge would not prepare students to 

meet the challenges of real life. They advocated schools that would expand an 

individual's capacity to think. The pupil "must learn by doing, being enlightened 

continuously through his developing intelligence in a cooperative school 

situation.- Therefore, many of the founders of progressive schools in the early 

part of this century took their inspiration from the wnüngs of the pragmatists, 

particularly the work of John Dewey. 

In 1900. a 27 year old Boyd H. Bode arrived in Madison to begin work as an 

assistant in the Department of Philosophy at the University of Wisconsin. He 

brought with him his recently widowed mother. Gertrude, and two sisters, 

Gertrude and Ida, who lived with him for a year before his mother established a 

permanent home in Parkersburg, Iowa? This was a stressful time for the 

211bid. 
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Young, dissatisfied idealist" who had experienced many changes in his life in a 

few short months, and who was now expected to prove his woRh as a 

philosopher. Yet, how to proceed? This was a person confused by the dwlism 

of his early life. On the one hand, he had liveâ in pioneer towns, in which 

~experïmentalist and democratic attitudesn were central to the ongoing survival of 

the community. On the other hand. 'in morals and religion, Bode's 'home 

training was fundarnentalist' in outlook and authoritarian in emphasi~.~" In ternis 

of his education, Bode was becoming aware of the compelling nature of the 

writings of such individuals as Charles Darwin and the early pragmatists, yet his 

formal education had been dominated by courses that were traditional in content 

and idealistic in orientation. The one grudge Bode seems to have borne 

throughout his life was a strong resentment against his teachers for not helping 

him to come to terms with the dualisrn in American Me, and for not helping him to 

find a way to reconstruct his thinking. In 1 951 , at the age of 77, Bode wrote to 

John L. Childs: 

Educationally speaking, what ails the modern man chiefly is, I think, 
the fact that his cultural heritage is a gosh awful mess of which he is 
unaware. This is what ailed me, and I think I am in this respect fairly 
representative. I got myself straightened out pretty well - I think so 
anyway - because I had extraordinary advantages. One was light 
teaching schedules in high grade universities. Another was that I 
could take years and years to 'reconstruct" myself, which is an 
unbelievably slow process when a person does it on his own. l'II never 

UMT, 1972), 87. 
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forgive my teachers for letting me flounder without the help to which I 
was entitle~i.~' 

Bode may have considered his teach ing res ponsibilities lig ht, but it appears 

that he actually canied a rather heavy kad, at least in his first four years at 

Wisconsin. At the tinte of his arrival, Wisconsin had a rather weak philosophy 

department, yet in the next nine years Bode buik a strong reputation both at the 

University and among American philos~phers.~ He was a member of the 

Western Philosophical Association, and also the writer of articles in which he 

initially challenged the pragmatists and defended idealism. His reputation grew 

steadily for even at this eariy stage of his career, Bode did not hesitate to 

challenge the thinking of the prominent thinkers of the day, including "the 

eminent William James and John Dewey." By 1902, Bode was made an 

instructor in the philosophy department; by 1906, he was an assistant professor; 

and by 1907 he had declined an invitation to spend a year at Columbia teaching 

courses alongside Dewey.28 

His career appeared to be proceeding successfully. However, these were 

ver- difficult years for Bode as he was struggling to clarify his own thinking. His 

%hilds. A m e r i c a n m .  249. 
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students were very aware of his inner confl ict~.~~ In 1904, Bode was functïoning 

as a buiz mastef in a Psychology course taught by Professor F.C. Sharp. 

Apparently, Sharp lectured in a rather traditional fashion and required the 

students to be able to memorize and recite the content of the course. Bode, on 

the other hand, went beyond the set text "to ask questions out of bounds," 

thereby encouraging discussion and debate. This unexpected strategy was 

initïally somewhat stressful for the students; however, for one of the students, 

Max Otto, this unconventional approach encouraged him to get better 

acquainted with the young instructor and he soon discovered that Bode was 

struggling 'Yo get a viewpoint of his own." In encouraging dialogue in his courses, 

Bode placed himself in a situation in which he could vocalize his own ideas and 

benefit from the reactions and questions of the students. However, Bode was, at 

times, unable to respond to the issues raised in the classroorn because he 

lacked "a standing ground." On one occasion, 'he thought himself into a 

momentary loss of consciousness": 

l've forgotten what we attnbuted to his near collapse but it wasnYt a 
joke when it happened. For some reason we took credit for asking 
such sharp questions and urging such profound objections that we 
rendered him helpless for the time. i speak of this at length because it 
is symbdic of what was going on. Bode was working like the devil on 
the material that obsessed him in class because it was an aspect of 
getting his mind cleared up on where he stood, or slithered around, for 
1 wasn't a stand - that was just the trouble - he didn't have a standing 

m e  fouowing anecdote is to be found in Builough, Jr., m, 
24-25. 



g ro~nd .~  

This was the beginning of a friendship between Bode and Max Otto that 

continueci for the rest of their Iives. They were drawn together by similar 

backgrounds and similar philosophical concems, growing 'into pragmatism 

together." In fact, it was in a letter to Otto R1 191 3 that Bode finally declared 

himself a pragmatist? 

In those eady years at Wisconsin, 1 is very apparent that Bode adopted an 

approach to scholarship that he refined throughout his academic career. The 

approach he espoused was very much that of the critic, of both his own ideas 

and those of his contemporaries. He would present and debate ideas in the fom 

of uan intellectual give and take .... always in the interest of clarifying and testing 

out of ideas? His criticism was always rigorous and focused. In his assessrnent 

of Bode as critic, De Jong used rather extreme vocabulary to describe Bode's 

relationships with those whose ideas he challenged. De Jong's text described 

hirn as waging 'ideological warfare against the enemies of idealism," aiming 

uacademic guns at Dewey," and carrying on a 'running feud with the pragmatic 
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camp" in these eariy years. 33 This vocabulary appears rather il1 chosen as it 

creates a picture of a rather bumptious, opinionated young man. The picture is 

contradicted by the appreciation of William James and John Dewey for Bode's 

examination of their ideas. James apparently considered Bode's criticisrns so 

valuable that he kept a response journal to the Bode objections.@" De Jong 

himsell quoted Oewey as appreciating Bode's %areful study" of his wnüngs and 

his bratitucfe for [his] adequate and sympathetic understanding and exposition of 

thern." Both James and Dewey appeared to respect the fact that Bode's 

purpose was to clarify ideas through the examination of the writhgs of others, 

and thereby make a strong contribution to scholarship. 

In fact, it was partly through the recommendations of William James and John 

Dewey that Bode's name came to the attention of Arthur Daniels in 1909. 

Daniels, who was head of the Department of Philosophy at the University of 

Illinois, was seeking a strong philosopher to join the facuity, and soon decided to 

try to entice Bode to leave Madison. Initially, Bode was not interested in the 

position. He was well established, enjoying his teaching, and writing his first 

book.= He had been married for six years by this time and his wife, Bernice, 
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was expecüng their second child. When the University of Wisconsin became 

aware of the offer from Illinois, Bode received a counter offer of a salary 

increase, immediate promotion to associate professor, and a full professonhip 

by 191 1 .w The negotiations concluded when Illinois offered a salary of $3,000, a 

full professorship, and the opportunity to be acting head of department for the 

1909-1 91 0 academic year? Bode accepted and prepared for the move to 

Illinois. 

At Illinois, Bode was provided with the opportunity to "do something 

significant for philosophy" by expanding and strengthening teaching in that 

discipline. There was '%onsiderable interest" from students and enrollment in 

Bode's classes tripleci in the twehre years he spent at that university. It was 

common for Bode to instruct 600 students in one semester. In 191 0, Bode 

published his first book, An Outline of Logic, which won favorable reviews and 

additional recognition for the author as a philosopher. However, as Bode was 

increasingly moving towards a pragmatic orientation, he was beginning to grow 

impatient with philosophy. He was losing interest in teaching courses in logic, 

which he later described as "horse sense made asinine," finding the work "mere 

drilln and ~nrewarding.~~ 

Bode found ways to challenge his thinking by writing aiücles for a variety of 

nDe Jong, 60. 
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joumals, and by beginning to teach more courses in the area of the philosophy of 

education? In 191 6, Bode taught a graduate seminar with William Chandler 

Bagley and was soon working regularly in that department? It is very probable 

that Bode obtained a copy of John Dewey's Democracy in Educakn in that 

same year. This was a puMication that had a strong influence upon him, and 

one tbat he considered one of the best contributions to the philosophy of 

education.' In these years, Bode also demonstrated his support for pragmatism 

by suggesting a collaborative project which culminated in the 1 91 7 publication of 

Creative Intelligence: Essays in the Pragmatic Attitude edited by John 

Dewey, and containing a lengthy chapter by Bode entitled "Consciousness and 

Ps ycholog y .- 
It appears that Bode's thinking was now on fimer ground. He appears to 

have come to terms with the implications for his religious faith in his move away 

frorn idealism. In some ways, the death of his father had made the process 

% her useid bibliography, l l h i h g s b ~ a n d  Royd H., Ruth E. Seeger 
Lists over forty articles -en by Bode in the years at Wisconsin and Illinois. An 
examination of selected articles from the yem 1905-1913 reveais what De Jong has 
descn'bed as Bode's "progressively soften de.. attacks on pragmatism." (De Jong, 62. 

41Bullough, Jr., 9. 42. 
%. C. Sun, -73-1 9 9  
9, (Am Arbor, Michigan: Maiioy Lithographing, Inc., 
1977), 64. 
H.C. Sun was a student of Bode's in Greeley, Colorado, in 1944. He recalled Bernice 
Bode commenthg Tf you ask for a book to read on philosophy of education, get John 
Dewey's fiand 1 don't know how many times 1 have heard this." 
Apparently, 'A hearty laugh followed." Ibid. 64. 

UBullough, Jr., DemmacvinEducah'on, 74. 



easier as, while his father was alive, Bode had been hesitant to hurt or offend the 

thinking of a man for whom he had so much love and respect? Throughout his 

Me, he was apparently also careful not to offend the religious beliefs of his 

mother and sisters. which remained more traditional and institutional than his 

own. As his daughter observed, "Father had his own definition of religion, one 

that certainly put the emphasis in a difîerent place than in the typical church. It 

was 'a passionate devotion to a way of life.'- 

Bode may appear to have corne to ternis with the move away from his 

li, religious heritage; however, he encountered difficuloes in these years at Illinois 
i 

because of his ethnicity and his newly fonned ideas. As the world was 

experiencing the turmoil of World War 1, Bode was made uncomfortably aware of 

his roots as there was a lot of anti German sentiment uAnything that sounded 

remotely German, including names like Bode, was suspect.* Bode was not 

overiy concemed by the Council of Defensess limitations on the use of heritage 

languages as he believed in the responsibility of Americans to speak English in 

order to participate fully as citizens. However, he was troubled by reactionary 

attempts to limit free speech?7 This was well demonstrated in his involvement in 

B '%I 1972, De Jong wrote to Eleanor Bode Browne asicing about his reiigious 
beliefs. In reply, she apparently observed "I heard father Say several times that if his 

i 
Y father had iived it would have cramped my father's whole career." (De long, 104). 

6Letter, Eleanor Bode Browne to Norman De Jong, February 8,1972, quoted in 
De Jong, 86. 

46Bullough, Jr., 9, 15. 
471bid, 16. 



a rather difficult situation which occurred in 191 8. 

A young assistant of Bode, by the name of Carf Haessler, became involved 

with socialist groups on campus and was vocal in his opposition to the draft law 

that would involve many American citizens in a European war, despite Woodrow 

Wilson's initial promise to the contrary. Bode had little interest in poliocs, but he 

disliked extrernism and indoctrination in any form. Therefore he did not support 

Haessler's acceptance of "socialist propaganda" and tried to help him to see that 

it was "incompatible" with his work as a philosopher. He also cautioned him to 

be more circumspect, but Haessler ignored his advice and lost his position at the 

University" 

Bode believed the dismissal to be unfair and went to Arthur Daniels to argue 

strongly for Haessler's right to freedorn of speech and for his reinstatement in the 

Department His appeal was rejected, and Bode found himself the object of 

disapproval and suspicion for his support of a young man who was later 

sentenced to twelve years imprisonment at Leavenworth for resisting the draft." 

The situation at Illinois was increasingly confining for Bode: 

During the war, for example, Bode had considerable difficulty because 
of his Gerrnan sounding name and his apparently contradictory Woo 
liberalw point of view. He was regarded by many on campus at the 
University of Illinois with considerable suspicion which was only 
compounded by his rather unorthodox views on religion, his prag matic 
philosophy, and his great popularity with students. He was not, for 
example, permitted to participated in activities connected with courses 

%dlough, Jt., D e m o c r a c v v ,  21-22. 
%id. 



then offered dealing with the uaims* of the war, an area in which he 
was conspicuously qualified to seweeg 

In the 1920s. Dean George Arps of the College of Education at the Ohio 

State University began a systematic search for the key people in the country who 

would help him achieve his ambition of building a college of national reputation" 

through establishing a facuity of diverse thinkers. It is significant that ?he man 

he went after first was Bode.*'The invitation to become head of the Department 

of Principles and Practices of Education at the Ohio State University was both 

welcome and timely for Boyd H. Bode and he rnoved to Columbus in 1921. The 

move to Ohio State is generally recognized as marking the second major 

"milestone" of Bode's life, the transition from philosophy to the philosophy of 

education. As Bode remarked, Y am tired of philosophy that makes no 

difference and I believe education is a field where it may do significant worke 

Bode proceeded to do significant work of his own in the twenty three years he 

spent at Ohio State, and becarne a key figure in educational philosophy: 'During 

those years his name was elevated in educational circles to stand on a level with 

those of William Heard Kilpatrick, George S. Countç, and Harold Rugg, al1 of 

%id., 21. 
nRobert Vernon Buîiough, Ir., Democracy in FBucation, quoted part of the letter 

William Chandler Bagiey wrote to George Arps in support of Bode, "1 am sure one of the 
best thmgs you wuld do in developing the College of Education at Ohio State University 
is to secure the services of Professor Bode. He is a remarkable teacher - by far the most 
effective, I am sure, at the University of IUinois. He has this year over one thousand 
students in his classes...-Professor Bode is keenly interesteci in the theory and principles 
of education.", 45. 

*Sun, 1. 



whom were one rung below the venerable John Dewey? 

In his years at Ohio Sate, Bode continued his work as philosopher, critic, and 

teacher-scholac In al1 three areas of his professional life, he focused on the need 

for the clarification of thought and had no patience with nanow or simplistic 

approaches to education in particulai and life in general. As an educational 

philosopher, Bode appeared very aware of the inadequacies of traditional 

models of education to prepare students for life in societies that had been 

shaken by the traumatic events of the 'bar to end al1 wars,* that were being 

undermined by the economic hardships of the Depression era, and that were 

becoming uncomfortably aware that another catastrophic war was looming on 

the horizon. Bode's wnüngs in these years revealed an increasingly powerful 

emphasis on the need to clarify understanding of the nature and meaning of 

democracy as a way of Iife. His writings on education ernphasized the 

importance of the schools as having a vital role to play in this clarification as a ie  

school is particularly the institution in which democracy becomes conscious of 

itselt* 

In his quest for clarification, Bode continued to question and critique the ideas 

of others and eamed the reputation of being a 'gadfiy" and a 'brick thrower? 

However, his intention always appears to have been to focus on 7deas not 

*De Jong, 65. 
%Boyd H. Bode, a Way of Life (New York: The Macmillan 

Company, l937), xiii. 
S5BUUo~gh. Ir., DemoMacyEducation. 100,45. 



personalitiesm, which was well demonstrated in his relationship with W.W. 

Charters? 

It would be difficut to find two more different people than Boyd H. Bode and 

W.W. Charters. Bode lNed a Iife of the mind, of contemplation? He focused 

on a philosophical vision and was content to leave the practical application of his 

ideas to others. Charters, on the other hand, was a man of action, a social 

behaviorist who was one of the key scientifïc curriculum maken in the 1920s and 

1930s. He was the author of a major text Curriculum Construction, published 

in 1923, which emphasized the importance of "job analyçise Charters had 

taught with Bode at Illinois, and had also spent a number of years at the 

Carnegie Institute of Technology before he came to join the faculty at Ohio State 

in 1928 as Director of the Bureau of Educational Research? 

In the 1 920s, Bode made a udevastating attack? upon Charters' Curriculum 

Construction in both a course that he taught at Ohio State and in a text 

published in 1927, entitled Modern Educational Theories. It is to Charters' 

credit that he respected the purpose in Bode's critique, and though they ''argued 

constantly," they apparently remained friends throughout their careers at the 

University, seerning to respect what could be leamed through the expression of 

%BulloughT Jr., r, 28- 
%ullough. Jr., 20. 
William Schubert, New 

York: M a d a n  Publishing Company, 1986). 76. 
%ullough, Jr., ïhmxmwy in Education, 45. 



rnarkedly different viewpoints? Dean George Arps seems to have achieved his 

goal to lead a faculty of very different thinkers, and in the process appears to 

have created an interesting environment for leaming in these years: 

The College of Education was a place of great excitement. Arps 
encouraged intellectual ferment by deliberately selecting individuals of 
differing psycholog ical and p hilosophical positions to ioin his College. 
He fett Yhat any faculty in which there wasn't two or three good scraps 
going on was dead." Students were encouraged to take courses 
under professors of differing schools of thought, thereby the students' 
own positions were challenged and ~larified.~ 

This climate appeared to sul  Bode well. As a teacher, he remembered the 

frustrations of his own education, and was determined that his students should 

not be left to 'Ykunder." At Ohio State he continued to encourage his students to 

question and to debate ideas, and he refined his skills as a teacher. He was 

determined to sümulate, guide and support the development of his students' 

thin king, and recognized the artistry of good teaching : 

The art of the teacher consists in knowing how to ask questions, how 
to suggest relevant facts, and how to present difficulties and suggest 
leads; and in appreciating the value, on occasion, of following up a 
false trail. The teacher's task is to furnish a maximum of stimulation 
and guidance, without hindering the pupil in the work of rebuilding his 
~ o r f d . ~  

This was well dernonstrated in Bode's treatment of Harold B. Alberty who was 

a student in Bode's "Modem Educational Theories" course in 1924. Alberty, an 

%ullough, Jr., H a r o l d L ~ a n d ~ L B o d e ,  28. 
61Bdlough, Jr., lhmaay in Education, 14. 
62Boyd H. Bode, Modem, 5th. ed. (New York: The 

Macmillan Company, 1937), 217. 



experienced school administrator. had used activity analysis in his own school 

planning and therefore considered Bode's attacks on Charters to be very unfair. 

Alberty stood his ground and challenged Bode's ideas, both in class and hter in 

the final paper he wrote for the course. To Alberty's surprise, Bode responded 

by giving him an A on the paper and by inviting him to become his assistant. 

This marked the beginning of Yhe 20 year collaboration of these two remarkable 

 intellect^.^ 

W. W. Charters was not the only individual whose work Bode examined in 

these years. Modern Educational Theories also included examinations of the 

work of Edward Thorndike, J. Franklin Bobbitt, David Snedden, John Dewey and 

William Heard Kilpatrick. In the 1920s and 1930s, Bode was also interested in 

the potential of the Progressive Education Association. but concerned by its 

excesses. His ideas were highlighted in his 1938 text Progressive Education 

at the Crossroads. He advised Progressive educators to place iess emphasis 

on the needs and interests of the individual. He also highlighted the importance 

of anguiding principle" to help shape education and make it more purposeful; 

otherwise, any discussion of Iheeds", growth", 'freedom", and "interestsn would 

be rneaningless. 

Bode continued to steer an independent path, but 'his effort to help 

progressives clarify their position" popularized the view that Bode had aligned 



himself with the organizations* A more realistic perspective is provided in the 

opinion that only %y heaving bricks at l [did] Dr. Boyd H. Bode become 

Progressive Education's best known phil~sopher.~ He did, however, involve 

himself in the Eight Year Study, which began in 1932 with the purpose of 

studying thirty schools and the effectiveness of their preparation of students for 

College. As a member of the "Directhg Cornmittee," he became partiwlarly 

interested in helping the schools to clarify their sense of purpose, and rhere is 

no question that Bode played a major role" in helping the Commission on the 

Relation of School and College to accept 'that democracy could provide the 

central unifier for the curriculum of the thirty s c h ~ o l s . ~  

In the 1930s. Bode became engaged in an ongoing debate on the connection 

between education and social reconstruction. The debate was stimulated in part 

by George Counts' well-known 1932 speech, "Dare Progressive Education Be 

Progressive?" and centred on the part that schools would play in social 

reconstruction. In many respects Bode agreed with George Counts, John 

Childs, and Norman Woelfel. However, he felt that they had identified goals for 

society that were too specific and therefore too controlling for social 

reconstruction to proceed authentically." 

aBullough, Jr., Demorracv inEducat ion .  119. 
66Lillian Callif, '%de's Salty Humor Leavens His Lechires to Students,"n.p.,n.p., 

nad, n.pag. The OhhlWe 1 JnkxdgArctiives, Columbus, Ohio. 
66Bullough, Jr., l k m c r a q  in Educaiion, 132-134. 
'%id., 203-208. 



In these years, Bode also took the advantage of opportunities to travel and to 

teach at other universities. Perhaps his most interesting travels in these years 

included his visit to Europe in 1935 with a group of educators, including 

Frederick Redefer, the director of the Progressive Education Association. After 

attending a conference in Cheltenham, England, he and Redefer travelled in 

Gemany and the USSR. It is also significant that Bode was also in Munich in 

1936, where he wrote Democracy as a Way of Life." This powerful piece was 

later to become Bode's Lhiost popular book.* 

After his retirement in 1944, Bode continued to take advantage of interesting 

opportunities to teach and to share his ideas. He taught at Greeley, Colorado in 

the summer of 1944. From 1944-45 he taught at the Modem University of Cairo. 

He also taught in Florida and Tennessee in 1946, in Vancouver in 1947, and 

also in Hawaii at some time during these years. He had also planned to return to 

Gemany in 1947 With a group of educators under the auspices of the War 

Department But the Department put an age limit on the civilians which ruled him 

out.*~hroughout his retirement, Bode retained his interest in educational issues 

and enjoyed teaching graduate students from his Gainesville, Florida home until 

shortly before his death in 1953. 

Former students of Bode, together with those who have made him the subject 

68Bullough, Jr., 9 , 1 3 5 .  
69De Jong, 71. 
70Sm, 61. 



of study in their research and publications, tend to present a picture of Bode as 

an affable, humorous individual. who was notoriously absent minded about the 

routine affairs of life, and who had few interests outside his work other than 

baseball and smoking. There is general admiration for Boyd H. Bode as a very 

decent and sincere person, with a strong belief in the potential of a democratic 

society ?' 

However, a portrayal of Bode would be incomplete without examining less 

favorable opinions of the man. In his 1976 dissertation, Norman De Jong 

descnbed Bode as htolerant of ideas other than his own faith in democracy and 

as inconsistent in his own behavior. For example, 

He was inordinately kind to his own family, but merciless and 
unrelenting in his attacks on his academic enemies. He was forever 
insisting that indoctrination and imposition were categorically bad, but 
preached the gospel of democracy with the zeal and determination of 
a St. Paul. He was forever preaching the doctrines of sharing, 
cooperation, and the brotherhood of man, yet denied entrance to his 
own home to foreign studentswn 

Everett Kircher, a contemporary of Bode's at Ohio State, was De Jong's 

source for this opinion. Kircher had apparently refused to be Bode's udisciple" in 

the 'pragmatic churchn in the College of Education at Ohio State. This 

apparently 'bused a fissure wiaiin the department which was not to heal for 

71This portrayai of Bode is to be found in the writings of such individuals as 
Kenneth Wiietrout, Robert Vernon Bdough, Jr., and H. C. Sun. It is also to be found, in 
part, in the writùigs of Noman De Jong. 

q e  Jong, 82. 



years." 74 AS a popular and chansmatic teacher, Bode definitely established a 

strong following for his democratic thinking at Ohio State and his writings do 

reflect the strength of his beliefs and his committed work to promote aie need for 

a more democratic way of IL? However, central to Bode's belief in dernocracy 

was a belief that it would allow for an independence of thought This was well- 

demonstrateci in his respectful treatment of Harold B. Alberty's challenge to his 

ideas, as well as in his ongoing friendship with W.W. Charters. 

The claim that Bode had baned his home to foreign students appears to be 

contradicted by other evidence that suggests a difFerent point of view. The 

writings of H. C. Sun, who had just amved from China when he met Bode in 

1944, reflect a mutual respect and friendship that continued until shortly before 

Bode's death. In his recollections, Sun recalled visiting the Bodes at home, and 

being their guest at a l~ncheon.'~ The fact that Bode also enjoyed working with 

students in Cairo for a year after his retirement also suggests a dïfferent attitude 

from the one suggested by Kir~her .~  

%e Jong, 74. 
'%etters fiom Boyd H. Bode to Everett Kircher wrït?en in the 1940s suggest quite 

a strong fiiendship between them at that tirne. Bode was encowaging Kircher to retum to 
Ohio State and was o f f e ~ g  him the use of his home for the sumrner months.( Ohio State 
University Archives, Columbus, Ohio). 

'%emeth Whetrout. Introduction to W . R .  
Columbus: the Ohio State University Press, 1974,l-2. 

761t is possible that Bernice Bode was not as sensitive to cultural differences, for 
apparently she refened to H.C. Sun and Fan, another graduate student, as "boysw. Bode 
apparently pointed out her error 'in a sort of disapproving tone." Sun, 55. 
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Bode obviously had no opportunity to respond to the criticisms of Kircher and 

De Jong. However, he might have responded to the charge of inconsistency 

with the following observation, written in his characteristic style and, in fact, 

quoted by De Jong in his dissertation: 

Since life is a constant process of adjusting conflicting interests, it is to 
be expected that no one cm live a perfectiy consistent Me. no matter 
by what standard he may be judged. The most devout saint has his 
season of backsliding, and the vilest sinner will, on occasion, rise to 
unexpected heights of virtue? " 
Bode was neither a devout saint nor a vile sinner. He was an intelligent 

human being who appears to have recognized his own limitations and to have 

had a determination to make the strongest contribution he could to the society of 

which he was a part. Bode's sincenty was recognized by his peers in 1947 when 

they upresented him with the William Heard Kilpatrick Award for significant 

contribution to the philosophy of education. Students, colleagues, and even 

those who had corne under his scathing criticism paused to wish him well and to 

praise the 'prophet'." * 

q o y d  H. Bode. Fundameatals of Fgusatinn (New York: The Macmillan 
Company, 1931). 67. 

%e Jong, 85. De Jong uses this quotation from Bode in comection with Bode's 
struggie to clarify his own thinking. 
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CHAPTER FOUR 

DEMOCRACY AND DEMOCRATK: EDuCATION' 

An examination of Boyd H. Bode's life and thought would be very incomplete 

without a detailed consideration of the issues that were central in importance to 

this man; for a key legacy of this philosopher is his thinking on democracy and 

democratic education. An examinadion of his writings and of the recollections of 

his contemporaries clearly demonstrates how committed he was to clarifying 

these concepts. lt becomes very apparent that from the time he was a young 

boy growing up in the mid western states, he had struggled to free his own 

thinking from the restrictive framework placed on it by traditional beliefs and his 

rather claustrophobie existence in srnall rural communities. As a philosopher, 

teacher, and critic, he appears to have identified his primary responsibility to be 

to continue to emphasize the importance of clarii of thought, for himself, his 

students, and his associates. Only through such efforts was there any hope for 

any society to overcome the barners that blocked the path to a democratic way 

of life, and Bode could identify many such baniers in American society. 

As Kenneth Winetrout once observed, Bode had a mission.*He 

singlemindedly threw al1 his energies into this mission, leaving very little of his 

'It should be noted that Bode tended to use the tenn "education" rather than 
" c ~ c u l u m n  in his writïngs. It is probable that if Bode were with us today, he would use 
the term ''curriculum" more readily. Currentiy, in the field of nvricuium theory, 
u ~ ~ u i u m n  has a much deeper interpretation than it did in the 1920s and 1930s. 

%enneth Winetrout, "Boyd H. Bode: A Mission but no Blueprint," %uhbg 
Education 2, n0.2, 1988: 32-35. 



attention for the pracücal aspects of his every day life. It is therefore the 

intention of this chapter to explore Bode's mission in more detail. through an 

examination of his concept of 9he democratic society"; his belief in the potential 

of "the common mann; his Snar with absolutes"; and his vision of 'Yhe schooi that 

would serve each of theseDe 

In his writings on democracy, Boyd H. Bode recalled how the first settlers 

came to North Arnerica to realize their dreams of independence, freedom, and 

the opportunity to own and develop new lands. As a young boy and student 

living in Illinois, Iowa, South Dakota, Michigan, and New York State in the latter 

part of the nineteenth century, Bode spent his time among Americans who were 

excited by the belief that these dreams were becoming a reality. In addition to 

realizing personal dreams, many Americans were also excited by the rapid 

growth of the scientific and industnal skills required to hamess both the 

immensity and the abundant resources of the North American continent. Bode, 

therefore, lived among people who dared to believe that they had finaliy learned 

to control nature. 

However, in Modern Educational Theoiies, first published in 1927, Bode 

wrote of his awareness of an increasing uncertainty and a sense of 

wnetro~t, 35. The use of the term "the common man" would evoke a strong 
reaction in the 1990s, as it w d d  appear to reflect gender bias. As was indicated in 
Chapter one of ihis thesis, such termhology was the nom in the early years of this 
century, and shodd therefore be considered in that context. It shouid be noted that 
throughout his writings on "the cornmon man." Bode appears to have been addressing 
human nature in an inclusive and holistic sense. 



udisillusionment" among many Americans. The first world war and its aftermath 

had had a sobering effect on many in the western world as they realized the 

dangers inherent in scientific experimentation and invention. Aithough the drive 

for 'progress* did not abate, there was a growing realization among Americans 

that 'lt takes more than invention to make a people greata However, in what 

sense could America be considered great? Was it too young and brash a country 

to have a tnie sense of tradition and identity? Bode thought not. He sincerely 

believed that America had a great national traditionn - a dernocracy that was 

recognized in many parts of the world. From its early beginnings as a political 

democracy Tor white men only," Bode believed that the concept of American 

democracy had broadened and deepened" to encompass the rights of al1 

kithout regard to race, color, or previous condition of servitude? 

Although Bode recognized a widespread belief in, and respect for, American 

democracy, his major concem was that, if asked. many Americans would be 

unable to fully articulate precisely what they meant by the term democracy. 

Drawing in part from the words of St. Paul to the Corinthians, Bode observed: 

Our American citizen ... sees at best as in a glass darkly and cannot 
report with precision on what he sees. This inability to define, 
however, is by no means incompatible with a deep conviction that 
democracy is something splendid and that the whole world must be 
made safe for it5 

Qoyd H. Bode, K E d u c a t i o n a l ,  5th ed. (New York: The 
Macmillan Company, 1937). 6. 

Ibict, 9. 
%id., IO. 



Bode did not criticize his fellow citizens for their present confusion. As was 

demonstrated in previous chapterç, he hirnself had stniggled long and hard to 

corne to terms with the contradictory influences in his own life and thought, and 

he respectecl the fact that many AmerÏcans were experiencing similar 

contradictions in their day to day lives. In a chapter entitled 'The Meaning of 

Freedom," written in 1938, Bode made the following observation: 

Any number of Americans now living, for example, are the spiritual 
products, first of a predominantly rural and individualistic order of 
things, and later of a highly industrialized and centralized civilimtion. 
The effect is almost like that of being a denizen of two worlds at the 
same time. The difierences in outlook have not had time to become 
assimilated and integrated. Our way of life has become a house 
divided against itseif? 

Existing side by side in America were two very contradictory notions of the 

nature of society. On the one hand, there were those who believed very strongly 

in the rights of the individual to live hislher Iife without the oppression of 

excessive govemmental interference. Such thinking was obviously deeply 

rooted in the events that had led the original settlers to leave Europe for the 

freedom of life in a new country. This was a freedom which had been won at 

great cost, and which would not be surrendered lightly. Therefore, this view of 

society espoused a Wgged individualism," with each person taking "sole charge 

of his own destiny." The role of govemment was strictly limited to the 

6Boyd H. Bode, "The Meaning of Freedom" in h 
-, eds. Harold B. Aiberty and Boyd K. Bode (Westport, Co~ecticut: 
Greenwood Press, 1938), 5. 



presewation of life and property, with no power to interfere in the affairs of 

ind~dual citkens or with their pr~perty.~ 

On the other hand, there were those who believed equally strongly in the 

importance of a sense of community, first on a local and later a more national 

scale. They could point to the importance of the early settlements and towns in 

fostering the growai of the American nation. They believed that in a democratic 

society 'The responsibility for what happens to the individual must be shared &y 

the social order.= Therefore, they accepted a more involved government as both 

necessary and inevitable as shared purposes were identified on a local, national 

and international scale. Govern mental involvement was necessary to ensure 'a 

more equitable distribution of the national income." Government involvement 

was also necessary to presewe 'liberty and equality, not merely as absence of 

restraint, but as positive values which rnust somehow be achieved by 

governmental regulation." As America had become increasingly industrialized, it 

had also experienced labor struggles which had caused a rethinking of the very 

notion of property rights in the clashes 'between capital and labor." An additional 

complication which affected both sides of the debate, was the fact that traditional 

Christianity, which had had such a marked influence on early American life, was 

being undermined by the rapid growth and influence of the sciences, which 

resulted in "the dividing line between the spiritual and the mundane ... becorning 



increasingly hard to trace." Bode therefore posed the question What, then, do 

we as a people really believe?" 

Bode accepted that it was difficult to find the answer to this question or to 

resolve the contradictions that he had highlighted in American democracy. He 

also recognited that these difficulties were increased by the fact that American 

society was constantly, and rapidly, undergoing change. However, he believed 

that these problems had to be addressed, and Americans had to expand and 

clarify what they meant by democracy; othenivise, they were risking losing even 

the imperfect and confused mode1 of dernocracy which they currently espoused: 

There is no problem before the American people which even 
approximates in importance the problern of what democracy is to 
mean in our own day and genetation .... If democracy is eventually 
doomed to defeat, as many people believe, its downfall will be 
traceable more directly to its failure to keep its own rneaning and 
purpose clear than to anything that may be done by its enemies from 
the outside? 

In the 1990s, this observation migM appear somewhat extrerne. However, it 

is important to consider the context of these words. Boyd H. Bode did most of 

his writing on democracy at a very interesting but frightening period of human 

history - the years between the two world wars. In addition to the articles he 

wrote during these years, Bode's Modem Educational Theories was printed 

five times between 1927 and 1937 and contained significant sections on 

'%id., 3-4. 
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democracy and democratic education. In 1938, the year before the outbreak of 

war in Europe, Bode pubiished three texts: Progressive Education at the 

Crossioads; the text he had written in Munich in 1936 entitled Democracy as a 

Way of Life; and the text he edited with his former student, Harold B. Alberty, 

Educrtiond Fredom and Democracy. His final major publication How We 

Learn, published in 1940, also reflected his concern over the need for a more 

democratic society. Bode's wriüngs conveyed a real sense of urgency and 

concem that added conviction to his argument. His wnüng was provocative as 

he contrasted the comprehensive designs of communism and nazism with the 

confusion he saw in democracy. 

In communism, Bode recognized a distinctive way of life. To be a communist 

meant that al1 aspects of a person's existence were guided, influenced, and 

controlled by a clearly articulated ideology. To be a communist meant to accept 

a shared economy rather than a competitive, individualistic market system; to 

reject the class system in favor of a more equitable distribution of housing; to 

discard the trappings of traditional religion in favor of the power and influence of 

the sciences; to develop a sense of ethics that supported the needs and 

purposes of this new secuhr society; to recognize the refiections of this society 

in the world of art; and thus to recognize that life in a communist state required a 

ievel of commitment that went far beyond the political: 

Distincüvely political meanings are encountered only when we corne to 
the system of representation and the role of the communist party in the 
control of affairs. But these things al1 hang together. There is no 



compartmentalization. To know that a person is a communist, in the 
strict or party sense of the ten,  is to know a great deal about him. In 
contrast with our historical democracy, communism is a 
compcehensive or inclusive scheme for the organimüon of the whole 
of life.l0 

Bode recognized a similar organizational pattern in the other dominant 

political movement of the thirties, the national socialism of Hitler's Germany. A 

foundation of racial superiorïty, resting on a persuasive biological and theological 

premise, provided the motivation for the corn prehensive development of a 

distinctive society, and the justification for al1 its future actions. Bode, unlike 

British Prime Minister, Neville Chamberlain, recognized that appeasement would 

play no part in such a society's agenda. In Demociacy as a Way of Life, Bode 

recognized the powerful motivations of such a society, and anticipated the 

extreme actions of Nazi Germany that were about to occur in the Second World 

Protection against contamination from other races becomes a solemn 
duty; the right of a race to expand and to conquer admits of no 
argument; and the cultivation of interests such as law, ethics, art and 
religion mua al1 be guided by this idea of racial distinctiveness. In 
short, as in the case of communism, we find ourselves in the presence 
not of a limited political doctrine, but of an inclusive philosophy of life." 

Bode could recognize "a certain architectonic magnificencew in communism 

and nazism if they were viewed "with a coldly htellectual e ~ e . ~ ' ~  He saw both 

'isms" as providing their people wÎth a meaning and a purpose in life. This in 

%oyd H. Bode, I h m m a c y ~ y W a v o f ,  5. 
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turn gave rise to a level of energy and cornmitment, particularly among young 

people, that was not to be found in a democratic society that focused too 

narrowly on the political. To Bode, a democratic society placed too much 

emphasis on equating hamony with the majority view, and tended to overlook 

the need to actively generate a shared philosophy. It bandied about ternis such 

as freedom and equali  but failed to clearly define such ternis. It prided itself 

on me brothemood of man," but failed to clanfy its purposes, its organiraüon, or 

its direction. Thus, it was easily undermined by the forceful agendas of special 

interest groups, and allowed itself to be dominated by uautonomous tyranny."'% 

Bode, it was imperative for democracy to overcome its confusions and be seen 

to signify "a way of life.~*However, in defining what he meant by a way of life, 

Bode made clear his belief that the democratic way of life must, of necessity, 

emerge very differently from the integrated models recog nized in communism 

and nazism. For these models depended very strongly on indoctrination for their 

control and influence and had developed systems of education and society that 

required their people to accept without question knowledge that was transmitted 

and imposed. 

To further illustrate his point, and to continue to clarify what he meant by a 

democratic way of life, Bode tumed his attention away from the extreme 

examples of communism and nazism, and proceeded to critique one of the 

13Boyd H. Bode, Ihmxmcy as a Way of Life, 9. 
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corner stones of American society and democracy, the local communities. These 

had tradioonally been viewed as models of equality and freedom, where 

townspeople and local farmers shared similar beliefs which included a deep 

mistrust of centralized, national government, and involved a strong cornmitment 

to resolving difficutties and problems on a local level. Howevec, these early 

communities were both controlled and controlling, though their controls were less 

offensive to the average American because they SNere generated within the 

community itself and did not represent an authority reaching in from the 

outside."'?hose who did not adhere to prevailing societal beliefs or behaviors 

often found themselves ostracized or disciplined in a fashion that was far from 

democratic. Those who were encouraged to leave, or who chose to leave, could 

joumey in search of a more congenial community, or choose to Iive alone. This 

was the essence of the flawed model of early American democracy. Bode, who 

had spent his childhood in just such communities, was very clear about its 

limitations and about the prevailing absolutism which infiuenced so much of the 

thinking of these societies: 

it is not clear thaï this historic conception of democracy represents a 
real contribution to the world's thinking on the subject of social 
organization. It seems to boil down to the conclusion that a people 
living chiefly under rural conditions and not seriously threatened by 
foreign enemies c m  afford to take its dictatorship in small doses and 
in a great variety of forms.'' 



The conception of democracy continued to be flawed when an increase in 

population, industrÎalization, and urbanization ied to a reluctant acce ptance of 

the need for some fom of centralized govemment to facilitate the world of 

business and commerce. Again, Bode saw the American people refusing to 

recognize the implications of their actions. To Bode, the mistake people made 

was to adopt the Sine of least resistancen and maintain "the fiction that the 

govemment functions merely as the guardians of our liberlies and not as the 

interpreter of them."17This led to societal tensions and confusion which provided 

an ideal climate for special interest groups to flourish and to impose aieir own 

interpretations on the role and responsibilities of govemment in this situation. 

Thus the potential for a more democratic social order continued to be 

undemiined. 

Bode presented one way out of this hannful and difficult situation. He 

highlighted the need for a revised "conception of government and of democracy" 

in order that Americans might develop a shared sense of what they meant by 

democracy and thus have P vital and guiding principle for the conduct of [their] 

national W i  Americans continuing to struggle with their conceptions of 

freedom and equality, Bode proceeded to present his own interpretations. To 

Bode, freedom was not to be realized through conformity to an unchanging and 

fixed society. Freedom was also not to be achieved through the imposition of a 



state approved, fixed social order. Nor was freedom to be found in a laissez- 

faire society that fostered a romanücized notion of the freedom of the individual. 

To Bode, the concept of freedom lay Siear to the heaff of democracy. It 

involved the acceptanœ of a Yrame of reference" or 4Nay of lW that would help 

individuals to refiect on an intelligent course of action in response to a particular 

situation. However, a vital element of this way of Me lay in its potential for 

change. The opportunity for the growth of intelligence is lost %e moment we 

insist or take for granted that this way of life must no? be subjected to any 

In addition to the acceptance of change, Bode believed that 1 was also vital 

to recognize a puiding principle" that woukl help individuals to develop "a wider 

sensitiveness to hu man values." To Bode, this "g uiding principle" involved the 

recognition of "common interests," not in the nanow, restrictive sense of the 

static community, but in the sense of dynamic, expanding social relationships: 

... if there is no absolute standard of judgement, then our judgements 
must be made in ternis of participation in common interests, regardless 
of other considerations. Conduct on the part of communlies or of 
indMduals must be evaluated with reference to its effect on promoting 
common interests among men. Liberty grows as the area of common 
interests is widened. Democracy then becomes identifÏed with this 
principle of relaüvii as contrasted with the absolutism of dictatorships. 
There is no middle ground. 

From the standpoint of dernocracy the fact that a community is 
a community of interests and purposes is the most important thing 
about kaD 



Such a definition served to clarify the role of govemment. Bode believed that 

govemments should exist to help sustain an atmosphere in which the 

"community of interests and purposes" may expand. Govemments would thus 

help to establish "the mutwl recognition of interests" in key areas of life, both in 

domestic and foreign affairs. For example, Bode suggested that the often 

acrimonious relationship between employers and employees in large 

organizations could be overcome through moving away from 'konformity with a 

predetemined pattern" and focusing on explorhg the possibilities for shared 

decision making. It is interesting that in this Bode appeared to be heralding a 

form of what in the last decades of the twentieth century has come to be called 

Total Quality Management? 

In examining Bode's thinking on the democratic society, 1 is readily apparent 

that his belief in the potential of "the common man" was paramount. All his 

thinking on democracy appears to have rested on this belief and does not 

appear to have been shaken by the events of his time. The horrors of these 

events seem only to have made Bode more detemined to get his point across. 

Bode took advantage of the opportunity to do so when humanity was put "on 

trial" by the Alurnni College Cornmittee at the Ohio State University in 1941 - two 

years into the Second World War. The '%ase for the prosecution" was strong 

and predictable. It was presented in the following words by Howard L. Hamilton, 

21Boyd H. Bode, DemoMacyasaWavof,  58. 

81 



secretary of the College of Arts and Sciences: 

Man has shown himself to be entirely self-centred, completely greedy, 
ravenous in appetite, lustful beyond description, a Iiar, a cheat, an 
infidel and a murderer. For his various crimes, I $hall ask that he 
receive his just deserts, that he be stnpped of his perquisites, property, 
power, and knowledge and forced to retum to the oblivion he has justly 
eamed for himself.* 

This view is certainly pessimistic and probably deliberately extreme to add 

vigor to the debate. Nonetheless, it is very understandable given the inhuman 

acts being perpetrated at the time. In his testimony at the trial, Bode chose not 

to espouse hopelessness and despair, but instead to restate his thesis that 

humanity had got itself into this mess, not because of its innate evil, but rather 

because it lacked a democratic system of values and was stniggling in a state of 

confusion: 

A great deal of man's trouble arises frorn the fa&. that he has 
available for his use a number of standards of moral values. If he had 
only one it would simplify things a great deal ... We must decide, in 
some way, which moral standard we should adopt as Our own... 
Democracy ... is a system of moral values ... just as binding as any 
other, but different from al1 others. Most people profess to believe in 
Democracy without knowing very clearly just what they do believe. 
... We need a decision as to the nature and purpose of the moral life, 
an overarching principle in the light of which we can deal with issues 
as they arise. One important reason for the present mess of things is 
the lack of clarity on this point.p 

The morality that needed to be identified and clarified was "Morality as a 

human creation for the enrichment of associated living." Within such a society, 



people would enjoy 'both security and maximum opportunity to share in all 

rnatters that are of common concem." Thus Bode defined liberty as something 

that was achievable here on earth through human interaction. not as something 

achievable through &appealing to a realm of transcendental tn~th"2~ 

In these words, Bode demonstrated the tremendous faith that he held in the 

potential of human kind. He also demonstrated how far he had moved away 

from the Cahrinistic teachings of his youth with their emphasis on predestination 

and their emphasis on a passive, unquestioning acceptance of God's word as 

presented by the ministers of the church and by the traditions of the community. 

Bode believed that human potential had been constrained for far too long 

through a dependence on the stability and consistency to be found in al1 forms of 

absolutism. Thus, much of the power of human thought had never had an 

opportunity to develop and contribute to the improvement of hurnan Iife. Bode's 

motivation for his hard fought 'bar on absolutes" was the need to free 

intelligence and thereby free the spirit of dernocracy. 

Bode's 1938 text, Progressive Education at the Ciossroads, contained a 

powerful attack on absolutism. Bode began his attack by summarizing Plato's 

concept of the world b s  a fieeting and distorted image or reflection of reality," 

totally dependent on the transcendental world of ideas and truth to "fumish us 



with standards.- In considering the powerful impact absolutism had had on 

societal relations down through the centuries, Bode remarked, The creation of 

this transcendental world was at the same time one of the most brilliant 

achievements and one of the major tragedies of human civi~ization.~ 

In ternis of aristocratk interests, it was indeed a ''b'bnlliant achievement" as it 

led to the development and acceptance of rigid class systems. It allowed for 

societies based on such concepts as feudalism and the divine right of kings. It 

was also a "major tragedÿ as it also allowed for those in the lower echelons of 

society to be kept firmly in their places with no opportunity or right to question or 

challenge their betters." As Bode observed, even when the lower orders began 

to challenge aristocratie or religious absolutes, they were only able to do so by 

countering traditional absolutes with new absolutes of their own. These 

absolutes were reflected in such expressions as "consent by the govemed" and 

IWe inalienable right to life, liberty and the pursuit of happiness." Such 

expressions had corne to be central to American democracy, but despite their 

fine intentions, Bode viewed them as %!ogans," which could even be used to 

shape 'new tyrannies? As Bode had already well demonstrated in Democracy 

as a Way of Life, such slogans were il1 defined, subject to interpretation and 

based on a confused understanding of the nature of democracy. For example, 

=Boyd H. Bode, I!mges&ve F-, (1938; reprint, New 
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'?he right of contract? had LYrequently been interpreted so as to legalize 

injusticesn rather than to sustain fair business practkes for alLa Bode could not 

see any positive societal change resulang from replacing one absolute with 

another, even if it appeared to have surface benefits for those who had suffered 

from repression. By way of illustration, he refened to the harm caused to the 

Progressive movement through an over-emphasis on the "individualism and 

absolutism" of Jean Jacques Rousseau, who, according to Bode's interpretation, 

In his revoit against the tyrannies and brutalities of the social order of 
his day. .. made his appeal, not to the principle of democracy, but to the 
sacred and inviobble nature of the individual. Over against the 
absolutes of the social order he placed the alleged absolute of human 
nature. Education, in his view, must be conducted, not according to 
the behests of vested interests, which used the creed of absolutism to 
entrench themsehres, but according to the nature of childhood. This 
latter meant, in effect, that the child should be pemitted to grow up in 
his own way, without being subjected to *impositions" by others. Since 
man is created in the image of God, the best way to educate hirn is to 
perml this image to express itself according to its own inherent nature. 
All this comes close to saying that we should not educate at all? 

This trend in Progressive education greatly concerned Bode as he believed 

that Progressive education, of al1 the contemporary trends in education had the 

potential to make a difference if it could overcome its %aywardnessn and 

become more conscious of its need to be grounded in a democratic theory of 

values. 

Critics of Bode rnight counter his %var with absolutes" by claiming that he was 

% giving this example, Bode cited Dewey and Tub,  Ethiçs, 503-507 as his 
source. 
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promoting another absolute - democracy. However, Bode had obviously thought 

this through and was prepared to respond. Although he addressed this in 

Progressive Education at the Crossroads, his rationale is also well-stated in 

The Meaning of Freedom" in Educationol Freedom and Democracy. In the 

latter, Bode stated that, unlike schools in totalitarian societies, &A democratic 

school has no authority to require acceptance of the democratic ideaL"00The 

schools must be respectful of the attitudes and values that students bring with 

them, but balance this with their responsibilities to widen their students' spheres 

of knowledge and interest through their programs. Bode concluded with the 

following observation: 

In a sense the whole course of civilization represents a struggle 
between established institutions and customs on the one hand and 
new interests or departures on the other. For us in the twentieth 
century, the issue is being focused on the question of democracy. The 
pupils in ouf schools are entitled to the insight that the supreme 
question for us is whether authority is to be derived from the 
democratic ideal or from somewhere else? 

It is very apparent through an examination of Bode's writings on democracy 

that he identifed many flaws in American democracy and also in the education 

provided in American schools. He believed that the influence of absolutism was 

a key contributing factor in this situation because many Americans were caught 

in the paradoxical situation of still adhering to some of the aristocratie 

% d e  discusses the possibiiities of absolutisrn and indoctcination in democratic 
societies on page 110 in &grestive Rhaîkuu- and on pages 14-15 in 
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assumptions and values that they liked to believe they had rejected in their move 

from Europe to the New World. His argument was powerfully demonstmted in 

his text Modern €ducational Theories, first published in 1927. In this text, 

Bode argued that many of the so called "modern" theories developed by his 

contemporaries were 'teactionary and not much more modem than Aristotle* 

because they were linked too closely to traditional aims of education or were 

simply too nanow in focus to meet the challenges of American society in the 

1920s and 1930s. For example, in addressing the influential scientific cuniculum 

movement of the era, Bode expressed his concern that such initiatives only 

sewed to prepare for the status quo and lacked the substance of a guiding 

philosophy. Bode was thus highly critical of the work of J. Franklin Bobbitt, 

viewing it as nanow and simplistic. He was somewhat more tolerant of the 

thinking of W.W. Charters as he considered that Charters had recognized that 

activity analysis was only part of a larger whole. 

Another example of Bode's concem is apparent in his discussion of the ideas 

of sociologist David Snedden. He viewed Snedden's belief that vocational 

education should be approached separately from cultural education as artificial 

and ineffective and as merely contributing to the perpetuation of an aristocratic 

model of education. As Bode observed: 

The pupil who devotes from seven to ten hours of the 'heart of the 
day" to vocational studies and takes violin lessons in the evening 
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illustrates, so far fonh, Snedden's idea of a well-rounded man. This 
separation of vocation from culture is the fundamental issue between 
aristocracy and democracy. The curious thing about this sociological 
approach to education is that it takes no interest in the cultivation of 
social context? 
The "cultivation of social context" was an essential consideration for Bode if 

American society were to become more democratic. However, he considered 

progress in this area to be sadly lacking. He pointed out that, despite some 

resewations about the consequences of rapid scientific progress, Arnericans had 

corne to understand the place of scientific inquiry in the modem world; R was 

now time to balance the emphasis placed on scientific progress with a similar 

emphasis on social inquiry." He therefore saw schools as playing a central role 

in social reconstruction if they could oniy be released from the confines placed 

on them by traditional and/or nanow conceptions of education. 

What, then, was Bode's conception of democratic education? Bode 

recognized that some progress had been made towards a more "social" form of 

education. As Dewey had described in his pamphlet, "The Educational 

Situation." elementary education had been expanded beyond the 3R's to include 

an increased respect for the interests of the individual. High School education 

was no longer lirnited to a study of the classics; it had been expanded to 

encompass the sciences, social sciences, modem languages, industrial arts, 

home economics, agriculhire, and commercial subjects. However, 



.A i s  enlargement of the curriculum did not give unity and continuity to 
the school system. lt simply brought the classical ideal of culture in 
juxtaposition with the ideal of 'practicality." Neither of these ideals 
expressed the spirit of the democratic movement The development 
merely set the stage for the development of a new educational ideal? 

Essentially, Bode recognized problems in democratic education similar to 

those he had recognized in democracy - an enthusiasm for a %ocial education" 

undemined by an uncertainty over how this might be fully accomplished. This 

had led to =a vanety of movernents which have bred uncertainty and confusion 

and which make imperative the need of critical appraisaLe In criaquing 

contemporary trends in Progressive education and scientifk curriculum making 

in Modem Educational Theories, Bode presented a case for a more 

comprehensive and balanced approach to education, which would be guided by 

a spirit of democracy and would prepare individuals to participate in, and 

contribute to, a changing society. However, Bode recognized that such an 

approach to education would be difficult to achieve as it would entail a 

consideration of =a variety of divergent and apparently conflicting tendencies" in 

education: 

There is, first of all, a dawning sense that education must be Iinked up 
with a program of social regeneration. Secondly, we have become 
sensitive to the inalienable right of childhood to achieve enrichment of 
experience. But this acknowledgement brings us face to face with a 
variety of divergent and apparently conflicting tendencies. We find 
ourselves assailed by various daims, al1 of which seem leglimate, but 
which have the appearance of mutual incompatibility. It is necessary 
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to take into account such divergent consideraüons as the interests of 
childhood, the vocational needs of Me, and the culovation of the 
upurely intellectual interests" which come into play when we become 
absorbed in constnicting a logical organization of subject matter. ... 
These different values must be adjusted somehow. This problem of 
adjustment, it may be noted, is not a problern that concerns any of the 
sciences. It is a problem of a distinctive sort, since it de& primarily 
with values or the formation of a program and not with the discovery 
and verification of fact It is a problem of educational theory or 
philosophy of education. " 
By this, Bode meant that we need to respect, but not over-exaggerate the 

interests of childhood, as too great a focus on the psychological "easily resuits in 

neglect of logical organization" of subject matter. We need to realize that 

educaüon is also a preparation for adult life, yet at the same time realize that 

there can be no fixed ends in a democratic form of education, as "an outstanding 

tral of modem life is precisely l s  fluidity." We also need to encourage children to 

recognize the richness inherent in leaming from the past and in enjoying 9he 

pursuit of knowledge for its own sake," while also helping them to see the 

applicability of such knowledge to the present sit~ation.~~ 

Thus Bode reflected on such difficult educational issues as the need to 

balance the interests of the individual with the requirements of a changing 

society; the need to balance the whims of the child with the expectations of the 

aduit; the need to reconcile the cultural with the practical in educational 

programming; the need to harmonize the logical with the psychological in the 

q o y d  H. Bode, Modem, 38-39. 
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organization of subject matter; and the need to have teachers with the giftedness 

to free up the intelligence of the children in their care, while providing them with 

the knowleâge and skills necessary to make a meaningful contribution to their 

society. 

These are al1 issues in education that have persisted to the present day and 

which often arise in discussions on cuniculum. Bode's own views on cuniculum 

are frequently demonstrated in his critiques of the educational trends that existed 

in his era, including tradlional models of education, scientific cuniculum making, 

and progressive education. However, Bode's views are also revealed in such 

chapters as 'Logical and Psychological Organization of Subject Matter" in 

Modern Educational Theories. 

In this chapter, Bode presented the argument that the conflicting demands 

placed on education could be "reconciled and combined into a unified program" if 

more attention were paid to "the nature and function of what we sometimes cal1 

the 'logical organization of subject matter? In stating this, Bode realized that 

such a suggestion would be unpopular with those who had reacted against the 

types of "abstract, Iifeless" programs that had prevailed for too long in traditional 

models of education. The logical organization of subject matter, with its 

emphasis on arranging knowledge "in such a way as to show the relationship of 

premise and conclusion" had little direct applicability to the needs and interests 



of people in their day to day lives: 

As an extreme illustration, let us take the case of a man who is lost in 
the woods. Such a man is quite Iikely to develop a keen interest, for 
the time being in geography. He is much concemed to discover the 
location of the towns and rivers and the position of the North Star, but 
al1 the while his interest is confined within narrow Iimits. He is not 
concerned at al1 with the sire of the Sahara or the location of the north 
magnetic pole. He cares only for those facts which will help him find 
his way back home .... he requires, as we Say, a practical knowledge of 
geograp hy? 

Psychological organization of subject matter, on the other hand, was seen to 

have much more direct relevance to the practical. It lacked IYhe purely objective, 

detached, impersonal quality of 'pure' knowledge," and had the interests and 

inclinations of the individual as "its centre of reference? If pure knowledge only 

had relevance for the researcher and specialist, why then impose such 

knowledge on students? 

Though Bode could understand the motivations behind such criticisms of 

logical organization and recognize the reasons for the strong support g iven to 

the imrnediacy of psychological organization, he was concerned about an 

oveneliance on the latter to the detriment of education. For example, when 

discussing the tendency towards courses in general science, presumably as an 

alternative to specialized courses, Bode cautioned educators that the good 

intentions of such a program could be ineffective if logical organization was 

ignored: 

%ode, Modem, 48. 
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... if there is no guiding ideal of logical organizaüon, a course in science 
which aims at breadth of view easily becomes a grab bag of 
miscellaneous information. A must 'Piead in" somewhere, so as to give 
the pupils the power to think independently when confronted with new 
situations. The result is achieved if a Wogicalw organization of 
knowledge grows out of k4 
Thus, a consideration of the logical organization of subject rnatter in 

cuniculum planning would encourage the individual to build on hislher present 

experience and to apply the knowledge gained in new situations. For example, a 

person who had been taught how to maintain a particular make of car would be 

unable to apply hislher skills to other types of vehicles without some general 

understanding of the principles of engine design, function, and operation? The 

essence of Bade's thinking here is that both the psychological and the logical 

organization of subject rnatter are necessary. The fitst encourages interest, 

relevance, and motivation, while the second fosten the growth of intelligence, 

knowledge, and the ability to respond effectively in different situations. 

In advocating a renewed attention to the logical organization of subject 

matter, Bode did not mean to suggest a return to a rigid cuniculum. A key 

characteristic of a democratic society and of the school that would serve it should 

be the ability to change and evolve. How then could the content of the curriculum 

be identifieci? Bode saw the answer to this question to be found in an 

understanding of the underlying spirit of democracy: 

... considerably more is required than just an attitude of amiability 



toward others. The ideal of democracy cails for an active concem, as 
a dominating principle of conduct, in making our social organkation an 
embodiment of the spirit of good will and cooperation. The first 
prerequisite for this is knowledge. lt is necessary to have an 
appreciation of how other men Iive, by what circumstances their 
activies are conditioned, and how innicately the life of every person is 
bound up with the lives of othe m.... any subject that îs worthy of a place 
in the cumculum must contribute to the attitude which places upon 
men the responsibility for the continuous re-creation of the 
environment and of standards for conduct with reference to that 
respect for men with which we identm democracy? 

Therefore, the content of the curriculum would be appropriate provided that it 

fostered %e type of social insight that makes for a democracyWM The 

responsibility for the successful design and implementation of such a curriculum 

would obviously rest very heavily on the shoulders of the teachers in the school. 

In his own work in teacher education, Bode apparently saw his most vital 

contribution to democratic education in his work with students. For he worked 

tirelessly to help them to reconstruct their own thinking and to encourage them to 

see the potential in themselves, in their students, and in democratic schooling. 

He therefore encouraged them to clarify their own philosophies and to develop a 

respect for the philosophies of others. He encouraged them to be guided by a 

uspirit of good will and cooperation" and to always think in ternis of the 

bettement of society. He encouraged them to operate on the basis of knowledge 

and in a spirit of openness and trust to actively seek ways to expand knowledge 

and find solutions to the injustices in society such as poverty, imposed 



ignorance, disease, and exploitation? As Bode comrnented in 1933: 

... the kind of education which has been discussed here would 
doubtless cary people further apart in some respects ... [as] it would 
ernphasize differences in points of view. The point is that it would also 
do much toward cufavating cornmon understandings and purposes .... 
Real educaüon humanires men. It does so, however, not by mouldîng 
them into unthinking acceptance of preestablished patterns, but by 
stimulating them to a continuous reconstruction of their outlook on 
life." 

To achieve this, Bode realized that it was not enough merely to focus on the 

social prograrn provided by the school or on a discussion of appropriate 

educational techniques or methods. Consideration of both of these was "bound 

up intimately with our conception of the nature of intelligence* and required a 

careful examination of %bat psychology may have to Say concerning this 

subject* However, in reflecting on major trends in the history of psychology, 

Bode concluded that neither faculty training, nor Herbartisrn, nor behaviorisrn 

had provided us with an adequate theory of rnind for dernocratic education. 

Facuky training had been a central feature of liberal education. It had 

focused on the belief that a rigorous educational focus "on certain restricted 

subject mattef would help students to develop "faculties" which would then be 

easily transferable '?O al1 sorts of situations and problems." This would suggest 

that it would result in an increased understanding and appreciation for the 

"%id., 68-70. 
"Boyd H. Bode, in The Confusion in Resent-Day Education,"Xn The 

Educational, ed. William Heard Kilpatrick, (1933; reprint, New York: Arno 
Press, 1969), 3-31. 

%ode. Modem, 172. 



concems for others; for example, aie concems of people of a lower social class. 

Yet Bode concluded that faculty training had not fostered an understanding of 

the concerns and issues of me common people"; rather it had Ricreased the 

distance between classes, thereby adding %ew difficulties to the realitation of 

democratic aims.* 

The focus of psychology had shifted away from faculty psychology to the 

Herbarüan rnethod.'' Aithough this resulted in some changes in cuniculum and 

teaching methodology, it focused on "te organizing or regimenting of 'ideas' or 

'mental states"; encouraged a didactic approach to pedagogy; and discouraged 

"problem solving and the culovation of individual initiative." Therefore, in Bode's 

analysis, Herbartism did little to foster the liberation of intelligence and, in fact, 

sent "education off on the wrong track?' 

Bode was also concemed by the powerful appeal of behaviorism, which 

downplayed the focus on mind," Yaculties," and Herbartian "ideas" and 

concentrated its attention on "man as an animal that adapts itsel in various ways 

4%id., 173. 
William Schubert in his 1986 text, Curriculum, noted that Johann Freidrich 

Herbart (1776-1841) has been called 'the father of both the science of education and of 
modem psychology." He summarizes the Herbartian method in the following : 'Herbart's 
disciples developed €ive steps of method and propagated their use throughout the 
continent and the United States: (1) preporatiorz or developing connections between what 
is known and what is about to be leamed; (2) presentaiion or setting forth material to be 
learned in a manner that is psychologically sound for the leamer; (3) association or 
developing analogies with pnor leaming; (4) generaZÙatfon or moving from concrete 
instances to abstract principles; and (5) appIic~~tz'on or using the newly aquired 
knowledge as a basis from which to pursue more laiowledge." 68. 

Modem, 174. 



to its environment? The focus of behaviorism was on stimulus and response, 

on habit formation, rather than on the development and exercise of intelligence. 

It appealed to those who soug ht definite, precise decisions about educational 

programming, but, as Bode obsewed, it did little to foster the realization of the 

potential of 'Yhe common mann: 

A psychology which reduces al1 thinking to habit encourages teachers 
to put al1 the emphasis on the kind of readiness which springs frorn 
rote leaming. In ternis of curriculum making it emphasizes the 
selecüon and organization of material for the purpose of mechanical 
habit formation, to the neglect of selection and organization designed 
to promote thinking. Such a psychology is not an ally of democracy, 
but an enemy." 

Contrary to traditional and behavioristic thinking, Bode believed that we 

cannot separate mind from habit, as he could definitely recognize 

interdependence. He stated his belief that to view habit as a simplistic, 

automatic behavior is to ignore the fact that habits develop in varying contexts, in 

response to differing stimuli, and that human beings develop the ability to 

respond effectively in these different contexts. For example, we learn how to 

exhibit friendliness in many different ways. such as a helping hand, a smile, or a 

word of g r ~ t i n g . ~ ~  

Bode therefore believed that what we cal1 habits should in fact be called 

cmphms that the mind continually reexamines, reworks, and reconsiders - 



dependent, therefore, on both analysis and synthesis. However, we should not 

expect the development of such complexes to happen solely by chance through 

random actWies. Education helps provide for growai through providing students 

with purposeful opportunihies to develop these complexes more systematically: 

Education is sometimes called a process of sgr~wth," or a means of 
gMng oppoitunity for self-expression. We get neither growth nor self- 
expression (which means the same thing) from random activities. To 
secure signkant development it is necessary to make the acüvity that 
is k ing  canied on an outlet for a variety of interests or tendencies. 
We may cal1 this the building up of a new complex or a reinterpretation 
of the activity so as to give it new rneaningsS 

An examination of Bode's chapter on Habit and Thinking" in Moâern 

EducaüonaI Theories reveals that Bode was a proponent of what we would 

today cal1 constructivist thinking, or guided inquiry.= He believed that much work 

still remained to be done to improve =our thinking about the nature of thinking," 

but his writings are full of the possibilities for education if we focused more fully 

on the potential of humanity. To conclude with a quotation from Democracy as 

a Way of LM: 

What the average man is capable of cannot be determined just by 
looking at him .... History proves merely that the common man was 
never given a chance to think, and then was blarned because he was 
unable to think.. ..Democratic education is obliged to stake everything 
on a program for the Iiberation of intelligence. It need not, and must 
not, demand uniformity of belief. Pupils corne to school with al1 kinds 
of backgrounds; it is hardly conceivable that they should al1 emerge 
with the same set of conclusions. It is not to such uniformity of 
conclusions, but to certain habits of thinking and feeling and acting 



that democracy mus? look as its hope for the Mure? 

It is very apparent that Bode was a person who indeed offered us a sense of 

7nissionm raaier than a ublueprint" for educational change? Bode was 

unabashedly an educational philosopher, who directed his energies towards 

trying to articulate his vision of democracy and democratic education and left it to 

others to work on the specific considerations of curriculum design. At this point, 

it is therefore both timely and appropriate to tum to an examination of Boyd H. 

Bode as a teacher, as a mentor, and as a contributor to educational thought in 

the twentieth century. 



CHAPTER FlVE 

THE SlONlnCANCE OF BODE'S THINKING - THEN AND NOW 

In preparing a thesis such as this, which focuses on the biographical study of 

Boyd H. Bade and his ideas, the writer is drawn to r e m  anew on the levels of 

cornmitment and responsibility required of those involved in education, and also 

to reflect on the extent to which one particular educator can have such a wide 

ranging influence on the lives of others. Earlier chapters of this thesis have 

already provided an opportunity for the reader to reflect on the Me, work and 

ideology of Boyd H. Bode. However, it is the purpose of this particular chapter to 

focus particularly on two research questions which, though they have certainly 

provided guidance and direction for both the research and writing of this study, 

have not, to this point, been fully addressed: 

In what way did Bode lay the groundwork for later work in curriculum? 

What was/is the significance of Bode's work for educators? 

Therefore, this f8th chapter will be shaped in such a way that the extent of 

Bode's influence is carefully examined through assessing his contributions as 

teacher, as mentor, and as a contributor to educational thought in this century. 

However, prior to exploring each of these, it is perhaps important to begin by 

addressing the real issue of Bode's comparative obscurity in the 1990s. 

To recall the words of Norman De Jong, in Bode's years at the Ohio State 

University, "his name was elevated in educational circles to stand on a level with 

those of William Heard Kilpatrick, George S. Counts, and Harold Rugg, al1 of 

LOO 



whom were one Ring below the venerable John Dewey? Thus, Bode can be 

seen to have had a prominence in educationai circles in his era that was not 

sustained in subsequent yean. To be one ning below Dewey, was and is 

certainly to be deserving of respect. for Dewey's contribution to American 

philosophy as a pragmatic thinker who had, and still has, great signacance for 

educatom, is extensively documented. Unfortunately, it places Bode very much 

in the position of an =aIso fan," and, in North American society, those who are in 

this position are usualiy forgotten. Bode has been largely forgotten, despite the 

fact that his own thinking reflected an independence of thought that added 

texture to pragmatic thinking on education and added vigor to educational 

debate. 

However, the relative obscurity of Boyd H. Bode in the latter part of the 201h. 

Century is not solely due to the prominence of John Dewey. In his 1981 text on 

Bode, Robert Vernon Bullough Jr. identified a number of other reasons which 

may not be immediately apparent and which should be mentioned here.2 These 

reasons can be summarized under two broad categories: firstly, the nature of 

Bode's personality, and secondly, the nature of the comrnun~ in which he lived 

and worked. 

'Norman De Jong, 9 of f 
of C-, PZID. diss., University of Iowa, 1972 (Am Arbor, 

UMI, 1972), 65. Previously quoted in Chapter 3. 
Qobert Vernon Buliough, Jr., I2amaaq in Education: B o ~ ~ a y s i d e ,  

New York: General Hali, Inc., 1981), 5-9. 



Descriptions of Bode's personality by various writers portray him as 

notoriously absent mindeâ in most aspects of his life, other than the aspect of life 

on which Bode was sharply focused - the world of ideas? Given the nature of his 

personality, it is not surprising that this man who had little interest in his outward 

appearance also had no interest in the superficial aspects of education. Bode 

appears to have had little interest in self promotion, having no desire to be seen 

to be invohred in the political rnanoeverings of national educational 

organizations. He also had no interest in fashionable, insubstantial "fadsn or 

abandwagonsa that might have quickly raised him to prominence on a conference 

or workshop circuit. Rather, as Bullough stated. he used his energies "attempting 

to infuse reason into the bandwagons of his day .... As a result he often found 

himself in the position of one krying in the wildemess.' [and] In education, critical 

efforts are seldom long remembered? Thus, the "critical efforts" of this 

individual whose own ideas were too complex to "lend themselves to 

simplification or sloganization," and too well considered to lend themselves to 

extremism or notoriety, may have been too easily lost in the passage of timeO5 

Since his ideas were wmplex, they were also misinterpreted at times. Bode, 

%ullough, Jr. himself describes a variety of incidents in Bode's life that reflect 
his absent mindedness about everyday concerns in his 1981 text on Bode. Another writer, 
Kenneth Winetrout, was a former student of Bode. Wnting in 1974, Winetrout 
reminisced about the "dark suits he wore both summer and winter [which] were rumpled; 
unpressed would be an understatement. His dress was in the tradition of Samuel Johnson 
and Heywood Broun." 2. 

%ullough, Jr., DemoMacy in Education, 5. 
%id.. 5-6. 



as an independent thinker who %as a progressive critic of progressivism," found 

himsel positioned benNeen two extreme points of view, and %uspect to 

progressives and non-progressives alike? For example, Bode's ideas were 

considered too progressive for the cultural climate in which he lived and worked. 

The negative reaction of his parents' community to the nature of Bode's thought 

as a young adutt has already been documented in this study? As he continued to 

develop and to refine his ideas, Bode also continued to live and work in the 

conservative mid western states of America. Even in the positive worknig 

environment of the College of Education at the Ohio State University, the reality 

for Bode was that it was still "an essentially conservative institution." His 

interactions outside the College of Education also led to 'konstant conflict with 

local religious organizations," no doubt offended by his unconventional attitudes 

and beliefs.8 

While Bode's ideas were viewed as too progressive by some, ironically 

others, notably 1. Keith Tyler, saw Bode's ideas as lagging behind the thinking of 

some of his contemporaries. As Bullough obsented, 'Tyler asserts that Bode's 

concem for the dualism or cleavage within the American culture - the cleavage 

between other-worldly views of life as carried in tradition and the developing 

6Bd.Iough. Jr., w, 6- 
' The tension that arouse between Boyd Hg Bode and his father's congregation 

when Boyd taught Sunday School in Leighton. Iowa, in 1898 has been desmied in 
Chapter Two of this study. 

%ullough, Jr., ein 66-7. 



'earth earthy" view of life promoted by science and pragmatic philosophy - was 

passe? Nonetheless, as has already been noted, Bode was not intecested in 

the fashionaMe nature of ideas, his focus was on the strength and validity of his 

thinking. 'ln aiis regard, he had great faith in the ulamate power of gwd ideas."' 

Whatever th8 reasons for Bode's relative obscurity in the latter part of the 

twentieth century, the fact remains that this was an individual whose work is well 

desewing of our attention. In his own era, Bode was both well known and highly 

regarded. His writings and teaching had a powerful impact on the thought and 

work of his contemporaries. For example, Henry Eugene Stevens made the 

following observation in the dissertation he completed in 1940, the first of a 

number of dissertations on Boyd H. Bode: 

One cannot read extensively in the field of modem American 
educational theory without repeatedly encountering reference to the 
work of Boyd H. Bode. As certain obsewers have indicated, he 
appears to occupy a strategic position with regard to educational 
philosophy. A philosopher by training and temperament, he is, at the 
same time, a professional educator by choice and experience.. ..His 
writings cover a period of more than twenty years, and he has, through 
these works, accomplished much to dispel the notion that 'educators 
usually write parochially and always inarticulately". Besides 
possessing a certain effective suppleness, his presentations are 
enhanced by a compelling sincerity, the force of which the reader 
cannot soon fail to apprehend. As his reviewers have repeatedly 
pointed out, the direct, lucid and nonpedantic character of his efforts 
undoubtedly provides the student of educational theory with benefrts 
that are often otherwise la~knig.'~ 

%id, 7-8. 
'%id, 5. 
''Henry Eugene Stevens, "The Educational Philosophy of Boyd H. Bode: An 

Analytical Study" (Ph.D. diss., University of Oregon. 1940). ii-iii. 



Bode's influence was, however, not merely in the area of his writings. Writing 

in 1956, John L Childs recalled that Bode had exerted a powerful influence in 

the area of teaching as well as through his writings, stating that, 'During his 

twenty-three years of teaching and writing at Ohio State University, Bode 

became one of the mal molding influences in the life of American ed~cation."~ 

This is sometimes overlooked when Bode is criticized for his failure to address 

theory into practice in the area of curriculum planning and design. As J. J. 

Chambliss pointed out, everything Bode stood for was contrary to any notion of 

one "single plan offered for al1 times and ail places." Rather, Chambliss saw 

Bode as challenging educators, 

to devekp different working forms, not as final plans, but as 
scaffolding that can be added to and then tom down as the building 
goes on. The guiding notion behind such plans is that no single fom 
of a curriculum guarantees good consequences. Rather, if taken in 
the spirit of Bode's philosophy of education, many forms are potentially 
capable of functioning in a leaming process which is a genuine 
reconstruction of experience,, , ,education, in the broader sense of 
being at one with living itself, should be a lifelong process for the 
common man in a democratic way of life.13 

In his 1975 dissertation on Boyd H. Bode, Blackwell reiterated Chambliss's 

observations that Bode had no wish to propose "any parücular plan," and 

concluded that "his neglect of specifics was intentionalY4 lnstead Bode focused 

12John L. Childs, 9 (New York: Henry Holt 
and Company. Inc. 1956). 253. 

13J. J. Charnbiiss, BPyUL&.&'s Philoso@y11£- (Columbus. Ohio: 
Ohio State University Ress. 1963). 90. 

14Daniel Duncan Blackwe11. Bade on Educah'on kmaxaq, Ph.D. diss., 
University of Pittsburgh, 1973 (Am Arbor, UMI. 1974). 249. 



on a vital educational stage hedpre planning could begin to happen, the 

theoretical ducation of teachers. Bode believed that without a thorough 

preparation of teachers, through helping them come to a deeper awareness of 

the dualisms inherent in American life, and through helping them to corne to a 

fuller understanding about the nature of dernocracy, any program intended to 

benefit children would be far from adequate. Childs discussed this issue, 

concluding that, 

Bode becarne deeply interested in the education of teachers. As he 
concehred it, "a theory of education is at bottom a theory regarding the 
nature of man and his place in the universe," and he became 
increasingly convinced that the best way to develop the new 
intellectual and moral orientation would be to confront those who were 
preparing to teach the young with the implications of ...[t he] ... deep 
cleavage in Amencan life and th~ught.'~ 

Earlier in this study, the writings of such individuals as Robert Vernon 

Buliough, Jr., H.C. Sun, Norman De Jong, and Kenneth Winetrout were used to 

demonstrate Bode's growth as a teacher and thinker.'' From his rather hesitant 

beginnings as a young teaching assistant unsure of his own philosophical 

position, Bode apparently developed into a master teacher.I7 Throughout his 

career, Bode's popularity as a teacher appears to have rested on his ability to 

engage students by challenging them to think and by encouraging their 

15Càilds, ~ u c a î i o n ,  252. 
16A composite sketch of Bode's career in teaching has been provided in Chapter 3. 
''This progression is weii d e s c n i  in Bullough's dissertation (1976) and in his 

book on Bode (1981). 



involvement in discussion through his animated and often entertaining classroom 

style. 

In his recollecüons of Bode, Kenneth Winetrout provided vMd descriptions of 

the strategies Bode used in the clas~room.'~ He recalled how Bode, the avowed 

prag matist, adapted Socratic dialogue to suit his classroom interactions. The 

difference being that 'in Bode there would be no pre-existence to tap and surely 

no pre-ordained truths at the end of the pr~cess.'''~ Bode's desire to Way 

absolutes" obviously precluded both of these. However, Winetrout did detect "an 

inherent contradictionn in the strategies Bode employed in the ciassroom: 

The ternis sdemocracy," "democratic process," and other variations on 
the dernocracy theme were central to Bode's thinking about 
educational matters. But there was an inherent contradiction. I can 
still recall vividly how one day he spent virtually the entire class period 
in a rnerciless Socratic dalliance with a young woman student who 
thought there might be some good reasons for believing in the sou1 
and God. Bode was given to dialogue in the classroom, although 
more often it was not exactly an 1-Thou dialogue but rather one 
between master and pupil. Yet for al1 of this, he was a good man, a 
kindly professor, a blliant thinker. He had a way with language, it was 
chamiing, delightful, and inci~ive.~ 

This desire of Bode to retain a level of control over the development of a 

classroom dialogue was also noted by another former student, Paul Gump, who 

recalled a situation in which Bode had asked, What is Mind?" Gurnp apparently 

l8 Wmetmut addresseci this în two articles. the f i t  being his introduction to the 
b, published by the Ohio State University in 1974. 
The second being "Boyd H. Bode: A Mission but no Blueprint," published in Teadhg 
E b a t h  2, no. 2 in 1988. 

'Winetrout, "Boyd H. Bode: A Mission but no Blueprint," 32. 
Winetrout, "Inttoduction," 2. 



was already farniliar with Bode's thinking on this question and offered 

answer, a good answer, his answer! But nothing much was done with it since 

Bode wanted to arrive at this somewhere later on in the quarterom This is, 

perhaps, somewhat understandable given Bode's background in logic and also 

his determination to lead students to clarify their thinking on democracy. 

Bode's interactions with students seem to have been humane and respectful. 

H. C. Sun, as a graduate student newly arrïved from China in 1 944, wrote at 

some length about the wamth in Bode's welcome of him and about their 

subsequent friendship which lasted until Bode's death in 1953.P In speaking of 

Bode's classroom style in his retirement yean, H. C. Sun recalled that, 

Usualiy his class went on in the manne? of an exchange of ideas and 
thoughts involving the students and the instructor, punctuated by 
arguments and laughter. His friendly attitude, touch of modesty, and 
sense of humor certainly encouraged students to participate actively. 
To me, who had just corne from China and had been accustomed to 
the tradition of "the teacher talks and students Iisten," the scene was 
indeed e~traordinary.~ 

Another student who had a similar impression of Bode was Sadek H. 

21Letter, Paul Gump to John Farley, ad., quoted in John Robert Farley, l k L &  
-. PAlan.D. Renenion.ss., The Ohio State 
University, 1978 (AM Arbor, üMI, 1979). 137. 

W.C. Sun, &@H. H . o d d l 8 7 3 - 1 9 9  
(AM Arbor. Michigan: Malloy Lithographhg, Inc., 

1977). 
It is notable that H. C. Sun was already f d a r  with Bode's writings prior to his arrivai 
in the United States. He stated that The narne of Bode was farniliar to the students of 
education and to the facuities of the teacher training institutions in China. 1 had read his 
Fuadamentals.of and d, tramlateci into Chinese by 
Meng Hsien-cheng-* 46. 

%id., 48. 



Samaan, who was in Bode's classes at the Graduate lnstitute of Cairo in 1944- 

45?4 In the course of his recollections, Samaan addressed Bode's respect for 

those students whose ideas difFered markedly from his own: 

The difFerences did not disturô Dr. Bode in the least; it rather 
stimulated him. He respected those who differed and was willing at 
times to concede points of strength in their arguments. His primary 
aim, it seemed, was not to destroy but to build. And he was a master 
builder. He was concemed with bnnging to a focus points of common 
agreement among the participants which sometimes the heat of 
discussion tended to obscure.25 

Bode's respect for difference was of long standing. For example, his 

gracious response to Harold B. Alberty's challenge to his ideas in Bode's 

'Modem Educational Theorieçn course in 1924 has already been described in an 

earlier ~hap te r .~~  Bode also demonstrated a willingness to leam from his 

students. This was cleariy apparent on the day in 1941 when a gifted student 

named Alan F. Griffin attended his oral examinations prior to completing his 

Ph.D. The cornmittee, chaired by Bode, had apparently prepared some udeep 

and penetrating questions" to which Griffin responded adroitly. However, one 

particular question did cause Griffin to pause, but then he proceeded to respond 

to it with lengthy dissertation." Apparently, when "Oriffin looked to Bode for a 

reaction, asking if his response was acceptable, Bode replied, "1 don? know. 1 

%adek H. Samaan, "Boyd Henry Bode in Egypt," LXXVIII 
(Sept. 1953): 87-89. 

%id. 88. 
%ee Chapter Three. 



was looking for the answer.- 

The proceeding examples have been included here to provide a clear 

indication of Bode's qualities as a teacher. Former students, ranging from 

Kenneth Winetrout to Sadek Samaan. al1 appear to present similar vignettes 

reflective of Bode's engaging personality in the classroom. Bode's qualities can 

perhaps be summarized most succinctly in the words of his long time colleague 

at Ohio State University. H. Gordon Hultfi~h~ who described Bode as "having the 

method of Socrates mellowed by the greatness of a L i n ~ o l n . ~  

To some of these students, however, Bode funcüoned as much more than a 

teacher. He was also a mentor, helping others in their preparation to establish 

thernselves on their own distinct paths as academics. At this point in time, it is 

appropriate to focus on two of Bode's students whose leaming experiences with 

him left a marked impression on their thinking. Chronologically, the first of these 

was Harold B. Alberty, whose work in curriculum design significantly 

demonstrates a practical application of Bode's ideas. The second was Alan F. 

Griffin, who refined Bode's skills of Socratic dialogue and made a noteworthy 

case for the inclusion of reflective inquify in social studies education. A brief 

description of the work of both Alberty and GriffÏn is included here to highlight the 

impact of Bode's thinking on later developments in education. 

When Harold B. Alberty accepted a position as an assistant in Bode's 

Robert Haws. quoted in Farley, 63. 
%. Gordon Hullnsh, quoted in Blackwell. 14. 



department at the Ohio State University in 1924, he brought with him the skills 

and knowledge developed in his fïfteen years as a teacher, principal, and school 

superintendent in the state of Ohio. In his years as an academic, Alberty 

continued to make a strong contribution to education on both the local and 

national l e ~ e l s . ~ ~  This included his involvement in numerous educational 

associations, such as the Progressive Education Association, and the 

Association for Supervision and Curriculum Development. F rom 1936-38, 

Alberty served as Curriculum Associate on the Eight Year S t ~ d y . ~  

The Eight Year Study traced the progress of high school students in thirty 

schools as they moved through their programs of study in both %aditionaln and 

uexpen'mental" schools and later at the University level. The findings were 

sig nificant: 

On a multitude of measures, ranghg from academic to personal and 
social adjustment and accornplishment, students from the 
experimental schools equaled or excelled students from the control 
group of traditional high school students, except in the foreign 
lang uage area... 
One is forced to conclude that students from the progressive schools 
leamed something more important, for example, how to direct their 
own leaming, a greater love for leaming, problem solving, a sense of 
meaning and direction in their own lives, persona1 responsibility, 
reso~rCBfUlness.~~ 

q w o  of Alberty's own students were Paul R. Kiohr and Wiiam Van Til. 
%s information is to be found in "Personnel Data conceming Harold Alberty, 

The Ohio State University, Columbus, Ohio." Robert Vernon Buiiough, Jr. included this 
document in the appendix of his 1976 dissertation, 249-256. 

31William Schubert, Curriculum:- . .. 
(New 

York: M a d a n  Pubüshing Company, 1986). 81. 



Involvernent in this study as Curriculum Associate must have provided 

Alberty with a fascinating oppominity to apply many of his ideas. As Bullough, 

Jr. recalled, Wn the Eight Year Study Alberty's unique talent for the uniüng of 

theory and practice brought him national recognit i~n.~ If it was Bode who 

functioned as the major spokesman for the necessity of schools to embody the 

democratic ideal in their organization and practice ..A was Alberty who helped 

each of the schools translate this ideal into school practiceDa 

A sirnilar situation can be identified in the establishment of the Ohio State 

University School. Boyd H. Bode did not see himself taking an active part in 

planning for the school, preferring to leave the practical aspects of curriculum 

design to those better suïted to the taskY In the words of Ralph Tyler, Bode 

'prefened to act as critic? Alberty proved himself to be very suited to this task, 

becoming the second director of the school in 1938. He worked closely with 

teachers to help them develop their ideas, his work reflecüng the same emphasis 

on the role of teachers in democratic education as that held by Bode. As 

Bullough, Jr. stated it, 

In Alberty's work with the Ohio State University School, he involved the 

URobert Vernon Builough, Ir., 1-- 
-, Ph.D. diss., the Ohio State University, 1976 (Am Arbor, üMï, 
1977), 135. 

*Md, 139. 
U H ~ g h  Laughiin, once said of Bode's attitude to curriculum design, 'We'd almost 

dismiss it by saying to Harold, 'Harold, that's your business, not mine.'" Laughlin's 
words are quoteci in Bullough, Ir., -B.!, 76. 

=Riilph Tyler, quoted in Buiiough, J r . , H a r o l d B . a a n d s o v d R ,  76. 



entire facuity, through action research, in the study of how children 
develop. He also, as a teacher and consultant, worked with large 
nurnbers of teaches to help thern clarify their social philosophies. He 
also helped school faculties do the same. In these ways, Alberty 
stands as an excellent example of this aspect of goad teaching as 
Bode conceives of hS 

It is very apparent that Alberty was a fim believer in working 'Wh schools in 

tems of fheic objectives and pur pose^.^ This is well demonstrated in his 

writings, which are reflective of his cornmimient to democratic educaüon and 

which provide teachers and administraton with assistance in curriculum design, 

without imposing one gingle plan offered for al1 time and al1 places.- In fact, 

Alberty's work on resource units was apparently the subject of some criticism 

because he did not provide & tightlyorganized sequence to be folIowed.* 

Though Alberty published many afticles in the course of his long career, he is 

perhaps best known for his text, Reorganizing the High School Curriculum, 

which was "adopted by perhaps over 100 difierent colleges and universities 

throughout America as a basic curriculum ted* In this text, Alberty outlined his 

thinking on a central consideration in the area of curriculum design, the core 

curriculum. 

The fact that Harold B. Alberty is perhaps best known for his involvement with 

xBullough, H a d d L . ~ ,  79- 
371bid., 233. 
BJJ Chambliss, author of RoydflBade's ~~y of Education. would have 

seen Alberty's respect for the decisions made by individual schools as very reflective of 
Bode's philosophy. 
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the core cu~culum might, at first, appear as an involvement very disconnected 

from the thinking of Boyd H. Bode. This confusion is due to the fact that we tend 

to define '%are cuniculum" very dmerentiy in the latter part of the twentieth 

' ' century. As Schubert stated in 1986, %ore has a totaliy difkrent meaning today; 

it now refers to a basic set of required courses in a program after which students 

many select electivesY1 This is not the approach to core curriculum taken by 

Harold and Elsie Alberty, joint authors of the aiird edition of this texte Alberty 

and Alberty began their discussion by stating that 'coieu may be used to describe 

'Mrious types of organization, but...that, in the interests of clarity, f i  is necessary 

to dislnguïsh between various types of core p f ~ g r a m s . ~  

In Reorganizing the High-School Curriculum, five distinct types of core 

programs in general educaüon were identified? Typasne core, based upon 

separate subjects is typical of the strong tendency in high schooi programming 

which penists today as it consists of 'various required subjects.daught 

separately with few, l any, attempts to show relationships between or among the 

various required courses.* 

Typtwo core, based upon correlation of two or more subjects 

41Schubert, 236. 
Curriculum was originaily written by Harold B. 

Aiberty and published in 1947, and again in 1953. In the 1962 edition, Haro1 d B. Aiberty 
and Eisie J. Alber& were joint authors. 
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Curriailum. 3rd.ed.( New York: The M a d a n  Company, 1962). 204. 
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represents a moderate attempt to help students make connections, for example, 

between the events of a paiticular historical era and the representative literature 

of that Cme. The teachers involved in such progmmrning may identify an 

uoverarching theme" which will help them identify common concepts which will be 

incorporated into their planning. 'The essence of mis type of organization is a 

planned program for showing the relatedness of knowledge, but the subjectç 

which are conelated are usually taught separately in single periods.* 

Typsthree corn, basd upon the fusion of two or more subjects goes 

beyond correlation to "fusion." In type-three core, Subject lines are obliterated 

or at least bluned and a new scope and sequence involving the subjects unified 

is developed." The school tirnetable is blocked off to allow %ne broadly trained 

teacher, who may or rnay not draw upon subject-matter specialists to deal wïth 

the more technical phases of the un& or theme." It is important to note that the 

type-t hree core rarely incorporates al1 su bjects. In practice, some su bject areas, 

particularly mathematics and science continue to be addressed separately. 

Despite the differences among the three types of core programs identified so far, 

al1 may be seen to share a common element: the starting point for each is in the 

content of the individual subject areas." 

Typefour core based upon common problrms, neds, and interests of 

adolescents within a framewoik of problem areas, breaks sharply with the 

%Uberty and Alberty, 207-208. 
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subject-centred program of general education." Its starting point is not in subject 

matter, rather it beghs with 'problem areas" which "represent categories in which 

most adolescents have persistent problems and needs. Subject matter in the 

type-four core cuniculum is included on the basis of its relevance to the issues 

being examined. 'No preconceived bodies of subject matter are set up to be 

"covered. If particuhr subject matter is needed to achieve the goals set up, it will 

came in - othemise, it is left out.- 

Problem areas may be identified through a variety of data collection 

strategies. For example, the following description of appropriate data collection 

strategies was provided by Fainnont Heights High School in regard to their 

Junior High cuniculum: Wany different devices were used in gathering the data, 

such as (1) community studies, (2) results of standardized tests, (3) interest 

inventories, (4) conferences, and (5) survey of the literature pertinent to 

adolescent growth and development." It should be noted, however, that once 

they had identified key problem areas, such as 'School Living" and 

'Conservation of Natural Resources," and sequenced thern according to grade 

level, the school remained flexible to the possibility that teachers mig ht need to 

adjust the core curriculum in the day to day realities of the school program. The 

school therefore stated this freedom to effect change 'if problems anse of such 

significilnce that the teacher and students feel that they should be dealt with at 



once.'!"@ 

It was in the type-four c m  that Alberty and Alberty recognized the most 

potential for democratic living, considering it %e most promising cumculum 

design for transfoming general education in the high school into a program 

suited to the challenging timesP They recognized many strengths in its design, 

seeing it as allowing students to see the relevance of their leamhg in their lives, 

and fostering the developrnent of individual and group problem solving skills. 

They also saw it as encouraging students to respect difference, identify common 

interests, and to engage in the planning process with their teachers. Again, they 

saw it as encouraging teachers to work collaboratively and to utilize what we 

would today cal1 a constnictivist approach to leaming, 'the core, with its 

ernphasis upon broad comprehensive units of work and vital problems of living 

stresses the organismic ap proach. Transfer of training takes place th roug h the 

enrichment of meanings and their use in a wide variety of life situations.- In 

essence, what Alberty and Alberty admired in the use of the type four core 

curriculum is that it provides an opportunity for schools to become the places 

where students can go to carry on a democratic ïuay of life." 

Type-five core, based on teacher-student planned advities without 

reference to any formal structure is perhaps best defined as representative of 

qdption provided by Fairmont Heights High School quoted in Albert- and 
Alberty, 218. 
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the exberne wing of progressive thought in education? It "satisfies those 

educators who emphasize almost exclusively 'group processes' in education and 

hold that any predetennined curricular pattern violates the dynamic nature of the 

individual and of leaming. On the other hand, it is far too tenuous and 

opportunistic to satisfy most teachen, administrators, and communities." In this 

assessrnent of the type-five program, Alberty and Alberty appear to share the 

same concems that Bode had about laissez-faire approaches to education. 

Alberty and Alberty saw greater potential for a successful general school 

program utilking the flexible. yet effective, model of the type-four core. At the 

same time, they realized that the general core curriculum should only address 

one-third to two-thirds of the high school curriculum. An additional factor 

needing consideration was that separate timetabling might be needed for such 

courses as physical educati~n.~ Another factor needing to be incorporated into 

effective junior high and high school programming was that of specialized 

education, and one should complement the other: 

General education and specialized education are two intenelated 
facets of a good program of high-school education. They are not, as is 
sometimes believed, at war with each other. Democratic education is 
equally concerned with both facets. The survival of our democracy 
depends upon the development of citizens who have common 
understandings, common ways of behaving, and common outlooks on 
Me. But democratk education aIso recognites that the strengfi of a 
democracy lies in the culovation of the uniqueness of each citizen. It is 



only when the culüiated talents of each individual are utilized for the 
common good that democracy funclions at its best? 

Specialist programming in education therefore should include the provision of 

electives which offer students more scope in particular areas of study and 

interest- These courses include such possibilities as Latin-American history in 

social studies, the study of a particular language, and specialized vocational 

courses. Alberty and Alberty did not advocate specialized high schools, but saw 

both general core programs and specialist programming operating within the 

comprehensive high school model. 

The work of Alberty and Alberty is interesting as R refiects the possibility for a 

program of democratic education in the spirit of the philosophy popularized by 

Boyd H. Bode. Alberty and Alberty concluded their text with the following 

considerations of the possible effects of a democratic school program. 

Considerations which could, indeed, have also been wrÏtten by Boyd H. Bode: 

Such living and working together under the guidance of a democratic 
philosophy of education should have a threefold effect. First, it should 
be the means of making the school an integral part of the life of the 
community instead of an institution apart from the vital current of living. 
Second, it should transfonn the school into a place where students 
corne to get help in the solving of their problems instead of a place 
where 'lessonsn are leamed. Third, it should raise teaching to the 
level of a profession with unlimited possibilities for personal growth.. ." 

Alan F. Griffin certainly saw unlimited possibilities for penonal growth through 

YAlberty and Alberty, 235. 
55ibid.. 504. 



the inclusion of reflecüve inquiry in social studies education, dedicaa'ng thirty two 

years of his life to his work in this area at the Ohio State University. In his 1978 

dissertation on this uexemplar of reflection," John Farley provided a fine portrayal 

of the life and thougM of a fascinating individual. A brief sketch of Alan F. Griffin, 

drawn h m  Farîey's dissertation, can therefore be provided here. 

Alan F. Griffin joined the Ohio State University in 1 932 as a graduate student. 

He soon m a n  to seek out courses taught by chaNenging professors, notably 

Boyd H. Bode, H. Gordon Hulffish, Harold B. Alberty and Edwin Pahlow, who 

apparently enjoyed the brilliance, eagemess, and WC of this exceptional 

s t~dent .~  Due to his strong interest in social studies education, Griffin's 1942 

dissertation was entitled, A Philosophical Approach to the Subject Matter 

Preparation of Teachen of History, and was apparently "one of the most 

significant statements of the implications of reflection for the teaching of History 

and Social Studies which has ever been written.- In October of the same year, 

Griffin became an assistant professor of education in the area of social studies 

upon the retirernent of Edwin P ahlow. Hewas now beginning to emerge within 

the ranks of the education faculty as a bright, amiable individual, somewhat 

unorthodox, but undoubtedly a brilliant teacher. He began to develop as an 

individual in his own right, especially upon the retirement of Bode in May of 



1 944.- 

It is very apparent that Griffin's philosophy of education was very similar to 

that of Boyd H. Bode, and it is clear that Bode's influence on the development of 

Griffin's thinking %as pro fo~nd .~  Both were skillful teachers. and both utilized 

Socratic method with a democratic Wist?; however, there were some essential 

differences. Where Bode focused very closely on fostering a logical, in depth 

discussion of the matter at hand, Griffin saw that "the leaming task was not so 

much presented as it was drawn out from the interests of the students through 

his 'midwifery.' For Griffin, the key to successful teaching lay in the teacher's 

ability to %mate a situation screaming for an explanation, an intellectual itch that 

demands to be scratched.' 

As Griffin took Socratic method as his starting point, it should be briefly stated 

here. Drawing from the writings of Ronald T. Hyman, Farley defined Socratic 

method as a strategy in which 'We teacher (1) gets one to make an initial 

proposition; (2) leads the student to doubt that proposition; (3) leads him to adml 

that he, in fact, cfoes not know the proposition to be true; and (4) leads him in the 

formulation of a correct proposition.*' 

%id., 67. 
5%rley stated that " k virtually every case it was Bode who was identified by 

those whom the writer ïnte~ewed, as the one who most influenced Griffin in the 
formation of hïs educational ideas," 136-137. 

qarley, 128. The rather pithy observation included in this quotation from Farley 
was made to him by Dr. M. Eugene Gilliom. 

"Farley cited Ronald T. Hyman's 1974 text, Blays of Teaching, as his source of 
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The outcome of the use of such a strategy is to encourage a student to 

discover 'meaning" by questioning, rethinking, and restating ideas, ail in the 

context of alternative ideas.- As has already been stated, the udiscovery of 

meaning" is interpreted very differently depending on the teacher's philosophical 

orientation. While an idealist is very concerned with heightening hisiher 

students' awareness of an unchanging realm of ideals, Griffin saw "the discovery 

of meaning" as uclosely tied to Democracy as a social philosophy and to 

experimentalism as a way of conducting one's life." Griffin, thus 'hdopted the 

dialectic as a teaching strategy but adapted it to his own social and educational 

p hilosop hy.- 

Griffin was fully aware of the potential of reflective inquiry, recognizing it as 

revolving "around a state of doubt and the act of searching in an effort to resolve 

that doubt.  However, he did not, by any means, expect that teachers should 

follow a proscnbed sequence and compartmentalize reflective thinking into a few 

neat steps. Rather, he remained cognizant of the reality of teaching, which is 

well demonstrated in the following observations about high school teaching, for 

example: 

The teacher in the secondary school must be satisfied to stimulate and 
promote a much lower level of reflection that is described in the 
analysis of a complete act of thought. Indeed, he must be satisfied to 
inject any degree of reflection at aay level, into the ongoing experience 

62~gaùi, Farley cited Hyman as the source of his ideas. 
QFarley, 121. 
641bicl., 243. 



of his students? 

This did not mean that Griffin had iow expectations of students; instead he 

recognized that there were unquestioned or unexplored assumptions in 

American life that were deeply rooted in the acculhiration of students. He saw 

the role of teachers, in part, to help students to identify and focus on such social 

tenets as %hat's good for business is good for the country" or 'the statement 

'the poor ye have with ye always' which 7anged God on the side of those who 

shrug theif shouldeis at widespread poverty? He believed that students should 

be encouraged to rethink such beliefs and assumptions, re-evaluate them, and 

restate them. However, Grifin did not naively assume that encouraging students 

to develop levels of competence in reflecbive inquiry would autornatically lead to 

attitudinal change. Instead, he hoped that students would develop an increased 

awareness of their belief systems and become more "openn and %Ming to 

subject them to public s ~ n n i n y . ~  

To Griffin, therefore, reflective inquiry was The method of determining truth in 

a democracy." In considering the implications of reflective inquiry in the area of 

history, he obviously rejected the rote and passive leaming of dates and facts, 

which were disconnected from the students' own interests or experiences. 

Instead, he believed that history had a significance if it was used in reflective 

%riffin, quoted in Farley, 246. 
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inquiry to 'khed light on the quandries of our life today.* Like Alberty, therefore, 

Griffin believed that history 3muld only be 'educative' to the degree that it was 

brought to bar  on a problem and was utilized in both the fomulation of and 

achievernent of ends, the heart of the process of personal reconstruction. 

Beyond this requirement, no subject matter was sa~red."~ Farley included 

Griffin's example of a dialogue between a teacher and hidher students in which 

the teacher used an event in history to %pringboardn the students into a 

discussion of the real problems posed by the event. In engaging the students in 

a dialogue, the teacher encouraged them to question, to hypothesize, and to 

think deeply about the event in question." 

While Griffin was promoting reflective inquiry in the post war years, he did not 

always enjoy an audience that was responsive to his ideas. His classes included 

many G.I.'s who saw education not "as a way of Iife, but as a passport to a better 

one."72 In ternis of progressive initiatives in education, "the death of Dewey in 

1952 and Bode a year later seemed to symbolize, for many, the end of an ers."* 

Similady, educators found themsehres "in a glass house," the subject of pointed 

criticism in the post Sputnik years of the late 1950~.'~ Yet this is not to Say that 

Griffin did not have an impact. A number of Griffin's students apparently 

%rifh, quoted in Farley, 269. 
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mattempted to elaborate upon and extend the implications of his thinking 

concerning reflective inquiry and the social ~tudies."~~ 

Griffin's death was untimely, as he died in 1964 at the age of fm six. His 

legacy has been obscured in part due to his lack of extensive wfiüng in the fom 

of conventional journal atticles and texts? Griffin prefened a more eclectic 

approach to writing, preparing everything from radio scripts to plays. pamphlets 

and encyclopedia entries. GrMn's first love was obviously teaching. As John 

Farley obsewed, What Alan Griffin did best was to teach and to inspire others to 

follow his e~ample."~ If Boyd H. Bode had been able to witness the course of his 

former studenfs career, he would have respected his level of cornmitment to 

democratic education. 

ln examining the work of Harold B. Alberty and Alan F. Griffin, it is possible to 

identify common thernes in their work which are also central to the thinking of 

Boyd H. Bode. All three shared a view of democracy as =a way of life," and saw 

education as the key to helping people to develop the skills, understandings, and 

abilities to contribute to the society in which they Iive. All, therefore, shared a 

belief that the potential they recognized in human nature could be tapped if a 

strong emphasis was placed both on the professional development of teachers, 

7sFarley mentions Robert E. Jewetî, M. Eugene Giiliom, Maurice Hunt, Lawrence 
Metcalf, and Peter MartoreUa It is also interesting to note that Lawrence Stenhouse 
expressed an ongoing interest in Griffin's ideas that began with a visit to Ohio State 
University in the 1970s. 295-298. 
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and on the importance of their role in democratic classrooms. However, each of 

the three made a particular contribution to democratic education: Bode in his 

work as a teacher-scholar and critic, Alberty in his ability to link theory with 

practice, and Griffin in his ernphasis on the skiltful use of reflective inquiry in 

social studies education. 

Bode thus had significance in his role as a teacher and mentor. However, as 

has already been discussed in previous chapters, his influence was fe l  beyond 

the campuses of Wisconsin, Illinois, and Ohio State. He was recognized in his 

era for his contributions as an educational thinker through his frequently 

overlapping roles of writer and critic. As he explored the work of such individuals 

as William James, John Dewey, William Heard Kilpatrick, David Snedden, W.W. 

Charters, and J. Franklin Bobbitt, he usually did so in a rnanner intended not to 

offend, but to promote reffective thinking in those he critiqued, in his general 

readers, and, always, in himseif. In the words of Daniel Blackwell, %ne did not 

have to attend Bode's classes to be a student of hk. Many who had never seen 

him were educated by him through his numerous books and articles, for he had 

an extensive reading audience in this country and abroad."* 

The reactions of educators to Bode's ideas can be found in a varïety of 

sources, such as book reviews, journal articles, and dissertations. As no 

examination of the thinking of a particular educational thinker should be limited to 



positive appraisals, an interesting starting point is with the 1940 dissertation 

written by Henry Eugene Stevens who included some of the "contrary opinions" 

of Bode's less enthusiasüc critics in his study. He identified six wnters who 

appeared "especially dissident" with the purpose of focusing on "te major 

criticisms that have b e n  forthcoming" provided by Norman Woeifel, M. V. 

O'Shea, Carter V. Good, Paul Hanna, Homer P. Rainey, and John L. Ch i ld~ .~  

Some cornmon themes are identifiable in al1 six critiques. Essentially, these 

writers saw Boyd H. Bode as out of step with current thinking in education, full of 

ideas, but too impractical to have anything of great significance to offer to 

improve educational programs. They saw hirn as keen to cling to outmoded 

psychology, emphasizing introspection for himself and for others. In the words of 

Carter V. Good, 

..A may be that a philosopher is supposed to perform somewhat the 
same service for education that the minister does for his congregation: 
he sits somewhat apart from the crowd, points out shortcomings, 
admonishes evil-doers, exhorts al1 to do right, then leaves the group 
much on its own resources in discovering working plans and effective 
modes of pro~edure.~~ 

Another writer who saw Bode in this light, to some extent, was Herman H. Home, 

who, in his 1927 review of Modern Educational Theories, saw Bode essentially 

as being "more critical than constructive," ably discussing a number of cuvent 

theories but not providing his reader with "a constructive modem theory of the 

79Stevens, 130. 
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author's own? However, this text appears to have endured. Lawrence Cremin 

commented favorably on it in his own 1961 text, The Transformation of the 

School, describing it as a 'brilliant critique of progressive pedagogy in the 

twenties? In his fornard to H.C. Sun's 1977 text, William Fisher refened to it as 

=a book to which I frequently refer. ... I am sufficientfy bold to suggest that if more 

educators made reference to this sort of work (as Lawrence Cremin has 

succinctly stated the matter) we would spend Mess time Iteinventing the 

pedagogical wheeLW Then in 1986, William Schubert described P as being, =as 

contemporary as it was when written in its insightful, often witty, criticisms of fads 

and movements in cumculum and educational psychology." What comes 

through al1 of these evaluations, whether positive or negaüve, is a clear 

association of Bode with the role of critic. 

Another contemporary of Bode who was impatient with his apparent rhetoric 

and failure to contribute to educational planning was Theodore Brameld. In 

1939, he prepared a review of another of Bode's key texts, Progressive 

Education at the Crossroads, remarking that: 

When we search for what he himself offers as a program or a gospel, 
we find that in the last analysis it usually dissolves in glorification of the 

alHerman H. Home. "Review of Modem Educational Theories," Sdmdand 
Sncieqr, XXVI (October. 1927): 427-428. 

82Lawrence Cremin, TheTtansfamiation (New York: Vintage 
Books, 1961). 222. 
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common man's right to disavow al1 absolutes. Indeed, precisely this 
disting uishes the "controlling ideaP of dernocracy from social ideals of 
every other kind; it is continuously growing, changing, widening, 
sharing, relative, flexible - a teeter-totter of the individual and socW. 
But, somehow, it is never really grown; never stabilized; never, despite 
plentiful assertions to the contrary, either individual or social in its 
basic frame of reference; never sufficiently certain of its ends to stir 
deep loyaky to a vision of America's tornorro~.~ 

Boyd H. Bode would have been one of the first to agree with his critics that 

he did not provide a specific program or mode1 for educators to follow, but then, 

as was previously discussed, Bode did not see this as his area of expertise. 

However, Bode, who ucould danle with the force of his logic- might have taken 

more exception to criücs who perceived his ideas as seerningly empty rhetoric. 

He would not have b e n  alone in this reaction, for as Arthur G. Wirth once 

commented, "For several decades there was widespread agreement that no 

basic issue in educational theory had been sufficiently thought through until the 

voice of Professor Bode had been heard.* In 1969, C. A. Bowers described 

Bode as =an influential interpreter of progressive education at Ohio State 

University." Lawrence Cremin also commented on Bode's level of perception in 

regard to progressive education, describing Bode as 'prophetic" in his assertion 

that 'if ... [il persists in a one-sided absorption in the individual pupil, it will be 

%dore  Brameld, 1937, quoted Ï n  Chambliss, 36. 
85Far1ey, 137. 
%bhur G. Wirth, preface to B a . .  Rode's f-, by J.J. 

Chambliss (Columbus, Ohio: the Ohio State University Press, 1963), 14. 
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cîrcumnavigated and left behindmm 

% is very apparent that Boyd H. Bode was generally recognized as one of "te 

recognizeâ leaders in educational theory" in his era? Bode's recognition by his 

peers is also to be recognized in the awards and honorary degrees he received 

in the course of hîs Iife. The University of Michigan awarded Bode an honorary 

degree in 1932. This was followed by another from the Ohio State University in 

1948, and Bode was simîlarly honored by the University of Florida in 1953, when 

hW daughter, Eleanor Bode Browne attended the ceremony on his behalf? 

When he retîred fiom the Ohio State University in 1944, he was honored with 

"a new kind of tribute ... aftemoon and evening conferences in his honor titled 

'Democracy and Educati~n.~' Upon his retirement, the University also 

appoînted Bode Professor Emeritus. This was an honor that he once 

commented on in his customary, seif deprecating manner, rernarking that 

"Emeriti, like youngsters in their first childhood should be seen and not heard? 

However, the University dîd not appear to want to forget Bode. An annual Sode 

Lecture Serîesw was held from 1946-1 965 with the purpose of providing 'a forum 

Bode quoted in Cremin. 327. 
'%lm P. Wynne d e s m i  Bode and William Heard Kilpatrick as the leaders in 

the "second generation of experùnentalists." John P. Wynne, Thecin'es (New 
York: Harper and Row, 1963). 260. 
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where current ideas that bear on the reconstruction of American educational 

institutions could be analyzed and appraised ....[a ] tribute ... for a man whose aim 

was to combine intellectual values with humanitarian concern~.~  A new series 

of lectures entiüed then Boyd H. Bode Mernorial Lecturesn was established in 

1 97S.w The final honor that should be mentioned in this context was the 

presentation of the William H. Kilpatnck Award for Distinguished Service in 

Philosophy of Education at the Conference on Philosophy of Education in 1947. 

Those who spoke at this conference included Bode himseif, John Dewey, and 

William Heard Kilpatrick. In recalling this event, George S. Counts commented 

as follows: 

Among the speakers were the three most distinguished American 
students of the philosophy of education now living. Friends and 
adrnirers of these men had come from near and far to hear them and 
to honor one of them. The thought may have passed through the 
minds of many of those present that they would probably never again 
hear these three giants of educational thougM - Dewey, Kilpatrick, and 
Bode apeak from the same platform." 

In this quotation, two things can be identified. First, the significance of Boyd H. 

Bode, and secondly, the sadness f e l  by many of those present as they 

witnessed the end of an era. 

93p.L. Smith, foreword to Jane R. Martin, 9 
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When I first encountered the writings of Boyd H. Bode in a 'Perspectives on 

Curriculum* course in the Fall of 1992, 1 was immediately drawn to his ideas. His 

frustration with laissez-faire or authontarian trends in education mirrored rny own. 

His enthusiasrn over the possibilitïes inherent in the field of education was an 

enthusiasm I shared. Where we differed was in the fact that Bode had a clearly 

articulated philosophy of education while I did not. I came to realize that if I were 

to continue to work in the area of curriculum, I would have to address the lack of 

clarîty in my own philosophy. Therefore, a key motivation for this thesis was the 

opportunity it provided for reflecüve inquiry. Consequently, the impact of Bode's 

thinking on the articulation of my own thought has been considerable. 

Simply stated, I have come to the realization that I have an eclectic approach 

to curriculum that is deeply rooted in a democratic philosophy of education. Like 

Boyd H. Bode, I prefer to believe in the potential of hurnan beings, yet I agree 

with him that there is much in our societal structures and traditions that has 

served to suppress the potential both to think and to learn. Like Boyd H. Bode, I 

believe in a more democratic approach to education than generally exists: an 

approach that is respectful of individual difference, while seeking to expand 

student awareness of an expanding sphere of common interests. Like Boyd H. 

Bode, I believe in a democratic way of life, and recognize the inadequacies of 

educational programs in which democracy is taught rather than experienced. I 

also recognize the inadequacies of societies in which democracy is assumed but 

undermined or misconstrued in a myriad of ways. 
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This opportunity to refiect on my own philosophy of education has given 

added meaning to my role as an educator. Unlike Bode, and perhaps more like 

Harold B. Alberty and Alan F. Griffin, I have a strong interest in the possibilities 

inherent in curriculum design and development I can now understand why in 

recent years I have been drawn to affirmative action initiatives, creative yet 

effective prograrnming, and a variety of challenging teaching situations. Most 

have 0ff8ted the potential for growth, both for students and for mysel as an 

educator. 

However, as was stated in the introduction of this thesis, the underlying 

motivation for my research was not limited to my own personal interest in Boyd 

H. Bode. I also hoped that a biographical study of this man and his ideas would 

serve to demonstrate how much we can still learn from the thinking of some of 

the educational thinkers who have unfortunately been allowed to fade from view 

in recent years. It is always interesting to reflect on the manner in which a 

person fmm a difkrent era might respond to a present day situation. In the 

1 980s, Kenneth Winetrout did exactly this in relation to Boyd H. Bode: 

Let us now imagine that Boyd H. Bode is again living with us in these 
1980's. In no time at al1 he would be tuming his intellectual guns on 
William Bennett. A salvo would be fired off at Allan Bloom, author of 
The Closing of the A m e W n  Mind. As Bode once took up a position 
on the Harvard Report, so today he would be in the thick of this battle 
of the books, this required reading list at Stanford and elsewhere. In 
our 1 9808s, Bode would not lack for targets. 

He would be disappointed in how little we have done for the common 
man. He would agonize: Why haven't our schools become more 
humane institutions? Bode would be kept busy. 



In spite of al1 he would not ask with George Counts: Dare the schools 
build a new social order? Rather, Bode would ask: Dare - can - the 
schools bring into k ing  the thinking individual, the democratic 
cornmon man?* 

How, then, would Bode react to the 1990s? How would he perceive our 

democratic society? Our "common man"? Our SHar with absolutesn? Our vision of 

"the school that would serve each of these?-? In both Canada and the United 

States, he would see us still viewing democracy in a glass darkly." He would 

see us as continuing to rely on our enthusiasm for democracy, while also 

continuing to be confused by what exactly we mean in ouf use of this term. If he 

were to focus particularly on the Canadian situation, he would see us allowing 

successive national and provincial governments to develop agendas based on 

an interpretation of udemocracy" driven by business interests rather than the 

interests of human kind, whether or not that govemment went by the name of 

"Progressive Consenmtive" or "Liberal." Bode might ask us to reflect on the 

implications of this for our democratic way of life. As Daniel Blackwell once 

observed, 

... what Bode could see clearly was the basic discrepancy between the 
organization and methods of the business world on one hand and the 

- requirements of our democracy on the other. If we as ciüzens accept 
this at face value, then we must ask which is the more important, the 
operation of the nation's business or the cultivation of a sound 
democracy? ... for Bode one of the serious problems here is that the 
general public becomes oblivious to these situations, which cause 

%W*ietrout, "Boyd H. Bode: A Mission But No Blueprint," 35. 
%id. 35. 



cleavages in our culture which eventually become intolerable." 

In the 1990s. we are very focused on the former, rather than the latter. We 

appear to be accepting of the fact ihat the general population of Canada is 

constantly spoken of as "taxpayers" rather than as '%itizens." We tolerate this, 

because the high taxation we endure, and the almighty deficit which is constantly 

held over our heads like the sword of Damocles, are both real issues that 

concem us. These are issues that affect Our lives in many ways in the 1990s, as 

we are persuaded to accept Our new roles in a "flexible workforce," as 

I%ontingency workers" and "downsized employees." We subscribe to the belief 

that it is unreasonable to expect salary raises, despite the fact that the cost of 

living continues to increase, and despite the fact that the machines of big 

business and banking continue to generate huge profits. We are encouraged to 

view such vital areas of our lives as education and health care as costly and 

inefficient. Meanwhile, we watch the weakening social safety net, and trust that if 

we lose our bahnce in the area of ernployment. education. or health, we will not 

see ourselves fall through its holes to land heavily on the sawdust below. 

It is understandable that so much of our energy is expended in focusing on 

these issues. However, in the process, we are tending to ignore deeper issues: 

our prevailing confusions over the nature of democracy, coupled with Our inability 

to see the potential that lies in our "democratic society." We tend to overlook the 



point that if we would focus more on identifying and articulating a shared 

philosophy, it would help us better address ouf social and economic issues in the 

context of a more democratic 'Way of life." 

One reason for oui prevailing confusions over the nature of democracy lies in 

the fact that the dualisms Bode perceived in society in his time still persist in 

North America today. As was described in Chapter Four of this study, Bode saw 

two very conflicting notions of the nature of society. On the one hand he 

identified a strong societal belief in the importance of the individual coupled with 

a suspicion of anything other than a very limited fom of govemment. On the 

other hand, Bode identMed a similarly strong belief in the need to care for the 

interests of both ourselves and others through emphasizing the importance of a 

sense of community on both the local level and in terms of the nature of 

govemment on a national scale. If Bode were alive today, he would see these 

two conflicting notions reflected in what has corne to be known as the Liberal- 

Cornmunitarian Debate. It is, very probably, a debate in which Bode would wish 

to become actively involved* What Bode would appreciate in this debate is that 

the very nature of democracy is still being questioned and explored. He would 

be interested in examining the growing body of literature that contains fresh 

perspectives on the issue, and includes interpretations that were missing in his 

%en Osborne provided an interesthg overview of the Liberai-Communitarian 
debate in his article, "Education and Citizenship: The debate renewed," l h M a n h h  
Social 21, noo. 1 (September 1994) : 13-24. 



era, such as a feminist viewpoint.'" 

If the debate over democracy can be seen to persist into the present day, so 

too can the debate over education. Bode would be an active education critic in 

the 199ûs, probably expressing a positive interest in programming designed to 

foster cooperative leaming, group decision making, and problem solving. He 

would also appreciate alternative classroom models, provided that they avoided 

the pitfalls that he had identified in the progressive education initiatives in his 

own era. 

He would have serious concerns in some areas, however. He would wonder 

at the persistence of some teachers and administrators in clinging on to the 

exclusive use of traditional, teacher centred models of subject matter instruction 

at the high school level. He might remind us that to persist in this desire to 

control the thinking of adolescents, we lose opportunities to encourage thern to 

think and to leam how to develop more responsible roles in society. 

Similarly, he would be concerned about other efforts to exert control. The 

power and influence of special interest groups was demonstrated clearly in the 

1994 tex$ Class Warfare: The Assault on Canada's Sch~ols.'~' In itç 

exploration of the efforts of 'big business* and the "religious righf' to exert control 

in the schwls, we are reminded of Bode's warning back in 1937 of the real 

lcaOsbome's article provides a usehi List of references as a starting point for a 
literature review, 

IoLMaude Barlow and Heather-Jane Robertson, Clas Warfare. 
Canada's (Toronto: Key Porter Books, 1994). 



impact on our sdety if we permit special interest groups to win control by 

defauk1-o Bode, this would prevent us from widening our "area of common 

interests," and serve only to hinder our growth towards a democratic society. 

It was once said of Boyd H. Bode that "he went after the issues where 

victories do not corne ea~ily.'"~ Certainly, the questions he had about life were 

complex and difficutt; reflective of the perennial questions that have long beset 

human beings. At the same time, he had "unlimited faith in human 

intelligence,"* and in our potential to make life better for ourselves. If he had 

been able to read the definlion of 'thin democracy" prepared by Benjamin 

Barber in 1984, he would have shared Barber's concems with a view of 

democracy that "conceives of women and men at their worst (in order to protect 

them from themselve~).~~~~ This perception of humanity would have been 

unacceptable to Bode, as he would have seen it as an attempt to perpetuate the 

status quo, and as an attempt to limit any possibility for growth as a democratic 

society. 

For Bode, the starting point for dernocracy was, of necessity, in a more 

positive perception of humanitr. in Barber's words, one that '%onceives of 

women and men ... at their potential best (to help them become better than they 

'qoyd H. Bode, D e m o m a c : y ~ a ~ o f e w  York: The Macmillan 
Company, 1937). 32. 

l ~ m e t r o u t ,  "Introduction," 3. 
'04Chambliss, 8. 
'05Benjamin Barber, P- . . . . 

(Berkeley and Los Angeles: University of California Press, 1984), 25. 



are)?* Bode's central belief about human nature was that if we could only learn 

to allow ourseives to think, and to think deeply, then we could begin to move 

further towards a clear understanding of the nature of a strongly democratic 

society. This was the essence of Bode's message, this was Bose's Me's work, 

and this is Bode's significance for us today. 



CHAPTER SIX 

CONCLUSIONS AND RECOMMENDATIONS 

Summary of the findings of the study 

This study has examined the life and work of Boyd H. Bode. It has also explored 

the high level of his cornmitment to democracy and democratic education. It has 

also served to examine the significance of Bode's Iife and thought, both in the 

first half of this century and for those currently working as educators in North 

America in the 1990s. The findings of this study will be briefly addressed here. 

Boyd H. Bode (1 873-1953) was an individual who Iived and worked in the 

American Midwest for most of his life. He was the son of Geman settlers who 

had corne to America seeking religious freedom. He grew up in communities 

that emphasized a Calvinistic faith, and his father became a Christian Reformed 

minister. His parents, especially his father, encouraged their son's education, 

but as he matured, they were concerned by the fact that he began to question 

the faith in which he had been raised. 

Bode received his post secondary education at William Penn College, in 

Oscaloosa, Iowa; the University of Michigan; and Comell University. 

Increasingly, Bode was stniggling with ideas, but this was largely on his own 

rather than in consultation with a particular advisor or professor. When Bode left 

Cornell with a Ph. O. in 1900, he began work at the University of Wisconsin in 

the Department of Philosophy. Here, he began his teaching career from the 

rather awkward standpoint of one who was hired to teach philosophy without a 
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cleaily articulated philosophy of his own. In the first nine years of his career as 

an academic, Bode engaged himseff in the examination of the thinking of the first 

pragmatists, notably William James and John Dewey. His critiques began by 

challenging their ideas, but gradually rnoved towards acceptance. It was, in large 

part, through his consideration of theit ideas that Bode eventually came to clarify 

his own philosophical position. By 191 3, he had accepted a pragmatic 

philosophy, and this was to shape his thinking for the rest of his Me. 

Bode's willingness to explore ideas and to share that exploration with others 

helped him to become both a popular and skilfful teacher and a respected 

contributor to the academic joumals of his era. By 191 1, he had been 

encouraged to move to the University of Illinois, where his work contributed to 

the development of a strong and popular Department of Philosophy. However, 

Bode began to grow restless in his discipline. He began to seek out ways to 

dernonstrate the value of philosophy in everyday life. He began to accept 

opportunities to teach courses in the philosophy of education, and also continued 

to write in order to share his evolving ideas. 

In 1921, Bode was offered a position at the Ohio State University. The 

opportunity to work in the area of philosophy of education was just the challenge 

he needed. He responded to the challenge impressively, and in the twenty three 

years he spent at Ohio State, he raised the status of the philosophy of education 

to a high level. In reviewing the reflections of those who studied or worked with 

Boyd H. Bode at Ohio State, it may be seen that his impact on the University was 
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never forgotten. In his work in teacher education, he encouraged the thin king of 

many educators who had heard of Bode by reputation, came to his classes, and 

later took his ideas into their own classrooms at both the school and university 

level. 

Bode's role as a mentor was impressive. At Ohio State he taught, and later 

worked wiai Harold B. Alberty, who was strongly influenced by his ideas and 

made his own noteworthy contribution to classroom pracüce in his work in such 

areas as the Eight Year Study and the core curriculum. Alberty's own students 

later included Paul R. Klohr and William Van Ti!. 

Another interesting student of Bode was Alan F. Griffin, whose career focus 

was on the value of reflective inquiry in social studies education. Griffin's own 

students later included Robert E. Jewett, M. Eugene Gilliom, Maurice Hunt, 

Lawrence Metcalf, and Peter Martorella.' After Bode's retirement, his 

contribution to the thinking on democracy and democratic education at Ohio 

State was perpetuated through conferences and series of lectures. 

In retirement, Bode continued to sustain his commitment to dernocratic 

education by accepüng opportunities to teach at universïties in the United States, 

Canada, and Egypt. He continued his involvement in teaching until shortfy before 

his death in 1953 at the age of 79. 

Alongside his commitment to teacher education, Bode continued his role as a 

IJohn Farley, --, 
PhD. diss., Ohio State University, 1978 (Ann Arbor, UMI, 1979). 295-298. 



writer and critic throughout his life. Bode always sustained his independence of 

thought and for this he was well respected by his peers. His commentaries on 

pragmatism, the progressive education movement, cunent theones in education, 

and on democracy and democratic education, were recognized for their valued 

contribution to contem porary debate. He explored the ideas of many thinkers 

and educators, including William James, John Dewey, William Heard KilpatrÏck, 

W.W. Charters, Edward Thomdike, J. Franklin Bobbitt - al! of whom are well 

recognized in the literature on the history of cumculum. As Daniel Blackwell 

once obsewed, Bode's 'books and articles on education made him perhaps one 

of the most widely-read educators of the thirties and forties." 

The respect accorded Boyd H. Bode in his lifeüme was demonstrated in the 

honors bestowed on him both in the course of his working life and in his 

retirement, which have been detailed in Chapter Fve of this study. Boyd H. 

Bode was honored, in part for his teaching, rnentorship, and contributions to 

educational debate in his time. He was also honored for his ongoing 

cornmitment to the cause of democracy. For, as Phiiip L. Smith wrote in 1974, 

Bode was Vreless in his efforts to secure a more democratic social orderoe 

A statement on Bode's thinking on democracy and democratic education is 

best placed at the end of this summary of the findings of the study. The reason 

?Daniel Duncan Blackwell, 9, Ph*D. diss., 
University of Pittsburgh. 1973 (Am Arbor, UMI, 1974),8. 

3Phillip L. Smith, forward to 
Memon'al, by Jane R Martin (Columbus: The Ohio State University, 1974). 



for this is that, while Bode would have rather modestly accepted an examination 

of himseff as a teacher, mentor, and critic, he would have wanted such a 

summary to end with his thinking on democracy and democratic education. ln 

coming to an understanding of the personality of this man, it is very apparent that 

it would have been his thin king, his ideas, that Bode would have wanted to Iive 

on, rather than the more personal memories. 

Boyd H. Bode lived through a turbulent period of human history. Though his 

early life was spent in smaller American communities, he became aware of the 

impact of the rapid technological progress which characterized the era. The 

rapid changes experienced by Americans at the tum of the century made it a 

time of mixed emotions: excitement at the inventions and mechanization, 

coupied with fear over the impact such progress had on their Iives and their 

attitudes. 

Bode also knew the impact that the First World War had on people. He lived 

through the Depression years. He also watched, with apprehension, the rise of 

fascism and communism in Europe, and knew that another major world 

catastrophe was waiting to happen. The Great War had not been, as had been 

fervently hoped, TWe war to end al1 wars." 

Bode viewed this very much as a time to preserve the spirit of democracy in 

American society. The spirit was there, but it was weakened by a widespread 

confusion over the nature of democracy and thus an inability to clearly define the 

meaning of the tem. Bode realîzed that the confusion he recognized in society 
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was understandable. As IYhe spiritual products, first of a predominantly rural and 

indbidualized order of things, and later of a highly industrialized and centralized 

civilization." people were experiencing a sensation W k i n g  a denizen of two 

worlds at aie same tirne? This led to conflicting notions of democracy and 

government Should govemment be limited in nature, or should it be extensively 

involved in the activities of the nation? What was really meant by such terms as 

"freedom" and "equality"? 

As a pragmatist, Bode advised acceptance of the dynamic, changing nature 

of society. For this reason, he challenged people to accept the potential in 

humanity, and to free intelligence from the confines placed on it through rigid 

belief structures, as reflected in religious and social absolutism. Essentially, 

Bode believed that if people allowed themselves to think freely and deeply 

through learning how to reflect, then they would be better ptepared to respond 

to the reality of societal change. Freedom was to be in acceptance of a 

democratic way of Me, that rested on respect for individwl difference, as well as 

on an increased awareness and understanding of interests that are, and rnay be, 

shared in common. 

Bode believed that the school had a central role to play in the clarification of 

democracy as a way of life, seeing the school as 'particularly the institution in 

Boyd H. Bode, "The Meaning of Freedom" in h 
Ramcmcg, eds. Harold B. Alberty and Boyd H. Bode (Westport, Co~ecticut: 
Greenwood Press, l938), 5. 



which democracy becomes conscious of itself." In speaking of the need to free 

intelligence, Bode did not mean that thinking should proceed in a piecemeal or 

haphazard fashion. Rather, Bode saw schools as the places where students 

could go to leam how to cany on a democratic way of life. Bode did not address 

the specifics of such education; however, two of his students whose work was 

discussed in this saidy did address partîcular strategies. Harold B. Alberty 

explored the possibilities of a type four core cumculum in both theory and 

practice, while Alan F. Griffin promoted the use of refiective inquiry strategies in 

the area of social studies education. 

Bode's advice conceming democratic education was more general. He 

explored the need for approaches to education that would be comprehensive yet 

balanced. He favored a cornprehensive mode1 of education because he 

believed that schools must, of necessity address h variety of divergent and 

apparently conflicting tendencies in education" in relation to student interest, "the 

vocational needs of Me," and the encouragement of Purely intellectual 

interestse Many contemporary models of education concemed Bode because of 

their tendency to focus predominantly on one narrow aspect of education. For 

example, the work of the scientific curriculum makers tended to focus too 

specfically on the vocational needs of life. Bode saw their ideas as contributing 

5Boyd H. Bode, R e m w m q ~ a F y d o f  (New York: The Macmülan 
Company, 1937). 94-95. 

6B~yd  H. Bode, d, 5th. ed. (New York: The 
Macmillan Company, 1937). 38. 



to perspectives on education, but in his critiques of their ideas he cautioned them 

about their narrowness of view. 

Bode also believed in a balanced approach to education that would be 

respectful of both the psychological organization and the log id organization of 

subject matter. He believed that the psychological organization of subject matter 

could be identified in acthrities to encourage student interest, to highlight 

relevance, and to thereby motivate leaming. The logical organization of subject 

matter was to be recognized in activities designed to foster the growth of 

intelligence, knowledge, and the ability to problem solve. 

It has been said of Boyd H. Bode that his favorite expression was, IWe baby 

is thrown out with the bath watereH7 In considering a comprehensive and 

balanced approach to education, Bode encouraged the use of teaching 

approaches and content, new and old, provided that they respected the 

changing, evolving nature of society, and fostered the democratic way of life. 

It was in his realization of the significance of the school in a changing society 

that Bode recognized the importance of strong and effective teacher education 

programs to prepare those who would teach others. In his work at Ohio State 

and elsewhere, Bode realized this was where he could make a contribution in 

terms of encouraging teachers to question, to think, and to reflect deeply on the 

nature of democracy and dernocratic education. To conclude with the 

'Kenneth Winetrout, introduction to hm R B ,  
(Columbus, Ohio: Ohio State University, 1974), 2. 



observations of Winetrout which helped to shape the exploration of Bode's ideas: 

One hot summer day, and summer days c m  be hot and stearny in 
Columbus. Ohio, Bode passed several of us students on the steps of 
Arps Hall, on the way up to his office after having met his class: He 
tumed to us, made a body language gesture to the heat and said, 'l 
guess l'II just have to let the world Save itself." Said in jest, a response 
to the discomfiture of the day; yet in a way it was a suggestion that he 
did have a mission. The war with absolutes; the common man; the 
democratic society; the school that would serve each of these. That 
was his mission then; that is his message to us today.8 

Recommendations for further study 

A major purpose underlying this study has been to demonstrate how 

much can be learned from focusing on the life and work of one 

educational thinker. Biographical studies can add interest to 

educational research, and they also serve to remind us of the striking 

contributions that can be made by one educator in the course of 

hislher lifetime. These contributions may include classroom teaching, 

mentorships, writings, critical appraisals of the work of others, and 

involvement in debate on educational or societal issues on a local, 

provincial, or national level. 

Biographical studies also provide a means of tracing the genealogy of 

educational thought. Those who are concerned by the tendency 

towards ahistoricism in the field of education which has resulted in a 

%emeth Winetrout, "Boyd H. Bode: A Mission But No Bluep~t,"%aching 
E c k i t b  2, no. 2, (1988): 35. 



devaluing of many of the ideas that preceded our generation, see the 

potential in biographical studies to explore how the thin king of certain 

individuals can be traced not only through attention to their lives and 

worù, but also through attention to the work and ideas of those who 

studied with them. To retum to the words of H. Warren Button, Iparts 

of the history of educational research should be biographical - 
biographies of men, biographies of ideas* 

Bode's thinking on democracy and democratic education has been a 

major focus of this study. A conscious decision was made not to 

overextend the study by attempting an in depth exploration of Bode's 

wriangs on the leaming process. These include his first major piece of 

writing as a pragmatist, an article entitled "Consciousness and 

Psychology," published in a text compiled by John Dewey in 191 7, 

Creative Intelligence: Essays in the Pragmatic Attitude. His 

writings in this area also include his 1940 text, How We Learn. This 

would make an interesting study. 

Much has been wrïtten on the life and work of John Dewey. Less has 

been written on the life and work of Boyd H. Bode. This study has 

placed a strong emphasis on Bode and has not attempted a 

comparÏsonlcontrast with the thinking of John Dewey. A dissertation 

91. Warren Button, "Creating More Usable Pasts: History in the Study of 
Education," Educatinnal (May 1979) : 8. 



exists which discussed the ideas of both thinkers, Frederick Neff's 

1950 study entitled =A Pragmatic lnterpretation of Freedom and its 

Meaning for Education: A study of the Wntings of John Dewey and 

Boyd H. BodeYo Neff s work focused predominantly on the similarities 

in the thinking of bath men. Two possibilities for further study may be 

identified here. 

One mighï take the form of a comparison/contrast study of their life 

and work. The second might take a rather different direction. John 

Dewey was a more prolific writer than Boyd H. Bode, but his writing 

style tended to be more obtuse, leaving his ideas open to 

misinterpretation: 

The unclarity of his educational views leaves room for 
excesses: the reduction of work to mere play; the 
reduction of moral training to mere manipulation; the 
reduction of vocational education to job training for the 
untalented. The vagueness of his view of the great 
community" leaves us wondering whether his view of 
participatory dernocracy is that of the student insurgents 
of the 1960s or that of the Quaker meetinghouse and 
anyway not sure we can run a country of 280 million on 
either basis." 

The consequences of the misinterpretations of the writings of John 

Dewey are to be found in some extremes of child centred education, 

'Vrederick C. Neff, "A Ragmatic Interpretation of Freedorn and its Meaning for 
Education: A Study of the Writings of John Dewey and Boyd H. Bode" (Ph.D. diss.. 
University of California, 1950). 

"Alan Ryan, John of the (New York: 
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for example. An alternative study in which the thinking of other key 

thinkers from that era is examined, would be interesüng and would 

provide an opportunity to highlight and compare the ideas articulated 

by such individuals as Boyd H. Bode, George Counts, William Heard 

Kilpatrick, and Harold Rugg. Such a study would help to provide a 

more balanced and more complete orientation to the Progressive era 

than is to be found in the cunent tendency to limit attention to the life 

and work of John Dewey. 

4. This study was intended to provide a starüng point for those interested 

in reading about democracy and democratic education. This study 

was limited to the thinking of one individual on democracy and 

democratic education: the thinking of Boyd H. Bode. The scope for 

additional studies on democracy and democratic education is 

extensive; however, g iven Bode's preoccu pation with the conf l icting 

perceptions of democracy in North America, and realizing that these 

persist in the present day, a study that explores the Liberal- 

Cornmunitarian Debate and its implications for education would be 

informative. As Osborne stated in 1994, 

The last few years have seen an outpouring of books 
and articles on ciazenship and democracy, though, 
surprisingly, little of 1 seems to have entered educational 
debate. Wih few exceptions, political theorists have 
ignored the educational implications of their arguments. 
For their part, educationalists have ignored political 



theory.12 

Osborne's own 1991 text, enütled Teaching for Democratk 

Ciüzenship, would also be of interest in a study of this naturd3 

5. This study examined the growth of pragmatic thought in the United 

States in the hte nineteenth century and the first part of the Wentieth 

century. It examined comrnon elements in the thought of four key 

pragmatists, Charles Peirce, William James, John Dewey, and George 

Herbert Mead. It explored the difficuît transition made by Boyd H. 

Bode out of idealisrn and into pragmatism. It discussed the 

implications of this philosophical shift for Bode's thinking on 

democracy and democratic education. It also examined the work of 

two of Bode's students, Harold B. Alberty and Alan F. Griffin, that 

reflected their understanding of the changing nature of society. 

What this study did not do, however, was attempt to compare and 

contrast pragmatism with the neo-pragmatism that emerged in the 

1980's in the writings of Richard R~rty . '~  How might Bode have 

commented on the Iinguistic emphasis of neo pragmatism? How might 

he have responded to the claim that, 

%en Osborne, "Education and Citizenship: The debate renewed" lXd&&&a 
Sacial 21,no.l (Sept-1994): 15-16. 

*Ken Osborne, 9 - 0  (Toronto: Our Schools / 
Ourselves Education Foundation, 199 1). 
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Pragmatism never meant to provide "Foundations* on 
which to ground knowledge ... but simply ways of thinking, 
talking, and writing about specific situations that are not 
so much known as described. Rhetoric, conversation, 
narration, and discoorse are presently offered by the neo 
pragmatist as a means of coping in the modem ~orld.' '~~ 

6. When the significance of Bode's thought in the present day was 

considered in Chapter me, a conscious decision was made not to 

attempt to comment on it in the light of the extensive writings on 

postrnodemism. This would have been beyond the scope of this 

present study, would have detracted from its overall intent, and would 

have required the writer of this study to undertake an entirely new 

direction in terrns of a literature review. However, for those interested 

in exploring this perspective, the work of Pauline Marie Rosenau rnight 

provide a good starting point. As she commented in 1992, 

Post-modemism haunts social science today. In a 
number of respects, some plausible and some 
preposterous, post-modern approaches dispute the 
underlying assumptions of mainstream social science 
and its research product over the last three decades.16 

7. Bode's faith in the potential of 9he common mann would be viewed by 

some as too unrealistic. In the media dorninated 1990s, children and 

teenagers are bombarded with the noise and images of advertising, 

videos, movies, and music. They are also often enthusiastic viewers 

ISDiggins, 3. 
16Pauline Marie Rosenau, E o b  

rnroads. (Phceton: Princeton University Press. 1992), 3. 



of school based usitcomsn in which the upopular" students evade 

opportunities to leam and "studious" characters are negatively 

portrayed. Where is there time, interest, or opportunity to learn to be 

reflecüve and deep thinkers? How would Bode respond to the powerful 

reality of popular culture? How would he respond to James Twitchell's 

observation that "show business has replaœd religion as the opiate of 

the masses?"" 

Concluding statement 

Boyd H. Bode's work in the field of the philosophy of education reflected his 

desire to see education strengthened by the contributions of reflective classroom 

teachen who would guide ttteir students in a democratic process of human 

thougM and human interactions: the democratic %ay of life." In Bode's words, 

The school, therefore, is clearly under the obligation to show that 
democracy is a way of life which breaks sharply with the past It must 
not merely practice democracy but must develop the doctrine so as to 
make it serviceable as an intellectual basis for the organization of life. 
To achieve this end it must u t i l e  the concept of democracy so as to 
secure continuity of program, which up to the present has been so 
conspicuously lacking in the progressive movement. The idea of 
democracy, consequently, cannot be disposed of by dealing with it in a 
separate course and at some fixed point in the curriculum. Just as the 
reconstruction of patterns or outlooks is a constant concern throughout 
the school program, so the meaning of democracy as a way of life 
must be developed progressively and interwoven with everything else, 
but without sacrifice of clarity. The school is, par exce//ence, the 
institution to which a democratic society is entitled to look for 
clarification of the meaning of democracy. In other words. the school 

l'James B. Twitcheil, Ciunbal C h h n d B T h e f l o f  (New 
York: Columbia University Press, 1992), 259. 



is particularly the institution in which democracy becornes conscious of 
itseK1* 

The strongest challenge directed against thinkers like Bode was and is that 

they were and are tao unrealistic: overemphasiting the potential of human 

intelligence and human nature. On the other hand, what are Our options? If we 

refuse to examine potential, or view it as something quite limlted, how can we 

ethicaliy rernain in the field of education? 

For the purposes of this study, perhaps the strongest rebuttal of this common 

criticism is to be found in the example of Boyd H. Bode himsetf. This was an 

individual who began his life in a comrnunity sttuctured in such a way as to stifle 

thought He grew up in a culture bound by absolutes, a culture that expected 

unquestioning acceptance of beliefs, assumptions and traditions, a culture in 

which he had little opportunity to read anything other than the lirnited resources 

presented to hirn at school and little opportunity for dialogue with others. Even 

his father, who demonstrated a greater degree of openness of thought, still 

frequently expressed his fears as his son's thought began to develop away from 

the tradition in which he had been raised. 

Bode's struggle even to begin to realize his potential was lengthy, stressful, 

and lonely. His one life long resentment appears to have been that he received 

so little assistance from his teachers.Ig Bode's own detemination led him to 

'Qoyd H. Bode, D e m n r r a c y H a y  of Li&, 94-95. 
19Childs, C P r a m n a t i s m  (New York: Henry Holt and 

Company, hc., 1956) 249. 



expand his perceptions, develop a greater level of understanding, and to 

dedicate his Me's work to exploring and encouraging the potential of others. 

Bode would have agreed wiai Taha's observation: 
I 

When the school cornes to be recognized as the very crucible of 
freedom, as a means of testing in practice the findings of science and 
those ideas which seem socially most beneficial to communal living, 
then it will have begun to emerge as the chief agency for social 
pr~gress.~  

%tissa. Abdelal Younis Taha, Etagmhnm&h~ cm- 
* .  *H., Ph-D. diss., Ohio 

State University, 1958 (AM Arbor, üMI, 19591,225. 
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