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ABSTRACT 

This qualitative historical research study documents the life of early childhood 

educator Marie Morrison Hughes (1900-1981) and the evolution and fruition of her model 

of early childhood education. In-depth interviews with six women educators who worked 

directly with Dr. Hughes in the implementation of the Tucson Eariy Education Model 

(TEEM) provide data for the study. TEEM became a Follow Through Program Sponsor at 

twenty-two sites all across the United States and served communities from 1968 to 1995. 

Profiles of each woman educator written in the first-person constitute a large part of 

the work. A profile of Dr. Hughes gained from transcribed speeches and interviews is 

included with the Voices of the Women. 

The model of education founded by Dr. Hughes was based on the definition of 

teaching as interaction and collaboration. Opening the world to children was the 

educational goal of Dr. Hughes. Curriculum was built from the lives and experiences of 

the children in the classroom with an emphasis on' learning to learn.' Dr. Hughes believed 

the most important element in the educative process was the relationship between the 

teacher and the child. An essential part of the model was termed professional response, the 

rapport between children and the teacher. Children learned from the teacher's flexibility to 

allow personal response to the ongoing experience and the response was the source of the 

teacher's constructive and significant influence on children. 

Dr. Hughes referred to her model as an education program for children in a 

democratic society. The model's commitment to the whole person and the uniqueness of 

each person along with the established caring rapport with each individual child exemplifies 

the ethics of caring and justice in education. 
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PROLOGUE 

Discovering 

"Think of something that a child did recently that delighted you," I asked of a group 

of student teachers that I am supervising at the University of Arizona. A student told of 

seeing children spontaneously help a child with special needs. Another student told of 

experiencing delight at seeing a child succeed at a task. Still another student felt delight at 

gaining a child's focused attention and another when receiving the gift of a child's drawing 

of a sunflower. This focus of teachers on delight, the child's delight and the teacher's at 

experiencing the delight, was inspired by my study of the work of Dr. Marie Morrison 

Hughes and her model of education for children in a democratic society. 

I left Vermont in 1993 to pursue a doctorate degree in Teaching and Teacher 

Education at the University of Arizona (UA). My goal was to work in teacher preparation. 

I taught in elementary classrooms for over 20 years and wanted to end my career in 

education by working with preservice teachers. 

Dr. Alice Paul, an early childhood educator, Tucson Early Education Model 

(TEEM) director, and associate professor at the UA, was my assigned advisor. We talked 

on the phone about my program of study before I left Vermont. I took a course, 

"Investigations in Early Childhood," with Dr. Paul the spring semester of 1994. At the end 

of the semester, she invited me to serve as a graduate associate of TEEM. I was interested 

because the philosophy of the model matched my beliefs in early childhood education and 

the ways to work with children. 

TEEM, which is described in Part 1, was one of twenty-two models selected as a 

National Follow Through Program across the United States in 1968 and was implemented 

at nineteen sites in seventeen states. TEEM received federal funding until 1995. This 

innovative model for teaching young children that evolved from the educational philosophy 



of Marie Hughes was based on the beliefs that teaching is interaction and that it is necessan' 

to connect school learning to the child's personal knowledge and experiences. 

I was given materials on TEEM to read when I began work with the project the fall 

semester of 1994. Many of the materials mentioned Dr. Marie Morrison Hughes as the 

founder of TEEM. I had never heard of Dr. Hughes. One day I asked Karoleen Wilsey, 

the TEEM administrative assistant, "Who is this Dr. Hughes?" She gave me three brown 

plastic covered binders of articles written by Dr. Hughes. This started my journey of 

discovering the life and work of Dr. Marie Morrison Hughes and led to her becoming my 

mentor in my work as a teacher educator even though I never knew her personally. 

When asked about her biography of Sobhuza II, Ngwenyama and King of 

Swaziland, Hilda Kuper said, "I think that one writes a biography largely because one's 

fascinated by the person. This is the first thing.'" From the beginning, I was fascinated 

by the life of Dr. Hughes. 

As I learned more about Dr. Hughes and met women who worked with her in the 

implementation of TEEM, I became interested in studying Dr. Hughes' development of an 

early childhood education model. I found there was little information on Dr. Hughes. 

There were the journal articles she had written from the 1930s to 1960s. There were man\-

TEEM documents at the University of Arizona. Her writings were about teaching methods 

that are written about now as recent innovations: connecting learning to a child's culture, 

language, and experiences; cooperative learning; learning centers; using schema theor\'; 

building community in the classroom; creativity in education; the teacher-child relationship; 

the classroom environment; the ethic of caring and justice in education; and education for a 

democratic society. 

' L. L. Langness and Gelya Frank, Lives: An Anthropological Approach to Biography, (Novate, CAL 
Chandler & Sharp Publishers, Inc., 1981), 144. 



I was taking a curriculum course with Dr. Don Clark the fall of 1994 and he 

encouraged me to research and write about Dr. Hughes and her model of education. I 

interviewed women in Tucson who worked with Dr. Hughes in the implementation of her 

model in the 1960s. My first interview was with Bette Dehls at the Richey School in 

Tucson. She came to Tucson from Indiana in the late 1960s for training as aTEEM Held 

representative and remained involved with TEEM at an elementary school in Tucson until 

her retirement in 1995. Alice Paul had served as a TEEM field representative who trained 

program assistants and I interviewed her. After each interview, I wanted to learn more 

about Dr. Hughes. 

There are many aspects of Dr. Hughes' work and life that are rich sources for 

research. My study focuses on women educators who worked directly with Dr. Hughes. 

Their life stories make it possible for me to create a profile of the life of Dr. Hughes and to 

present profiles of six teachers who worked with her in implementing her model of earh' 

childhood education. Dr. Hughes selected and invited each woman to work with her. She 

mentored many of these women educators until she left the University of Arizona in 1970 

and continued her association with some of the women up to the time of her death in 1981. 

Dee Garrison writes "Surely all scholars to some degree choose their topics in order 

to enact the main themes of their own lives. The elusive link between biographer and 

subject is a source of analytical and literar>' power."^ 

I find many parallels between my life and that of Dr. Hughes. This identity with 

Dr. Hughes drew me to her as a subject. She grew up on a farm in Michigan. I grew up 

on a farm in Vermont. She traveled alone by train from her home in Michigan in 1920 at 

the age of 20 to teach children "on the Continental Divide." I left Vermont at the age of 21 

to teach children in the Philippine Islands as a Peace Corps Volunteer. From our early 

- E)ee Gairison, in Linda Wagner-Martin, Telling Women's Lives: The New Biography, (New Brunswick, 
NJ; Rutgers University Press, 1994), 167. 
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twenties, we both spent our lives working with children in early childhood education with 

the goal of making schools better for children. 

Dr. Hughes believed that teacher education was the way to change education. 1 

hold this same view, and it is the reason why I left classroom teaching in 1993 to study 

teacher education. 

Dr. Hughes received her Ph.D. from Stanford in 1952 at the age of 52. I began my 

doctoral studies at the age of 53. Learning and education have always been a priority with 

me and they were with Dr. Hughes. She was an avid reader and lifelong learner with a 

great curiosity. I share these attributes. 

Mary Catherine Bateson writes, "Women today read and write biographies to gain 

perspective on their own lives. Each reading provokes a dialogue of comparison and 

recognition, a process of harmony and articulation that make one's own experience 

available as a lens of empathy."^ 

I have made a commitment to researching the life of Dr. Hughes because 1 believ e 

her contribution to education is important and has not been documented. Dr. Hughes was 

an inspiration to many women educators and, if her life were known, it would likely 

inspire others. It is my belief that this smdy will contribute to the field of teacher educauon 

and ultimately to the lives of young children in our schools through a revisiting of the 

insights and practices of Dr. Hughes' model of early childhood education. It is my hope 

that this rediscovery of Dr. Hughes will promote a revival of her ideas. I am certain that 

educators will find her work in education as exciting, refreshing, and affirming as I did 

when I came upon it several years ago. 

^ Mar>' Catherine Bateson, Composing a Life, (New York: Penguin Books, 1989). 
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Life Dream as Metaphor 

Each of us constructs a life that is her own central metaphor 
for thinking about the world. 

Mary Batesoo, 1989, Composing a Life 

Several of the women I interviewed mentioned that Dr. Hughes had a dream of 

teaching children "on the Continental Divide" when she was in her late teens. She realized 

her dream when she left Michigan at the age of 20 to teach in Tyrone, New Mexico. 1 think 

of the Continental Divide as a metaphor for the life of Dr. Hughes. 

The continental divide is defined in the American Heritage Dictionary as "an 

extensive stretch of high ground from each side of which the river systems of a continent 

flow in opposite directions." Dr. Hughes' life seems as a "stretch of high ground" above 

gender roles, family and political pressures, traditional theories and practicies in education, 

the competing ethics of caring and justice, her own physical ailments and those of her 

husband, and academic restrictions for women. Her life stands apart from what is 

commonly read or believed about the lives of women who were bom in this country" in 

1900. She was able to maintain the "high ground" through eras when women were often 

devalued and confined to explicit roles. Dr. Hughes remained true to her main concerns, 

caring for her invalid husband and caring for the lives of young children. 

The words "on the divide" can also be used to represent the model of teaching and 

learning created by Dr. Hughes. My bias in this study is my belief that this model rises 

above the curriculum debate of skills-based and holistic education. The work of Dr. 

Hughes promotes an education of interaction and transformation connected to the child, 

his/her life and family, and community. The model also incorporates the feminist 

educators' ethic of caring in that it provides a model of early childhood education that puts 

into practice the theory of caring, but it extends beyond the ethic of caring by the fact that it 

incorporates the ethic of justice. Dr. Hughes' model is beyond the divide of gender 

differences. 



A Practitioner/Theorist Overlooked 

In the mission statement of the Albuquerque Public Schools in New Mexico, Dr. 

Hughes as a theorist is given credit: "The APS Early Childhood Program is a 

developmental, child-centered, experientially-based program which is designed and based 

on sound learning theory about young children. It draws upon the principles of child 

development and the work of many theorists such as Jean Piaget, Maria Montessori, Marie 

Hughes, Albert Bandura, Jerome Bruner, McVicker Hunt, Abraham Maslow, and Erik 

Erikson." Biographical information on these theorists and their writings can be found in 

libraries with the exception of Marie Hughes. I looked up the name of Marie Morrison 

Hughes in the libraries of the University of Arizona, the University of Utah, and the 

University of New Mexico where she served as a professor and found no information. Dr. 

Hughes implemented her model of early childhood education in the public schools of 

Tucson, Arizona and Albuquerque, New Mexico. Her model was selected by nineteen 

Follow Through program sites in this country. She contributed articles to educational 

journals from the 1940s to 1970s, but she did not publish a book. A bibliography of these 

journal articles is included in Appendix B. Her name is found in the 1968-1969 edition of 

Who's Who in American Women. 

Dr. Hughes' research work on teaching has been cited by Amo Bellack and Ian 

Westbury along with Hilda Taba for Marie Hughes' work in Intergroup Education. 

Travers stated in 1971 that a model of instruction "must show all the marks of scholarship" 

and cited the work of Marie Hughes as "nearer to providing a model...than any 

contemporary work I have been able to locate."^ The small number of citations of Dr. 

Hughes' work does not relate to its value. Yetta Goodman examined bibliographies of men 

•* Robert W. Travers, "Some Further Refections on the Nature of a Theory of Instruction," in Ian Westburj-
and .Amo Bellack, Research into Clasroom Process: Recent Developments and Next Steps, (New \'ork: 
Teachers College Press, 1971), 25. 
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in the field of education and found "there is a great tendency to reference each other and to 

ignore the work of women. 

Dr. Hughes died in 1981 at the age of 81. Many of the people who knew and 

worked with her are advancing in age (the two women interviewed in New Mexico are 

octogenarians). In time there will be little remembered of Dr. Hughes although her insights 

continue to be valid and popular innovations in education, but often under a different 

appellation. It is important to give Dr. Hughes credit and recognition for her contribution 

to early childhood education. I felt an urgency to do research on Dr. Hughes and set down 

the story of her life and her influence on early childhood educators while there are people in 

Arizona and New Mexico who can share their personal stories about her and her work in 

education. 

Wagner-Martin claims that biography is written about a subject who is "great in 

some way or his or her life shows some greatness of spirit or endeavor."^ I recognize this 

greatness of spirit and endeavor in the life and work of Dr. Marie Hughes throughout my 

study. My research magnifies the importance of Marie Hughes' work to education and 

especially at the end of this century when many of the problems in education that she spent 

her life addressing have multiplied and deepened to frightening proportions. Her voice and 

work thirty years ago called for transformation in education and the women interviewed in 

this study saw change in the lives of children and school communities where they worked 

implementing TEEM. 

"We didn't quite make it this time," Marie Hughes told an audience on January 27. 

1976 in Tucson, Arizona, "but maybe we could make it another time." It is my hope that a 

new look at the work of Marie Hughes will make "another time" no w as we move into a 

new century. 

^ Yetta Gocxlman et al.,The Whole Language Catalog, (Santa Rosa, CA: American School 
Publishers, 1991), 376. 
® Wagner-Martin, 10. 



Research with a Threefold Purpose 

This historical research study has a threefold purpose. The first is to explore the 

life of the early childhood educator Dr. Marie Morrison Hughes through the experiences of 

six early childhood educators who worked directly with Dr. Hughes to implement her 

model in schools of this country. 

A second purpose is to examine the leadership of Dr. Hughes. All six of the 

women who worked closely with Dr. Hughes had undergraduate degrees when they began 

working with her. The women went on to do graduate study and become leaders in early 

childhood education in the Southwest. This purpose relates to the mentoring of women. It 

also includes charting development "through the progress of human relationships rather 

than through individual success" in order to "address the reality of interdependence in 

human life."' The staff development of Dr. Hughes depended on interaction and the 

establishment of relationships just as she advised teachers to establish relationships with 

children in their classes. 

A third purpose of the study is to explore the notion of caring in the early childhood 

education model developed and implemented by Dr. Hughes. There are many writings 

today about the ethic of caring and the need for caring in our schools. Nel Noddings' ideas 

for caring in our schools® and Jane Martin's picture of the Schoolhome' connect with our 

imaginations, but what about the implementation of these ideas? 

Jennifer Gore cautions that "It is not enough to dream of alternative classrooms" 

and argues that "critical and feminist pedagogy discourses have had little impact on the 

regime of pedagogy, the specific techniques of pedagogy, the authority of the teacher, or 

' Carol Gilligan, "Restoring the Missing Text of Women's Development to Life Cycle Theories," in 
Dorothy G. McGuigan, Ed., Women's Lives: New Theory, Research and Policy, (University of Michigan; 
Center for Continuting Education of Women, 1980), 31. 
® Nel Noddings, The Challenge to Care in Schools: An Alternative Approach to Education. (New York; 
Teachers College Press, 1992). 
' Jane R. Martin, The Schoolhone: Rethinking Schools for Changing Families. (Cambridge, MA; Harvard 
University Press, 1992). 
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the functioning of pedagogy in the machinery of social or cultural regulation. The specific 

classrooms or instructional practices of schools and universities have been remarkably 

wnchanged.'"" My investigation focuses on the TEEM model and the possibility that it is 

the exemplification of the ethic of caring in education put into practice in the classroom. 

Dr. Hughes' concern for equality makes her model also one that exemplifies the ethic of 

justice. Dr. Hughes' model of education for a democratic society conflates the ethics of 

caring and justice. 

This research study of Dr. Hughes and her work is significant because no one has 

written about her and her contribution to early childhood education. Dr. Hughes spent her 

entire life involved in the education of young children. She had a national and international 

reputation in early childhood education as a teacher, principal, administrator, professor, 

curriculum developer, researcher, federal project director, and author. Her career spanned 

nearly 60 years. She knew many prominent people in the field of education including 

David Elkind, Vito Perrone, David Weikert, and John Goodlad and, according to the 

women interviewed and a phone interview with John Goodlad, these men valued her 

insights and accomplishments. She was a consultant on the Intergroup Education Project 

from 1946-1948. This intercultural education project was directed by Hilda Taba. Dr. 

Hughes was invited to serve on the Professors of Curriculum committee of Teachers 

College, Columbia University. There are many facets to the life of Dr. Hughes to be 

investigated. This research project focused on three main questions. 

• What was the lifepath of Dr. Hughes and how does her work in education relate 

to schooling today? 

• How did Dr. Hughes influence the lifepaths of the women early childhood 

educators interviewed and what were the perceived characteristics of the women 

Jennifer Gore, The Struggle for Pedagogies: Critical and Feminist Discourses as Regimes of Truths (New 
York: Routledge, 1993), 145. 
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that caused Dr. Hughes to select them to work closely with her in implementing 

her model? 

• How does feminist pedagogy or the ethic of caring relate to Dr. Hughes' model 

of early childhood education and how does the model include the ethic of justice? 

This study is enriched by the narratives of six women in the Southwest of the 

United States. The six women are educators who woiiced directly with Dr. Hughes. Dr. 

Hughes worked with men and women, but the focus of this study is on her work with 

women educators. The six women went on to become leaders in education in the 

Southwest. This study focuses on the life of Dr. Hughes as it is connected to the women 

interviewed in the study. Other participants who knew Dr. Hughes outside of her work 

with her model in education would have different memories and stories to tell. 

Glucksmann writes about relations of inequality and domination in research with 

women. She warns that "Inequalities in knowledge ... are bound to enter into the 

interpretation of oral testimony as well as into the interview situation itself," but in this 

study such inequalities are minimized." The persons involved (the researcher and those 

interviewed) are all "older" women. All of the women had long careers of teaching and all 

have advanced degrees in education. 

Voices of Women Teachers 

There is little attention drawn to what women teachers have accomplished 
within mass public education in much of the Western world since the latter 
half of the 19th century. 

Michael Apple, 1987 (in Gore, 1992, p. 22) 

The contribution of this study to the field of education is unique because it 

documents the life of an important woman educator through the voices of women 

educators, including the voice of Dr. Hughes which was gained through transcriptions of 

her speeches and published interviews with her. Gilligan states that studies are needed that 

" Glucksmann in Mary .May-nard and June Purvis, Researching Women's Lives from a Feminist 
Perspective, (Briston, PA; Taylor & Francis, 1994), 157. 
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"delineate in women's own terais the experiences of their adult life.'"^ This study 

contributes to this need. Dr. Hughes was influential as a mentor to many women 

educators, who went on to mentor others. The findings of this study have implications for 

teaching and learning, the mentoring of women, the life development of women, teacher 

education, and educational leadership and contribute to the field of women's history and 

women's studies. 

This study places feminist pedagogy or the ethic of caring in a context, but 

enhances this pedagogy by including the ethic of justice. Dr. Hughes' model was a mode! 

of feminist pedagogy, which was implemented and practiced in an era before feminist 

theorists' writings. Documentation of Dr. Hughes' work is an empirical contribution to the 

theory of feminist pedagogy. 

In Dr. Hughes we see a life devoted to a mission, the lives of children with the goal 

of aiding them to each reach his/her potential. The biography of Dr. Hughes gives us a 

view of Lillian Rubin's transcendent child and James Hillman's "acorn theorv ." Dr. 

Hughes fulfills Abraham Maslow's depiction of a self-actualized person. Knowledge of 

such a life as that of Mane Morrison Hughes gives hof)e to all teachers of children and to 

individuals who are growing toward their own potential. Research on the life of Marie 

Morrison Hughes has done this for me. 

Finally, the study is important to me as an early childhood educator and teacher 

educator. Dr. Hughes has greatly influenced my work in the field of education as a teacher 

educator and mentor of future teachers. My immersion in her work and her life has 

brought me to see through her eyes and grounded all I knew intuitively from work with 

young children into the theoretical. This happened to the women interviewed that worked 

with Dr. Hughes and it has happened to me. She has become my mentor too. 

Gilligan in .McGuigan, 30. 



In summary, this historical research study explores the life of Dr. Marie Morrison 

Hughes through the experiences of early childhood educators who worked directly with 

Dr. Hughes in creating and implementing her model of education. The leadership style of 

Dr. Hughes is examined along with her mentoring of women. Another purpose of the 

study is to explore the notion of caring and justice in the model of education developed and 

implemented by Dr. Hughes and the women interviewed in the study. This in depth 

exploration will contribute to the field of education by documenting the life of an important 

woman educator and examining her life as an innovator and mentor in early childhood 

education. 

The more deeply I study the life and work of Marie Hughes, the more prophetic I 

have found her words. Marie Hughes speaks to us in these times. Her model of education 

for a democratic society is a way to a more humane and connected life for all children and 

everywhere. 
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Part 1 

Marie Morrison Hughes 

and Her Model of 

Education for a 

Democratic Society 



Biographical Sketch 

Early Life in Michigan 

Marie Myrtis Morrison was bom in Rosebush, Michigan on 25 February 1900 to 

James and Myrtis Day Morrison. Her birth occurred several weeks after her parents were 

married at her mother's request, according to Halene Weaver who worked with Dr. 

Hughes in the implementation of her model of education for nearly twenty years. Her 

parents' marriage for her legitimacy and subsequent divorce were facts that always 

bothered Marie. Halene Weaver said, "They were a great emotional journey for her. She 

always bore that with her. She felt she could never be quite as good as her brothers and 

sister." Halene was close to Marie Hughes and they shared personal and professional 

lives. When Marie left the University of Arizona in 1970 and returned to New Mexico, she 

asked Halene to move to Albuquerque with her and help with a teacher education project at 

the University of New Mexico. Halene made the move and stayed closely connected with 

Marie until her death in 1981. Halene knew stories about Marie's early life in Michigan. 

Marie grew up on a farm near Clare, Michigan. Her mother later remarried. Marie 

had two stepbrothers and a stepsister. Her stepfather was good to her and she thought of 

him as a father. Her biological father was unknown to her. 

Marie's mentor in Clare was a neighbor and she often mentioned the influence this 

man had on her life. He had a fine collection of beautiful books and gave Marie pjermission 

to go into his library and borrow any books she wanted to read. She read all of his books 

and gave this man credit for teaching her to love literature. She continued to be an avid 

reader throughout her life. Halene said Dr. Hughes read a book a night and liked to read in 

bed. She read widely and the references from philosophy, literature, and poetry in her 

writing attest to this fact 

It was necessary for Marie to work in the summers and board in town to attend 

high school. She told Halene Weaver she had worked in the fields harvesting vegetables to 



get money to go to high school. Marie "skipped" part of high school, which was the 

practice for gifted students then, and entered the "normal school" in ML Pleasant, Michigan 

in 1916 at the age of 16 to receive training to teach kindergarten and first grade. "My love 

for young children" was one reason why she chose the primary school level to work with 

and also because she believed the early years to be the most important part of children's 

education.' She finished the two year normal school course in 1918. The 1918 yearbook, 

Chippewa, of Central Michigan Normal School has a photograph of bespectacled Marie 

under the heading of Rurals. She is listed as a rural officer, vice president, along with four 

other officers: a male student for president and three other women for secretary, second 

vice-president and treasurer. A study of Normal Schools in Wisconsin found them to be 

more inclusive early in this century for women than the larger universities at the time. 

Many normal schools functioned as all-around institutions of higher leammg, 
especially in the Midwest and West. [Tlhey resembled ... in the early twentieth 
century, small liberal arts colleges. Almost always coeducational, state normal 
schools were especially significant institutions for women, who had limited 
opportunities at other colleges and saw teaching as a viable vocational option. 
Normal students thus received implicit lessons in gender relations. Their classroom 
and literary society activities sent the message that women and men could be 
intellectual equals, campus life fostered social familiarity between the sexes, and 
student organizations demonstrated that females and males were equally capable of 
leadership and teamwork in single-sex and mixed group settings. These lessons 
sharply contrasted with the experiences of students at the University of Wisconsin. 
Smdent life at this more prestigious institution was characterized by gender 
separation and lower status for women.^ 

Marie, no doubt, had a similar experience of gender equality at the normal school 

she attended in Michigan that the women did in Wisconsin. The election of women and 

men for campus officers reveals this. After Marie completed the program for teachers in 

1918, she taught two years in Michigan, first grade and then third grade. 

' S. Burks, "New Mexico Educator Looks Back on Long Career," AlbuquerqueJourml, 26 Febniarv 1978, 
C-L 
- C. A. Ogren, "Where Coeds Were Coeducated: Normal Schools in Wisconsin, 1870-1920," History of 
Education Quarterly 35(1), 1-26. 
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Realizing Dream to Teach Children on the Continental Divide 

Marie left her family and the Midwest at the age of 20 in 1920 to fulfill her ambition 

at the time: to teach children on the Continental Divide. "I just always wanted to come 

West just like anybody wants to do something. My father said when I was 201 could 

come, so I set about getting a job and came," Marie told an Albuquerque news reporter in 

1978.' 

She took the train by herself in 1920 to Tyrone, New Mexico. Tyrone was a 

copper mining camp owned by Phelps Dodge, near Silver City. It was not as a pjerson 

might envision a mining camp. Mrs. Dodge and Mrs. Phelps had persuaded their 

husbands to hire one of the world's greatest architects, John Goodhue, to design the entire 

mining town. The women had seen Goodhue's work at the World's Fair in San Diego in 

1915. Goodhue designed the camp around a plaza and built with cement. 

"The miners have more comforts at hand than the dwellers of the cities of the land," 

reported the Silver City Enterprise in 1917. "The houses for the laborers are of cement, 

with running water, electric lights, rurming vines and the most attractive surroundings 

possible to imagine.'"* Marie Hughes began her teaching career in this mining camp in 

New Mexico that was not like any other mining camp in the world. She chose a place in 

the West and "on the divide," but it seems that she may have selected Tyrone too. She told 

a news reponer in 1978 that when her father said she could go West at the age of 20, "I set 

about getting a job."^ Perhaps she saw an advertisement in a Michigan paper for teachers 

in Tyrone and read about the model mining camp. 

What would Marie have seen when she arrived at Tyrone in 1920, the time of its 

heyday? "First, juniper, pinon, live oak, and ponderosa pine. A dusty road. The rows of 

houses lining Pinal Street, the main drag. At the end of the street the tower on the company 

' Burks, C-2. 
"Model Mining Camp of the World," Silver City Enterprise, 23 November 1917. 

® Burks. C-2. 



store, its red tile roof shining in the sunlight. To the right, the motor garage, the restaurant, 

the Burro Mountain mining office, the trading post-with the bank and shops below, a 

5,000 volume library and meeting rooms on top. To the left, the colonnaded railroad 

station, the post office, and the company store. The plaza. The 600-pupiI school. The 

houses on the ridge, 1,000 feet above the plaza. Nothing was missing. It was Utopian, if 

not Utopia."*' 

In an article entitled "Model Mining Camp of the World," a Silver City newspaper 

described the Tyrone school in 1917: "The children of the camp will attend school in a 

seventy-five thousand dollar school building, the best in the state for the money, at that; the 

post office, the railroad station and all the company administration buildings are things of 

beauty, and the people of the camp can purchase their supplies in the best store building m 

the state, with cold storage facilities, modem sanitar>' bakeries and everything human 

ingenuity can imagine."^ 

"Living conditions were ideal at Tyrone," was written in a Silver City newspaper 

reporting on the closing of the mine in 1921. It was "a time when the ladies gave ice cream 

socials and people danced to the music of the Jazz Elite orchestra under Chinese lanterns in 

the plaza of a fable."® 

When the mines in Tyrone closed, Marie taught the first grade in nearby Hurley. 

She described this town as a "regular Western camp."' It was characteristic of Marie 

Hughes to not spend time disappointed, but to take risks and move forward. She could 

have returned to Michigan or moved to Albuquerque when the mines of Tyrone closed, but 

she went to a "regular" Western mining camp in the next town, Huriey and taught there 

from 1922 to 1925. 

® Tucson Daily Citizen^ 25 July 1964. 
^ Silver City Enterprise, 23 November 1917. 
* Tucson Dail\ Citizen, 25 July 1964. 
' Burks. C-2.' 
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"She loved the children. She had everyone who couldn't speak English from 

kindergarten through adulthood. She taught them through reading charts," Halene Weaver 

said. Marie would go out to villages in New Mexico and visit people when they were sick 

and she helped out when there was a death. "She did the real thing," Halene Weaver 

remembers, "she didn't just talk about it." 

Love at First Sight With World War I Veteran 

When volunteering at the nearby Bayard Veterans' Hospital while teaching at 

Tyrone, Marie met Lewis Carl "Red" Hughes. It was 1921. She told a news reporter in 

1978 that "it was a great life for a girl" in Hurley at that time because there were seven 

eligible men for every girl and "you could have three dates in one day.'"° When she was 

asked by a friend to go on a blind date with "Red" Hughes, Marie told the reporter that she 

was already dated up for three weeks but managed to squeeze in an afternoon picnic. It 

was "love at first sight," Marie said, and they married two years later, in 1923. 

"Red" Hughes had red hair and was six feet four inches tall. He was a veteran of 

World War I. "He was a farm boy from Georgia and forgotten by his family," 

remembered Laura Atkinson, a student and friend of Marie's in New Mexico from the 

1930s. "Red" had been gassed in France during the war and was brought to the Bayard 

Veterans' Hospital in southern New Mexico to convalesce. Many gassed veterans were 

sent to New Mexico to recover because of the healthy climate and good air. The gassmg 

had left "Red" Hughes with little lung capacity and he was an invalid the rest of his life. 

"She had a terrible time getting him out of the hospital," Halene Weaver recalled. 

"They said he wouldn't live six months if she took him out and they were married for 45 

years. He was never well, but he had a happy life with her." 

Burks, C-2. 



Rural Supervisor and Graduate Student 

Influenced by Books of Educators 

Marie Hughes was an avid reader of books on education all her life. It is important 

to take a look at the educators she read and who matched her thinking in the eariy 1920s. 

In an interview with Mavis Martin in 1979, Dr. Hughes mentions the great influence on her 

of two books that she read in her mid-twenties, "1 don't believe 1 would have become a true 

student of teaching if I had not come across two books...."" The books were Alice 

Temple's and Samuel Chester Parker's Unified Kindergarten and first Grade Teaching^' 

and Michael O'Shea's The Child: His Nature and His Needs." "The first proposed that 

the first grade should continue the activities of the kindergarten; the other contained 

marvelous vignettes and observations of children, presented with great msight," Marie 

Hughes told her interviewer.'"* 

Alice Temple (1817-1946) was a major force in integrating Dewey's philosophy 

into the education of young children. She went to the University of Chicago as a student in 

1909 and then became the Director of the Department of Kindergarten Education. She 

developed the Kindergarten-FMmary Department at the University in 1913, the first in the 

country.'^ The content of the curriculum grew out of life experiences of children and the 

classroom was regarded, in Dewey's words, as a "miniature society."'^ An important p?art 

of the teaching and learning process was observing, recording and analyzing classroom 

activities. Agnes Snyder wrote in her book on women in early childhood education about 

Professor Parker's and Alice Temple's book: "no better exposition of the Dewey 

" Mavis Martin, "A Talk With Marie Hughes," Insights into Open Education 11 (7). (Grand Forks, ND: 
Center for Teaching and Learning, University of North Dakota, March 1979) 6. 
''Samuel Chester Parker and Alice Temple, UnifiedKindergartenandFirst-GradeTeaching, (Boston: Ginn 
& Co., 1928, out of print in 1943). 

Michael O'Shea, The Child: His Nature and His Needs, (New York: The Children's Foundation, 1924). 
Martin, 6. 
Agnes Snyder, Dauntless Women in Childhood Education, (Washington, DC: .Association for Childhood 

Education International, 1972) 191. 
Snyder. 190. 
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philosophy of education as applied to the kindergarten and primary grades has as yet been 

produced."'^ Unfortunately, the book went out of print in 1943. Snyder writes that the 

book was based on activities that were developed in the laboratory' school at the University 

of Chicago and showed what a classroom would be like based on Dewey's philosophy. It 

included "what the children said and did; what the teacher said and did; and the interactions 

among them."'® 

The principles by which the guidance of the teacher proceeds are clearly evident: 
provision of a stimulating environment; free exploration of the environment and 
manipulation of material by the children; children and teachers working together; an 
observant teacher selecting cues from the children for guiding them into further and 
more significant experiences; the teacher responsible for initiating activities when in 
her judgment this seems desirable;... the classroom a miniature society so 
organized that the rights and responsibilities of democratic citizenship are learned 
through hving." 

We can surmise that Marie Hughes was intuitively creating such an environment for 

children, a "miniature society." The books by Temple and Parker and O'Shea resonated 

with her and validated her work with children. "It was as though I had a new pair of eyes 

through which to examine teaching.... In other words teaching now became for me an art 

and a science, capturing me intellectually as well as emotionally," she told Mavis Martin.^" 

Marie Hughes' philosophy of education was grounded in the work of John Dewey. 

In 1925, Marie became the first rural elementary school supervisor in Dona Ana 

County. She also worked for the New Mexico State Department of Education in a special 

project at the East San Jose School in Albuquerque. She later served as the principal of this 

school. 

First Publication 

The first document of Marie Hughes' writing is found in a 178 page softcover 

booklet issued by the State Department of Education, Santa Fe, New Me.xico in 1932 and 

Snyder, 205 
Snyder, 201. 

" Snyder, 202. 
Martin, 6. 
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entitled. Teaching a Standard English Vocabulary with Initial Reading Instruction. The title 

page reads "Marie M. Hughes, Field Worker, San Josd Training School, University of 

New Mexico, Supervisor of Dona Ana County Schools, Las Cruces, New Mexico, 1929-

1932." 

Richard Van Dongen, professor in the College of Education at the University of 

New Mexico, reminds us that New Mexico has a dominant Spanish-speaking population 

today and did when Marie Hughes came to the state to teach. "Education was different than 

it was in Michigan and Marie quickly saw the idea of being on a certain page in a workbook 

on a certain day as required by the state department wasn't working at all," Van Dongen 

remembered in a telephone interview. He said she looked to the community for the source 

of content and study. 

Van Dongen recalls that Anne Nolan Clark, a writer of many children's books and 

translations of books for Native Americans, was in northern New Mexico working in 

education at the same time that Marie was in southern New Mexico. "These women went 

out in their Model As and Model Ts for days to go to little schools and communiues. It 

was not the kind of life open to bright women in the rest of the country then. They took on 

a challenge. Women working in education in this way took on a voice and a vitality, a 

perceived vitality. It is a legacy in New Mexico." 

The preface of the 1932 book gives Marie Hughes' background for the writing of 

the "Course of Study." 

This Course of Study had its inception in my own classroom need. Tweh e 
years ago [1920] I began teaching in New Mexico. It was at Tyrone, New Mexico, 
where I was hir^ as a first grade teacher. Imagine my surprise and consternation 
in meeting my group of forty odd first graders ranging from seven to seventeen 
years of age. All had been in school at least one year before, and for most of them 
it was the third year in school. 

As a group, they could not understand common classroom directions. They 
could pronounce the words of their readers, but couldn't play a stor>' or answer 
questions. There wasn't the slightest interest in regular classroom procedure. Such 
a situation could not help but breed problems of discipline. My only hope and 



32 

eventual sucxess lay in story telling. The conventional repertoire which I possessed 
did not interest the children. The scenes were laid on the playground, plaza, store, 
and other places known to the children. The children illustrai^ these stories. We 
learned many songs, verses, and rhythmic plays. These were also illustrated and 
dramatized. Three months of this kind of work and the children began to show 
interest in reading. At mid-term we had become something of a prize rcxjm. We 
could talk and understand English. Discipline, as such, was a thing of the past. 

The next three years were spent in teaching in the North Side (Spanish 
speaking) school at Hurley, New Mexico. Gradually the teaching technique was 
developed and materials for instruction attained some organization. The work was 
followed by teaching mixed groups in the Las Cruces city schools. 

As supervisor of Dona Ana County Schools, the need for a differentiated 
first grade course of study was apparent. Again, I was appalled with the number 
repeating the grade. Repeating the grade meant exactly that-doing the same thing 
they had done the year before. ' 

The course of study by Marie Hughes covers every aspect of teaching young 

children: equipment and supplies, classroom organization, the daily program, units on the 

school and playground, family and home, community, and a great deal of attention to 

language. Directions to make a chart easel and sand table are included. 

Marie Hughes writes that the teacher must:" 

1. Be familiar with the field of Early Elementary' Education. 

2. Be sympathetic. 

3. Believe in the child and his capacity for growth. 

4. Find out as much as possible about the former experience of the child-

familiarize herself with the home and community in which the child lives. 

5. Make of school a friendly, happy place. 

6. Realize that change in the child may come slowly. 

The "Outcomes of the Proposed Program of Initial Reading Instruction" are gi\'en 

on the last page of the book. The first three of the seven listed are: "The child has learned 

•' Hughes, 1932, 3. 
" Hughes. 1932. 30. 
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to associate meaning with symbols; The child knows reading as a thought getting process; 

The child has become interested in books."" 

A Mentor in New Mexico 

Marie Hughes mentions in the preface that she gained "added stimulus" from Dr. L. 

S. Tireman, Director of the San Josd Training School in Albuquerque, New Mexico, 

"whose own work in conducting research and trying to improve our school conditions 

offers a challenge to all of us to go and do like wise."^'* Tireman served as the University 

director of the Namb^ Project in the late 1930s. Mr. and Mrs. Cyrus McCormick gave 

land and money for a community school in Nambd. The McCormicks worked with the 

superintendent of schools and Dr. Tireman of the College of Education of the Umversity 

of New Mexico to "adjust the curriculum of the school to better fit the needs of the people 

and the children."^^ This was a true collaboration of the University and community 

school. The guiding principles of the Nambd Project were as follows: 

A school should be the center of the community'. It should be sensitive to 
the needs of the community and, in cooperation with the parents, plan a program 
that will make the best use of all available resources. Such an environment should 
stimulate pupils to engage in many activities. Through participating in planning, 
executmg, and evaluating their work they will learn to think and to use the facts and 
tools of learning. They should find the school a vital place in which it is good to 
live." 

The principle of selection of subject matter was "to find out what is most needed in 

the lives of the people of this community and minister to that before all else."" The 

curriculum of the school was to be kept flexible and regarded as a "tool, a means by which 

boys and girls become educated. It is not an end in itself," Tireman stated. He regarded 

the community school as an answer to the traditional school with "no bowing down to the 

^ Hughes. 1932, 178. 
Hughes. 1932, 4. 

" L. S. Tireman, A Community School In A Spanish-Speaking Village, (Albuquerque: University of New 
Mexico Press, 1948). 10. 

Tireman. 20. 
^Tireman. 21. 
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familiar formal curriculum. Books no longer occupied the sole place in the learning 

process. ... The education of the hand and the heart, as well as the brain, were 

recognized."^® 

The themes of Tireman's community school were congruent with the themes from 

Dewey's philosophy that became constants with Dr. Hughes and her work in education. 

She had a leader of education at the University of New Mexico, Dr. Tireman, agreeing with 

her view of how schools should be organized for children. We can see the beginnings of 

her model forming with her readings, her work in the rural schools of New Mexico and her 

work with Dr. Tireman of the University of New Mexico in the San Josd. Although the 

Nambd Project was later, we can assume that Dr. Tireman held the same views of 

education in his earlier work and as director of the San Jose School where Marie Hughes 

served as principal. 

Marie Hughes emphasized across the decades, beginning in 1932 and included in 

her speeches in the late 1970s, that her model of education for young children depended on 

a sympathetic teacher. The teacher must believe in children and their potential. The teacher 

must find out about the child's home and community. It was a constant goal with Dr. 

Hughes that teachers "make of school a friendly, happy place." 

Formal Education 

Marie's husband encouraged her to finish her education. She acknowledged his 

influence in her life in her dissertation that she completed in October, 1952 at Stanford 

University. Marie wrote, "The person of most influence is my husband, Lewis C. 

Hughes, who has always supported my professional activities, and who has encouraged 

the completion of a job once it was started. His faith has made this work possible." 

^ Tireman, 27. 
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She received a BA degree and MA degree the same year, 1935, from the University 

of Chicago. Her vita lists: AB University of Chicago, Sociology, 1935; MA University of 

Chicago, Psychology & Curriculum, 1935. Her husband was with her in Chicago during 

her studies, according to Laura Atkinson, Marie's student and friend from the early thirties. 

The Chicago climate presented additional health problems for Marie's husband and that 

surely fueled her incentive to quickly finish her studies at the University of Chicago and 

return to the Southwest. 

Marie continued her work in language learning with her Master's thesis of eighty-

five pages and sixty-five references entitled. The Acquisition of English-Speaking Ability 

by Spanish'Speaking Children. Her thesis reported on the implementation of the course of 

study in Albuquerque schools that was adopted by the New Mexico State Board of 

Education in 1930 and set down in the booklet by Marie Hughes in 1932, Teaching a 

Standard English Vocabulary. In the research for her Master's degree she was focused 

again on the problem of adjusting the curriculum to the needs of non-English speaking 

children and stated that this concern "has grown out of actual supervisory and teaching 

experiences with large numbers of such children."" The idea of the program of study was 

to teach a standard vocabulary of 660 words through projects, activities, excursions and 

experiences with real objects before non-English speaking children embarked on the task of 

reading. The quantitative study with pre- and post-tests involved all Spanish-speeiking 

children in Albuquerque in four school buildings and the experimental school at the 

University of New Mexico. The main objective of the research was to determine the rate at 

which the Spanish-speaking subjects acquired an English vocabulary. The average gains 

in vocabulary in a school year, under the study's special school conditions created to 

promote vocabulary, were 275 words in speaking and 302 words in comprehension.'® 

^ M. M. Hughes, "Rate of .Acquisition of an English-Speaking Vocabulary by Spanish-Speaking 
Children," (MA thesis. University of Chicago, 1935), 1. 
^ Hughes. 1935, 75. 
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The importance of language as a means of personal adjustment and a way to acquire 

knowledge of the world was evident to Marie Hughes and she emphasized language 

throughout all of her work in education. She concluded her study with the words, 

"Because of its extreme importance to the individual and society, language should receive 

continued attention from educational administrators and those interested in research."'' 

Curriculum Laboratory Director 

Marie Hughes became the director of the State Curriculum Laboratory at the 

University of New Mexico in 1936. This organization was a three-year project that ended 

in July 1939. Marie met Laura Stockwell Atkinson at this time when Laura was an aide at 

the school. Laura took a course with Marie Hughes at the University of New Mexico and 

Marie became aware of Laura's artistic ability and invited her to be the staff artist for the 

Curriculum Laboratorv'. Marie and Laura wrote an article entitled, "The Young Child and 

Graphic Expression" for the March 1940 issue of Childhood Education. The project 

involved an investigation of the interesting ways in which children solve their problems of 

graphic expression.'^ The work of Helga Eng'' on the psychology of children's drawings 

was cited in the article and the authors wrote, "We have watched him [the child] at work 

and agree with Eng that his drawing is just another language and is acquired in much the 

same fashion as his speech."'^ Other works cited in the article were those of Gertrude 

Hartman and Ann Shumaker'^ and John Louis Horn. The work of Marie and Laura with 

teachers of young children was grounded in Horn's words: 

It is not necessary to tell children what to draw and how to draw it. It is best to take 
our departure from the innate desire of the child to express himself graphically and 
to provide him with equipment and opportunity for such expression. Under these 

Hughes. 1935. 80. 
M. M. Hughes & L. Stockdale, "The Young Child and Graphic Expression," Childhood Education, 

March 1940,307-314. 
" H. Eng, The Psychology of Children's Drawings, (London; Kegan Paul, Trench, Truber and Co., Ltd., 
1931), viii-223. 
^ Hughes & Stockdale, 308. 

G. Hartman & A.. Shumaker, Creaxive Expression, (Milwaukee; E. M. Hale and Company, 1932), 51-52. 
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conditions nearly all children will make efforts to give general pictorial expression 
to things that interest them.^® 

Marie left New Mexico in 1939 to study at Stanford University in Palo Alto, 

California. Laura Stockwell (later Atkinson) accompanied "Red" and Marie Hughes to 

Palo Alto to type and work with Marie on her writing. After the summer, Laura remmed to 

New Mexico to teach. She married John Atkinson in 1940. Laura and Marie maintained a 

lifelong friendship and Laura was with Marie right before her death in Albuquerque. 

Marie did not return to New Mexico from Palo Alto, but became the Curriculum 

Coordinator of the Los Angeles Country Schools in 1940. She served in this capacity until 

1948 when she accepted the pKDsition of education professor and principal of the William 

M. Stewart teacher training school at the University of Utah. 

University Professor in the Southwest 

Dr. Hughes was a professor at the University of Utah for fifteen years, from 1948 

to 1963. She received her Ed.D. in Curriculum and Psychology in 1952 from Stanford 

University. Her dissertation was entitled. The English Language Facility of Mexican-

American Children Living and Attending School in A Segregated Community. She 

acknowledged in her dissertation the "personal and professional obligation owed" to Dr. 

Roald F. Campbell, Dr. Paul Hanna, Dr. Davis McEntire, and Dr. Hilda Taba. An 

investigation of these mentors of Dr. Hughes helps us to better understand her and who 

influenced her in the field of education. 

Marie Hughes* California Mentors 

Paul Hanna was a professor at Stanford University and known for his curriculum 

work on spelling, language arts and the teaching of geography. He distinguished between 

concepts and skills as Marie did in her work. 

J. L. Horn, The Education of Your Child, (Stanford, CA: Stanford University Press, 1939), 100. 
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Hanna organized the Cubberley Conference at Stanford in 1961 on the theme of 

"Education: An Instrument of National Goals" and edited a book of the papers presented at 

the conference. He expressed his own views on education in the inUroduction to the book 

published in 1962: 

Two polar views about the proper concern of education in our society presently 
serve as rallying standards: (1) process - education should primarily teach the 
individual how to think, how to develop and use his rational powers; and (2) 
content - education should primarily concern itself with the core content essential 
for the survival and advancement of our national values and institutions in an 
emerging world community. 

Hanna stated his belief that "the proper concern of education is the balance of both 

process and the content; that any education enterprise which emphasizes one to the neglect 

or the discredit of the other is an unsatisfactory and even a dangerous institution for a free 

society."^® 

Hilda Taba, 1902-1967, is known for work on curriculum development, especially 

in social studies, and on intergroup education. She was the director of the Intergroup 

Education Project and invited Marie Hughes to be a consultant (1946-1948) with the 

project. This project grew out of a National Conference of Christians and Jews in 1944. 

The basic question of the project was why and how does a child develop prejudicial rather 

than preferential attitudes? The idea behind the project was that the public school is the 

training ground for a democratic society and the place where democracy can be improved in 

this country. Dr. Hughes was on the project staff, which included eight specialists in the 

fields of child development, literature, social psychology, social studies, school-

community relations, cuiriculum, and evaluation. The specialists were consultants for the 

project, which worked in fourteen different states and eighteen school systems across the 

country (Cleveland, Denver, Hartford, Los Angeles County, Milwaukee, Minneapolis, 

P. R. Hanna, Education: an Instrument of National Goals (Papers Presented at 1961 Cubberley 
Conference, School of Education, Stanford Universit>', (New York: McGraw-Hill, 1962), 3. 

Hanna, 4. 



Newark, Oakland, Pittsburgh, Portland, OR, Providence, Riverside County, CA, St. 

Louis, San Francisco, Shorewood, WI, South Bend, IN, Wilmington, DE, and the 

laboratory school at the University of Chicago). The project involved 2500 classroom 

teachers in seventy-two schools and was undertaken to "develop new materials, new 

approaches, new techniques and new ways of involving the school and community for 

improving human relations and fostering intergroup understanding."^' 

A part of the project was for teachers to understand the backgrounds of the families 

and communities of children in the schools. Taba's view was that "Whenever a child's 

background differs radically from the popular culture that the schools uphold, serious 

problems in human relations result. Educational planning must represent and accept these 

backgrounds."^ 

We can assume that Hilda Taba was a mentor for Marie Hughes. They were at the 

University of Chicago and in the San Francisco area of California at the same time, then 

Mane Hughes acknowledged in her dissertation in 1951 "the personal and professional 

obligation" she owed to Hilda Taba. 

It appears that Marie Hughes was linked in a professional way with Roald 

Campbell. She would have met him at Stanford where he also got his doctorate, then she 

began her academic affiliation at the University of Utah in 1948 when he was the director 

of the teacher training school. She was named principal of the school, which was attended 

by Campbell's children. 

Roald Campbell was bom in 1905 and went to Stanford in 1936 to complete is 

doctorate degree. Dean of Education Hwood Cubberley had just retired and the new dean, 

Grayson Kefauver from Teachers College, Columbia University brought colleagues with 

him who had also been graduate students at Columbia. These included Paul Hanna, 

H. Taba, Elementary Curriculum in Intergroup Relations, (Washington, DC: American Council on 
Education, 1950), v. 
•"Taba, 6. 
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Harold Hand, and Paul Leonard. Paul Hanna was also acknowledged in Marie Hughes' 

dissertation for "personal and professional" assistance. According to Campbell, Hanna, 

Hand, and Leonard had been influenced by John Dewey, George Counts, and others in the 

progressive mold at Teachers College. "These professors ... were convinced that 

education was the vehicle through which society could be reconstructed," wrote Campbell 

forty-five years later."*' 

The educational views of these professors were published in a new journal. The 

Social Frontier, which began publication in 1934 with George Counts as the editor. 

William Kilpatrick wrote in the first issue,.. this new journal must become the 

expressive medium of those members of the teaching profession who believe that education 

has an important, even strategic, role to play in the reconstruction of American Society."^* 

Paul Hanna served as a member of the Board of Directors for the new journal, 

Campbell's comments on Stanford at that time in history help us to understand the 

experience Marie Hughes had there. Campbell found at Stanford, "the clear recognition 

that in the smdy of education the study of society could not be ignored. Never before had I 

been so completely exposed to the relationship between education and the broader world in 

which it exists.""*^ He states that at Stanford only those with the objective to learn and the 

capacity to learn were welcome and a great deal was expected of the students."" 

Campbell became a professor at the University of Utah in 1942 and remained there 

until 1952. He was the director of the William M. Stewart School at the University. The 

school had an interesting history which would have appealed to Marie Hughes. William 

M. Stewart, who started the teacher training school in 1888, attended the National 

Education Association in Chicago in 1887. There he absorbed the New Education, as it 

R. F. Campbell, The Making of a Professor: A Memoir, (Salt Lake City, UT: Publishers Press, 
published by the author, 1981), 83. 

In Campbell, 1981, 83, from The Social Frontier, I (October 1934), 2. 
Campbell. 1981, 83. 

•" Campbell, 1981, 86. 



was then called, and met Colonel Francis W. Parker who was the nation's leading advocate 

of progressive education/^ Stewart and Parker became lifelong friends. Stewart did 

postgraduate work at the University of Chicago in 1899 and came under the influence of 

Dr. John Dewey and again spent time with Francis Parker. The teacher training school 

started by Stewart at the University of Utah was a model school and patterned after the 

Horace Mann School of Columbia University and the Francis Parker School of the 

University of Chicago. Later the Utah school was named after Stewart 

Principal of the William M. Stewart School 

There were three expectations for the Stewart School: a model program for children 

and youth; a clinical facility in teacher education; and a place to conduct studies related to 

teaching and learning."*® Marie Hughes became the principal of the school in 1948 when 

she joined the education faculty at the University of Utah. She must have appreciated 

Stewart's connection with Francis Parker, who she credited for her first serious thinking in 

the field of education when she was in her early twenties in southern New Mexico. 

Campbell writes about "The Mormon-non-Mormon division issue in Utah" and 

states that "I was even accused of'Mormonizing' the Stewart School faculty.'"*' Marie 

Hughes was not a Mormon and would help Campbell out there. 

The Dean of the College of Education at the University of Utah was John T. 

Wahlquist, a Mormon, when Marie Hughes joined the faculty in 1948. Wahlquist had 

been a critic or supervising teacher at the Stewart School of Teacher Training before 

directing the school. He was the director from 1932 up to the time Campbell became 

director in the early forties when Wahlquist became the dean. In a report to Universitv' of 

Utah President Olpin in 1948, Wahlquist wrote "... the public school is the hub of 

democracy. Naturally, 1 feel that the training of teachers is the number one job in American 

Campbell, 1990. 28. 
Campbell, 1981, 100. 

'•Campbell. 1981, 119. 



colleges and universities. In my humble opinion, the security of our American democracy 

rests upon the public elementary and secondary schools."^® Marie Hughes shared this 

concern for schools as preparation for participation in American democracy. 

Wahlquist left the University of Utah in 1952 and was replaced by Don A. Orton, 

also a Mormon. Orton became a visiting professor at the Harvard Graduate School of 

Education while dean of the Utah School of Education. He left Utah in I960 to become the 

president of Lesley College in Cambridge, Massachusetts, a college known for its 

outstanding work in progressive education and the education of teachers to work with 

young children. He was at Lesley until 1984 when he retired. 

Orton gave the commencement address at the University of Utah in 1949. It was 

his first graduation there as the dean of education. He spoke about his philosophy of 

education in that first address: 

For the public school, with its wholesome mingling of elements of wealth, race, 
religion, and vocation, is the prim^- institution to bring all the children together in 
the common experience of becoming American. Education is essentially a thing of 
the spirit. It is the responsive heart and the skilled hand. It is the quickened mind 
and the healthy body. It is the creative unfolding of the human life. It is stuff from 
which come competent parents and responsible citizens. In its essential expression, 
education has a fundamental spiritual quality."*' 

Orton was also concerned about democratic principles and greatly involved in the 

group dynamics movement started by Kurt Lewin.^° Orton wrote later about his serious 

involvement in group work and "deeply believed that interested and able people could meet 

together, analyze their problems, consider the available evidence, and agree on solutions 

representing improvement. He made serious efforts to implement a group-focused 

consensual style in running the college."®^ Marie Hughes used group dynamics in the 

implementation of her model and often cited Lewin in her work. We can see Orton's 

^ R. F. Campbell, Nine Lives: Leadership and ihe University of Utah's School of Education, 1869-1988, 
(Salt Lake City, UT; University of Utah, 1990), 109. 
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influence on her later work as a teacher of teachers. Campbell reports that "Orton's support 

from his own faculty,... increasing enrollment, new faculty members, new programs, 

and new buildings coupled with Orton's optimism and plans for change, must have made 

the College of Education a stimulating place to work."^^ We can be sure that Dr. Hughes 

found it so. This is the time, the late 1950s, when she did her research study of classroom 

interactions between teachers and students in the public schools. 

Although there were a few women on the faculty at Utah, they were not chosen for 

committees. In 1956 Campbell invited nine faculty members to join a committee for three 

days. There were no women chosen. The annual report of 1958-59 praises the faculty and 

gives names of men, "These men are extremely able and productive.At the time there 

were five women professors at the University of Utah. Women were used to this treatment 

in higher education, but it still must have been demoralizing to them. The truth is that 

Campbell's book on the history' of leadership at the Universitv' of Utah from 1869 to 1988 

is mostly about men and their stories in education. This was certainly true in other 

educational circles and elsewhere in the United States at this time in history. Campbell 

remembers that when he joined Phi Delta Kappan (PDK) at Stanford in the late thirties, no 

women were allowed. This is the time when Marie Hughes began studying at Stanford. 

Marie Hughes continued working with Roald Campbell for five more years at the 

University of Utah after finishing her Ed.D. at Stanford, then Campbell went to the 

University of Chicago in 1957. He was there until 1980 and was influential in educational 

administration. He published many books in this area of education. 

Fostering the University I Public School Connection 

Fellow professors wrote in the introduction to Campbell's memoir that "[H]e saw 

himself as a translator and refiner of practical utilizations of abstract concepts and ideas. 

Campbell, 1990. 157. 
» Campbell. 1990, 157. 
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He as also a bridger between the academic commimity and the fields of practice."^ Similar 

words have been said about Dr. Hughes by those who worked with her. She worked to 

bridge the distance between the university and the public schools in all the places where she 

served. We see her working toward this end in New Mexico while Director of the 

Curriculum Laboratory at the University there. When she worked as Curriculum 

Coordinator in southern California, she did research in the schools there and in Utah where 

she worked to define teaching by recording and observing classroom interactions in public 

schools. Her work in the public schools of Tucson Arizona was to implement the model 

she had developed. The training and resources of the University of Arizona made it 

possible. Perhaps she gained this pattern for bringing the public schools and the academic 

community together from Roald Campbell, her mentor. 

She completed her Ed.D. degree in 1952 at Stanford University while she was a 

professor at the University of Utah. Her areas of study were psychology and curriculum. 

The main purpose of Marie Hughes' dissertation study was to determine the English-

speaking ability of Mexican-American children living and attending school under the 

conditions of segregation. Mane Hughes stated in her dissertation that her personal interest 

in language began with her contact with the group in the mining communities of New 

Mexico "where they lived in a certain part of the community and were permitted to go to the 

show, dance on the plaza, or walk on specific streets only on certain nights (if at all) and 

even then were under curfew laws to return to their part of 'camp' by a given time."^^ 

She wondered at the time how the children could go to school and learn so little. At 

that time she thought of methodology and developed the method of teaching that was 

originally published by the New Mexico State Department of Education in 1932, Teaching 

^Campbell. 1981, viii. 
" M. M. Hughes, "The English Language Facility of Mexican-.American Children Living and Attending 
School in a Segregated Community" (Ed.D. diss., Stanford University, 1952), 14. 
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a Standard English Vocabulary. She began to look further for answers and came to the 

major hypothesis for her dissertation study: 

The status of an individual's language development at any time is a function of his 
total life situation. It is not merely a matter of vocabulary or reading, but is a 
function of the relationship which the individual has established with the persons, 
objects, and events of his environment. His willingness or unwillingness to speak, 
his confidence or shyness in speaking, and the facility or non-facility with which he 
speaks have develops out of his accumulative life experienced^ 

The study tested the hypothesis by observing children and recording and analyzing 

language and other forms of behavior. The data was collected during a special five week 

summer school for Mexican-American children who attended a segregated school in a 

segregated community. The summer school was held in 1942 in a village in southern 

California. Marie named the village Tecolote "because it recalls many pleasant times 

experienced in two villages of this name" and she found there was no village in California 

by that name. The school was held from 8:30 to noon and there were sixty-four boys and 

girls from the ages of five to twelve. The rooms were furnished with tables and chairs, 

housekeeping comer, stack of hollow blocks, easels and paints, library- table with books, a 

workbench with tools, and a piano. Excursions were taken into the neighborhood and 

these were supplemented with films. Language and reading activities related to the 

excursions with group stories, books read, writing stories and letters. School activities 

included construction work, cooking, making maps, painting and working with clay. 

Assemblies and picnics were held with the entire school in attendance. The children went 

home at noon, but the staff remained at the school to 4 p.m. This was a time to record and 

evaluate the observations made in the morning and discuss the work of the school and the 

meaning of children's reactions. This was the pattern for Marie Hughes' work with 

teachers. They were taught to observe and record interactions, then smdy the interactions 

^ Hughes, 1952, 21. 
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to better meet the needs of children. It was a given that there would be a time set aside for 

teachers to reflect on their work with children. She would be present with her guidance 

and insight to help them gain from this process and apply lessons learned to future work in 

the classroom. Her dissertation study convinced her that interaction between the teacher 

and the children taught is the most important aspect of a teacher's work. She defined 

teaching as interaction. 

Observing Teacher Behavior 

Dr. Hughes undertook a research study connecting the University of Utah and the 

public schools after completing her dissertation. Her task was to describe what goes on in 

American classrooms for children in kindergarten through the sixth grade. The study was 

sponsored by Utah State Merit Study Committee and became known as the "Hughes 

System for Observing Teacher Behavior" or the "Provo Code."®' Dr. Hughes' special 

interest was to gain a picture of "good teaching" and to present a model of good teaching. 

Her study focused on classroom life and again, as with her dissertation study in southern 

California, the interactions of teacher and child, teacher and group, teacher and class were 

analyzed. Dr. Hughes felt strongly now that "the main influence of the teacher is manifest 

in the process of interacting with children. 

The questions for this study included:®' 

• What difference in patterns of teacher acts in elementary teaching can be judged 

as good teaching? 

• What teaching acts are dominant among good teachers? 

• What teaching acts stimulate higher mental processes, personal involvement, and 

creativity on the part of children? 

• How do children view the teaching-learning situation? 

^ Burks, C-1. 
^ M. M. Hughes, Helping Students Understand Teaching, (Provo, UT; University of Utah, 1959), 9. 
^ Hughes, 1959, 10. 
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• What is gocxl teaching? What is the rationale that supports the model of good 

teaching? 

The study was started in the spring of 1954 in three school districts. For the study, 

teaching was defined as interaction in the teacher-leamer situation of the classroom and 

school. Again, as in the summer school study in southern California, the data included 

records of teachers' interactions with children and outside observations. Dr. Hughes 

gained a federal grant from the Office of Education, 83rd Congress, to continue her work 

to define and describe good teaching. 

"The evidence is clear that most teachers accept the role of teacher as that of director 

and judge. They control the classroom—at least, perform the functions designed to effect 

control,"®" was a finding of the study. 

The findings on interaction between the teachers and children were congruent with 

the control factor of teachers, but a disappointment in relation to Marie Hughes' definition 

of teaching as interaction. 

The teacher's plan is the one that is followed and no cues are picked up from the 
responses of the children. This fact is unfortunate. The responses of children 
disclose (for those who will hear) the information they already have and that which 
they are seeking; furthermore, children's resTOnses provide continual evidence of 
the variety of ways their minds are working. 

Dr. Hughes quoted Allison Davis in the Utah Study report made in 1959 as she did 

nearly twenty years later. Davis wrote, "The pupil is in school that he may learn how to 

think, to develop his reason, his insight, his invention, his imagination," but he found the 

curricula stereotyped and arbitrary in the 500 classes he visited in a four year study.®^ 

Davis had harsh words for the schools and words that we can assume Dr. Hughes 

was in agreement with because she quoted Davis often in her writings. 

Hughes, 1959, 90. 
''I Hughes. 1959, 96. 
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Academic culture is one of the most conservative and ritualized aspects of human 
nature. Its formalization, its lack of functional connection with the daily problems 
of life, has given a bloodless, fossilized character to the classroom which all of us 
recognize.®^ 

The major finding of the Utah study was the "nature of the control and the 

pervasiveness of the control exercised by the teachers. This dominative or power 

relationship of teacher to learner is the major pattern of relationships." A conclusion was 

made that teachers do not understand the importance of reducing the power component in 

the teacher-child relationship. 

The Case for the Democratic Classroom 

The case for the democratic classroom was made in the study with an emphasis on 

the tasks being undertaken as a part of living together rather than doing tasks as a reward or 

punishment. The end of the Utah study contained a number of parallel statements 

beginning with the words, "The world of today." Dr. Hughes' concern with all people 

can be read in the statement. 

The world of today: Demands that each man place himself in relationship to all 
mankind. Today such intricate, per\'asive, and complete interdependence exists that 
self-preservation, if nothing more, demands some concern and interest in the 
welfare of all peoples everywhere. Each man must care for the human race." 

The study concludes with words about the classroom environment and the 

classroom teacher "We believe the quality of the human environment is the most significant 

element in the classroom .... [T]he interpersonal relationship remains the essence of the 

educative process."®® To this end, the role of the teacher is 

. . .  b a s i c a l l y  o n e  o f  a r r a n g i n g  a n d  m a i n t a i n i n g  a n  e n v i r o n m e n t  f o r  h u m a n  g r o w t h —  
for learning. The quality of the human interaction in the classroom is the 
responsibility of the teacher. The respect for the individual child is demonstrated in 
the acceptance and elaboration of the child's ideas. It is demonstrated in the 
assistance given him so that he may get something he desires. It is demonstrated in 

® Davis, 97-98. 
" Hughes, 1959, 127. 
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the maintenance of a classroom that prevents the use of threat, sarcasm, and 
ridicule. Respect and acceptance given by the teacher to children does lead to 
respect and acceptance given by the child to him and to one another.®' 

This emphasis on the response of the teacher to children became the piece in Mzuie 

Hughes' model known as the "professional response." It is possible to chart the 

development of this aspect of her model through her early work in New Mexico, 

curriculum work in southern California, and study on classrooms in Utah. 

Things changed at the University of Utah in 1960 when Asahel D. Woodruff was 

appointed the Dean of the College of Education. Woodruff had been the dean at Brigham 

Young University. Before Woodruff s selection, the prominent education facultv', (nine 

men and two women, Marie Hughes and Wanda Robertson) had been invited to review and 

comment on a list of possible candidates. The faculty had serious reservations about the 

Woodruff candidacy and expressed them, but he was selected by the regents in August, 

1960. 

George Miller, a faculty member, wrote to Woodruff four days after his 

appointment and contrasted Woodruffs view of the teacher-student relationship with his 

own: 

The teacher's most important role [to Woodruff] is seen as actor or initiator 
(presenter of information) demonstrator, evaluator, giver of rewards and 
punishments, or judge. This conflicts with my strongly pragmatic view—wherein 
the teacher's major role is seen as reactor, or expert in respxDnse (facilitator of 
experience, clarifier, resource, presenter of alternatives, encourager, stimulator). 
One view holds that the human organism is essentially passive and that motivation 
is primarily a result of the stimulus from outside. The other view holds that the 
human organism is essentially active and that motivation is primarily as result of the 
thrust for growth or actualization of potential coming from within.® 

We know from Marie Hughes' writings and work with children that she shared 

George Miller's view of education. She could have written the letter. The words about 

the teacher as an "expert in response, presenter of alternatives, encourager, stimulator" and 

^ Hughes. 1959. 2M. 
® Campbell, 1990, 200. 
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that "motivation is primarily a result of the thrust for growth or actualization of potential 

coming from within" were the concepts of teaching and learning held by her. 

Professors of Curriculum 

Marie Hughes had a break from the turmoil in the College of Education at the 

University of Utah when she was invited to the Conference of Professors of Curriculum on 

Supervision and Instruction in March 1961. There were eighty-three participants with 

nineteen of them women. Paul Hanna of Stanford University, who Marie acknowledged in 

her dissertation, was there and early childhood educators who Marie often cited, Alice 

Miel, Rorence Stratameyer, Laura Zirbes. John Goodlad was also present and remembers 

Marie Hughes from that time and gives some background on the Professors of Curriculum; 

I met Marie Hughes in the late 50s. It was through a group that had been formed in 
the late 40s. The group was connected with ASCD [Association of Supervision 
and Curriculum Development] and was called Professors of Curriculum. I think it 
was the first group in education that came together deliberately as a group of 
professors. It was invitational. You only got into the group if you were teaching 
or doing serious scholarship in the field of curriculum. There was a ceiling on the 
number of people who could belong. We came together for a full day the day 
before the ASCD Conference each year. It was there that I met Marie Hughes.®' 

Dr. Goodlad has personal recollections of Marie Hughes from the Professors of 

Curriculum meetings. He remembers her groundbreaking work in the classrooms of Utah 

as very early qualitative research: 

Marie Hughes did a major study of what goes on in classrooms in schools. I think 
what marbed her above all else in that group was that she was always such a 
wonderful lady. I mean she was always nice to her colleagues. She was always 
pleasant and thoughtful. She took her work very, very seriously, but had a lovely 
manner to her. At those occasions we would report on what we were doing and 
always three or four people would be invited to spend fifteen minutes or so on their 
work underway. I remember, even though it was years ago, that she made this 
presentation on her research on schools and classrooms which was one of the ver\-
early works in qualitative research. Way before qualitative research became popular 
or even approved, she was doing it. There was an interesting professor from 
Berkeley named Cecil Parker in the curriculum field and he praised her for what we 
all considered to be very pioneering work and very seminal work. She was ver\' 

J. Goodlad, University of Washington. Seattle, W.A, interview by author, 23 .\pril 1996. 
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modest when Cecil Parker was praising her. She didn't see what she was doing as 
that significant. She was always like that. 

John Goodlad remembers Marie Hughes at the curriculum meetings, which were 

attended predominantly by men. 

Marie Hughes stood out. Florence Stratameyer, a very similar kind of fierson, 
stood out. It was dominantly men at the meetings as were all of the professorships 
in higher education at that time. There was only a small scattering of women. I 
think that made Marie Hughes' work all the more remarkable because men weren't 
about to give that much praise to a woman. Marie Hughes would have been alone 
from her institution because those institutions had not developed much in the 
curriculum field. Most of the women in the group were from Teachers College, 
Columbia. Itwasalively group then with very fascinating conversations. We all 
got around a great big, long array of tables. We never broke up into small groups. 
We met as a total group all day. 

Goodlad realized the emphasis Marie Hughes placed on people and relationships. 

He brings an understanding to the fact that Marie Hughes is not known today through lier 

writings. 

I think the other thing about her was that she was a people person and she 
connected with people. My guess is that her interactions with people were more 
important to her than writing. In those days the pressure to publish was not great. 

Goodlad remembers Dr. Hughes' gentle manner and her half smile. He found it 

interesting that she never abandoned her orientation to schools and children while many in 

higher education did. 

Marie Hughes had such a nice manner. She always spoke with a little bit of a half 
smile. She never put anybody down. She was obviously very, very bright. The 
interesting thing about her was that she never left her orientation to schools; that is, 
her orientation was to children. A lot of other people were more university types. 
She was a university professor, but she never lost this orientation. 

Dr. Goodlad encouraged Marie Hughes to continue her research work in the 

classroom, sought her advice, and invited her to work with him in his classroom research 

in the early 1970s. 

I never did get to know her well, but I would say we resonated. We liked one 
another and that's why I got back to her later with a plea to expand her work when I 
was putting together a team to go out and look at what was going on in schools. 
Frances Klein, one of my doctoral students, and I did this little book called Behind 
the Classroom Door. That was a prelude to my book, A Place Called School. 1 
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think Marie Hughes was retired by then, but I remember talking with her about how 
one would go about this study and I drew from her. She was getting on in years 
then and I think she declined the invitation to join us in going out and visiting 
schools. I know we had correspondence and telephone calls back in those days and 
that would have been in the early 70s. 

Away from the campus of the University of Utah at the Professors of Curriculum 

conference in March 1961, Marie Hughes had received praise and recognition for her 

qualitative research study in the Utah public schools. She returned to the unresolved 

problem with Dean Woodruff in the College of Education. A letter was sent to President 

Olpin from the education faculty in May 1961 with harsh words; "We believe.. .Woodruff 

presents a constant threat and a real danger to public education in Utah. Woodruffs quest 

for personal power is  not wholesome influence on this campus.  We believe that  he will  

ultimately desU*oy the College of Education and materially damage the University."'" 

Move to Tucson, Arizona 

There were other problems on the University of Utah campus. The new president, 

A. Ray Olpin, was trained in physics and had new priorities. He wanted the Uni\ersiiy lo 

increase science offerings, expand the School of Medicine, and start a School of Pharmacy. 

The education department fell out of favor. Marie Hughes began to think of leavmg Utah. 

She was 63, her husband's doctor had advised a more hospitable climate for him and the 

University of Utah College of Education was going in a direction counter to her 

philosophy. 

Dr. Hughes accepted a professorship in educational psychology at the University of 

Arizona in Tucson in 1963. She was able to bring together all of her ideas and research 

from many years of working with children and teachers into a model, which she called a 

model for democratic society. She found the right people who shared her view of 

education and would help her in her mission to improve schooling for children. 

""Campbell. 1990, 173. 
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University I Public School Collaboration in Tucson 

A collaboration between the Tucson Unified School District (TUSD) and the 

University of Arizona started in 1965. Dr. Hughes' model of education became known as 

the Tucson Early Education Model (TEEM) and was implemented in sixty-five schools in 

the city of Tucson. Jewell Taylor of TUSD was instrumental in making this public 

school/university connection possible. In 1968, TEEM was funded by the federal 

government as a Follow Through Program. This Program is explored in the following 

pages. Dr. Hughes served as director of the program, which was implemented at nineteen 

sites across the country and in Alaska, until 1970 when she retired from the University- of 

Arizona and returned to New Mexico. She began her work of teaching children on the 

Continental Divide fifty years earlier and would end it in New Mexico. 

Dr. Hughes wrote in her vita in the late sixties, imder the title of "Work in Progress 

and Current Interests," the following paragraphs: 

My major interest since 1964 has been to develop at the University of 
Arizona a viable research, development and training institution that would have an 
impact on public school programs for young children. To accomplish this, liaison 
with public schools must be maintained. 

The curriculum research in progress and that which has been proposed can 
validate practices and assumptions of the Tucson Early Education Program as well 
as generate new hypotheses. 

As Director, I am responsible for some integration of the Center with other 
departments and colleges of the University. Currently we are engaged in two long 
time associations; namely, becoming responsible for preschool and parent education 
of the personnel in student housing (478 units). The physical facilities assigned to 
us for these purposes are excellent The other project is the long talked-of plans for 
parent-child education in the Southwest (poverty area) within the medical school's 
new community service unit. These two projects supported in part by the 
University could not help but stimulate and hopefully retain the University's interest 
in early childhood education. 

My chief personal work is that of writing and editing. The Tucson Early 
Childhood Education Program must be described in writing. It is our chief product 
of three years work. Also, I have a heavy editing job of ancillary publications. 

My great hope is to build a staff of competence, creativeness, and dedication 
to the purposes of the National Laboratory and its components. 



Our week training sessions, outside of Follow Through, include for this 
year California, Utah, Ohio, and Minnesota. 

The vita of Dr. Hughes is not dated, but the dates of" 1967 -present" are given for 

her work at the University of Arizona so it can be assumed that the above writing was done 

between 1968 and 1970, the year Dr. Hughes left Arizona. 

Forced to Retire at Seventy 

There was more she wanted to do in Tucson and the Follow Through program 

based on her model was just getting started, but she was forced to retire from the 

University of Arizona on her seventieth birthday, February 25, 1970. 

Dr. Hughes resented the forced retirement, but Halene Weaver asserts that "it didn't 

slow her down. She called the Office of Education and talked to her mentor there. He 

said, 'Marie, where do you want to take your money?'" She had many friends in New 

Mexico and decided to return there. 

Halene Weaver went with her to Albuquerque in August, 1970 and worked with 

Dr. Hughes until her death in 1981. Dr. Hughes suffered from osteoporosis and was m a 

great deal of pain at the end of her life. 

Halene Weaver remembers that 'The last two years of her life she had students 

bring their children to her house. The children were two and three years old. She would 

help children be self-starters and be their own boss. She was good with them and had lots 

of ways of inviting them to learn. She would have a bunch of her pots and pans for the 

children to play with. She didn't believe in expensive materials. The main thing that made 

her different was that she didn't believe in having a preconceived idea of what children 

knew. She met children where they were." 

Halene Weaver gives some insight into the fact that Dr. Hughes did not put her 

ideas and theories into books. "She never wrote because she was on the cutting edge. She 

wanted to stay close to children and work with children. She loved to conceptualize ideas. 
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She didn't want her thinking embalmed. Once she had an idea and worked it out m her 

head, she went onto something else." 

A look at the writings of Dr. Hughes reveals that her ideas are in accord with 

current thinking in early childhood education and continue to be regarded as "on the cutting 

edge." Time has proven her truly a visionary as those who worked with her knew her to 

be. The fruition of her five decades of study, research, and practice in education came 

about in Tucson, Arizona when her model was implemented in sixty-eight schools in the 

city of Tucson in 1965. Three years later the model was selected as a Follow Through 

Program spwnsor and implemented in nineteen sites across the United States. 

The Hughes Model: Its Evolution and Fruition 

The Arizona Center for Early Childhood Education 

Marie Hughes accepted a professorship in educational psychology at the University 

of Arizona in 1963 and became the founding director of the Arizona Center for Early 

Childhocxl Education in 1965. The creation of the Arizona Center of Early Childhood 

Education grew out of a concern for "the discouraging data on acculturation and inferior 

school adaptation of the Mexican-American population of the American Southwest."^' 

The original proposal for the Arizona Center for Early Childhood Education called 

for a five year program with the first three involved in "systematic exploration of basic 

processes of intellectual development in the Mexican-American population." The fourth 

year was focus on the dissemination of research findings "throughout the entire Southwest 

Region" and include populations other than Mexican-Americans. "A rationale and 

technique of investigation" with "particular utility in the resolution of contemporary 

problems of education" was proposed. To this end, a connection was to be made between 

"formal education practices and the processes of human development." The word 

Proposal for the Arizona Center of Early Childhood Education, no date, but proposed projects to begin in 
1966, (Tucson, AZ: University of Arizona, no date). 
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rapprochement [the establishment of cordial relations from the French rapprocher, to bring 

together] was used in the proposal to signify this connection. The proposal stated, "A 

rapprochement between the two [formal education practices and the processes of human 

development] is mandatory if significant advances toward the solution of educational 

problems are to be realized." The initial area of concentration was the relationship between 

the Mexican-Americans and the educational system: "The paradox of the decrease in relati\ e 

academic skill with the increase in academic experience becomes the initial focus of the 

Arizona Center for Early Childhood Education."'^ 

The words in the proposal for the Arizona Center for Early Childhood Education 

had a familiar ring to them. They were the same words expressed by Marie Hughes when 

she began her work with Spanish-speaking children thirty years earlier in southern New 

Mexico. This is when she created the methodology for teaching a standard English 

vocabular\'. This was to be done before reading activities started in the classroom. Her 

Course of Study was published for teachers by the State Department of Education m 

1932.'^ 

In the schools they are overage for their grade, early drop-outs, and 
generally alienated from the educational process. Thirty years of spjecialized 
attempts to raise the educational level of these groups have been without significant 
success.^"* 

Marie Hughes reiterated in the proposal her belief in public schools for equal 

opportunity. These words were familiar too because they had been important to her from 

the beginnings of her teaching in New Mexico, her readings of Francis Parker and others, 

part of her studies at Stanford and her work in the segregated schools of Los Angeles 

County, and a constant concern of leaders and founders of the William M. Stewart School 

and College of Education at the University of Utah where she served for fifteen years. 

Proposal, 3. 
^ Hughes, 1932. 
'* Proposal, 3. 



This fcx:us changed in Utah in the early sixties and that is when she left and came to the 

University of Arizona. Now she was director of the Arizona Center for Early Childhood 

Education and she could emphasize the issues that she believed were critical and important 

for education. The proposal read: 

The American public school is maintained as the average by which the 
diversity in the population is brought into contact with the demands of the larger 
society. It is the one means whereby the State can offer equality of opportunity to 
its members to acquire the skills, and intellectual abilities necessary for participation 
in the larger society.'® 

A first step toward progress was that "Schools must admit their failures" and work 

in a systematic way in the areas of intervention and research. The connection between 

research and intervention was critical and circular "the research provides feedback for the 

intervention process, and the intervention process provides feedback for the research."'® 

A part of the rationale for the proposal was the fact that teachers in classrooms 

based their behavior on inaccurate assumptions about children and learning and this could 

lead to failure in the educational process. Marie Hughes knew this from her years of 

research in actual classrooms over a period of more than thirty years. Marie Hughes knew 

thirty years ago that teacher training institutions had little affect on actual teacher behavior 

and gave the example of the important academic notion of individual differences among 

students: "[There is] no dearth of discussion or exhortation in regard to individual 

differences of children; however, it is next to impossible to find classrooms that actually 

operate with a recognition of the wide range of individual differences present."'' 

The position of the Arizona Center for Early Childhood Education was that: 

. . .  a  c h i l d  o l d  e n o u g h  t o  e n t e r  p u b l i c  s c h o o l ,  p r e s e n t s  t o  t h e  t e a c h e r  a repertoire of 
behavior that he has learned through his interaction with the objects and situations 
of his personal environment; and, more particularly, the interaction with the 
significant people in A/j life.'® 

Proposal, 4. 
Proposal, 4. 

~ Proposal, 5. 
^ Proposal. 6. 
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The Center defined the educational problem as the incongruence between the' fit' of 

the repertoire of behavior that a child brings to a school and the expected or required 

repertoire of the school. The Center based its analysis and action on this congruence and it 

became the Center's hypothesis: 

The educational problem lies in the discrepancy between the actual behavioral 
repertoire and the motivational systems brought to the school by the child and the 
behavioral repertoire and motivational system expected by the schools.'' 

An important part of the Center's work was to train classroom teachers to observe 

and utilize data generated in the classroom. The research required the cooperation of all 

involved in the education of children. The data of the laboratory could be given to the 

teachers of the laboratory classrooms where the research could be translated into classroom 

practice. The new practices developed could evolve into techniques and passed on to 

public school classrooms. 

Center Research Projects 

The Arizona Center for Early Childhood Education involved several research 

projects that were conducted by researchers across interdisciplinary lines. Dr. Hughes's 

idea was to have professors from many disciplines work as a committee to improve the 

education of young children. She chaired the Interdisciplinary Committee for the Studv' of 

Young Children at the University of Arizona There were thirteen professors, all with 

doctorate degrees, and a master teacher, Mary Frobisher, who was the director of the 

Tucson Community School, on the committee. Disciplines included anthropology, speech, 

psychology, physical education, sociology and a representative from the Community 

Mental Health Center. Deans from the Colleges of Agriculture, Education, Fine Arts, and 

Liberal Arts also served on the committee. 

^ Proposal, 8. 
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Three functions of the Center were stated; facilitate research and data collection; 

disseminate research findings through the Southwest and beyond to promote changed in 

classroom procedures; and train researchers and educators. All of the projects were to 

contribute to "long-range solutions to educational problems" and lead to changes in the 

classroom and home environments. It was assumed that the changes would take time and 

this was a concern of the Center because "in the interim thousands, perhaps millions of 

children will be alienated from the educational process before substantial changes can be 

effected in their cultural milieu or classroom environment."®" 

Changing Tucson Schools for Children 

Mrs. Jewell Taylor was the Primary Supervisor of the Tucson Unified School 

District and served on a district study committee to address the problem of school drop-outs 

in Tucson. Dr. Mane Hughes represented the University of Arizona on the committee and 

this is where the two women first met. They held many of the same ideas about education 

and how to accomplish change in education. "It was a natural and wonderful opponunity 

for both of us," Jewell Taylor recalled in 1997. The meeting of the two women began a 

collaborauon of Tucson public schools and the University of Arizona in Tucson that created 

permanent change in the school district that can be perceived today. 

At that time in Tucson, the children entering school who did not speak English went 

into a class, the 1-C program, before they entered the first grade. The 1-C classes had been 

a part of the district since the early 1920s. There were over 500 children in the classes each 

year and this had not shown a change over the years. Dr. Hughes and Jewell Taylor of 

TUSD worked together to do away with the 1-C classes and to implement an alternative 

plan for children in the schools. Teachers were educated to create classrooms that value and 

respect children's background experiences and build on those experiences. Classroom 

^ Proposal. 28. 
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environments were designed with hands-on experiences that actively engaged children. 

Excursions and field trips promoted more experiences and language. Teachers were taught 

to respond to children in small groups in a way that would "lift" and promote language. 

Funds were used to reduce class sizes and provide aides so that all children could be 

listened to and encouraged in their learning. 

There were program assistants to go into the classrooms and work beside teachers 

and demonstrate modeling and interaction with children. Dr. Lois Wilson and Dr. Vivian 

Cox, now a professor at the University of Arizona, were the two first program assistants. 

The program was started in 1965 and TUSD financed it until the federal funds were 

received in January of 1966. In January more program assistants were hired. This work 

in TUSD was carried on for three years with Title 1 funds and became the Tucson Early 

Education Model (TEEM). In 1968 the Follow Through Program was attached to TEEM 

and money from Follow Through funded the work of TEEM. The Tucson school district 

decided to go on with the model on their own in 1968. They had funded the work in 

TUSD schools with their Title 1 funds. They designated a school, Ochoa Elementary-

School, to be a demonstration school for the model and the University of Arizona. 

A focus of the University of Arizona was research and there were many ongoing 

projects in the schools of Tucson through the Arizona Center for Early Childhood 

Education. A research on intellectual growth was started in 1965 by Marie Hughes and Dr. 

John Kinzer, Head of Educational Psychology at U of A at that time. The project replaced 

the 1-C classes that had been eliminated and was implemented in eight Tucson schools with 

non-English speaking, Mexican-American children. Jewell Taylor represented TUSD in 

the cooperative project The project was to create techniques for developing intellectual 

skills in children whose behavior repertoires did not 'fit' the expected school repertoires. 

This intervention program was led by five program assistants who worked directly in 

classrooms with children and teachers. It was assumed that children must quickly be 
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involved in activities gratifying to them, so toys, cooking, field trips, and play were 

important. The adults engaged in the activities too and served as models for imitation. The 

classroom teachers were trained by program assistants, who were trained by Dr. Hughes, 

to analyze verbal interactions. They received instruction in specific ways of responding, 

questioning, and supporting children. The spoken language of children was reproduced in 

print and made available to the child through books, talking murals, notes, and cards. This 

project continued for three years to 1968, the year the Center was approached by the U. S. 

Office of Education to become a Model Sponsor for Project Follow Through, an altemati\ e 

early education program.®' 

The Historical Context for the TEEM Follow Through Program 

President Lyndon Johnson talked about a Great Society that would "be a place 

where every child could enrich his mind and enlarge his talents" at the University of 

Michigan, Ann Arbor, spring commencement in 1964. "Our society will not be great until 

every young mind is set free to scan the farthest reaches of thought and imagination," 

Johnson said.®^ President Johnson had taken it as his task to create a Great Society and it 

would start with education. Johnson had hands-on experience in education as a teacher and 

administrator. "No American had greater confidence in the power of schools to cure and 

transform than Lyndon Johnson," according to historian Unger.President Johnson 

promised to "assemble the best thought and the broadest knowledge from all over the worid 

to find .. . answers for America."®"* 

A. Paul, ".\n Introduction to TEEM," (Tucson, AZ: University of Arizona. 1991). 
^ I. Unger, The Best of Intentions: The Triumphs and Failures of the Great Society Under Kennedy. 
Johnson and Nixon, (New York: Doubleday, 1996), 16. 
® Unger, 117. 

Unger, 18. 



There were serious problems in American education in the mid-1960s with millions 

not finishing high school; thousands unable to attend college; teachers underpaid and 

pooriy trained; and overcrowded classrooms.®® 

Vivian Cox worked with Dr. Hughes at the University of Arizona in the early 

1960s and gives her memories of that time: 

I think, when I look back on it, I'm often reminded that it was the best of 
times and the worse of times. You had Newark burning. You had protests all over 
the place, in the South in particular. You had teachers who were ti^ into very 
prescriptive curriculums. You'd go into the schools to work with them and into the 
classrooms and you'd literally have to paste a smile on and try to hold it because 
these were very unhappy people, very uncomfortable people, people under a great 
deal of pressure and who wanted to have a change happen but were dealing with a 
reality that said maybe this can't happen. 

The Economic Opportunity Act of 1964 provided funding for Job Corps, VISTA 

and Community Action Program (CAP), which was to organize and employ poor adults. 

Congress had budgeted $300 million for the first-year of CAP, but only $26 had been 

spent by mid-year. Sargent Shriver was the head of the Office of Economic Opportunity 

(OEO) and made the decision to use the surplus from CAP on poor children. His vision 

was to fight the War on Poverty with a program to improve the intellectual capacity and 

school f)erformance of poor children.®® This was how Head Start was bom. It was 

officially launched in February 1965 and rushed into operation. Shriver set a goal of 

100,000 children by the summer of that year. A mandate of Head Start was to have parents 

involved in their children's development through volunteer work in the program. The 

program also created hundreds of paid jobs for teachers, aides, janitors, and cooks. The 

creation of jobs for minorities became an important achievement of Head Start and all Great 

Society programs. 

®^Unger, 16. 
^ E. Zigler & S. Muenchow, Head Start: The Inside Story of America's Most Successful Educational 
Experiment, (New York: BasicBooks, 1992). 3-4. 
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The 89th Congress passed historical landmark legislation in 1965 with health 

insurance for the retired and the poor and the first general federal-in-aid-to education law. 

There was an effort made to bypass state education officials. Commissioner of Education 

Francis Keppel had found them to be "the feeblest bunch of second-rate, or fifth rate, 

educators who combined educational incompetence with bureaucratic immovability."^ 

William Cannon of the Bureau of the Budget and the executive secretary of the task force 

and other task force members shared Keppel's lack of faith in the efficiency or commitment 

of state school officials. The task force thought the federal government should finance 

supplementary education centers and educational research labs, along with a network of 

local educational experimental centers to challenge the Federal Office of Education and local 

established schools. This opened the door to viewing innovative and experimental 

programs that were not connected with school systems or state education departments. The 

Arizona Center for Early Childhood Education under the direction of Dr. Hughes fit the 

criteria 

The EIementar\- and Secondary Education Act (ESEA) was passed on March 8, 

1965. This immediately provided $1 billion (increased to $2 billion the same year) in Title 

I funds to supplement and improve the education of poor and minority children.^^The 

money was earmarked for specific programs with virtually none handed over to local 

school administrators to do with as they wanted.®' 

Urie Bronfenbrenner, a child developmental psychologist at Cornell University 

wrote that Head Start was "an idea whose time had come." Its principles were impressed 

on the "minds of dozens of professionals ... scattered over the land in universities, 

nursery schools, family agencies and government offices."'" 

^ Unger, 119. 
® J. Rich, Innovations in Education, (Boston: AUyn and Bacon. 1992), 106. 
® Unger. 126. 
^ Unger, 186. 



President Johnson announced on August 31, 1965 that Head Start would become a 

full, one year permanent program for 350,000 poor children, three years old and up. 

An evaluation of the first summer program of Head Start in 1965 showed that the initial 

gains of children were not maintained when they entered the public school. Perhaps a more 

sustained program of longer duration would produce lasting gains. Project Follow 

Through was established by Congress in 1967 under the legislative authority of the 

Economic Opportunity Act of 1964 and administered through the Office of Education. 

Head Start was created quickly (from February to June of 1965) with the CAP bonus 

budget of 1965. Follow Through had "the benefit of the thinking of the best social 

scientists of the p>eriod."" 

The goal of Project Follow Through was to determine the effectiveness of programs 

for young children based on different educational and developmental theories. Researchers 

and others in education were invited by the government to submit plans to establish their 

various programs in public schools to determine if such programs could improve the 

educational achievement of economically disadvantaged children. Sponsors of educational 

programs described their models to an audience that included representatives from school 

districts around the country at a conference in Kansas City, Kansas in 1968. Models were 

implemented in 154 Follow Through Projects within 136 urban and rural communities in 

all regions of the United States.'^ 

The Tucson Early Education Model (TEEM) 

Dr. Marie Hughes and associates at the University of Arizona had been working on 

their research projects, beginning in 1965, with the model of education referred to as 

TEEM (Tucson Early Education Model) in sixty-eight classrooms in eight public schools in 

Tucson Unified School District (TUSD). The TUSD Primary Elementary Supervisor 

" S. Kagan, The Care and Education ofAmerica's Young Children: Obstacles and Opportunities, (Chicago, 
IL; National Society for Study of Education, 1991). 77. 

Kagan. 2. 



Jewell Taylor was the link to the public schools in Tucson. By 1968, TEEM had become 

the important focus of the Arizona Center for Early Childhood Education and work with 

children in kindergarten through grade three had been documented. Sponsors were needed 

for Follow Through Projects in 1968 and the TEEM people in Tucson were not only ready 

to participate, but had been experimenting with their model in Tucson public schools for 

three years. 

The Office of Education identified programs and institutions with innovative 

approaches for the education of low-income children. The Arizona Center for Early 

Childhood Education was invited to present their model in Kansas City to communities 

who were given the opportunity to select the model that met their needs in early childhood 

education. Thirty-five communities selected the Tucson model, but only founeen sites 

could be accepted. "So many people chose our model that we couldn't handle all of it," 

recalls Jewell Taylor of TUSD. There were not enough program assistants and field 

representatives to accommodate the larger number. In the following two years, five 

additional communities came under the sponsorship of TEEM. These nineteen communit\-

projects were TEEM sponsored sites for eight years. (The TEEM Follow Through Sites 

are listed with years of implementation in Appendix B.) 

The TEEM Follow Through sites were an opportunity for Dr. Hughes to put her 

theories into practice all across the United States including Alaska. The TEEM project was 

the longest running federal education grant on the University of Arizona campus and 

generated over fourteen million dollars in funding for education. Since 1968 and up to 

1995, TEEM was affiliated with nineteen school districts in seventeen states. 

Professional TEEM educators worked with local administrators, teachers, teaching 

assistants, and parents to implement the TEEM philosophy and enhance school programs 

for at-risk children. There was a research and evaluation component to TEEM to ascertain 

the effectiveness of the program, family involvement, and children's growth. 
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The model is summarized in the TEEM literature: "Education should build upon 

those experiences each child brings to school. Cultural background is a valuable pan of 

each child's life and should be meaningfully integrated into school experiences. The family 

is the most important influence in the child's life. Families should participate in all levels of 

the educational process." 

Communities selected the education model that fit their needs and the model selected 

became a model sponsor. The communities chose their own administrative and 

instructional staff and TEEM was responsible for the training and technical assistance for 

the staff to implement the model. This was done through classroom training, workshops, 

and demonstrations. Training was found to be most effective when done in the actual 

setting where new practices were to be applied, so TEEM's field representatives traveled to 

the sites to offer support, technical assistance, and training. 

Activities in the classroom were based on the interests and strengths of the children 

in the classroom and designed to develop skills that children could immediately use in their 

own lives. TEEM's program goals centered on language development, motivation, 

intellectual skills, and academic and social skills. Classrooms were divided into interest 

centers that also reflected the interests and academic needs of the children. Lessons in the 

TEEM classroom were carried out within small groups of not more than five children at one 

time. This made it possible for the teacher to interact with each child and make a 

relationship with each child. Modeling was an important part of the teacher's work with 

children along with Dr. Hughes's all important professional response to children. 

A 1987 summary report of TEEM by Paul & Butts stated that TEEM served an 

average of 10,144 children each year in 79 schools and 418 Follow Through classrooms 

through the 1970s, the peak funding years. The TEEM Follow Through programs 

dwindled over the years as federal funding was reduced and 1995 marked the last year of 

TEEM funding for the final four sites in Kentucky and Arizona. Dr. Hughes directed the 
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TEEM Follow Through Program until her retirement from the University of Arizona in 

1970 at the age of 70. There were interim directors and Dr. Alice Paul became the director 

of TEEM in 1978 and served in this capacity until the end of the funding in 1995. 

Research Findings That Support TEEM Rationale 

The Follow Through Comprehensive Report by Paul & Butts in 1988 summarized 

the following general findings to support the TEEM rationale:'^ 

1. TEEM teachers show less negative affect and have classrooms that show more 

pupil work and socialization than comparison classrooms (Soar & Soar, 1972). 

2. TEEM teachers ask more perceptual questions, fewer memory questions, and 

more divergent production and evaluation questions than do comparison teachers 

(Zimmerman & Bergan, 1971). 

3. TEEM children's language performance (output, linguistic diversity , and 

syntactic performance) exceeds that of comparison groups (Conrad, Rentfrow & Meredith, 

1974, 1976). 

4. TEEM children gain more in problem solving ability than non-Follow Through 

children, as measured by the Raven's Progressive Matrices Test (Stallings, 1975). 

5. TEEM children have fewer incidents of inappropriate behavior, and function at a 

higher level of independence, relative to comparison school children (Goldupp, 1972). 

6. The TEEM program was ranked second highest in terms of children's self-

esteem and task persistence, motivation, and independence of learning in a study done of 

all Follow Through Model Sponsors (Stallings, 1975). 

7. TEEM graduates, at high school entry, have significantly lower grade retention 

and special education placement rates, relative to comparison school children (Cloud, 

Rentfrow, & Hildebrandt, 1979). 

" Paul, 21. 
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8. TEEM children maintain their educational gains in reading and math and in most 

instances surpass those of comparison groups, based on longitudinal data obtained from 

two sites (ACERD, 1983). 

9. TEEM was one of two Sponsor models with the lowest school absentee rate at 

both the first and third grade levels across all Follow Through projects (Stallings, 1974). 

Career development for paraprofessionals and non-professionals was an important 

part of TEEM's staff development effort. Those who wanted to continue their education 

were encouraged to do so. Many of them went on to become certified teachers, although 

complete data in numbers of degrees earned is not available. 

Benefits for Public Schools and the University 

There were benefits for the schools of Tucson and to the University of Arizona. 

Certainly what happened to primary education in Tucson and later with TEEM can be 

credited to Jewell Taylor and the administration of the Tucson Unified School District at the 

time. These people made possible the alliance with Dr. Hughes and the University of 

Arizona to improve education for children. Jewell Taylor thinks of the association between 

the school district and the University as an example of what can be done with such a 

partnership, "It did something for both, the university and the public schools." 

Jewell Taylor, who retired in 1982 from TUSD, talked about Marie Hughes and her 

impact on Tucson in an interview in 1997; 

Marie was a very gentle kind of person. She had wonderful ideas and it was good 
for our district. We felt fortunate that we had the opportunity to work with her 
because she definitely had an impact on the district. Through her contacts we had 
the most renown early childhood people in the country here in Tucson. The spinoff 
from those things was unbelieveable. It was a very interesting and challenging time 
for all of us. She was able to develop her model here and then it could be used in 
so many places in the country. She really brought it all together here in Tucson. I 
would really rank her way up there in the country as far as early childhood 
education is concerned. Hundreds of children and teachers benefited from her 
work in education. 



Selecting Individuals to Implement TEEM 

Staff development was a key element in the implementation of TEEM and Dr. 

Hughes was a master at this. It was her fifth decade of working with teachers after 

beginning as a supervisor in Southern New Mexico in the late 1920s. She hand-picked the 

people that were to work with her in the implementation of her model of education for a 

democratic society. She knew what she was looking for~intelligent, curious teachers who 

cared about and respected children and could build a relationship with children, who valued 

interaction with children, who were creative, fiexible, and open. 

Dr. Hughes taught a graduate course in creativity at the University of Arizona in the 

mid-sixties. Many of the people she chose to work with her and her model were students 

in the creativity course. She spotted them in the course, observed them, read their 

writings, met with them, and, when the time was right, invited them to join her in her 

mission. Three of the women interviewed who worked directly with Dr. Hughes took her 

course (Arline Hobson, Jane Evans, Myma Hillyard). Two others, Alice Paul and Halene 

Weaver, were recommended to Dr. Hughes by people who knew what she was looking for 

and had perceived it in these women. Laura Atkinson had first met Dr. Hughes in a course 

at the University of New Mexico in the mid-1930s. She met all of Dr. Hughes's criteria 

and was an artist too. All of the women are creative persons as Dr. Hughes was. 

Pan Two, includes the life stories of six women chosen by Dr. Hughes to 

implement her model. The first voice heard, after the introduction, is that of Dr. Hughes 

and is taken from interviews with her and speeches she gave in Tucson, Arizona in 1976 

and 1977, four years before she died. Dr. Hughes's voice is followed by those of the six 

women interviewed. 



70 

Part 2 

Voices of the Women 
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History is too much about wars; 
biography too much about great men. 

Virginia Woolf, A Room of One's Own 

This study uses the methods of narrative inquiry and life history to construct the life 

of an educational leader. Dr. Marie Morrison Hughes. Six women educators who worked 

with Dr. Hughes in the implementation of her model of education for a democratic society 

give their own stor\' and their experiences of working with Dr. Hughes. Each woman's 

narrative begins with a biographical account of the woman in order to situate her in an 

historical context and bring greater understanding to her perspective of Dr. Hughes. 

The methodology of this study is informed by theories of women's oral historv-. 

The collection and analysis of the data and reporting procedures are given in Appendix A. 

It is through oral history methods that we can learn about the lives women have 

experienced and construct women's history. 

Women's history "emerged amid the ideological and social upheavals of the 

1970s.'" Farge described the new field as one that involved the separation of the sexes. 

Women decided to "take charge of this privileged, hitherto misunderstood, object of 

research, which was themselves."^ 

Oral History Is Women's History 

Women's oral history literature is new, about twenty years old. The first major 

body of literature on women's oral history appeared in late 1977 in a special issue of 

Frontiers: A Journal of Women's Studies . Shema Gluck, who began her work in 

women's oral history in 1972, defines this history as a distinct area of study that links 

' Arlette Farge, "Method and Effects of Women's History," in Michelle Perrott, Ed., Writing Women's 
Historv, (Cambrdige, MA: Blackwell Publishers, 1992), 10. 
= Ibid.' 



women's studies to history, anthropology, and sociology.^ The collection of narratives is 

an important method in these disciplines. 

"[Women's] history consists more of oral vestiges than written ones. Collecting 

their verbal accounts thus becomes a priority and the oral mode becomes the most important 

form of their history.... Women have committed much less to writing than have men. 

Women have used speech much more widely than the written word"^ Because of 

women's distance historically from writing, oral history is the means of access to women's 

lives for the researcher of women's history. 

The need "to situate each individual woman's life story in its specific social and 

historical setting" in order to reconstruct theoretical accounts of society is emphasized by 

Judith Wittner.^ Wittner writes "We need to go directly to women to learn about their part 

in the production and reproduction of society. We carmot have adequate theories of societv 

without them."^ 

Gilligan echoes Wittner, "For the study of women's lives to bring new insights to 

the understanding of human development, it is necessary for that study to begin with 

descnptive or ethnographic accounts of women's experience in the adult years to admit new 

constructs to the understanding of what constitutes maturity."' The "new insights" and 

"new constructs" gained from the inclusion of women in life span development will bnng 

"to the center of our consideration the continuing importance of attachment and care in the 

^ Sbema Berger Gluck and Daphne Patai, Women's Words: The Feminist Practice of Oral History, (New 
Yoric: Routledge, 1991)4. 
Sylvia Vandecasteele-Schweitzerand Dani^leVoldmaninMichelle Perrot, Ed., Writing Women's History, 

(Cambrdige, MA.: Blackwell Publishers, 1992), 42. 
® Judith Wittner, "Deveoping Theorj' from Oral History," in Joyce McCarl Nielsen, Ed., Feminist Research 
Methods, (Boulder, CO: Westview Press, 1990), 106. 
«lbid. 
" Carol Gilligan, in D. G. McGuigan, Women's Lives: New Theory, Research and Policy, (University of 
.Vlichigan: Center for Continuing Education of Women, 1980), 17. 



73 

cycle of human life."® Gilligan emphasizes that studies are needed that describe accurately 

"in women's own terms" the experiences of their adult life.' 

Writing Women's Biography 

Writing women's biography in the last decades of the twentieth century is different 

than writing traditional biography. Wagner-Martin in her book on writing biographies of 

women, claims that during most of the 20th century the biography of women differed little 

from that of a man.The kind of biography that validated and valued women's inner 

lives-domestic and private-did not exist, according to Wagner-Martin, until 1970 with the 

publication of Nancy Mitford's biography of Scott Fitzgerald's wife entitled Zelda. 

Reader's developed "a new consciousness about both the facts of women's lives and the 

many possible ways stories about those lives might be told."" 

In 1991, Blanche Wiesen Cook commented in Ms. magazine that "women have 

revolutionized biography. We ask different questions, perceive different issues, look for 

secrets, and take seriously issues of passion."'^ 

Wagner-Martin finds traditional biography tells a success story. The narrative is 

"built through rising action, recounting subject's accomplishments and accolades, to a 

comfortable denouement that parallels the physical winding down of old age."'^ She 

concludes that the biography of a male subject has usually been "a relatively uncomplicated 

presentation of the persona, shaped in the pattern of the personal success story."'"* She 

gives as an example the early biographies of Henry Adams. The biographers gave more 

«Ibid.. 31. 
'Ibid., 30. 
'"Linda Wagner-Martin, Telling Women's Lives: The New Biography, (New Brunswick. NJ; Rutgers 
University Press, 1994). 
" Ibid., 3. 

Ibid., 
Ibid., 5. 

'••Ibid. 
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attention to Adams' college education than his thirteen year marriage and neglected to 

mention the suicide of his gifted, beloved wife. 

Telling a woman's life, according to Wagner-Martin is "less formulaic. Most 

women's lives are a tightly woven mesh of public and private events."'® Wagner-Martin 

concludes that "for women, whose lives often fuse public and private, a biography of less 

than the complex whole would be inaccurate.'"® 

The entrance to women's history is through the gathering of oral histories because 

speaking rather than writing is what is most natural to women's lives. 

Women's oral history involves two subjectivities, that of the narrator and that of the 

interviewer, according to Gluck. The interplay of the two subjectivities is an exciting pan 

of doing women's oral history. 

Anne Katherine Broch-Due also thinks of the qualitative interview as "a relation 

between two subjects" and argues that this attitude can be a strength rather than a 

weakness.'^ 

This dialectical relation between two subjects has been defined as inlersubjectivity 

by Marcia Westkott.'^ In the intersubjective approach, the interview is a mutual 

construction (by the researcher and the interviewee) of the interviewee's life history." 

"Midwives for women's words" is what Kristina Minister has called interviewers 

who validate women by using their communication.^" The interviewer is with and beside 

the narrator as the oral history is told and gathered. In caring for the words of another, 

" Ibid., 6. 
'®Ibid.. 11. 

Anne Katbeiine Broch-Due in Theresa Des, Ed., All Sides of the Subject: Women and Biography, (New 
York; Teachers College Press, 1992), 95. 
'® Marcia Westkott, "Feminist Criticism of Social Sciences," in Nielsen, 61. 
" Broch-Due, in Des, 100. 

Kristina Minister, ".A. Feminist Frame for the Oral Interview," in Gluck and Patai, 39. 
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the interviewer is there "to follow the narrator's lead, to honor her integrity and privacy, 

not to intrude into areas that the narrator has chosen to hold back."^' 

Kathryn Anderson and Dana Jack write about the shift in methodology from 

information gathering to interaction "where the focus is on the process, on the dynamic 

unfolding of the subject's viewpoint. It is the interactive nature of the interview that allows 

us to ask for clarification, to notice what question the subject formulates about her own life, 

to go behind conventional, expected answers to the woman's personal construction of her 

own experience."*^ These women urge those working in oral history with women to 

abandon the idea of having to ask the right questions in order to get data, but to concentrate 

on the "narrator's self-evaluative comments, meta-statements, and the overall logic of the 

narrative"" and to take advantage of the interview "as the one historical document that can 

ask people what they mean."" 

Minister encourages researchers of women to watch and listen and know how to 

speak with women as women in order to hear and interpret what women value.^^ 

Gluck believes those who document "women's representations of their own reality" 

are engaging in advocacy.^® Oral history adds a new dimension to the idea of work "by" 

women. Gluck believes research "for" women contributes "to the larger collectivit>' of 

women - making a kind of return."" 

The three main questions in writing women's biography to Wagner-Martin are:^® 

• What are the accomplishments in a woman's life? 

" Kathryn .Andersoo and Dana C. Jack, "Learning to Listen," in Gluck and Patai, 25. 
^ Gluck. 23. 
^ Kathryn Anderson and Dana Jack, "Learning to Listen; Interview Techniques and Analyses," in Gluck and 
Patai, 9. 
^Ibid., 101. 
^ Kristina Minister, "A Feminist Frame for the Oral History Interview," in Gluck and Patai, Women's 
Words. 

Ibid., 3. 
=^Ibid. 
^ Wagner-Martin, 6. 
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• What motivation has driven the subject's choices? 

• What led the subject to do more than lead a traditional woman's life? 

Wagner-Martin stresses that the explanation of a subject's "gift" and its place in the 

subject's life narrative should create the biography's structure.^' 

"Every woman who studies women finds concordance, resonance and echoes 

between the object of her study and herself writes Sylvia Vandecasteele-Schweitzer and 

Danidle Voldman.^° I found this true of my work with women for this smdy. The 

"concordance, resonance and echoes" caused me to continually return to hear more of the 

women's stories. After each interview, I thought more about my own story. 

The Women Interviewed 

I had a distinct advantage in this study because my advisor at the University of 

Arizona, Dr. Alice Paul, had worked with all of the women in the TEEM Follow Through 

Program and they all knew, liked and trusted her. Alice invited me to be a graduate 

assistant at TEEM in 1994 and that is when 1 learned about Dr. Hughes and later decided to 

do research on her life and the model she created to work with young children in a 

democratic society. This access to the women in the study that I gained through my 

association with Alice Paul was invaluable to me. I interviewed other women and men 

who knew Dr. Hughes or worked with her, including Dr. John Goodlad who knew Dr. 

Hughes from the Professors of Curriculum conferences in the early 1960s, and their words 

add supporting data to this work. The focus of the study is Dr. Hughes and the six women 

she selected to work with her in the implementation of her model of education. 

All of the women interviewed and focused on in this study live in the Southwest. 

All of them worked with Dr. Hughes directly. Most of the women maintained close contact 

with Dr. Hughes until her death in 1981 at the age of 81. All of the women have had long 

Ibid., 31. 
Vandecasteele-Schweitzer and Voldman, in Perrot, 48. 
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careers in education and have perpetuated the Hughes model of education for a democratic 

society in their work with teachers and children. Two of the women in the study live in 

New Mexico. 

Laura Stockwell Atkinson, 86, lives in Silver City, New Mexico. She first met Dr. 

Hughes in the 1930s and also remained in a close relationship with Dr. Hughes to 1981. 

Laura went to Palo Alto, California with Dr. Hughes in the late 1930s and served as her 

secretary' while Dr. Hughes worked on her doctorate degree at Stanford University. Laura 

got her undergraduate degree in art and went on to do graduate study in this field. She 

served as a language arts consultant for the public schools in New Mexico. 

Halene Weaver, 82, of Albuquerque, began working with Dr. Hughes in the late 

1960s in Tucson as a demonstration teacher of the model. She moved to Albuquerque, 

New Mexico with Dr. Hughes in 1970 when she left the University of Arizona. Dr. 

Hughes and Halene taught a project in teacher education at the University of New Mexico 

from 1970 to 1974. Halene maintained a close relationship with Dr. Hughes to her death in 

1981. 

Arline Hobson lives in Tucson and worked as a researcher and writer with Dr. 

Hughes at the Early Childhood Center, University of Arizona when Dr. Hughes was the 

director and with TEEM. Arline taught on the Navajo Reservation for eighteen years and 

was a teacher in Tucson for many years. She did a great deal of work in language 

development and created materials in this area for teachers in the TEEM Follow Through 

Program. She was an assistant dean responsible for Native American Students at the 

University of Arizona after leaving the TEEM in 1969. She is 78 and retired. 

Jane Evans worked with Dr. Hughes in the implementation of TEEM in Tucson. 

She served as a demonstration teacher in the laboratory school held during the summers at 

Ochoa Elementary School in Tucson for teachers from TEEM Follow Through sites around 

the countr\'. She taught in Tucson up to her retirement. She is 67 and lives in Tucson. 
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Myma Hillyard, who is 61, is an elementary principal on the White Mountain 

Apache Reservation in Whiteriver, Arizona. She grew up on the reservation. Her parents 

were missionaries of the Lutheran Church and came to Whiteriver in the early 1900s. They 

raised nine children on the reservation and spent their lives there. Myma graduated from 

the University of Arizona and worked with Dr. Hughes as a program assistant in TEEM 

Follow Through during the late 1960s. She returned to Whiteriver in the mid 1970s. 

Alice Paul began working with Dr. Hughes in the 1960s as a classroom teacher in 

the implementation of TEEM in the classroom. Alice later became a Field Representative 

and trained Program Assistants at sites throughout the United States. She went on to earn a 

doctorate degree in education at the University of Arizona in 1978. She is presently an 

associate professor at the University of Arizona and the head of the Department of Teaching 

and Teacher Education. She served as Director of the Tucson Early Education Model 

Follow Through Program from 1979 to 1995. She is in her sixties and lives in Tucson, 

Arizona. 

The profiles that follow are written in the first person and are to be read as if the 

woman is talking to the reader directly. The interview tapes were transcribed, coded, then 
/ 

woven together to construct a continuous narrative in the voice of each woman. The 

background information of each interview is written from fieldnotes and set off by italics 

before each profile. 

Marie Morrison Hughes 

Elegance versus Tyranny 

In May of1996 Alice Paul presented me with two cassette tapes of speeches by Dr. 

Hughes that were given in Tucson, Arizona in December 1973, May 19,1975, and at a 

conference for Follow Through directors held at the Arizona Inn on January 27 and 28 in 

1976. 1 transcribed these tapes and it was exciting for me to hear the voice of Dr. Hughes 
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because I never met her or heard her. I knew of her only through her writings and the 

voices of others. 

After an evening of transcribing on May 11,1996 until 1:30 a.m.. Dr. Hughes 

appeared to me in a dream. We were sitting across a table from one another after she had 

given a speech at a conference. She spoke about her model in comparison to other ways of 

working with young children. When I awoke, I remembered only three words from the 

dream that she spoke to me, "elegance versus tyrarmy." I made a comment to her in my 

dream about the elegance of the teacher versus control. 

I interpret the word "elegance" to stand for Dr. Hughes's notion of "professional 

response," which she called the genius of her program. I think she was contrasting 

"professional response " with traditional classroom practices that can be tyrannical. The 

teacher can act as a tyrant with absolute power over children. Dr. Hughes often told 

teachers to strive to ameliorate their power in the classroom. The "professional response " 

of Dr. Hughes is "intelligent listening in responding to children " and shows genuine 

caring. "Professional response" is elegant and it is the opposite of control. 

After writing the profiles of the women I interviewed, I look out the transcriptions 

of the speeches of Dr. Hughes and reread them. I also reread two interviews by Mavis 

Martin with Dr. Hughes that appeared in a publication from the Center for Teaching and 

Learning at the University of North Dakota in 1979.^^ 

The important and prophetic words of Dr. Hughes spoke tome as 1 know they will 

to others. I wanted others to hear her too, so I decided to put her voice, from the speeches 

and the interviews with Mavis Martin, in a profile along with the voices of the women I 

interviewed. It did not make sense for me to summarize or paraphrase her spoken words 

when I had these primary sources. I was interested in the narratives she told about her own 

" Mavis Martin, "A talk with Marie Hughes," Insights into Open Educalion.ll (6 & 7), (Grand Forks, 
ND: Center for Teaching and Learning, University of North Dakota, 1979). 
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life and selected these. I also chose her words about her model and the historical 

perspective of Follow Through plus her thoughts on education today and in the future. The 

themes of her professional life (the teacher as a student of teaching, the alienation of young 

people, the child as a person, myths about learning, the teacher as arranger and designer of 

the classroom environment, teaching as collaboration arui the teacher as a reponder to 

children) come alive through her voice. I have made a serious attempt to provide complete 

citations for researchers and their books cited by Dr. Hughes in her speeches and 

interviews, but I have not been completely successful in this endeavor. 

I wanted to create a piece of writing in Dr. Hughes's voice that would sound like 

her as I have tried to do with the women in the study. I give full credit to Dr. Hughes for 

this piece, which I received through the published interviews by Mavis Martin, which 

contained the voice of Dr. Hughes, and the tapes of speeches made by Dr. Hughes that 

were loaned to me by Dr. Alice Paul. 

Marie Morrison Hughes: 

Her Voice on Her Model for Democratic Society 

I was a teacher for a long time. Sometimes people now see me as idnd of an old 

woman and somebody who has been around quite a long time and are very much surprised 

to know that I once really taught school. I was in the classroom for twelve years and just 

like everyone else. They just can't understand why I really like to teach children and why I 

like to be in the classroom. If it weren't for my poor legs that kind of went out under me as 

the years have gone by I would be very glad to work with young children once again and I 

mean right down on the floor with them doing the kind of things that teachers do. I had 

always expected to teach because I liked to be with children. 

I have to be quite honest and say that I did not become what I think of as a 

professional until I was 24 years old. That means I taught six years first. I suppose like 

others I expected to get married. I was still young enough to have confidence in my 
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teaching without reflecting on it. I enjoyed teaching and I always had good luck with it. I 

suspect this was partly because I had no trouble with discipline. I believe this was due to 

the fact that I always had something going on at school. I can't bear to be bored. I 

couldn't be bored at 18 and I can't be bored at 78; therefore, I kept new things happening at 

school. I like children too. I had good role models. I did my practice teaching for two 

terms in the Training School maintained by the Normal School in Michigan. The school 

emphasized nature study, projects, literature with some dramatization. I taught a full term 

in kindergarten and in third grade. 

Becoming A True Student of Teaching 

1 married a totally disabled veteran of World War I when I was 24. We knew from 

the beginning that 1 would have to be the primary bread winner. Even knowing that, I 

don't believe I would have become a true student of teaching if I had not come across two 

books which I read during the same period: Alice Temple and Frances Parker's Unified 

Kindergarten and First Grade Teaching^^ and O'Shea's The Nature of the Child The 

first proposed that the first grade should continue the activities of the kindergarten and the 

other contained marvelous vignettes and observations of children, presented with great 

insight. After reading those books, it was as though I had a new pair of eyes through 

which to examine teaching. These were the first two professional books that I enjoyed or 

even respected. My courses in methods had been insipid, a disaster. But now 1 disco\'ered 

William James^ and G. Stanley Hall, Pestalozzi, Froebel, and others. 

In those days our training did not include psychology or any of the new social 

sciences. The two normal school scholars I met were my biology and physical science 

teachers. In other words, teaching now became for me an art and a science, capturing me 

.Alice Temple and Samuel Chester Parker, UnifiedKindergartenandFirst-Grade Teaching. (Boston, Ginn 
and Co., 1925, out of print in 1943). 
" Michael O'Shea, The Child: His Nature and His Needs, (New York: The children's Foundation, 1924). 
^ William James, Talks to Teachers, (New York: Holt and Co., 1907). 



intellectually as well as emotionally. I reasoned that a professional teacher had to search for 

a bases for the decisions she made in the classroom. I read reports from the Child Welfare 

Institutes, the language studies that came out of the University of Mimiesota, Lois 

Murphy's study from Columbia on children's expressions of sympathy, and the series of 

experimental studies under the leadership of Kurt Lewin^^. Along with such publications, 

and even earlier, were the activities of the Progressive Education Association and some of 

their wonderfully dedicated teachers: Hughes Meams, Ann Schumaker, Laura Zirbes, 

Gertrude Hartman, Lucy Sprague Mitchell, Carolyn Pratt and many more. 

I cannot exaggerate what it meant to me to find that there was something more than 

guesswork for making teaching decisions. It was not necessary to depend exclusively on 

the writings and work of others. I could carry out studies in my own classroom. For 

example, I kept a record of the stories children chose either to read themselves, or for me to 

read to them. The diversity in choice made individual differences real to me. I 

experimented with arithmetic practice sheets with the children choosing to do them or not. 

I came to know that children enjoyed practice work when it made sense to them. I found 

that children influence one another. Years later when I knew more about learning and the 

active role the child takes in his own learning I realized the importance of children's own 

selection of their learning activities. 

Intellectual Bias Toward Elementary School Teachers 

I emphasize the cognitive aspect of teaching because of the intellectual bias felt 

toward teachers below the high school and college level. In my eighth year of teaching my 

superintendent called me into his office to tell me I was too smart to teach children, that I 

must get my degree and go into high school teaching. Then many years later, when as an 

associate professor I had been principal of the University school, kindergarten through 

Kurt Lewin. Field Theory in Social Science, (New York: Harper Brothers, 1951). 
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junior high for five years, the academic vice-president told me I was too smart to confine 

myself to children and should devote my time to graduate work. You can't know enough to 

teach children is what I say. Think of all the questions they ask. Perhaps even more 

important are the questions the teacher raises to open the world to children and to clarify 

and elaborate the distinctive features of the event, the object, the relationships, the 

experiences in the total situation. 

My first formal research was done when I was county school supervisor in New 

Mexico. I wanted to know under what conditions non-English speaking children learned to 

speak and enjoy English. It was through this study that I was further convinced of the 

importance of the relationship between teacher and children and that activities and projects 

or exciting things going on in the classroom made a difference in children's involvement in 

their learning and even in their attendance. Days of repetitive work lead to boredom. 

Where Are We Going and What Are We Doing? 

1 admit one of my feelings about education today is discouragement, but even more 

than discouragement is actual fear, fear of where we are going, what we are doing. One 

thing which disturbs me greatly is the utter incomprehensibility of the changes in our 

society, with the fact that our schools in no way refiect the lives which the majonty of our 

children now lead. We live in a man-made world, far removed from the origin of most 

things. Very few children have milked a cow, gathered eggs, planted or weeded a garden 

or hurried to get in a crop before the frost. It seems to me the child living in a man-made 

world so far from the origins of most of life must have great difficulty making sense of the 

world and of the adult world when so many parents leave home with a briefcase of papers, 

or a lunch pail, and take a bus or car to a spot far removed from home, which the child may 

never see. One must wonder what a child is learning with his immediate world so small. 

How is the child making sense of the world beyond his immediate contact. The adults and 

children share so little and with such little reality. 
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I think children probably leam as many misconcepts through television as they do 

concepts which open up the world to them or serve as models for constructive effort. I am 

very concerned with the hours which children spend passively. I am not acquainted with 

all the research on television, but as near as I can tell the most useful television is that in 

which the parent shares the episode or event and discusses it with the child. Bunon White 

shows the great importance of an adult talking directly with the child and other research 

supports this. I am concerned not only about television per se, but about the amount of 

time the child sjjends with his peers alone when he does not have mediation at a higher 

level than himself. An adult is frequently able to ask a question or point out the most 

salient aspect of the experience being shared. 

Alienation of Young People 

1 am concerned with the alienation of our young people. We have evidence of 

vandalism of public schools by children seven years of age and the rate of such acts grow s 

each year. Children who destroy school property are children who feel alienated from 

school, that institution especially designed to aide them. These institutions, supposed to 

support children, to lead them to feelings of competency, can't be doing this or children 

wouldn't treat schools as they do. 

Recently I read that a new swimming pool at a local high school was closed 

because, for the second time, the youth using the pool had broken the windows and 

scattered glass everywhere. Now think of this! What goes on that the children's 

gratification in using a swimming pool is so small that it is more satisfying to cause it to be 

closed? I think the resentment comes from the general feeling that the community doesn't 

care for them, that no one cares what happens to them. The only solace they have is largely 

within their own age group, but within their own age group their resources are limited. So 

they begin; small things are stolen; electric lights are broken in parking lots; things like that. 

Such acts do not give satisfaction over a long time because satisfaction has to be generati\ e. 



It has to lead to something else and that something has to be more satisfying than the 

original activity. And to just go break some more lights--well, this gets boring too. This 

kind of behavior isn't generative. Children have to get reaction and attention from adults. 

If they can not get reaction which supports them then they seek any reaction they can 

trigger. For instance, years ago when youth gangs of Chicago were studied it was found 

that children had all kinds of strategies for enticing police to chase them. In those days 

about all they did was steal something from freight cars or tease police and some of the 

sidewalk peddlers. Being chased by the police was the payoff, getting the police to pay 

attention to them. In the present day, alienation is too great for that to be satisfying; the 

multiple stimuli entering the organism demands a more comple.x reaction. 

Children Outside of Community Life 

Children have very little share in community life. In earlier times children grew up 

amid the real life of the community, watching artisans, listening at the country' store, 

sharing the genume work of adults, bemg involved in the recreation, church and family life 

of the community and having familiar activity with adults. Today they are kicked out of 

shopping centers, are far removed from the work world, hear ver>' little adult conversation. 

Family life frequently is disrupted and for most children the extended family is a thing of 

the past. 

It seems to me that we have not properly assessed the earlier education which went 

on outside of school for the nurture of the child's brain. With this isolation from adult life, 

the child's learning is at best very limited and because of this isolation only a small group 

of people are really being educated. They learn, their brain is fed, so to speak, from 

outside the school, as well as from within. Today a very small group of children share a 

life with adults that will Uiily educate them. These will be our leaders. Not only will this 

elite group be the leaders, but they will control us-control a discontented people of course. 

We will become peasants again, peasants in a technological industrial society. A world 
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society requires understandings and skills which can only be acquired after quite a long 

apprenticeship. It is just this discipline, this opportunity, that our youngsters today are not 

finding readily available, and to which they are very rarely subjecting themselves. 

Changes Needed 

Changes have to be made. On a very broad basis the community has to 

demonstrate its care for children. It has to do this by affording them the kind of support 

they need for development. I am talking about the entire range of early childhood and 

adolescence. If the community is going to show concern for children, then it must be 

concerned with one-parent homes and with conditions of daycare for working parents. It 

has been suggested that communities show concern by providing more half-day jobs so a 

parent can be at home at least part of the time yet have worthwhile employment. Some 

commercial enterprises have opened daycare centers within their own factories. We have to 

ask ourselves, WHO ARE THE PEOPLE WHO ARE GOING TO BE WITH THE 

CHILDREN? We must emphasize the role of the caretaker, not the role of technology with 

the child, not even the role of materials, as important as these may be. We must think 

about what the adult does with the child, about meeting the child's needs, stimulating and 

extending his interests, opening the world to him. A commimity including our schools, 

churches, businesses, and industrial enterprises that does this for children is different from 

the community which we now have. Concern MUST reflect this question about the qualit\-

of the adults who are with our children. 

Our society does not put children first. We have to move toward an expression of 

greater caring. I would think that some of our communities under construction could 

include accommodations for assorted ages and child care could make use of older people. I 

don't mean all older people. Age alone does not signify anything, but 1 do think there are 

many people with something to offer. Children need the association with older people and 

with people who are hurt, handicapped, ill, people who are different from the children 
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themselves. All such contacts help children gain a more realistic picture of the whole 

stream, the whole cycle of life, which the young child used to grow up with in the extended 

family or intimate community life that we had at one time. When you think that one of the 

necessities of life is the coming to terms with reality, recognizing reality in all of its many 

ramifications, one must wonder just where the child is now. What is the child's reality 

today? 

The Child Is A Person 

Now we're back to the whole child. The whole child is a cliche. It became a term 

of derision. If you pick up child development books you find they are broken into parts: 

physical, mental, and emotional development. They are about the infant, the toddler, earl\ 

childhood, middle childhood, and adolescence and never the twain shall meet. I mean you 

have these carefully delineated chapters in almost every textbook of child development. 

You have to go to people who are on the edge to get the kinds of books that are helpful 

because after all we aren't broken down. I like to speak of the child as a person because 

the child is a person no matter how young he is or how old or in-between. The child is a 

person and when you talk about persons, person psychology, person development, you are 

doing something quite different than when you talk about the child as a whole. I think of 

the child as a person and use this kind of phraseology. 

Children and Learning 

Children do their own learning. Probably we cannot teach anyone. We now know 

that each one builds his own mental contents and strategies through an active process of 

construction. We know enough about the brain now to demand some changes in our 

schools. We know that the brain matures at different times in different individuals, just as 

do other parts of the body. As the brain matures there are new capacities available to the 

individual. But when a child is introduced to material beyond his capacity, beyond his 

brain readiness, if you are willing to use a word which is anathema to some people, the 
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child cannot understand. At such time he is not capable of utilizing the material. You see, 

the child is busy throughout his life, as all of us are really, making sense out of our world. 

So when we deliberately take a young child and introduce him to heavily structured material 

for which he has no basis whatsoever then he shuts off on us. 

When we say that eighty-five or ninety percent of our reading difficulties are made 

by school instruction, this is a very conservative estimate. We start children in ways that 

actually PREVENT them from knowing what is going on. We introduce instruction in 

ways that make no sense to the learner. And as soon as something makes no sense to a 

child, he has to turn off. Schools are sometimes brain antagonistic. We work without any 

respect for the miracle which is the brain. The child has such capacities that we don't take 

cognizance of. We ignore these capacities as we try to teach things which make some 

sense to us. If you start to teach a child phonics, if you start to teach him word families, 

this frequently makes no sense to him and he reacts by turning off. But that is not merely 

the end of it. When the child doesn't learn, doesn't give the response we want or think is 

correct, 1 think it tells him that he is not very smart. He recognizes the adult's 

disappomtment in him. And right there, though he was constitutionally unable to perform 

differently, we have taught him that he was inadequate. 

On the other hand, schools are just as guilty of holding a child to materials well 

below his capacity. We might think of the brain as needing food. Just as the body needs 

nutrients, the brain needs nutrients. It needs to be nurtured. Now, if you give a child an 

egg and he is allergic to the egg, you take it away from him; you don't force it on him. If 

the child doesn't respond the way you want him to, in terms of school content, let's say, 

we don't take it away from him EVER. We just give him more of the same thing? We feel 

we must do something, but always something remedial or corrective. We never think of 

doing it a new way, of truly changing something, changing the food, changing the 

environment. This is a terrible thing. 
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It has been estimated in studies of creativity that a very small percent, maybe two or 

three, ever work up to capacity, even for a little while. Piaget and some of his workers 

estimate that perhaps as many as 50 percent of the general population never reach formal 

operations, the ability to hypothesize, to use data in alternate ways. This brings us to the 

question of how a child does get to the level of these testing operations. He doesn't get 

there by repetitive work. We have got to see that the days in school which are all the same 

with workbooks or in constant struggles for "right" answers give the child no stimulation, 

nothing new tomorrow, and in many cases nothing carried over for tomorrow. 

I have defined education as a process of opening the world up to the child. Today's 

school uses closed practices even architecturally. The windowless building is inexcusable. 

This again is non-caring for children. Instead of asking why children break all these 

windows, what can we do to help them care for their school so that they won't break 

windows, we simply take the windows away. You see, we are NOT reading the 

symptoms as being related to what WE are doing. We put it all on the parents, or we put it 

all on television, or somethmg else, but we don't say, "What is wrong with the school that 

these children don't care for it?" 

Myths About Learning 

We have many myths about children's learning which have no basis in fact. There 

remains the notion that if the task is not unpleasant for the child he can't lecun. Some 

schools have even gone back to the McGuffey Readers, believing this is a reader that 

everyone learned to read by, without stopping to think that in those days children selected 

themselves into school. They weren't made to go to school. We have all kinds of data 

gathered in earlier years, even in the 40s and 50s, which show that if you retain children in 

a grade the children who were retained do not do any better than the children of the same 

accomplishment moving on to the ne.xt grade. We have these data, yet today children still 

continue to be retained. At times children are retained because they have not learned to 
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read. But do we ask why the children didn't find something intriguing about reading, 

some time, in some grade? That is the point the public school should be interested in. 

Why weren't they in a situation, some time, where someone had a book that they 

WANTED—NEEDED to read... the dictionary, the encyclopedia, some resource for 

something truly meaningful. This just shows us the sterility we are offering to children. 

How is holding them back another year going to help if they just repeat similar non-

involving experiences? 

Now we have the Back to Basics movement. I feel it is one of the most vicious 

things that can happen in education. I think, again, that this allows nothing that can truly 

nurture the mind of a child. It has nothing to say about the great capabilities of the human 

mind. It has nothing to say about the individual child and his interests. It has nothing to 

say about the time he needs for maturing, or the scope of experiences that he needs. It has 

nothing to say about the quality of the people who are working with the child. It is a 

VERY vicious thing ... Back to Basics won't, doesn't, guarantee even the development of 

decoding. And decoding, even if it were accomplished, is not sufficient. All children need 

to learn to read. All children could learn to read, just as they learn to speak. All children 

should also enjoy reading. The love of reading should develop and become a basic pan of 

ever>' individual's life. You see, many people can read, but never or rarely do. 

In 1948 Allison Davis^® in his Harvard lecture emphasized the meagemess of 

content and problem solving situations in primary readers. Anything which contributes to 

the sterility of the reading experience and helps preserve the disinterest of many in reading 

is treacherous. This point of view suggests the actual danger in the Back to Basics 

movement. 

Allison Davis, Social-Class Influences Upon Learning, (Cambridge: Harvard University Press, 1948). 
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Children bring meaning to reading. The meaning lies in their own brains. It does 

not lie in the print, so the environment needs to provide material for genuine processing. A 

child's learning has to be enlarged by reading to him and his friends so they get outside of 

restricted vocabulary. They can dictate, write and read their own experiences and the 

experiences of their friends. If you consider this you can see why I say that Back to 

Basics, for example, offers no hope of nourishing the brain in any way, nor for giving any 

purpose for reading. 

The media gives the Back to Basics movement attention because it is part of the 

myths under which we operate. Many intelligent well-educated citizens indicate that the\-

are very sure, for example, that the young child ought to be taught through THE phonics 

method, that the child ought to be taught in highly-structured, sequential steps. I would 

submit that there is nothing in the study of the child that indicates that this is the way he 

learns to read. On the contrary, structured and sequential ways in which we teach are 

apparently NOT the way children learn. They learn by reading, apparently by achieving 

more and more accurate estimates of the meaning in print. We need to take our cues from 

the way a child learns language. We need to take our cues from the capability of the brain, 

not from the content of a scope and sequence chart. Our emphasis needs to be on 

opportunity, relationships with parents and other significant adults in reading situauons, 

genuine need, the elements of the reward system, the excitement of adventure. These are 

the elements of a beginning in reading. 

Now where is the challenge in the school that affords the child the opportunity to 

realize his capability? Most of our schools are non-talking schools-really non-reading 

schools, too, if the truth were known. Yet there is a great relationship between talking and 

writing and listening and reading. The language area needs to be elaborated and this can be 

done only through the opportunity to use language, to realize its significance, its flexibility. 



and to understand its use can bring the past, present and future together. But it is more 

than that 

We ought to think also of the other brain hemisphere which is devoted to music, to 

forai, to imagery, to other forms of representation. What the brain needs is the opportunity 

to exercise the total modalities through which it receives input. Children need to experience 

broad situations—a totality-which can be analyzed and compared; so alternative strategies 

for problem solving can become apparent; so a child has an opportunity to utilize constantly 

his past and his present and to anticipate and develop his future. 

Ever>' human has his own life experiences and it is very hard for another to enter 

that frame of experience. We have to remember we do not choose, control or even knosv 

the past experiences of the child we have at school. It seems to me that we have to help 

teachers gain great respect for the potentiality of any human. If you are going to be a 

teacher you have to study children as a professional, that is, with a certain amount of 

objectivity, as well as great caring. 

Ways to Study Children 

I think too many teachers have not truly SEEN children, have not found ways m 

which to study children. If they learn to study children, then they can study their own 

responses to children, to have their own ways of working with children. I was working 

with a couple of teachers the other day, for example, and they were reading to me some of 

the conversations they had had with children. In too many cases the child would cease to 

speak to them, and I was struck by the fact that neither one of those teachers had EVOKED 

any response. That is, their responses to the child had been evaluative, or in some other 

way had cut off the child; the adults had not learned the process of eliciting a response. If 

you can elicit responses this means that you are truly interested in a child, so then your 

response draws yet another from him. "Then what happened?" "How did you feel?" 

"What would you have done?" Something like this. 
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But teachers come to teacher preparation with certain biases because you see we all 

came through schools and we are imbued with the notion that THE right answer is what we 

are after. We do not accept, even recognize, the fact that sometimes we all fail and that 

failure can allow one to leam. We have to remember that the child is an individual with 

feelings and, as Piaget has said so grandly, the child has feelings like an adulL His 

emotions are just as strong, perhaps stronger, than an adult's. Now his thinking is NOT 

like an adult, although we might like to think it is, and we treat him as if it were much of 

the time. But his feelings are strong and this means, again, a need for respect for the child, 

a watching, a caring for him. 

We must observe our own behavior and what the child does in response to our 

behavior. 1 have never understood how a teacher could give out worksheets to children 

day after day and have the same children respond incorrectly day after day, and yet gi% e out 

another worksheet of the same type the next day. What is there about us that we have so 

little concern for their feelings, so little caring, so little knowledge of how children leam 

and live? 

Taking Delight in Children's Learning 

I do think we are ignorant and this ignorance prompts a lot of what we do. 1 think 

too that a lot of people leaching shouldn't be because they can't lake delight m children's 

learning. They can't take delight in other than stereotyped responses from children. The\ 

can't enjoy the child very divergent in his thinking or his needs. They lack imagination in 

their curriculum. They haven't learned to accept the range of activities which are normal, 

even desirable, in children. We have to accept the child within very wide parameters and 

we have to be sure he has developing interests and skills. This seems a most important 

thing to me in our professional development. We must know and accept the infinite ability 

and diversity with which children are bom. The more we observe and reflect on children's 

reactions to their environment the more we leam to trust them. They do their own learning. 
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Robert White has pointed out to me to communicate respect to a person doesn't 

"necessarily mean to love, it means to notice and appreciate the child's ability as shown in 

his manifestations of competence. Parental respect for a child appears in its purest form in 

the experience of the astonished admiration for something the child has said or done." 

Astonished admiration. I think that's great 

When I was working with the program in the early days, the program assistants 

with Mrs. Taylor from the city schools in Tucson and myself spent a weekend at a little 

retreat at Tanque Verde Ranch. One of the questions we were asking was How best to 

work with teachers? What are some of the ways in which teachers and program assistants 

worked together happily? They came up with the one thing that they could share and that 

always paid off and that was a delight in the child's learning. Shared delight in the child's 

learning. Here we have Robert White, a psychiatrist at Harvard and he was the White that 

did the old study with Lewin and Nibbett on groups, writing that respect for the child 

appears in its purest form in the experience of astonished admiration for something the 

child has said or done. That is great. 

Personal Response Makes Model Democratic 

I think of the Hughes model as an education program for children in a democratic 

society, ages three through eleven years. That's the name of my program. We have no 

rationale or program of education imless we are interested in democratic societv'. We have 

no rationale or program unless we are committed to the whole person. We have as an 

article of faith the work, the dignity, the integrity, the creativeness, and the uniqueness of 

each individual person. 

Now the genius of our program is the flexibility to allow personal response to the 

ongoing experience. This has great implications. One of the things that it means is that 

you don't hurry quite the way we think we have to hurry because we still operate as though 
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the child grew in a linear fashion as if there were no falling back, no jumps, no plateaus, 

none of the things that empirically have been demonstrated so many times. 

Personal response to the ongoing experience has great significance for the child's 

emotional self as a source of his learning to know and his concept of self. You do not 

have the Hughes program unless you recognize the child's jjersonal response. This is the 

way that he will leam. This is the way he will be able to retrieve what he learns and he will 

learn at a level other than rote learning. The professional response demands that the teacher 

respond to the meaning of the children so far as we can discover the child's meaning. 

Our famous professional response is the rapport between children and teacher. 

This the source of the teacher's constructive and significant influence on children. It's a 

rapport. 

My thesis is that to be effective a teacher has to establish an alliance with each 

individual child. This isn't talked about very much and no one really knows how to do it. 

Everyone knows when it's been done. Everyone knows when he has rapport or a line to 

each child in his group. A great effort is required on the teacher's part to become a part of 

the child's world so that the response can be made within the child's perception of his 

world. There is no rapport if the child doesn't see the teacher as understanding him. There 

is no rapport, absolutely none. 

A child was asked to write in the fifth grade when all the other children were 

writing. 

"Haven't you found a topic?" the teacher asked. 

He says, "I'm new here. We didn't do this in my school." 

She says, "Oh, there are all kinds of things to write about. Let's see. You could 

write about our party." 

The child says, "I'm new here. We didn't write at my old school." 
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In other words, the child is saying, "I don't know how to do it. I don't know what 

to do. I'm scared. I'm afraid." 

The teacher did not hear this great message to which she could have responded, 

"We'll help you. You'll learn here because other boys and girls have learned and they'll 

help you. Maybe you'd like to tell me about your old school and I'll write it for you." 

You know there are all kinds of creative ways to respond to this child within the 

message he was giving. This is what we mean by the way a teacher becomes a 

constructive significant influence with children. This kind of skill, intelligent listening in 

responding to children, is a manifestation of genuine caring. 

Teacher as Designer and Arranger of Environment 

The environment can be set up so that the transactions between the child and 

environment can eventually end in the fulfillment of purposes. It cannot eventually end in 

the fulfillment of specific objectives if they are imposed from the outside. They do not 

emerge and not emerging they become less a part of the child. The one reason that I have 

opposed the usual statement of educational objectives is that they are imposed exclusively 

from outside. They stand out from the child and have no relationship with any child m his 

specific situation and yet the child acts and learns in specific situations only. 

Our emphasis on the teacher as designer and arranger of the environment allow us 

to evoke new behaviors. If anyone dare say that I said to let the child do what he wants to, 

that there are no purposes, I will cuff you. The teacher as designer and arranger of the 

environment allows the evocation; in fact, it's set up for that purpose, to evoke new 

behaviors. This is not to demand them as of this moment. There is a difference between 

demanding and evoking. Evoking allows us to introduce new models. New models as 

you well know have great influence upon the aspirations and learning of the child. We can 

introduce diverse activities. 
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A teacher who relates individually to many children even in a brief period of time 

possesses an extraordinary amount of sensitivity, mobility, and energy and I would like to 

indicate to deans of colleges of educations, to department heads, to people who hire 

teachers in the field that I know of no college who has looked at the necessity of teachers 

possessing sensitivity and being capable of continually developing sensitivity, of being 

mobile, and of possessing energy. These are absolutely essential. 

Then there are other skills. There's the skill of taking in the total situation. The 

teacher at work has to scan more or less continually the entire group. She has to know the 

entire group. I remember some of our teachers and one particular one who was marvelous 

with children individually, but her room was a disaster area if I ever saw one. She used lo 

have a little child in a comer, turn her back and sit there with this one child and be oblivious 

to everyone else. See a teacher needs special skills and they are not skills that everyone 

has. You know my favorite question? What does a teacher do that someone equally 

educated couldn't do? Well, among the things is this ability to scan and take in what's 

going on, but also you have to learn to give undivided and careful attention to the 

individual. Now what's this skill of scanning and keeping eye contact and giving absolute 

and concentrated attention to the individual? Well, these are skills that have to be learned 

like anything else. Most people don't possess them just easily or don't possess them 

without thinking about them and some people happen upon them out of necessity'. 

We don't always teach these skills in education and in departments of education; in 

fact, we talk about the child learning skills. We talk very little about teacher skills. Well, 

these are among them. Also, this mobility, being able to move about the room without 

disrupting people, without being a blunderbuss, an elephant. You know I'm five foot eight 

and a half. I'm pretty big and I'm sure loomed over children, but there are ways to move 

about a room with some degree of grace, with some degree of stillness so that you don't 
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intervene no matter what your size. You're not pouncing here, pouncing there, pouncing 

some place else. 

Our task of teachers in arranging and setting the environment in such a way that the 

child can instigate constructive behavior. There are many ways you can say to the child, "I 

will help you in your learning." We can only instigate constructive behavior when the 

materials to be used and the tasks to be done are compatible or match the child's 

developmental status. 

I think we have enough material now to know that each child at any given time has 

a different developmental state and his developmental growth is uneven. It's asymmetrical. 

We have to work with the child. He makes his decisions as to how he will mobilize his 

attention. It's the child's learning and doing. It isn't necessarily what the teacher wants 

except that in the environment that the teacher controls presumably there's a range of 

interactions and transactions that are constructive, wanted and evoked. 

One of the things we have to provide for children is a non-satiating environment. 

Most schools are satiating environments and most skills are. The children are bored. 

We in education are in the business of giving what the child requires to grow. Now 

we can only do this by collaborating with him. I'm defining leaching as collaboration. It's 

where the teacher collaborates, facilitates, supports the learning of children as they make 

their personal attempts to know and to order their world. The dictionary definition of 

collaboration is short and to the pxjint. It says, "to work together, especially in joint 

intellectual effort." Joint intellectual effort The teacher who fulfills the role of 

collaborating with children in their learning trusts them. Such trust is based on the 

knowledge and acceptance of each child as an unique human being with his own pattern of 

growth and development. 

Joseph Hart expressed the relationship between the child's learning and the 

teacher's collaboration like this: "that world cannot be given to the child by teachers or 
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schools. He must take it for himself, exploring its highways and byways and finding bits 

of himself through it. The larger world can neither be given nor taught in lessons. It is an 

adventure of the one making the adventure and the teachers and schools should get out of 

the way if they cannot learn how to help advance the adventure."^^ 

Our program is responsive to children. That is the essence in a sense. It respects 

the dignity and the worth, the integrity, the creativity, and uniqueness of each child. In this 

program we are attempting to be significant to children through collaborating with them in 

their learning. 

We Didn't Make It This Time, 

But Maybe We Could Make It Another Time 

January 27,1976, Director's Conference, Arizona Inn, Tucson, Arizona 

I'm really very scared tonight. There are several reasons. The thing that has 

worried me is that I have nothing more to say. I'm afraid I'm going to sing the same song. 

I think I know the song better and I think I may have some additions, but essentially it's the 

same kind of song. Someone was reading an old, old manuscript of mine that I'd written 

thirty years ago. Previous to this they had read one of my recent manuscripts and they 

said, "How did you come to know that thirty years ago and still know it?" 

I said, "Well, maybe I haven't gone very far in thirty years." 

It's almost ten years ago when a group of us met in New York City and discussed 

education for young people. It was one of the first national meetings of public school 

people. There had been some meetings of college people, but I think this was the first 

meeting of public school p)eople on the education of young children. This meeting was 

followed by one in Washington, DC where some of the people who had been invited to 

New York City were weeded out and then in Kansas City where Follow Through directors 

Joseph K. Hart, The Humane Community, (New York; Harper & Brothers, 1951). 
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were invited to choose from a number of so-called models a Follow Through Program and 

this great project was underway. 

Historic Nature of Follow Through 

I sometimes wonder if people really realize the historic nature of Follow Through. 

This is part of educational history. It will be written up long after all of us are gone and it 

happened during a particularly fertile period of our own national history. I think in a 

historical perspective of our national history that may be considered one of the most 

productive periods. If you stop to think that during this early period, during the 60s, there 

was the Civil Rights Movement, there was the probe of space and the walks on the moon, 

the initial walk on the moon, there was also the Vietnam War. I just think maybe this 

whole period will be viewed as a great creative people, people who were reaching out and 

who had beliefs in things that could happen. 

I think the concept of the Great Society, even though it is now spoken of by some 

people with derision and there are people who gleefully talk of the dismantling of the Great 

Society, I would still admonish you that this is not a concept to lightly toss away. We 

didn't quite make it this time, but maybe we could make it another time. It's the ideas, the 

concept, that are important if one would work on them. 

We have been a part of this creative movement. Follow Through, the 

professionals, {jarents, and all taxpayers of course have been heavily involved. All those 

in Follow Through have made the accomplishment and have made life better for children. 

Plans can be made and ideas held, but the carrying out of them takes people. Whenever 

anyone is doing creative, truly creative work, they're doing something new, something 

different. They're involved and this causes a little static. Sometimes some people back 

away from it and others reach out for it. 
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Achievements of Follow Through 

Probably the most important achievements of Follow Through won't be written in 

the history books because they're hard to document. I refer especially to the aid given 

individual children, the ones who came to school. The children who came to school in 

Follow Through classrooms found new materials and found new experiences. They were 

able to explore with paint, they were able to experience group work and they acquired more 

knowledge of the world, of other children, and of themselves. These Follow Through 

classrooms have provided youngsters with something new, something different. Many 

children have found themselves and are different They are growing up differently than 

they would have had they not been in a Follow Through classroom. 

There are some things that have been recorded regarding the efficiency of TEEM 

Follow Through and other models similar to it. The data is from the 1975 summan- report 

from the Stanford Institute. There are four models that are similar and overlap a great deal: 

TEEM, Bank Street, the Educational Development Center, and Far West Laboratory-. 

The first finding of the four is that the attendance record of children in these distncis 

is better than any of the other districts in any of the other models. I did not see this 

headline in the newspapers or news magazines. It seems to me that any kind of school 

work that is constructive enough that little children increase their attendance is something to 

talk about. 1 just think this is very important. How can we have any influence over 

children in school if they are not there? How can they get any involvement in what is gomg 

on if they're not there? 

Children in these classrooms are more involved in their tasks. They seem to 

continue to work with interruptions and be able to work with diverse activities going on. 

This is very important. 
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Burton White has a new book. The First Three Years ofUfe,^^ which is a summarv' 

of his research over the last 20 years. He talks about children developing well and what 

they are like. One of the things he emphasizes is the ability of a three year old to do his 

task and still know a little bit about what is going on the periphery, but continue his task 

and not be taken in on the periphery. He calls it dual focus. Attention is learned. Whether 

or not one gets involved in a task is learned. Burton White insists that it's learned in these 

very early years. He says one of the worse things that can happen is for parents and 

teachers to allow children to become bored because they have exhausted the materials. It is 

a big thing that our children are more involved in a task and that they can work with other 

things going on and work to accomplish something. This is something that will last them 

through life, barring an illness or something. 

The third thing our children do is ask more questions. Asking questions is an 

important part because it indicates involvement and is a resource. Our children seem to 

have learned or acquired very effective strategies in terms of examining an object or 

examining a situation. 

Our children are more language conscious. In earlier days we called this linguisuc 

awareness. SoarV work includes a few first grade Follow Through classes. He found 

there was greater vocabulary- growth with more informal teaching and the growth continued 

over the summer. Our model was set up with the notion of children continuing to learn. 

Soar also found that in classrooms where the teacher used higher order thinking, 

where the teacher herself expressed cause and effect relationships or higher problem 

solving abstracting and generalizing activities, that children tended to do this."*" The 

Burton White, The First Three Years of Life, (Englewood, Qiffs, NJ: Prentice-Hall, 1975). 
R. S. Soar and R. M. Soar, ".\n Empirical Analysis of Selected Follow Through Programs; An Example 

of a Process Approach to Evaluation, in I. G. Gordon, Ed., Early ChildhoodEduccaion, (Chicago: The 
National Society- for the Study of Education, 1972), 229-259. 
^Ibid. 
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children also follow when the teacher talks. They also follow the kinds of questions the 

teacher asks, the kinds of thinking the teacher is doing. 

An English lecture given at Harvard by Allison Davis"' of the University of 

Chicago in 1948 had something about primary grades. The observations of Dr. Davis were 

based on visits to 500 classrooms over a four year period. I happened to be working in 

Los Angeles at the time and I spent considerable time with him. I was one of the 

designated hostesses and drove around with him and visited schools with him. Out of all 

of these studies of classrooms, he indicates and I quote, "Reading is made the basis of the 

child's mental training in the first school years. Through his early classroom experiences 

in learning to read, the child's basic concept of his mental adequacy is learned." The child 

learns in the early years of school his basic notion of what kind of head he has, what his 

chances are in life. Davis indicates that the typical reading activities stimulate only a ver\' 

narrow range of thought processes. Reading teaching consists chiefly to recognize written 

symbols, to pronounce them and occasionally paraphrase them. Davis asks. Does this 

apparent time spent on reading contribute to concept development? He says as many others 

have that young children are in school to continue to learn to think, to develop reason, to 

develop insight, to develop invention and imagination. He has little chance to do this if all 

he does is to recognize words in sentences. There is little chance for him to learn to 

recognize, to define, to solve problems, little chance for him to learn to make hypotheses, 

to draw inferences, to analyze, synthesize. Though he may learn to recognize the words, 

to follow the teacher, he does not necessarily learn to like reading. If liking reading is one 

of the things we want, then this doesn't do it 

It is very important for children to develop a mental foundation. It is very important 

for them to acquire a large store of concepts and ideas. If only one out of twenty 

A. Davis, Social-Class Influences Upon Learning (Cambridge. .VIA: Han ard University, 1948). 
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classrooms have activities that contribute at all to the development of children's higher 

mental abilities, then it seems to me that we have to look very carefully at all Follow 

Through classes and all models. If children can't develop strategies of problem solving or 

are not helped to do this in these early years, then I don't know quite where we're going to 

get our people considering the situation of highly technological and industrialized 

developed world, considering the situation of communication, the need for persuasion, the 

need for noting and being able to hold a great many ideas in the mind at one time. 

Considering all of this and unless we're able to do things better and more things than we 

have done to help each child develop their mind, the distance between them and others is 

going to grow greater rather than smaller. 

1 was in Philadelphia at the Piagetian Conference last April."*^ Dr. Piaget had come 

over from Switzerland and he made this statement in terms of his phases and formal 

operations. Generally youngsters are capable of formal operations from twelve to fourteen 

on. Piaget said the longer he lived and worked and the more data came to his attention thai 

he now believes that less than 50 percent of the population ever reach formal operations. 

We have to be very concerned about the child and his completeness. The kinds of 

things that make him think well of himself, the kinds of things that permit flexibility and 

adaptability and interest and a stake in things, involvement. We now have children who are 

not involved. That child is on dangerous ground. Involvement does require a great many 

activities. It requires support and encouragement. 

Making A Difference in the Life of a Human Being 

I know it is easy to succumb to a simplistic notion that if you do something else, if 

you give out a few tokens, if you do this, if you do that the children will learn. We have 

no evidence you know that these things last. What you're looking for is something that's 

Hagetian Conference, Philadelphia, P.A, .'\pril 1975. 
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going to make a difference. It's going to make a real difference in the life of a human 

being. We can't afford to be simplistic. We can't afford to do other than remember that the 

human being is very complex. Hove Burton White's description of young children. He 

says by three years, by two years, they're very complex human beings. My grand nephew 

is going to visit me in March. He'll be two in April. If teachers knew what that child can 

do and then think of what we do to children in school, they couldn't do it. I don't care 

what the school board said or what the superintendent said. We've got to give children 

more than what we've given them. 

The times we are in now are not the times that were in the past. In those days ver\-

few people went on to high school even when I went to high school. Seven graduated 

from the eighth grade with me. I was the only one who went on to high school. 1 had to 

leave home to go to high school. I had to go out everv' summer and work for my board and 

room. Once maybe children were glad to escape from hard work in the fields and go to 

school for a few weeks. Even if the school was pretty dull it was with the other kids and it 

was better than the hard work on the farm. It was a respite, but now the world is prett\' 

exciting so school has to be exciting. Children will make it constructively so if we give 

them a chance. 
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Laura Atkinson 

/ wen/ to Silver City, New Mexico in early April of1995 to visit the nearby mining 

towns of Tyrone and Hurley where Dr. Hughes came in 1920 to fulfill her dream to "teach 

on the Continental Divide." I remembered when I arrive that Silver City is where Halene 

V/eaver said the "artistfriend" of Dr. Hughes lives. Halene was a demonstration teacher 

for Dr. Hughes' model from the late 1960s and moved to Albuquerque with Dr. Hughes in 

1970. I called Halene and got Laura Atkinson's phone number. Laura invited me to come 

right over that evening. 

I unlatched the white picket gate and she met me at the door. She is a little woman 

of 85, but energetic and agile. There is something girlish and youthful in her manner. She 

has short grey hair and blue eyes. She was dressed in slacks, a blouse and a vest. I liked 

her immediately. We enter the living room and sit side by side in antique chairs with my 

tape recorder between us. Oriental rugs cover the living room floor and a Philadelphia 

secretary-desk stands in the center of the north wall. John, Laura's husband, said it waj 

made for his Quaker ancestors in Pennsylvania by an itinerant cabinetmaker and given to 

him. Large framed woven tapestries of greys and browns, inspired by rocks and stones, 

hang on the walls. Laura made these on a loom she constructed by placing small nails 

around a large wooden frame. There are also framed copies of leaves she picked up on 

visits to Fiji where her son, George, lives. There are copies too of red stones with perfect 

white stripes and circles on them. Laura made these prints on her Canon copier. A large 

framed embroidered piece hangs near the entry door. This is also Laura's original design 

and work. It was inspired by the cylinder seals that she studied about and saw in 

museums in France and Turkey. 

On my second visit to her home in Silver City in early June of1996, Laura directed 

me to a small guestroom off the living room. She was ready for our interview and had 

books and papers to show me. Three framed Dali prints that belong to her son grace the 



107 

walls along with a colorful watercolor of George when he was a small child. Laura painted 

it when John was in the Second World War and she and George lived with John's mother 

in Morristown, New Jersey. A small framed watercolor painted on wallpaper hangs on the 

opposite wall. This is of Angel and was done by Angel's fifth grade classmate sixty years 

ago in Laura's classroom in the Hanover School in New Mexico. Laura taught there in 

1935. The following year she met Marie Hughes at the East San Jose School near 

Albuquerque. Marie Hughes was the principal of the school. That year, 1935, began a 

friendship between Laura and Marie Hughes that lasted until Marie's death in 1981. 

When Laura and John moved to southern New Mexico from Albuquerque she 

threw away many things, but she saved writings by her fifth grade students written in 1935 

at the Hanover School in New Mexico. She gave me her journal entry from the time of the 

move in 1982 and a copy of the little book she nuzde in 1995 of the students' writings, 

Hanover Hills: Poems and Stories. Laura's profile begins with the journal entry and then 

she tells her story in her own words. 

The Sky Determines and Stones Talk 

And now tonight as we read more Thoreau I find 

I left the woods for as good reason 
as I went there. Perhaps it seemed to 
me that I had more lives to live, and 
could not spare any tnore time on that one. 

That, I think, is the way I feel about this move. It is a new life I have 
started on. I have molted the other one, shed the old house as an old skin, not 
because of any displeasure or lack of love for it, but because the time seemed right 
to begin a new life in a new place. I do not regret giving up the old life or its place 
of abode but turn naturally to another as one leaves the old year for the new, the 
morning for the afternoon or the afternoon for the evening; pleasant sounds for a 
time of quiet 

Today I threw away all the relics of my "teaching lifetime." But what 
storeroom is large enough to keep all the relics of a lifetime? I have just spoken of 
my "teaching lifetime" but it is really several lifetimes that identify themselves as I 
go on with my task: my beginning years in a rural school in Montana; then in New 
Mexico-rural schools in Bernalillo County, then in the Albuquerque I^blic 
Schools. Each place, a separate and complete lifetime. 
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I wrote that journal entry in January of 1982 when we were getting ready to leave 

Albuquerque and move to Kingston, New Mexico in the mountains. The children's 

writings from 1935 are about the only thing I saved from my teaching for some reason or 

other. I just couldn't bear to throw away all those little things. I wondered about the 

writers of those saved writings. I wanted to look them up. I made a little book of their 

writings to give them. It was interesting finding those people again. I found six or seven 

of them. Sometimes I just could find a child or a brother or some relative that would be 

very interested in the little book of writings by those fifth grade children in 1935. I just 

couldn't keep up with the demand for it 

I did this conference thing with this little group of fifth graders in Hanover in 1935. 

It was a delightful, delightful experience. It was all my own, I mean. Dorothy Watson, 

the principal, was a writer. She wrote the history of Grant County and that son of thing 

and she was a good friend. I lived in the Teacherage with her. She was interested in the 

things that I was doing with the children. At the closing of that school year, she sent some 

of the poems to The Silver City Enterprise. Six were published in May of 1936. 

I have a way of working with language that didn't fit in with teaching English As A 

Second Language at all. I couldn't see that. It had to be a primary thing. It had to come 

from an experience like the ones that were written about in the litde book - jealousy, 

frustration, all of it Something from their own life and it was a memory. I hadn't realized 

that these were memories that they were writing. I was reading Luria the other day, the 

Russian who had so much to write about language at one particular time. Probably quite a 

ways back now. He said thinking is remembering and it is. What else is thinking but 

remembering. This group of fifth graders wrote not about what was happening like we 

did this and we did that and we did this, not these activities that you pull in that are over 

and gone with, forgotten, but something that they have in their memory that fits in with the 
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jealousy or the frustration. There's a list of things. I put the list in the book, "Our Stories 

About Worrying, Telling Things Not True, Being Superstitious, Being Jealous, Being 

Afraid, Being Foolish or Fooled, Jokes and Tricks." It was these memories that were so 

vivid for them that they wrote, in English, without saying write in English or do this and I 

think language has to come that way. They'd write. I never saw children who loved to 

write like that. Every day we wrote. Every day we started out with language. Words, 

words, words. Not this is Spanish, this is English, but just words and the feelings that 

went with words. They would write and write, then I would have a conference with them 

while the rest of them were doing something else. We'd sit at the desk and we'd talk about 

what they wrote. Sometimes I would type it right there on the typewriter so that they could 

see what it looked like in print. Every day, get around, just get around to them. 

I kept the writings for 60 years. They were kept in a folder of typewritten pages 

collected during that school year of 1935. I showed them to my neighbor when I came 

across them again in 1993 and she said, "Let's see if we can find them." She said let me 

try. O.K. She could speak Spanish with anybody you know. She was my go-between. 

The first child we looked up from Hanover was Jose. She called him on the 

telephone and in her offhand way she said, "Are you Jose?" Yes. "Did you go to Hanoser 

School?" Yes. "The fifth grade?" Yes. "I've got your teacher here from the fifth grade. 

You wrote some stories. Would you like to have me read one of them?" Yes. "Oh," she 

said, "Are you 71 years old?" and he said yes. She was identifying him so she got the 

right guy. So he said yes and she read the story about the little boy who lied three times to 

his mother about breaking the window and she spanked him until she was very tired. She 

read that, then she was laughing and laughing and she turned to me and she said, "He 

won't stop laughing. I think he's crying." He said, "That's me." He told her, "That's 

me." So we made an appointment to go see him. Laney arranged it and we all went. He 

was the first one that she contacted on the phone because he still lived in Hanover. Her 
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husband went and her little boy and John [Laura's husband] went with us. We just went 

as a family. Jose saw all those stories and he said I don't remember any of these stones. I 

said you never saw them because it was like you and I read your stories and Angel and I 

read his stories. He said, you know I was very, very shy and if you had read my stor>' and 

they knew I wrote it I would never write another story. I knew how he felt. I had a 

soulmate there. I learned that from a teacher as a model. She read our stories, but she 

never told who wrote them. 

1 wanted to find Angel. One of the boys in Hanover, one of the schoolchildren 

grown up said, "I'll help you find Angel." So he made long-distance calls and found 

Angel in Albuquerque and he contacted my friend, Laney. She said that I was going to be 

up to Albuquerque to see my children at Christmastime and I would look him up. I went 

up a week ahead of Christmas. I couldn't wait until Christmas. So I went up and found 

Angel. He was a bnght child, a ver>' bright child. We had artwork and they did ponraits 

of each other. When they saw this portrait of Angel in the book, they just laughed and said 

it was Angel. He had built onto his house a bamlike structure. Very nice. It was 

beautifully made. He showed it to us and he made furniture, so he had gone into business 

and had a successful furniture making business in Albuquerque before he retired. We sat ai 

the kitchen table and we drank coffee and we talked. When they saw the picture of Angel, 

he said, "That's me," and his wife said, "It sure is." They got out their albums to show 

that all Angels in their family look alike so there were three generations of that little guy. It 

was just wonderful. 

They never remember me. They didn't remember the class. Very seldom did they 

think of something that reminded them of it. We tried very hard to see each other. We 

were sitting at the table and we had the books and we were looking at them. We were 

looking at the albums and I said, "By the way, I want to show you something." [Laura 
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gestures with her hand as is her habit]. He said, "Now I remember. The way you move 

your hand." I came back to him. He said, "Now I know, now I know you." 

I went back to Hanover to see if I could get a photograph of the school to put in the 

little book. The school was gone, but the same weeds were still there. I picked some of 

the weeds and used those for illustrations in the book. The children remembered the weeds 

too. I grew up on a farm near Bloomington, Illinois. WejusttookAmtrak there to attend 

my graded school reunion. I attended a country school there for eight years. It was a 

wonderful community of children and of course you knew all the children m the family. 

The schoolhouse disapjaeared long ago along with most of the farms, the small farmhouses 

and farms. It was interesting to talk with the children. They're now all in their eighties 

too. You won't believe it but our most exciting memories were about walking back and 

forth to school. I walked a mile and a half and most of them did and we did know about all 

the weeds along the way. They all remembered something about the weeds and the wild 

onions that they saved for a sandwich to eat on the way home with the wild onion and the 

ones we could taste like wild clover and so I was right in my book with using the weeds to 

illustrate Hanover Hills. 

I was bom on a homestead in Montana and my first four years were there until the 

homestead was proved up. My father had come from Illinois. He was an Illinois farmer 

and this was an adventure. He thought he would get a farm in Montana, but it turned out to 

be cattle country and there wasn't a thing that looked like a farm to him when the snow 

melted. So we returned to Illinois and I grew up near Bloomington. My mother was from 

Illinois too, but her family stayed in Montana when we returned. 

When I graduated from grade school I went to one year of high school. I stayed 

with my grandmother in Bloomington. I went to the big school in the city. I had a teacher, 

an English teacher, Stubblefield, Blanche Stubblefield, and she had us write, and write, 

and write and this is what she did. She would read what you had written without saying 
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who had written it and what she liked about it, what came out right. She was a great reader 

of the writing of the class, but she never identified you in which case I would have curled 

up and died if she had mentioned it I don't know. It's this awful thing that I can't get 

over. Many is the time she read a good paragraph that had a good beginning or a good 

follow through or something and she did it with all of them. It was this head to head thmg 

with the writers that really got them to write some more without being embarrassed about 

it. 

Then the family moved back to Montana where my mother's people had stayed on 

the homestead and then lived in Billings. In my mother's family there were two boys who 

had tuberculosis in Illinois and the doctor said they needed a higher altitude. That was all 

anybody knew about it and so the high altitude was Montana. I went to high school in 

Billings. Montana was the worse thing in the world for TB because of the temperature. 

So that was a mistake and it cropped up in the whole family, my mother's family. 

I went back to Illinois to go to Normal School in Bloomington after I graduated 

from high school in Billings. I came down with tuberculosis there. I brought it from 

Montana. I returned to Billings and spent one semester in Normal School. I always 

wanted to be a teacher because I had such a wonderful teacher. It was the teacher in Illinois 

who taught the last four years, fourth, fifth, sixth, seventh, eight-the years after third 

grade. He just stayed with the school and worked it up to what they called a Superior 

School. He was a magnificent teacher and 1 think that is what inspired me to be a teacher. 

It was my own teacher and as I talked with these schoolmates that I met again at the reunion 

after all this time, that was their thought too. They thought he was a wonderful teacher. 

That's what made that school such an inspiring place. It was the teacher and the relaxed 

atmosphere of the school, his interest in teaching. That is where I really got my first desire 

to be a teacher. I took classes and I got my certificate with a three day written examination, 

my first teaching certificate. I kept going to the Normal School and to Missoula in the 
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summertime. I reached about a sophomore standing I think as far as university credit was 

concerned. 

I visited an aunt in Oklahoma for a couple of months and recovered enough to go 

on again, so I returned to Billings to teach. Then after three years of teaching in Billings, it 

all came back again. I had heard of Arizona so I took off for Arizona. I was 23. At first I 

was going to Ragstaff, but the president of the Normal School had been there and he said 

don't go there. It'sjust like going back to Montana. He said go toTempe. I quit teaching 

in March. I found a substitute and arranged for her and 1 went down to Tempe. I took a 

bus. It took three days to get down there. I had to go down to Salt Lake City over to 

California and then I crossed to Phoenix and then down to Tempe. I just stayed there for 

about three or four months before I went back to Montana. I couldn't study because the 

semester had already started. I went back to Billings again and did some reading on the 

University of New Mexico at Albuquerque. 1 read Sky Determines by Ross Calvin. It 

sounded so wonderful. The sky determines. That was my inspiration to come to New 

Mexico. It was a long trip. I came through Denver that time. The sky determined where 

I'd go. 

Albuquerque was THE place for health. It was the proper place, full of all sorts of 

sanitariums. It was a health seeking city. Thirty-five thousand people, believe it or not, 

and everyone was there for their health either for themselves or for someone in the famih. 

The University was a very interesting place because many of their teachers had or the 

professors had come from schools in the East because somebody in their family needed to 

come to that climate. I found that New Mexico wasn't such an e.xpensive university. The 

tuition was much cheaper and I would be 24 and if I stayed there for awhile then I didn't 

have to pay the out-of-state tuition. I stayed in the dormitory the first semester and then I 

began to get NY A [National Youth Authority] jobs. I got 35 cents an hour and I worked 

for Dr. Tireman at the University of New Mexico Curriculum Lab. After that first year I 
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was going to look for a job to teach and one of Dr. Tireman's students, he knew her down 

in Hanover, this Dorothy Watson, was the principal. I told him that I heard there was a 

vacancy down there. I talked to him about it and he said he would give me a 

recommendation and that's how I started down in Hanover where the little book was made. 

I taught just one year in Hanover. 

I came back to the University then because I was determined to get my degree. I 

went to summer school and Marie Hughes was teaching a class. That was my first sight of 

Marie. She was very kind to me. She realized I was still a little weak from my TB. I met 

her just when she came back from Chicago. She was married. She came from Michigan in 

1920 and taught in Tyrone. She came to Tyrone because it was on the Divide, the 

Continental Divide. She said I want to go someplace where I can teach children on the 

Continental Divide. Nearby was a government hospital. Fort Bayard, where they sent 

tubercular patients and World War I veterans who had been gassed and had lung trouble. 

She volunteered at the hospital and that's where she met "Red" Hughes. He had been 

gassed. He didn't have enough lungs to stay out of the hospital until he and Marie were 

married. The hospital didn't want to let him out. She had to fight it. He died in 1968, so 

they were married nearly 50 years. They moved to Albuquerque and they had to stay m 

that climate because of his health. She couldn't take him out of that climate. Then she 

went to the University' of Chicago and went to school there. I remember when she did that. 

They took a chance on his health and he went too. She got both her Bachelor's degree and 

Master's degree in one year. They had to get back to the Southwest for his sake. 

She had an IQ that was preposterous. She worked all the time. That was her 

hobby. She read every professional book on education that ever came out and knew them 

by heart. She was a wonderful teacher because she always could show you a book about 

what was in your mind. She had no children of her own, but she had a wonderful feeling 

for children and she passed that on. 
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They had to fight every time Red went to the hospital for a check-up to keep his 

pension going because they wanted to keep him there. They said he didn't have enough 

lungs to live. So he was an invalid, a wonderful person. She was a very kind, kind 

person and her life work was to make his life right and interesting. He was a gracious and 

charming man. He was a handsome man really. He had red hair. He could get around 

and escort her and drive a car. He drove a car wonderfully. They would go together 

places because she would have to go with school groups a lot. They had a lot of social 

activities. They were devoted to each other, a devoted couple. It was very great to be on 

their side. She taught him. He was a farm boy from Georgia and forgotten by his famiU. 

He was inducted in the Army as a young man and had a fourth grade education. I 

remember one time she told me she was teaching him long division and that he was doing 

well. 

Marie got her doctorate degree from Stanford University. I went with them to Palo 

Alto. California seemed to agree with him. We went to Palo Alto in the car together and I 

lived in and out of her house. I had my own rooms, but then I went over and worked at 

her house when she was there. She rented a typewriter and typed her manuscripts. I 

didn't find her difficult to work with. We were on the same wavelength. I could read her 

writing. Her handwriting was strange, but I could read it. She was very considerate. 

I remember one time she wanted me to go to the opera in San Francisco with them. 

I said I don't have any opera clothes. She said, "Well, we'll have to get you some." So 

she took me to an elegant store in San Francisco. She always got her clothes at elegant 

stores. I tried on dresses and dresses. Several weren't right, then the saleslady brought 

out a very special dress. It was wonderful. It was cream colored taffeta with embossed 

bows and ribbons on it. It had a jacket that covered my arms. I was so thin. My arms 

were skin and bone. The woman said to me, "Now go out and see what your mother 

thinks of this one." I told Marie what the saleslady said and she was pleased. I paid for 
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the dress. I was so pleased to have her take me shopping. I wouldn't have gone alone. 

So we all dressed up and went to the opera. 

I made the throw pillows on our bed from the opera dress. I took time and a lot of 

care in making them. I hid the zipper just as Marie would want me to. They make me 

think of her. She was like a mother-figure to me. I guess she adopted me like she adopted 

"Red" Hughes. She was ten years older, but I was "retarded" because I was sick during 

my teen-age years. I didn't have an adolescence. I always enjoyed being with people 

younger. John [Laura's husband] is ten years younger. We boarded near each other and 

ate at the same place. John's cousin came to Albuquerque because he had tuberculosis and 

John came with him. His grandmother encouraged it. John was at Swarthmore and 

transferred. He wanted to take a summer class and I encouraged him to take a creative 

writing class. I told him I'd help him. He was a mechanical engineer. He gave me a 

diamond ring that his cousin gave him. It was his mother's. I said I wouldn't accept it 

until I met his mother. His mother came to Albuquerque for John's graduation. The 

cousin told me that she is a Philadelphia Quaker from way back and it's pointless to expect 

her to be expressive. At a gathering, I got John's mother aside and talked to her. I told 

her I was ten years older than John. She said John has always known his own mind and 

what he wants and there is no reason for me to tell my age. I said I wanted her to know 

and she said it made no difference to her and is no one's concern. She said John's 

stubborn and I said I am too, so we'll have to take turns at winning. We married in 1940. 

Marie wanted us to be married in her garden, but I was too shy for that. We went to the 

church in Rapid City, South Dakota and got married. It was where John's first engineering 

job was. 

Marie was a very inspiring teacher. I was interested in her kind of teaching and 

classroom. It was a relaxed situation and the feeling was the same as the teacher I had in 

Illinois who inspired me to become a teacher. Most teachers reteach their own school 
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experience. They have their mindset. I was very fortunate. I went to school in Illinois. I 

had this idea of this wonderful kind of school to begin with. It was a rural school with 

eight grades. We probably had 25 kids. We had a young man who had just come out of 

the First World War with enthusiasm. We had a magnificent teacher. That was the freest 

school situation anybody could possibly have. He interested everybody in the same things 

and everybody did it at their level. So I had this wonderful kind of school to begin with. 

I don't know whether Marie had it too or if she picked it up in Tyrone when she 

began teaching there or whether it just came natural, but I think you have to realize that each 

child can be very creative. 

In that summer class, Marie had topics. Each person had a chance to talk about 

something or present something. Being a very shy person I always managed to get out of 

such situations. The way I did it was to hook up with another student and say let's do it 

together. I'll make the pictures and the display for it and you do the talking. O.K. Marie 

agreed and I made a set of illustrations or charts and things to go with the presentation. 

That's how I met Marie. I did the art work while somebody else did the talking. 

Dr. Tireman was the head of the East San Jose School and Marie was the principal. 

Dr. Tireman was writing a dictionary or collecting vocabulary to be published and he 

wanted illustrations so Marie is the one that made the connections that if I went to East San 

Jose School I could be teaching for half day then be working on what he was doing with 

the illustrations. I was paid by the Albuquerque Public Schools. I would take over the 

classroom while Marie had conferences with teachers and then in the afternoons draw linle 

pictures for Tireman's book. I was an early teacher's aide who could type and do pictures. 

They were putting together quite a few things in the Curriculum Laboratory. I 

illustrated a little book for her that she was interested in. It was just fun to work with her. 

We were friends. I lived with Ann Jones who was a teacher at East San Jose. The 

teachers were kind of a cliquish group. They were very close and they worked together. 
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The teachers had this feeling for Marie. The teachers were very fond of her and she of 

them. They looked up to her and liked her way of teaching. I would say she was a mentor 

to them. They met very often. While she had these meetings with the teachers, I would 

take the teacher's class. Marie and the teacher would sit head to head and talk about things 

that the teacher was going to teach. My job in East San Jos6 School was to take the 

classroom, any classroom, while they had a conference with her. That's the secret of her 

success in being a mentor. She arranged for consultation with them. I'm sure that's what 

the teachers felt with Marie. They had this head to head talk about what they were doing, 

what would be good to do in case this is what you got or I think you should follow this. 

You have to have a set up and that's what the model was. There was a setup when teachers 

could get free. 

It was lovely and these people that she had come and lecture to her group of 

teachers were top people. She could talk to them and they could talk to her. Believe me 

there aren't any that could outtalk Marie. Now she was a brilliant woman. She could talk 

to any of them and they saw what she was trying to do. She was often the only woman at 

meetings or one of few women, but most men understood that she was as smart as thev 

were and she made every effon so that they would understand that she was as smart as the\ 

were. She could match wits with any of them. She was writing for someone who would 

look at it as a model for teaching. 

She developed the professional response theory. That was her crown. It is a 

beautiful way of teaching and 1 believe in 100 percent. I think it's the only way you can 

teach a foreign language. It can't be a foreign language. It has to be learned as a first 

language. Always. You learn a language through a heartfelt experience with a word you 

want or a phrase. It comes to you with your mother tongue and if you can provide a setting 

in which a word can come to you without saying, "This is a word, this is what it means, 

and this is the way you use it." You work with small groups of children. You as a teacher 
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have a professional response to this group of children you are working with. When you're 

talking in a group of children you model. Modeling, that's Marie's word. You model the 

language. You model what you say for what you're doing. You model what they see and 

what you're doing. That's it. You provide a model. Model is the word that Marie just 

held right on top of her head like a bright light. Personal professional response is 

providing a model for everything that comes up and putting it into words. It's like a bridge 

game. You' re deal t a certain handful of cards and whatever comes up you play. You pla\' 

off what's dealt to you. You have to interact all the time. It's hard work. 

When a teacher sits down with five children and does this magnificent thing, you 

have to provide something for the rest of them to do. It has to be an organized freedom. 

They have to be involved in what they started with in the group of five. Five is the magic 

number. Concepts was a favorite word of Marie's. You were working with a group of 

five to develop concepts. They have to have something to excite them so that they can go 

over here and do something that follows up and then they can go to an interest center over 

there and still be following up. It means you have to be running a five-nng circus if you 

have to have, five times five, 25 kids to work with. 

I went with Marie to Navajo Country. We spent two weeks in Rough Rock. 

Halene Weaver was always her demonstration teacher, but Halene was doing something 

else so I went with Marie as a demonstration teacher. We stayed in a hogan. Marie loved 

it. I worked with five Indian children at a time and we were working with young men who 

were aides to the government teachers. One said what would you do to make children talk 

English. I laughed and said you can't make children talk another language. It's 

impossible. I wouldn't do anything. I'd just help them know what the words were and 

then we'd talk about it. They just listened up right away then and we had the most 

wonderful time. I had said this is the way we'd do it. It was an inspiration to work there. 

I wanted to use what was there. I took a bucket of rocks from my driveway in 
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Albuquerque. Again, I love rocks. When I got to Rough Rock, I picked up four or five 

rocks on the ground near the hogan where stayed. 

I said to the young men, "I know this looks silly to use and I really hadn't planned 

on it, but I decided I would use things that the children are really interested in. I dumped 

the rocks out on the table. I told them where I got them and said I picked up four or five 

near the hogan on my way to school. They were so amused when they found out I had 

brought rocks. We laughed about it. They were delighted with the rocks. "Each one of 

you pick out five that are interesting to you" and I took five too. "You probably know your 

own rocks," I said. They could pick out their rocks. They knew the rocks that were from 

Rough Rock. "Have you noticed how many names Indians have for their villages that are 

rocks?" they asked and named Rough Rock, Window Rock, Red Rock. I hadn't thought 

of that. I told them they could trade rocks. "If you see one you'd like to borrow or trade 

with somebody, then go ahead." They got so interested. They tasted and smelled them 

and the shapes were part of it. They knew rocks. They could tell what rocks came from 

this mountain here and that mountain over there. There were female rocks and male rocks. 

I learned more about rocks than I ever imagined. They wanted me to teach before the 

elders. So three old men came in and sat. I had just a few rocks and I did the same thing 

with a group of children. They started putting them by shapes. "Do you like this one? 

Would it go with yours?" Then I'd offer another one. One little boy had a collection of 

rocks. The old men sat there watching. At the end they came up and they said, 'That's 

teaching. We like that. If that's the way you're teaching, it's good." 

Marie had the ambition that her model, the Hughes Model, was for everyone. You 

have to have a set up and that's what the model was. There was a setup when teachers 

could get free. Somebody like me would be there to take over and she could have 

conferences with her teachers as much as possible. She worked closely with teachers so 

they would go on and do the teaching the way she envisioned it. 
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After a demonstration, Marie would say, "I want you to tell me something that 

really delighted you in a child in this demonstration." That was her entrance-delight in 

children and delight in the teacher at seeing it. The teacher should be delighted. There 

would be delight in two places, in the child and in the teacher. Professional response to 

the teacher is the response to a child's delight. Delight is the word for Marie. If you 

showed her something, she was delighted and you were delighted. It was a key to 

working with her. If you took something to her, she showed her delight. 

I wish I could show her this book I made with a little boy here in Silver City. I 

think Marie would just kind of turn over in her grave and feel a little good about it. She 

would delight in it. In Marie's program you made books and books and books and books 

and books. Now I go out and catch a little kid here and have them come in and we write 

poetry or stories. I'm interested in rocks and when John and I walked down to the public 

library this little boy came out. He said, "You going to the library? You ought to see the 

rocks over there. They have a collection of rocks. I'll go with ya." Now he is considered 

a retarded child. He's not in a regular classroom. He has to be in special education. He 

took us over to the library and he showed us the rock collection, mosUy colors, but he did 

know one or two, wnat they were. I told him I was interested in rocks too because I really 

am. So then he said if I find a rock I'll...! said if you find a good rock bring it here and 

we'll talk about it. I'd like to see it So he came back and he had a rock and this is the 

book we made. I just put the rock inside this pocket I made in the backcover of his book 

because I wanted to keep it I didn't want to throw the rock away. He said it has a bird on 

it. I asked him where he found it and how and all that. This is what we got for a storv'. 

I was running to the playground to swing. I looked down at the ground and right 

by my shoe was a small, flat, almost square grey stone. I picked it up to look at it 

and there on one side was a small brown bird. I could see it and I could feel it. I 

put my bird stone in my pocket and kept it there the rest of the day. Sometimes I 
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would look at it and sometimes I would just feel the little bird on the stone. I took it 

home and then to Laura and we made a picture of it for my book of it. 

I have a Canon copier. I wish I'd had one when I was a teacher. I had to do it with 

a hectograph. I said to the little boy, "Is this the jacket you had on when you found the 

bird stone?" Yeah, sure. "Well, take it off and we'll take a picture of it." I put blue paper 

in the copier and copied his jacket so the cover looks like his jean jacket I made an extra 

copy of the pocket and stapled that to the inside of the back cover and he put the rock in 

there to keep it. You can see the bird on it. He could read his book. I made three copies -

one for me, one for the child, and one for his mother. Soon other kids came with stones. I 

couldn't keep up with all the stones. 

Making books is a carryover from Marie. I love to make books. I worked for the 

Albuquerque Public Schools for many years as a Language Arts consultant or helping 

teacher. I went around to various schools where teachers wanted to do something 

different. I used Dr. Tireman's ideas and Marie's ideas. I made books in the schools 

about adventures that happened there. A couple were published in hardcover. One was 

about a pack rat that came to the school during the night and took school supplies away. 

We wrote a book. The Pack Rat School, and it was published by The Steck Company in 

Austin, Texas. That was in 1956 and 1957. They were true stories that happened to the 

children in their schools. 

The last years that I taught in Albuquerque, Fred Nelson and I set up a Language 

Arts Project at the Old Town School. I was a helping teacher. I would help teachers, but 

not supervise. The principal and I took all the teachers in the school to Tucson to visit 

Marie's class in 1966. She didn't have anything written down about her model. We saw 

demonstrations. I knew what Marie's philosophy was and I used her program in working 

with the Old Town School. It was a three year project, 1967 to 1970. We made many 

books there too. 
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Then in 1970 Marie decided to come to New Mexico again. One of her buddies she 

had worked with years ago, Tom Wylie, was Superintendent of Albuquerque Public 

Schools for a short time and he got her into the public schools and then she united with the 

University. She had a class of graduate students, doctoral students, which she had in Old 

Town School, so I just stayed on there and worked with the aides in the classroom. 1 

worked with some other schools sometimes and other times I just loafed and went to her 

classes and saw what she was doing with her program. 

1 love teaching and children, but I'm so disappointed that we're not giving children 

what they need like these little kids put into Special Education. We have to start where they 

are and respect what they know. They have insights that are astonishing. I wish 

somebody would take her ideas and say this is the way it is, like professional response 

would be merely what everyone in the profession knows. They would know how to talk 

with children and how to explore children's ideas and thinking. I wish her model could be 

continued. 

When she returned to New Mexico in 1970, she got this beautiful apartment way up 

on top of a building in Albuquerque. It was lovely and these people that she had come and 

lecture to her group were top people and she could talk to them and they could talk to her. 

She could talk to any of them and they saw what she was trying to do. She was writing for 

someone who would look at it as a model for teaching. 

Halene and 1 visited her the night she died. When we said, "Good-bye," we both 

understood that it might be a final good-bye. We both knew she was dying. When we left 

her, Marie broke into a big smile, the same smile she had when she delighted in what 

children did. That is how I remember her. 
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Halene Weaver 

My first interview with Halene was a telephone conversation in November 1994. I 

was so elated and grateful after our talk that I called a florist and had flowers sent to her. 

Halene inspired me to think of writing my dissertation on Dr. Hughes. 

I flew to Albuquerque, New Mexico in March of1995 to interview Halene. Her 

house is in the northwest part of Albuquerque. It appears as a rural area with fences and 

goats in a neighbor's yard. Halene came out to the car to greet me on my arrival. I 

followed her inside her southwestern adobe home with floors ofsaltillo tile. Western 

paintings of grand western vistas, horses and riders painted by Halene's husband, Dogie, 

are on the off-white walls of the large sitting room we entered. Dogie has Parkinson's 

disease and lives in a nearby nursing home. Halene cared for him at home as long as she 

could. She goes to the nursing home daily to care for him and to bring his washing home 

to do. 

Halene took me up a couple of stairs into the kitchen and on into the dining-living 

room. We sat at the dark mahogany dining room table off the kitchen. I set up my tape 

recorder on the table. Halene talked about Marie Hughes and the model and the years of 

implementation of the model. 

"Marie's yellow papers are in this cabinet," Halene said to me. She walked to the 

cabimt on the wall behind the table and opened the doors of the cabinet that contained the 

"yellow papers" of Dr. Hughes. These were notes of writings, presentations, classroom 

interactions that Dr. Hughes had written and that Halene now had. I could see stacks of 

legal pad sheets of paper on the shelves. I didn 't have time to go through the papers that 

day, but I wanted to examine them and see what was there. 

I called Halene periodically on the phone after the interview and sent her notes. I 

made arrangements to interview her a second time in June of1996. I drove this time with 

my longtime Peace Corps friend, Wally. Halene was glad to see us. She had on a purple 
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Mexican style dress. I could see she was slower now and had aged considerably since my 

visit the year before. She was going to the gym every day for exercise and worked with a 

trainer there. "I'm up to twenty-two pounds with the weights and doing eight stations," 

Halene told us. The exercise was helping her become stronger and feel belter. She could 

no longer go to the nursing home to visit Dogie every day, but she went often. 

She took me through the kitchen and dining room to the living room area on the 

upper level of her house. Halene and I sat at a sofa with the tape recorder between us. This 

time I asked Halene about her early life. She talked of growing up in Ohio, the deaths of 

her parents, meeting and marrying Dogie, then moving to Tucson and meeting Dr. Hughes. 

She reminisced greatly about Dogie. She became lighthearted with the telling of these 

memories. She told me Dogie was now in the last stages of Parkinson's disease. 

Halene invited me to go to the cabinet with the "yellowpapers" and take any I 

wanted. My friend Wally talked with Halene while I hurriedly looked through the piles of 

loose papers in the writing of Dr. Hughes. I was interested in any that were in her own 

handwriting. I took the papers I collected to Halene to check before I took them. I wanted 

to make sure it was all right with her. She wanted me to have the papers. I was grateful lo 

get these primary source materials. There was no organization to them. The sheets of legal 

pad and other paper were all in Marie Hughes's handwriting and written in pencil for the 

most part. Halene gave me a couple of her steno notebooks that she had used while 

working with Dr. Hughes. She took us out to see Dogie's studio. Everything was just as 

he left it. Wally took a photograph of us in front of Dogie's studio. 

We went to a restaurant to eat after the interview. It was a place where Halene took 

Dogie when he could go out from the nursing home. It was easy to get around with a 

wheelchair. 

Halene's friend, Jane Evans in Tucson, told me that Dogie died in September 

1996. I wrote to Halene and called before I sent the profile of her in December. I knew it 
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was a time of sadness for her with Dogie 's death, but I wanted her to have an opportunity 

to check it. A friend had taken her to hear Bill Moyers in Albuquerque and that had lifted 

her spirits. 

Things Do Change and Some Things 

Work Themselves Out 

I was bom in Ironton, Ohio, which is on the Ohio River, the southern most place in 

Ohio and it's where the Mississippi River makes a U-tum and goes west. My parents were 

married on January the 27th m 1915 and I was bom in December of 1915. T m an Ohio 

farm girl. By the time I was bom, my father had a business in Ironton, so he was no 

longer a farmer himself. He hired people to run his farm. My job was to go and pick up 

the milk that was drawn in the morning and get it to town before it soured so it could be 

processed. I made it about half the time, but then my job was to make cottage cheese out of 

it if I hadn't been prompt enough, so that was an interesting adventure. I went to the 

schools right there in Ironton. We were right on the Ohio River and of course it flooded 

every year so there were lots of times when you just couldn't go anywhere because the 

water was so high. The slope from the top of the town to the riverbank was so sleep. M\ 

father had workhorses and he was the delivery man for the whole town. He had a lot of 

men working for him because they delivered goods that came off the riverboats. That was 

kind of a fascinating time because the riverboat people saw us children so much that finalh 

when we were old enough, when I was in the fifth grade, the man that ran the boats, the 

Island Queen, and one of the only side-wheelers on the Ohio River, took us all on a trip 

because we had been coming down to the boat to sell things. We had to earn our own 

money and I eamed mine by making black walnut bread and selling it to the neighbors. All 

of us eamed our own money. Every year we had to do that because we were always going 

on the river. It was just wonderful when we were on the river. That's when I got all my 

dreams of living on a riverboat. It was just great. But things do change. 
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I have a sister who was bom 22 months after me. Since I was a perfectionist with 

everything that I did my sister never liked me very much. She was very quick, very bright, 

very sloppy. She was a daredevil. We're very close now, but we have had off and on 

times most of our lives and I think most families are that way. You lose track of 

somebody. She's a retired junior high teacher in Florida. When she needed to get a 

Master's degree, she called me and asked me if she could come and go to the Universii\' of 

Arizona. We've been good friends ever since. Some things work themselves out. 

My mother died when I was fifteen and that was the first blow. She had 

tuberculosis. My father had sent my mother to Arizona when she first got TB and she cried 

all the time she was there. She was in Tucson and she stayed two weeks. She cried so 

hard that my father brought her back. Then my father decided the only way to help her get 

better was to send her to Florida. Of course nobody knew much about TB at that time. 

When she had it, it was very serious and she was in bed for ages and ages until she died. 

You know she just, well with TB you just go. There's not really much pain. 

My father then lived until 1 was through, no, I wasn't through college. I had about 

two years of college when he died. Both were long, agonizing deaths. She died from 

tuberculosis and he from diabetes and in both cases I was the nurse. I was the oldest and I 

was the one who had to take care of them. So I did, you know, I did all the changing of 

pads and stuff like that. I wasn't really old enough to do any nursing. After my dad died, 

my sister and I were on our own. Luckily we had, well, 1 don't know whether luckily, but 

anyway my father had two brothers, one older and one younger, and then he had six sisters 

and Aunt Millicent was the youngest of the girls. She was the private secretary to the CEO 

of a big insurance company in Cleveland. I'd never got along too well with that Millicent 

because if you got to do anything at all it was because she told you to. She took me to the 

dressmaker and had dresses made so I'd be properly attired to be a teacher. 
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I love to dance and I love to sing. I had a coloratura at that time, voice, so I sang at 

all the weddings, all the funerals. I became a singer when I was in college. I had a 15 

minute radio program of popular songs. I had of course no idea that I was going to do 

anything but sing the rest of my life. I was dying to get into college so I could take real 

courses and I did for two years, but then I got TB and that was the end of my singing 

career. They had a fairly good state sanitarium and my father sent me there. I was engaged 

to be married. I had this handsome Irishman that was just lots of fun, but when I got sick 

and had to go to the state san things changed. At that time the 125 miles from Columbus to 

where I lived was a long trip. The engagement went sour. I didn't cry. I was just angr\. 

At that time my hair was down way long and 1 had it wrapped in a braid around my head. I 

never had smoked and I never had taken a drink, but when he broke our engagement I went 

back to Ironton and I had my hair cut and I started to smoke. It was the first time I had 

ever been on a plane, but I got on and flew to Brooklyn to be with my roommate. We jusi 

tore the town up. We went to plays and we just did everything. 

So I've always had good friends wherever I've gone. I got over TB. It was in the 

incipient stage and so the doctor said well you need to stay here six months to be sure that 

it's cleared up. So back to the teaching. My whole career has been teaching. I had always 

taught elementary school children until I went to the University of New Mexico in 1970. 

Every single year of my life while I taught, every year I had to go and get an x-ray to pro\ e 

that I was well enough to teach. When I moved to Albuquerque they had invented by then, 

that was 1970, a series of medication that you could take and if you took them religiousK-

every single morning for nine months you would no longer be susceptible to TB. That was 

a glorious gift that Albuquerque gave me because after that I never had to go to be tested. 

I graduated from Western Reserve in '39 because with the TB I had lost two years 

and my class had graduated, so I decided I didn't want to go back to Wooster. All my 

friends had graduated and I just went to Western Reserve, Case Western Reserve. I was 
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getting an elementary certificate to teach kindergarten and my mentor was May Hill 

Arbuthnot who was a very well known writer. She wrote children's books and textbooks 

for children. Dr. Arbuthnot was 50 years old when she married a bachelor that was also 50 

and Uncle Charles and Aunt May were my mentors all the time I was in college. I was in 

my early twenties and Aunt May was 55 when we first met. She kind of adopted me 

because I was kind of alone at that time. That was the best thing that ever happened to me 

because May Hill Arbuthnot was a very dynamic woman who believed in children and had 

worked with them most of her life. She was 85 when she died. We became really close 

friends. She and her husband Charles would come out every winter to Phoenix and stayed 

for the winter and then went back home in the summer. They had these two beautiful old 

homes. 

After graduation from college, I went to the daycare center of greater Cleveland and 

was there for several years, first as an aide, then I moved up to assistant director, director 

and then superintendent. That was the hierarchy of the daycare center in Cleveland. 

Cleveland Communitv" Fund financed it. 1 was very happy there because it was a 

challenging job. The rate of payment of the women, well, there were a few men, but 

mostly women picking up the kids, the rate was 10 cents a day. It got up to 50 cents a da\. 

It was a sliding scale depending on whether they were working or not, but those were 

some very challenging times. It was a wonderful experience for me. There was a great 

deal of casework to do. I had to do a case study on every child. I had 70 kids, so 

paperwork was about all I got done, but I was on the floor with the other teachers a lot. I 

always went every day to help them out This lasted until the World War II. 

During the summer, I got a job working at a children's camp. Fox Smith was one 

of my mentors and he had this children's camp. I had to teach riding and I felt I was quite 

a good rider so I was glad to teach riding. There were hundreds of kids there. Fox said he 

thought I would do well and his wife was ill so he asked me to take care of the riding 
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camp. I dutifully did my job with all these people until one of my horses threw a shoe. 1 

called Fox and he said I know just the person that can fix that, Dogie Weaver. 

That night I walked into dinner and here sat Dogie with his cowboy hat off and his 

tie all tied up nicely and his shoes all shined. He was sitting there because the lady who 

owned this little farm had invited him to stay for dinner because I was coming and that was 

how I met Dogie. Dogie knew all about horses and had come East from Wyoming to study 

art. When he was wrangling dudes, Dogie started making charcoal sketches of some of 

the children and their horses. He took the children for rides and they liked him. He liked 

them. People kept wanting the sketches and he kept making them. One of the dudes was a 

wealthy man from Cleveland named Tom Dunn. He told Dogie that if he was gomg to 

draw he might as well do it right and Tom Dunn gave Dogie a scholarship to the Cleveland 

Institute of Art and that is how Dogie got to Cleveland. He went to art school and worked 

part-time wrangling dudes and shoeing horses. He was both a gentleman and a horseman 

and that's a very rare combination. When they rode horses they always wore gloves. That 

was mostly for protection in case you got bucked off or something, but I never knew Dogie 

to leave the house without gloves on when he went riding. He was honest and he was 

handsome and I never rode the horses after that because I felt like such a dud. He'd been a 

trick rider for awhile in his youth. 

Dogie was twelve when his father was killed in a hunting accident. They were 

bird hunting and Dogie's brother. Deacon, saw something move in the bushes. He shot 

and killed Mr. Weaver. It was a great tragedy to lose his father at that time. I think that 

scarred Dogie for life. He never said much about it though. It was a long time before I 

even found out about it. He's a guy who talked much unless he was with cronies who 

liked to talk horses. He'd kind of sit back and grin. He had the most beautiful smile. 

He's in the last stages of Parkinson's now and in a nursing home near here. The\-

had an art exhibit of his paintings at the nursing home the fall of '95. It was wonderful 
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and it really lifted my spirits. They arranged the paintings so well. My son helped me get 

them up there. People couldn't believe that Dogie had done so many wonderful paintings. 

They didn't know he was an artist 

I think one of the things we had in common was we both worked with kids. He 

had a way with children. He understood my work. We got married in 1943. I was 

teaching in a day nursery in Cleveland and the next summer he bummed a ride on a plane 

and just appeared. I had moved away from the place where we had met and Fox had 

another camp about 40 miles away and I was in that camp. I was directing it He was in 

his uniform and he was just pretty snazzy looking. He said, "I didn't come back just to 

look at you." That was in September and we were married in October. There's never been 

a dull moment in my 53 years of marriage because he was always one step ahead of me. 

World War II came along and he enlisted. He was 35 and older with more 

experience. I sold my Ford coupe which was brand new and had cost $500. and we 

bought a wooden station wagon. We packed up all of our belongings and drove to Fort 

Robinson in Nebraska. My Aunt Eloise was my mother's youngest sister. She was 

somebody that would go anywhere. She's like Laura Atkinson. Aunt Louis said just tell 

me where and I'll go. She rode with me all the way over to Crawford, Nebraska. They 

had a huge remount station there. Dogie was in the remount shoeing horses, but then thev' 

found out he had been to the Cleveland Institute of Art. He did a lot of draughtsman work 

while he was in the Army and did portraits on the side for young officers. Almost ever\' 

night and weekends he was painting while we were there. The extra money gave us a little 

freedom. Seventy dollars a month went a long way at the post because bread was five 

cents a loaf. So we didn't have any problems as long as we were there, but things were 

kind of bleak otherwise. Bill was bom out there in 1945. 
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I was 39 and a half when we moved to Tucson in 1954. We just had Bill. We 

were managers for a summer camp up on Mt. Lemmon for four years. When we left we 

had Rusty. 

I applied for a position in the Tucson schools. The first job I had was a second-

third combination that none of the other teachers wanted to teach and I was hired late so 

guess who got to teach the second-third grade class? 

Dr. Nick Krevitski had come from the San Francisco Art School. He had been 

offered a job with the Tucson Public Schools as Director of Art. Tucson was the biggest 

district m Arizona and Nick said he wanted to have a helper and he knew someone that he 

thought might work with him. He was thinking of me. We had met through a mutual 

friend, Charlotte Austin. She taught in San Francisco and Nick had met her there. When 

he moved to Tucson, Charlotte had given him my name and said why don't you call her 

because she'll have a lot of knowledge about what's going on in the Tucson Schools. He 

called me when he got to Tucson and we had lunch together. He hired me to be an an 

helping teacher. I hadn't grown up in an artistic family, but the work I did in college was 

very creative. I worked in the drama department because I was going to be an actress for 

awhile, then I was going to be a singer. You know you have all of these little things that 

you kind of tinker with. I was always teaching though because that was my only income. 

As I mentioned, my parents both died when I was young so it became a mission of 

sorts because I was determined to work for change for children. Actually this happened 

while I was still in Ohio before I moved to Arizona. I was appalled when I first started 

teaching in Cleveland in kindergarten and found that we had third and fourth generation 

people on welfare. For some reason that always bothered me and so all of my efforts were 

put toward removing that stigma of having to live in a family of poverty from generation 

after generation. Of course the welfare wasn't even going great guns at that time. I 
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graduated from college in '39. It's been awhile. But I have just always had that vision, if 

you will, to help kids get over that so that they can have a life. 

I worked with Nick for two years. It was a two year rotation at that time, so that's 

all I could work as an art helping teacher. We trained teachers and did workshops. I 

wouldn't get home until six or seven at night because I did the workshops after school. 

Yesterday I came across a letter that Nick had written to me. I just sat down and had a few 

tears because Nick died a horrible death. He had some kind of cancer. 

Nick is the one that got me in Marie Hughes's program. He knew how I felt about 

children and how I had that vision to change their lives. He said, "You really belong in 

Marie Hughes' program. I think I should let you go so you can do that." He told her 

about me. They were friends too. He said you ought to take this gal and really teach her 

because she's got potential. So she hired me. She was picking out program assistants for 

her program. Nick's really responsible for my working with Marie. Of course she 

doesn't hire anyone. She just says, "Join us" and then she gives you this incredible job lo 

do and you do it. I mean there's no way to say no to Marie. Absolutely. She had very 

important people on her staff for a long time, but they never said no to her. 

It was hard with a family. She thought she was more important than family. She 

absolutely was her own person. She was very self-centered. It made it difficult for 

employees to stay with her. She knew she was very spoiled. Her husband spoiled her. 

I just never left her after that because the federal monies came in and they were ven 

generous. If it hadn't been for Dogie I never would have made it because no other man 

would have put up with what he did. When I was first at UA, we were invited to faculty 

get-togethers and people would always go up to Dogie and call him Dr. Weaver. Then the\-

would find out that I was the one on the faculty and they would ask what department I was 

in. When they would find out I was in early childhood they wouldn't be interested at all. 

Dogie took this in stride. Marie said to me one time when we were walking over to the 
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dining room at the University of Arizona, "Where's Dogie?" I said he's behind and she 

said, "He's always behind." I said, "Well, that's on purpose Marie." He wasn't going to 

interfere because she had a big stride and so did I. You know she was six feet tall. 

Dogie blames me and has blamed me ever since for not paying more attention to my 

two sons that were home then. By that time Bill was in the Navy. I never missed a meal 

those three times a day. No matter where I was I went and got food for the kids, for the 

family and I went home every night. It was hard on the family, but Marie didn't think 

about that She didn't know what it was like to have children at home waiting for you.. 

She would have liked to have had children. She had a stillborn child. It is probably best 

that she didn't have children. She was so dominating. It wouldn't have been good for her 

to have children. 

Marie grew up on a farm in Clare, Michigan. She was bom in 1900 and three 

weeks after her father married her mother by her mother's request. She always bore that 

with her. She felt she could never be quite as good as her two brothers and sister, who had 

another father and name. Their family name was Allyn and hers was Morrison. This was 

a great emotional journey for her. She was very arrogant. That hides the hurt Her sister, 

Ruth, was twenty years younger. She was fond of her younger brother, Maynard, and 

kept in close touch with him and his wife. He was a counselor of some sort. Goldie was 

his wife and she was a trip and a half. She was jolly and fun. Every time they would 

come Marie would be very mad at Goldie because Goldie would do anything she could to 

aggravate Marie. The older brother didn't have anything to do with the rest of the family. 

Ruth was a kindergarten teacher. She thought Marie was crazy because Ruth knew how to 

teach kindergarten. Marie never talked about her parents much. She talked about her 

mother some. 

Her mentor in Clare, Michigan was a neighbor, a man, who loved books and had a 

fine collection of beautiful literature. He gave her permission to go into his library' and read 
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anything she wanted to. He taught her to love literature. She read everything he had. She 

often mentioned the influence of this neighbor on her life. She just never was without a 

book. 

Marie left Clare, Michigan when she was eighteen and chose where she went by 

looking at the map. She had taught at home a couple of years before she left Michigan. 

Her ambition was to teach children on the other side of the Continental Divide. She got on a 

train and went to Tyrone, New Mexico. It was a silver mining camp, near Silver City. 

She would go out to villages in New Mexico and visit people when they were sick and help 

out when there was a death. She did the real thing. She didn'tjust talk about it. She loved 

children. 

In her first class she had seventeen kids and everyone who couldn't sjjeak English, 

kindergarten through adulthood. She taught them through reading charts. There was one 

great big kid that was much older than he should be in first grade, but that's when they 

stuck everybody who couldn't speak English into first grade. This kid went along with her 

and she made experience charts for him all the time. It's like the Van Allen thing. 

Language Experience. The State Superintendent was coming for a visit and Marie was 

trying to get everything gussied up. She always said to people, "Well, you know, 1 do 

know how to be respectable. I try to be as respectable as I have to be." She had these 

charts and she wanted to put them on green paper because they were all messed up. The 

kids had been handling them and this big seventeen year old kid said, "Oh, don't take that 

chart down." She said, "Why not? It's such a lovely story" and he says, "Don't change it 

because that paper has a fiy speck on it and I'll know it's my paper." She always 

compromises. When somebody did a thing like that, she'd say, "That's very bright. 

That's fine. We'll just leave that one." 

She was very good at affirming kids. When she was principal of the laboratory 

school at the University of Utah she would take kids in her office and say, "Well, you 
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ioiow, I hear you're in trouble" and they'd say either yes, no, or sulk and she'd say, 

"Weil, you know, we have to do something about this because you really don't want to 

keep doing this you know." She just had this wonderful conversation with him, then 

they'd take a walk outside and she'd point out some things of nature. She never pushed 

anybody. 

So with Nick's blessing and after teaching ten years in Tucson Public Schools, I 

joined Marie's project We had moved nationally from Headstart to Follow Through and it 

was Follow Through programs that had 35 variations. Superintendents in the country were 

invited to come and explore any of the models that they wanted to and they could choose 

which model they were going to use. They all had to choose a model. We had nineteen 

sites. Thirty-five school districts asked for our program, but we didn't have enough staff 

to send field representatives to all those places, so we picked nineteen sites. I demonstrated 

in Tucson in Fort Worth, Texas. They had eighteen classrooms jusL I worked there more 

than 1 did any place else because there were so many people there. There were two Black 

program assistants who traveled with me and that was at a time when I had to go to the 

owner of the restaurant that we ate in to get permission for this gal with me to eat with me. 

So although they were supposed to be desegregated, those little black kids knew that the\ 

didn't touch the white toilet or that they didn't touch the white fountain. That in itself was 

hard to take because the people, a lot of the program assistants were just as prejudice as 

anybody is now. I remember saying, "Where's the bathroom? I've got to go" and this 

woman, program assistant got red as a beet and she said, "I don't know. I never use it." 

So you know they were just in-between doing things and I just went through so many 

agonizing things with this one program assistant that I just adored. She was just such a 

neat lady and her kids did better in the classroom than any on all of our data. This one 

classroom was a shining example of what you can do. She let the kids do their own work. 

She gave up control, but not only that she would let the children figure things out. When 
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we left our meetings, which met in her room, all the teachers wanted to replace the chairs 

and she said not to move the chairs. Tomorrow when the kids come in they're going to 

say, who did this to our room and then they will solve the problem. That's the kind of 

thing she did. She was superb. She gave the kids lots of choices, which most of the 

teachers didn't do. Those kids felt like the room was theirs. I don't know when I have run 

into smarter kids than there were in that predominantly Black school. By the time those 

kids were in the sixth grade some of them jumped three years. 

Administrators and supervisors would come from all over the world and I would 

demonstrate the model for them. We had people come from Israel. I would talk to 

superintendents to explain what teachers were doing in the Follow Through classrooms. I 

set up the preschool at Christopher City, the graduate housing for the University of Arizona 

in Tucson. We planned it in 1968 and opened it the spring of 1969. After a year, the 

school didn't gel funding through the University. In 1968 we began to have field 

representatives in the field for Follow Through. 

It was just almost impossible to do the work Marie wanted to have done. Vi 

Nelson and I, and for awhile Jane Evans, were the only people that stayed with her. We 

made a trio because the mne program assistants broke up into three cliques. We were all 

there the first nine weeks. Well, we were all together every Friday. She had us teach four 

days or be out in the field three days. 

There were two things we did before our meetings: decide where we were going for 

lunch and look at Marie's jewelry. Her clothes were something out of this world. She was 

an inveterate shopper. She really was a clotheshorse. She spent a lot of money on clothes 

and more than she could afford. She never paid full price, but shopped at upscale dress 

shops. All of her jewelry was gorgeous stuff Much of it was given to her. She had her 

hair done every week. 
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Most of us that started working in the program were innovative to start out with. 

We ail worked in situations that gave us some flexibility because none of us believed in this 

rote memory thing. We were working beyond that anyway just on our own, so a lot of 

things we did made us possible candidates for working in Mauie's program. 

She always had a grant from some large foundation. It was in Utah when she 

developed the professioncil response, which is the salient feamre of the Tucson model. She 

was working then with a Kellogg Grant. Her grants almost always amounted to several 

million dollars. She wasn't shy about asking for money, but most of her grants in Tucson 

and in Albuquerque were a half a million dollars every year. Her first funding in Tucson 

was a result of what she called her "yellow papers." She had all of these yellow notebooks 

in all the classrooms and the teachers were required to take down anecdotal records, then 

on Fridays we would all meet together and she would analyze them. She would tell us 

what was important for children and what wasn't important. It really came together in 

Tucson. She had Kellogg Grants and she had grants from the Ford Foundation and many 

of those big foundations in the late 60s were just filled with money. They just had all kinds 

of money to give out. So she did take from all of those places. New Mexico, California, 

Utah, something that came together in Tucson. We had 68 classrooms in Tucson and that 

is when it all came together. Part of the reason for that was the Superintendent of Schools, 

Dr. Morrow. He was the head of the biggest school system in Arizona, which was 

Tucson. Phoenix didn't come into it because Phoenix has always had small districts that 

are independent. Tucson was the biggest district in the state and those 68 classrooms were 

our laboratory or so it seemed to most people. 

We had many meetings. We met with the students and the teachers in these 68 

schools and worked with them for four days every week, then, as I mentioned, on the fifth 

day we stayed in the lab and worked with Marie analyzing the work we'd done with the 

students and the teachers. She always had to analyze it very deeply with the process as 
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what would it look like in five years if we kept it up. She always had these questions that 

you couldn't answer. That was all done in Tucson and after the third year of this effon, 

well, it dwindled for one thing. It dwindled from 68 classrooms actually down to six 

schools and then the last year we were there we were down to one school. Some of the 

teachers were reluctant to change. Old habits die hard. We kept one research school and 

those kids went right on through middle school, called junior high then. Now we had 

documents from principjals at the research school and that really was the only evidence that 

we had in writing on how long it took to change kids' habits and so forth because at the 

middle school level only 125 kids were left in the sample. They had gone through the first 

three years and when they hit middle school they jumped three years on the Stanford Binei, 

but up until that time they had not even hit the norm. It all happen just like that when they 

hit middle school. Everything came together. 

I did my Master's thesis on children that started kindergarten because they didn't 

have any kindergartens then in either Arizona or New Mexico. They started them dunng 

the time we were there in the Title I schools. They showed great promise particularly in the 

Ochoa School because of the kindergarten teacher that was there and that was Jane Evans. 

That's a name to remember because she's the one that let herself be the demonstration 

teacher for all the VIPs that came from all over the country to Tucson. We had people from 

Israel and everywhere. It was a big and well-known movement at that time. 

We trained the teachers. We met weekly with the teachers but because Bob 

Morrow was the superintendent he never let us have a meeting without being there himself 

and of course it was a huge district then. Bob Morrow might just come and stick his head 

in the door and say, "I'm here. I know how well you're doing and I just wanted to stop 

and say hello." Other times he would come in and sit down and listen to what was going 

on. He kept very close touch with it because he was putting all of the Title I money into 

our program. 
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Well, you know what happened? As soon as the money stopped, the program only 

had this one school to go on and then after the seventh grade I think it just disappeared. In 

the first place there was a big push for bilingual then and most of the money was 

transferred to the bilingual programs. So the rows of chairs came in and everything 

became extremely traditional. The same thing happened to us in Albuquerque. The minute 

the money was gone they went back to their rows of chairs and silent rooms. 

In Tucson the president of the University of Arizona, President Harvill, was 

backing Marie. She consulted with him regularly and he was right on top of things and he 

was a scholar. He also knew what she was doing and of course the money was a personal 

grant to Marie. It was not a grant to the Umversity and President Harvill knew that. 

Her whole philosophy was that you respond to children. You don't demand of 

them, but you respond to them and that gives you much more latitude because you're 

following the children's questions and responses. The teacher needs to be open to 

children. Then you build on the children's responses with some ideas of your own. The 

thing that got her the grant in the first place was the anecdotal records where teachers were 

individually interacting with children. They were personalized with the name of the student 

and what he or she said and what the teacher said. She looked for teachers who were open 

to children and then the second thing she looked for was patience, which is not unusual for 

any teacher, but it is rare in some schools and it's very rare at a teacher level to let kids 

express opinions and ideas. Even today. The whole idea in Marie's head was that we 

want people to teach who can expand their lives not follow a ritual. She didn't want 

anybody to follow a ritual. On the other hand, she wanted people to be structured. The 

structure had to be in the teacher's head not on the kids and that was the main difference. 

Her philosophy was based on what kind of an adult will this child be and how will this 

child conduct himself or herself. 
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I don't put Marie on a pedestal. I was her chief demonstration teacher for fifteen 

years. I worked with her for a long time. Most people just quit I decided if 1 was going 

to work with her I'd have to do it her way. I'm the type of person who does as told. I was 

brought up that way, so I got along with Marie. Those who disagreed with her stopped 

working with her. She was not an easy person to get along with. She was very 

opinionated and then she'd throw you a curve right away when you'd say that because she 

would be open to all kinds of ideas. She was a threat to men. She couldn't keep men 

around very long. She loved men. She would have rather had a whole male staff for her 

to flirt with but she didn't have a whole bunch of them because they would come and in 

about three weeks or whenever their contract was up they'd be gone. They wouldn't put 

up with her. David Hkind was a master at handling Marie. 

I was at the point where I had done all my course work and I was ready to write m\" 

dissertation and she said you can't do it this year because I need you to get these interns 

staned. She had promised me if I moved to Albuquerque with her from Tucson then 1 

would get my doctorate. Well, I still don't have my doctorate because she had to have 

somebody as a scapegoat and I was it. She needed me to do the teaching. 1 couldn't have 

afforded it anyway. 

It was verv' hard to pin her down, but when she was with children she had the 

knack of getting them started by just sitting with them and playing with them. She always 

established a relationship. She did this consistently. The main thing that made her different 

was that she didn't believe in having a preconceived idea of what children knew. She 

always met with kids. She demonstrated the application of theory. This is what people 

miss. Many in education at the college level know theory but they don't always know the 

practice. They don't want to work with children. 

Marie was recognized by administrators that she had worked with for many years. 

She was a student of John Dewey at the University of Chicago and did her BA and MA in 
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one year. Then she got her doctorate in curriculum and psychology at Stanford. She was a 

contemporary of Piaget and one of the first to recognize his stature in this country. She 

trained people about him. It was part of the Follow Through training. There were people 

who did work with her who went to Geneva to study with Piaget. Her ideas took hold 

when she was working with undergraduate staff. Lx»ts of schools adopted her program. 

She loved to conceptualize ideas. She didn't want her thinking embalmed. Once 

she had an idea and worked it out in her head, she went onto something else. She had 

wonderful ideas and was able to conceptualize what young children needed. She kept 

working on new ideas. She was very much in advance with what is going on now. There 

are a number of expressions that are pan of the professional response, the idea of rehearsal 

and approximation. She tried to get teachers to understand this by telling stones. I 

remember some of her stories which 1 am quite sure she embellished a lot, but it still makes 

a good stor>'. 

She told this story about rehearsal. There was this one boy whose parents came to 

see her. They were well know practitioners in medicine or something. They had come to 

see her because their son was lying to them and they just didn't want that you know. 

You' re not supposed to lie in a good Mormon community. The parents were very upset. 

She said, "Well, are you sure that he is lying to you?" The father said, "He just keeps 

telling us he is jumping off the highboard in the swimming pool and we know that he 

isn't" She said, " How do you know that he isn't thinking about it?" They went on with 

this conversation and she said, "Well, you know, I think you parents need to know about 

the role of rehearsal in children's development." Of course they stopped and asked what is 

rehearsal? She said, "Well, kids very often rehearse mentally what they think they're going 

to do later on but they're not able to do it yet. Now if you go home and let him alone for 

awhile and just listen to his stories you'll know when he's really gone in the pool." So 

they went home all puzzled, but they did what she told them to do. Some time later they 
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came back and said, "You were right He was rehearsing because last week he came home 

and he said,' Gee, Mom, that was sure deep.'" You know that completely turned them 

around. She was full of episodes like this. 

Approximation is the things children go through before they get something right. If 

a child writes five letters of her name like Mbale for Mabel, you don't say "You don't have 

it right." Say, "I see you have all the letters in your name now." Marie said to remember 

they are still learning and learning is hard work. 

You couldn't be near her without learning. She never wrote because she was 

always on the cutting edge. It was lonely to be a writer. She wanted to stay close to 

children and work with children. The students at the University of New Mexico thought 

that 1 was keeping her writings secret, but there weren't any. It's not widely known, but 

she was a poor writer. 

I remember at a conference David Elkind and Vito Perrone drew me aside and said, 

"What will we tell Mane about her writing?" She had sent them the last draft of her book 

that she wanted to get published. I said, "You're saying that she's dated." They both 

sighed. Elkind had a problem with her work. He said it was dated, obviously dated, and 

couldn't be published because it wasn't multicultural. "You understand then?" Elkind said 

to me and I said "Yes, I've been working on her for years because she's beginning to slip 

back into her own language and it's just not working for her." They were both conscious 

of the fact that she had lived almost beyond her years because she just wasn't with it. She 

was not flexible anymore. 

She had grown up in an era when people spoke in a certain way and she continued 

that. For example, in some of her later lectures she would say, "Well, we let the children 

speak Spanish" and you know that was a no-no in the 70s. You didn't say you let 

anybody do anything. So she got herself in trouble in Albuquerque because she never 

changed her language. I would say to her, "Marie, please don't say you let children speak 
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Spanish. Just say you give them the opportunity to use Spanish." She said, "Well, I'll 

have to remember that," but she didn't. She never remembered it, so she got herself in lots 

of trouble with just little things like that that she saw of being of no matter. 

When I saw my name on the roster of authors to something it said "Halene Weaver, 

Master's, University of Wyoming" and I went up to her and I said I never taught in 

Wyoming and she said, "No matter." She was very loose with things like that. She 

wanted them to look good. 

Marie was very jealous of her writings. She didn't want anybody else to have 

information. She was very careful about that. When you mention Marie here in New 

Mexico she's greeted with mixed blessing. She and one of the other professors had a real 

battle about who owned the written work. She finally just took it and that made the other 

professor her enemy for life. She had her battles and chose her battles. She was the only 

woman on the Committee for Excellence in Education. It met at Peabody. She just never 

thought too much that being a woman was being any different. She was an educator and 

she had this philosophy. She thought she could do anything the men could do and usually 

she was right. She could do more most of the time. Marie wasn't a conformist and that is 

why she got herself in trouble a lot. 

The Dean of the College of Education at the Umversity of Arizona had been a 

doctoral candidate in Marie's classes when she taught at Utah so she knew him very well. 

At a party to celebrate her 70th birthday, he stood up in front of the 68 people that were 

working for her then and fired her. He had done the same thing to Ruth Strang when she 

became 70. She was a very famous reading teacher, a reading teacher par excellence. She 

only lived a few months after she was let go. 

So he did away with the two greats that were bringing in the money. He didn't do 

his homework. He didn't know who was furnishing the money. When Marie called the 

Office of Education in Washington to tell them that she had been dismissed, retired, the 
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woman in the office said, "Well, Marie, where do you want to take your money?" Marie 

said, "I'm going back to New Mexico where I started." She had many friends in New 

Mexico. She asked me to come to New Mexico with her. It was hard on my son Bill. He 

cried every day and wanted to go back to Tucson. We got an adobe house in the countrv' 

with a studio out back for Dogie. He was happy with that. 

The Tcaching Trainers of Teachers (TTT) program she had at UNM when she 

returned to Albuquerque in 1970 did not go well. She had 12 interns the first year and it 

dropped to eight the second year and the last year there were only six. Most of them were 

postdoctoral and a lot of postdoctoral students do not want to be students anymore. It's 

very hard for them to back up and take a look and she was very good at making them take a 

second look and some of the people left because of it. 

She missed Red. They had been here together when she was in New Mexico the 

first time. One time she was getting ready to go out on a reservation to work for a week. 

When I went mto her bedroom, she was sitting on her bed in her slip. She was cr\ ing. I 

said, "What are you doing? You have to get dressed to go." Mane said she knew she did, 

but it was so hard. Red always did everything for her. I told her she was so spoiled and 

needed to get ready. She agreed and got dressed. She was very human. 

Right up to the end of her life, she still had that keen interest in watching children. 

She was still learning new things from them. Just before she died she was observing a 

group of two year olds. The mothers of the children were doctoral candidates who she was 

working with and very bright women. They were coming to her for advise on how the 

children should develop. She worked with them once a week and then the mothers would 

carry on for a week and come back. So she spent her last years working with two year 

olds. She would always be helping children to be self-starters and be their own boss. She 

was good with them and had lots of ways of "inviting" them to learn. She would have a 
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bunch of her pots and pans for the children to play with. She didn't believe in payout for 

materials. 

She was very sick after leaving Arizona. She had osteoporosis and was in a great 

deal of pain. The first time osteoporosis showed up was when she was on her way to a 

conference with David Weikert in Michigan. She broke her leg walking up the stairs in the 

Tucson Airport. They took her to the doctor and he said she didn't break a leg. The leg 

broke and then she fell. She kept going. The doctors in Tucson told her that she was just 

a cranky old woman and there was nothing wrong with her. The minute she got to 

Albuquerque, the first thing that one of our colleagues did was to take her to the doctor 

here, a bone specialist. He noticed osteoporosis immediately. I remember her doctor 

telling me, "I've been her doctor for a long time, but I don't ever tell her what to do. I go in 

with my pad in hand and say, 'Well, Marie, how long can I keep you in the hospital?"' 

And that was true. She'd say, "Well, I think 1 can probably spend three or four days." 

Then he would say, "You know you have to have surgery this time, Marie. You've got to 

give me longer than that" She'd say, "Well, maybe ten." 

Marie wouldn't admit to even believing in God. She couldn't see anything m life 

after death. A Catholic nun took care of her at the end of her life and placed a crucifix over 

her bed and a picture of the Madonna and Child so that Marie could see it from her bed. 

She always pretended to not be religious in any way. When Red died she had a beautiful 

service for him in her garden in Tucson. 

She liked classical music and was sorry that she wasn't a musician. She wanted to 

be one. She was mad about it because it was something that she couldn't do. She couldn't 

sing, but she did play the piano. She loved art and collected it. She was well-rounded in 

the arts. She just never was without a book and that sustained her through her whole life. 

She said she wanted to die reading. She read a book a night. She was not reading the 

night she died, but she certainly was reading the week before she died. She had a choice 
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during the last part of August in 1981 to make a decision about whether she wanted to have 

her eyesight or be able to live a little longer. A carotid artery was infected. She said save 

my eyesight because I have to read, so she made that choice. She made that decision to not 

live longer. I think she was very tired and very, very disappointed in herself when she 

died. 

I kept going to see her up to the end of her life. Marie said to me, "I have no 

money to give you. You have been so loyal." That's the only praise she ever gave me. 

She gave others jewelry and other things, but she didn't give anything to me. I was a' go 

for' essentially. 

I remember the night she died. I was teaching at one of the junior highs up in the 

County, which is right up the road and I went to see her before I left for class. She said, 

"Well, I know you have to go and teach tonight, but stop when you come back and see me 

because it's not going to be ver>' long now." I did go back and she was asleep. The next 

morning she was gone. It was September 9, 1981. She pretty well controlled her life. 
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Arline Hobson 

/ first met Arline Hobson at a TEEM conference luncheon. The conference was for 

directors and assistants from the TEEM sites remaining in Kentucky, Tucson, and the 

Tohono O'odham Reservation and those formerly connected with TEEM who lived in 

Tucson were invited. Dr. Yetta Goodman was the luncheon speaker. 

Karoleen Wilsey, the administrative assistant of TEEM, introduced me to Arline 

Hobson at the luncheon and mentioned that I was doing my dissertation on Dr. Hughes. I 

could tell on meeting Arline that she was her own guide as she later told me in an interview. 

She expressed to me that she had a different perspective on Dr. Hughes. I needed to hear 

that. 

Our first interview was at the Education Annex building of the University of 

Arizona where the TEEM offices were housed. The interview lasted about two hours. 

Arline talked about being a Quaker and invited me to her Friends Service in Tucson. I 

attended the service several times and it was meaningful to me. The first half hour was 

spent in silence, then those who were moved to speak would do so. There were 

announcements on issues of social justice at the end of each meeting. There was a library 

upstairs in the meeting house and I borrowed several books to read about the Friends along 

with the Friends Journal. 

Arline came to my apartment in Tucson the morning of October 28,1996for a 

second interview. I made scones and we had coffee. I wanted to hear about her early life. 

We sat on the sofa with the tape recorder between us. The interview lasted until about 

noon. I received in the mail the next week an article by Arline's on her work with her 

husband at the Japanese Relocation Center in Idaho at the time of World War II. She 

mentioned a poem she wrote after the death of her son, Richard. She later sent me this 

poem and others for me to read. I used the poem about Richard in her profile. 
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/ sent Arline the profile that I wrote from our interviews. She called me and said 

she disliked the informal tone and the slang in the profile. I explained to her that I wanted 

her voice to come out in the writing. I wanted it to sound like her talking. She felt better 

after rereading the profile, but found it difficult to read about herself. We met again at my 

place to go over the profile. She brought me Hopi pikid bread made from blue corn flour. 

I loaned her James Hillnuin 's new book. The Soul's Code. She would travel to California 

soon to visit her daughter. We would talk again on her return. 

Growth Demands Detachment 

My parents met at Friends University in Wichita, Kansas and I was bom in Wichita 

in 1918. My father was interested in the ministry and went from Kansas to North Carolina 

where he was a pastor of a little Friends church at Mt. Erie. It's the oldest Quaker church 

in an urban setting in North Carolina. I visited there a year ago. It was interesting to me 

because I had memories of that church. I would have been about two years old when we 

moved there and between three and four when we left. I had memories of the mtenor of 

that church and I wondered whether the memories would hold or not when I went in that 

church. They did. 

Then we went to Indiana. My father was a Hoosier and we went back to his 

homestate. My earliest vivid memories of community are in a little Quaker community 

called Amboy in Indiana. It is where the Quaker abolitionists came. Families have been 

there since the time of the abolitionary movement. I still have family in Indiana, so I have 

very good memories of being in that little, tiny rural community in a Quaker group with my 

father as the pastor. 

At the age of eleven we moved to Toronto and that's where I grew up. That was 

going from rural Indiana to a big city. Mother and dad always had very strong feelings in 

respect to social issues and Toronto had wider opportunities. My father went as a pastor 
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and asked to be reassigned as an executive secretary of a Quaker Meeting. I was always 

aware of their involvement in some kind of social concerns. 

I remember when Jane Addams came to Toronto. She was the international 

president of the WCTU (Women's Christian Temperance Union). It was an early feminist 

movement. The WCTU in Toronto had an indoor swimming pool in their recreation 

center. It was known that it was exclusive to Christians. Jews were not allowed. My 

mother went to the pool with her Jewish friend Rose and they were not allowed to swim. 

Mother wrote to Jane Addams and told her the story. Jane Addams wouldn't meet with the 

Toronto WCTU when she came to town. She did speak and I was there. I was about 12. 

She was a big woman and asked me to sit with her. "Sit here by me," she told me, "I like 

people like you better than all those important people out there." I remember that. 

One of my father's closest friends was the Jewish rabbi who later became the head 

of some Jewish seminary here. As young people at Quaker meeting we would have 

meetings with the Jewish young people. There was always this effort to cross bridges. 

Today it seems kind of paternalistic do-gooding, but somebody had to break the pattern 

somehow and that was the way it was done. Today I wouldn't do it that way, but at that 

period in history the segregation was quite complete. 

For a short time I went to the public elementary school, but transferred to the 

Normal Model School, which was actually a lab school. I went to the public high school, 

which was the oldest high school in Upper Canada. It serviced the inner city. Then I went 

to the University of Toronto, Victoria College. I was in the honors psychology program. 

It was coed, but my group happened to be totally female and there were twelve of us. 

I met my husband. Art, at Quaker Meeting. He was a graduate of Springfield 

College in Massachusetts and had a position with the YMCA in Toronto, After I graduated 

from college we married and in 1939 we accepted a call to service with the Associated 

Executive Committee of Friends on Indian Affairs. 
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There were wonderful people on the Committee. We went to the Osage 

Reservation in Oklahoma for an exploratory visit I had some misgivings about the 

assignment. My dad said, "You are interested. The door is open. Why not walk through? 

You might be surprised with what you find on the other side." That advice, daring us to 

rise to a challenge and to take risks, has continued to be a guide in my life. 

The Osage were fascinating. That experience taught me so much about active and 

open listening. I remember one time the principal chiefs wife was telling me an Osage 

legend and I said, "That's a wonderful story!" 

She said sternly, "Young lady, it is better that you believe these things!" I know 

now that there are levels and levels of listening and an appreciative acceptance of another's 

culture and heritage deepens one's capacity in listening. She was drawing me into the 

culture. 

We considered ourselves Quakers and Christians, but we were not interested in the 

strong, missionary emphasis on the Reservation. The Osage people expected honest-to-

God missionaries and that is what we were not, so we resigned after two years. We 

visited the government reservation superintendent before we left. He was a Cherokee of 

great intellectual stature who thought we were doing great work and had made a significant 

impact on the community. We did a lot of things with young people and adult study 

groups. He said, "Can't you stay and play missionary with a twinkle in your eye?" But at 

that point in our youth, we couldn't. I think I could now. I realize that a person can shift 

styles without a loss of integrity if you can laugh at yourself. A twinkle in the eye is a 

constant for me now. 

War was declared while we were there and there was a group of pacifists who 

gathered there. My daughter, Gracia, was bora there in the fall of '41 and we left in '42. 

That same dear woman who admonished me for taking Osage legend as a story, held m\' 
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infant daughter in her arms at a farewell dinner chanting to the baby as she waved a feather. 

She handed her back to me and said, "She goes with an Osage blessing." 

My husband was concerned about his parents. They were aging and not doing too 

well, so we went East. He taught at the Dalton School in New York City. I didn't enjoy 

New York City. I had two babies. I was homebound. I remember my father visiting at 

that time. He said to me, "Arline, how long is this going to go on? You can't spend your 

life depending on your husband. You have to build your own financial security and your 

own place careerwise. It isn't necessary for you to stay home with children all the time. 

When are you going to do something about it?" 

Then he said to me, "Let me tell you a story. Your mother was a college-trained 

woman and had teaching credentials. She never would work because she was so sure I 

needed her at home. I never had the hean to tell her that I didn't need her at home. Don't 

ever do that to your husband." He put it on the basis of realizing how much of a burden 

you put on a husband when you do that. That was in the back of my mind. I knew then 

that I had to begin to make a move in lots of ways. 

My father had a real quality of detachment. I now see it as being much more 

important than the mentoring. He painted pictures for me. He helped me see what 

alternatives were out there, but I had to decide. Even if he didn't like the decisions I made, 

they were my decision. I have really honestly Uied to detach myself from my kids. It is 

harder. Mothers tend to mentor. Fathers, if they're really good fathers, have a little more 

distance, which is really kinder involvement. I don't think we pay tribute enough to 

fathers. 

I've often said the strongest feminists in my life were my father and my husband, 

not my mother. My father and husband came out of a Quaker background and Quaker 

women have had status ever since the beginning. For 350 years Quaker women have 

always had status. They were recognized as ministers and that wouldn't have hapf)ened 
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without recognizing women. They did something interesting. The men and women had 

separate meetings. They didn't meet together. As I look back, it was probably a 

wonderful transition because women felt free to speak in the women's meeting. Then the\ 

would send a delegation to go to the men's meeting. The men would send a delegation 

back and talk to the women's meeting, but between the two of them they would come to an 

agreement that they would all stand on. I can see why they had the separate meeting 

because it was encouraging women to feel free to speak. 

At the end of that year at the Dalton School, we began to look around. We were on 

low income. Private schools don't pay well. So Art didn't renew his contract. That was 

kind of scary. We knew he was offered a job in the Winnetka Schools. We didn't want to 

consider that My father had been with the American Service Committee on the West Coast 

at the time of the evacuation of the Japanese and had been very much involved. He had left 

and was with the War Relocation Authonty, which was mvolved with the relocation of the 

Japanese -Americans into the wider community, so he suggested that we look at evacuation 

centers. We were accepted and assigned to Minidoka, near Twin Falls, in Idaho. We were 

in Minidoka when the bomb fell on Hiroshima. When the war ended, the center was 

closed. 

Art applied to the Bureau of Indian Affairs for a job. He had always been mterested 

in Indian Affairs even though we left the Osage. He was always fascinated by the 

concerns of Indian people. He got an offer to Fort Defiance and he accepted it. We dro% e 

to Fort Defiance and I' 11 never forget how bleak that place looked when we pulled in. 

Subsequent to that I learned how beautiful it was. You have to wait sometimes before you 

recognize the beauty. I experienced staying home with the children. I had two then and I 

was pregnant twice again and two more children were bom there. 

Somewhere along the way I became somewhat acculturated. My husband had a 

ver\' natural ability to enter into Navajo communications easily. I didn't. I had to learn 
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how to do it. I had to tell myself how to do it. Their communication style is not mine. 

They allow for silence and pauses in talk. I liked the way my husband could exchange 

information with the Navajo. I've had several Navajo people say to me that he never was 

recognized and appreciated for what he was. He was such a natural person in seeing the 

other person find their place. He didn't seek power and position. I used to think he was 

unambitious, but he was really very much involved in seeing the other person grow. You 

aren't rewarded much for that. I couldn't communicate well for the longest time. 

Sometime later in my career at the University, somebody commended me on my capacity- to 

communicate. I said it didn't come naturally. It had to be studied and learned. It is still for 

me a studied style. You can do that, you know. 

We were not that close to Quakers when we were on the Reservation. It was too 

remote and it was remote in those years. The roads were not good. If you decided to go to 

a Hopi dance you might sink in mud and never get there. We were there for eighteen 

years. I taught there for fifteen years. All of our children went to public school, but the 

older two went to boarding school for high school. By the time the younger ones were 

high school age we moved to Tucson. 

I made the decision to move to Tucson. It was a unilateral decision. My husband 

had had some difficulties with health. It was later indicated that it was multiple sclerosis, 

but for a long time we didn't know what it was. The prognosis wasn't good. In the 

meantime, I'd been offered a position in the Tucson School district. A very good friend of 

mine, Roby Leighton, taught eighth grade on the Reservation. She came to the University 

of Arizona to get her doctorate. She got involved with English as a Second Language. I 

came in the summer to work with her in a couple of Institutes. Iris Mulvaney was the head 

of Language Arts of the Tucson Unified School District She was a wonderful woman and 

she took a real liking to me. She wanted me to teach in a special program that was 

established at Safford Junior High. They called it exploratory rather than expenmental 
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because we were examining things, but we weren't doing the rigid research. She wanted 

me to take a position, so I made the decision to do it. I knew that Art couldn't continue on 

his job. He was on leave. He didn't want to make the decision to leave the Navajo. It was 

very hard to leave. I had not been excited about going to the Reservation in the first place, 

but after living there for eighteen years I had made adaptations. They came hard for me. 

They weren't easy, but that's where I belonged after all. 

We found and formed a deep friendship there with a special family, a talented 

Navajo artist and his Anglo wife, the daughter of a trader. They had two girls close to our 

children in age. We shared so much. I asked my friend to tell me what I should and 

should not do in relating to my new Navajo neighbors. She told me, "I'll not tell you that. 

You need to enter into every situation with the realization that whatever a Navajo does thai 

seems foreign or strange to you, is done with courtesy and grace from that person's 

perspective. You need to appreciate that you will be viewed similarly by them. With that 

attitude you will find friendship and understanding." It worked. Many, many times I have 

given this advice to others. 

Leaving the Navajo world for health reasons was a major heartbreak for all of us 

because we had changed so dramatically in our cultural patterns. Eighteen years on the 

Navajo Reservation distanced us from the mainstream. We were altered culturally. I still 

tense when asked direct questions that are so rude in the Navajo world. I remember 

expressing a health concern to a good Navajo friend, Ethel Yazhe, who happened to be my 

professional supervisor on the Reservation. She gave an offended and short answer that 

hurt me. I was silent. She then apologized with real grace and said that a Navajo would 

not speak directly to illness because that would beget further problems. Our close 

friendship told her that my concern was motivated by goodness and she was teaching 

herself to try to respond with grace to the graciousness that prompted my inquiry. There is 
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so much to learn when one culture meets another. Her ability to speak directly to the 

misunderstanding meant growth for both of us. 

Cultures change, but there was a kind of live and let live policy on the part of the 

Navajo. This is not universally Indian, but it is true of the Navajo. We had the benefit of 

living in what you might call a village where you knew about everybody, bad things too, 

but they were still part of the community. You just sort of took things in stride. There's a 

kind of openness, but that may have changed. I left there in '62, so that's 34 years ago. 

I've been gone that long and that's a whole professional, well, it's an academic and 

professional lifetime distance. 

So I made this move because I knew we had two kids m college, private colleges. 

My daughter left Earlham College with sorrow and my son was willing to leave Whittier 

College and come here to Tucson. Here was a place where you could go to the Universitv' 

from home on a more limited income so that was the decision. 

When we came here my youngest son, Richard, was in the sixth grade and he hated 

it. He just hated it. Richard used to disappear when we were livmg on the Navajo. He 

would be off with an old woman who herded sheep. He'd go along with her and the sheep 

and she'd tell him stories. They picked up potsherds and things and she'd give them to 

him. She'd tell all kinds of yams. He came home smelling like sheep. He just loved this 

woman. When we came to Tucson he hated it. He said, "Those white kids don't know 

anything. Mother. There's nothing to talk about with those white kids." 

Finally Art and I went down to see the school superintendent, lola Franz. We said 

to her, "It must be us. We must be at fault, but he's miserable. He hates school. He 

hates going. He is also very hostile to his father. He resents the idea that his father could 

get sick." Art was a very athletic person. People here don't know that because they saw 

him in a declining situation, but he was a very athletic person. Springfield College was the 

original physical education college in the country and Art was judged the strongest man in 
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the college in his freshman year and again in his senior year. He was strong and loved 

athletic things and Richard was just like him, but bigger and taller. It was a terrible, terrible 

thing for Richard to have his father lose his physical strength. 

In the next several days, the Superintendent, lola Franz, came and asked Richard to 

leave the classroom with her and she took him to all of the classrooms to tell what it was 

like to live on the Navajo. He felt better about school after that. 

Richard became a teacher, but he didn't go back to the Reservation to teach. He 

taught in the Tucson Unified School District. By that time he had buddies down here and 

he was very close to a couple of professors at the University. They doted on Richard. 

They thought he was unique. You won't find anybody to quite fit his pattern and he 

sneered at patterns. These professors were just determined that he was to get a Ph.D. He 

said, "No. People with a Ph.D. stop teaching and I'm not going to stop teaching." He 

was very interesting intellectually. He seemed to have an eerie sense of kids, but it was all 

intuitive. When I did things, I had a rationale first and then I acted more or less in 

consistency with my rationale. He constructed his rationale after the fact. It's kind of 

strange and it's made me aware of the diverse intellectual styles thai exist. He scorned 

hypocrisy and he let you know it if he thought you were a hypocrite. 

He died of a terrible experience, a tumor on the brain and surgery didn't help. That 

just tore us up. He was a very athletic person. He died in 1984. He was 34. When he 

knew he was dying he said, "You'll take me back to the Navajo." I wrote a poem about 

taking him home to the 'res' on the anniversary of his birthday, July 14, 1986. He would 

have been 36. 

Haunted 
Haunted! 
We are haunted 
By our promise-
A promise unfulfilled. 
"Mother," he had asked, 
"Will you take me home? 



Home to the'res'? 
There I could be sync. 
I could be sync there. 
Sync with nature." 
We promised. 
He died. 
Regret, 
Grief 
Haunted us. 
Our souls ached. 
Yearning, 
Yearning to fulfill the promise. 
Like him. 
We, too, needed to be sync. 
Sync with life. With his life there. 
With his soul there. 
There on the' res', 
There in the Navajo world. 
And so we went. 
We went there. 
We followed his soul 
Up Blue Canyon, 
Pushing over rocks. 
Sharing his soul's joy 
In life revealed-
Snakes-bugs-spiders. 
Unafraid 
His spirit led our hearts 
Into mesa hollows-
Shadowy-cool-misty-
Where we heard water dripping. 
Dripping in deep recesses 
Reminding us of life's essence. 
Lxx>king outward 
Our eyes drank in the colors. 
The b^uty in color. 
Now his eternal expression— 
Cool green of shrubs— 
Warm red of stone— 
Gold of the earth's land— 
Blue of the domed sky— 
White of cloud pillows. 
Waving green com called to us. 
Called us out. 
Out into the open 
Where yellow tassels were singing, 
"Pollen here is the substance of life. 
With water we sustain life." 
Our spirits ran with his 
In pursuit of fleeing rabbits. 
Of racing coyotes. 
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Gymnastic lizards. 
At times we loitered. 
Trailing slow ambling sheep. 
Our souls fused. 
Ours, 
His, 
In the world we all loved. 
Thereon the'res'. 
There we were. 
There we were sync. 
We were sync together, 
A promise fulfilled. 
More pain! 
A new healing! 

So he always wanted to go home. I told him I would take him there. We did go, 

but we didn't leave his ashes there. We put his ashes in a Navajo pot and buried it in the 

cemetery here in Tucson. The Navajo pot was a home. I pass his grave in the cemetery 

here all the time. I like it that he is here. 

Our re-entry into the mainstream culture in Tucson was painful for each and ever\ 

one of us. I had the job in the exploratory program for high risk students at Stafford Junior 

High. I began taking courses at the University. I thought maybe I'd pursue a Master's. I 

was taking inservice training classes which incidentally were as good as any you got at the 

University because you were dealing with people who were in the classroom, but 1 was 

interested in the academic. I signed up in elementary education. The first class was with a 

very young man and he called me by my first name. He knew everything. Years and 

wisdom didn't mean a thing to him. I overheard him say to a student, "Remember there are 

only two ends of a stick when it comes to discipline and you never dare let lose of your end 

of the stick." I was going to take a class with that fool? 

So I went in to see my advisor and she said, "Have you ever heard about Marie 

Hughes?" 

I said, "No." 
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She said, "A Marie Hughes class, that's what you need. Start with that." So I 

went in to see Marie and went into her class on creativity. It was a very important class. 

My work at Safford was also work where I was free to release creativity. We were 

released from the administrative controls. We had a very vibrant administration at that 

time, a very impressive group. I remember Superintendent Lee gave a speech to teachers 

within the city. Teachers asked if you can do thus and so and thus and so. He said, "Wait 

a minute. When you ask the administration to give you carte blanche for all these things 

that have yet to be proven you might never get carte blanche, but if you have the guts to go 

ahead and do things in your classroom where you've got control and you can show what 

you've done, then do it." 

So I began to believe a little bit in myself as a teacher. It is very difficult for the 

best of teachers to function under a controlling administration. At Safford, I was involved 

in a program where you dug deep into your creative abilities and that was a great joy in 

spite of all of the other unhappy things in my life. 

I really started to feel free professionally and that was from Marie. The course she 

taught was called the Scientific Understanding of Creativity. It was an exciting course. 

She insisted on us exercising our creative abilities. You begin to appreciate your own 

creative abilities, which are not really honored by most school districts. That was a 

particular talent she had. I think there are a number of the people who worked in the 

program that came out of her creativity course. I think she used the course to spot people 

whom she thought had particular creative talent. I give that attribute to myself. She was 

looking for people that might catch the spark. 

She put a lot of emphasis on those who recorded peak experiences about which we 

did a lot of reading. I remember a lot of imaginative reading. We reviewed some 

imaginative writings that were playing with ideas. She emphasized sensory awareness and 

I remember being quite irritated. My husband was ill. I had four kids at home and they 
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weren't happy about being in Tucson. They didn't want to be here and I'd go off to class. 

I just wanted to block out everything and just make that drive to the University only 

watching the lights and the turns. I didn't want to observe anything else on that route. I 

just wanted to walk in and the first thing she wanted us to do was explain what we had 

seen and experienced. I said nothing. I don't see or experience anything, but the fact was 

that she imprinted on me that it is important to be fully aware of your environment. She 

had us doing a lot of writing about those sorts of episodic kinds of things and that is where 

she sjxjtted me and gave me a lot of attention. She was teaching less about creativity than 

she was teaching to creativity. I remember two people in the class who were ver>' annoyed 

with it. They considered it a waste of their time. She didn't lecture, she didn't give them 

any facts. When they got there what did they have? They thought she was a terrible 

teacher. These two people were going for the top, they thought. They were decidedly 

upwardly mobile and they wanted to get their facts down and be able to work on them. 

She wasn't doing that so they dropped the course. They were disgusted with her. I was 

thrilled because she was opening some kind of a door for me, so it may have been more 

therapy than it was teaching. 

While m the course, Marie wanted to see me and talk with me. I think she spotted 

me because she thought I wrote well in the class. I remember on occasion she would read 

our writings. She had us often come in and immediately write something. I know she read 

my pieces aloud to the class a number of times. She seemed to approve of my style of 

thinking and my approach to people. We developed a close relationship there for quite 

awhile. It was important to me. It was hard for me to readjust to mainstream culture after 

being on the Navajo Reservation for 18 years and my husband was sick. In the 

beginning, my work with her was a lifeline to me. It was a gift. 

She wanted me to come in the summer and do some special work in analyzing 

language interaction between the teacher and the class. That was my entree into the 
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program. It was a lot of fun and summer employment for me which I needed as we were 

on a one-income situation. It was wonderful and I spent a lot of time with her. I would 

look through the language interaction for indications of more complex structures and of less 

complex structures and vocabulary. It was part of the research program. Now I had no 

linguistic training. I acquired some linguistic insight in a hurry. There were two summers 

when I did that. Then she requested a leave of absence for me to work with the program 

directly. That was prior to us becoming part of the larger national program. I was offered 

another jx»sition at that time. The district talked to me about a job as a language arts helping 

teacher, which ran from K through 12. The idea was that I had the psychological insights 

to encourage language fluency and the language adaptation and that was more important 

than the language grammatical precision. Well, in any event, I turned that one down and 

did go with Marie because I was so intrigued by the program. 

The program assistants were change agents. They would go in and work with the 

teacher. They didn't go in as supervisors. They would go in and work with a group of 

children so the teacher could observe. Then they would talk later about the interaction. 

Whenever the teacher did anything that was particularly good they were commended for it, 

but always analyzed in terms of what happened to the child, where was the child going. 

Marie always had this question: what next? She would ask, "What next? You've done 

this, now what next?" Marie Hughes' s whole concept of "what next?" is very important. 

You complete a task, but how does that relate, what is next, how do you apply it? It's 

allowing the person to do some individual exploration. 

One time I said I wrote my lesson plans as I entered the classroom, which doesn't 

mean that I didn't come prepared. I came prepared with content. Hess of the Hess and 

Shipman Studies commended me and said that's what real teaching is. You take the remark 

of the first student that comes in and you build your lesson plan. I don't want to sound 

casual about it because it isn't casual. You have the first conversation and take it from 
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there. To do this the teacher has to be really identified with the students. It takes energy. 

The year I left Safford they told us they were going to increase the classload. I said to the 

principal, "Well, then order me ail the ditto books you can." 

He said, "You? You use ditto books?" 

I said, "You bet your bottom dollar I will. 1 simply have not the energy to continue 

teaching at the level I am teaching if there is an increased load. I can't do it, so get me 

some ditto books." Then I left I don't know if I would have really done it or not, but it 

takes energy. You have to be identified with the students and be energetic and I don't 

know if you can do these things with overloads in terms of time and numbers. I think it's 

not reasonable to expect too much. 

I was asked to come mto Marie's program and the condition was that Marie and I 

were to prepare a book together on her concepts of language or our concepts of language. 

That was the understanding and that was the agreement. I began to do a lot of reading and 

research about language acquisition, putting together statements and papers. It was during 

that time that we evolved the concept of English the Natural Method of Systematized 

Language Learning into a booklet. We worked on that together, but it never came out. She 

always blocked on final statements. I think there was a rationale there in part because I 

think she always thought she wanted to keep it open-ended. In fairness to her, she was 

always afraid that if we put it into writing then it would become a recipe. I think that was 

the good part of it. The other part was that she wasn't about to share credits with anybody. 

There was one teacher who was ecstatic about the program and wanted to join it. 

She had me come to her classroom and she was doing everything Marie talked about except 

she really wasn't. It was done by recipe. You sensed the teacher control and the 

overinvolvement of the teacher with the children instead of letting them move 

independently. 
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Another teacher received the National Teacher of the Year Award and kept prodding 

me to see if I could help her get into the program, so I went and talked to Marie about her 

and Marie said, "No." I got some indication of what she was looking for in people from 

her answer. 

Marie said to me, "Now, Arline, I know she is a spectacular teacher and everybody 

gets excited and she has the kids all excited, but I have observed her and she gets them 

excited about her interests. She takes the interest to the student and gets them excited about 

the interest she takes to them." She said, "I don't call that good teaching." She suggested 

that I go out and see Betty Hauser if I wanted to see really creative teaching. "Come back 

and tell me about it," she told me. 

I observed Betty and she moved around very quietly and she truly listened to 

children. She responded to whatever they were interested in however trivial it seemed and 

then the next day she would be back in the classroom with materials or something to lift 

that interest of that child. It was ver\' individualized actually. It was a response to them so 

they felt that they were on the verge of doing something themselves. That was a very real 

lesson I learned and appreciated very much. Marie didn't even bother to try to tell me about 

it. "You go spend a day with Betty Hauser and come back and talk to me." I've been an 

admirer of Betty Hauser and know that she was a magnificent teacher. She never got the 

award or recognition she should have had. Never. Those people are not always 

recognized. So the National Teacher of the Year never got on the staff. Was she creative? 

No, not really. Dramatic and exciting, but not one that nurtured individual creativity. 

The vision of the program was that everybody can leam. There's no such thing as 

a nonleamer. That was the most basic vision of her model. The teacher has to be aware of 

the cultural pattern of the group she's working with. You know there's a lot of emphasis 

on a lot of talking. Now I think of wonderful Navajo kids, but they come out of a culture 

of observing and listening. Conversation there might be a little different process. It would 
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be a little slower and they would need more space for silences. 1 think you have to be ver\ 

sensitive as a teacher to the backgrounds of children to whom you're communicating. If 

you come in with a recipe and you try to inflict a recipe, that's not good enough. We saw-

teachers who used recipes with these kids. You have to have people who are excited about 

the transformational qualities of other persons. You have to be willing to release creativity 

in yourself and others. Teachers need to be encouraged to be experimental and excited 

about learning. The administration ought to find some way to give support to creative 

teachers. When you're excited about kids you're going to do all kinds of things for them 

and with them. I think if you're textbook bound, then you've failed before you've started. 

What's important is to keep e.xcitement about learning. 

One thing that is terribly important is language. It is important to hear what the 

child is saying above the grammar and language patterns and to respond to what the child 

was saying, not to how the child was saying it. Our theor>' was that you modeled the 

appropriate language in your response. 

One of the best teachers in the program was Jane Evans. She used the language 

model to perfection. I mean she really used it and the kids were always under control. The 

kids were always busy. She was outstanding. I don't think she has ever been recognized. 

Betty Hauser was one and Jane Evans was another. Just spectacular teachers. I take credit 

for pointing Marie to Alice Paul. I came back after doing all of these analyses of teacher 

interactions. The program assistants had recorded some of the interactions and I was 

analyzing them. I went to Marie and said, "Look at these. Look at the language of the 

children in Alice Paul's class. It's mamre language, it's inquiring language. Please notice 

that she doesn't reduce her language. She uses adult language with these kids and they 

respond in kind." So I take credit for recognizing that and bringing it to Marie's attention. 

There was an amazing supervisor, an amazingly creative woman, on the 

Reservation, Orpha McPherson. She is legend in the Bureau of Indian Affairs. I was 
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once visited by her and we became good friends. I remember she said to me, "When I go 

into a classroom and look around and don't see language beyond the understanding of the 

children, that teacher isn't doing her job." I realize there are limits to that, but the point is 

always looking for the lift. Marie talked about the language lift. 

All of these program assistants I mentioned took the discipline of the program very 

seriously. There are levels of cognitive development and they were aware of that. It 

wasn't just "everything goes." An awful lot of people chose to interpret the model as 

loosey goosey. They failed to see that there was really a structure and a discipline. I think 

a lot of people saw it as turning the kids loose to have fun. It didn't permeate everybody's 

consciousness that this was highly structured. It called for excellent teachers. Some 

people were critical about the reading part of the program. The emphasis was really verv' 

heavy on reading. If children were not learning to read, then that would be an inadequate 

use of the method. They begin right away with the door signs. They begin right away 

with the identification of words. You didn't put the kids through the embarrassment of 

reading and stumbling. They didn't have that e.xperience. There was a heavy, hea\ y 

emphasis on language usage and on reading, but they didn't use the traditional pattern of 

putting them in a reading circle. 

I'll give an example of where I think I applied the method. I have a grandson who 

was slated for special education. He just couldn't read. He was with me for several 

weeks. I said we're going to read. You come to my house and we're going to read. So 

we got books. He had been held back at school, had gone into a special education class 

and he wasn't happy to be there. He said to his mother, "I'm not that dumb." He knew he 

wasn't. So we sat down to read. We'd read along and if he began to stumble I'd pick up 

and read until he picked it up so we could keep the concept of the story all there. Then 

we'd talk about the slor>' and I'd say let's go back and see where you had some difficulties. 

We'd analyze those words. We'd talk about the word origins and we'd pick out the words 
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or the phrases and go over them after we'd finished the story. He rapidly started to read. 

Now he's in college and he reads all the time. How many kids never get to the sense of the 

story? 

After my first year with Marie, she secured permission from the district for me to 

continue on a loan basis. At that time I began to realize some unhappy things in terms of 

my relationship with her. I just thought I had to hang on her favor and that's not my style. 

I felt a little soured. She was a very needy person in temis of human closeness. I don't 

think she loved her mother that much or the younger children in her family. Her 

stepbrothers and sister weren't very supportive. She adored her stepfather. He was 

important to her. Her husband was very ill. Marie was defensive about her marriage 

relationship. She would get very upset if she thought he wasn't getting appropriate 

attention. I think he was basically unschooled. He functioned like her valet. She said he 

handled the financial affairs. I don't know if that was true or not. It was a strange 

marriage. He was an invalid, then he had to go finally to the Veterans' Hospital and he 

died there. She really suffered a good deal through that, but there were things that she said 

that made me realize that she was defensive for him on occasions. She was demanding of 

respect for him, so I think she felt that edge. It was nothing I ever discussed with her. She 

was lonely, so for a time I filled that gap. Others filled that gap too. She shared a lot with 

me, but I didn't have any special status. I began to get some recognition outside of her 

area. I was asked to do a couple of articles which I did and she wasn't very pleased. I 

knew it was time for me to leave because I couldn't handle that. I would see her socially, 

but it was a break in the intimacy. By that time she had Halene to lean on. 

After she left the University of Arizona, Joe Fillerup became the director and he 

asked me back for the summer. He asked me if I could put together the thinking we 

evolved into that little booklet. I paid high tribute to her in the front of the booklet, but she 

was really ticked about that. The remarks came back to me that everything I ever knew she 
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had told me. Everything I ever said she had taught me. When I'd meet her socially she 

was all right with me, but the comments were rumiing eiround. 

I never toady to anybody, not anybody. She wanted all of your time. I remember 

one time standing outside the College of Education. My husband was home alone. He had 

multiple sclerosis. He was magnificent in his courage to cope with things. She stood there 

and she was crying and telling me how lonely she was. Her husband was in the hospital. 

I didn't invite her home. That stayed with my memory a long time because I felt she was 

desperately asking for more personal attention, but if I took her home she would be the 

focus and Art had been alone all day so I didn't let that happen. 

I thought of going on to get my doctorate, but let me tell you; My husband was 

home alone all day and that was before there were many opportunities for people with that 

kind of experience, multiple sclerosis. I was absorbed in doing the Master's. I did a 

preface for my thesis in which I reviewed the history of psychological concern for language 

acquisition. Ruth Kingsley of the educational psychology department was on my 

committee. She was so excited about the preface and extravagant in her praise. She 

thought it deserved publication. It was wonderful and she went on and on. Marie had me 

strike almost all of it out. She wouldn't stand for it. Well, I wanted to get the degree under 

my belt, so I didn't argue about iL I didn't take another course after I finished the Master's 

degree. Working on the Master's at home wasn't the happiest way for the marriage to go. 

I loved my husband very much and this was an early attack in his life. I just said, "No 

more, no more, hold my jobs, take care of Art, and devote myself to him" and that is what 

I did. I've never regretted that. 

Another instance of her control over my writings was when Jane Evans and I spent 

a summer working on the whole concept of Marie's "what next?" We were looking 

specifically at language. I think Jane was probably the best of the language teachers in the 

whole group. What we did was say now if a child says thus and so what kind of modeling 
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should you then be doing for the child to advance the language, to lift the language. We 

took some of the stories that the kids dictated and said now if the child says this now what 

can you model next. We worked very hard on this and Marie hung over our shoulders and 

looked at it A lot of people looked at it. It was really very good. So what language lift 

should now be modeled and this had to do with some precision about parts of speech, 

grammatical structures and the cognitive development. We spent a summer on that. It was 

already to be printed and Marie said, "I want to take it home with me and study it tonight." 

That was the very last of it. Yet there were many people who really felt this was unusual 

work we had done. I was released that summer from the Dean's office to work on it. Jane 

and I just decided we couldn't fight it. Marie had been involved in it, but she was damned 

if she was going to let it come out. I think she was damned if she was going to share anv 

credit I think it was very good. Nobody knows whatever happened to it She never 

could say. It was just lost. It was to be printed. It was set for printing. Those kinds of 

things are pretty hard to dismiss. 

I knew there were obvious pleas for more intimacy. Mane was really a ver\' self-

centered person. I doubt if she got the recognition that she probably deserved. Some of 

that had to do with being a woman. She told me about being introduced some place where 

they introduced Dr. this and Dr. that and Mrs. Hughes. She was Dr. Hughes. She would 

play the feminine role to the hilt though. I remember having some adversarial issue with a 

man in the program, so I let him have it. He said, "Arline, I can handle it with you because 

you put it nght on the table and have a face-off, but Marie comes around U^'ing to be the 

grande-dame and female with me and I resent that for all I'm worth." So she played the 

feminine role even as she tried to assert herself, but that was probably a product of that age. 

She was at odds with the administration. She was always having a fight with the 

Dean. She'd say, "I'm going off to see the Dean and I know what he's going to say." 

She'd share all this. So she'd go off, then she'd come back and tell her story. Of course 
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she always got the final blow, she thought. So we were all in on her fights with the Dean 

even though they'd known each other forever. 

I think she had great skill in bringing together a particular group of people that was 

a very wonderful collection of people. When they met on Fridays to hash over the week it 

was quite open. I was included in that although I was not a program assistant. She was 

very specific. We'd talk about very specific things and then in the course of discussing the 

specificity she would bring out the universal application, what the universal meaning of it 

was. She was ver>' gifted in that area. So there would be this happy, joyous sharing of 

situations where we knew or they knew that they had really stimulated learning and would 

reap all kinds of reinforcement that we provided each other. She was the guiding light in 

all that. It was a magnificent kind of gathering. They tended then to apply that back into 

the schools where they were working if they could so there was this wonderful 

reinforcement of the creative talents of teachers. 

Marie was unhappy at first with the school that we were in because she felt the 

teachers were particularly lagging and not up to snuff. She would have liked to have 

selected very creative teachers, but the school district said, "No." She had to take what the\ 

had. I was very much involved at that time. I did the training of the aides and sat m on all 

the teacher trainmg. When she realized that was the group of teachers she had to work 

with, then the whole pedagogical approach to children was applied to adults, to the 

teachers. It was a wonderful study in how the techniques of the model can go across all 

ages. They didn't have to be just delivered to children. We reinforced the creative qualities 

of the teachers. It was the most beautiful example of pulling out the creativity and seeing 

teachers reinspired. There was some wonderful growth there. 

Marie also had some intellectual arrogance. She talked about the teacher being the 

most important cog in a wheel. When it came right down to it, if someone came around 

who had a Ph.D., Marie listened to them more than she did to the teachers. 
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I was beginning to feel I'd better get out. In 19691 was offered the position of 

advisor to American Indian students at the University of Arizona and I took it. Other things 

were happening. Oneofthem was that Art's health was deteriorating. There were times 

when I might need to dash home if I had some need. I couldn't dash home if I was a 

classroom teacher, so I felt maybe I ought to have that much leeway, so that was verv-

selfish. 

Secondly, I had never really lost my interest in Indian affairs. The first year we 

came down here, the district invited us to the Navajo Education Conference. I wanted to 

go and asked about being released from my classroom without pay and they said, "Oh, no. 

you may go with pay." 

I said why did you do that and the superintendent said, "We hired you because of 

your broad background and your deep interest. We don't want those interests to die 

because you're in the Tucson Unified School District." I don't think that would happen 

today, but it did them. 

So I left Mane. When I went m to say good-bye to her, she really wasn't ver\ 

nice. She said, "Just go on. Get out of here." Mane didn't expect anybody to leave her. 

I remember the initial excitement of working with Marie. The open-endedness and 

the awareness that we could really make a difference in the thinking of others and in our 

own thinking were exciting. It was a marvelous gift. I was given a gift. There was some 

humor in it too. There were some very sweet moments. 

I had to learn that I had to be my own guide. As great as Marie Hughes was, she 

was not my guide. I was my own guide. I had to learn that I don't know if everybody 

learned that or not, but I did. I'm autonomous enough to figure that one out. For a long 

time I thought of her as a mentor. She was very supjxjrtive and very eager about things I 

was interested in, but then I began to realize, "Don't go too far Arline." 
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I was very harsh with her at one time. I recommended her for speaking at a 

seminar about early childhood education. It had something to do with TEEM, but she had 

slipped into the background a bit then. She said, "No, I won't do it. It's not my program 

any longer. They're inventing a new program." 

I said, "Well, Marie, you were always the one who said that everything is open-

ended and if it's open-ended then didn't you expect people would invent their own 

program. Did you really think they would follow your recipe? You were the one who was 

always opposed to recipes. I think you're breaking faith with your own position." You 

see, I would say things like that to her. I don't think the others did. She did go and speak. 

I don't think she always liked it when I said those things, but I did. Yet I do think the 

program did meltdown a lot. I think there was a lot of reverting to the traditional 

classroom. Maybe it can't be helped. 

There's a wonderful book written by Douglas Steer. He talks about great teachers, 

great leaders. He said great leaders will take the program three steps forward, the program 

will slip two steps back, but still there is one step forward. Maybe she took us a step 

forward in the long run. So it can't be totally forgotten, but the three steps forward, no, 

that slipped because of her absence and because of the absence of others who were willing 

to give with such excitement and such drive. The drive was there. She couldn't have had 

the impact she had if there wasn't something that was just burning inside her. It was all 

consuming. She couldn't talk about much else. Yes, that was it. It was just all 

consuming. 

If I could speak to her today, I would tell her to honor the integrity of the others 

more than she did. I would thank her for what she did for me. Her model of education 

was based on modeling respect for the other, but she didn't practice it. When you stepped 

outside of her pattern, then she didn't function as her model dictated. That was sort of a 

disillusioning thing to realize. 
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Jane Evans 

The name of Jane Evans had come up time and time again in the interviews with the 

women in my study. I called her for an interview in early October and met her at her house 

in Tucson on October 9,1996. Jane met me at the door and took me into the living room. 

There were oriental rugs on the floor, a piano with a paisley shawl hanging behind it. 

Antique tables of the Empire period with Chinese vases were in the room and a beautiful 

lacquered Chinese chest with carved soapstone figures was on the wall opposite the 

window. Jane said she loved Oriental art and furniture. I sat on the sofa and she sal in a 

chair. She and her husband had just returned from Idaho where they spend summers. She 

is very attractive with short curly hair and was dressed in an attractive top and pant outfit of 

blue knit with white and gold trim. Jane speaks in a soft, gentle voice. 

I put the tape recorder on the sofa and Jane moved over and we both sat on the sofa 

to better record her soft voice. 

After taping she took me in the dining room and showed me a framed stitchery done 

by Nick Krevitski. who she Imd worked with along with Halene Weaver. She said she 

traded two Victorian chairs for it. She took me into a room off the kitchen and showed me 

paintings done by Halene's husband, Dogie. One was of the Colorado mountains with a 

house in the distance and the other was of a cowboy on a horse. Jane said her father was a 

cowboy and she asked Dogie to do a painting of him from photographs. She said the 

cowboy in the painting looks like her father and like her oldest son. There was a quilt 

frame with a quilt on it in the corner of the room. Jane said her father died in 1988 and she 

took all of his cowboy shirts home with her. She didn 't know what she was going to do 

with them. Recently she decided to make a quilt of them. All the pieces in the quilt except 

the blue strips between the squares came from her father's cowboy shirts. We walked back 

into the kitchen. She touched the large round table with a top of clear, hard plastic. Real 

leaves of autumn colors were embedded in the labletop. "This was in Marie's kitchen 
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when she lived here," Jane said touching the table. "She gave it to me when she went to 

New Mexico in 1970." 

I had another interview with Jane on October 17,1996 at 2 PM.. She met me at 

the door and was dressed in a turquoise colored Mexican style dress. She had on a 

beautiful necklace of turquoise and silver and earrings of turquoise and abalone shell. We 

met until 4:45 P.M. Jane's husband, Dick, a retired industrial arts teacher, came into the 

living room and we talked of working with wood. He showed me the dining chairs Jane 

made in an evening woodworking class he taught. Jane and Dick took me into their 

bedroom to see the chest of drawers and mirror they made together. Dick did the wood 

construction and Jane painted desert flowers on the front of the natural colored pine chest 

and arourui the mirror. The flowers were delicate and beautiful and of wonderful colors. I 

exclaimed over the beauty of these pieces. 

Jane came to my house for tea in January 1997 and we went over the profile I wrote 

from the interviews we had in October. She loathed me a photograph of Marie Hughes 

taken in the late 1960s. 

Influencing Generations 

I was very fortunate to be a country girl. Children who live in the countr\' have so 

many opportunities. They can't be bored because there are always wonderful things to do. 

I was bom in 1929 and until 1941 my family lived in the community where I was bom, in 

Del Norte, Colorado, the south-central area of Colorado in the San Luis Valley. Del Norte 

is over 7,000 feet and the weather there is lovely in the summer. It's very, very cold in the 

winter, but because it's on the eastern slope of the mountain range they don't get verv" 

much precipitation. It's an area where everything is grown with irrigation. The water 

comes from the Rio Grande. 

My mother had been a teacher and my father was a farmer-rancher. A t that ti me i n 

Colorado you could teach with two years of college. My mother didn't teach after my 
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sister and I were bom. Actually, in those days as soon as a woman married she was in 

great danger of losing her job because when a woman got married it was assumed that her 

husband would be the breadwinner and the woman would not work. It was only when the 

school could not find a single woman to teach that a married woman was allowed to 

continue teaching. We lived next to a creek that emptied into the Rio Grande River. We 

had horses to ride. We had a bam to play in. We had all the chores that young people can 

take care of. We didn't have running water or electricity so we could carry buckets of well 

water for drinking and cooking and bathing. We could feed the chickens and gather the 

eggs and help our mother with some of the household chores. Our father was always 

willing to saddle a horse for us because we were too small to do it ourselves. My father 

would take us to the garden when the seeds had been planted and he would take the end of 

his knife and dig up a com seed so that we could see if it was germinating or not If the 

northern lights were shining, our parents would wake us up and take us out to see the 

northern lights. If the geese were migrating they would draw our attention to that. 1 realK 

believe that my father was the one who helped us leam to be observers. He would point 

out something that might be interesting and suggest that we might look at it and investigate 

it. He also was a very thoughtful person, very considerate of other people and would 

suggest to you how you might be thoughtful or considerate if you weren't He was a 

gentleman, kind of an old-fashioned gentleman. He always tipped his hat. He always 

spoke to a woman and U^eated them with respect and while I think that perhaps he was not 

tolerant, not particularly tolerant about people who are different ethnically or racially, he 

taught us tolerance. I think he was much like many of the people of his times when people 

had more of a place than we think of today. He would say it this way, his mother died 

when he was eight years old, and he said that one of the things he could remember about 

his own mother was that when he was leaving the house to go to church or to Boy Scouts 

or to school, his mother would say to him, "Be a yentleman." She was native-bom Dane, 
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so she spoke with an accent and he would use her way of speech and say, "She always told 

me to be a yentleman." 

We just had memorable experiences growing up. We really had an idyllic 

childhood inspite of the fact that we were depression kids. I remember our mother reading 

to us quite often. We lived ten miles from town, so we were bussed into school and back 

everyday. 

It was really hard on those people who farmed and ranched but didn't own their 

own land. My father didn't own his own land. In the late 30s, the time of the Depression, 

my family migrated to Arizona where my father became a farm manager in Tempe for a 

fruit and vegetable company. One winter we lived in Phoenix and then we spent two years 

living in Tempje. At that time it was a small college town. That was a very different 

experience for us and one that we enjoyed. When we moved to the country again, south of 

Tempe, it was very different because now we were living in the desert. We didn't have a 

river running by. I went to elementary school and high school and college in Tempe. I 

don't remember ever wanting to be anything but a teacher from the time I was a little girl. 

My sister and I would play school and I could hardly wait to be a teacher. 

My father always encouraged us to go to school although for himself school had 

not been high on his list of priorities. He talked about playing hooky when he was seven 

years old. He and other little boys would skip school and go to this spot on the prairies 

where there were wild donkeys. They would entice the wild donkeys over and try to ride 

them, so that was his first experience in trying to be a cowboy. My father was bom at that 

time when people still rode horses and also automobiles began to be available. He was pan 

of that transition from the time society depended on horses to the time automobiles and 

trucks were used. He really loved horses. I think his own father actually cared for animals 

more than my father. My father saw them more as a tool, but he would tell how his own 

father was so kind to his animals and how he was able to train them. He said his father 
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always had a dry bam. The horses were trained so that before they went into the bam, my 

father's father would whistle to them and they would go to a certain spot that they used and 

then they would go into the bam and the bam would be clean and diy. How to housetrain 

your horse! My father always had to have a horse. When he was 70, the year he was 70 

and the year he was 71, he and some friends of his entered the parade of the Sky High 

Stampede which is held every year in Monte Vista, Colorado and in his age group my 

father won "Best Cowboy." He always looked great on a horse. He just kind of fit on it. 

He loved to ride and enjoyed it just immensely. He loved to ride through the hills and look 

for cattle and bring them back. He enjoyed the outdoors in the mountains of Colorado. 

My father was hoping that he could come to Arizona and get a start in a job that would 

eventually lead him back to Colorado. That didn't happen and he always cursed the hot 

summers in Arizona because as a farmer he was out in the heat, but my parents never 

returned to live pjermanently in Colorado. 

For his daughters school was important. He was always very careful to obser\ e 

my mother's expectations for us and one was that we would get a college education. She 

thought it was important for women to be educated. My mother always wished that she 

could finish college, so after my sister and 1 were graduated our mother went back to 

school and got her degree. She called herself' Granny Coed.' She taught for ten years m 

Tempe. 

My mother was a resourceful person. She felt it was very important for people to 

leara how to do things themselves and not be dependent on other people. I think that this 

carried through in her attitude about women being educated. Suppose you had to take care 

of yourself, if you didn't have an education then you were very limited in your job 

opportunities. She was always resourceful. She would make our coats. I had several 

aunts who were teachers both on my mother's and my father's sides of the family and thev' 

would send us coats that they had worn for several years. My mother would take them and 
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rip them apart, turn the fabric over and make coats with the inside now the outside and my 

sister and I would have fashionable winter coats. She was a fine seamstress. She made 

her own draperies. She upholstered her own furniture. She kept a garden and canned 

food. She kept poultry so that we would have chickens and eggs. We always had a milk 

cow so that we could have butter. If we had more than we could use, in those days it was 

possible to take them into the grocer and exchange them for groceries. She always had a 

way of doing her part to see that everyone was taken care of. 

She was bom in SL Louis and she went to Colorado to live with her grandmother 

to finish high school. Her father was a railroad engineer and they lived in a small 

community that didn't have a four year high school, so after she had gone to two years of 

high school she went to Pueblo, Colorado to live with her grandmother and finish high 

school. She met my father when she was teaching in a small community outside of 

Pueblo. His mother and father both came from Denmaric. They emigrated to Chicago. 

They had not known each other in Denmark even though they lived within a few miles of 

each other there. They met in the Danish enclave in Chicago. They were married in 

Chicago where their first three children were bom. Our grandmother, my father's mother, 

didn't want to raise her family in a large city. At that ume the government was opening up 

farmland in the western part of the United States and there was a Danish community near 

Pueblo in Fowler, Colorado. My grandfather and his brother-in-law went from Chicago to 

Colorado to see what it was like and they decided to move to that community. They 

traveled on an immigrant train. My aunt and my father remembered a little bit about that. 

My father was only six years old. My aunt was several years older and remembered a little 

more, about how the family and their horses were in a boxcar with all of their belongings. 

They had taken everything with them that they wanted to take to Colorado. The train 

would stop occasionally and the animals and the people would get out and move around a 

little bit. 
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My father loved to farm. He influenced the vegetable company that he worked for 

in Tempe to start raising cattle, so he got back to cattle and hay crops. They had cattle in 

feedpens in Tempe. He retired in 1962 and lived until 1988. After he retired my parents 

would go to Colorado every summer to the place where I was bom where they had lifelong 

friends. 

I first met Dr. Hughes in 1965. 1 was teaching kindergarten at the Lighthouse 

YMCA in Tucson. I had thought about working on my Master's degree and the director of 

the Lighthouse Branch said to me, "If you want to work on you Master's degree, we'll pa\ 

the cost for your classes." 

1 thought that was very generous of the Y, so I enrolled at the University. 1 took a 

class from Dr. Hughes in creativity. I enjoyed her very much and I learned much that 

would improve my teaching. She taught that class for several years when creativity was 

being spoken of. It really was a rather new thing in teacher education and a great 

encouragement to many teachers. We had some great reading to do: Maslow, Piaget, 

Elkind. I remember she asked us to create a puppet that children could make and use. We 

wrote a paper about someone who had been a powerful influence in our lives. She would 

discuss with us how what we had done was significant as far as creativity went. She 

would speak generally to the class about the kinds of things we did and then she would use 

some examples of what someone had done although she wouldn't name them. She 

wouldn't say this person or that person did such and such. She would talk to us about 

being open and accepting and encouraging. It was a real revelation to people who had been 

teaching for a number of years and had seen only art that was this mimeographed thing 

where children had to color it by number. It was wonderful for people to realize that there 

were other ways of working with children where everything they produced didn't have to 

be the same. It wasn't a coloring contest but a matter of using the imagination which many 

of us had tended not to do in woridng with children. 
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I was rather in awe of her because she had a wonderful way of presenting herself. 

She had a very attractive charisma. It aroused enthusiasm. She was a handsome woman 

and always well-groomed and beautifully dressed. When she was making presentations in 

the classroom it seemed as if she was always speaking directly to me and yet I knew that 

there were many other people in the classroom perhaps experiencing this same kind of 

feeling. That was my introduction to her. 

I met with my advisor at the begirming of my Master's program and gave him some 

of my background of my experience as a kindergarten and primary teacher. He said, "Do 

you want to work while you're getting your Master's?" I hadn't really thought about it 

because I had this part-time job with the YMCA teaching kindergarten. He said, "You 

know. Mane Hughes has a cooperative program between the Tucson school distnct and the 

University. It's very interesting. She's looking for people who can work with her. 

Would you like to speak with her?" 

I said yes I would. I knew her as the professor of the creativity class I had taken, 

so I made an appointment. When I went in to meet her, she remembered me. She was 

very gracious. I told her I was interested in working at the University to get my Master's. 

She said, "Well, would you like to come and work for me?" I was astonished because to 

me her work was overwhelming. When I told her yes I would love to come and work for 

her, I was saying inside myself "Can I really do this?" It was such a total program and 

there was so much to learn. I think that perhaps because she had had me in this creativity 

class she felt that she had assessed me. I would say that Marie Hughes could read people 

quite well. 

She invited me to become a part of the program and this flattered me a great deal. 

She asked me if I would like to be a program assistant and I said yes. She said that I could 

also be a teacher. That was a very difficult decision to make—whether to be a program 

assistant or to be a teacher. I thought as a teacher I would be able to work with children 
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and other teachers and leam in a classroom setting. Then she told me about the job of a 

program assistant who would be working with other teachers in the classroom, but not 

with just one teacher. I would work with several teachers and also work with her. I 

thought, "Wow, if I can do that that would be a wonderful opportunity." I knew I could 

also grow by being a teacher and that probably for my growth it might be better to work in 

the classroom before I worked as a program assistant. I was pretty selfish and I couldn't 

resist the job of program assistant. I knew 1 would be watching other teachers work and I 

would be in different buildings. It was an opportunity for personal growth. So I began 

working with her in 1966. 

Every Friday morning, we would meet with her. All of us, the program assistants 

and Jewell Taylor, who was the director from the Tucson school district, and Dr. Hughes 

would come together at the University of Arizona Research and Development Center in the 

Education Building in the morning. We would usually meet about 9:30. It was a 

wonderful time to be together because she would talk to us about what was going on in the 

classrooms where we were working. We would plan what we were going to do next. She 

would introduce an idea that we might concentrate on. She would talk to us about the 

philosophy of the program and the practical part of the program. We would have an 

exchange of ideas. She quietly pushed us to stnve to be aware of what we were domg. 

We would meet with her until noon and then we would go to lunch together at a nice place 

like the Arizona Inn, Tia Elena or the Old Adobe. 

If we needed to meet with her privately, she was always open to. Whether it was in 

the evening or whenever, we could meet with her. She always was a very sociable person 

and wanted to know us and our husbands and children. We would have pot luck dinners at 

her house and our husbands would be invited. 

She had a lovely home in Tucson on Camino Miramonte. Her house was like a 

house in Belter Homes and Gardens. She loved her home and she wanted it to be p>erfect 
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like everything else that she was involved in. She had a talent for arranging her nice things 

in a way that made it look perfect She liked to entertain large numbers of people 

sometimes, so she needed a house that had a great outdoor area and this house did. It had a 

fantastic pie-shaped enclosed patio with one corner that was like an outdoor kitchen. It had 

a large grassy area with lots of space for people to move around in. On the inside she had a 

spacious living-dining area with a white ceramic tiled fireplace. Her home was full of light. 

She liked antique whites and golds and rose colors. Her house had two bedrooms and a 

beautiful kitchen with a breakfast area, lots of windows that just filled the house with light. 

The colors were subdued and cheerful. 

Her husband. Red, was always there when we went to her house. He just adored 

her. Because of his illness she was the one who was not only the breadwinner, but the 

partner with a career. She was an ambitious person. He was so proud of her, all that she 

had accomplished. They were really a good looking couple together. She was a tall 

woman and he was quite a tall man and very good looking as she was. They were a 

striking couple. 

I remember the memorial service she had for Red when he died. I'm not sure 

whether she was an agnostic or not. I think she respected the individual's pri\'ate feelings 

and wouldn't try to infringe or influence those feelings. I think she felt it was kind of like 

politics, very private. I know she didn't attend church and that she did not either have or 

take time for formal religion, but when he died she had a memorial for him on her patio. 

She had several people who had known him speak about him. All of us were gathered in 

her garden and on her lawn and when one of the men was speaking about her husband a 

cardinal flew down, landed on a trellis and sat there and chirped for a moment Of course 

we were all quiet and for some reason it wasn't frightened. This cardinal came to the 

memorial and she was just overwhelmed by that. She was so touched that this bird had 

come down at that particular moment because her husband had always loved cardinals and 
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loved to watch them. When something surprised her, she had a way of opening her lips 

and there would be a little, almost a gasp, ah, of pleasure. She said I couldn't believe that 

that cardinal came down at that moment and sat there. She wouldn't express it, but it was 

as if there was something spiritual or mystical about that to her as she commented on it. 

As I began working with her I realized that I accidentally had some of the qualities 

that she was looking for. They were unconscious to me. The difference was that much of 

the time it was intuitive. When I worked with her I learned to be more aware of what I was 

doing, so I moved from just intuitive to purposeful, to conscious awareness of ways of 

working with children. I hadn't really realized that my ideas might be different from 

anyone else's. 

When I began to work for her, I wrote to my aunt who was a teacher and had 

taught in Raton, New Mexico. At the time I wrote to her she was a teacher in California. I 

told her what I was doing, that I was working on my Master's degree and that I had this 

wonderful mentor who had at one time worked in New Mexico. When my aunt answered 

my letter, she said that must be that tall, handsome woman who traveled all over New 

Mexico training teachers in the early thirties. I was really pleased that my aunt remembered 

who she was because it had been years and years since my aunt had taught in New Mexico. 

I knew Dr. Hughes had gone from Michigan to New Mexico when she was m her 

early 20s. She spoke to me about her early childhood and told me that her mother was 

pregnant and not married with her and that had been a very hard thing for her family. I 

believe her mother and father were married, but it was to give her legitimacy. I don't 

believe she even knew anything about her father. I think he had disappeared from her life 

by the time she was bom. Then her mother married again and her stepfather was a true 

father to her. He loved her and she loved him in return. I don't remember her ever talking 

very much about her mother except to say my mother remarried when I was ver>' young 

and my stepfather was a true father to me. He always treated her just as he treated his own 
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children that he had with her mother. It was extraordinary for her to leave Michigan at 20 

and come to New Mexico by herself, but we are talking about someone who was willing to 

take risks. She was willing to move out and try new things and do things in a different 

way. I believe that Marie Hughes wasn't a person that you would forget. People noticed 

her when she entered a room. She was a rather quiet person. Her manner of speaking was 

quiet and serene, but when you were in her presence you really realized that this was not 

just an ordinary person. She was sj)ecial. 

Dr. Hughes invited all of the program assistants to be field representatives and 

travel to sites around the country. Travel was not an option for me because my husband 

and I had four children from sixth grade through older teenagers. I needed to be at home. 

She was very accepting of my situation. I believe that she thought that if anyone felt 

pressured to do something in order to be able to work with her, then she was not going to 

get the kind of work from them that she wanted. She was accepting, very empathetic. 

Even though she didn't have children of her own, she realized how important family life 

was to my husband and me. 

She had a miscarriage as a young woman. It was very hard for her. She and her 

husband would have made terrific parents. It would have been kind of a different lifestyle 

because she was the career person. 

She was really a thoughtful observer of children. She loved to watch them. We 

had our first granddaughter when I was working with her. I took Michelle, who is now 

27, to Marie's house one time because I knew she would enjoy watching her. Michelle 

must have been about eight or nine months old. She wasn't walking yet. I was in the 

bathroom with her. She was on the bathmat and she was feeling the texture of the bathmat. 

It was one of those fuzzy bathmats. Then she looked at the toilet seat cover and she 

crawled over to the toilet and pulled herself up and started feeling the cover that was the 

same texture. I was telling Marie about Michelle doing this. I was sure that Michelle had 
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gone to the toilet seat cover because she saw that it was the same. She was going to check 

it out. Dr. Hughes was just delighted. She believed what I believed. This infant was 

validating an assumption, an observation. That was one of the things that made the 

sociologists and the psychologists skeptical about Dr. Hughes' program. Much of it was 

based on our observations and our assumptions. It wasn't evidence that you could 

measure. Marie was always talking about the difference between the scientific word, you 

could measure it, and assumptions. 

She wanted teachers in her program who were accepting of children. I think one of 

the things that was so important to her was that a teacher would be able to look at herself 

and her work with children. She would be conscious of what she might do with this child 

next. She looked for people who didn't have to depend on somebody else's lesson plan or 

the publisher's lesson plan. She was ver>' aware of the teacher's need to have what she 

called the professional response and for the teacher to be able to evaluate her own behav ior 

with children and to assess her own teaching procedures and techniques and interactions 

with children and the environment, the classroom. The teaching environment was 

tremendously important to the program because it created the learning situation. The 

teacher had to be aware of this environment and be able to plan so that children could come 

into the classroom and begin learning right away from the invitations to learmng that were 

present. She said, "The child is not just adjusting to his environment, he is triumphant in 

it." That is a verbatim quote I took down in one of our sessions. We want the child to be 

immersed in the environment. We don't want him to have to adjust to the environment. 

We want the child to come into the classroom and be so interested in what is going on there 

that he won't have to accommodate to it by how he might put the paint on the paper or how 

he might attack a word. He would just be so interested in what was going on that he 

wouldn't have to adjust. The environment invites him to learn. The child doesn't have to 

come in and leam how to sit still and how to hold a pencil properly or how to find a page in 
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a b(X)k. Even in the classrooms where the teachers have made the room look physically 

interesting there's so much about their interaction with the children that shows they don't 

have a clue. Part of building the interaction is their observation of what has happened with 

the child when he's working. It is being able to look at and to value the child's language as 

the reading material, being able to value their creative spelling and the ideas that children are 

able to express when they don't have to be afraid that they're not going to spell a word 

right, to have them be able to write things down and leave the vowels out, but the teacher 

can still read it. If only people would value those kinds of things as the starting point for 

children instead of having to have it perfect from the beginning. 

Language was such an important part of the program. We were always very 

conscious of the language we used and the language we mtroduced. Now to see people 

'discovering' the importance of language in the classroom is very interesting to me because 

it's reinventing the wheel. 

We had summer school sessions because teachers could come to Tucson for 

training from program sites in other states then. We had classrooms of children at Ochoa 

School and people who had come for training could observe and work in the classroom. 

Visitors would see a school where all the teachers were working in the same way. Because 

it was summer school, the Ochoa teachers were those that Mane invited to teach. Alice was 

there and Halene and I. People would come to observe the classrooms. Some of them 

were Marie's colleagues who knew about her model. We would have our classroom 

environment organized so that we had centers, like the math center, the reading center, the 

writing center, art center. The centers were designed so that three to five children could 

work in that area. Many times our math center might be a center where children would be 

cooking, where they would be measuring, finding out temperatures, using thermometers. 

We would also cook at the science center because children could observe changes that 

occurred as ingredients were combined, boiled, fried, frozen. You'd be watching what 
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happened when you combine certain things. Each teacher had an aide and the aide who 

worked in many of the ways that the teacher did. Aides didn't have university training and 

some of them hadn't completed high school. The aide usually was Hispanic because mosi 

of our children were, so we had the language and cultural link. The teachers sometimes 

spoke a little Spanish. Our classes were conducted in English and the rationale for that was 

that this was the language of the society that we live in. 

People visiting would see the teacher and the aide working in the classroom, most 

of the time in small groups of between three and no more than five children. Mane 

believed in working with small groups and evidence of its value many times for us from 

observation and from looking at our films after we'd been videoed. It was obvious that if 

you had more than five children there was someone who didn't get attended to. We called 

each group a committee. A visiting observer would see children hetereogenously grouped. 

Some groups would be working independently. Before the day began there would be a 

time when the children gathered in a total group and the teacher would preview with the 

children what kinds of activities were planned for that day. This was always fun because 

the children would get very excited about some of their committee activities. The observer 

would see the children's language displayed around the room. We recorded the children's 

language during the day. Sometimes it would be focused on one particular activity. 

Sometimes it would just be interesting things that happened during the day that we would 

record. 

When we got together on Friday we would talk about how we could encourage 

classroom teachers to record children's language. We wanted to help them see the value of 

children's language. We'd also talk about the kinds of activities that had been very 

successful and why they were. Of course we discovered again or we saw again and again 

that the hands-on things were the kinds of things that really helped children learn and those 

were the kinds of activities that they wanted to record in their journals. They wanted to 
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keep diaries. When a visitor came to the classroom, most of the time the first thing that 

they saw was a door chart that was written by the teacher most of the time, sometimes by 

the children, about what was going to happen that day. The teacher might write, "There's 

something new in our room. Can you spot it?" This would invite the children to 

immediately become involved in the environment when they entered the classroom. 

It really is a strenuous demanding way to teach, but once you do it you can't see 

doing it another way. It demanded a great deal of time for planning by the teacher. 

Sometimes teachers didn't understand the importance of what was required. I'm thinking 

about language and how Dr. Hughes would talk about expanding language, extending 

language, reinforcing, modeling. It's very hard to Uain yourself to always have in the back 

of your mind just exactly how you're going to have the child learn language by remforcmg 

and modeling it. We collected different kinds of boxes, belts, and buttons. The 

collections were called intellectual kits. We used these to extend and expand language and 

develop intellectual skills. It wasn't easy for people who had been accustomed to using the 

publisher's lesson plans to develop a sense for how to use the kits. 

Dr. Hughes greatly mfluenced my thinking and I hope she mfluenced the thinking 

of other people too. As she would talk to the program assistants, many times there were 

visitors from out of state who were with us. There was an exchange with people from 

Columbia University in New York City. There were people from different areas of study 

who were interested in the education of young children. Because she was developing and 

had developed this model and it had been accepted as one of the models used for Follow 

Through, there was great interest in what was going on at the University of Arizona. Much 

of what she would talk about would be the learning environment and the role of adults in 

the learning environment and how important listening and observing were to the learning 

process and how important creating the environment for learning is. I had come from the 

regular college training where you had your classes and you learned how to use the teacher 
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manuals. The environment in the classroom was paper, pencils and books and maybe 

every Friday afternoon you did some art work, so I really listened. It was new to me 

although I must say my experience in teaching kindergarten had changed my attitude a great 

deal because of the age of those children and the nature of the environment that you had to 

have for kindergarten children as opposed to what we thought we had to have for first 

grade children who were learning to read. 

She influenced my thinking so much that it wasn't only the children that I was 

working with in the classroom, but it was my own children that I was interacting with in 

different ways. Not that I changed from being closed to open, but I discovered that there 

were other ways of interacting. There was corrective feedback which is different than 

correcting, asking open-ended questions, and modeling language. I think as teachers in 

those times we just took for granted that our language was fine. It was a rather new idea to 

be aware of one's own language. We were learning to listen after we modeled language to 

see if the modeling was having an affect. The reward that a teacher gets from hearing the 

child change language or increase and expand and extend language is great. You know it's 

because you modeled it. Not that that gives you a sense of power, but because it helps you 

know you are doing the right thing. 

I remember when Marie came to my classroom to observe, it really put me on pins 

and needles. I had a group of five year olds and it was my agenda that we were going to 

come and sit on the rug. It was the end of choice time when children were involved in 

what they had chosen to do. I went to the rug with several children who had finished what 

they were doing and we started a fingerplay or a story or a song. I don't remember which, 

but whatever it was the children began to come over and sit down on the rug and participate 

in this activity that was going on. 

Afterwards, Dr. Hughes said, "When you started to do that, I thought, 'Those 

children aren't going to come to the rug.'" She was kind of smiling about this because her 
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feeling was that the children were not going to respond and when they did it surprised her. 

I think it pleased her too from the standpoint that you can't always anticipate what children 

are going to do. I think she viewed it as a situation where the interaction between the 

teacher and the children and the children's response to the teacher came from the children's 

expectation that this is what we were going to do now. 

I felt that if you had a routine you wouldn't always have to say, "Put your things 

away, stop what you're doing." The children would respond to a routine so there wasn't a 

need for verbalization. 1 think that kind of miscued Marie because she didn't know that this 

is what we did all the time. At that point I said to her, "It's always difficult to look at 

yourself to tty to see and examine your own behavior." That was when she started talking 

about professional response. For me the awareness of the professional response came out 

of that situation and I think out of my concern for being the perfect teacher. 1 know that 

she had given a great deal of thought to that prior to that time, but it was the first time I had 

heard her speak of it That was when she really validated my feeling about trying to look ai 

yourself critically and decide what the positives or negatives were about your behavior v\ ith 

children. Hearing her validate that a teacher has to look at her own behavior freed me to 

not be so concerned about making mistakes as learning from my own behavior. In the 

professional response the teacher is called on to look at her own behavior and not only at 

the behavior of the children. It was asking the teacher to say to herself, "How can I serve 

children better? How can I do more for them?" It was so important to me not just from the 

standpoint of a group's response, but in individual interaction with children. I felt that I 

grew in my ability to use language to help children learn. I had either an apron or just a 

pocket where I carried a pad and pencil and wherever I was working with children 1 had the 

tools available to write down what they said and they loved it. I couldn't just scribble in 

cursive because they knew that I was writing what they said. I had to write it in manuscript 

and they would see their name as I would read to them what they had said. 
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I remember one time a group of people had come to listen to Dr. Hughes present the 

model and they realized that for her purposes it was a model for the disadvantaged. They 

listened to her, then one of them said, "This is a model that you can use with any group of 

children." 

Dr. Hughes said, "Yes, of course." I think likewise it could be used for any age, 

not just for children. It's a way of interacting at any level. 

I had one story that I wrote about a little boy, a little Indian boy, who was in my 

kindergarten classroom. I had made a graph on a bulletin board. I must preface it by 

saying that the children could come into the classroom early for breakfast and they had rolls 

and fruit and milk. As the children came in I would sit down with them and often they 

would come so bright and shining in the morning they looked as if their mama had just 

brushed their hair as they walked out the door. I would greet them and talk about how nice 

they looked. I would say something like, "I see you are wearing your plaid skirt today and 

it looks so nice with that white blouse." Then the other children would look at me as if to 

say, "Aren't you going to notice what I'm wearing?" So I started this activity of talking 

about what they wore. I used words like solid and plaid, striped, checked, figured as well 

as color words and other words that were suitable descriptive words for the clothes they 

were wearing. We had a pretty good group of words to describe what their clothmg was 

like. One morning I put the children's names down one side of a graph and then I put the 

different types of fabric~a solid, a stripe, a check, a plaid, a figure-on the other side. 

When the children came in I asked them to look at their clothes and find their name and put 

a piece of string from their name to the kind of fabric pattern that they were wearing that 

day. They all thought that was great except Robert. I said, "Which one are you going to 

choose, Robert?" He said none. So we went on about our business. The next day Robert 

came to school and he had on a solid, then a stripe, and then a plaid, and then a check and 

then a figured shirt. I knew he lived with his grandmother and I thought, this grandmother 
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is really with the program. She let him wear all those shirts to school just because he 

wanted to indicate something. First of all he indicated he knew what all these words meant 

and then he indicated that he had a shirt of all of those different kinds. 1 loved that and Dr. 

Hughes liked it, partly because it was an example of the child carrying over to his home 

what was happening in school and isn't that one of our aims? 

Dr. Hughes often taught from anecdotal material and it put everyone in the scene. 

She would use a story like this one about the boy with the many shirts. 

One problem with the model was that outsiders expected miracles. They expected 

children who had not been able to read to suddenly blossom into readers. They came from 

families who exhibited every facet of the terrible things that come from poverty. They felt 

hopeless. It's ver\' hard to communicate when you feel hopeless. They would give 

children one or two word orders: give me that, bring that here, stop that, shut up, so that 

these children even in their own language had adeficit. We weren't going to be able to 

bring them into any kind of rich environment and have them suddenly performing because 

they had so much catching up to do. We know that developmentally there is a time for 

young children to learn something or to have something physiological happen in their 

learning and if it doesn't happen then it is either ver>' difficult for them to learn it or it is 

totally lost. So in reality, people couldn't expect miracles, but they did. 

I remember the third grade teachers when the state mandated that the children had to 

take this achievement test and the school was at the bottom of the pile when those scores 

were published in the newspaper. I remember those teachers weeping. They were so 

dedicated. They worked so hard. They did so much for children and the children had 

accomplished so much. Yet those scores didn't indicate progress. Therefore by public 

standards, they were failures. It was pretty devastating. It was really tough. 

1 think the theor\' of multiple intelligences is an idea whose time is coming. Of 

course we're going to slick to the old IQ test as long as we can, you know, because 
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humans resist change, but I think that the theory of multiple intelligences is going to make a 

big difference in the way we look at what children have learned, what people have learned. 

I have referred to Marie Hughes as my mentor many times. I think sometimes 

people move away from their mentor because they want to become their own person with 

their own ideas. 1 felt fulfilled by her ideas. I believe I used her ideas in a creative way as 

I worked with children. I didn't have my own theory of how children learn, my own 

theory of motivation. It was from her that I got the basis for the language development for 

which I worked so diligently in the classroom. So in the sense that I wanted to make a 

name for myself, I didn't need that separation. I felt that I could always learn from her and 

I always did. I admired her intelligence. I didn't feel uncertain with her. I could ask her 

for advice and information. I could share experiences. It was easy for me to be around her 

even though I could never escape the awe that I felt of her. 

It would have been ver\' different for the University if she had contmued her work 

here. The program lost its focus until Alice Paul took the helm. Marie predicted that too. 

She said, "When I leave it will only be a year or two and everything will be gone." 

She was right. It happened to the Arizona Center for Early Childhood Education 

that she directed at the University of Anzona and at the Ochoa Elementary School, which 

was the laboratory school. I think it was like history repeating itself for her because she 

had been in Utah, she had been in New Mexico, she'd been in California and then Arizona. 

There would be her friends like Halene Weaver and Laura Atkinson in New Mexico who 

would stay in contact with her, but people would drift. People would change. They would 

move on and other jjeople would arrive. They would drift away from the identity that she 

put on things. It certainly happened at Ochoa School. Youngsters were quickly placed in 

desks again. The classrooms became silent once more. 

She welcomed and treasured contacts with her friends. She had moved a number 

of times and lost contact with people over the years. She appreciated calls and visits from 
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us. You could tell when you walked into the room how much she appreciated your visit. 

You'd get her bright smile and her greeting. You felt very welcomed. 

My association with her changed my life professionally. I felt that I grew a great 

deal because of her, growth that I would not have known if I had not met her. I felt that I 

had so much more to offer to my own children both as the teenagers 

and then as they became parents. They had heard me talk about my work. It made a 

difference in the way they have interacted with their own children. In the case of my 

daughter who doesn't have children, perhaps it motivated her to enjoy working with 

children and with people in general. She works ver>- well with adults and children as well. 

If I could talk with Marie now, I would speak to her in the framework of my own 

family e.xperience. I'd probably tell her that it was through her influence that my children 

learned to be the kinds of people they are. I believe that is something she hoped for. 
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Myrna Hillyard 

I made arrangements to meet Myrna Hillyard in her office at the Whiteriver 

Elementary School on the White Mountain Apache Reservation in June 1996. My Peace 

Corps friend Wally drove with me to Silver City, New Mexico to interview Laura 

Atkinson, then we went to Albuquerque, New Mexico to meet with Halene Weaver. From 

there we drove across New Mexico to Gallup and into Arizona to Show Low. This part of 

Arizona has tall pine trees and streams forfishing. I called Myrna and she gave directions 

to the school where I met her on June 11. 

Myrrm is a woman with a great deal of energy and life. She has a fine sense of 

humor and laughs easily. I looked at the plaques on the walls of her office while she spoke 

with her assistant. I read "National Distinguished Principal," "1994 Distinguished 

Principal of the State of Arizona," along with a photograph of her parents and a service 

award from the White Mountain Apache Tribe. This plaque was given to Myrna in 1994 

"For meritous service in education. Providing countless opportunities for dreams to come 

true and contributing to the progress of Apache people." Another plaque had these words: 

"White Mountain Apache Tribe recognizes the outstatuling performance and dedication of 

Myrna Hillyard as principal of the Whiteriver Elementary School." 

Myrna's husband is an artist and some of his paintings are on the walls in her 

office. One large painting by her husband was of an Apache chief, Achesay. She said her 

husband wanted to paint the people there when they returned to the reservatiion. 

Myrna loaned me a book, Western Apache Material Culture: The Goodwin and 

Guenther Collections, to take overnight to read about her family. The editor is Alan Ferg 

and the book was published in 1987 by the University of Arizorui Press. It has photos and 

information about Myrrm's parents, the Guenthers, and the collection of Apache artifacts 

the family gave to the museum at the University of Arizorui. Myrna opened the book to 

show me the section about her family and there was a photograph ofShima, the 
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Guenthers's adoptive "mother." She ran her hand over the photo ofShima as if caressing 

it and said quietly, "Shima, shima." Myma's family called the woman Shima, which 

means "my mother." Shima died in 1945. Myma was ten years old then. 

I read the book that night and learned about her missionary parents who came to the 

reservation from Wisconsin and spent their lives with the White Mountain Apaches. I went 

back to the school the next day to have a second interview with Myrna. I asked her to talk 

about her early life. She started with the stories of her parents and their work with the 

White Mountain Apache people. She told me about growing up on the reservation and 

going away to boarding school and college. She taught in Tucson and worked with Dr. 

Hughes. She returned to the reservation twenty years ago to raise her sons and serve as 

principal of the school while her husband realized his dream of creating paintings of the 

Apaches. She speaks of it as "coming home." 

A Special, Special Legacy 

When I returned here to be the principal at the Whiteriver Elementary School on the 

White Mountain Apache Reservation, Mary Riley came to see me. Her name had been 

Mary Velasquez. She was sort of a matriarch in this tribe. She had been on the tribal 

council and she's a mother and grandmother and great-grandmother to a very large famih, 

an outstanding family. She came in the office and she said, "Ah, you came home" and I 

said, "Yeah, I came home." I have fond memories of her sitting in the back\'ard having 

coffee with my mom. 

She said, "You know, I want to tell you a story about your mother. I've been 

thinking about her. During the great flu epidemic, the big flu, your mother and father rode 

out across the reservation and on the horses on one side was a big can, a milk can, you 

know the old milk cans, full of milk and on the other side was hot soup and they carried tar 

paper and they would go from camp to camp and the tar paper was because people were 

lying on the cold ground. They were so sick and your mother and father would go and 
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give them tar paper to protect them from the cold ground and give them hot soup and warm 

milk and pray for them. I've never forgotten it. Your mother was so young and so thin 

and so beautiful." 

They always called Daddy Imshood, the Tall White Man. They called me Inashood 

bizhaazke when I was a little girl. His Baby, the Tall White Man's Baby. 1 thought that 

was a wonderful story that Mary Riley told me. I used to think about it and imagine Mom 

and Daddy all over the Reservation on horseback with these gigantic cans of milk and hot 

soup. It's a special, special legacy. 

My father was a Lutheran missionary and in 1910 they came to Arizona from 

Wisconsin. They had just married before they came. My mother was a new bride. They 

were to come to this Reservation, to the White Mountain Apache Reservation. 

Interestingly enough, they got to Globe and they didn't make it to Whiteriver until six 

months later because they couldn't get across the Black River in wagons. They had to go 

clear back around to Holbrook, clear around I guess into New Mexico and finally came 

down here from Holbrook. So all that time, here's this young man and his bride trying to 

get to their station. They came and lived at East Fork, which is out about four miles from 

here. They started an orphanage there and a school. They even built the benches. I ha\'e 

pictures of that. They built the school benches and my mother took in all these orphans. 

They had them in apple crates and things like that. They were always sending back to 

Wisconsin for help from their family, financial help to keep this going. We have wonderful 

old photographs of that. In East Fork I think they had four of us children. 

They built a church. It's still standing there. They built the orphanage and then 

they moved over into Whiteriver. They built a house here. I think two or three more of us 

were bom in that house. The family was growing, so they built another big house next 

door, which is still standing over there. Our family home is still over there. The rest of us 

were bom there. I was the youngest of all the children. There were nine of us, one 
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adopted Apache, and then four other Apache children were raised in our home, so on and 

off there were fourteen of us. Winona was bom in 1912. She was bom on the day 

Arizona was made a state. She was the oldest. I was bom in 1934 and I was the baby, so 

there was somebody every two years, girl, boy, girl, boy, girl, boy, a girl, boy, a girl. 

I had to leave the Reservation to go to high school. At that time there was no high 

school on the Reservation. We all had to go away to boarding school. At age eleven I 

boarded the train at Hoi brook and went to Minnesota. I'd never been off the Reservation. 

I was big-eyed and scared. I went to New Ulm, Minnesota to boarding school. What an 

experience and what a change it was. It was a Lutheran boarding school, a high school, 

and part of a college. It was quite academic, quite challenging and that was good. It was 

much too far from home, but it was a wonderful education. There was lots of emphasis on 

the arts and music as I'm sure all church schools do, but certainly Lutheran schools do, and 

the humanities and so forth. So I was a lonesome little eleven year old girl, but gettmg a 

crackeijack education. When I graduated from high school I was determined I was going 

to go to school somewhere nearer to home. No more Minnesota. I wanted to come to 

Arizona, so I came to the University of Arizona. I think eight or mne of us attended the 

University of Arizona. 

The University of Arizona had a house, well, it was like a sorority for poor girls 

and it was called Pima Hall. It's still there. The wonderful building is there. My two 

older sisters were charter members of it. It was started so that poor, bright girls could have 

the experience of living and working together as you would in a sorority, but we did all of 

our own work. We did our own cooking, our own cleaning, our own washing, 

everything. It was a wonderful experience because all of the young women that were in 

Pima Hall were valedictorians or salutatorians from their classes. Of course we all had to 

work because missionaries do it for the Lord not for the money, so I worked. I did 

housework. That was a learning experience. We grow by suffering. I would run out. 
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catch the bus and ride out to the end of Speedway and I did housework in people's homes, 

those ranchettes out there. Then I also worked as a docent of the Kress Collection in the 

University Art Gallery, which was a quantum leap from the housework. One served the 

mind and one the body and both helped to keep the ship afloat, which was always in 

danger of sinking because you never had enough money. 

I remember my sophomore year. I was just flat out and you know none of us could 

ask Daddy and Mama for help because there were so many of us. My brother was also at 

the University in engineering at the time and there was another one in graduate school. I 

thought, well, this is it. I'm going to have to just quit for a year and work and try to get 

enough money to come back. God works in a mysterious way. Just about the time I 

decided I'd better just call home and say I'm flat out, the very next day as I was beginning 

to pack up, I got an award for Outstanding Sophomore Woman and it paid for things. OK, 

thank you. Lord. We'll do this another year. I had to find one of those each year to make 

it. It's a riot and you know it builds character. 

At first I wanted to be in music. I wanted to be m voice and then I realized 

nobody's ever going to get a job m voice unless you got to go to the Met and girls from 

Whiteriver haven't done that a lot, so I decided on history. One day they herded us into a 

room in the College of Education and they said we feel we need to tell you what fields in 

education just aren't hiring right now, which actually was rather forethinking of them 

because it did give kids some kind of an idea that maybe you are barking up a tree which 

you are never going to climb. Well, sure enough one of the things they said was that there 

was a glut of history teachers at that time. OK. So I changed to young children. ActualK' 

I think it was always the love of my life. I think that even when I was a little girl, young 

children were the love of my life, but history was my passion and still is. It's my 

avocation, my love, and so again God works in a mysterious way. I immediately switched 

to elementary education. Of primary importance in a family of ten to fourteen is that we do 
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have to have food on the table so we all learned that very early on. Somehow in my heart, 

although I was stricken that day, I always believed that someday I would go back and get 

my doctorate in history or something. That was the path not taken. I knew in my heart that 

really what I should be doing with my life was to be with young children, so that worked 

out fine. 

I finished my years, my preparation years. We didn't have any Ken and Yetta 

Goodmans then. I look back at some of the visiting professors I had who I think made a 

mark on my career. I think teachers that I knew maybe had more of a mark on my career 

than a lot of my college preparation at that time. 1 think that's changed. I did my student 

teaching in Tucson Unified District and in the fifth grade. I knew I was in love forever and 

ever. My first job was fifth grade at Pueblo Gardens School, which was a delight because 

Pueblo Gardens was middle-class to low middle-class. It eventually moved into a lower 

economic strata, but we had the first integration; in fact, 1 was one of the first teachers thai 

had a black student Pueblo Gardens became a kind of amalgamation. It became very 

diverse and that was exciting. I loved it and those years are still among the most exciting of 

my life. I still hear from those kids. Some of those youngsters are grandparents, some 

come up here to see us. We correspond, 1 don't think anybody quite relives the joy of 

those first years of a teacher. You're so in love and maybe in some ways wonderfully 

naive. 1 look for that when 1' m hiring teachers. I like some that are wonderfully naive and 

are tremendously driven to do the best. 

1 had really wonderful experiences as a National Science Foundation teacher. Then 

in Tucson they had a master teacher program where master teachers gave demonstrations 

and all the principals and all the teachers of that grade level came to visit. Eventually I was 

the person plaiming the demonstrations for younger teachers. I'm sorry that many of those 

things have changed because potential master teachers were nurtured. They were identified 

and they were reinforced. They were motivated. Some of those people are still my closest 
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friends today. Some are still in Tucson and retired and some of them are in other places, 

but I think everyone that served in that role became lifelong friends. 

So through ail of that I was selected for the Helping Teacher Program. I think it 

was one of the best programs in the country. They took master teachers out of the 

classroom for two years and they helped other teachers. It was really a supervision role. 

We called it helping teacher to take the onus off of it, you know, so that we could really 

bond with teachers and they would see us a colleague not as a spy in the sky. What a 

wonderful experience. It was fabulous. I did that for two years and then you were to go 

back to the classroom. That was the philosophy of that program, which was a verv' good 

thmg because all of these people went back into schools and they made an impact there. 

There were helping teachers in music, in art, in the academic areas, which is what I Wcis 

You learn so much. You leam probably more than you teach, then you go back and all of 

this expertise is given back to the schools. They never should have dropped the program. 

It was wonderful. 

So at the end of that time I went back to Pueblo Gardens. It was like coming home 

and by George, after all those years, I got pregnant. This was a miracle because we had 

been trying a long time. My husband came to the University of Arizona as a veteran. He 

had just come back from overseas in the Korean conflict. He was an artist and he came and 

joined the art department at the University of Arizona. He became the art assistant, student 

assistant or something. While I'm guarding the Kress Collection, he's courting. We 

married the first year I taught, so all those years we were waiting for these little gifts to 

arrive and they did not I got pregnant and it was wonderful and very exciting. 

Unfortunately, due to doctor error and some other things, we lost our baby at birth. I had 

resigned my teaching job because I thought I was going to be a mother for the rest of my 

life. The Tucson Public Schools was wonderful. They said come back, what do you 

want? 
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Well, I came back as a television teacher. The University and Tucson Unified 

District had a joint project through the University television station. I taught science and 

social studies on TV for fourth, fifth, and sixth graders. That was a riot. It was the early 

days of educational television. We would send out lesson plans to all the teachers, then I 

would teach and I would have all these guests on the show. The only thing that was bad 

about it was there were no children hanging around. You're talking to a camera. That's a 

whole different thing. 

At the end of that period, 1960, well it was the big day, the crowning day of the 

federal programs. There was Headstart in '65 and then following on the heels of Headstart 

was the Title I grant. Every district in the country was scurrying to see how they could 

best spend this money. 

About that time, I met Dr. Hughes. The first time I ever saw her was when I went 

to a seminar on creativity. She had at one time done work with Torrance or perhaps 

Torrance was her mentor or maybe she had done some of her graduate or undergraduate 

work under Torrance. This seminar had nothing really to do with early childhood per se. 

It had to do with creativity in children and recognizing creativity and assessing creativity. 

I've never forgotten it because I was so fascinated by her. I remember we had a grid and 

there were squares on the grid. She showed us how creative children used those gnds m a 

creative way and we analyzed that. 1 thought it was wonderful. I never thought at any time 

that I would be working with her. I thought, well, she's been brought to the University to 

enhance the College of Education's creativity in the classroom, maybe psychology. I really 

didn't know that much else about her. It was quite a revelation to me to find out that 

actually she had done all of this research in the area of stimulating young children and earK' 

childhood education. 

I always considered myself an intermediate person. I loved the intermediate 

curriculum, junior high curriculum because I was still in love with history. But Jewell 
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Taylor of the Tucson Public Schools made the invitation to me to join this project that Dr. 

Marie Hughes from the University of Arizona and the Tucson Unified School District were 

having. It was to be a joint prc>ject between these two entities which would also be like a 

prototype that other districts and other schools could emulate. What an opportunity that 

was, so I totally did a 360 degree turn. It was of course a very eariy primary project and 

we didn't even have kindergartens then until the model cities kindergarten project was put 

into various schools that were used for the Follow Through and the TEEM. Those 

programs were all coming together too at that time, so I chose to become part of that staff. 

I was a program assistant and worked in many schools especially on the testing. 

Dr. Hughes's love was creativity. That's the way I first became acquainted her. It 

was through the work she had done on creativity on young children. Dr. Hughes was our 

mentor, our leader. She walked in somewhat rarefied air. She was the heart and the mind 

and the intellect behind this and in one sense we were the grunts, you know, the front-line, 

the troops. She was the general and we were out there fighting the battles. I think she 

brought to us so much in terms of theory and rationale and research. Oh, I remember we 

explored the early stimulation of babies. I mean the sort of thing we had never been able to 

do unless we were working in a doctoral program in early childhood or something. She 

wanted us to be on the forefront of knowing ever}' thinker in early childhood. We brought 

to her reality. We were teachers. We'd been on the firing line. We were classroom 

people. I think in some ways it was a wonderful combination and she picked top-drawer 

people. 

If I look at the group I worked with in that project, and we're still all friends today, 

what wonderful women. We all took different roads after that. Some went into doctoral 

programs and are teaching at universities. Some became principals. I wanted to come 

home to the reservation so I could raise my boys here. We all took different roads, but I 

think we've always kept in touch through cards. I think we all had a tremendous resf)ect 
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for each other. Some of us brought a little comic relief to the group and it was certainly 

needed because we were in serious business you know. Sometimes for some of us a little 

too serious, so I think some of us brought humor to it which was a leavening agent 

That's needed when people are walking around in heavenly air, but we sat at her feet. 

There's no question about it We sat at her feet We were like sponges. We were all 

soaking up things. Most of them had been early childhood people. I had come from the 

upjjer grades. I think I brought something to them, some reality to that and certainly I 

learned so much about children and how they learn. It's held me in good stead all of my 

life. 

I would say Dr. Hughes was kind of queenly. She lived in a lovely home. Her 

husband Red had suffered ever since the First World War. They were a lovematch. She 

had taken care of this dear man since he returned from the war. He was very ill. I don't 

ever remember a time when he was really not ill. We would go to her home and sit on the 

patio. She was such a gracious hostess, the hostess with the mostest. We would have 

some of our staff meetings in her living room. She had a lovely covered patio and we 

would sit out there. We would have our staff meetings on Friday and we would go 

trouping in there, the troops coming in from the trenches and she would start m by saying, 

"Girls, where are we going to lunch today?" Those years were the golden days. It was a 

Camelot. It was kind of like the way they talk about the Kennedy years. It was a 

wonderful time of learning, a wonderful time of collegiality. We were bright and excited 

people combining the efforts of the University and the school district I like to think that 

some of the things we did influenced education across the country because Follow Through 

had outreaches all over the country, fourteen districts. 

When we began as neophytes we did a lot of testing. Dr. Hughes believed so 

strongly that we had different ways of judging children's giftedness as well as their general 

abilities and skills. We took around touch boxes. She was very big on intellectual kits. 
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touch boxes and anything that evoked language. I mean any experience that would evoke 

language where there would be a tremendous amount of interaction between children and 

children, children and adults, children and media. One of the things we used was pop 

together beads. We would sit with children. What a delight it was. Gosh, what a cushy 

job to just go eu-ound and sit and talk with kids. I loved it. We had children just beginning 

to order in sequence. Dr. Hughes was of course a Piagetian and we did a lot of things with 

the Piagetian ideas, floating and sand and all of the things where you can watch children's 

minds begin to order their existence whether it was preoperational or concrete or wherever 

they were depending on their age. We'd go around and we had little boxes, a green box, a 

black box, and a white box and little cars. We would say, can you put the black car in 

front of the white box. What we were actually doing was testing for the basic main 

concepts which we all know kids must have in their data bank before they are going to 

make sense out of print. The pop beads I remember and the boxes and cars and then there 

was the asparagus in the touch boxes. We still laugh about that We all make jokes about 

the asparagus. You know the child puts his hand in the touch box and talks and you record 

everything. You have a tape recorder eind you' re recording. 

We did a lot of things with tape recorders. We recorded children's responses in the 

beginning of the year, particularly the babes when we got kindergarten eventually or first 

grade. Then you recorded them again, if not in the same situation, a similar simation, 

midyear and then again at the end of the year to watch growth and syntax and fluency and 

so forth. That was very interesting. Dr. Hughes was very heavy into bringing sense to 

print. In order to do this we must give the children the background of the experience. We 

must give them that anticipatory set. How can they read about the ocean and make any 

sense out of it if they have never seen an ocean or if you can't provide them with at least a 

secondhand experience. You know we never started a unit on the sea without bringing in 

the nets and the flippers and the sand dollars and the wonderful books and the slides and 
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things for kids to touch. Dr. Hughes's idea was, and this is oversimphfying, but to me it 

was that children must have this tremendous background of experience. They've got to 

have something to think about before they can talk about it. They have to be able to talk 

about it and think about it before they can read it. A lot of her emphasis was the 

experiential. Those were the four things—language development, experiential development, 

intellectual development, self-esteem and later we added parent involvement. Those were 

the tenets of the program. We stimulate the child in the area of language, in the area of 

intellect, in the area of experience and from all that we'll build self-esteem to make the child 

a self-actualizing learner. So in very simplistic terms I would say that is where Dr. Hughes 

was coming from. This is how children learn and you give them a rich, rich environment, 

an environment rich in things, in books, in activities, in experiences, in people, and then 

the learning will emerge. Dr. Hughes didn't believe in any direct teaching. I think she 

believed pretty much in emergence. That children surrounded by beaut\' are going to 

experience beauty and maybe even create beauty. Children surrounded by print are 

eventually going to read. 

Maybe it comes from my background in training with Dr. Ruth Strang, who was 

also at the University of Arizona when Dr. Hughes was, but 1 found after three years the 

children had trouble reading. They were verbal. They were fluent They had good self-

concepts. They were a delight to work with and seemed to be risk-takers. They interacted 

well with each other and adults and the materials. They couldn't read squat. That's the 

truth. I remember some of us coming and saying, wait, we have done wonderful things, 

but these kids are not reading. We had talking murals in every classroom. They weren't 

even reading the words on the talking murals that they had seen since first grade. We had 

done the project and its philosophy and wonderful things, but we hadn't made that other 

step. 
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ril never forget walking across the University campus and seeing Dr. Strang. She 

came and put her arm around me, "How are you, dear?" I say, "Fine, wonderful. It's so 

wonderful to see you." I loved her. She just patted me on the shoulder and said, 

"Remember dear, we can build self-concept by teaching children to read too." That's all 

she said. We kissed and hugged and off she walked. 

For some of us that was a reality check. We were coming in and saying these are 

all the wonderful good things that we have done and we did and those classrooms did 

wonderful things for kids. If you had taken those kids and put them next to some uptight 

middle-class kids who were always scared, is this a test, am I going to flunk, sit and be 

quiet. Try to get them together in a cooperative group and you have a disaster. The kids in 

our program had all the attributes. They worked together because that is the way their life 

had been since first grade and eventually kindergarten. They worked together in small 

groups with lots of interaction with adults. There was multi-media, classrooms full of art, 

beautiful things with the inculcation of art and music and movement and all of the things 

that we believe in for young children. There was painting every day in every classroom 

where there were several mural type easels. Take all of that wonderful self-confidence and 

fluency and bring it to print. That would be an evolution in the program right there. 

I used to think, my goodness, at the University of Arizona we had two of the great 

thinkers in education. Dr. Hughes and Dr. Strang. We really did and how sad that their 

worlds did not connect. They were very different in personality, maybe in thrust, but what 

they could have brought to each other and through that to education. It's awesome. I 

always think how fortunate as a young fired up teacher I was to have the benefit of being 

with both of those grand ladies. 

Tucson was the exemplary project. There was the aspect of combining the 

resources of academia with the public schools. I think this was wonderful. There was the 

aspect of taking bright young teachers, some weren't so young, some of us were, and 
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mentoring them to become mentors, training of trainers sort of idea, which is supported by 

ail the research on leadership and supervision. That was pretty innovative actually. We 

gave teachers constant inservice training. I mean they poured a lot of the money into that 

Schools don't do this anymore. One of the goals was that we must keep teachers abreast of 

every bit of research, every iimovation and then we have to give them the resources to use 

it and then we have to give them the support to evaluate whether it's working or not. That 

was really to me the heart of it You gathered the research and you made sure it was real 

research and not some gimmick. There was the aspect of giving teachers in school the 

money, the resources, the training and the support they needed to really irmovate and to say 

we are there with you. There was the notion of parent involvement. We came late to this 

in the project I think we should have been involving parents from day one, but there was 

so much to do, so many changes, such a quantum leap. 

Dr. Hughes believed strongly in the concept of change agent. She believed that the 

reason many projects fail is because they don't have a change agent there that is sort of the 

support of the teacher, the person who keeps feeding in ideas, who reinforces what they're 

doing, redirects the teacher in a different way. This was certainly a different way of 

working with kids. 

The Tucson Unified School District had very structured pnmary classes. I 

remember the primary as very structured when I first started teaching, so this was a 

quantum leap. There were people who could not make that leap and never did. At one time 

the Superintendent even offered people that if you caimot buy the philosophy that's OK, 

but you need to make a transfer out of the project It was quantum, you know, going from 

very structured children in rows with pick up your pencil with your left hand, put it in your 

right hand to an emerging environment in which kids do their own learning and there's 

multi-media and things happening. There are field trips and tasting and cooking. We 
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would buy tons of groceries for these teachers because tasting and cooking was in Dr. 

Hughes's mind developmentaily appropriate and of course she was right. 

So we did tasting and cooking, talking and field trips and walks and movement and 

fingerplays and all of the things that evoke language. We had loads of manipulatives. I 

think I bought enough cuisenaire rods to build the Brooklyn Bridge. We had geoboards, 

pattern blocks, you know all of the things. Her belief, with Lilian Katz and others, was 

that children at this stage whether they are concrete or preoperational or whatever stage the\' 

were they have to have the opportimity to manipulate their environment and make sense out 

of it with the caring, warm adults building the environment and giving feedback. The 

language will build and fluency will build and confidence will build. That was the idea. 

They were the very things that the proponents of developmentaily appropriate practices 

advocate. 

I spoke at the TEEM Follow Through 20 year celebration in 1988. I had to laugh. 

They came out not too long ago with the book on appropriate practices for young children. 

There isn't one thing m that book, not ONE, that we were not domg in the project with Dr. 

Hughes, not ONE. We all laughed about that We had all these photographs along the 

walls at the University, all these murals and photographs from the project. We walked and 

looked very nostalgically at those, we pioneers you know. I said, "Girls, look up there. 

Every one of those things on that wall is in the appropriate practices book." I mean there 

wasn't anything that was not supported by early childhood research that was not done in 

that project 

You know you can never sustain a passion. There isn't enough money in the 

world. There aren't enough people in the world to maintain that kind of venmre. What 

you hope is that if you've done your job that at least some salient points of the program will 

be self-sustaining. I think you're naive to think it can go on in that intensity. 1 think Alice 

Paul and her program tried to carry on, but you're never going to. You're not going to 
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relive that and especially in the day and age when we have a tremendous conservative right 

wing push for back to basics, phonics, spelling. 

I wish we'd get over that phonics business. Any good teacher teaches phonics 

within the construct of any lesson. Phonics is a tool. It's not a strategy. It's a tool and all 

good master teachers use every tool to help children. Phonics actually teaches spelling 

more than it teaches reading, but there's a place for it. Some people believed that Dr. 

Hughes did not believe there was a place for phonics. I don't believe that. Some people 

say that about Ken and Yetta Goodman and that's not true either. It's bandwagon kind of 

stuff and at the expense of training good master teachers to look at each child individually 

and analyze where that youngster is. One of the wonderful things that Ken and Yetta 

Goodman do is they say talk to kids. You say," Why do you think you had trouble with 

that?" You'd be amazed what comes out of their mouths. They know exactly what their 

reading problem is. Ken and Yetta have done the most marvelous job in uying to help 

people to allow children to tell us what it is that's hanging them up. Ken and Yetta became 

sort of heroes of our project because they were reading people and believed so strongly in 

so many of the tenets that Dr. Hughes believed in and we believed in. We were luck\' 

again. The University of Arizona lucks out many times. I mean they got Ken and Yetta 

Goodman forever and what a wonderful treat that was. It was the right time, the nght 

place. 

There are parts of the project that will always be for me a constant and were before 1 

ever met Marie Hughes. Integration across the curriculum, trying to bring relevance to 

children's lives, warmth in the classroom, the feeling of family, purpose, loads and loads 

of linguistic interaction, giving corrective feedback to children in a way that builds on their 

language, does not stifle it, the belief in Wittgenstein that the child's first language is the 

mirror of his soul-those things are constants with me. I believed them before I ever got to 

that project and I've continued to believe them. There are other things we have adapted 
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because we work with Apache children. Because of the needs in the difference in the 

culture of our children, we have field trips and get children out of the classroom and bring 

the world into the classroom. That was one of Dr. Hughes's beliefs. That was her credo. 

I think we all believed that and do to this day. If we had all the money in the worid that's 

what we'd do every day. Put kids on buses and take them places and look at the ecosystem 

and go to museums and ballets and so forth. Some of those things are constant. You 

would see them reflected in the classrooms in this building because of course we hire 

people that we think hold to those constants. Teachers are not square pegs that go into 

square holes. If you try to make them that you're going to be sorry, because they'll either 

rebel or there'll be benign rebellion. I don't think that's the way we work with teachers. I 

don't think that's the way we work with children. 

So we returned to Whiten ver. My husband. Max, is an artist and he wanted to get 

out of the city. We loved Tucson and I loved my job in Tucson, but Max never felt 

comfortable in that environment. He was raised in a small town in Kansas. He wanted to 

paint, wanted to paint the Apaches actually. He wasn't sure he wanted to raise his boys in 

the city. We came home when Jimmy was eight and Mark was four, so Mark really 

virtually knew no other home than Whiteriver. Jimmy remembers Tucson and remembers 

our pretty house and that kind of thing, but Mark doesn't remember anything but 

Whiteriver. They were bom in Phoenix. They're both adopted. They are a blessing 

forever and ever AND EVER AND EVER AND EVER. 

Mother was still alive when we returned 20 years ago. My brother is here. I 

wanted the boys to have some time to gain from the grandmother before she died. Their 

grandfather was dead. I thought this is a very special thing. I also wanted them to have the 

church experience in the church where I was raised with my brother as their minister. I 

brought them home every summer and every Christmas. I brought them up here because 

Whiteriver was always home. I never referred to Tucson as home, which sometimes used 
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to irritate Max. He'd say this is our home. We had a beautiful house you know and so Td 

say, oh, well, of course, but I'm talking about "home" home. You know there's an old 

saw and it's really not so cliched as it sounds that you can take them off the reservation but 

you can't take the reservation out of them and I think for my brother and me it is true. We 

were as imbued with that as Apache people are, you know. I always talked about going 

home and I wanted the kids to be raised, frankly, and this may sound odd to some people, 

but I wanted the kids to experience being a minority. I think that it deepens your 

understanding. I think in the world to come the demographics of the world are going to be 

such that in many places where my children may choose to live the white middle-class 

people might be in the minority and we know that this is true in Califomia, Arizona, and 

New Mexico. 

My son was called up to Fort Lee during Desert Storm. I thought he was going 

overseas. He's a Marine. He's now Marine Reserve. He was nght m the middle of his 

senior year at the University, but he was called up. He went to Fort Lee and he got stuck 

there because they gave him extra training. And as the Lord would have it, the war ended 

before he went over. He said to me, "You know. Mama, being at Fort Lee, Virginia has 

made me eternally grateful that we were raised in Whiteriver." He could not believe the 

extent or the intensity of bias and prejudice on every side. I mean it was amazing to him 

and he said, "Thank you. I'm glad that we were raised in Whiteriver." They will always 

think of Whiteriver as home. 

It has always been very special to me that I was raised in two cultures. We had our 

German traditions. Mom and Dad spoke German. It was the language of love in our home 

between my mom and my dad. All of us took German at one time. There was a modicum 

of German culture in a lot of the things we did. It was just something which was a little 

strain in there that was interesting, for example Christmas things. You could feel that 

influence although my parents both were bom here, my great grandparents came from the 
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old country. Then the Apache culture, which has never, never ceased to be something 

beautiful to me and then we sort of had our own culture. We were different you know. I 

went away to boarding school with all these midwest kids and I knew somehow we were 

quite different We had been raised in a different way. I think there was always a feeling 

of specialness. I think also being in a huge family made a difference. 

My first child who died at birth was buried in our cemetery here in Whiteriver. M\' 

mom and dad are buried up there, so that makes this place special too. You know there 

always is an Apache way. Maybe in our hearts it is where your loved ones are. We' re 

going to have a family reunion. We have one up here every summer. This might be our 

last one up here because my brother after 50 years is retiring. It's ver\' hard for me to 

imagme. That church was built in 1912 and the only pastors that have ever been there ha\ e 

been my father and my brother, sort of a dynasty of service to the Lord and the Apache 

people. You know that's going to be a dramatic change. 

My parents were pretty special. When I was principal of the year for Arizona, 

National Principal of the Year, and the papers came and interviewed me. It was mteresting 

that I would make a tribute to Mom and Dad. There's a picture in the paper of me with 

children talking. The interviewer asked something about being raised by missionanes and I 

said something about the gift was that my parents were never judgmental about anyone or 

anything. I mean they had a special acceptance of everyone. That's probably why the\-

were very successful. It wasn't a matter of coming in and letting people know that 

everything they did or their language or their culture or their beliefs were either primitive or 

stupid. That wasn't the way it was at all and that was a gift to me for a person who was 

going to be an educator. I'm the only one of the sisters and brothers who's a teacher. We 

had engineers and a minister and nurse and librarian. I'm the only one that chose to 

become a teacher and what a gift that was. 



214 

I'm 61 years old and I've been doing this 42 years. I think we need to be eclectic. 

We need to say not any program works for every child. We pick and we choose and we 

look at the child's modality. Our children are visual. Apache children are visual. Most 

Native American kids are visual. Well, some of these phonics programs are all auditory. 

They work for some kids. I would profess that for visually learning children that's not 

enough. 

There are still schools that are proponents of Dr. Hughes's work. Teachers were 

really taking a risk to be domg a lot of these things. I think there are still teachers across 

Arizona using Dr. Hughes's ideas. I'm not sure that it's easy. Every ten years we go 

through it's the schools' fault. We've got drugs and promiscuity and Sputnik on the 

doorstep. Schools suffer that way. Schools have become the slaves of society not the 

servant. 

Marie Hughes was one of the true proponents of the whole child, the natural child. 

She was totally child-centered and a believer in child-evoked, child-initiated education. 

There are still teachers and schools that were in the project where you walk in and you see a 

very child-centered, child-oriented, and even child-initiated program going on. You'll see 

others that are back-to-basics. It depends on what the district has done. 

As a principal, I try to pick the very best people and then make a nurturing soil in 

which they can grow. I think we give them opportunities to grow and we reinforce their 

growth. I look for team players. Team players, but people that are very individualistic. I 

don't want sheep, but I want them to be able to work with other teachers. They have to in 

this big building. In the way that we operate and how huge we are and the large number of 

children we have in classrooms, they're going to have to work together. We do have the 

team concept. Every grade level is a team. They have a team leader. So I'm looking 

simply for team players because I think you can't engender that in kids unless you firmh 

believe in cooperative learning. Cooperative learning is a natural with Native American 
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children. It's a natural. So if you're going to teach kids in a cooperative way and allow 

them to operate in cooperative ways, you can't do that unless you're experiencing that 

yourself. 

People in my graduate classes say, "Myma, what's the first thing you look for in a 

teacher?" I would say enthusiasm. I can teach young enthusiastic, bright teachers how to 

teach. I can't teach them attitude. I don't think we teach people attitude. 1 truly do not 

think that. I think your attitude is set by the time you have graduated from college and you 

come to us. You may hide it and you may look good, but if it's not there I don't think I 

can teach it. I can't teach somebody to believe in integrative learning, thematic units. I can 

teach them how to integrate whole language throughout the science program or I can teach 

them about Reading Recovery or individualized reading, but 1 can't teach them that inner 

feeling that we need to have for people, not just children, but people. If you have it for 

people you have it for children and vice versa. So, I say enthusiasm. That is what I look 

for in a teacher. I love it when they come bouncing in here. Enthusiasm, something that 

shines in your eyes when you talk about children and you can't phony it with me. You 

can't phony it with me. "I just love Indians." Excuse me, how many do you know? You 

know, that's the wrong tact to take with me, "I just love Indians." I say, "Excuse me, 

what do you mean by that? What do you mean by 1 just love Indians?" Somebody ought 

to warn them off on saying that before they come in. I think it shows in your eyes. I don'i 

think you can phony up that one. It's how you really feel about kids. I have teachers 

who'll be standing in the office and maybe they're just feeling rotten and telling me they 

probably aren't going to make it far because they've just thrown up in the nurse's office. A 

child comes in and the face changes, "Sweetheart, are you waiting for you mother?" I 

mean that's the way we all are in this school. Children love to come into the office. 

I think one of the unfortunate things in Dr. Hughes's life was that she did not come 

to Tucson until she was older. She came almost at the point in her life where 1 am now. 
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r m in the final trimester of my career and life. Of course she always had Red to take care 

of and I think that changes things. I think your life changes when you have the 

responsibility for someone else in your home. That's not saying it curtails your life. It can 

make your life very rich. Red was her responsibility, so I think you had a couple of things 

there. She came to Tucson later in life and she'd always had that responsibility for Red. 1 

think in Tucson she had a strong group of people around her, especially younger people. 

They were brought into her sphere of influence. At that time in her life she probably 

needed that the most, but then she left Tucson and left her home. Her home was lovely 

She loved her home in Tucson, but she left and went to a new venue where there wasn't 

that circle. I'm sure she developed friends there, but I'll bet it was lonely. It probably was 

lonely because I mean, gosh, I think of how many of us there were hanging around there 

and had jobs in Tucson. Some of us left of course. Some of her original group went to 

Califorma. 

I think Dr. Hughes respected me as a young educator. I'm not sure she felt 

motherly toward me. I think there were some she did. You also have to remember she did 

not have children. If you don't have children and you're a woman and an educator, it does 

take on a motheriy asjject. Some people kind of rebelled a little bit because you know she 

didn't pick earthworms. We were all strong and educated and being educated. Some of us 

were younger than others. Some were working on their doctorates. I think some of us had 

some pretty strong ideas of our own. I think we always respected her feelings. That was 

one thing that permeated our work. YOU NEVER WANTED TO HURT DR. HUGHES 

OR UPSET HER. I think sometimes she was upset at the bureaucracy at the university. 

Somebody said one time that she would have made a great queen. I mean queenly, a 

queenly lady. You know how it goes when you're in an instimtion. There's not much 

room for queens. 
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I never saw her blow up or anything like that. That would have been kind of fun. 

Sometimes we did, those of us, the workers, you know the worker bees, sometimes we'd 

get together and vent, which is healthy as long as it doesn't overpower every other good 

thing. I don't think I ever saw her angry at any of us. She may have felt that. Sometimes 

she may have gotten frustrated with us like you do with any flock of chickens. We went 

beyond chicks. We were hens. 

She was a fascinating lady. Fascinating. Very multifaceted. Knowing what I have 

learned since then, it's real interesting to look back at what a fascinating experience that 

was. It is worth a book. Those women are worth a book. She is worth a book. Just the 

kind of interactions that took place, the kind of growth we saw and that was awhile ago 

too. If all of that were happening now, it wouldn't be as unusual in the 1990s as it was 

then. So much has changed since those days. 

We met every week on Fridays. It was collegial, social. We always went to lunch. 

It was certainly professional. We would come together. There would be a time of waiting 

for Dr. Hughes to join us. People would have coffee. Honestly that was a real good thing 

for us. Our jobs were stressful. We were to be change agents as Dr. Hughes called us. 

Change agent is one of the more stressful jobs I think in this world. Those of us with the 

public school were supposed to be everywhere on time and if we were late to a faculty 

meeting we were called down. We found the waiting for the meeting to start took awhile to 

get used to. Usually we would come together and have coffee and then Dr. Hughes would 

come in to join us. She would bring in different people to speak to us. You know we had 

many of these people that worked at the university level who were the pjeople that were in 

research, in anthropology, sociology. She had a big staff there of people that interacted 

with the writing of the project and with those of us who were the implementors. So during 

that professional time we would have these discussions. Sometimes she would bring us 

some piece of research. That's the part I always liked. Then we might interact with some 
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of these people. There might be some sharing around the table of what was happening in 

our schools or a reporting about the testing. 

Then we would go to lunch. I remember those times as being extremely collegial, 

not as structured as situations that we'd been in and maybe that's good. Maybe Dr. 

Hughes sensed that she had a group of livewires and too much structure might have 

presented problems. Some of us would have been wonderfully adaptive and some of us 

would not have been. Sometimes the older members of the group would say to us younger 

rebels, "Don't talk about that. That might upset Dr. Hughes." I don't know that that 

actually came as much from Dr. Hughes as it came from the fact that people were ver\' 

protective of her. It was kind of like this. There was Dr. Hughes and there was the first 

group and there was us. The first group had been with her longer. They had been there 

from the conception and inception of this program. We were coming m and sometimes 

maybe we were more insensitive, but we were just coming from classroom and 

supervision. We were pretty much in the real world you know, the classrooms and 

schools. In retrospect I'm not sure how much of that was Dr. Hughes setting that tone or 

if it was ourselves. Maybe it was almost like she shouldn't have to deal with the grunt 

work of it. She has the great ideas, the imibrella ideas and maybe even our feeling was that 

if it didn't work we should be making it work. My goodness, we had this research and so 

forth. 

It was a privilege to work with her. I've always felt many times that I was ver\' 

fortunate to be in the right place at the right time. I felt very fortunate to be a teacher in the 

Tucson Public Schools in those days, very fortunate. It was in the early days. I know lots 

of water has gone under the bridge and lots of things have happened. It was smaller then. 

There was a feeling of acceptance and innovation. I think there were high expectations for 

excellence. I've always been glad that I started my career in Tucson. Never anything but 

glad. Jewell Taylor had a verv' strong influence in the district and then to have happened in 
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life upon Dr. Strang. I had a personal affection for her, not just as a professional. I 

admired her as a human being, as a woman. Then Dr. Hughes came into my life and 1 

thought, boy, you know I was just walking around at the right time. You know we all 

were. I hope some of the rest of them feel like that. 

We were at a perfect time, the 60s. My goodness, the crazy 60s. Well, people can 

talk about the crazy 60s, but there was more information coming out in the 60s about how 

kids leam than there ever was before in my years or ever has been since. I mean there was 

a whole push on how do kids leam. It was an exciting time to be a teacher, to be alive and 

on this earth. I'm really grateful for the people that impacted on me. I like to think that 

there are some that are real grateful to me. I guess that's what it's all about. What else do 

you have? What else do you have than someone feeling later that they do something or 

learned something because of you and vice versa? That's how 1 think of those years. I'm 

eternally grateful and I'm also grateful that I left and came to Whiteriver, eternally grateful. 
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Alice Paul 

I first interviewed Alice Paul the fall of1994 in her TEEM office at the Education 

Annex of the University of Arizona, which was a few blocks from the main campus. This 

was one of my first interviews for my study on Dr. Hughes. I had a new tape recorder and 

had checked it at home, but when I got ready to use it I could not get it to record. I wrote 

fast as Alice talked to me. 

My next interviews were in 1996 with Alice in her office on the eighth fioor of the 

Education Building at the University of Arizona. I was doing an internship in her 

elementary education block for preservice teachers. I had my tape recorder and it was 

working, but seeing Alice's hesitancy about being taped I asked her about it. She told me 

that she would rather not be taped because she felt she would be rambling and going off the 

subject. I honored this and took notes. 

The phone rang and while Alice was on the phone I looked around her office. A 

collection of turtles were exhibited on top of a bookcase. I knew about Alice's collection of 

turtles. She told me that she had decided to collect something when she traveled and chose 

turtles because they have been around a long, long time and they are everywhere in the 

world. 

I looked at the walls of her office. There was a large woven hanging and a black 

and white print of an Indian mother and child. Above her desk there were many plaques. 

One honored her aunt, Christine Garcia, "the first Indian graduate ofU of A, 1921, who 

dedicated her life to the education of Native Americans. A Tohono O'Odham Nation 

Recognition Award honored Alice "for having successfully completed your course of 

studies" and was dated June 11,1978. That was the year Alice got her doctorate degree 

from the University of Arizona. There was a plaque given in 1984for her "outstanding 

service and support of Indian Education " along with one from Elkhorn City, Kentucky 

with "Deep appreciation for 28 years of dedication to the children of Elkhorn City Follow 
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Through." The Tucson Association for the Education of Young Children (TAEYC) gave 

Alice a plaque in 1990 entitled the Mary Frosbisher Teacher Education Award. 

Alice was named Head of the Department of Teaching and Teacher Education at the 

University of Arizona in 1996. She was presented the 1996 Urquides Laureate Award in 

December of that year, at the University of Arizona College of Education Graduate 

Hooding Ceremony. The statement read when Alice was honored and received the 

ribboned medallion that went with the award was: "For nearly 40 years. Dr. Paul has been 

dedicated to the rights and welfare of children, particularly those of diverse language and 

culture. As field representative and later director of the Tucson Early Education Model, 

which was a national Follow Through project for 26 years, she worked with students, 

teachers, and administrators at 20 sites across the United States, from an Alaskan Tlinkei 

community to an urban district in New Jersey. She has also worked with Head Start 

parents, children, and teachers. She sees parents as partners in the learning process and 

has been a strong advocate of close ties between home and school. Committed to a career 

of putting children first, Alice Paul exemplies the vision of Maria Urquides." 

/ did tape an interview with Alice. I found when I started to write the profile of 

Alice that I did not have the rich data tlmt I had on the other women that 1 had taped aiui 

transcribed. 1 needed Alice's voice on tape. I invited her to my home for another interview 

and I asked if I could tape her. I could sense her reluctancy to have her voice taped when 

we met for the interview. I had the tape recorder set up on the middle of one sofa. She sat 

on the sofa away from the recorder. I asked her if she would let me tape her when she 

started talking about having more than one world view. She moved to sit near the recorder 

and she talked freely for more than an hour about her childhood and work with Marie 

Hughes. 



We shared a meal and after Alice left my home, I started to transcribe the tape. I 

now had her voice and could write the profile. I used my notes and the transcribed taped 

interview to write the following piece on Alice in her voice. 

Living in Two Worlds 

I can't stop thinking about that young mother who jumped out of a building in 

Phoenix with her four year old daughter in her arms. They both died. A psychologist said 

in the news report that people can get so desperate that they can think of no way out of their 

situation. He thought the tragedy was telling of our times. I agree. Life is different for 

most single parents. They aren't able to make do. The argument will be raised-why do 

you have babies? It's a senseless argument. The babies are here. You can't send them 

back. We don't really value children. We don't want to give a good foundation to them 

and it starts when they're bom. That little girl didn't choose to be bom or die. An adult 

made the decisions. 

The people who are the decisionmakers don't realize what it is like for people. 

They base experiences on their own experience. Most people in those positions had an 

upbringing with plenty. Some people have tunnel vision because they've only had the one 

experience that fits right into the general accepted society. Then there are other people 

who've had other experiences. They've had to broaden their thinking. They have more 

than one view, more than one perspective. I think the women who worked with Dr. 

Hughes had more than one perspective. I think that was true of all of them. 

I remember doing a presentation with Jerry Maulson. It was called "Living in Two 

Worlds" and had to do with looking at the world from the perspective of being Native 

American. He had lived on the Reservation and talked about all the different things that 

impacted the Reservation. 

I just had an experience with a woman from the Reservation. I volunteer at the 

hospital as a translator for Tohono O'odham people and they called me to interpret. They 



223 

had a woman who had been in a car accident. The doctor wasn't sure she understood what 

was happening. It was interesting talking to her because they had picked her up with a 

helicopter and brought her to the hospital, which is very modem and yet she had been 

going with a friend who had agreed to drive her to the next village to see a medicine man. 

There's such a contrast in where she was going and where she ended up and how she got 

there. She knew just enough English to figure out what was going on. The doctor wanted 

to know where she hurt and how long she'd been hurt, had she passed out and those kinds 

of things, [t was kind of fun talking to her, but I also had trouble with the medical 

terminology. There are so many medical words that don't exist in Tohono O'odham. Just 

talking to her in that whole setting was like two different worlds trying to mesh. 

There have been writings comparing people who are not part of the mainstream 

culture and those who become part of it. They found some things in common with those 

who live in two different worlds. One is a role model and support from home or someone 

close to you who tells you "you can do it." It can be in the home or someone related. 

Another thing in common was a willingness to investigate all alternatives rather than take a 

no for an answer. It's the desire to find a way to achieve something beyond what evervone 

else has felt is their lot and to really do something. 

Both of my parents were bom on the Tohono O'odham Reservation in Arizona. 

The area of the Tohono O'odham is on both sides of the border. The land that was called 

Papagria was in the United States and in Mexico. There are people that speak Tohono 

O'odham on both sides of the border. 

My father was bom in the village of San Miguel and my mother was bom in the 

village of Chik Tho'ag. It means "Black Mountain." It's north of Old Tucson and a strip 

of land shaped like a finger. My mother's place is labeled Garcia Strip on old maps. My 

mother was a Garcia. She had four brothers and five sisters. She was in the middle and 

always had good relations with her brothers and sisters. 
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My parents didn't go beyond the eighth grade in school. There was an epidemic in 

the 1920s and my father's mother, his father, and only brother died. He had two sisters. 

My father was in Haskell, Kansas at school and in his teens when his parents and brother 

died. Haskell was a place where Native Americans were sent to school. The Bureau of 

Indian Affairs sent them there. He received a handwritten telegram in Kansas with the 

news about his parents and brother and he had to come home. He was sent to Tucson to 

the Indian Training School at Ajo Road. It was called Escuela. Pueblo High School is 

there now. It was Presbyterian Church property and was farmed. The Presbyterian Church 

played a heavy role in our family. Most Tohono O'odham are Catholics. Students worked 

the farm and raised their own food. There was a boarding school and the teachers were 

missionaries. The single women lived in the Teacherage. My mother was a student there, 

too. My father worked in the fields and my mother cleaned house for the teachers. The 

teachers had my father clean the yard. He was working near the house where my mother 

worked. The teachers had my mother and father in to eat lunch and they got acquainted. 

The teachers matched them up. 

They married. There were eight children in my family. My mother had a baby 

ever>' two to two and a half years. We didn't have a crib. There was a blanket cradle on 

ropes that was attached to the ceiling. It was lowered when Mother had to feed the baby 

There was bonding. It was a way of life. When a new baby came, you moved over. 

I was named after a missionary teacher my parents knew at their school, Escuela. 

Her name was Alice Dinsmore. She gave me a little red wagon when I was a little giri. I 

saved it for my children, but one of them left it in the street and a truck ran over it I cried 

and cried. "I'll buy you another one," my husband said. My heart was broken to lose that 

little red wagon that Alice Dinsmore gave me. My husband couldn't understand why it was 

so important to me. This taught me a lesson about how we all see things from our own 

perspective and what is meaningful to one person may not be to another. 



225 

My father was taught carpentry as a trade and he was a gcxxl carpenter. We didn't 

have a telephone and contractors would drive to our house and ask my father to work for 

them. They knew about his work. Because he had a trade, a "marketable skill," my 

parents moved to Tucson and lived in an Indian Village in the area. People who wanted to 

make a living made a compromise. Many times families had to be separated with one 

working in town and one on the Reservation. It was an economic decision, a decision for 

survival. 

My parents didn't separate themselves from the Reservation and we would go there 

as often as we could. You have to remember that my mother and father were reared on the 

Reservation so how they lived and how they believed and how they taught us was how 

they were taught, so whether we lived in town or on the Reservation we were getting their 

values. My grandfather, my mother's dad, invited my father to join their family. Usual!}-

women joined the family of the man, but my father had lost his parents and brother. We 

had a woodstove and we had to go to the Reservation to gather wood. The earliest 1 can 

remember was that my dad would pile us m the car or truck or whatever he had and we 

would all go gather wood. The big boys would chop it and it was our job to drag it to the 

truck or old trailer my dad had. We'd drag it and then the big guys would throw it in the 

truck. 

We had some cattle on the Reservation and we would go to camp in the summer. 

It was where my mother's home is. My father had to brand the cattle. We'd build a camp 

and sleep out under the stars. We used to go to the foot of the mountain and there was 

water there. It was very pleasant and quiet. It was amazing how you could hear the 

silence. We liked to camp out. 

There were special occasions when people died and we had to go to the funeral. 

They always had a two or three day affair. The men would have to go and dig a hole and 

we had to go and cook and prepare for other people to come. If there was a celebration we 
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had to go through the same procedure and get things ready for people to come, then clean 

up after them. 

I felt connected to my family wherever they were. It was the family connection not 

where I was in town or on the Reservation. My mother was a wonderful financier. She'd 

find money if it was needed for something important. She was a wonderful cook. She 

made everything from "scratch" and made things by hand. She knew about medicines or 

herbs and knew where they grew. She learned it from her mother, my grandmother. 

Someone would come to our house to tell us if someone died because, as I 

mentioned, we didn't have a telephone. I remember my mother telling us at breakfast that 

someone died in the night, then someone would come to the door and tell us of a death. I 

asked my mother how she knew about it before they told us and she'd say, "I heard an owl 

call in the night." 

My grandmother was a midwife. She wore long skirts and a shawl around her 

head. She was a little woman and shriveled. She always seemed old to me. She never 

changed. 1 have a picture of my grandmother sitting in a chair next to an old model Ford. 1 

like that picture. My grandmother spoke Spanish and Tohono O'odham because they had 

to trade in Spanish. I speak both languages too. Our neighbors in South Tucson were 

Spanish-speaking and I later taught Spanish-speaking children. My grandmother would 

make a tea with the branches of the creosote bush. We'd use it on bites or a swollen foot 

or for a sore throat You gargle with it, but don't swallow it. It's bitter. I still use it for a 

sore throat or bite. 

When I think about my mom and dad, I remember Sunday afternoons. They used 

to sit and she'd always make something special for him. She'd peel a grapefruit for him 

and take all the skin off so it was just the inner slice. She'd put this huge bowl in front of 

him and he'd sit there and eat it They'd talk and it was just a special time. She went to all 

of this work to prepare it for him. I never heard him ask her for it. She just kind of did it 
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and then they'd talk and they'd laugh. It was just kind of nice to siL We didn't have a TV. 

I think we had a radio, but it wasn't necessarily on. 

My mother was a very thoughtful person. As kids we might say why do you do 

something that seemed to take a lot of lime or we would be put off because she was doing 

something for somebody else and she'd explain that it needed to be done and that this is 

how things were done. We always had a sense of impatience like every generation when 

you're young. She would always be very calm and very patient with us. Shewasverv' 

insightful of us as individuals, but at the lime of course I didn't appreciate it. 

My mother's youngest sister, Christine, lived with us in Tucson and she went lo 

Escuela, the Presbyterian Mission School where my parents went. Christine lived at our 

house while finishing college. She was a model for me. She was the first Native American 

to graduate from the University of Arizona m 1921. She became a teacher and taught 

Native Americans. She taught at the Indian Boarding School in Phoenix after graduation, 

then she taught in New Mexico. I remember asking her why she never married. She said 

she never met a man smarter than she was. She came to visit once or twice a year and had 

a nice car. She would come to funerals or weddings. She was a woman before her time 

and a great athlete at the University of Arizona. I liked spxDrts too. My brothers played 

and wanted me to join their team. 

I was the next to youngest of eight children. It seemed that everything the older 

children learned was passed down to me. They all did well in school. Homes have 

unwritten curriculums that give the children possibilities in life. A doctor lalks to the son or 

daughter about going to medical school or a parent talks about taking over the family 

business. This plants seeds. It happened in my family through my brothers and sisters. 

They said go to school. There was an expectation set early. I knew you went lo school to 

learn things. My brother Ray saw that I did my homework. He would give me a dime 

for every A I got. He taught me how to drive and was there when my mom was sick. His 
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experiences were broadened because he was in the military, the cavalry, then the Air Force. 

He had a commission. We all thought our mother regarded him as her special son. He 

was thoughtful and did things for us. During the war, he got margarine that you mixed or 

brought home mayonnaise. Native Americans think it's a responsibility to look out for 

each other. If you have something to share, you share it. If you need help, it's 

reciprocated. 

I was conscious that there were fewer Tohono O'odham in school as the years went 

on. When I was in Ochoa Elementary School there were a goodly number of Tohono 

O'odham students. They used to bring students m from San Xavier. As I moved on to 

Safford Junior High there were less Native Americans, less Tohono O'odham, and then 

when I got to Tucson High School there were four of us. 

There was a block on 22nd Street and our house was in about the middle of the 

block. West of us was my cousin and on the eastside was another cousin who went to 

high school with me, so the three of us would get together and we all went to high school. 

Then in the senior year the male cousm left and joined the Navy. He later came back and 

finished. The other cousin and I graduated from Tucson High and we started the 

University together. She came as a freshman and then she left. 

I thought of being a teacher or nurse. I talked to my Aunt Christine about being a 

teacher. Then my older sister, Nora, became a nurse. I didn't want to do the same thing. 

I had always played school and was the teacher with kids when I was a child. I always 

liked school. 

I left the University of Arizona before I graduated and joined the Navy. I went to 

Chicago, then I was assigned to California and that is where I met my husband, Dick. We 

went to my minister in Tucson at the Southside Presbyterian Church when we decided to 

marry. He said, "Aleece, oh, Aleece, I cannot marry you." He was Spanish speaker. I 

said, "Why not? We' re over 21." He told us he could not perform interracial marriages in 
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Arizona. It was the law. He told us to go to New Mexico and get married and he would 

marry us in my church when we got back. So we went to Lordsburg, New Mexico and 

married and came back to South Tucson and were married in my church with our families 

and friends present, then my sisters and everyone had a grand reception for us. 

As I've gotten older I've realized that it's been like walking a fence to live in two 

different worlds. I can understand the view on one side as well as the other. I've been 

exposed to both and I've had to live and function in both worlds so to speak. I can 

understand the point of view of the Native American from their perspective cind how and 

why they see things that way. On the other hand, I kind of understand the other side. 

Well, just take the notion of materialistic kinds of things. Our larger society is more 

conscious about things and money and power whereas I think Tohono O'odham think 

about having enough for the day. They're not necessarily future oriented, put their mone\ 

away for a rainy day kind of thing. They're happy with what they have. When I say 

happy, I mean that they're not unhappy. They've managed to survive. Happiness is 

whatever someone determines it to be. The people that I know accept whatever they ha\ e. 

Maybe it's the whole philosophy of believing in predestination. 

We don't like to brag. When you get any kind of recognition, you accept ii, bui 

you don't go around blowing your horn. There are different sayings like parables that are 

used to teach children. When a kid brags about something then they make fun of them, so 

you learn that you don't brag because you'll be made fun of by your family members and 

your peer group. 

The Tohono O'odham usually let the kids run free unless they think they're going 

to get hurt and they may say something to them, but as long as they aren't hurting anything 

they just let them be. They assume that all adults understand how children are. You knov\' 

that they run and make noise and they can make a mess. As they get older the parents 

begin to talk to them and control them and the child understands. 
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The Tohono O'odham have a sense of humor and laugh easily. I don't think this is 

unique to the them, but it's true of most Native Americans. I think the Tohono O'odham 

are a quiet people and have learned to survive difficult conditions. There's not a lot to 

survive on in terms of the Reservation. They limit the number of cattle you have, the 

number of horses you have and that kind of thing, but I think as a people they're very-

strong. They can endure a lot I think they're very friendly. The interaction style is 

different. There's not a need to fill the void with conversation. People are content just to 

be sitting and being together. I haven't really thought about the Tohono O'odham in this 

way. When you live with a group of people you accept people for who they are and how 

they are. You don't go around analyzing them. 

The family is very important to Native Americans. It is always family first. You 

can disagree, but it's still family. Whether the family member is wrong or not, you must 

be supportive because they are family. 

My sister is my senior and my kids don't understand that when she says something 

they should listen whether they agree with her or not. They should not argue with her. 

She has lived long enough to have an opinion and they should respect the fact that she's 

willing to express it to them. 

Just like the male has a strong role. I remember when my sister's husband died. 

The only male left in our family is my younger brother. At some point we were all together 

and my sisters and I had to kind of tell him he had to move forward. I said, "You're the 

male" and he kind of looked at us, but he understood. He was like the host. He talked 

about his brother-in-law and his sister and his family, whatever he wanted. He did a nice 

job, but it fell on him because he was the male. So we still practice that just because we 

were raised with it. 
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We don't like confrontation. To avoid it we go at things in a round about way or 

indirectly. John Fife, the minister at Southside Presbyterian Church which is my church, 

pointed this out to me. He spent time on the Reservation. 

We try to reach some kind of consensus on issues. This is why many of the tribal 

meetings last so long. They give people ample time. They're not controlled by the clock. 

You take whatever time you need to think about it and express your opinion until everyone 

that wants to has their say. Somebody will call on them if they don't speak and say, "I 

want you to tell them what you said to me" and so with a little encouragement they speak. 

There has to be some sort of group cohesiveness to be able to do this. There is a trust. 

The people know each other and know each other very well. There is usually something 

that draws them together whether it's a family effort towards something or somebody. So 

when somebody comes to you and asks for help whether it be money, a ride, food, or 

contributing to a celebration, you give because the time will come that will be your turn and 

you will feel free to go ask. So there is a dependency that is there, which is quite different 

from the independence of every man for himself. 

My husband and I went to the University of Arizona on the GI Bill after we left the 

Navy. Dick was studying physical education. He wanted to be a coach. He officiated at 

junior high and high school geunes. It put meat and potatoes on our table. I became a 

teacher. Dick left college before he finished and got a job at the San Manuel Mine. He later 

worked for the water department for the City of Tucson. He retired after 19 years. 

After I got my degree in education from the University of Arizona, I taught at Tully 

Elementary School in Tucson for eight years. I continued to take courses at the University 

by having student teachers. I got my Master's degree that way. 

I was first introduced to Dr. Hughes when I was at Tully. Dr. Hughes had set up 

Van Buskirk Elementary School in Tucson as a model school for the Tucson Early 

Education Model (TEEM). Arline Hobson, Bud Wetzel, and Marie Hughes came and 
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asked if I would go to Van Buskirk to work in the model. Arline had initiated the whole 

thing because she was looking at language interaction and she had notice how I interacted 

with children, how I responded. I was doing it automatically. I had two children that I 

was raising at the time, so I was not uncomfortable with children. I knew kids from being 

around a lot of kids and one of the other things was I liked kids. Also, the Tohono 

O'odham value each other. Someone who may have not behaved appropriately is still a 

person. They are here for a reason and they should be valued. 

I wondered what I would have to do as part of Dr. Hughes's program. The field of 

education was doing some self-examination in the early 1960s. Educators were asking 

why things were not working, why some kids remained on the bottom rung. Dr. Hughes 

had the notion of equality. The project was to see if they could help children gain more 

from classroom exp)eriences. I agreed with what they said. The Tucson Early Education 

Model (TEEM) was developed as a model to be transported. An original piece of the 

project was to accept children for who they were. Dr. Hughes stressed the notion thai each 

child was different and speaal. It was a new idea then. The focus then in the schools was 

to push content and not on what the child brought to the classroom. She was stretching 

towards the seven intelligences we now talk about. She believed each child is creative in 

the child's own way. This is accepted now, but it wasn't then. 

The project would provide me with someone from the community, an aide, to help. 

There were no assistants for teachers in those days. The class size would be reduced to 

twenty children. The norm for those days was twenty-eight to thirty. I could take as many 

field trips as I wanted and would get many materials. We had money to buy food. It was 

something that people didn't dream of doing. Schools didn't invest in expendables like 

that. We fought for every piece of paper that we got, literally. 

Dr. Hughes visited my classroom several limes. She was stately and demanded 

your attention. She had a pleasant face and was a warm person. I remember her being 
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very tall and big-boned. She wore soft clothing and magnificent Indian jewelry. She was 

always coordinated in how she dressed. Everything matched. Her jewelry and dress made 

her appear more feminine. There was a presence about her. She made you feel as if she 

knew you. 

She would sit down at a little table in a little chair with the children. The children 

would touch her clothes and jewelry. She'd read to the children and talk to them. She was 

interested in the questions children asked and would jot down notes. They would ask v\ ho 

she was. She would tell them that she heard about the work they were doing and came to 

visit their classroom and see their work. She had the capability to open up children. You 

could tell she had had a lot of experience with children. A teacher's interaction with 

children was very important and she modeled that for us. 

I came to a crossroads in my life a few years after 1 first met Dr. Hughes. 1 had 13 

people die in my family in 1967. My brother and his wife and their four children were 

killed in a head-on car collision. Dick and I went up to Fort Defiance the weekend before 

the accident to visit them. We took my father and younger brother with us and saw my 

brother and his family at Four Comers. He was the Assistant Superintendent of the Bureau 

of Indian Affairs and his wife was a nurse. 

My brother Ray was called about the accident. I was at a meeting at the Universit\. 

I looked up and saw Ray standing in the doorway. I knew something terrible had 

happened. He said he had to go up to identify the bodies. I told him I would go with him 

and we left right then. When we got there, Ray said 1 didn't need to go inside. He would 

identify the bodies. I was named the executor of the estate. My brother had so many 

bonds to send his kids to school that it took me two days to sign them all. 

That year seven more people in my family died, an uncle, aunts, cousins. We 

would stand around at the funeral and wonder who was next. We don't know when our 

time is. 1 decided then that if 1 needed to do something else with my life, 1 needed to do it 
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then. Right at this lime. Dr. Hughes offered me a position with her program as a field 

representative. I asked her what a field representative was and she said they weren't sure 

yet. There would be travel and we would be working to make change. 

I decided I had three options: I could stay where I was as a teacher in TUSD, I 

could become involved in bilingual education as a team member or I could work with Dr. 

Hughes. It was a difficult decision. 

I talked to my husband Dick about it. He asked me, "What is it you want to do?" 

I said I would like to travel. The little kids at home would be his respxDnsibility. 

Dick told me to do what I wanted to do, so I accepted the job with Dr. Hughes. 1 started 

with the TEEM Follow Through project in 1968. I was a field representative for the model 

and traveled to sites to implement it. 

"Don't worry. We won't send you until you're ready," Dr. Hughes told me. 

The next thing I know I'm in an airplane and I think to myself, "I'm ready?" 

I remember well that first trip out into the field. I was going to work with the 

Choctaws in Mississippi. I went in this rickety old plane. The airline was Texas National. 

It doesn't fiy anymore. Those things used to rattle and shake. They were old army planes. 

I swear it's a wonder I flew because I hadn't flown all that much. They lost all my luggage 

on that first trip, so I ended up in Philadelphia, Mississippi without anything. I had this 

bright yellow dress on, a two-piece suit or something. In those times the airlines had a 

travel kit and they had a toothpaste, toothbrush, and a comb and so forth. I did get that out 

of them, but then we were 85 miles away from the airport. When they didn't have your 

luggage what they did then was put it on the Greyhound bus the next day. Of course it was 

more than a day. I think it was about three days before I got it. It was good we went to 

different schools every day. Philip Martin was the director of the program there. I told 

him about my luggage and he said you're about the size of my wife and he got clothes from 

his wife for me to use. He's now chairman of the Choctaws down there. 
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I liked being a field representative, but it was tough on the family. My daughter's 

birthday is in August and I would often miss that because I had to travel to schools to help 

them start She still reminds me of it. People died and I didn't even know they were dead. 

I missed personal things. Weeks of my life were missing. I'd go home, grocery shop, fill 

the refrigerator, do the laundry and go off again. It took a strong relationship to survive. 

There were a number of women who got divorced. 

Dr. Hughes would give classes to field people. There would be sessions on what 

field people could do or about things that happened. She was wonderful. She would 

never respond right away when you asked her a question. She would think about it, see it 

in two or more ways, probing to see what you were really asking. She was never in a 

hurr>'. She was very thoughtful. When angry she would think about it before she 

responded. She would get angry if someone offended another person because in a hunA* or 

had unreasonable demands. She didn't like dissension among the troops. She would 

listen to both sides. 

The training was like an informal seminar. The program assistants were objective 

viewers and talked to classroom teachers about what they saw and what the teacher saw. 

They observed a lesson and then analyzed the whole process. It was a growth process. 

Videos were used for taping in classrooms. The teacher could see what interaction patterns 

took place with kids. 

We used to have regular staff meetings on Fridays with Dr. Hughes. These were 

important especially when you went on a trip. You'd go on a trip and you'd just be full. 

You just had to tell somebody and Dr. Hughes usually made arrangements for you to come 

see her or to talk to one of the other people. You just had to unload. Dr. Hughes had a 

built in time for reflection. I think everybody needs time for reflection, but it's more 

reflective when you can talk through it with someone who's going through it too. She 
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wanted you to write a diary. We used to write these extensive diaries. They were like 

journals. 

When we had a meeting we'd go around the table and talk about our trip and if there 

were issues that we wanted people to chew on we'd put it on the table. It used to be so 

interesting because as we got new people they'd get so excited when they'd learn 

something. They couldn't understand why we were not as excited, but we'd probably 

gone through that phase already. We used to wonder if we did that, so it was a growth 

process. We would have time to talk. She allowed time for it. 

Our gatherings were kind of an informal thing, but when we had to get down to 

business we got down to business. When there was work to be done, we worked and we 

worked Saturday, we worked at night, whatever it took to get the job done, but then we 

could relax when things weren't pressing. We also had the freedom of going back and 

forth from the schools to the University and sharing and using each other as resources. I 

think that is something she taught us too. 

Dr. Hughes usually gave us her rationale when she made decisions that had to be 

made. She told us what she was thinking and why she did it She would be more than 

willing to listen if people wanted to raise issues, but I think part of it with Dr. Hughes was 

that we were so in awe of her. She was quite eloquent in her speech. 

She had a whole other perspective of how you look at kids. She was a person thai 

was being recognized for her innovative methods in education. We all were raised in 

schools of a very traditional sense with straight rows and the teacher with the paddle in her 

hand and all of that. School was not necessarily a place you went because you wanted to 

go. You went because you were told to go and it was the law. She changed that whole 

view and said that it should be a pleasant place for children to be. Learning should be 

enjoyable. It shouldn't be seen as a punishment. 
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She was positive when exchanging information about children. Our interaction 

with children was very important It was critical that we knew about children and the 

process they used. She taught us to listen to children, hear children, then we could respond 

to what they were saying. We can misinterpret the real meaning children are expressing if 

we don't listen carefully. It takes probing. You can't hurry children. You need to 

establish a sense of comfort level with someone before you can get them to share their 

thoughts. So accepting children was basic in the program. She was making what we did 

real, but we didn't know that. We were doing what we felt we should do and to us it was 

common sense. She made us conscious of what we were doing. Dr. Hughes looked at 

things from a much broader perspective and said people do things for different reasons. 

She taught us to look behind the acts. 

At first she disagreed with us on parent involvement, but then she said we needed 

to find ways to bring parents into the classroom. There was a concern about parents who 

were negative, but then we had the positive parents talk with the negative parents. We all 

have the same stake, the child. 

Dr. Hughes was always positive, positive about anything you saw. We would 

bring problems back to her when we First went out Teachers were witnesses to the 

abusing of children. They would ask us in the field what to do. I asked Dr. Hughes v\'hat 

I should say to teachers. She told me to tell them that the time you have with that child in 

your classroom is in your control and you can make it as successful and pleasant as 

possible so the child has a sense of being somebody and knows that somebody cares. The 

child would be stronger and able to face the home situation better as a result of 

experiencing success, warmth and the support of you as the teacher. The child would 

know somebody who cares. 

She emphasized the classroom environment. Things were to be placed at the 

children's eye-level. The teacher would look at the environment critically to see how it 
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could function for the teacher and the children. Dr. Hughes said it ought to change and it 

should reflect the children who are there. The children are in the classroom all day and they 

should contribute to the environment as much as teachers. There needs to be a balance 

between what the teacher puts up and what the children put up. Every child should have 

their own creation. You might all make angels, but each child's angel is individual. The 

environment is a reading one with things children have read about or are interested in and 

labels on things. 

She was a forerunner. Her model was based on Dewey's notion of accommodating 

children, seeing them as individuals and having needs. We underestimate children and 

their needs as individuals. She told us to reach out to children and have a sensitivity about 

children and their needs whether they are three or 15 on up. She believed the first five 

years of a child's life were the most important and taught us about Piaget. She mtroduced 

me to PiageL 

I went to a conference in Portsmouth, New Hampshire with her in 1965. We 

stayed in a wonderful hotel called Wentworth-by-the Sea. She presented. She was a 

practitioner and a theorist. She was able to get both perspectives across. 

I have positive feelings about my work with Dr. Hughes. I was older and could 

have my own opinions and she could have hers. One thing we disagreed on was the 

involvement of the school principal. The field representatives felt that we could not make 

change in a building unless the principal was with us. He gives the evaluations and makes 

recommendations. She wanted to bypass the principal. She came around to our thinking 

in the end. 

An interesting thing about her was that she'd write articles, but not books. Dr. 

Hughes had a thing about putting her ideas in a book. I think she is not known as other 

educators are who worked with her because they wrote and published and she didn't. She 

thought we were on the threshold and would learn more and more. She didn't want her 
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ideas to be put down and then become like a recipe for classrooms and teachers to follow. 

She was always searching. She was an avid reader of everything. She read novels too. 

She would tell me about a book she just read and then she'd give it to me to read. 

I think she was always trying to improve. She never stood up and said, "I've done 

it." She didn't blow her own horn. 

She was part of a group that organized Early Childhood Education Centers across 

the country. She was at the center of that and had high respect from many leaders in 

education. Her model was research oriented. There was an Early Childhood Center at the 

University of Arizona where the library science building is now and she was the director. 

Her model made a difference with children. You can attribute it to the small group, 

the ratio. I think the ratio makes a big difference and I think also the more open kinds of 

things. Some children need more structure than others, but I think on the whole most of 

them felt very comfortable. 

Dr. Hughes took teachers' texts away and some had trouble with that. They had 

been following the basal that told them what to do, how to do it and the whole bit, so when 

some of them didn't have that recipe they didn't do anything about reading. They jusi 

thought it was going to happen. The same thing happened to math. Kids have to be 

introduced to it. They have to practice it. They have to be exjx)sed. It has to be put in a 

context and they have to practice and so some kids didn't learn to read. When you ask 

change of teachers, sometimes they want to throw the baby out with the bathwater. 

Why a teacher decided to be a part of the program is an important piece. When 

some teachers asked to be part of it they were much more successful because if they asked 

they were kind of in tune to what was happening. It was a different story for the ones that 

were there because they could get extra material or they wanted to be in that school because 

it was close to their house. You know there are different reasons why teachers stay in a 

school that aren't always related to what happens to them and the children. I think when a 
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teacher was really concerned about the children and wanted them to be successful, they 

were successful. That teacher went beyond whatever was provided for her to help those 

children be successful. It was interesting to me how some teachers would drag their feel. 

They'd do what you wanted them to do when you were looking over their shoulder, but if 

you weren't there they did their own thing. This is not out of the ordinary. If they were 

not as successful as they wanted them to be, the principal did have the authority to move 

them and they would often go to a new setting and do a better job there than when we had 

them in the program. So they did in fact internalize things and they wanted to Uy them. 

They used the things that were successful. That is what teachers do when they have a 

strategy that works for them. They use it. Even good teachers that have successful 

strategies sometimes run into children and they try everything they know, but none of them 

work so then they have to find another way to reach the child. 1 mean the teacher that reall\ 

is concerned about the child will do that and not just blame the child. I guess it has to do 

with how seriously a teacher takes her role to be a teacher because I think that really makes 

or breaks kids. 

I always enjoyed taking classes and I could register for five dollars a unit when I 

was connected to the University with my work with Dr. Hughes. Someone said to me. "If 

you're going to keep going to school, why don't you get a doctorate?" I had never thought 

of that. I got my doctorate in Elementary Education in 1978 at the University of Arizona. 

I became the director of TEEM Follow Through in 1978. It was a challenge, but 

there were lots of people working on it. I never liked to think about the fact that they were 

working for me, but they were working with me. This is why I really like the whole 

notion that you work as a team. All of us did whatever needed to be done. There was no 

pecking order. Even in the decisionmaking I tried to be inclusive. I didn't ever feel like I 

was trying to be a director. I felt like there was a handful of us that were doing this job. 
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I think the challenge to be able to go across the country and work with teachers, visit 

schools and try to help to make change is kind of overwhelming. It was kind of fun. We 

were at the University, but we really had our own money, so we kind of did our own 

thing. It was like an island. We felt like we were doing something. I still think we made 

an impact. 

I realize now in retrospect that when you write a proposal you have some plan of 

where you'd like to go, but you don't always plan for what will happen when you're not 

there anymore. There was no plan for a district to take over the project. We kept going 

places and training new people and then when there was no funding we were gone. There 

was no built-in support for them to keep going. They hired people but they were paid by 

the federal funds and if the funds ended the people were let go. They tried to keep going 

by using some of their effective teachers, but they were spread too thin. There was nothing 

built-in to sustain the program. It was a five year plan and I think Dr. Hughes thought by 

then some distncts would be ready to go ahead with the model. Some of them were, but 

the key was the money. They thought it was the money that did it. We never quite got 

across that there were things that teachers could do that didn't cost anything. 

When people talk about the test scores and that they didn't go up, I say, "Yeah, but 

they never changed the instruments that they tested children with." I spent 30 years of my 

life in TEEM Follow Through and nobody's going to tell me that I've wasted my time. I 

saw too many people change. I saw parents work in the classroom as paraprofessionals 

who became teachers. I saw people who didn't think that they could be leaders in their 

communities become leaders and many of them were people that we trained in one aspect or 

another. When we went to Philadelphia, Mississippi and the tribe decided to take control 

of their own school, I felt like a lot of the leadership developed were people who worked 

for us. We helped them to do that. So when they said we're going to go on our own, I 
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was happy to leave. I mean not happy in the sense not to have to go there again because I 

really enjoyed going there, but I felt we had a part of that, the development of that. 

I still keep in contact with people. I think a wonderful outcome was just in the 

meeting of the people that were in various communities. They are lifelong friends even 

though we may not always keep in contact. I just had a call this week from somebody I 

knew in Pike County, Kentucky. She wanted to know if we were still here. She's been 

out of the program for a number of years. So in terms of the leadership I felt like I was 

part of the group. 

Dr. Hughes left the University in 1970. Her model was just getting started as a 

Follow Through program at 19 sites across the country. There were 68 of us working in 

the program. She had prominent people in early childhood education coming in to see 

what we were doing from all over the country and from other countries too. 1 guess she 

was getting too much attention and had to be removed because she was forced to retire in 

1970. She was 70. The same thing happened to another early childhood educator, Ruth 

Strang when she was 70. Maybe it had something to do with their being women. I don't 

know. 

She asked me to go to Albuquerque with her in 1970. She was going back to the 

University of New Mexico and start a program there. I wanted to go and my husband was 

willing to go, but he couldn't take a leave from his job with the City of Tucson. He'd lose 

all of his seniority if he did and I didn't think it was fair for him to give that up, so I stayed 

at the University of Arizona. Dr. Hughes understood. Halene was going and a man who 

worked with the Navajo went. 

I often went to Albuquerque because I was on a board that met there. I would sta\' 

with Dr. Hughes. That was interesting. She lived in a high-rise building and had a lady 

who did the housework and cooked. There were books everywhere. She appreciated art 

and collected paintings and pottery pieces. She could tell you about each one. She liked 
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music. Her apartment was comfortable, but not elaborate. In later years, she had a woman 

live with her. I thought of my visits with her as filling up my bucket. She'd ask questions 

about what I was doing. It was like a mini-lecture, but personalized. I think she was a 

spiritual person in terms of her love for kids. She would always give me a book to read 

and tell me about what she was reading. 

I remember talking to Bud Wetzel about not being able to go to Albuquerque with 

Dr. Hughes. I felt badly about it. Bud was a psychologist and worked with her. He 

thought part of her genius was pulling people together who have similar views. He said 

Dr. Hughes selected people like me because she saw something in terms of how I reacted 

to children. How I responded to children showed what I believed about them. That was 

the whole interaction piece and that was what she wanted to foster in her model. Bud fell 

that the interaction she was looking for in teachers was there already in the individuals she 

selected to be program assistants. She helped to facilitate it and make us conscious of ii. I 

mentioned to him that I had learned this or that from her and he said, "No, you already had 

that." 

She opened up more doors for me and expanded my own development I think I 

would have been content to stay in the classroom to teach. I enjoyed teaching that much 

and for her to come and kind of draw me out of the classroom was a big change for me. 

Part of it was her request for me to work with her and it was also part of the fact that I lost 

13 members of my family in a year. I had just kind of come to a crossroads and she 

happened to be there. I said if I am going to do anything different I need to do it now. 

I think my path would have been different, very different, if I had not met her. I 

always tell people I learned a lot and hopefully I gave her something in return. 
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Part 3 

Searching for Meaning 
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Marie Morrison Hughes 

Biography Begins With Childhcxxl 

"The usual run of biographies illustrates this [idealization of mother love] very 

clearly," writes Alice Miller. "In reading the biographies of famous artists, for example 

one gains the impression that their lives began at puberty. Before that, we are told, they 

had a' happy,' 'contented,' or' untroubled' childhood, or one that was' full of deprivation' 

or' very stimulating.' But what a particular childhood really was like does not seem to 

interest these biographers—as if the roots of a whole life were not hidden and entwined in it 

childhood.'" 

Dorothy McGuigan concurs with Miller in that "the psychological context in which 

women are bom and gain their early emotional exjjeriences has a major influence upon 

every adjustment which each woman makes to subsequent life events, and shapes the 

organization of her adult identity."^ 

Of course the influence of early life on adult life is also true of men. Alice Miller 

uses an example from the memoirs of Henry Moore to illustrate the connection that can be 

made between a person's childhood and adult life work. Miller gained an understanding of 

Moore's sculptures of large, reclining women with tiny heads when she read that Moore 

had massaged his mother's back to ease her pain from rheumatism. This understanding of 

Moore showed Miller "how strongly a child's experiences may endure in his unconscious 

and what possibilities of expression they may awaken in the adult who is free to give them 

rein."^ The key to understanding a life, to Miller, is to bring to light the childhood 

experiences of conflict that exist in the life of an individual. 1 will endeavor to bring to 

' ."Mice Miller, The Drama of the Gifted Child, (New York: BasicBooks, 1981), 4. 
' Dorothy McGuigan, Women's Lives: New Theory, Research and Policy, (University of Michigan; Center 
for Continuing Education of Women, 1980), 10. 
' Miller, 4. 
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light the childhood experiences of conflict in the life of Marie Hughes and show how these 

were expressed in her adult life and defined her life's work. 

The work of Lillian Rubin informs my search for the meaning of Dr. Hughes' life. 

Rubin has researched and written about the transcendent child. After exploring Marie 

Hughes' beginnings as a transcendent child, I connect these beginnings with her adult life 

as a self-actualized person. The portrait of Marie Hughes gained from the women 

interviewed who worked closely with her matches closely Abraham Maslow's depiction of 

a self-actualized person. Another look at the components of the Hughes Model is Dr. 

Hughes' concern for democracy in our schools. This concern connects with the 

exemplification in her model of both the ethics of caring and of justice. A final exploration 

to gain a greater understanding of the life of Marie Hughes and how it evolved mto her 

deep concern for each unique human being calls on the work James Hillman and his "acorn 

theory" of development. 

A Transcendent Child 

The central question of Lillian Rubin's work is what makes it possible to transcend 

a past life "whose torments and wounds have left scars that sometimes make themselves 

felt m the present."^ Rubin's investigations lend greater understanding to the construcuon 

of a life and perhaps help others in their own life construction. It also helps teachers of 

children aid the transcending process for those who need to go beyond their burdening 

past. 

Rubin finds a major theme in life histories of transcendent children to be clear; 

''Some families have to be left behind. The transcendent child is the child who is able to 

leave their family behind and early in the child's life. 

Lillian Rubin, The Transcendent Child: Tales of Triumph Over the Past, (New York: BasicBooks, 1996), 
4. 
^ Rubin, 5. 
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"At the most fundamental level, people who have transcended their pasts were verv' 

young when they first experienced themselves as marginal in the family. These were 

children who somehow didn't fit, children who were in the family but not of it and who, 

therefore, became the observers of family life.'"^ 

"The transcendent child actively leaves the family behind by dis identifying with it 

and its way of life" and this distancing from the family can begin very early, "often as 

young as five or six."' 

The words of several women close to Dr. Hughes substantiate the fact that she 

distanced herself from her early life and disidentified with her family and its way of life. 

Arline Hobson said, "I don't think she loved her mother that much or the younger 

children in her family. They weren't very supportive." 

"She was bom three weeks after her father married her mother by her mother's 

request. She always bore that with her. She felt she could never be quite as good as her 

two stepbrothers and stepsister, who had another father, Marie's stepfather, and a different 

last name. This was a great emotional journey for her. She never talked about her parents 

much," Halene Weaver recalled. 

"She spoke to me about her early childhood," Jane Evans said, "and told me that 

her mother was pregnant and not married with her and that had been a very hard thing for 

her family. I believe her mother and father were married, but it was to give her legitimacy. 

I don't believe she even knew anything about her father. I think he had disappeared from 

her life by the time she was bom. I don't remember her ever talking very much about her 

mother except to say,' My mother remarried when I was very young.'" 

Rubin found that when a child is left isolated from the family they often "spend 

their lives knocking on a door that's closed to them."® It is a different story with the 

^Ibid. 
'Ibid 
® Ibid., 8. 
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transcendent child. "Those who transcend their pasts soon become adept at finding and 

engaging alternative sources of support. Almost always a surrogate, a mentor, a model, a 

friend plays an important role in the life of the child—assuaging the loneliness, presenting 

the possibility of another life, of a different way of being."' 

In Marie Hughes' life her alternative source of support came from a neighbor who 

had a wonderful library. Halene Weaver talked about Marie's mentor when she was a 

child: "Her mentor in Clare, Michigan was a neighbor, a man, who loved books and had a 

fine collection of beautiful literature. He gave her permission to go into his librarv' and read 

anything she wanted to. He taught her to love literature. She read everything he had. She 

often mentioned the influence of this neighbor on her life. She just never was without a 

book." 

Marie's engrossment with books would isolate her further from her rural farmmg 

family, "but the abilitv' to escape into them [such activities] conUibutes to a heightened 

sense of efficacy and a more autonomous sense of self."'° 

Another characteristic of the transcendent child is the "ability to attract others 

who... fill the gaps left by their past—a gift that makes it easier to bear their travail, easier, 

too, to get up and move on each time they fall down.'"' We see this ability of Marie 

Hughes "to get up and move on" all through her life and even up to the age of 70 when she 

was dismissed from the University of Arizona at the age of 70. She did not retire, but 

returned to the University of New Mexico and started a new education program there. We 

get a glimpse of how strong this gift was in Marie Hughes when we know that she was 

suffering from osteoporosis and in a great deal of pain in 1970 when she left Arizona, 

according to Halene Weaver. 

'Ibid. 
Ibid., 9. 

" Ibid., 11. 
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"A sense of mission-a commitment to something larger than self and personal 

interest-is prominent" in the life stories of transcendent children collected by Rubin. 

"The mission is related to the gratitude they feel for having escaped their childhood 

sufferings—gratitude that expresses itself in a sense of indebtedness that impels them to tr\-

to pay back what they call their' good fortune'... they want to use the experiences of the 

past to change the present, not just for themselves but for others as well.'"^ 

Marie Hughes' model of education for a democratic society was her mission. She 

wanted adults to care for children and take delight in them. Is this how she would have 

liked to have been cared for? Would she have liked her teachers and family to take 

"delight" in her as she wanted teachers to take in young children? No one asked these 

questions of Dr. Hughes or if she saw her model of education for young children as her 

mission. She did not speak of it as a mission, but we can gather from the women close to 

her that it was the sole focus of her life. 

"The drive was there," Arline Hobson said. " She couldn't of had the impact she 

had if there wasn't something that was just burning inside her. It was all consuming. She 

couldn't talk about much else. Yes, that was it. It was just all consuming." 

Laura Atkinson said, "Marie had the ambition that her model, the Hughes Model, 

was for everyone. She worked all the time. That was her hobby." 

Vivian Cox, a professor at the University of Arizona who worked with Dr. Hughes 

as one of the first two program assistants with the model in the mid-1960s remembered, 

"She was so focused on her beliefs and her concerns about children that she just didn't see 

other things. I think it was that she was committed to growth and growth as far as 

possible, as much as possible." 

'= Ibid., 12. 
Ibid. 
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Ben Jacobs, a media specialist and now with Pima Community College in Tucson, 

documented the Follow Through program in Tucson, Arizona from 1968 to 1970. He also 

saw the purpose of mission in Dr. Hughes: "She had a vision to make this world better for 

young kids. Her goal was to find out what their creative process was, to tap their 

potential." 

Marie Hughes was 76 when she told a story to an audience in Tucson m 1976 about 

her schooling that revealed how she felt about school and the conflict it held for her when a 

child. 

"You know once I was a child and I didn't always want to go to school...it was 

easy for me to stay at home because I could make my nose bleed. I could always have a 

nosebleed at a convenient time and be just great an hour later but it was too late to go to 

school." 

We can surmise that she found school boring and this became a pan of her mission 

to change schools. "I can't bear to be bored. I couldn't be bored at 18 and I can't be bored 

at 78," she said in an interview with Mavis Martin. Her model was based on making 

school exciting and relevant for children. 

Mane Hughes also told the story from her childhood of how she sat down on the 

third word in every spelling bee: "Most of the time I'm not terribly rebellious, but I 

remember we used to have spelling bees on Friday afternoon from the fourth grade on 

through the eighth. I always sat down on the third word. It made no difference what the 

third word was, but I sat down on it and no teacher ever caught on. I wouldn't allow 

myself to go out on the first word or second. That was too conspicuous. By the third 

word no one cared and I would sit down and read or write or do whatever I had in my desk 

to do. They just thought I was a poor speller orally." 

"For many years I would not recite in grade school," Marie Hughes told an 

audience when she was at the University of New Me.xico in the 1970s. "I would not do 
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anything where I had to appear alone. The reason I did not and was afraid was because of 

past experience. My grandfather was a Methodist minister and on Children's Day, the 

children had to stand up and recite. When my turn came, I went forward and for some 

reason everyone began to clap. I froze and forgot the entire recitation. Ever since, I could 

not recite if there was any noise or clapping. It took me years to overcome this fear." 

The forced nose bleeds to stay home, the conscious bowing out of spelling bees, 

and her fear of reciting in grade school give us a picture of how school must have been for 

Marie Hughes when she was a child. She believed schools would be different for children 

"If teachers would just try to know children and would take a look at them and their pattern 

of behavior." These were her words to an audience in Tucson, Arizona in 1976. 

The model of education created by Marie Hughes is based on the notion that 

teaching is interaction. The paramount task of the teacher is to create a relationship with 

each child and to respond to the child in a way that brings the child out and furthers the 

child's p>otential. Perhaps Marie Hughes was overlooked in the classroom and remained 

unknown. Maybe she felt that she did not belong. Her model was created to amend the 

neglect that can so greatly harm children. "Our program is responsive to children. Thai is 

the essence in a sense. It respects the dignity and the worth, the integrity, the creativity, 

and uniqueness of each child," she said. Marie Hughes used her early schooling 

experiences to change schooling for many children in many places. Children would not 

continue to experience schooling as she remembered it if she could prevent it. She would 

make education different for children. 

In studying transcendent children, Rubin found that "marginality is the 

psychological bedrock on which an alternative life becomes possible. In every case, these 

were children who lived at the periphery of family life."''' It appears that Marie Hughes 

Ibid., 221. 



252 

lived at the periphery of her family life and this made it possible for her to leave her family 

while still a teenager and travel to the Southwest to teach children on the Continental 

Divide. At the age of 20 in 1920, she traveled to New Mexico alone and made a new life 

for herself there. 

Rubin found that another part of creating an alternative life for transcendent children 

was to have "some kind of interest or activity—books, music, art, sports-that took them 

out of the family and into another world. Whatever the form, each of the activities 

provided comfort; each was an act in the service of creating an alternative life, even if still 

only a fantasy; each made a difference in how they experienced the life they were living; 

and each displayed the kind of imaginative powers that made it possible to envision a 

different future."'® This was true in each case Rubin studied. It is true in the case of Mane 

Hughes. Her lifelong interest m books, music, and art provided great comfort. 

Halene Weaver talked about Marie's interest in music and art, "She liked classical 

music and was sorry that she wasn't a musician. She wanted to be one. She was mad 

about it because it was something that she couldn't do. She couldn't sing, but she did play 

the piano. She loved art and collected it. She was well-rounded in the arts." All the 

women interviewed mentioned her connection to books and how she inspired them with 

books. 

"She was a wonderful teacher because she always could show you a book about 

what was in your mind," said Laura Atkinson, 

"She just never was without a book and that sustained her through her whole life. 

She read a book a night. She was not reading the night she died, but she certainly was 

reading the week before she died. She had a choice during the last part of August in 1981 

to make a decision about whether she wanted to have her eyesight or be able to live a little 

" Ibid., 222. 
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longer. She said,'Save my eyesight I have to read.' She made that choice," remembered 

Halene Weaver. 

The men and women, who were transcendent children, studied by Rubin shared a 

high degree of intelligence. Rubin defines this intelligence as "multifaceted, multilayered 

qualities of the mind that allow us to develop a range of competencies" that is more than can 

be quantified by an IQ score.They possessed intrapersonal and interpersonal 

intelligences. The interpersonal intelligence "allowed for the development of an alternative 

sense of selF' and the intrapersonal intelligence enabled them to "hold onto a self even in 

the face of the assaults they suffered.... Their distance and disidentification enabled them 

to construct their own narrative."'^ 

Rubin distinguishes from placing the 'locus of control' inside a person and outside 

a person. When the 'locus of control' is placed within, the person develops a sense of 

efficacy m the world. When external events victimize a person, then the' locus of control' 

is outside a person. Marie Hughes felt a sense of efficacy in the world. Her record and 

accomplishments in the field of education attest to this. I translate this to mean the' locus of 

control' was inside Marie Hughes. 

In adult life, transcendent children have "the ability to be involved in something 

larger than themselves, which...translates into a sense of mission, a need to feel useful, to 

help others who now suffer some of the hardships they know so well. The determination 

with which they mastered the obstacles before them in childhood is still evident in the 

pursuit of their goals in adulthood. As is their refusal to succumb to victimhood, no matter 

how difficult their lives may become."'® I see this refusal to be a victim throughout and 

right up to the end of Dr. Hughes' life. 

Ibid., 224. 
Ibid., 225. 
Ibid., 227. 
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"When Marie called the Office of Education in Washington to tell them she had been 

dismissed, retired, the woman in the office said, 'Well, Marie, where do you want to take 

your money?' Marie said, 'I'm going back to New Mexico where I started," Halene 

Weaver said. Marie could have retired. She was 70 years old, suffering from osteoporosis 

and in pain, but she refused to "succumb to victimhood." She chose to continue her 

mission to improve school experiences for children through teacher education. 

Marie Hughes fits the pattern of the transcendent child as set down by Lillian 

Rubin. The path of transcendence moves such a child toward further growth and the 

realization of their inner potential in adult life. A transcendent child can grow into a self-

actualized person with a great concern for others and an all-consuming mission in life. 

This can be seen in the life of Marie Hughes. Her attributes, taken all together, descnbe a 

self-actualized person as defined by Abraham Maslow. I look at what charactenzes a self-

acmalized person in light of the perceptions of those who knew and worked with Dr. 

Hughes. 

A Self-Actualized Person 

Abraham Maslow went beyond the Behaviorists and Freudians and proposed a new 

psychology. He believed that a great deal could be learned about individuals and their 

potential by studying healthy, mature people or the ver>' best human beings he could find. 

He named them self-actualized persons and defined this as "the full use and exploitation of 

talents, capacities, potentialities."^' 

Maslow enumerated the characteristics of self-actualizing people. He found they 

are above average in their ability to judge people correctly. This characteristic was noted 

by many of the women interviewed who worked with Marie Hughes. The women knew 

" .\braham Maslow, in Frank G. Goble, The Third Force: The Psychology of Maslow, (New York: 
Grossman Publishers, Inc., 1970), 20. 
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that Marie had personally selected them to work with her in the implementation of her 

model of education for young children. 

Myma Hillyard speaks of the group of women, "We were classroom people. 1 

think it was a wonderful combination of women. She picked top-drawer people. If I look 

at the group I worked with in that project, and we're still all friends today, what wonderful 

women." 

"She had a genius for spotting women. While in the creativity course, Marie 

wanted to see me and talk with me. I think she spotted me because she thought I wrote 

well in the class," Arline Hobson recalled. 

Jane Evans was also in the creativity class and had the same experience: "Dr. 

Hughes said, 'Would you like to come and work for me?' I was astonished because her 

work was overwhelming. When I told her yes I would love to come and work for her, I 

was saying inside myself, "Can I really do this?' It was such a total program and there was 

so much to learn. I think that perhaps because she had had me in this creativity class she 

felt that she had assessed me. I would say that Marie Hughes could read people quite 

well." 

Alice Paul said, "Bud Wetzel was a psychologist who worked with Dr. Hughes. 

He thought part of her genius was pulling people together who have similar views. He 

said she selected people like me because she saw something in terms of how I reacted to 

children. Bud felt that the interaction she was looking for in teachers was there already in 

the individuals she selected to be program assistants." 

Self-actualized persons have a humility and ability to listen carefully to others, to 

admit that they don't know everything and that other people can teach them something. 

"When she was making presentations in the classroom it seemed as if she was 

always speaking directly to me and yet I knew that there were many other people in the 
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classrcx)m Perhaps everybody else had this same kind of feeling. She was very accepting, 

very empathetic," Jane Evans remembered. 

This same feeling was shared by Alice Paul, 'There was a presence about her. She 

made you feel as if she knew you." 

Bette Dehls, a program assistant who came from Indiana for summer training and 

remained in Tucson to work with TEEM, recalled that Dr. Hughes was "never quite content 

with anything that she said or anything that was said about the program or anything we did 

about the program. When we did films, she could always see something that we could 

have done a little differently. I think that's wonderful. She was never willing to accept 

anything as, that's it." 

Maslow found "without exception self-actualizing people to be dedicated to some 

work, task, duty or vocation which they considered important. Because they were 

interested in this work, they worked hard, yet the usual distinction between work and play 

became blurred. For them work was exciting and pleasurable."^" The self-actualized 

person's vocation and avocation become the same. 

"She worked all the time," Laura Atkinson remembered, "that was her hobby." 

"One of the things about working with Mane," Vivian Cox said, "is that you got 

involved in a wide variety of interconnected topics for exploration that somehow she could 

help you pull together so that what seemed like disparate parts became a comprehensive 

whole. 1 really think the woman was a visionary. There's just no doubt about it. She was 

able to create with you and for you the possibilities that seemed impossible. 1 used to tell 

her that she had no concept of time, which she didn't because we could sit down at eleven 

o'clock in the morning to begin a dialogue and by seven o'clock that evening we would still 

be going strong. All of us would be dying except Marie, who had no idea it was seven 

•° Ibid.. 27. 
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o'clock in the evening. And then she would say something like,' Oh, is it really?' and keep 

right on going." 

"She loved to conceptualize ideas," Halene Weaver recalled. "Once she had an idea 

and worked it out in her head, she went onto something else. She had wonderful ideas and 

was able to conceptualize what young children needed. She was very much in advance 

with what is going on now." 

Marie Hughes continued her work with children to the end of her life. "Right up to 

the end of her life," Halene Weaver said, "she still had that keen interest in vvatching 

children. She was still learning new things from them. Just before she died she had a 

group of two year olds who were the children of her former students. They were coming 

to her for advise on how the children should develop. So she sjsent her last years working 

with two year olds. She would always be helping children to be self-starters and be their 

own boss. She was good with them and had lots of ways of'inviting' them to leam. She 

would take out a bunch of her pots and pans for the children to play with. She didn't 

believe in payout for materials." 

Creativity 

Maslow found creativity to be a universal characteristic of all the self-acmalizing 

people he studied. "Creativeness was almost synonymous with health, self-actualization, 

and full humanness."^' 

The creativity of Marie Hughes in her work in education is evident as she cultivated 

her original ideas about education to create a model to be used with young children. It was 

innovative and even radical at a time when education was mostly prescriptive in elementarv-

schools. 

='Ibid. 
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Marie Hughes had a great interest in creativity. She taught a seminar on creativity at 

the University of Arizona in the early 1960s and it was in the seminar that she met many of 

the women that she later asked to join her in the implementation of her model as a Follow 

Through program. Creativity was important to her and she believed all persons possessed 

creativity to some degree. 

"Dr. Hughes' love was creativity," Myma Hillyard said. "That's the way I first 

became acquainted with her. It was through the work she had done on creativity with 

young children." 

"It was an exciting course," Arline Hobson remembers about Dr. Hughes' course 

on creativity at the University of Arizona "She insisted on us exercising our creative 

abilities. You begin to appreciate your own creative abilities, which are not really honored 

by most school districts. That was a particular talent she had. I think she used the course 

to spot people who she thought had particular creative talent. She was looking for people 

that might catch the spark." 

Several of the women remembered reading Abraham Maslow in the creativit\-

seminar and spoke of peak experiences. Maslow wrote about the ultimate goal of 

education: "to aid the person to grow to fullest humanness, to the greatest fulfillment and 

actualization of his highest potentials, to his greatest possible stature. In a word, it should 

help him to become the best he is capable of becoming, to become actually what he deeph' 

is potentially."" 

Maslow's goal of education was Marie Hughes' goal. She told an audience in 

1976, "I think of the Hughes model as an education program for children in a democratic 

society, ages three through eleven years. We have no rationale or program of education 

unless we are interested in democratic society. We have no rationale or program unless we 

- .'\brahain Maslow, 1964, 49. 
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are committed to the whole person. We have as an article of faith the work, the dignity, the 

integrity, the creativeness, and the uniqueness of each person." 

Creativity requires courage, the ability for one to stick one's neck out, to be able to 

ignore criticism and ridicule; and the ability to resist the influence of one's culture. "This is 

a kind of daring, a going out in front all alone, a defiance, a challenge," wrote Maslovv." 

"She inspired people to try the unorthodox. Just because it hadn't been done or 

wasn't being done or wasn't common was not good enough for her," Vivian Cox said. 

"It was extraordinary for her to leave Michigan at twenty and come to New Mexico 

by herself, but we are talking about someone who was willing to take nsks," Jane Evans 

said. "She was willing to move out and try new things and do things in a different way. I 

believe that Marie Hughes wasn't a person that you would forget She was a rather quiet 

person. Her manner of speaking was quiet and serene, but when you were in her presence 

you really realized that this was not just an ordinary person. She was special." 

Maslow also found that self-actualized people are open to new ideas, but they are 

also arrogant "in the sense that they are willing to forego popularity in order to stand up for 

a new idea. In part, this comes from their ability to concentrate on the job to be done and to 

forget themselves. They are self-confident and have self-respect; because of this they have 

more concern with the job to be done than with protecting their egos."^"* Self-actualizers 

have what Maslow called "psychological freedom' and are able to make their own decisions 

even when popular opinion is counter to their thinking. 

"Marie wasn't a conformist and that is why she got herself in trouble a lot," Halene 

Weaver recalled. 

Vivian Cox said, "She was a person who dared to be a connoisseur in her field, the 

best of the best A person who was never hampered by conforming to the norm or the 

^ Maslow in Goble, 28. 
^Ibid. 
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expectations and sometimes tliat created problems, but that didn't bother her. She just went 

her way and her way was an important way for her." 

The title, "Septuagenarian Wants a Revolt," of a newspaper article written about Dr. 

Hughes' visit when she was seventy-six to Lincoln, Nebraska in 1976 captured the 

nonconformist, revolutionary spirit of Dr. Hughes that continued to the end of her life.^^ 

Lincoln was a TEEM Follow Through site from 1968 to 1981. According to the article. 

Dr. Hughes was as inspiring and radical as ever. Her "psychological freedom" was 

exemplified in her words to teachers in the Clinton Elementary' School lunchroom. 

"A new American revolution is needed to save the schools and society," Dr. 

Hughes told the audience. "The things that we do in most kindergartens and first grades 

require no thinking," she said. 'They get formal reading too early and by rote. Pushing 

too soon and making children feel inferior because they caimot master a complex 

contradictory language at age three or four is bad," she said. "I think it's a crime, and we 

know enough not to do it." A teacher's main concern should not be that children master 

specific operations, but that they want to read. Dr. Hughes told the audience. "It requires 

thousands of books not a single text." 

"With what is known today, we can pretty well revolutionize our teaching, but we 

haven't done so," concluded Dr. Hughes. 

Such words could offend teachers, administrators, and school boards, but this did 

not stop Dr. Hughes from expressing what she knew to be true about children, teachers, 

schools, and learning. 

To Maslow, the great person is a hard worker and possesses the virtues of 

stubbornness, patience and hard work, which help as much as creativeness of personality. 

The personality is integrated. Maslow found that the psychologically healthy person is 

" J. Kennedy, "Septuagenarian Wants a Revolt," Lincoln, NE, 25 March 1976. 
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both selfish and unselfish. Self-discipline is not difficult for these people because what 

they desire to do agrees with what they believe is right. Their values are based on what is 

real for them, rather than what others tell them. 

"Marie was selfish, but I don't say that in a negative way. It was the nature of the 

lady," Vivian Cox said. "If you worked with Marie, from her perspective that's where the 

world began and ended. She was so focused on her beliefs and her concerns about 

children that she just didn't see other things. I really don't believe she saw them." 

"I don't put Marie on a pedestal," Halene Weaver said. "I was her chief 

demonstrating teacher for fifteen years. I worked with her for a long time. Most people 

just quit. She was not an easy person to get along with. She was absolutely her own 

person and she was very selfish and spoiled. She was very opinionated and then she'd 

throw you a curve right away when you'd say that because she would be open to all kinds 

of ideas." Another time, Halene Weaver said, "She always compromises." 

The self-actualized person receives deserved respect from others, but isn't 

dependent on it The self-actualized pjerson does not need or value unwarranted fame or 

notoriety. Ben Jacobs, who served as a photographer and media exp)ert for the Follow 

Through program from 1968 to 1970 said, "She was not a bell ringer. She didn't take on 

the spotlight. She was never the type that would invite publicity'. She didn't mvite the 

press. Her work was done from internally out." 

Jacobs observation coincides with the Maslow's description of self-actualized 

persons as being "governed far more by inner directives, their own nature, and natural 

needs than by the society or the environment. They are less anxious for honors, prestige, 

and rewards."^® 

^ .Vlaslow, in Goble, 31. 
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"She didn't spend time on selling herself. She was more focused on her work itself 

and the issues and problems of the work." recalls Vivian Cox. 

Bette Dehls, the Program Assistant from Indiana who remained in Tucson to work 

with TEEM, remembered, "You couldn't be near her without learning. She never wrote 

because she was always on the cutting edge. It was lonely to be a writer. She wanted to 

stay close to children and work with children." 

Halene Weaver said, "She loved to conceptualize ideas. She didn't want her 

thinking embalmed. Once she had an idea and worked it out in her head, she went onto 

something else. She kept working on new ideas. She had wonderful ideas and was able to 

conceptualize what young children needed." This constant focus on generatmg and 

working out new ideas was an mner drive for Dr. Hughes and kept her moving forward 

rather than resting on past accomplishments. 

Self-actualized people are not religious in an orthodox sense, but have values and 

ideals similar to those taught by great religions. Maslow identifies these as "the 

transcendence of self, the fusion of the true, the good and the beautiful, contribution to 

others, wisdom, honesty, and naturalness."" 

The women interviewed said Dr. Hughes was not religious, but their words and her 

words tell us of her belief in the transcendence of the self, her love of the true, the good 

and the beautiful, and we know of her lifelong contribution to others. She was a woman of 

great compassion: caring for her husband, caring for children and their lives, and caring for 

her friends and colleagues. She spent her life striving to make schools better places for 

children. 

Maslow found it was not unusual for self-actualized persons to attract admirers, 

friends, and 'disciples.' 

='Ibid. 
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"I was in awe of her," Jane Evans remembered, "because she had a wonderful way 

of presenting herself. She had a very attractive charisma.... [W]hen you were in her 

presence you really realized that this was not just an ordinary person. She was special." 

"There was a presence about her. She made you feel as if she knew you," 

remembered Alice Paul. 

"Dr. Hughes was our mentor, our leader," Myma Hillyard said. "She walked in 

somewhat rarefied air. I would say Dr. Hughes was kind of queenly." 

Laura Atkinson remembers working in the East San Jos^ School with Marie 

Hughes in the mid-1930s, "The teachers had this feeling for Marie. They were very fond 

of her and she of them. They looked up to her and liked her way of teaching. I would say 

she was a mentor to them. 

Self-actualized persons have an unusual ability to concentrate, according to 

Maslow, and this sometimes produces absentmindedness. Ben Jacobs, the media 

specialist with Dr. Hughes' model remembers that "When you looked in her eyes, you 

could see that she was thinking two or three steps ahead of where you were. She was 

always two miles ahead. She was always in the drive mode." 

Maslow stated, "[Self-actualized persons] have a genuine desire to help the human 

race" (Goble, 1970, p. 36). This desire was a force in Mane Hughes' life and she never 

wavered from it. From her beginning years of teaching in Michigan in 1918 up to the early 

1980s, her focus was children and education and how to make the lives of children better 

through education. This concern was focused on the child's entire life not just the early 

childhood years. "Her whole philosophy was based on what kind of an adult will this 

child be and how will this child conduct himself or herself in the future," Halene Weaver 

said. 

The self-actualized person is apt to be both theoretical and practical. Women 

interviewed saw both sides, the practitioner and the theoretician, in Dr. Hughes. 
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"She always prided herself in the fact that she was a practitioner and she did teach," 

Halene Weaver said. 

"Her strength was in theory," Vivian Cox said. "She was a theoretician of the 

highest order. She had ideas of a practical nature, practical implication, but it was really 

our job as program assistants to work out and generate the ideas based on her theory." 

Self-actualized persons are usually friendly and interested in children and good with 

them. They tend to be kind or patient with most people. They take pleasure in rewarding, 

praising, and recognizing the talents of others. 

"When she was with children," Halene Weaver remembered, "she had the knack of 

getting them started by just sitting with them and playing with them. 

The need for beauty is very deep in self-actualized persons. Beauty helps a person 

to be healthier. Aesthetic needs are related to one's self-image and is almost universally 

present in healthy children. The women who worked closely with Dr. Hughes spoke of 

the beauty of her home, the beautiful clothes she wore, the beautiful jewelry that always 

adorned her person when they met with her. She talked about the beautiful classroom 

environments teachers were to create for children. Children were to be surrounded with 

beauty. She loved beautiful music and art and the beauty of nature. Dr. Hughes had a 

deep need for beauty. 

N^low writes that "All the evidence that we have indicates that it is reasonable to 

assume in practically every human being... that there is an active will toward healthy, an 

impulse toward growth, or toward the actualization of human potentialities. One can 

choose to go back toward safety or forward toward growth. Growth must be chosen again 

and again, fear must be overcome again and again. The individual who is growing is 

constantly challenging himself. This takes courage."^® 

^ Ibid.. 60-61. 
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We can see this movement forward toward growth and the actualization of her 

potentialities all through the life of Dr. Hughes. She started as a teacher and moved to 

supervising teachers, to the position of curriculum coordinator, then to a professor of 

education. The constant throughout her advancement was to improve education to improve 

the lives of children and the adult lives they would experience. She was sixty-three when 

she left the University of Utah to begin work at the University of Arizona and seventy 

when she was forced to retire from U of A, she returned to New Mexico and began a new 

program there. Dr. Hughes always chose to constantly challenge herself rather than 

regress to safety. She knew the impulse toward growth in herself and believed strongly 

that it existed in all human beings. The Hughes model of education was grounded in 

efforts to help others move toward the actualization of their potentialities. 

Maslow's self-actualizing people are a small percent of the total population-a 

fraction of one percent. They are very different from the average person and few people 

understand them. These superior jseople have a deep feeling of kinship with the whole 

human race. They tend to seek jDCople with similar character traits such as honesty, 

sincerity, kindliness, and courage, but disregard superficial characteristics such as class, 

education, religion, national backgrounds, and appearances. 

Time and time again. Mane Hughes expressed her concern for the human race. The 

model of education she created was to be for all children everywhere. 

Dr. Hughes exemplifies many of the characteristics of a self-actualized person as 

explained by Abraham Maslow. We can see that she transcended difficult early life 

beginnings and was able to continually move toward self-actualization over subsequent 

decades. She knew what kind of education was necessary to enable children to embark on 

lives that were transformative. She knew the environment needed for growth toward the 

actualization of children's potentialities. I will now look at her model and examine the 

ingredients that constitute that environment that proves transformative for children. 
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The Pillars Supporting The Hughes Mcxiel of Education 

Dr. Hughes said that "teaching can be understood and improved only as all 

elements, teacher, content, student, practical resources, are understood in relationship to 

one another" and she recommended that they be studied in a natural classroom situation. 

Because all aspects of her model were integrated and linked, it is difficult to separate 

aspects of her model of education and focus on them separately. She talked about 

orchestration by the teacher in the classroom when the teacher would have all components 

working together much like a conductor would bring together a symphony orchestra. 

The teacher interacts and responds with children to promote respect, learning, and 

caring in the classroom. An environment is designed by the teacher to evoke new 

behaviors in the children. Each child constructs his/her own learning and "learns to learn" 

with the teacher as a responder and collaborator. The children bring content with them 

from their own lives and experiences and the teacher creatively interacts with the children to 

promote learning from the children's language. 

The four humanistic-scientific pillars that Dr. Ken Goodman has written about as 

the foundation for whole language can be adopted to look at Marie Hughes' Model of 

Education for a Democratic Society. The four pillars described by Goodman are: a theor\' 

of learning, a theory of language, a view of teaching and the role of teachers, and the view 

of curriculum.^' These pillars provide a way of looking at the Hughes Model of Education 

for a Democratic Society. 

A Theory of Learning 

"Children do their own learning," Marie Hughes said. "Probably we cannot teach 

anyone. We now know that each child builds his own mentsd contents and strategies 

through an active process of construction." The child is the active agent in his learning. 

Ken Gocxlman, What's Whole in Whole Language, (Richmond Hill, Ontario: Scholastic, 1986), 26-31. 
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The teacher facilitates the learning of children by observing them closely and responding to 

their language and actions in a professional manner that promotes learning. 

Marie Hughes believed that a part of each school day needed to be spent in activities 

that the child self-selected. "Years later when I knew more about learning and the active 

role the child takes in his own learning, I realized the importance of children's own 

selection of their learning activities," she said. 

Marie Hughes believed that every individual possesses a genuine thrust for growth 

and that cunosity is a strong motivating force. Learning is enjoyable and pleasurable for 

children and everyone can learn. There is no such thing as a nonleamer. 

Theory of Language 

Language development is seen by Dr. Hughes as a function of the total life 

situation. For this reason, the human relationships of children are the source of language to 

imitate and for feelings and attitudes. Words gain meaning for children because of the 

situations and experiences that accompany the words. The child's willingness to take part 

in interactions in the classroom depends upon the acceptance she/he feels at school. 

Language is connected with the role of the teacher for it is only the teacher "who 

truly accepts each child with his differences [who] can offer the human situations in which 

language development is best fostered."^" Teacher-child interaction, referred to as 

"professional response" by Dr. Hughes, is a most important part of the Hughes Model. 

She called it the genius of her program. Since the child actively constructs his/her own 

knowledge, then the teacher becomes a collaborator in this process. 

"The essence of collaboration lies in respxinding to the cues the children give-the 

ideas they present," Marie Hughes wrote in 1975.^' The teacher responds by listening 

carefully to the child and using the child's personal experiences for learning. The 

M. Hughes, "Language—Function of Total Life Situation," Unpublished paper, no date, 
Marie M. Hughes, "The Professional Response: How Teachers Become Sig^cant to Children," 

(unpublished paper, 1975), 28. 
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importance of "professional response" to Dr. Hughes indicates the importance of language 

in the classroom. The teacher is: 

willing and able to focus upon the intention and need of the child and then responds 
within his framework. By this acknowledgment of the child's meaning, the teacher 
strengthens the child's desire to communicate and also increases his pleasure with 
his membership in the classroom. 
. . .  When the  teacher  rea l ly  hears  what  the  ch i ld  i s  say ing  and  responds  wi th in  the  
child's meaning, he is saying to the child, 'I hear you. What you say and do is 
important to me. I want to be of service to you. We work together.'... The 
rapport between children and teacher is the source of the teacher's constructive and 
significant influence over the children. Effort is required response is made within 
the child's perception of the world.^^ 

Most of Dr. Hughes' research focused on the language of teachers and children in 

actual classroom settings. In her work with teachers, the task was to reflect on language 

used in the classroom to discover what language promoted learning and that which 

discouraged learning. Women who worked with her often spoke of "language lift," the 

way a teacher uses language in teacher-child interaction to bring a child to another level in 

his/her learning. We can see that the child as active learner, the teacher as responder and 

collaborator, the designed environment with mutual and personal experiences held by the 

teacher and children in the class are all integrated and necessary aspects of the Hughes 

Model. They cannot be separated. 

View of Teaching and Teachers 

Teaching was defined by Marie Hughes in the late 1950s as interaction. Teachers 

and children act upon each other in the classroom. In the mid-1970s, she adopted the word 

collaboration to define teaching. "It's where the teacher collaborates, facilitates, supports 

the learning of children as they make their personal attempts to know and order their 

world."" 

Ibid.. 9-10. 
"Ibid.. 48. 
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The teacher is the chief instructional tool in the classroom in Marie Hughes' Model. 

"Human relationships are the most salient aspect of experience, so the nature of classroom 

relationships (teacher and child, child and child) become the basis for learning in the 

classroom," she wrote in 1975.^"* 

The teacher must take delight in children's learning. Teachers must recognize and 

accept the wide range of ability and diversity with which children are bom. An effective 

teacher establishes an alliance with each individual child in his/her care. A great effort is 

required on the teacher's part to become a part of the child's world so that the response the 

teacher makes can be made within the child's perception of his world. The teacher must be 

creative for no responses are the same twice and there is no way for the teacher to predict 

what a child is going to say or do when they are given responsibilit>' for their interests and 

leammg. 

The teacher has the task of arranging and setting the classroom environment in such 

a way that the child can create constructive behavior. There needs to be materials and tasks 

that are a match for each child's level of development in order for there to be constructi\ e 

behavior in the classroom. There needs to be a non-satiating environment for children. 

Children actively construct their own knowledge through interaction with their social and 

physical environment with the teacher as a collaborator with children in their leammg. 

Children are placed centerstage. The teacher becomes a responder}^ 

In the teacher's collaboration with children in their learning, trust must be present 

The trust is grounded in the knowledge and acceptance of each child as an unique human 

being with their own pattem of growth and development. To Dr. Hughes, "Successful 

collaboration with children requires the teacher to develop a unique relationship or a 

^Ibid. 
Ibid., 6. 
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positive alliance with each individual child. The means of doing this cannot be prescribed 

or perhaps even described. It is accumulative."^® 

Another important task of the teacher in the Hughes Model is the striving to 

"ameliorate and mitigate" the use of his/her power in the classroom. According to Dr. 

Hughes, power can be used by the teacher when he/she grants or denies a request or 

determines who is to talk or act. Power is shown when the teacher decides what children 

will give attention to and how and when the teacher directs children how to respond. An 

acceptance or rejection of children's responses is a use of power by the teacher the teacher 

can praise or condemn the children's responses. A teacher uses power when he/she gi\ es 

favors to students or punishes them. Marie Hughes believed that the teacher's use of power 

in the classroom affects cognitive development, social relationships, the children's view of 

themselves, and reduces the children's active involvement in their own learning. The 

teacher needs to be aware of this and work to rectify it for the sake of the children in the 

his/her care. In order to do this, the teacher needs to be constantly aware of his/her own 

behavior with children and assess interactions with children. Since the teacher's interaction 

or collaboration with each child in the classroom is the key to a child's success in the 

classroom, according to Marie Hughes, then only through a teacher's reflecuon on the 

interaction with children can a teacher change his/her behavior and improve schooling for 

children. 

View of the Curriculum 

Dr. Hughes thought of curriculum as all that goes on in the school life of a child. 

"Curriculum comprises all the experiences which the child has under the direction of the 

school. This means we must interpret the relationships among pupils and between pupil 

and teacher to be of major significance," she wrote in 1943.^' 

Ibid.. 8. 
C. C. Trillingham and Marie M. Hughes, "Gcxxl Neighbor Policy for Lx»s .\ngeles County," California 

Journal of Secondary Education, 18, October, 1943,344. 
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Children leam from real experiences and content of the curriculum is taken from 

shared classroom experiences and the child's family and community life. The classroom 

environment designed by the teacher is part of the curriculum along with all the activities in 

the classroom that attract and engage the children. The children bring content with them in 

the sharing of their own experiences, stories, actions. These are used for reading and 

writing and all areas of study. Curriculum is gained from excursions or field trips. These 

are an important part of all of Dr. Hughes' work in classrooms from when she started 

teaching in Southern New Mexico in 1920. In the Hughes model, "There is less emphasis 

on which items are taught and on the transmission of specific content, and more emphasis 

on 'learning to leam.'^® 

In summary, teaching, to Dr. Hughes, is interaction and collaboration in a 

prepared, engaging teacher-designed environment in which children construct their own 

meaning from experiences they bring with them and experiences that are part of the school 

activities each day and those gained in classroom interaction with the teacher and other 

children. 

The teacher constantly reflects on the interaction undertaken with children and 

strives to respond to children in a way that is totally accepting of each child and will foster 

new learning and growth for the children in his/her care. In order to cany out the 

important interaction piece of teaching, the teacher works predominantly with small groups 

of children (not more than five). The enticing, exciting classroom environment 

accommodates and engages all children while the teacher focuses on his/her professional 

response, the "genius" of the Hughes Model, with individual children. 

Caring is emphasized again and again by Dr. Hughes. The notion of accepting and 

valuing each child, which was basic to the Hughes Model, denotes caring. Caring is 

E. Maccoby & M. Zellner, Experiments in Primary Education, (N\': Haicourt Brace Javanovich, Inc., 
1970), 16, 
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spoken about a great deal in education circles today, but it was crucial in Dr. Hughes' work 

with children as was the notion of justice. In the next section, I explore these aspects of the 

Hughes Model of Education for a Democratic Society. 

Exploring the Ethics of Caring and Justice in the Hughes Model 

Feminist Pedagogy 

Feminist pedagogy in the writings of Noddings, Martin, Gilligan, and Belenky et 

al.,'' has as a foundation the ethic of caring as a basis for schooling. In the ethic of caring 

the main aim of education is a moral one that nurtures the growth of competent, caring, 

loving and lovable persons."*" 

The works of Noddings, Gilligan, and Belenky et al. have been perceived by some 

to be a genderization of moral perspectives. Tronto questions equating "care" with 

"female" and proposes that the ethic of caring be separated from gender so there can be a 

greater range of options.'" Tronto advises that "Feminists should no longer celebrate an 

ethic of care as a factor of gender difference that pxjints to women's superiority but must 

now begin the arduous task of constructing a full theory of care."^^ 

In an article on women's life stories, Gwendolyn Etter-Lewis cites Patricia Hill-

Collins who writes that "we must cease to view the world around us in terms of duality 

and/or opposing pairs. C. H. Siegfried concurs with "Just as we have outgrown 

thinking that our place in life is naturally determined by birth, so perhaps it is time to 

Nel Noddings, The Challenge to Care in Schools: An Alternative Approach to Education, (New York: 
Teachers College Press, 1992; Jane R. Martin, The Schoolhome: Rethinking Schools for Changing 
Families, (Cambridge: Harvard University Press, 1992); Carol Gilligan. In a Different Voice: Psychological 
Theory and Women's Development, (Cambridge: Harvard University Press, 1993); and Mary Belenky et al.. 
Women's Ways of Knowing: The Development of Self, Voice and Mind, (New Yoric: BasicBooks, 1986). 

Noddings, 1992, vii. 
•" Joan C. Tronto. "Beyond Gender Difference to a Theory of Care," in Mary Jeanne Larrabee, ed.. An Ethic 
of Care: Feminist and Interdisciplinary Perspectives, (New York: Routledge, 1993). 241. 

Ibid.. 251. 
® Gwendolyn Etter-Lewis. "Black Women's Life Stories: Reclaiming Self in Narrative Texts." in Shema 
Berger Gluck and Daphne Patai. Women's Words: The Feminist Practice of Oral History, (New York: 
Routledge, 1991). 56. 
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discard the belief in the natural assignment to one of two rigidly defined categories of 

gender. These feminist writers, Tromo, Etter-Lewis, Collins and Siegfried, and others 

call for future feminist moral thinking to go beyond the two conuasting approaches to 

morality (an ethic of care and responsibility and an ethic of justice and rights) of Noddings 

and Gilligan. 

Kenneth Strike finds the ethic of caring described by Noddings to be "an 

incomplete vision of ethics generally and is only a part of the ethics of teaching" and one 

that "misrepresents the relationship between caring and justice."^^ Strike is bothered, as 

feminist writers quoted above are, by the fact that Noddings portrays the ethic of caring as 

a competitor of justice. Strike suggests that they are not competitors, but deal with 

different contents and both are needed in education. 

Strike writes: "In addition to recommending the importance of caring and of 

relationship, we must also consider appropriate treatment of those for whom we do not care 

or with whom we have no relationship. This is the role of a view of justice. Justice tells 

us what duties we owe to people regardless of our relationship with them.'"*® 

Hughes Model Unites Caring and Justice in Education 

The educational model of Marie Hughes is more in line with Strike and the 

feminists who advocate going beyond gender differences. Her model constitutes moral 

thinking that goes beyond the competing ethics of care and justice in educational circles 

during the last decade of the twentieth century in American. Dr. Hughes' unity of the 

ethics of care and justice in her model are found in her writings and in the model of 

education she created and worked to implement. 

C, H, Siegfried, "Pragmatism, Feminism, and Sensitivity to Context," in Mar>' Brabeck, ed.. Who 
Cares?, (New York, Praeger Publishers, 1989), 72. 

Kenneth Strike, "The Legal and Moral Responsibility of Teachers," in John I. Goodlad et al.. The Moral 
Dimensions of Teaching, (San Francisco: Jossey-Bass Publishers, 1990), 216. 

Ibid., 217. 
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We can see her concern for care and justice from the beginning of her work in 

education when she sought a new method to work with the Spanish-speaking children of 

Southern New Mexico who had difficulty meeting the expectations of the public schools. 

She sought to change the school to accommodate the children and continued this practice as 

Curriculum Coordinator in Los Angeles County in the early 1940s. Wherever Dr. Hughes 

went she was concemed about both the ethics of caring in the nature of relationships and 

with the ethic of justice in each child having the opportunity to grow toward their potential 

as a human being. 

Dr. Hughes and her associates at the University of Utah published a research report 

in 1959. This research addressed change in family life, occupational requirements, 

physical mobility, life exfiectancy, in relationship to other peoples of the world. Dr. 

Hughes posed the question of what kind of educational experiences would enable children 

to meet such changes."^' The conclusion that the "intricate, pervasive, and complete 

interdependence exists that self-preservation demands some concern and interest in the 

welfare of all peoples everywhere. Each man must care for the human race.""*® Dr. 

Hughes emphasized that the latter part of this century "demands a humatmess, a concern 

for, and an awareness of all mankind.'"" 

Humarmess, concern for, and an awareness of all mankind were built into the 

education model created by Dr. Hughes. A central part of the model was what she termed 

the "professional response" or the teacher's response to the child. Her model was based on 

the notion that "teaching is interaction." This includes interaction with a child, small group, 

or entire class. Hughes wrote that "The quality of the human environment is the most 

Hughes, 1959, 194. 
Ibid., 195. 
Ibid., 197. 
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significant element in the classroom. Interpersonal relationship remains the essence of the 

educative process."^" 

The quality of the human interaction in the classroom is the responsibility of the 
teacher. The power and the status of the teacher means that what he says and the 
way he says it, what he does and the way he does it, sets the stage, the action, and 
the feeling tone of children and teacher responding to one another. The respect for 
the individual child is demonstrated in the acceptance and elaboration of the child's 
ideas. It is demonstrated in the maintenance of a classroom that prevents the use of 
threat, sarcasm, and ridicule. Respect and acceptance given by the teacher to 
children does lead to respect and acceptance given by the child to him and to one 
another; in this way the quality of interaction is built into a 'propitious' human 
environment^' 

Dr. Hughes' emphasis on the importance of the teacher-child relation in her model 

of early childhood education is directly connected to the ethic of caring, concern, and 

connection that Noddings, Belenky et al., Gilligan, and Martin are writing about in this 

decade. Caring was an essential pan of Dr. Hughes' model. "The effort the teacher makes 

to become a skilled, intelligent listener and responder to children is a manifestation of 

genuine can/z^."®^ 

At the age of seventy-five. Dr. Hughes encouraged teachers to "spend the 

remainder of our time on other aspects of the teacher at work and the child as a person~a 

child-person," since she believed teachers were now experts on classroom envirorunents.^^ 

In conclusion, the Hughes Model unites the ethics of care and justice and 

demonstrates that these ethics cannot be mutually exclusive in education. The Hughes 

Model was designed for a democratic society. 

A Model of Education for a Democratic Society 

If one thinks of authority, control, and leadership in political terms, it is clear that 
the classroom group, at least in its formal aspects, is about as far from democracy 
as one can get. Not only do the students have no control over the selection of their 
leader, they normally also have no recourse from his leadership, no influence on his 

Ibid., 203. 
Ibid., 204. 

" Hughes, 1979.4. 
"Ibid., 1. 
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method of leadership beyond that granted by him, and no power over the tenure of 
his leadership. There are very few working groups in our society in which these 
essentially despotic conditions are legitimately so much the rule. 

The above quote from Jacob Getzels and Herbert Thelen was an important one to 

Dr. Hughes. She used it often in her speeches and in her writings. It bothered her that 

school classrooms were not democratic and that teachers wielded power over students. 

Her model of education was for a democratic society because it valued and respected each 

child. The role of the teacher was to make a relationship with each child and to collaborate 

with the child in the goal of helping each child reach their fullest potential. Dr. Hughes 

spoke time and time again about the power issue of the teacher and urged teachers to 

"ameliorate" their position of power in the classroom. 

"I think of the Hughes model as an education program for children in a democratic 

society'," Marie Hughes told an audience in 1976. "We have no rationale or program of 

education unless we are interested in democratic society. We have no rationale or program 

unless we are committed to the whole person. We have as an article of faith the work, the 

dignity", the integrity', the creativeness, and the uniqueness of each individual person." 

The uniqueness or essence of each human being is termed an "acorn" by James 

Hillman in his book The Soul's Code. Hillman's notion of the "acorn" connects to the 

ethic of justice or the matter of equality, which is guaranteed to each citizen in a democracy. 

Hillman brings together the "acorn" or pxstential within each of us and its place in a 

democracy. Dr. Hughes' model of education advocates the recognition of the "acom" in all 

children and therefore is truly a model of education for democratic society. 

The "Acorn Theory" of James Hillman 

James Hillman strives to find a fresh way of looking at the importance of our lives. 

He writes that the main paradigms for understanding a human life today, the interplay of 

^ Jacob W. Getzels and Herbert A. Thelen. 'The Qassroom Group as a Unique Social System," in The 
Dynamics of Instructional Groups, (Chicago: University of Qiicago Press, 1960), 56. 
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genetics and environment, leave out the essential, "the particularity you feel to be you."" 

To Hillman, our innate image is the subject of every biography, "Each person bears a 

uniqueness that asks to be lived and that is already present before it can be lived" or an 

"acorn.He advises reading a "life backward as much as forward in order to see how 

early obsessions are the sketchy performation of behaviors now."®' 

Hillman believes a strong connection to family is detrimental to the acorn. He takes 

on the common belief that individuals are results of their parents and victims of the past. 

"Parental fallacy does not help anyone grow down. It pulls us away from the acorn and 

back to Mom and Dad. Perhaps recovery begins only when we have put the mother myth 

behind us."®® By growing down Hillman means the ability to remain involved with the 

world and "to exhibit the virtues of humility, charity, teaching and not being 'stuck up.'"®' 

Marie Hughes was helped in her "growing down" by detaching from her family and 

taking the "leap of faith out of the house and into the home of the worid" that is necessar\' 

in order for a person to become attached to the world.®" Her attachment was always to 

children and this is how she experienced "growing down." Children kept her humble. 

Hillman writes about the "acorn" of people of emmence. Eminence is not 

determined by greatness, but by character or "that inability to be other than what you are in 

acorn, following it faithfully or being desperately driven by its dream."®' Eminent persons 

usually stand out from their families, their peers, their hometowns, "That is, neither genes 

nor environment can be surely shown to determine eminence."®^ 

" James HiUman, The Soul's Code: In Search of Character and Calling, (New York: Random House, 
1996), 6. 
^Ibid. 
" Ibid., 7. 

Ibid., 77. 
Ibid.. 44. 

" Ibid., 87. 
Ibid., 251. 

"Ibid., 132, 
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Marie Hughes is an outstanding figure and makes "human the general idea that all 

lives have an exceptional component that has not been accounted for by the usual 

psychological and biographical theories."" She knew her life story and that she possessed 

"an exceptional component." This caused her to know that all human beings carry potential 

within them and all are extraordinary and creative. Teachers and schools must 

accommodate this uniqueness of each person. This was the article of faith that was the 

foundation of her model of education. 

Hillman finds the acorn theory connects with the foundations of the American 

nation, "All men are created equal." He deduces equality to uniqueness or the' principle of 

individuality' which each person possesses. Humans are equal "by the logic of eachness. 

Each by definition is distinct from every other each [sic] and therefore equal as such. We 

are equal because each brings a specific calling into the world, and we are unequal in every 

other respect-unfairly, unjustly, utterly unequal, except in the fact of each's unique 

genms. 

Democracy, to Hillman, rests, upon the foundation of an acorn. "Democratic 

equality can find no other logical ground but the uniqueness of each individual's calling, so 

freedom is founded upon the full independence of calling. The fact of our calling makes 

individuals equal and the act of calling demands we be free. 

Marie Hughes did not use the word "acorn" to indicate the uniqueness of each 

child, but she certainly believed in the "acorn theory." Her deep belief in the potential of 

each individual and that schools must give each child the opportunity for growth toward 

their potential makes her model one of education for a democratic society. Democracy rests 

on a model of education as advocated by Dr. Hughes. 

® Ibid., 269. 
"Ibid., 273. 
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Teaching Acts That Develop Democratic Citizens 

I found a paper in longhand writing in the papers of Marie Hughes that Haiene 

Weaver gave me. It has the heading of "Provo Meeting, Feb. 20, 1958, Marie's address" 

and starts with a question: What teaching acts are most directly related to the development 

of people who can practice democratic citizenship?" 

If we value people who can practice democratic citizenship then we will value 
people who: 
1. possess individual confidence and competence; 
2. accept self and others 
3. cherish uniqueness of individuals 
4. increase their relatedness to people 
5. increase their relatedness to objects, places, and situations 
6. use intelligence with its numerous mental processes—comparing, generalizing, 

perceiving relationships, assessing consequences 
7. use initiative, imagination and inventiveness 
8. exercise self-direction and control 
9. feel free from undue fear, anxiety, hostility, and aggression 

10. are in the process of becoming without restrictions on their potentials 
11. possess self involvement and commitment 
12. make wise choices and decisions 
13. accept responsibility to participate and to act for the common good 
14. recognize change and movement as inevitable 

To imagine what the world would be like if Marie Hughes' model of education for a 

democratic society had spread from one end of the country to the other, as was her wish, 

we envision children to adults moving on continuums to the fourteen goals above. 

"We Didn't Make It This Time, 

But Maybe We Could Make It Another Next Time" 

Marie Hughes studied Pestalozzi, Froebel, Dewey and others with innovative 

educational practices. She knew what happened to these men in their attempts to change 

education. Their movements could not be sustained and education went back as it was 

before. She predicted that this would happen when she left Tucson and her influence did 

dim and efforts by others to continue her model waned. In the late 1970s, she told an 

audience in a speech at the Arizona Inn in Tucson, "We didn't make it this time, but maybe 
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we could make it another time." Her words give us hope that educators can carry on from 

where she left off and work toward the changes in education that she knew were so 

important in the lives of children and for the future of our country. She worked 

unwaveringly for change in education for over sixty years. She did make progress, but the 

forces thai work against freedom and democracy are strong. Traditional teaching and 

classrooms with hierarchies of control are easier to manage, more efficient, quieter, and 

tidier plus they can be measured for gains. 

Hillman gives us some insight here too. "If creativity shows little genetic influence, 

' traditionalism,' seems rather strongly inherited," he writes.®^ Hillman defines 

' traditionalism' as the tendency to follow rules and authority and to endorse high moral 

standards and strict discipline. This strong genetic component of traditionalism in human 

nature helps us understand why it is so difficult to bring about change. Genius calls us 

away from traditional life, but we so easily fall back into it when the genius is gone. 

Marie Hughes often quoted Joseph Hart and she knew, as Hart wrote, that 

"Nowhere has democracy been taken as the educational goal."®® She had not experienced 

democracy in her education and she had rarely seen it in school classrooms as an adult. In 

this light, Marie Hughes was courageous and to undertake her mission to implement a 

model of education for a democratic society. 

Hart wrote in his book entitled. Democracy in Education, which Hart said had "My 

debt to Professor John Dewey ... on every page," the following: 

Democracy is an attitude of mind, a keen sense of a particular type of human 
relationships, a willingness to face realities in a peculiar way, a breaking down of 
certain types of old artificial barriers, and an opening of the whole world of 
humanity to new freedoms of personal participation in the goods of the world and 
to new resources of social contact.®' 

" Ibid., 133. 
Joseph Kimnont Hart, Democracv in Education, (New York: The Century Co., 1918), vii. 

^ Ibid.. 370. 
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Marie Hughes did open a "whole world of humanity to new freedoms of personal 

participation" in many places and for over six decades. She promoted "a particular type of 

human. The works and words of Marie Hughes give guidance for educators as the twenty-

first century is approached. "Another time" that Marie Hughes talked about to "make it" 

with the implementation of her Model of Education for a Democratic Society can begin 

now. 
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APPENDIX A 

DESIGN AND METHODOLOGY 

Data Collection 

This study connected with the theoretical framework of women's oral history. Data 

collection was through in-depth audio tape recorded interviews, field notes, and document 

analysis. A semi-structured interview format with open-ended questions was used in 

which participants shared their life stories and those connected with Dr. Hughes. The 

method of interviewing was based on what Seidman refers to as "in-depth, 

phenomenologically based interviewing.'" Seidman emphasizes three separate inten'iews 

with each participant focusing on their life history, details of their experience on the matter 

bemg studied, and a final session on what the experience means to the participant. 

I covered the three areas recommended by Seidman in interviews and phone 

conversations with all the participants in my study, but had to settle for two in-person 

interviews with women who lived a distance from Tucson, Arizona (Silver City and 

Albuquerque, New Mexico and Whiteriver, Arizona). 

Participants were asked to recall how they met and began working with Dr. 

Hughes. They related their experiences with the Tucson Early Education Model (TEEM) 

Follow Through Program in this context. The women were asked in the second interview-

to tell their life story and express how they feel today about their work experience with Dr. 

Hughes and what it has meant to their lives. We established a trust with each other at the 

first interview and the women felt comfortable talking about their personal life with me in 

subsequent interview sessions. 

I was the instrument in the study. I developed the interview protocols and 

interviewed all of the participants. My task as an interviewer was to strive to be an 

' I. E. Seidman, Interviewing as Qualitaiive Research, (New York; Teachers College Press, 1991), 9. 
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excellent listener. Bertaux writes about the good interview. "For the sake of brevity, let us 

simply say that a good interview, and even more so, a good life story is one in which the 

interv'iewee takes over the control of the interview situation and talks freely."^ This was 

my goal in the interview situation. I wanted the woman being interviewed to take over and 

talk freely. I became more expert at moving into the background and becoming a focused 

listener as the study progressed. It was not difficult to do this because the lives of the 

women and their work with Dr. Hughes were of great interest to me. It was an enriching 

and pleasurable experience to sit with these humane, gifted teachers and hear words about 

their lives and their relationship with Dr. Hughes. Field notes were written up after each 

interview. I transcribed the interviews after each interview session. In order to avoid 

"imposing meaning from one participant's interviews on the next," the in-depth analysis of 

the interview data was not undertaken until all the interviews were finished.^ I became 

aware of patterns as the study went on and more interviews were held. This could not be 

helped. I wanted to approach each interview anew and with an openness to the participant. 

My effort to be a focused listener and follow the words of each woman helped me to not 

steer them down a path I wanted to take them or "impose meaning." My goal was to create 

the space where each woman would feel free to talk. I was able to share a meal (dinner, a 

coffee or tea time) with all but one of the women, who could not leave her office. Such 

occasions were important to me and the women of the study and helped us to know each 

other and make a relationship. I carried on continued correspondence and phone 

conversations with the two women in New Mexico. As the study went along, I felt I had 

gained wonderful new friends who shared my deep interest and career involvement in the 

education of young children and I felt they experienced this feeling of friendship with me 

too. 

^ Daniel Bertaux, Biography and Society: The Life History Approach in the Social Sciences, (Beveriy Hills, 
CA: Sage Publications, 1981). 39. 
^ Seidman, 86. 
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I planned to have the women check the transcriptions I made after each interview, 

but the first person I showed the transcription to greatly objected to her words. She found 

the text to be a "ranting and raving," she said and hated the transcription. I found out that 

having the participant take over and talk freely, as Bertaux recommended, can lead to a 

great deal of criticism by the interviewee on the transcription of their words. I decided that 

I would not show the transcriptions to the participant, but wait and show them the final 

profile 1 constructed from the transcriptions after I had coded them. 

Coding of the Interviews 

The goal of the analysis is to reduce the data so that it can more easily be managed 

and put in a written form. To reduce the data, I read and reread the transcribed interviews, 

marked what I found interesting, and continued to read the data until themes and patterns 

begin to emerge.'* Seidman advises "Mark what is of interest to you as you read. Do not 

ponder about the passage. If it catches your attention, mark it. Trust yourself as a 

reader."® 1 tried to not impose categories before I worked to "sift and resift" the data. I 

trusted the categories to emerge from the continual reading and marking of the data. The 

marked passages were color coded by underlining in different colors the transcripts of the 

in-depth inter\'iews to match the categories, as Middleton advises.® The coding was 

somewhat complicated because I was assigning categories to the women being interv iewed 

and to Dr. Hughes's life in the szune interview and to those areas that pertained to the 

Hughes Model of Education. The categories and colors were designated as follows: 

Categories for the women - Early Life - red; Personal Life - green; Schooling/Education -

violet; Adversity - green-blue; Family - tan; Teaching - black; Writing - yellow; Travel -

maroon; and Art - red-orange. Categories for Dr. Hughes - Meeting/Working 

Jay MacLeod, Ain 't No Makin It, (Boulder, CO: Westview Press, 1987). 
^ Seidman, 90. 
® Sue Middleton. Educaiing Feminists: Life Histories and Pedagogv, (New York: Teachers College Press, 
1993). 
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With/Relationship - aqua-green; Honors/Recognition - peach; Early Life/Education -

magenta; Personal Characteristics - light brown; End of Life - pink; and Writing/Publishing 

- blue. Then there were categories on the Hughes Model of Education. These were: 

Hughes Model/TEEM - brown; Historical Context/Situation - orange; Influence of the 

Model Today - yellow-green; Program Assistants - light blue; and Parent Involvement -

golden yellow. 

The coded transcriptions were segmented so that all portions belonging to a 

particular category were united. The interview data was reduced to the above categories in 

this way. From these separate coded portions with an assigned category heading, the 

profile of a woman was written. 

The completed profiles of the women were coded for the final analysis and 

mterpretation of the data, which comprises Part 3 of the dissertation. The categories coded 

in the profiles were narrowed to the following nine: Creativity, Professional 

Response/Language, Hughes Model, Justice/Caring, Teacher/Child, Classroom 

Environment/Curriculum/Schools, Staff Development, TEEM Follow Through/Historical 

Information, and Dr. Hughes - Personal. Coded portions of the profiles were gathered in 

these categories and were used in the writing of the final portion of the dissertation on Dr. 

Hughes and her model of education. 

Document analysis was also part of the study. Dr. Hughes's writings were 

categorized, color coded and read and reread in order to gain a firm understanding of her 

model of education and her contribution to the field of education. 

A file was kept on each woman educator with the goal of gaining a complete picture 

of the lifepath of the individual and her connection with Dr. Hughes as a mentor. 

Through these means it was possible to reconstruct a biography of Dr. Hughes and present 

the life histories of the women educators interviewed. I felt it was important to know the 

life storv' of each woman as a context for their words about Dr. Hughes. 
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Writing Profiles of the Women 

Seidman finds that writing a profile of the participant (in the style of Studs Terkel's 

book. Working) is a compelling way to make sense of interview data. "A profile in the 

words of the participant is the research product... most consistent with the process of 

interviewing."' Studs Terkel describes this process as one of editing out the interviewer's 

voice to present a profile that is "like a soliloquy."® It was necessary to "delete from the 

prof i le  ce r ta in  charac te r i s t i cs  o f  o ra l  speech  tha t  a  par t ic ipan t  would  no t  use  in  wr i t ing  . . .  

and other... idiosyncrasies that do not do the participant justice in the written version of 

what... she has said" as Seidman advises.® 

I agonized a great deal about how to write the profile. I did not want to write about 

each woman's life in a linear fashion beginning with birth and continuing on 

chronologically through the events of their life. I found such writings tedious and 

uninteresting. Lives are not lived in such a linear fashion. I decided to start with what each 

woman talked a great deal about in the interview or was most concerned about. This 

worked out all right with the profile of Laura Atkinson. Each time I talked to her she told 

me about the book she had made with the fifth grade students she taught in 1935. I found 

her story about finding the children (71 in 1996) interesting and started with that and then 

connec ted  wi th  Dr .  Hughes  who Laura  met  the  nex t  year ,  1936 .  This  d id  no t  work  wi th  

Halene Weaver because she was tending her husband in a nursing home and this was 

greatly on her mind. Although I started with that, I opted later to begin with her growing 

up on the banks of the Ohio River in Ironton, Ohio. There was an essence of each woman 

that came forward as I worked with the coded transcriptions and I used it as the center of 

' Seidman, 91. 
® Studs Terkel, 1972,36, in Sally Hudson-Ross et al.. Children's Voices, (Portsmouth, NH: Heinemann. 
1993). 
' Seidman, 93. 
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each profile. It was important to me to situate each woman in a cultural and histoncal 

context in order to bring greater understanding to each woman's life turnings and choices. 

Each participant was given the opportunity to read and check her profile before it 

became a part of the dissertation. Some of the women wanted to "clean up" their language 

and not have slang included. One woman said they had focused so much on the language 

of children that they didn't want their language to appear other than correct. I could readily 

understand their concern, but explained to the women that I wanted the profile to be in their 

own voice and to sound like them. I wanted to follow Terkel's advice and have the profile 

"like a soliloquy." 

1 decided to write the profile in the first person, as if the woman was talking to the 

reader. I wanted to recede into the background, as I had worked to do m the mter\ ievv, and 

have the woman come forward and be the whole focus of the reader. Just as Marie 

Hughes said the child should be centerstage in the classroom, I wanted the women to be 

centerstage in the profiles. 

The women were somewhat uneasy with being confronted with their ov» n voice 

when they read their profile. The women who were critical after the first reading of the 

profile, found a second reading helped. "It is ver>' hard to read about yourself," one 

woman concluded. The women agreed for the most part to permit me to use their spoken 

language with their voice in the writing of the study. I did make the changes requested 

unless there was a requested word change to one that would not be spoken by a person in 

talk. Such changes were negotiated and the women took seriously my concern that it sound 

like the person talking. 

I found some of the women had a great loyalty to Dr. Hughes and did not want any 

words to be misconstrued as critical of Dr. Hughes. I honored such concerns and left 

those parts out that women asked to be deleted. All the women were modest in speaking 

about their accomplishments and did not want anything written about themselves that 
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would reflect the idea that they were more special or more accomplished than others. These 

characteristics of humility and kindness toward others were true in all cases. The women 

were all personally selected by Dr. Hughes to implement her model of education and these 

attributes of genuineness and humility surely were apparent to her and prompted her 

choices. She stressed these traits as necessary in teachers of young children. 

Summary 

The data connected to the theoretical framework of women's oral history as a basis 

for women's history. The data collection for the study was through in-depth tape recorded 

interviews, field notes, and document analysis. A semi-structured interview format with 

open-ended questions was used. 

The data analysis began when the interviews were completed and transcribed. The 

data was read and reread, and color coded according to the categories that emerged from the 

data. The interview data was used to write profiles in the first person of each woman in the 

study and a profile of Dr. Hughes. The profiles were submitted to each woman for a 

member check, which they all approved in time. I changed the title of this section of the 

dissertation from "Profiles" to "Voices of the Women" because of the importance I placed 

on the fact that the women are speaking in their own voice and directly to the reader. I 

serve as a conduit for the women in this section of the dissertation. 
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TUCSON EARLY EDUCATION MQDF.T. (TF,FM) 

FOLLOW THROUGH SITES'" 

COMMUNITIES YEARS OF IMPLEMENTATION 

Abbeville, Louisiana 1968-1979 
Baltimore, Maryland 1968-1976 
Chickasba, Oklahoma 1968-1981 
Choctaw, Mississippi 1968-1988 
Des Moines, Iowa 1968-1981 
Durham, North Carolina 1968-1977 
Fort Worth, Texas 1968-1982 
Hoonah, Alaska 1969-1982 
Lakewood, N'ew Jersey 1968-1981 
Lincoln, Nebraska 1969-1981 

Los Angeles, California" 1968-1988 
Newark, New Jersey 1968-1981 
Owsley County, Kentucky 1991-1995 
Pike County, Kentucky 1969-1995 
Santa Fe. New Mexico 1968-1978 

Sells, Arizona 1968-1995 
Shawnee, Oklahoma 1968-1981 

Tucson, Arizona'^ 1970-1995 
Vincennes, Indiana 1968-1988 
Walker County, Georgia 1968-1981 
Wichita, Kansas 1968-1981 

A. S. Paul, "An Introduction to TEEM," (Tucson, AZ: University of Arizona, 1991), 5. 
" Mountain View to 1981 and Garvey to IS^. 

Ochoa School had implemented the TEEM program since 1968, but first obtained Follow Through 
funding in 1970. TEEM moved to Miles Exploratory Learning Center in Tucson in 1980. TUSD 
designated a TEEM Demonstration School at Richey School in 1988. 
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APPENDIX C 

PUBLICATIONS BY 

MARIE MORRISON HUGHES 

1930s 

"Teaching a Standard English Vcxabulary." Bulletin. Santa Fe, New Mexico: State 
Department of Education, 1932. 

"Rate of Acquisition of an English-Speaking Vocabulary by Spanish-Speaking Children." 
M.A. Thesis, University of Chicago, 1935. 

"New Mexico Progam of Curriculum Development." Curriculum Journal, Vol. 8, 
February, 1937. 

With L. S. Tireman. "Reading Program for Spanish-Speaking Pupils." Elementary English 
Review, Vol. 14, April, 1937. 

1940s 

With Laura Stockdale. "The Young Child and Graphic Expression." Childhood 
Education, Vol. 16, March 1940:307-314. (Reprinted in Beckridge & Vincent, 
Child Development..) 

With C. C. Trillingham. "Good Neighbor Policy for Los Angeles County." California 
Journal of Secondary Education, Vol 18, October, 1943. 

With Vivian K. Cox. "Parents Report to Teachers." Childhood Education, Vol. 21, 
February, 1945. (Reprinted in Olsen, Child Development, 1949.) 

"Learning New Ways of Behaving." Childhood Education, Vol. 22, November, 1945. 

"Youth at Work on a Community Problem." National Education Association Journal, Vol. 
36, March 1947. (Reprinted in Olsen, School and Community, 1948.) 

"When the Middle Meets the End." Childhood Education, Vol. 24, January, 1948. 

With Vivian K, Cox. "Language of First Grade Children." Elementary English, Vol. 26, 
November-December, 1949. 

1950s 

"Training Pupils for Successful Group Living." Elementary School Journal, Vol. 50, 
April, 1950. (Reprinted in Education Digest, Vol. 16, November, 1950. Also 
reprinted in England.) 
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"To Understand Others." Childhood Education, Vol. 27, December, 1950. (Reprinted in 
The Family, April, 1951.) 

"The English Language Facility of Mexican-American Children Living and Attending 
School in a Segregated Community." Ed.D.diss., Stanford University, 1952. 

Editor. "Among the Magazines." Childhood Education, Vol. 30, 1953-1954. 

"Pointers for Faculty Meetings from Utah." National Elementary Principal, Vol. 33, 
February, 1954. (Reprinted in Education Digest, Vol. 19, May 19^.) 

"Where Do We Go Next?" Childhood Education, Vol. 30, April 1954. 

"Relationship of Maturation to Writing." When Children Write. Association Childhood 
Education International, Bulletin No. 95,1955. (Reprinted in Mac Campbell, 
Readings in the Language Arts in the Elementary School. Boston: D. C. Heath, 
1964.) 

"Iron Curtain Teachers Study Their Problems Scientifically." Educational Leadership, Vol. 
12, May, 1955. 

"Writing; Too Early and Too Little." Education, Vol. 76, April, 1956. 

With S. H. Harry. "Perspective Teachers in Their College Classrooms." Education, 
Administration, and Supervision, Vol. 43, April, 1957. 

"Learning a New Language," in Learning A New Language. Association Childhood 
Education International, Bulletin. Washington, DC: 1958. 

"Whither Evaluation?" Educational Leadership, Vol. 15, January, 1958. 

A Research Report: Development of the Means for the Assessment of the Quality of 
Teaching in Elementary Schhols. Cooperative Research Project 353, United States 
Office of Education. S^t Lake City: University of Utah, 1959. 

Helping Students Understand Teaching. Provo, UT: University of Utah, 1959. 

1960s 

"An Appraisal of Teaching." Utah Educational Review, Vol. 54, May, 1961. (Reprinted in 
Canadian Education Association Journal.) 

"Principle of Curriculum Construction." Aspects of Curriculum Development. National 
League for Nursing, 1962. 

"Integrity in Classroom Relationships." Creativity in Education. Alice Miel, Ed. 
Wadsworth Publishing Co., 1962. 

"What is Teaching? One Viewpoint" Educational Leadership, Vol. 19, No. 8, January, 
1962. 



"When Teachers Teach." Childhood Education, Vol. 38, No. 8, April, 1962. 

"Tomorrow's Teacher as an Experimenter."//ijrractor, Vol. LXXI, No. 8, April, 1962. 

'"WhaiYMd o( Mm." Educational Leadership, Vol. 19, No. 8, May, 1962. 

"Utah Study of the Assessment of Teaching." Theo^ and Research in Teaching. Amo A. 
Bellack, Ed. New York: Bureau of Publication, Teachers College, Columbia 
University, 1963. 

"Teacher Behavior in the Classroom: What Teachers Do and the Way That They Do It." 
NEA Journal, September, 1964. 

"Teacher Behavior and Concept of Self." Childhood Education, Vol. 41, September, 
1964. 

With Paul Willis. "Personal Reading: A Study of a Seventh Grade." 29th Yearbook, 
Claremont Reading Conference. Malcolm Doublass, Ed. Claremont, CA; 
Claremont Graduate School Curriculum Laboratory, 1965. 

"Learning and Becoming - New Meanings to Teachers." Learning and Becoming. Walter 
Waetjen, Ed. Association of Supervision and Curriculum Development, Chapter 
VI, 1966. 

"Dimensions of Creativity," Contemporary Issues in American Education. F. Robert 
Paulsen, Ed. Tucson, AZ: University of Arizona Press, 1967. 
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