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PREFACE

Tue Publishers having informed me that a new impression of
this book is called for, I take the opportunity of stating that
my later work, first published under the title ** Education,”
and afterwards revised and republished under the more descrip-
Jive title ¢ Modern Education: Its Aims and Methods,’* con-
tains a restatement of certain of the principles here expounded,
and also some account of recent developments in educational
thought and practice. To the later book the reader is also
referred for bibliographical notes, which may enable him to find
his way among the very numerous and important contributions
to the study of education which have been made during the
past few years. In the present work the references have also

been advised.
T. RAYMONT.

Carats Bav.
CoRNWALL,
June, 1939.
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THE PRINCIPLES OF EDUCATION

CHAPTER 1

THE MEANING OF EDUCATION

** Ask yourselves what is the leading motjve which actuates you while you
are at work. I do not ask you what your leading motive is for working—
that is a different thing; you may have families to support—parents to help—
brides to win; you may have these, or other such sacred and pre-eminent
motives, to press the morning's labour and prompt the twilight thought. But
when you are fairly at the work, what is the motive then which tells upon
every touch of it?”’—Joun RuskiN (The Two Paths).

THERE are few people who are not in some sense intcrested in
education. Parents, teachers, school governors, minis- -y, prob-3
ters of religion, and politicians, all have the word lem of
frequently on their lips, and all may be supposed to definition.
use it with a more or less definite notion of its meaning. But
if there is such a thing as a theory of education—and at this
point we can only take leave to assume its existence—one of its
functions must be the critical examination of current notions,
and the exposure of their shortcomings. This is no superfluous
task, for the smallest details of the educator’s work are inevitably
coloured by his general conception of its aim, and it is not too
much to say that most of the defects of educational practice are
due to the absence of any clearly conceived aim, or to the presence
of a wrong one. For this reason we must at once face the problem,
always a difficult one at the outset of an extended inquiry, of de-
fining the scope of our subject. It is no doubt true that attempts
to compress into a phrase the essential meaning that lies behind
words expressing great general ideas——such as education, religion,

3
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government—are in a manner fored i
sor | edoomed to failuie. i
h. tol:?::;e:?::; t\z:sc;ly observed in another connection, wesétllrl:., aai
o mderrat tcr;m;};(;rt:mce of seeking .for the best definition Ef
b rr,,o(st ) odoverrate the importance of finding it.
et o o s caders of Plato know, only it is a truth
definition is often Iilut asll)i[;}}ll;grﬂi;rts}:;ftev:e' gai}ll1 peoseing a
. d in the superio
;f‘e;h;rfocrlrer:il;e Sthat \(;'e ultlmat.ely ad-opt; it consists IZhieﬂry ?;tll]f}?z
greater clearnc s an f:ulne_ss in which the characteristiés of il
atter to w ich the formula refers have been brough e
mind in the process of seeking for it,’"! oy o e

: In givi i

minc oces: fo giving early pr -

to the discussion of a definition of cducation z(ivc sh);lf)a(zn::y
b4

rate place ourselves at the ri i i
into the nature of the edt?c;g?’ts [;Ollsr]l\t 2{133&‘:: o Clearer sight
I‘CSL’ll‘tS whose practical value is at o;mce ag aWe ey not reach
T'o begin with,. let us distinguish betweenpfwvlt;erzlts'e £
Two uses of €ducation, a wider and a narrower. In tio t}clie o
less definite sense, education means thate;;ceer ami‘
- (.Ie;elo‘p'm'ent in w'hnch consists the passage of a hlslfn':.)n
bei b]_g h(?m 1r;fapgy to maturity, the process whereby he gradua{]
‘Cnvﬁ(,mn:re):]ste zlx}hvanous ways to his physical, social, and spiritua};
cnvironn }., ] us Rpusseau and Wordsworth have told
" al‘loﬂ fl(. education of nature”’; and thus we sometimus
SO,;;Ou;n i:}gap;:)l;zgl of a book, the .cultivation of a friendship CZ
Solourn in 0bserngn ‘country, the discharge of parental and cfvic
re“gio,us ¢ anisvtasm_e of law and custom, and membership of a
e BUtgin tha 1o'n, as parts of a prolonged process of educe:-
.7 DUt n | so?nd‘rrowel: and more definite sense in which the
tion does not includzlosI::lfS-Iéi?tC:rem::aciin ti]egm.enaamems’ cduca
on do . e general influen
Coﬁsiigsg{‘?uar::gngs,‘ but only those special influences Whic(::lisa(:(f.
the adult })ortion ?)Sfl%:l}]lid]c);;):::filtn “ 1‘1)0:: R rongh prger by
the Church, or the State. It would}:’o‘;/cz;rzz,tgzo[;lii};rrgi tf:r:'ilvyi
avi

education,

. Sidgwick, Principles of Political Economy, p.

i
* Dealt with interesti : ~ . 9.
pt. ii. erestingly by J. MacCunn in The Making of Character

.are greater than facts,

a
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at the broader use of the word; but the process of education,
strictly so called, includes only the operation of measures expressly
jntended to modify the child’s development, and devised in ac-
cordance with a more or less clearly conceived purpose.’

Understanding cducation in the latter sensc, and fastening our
attention chiefly upon the function of the teacher, the The aim of
typical educator, let us next inquire into the nature of education.
the “ideal which education should seek to realise. In doing so,
we may seem to travel far from existing facts; but after all, ideals
because they are an essential condition of
We observe, then, that though school education is our
main theme, this is not entirely a question for schoolmasters, nor
for any other single class of the community. Like the parent,
the employer of labour, the religious cnthusiast, and the rest, the
teacher is apt to look at this question in his own peculiar way,
and to emphasise unduly that side of the truth which happens to
press most upon his attention. Now a discussion like the present
should at least attempt to show forth ihe whole, of which the
notions of common every-day thought are at best but parts or
aspects. Let us then consider a few of these notions; but in
doing so let us remember that every widespread error is almost
sure to be the perversion of some important truth.

The average man, cspecially i

ployer of labour, or an over-anxious parent, would ppe ¢ five-
lihood ™’

progress.

probably tell us that the aim of school education is T,

to cnable the pupil to discharge more efficiently the fallacy.

duties of his future occupation; and that the worth of any
ingredient of ecducation—a branch of instruction, let us say—

f he happened to be an em-

b

LI

v

v 2

1y N

depends upon the directness of its bearing upon the needs of ““=-

one’s daily employment. He might hold that, even in a general
as distinguished from a technical training, such a subject as short-
hand is of vastly greater importance than history, or cookery than
poctry. He might even contend that part of the time now
devoted in the primary school to reading and writing would be

1 The distinction is clearly brought out by J. S. Mill in his Inaugural
Address at St. Andrews (1867), pp. 3. 4



6 The Principles of Education

more profitably given to gardening or sewing. Now we need
to look ouly at the plainest facts of life in order to discern an
important element of truth in these opinions ; for earnin
or at least following an occupation,
well-regulated life to be neglected in the scheme of preparation.
f But, passing over the obvious fact that, at least in a democratic
society, no one can certainly foretell, even within broad limits,
.in what particylar way a child is destined to earn his living, it

,is not difficult to see that this bread-and-butter ideal is altogether
“inadequate. Possibly the ordinary day

work just as well without being able
and writing afford the means of th

to breadth and clasticity of mind, and which is enabling the
working man of to-day to be as capable a citizen as was the
country gentleman of [a century agol’’.' Besides, though earn-
ing a livelihood is an important part of most people’s concerns,
yeét it is only a part. The question how a man spends his leisure
is as important as the question how he does his work ; indeed his
ways of employing his hours of relaxation go far to determine
his efficiency as a worker. A person who has no intelligent
interests beyond those of the office or workshop will inevitably
live on_a lower plane, intellectually and morally, than one whose
life is fuller and richer, and he is an undesirabe product, even
from the standpoint here condemned. The fallacy of supposing
that all education should be practical and useful in this illiberal
sense is a perversion of the profound and far-reaching truth that
all the knowledge acquired, and all the habits formed in the days
of one’s youth, should be practical in a broad sense, useful for
some one or other of the purposes of life.

If, however, the too anxious parent or the short-
The school- MISt is apt to entertain a one-sided
master’s the schoolmaster. His characteristic
fallacy. however, he is not primarily
identifying education with learning,
tion of knowledge,

is too importént a part of any

to rcad or write, but ** reading
at wider intercourse which leads

sighted econo-
ideal, no less so is
fallacy, for which,
responsible, is that of
and of regarding the acquisi-
or, more crudely still, success in examinations,

! Marshall, Principles of Economics, vol. i., p. 267,

g a living,,

-labourer could do his
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i . This of course is anothf.:r ¢ idol
o the PrOP‘ff alTNOfntel::i SnC:tO(i)rllsist at length up.on.th‘e trU}smllt}::z::t
o arning s if it go along with a well.-dlsmplmed inte eu](i
T reve a1 evi)n *deficient in qualities Wh'lCh every one wohas
Sl 1€§VC . Pefsh scale of values, and which tl.ne eduqa;o; has
place !ngher o f?)ster. Nevertheless, it is a truism whic ees
" iﬂ'?l.s pOwler :go well, because, through force of cu’cumstz‘a;‘;:ulci
repetition on ¥ ideal lin’gers in practicc cven when nol one vould
- fl d it on rational grounds. The syster'flho o
A aions o en'che tangible rewards associated there\i\nt R ve
e i a'ndtrumental in keeping the idol of learning on! s
e e pat stem, as we shall see in a later chapter,d 1to
e Tgat'tsyvalue’ and it has perhaps been .s.ubjectet to
- p]a(':e'an' . buse’ But when intellectual ability, hnc; to
undiscrlmll\ﬂtmgl arniné is made the sole measure of sc oa’;h'3
e o fcai‘s of ,condemnation can b'e too sev.er(i. ohe
oreatest Er ;Yoh schoolmasters of reccent times are“ g{us R
ch:tﬁztveE:ege;s most clearly the dz:in{’;,ers z:{ttC\;]ll(llgigl‘]ave nl(:ad >
M : an
D ¢ ft'hethlcl:lS;tip;))lficz:l:(:)nhzzfl [,)urely intellectual stalndar::llrsé
e w'de ¢ ¢ have considered are wrong bf:CallSe they

o ﬂOththS wand it is one merit of educational g:ﬁasfo:)_f

e 'half_:rut tfmou h they have differcd among them- mulas of
th]eonStsm:(;a l;ave sé:)metimes failed to command the
selves,

xeSPBCt Of l)laCtlcal teaChEIsv )et the) lla'e C\APOSEd the onc (',‘)

p ) d
81 e(l]l ()f utlellt opinions alld lllSlSted llp()ll 1]](‘,‘ nee ()f
d €ess C

iti 3 . Herbert ("
taking into account all the conditions of the problem :

. e 6 a pre arat.l‘Qll’:m
) has defineql education as of Carry us

Spencer, for instance, has defineg ¢ h it does not Carry u
Egﬁf Slete livipg,””’ a definition Wh‘(fh’ .thoug slves to all the con-
far, we may well accept, without binding ourselv ought to pro-
c?l:;ions to which it leads its author. £ Oc;hezriii:: VEYS pgnting‘ out

. tion of educ ivati

5 with a better conception y i Itivation
lel:: :tl: aims are manifold, including the harmonious cultivaty

i “oral si human. .
of the physical, intellectual, @sthetic and Thoral sides of hu

i ive : it warns us
nature.” Tn one respect this statement is suggestive : it :

———

1 Sce Education, chap. i.

M
" .
S0



10 The Principles of Education

with suc i

it s::l.(}ll Izlhaattte;smas 1tellmg the truth, paying one’s debts, and the

A e At m r? education correspondingly consists in the

moratity 1o o o .(g a code of ethical maxims; whereas in fact

e ribute of all conduct. Now the pursuit of health
ce or of art is one kind of conduct. If we are training

o .

a0 Srenuousy ahes it on o rotteo" 1o search il
r trut or to a . . .

the world around him, WC’ are therpelt));ectl?;e ightly the beauty of

ood col . o > ¢ ining him to habits of
gt 1eastnici:lct, and it is )ust. this training which is the great thing,
The pupil ahgeneral as distinguished from a special educationo
the Purlsauit;vo(f) 31(;65 gOtlattain to honesty and thoroughness if'l
schoolroom is false to his vocati .
: oc
that sense an immoral person, like the care auion, and 1s in

it was said that he “ b less workman of whom
of his hammer ’,'e roke the whole decalogue with every stroke

{ for:‘n ot;uz 05:832:1 .placic, it must be remembered that

o of con ideaxia Yvayls the final upshot of acquired knowledge.
dopengs e e s simply an unpulse to action. What onc does
fepen depefds(u meas;ne upon’ “./hat one knows, and what one
branch of sciencg o(?r\:]\;tc'rf)roxlzieizrztlt e assumes (1o hobore, i
branch of | re assumes the positi
i :rl;::a;]ste;sztl;] ;)t]k\cr“l/ess worthy interests are at legst \tx:z;k;ie?i
b Derhap ed. When, for example, a boy has been taugt

A geography so that, besides being of possible utiﬁryg ilI:

the narrower
sense, they have evok .
() . .
of travel and in sound ked an interest in the literature

from the sporting pa;::t(;;igalt }?Cti‘(‘m’ and have thus saved him

t Y. - he enn ’
rz?tcelzrles tn}:mstrpct.xon has had a trulypmozald:f:fi(clfm,;\ en e
spheres of ?r:t é: is thxs. moral effect, this opening.u rlfd - ;S
technical prepa est, which, in a general as distin uils)hod ?Ort .
e e preparation for life, is the surest and thy guished from a
era ue of a school carecr and the severest test of

t is interesting to noti '
! tice the ¢l

the doct : ose parallel that exi
Y logy A“Snct l?eerzkliaxd down, and the tendency of tr::c;esei T:v::;eon
Y- er pedagogy di . ycho-

train AgOgY divorced intel

Omcrmg,' z}x}nd concerned itself chiefly with ;‘l:ctfual and moral
psychology devoted itself mainly to the analy(;f.me;;“ i? t.he
is o re in

, after all, some

The Meaning of Education 11

tellectual powers,” from which *“ the active powers ’’ were sharply
‘distinguished. Modern psychology has, however, partly through
the influence of physiology, learnt the important lesson that
knowledge is after all but the handmaid of action. *‘ The willing
department of our nature,’’ writes William James, ‘¢ dominates
both the conceiving department and the feeling department; or,
in plainer English, perception and thinking are there only for
behaviour’s sake. I S sure 1 am not wrong in stating this result
as one of the fundamental conclusions to which the entirc drift
of modern physiological investigation sweeps us.”’”’ The peda:
gogic corollary is plain. Let the educator think of the ultimate
effect of his mecasures upon action—during work and leisure, in
the place of business and in the home, in the discharge of social
and of civic responsibilities; and then, if he think clearly in
other respects, he cannot go far wrong in the instruction and
guidance of youth. :

The doctrine of the supremacy of the ethical aim need not
excite the alarm of those whose thoughts arc chiefly bent, for
economic reasons, upon sounder instruction and wisely planned
curricula. There are many, it is to be feared, who, whilst they
might yield a nod of approval to the doctrine thus abstractly
stated, and would certainly use it to round 2 platform period,
would yet give it a hesitant welcome as an idea meant to domi-
nate all educational practice. But, even from their own stand-
point, there is no real cause for such weak-kneed assent, since
steadfast adherence to the more excellent way not only allows us,
but actually requires us, to covet earnestly the best gifts, among
which physical and intellectual culture surely take cxalted rank.
The noblest superstructure of character must come to grief unless

it rest upon a firm foundation of healthy nerve and muscle. It

is clear, too, that we cannot do the best, in the sphere of life in
which we are placed, without knowing that sphere as well as our
powers and opportunities permit. ‘‘ True development is the
development of that mind which is set, throughout, on the attain-
ment, in its world, of those objects which it takes to be right, and

1 See * Reflex Action and Theism > (in The Will to Believe, p. 114). Cf.
the same writer's Talks to Teachers on Psychology, chaps. iii. and iv.
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The reply is not far to seek. The cloud of witn]esses knm.vn as
distinctly against partial and one-sided aims. It tells us that we educational reformers, or at least those of them lw 10?;: ?lllgr:llzlrlyn e
must so train the young as to make it unlikely that we shall tend work is proving permanent and beneficent, declare a
to foster by nurture types of character that are one-sided by

amm,
nature—the irresolute man of reflection, such as Shakespeare has
exemplified in Hamlet; or the rash and unreflecting man of
action, of whom history and common experience furnish instances
A numerous enough; or the soul that seeks complete satisfaction in

N . ; . . i mean-
the :esthetic life, like that portrayed by Tennyson in Tle Palace conduct all education that is worth the name finds its real
of Art; or the, mere animal in human form, like the young man )

ing and value. In other words, thf»_ethi_c_alvglgl_.:s tsuptregzst )
of whom Addison says that ** he had a great stock of health, but Bg e we do not mean that other aims are ummpor;r:léd u
nothing clse; and if it were a man’s business only to live, there th};t they arc safely pursued only when they are reg
would not be a more accomplished young fellow in the whole 3

eftec a 'q"' sentially and above all a

fr h he child is essentially an ; . '

“be;az/n; t):‘gamsmw”; that the teacher’s ultimate concern 1S
! nt

i character ;
nor refinement of feeling, but syrength atzd purity ?fn(;z?;vts e,:o,
anél that in its influence upon the pupil’s habitua

. subordinate to the highest aim—the one thing in ;duca:g:l at:a;
country ”’, t possibly be overdone. We lay it down, then, : bor
But difficulties lurk in the phrase ‘‘ harmonious cultivation *’. canno 'I())us opinion, but as a statement to be ta.ken in §o]
“ Harmoni- 10 begin with, whatever value it possesses is of a mere Dt 1 I:o be’ applied unflinchingly in pract.xce,‘ that t“;
ous cul- purely formal kind. It yields no hint of the content eax:ncst, anc f education—that from which the significance o
- ture.” of the curriculum, or of the actual aims of training. ultimate aim of e rocecds—is the formation of character.
' 'We are left to suppose, for instance, that it matters little what we all ’p‘roxlmate e P haps feel that, in spite of our strictures
' teach, or what sort of conduct we encourage, so long as we are in - The rea'der may per l?ave ended by approving an an gbjec-
some way sharpening the pupil’s wits and cultivating his *“ facul- upon onf:-slded anms, we 1e-sided as those we have tion con-
ties . And even if the formula were amended, so as to make jt aim which appears as lond e and conduct, it may be S‘dered"
clear that it does matter whether we teach chess or geometry, and rejected. Arq not knor‘/ eesg and do they not stand for distinct
whether or not we follow the Spartans in including the art of asked, two distinct ls pber eoarded as of co-ordinate importance?
R larceny in our scheme of training, our difficulties are not at an end. aims Wh‘Ch. may fz;n;ly't fn; gfurther be asked, at least as essential
For how are we to determine when the ** harmony * here spoken Is not physical hez;t X d W);]at is one to think of a definition
of is being disturbed? Every thoughtful teacher and parent has as right C?"dUCt' " 1 end should predominatc even in the
felt the difficulty of fixing the point at which keenness of intellectual which requires that a mora 5
pursuit, or the recurrent glow of artistic emotjon, or enthusiasm science or in the. dr'awmg lesson ] in the first place, that it im-
for cricket and football, seems likely to upset the balance, and ~Upon this objection we remars, t b con:iuct and by
to render life on the whole ineffective—perhaps tragically so. plies an inadequate notion of what is meaz a):-t of Tifethroc
And they will be inclined to ask, ‘“ Where is your principle of morality. It implies that conduct is somd' f')n uished writer'—
‘ harmony ’? Instead of referring us to a complex array of facul- fourths was the fraction suggested by one dis lfir as life involves
ties, and blandly bidding us see to their harmonious development, whereas in truth conduct is the whole of llfei ls'OV e concerned only
can you not supply us with some ruling principle, the application ! deliberate action. It implies, too, that morality 15
of which shall tend to ensure that kind of development? TIs there !

no single aim, the seeking of which will in itself be

¢ a guarantee
that all thesc things shall he added?

! Matthew Arnold, Literature and Dogma, chap. "i.

S €, ..
to cultivate, not wealth of muscle, nor fulness of knowledge,
’



12 The Principles of Education
on the understanding
their rightness.””

An objection to the supremac
Another I another quarter.

of that world, so that it may be sure of

y of the moral aim may be raised

Many teachers, inured though
objection.  they may be to the counsels of perfection with which
pedagogic literature swarms, will perhaps smile at the notios of
remaining always upon the lofty plane here described. But let us
remark that it is by no means necessary, in order that education
may minister to morality,

that the educator should be constantly -
thinking of the ultimate ai

m of his labours. As we have implied
above, the act of eating one’s dinner, or of taking exercise, since
it forms part of conduct, has a moral

significance ; that is to say,
it should be performed so as to aid, and not to thwart, the higher
ends for which one lives. But it is not therefore necessary that
we should at the time be t

hinking of aught else than the enjoy-
ment of the meal or the walk. Similarl

Y, We may seem tempor-
arily to be teaching science for its own sake and art for its own
sake, whilst in reality the ruling moral purpose is all the time
ekacting our obedience, since the true touchstone of excellent
teaching lies in the question—How js this lesson likely to affect
the pupil’s future condu

ct, his habitual ways of employing his
time?
The student of ethical philosophy may have been troubled,
Education during his perusal of this chapter, with thoughts of
and ethics.

‘ the difficulties we are creating for ourselves in thus
placing morality in the forefront, because the very meaning of the
terms which we apply to conduct and character has been the
subject of dispute ever since men began to think out the deeper
problems of life. Arguin

g on this ground, one well-known writer
has actually counselled th

! : ¢ evasion of all such terms in the defini-
tion of education.? It ig

_ uld no doubt formulate the aims of
education more neatly if i i
differences. Those differen

! Mrs. Bryant, Educational Ends 2
“ Bain, Education gs g Science hap

, chap. i,

: (2
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i P o ?:W otfhtlzﬁsm g;:éc 0;:; period serves as h\§ worktx;i
o mlo;?;ty morality takes specific shape in the v:rttu?s fhat
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i their ch
train enlightg']ed o? ﬁfai;::trgfséﬁf-goli:ro], perseverance, truth.ful;
e hg ltIS"k(:- and the teacher who practically recc?gn1§en
ek aﬂ.d_ oy lthc‘; main function of the school has no obhgz;lt'lo:cll
Sl{Ch o ast trouble himself about the p'roblems of ettxc‘
lald‘ P e : say so much, without deny'mg- that the SnU(a %71
tllfeo;}ll.icsoxxﬁllrceg’d to illumine the teach'er’s ]‘pdfment upo
o (i :s relating to the highest en-ds of .hlS Fal ing. | o1 national
et bis here that there comes into view the socia ‘
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1

[y thos ”
» Cf. J. S. Mackenzie’s remarks upon what has been called the * e
- J. 5. Mac 1 Ethics, chap.. xii. .
of 23 C‘}eogliei;sﬂggzl\tlz l(;!ork and Play in Girls Schools, p. 2
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2 The Borlip z1e’s  Manyal of Ethics

Conference, December, chap. ix.
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education of the Middle Ages. We must make German the basis,
and German composition must be the centre round which every-

“thing turns.”’ We may accept this declaration, without accepting

the false patriotisme that inspired it. The national culture must
be the basis of all school instruction, but there must be no narrow-
ing of the educated man’s outlook and sympathies. The national
greatness, if it exist, must be understood and appreciated, but
there must be no exploitation of the people by privileged classes,

who identify their own interests with those of the State.

1.t us now sum up our results thus far. Summary.
t. The all-inclusive aim of education is to contri-
bute, as far as its lLimitations allow, to the formation of character.
To deny this is to confess oneself unable to see the wood for the

trees.

2. By this we do not mean to exalt the righteous fool above the
intelligent knave. It might be difficult to determine which of the
two does the more harm, Though the intellectual and cesthetic
aims are subordinate, they are cssential; for we cannot do the
best without knowing the best, and finding our pleasures therein.

3. The aim of education is cssentially practical; not indeed
in the bread-and-butter sense, but in a large sense. Knowledge
which cannot be turned to use in some department of practice is
worse than worthless. There is perhaps no knowledge which in
its very nature is of no utility ; but there is a great deal taught
in schools which a child is unable to apply to the purposes of
life; for example, catalogues of geographical facts, strings of
dates, exceptional word-inflexions, problems in stocks and shares,
unintelligible catechisms, et hoc genus omne. Our condemnation
must rest, however, not only upon isolated instances like these,
but upon comprehensive systems of education which place know-
ing above doing, kennen above kinnen. .

4. Since the child is destined to live out his life, not as an
abstract individual, but as a member of a community, we may
consistently define education as the making of good citizens.

Turning now to the means by which these aims are to be real-
ised, onc thinks straightway of the process of building up in the
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CHAPTER I

THEORY AND PRACTICE

« Eine richtige Theorie ist das Praktischste, was es geben kann.”
—DORPFELD.

THe question whether there is, or indecd can be, a science of
education truly so called, has given rise to not a little The pur-
controversy. Before passing on to more purely peda- pose of this
gogic topics, it may be well, therefore, to endeavour chapter.
to clear away the dust of that controversy by inquiring in what
sense the pairs of correlative terms « gcience ”’ and ‘‘art,”’
““{hcory ” and ‘‘ practice,”’ s0O commonly used with reference to
education, are appropriately so used; and what is the relation
between the two aspects of education supposed to be connoted
by these terms. Such a logical inquiry is the more necessary
at this point, because of the undisguised contempt, or at best
the mere easy-going tolerance, with which the theoretical study
of education is viewed in some quarters. We may not hope to
justify that study within the limits of the present chapter; but we
may succeed in making clear what a science or a theory of edu-
cation should be able to accomplish in order that it may be
worthy of the name.

The reader will probably anticipate the conclusion that the
question whether there is a science of education is  Science and
to some extent an affair of words. 1f we think of any Art.
branch of human knowledge which by universal consent is ranked
among the sciences, we fnd that it consists of a connected and
systematised body of truth, possessing generality of form, em-
ploying a more or less settled terminology, and pursued for its
own sake, without special reference to any ulterior practical end.

17
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Thus the geometer, the chemist, the physiologist, the geologist,
and the psychologist, as such, seek to build u

not necessarily with any thought of the uses to which the results*
of their investigations may possibly be put by the enginecr, the
manufacturer, the physician, the mining expert, and the teacher,
respectively, ’

»

P systems of truth,

If, on the other hand, we think of those branches of investiga-
tion which no one would refuse to

place among the arts—agri-
culture, mining, and navigation, for example—we find that each
of them, while it may also possess a systematic body of doctrine
and a technical’ terminology, pursues some aim other than know-
ledge; that its primary object is, not to know, but to do or to
effect something. The distinction, though not a very sharp one,
is suPﬁciently clear. Using the terms science and art, then, in
these broadly contra

sted senses, it is quite obvious that edu-
_cation is an art and not a science

.. Some of the arts, however,
have been brought to such a degrec of system and generality, that
they are often spoken of as sciences; but in this case we must
distinguish between the pure sciences, which pursue knowledge
for its own sake, and the applied sciences, which correspond to
certain of the arts as we have defined them. The arts we have
named, as well as medicine, surgery, and all others which are
grounded on scientific principles, may thus be alternatively de-
sFribed as applied sciences. Assuming that the study of educa-
tion offers a systematic and logically coherent body of doctrine—
an assumption which we shal} attempt to verify in the remaining
chapters of this book—we may call education an applied science.

We come now to the terms theory and practice. Some of the
Theory and pure sciences—e. g. biology, chemistry, and physics—
practice, tical and gz Practical side, the former

quickness of eye, steadin
of materials, upon whic
depends. The arts or applied scien
\ and practical sides; but, of

ces also have their theoretical
,as in the pure sciences the

course, with this difference, that, where-
practice exists for the sake of the theory,
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e i gl] concerned with education every d'ay o oy,
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26‘:;0;:{@1\;3:7 (;f instincts, those relating to immedia
0
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preservation, much more sh

. ould :
more elusive and less obvie We expect 1t to be true of the
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> complete an
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e next place, it i )
(2) Obsolete » 1t 1S not to be expected th .
! at
psychology, :lg_eory of any art can be expounded “?h:r?tlts}facmry
state. Nou lsnccs _upon which it depends are’in an u enlo
advance in . 1ere 38 no study which has made more :thlit‘]ed
which ed :cent times than psychology, the very sci ol
ducation stands H . ’ clence to
former ds : specially indebted. The
ays sycho
dowed Wi}t,lsl v&jas vitiated by _thc assumption that tl?eyminlc;)g'y of
imagination a nun}ber of independent “faculties”—_melS o
requiring Sé reasoning, and the like—each susceptible O;nor}’é
Committed bpa:[?te culture. This error is of course no longln
o go to tge (t):ﬂ::o‘m petent psychologist. Indeed he has tenggg
" facuity » a]toget]? extreme of abandoning the useful word
facult_v_psych()logy aiz' st'IOlnf the other hand the mistakes of the
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One of the most cogent reasons why it is a bad way has becen

‘well put by Dr. John Dewey. Referring to ‘‘ the modern con-

ception of mind as essentially a process—a process of growth,
not a fixed thing,”” he says: According to the older view, mind
was mind, and that was the whole story. Mind was the samc
threughout, because fitted out with the same assortment of facul-
ties whether in child or adult. If any difference was made it was
simply that some of these ready-made faculties—such as memory

* —came into play at an earlier time, while others, such as judging

and inferring, made their appearance only after the child, through
memorising drills, had been reduced to complete dependence upon
the thought of others. The only important difference recognised
was that of amount. The boy was a tittle man and his mind was
a little mind-—in everything but size the same as that of the adult,
having its own ready-furnished equipment of faculties of attention,
memory, etc. . . . The course of study was thoroughly, even if
unconsciously, controlled by the assumption that since mind and
its faculties are the same throughout, the subject-matter of the
adult, logically arranged facts and principles, is the natural
“study ’ of the child—-simplified and made easier, of course,
since the wind must be tempered to the shorn lamb.’"!

But even if we are careful to ensure the soundness of our psycho-
logy, we may easily go wrong in applying it to educa- (. g
tional problems. The attempt has often been made, taken appli-
for example, to construct model curricula, based on cations of

3 . . . . psychology.
the proposition that the business of instruction 1s to
supply an all-round mental gymnastic. But, as we shall see more
fully in a later chapter, such subjective considerations are by no
means a safe guide to the choice of studies. And that psychology
can furnish no adequate guidance in the framing of curricu]a. is
only part of the larger truth that it cannot decide any question
relating to the aims of education—a point that was bro.ught out in
the first chapter. Psychology does undoubtedty furnish us with

valuable hints when we come to inquire by what methods our aims

may best be realised. What these aims shall be, however, _depends
thing that

upon our ideals of life and conduct, and not upon any
' The School and the Child (ed. Findlay), p- 112



22 The Principles of Education

psychology professes to teach us. Instead of appealing to psycho-
logy we must inquire what knowledge on the whole is of most
worth, and what are those virtues of mind And heart which are
most valued in the community in which we live, and which con-
stitute the moral atmospher

¢ breathed by its best members.
The attempt to found a theory

of education upon psychology
(1) Piece- alone has led to another result which can only tend to
meal appli- bring that theory

into disrepute. It has been the
cations of  fashion to compose,
psychology.

for the benefit of young teachers,
books which are in

: cffect systematic trea
clementary psychology, mtersper

sed with a regular series of peda-
gogic comments and applications.

The result has been disastrous
in a twofold sense. First, the natural order of procedure has been
inverted. A theory of education must start from its own premises,
and must pursue its own course b

y its own methods, calling to its
assistance psychology, physiology, ethics, * paidology,” and the
rest, whenever their help is wanted. Othe

rwise the student is
never led to face systematically the fundamental problems of edu-
cation. These problems are far too weighty and complex to be
dealt with fruitfully in a series of obiter dicta, strewn piecemeal
through what is essentially a course in psychology. Secondly,
such a mode of treatment lends itself with fatal facility to the pre-
mature and useless ** application

” of uncertain or (for the purpose)
unimportant psychological data. There may come a time, for
example, when the results obtained by the cultivator of experimental
psychology will be sufficiently assured and important to find a
place in any systematic attempt

to furnish guidance to the young
teacher.  But that time has hardly yet arriv

ed, and, even if it had,
the approach to the problems in question shomld be from the edu-
cational rather than from the psychological side. 1t is no doubt
an advantage that the teacher should, on the analogy of other
professions, begin by mastering the really relevant portions of cer-
tain sciences. Having done so,

he should go forward to an inde-
pendent study of the theory of his art. Only so can the problems
of education be seen in their true perspe

lu . ctive, and only so can the
conditions upon which thejr solution depends he fully grasped.

tises upon
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aphorism. There is no urgent need of poets below the first
rank, but there is an urgent need that teachers of moderate

gifts should be trained to turn those gifts to the very best ac-

count, and one way of doing this is to lcad them to that reflective

contemplation of experience which is the cssence of healthy
theorising.
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if, for example, he be comparatively i :
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theory whish Lo tz}]ue may easily be exaggerated; where'\;
must be reettond ok ! e result of reflection upon actual pract’“
fon reeeved i extremfa caution. . *“ The history of ed .
buri,a Leroay e iz;:e Prqf. Sidgwick, ‘s the battle-ground P
oo o a%ratctlcz.lble theories; and one who studiean'd
e uERL | ate his constructive self-confidence !t
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of experience'’.' To which we may add that the attempt to

. ““ harmonise the results of experience "’ is precisely what we mean

by sane theorising, and precisely what Sidgwick brilliantly exempli-
fied in his essay on ‘‘ The Theory of Classical Education "".
“ Sound practice is sound theory unconscious of itself; sound
theory is merely sound practice conscious of itself.”’? -

* Lastly, we are bound to acknowledge the danger that in teach-
ing, as in other departments of practice, the theoretical () Un.
attitude of mind may become so habitual as to induce timely
a dreaminess, or an impatience of the facts of the con- theorising.
crete situation, which are alike fatal to efficiency when one is
fairly at the work. The practical schemes of the apostolic
Pestalozzi were not successful; and in his less happy moods
he is said to have banged the doors upon disappointing classes,
and on one occasion to have thrown his boots at an offending
collcague. The moral is not, however, to be drawn too hastily;
it lies, not against theory as such, but against its untimely ob-
trusion. The * day-dreams of a schoolmaster ’’ may indeed he
sometimes fruitful of results; but on the whole it is certainly
undesirable that he should be occupied in the hours of school
with thoughts of the ultimate meaning and issue of his labours.
He should rather trust, when amongst his pupils, to the after-
glow of his periods of private illumination. In this way he may
find that even the apparently trifling details of his procedure may
be carried out so as to further the supreme purpose of education.

The apology for the study of education amounts then to some-
thing like this,—that an.indifferent teacher, provided
his weakness be not due to incurable personal defects,
may be madc a tolerably good one; and, further, that good teachers
will be all the better, and even ** teachers by the grace of God
none the worse, for having their stray thoughts about their
art extended and deepened, and thus made more available for
systematic guidance. It may be as true of the great teacher as
of the great poet, that he is born, not made. The question before
us is not to be settled, however, bv an adaptation of a stale

Conclusion.

t Essays on a Liberal Education (ed. Farrar), p. 83
* Laurie, Teachers’ Guild Addresses, p. 1.



CHAPTER 111
‘ THE SCHOOL

‘“ The schoolmaster is ubroad ""—Lorp BroUGHAM.

WE agreed in the first chapter to use the term education to
denote those influences which are designedly brought to bear
upon the child for the furtherance of his development, and es-
pecially those which are exercised by the teacher in the school.
Whether the word should be employed in this stricter sense, or
have its meaning extended so that it stands for the whole idea of
personal development, so far as that depends upon external con-
ditions, is a question of convenience rather than of principle. It
is important, however, that we should know what we mean, and
should not allow the ambiguity of a term to confuse our thinking.
Though the school is thus our main theme, the larger aspect of
the subject must now and again compel our attention. For
cxample, though in the present chapter our chief purpose is to
characterise thc different kinds of schools that are found in
modern civilised states, we must first take note of another power-
ful agency in the child's development, ©iz., the home. This is
necessary, not only because the influences of home and school are
intimately connected, but also because it is sometimes sought to
combine in one institution, as far as may be, the functions of both.
The immense importance of the home scarcely needs to be
emphasised. Two children may attend the same Home in.
school, may come under the influence of the same fluence.
teachers and the same organisation, may pursue the same studies
and perform the same exercises; and yet may differ 1oto ceelo as
regards their general knowledge, their interests, their speech, their
hearing, and their moral tone, according to the homes they come
from. In some ways the school is almost helpless when the in-

29
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ﬂucnc<': of thc.homc is on the wrong side. During the earliest and
most 1mpressxonz:;ble years, the family is the child’s entire social
environment; and though his social ci i
ircle widens when he
. . Oe
to sc!’loolf and begins to form outside friendships, yet the fa%nilsv
:}C,mal'nsq or some years the largest and most central portion c?f
ﬂe Cll’(,dC‘.. Under average circumstances, and still more whe
e _conditions are wisely ordered, the home is the soil in whi r}l\
:pr.mtg up I'chf)Sf:hvxrtues of which sympathy is the common cl?;r:lc
eristic. It is there that the warmest and inti "
; ' ‘ and most intimate i
! affect
ﬂounsh: It is there that the child learns the difference b twoen
genex:o.smy‘and meanness, considerateness and stios
and injustice, truth and falsehood
is there that his habitual leanin
is first determined. It is
] . there, to
acquires a full or a scanty vocab,ular())" ot papeirns Lo speak,
b

X . ) and, co i
with, a wide or narrow range of common ;dea;reSpondmg there-

The theories of education that have
Difforent varymg-. d egrees of emphas;zor; p%t;ne:;‘le a;tentx‘on lay
:i:iw?usiti;?‘ lé(:‘reneek lifc in a child’s up-br'mging_ T}?: Ct;?::. of
of the home. the p(s)’siti on of their 10WACOnceptionm2;
family life in the traini ~0 o, made little of the pl
y ] ng of the young. John Lock Rt
the children of the wealthy in view, and mj dfe’ wrmx?g with
unhappy schooldays, declares roundI;' in fav::lr ucl)fo}f, his own
ome edu-

cation, under a private tutor, as oppos .

zt;l:‘c()ici)tlis(;nsR(:;ussezu, W'{ﬂ.l' sm.all f;‘zh eng tﬁléh?;n%illven n:] public
o an orphan ;nnod e}r]n cnflllsatlon, begins hy assuminy‘ tphn e;; t!]e
bilities. and ’Succecte ﬁl his tutor is charged with pareftal o md.e
NP ICCceds 10 parental rights. B responsi-
infinitely truer insight, regarded the pe Pestaloz, with

. 1 o
f::‘ncctlors;\l\]rct:eoi‘,oul?g child’s tra.ining',‘:nmc;3 ?I?et}rfo(t)}?:rl::‘igensable
the reader whoa 1” ueh education ; indeed, one of the rewz fioum
pages, is the occgs(')ug 15 through the good old man’s inco;\ et
doctrit,w is pa%sionl(ma perusal of passages in which thi e

s passionately preached.! 's cardinal

' selfishness, justice
» industry and idleness ; and it

m accordance with

t See How Gertrude teaches her

Education, addressed to ] D, Gma‘il;ildren, and especially Leticrs on Early

g to the one or the other of these
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It may safely be asserted that during the first six years the
L:hil'd’s proper place. is at home, or in. some institution .. 4ome
which seeks to realise as far as possible the freedom, in relation
the spontaneity, and the affectionate intercourse of a to early

K . 1 childhood.
good home. In this country we talk familiarly of
“infant schools'’; but it should be remembered that this is an
extension, and in a sense a dangerous extension, of the term
“ school,”” adopted from the vocabulary of a man’ whose anxiety

for the welfare of neglected children exceeded his knowledge of

their true needs. A school is a place for work, directed to ends of
which the pupil is to a greater or less extent aware ; whereas early
childhood is the time for play, and it is only by enlisting the small
child’s play instinct that we can properly engage his self-activity.
Froebel showed a deep insight when he called his instifution a

" Kindergarten. The prophet has remained comparatively un-

honoured in his own country; but we do him a very questionable
honour when we start children of four or five along the uninviting
paths that lead to mastery of the ‘ three R’s,”’ reserving a place in
the time-table for exercises labelled  Kindergarten '’. The infant
school and the private Kindergarten are valuable institutions for
the children of parents who cannot or will not discharge their
natural obligations towards their younger children, and this is
especially true as regards great towns; but when they place the
stress on teaching rather than on physical and moral culture, and
when they are conducted by persons unacquainted with the true
principles of infant training, their value resides chiefly in the fact
that they keep the children out of worse mischief.?

Some parents of the wealthier classes prefer to keep their child-
ren, and especially their daughters, at home, even after The home
the nursery stage is passed, by converting the nursery in relation
into a schoolroom, and by employing a tutor or gover- L(;ttltz eg;:-
ness, or by themselves playing alternately the parts of older chil-
parent and teacher. - A boy or girl thus educated of dren.

! Samuel Wilderspin. See his - Early Discipline Nlustrated, p. 3- -
2 In the slighter stress placed upon formal instruction and discipline, the
ecoles maternelles "’ of France contrast favourably with our infant schools.

See Report of Consultative Committee on School Attendance of Children
under Five Yecars of Age (1908), pp- 204-5.
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of the pupil affords opportunities of nicely adapting means to ends'.
Experience seems to show, however, that, even if a sufficient

degree of teaching skill be taken for granted, arrangements of this
kind arc rarely successful. * How great the value of school dis-
cipline is to girls, they can appreciate who have had experience of
the vagueness, inaccuracy, want of application, desultor'mess, want
of conscience about work, dawdling habits—of young women
brought up at home under the care of governesses.
there are cxceptions, but, for habi
conscientious endeavour in her

Of course
ts of work, power of work,
work, the faithful schoolgirl is,
as a rule, far before the girl who has not undergone school dis-

cipline.””'  Apd even if the evils here described be averted, such
advantages as home education poss

too great a cost, Home-keepin
—and narrow sympathies besid

b
cessary preparation for
But if the child’s outlook is
bounded by the garden fence, then the development of the Sym-
pathetic impulses is indirectly checked, he is disposed to become
clannish and exclusive, and the result is merely another form of
selfishness.  From such dangers the school society provides »
means of escape. The school is a half-way house between the
entirely domestic life of od, and the larger life that
awaits the parental roof,

Co-opera- to pProvide

de | of their children n the
tion of home, it will stijf be best in gencral to send them to
parents and  school.  The division

teachers.

of responsibility between the
. ™ust by no means be takeq
ation of the two. [y is, of course, true that
he day school) is mainly responsible for in-
In a less important degree for the direct
€r; whereas parents are chiefly reésponsible

home and tle school
to imply a rigid separ
the school (at least t1
- Struction, and only

formation of charact

Y Miss Charlotte M, Mason, Iome Educalion, P 21y

The “School 33

iscipline nly in a.slight degree for
for spe(':iﬁcall:y‘ morz'ile(lxs:;s‘llltnzngni a(zh eyr oy howevﬂ;, s(i;(l)(rtt;o
o cach. X)lsr’spaims, and to second e.ach other’s Neothin é
Understand cac h’ y ducation will form an organic _wholf;. Nothing
e e eralising to the child than la\‘ck of unity and
e oy oo demloiis home life and his school 1‘1fe. ’Ilfxe teazi ber
harn?ony: betwee;ld understand how immensely his own lmm?. land
O e sthen d by the whole-hearted sympathy of pareut;, a;n-
o e furtherets si:ould on their side try to understapd t erior
ovicabus T r{ari}l ns of the school, and should use their supe 1
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znow b :
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uvegaltagsgst?gn a;fy tlizh:eok;tive merits ofd!)oardéx})l%o;n;clla;fs (1;);
Sehoo 51 he boarding s
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o e e eR of the Royal Commissioners of 1893, * the tone
o ehare WO"(; the home, the ruling interests and ambltlorfl o
a}rxld Cha;?tcsterax?e much more potent and constant factors o
the par ,

. . :
' it **. The boarding school practically requires the complete
result *’.

i ilst the boy who attends the .day school
SCPal‘:USZdZi ﬂt]flese:eeﬁsx;irlvgllisttlt;uencez of f(}:l{rllg}e r?:t:::es.du;li‘:g
boardt: i me of the child’s presc ng
bloardlfn%r:l?smg} ?}ff r)lf‘e,:‘,taiilll;: the day school enableslatige ‘(‘:}11}1‘2
lilire; s(z:nsc to educate the parents, upo;x V\c/ll;?lm Ca:)r:l:tact i
responsihilities and restraints }n}pOsed ){) a}; ot la the
quick and critical bpy or a sensitive fmd observ e
boarding school the pressure of Pub}p opmzox;l, ! e Pl
tion a:d the influence of the mdlvu'flual scho al;,he Sy school

ow)erful instruments of good or evil than in th oy schoo”
gurther “ the day school exercises a more direct in
2



34 ‘The Principles of Education

neighbourhood, is less respective of class,
the whole people, and, in order to it
and more widely distributed
neighbourhood is, as a rule,
fit home of the boarding s

and more common to
s healthy life, needs a keener
interest “in education. But the
very different in the two cases, The
chool is the country or the country
town; but the day school needs a population around it, and so
has its proper seat in our great cities or towns.”"’

The boarding school has in
abiding root in England, thou
countries, nor even in other
in mind, however,
schools of England

€
certain forms taken deep and
gh it does not flourish in Continental
parts of Britain. It must be borne
that the position of the leading ** public »’
. finds its explanation, not in any deliberate
comparison of the merits of day and boarding schools, but in
considerations of a historical kind. If, af the beginning of fthe
nineteenth century, England had had the same urgent reasons
as Germany for a revision and extension of her whole educational
system, she, too, might Possibly have given the day school the first
place in secondary education, and relegated the boarding school
to a subordinate position. The course of history, however, de.
termined otherwise, and ** when the movement of reform touched
English secondary education, it roused the boarding school first
Butler at Shrewsbury, Hawtrey at Eton, Arnold at Rugby weré
the leaders. T hey it was who raised the ideal of Eunglish
» and their work establishe
On a new and surer foundation, 2
be borne in mind, too, that the great public schools are

for the wealthy and the privileged, that they are able
to.secure the services of men of first-

the special requirements of parents
favour the regular ang constant influ

reserved

y therefore
rate ability, that they meet
whose social habits do not

: govern subject —
a word, the continue Lis Booples. In

d Prosperity ite

Y Report of Conumission
M. E. Sadler, ¢ Probj

Reports, vol. iij., P 153,

on Secondary Educa

tion (18q vol, i
ems in Prussian Sec (1895, K

' ) PP. 138-g.
ondary Education,” i SpeciZZ
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special causes, and in no way invalidates the gencral proposition
that a combination of the influences of a good home and of a good
school is the best arrangement for young people under eightcen
rs of age. . .
yeafI?hZ szile principle, the inadequacy of the home to Fhe accom-
plishiment of the end desired, will be ff)Und at work wherever the
use of the boarding establishment Is clearly justifiable. The
lack of a good day school in the nelghbourh'ood', t}'m prolongf:d
absence of the father from home, enforced resxqence in an unsuit-
able district, or the ill-health of the mother, mlght{,_ for exam}?le,
compel people of wmoderate means to use a private boardmg
school; though it should he remembered that a cheap school of
this kind is necessarily a bad one. Again, the early loss of
parents, and the consequent breaking up of the home, has. led
to the foundation of orphan asylums, often the nearest sub§t1tute
for good homes that practical philanthropy can devx'se. Finally,
places of refuge are necessary for those hapless children whose
hames, owing to the abandoned character of the parents, are mere
scenes of desolation and squalor. In all these cases, the boarding
establishment is justifiable, either because there is no home, or
hecause the home is inadequate to the requirements .of healthy
training’; but it is manifest that such cases arc exceptions of t}?e
sort that *“ prove the rule ”’. A good boarding school is of course
better than a bad home; but it can never take the place of a
good home, because it lacks the powerful b.ond of natt'xral. :ilffec-
tion ; its members are too numerous to admit of close individual
knowledge; and the complete though temporary severance o.f the
influence of teachers and of parents tends to produce an inner
discord which can hardly work for the child’s welfare. .
So much for the relations of home and school, and the allied
question of the relative merits of day and board.ing Primary
schools. We now proceed to the problem of classify- and s«?ﬁon;l-
ing schools according to their educational functions. &Y st °"’ S-
Amid the endless diversities of detail that necessarily characterise
the schools of a country like ours, in which systematic thought
and action in educational matters are of quite recent growth, we
find at lcast onc broad distinction, the distinction between primary
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and sccondary schools.  But when we attempt 1o fix the line of
demarcation between these two, or, what comes to nearly the
same thing, to form a clear conception of what sccondary edu-
cation is, our task is not a very simple one.
missioners of 1893 were compelled to report that the nature of
secondary education was ** variously and often vaguely conceived
by their witnesses,” and that ** the definitions or descriptidns in
the evidence were all of 2 rough and ready kind, occasioned for
the most part by the experience of the witness, or the need of
enforcing some special point . The haziness here complained
of is to some extent perhaps inevitable; for though it may be
nceessary for administrative purposes to make the sharp dis-
tinctions looked for, it is too much to expect that any possible
definitions of primary and secondary education will not land us
in difficultics when we come o consider particular cases.!
Secondary education is sometimes comprehensively

The term  $4YIng that it includes all that which lies b
*inters

defined by

es between the

ter-  clementary school and the: university ; and it is in ac.
mediate ™. cordance with g definition - of this kind ‘that the term
“intermediate ”’ is sometimes applied: to secondary schools,
Such a definition is, however, of a merely negative character, and
30, cven if we assume what it pre-supposes, that we know precisely
wlhal we mean hy clementary and by university education, we are
still left without any positive notion of the aims of secondary
schools.  Besides, the number of secondary schools whose pupils
have generally a university carecr in view is comparatively small;

the great majority of W pupils on to the uni-

them send very fe
versities.

The carliest secondar

of preparation for higher institutions ;

and a secondary education is now req

but times have changed,
there is no thought of proceeding

uired hy many for whom
to a university. The term

!1n the thorough overhauling to which the various R
English Board of E i

tions for Secondary Schoo

ls, Prefatory Memor
# As, for example

randum,

, in the secondary school system of Wales.

The Royal Com-

y schools were no doubt places
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i has

intermediate is not therefore a happy one, and in any case
Rl S Signiﬁcantcs.sum up the distinction in a single phrase;

I.n stead Ofltl‘};)l: g‘tr)etter to keep in mind the averagel Differenties
it will profab y' know it, and the average school ¢f gr;:;f:;{l
primary school as ;vf refuse to call secondary, and to :lr; Second:
N ethe. o?ef Woil;;s of difference between thenp. adary
O e ot go' u;. difference is that the pupxl:c. of a seco

The most o th:a later age than those of a primary (,\3 ,‘\lge of
§Ch00] femamhlm latter, the superior limit qf age is P Plon g
o fonrtoon whilst’ in the former, school life may be pl;'ot liriit
o ve ears, but as little as one or two, beyond tf fa rteel;
SR ﬁv}? }1]1' %e;:, more fully in Chapter V, the age o] oul cen
S eseabouts ¢ 1 ides with e}mch-making changes in the I;;,[;t KX
or t}{ereab.o\ltslgl Cotllljefl And moral nature; changes so g‘[-reat)rimary
e oI5 ¢ ' cm"ien(‘ed and skilled in the work o a(li imary
ol Who T exph' sc{f “at sea” if he were traqslate ﬁ(;t be
o m‘g"ht ﬁnfda”';ne(:ondary school. Boys and girls fofm t;at
or <in tzgrz“uosnua(:ly r(;quire widely different manragleet?gztO:Otwelve.
which i hem as children of cleve '
¥1}“Ch h‘:i'l: 255:::‘;:1”1;6:::; independence of cl\arﬁf)tl::(\rq,]et(}\et_\; alx)‘;

ot ‘ : itfalls; they are appes i

b'eS'Ct » ‘_\CV\" S(f)r::ogi'e:]'o :ilcvp::ced less of arbitrary !;)On_t;al Tl:g
ore of k”']dsd(\)f uidanc:e; and they cnter more fL'l yi  the
mOl"e_Of fniln )1r gosc of school life. Nor are the' ]umor.lp ',}1), X
meaning &% plch?)ol in the same position as the senior (pupx iron
orin SeCOﬂdal‘yl -Sfor the presence of older boys and gllrls hasas : eng
befies i oece. the younger ones. This is especially true when,
reﬂ'ex e res upon‘hocﬁ; of tt,his country, large rcsponsnbllmeshnz
the i e Stment. are entrusted to certain of t})c ledc.r sc ot
P mtema} Tony oo he outlook of the younger pupils is differen
S oy of vorres nding age in a primary school, and they
e Ofbc(;)lgze;ptoo a different kind of school SOCif-tty.
e themselv?s 'to tion, depending on the first, bet.ween the pr:mflry

Moo dlsltmc scl;ool turns upon the question of (2) Curricu-
- 'the SBCOHI( ar}',cw hov;-ever, of the history of recent lum. e
CL"‘T"CUIZT(-I prl';c‘tl':ce ’it seems impossible to hazard a more defini
opinion ¢ : , 1t s
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statement than that the instruction
of a more advanced character than that given in“a primary school.’
There was a time, indeed, when a stereotyped idea of a general or
liberal education for all who could afford it, based largely upon the
study of Latin,

and conceived without reference to the pupil's
probable destiny in life, made delimitation easier. But even in
countries like Germany, where the idea of ‘¢

aligemeine Bildang *’
holds its ground most stubbornly, several types of general educa-
tion are now recognised ; whilst in the American states, formulas
of general culture have definitely given place to bold cxperiments
in ““ clective ’ studies,

given in a secondary school is

The stress of modern needs, and the abandonment of any
Secondary common idea of what constitutes a course of liberal
education

. instruction, has made it at once more difficult and
and techni- ’ . . .
cal instruc. MOre necessary to distinguish between secondary and
tion, technical instruction; The Royal Commissioners of
1895 declared that ‘‘ no definition of technical
possible that does not bring it under the head
education, nor can secondary education he so d
solutely to exclude from it the idea of technical
““ Technical instruction,’ they said, *“ is secondary, i.e,
after the education which has awakened the mind
the child the rudiments; and sccondary instruction
i.e., it teaches the boy so to apply the princi
and so to learn the principles by
instruments he is being made
something, inter
book, practi

instruction ig
of sccondary
efined as ah-
instruction *’.
, it comes
by teaching
is technical,
ples he is learning,
applying them, or so to use the

to know, as to perform or produce

pret a literature

suade a senate, translate or ap
cloth, design or construct a ma
an army.  Secondary educatio
may be described as educat;

» dye wool, weave
chine, navigate a ship, or command
n, therefore, as inclusive of technical,

on conducted in view of the special

' The Welsh Intermediate Eq
education as a course of education

ucation Act of
ary instruction in reading,

i 1889 defined intermediate
ion which does not consist chiefly of element.
Ciraction i F pin readin ‘\;\r;xlnixg. and arithmetic, hut which includes in.
Struction in Latin, Greels, elsh, and English modern 1
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that ** the elementary school teacher aims at the virtues incident
to a large well-managed class—order, attention, a clear lead by
the teacher, docile co-operation in the class,” whereas ‘‘the
secondary teacher, with his smaller group, needs these virtues
less whilst he needs others more, because it is more open to him
to cause his pupil to learn by stimulus rather than by guidance,
by suggestion rather than by exposition, by the active effort of
thought rather than by comparatively passive attention.”’’  To
wink at such phenomena as * docile co-operation’’ and ‘‘ com-
paratively passive attention,”’ as if these were permanent and
inevitable incidents of primary school teaching, is to miss the
whole significance of modern pedagogic thought, with its insistence
upon the self-activity of the learner, and its abhorrence of cold
assent. It would be difficult to justify on rational grounds any
marked differences in the size of classes in primary schools and
the lower portions of secondary schools; though of course in the
upper forms of secondary schools, where written exercises properly
take a Jeading place, and where it is more important than ever
that individuality should he respected, the numbers should be
emaller. As a matter of fact, however, the classes in primary
schools are often very large; and the practical effects upon
methods of teaching and discipline are important.

In trying to fix our ideas of secondary education, we have scen,
then, that the salient facts appear to be that some o
parents have the will and the means, or are able to ob-
tain the means, to prolong their children’s education for some ycars
beyond the end of the primary school period; that childern to
whom these superior opportunities fall go forth into the world
with more extensive knowledge and wider interests, and that
youths thus cducated naturally enter those occupations in which
trained intelligence counts for most, perhaps after completing their
studies at some place of higher cducation. We have seen, 100,
that besides these essential features of secondary education, there
follow the practically significant but less essential facts that the

! Report of Commission on Secondury Education, vol, i, p. 207
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pupils of sccondary schools come on the whole from homes of
well-regulated comfort, and even of refinement; and that the
smaller classes of the secondary school make the methods of
instruction and discipline less mechanical, and more productive
of active thought,

In the light of the preceding remarks
Classifica-  different types of schools wh
tion of differences of detail,
schools. civilised states.

» We may now set forth the
ich, though with numerous
are 1o be found in most modern

(1) At the sub-primary stage provision is made for the training
of children under the age of six or seven. This stage is repre-
sented in our own Country by private Kindergartens, by the
reeently projected nursery schools, intended for children between
tvx{o and five, and by the infant schools which form part of our
brimary system. It is represented also in France by the * écoles
maternelles *’, [n Germany no official cognisance is taken of
children under six vears of age. In the American states, on the
work of the public Kindergarten hag long engaged
e ablest teachers and thinkers.
(2) The primary school (the ‘“ elementary school * of this
country, the ** Volkschule *’ of Germany, the * école primaire
¢lémentaire ’ of France and the *“ common school ** of the United
States), provides for the education of children hetween the ages of
six or seven and thirteen of fourteen. The full primary school
course is designed to meet the needs of ** the masses ”’ who belong
to the ranks of unskilled labourers. The conditions of passage
from tbe primary to the higher schools are, as we shall presently
see, widely different in different countries. Parallel to the publi‘c
clementary schools,

: ¢ he pupils, we have in
this country private

paratory and junior forms of secondary
function.
The higher

primary school (the ““h
England, the ¢

’ ‘ igher elementar school
* école primaire supérieu / x

re " of France, the ¢ hohere

’ and girl
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question of providing for the transfer of promising children from
Passage the primary to the secogxdary school.
from prim-  this, it will be instructive to no
2;{0,f3a,y - divers.e arrangements wf‘:‘ich prevail
schools, America respectively. I
schools are organised almost indepen
schools, without any dovetailing of ¢
that clever boys have, as a rule, to
nine years of age in order to ente
beginning of its quite different cu
simplicity of the German system, with its strong central authority,
its definite curricula, and its official regulations governing the
various types of schools, would make it so far easier to establish
a close connection between the primary and the secondary
schools; and the movement in favour of postponing the study
of Latin until the age of twelve years would, if it became general,
do much to remove existing disabilities ; but at present primary

and secondary educat; wo closed systems. In
America, on the other hand i

In discussing
tice first the very
in Germany and in
n Germany, the secondary
dently of ordinary elementary
urriculum, and in sych a {orm
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consisting of primary and
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s when a child leaves a primar

schools ; the latter,

channels of supply)
avaid awkward jolt
school at the age of eleven or twelve,
to be averted in seeking to afford such
children of only ordinary talents,
straitened mcans,

may be encour
schools, when the higher primar
to their needs, By this we do

y for a secondary
€rs are, however,
The first is that
are persons of
d to secondary
be more suiteq
here can he too

Two dang.
facilities.
whose parents
aged to procee
Y school would
not mean that t
M. R,

Sadler in Special Reports, vol. Xi., pt, i, P- 438.

©

The SChOOl 45

s be arked that we can no more ha\_re

much education 1 N if:nbtgg :I:c‘;:l gravitation. This‘ is true l.l'f
oo much edl{ca}fonléo true that the amount of edu.cat_xon that ;s;
a sense, but it is ?\one time needs to be properly distributed. .
e Sl o . ilrz: were such that every youth could be kt:ipt aB u::
e S'Omal S;rucl until sixteen or seventcen, well' .amd good. ot
full-tlme'SC_ o onditions, the boy of mediocre ablhﬁy whosg sc ‘
\{ndc?” exlstm§ (l:onged and whose parents are not in a posntlolrmrhz
El‘fe is thuls,P S for h’im afterwards, is not a fortvunate boy.. [ he
K A u;:gdan ers above referred to is that, in our anxnehy 1
Second' Craey to ziss from the primary to the secondary sC oo(i
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those i o qost interested in thc problem; first, \y;h ‘
those wh_o are ltn the age of thirteen or thereabout:s, Whl(‘:h 1ad
C(?-educat1011 UI?mol tolerated as a matter of convenience, sh otl}x1 !
piherto beiln " gymatter of principle; and, secondly, xz eirz;,s
e oxtende e instances it is well to educate boys ale gThe
et . Cl}fcu]attcr part of the secondary school pe.rx.o .laﬁng
together in the «ducation lay stress on the dan.gc‘r of sftztr’nus g
opponents of C?-f( f sex by the too close association o }?y a0
tl}e COnSClOUS“C.Sf;'OOf» making the boys cfeminate and the ei a;
i o the “}S)\ hysical and mental differences of the se}i1 s as
hoydt(':ms};’ ZI;cte;LsaI:yygjiﬁerexlces of educational treatment, a
ponting to

, hools. Those
“the difficulties connected with the staffing of the schoo
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the sexes, that its moral dangers under proper saleguaras are
immeasurably less than those which undoubtedly attend the
segregation of boys and girls, that discipline is easier, that both
“sexes gain by the restraint which they impose on each other, and
that the difficulties which arise from differences of mental constity-
tion and physical strength are greatly exaggerated,

It is evident, however, that & priori arguments count for very
little in settling a question of this sort. Neither can we regard
the experience of other countries as a serj

ous argument one way
or another, since social conditions vary
countries.

We can only await the results
ing and ca

reful experiments in co-educati
carried out

of the various interest-
¢ on that are now being
in England and Wales.
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EDUCATION AND THE STATE
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e father' of 0 ham, and J. S. Mill, to Herbert Spen b i
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will of all, in return for receiving the protection of all, held
that the ruling power should have absolute sway. Locke, whose
political theory is practically an apology for the Revo
revised the notion of an original com
men submitted themselves to the co
sense, but only for certain definite p

urposes, and he infers that a
moderate constitutional government is the only one justified by

natural laws. Adam Smith accepted the current notion of an
original social contract, but, like the French thinkers by whom
he was influenced, he used it to prove the exact opposite of that
which Hobbes had deduced from it. He held strongly to that
doctrine of *‘ natural liberty ’

which has since been summ
in the expression luissez-faire, and he
to this rule. For example,

lution of 1688,
Pact, holding that primitive
mmunity, not in an absolute

ed up
grudgingly admits exceptions

he is in favour of State-controlled
clementary education, in order that the deteriorating effects of
division of labour may be counteracted ;

but he hardly disguises
his disapproval of State interference in higher education. In the
political _theory of Bentham, society is deduced, not from the
pliant fiction of a social contract, but from the principle of utility;
the State exists simply in order to further the happiness of the
individual citizen, by securing to him the privilege of doing what
he likes, so far as that is compatible with other individuals doing
the same; in itself the State has o moral significance, and, except
for the purpose indicated, had better oblitera
sible.

te itself as far ag pos-
J. S. Mill expounds the same theme in some of the most
eloquent and attractive portions of his writings. The individual
is sacred, and the interference of government with his liberty is to
be watched with an extremely jealous eye. Mill recognises certain
necessary functions of government, such as those relating to taxa-
tion, the judicature, and police. The rest of its functions -are
optional, and with respect to these laisses-faire should be the
general rule, every departure from

which, unless required in order
to some great good, is a certain evil, because it interferes with
individual liberty, it increases the po

wer and influence, the oc-
cupations and responsibilities, of government, it lacks the strong
personal interest of privafe agenCy, and it weakens the training
of the people in practical aflajrs. He makes, however, o long
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rominent among these is edu-
e P roe ‘tg t:fe ;l:]l‘azyd{ae?:iy!? State intervention is her.e,dhee
cation. o gmulr)‘ Sause the consumer is not a competent ju %
v necessafyy'.fﬁc échools and colleges sbould therefore de;
o tbe Comn‘lOdItS)t-ate. and elementary education should be mgis_
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compulsory; ;l srivate teaching. As Mill’s posn‘txon is ass,om e
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nected Wi
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animal or a xyeiet2?:§g$25 ittopgfiz;esl? and so also must a mc?n:btia;
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e ordey. es(;ar to systematic conflict; his mterferenceHr:rllt:se
Ziie:;dziﬂ;‘etco see?ng fair play between the combatants. -

i t the weak
* Spencer protests against burdening the strong. to suppor s

lioratin
d he looks askance at the whole moyemfant towardsharznn(:1 o ags
social conditions by compulsory legislation on suc d so on. In
socxal.con lt ies. public health, libraries, schools, an 's}? oiitical
\é/:é‘k tll?e::Chzl; béeﬁ a strong tendencyd ar:;'Ol:gstt.E;g:}i ix?terven-
¢ ards distrusti !
tb.mkers frorgtlzoctz toonc? I)tilcgbzzmtely necessary limits, tl;tl);ils
gg?nizisth}faveadiﬁer}ejd considerably as to how far those
should EXtend't ly this is not the whole story. For though Ad.am
put fortzfmffz)l)l,owers have exerted a powerful mﬂ\}- Collectiv-

Smith and lSlitical thought in this country, yet their 151;1. 4
e e o State intervention has not passed umfhal engea.
epposition €0 ~ le. Matthew Arnold was eamestly' xmpreszmg
When, for examp en the responsibility of the State in regar l:o
upon his count rymhe was able to quote with telling effect the
higher educatxon,F dmund Burke that the citizens of a State, the
noble protest of ety, are really a partnership—*‘ a partnership
members of a _soc1u };rt in every virtue, and in all perfection ™.
in all science, 10 2 to(; have vigorously denounced the laz.sse;:-
Cgrlyle and Ruskm,er i’t has in recent times been very practically
faire cr.ee;.ii- thzﬁf: ‘éta’te has other functions than that of prevent-
recognise
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ing individuals from interfering with one another's rights; that,
in point of fact, the true function of a State is, by positive as wel}
as by negative means, to make the most and the' best of the
individual, or rather (and the difference is important) to aid him
in making the most and best of himself. The principle of un-
limited competition has been set aside, and that of co-operation,
with its necessary corollary of restraint on individuals, has *been
substituted. No doubt the danger exists of weakening here and
there the sense of personal responsibility, and no doubt the State
needs watching, because it is apt to undertake tasks which it does
not understand and cannot efficiently perform. To prove that
State intervention has its drawbacks would, as Sir J. F. Stephen
has said, be as superfluous as to show that a sur
has bad effects.
duty of the State, by all practicable and promising means, to seek
to raise its citizens to a higher plane of life. Thus we find that a
modern civilised State does not stop short at providing for national
defence, for the conduct of its relations with other States, for the
repression of crime, and the administration of civil justice. It aids
in the production of wealth by retaining control of certain instru-
ments too important to be entrusted to individuals, such as the
high-roads and the postal system. It aids in the just distribution of
wealth by graduating its taxes, and by relieving the distress of its
poorest citizens at the expense of the rest. It protects the health
of the people by enforcing efficient sanitary measures and "by
penalisir_mg the adulteration of food. It encourages mental culture
?)y providing public lib{'aries, by maintaining picture galleries, and
'n some cases by subsidising first-rate dramatic and musical per-
formances.

. And, to come to our immediate question, it facilitates
the education of its citizens,

and makes elementary education
conmpu1§9ry and free. In a word, the principle of unrestricted
competition, which means victory to the strong and death to th
weak, has been definitely aband .

oned; and the power o
to help forward the moralisation of the individgal has fxetil: asbtzrti
dantly recognised. The very conception of society as an organism
which Spencer did so much to elucidate, has set men think'mg,f
that societ_y determines the individual as much as the individual

gical operation

Still, the broad principle remains that it is the
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determines society. The individualist position has been success-
fully assaulted by means of a weapon taken from the armoury of
its stoutest defender. N . .
Descending from these genera!xtxes _to the special question
before us, we observe that educat'lo.n., like the ot.her Growth of
beneficial influences at work in a civilised community, State inter-
may be conducted by all or any of three means; first, zg?ltclggozn
by voluntary effort with a view to proﬁt;‘secondly., .by o
voluntary effort arising from phllanthroglc or religious motives;
fhirdly, i)y the agency of the State. In historical order, voluntary
effort of course takes precedence of the agency of the S'tate,. but
State intervention has come about at very different rates in differ-
ent countries. During the Middle Ages, such sc}}ools as then
existed were dependent on the Church, which provided tfeachers,
met expenses, and settled the aims and ideals of education. In
Germany, State intervention began with the Reforma- Germany.
tion; and in the second half of the sixteenth century .
two of the reformed States, Wiirtemburg and Saxony, orgamst?d
complete educational systems, though the schools remamed. in
close connection with the Church. In the next century, the Thirty
Years’ War set back the clock; but in the eighteenth century
cffective control and direction of the schools was gradually es-
tablished in the Protestant States. Wiirtemburg and Saxony
revived their former systems, and similar measures were taken
in Hanover under George II, and in Prussia under Frederick
the Great. The year 1806 saw Prussia prostrate at the feet of
Napoleon, and every student of history knows how great a part
the reconstruction of her educational system played in the re-
trieval of her fallen fortunes. In France, as in other
Catholic countries, State intervention was much longer )
delayed. Until the Revolution, primary instruction was prachcz}lly
non-existent, and the higher schools were a bone of contention
between the, Church and the Government; but the Revolution
swept away the old order of things and established.a rigorously
centralised system of instruction. In Scotla.nd, as in.
Germany, the national organisation of education began
with the Reformation: what Luther did for Germany, John Knox

France.

Scotland.
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{id for Scotland. Very different was the immediate effect of the
Reformation upon the schools of England, and the
reason for the difference doubtless lies in the fact that,
whereas in this country the movement of reform came from
above, in Scotland it came from below, the necessities of the
people being foremost in the minds of the Scotch refot;mers.
The suppression of the old religious foundations, and the neglect
on the part of English statesmen and reformers to follow the ex-
ample of other reformed states in the establishment of a national
system of schools, caused English education to sink to a lower
level than before; the middle classes were badly provided for by
means of endowed grammar-schools, a few of ancient and some
of later date, and the poorer classes were not provided for at all.
In the eighteenth century, voluntary effort took such shape as
parochial charity schools and the circulating schools of Wales.
The first quarter of the nineteenth century was the epoch of edu-
cational societies, pre-eminent among which stood the British and
Foreign School Society and the National Society. In 1833 the
first real step towards State intervention was taken, when Parlia-
ment made its first grant for educational purposes; and six years
l:flter, a central atgthonty, confined, however, to elementary educa-
tion, was established. In this rapid sketch we cannot trace
minutely the growth of State intervention in this country; suffice
]\:ritt}?tlsm:yv ;]f:;tt at:!e ce.n’u:al aut}.lority worked in strict connecti01_1

y societies, which through the zeal of the churches

increased-in number and influence, and that the great Act of
1870, which made elementary instey

whi ction compulsor

the principle of co-operation between the Stgte ar}llc’l r\?gl?li:tl;id
?gencxes,‘ and confined the function of the former to supple 4
Ing the latter. The general effect T s
boards was a vast extension of pu ;
thoug?x .the voluntary principle, so far as it was due to th;i“:at?lo_n,
of religious bodies, sufiered no abatement. Thys when Igwltty
ment came to deal with education in 1902, a com;’ﬂete s stealr la;
primary education was in operation, and jt only remainedyt i
the level of efficiency in the so-calt e

e le ed voluntary schools. U
this time the State had not touched secondary education exlt’:e:)?c

England.

rely State-controlled e

of the éstablishment of school -
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incidentally by conferring ‘powers on the Charity C}omm:ssx(;)n;ri,
hy offering grants through the Depa.rtmet.lt of Scxencelan ! rt,
by permitting. school boards to establish higher grade e em(;an :ta}:y
schools\(which were in fact se:condary schools as re.gar s te-
more advanced part of their curricula), and by encouragmghcgurlx 5
councils to provide technical schools. An act o'f 1889l ab e.t
to the establishment of a secondary school system‘m Wales, but 1
was not until 1goz that English secondary educa'.uon was cor;q()jre-
hensively dealt with—nearly a century after the highest knowle ge
and best ability of Prussia had been brought to bear upon 1t e
same question as it affected that country. Faithful counsel' or;
like Matthew Arnold had not been wanting, but they had remal.nel
voices crying in the wilderness until the opening of:the .twefntxet (;
century, when at length the pressure of co.mmeraal‘ rivalries force
the problem upon the attention of English statesmen. taal
We have now illustrated, sufficiently for our purpose, the gradua
supersession of voluntary agency in educat{on by that p. . ¢
of the State. Even in laggard Englz.md, it has now vglur,:tz;;y
long been recognised that philanthropic motives, even ot
when combined with religious zeal, are not e.nough. to 4
rescue the masses of the people fron.l tl}e evils qf ignorance an
defective training; and so the organisation of primary edhuca;txon
is an accomplished fact. One of th.e C]’Tlef reasons f.or. the ongf
delay in regard to secondary education is that the fixstmctlon 1o
primary and secondary has been falsely, or at lea\.st madequate. Yy,
identified with a distinction of social classes. Primary educatl?n
has been thought of as heing for the poor, who ca,r’mot pay for it,
and secondary education for the ‘‘ middle classes, who can pay.
It has therefore been thought that the latter should be left p‘artly
to private institutions conducted in the ordinary way of business
with a view to profit, and partly to tl.1e help.aﬁ?orded by.endow-
ments. . ** But the new point of view' is that it is the bu§mess of
the State to keep open the ways of intellectual opportunity from
the bottom to the top of the national system of educz}tlon, in order
to secure as much as possible of the advantage wh:ch accrues to
the community from making the be_st of great abilities, hovyever
humbly born. Those who take this view cannot . rest satisfied
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rmment aid to sccondary education. They
ng, in part, a hecessary outcome of the
ent of secondary schools, And, therefore,

with the refusal of Gove

they claim for i State

clementary education, to which Adam
that State intervention in higher education is by no means incon.
100l can give evidence that ¢

their kind, Refo

ivate schools; but the opinion of the Secondary
conviction to most minds, that the State should be content with g
of efficiency,” byt which ** will ot tre

* The State should prevent woefully
ineflicient priv

doctors from taking advantage of the ignorance Or credulity of
function in helping to check the tendency

What the  only recently

cannot, do to the fac

regard the latter gz bei
extension and improvem
Thus by a sort of capilla ate intervention
rises up from the level of ¢ i
Smith would have confined it, to the higher stages of instruction,
secondary and academie.”’! At the same time, we must remember
sistent with the continuance of proprictary and private schools,
whenever such gt hey are good of
rmers differ considerably in their views of the
treatment of*pr
Education Commission of 18935 will probably continue to carry
supervision, which ** will, if wisely used, stimulate
and guide private effort, and se arents a certain guarantee
rench upon any man’s free.
.doxp._ 10r secure to public schools 4 monopoly which might be pre-
Judicial 1o ultimate progress ', 2
ate schools from imposing upon ill-informed or easy-
going' parents, just ag i prevents butter merchants anq quack
the average citizen, Qg the other hand, efficient schools which
are not confrolled )
system, and jn
The long struggle for cffeciiv
State can, reform, g 4
and what it
for educa. education,
tion,

just begun For, after
all, what hys heen said of human affajrg at large ig

! M. E. Sadler in the Journal o Education, 1, .
2 Report, val, i, 2 4 Wormns pay

ftepo 1 94 See also D, Wormei)'s
Contributions of Private Schoot Teachers
Methods " ip vol, 14,

Memoranduyy ¢ On the
Ve, p.

to the Improvement of Educationat
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y 1.t . Il
eminently true of educatipn; “. thatrf;:‘: xlvsh;)(ilht ]Se;\‘)lvas“.or ,l;ffsstc;atc
tan at CUY'S," tg\(:;:ig;h 21‘1%; Iyg:)rggo macl;iner)’} but th(‘: best of
machinery. & lpl's it be placed in skilful ha.nds and d!rectedTEy
maF hme‘r Y l;'fn esce may produce a very indxffer‘ent article. L e
Dot o lf_'ﬂl;) a’n educational system works is t.he personality
bE the Tochens Educational salvation lies, not in b.ncks and
e te'ad}w-sumptuous equipment, nor in paper curngula, nor
i olaborate machinery of whatever kind, but in the subtle 1‘nﬂuencc
o glaboratedmld cultured men and women upon the. pup}ls corx}-
Of'épfg%ﬁi care. A'gG6od teacher, in sympathy with his work,
i 'to t '(tnrundcr' reasonably liberal conditions of service, will
anld' domtitltcr things in a barn than a bad or d1ssat1%ﬁedt§.r;e
iﬁl}le’:&ievc under the best of external Ciiﬁun;zilﬁs;he Sl.lt; 3 1t(;

y ; cuse for failure on the
gifsccf?::zrz’ ifgr?:;::?mf:wsl; f\?vhat ways, then, can the [ func

ation? ions are:
State effectively promote the cause of education? In  tions

s an instru- (1) To
the first place, all who believe in the S‘tat'e .z:is alr;sltt;st::e ?S?t‘;lgli
ment of good contend, z}nd marny mlell thathe S ZchOOIS-
ready on grounds of expediency to allow, t o ary, secondary, and
should provide schools of different kmds—‘l_)nm }:i’ so co-ordinated
technical—suited to the needs.of' ea.ch locaht}i;, atn And when we
as to prevent needless multiplication of e Orf. ersons, but also
regard the State, not simply as an aggregatli . Ii)milar p’ersons in
as itself a sort of person, competing with other s ot o ooas
tommerce and in general advancemel‘{t, the (?rgulm the (2) To malke
supply of schools is tremendously reinforced. nt' o e

1 place having provided the means of educatio " compulsory
:}iwg;atp sho’uld on the same grounds, compel careless up to “.c‘zr'
. . 1 nt.,
oreigno reant parénts to live up to their pnvx'lege;, l?t tal:111;2ugh
least to the extent of requiring that‘ every child Sda t}i(; German
e Primary course. W?ther’ ?Scclgtiii);(t)ir:));] athog]s should be
ry attendance a \
otes, Frony nggsyduring the few critical years following the age
of fourteen, may here be left an open qUes'txon: c ears);ateeinter-
culties would be greater in countries less 'mured tlo State with
ference of the drastic sort. A third function of the
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reference to education is that of d

(3) Tode- of the system thus cr

etermining how the expenses
termine

eated shall be met, and in
how the  Particular what portion therePf shall be borne b¥ t.he
cost shall Parents of the pupils. Upon this point as many varieties
be met. of opinion are possible as there are shades of differ-
ence betwe

€n extreme socialism and uncompromising individual-
ism. There is certainly much force in the argument that by
cheapening education excessivel

Yy we may diminish the sense of
parental responsibility, and so inflict an indirect injury. Free
primary education, for Id gets for
g run good for the State,
arent. This, however, is
and of weighing advantages against
The logic of events in most civilised communities

free primary education is on the whole the best
As regards secondary educatio

d benefit to the p
a question of expediency,

disadvantages.
has decided that
arrangement,

of poor men may h
available in the service

of the community,
A fourth educational function of the ming
(4) Toas-  the general contro} and directi
sume gen-

eral content The extent to which public authorities should take to
and super- themselves powers under th
vision. important question. In our subsequent discussion of
curricula, for example, we shall

selection of studies is, in a broad sense, the affair, not of teachers
alone, .b'ut of the whole community acting through its appointed
authorities. When, however, a detailed official programme is
imposed, the consequences may be disastrous, as those know
who have been in touch with the primary schools of this country
during the last twenty years. The State, acting, 'it is to be pre-
sumed, through a few imperfectly informed officials, for man

years prescribed a course which had the mischievoysg effect o);
spreading a distaste for manual labour, even of the skilled
varieties, and of swelling the army of ill-paid clerks, One of

v -
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the most significant reforms ever introduced into tht;se sui::;lz
was the substitution, for the detai}?d scheme, of an outline scho e
which left large powers of dis_cretxon to local managhers,t whers
their turn usually leave considerable powers to the ce,acf thé
The case is clearly different when, as in the construction ob. ¢
programmes for the higher schools of Germax.ay, the whole su éegs
has tfaditionally been regarded as one of national conce(x;n% an 2
one upon which enlightened opinion should be gathere x}0m o
quarters. Even under these condltxops, how_ever, the hpo 11zcy o
fixed programmes may well be called in question; and t e Repo
of the American Committee on Secondary Schoo! Studxe§ may
be cited on the side of suggestion as contrasted with coe_ruon;]
When we pass from curricula to methods of t??chtng,l r1ee
function of the State is still more limited, for’I}cre,S i tan);\;:)im,s
the liberty of the teacher should be a'bsolutc. | h’e ’ .ﬁabel p0 form
a valuable service when, after consu?tmgj the best dlehadt?' ];)) onci
it disseminates information concerning m_)proved methods ; frz)(l iy
this point, State interference i.n the details of teacf}‘x)t;g %?lustra%ed
with danger. Nowhere is this dangf:r. more fqru yt;l el
than in the attempts of public authorities to cstimate eanhic{1
of the teaching by means of examinations—a subjeﬁt ulpoiS which
the well-known example of the English primary sc b?.05 xam%na-
full of instructive warning. Th<=j question of pu 1c_nebe hina-
With sepanaty i o Toter chiec. What we are here concorned
i rately in a later chapter. . ' rne
rt,)lt:o::piz thaiV the best guarantees (:1f egucatt.z)salihefgziir;zg ltx;?e;;l
requiring teachers to possess a sound education, in ning them
in the theory and practice of their art, and then in giv g ther
the uin:}(;st l}i,berty Eompatible with the duty of the Zutl}:ont:;;o
deal with such cases of incompetence as may here an ,t ?re tions’
We are thus led naturally to the next of the statf s func
in regard to education—that of seeing that sunta}be (5) Toi n_“
provision is made for a regular supply of .eﬁ”lcxent :,s:iggege -
teachers. Upon the general importance of this qt:les- e
tion nothing needs to be added to what hasd ;211“1“ public
alrcady said, except that, however. thoroughly and i ;31 iSyin oS
authorities discharge their duties in other respects, 2
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unless the ranks of (he teaching profession, in its various grades,
are so recruited that the daily work of the schools js done with
knowledge, skill, and sympathy. To have built schools, to have
filled them with Pupils, and to have devised means of supervision,
are all excellent things in themselves—as_ machinery. 1t is the
teacher alone who can supply the driving power. And it is the
business of the State, by providing the means of training, with
or without the help of the universities, and by establishing an

effective system of registration, to see that the requisite power
is forthcoming.

We have hitherto spoken of th

Central ang fegard to education, w
oeal au-  division of power betw
thoritics.

e functions of the State with
ithout reference to the usual

g cen central and local authori-
ties.  Upon the general question of central and local
government, it has heen well said that *‘ the distribution of power
between central and local authorities j

exercise of political judgment.

their own sphere, locz
of independence, certain libe
own responsibility. This is not a question which ad
definite treatment, There is a time to centralise,

to decentralise; it ig the business of statesmen an

leaders to see that both principles are kept in view j
the machinery of government,’’!

mits of very
and a time
d municipal
N arranging

. ; Spective functions of central
Germuny and local authorities K

: : ave been marked out in differ-
and ent couatries, is lustrated in the cases of Germany
America and America, i

coperica Speaking generally,

) : and disregarding
minor exceptions, the educational Systems of these two

states stand in striking contrast to each other. ¢ In Germany ”
writes Mr., Sadler, “ the ’

do with determining the ¢ icy; in America
nearly all cducation r Tn Germany edu:
)

! Raleigh, Elementary Politics, p, 53.
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i i administrative order; in America
Fational Pl'Ogij ]Sof:“:;gnb%’re?:dg]i;l::l:;s?on. In Germany, as a
¥ oepends mmf1 tr;:c osition are in the hands of a strong: central
rule, t?‘e k?y ZO rica pthere is very great local fr(_:edom. Gerrnany
A i in o tic;xlar) has a strong tradition in favo.ur of d:rf:ct
{and Prussia in pa: of industrial and other concerns; in Amen’c,z’)
St?te. manngemli;; exceptions) the tradition is the other way.
{uich cons! era‘t as in others, England would appear to be
” ’these - way St’ a middle position between the German and
f: e]l?'i%:ageirdev::fsy b)? seeking to derive the advantages both Olf effec-

e , ‘

i {111 tzzilﬂicﬂ;ii !;:)eltr‘lesno' question of absolute good and had,i
?u“t] of what is good and what is bad relatively to thfe gfg;:s T[;(e
traditions of the nation concerned. The ’prolbllelnalo i igf‘y e
right point of balance between central dll'l( (;:) th; e
education must necessarily bear some analogy fo the same pro-
cess of adjustment in other departments of adrmml.s ‘ .oﬁtical
country where centralisation is the g_cncral tcxx‘(‘ert\c,y],isa{)tion al
judgment would not be likely to incline to (letLu\CrO:;Sider o
’etiugcation. Nevertheless, it will be 1nst_ru‘ct|vlcucz(‘)ﬁona1 et
cach of these opposing ideals tends to aﬁ;«:t beecst ational Progress
injuriously, unless it be leavencd with the
Othi;\.fhat then, are the characteristic weakne55e§ of a Cf:ntrahs‘ed
and of a’ decentra]ised system respectively, wt]uc'h.{f gfe:;i;?rc;ﬁf

he business of statesmen anfi adminis- © €ented -
o e ol ds to a lifeless uni- f gecent~
trators to avoid? The one ten s to ; (b= of decent-
formity of curriculum and organisation; the o gs,to e
unless it be checked by supervision fron‘l abot\)ze, tﬁzt s (0 neeless
and bhewildering diversityi%c1 ‘T[ht:n cia:g,’ ,g\ixs‘dzgt {prlace o it 2
derisively called ¢ the officia ) : too hiER %
value ugon uniformity, merely because it Ieadshtor silingllscclz_ o
administration; the other is apt to forget thathf ;3 (;e‘ends toon
uniformity worth striving for, namely, that w ic] p

3 n"
i i Tducation
! A Contrast between German and American Ideals in Ed .
(see Special Reparts, vol. xi.).
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the essentially unvarying character of‘ educational principles. The

one is slow to adapt itself to local circumstances ; the other needs
to be reminded that there is a national

as well as a local, aspect of education.

tion, or at least to excessive caution in the introduction of reforms;
the other, from the very facility with which changes can he
effected, tends to restlessness, to desire of change for its own (sake,
and to eager and even reckless experimenting.‘ The one tends
to remove the schools so far from local influence that one of the
best guarantees of progress is sacrificed; the other tends, unless
the administrative areas are sufficiently large and important, to the
undue mingling of educational with other local concerns, even to
the extent of involving the schools in the turmoil of local strife
and jealousy, whether personal or political or religious. The one
lends itself readily to the usurpation by the ce

function§ that ought to be shared with the loc
the family ; the other, whilst it brings educatio

!)usiness and bosoms,” sometimes does so at the cost of petty
nterference with the teachers.

Under the one system, the dignity
and the favourable conditions of service incident to an appoint-
ment under the central authority tend to attract able
fill administrative posts, who,

men to
however, unless local criticism can
y arc apt to

» and indeed a universal,
The one tends to stagna-

al community and
n home to ‘ men's

regulations into effect; the other may in numerous cases leave
room fo'r mere caprice and eccentricity, unless g steadying and
moderating influence is brought to bear by the officials of the
central authority.?

' For example, shortly after these words were written
county education authori k ’

# On the relative advantages of centralisation a
article by C. H. Thurber i

nd decentralisat;
n the Pe dagogical Sem: ralisati

on, see an
nary, Sept.,

1901,

6
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i two broad
nsiderations seem fairly to lead us to
ciomere Cod' g the right distribution of functions . j sion.
ions regardin A anctions
%?t‘\?vl::n the cgntral and the local authorxlt]yio SI:;:; ré the oot urity
tral authority should be strong enough .
Ct;n ) eral aim, but not strong enough to impose a p
of gen ,

fol’lnlt Of Organlsatlon aﬂd Cu“lculutll upon the Whole O] 'h

: uch to prevent incautious haste,
e atrom czl:(;:g}"l; i:)r(:::% :Isloa zci)e,rmaI:xent drag on the whsell;,
s ondily, the s eas of local administration shou.ld be large en? fid
Secondly , the atfar as possible, the undue intrusTOn o.f persona ?nt-
o prevel.lth.as in educational affairs, and especially in the appoi !
o and 1:l:'esmissal of teachers—an evil which was formet:r y
ant andd lsmong the smaller school boards of this cou? ge
Wldespre? lar e local areas will further ensure that some g—ative
ISUTC’::;{ :f zg:he country shall be enlisted in the adminis
HES

service of authorities.
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CHAPTER V

THE STUDY OF CHILDREN

* Voild Iétude & laquelle je me suis le plus appliqué, afin que, quand toute
ma méthode sprait chimérique et fausse, on plt toujours profiter de mes ob- .
servations. Je puis avoir trés-mal vu ce qu’il faut faire; mais je crois avoir
bien' vu le sujet sur ‘Jequel on doit opérer. ‘Commencez donc par mieux .
dtudier vos éleves; car trés-assurément vous ne les connaissez point *’—
" ROUSSEAU. : St

*“ THE NEW Education '’ has obtained currency as one of the stock
phrases of English pedagogic literature, especially, per- The need of
haps, since the late R. H. Quick so admirably summed knowing
up the articles of faith which the expression connotes.! the person
. to be taught
. The phrase’is accurate enough for practical purposes, as weil as
-though we must note that the novelty of these articles ghe thing to
A . . A . e taught
of faith lies chiefly in the fact that during the nineteenth wag seen by
century they were more effectually taught and more Plato, |
widely accepted than before. That every child should be edu-
cated, that the education of girls is as essential to social well-being
as that of boys, that the State should assume the supervision of its
$¢hools, ‘and that instruction is not a mere affair of books,—all
“‘these truths had be¢n pressed home by the reformers of previous
centuries, though only in modern times have they become living"
- forces in the progress of mafkind. The most important item in
the programme of *‘ thé new™education ’—the one that implies
many of the rest—is that the'éducator should keep in view not only
what sort of person he wishes the child to become in later life, but
also what manner of person the child is, here and now. This creed
is, in a sense, at least as old as Plato. The Republic, in which he
discusses education as part of the larger question of the welfare of
'society, contains an elaborate account of *‘ the main elements of

2 Educational Reformers, pp. g11-z.
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that human nature for which, as he conceived, it was the function
of education to provide nurture’’. For him, the study of the
being to be educated is an essential part of the study of education.
‘‘ He believed that neither a State nor an individual can undertake
to educate in a systematic way, unless they start with some idea,
not only of what they wish to teach, but also of the living being to
whom the matter to be taught is relative, and upon which the
given character is to be impressed ’’.!

In modern times we find the first strong plea for the study of
and by the child in the pages of Rousseau; and it is this plea
Rousseau, Which makes the Emile, with all its violent paradoxes,

: E:(Sita'l'OZZi' one of the greatest books on education ever written.
Froebelin 1 wish,” says Rous§eau, ** that some discreet person
modern would give us a treatise on the art of observing chil-
times,

dren—an art which would be of immense value to us,
but of which fathers and schoolmasters have not as yet learnt the
very first rudiments > The year of the publication of Emile and
Le Contrat Social found Pestalozzi a young student at Zurich, in
warm sympathy with the party which opposed the public con-
demnation of Rousseau’s writings; and this early influence is
traceable, not only in Pestalozzi’s subsequent career, but also in
his ardent belief that an important factor in education had hitherto
been insufficiently considered—the child himself. If the tradi-
tional idea of education, as a process of filling the mind with
knowledge, was to give place to that of developing an organism,
the.n the laws of development must be ascertained and adhered to.
. With equal enthusiasm, and with greater philosophic insight,
F'roebel taught that each period of life is to be. regarded, not
simply as a means to something beyond, but also as an end in
itself; that *‘ the boy has not become a boy, nor has the youth
become a youth, by reaching a certain age, but only by having
lived through childhood, and, further on, through boyhood, true
to the requirements of his mind, his feelings, and his body *’; and
that ** similarly, adult man has not become ait adult man by

! Nettleship, *“ The Theory of Education in Plato’s Republic,” in Hellenica,
p- 87.
2 Emile, bk. iii.
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reaching a certain age, but only by faithfully satisfying the re-
quirements of his childhood, boyhood, and youth *’.! The adapta-
tion of our measures to the capacities and interests of the pupil at
successive stages of his growth, the need of which Froebel saw so
clearly, cannot be effected without some knowledge of the pupil’s
nature,

The ** renaissance of the child”’ witnessed by the nineteenth
century has not been due entirely, however, to Pesta- gpu,
lozzi and Froebel, nor to any, other pedagogic influences, pedagogic
but partly also to a still more general tendency towards influences.
a milder and more humane régime. A movement which has called
into existence societies for the protection of those who cannot
protect themselves—of animals, infants, and persons of unsound .
mind—could hardly have failed to modify the school system of a
former generation, with its ill-adapted curricula, its toilsome feats
of memory, its harsh punishments, and its inability to see in child-
hood anything but a time of direct preparation for the pursuits of
adult life. And so we frequently find writers of high repute, past
whom the stream of thought connected with the names of Pesta-
lozzi and Froebel probably flowed almost unnoticed, powerfully
advocating the same cause that those reformers had at heart. As
a plea for the greater consideration of the child, it would not be
easy to match, even from the professed literature of pedagogy,
the following passage from the pen of the late Mr. Lecky:
““ There is such a thing as looking forward too rigidly and too
exclusively to the future—to a future that may never arrive.
This is the great fault of the over-educationist, who makes early
life a burden and a toil, and also of those who try to impose on
youth the, tastes and pleasures of the man. . . . Many a parent,
standing by the coffin of his ehild, has felt with bitterness how
much of the measure of enjoyment that short life might have
known has been cut off by an injudicious education. And even
if adult life is attained, the evils of an unhappy childhood are
seldom, wholly compensated. . An early overstrain of our
powers oftén leaves behind it lasting distortion or weakness, and

1 Fducation of Man, § 22 (Hailmann’s edition).
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certain well-known objects, 8o per cent. of the definitions given by
those between six and seven years of age indicated the use or
function of the object (e.g., *“ a clock is to tell the time *") rather
than its form and substance, and that this percentage dwindled to
thirty-one in the case of boys and girls of fifteen. Similarly, the
results of Dr. Stanley Hall’s investigations regarding ‘‘ The Con-
tents of Children’s Minds on entering School,”’! are suggestive to
those who teach young children. Even, however, where statistical
inquiries bear pointedly upon the education of children, we must
remember that they are to be received with great caution. It is
obvious, in the first place, that if statistics are to be of any valye,
the trustworthiness of the data must be unimpeachable, and their
range must be sufficiently wide. Equally important is the right
interpretation of statistics, for there is always a danger of reading
into them conclusions which, when the data are closely scrutinised,
are seen to be unwarranted. When children are asked, for ex-
ample, to say what great personage they would most like to be,
or what occupation they would best like to follow, we must not
conclude that the tabulated answers indicate settled preferences ;
they will probably represent a large number of passing moods,
influenced in a variety of accidental ways. Finally, we must
bear in mind that the utmost use of statistics, however carefully
collected and interpreted, is to suggest empirical rules and
conclusions, which may or may not be verified by further
experience,

We come now to the more tangible contributions of physiology
and anthropometry to the study of childhood. Some of these re-
sults, like those noticed above, are in the form of elaborate statis-
tics, whose value must, of course, be tried by similar tests. There
can be no doubt, however, of the utility of the tables which set
forth, regarding boys and girls of different ages, the average weight
and height, the average chest-girth, and the variations of these
figures as between different socia] classes. Physicians who have
given special attention to the subject have also supplied teachers

! Pedagogical Seminary, vol. i.
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and parents with valuable ‘hints; :)nt.thge t%};yzlrcg?;nzbs?r:izt;ina :df
ildre simple means of testin

(}:;}t::g:gr'l,, a(:::i t:: the sﬁgns of abnormal develqpment an(} of ner;n:;:
derangement, as exhibited in the general build and ba admt:fl o the
body, facial expression, the movements of the eyes, and the p -
tions’ of the outstretched hands. They' hav’e also dealt exp;:rm;ir:al
ally With the conditions of mental fatigue' and the cost of m ntal
effort; and the results attained have a real bearing upon s X

ti:)ns as the length and succession of lessons, and the amoun
Q;l i’iod sleep, and fresh air required. To those who refused to be
2onvinc,ed in :’my other way, they have dgmonstrated by factsfang
figures that it is both a blunder and a crime to goafd the h:ziin-zfle
and scantily clad children to t;e foutncli ;gti‘srgr;easoth::rdipsplaygi

i same degree of menta ' ' -
lS)Ch:)l?clzisr 1::fc?r;:hf(:)rtunate fegllows, and to require the vye:klixer p:xhlzrls
'13 our higher schools to perform tasks at home which keep
i -time. o
busyl‘l:::urszge? of this brief account of the principal fmethods of
child-study will have perceived Fhat a vast hﬁeld o‘f Thehe,vs
inquiry is opened out, many portions of whic ali;: ;)0 ::esic er
little direct concern to him, and it may be wg lo ehildostudy.
administer the caution that in pursuing the s}tlu y Do im not
e e e ledl intt(;la: nli)rjogtzl;:—e t:y;szt’es-his mettle as 2
mple )

ts:zf)cﬁsre,hio;z:ta jczn ’the numerous band of persons whot coge(c)tf:
childret;’s writings and sayings, and.ca.lculati thei] .perczrr; :ﬁ;ber
those who exhibit this or that Pecuhanty. et / 1r}r11 r re:
too, that ‘‘ the value for educational purposes o‘]dt 1Ff mere e;:, j
sen’tation of unrelated facts, of anecd'otes ot: chi u;, or b
of particular investigations into certain d-etanls, may ellgreatly
cxaggerated. A great deal of mate.rlalvwhmh, even 1f' intelligently
collected, is simply data for th‘e scientific specnghst, is qften gr;a-
sented a,s if educational practice could _be.guxded by it. 1‘ny
interpreted material, that which reveals principles or suggests lines

! .o Binet and Féré’s experiments as to the effects of mental work upon
the rat'egs. of respiration and pulsation. See also ch. xiv. below.
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further growth’’. On this understanding we may conveniently
adopt the following divisions: (1) the first three years, the period

- of babyhood; (2) to the end of the seventh year, the period which

may be called descriptively that of early childhood; (3) to the
tenth or eleventh year, the period of later childhood; (4) to the
fourteenth year, the period of boyhood or girlhood, and (5) from
the fourteenth year onwards, the period of adolescence.

The earliest period has received much attention from compet-
ent observers, because of its deep interest, and its im- Tpe grst
portance for psychology and biology. The teacher is not three years.
called upon to study it minutely, but it would be a great mistake
if any teacher, especially a_ teacher of young children, neglected it
entirely; just as it is a mistake when a teacher of adolescents
takes no account of the ways of younger boys and girls,

The most obvious thing that strikes one about these earliest
vears is the marvellous progress made in the command of the
bodily organs, sensory and motor. Apart from random move-
ments of head and limbs, and such reflex actions as sucking,
swallowing, blinking, and crying, the new-born child is utterly
helpless. Gradually, however, as the result of traces left in the
memory by repeated experiences, he learns to adjust his eyes, to
judge distances, and to stretch out his hands voluntarily for objects
within his reach; and with increasing strength he learns within
the first six months to keep his head and trunk upright in the
sitting' posture. These acquisitions give a powerful impetus to
his natural craving for a knowledge of the little world around him.
His ability to control to some extent his eyes and hands, and to
sit upright, impels him to examine objects, to handle them, to
carry them to his mouth, to build them up and knock them down.
By the end of the first half of the second year he has gained
immensely in power to balance himself, to co-ordinate and control
his movements; he has probably passed through the creeping
stage and learned to walk. Straightway his world becomes a

- bigger one; his acquaintance with the things around him, their

qualities and their uses, widens, and his native curiosity is thus
ministered to. - His instinctive tendency to imitate others, which
showed itself in the second half of the first year, now takes a
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Through it, for example, his

infantile babblings have begun to shape themselves into semi-
i things by their names, and at
rily made good progress in the
use of spoken language. The third year marks an important
cpoch in the growth of memory. It is then that impressiong begin
to lose their evanescent character and to become part of the child’s
permanent mental store, n recall anything further back
than the third year, and most are unable to g0 back so far.
long task of intellectually i
paring, classifying, and

Few ca

. of classification, the child
the objects that Present th

emselves; at first tvery man is * daddy,”’
every large quadruped g °

‘gee-gee ™ or 5 moo-moo,’’ and
snowflakes are butterflies.

The control of bodit

Y movements which has been acquired in
Early child- the earlier period enables the child

c to go still further
hood (3-7).  afield for objects of investigation, ang under wise guid-
ance his native curiosity will be busily employed in the observation
of the simpler phenomena of natyre. His curiosity, coupled
with his growing skill in the use of the mother-tong:
prompts him to an incessant questionin

ue, also
g of his elders, so much

marked off as ¢
and “ why ** gre

he questioning age. The
words ‘‘ what continually on his tongue.
* What is thig? » « What is it called? ' < Why is this so?
“ Wh? made thig? '’ These are the verbal forms assumed by
the child's thirst for facts and causes. The imitative instinct still
looms large in his life, and is of high import, for his moral no less
than for his intellectya] growth. Tt shows itself most obviously in
his play, the feature of child life ri ened upon by Froebel
as the leading characteristic of t

his period.! The distinction be-
tween work and play—between t

he free spont
» and the pursuit

' See Education of Man, Hailmaqn’s edition, pp, 54-6.
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of washing, dressir_lg, tidying
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itherto have been of the pas: .

must now use these ag sfe native and spontaneous sort, but he alike, and to make a corresponding extension of his vocabulary.

of civilised life; in particula fpt‘;]‘g-stmes to the acquired interests With this intellectual advance there will go also, in normal cases,

2Zie$h£ufical- expression ,call fsg' :”:’r‘l);ztzi language, of number, distix3ct progress on lthe morgxfl :::llfco ;:1; ‘a\;leé'a_g: chil;(i) ofee%}:

writing, angrﬁfsg; gtaS:S' In acquiring Z{lc;n:rt!;s:zsﬂ_l{e a%l;?lve Z:e::;?;:‘g?sinlx;a;lz: ai:o::pgce. He can ;ake éar: :f h?fxs‘t;lf in

power to fix hijg attentlo: :)i helped, however, by his gTowingé the street, and go to school alone. He no longer follows authority

so bndly as before. His moral progress is rather by way of free
_imitation of his elders, and thus the example of parent and teacher, *
-is miore than éver important. As in the sphere of thought his
4deas are of the pictorial rather than of the abstract order, so in
the sphere of morals he works by the concrete embodiment of
virtuous conduct, and .not by abstract ideas of virtue. His better
v moral judgments are determined by loyalty to a person rather’ ’
! Again, than to a principle. It is to the people around him, and to the
ressions, so that wh

more apt to becom ¢ at is no : heroes of story and romance, that he first looks for guidance.
sometimes’ sajqd tha:3 xf\i: of 1_115 Perman'ent mental stlvdl‘ear:;: :: We come now to the period of boyhood and girlhood. Physical

best, but this js

true growth proceeds almost as before, but whereas in the Boyhood -

previous period boys grow a little faster than girls, the and girl-

the logical and other conn:(l:‘tafter; th_e adult makeg up forpf;isslb;y. position is now reversed; girls at this age grow on the hood

8IS to be less unbridleg uf)ns of his ideas. The flight of fa average more rapidly than boys, and for the two or (1z-14).

In fairy tales, he is more ant or thf’“gh the child ma still ne three years following the twelfth year are actually taller and heavier,

::at. he hears, or at leaztaf; ::al;‘l‘-{ql;re Vel;sim}litude iny thel st:.')er‘ir: : the difference being due to a check in the growth of boys, and to
€ impossible. His w; . more sharply the i > a considerable acceleration, in the growth of girls. Another re-

3 Juster aPPrecxaticl;i “:fdi; aCquaintance with Zhingsp}?:ls?i-fmm markable feature of this period is that the body becomes capable

ledge ang interests ¢y €Ir’ representations bs him to of being trained for athletic games, the sinews and muscles adding

to their energy from day to day under suitable conditions of exer-
al instructio cise. “ For some reason not well understood, children under the
i e age of twelve or thirteen cannot be trained like older boys for

. athletic sports. The muscles will not increase in size and harden
Species, now become

Y applied to w; . i i in sh ill pot * train,’ and the strength, speed, and
. more disti 0 widely ¢ in the limbs, in short, will n y @ ¢ gth, speed,

ﬁontent with the worq owe;n,ct and accurate N isy no‘?:{:‘ent < wind ’ hav)e not the staying power which might be expected from
d?ffgants to distinguish the variouzskapghed t0 a class of obiec%-:r such exercises "'.' On the mental side, perhaps the most striking
ent varieties of U8 Kinds of fowe ; ; i iod is th re i tant part played b
ideas of the objects ::e e Xind, Under pro ;s, an.d even the thing about this pe{‘lodhls te T?O ) ;n?l)xor; 't’ pinterist); Hz;

become less which he jg naturally 3 per g“ldance, his - forms and symbols in t e ex ension o e boy’s ests.
vague and more try] Y Interested wijy thus can now read fluently, thinking while he reads and reading while

! Dr. C. Roberts-in Report of Commission on Secondary Education, vol..
v., p. 367.
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he thinks; and so the printed page, as well as the sensible object
and the picture, becomes a source of knowledge and of pleasure,

Similarly, if in the preceding period his mind has been stored,
by means of pictures and

notions, he is now able *¢
into fresh-coloured image

of snow-capped peaks an.
boundless ocean,

to translate the mute symbols of a map
s of mountain ranges and broad plains,
d deep valleys, of rivers and lakes an'd the
of villages and cities’.' He is now at home,
too, with the symbols of number ; the system of numeration and

notation, the common arithmetical tables, ‘and the fundamental
processes of arithmetic have be

store. His greater power of abstraction, and the consequent free-

is i m actual sense-impressions, is seen
too in his ability to think of words as such, to understand their
relations, and to appreciate t

he meaning and use of grammatical
forms. This increasing power of abstraction, and diminishing

dependence upon his actual surroundings, are seen too in the widen..
ing range of his Sympathies, and in the subjects of his moral judg-
ments. Gradually, amid his wider intercourse with his Tellows,
and with the characters of literature and history, there has grown

up a stock of universal rules of conduct-—of the types, this sort of
action is wrong, that sort is right. The rules by which, at least
in his better moments, he governs his conduct, are not yet, how-
ever, conceived as parts of a reaso

nable and self-imposed moral
order, but rather as an authoritati

Social and religious sanctions count for more, and the parental
sanctions for less. His minor morals begin to be influenced by con-
siderations as to what js ¢ the thing,’’ and what is ¢ good form *’;
and in weightier matters he begins to appreciate the explicit ** thou

shalt”* and ‘‘ thou shalt not ** of codes like the Decalogue.

Adoles- girls leave school a
cence for earning a livelih
(14-18). prominent physical and mental changes that unfold
themselves at this period makes it the one that causeg greatest

! Lange, Apperception, p. 81 (Eng. trans.).

models, with concrete geographical

come part of his permanent mental -

ood; a fact which, along with the -
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: i he rapid physical growth that
anxiety to the soqlal ri?:;?:.co:tinuedpﬁll about the se\{enfjeentll:
marked the Precedénil{) falls off until full stature is attan;etv;lélve
s an yh;tclttivger?a; tl?at, though tlfle ye'z:irs f;?tlhelea‘;? :sually ve
is an ins . ! of rapid gr ' »
to sixteen or .se‘.’eme(:;lh:gefezs schooll) or elsewher;., t;l};ed::gl):
Strenuousb:x:tﬂiltosni)est for resisting ?isez:se andI :j:«,satt h,e the deate

o e ourteen. .
:(;te e e lowes‘t);;flll;;g; foofr the relaxation f’f work dur;:l‘g
i th.at the pleao?::xt of the danger of the boy or girl o,ut;]gro;zx ﬁ
o pezof,sg'z:gh has no real foundat;ilonlrI Zmli tlllsautt S[:l:sidt:; xa
B e , is checked. des
tion is de.Sirab!e &nlz’ng }:Zigg;:,w::e momentous changes1 u;c.ndtetx‘l;
e e sage from childhood to youth now take.pa'z ;nodi-
e D erans the vocal cords are elongated, the voice 1 otk
o o e re probably equally important chgnﬁes ménta]
Bt &ﬂd therlf ashape of the head alters. The hig bertracﬁons
brain, since the mgre fully developed, so that the a Zre ctions
P mather be'cosrmlzogic science, and language, and ':jh(ij mThe o ath
of mathematlt;,f atur; now begin to be CO_mprehen ed. he youth
e fqrms o l'ter liw;e to a great extent in the future ra:j ror the
or maiden beg‘msr;g mind becomes filled with hopes an & domi: -
in th.e preseat. es Social and ethical interests l;eg:;lainspring
pa:smnil?t!ifa;n;vzgg‘ious zeal sometimes :ef;?gsuts 3 e s
of oot i of the perio 1 o
of action; and fn the TR increase in physxcal. and men
obtrude themse'lve; 'u;r }:ﬁeg\rrve::e;ngf emotional vitality thagrzotvg
o S%lowsd]tsene of the chief aims of those who ts:f: e to
e mdee}; ou h this stormy period should be to i these
guide youths t rO,gns into proper channels. It becom‘ e
e wver in tant that education should not be the mere s g
. lmportantbut that it should providfz outlet.s to a(;1 lon,
up of kDOWI.e dge% athletic games, gymnastic exerc1§es£hrentime
This.is the time Erin the laboratory. Now or never is e aré
tfain;ng. and'r:?:;ut any intellectual and westhetic interests
too, for openi

ation
Roberts, Report of Commission on Secondary Educ '
! See Dr. C. Roberts,
vol. v., pp. 356-7.
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to become permanent incentives to right conduct. ‘‘ An undue
tendency to introspection must be checked
action,” and ‘‘ exaggerated ambition and unreflecting activity
must be checked by allurements to serious studies.’”

The rapid sketch which has now been given of the growth
Individual and development of an average boy or girl will,
variations. it is believed, prove interesting and instructive to
any one who has to deal with considerable numbers, and who
-Is therefore compelled to some extent to have regard to average

conditions. One must hasten to add, however, that there is
undoubtedly a

great deal too much of confident talk about the
child, the boy, and the youth, as if physical and mental features
were fixed and invariable in young' people of the same age. The
fact is that these general statements of what is to be looked for
in average cases are of value chiefly because they provide a. sort
of standard or norm to which we may refer the innumerable
deviations, slight or serious, that are found when we come to
examine individuals, Consider, for example, the simple "and
well-ascertained facts relating to physical growth. It is found
that the average height of boys of six is forty-four inches, but
that their heights vary from forty-one to forty-seven inches ; that
at eleven years the figures vary from fifty to fifty-eight, with an
average of fifty-four; and that at fifteen they vary from fifty-seven
to sixty-eight (a difference of eleven inches), with an average of
sixty-three.2 Now one practical inference

: ' is that, though there
certainly is such a thing as a school desk of standard dimensions

for boys of a given age, yet the most injurious effects are likely to
ensure, to eyesight and

to bodily carriage, when all pupils of that
age are required to sit f

_ or several hours a day at desks of precisely
the same size and proportions.

What is true of the
life. Leaving out of
one hand and genius

by allurements to

physical life is equally true of the mental
consideration mental deficiency on the
on the other, and confining ourselves o

! W. H. Burnham, ‘¢ The Study of Adolescence,"
Seminary, vol. i., pp. 174-211.

* The figures are those of Dr,
omitted.
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Bowditch, fractiona} refinements being
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ati ormal course of development, we
eviations from the nor 1 ot we
?oge:::: (:ndividuals differ to a most xmgq:ltar:lt tgsgrzing he
dqi'erences are illustrated, in the case .'of chn re ; ablz ung for
::hool in the varying periods at which they ar
S s ;

And when the school age is reached, every observant teacher,
- ANAd W

having to deal with excessive
s, 1 beegoirmrzi:::jfj tgz peri‘odi differ at which chxld'ret;
numb'“s, o fearai to read,-to write, to sing, to plgy a musica
Snstram g lea;'nu'lie inning the more abstract studies, s:uch as
mStmment’a:t; t(:eore%ical geometry. A well-known umversfnty
f::t?l]lz:-a:hinks he has ** seen college student; unﬁtt:d tf;); :Zg; ”01;
 havi ‘ at study a year .
‘ p%l'llosoph}; ’axf':;n;h};ivgagn;age:hﬁg ;1}:15 been };imilarly unfitted for
o tofbﬁ' estudieS' and though the exigencies of school orlgan;
§0Tif>nocorrllspe1 us to’work by the law of averages, we may at leas
isa

p g C. 0
sto ShOIt at worryin Chlldl €en WllO exhlblt ba kwatd €SS 1n thls

in the hope that time will in many

iy bl'arﬁll‘; ocfefsi((::}ileo:gy?ml"ll‘{}’le change Ii)fte‘n comes qun;cle u]r;e;:
ete curel uch an hour as we think not, the boy who has h?ch
e tnaiithmetic or grammar brightens up. Icleatst rz&; hich
e ah together seem suddenly to acquire an a.Lv actio
e Slng‘ a;gxd a coherent mental system, ?apa.ble o : bz
i(:rsi;?fat?rr:; f(:a’sh ideas, is the result. But this, it mus;
admitted, te oot CO!::I! oioct::;:hers, as to all 6thers who have

Lt o e man atgrial if there existed a de- Tempera-
o o ent hu:fl a?nc;?vidual ’character.’ Psychology ttlen\t.f e
velopeq o gres headway in the analysis apd synthesis o he
s I'nade g’rfat ents of .every mind, but httIf: or nothx?gSif
e alue b et been done towards enabling us to C az );
scientific v.aIue has yuliar mental constitution of the indivi ual
and explain th N [;’e.c we have to rely chiefly upon our gene;?
P sorys 'Faﬂm% | li’n such facility as we possess in shrewf 0};
O_bserva‘tlon, an hul:acters of children. Every“on? kfl’ows‘,:l ol
egﬁma;mgtht‘ehio;;on distinction between the quick " and t
example, _ !

6] James, Talks to Teachers on Psychology, p. 149
- 1'W. James, : . .
5
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“*slow”’ child. The one soon learns his lesson,
forget it easily; the other learns slowly
one is alert and vivacious; the other perh
and dull. The one soon runs the whole
the seventh heaven of bliss to utter ¢
maintains a much more even frame of
and decides hastily ;
more soundly. The one is usually lack
other is more tenacious of purpose.
but generous-hear

but is apt to
but more surely. The

mind. The one judges
dedly and, on the whole,
ing in perseverance; the

The one is quick-tempered
; the other is slow to anger
t great mercy. The one is the more attract-
ve and popular character ; the other wins his way to favour less
easily, but often wears " better. The one lives largely in the
[IJ;eiEnt; the other’s thoughts are often directed to the future.

e o

one .fai.ls, it is because he needs mare strength; if the
other fails, it s because he needs more time.
These are of course very broad contrasts, and they hold only
of extreme instances of the t

e : Wo types. Still, every one who hag
had Experience of life, whether amongst children or adults, wil{
readily recall examples that answer fairly well to the above des-
criptions, We might go on to

gested, which answers to th
Ello{erx? temperament (q.uxck and strong) is energetic, impetuous,

- ed with outward events; the melancholic (slow
and strong) is Sentimental, with a marked tendency to introspec-

tion and Suspended judgment ; the sanguine (quick and weak) is
ardent, impressionable, angd unsteady; the “phiegmat;c (slow and
weak) combines tardiness Wwith quiet persistefce. Galen drew these

» though the physio-
sadly unscientific, the

v \Attested by the fact
ve adopted it as thejr starting-point. To

avouring to understand the individual char-
this old' doctrine of temperaments certainly
nts of view, He must, however, ayoid the

practical value of hig
that recent writers ha
a teacher who is ende
acters of his pupils,
offers suggestive poi

o
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i i fit a pupil too definitely into one or other of
g:tzll:;szi :;};mhga:: nameg, pfor most children will present char-
acteristics that will bring them under more than one class.

Individuality may be defined, suﬂ‘u;xer}tly though somewhat
vaguely, as variation within normal limits. Ir-n the . men-
foregoing remarks we have taken no account of children :iililgnge-
whose intelligence falls below those lzmxt.& The care ne-
of abnormal children, since it forms quite a special subject of
inquiry, and gives rise to vocations _widely “different from that of
an ordinary teacher, does not fall within the.scope of. the present
volume.. The only point that calls for attention here is that there
is no hard and fast line to be drawn between the normal and‘thc
abnormal, and so it is worth while taking note of the classes into
which the latter are usually divided. At the bottom of the scale
we have idipts-—those unfortunates who possess no mental assets,
who are incapable even of direct self-preservation and require as
much supervision as a child of six months. Newft to these come
imbeciles, who are capable of direct but not of indirect self-pre-
servation. A member of this class would, for example, get out of
bodily danger, but could not be br-ol.xght to earn a living, at least
without permanent help and supervision. The third cl?s.s comprises
those who may be expected, as a result of‘ careful training, to earn
a livelihood at some mechanical occup?txon, but who cannot be
taught with profit in the ordinary primary school.. These are
technically known as -defective or_feeble-minded children. The
fourth class. includes children who, though extremely dull and
l;;é.kward, cap_ be taught proﬁtgblx, though ‘perhaps at con-
siderable incanenience, along Wlth. normal cl.uldren. Both for
their own sake and for the well-be.mg. of_sogety, the first two
classes should be cared for i_n special institutions. 'Thg case of
children belonging to the thnrﬁd class has regently received con-
siderable attention, both in this country and in Germany. ’Ithey
are said to form between one anfi two per cent. of the p(?pulatnon.
It is held to be a mistake to thhdra.w th.em from the mﬂ}tences
of home life and from the companionship of normal. children.
They are taught in small separate groups, great stress being ;.)Iz_iced
upon manual employments. Many of them, under careful training,
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Concluding YOUDE' teacher, or tg the student

adviceto  upon a schoolm
young :

carefully.

should note their physi
from the average or
he should test by
capa.cxty, and touch~sensibility;
iz:r‘:xx::irta;?petlte and slqep ; he shoulg recard what can bhe said
W memoz:x;tyt :g(:ut; thtelr pé)wer of attention, thejr retentiveness
, astes, ispositions, and . tem
4 raments ;

should consult the school report upon their attain::ants nt;, o
gress, and, finally, he shoy data, with :n v g

, view to

o . A few ; L o
this kind, conducted thoroughly and with . def?:it ;n;estxgatxons of

e g e study of a chiyg ;
(2} Reéchtt t+ Would regard- the study of a plant of of Just as one
your own as a case of ex : an animal—
childhood. : We cannot And this is neces-
et 2 b \ 0ot transplant oyrg ithi
the cfj:;.ld sf.lgwn spnsclousness and examine the wod:;l:es withis
Joag-eurectly. «The * giftie » ¢ see others as we « gqq g(;i Oflh‘f
> tsels
han that for which the poet sighed

n any sense be-ob’served directly,

served only so far
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and so accurately as memory happens to serve one. But our
recollections of our own childhood are fragmentary, uncertain,
and inevitably coloured by subsequent experience. Stilt, various
ways suggest themselves by which our efforts at recall may be
helped out; and the value of such efforts, to one who aspires to a
completer understanding of the children committed to his care,
can hardly be questioned, since one of the chief secrets of good
teaching is the power to place oneself at the pupil’s point of view.
So the young teacher is counselled to form as faithful a picture as
be can of his own childhood—of its events, and of his ways of
thinking and feeling about them. He will perhaps get assistance
from parents and other relatives, from nurses and teachers, from
old letters, and from other sources that will suggest themselves.
He may be fortunate enough still to possess old exercise books
and other similar records of his past; and he wiil do well to read
over again some of the books that most impressed him in his
juvenile years. The attempt so to reconstruct one’s own child-
hood will be found no less interesting than profitable.

REFERENCES .
On the earlier periods consult the works of Susan Isaacs, Pisget and Gesell,

" Sully’s Studies of Childhood is still to be recommended. On adolescence, the

books of L. Hollingworth, L. Cole and F. D. Brooks. .
The literature of the whole subject is now very extensive,




CHAPTER VI

THE CHOICE OF STUDIES

“ The prime and direct aim of instruction is to enable_a man -to know .
himgelf and the world. Such knowledge is the only siife basis. for #ction,
and this basis it"15 the true aim -and office of instruction to supply. . . . As
our public instruction gets a clearer view of its own functions, of the relations
of the human spirit to knowledge, and of the entire circle of knowledge, it
will certainly more learn to awaken in its pupils an interest in that entire
circle, and less allow them to remain total strangers to any part of it. Stiil
the circle is so vast, and human faculties are so limited, that it is for the
most part through a single aptitude or group of aptitudes that each individual
will really get his access to intellectual life and vital knowledge. . . The
grand thing in teaching is to have faith that some aptitudes of this kind

every one has.”’—MAITHEW ARNOLD.

In this chapter and in several succeeding ones we are to under-
take a study of the leading topics of the theory and g nis.
practice of teaching, and first among these stands the cance of the
problem of the choice of studies. Profoundly signifi- Problem.
cant as it appears to the student of education, and irresistibly as
it has forced itself upon public attention through the social and
economic changes of recent times, this problem is not even yet
universally recognised in this country as one of great importance.
,In illustration of this statement we may contrast the conditions
that prevail in the greater schools of England with those that
prevail in the higher schools of the Continent. The curricula of
the secondary schools of Germany, whatever else we may say of
them, are in that country regarded as questions of sufficiently
grave national concern to deserve careful thought, and to excite
exhaustive discussion, among the ablest men of the time. The
curricula of the English public schoals, on the other hand, have
never attracted general attention, and are still modelled largely on

89
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the lines of uncriticised tradition. Signs are not wanting, how-
ever, that even these schools will not always continue to rely upon

their splendid achievements in the more direct formation of char-
acter. The continental tendenc

upon well-devised curricula a
as if these in themselves cons

y is perhaps to rely too exclusively
nd improved methods of teaching,

tituted a satisfactory system of edu-
cation. The characteristic shortcoming of English education has
been its tendency to ignore the value of sound instruction and of
varied intellectual

interests. It is true that instruction, however
unexceptionable its basis,

is not the whole of school education,‘
and in a boarding school p

erhaps not even the greater part of it.
where do the general aims of a school
ete expression as in its curriculum, and
ion’s accessibility to ideas more fairly
ellectual food it is content to supply to

But it is also true that no
receive such marked concr
that by nothing is a nat
measured than by the int
its future citizens.

The choice of studies is not a

question to be decided by teachers
The only. When the curriculum has been decided upon,
teacher’s  and it remains to arran

h ge and to present the:material
province. — selected, the teacher is on his own ground, and here
his professional prerogative, if he be fit for his duties, should

be unassailable. But of the matter as distinguished from the
method of his instruction he is not the

sole judge. A curriculum
is the outward expression of the ideas and aspirations of a com-
munity, not of an individual; and the community has a right to
lay down the broad lines which instruction shall follow in its
schools, with due deference tot

he opinion of the professional ele-
ment as to what constitutes suj

table mental food for children. A
wise educational authority would,

however, whilst requiring con- .
formity to a general plan of study,

refrain from detailed prescrip-
tion, and would leave its teachers all

possible freedom for experi-
ment and for the play of individuality. A primary teacher, for
example, should not be bound down to one particular course in
history or geography; though he should not be allowed to omit
these entirely and to teach Greek instead. :
The need of an understanding as to the main principles that
ought to govern the constructi

on of curricula is well illustrated

°
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m time to time issued by the
by the schem.es ;:? tE:;;ithrgrimary schools during I,';‘fe?a?if"f
central authority following the Act of 1870. :l‘he Choice : an
the three decades z?nes may be "described briefly historical
genesis of these sc : ocess of somewhat a‘,{nless nllustrai.nor;.
but n9t unfalrlyh asCodg of 1870 the only obligatory sub]eitf s
tinkering. In t el three * R’s,’”’ together with needlework for
were the tradllt'ls(:nsf optional subjects was added, but these W;"te
girls; a ]onghl elder scholars, and were not extepsxvely tau.gt. s
(;an'ig;g 1tto s:ee‘:ns to have occurred to the x:e§P°“§'bi§e?:’t!l_‘s‘2r' lleeft
o1 H 1 t any training mn ’
that th? "°Sse;:":;s?fesooiihzglxsat agpeared t.he most import:lt:
somethlng. to al subjects,(EngliShv geography, hlstt?ry. afnd Itle;en o
of the O}m(_)n1 ) were grouped apart, and the teaching ol noB o
work for glfr fhese was encouraged, and became general. Eny lish
e of 088 elementary science was added to the list, bgects
being at e same time md compulsory if a0 of these b
H 1 onfined to ;

were taught at .all, avl:,(}iﬁ:}lft}(:;ﬁ ‘;E‘:;l%r:o received _scant encom;i?:;
n 1500, dra“:img’bli atory in boys’ schools, in view of ti;e gP ven
n}elt]}:’ wTi:hrr[:?ca(; (I)Edugcation Commission, thzlit tll'lti :::;f u:el:di ngg to
ot the xclusively I ’ .
in the Primary.SChOOIS iy too:::tisams. Five years later, object
B e compulsory fo the younger scholars, again on
essons w ! i too bookish, -
the ground that ;he;) fmtit:l:;;&te‘:f‘ls During the period .from 18r7ac;
to the future nee® nothing to prevent a child, even in a ru
to 1805 there s uperficially skilled in the mysteries of parsmga,l
school, from being ds profoundly ignorant of the §implest nat:r .
whilst he remaine peak of the geography of his own coun ?:’
phenomena, »o. t?: S::)ars has a reorganisation ?f the gra_‘nt-earm g
and not until recen t>i,ie way for rationally devised currlculaf. o
machinery clear'ed hools there is, perhaps not alt?gethelz e Ortl‘lon

Of secondary sg f’t story to be told. As primary instruc }:’ld
ey 0 O of departure in the requirement that every child
tdok its point of epd write, and cipher; so secondary mstt:\égl
should be :bl(;:'t‘itgn:ﬁ; ’conﬂne d almost entirely to the classi
tion was tradi
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Liréiuf}iei ;nizg one task pf the educational reformér has always
e amer ment of tlfxs programme, with the object of bring-
ing it i ser conformity with his conception of modern needs.
The zrmer, however, is of all people .the most prone.to over-
N What may turn out to be a good case; and so we find that
; e 1:hsf:uss:ons abt?ut curricula that accompanied the scientific
c}\f; aittl:g (zlf‘ hthe nineteenth century are of a highly controversial
e m . e:ttempt to assess"‘ education values '’ amounted
dogrecs ot sre tdan the marshallmg.of arguments, of varying
Sogrees oundness, by the champions of science and by the
enders of the classical curriculum. :
Thus we have. had a stage of confusion in the primary, and
Elhe_pm_ of acrimonious discussion in the secondary,. sp’here.,
ea«;r; Or:;t. an Time has softened the asperities of debate with regard
" to secondary school studies, and it is now. generall
ro_:cogfnsed that we need dispassionate surveys of the wholx
situation, rather than one-sided advocacy of particular gro .
of studies. We must not flatter ourselves, indeed thg Uﬁs
general adoption of the calm and judicial m’ood w ’ld o sure
to prt?duce unanimity, because a man’s (be
tion, like his political’ and religious opinions
measure on his total outlook upon life.

proof could a bishop and a free-thinki :
to agree upon the details of a ¢ ipiang philosopher be brought

; urriculum for any t
?vl'{atever. §t111, a modus vivendi must in practic); lﬁ) : > :c}md'
it is our business to investigate the best means of ﬁndir:;:l I’11; -and
4 1t.

What we need is clearl
as iteri
A set of criteri y a standard of values,—a criterion, or a
standard ©of criteria, which may enable us to judge as to th
zg :;él;es admissibility of any given study. It is easy enou;h t§
make out a case for the inclusion in a curriculum of

almost anything that is not immoral, from the st

speare’s Plays to the manipulation .of petroleurrllld'{ar?liss-ha;e(;
wel.l-meanmg persons will always be found to push the clai’ms of
their .crc‘)tchets. Sloyd, book-keeping, shorthand, physiolo

‘ heurlstxc. " science, gardening, and cookery—these and'magg ‘
more are in turn held aloft as the one thing needful. Amid thﬁ
welter of confused proposals, we must try to keep steadily in view

; be sure
ideas about educa-

» depend in a great
By no feat of logical
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the real and fundamental issue—how to fill the short and precious
years of school life so that they may on the whole form the most
effective preparation for the varied activities of adult life. In other
words, we must try to gauge the relative values of different sorts of
knowledge and skill, and we must not allow our judgment to be
warped by having our attention fixed exclusively upon the absolute
valite of this or that item. Clearly then, we need a standard of values.
. The defenders of the old classical curriculum -for -secondary
schools have relied a good deal upon the argument ¢ Mental
thag, though the knowledge imparted is“of small use discipline ”
in the affairs of life, yet the mental discipline afforded geagdard of
by a linguistic training is of inestimable value. It has valde.

been held that, even though the pupil may never reach the point
of appreciating the masterpieces of Greek and Roman literature,
yet a study which requires him to draw fine distinctions, to look at
a question from all sides, and to exercise a nice care in the choicé
of words, so strengthens his mental powers as to fit him in the -
best of all ways for entering upon any sort of vocation. To this
it has been objected that linguistic instruction does not train the
pupil to use his eyes and hands, and that it makes excessive
demands upon the memory. Similar contentions have not been
unknown in the region of primary education. For many years
formal grammar was made practically compulsory in English
primary schools, for pupils upwards of seven years of age, on the
ground 'that, even if its practical use was indirect and problematic,
it was at any rate a good mental training—a training com-
parable in its degree to that which a boy in a public school got
out of Latin grammar. Later, object lessons were made universal
in these schools, chiefly on the ground that the ‘‘ observing
powers ** of the children were being sadly neglected.

In all arguments of this kind there lies the tacit assumption
that ideal curricula may be evolved out of subjective gyample of
considerations alone; and that all we need to do is to the applica-
make ‘a list of the mental: powers to be cultivated, and tlx(‘)i?w(i)flteh:i
set against each of them the studies. which are sup- l:h‘e ch%ice
posed to ‘conduce most to their cultivation. This way of studies.
of .concejving the problem arose out of, and was reinforced by, ‘the
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defunct psychology of faculties to which reference has already
been made. ‘‘ Memory,” says a tecent writer, *‘is trained by
‘most studies, but best by languages and history; taste is trained
by the more advanced study of languages, and still better by
English literature; imagination by all higher language teaching,
but chiefly by Greek and Latin poetry; observation by science
work in the laboratory, though some training is to be got from the
earlier stages of Latin and Greek; for expression, Greek and Latin
composition come first, and English composition next, for ab-
stract reasoning, mathematics stand almost alone; for concrete
reasoning, science comes first, then geometry; whilst for social
reasoning, the Greek and Roman historians and orators come
first, and general history next.”” From all of which he concludes
that ‘‘ the narrowest education which can claim to be at all com-
plete includes Latin, one modern language, some history, some
English literature, and one science’’.!

But even if the studies here enumerated could be proved be-
Is mental yonq dispute to furnish the best possible mental gym-
discipline  nastic of the kinds respectively claimed for them, we
the rea})l cri- deny that this is the real reason why they are selected.
terion: In order to sustain this position, it will be well to ex-
amine some of the current phrases in which the doctrine of
faculty-training is embodied.

We are told that elementary science, including nature study, is
(1) Science  to be taught in order that the faculty of observation

and the may be trained, the implication being that the employ-
E?at‘}"‘:“é ob. ment of eyes and hands in discovering the properties of
serving certain objects (no matter what) will make one a good

powers ”.  gbserver of anything that comes in one’s way. Now
there is no sane person with normal sense-organs who is not a good
observer of certain sorts of objects and events : the thief who has
rarely seen the inside of a school, much less of a laboratory, may
have a sure eye for watches and purses. The question is, then, not
one of training people to observe, but of training them to observe
some things rather than others. In other words, the question is one

1'M. G. Glazebrook in Barnett’s Teaching and Organisation, p. 334.
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of creating interests. We have no faculty of observing thfngts_ at
large, and no such faculty could be evoked, except by cgltllc\ira 1:}15
interests of appalling width. The geolqglst_ in the eld, h
physicist in the laboratory, the scholar amid his manuscripts, the
detective on the track, and the physnc!an in his consulting room%
are all keen observers in their respective spheres. Taken out o
these. spheres, they may be at le.ast' as unobservant as othsar
people; the utmost that can be said is that a g(x.)d o})sewerdxn
one department will probably not be a bad one in klndrefl ei
partments. The function of elemer'xtary science in a libera
scheme of instruction is not to cultivate a supposed‘kqack of
observing things in general—a doubtful boqn,, even if it were
attainable—but to enlarge the area of the pupil’s interests, and to

" teach him that there are other means of ascertaining truth, at léast

as important as the medium of the printed page. If \;ve are to
use the slang of psychology at all, we must talk, not o "Erammg-
cur ** observing powers,”’ but of cultivating suitable °* apper
‘1 5 n.y '
Cept’;‘cl):a r:l?(?is:e of studies has been influenced, too, by the plea
that, whatever other value a study may or may not gi)ltTur:Of
possess, at any rate it improves the leam?‘r s memory. memory by
The writer quoted above thinks that ‘¢ memory 1(si va:é‘i,:ss
trained by most studies, l;;xt bestfby las?f}laggsF?FCh :n ake; e
i 7 and a writer usually so sate as J. G es 1
zzisr:gz;on? ' So it would train my memory if I learnt theflez;ldxtrlxlgef
article of this morning’s Times Qy heart, or the nayr:u:s V(\)/ hg | the
senior wranglers from the beginning of the centuryn. . Who shall
say how many fines of doggerel, how many speling ls :, ow
many superfluous arithmetical tabl«:.‘s, how many ,s’trmgi o/round
and catalogues of names have been got by heart ’ on tde ng ound
that, if they are good for r.lothmg else: they are ggobl r the
men;ory? Now some of thfs labour might be justi ; e i the
exercise.of one’s brute retentive p%wirtgerist}:;inz ;nu:igo :stful,
improvement of one’s memory- ut this

Recent psychologists have shown pretty clearly that retentiveness

« The Meaning of Observation in Prof.
Ad lms?eI;lelfb:v’:gzge?’tsy?;:ﬁ;;.on 2 Legtures on ' Teaching, p. 138
ams
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certain that Robinsorn Crusoe and the Arabian Nights have in this
way been partly spoiled for many a child.

Nowhere has the idea of a formal training of the faculties.
worked more mischief than in the instruction of small children.
Under the influence of that idea teachers have dosed the children
with commonplaces about natural objects, in order to train the
faculty of observation; and they have dosed them with an ekcess

of myths, fairy tales, and startling fabrications about the sayings:

and doings of inanimate objects, in order to train the imagination.
Now myths and fairy tales should be to the child what novels.
and plays are to the adult—his relaxations, not his phrsuits.
*“ The John and Jane that most of us know let their imaginations
-play about the current and familiar contacts and events of life—
about father and mother and friend, about steamboats and loco-
motives, and sheep and cows, about the romance of farm and
forest, of seashore and mountain.”’? We do not need to go out
of our way, and to make frequent excursions into the region of
unrealities and impossibilities, in order to find material for exer-
cising the child’s imagination. The same material, the homelv
facts of life that lie to hand, will serve to exercise the imaginatio;m
as well as the senses, provided we use it-in the right way.

We pass now to the thesis that the purpose of mathématicaF

(4) Mathe- teaching is the cultivation of the reasoning powers—
matics and an old thesis, as the literature of pedagogy, unofficial

the reason- as well as official, abundantly attests.

This ini
ing faculty. opinion

is connected with a common idea that there is an
essential difference between mathematical and other reasoning,
and that the former depends upon a peculiar gift of infer-
ence which has been vouchsafed to some in a high degree,
and almost denijed to others. It is fiot uncommon to hear persons
of good education confess, and even pride themselves upon the
confession, that they could never ‘‘ do '’ mathematics, the implica-~
tion being that this is a study requiring some special qualities of
mind, the absence of which one can afford to admit. They forget

! On this point see an article by “ A. S."" in the Journal of Education.
Septamber, 1885. )
.t J. Dewey, in Elementary Schoo! Record, No. 1.
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that the essential step in all reasoning, that of comparing two

' ideas with each other by an intermediate third idea, is always the

same, whether reasonings are about magn'itudes, og"a.bout the
facts of history, or the pronouncements of literary criticism; and
though it is quite true that through various causes some people
never acquire a taste for mathematics, yet sheer inability to grasp
mathematical reasoning is not possible to any normally constituted
mind. The mathematician is not a wizard. The virtues of his
reasonings reside, not in any peculiarity in his method of inference,
but'in the fact that he always knows precisely what his terms
signify, and that his premises are always necessarily true, his
proofs rigidly accurate, and his conclusions readily verifiable.
But even these latter virtues are often attainable in any branch of
knowledge; it is not necessary to study mathematics in order to
know what accurate knowledge and rigid demonstration mean.
When we have decided to teach mathematics, by all means let us
teach them so that they will furnish exercise in cogent reasoning;
but let us recognise that mathematics are taught, not because of
the reasoning involved, which is not essentially different .fror.n
other reasoning, but because some knowledge of ma?henfa'tlcs is
indispensable. If we want to train the pupil spt.amally in the
principles of correct reasoning, we must teach hlm’logxc, for
which mathematical studies are not an adequate substitute.

It is somewhat odd, but extremely instructive, to find the
advocates of a certain study stoutly claiming for it confusions
the disciplinary value which is generally supposed to th}z:t arise
reside in a special degree in other studies. Thus one T°%
writer avers that ‘‘ the teacher who makes clear the djscipline "
distinction between the subject and the. predicate, or is made the
between the essential and the non-essential parts of a criterion:
sentence, is as truly a teacher of scienc-e [i.e., as truly gives the
discipline supposed to be peculiar to science] as he who explains
why water boils, or what are the respective functions of the heart
and lungs”.’ The present writer has, too, heard an able literary
professor indignantly repel the suggestion that literature is

1 Sir J. G. Fitch, The Arnolds, pp. 53, 54.



/.,

96~ The Principles of Education

is a native quality of the brain, given once for all and, probably
unchangeable, except so far as bodily health affects it.? If this be
true, the sense in which memory can be cultivated is at once
limited. = Improvement of memory is to be sought, not in rote-
learning,, but in clear thinking, orderly arrangement, lively interest,
and close attention. So long as these are present, the records of
football and cricket are as good for the memory as the recowds of
history. Again we have a question, not of training a faculty, but
of evoking interests. It is therefore an inversion of the facts to
say that we choose any study or exercise because it trains the
memory. We make our pupils learn arithmetical tables and
poetry, because in these cases the ipsissima verba are worth know-

mng and remembering; if this were not. so, no specious clap-

trap about cultivating the faculty of memory could justify the
infliction, ' :

Let us next examine the proposition that literature is taught in
(3) Litera.  OFder to cultivate the imagination; by which is usually
tureand ~ meant in this connection the power of visuélising; of
g‘;‘;‘f‘“a‘ mentally picturing, objects and scenes. The re-

.searche§ of Galton? and others show clearly that this
power varies astonishingly in different people; in some it is almost
totally absent, whilst the mental imagery of others is brilliant and
distinct. It is more than probable, too, that children, as well as
adults, differ enormously in this respect,® and that some have to
atone in other ways for their deficiency. Still, we may assume
that any child can visualise more or less distinctly, and that he
must exercise this power in reading a scene from Shakespéare or
a descriptive passage from Scott; for the aim of the writer has
been to give a verbal rendering of what he has mentally pictured,
and the reader’s aim is to re-construct the pictures thus translated
into words. It would be ridiculous, of course, to say that this is

.

! See the chapter on * Memory ” in James’ Text-book, or his Principles, or
his Talks t§o Teachers; and compare Stout, Manual of Psychology, bk. iv.,
chap. iii. 5. ) 2

2 See 'Inquin'es into Human Faculty, pp. 83-114. .

3 It would be difficult, e.g., to account otherwise for th iffere

rates at which children learn to spell. © Ve d}ﬁere‘!\t
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the whole of what is meant by appreciating literature; but it is a
not unimportant part. To affirm, however, that a boy is taught

literature because it thus exercises his imagination is like saying

that one goes to church in order to exercise his limbs. One may,
of course, gain physical benefit from the walk; but it may well
happen that a stroll to a neighbouring tavern is hygienically pre-
ferable. The faculty of imagination is there, and will be exercised,
if not upon healthy literature, then upon something else. And so
we are. brought round again to the position that one study is pre-
ferred to another, not because of the faculties it trains, but because
of the interests it evokes. The imagination of some people is
exercised, only too effectively, by the literature of criminality and
nastiness; our pedagogic aim in teaching literature is not directly
to cultivate, and still less to create, a faculty which the pupil
already possesses, but to bring him to exercise his gift of imagina-
tion in healthful ways. We teach literature and history simply
because they are worth knowing; and it is a mischievous per-
version of the facts to say that we teach them in order to train
the imagination.

It would hardly be necessary to insist further upon what seems
so obvious, were it not that he who thinks about training the
imagination of his pupils, when he ought to be thinking of
the subject in hand, is likely to do positive harm. Young
teachers are sometimes counselled to make perfectly clear to
themselves the picture suggested by a poem, and then to adopt
all available means of making the same picture clear to their
pupils. But a suitable poem will convey its own meaning without
elaborate preliminaries, and the help given by the teacher should
be by way of hint and suggestion rather than of dissection. The °
child should be allowed to construct-his own mental pictures, with
as little help as possible,—not required merely to imitate another’s
interpretation. This would be true, even if the teacher’s inter-
pretation were a masterly one; but first-rate literary exegesis,
like the effective illustration of books, is an uncommon thing.
The illustrations of a Cruikshank are a real help to the reader;
whereas your dull unimaginative pictures are a hindrance, because
they merely clip the wi‘ngs of the reader’s fangy. It is pretty

6
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- congerned chiefly with the imagination, and warmly maintain that
it furnishes also an adequate training of the reasoning powers.
On the other hand, Spencer is at pains to prove that science is
at least equal to language as an all-round intellectual discipline—
even of memory.! Similarly, Huxley declares that thereis no
side of the intellect which is not brought into play by a thorough
study of human physiology.> Now all these diversities of opinion
are reconciled the moment we recognise that in the act of genuine
learning, whatever the subject may be, it is the whole mind that
works, and not this or that supposed special organ of mind; so
that mental discipline depends, not so much upon the subjects
taught, as upon the method of teaching. Bad science-teaching
will not improve the reasoning powers, but will leave the learner
still under the thumb of authority and prescription ; whilst good
science-teaching will avoid this evil, and will also exercise the
imagination, by opening out wonderlands as glorious as those of
literature. On the other hand, bad literary and historical instruc-
tion will leave the imagination barren, whilst sound instruction in
these branches will not only avoid this mistake, but will also
furnish the means of abundant exercise in cautious judgment and

valid inference. Co-
Before leaving this part of the subject it will be well to guard
ourselves against certain misapprehensions. In the

S bos first place, the reader will perceive that nothing 1
sible misap- place, the rea will perceive that nothing has
prehensions  here been said to underrate the importance of intellect-
considered. 1, discipline ; on the contrary we should hbld that such
discipline is one of the supreme objects of education, and that the
ultimate ends contended for in the first chapter cannot be achieved
without it. What we mean is, that though the method of instruc-
tion should be carefully devised with a view to mental discipline
it is misleading to say that the choice of the matter of instruction
depends upon considerations of discipline. Many of the older
writers on education, and some of the later ones, have talked as
if it signified little what subjects of study are selected, so long' as
good mental gymnastic is provided. They have failed to note

! Education, -ch. - ii. * Science and Education, p. 220.

Yy
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that, even if it could be shown that Sanscrit would provide a
better gymnastic than Latin, or Chine'se .than French, or chess
than mathematics, the respective substitutions could not on tha;
account be made. To say that one subject is as good as another,
provided it afford equally good mental discipline, reminds one of
the celebrated saying that, provided it afford: tfl‘e same .am_our}t’
of pleasifre, pushpin is as good as poetry. The ¢ cultivationist
pedagogy is as bad as Bentham'’s eth\cs.. .

In the second place, when we emphasise the fact that in _tlae
pursuit of any branch of study the whole mind works, and not this
or that supposed special organ of mind, we‘must not be 'supposed
to deny that every subject has its own peculiar psychological .plz-lce
and value. It is obviously true, for example, that d?scrq.)twe
geography and history exercise one’§ visual imagination in a
special degree, whilst constitutional history and abstract science
do not. ‘‘ Abeunt studia in mores,”” quotes Bacon, %nd we do
not contest his statement that *‘ histories make men wise; poets,
witty; the mathematics, subtle; natural philosophy, deep.; rr.loral-,
grave; logic and rhetoric, able to contend ’’.! l?ut this is no
argument for constructing curricula on a psychologlf:al basis. .'For
when all the greater interests of mankind are represented in -a
course of instruction—and we shall presently see that they ou.gh-;t
to he—it is inconceivable that the pupil will not b.e du!y exercised
in every sort of useful mental process. ‘Upon this point we may
well accept Spencer’s dictum that ‘“ it wguld be utterly contrary to
the beautiful economy of nature, if one kind of Fulture were needed
for .the gaining of information, and.another kind were needt?d as
a mental gymnastic.”’? Our only dlfferenc.e .from Spencer anll be
as to the kind of culture needed for the gaining of information.

There is a third possible misapprehension from wh.ich we must
guard ourselves. When we assert that any one subject of study
involves the whole activity of mind, and that no normally consti-
athematical or scientific or historical

or literaty culture,
proposition that s
equally well e

il Essay s
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doubtless depends to some extent upon the accidents of early
environment ; but this is not all. It is, of course, safe to say that
under different circumstances of early training Wellington might
have been a great mathematician, Newton a great warrior, and
Tennyson a great engineer; but few would care to assert that
they would in all likelihood have become equally great men, and
fewer still that the convertibility of talent is a principle of wide
application. Though brain physiology speaks at present with an
uncertain voice,

yet the facts of common observation seem to
forbid such a supposition. Similarly, among the boys that occupy
the benches of a classroom, there will

be those who show a special
talent for literature but no gift for

mathematics, those who are
good at headwork but clumsy at ha

ndwork, and so forth. This
fact, however, though it will largely

influence the details of the
teacher’s work, will not affect the stru

cture of the curriculum until
the stage of specialisation is reached.

Though there are un-
doubtedly marked quantitative differences between the mental
powers of individuals, yet we assume with good reason that all
minds are qualitatively similar. Until the time comes when the
scope of instruction must inevitably be narrowed, we are right, so
far as the choice of studies is concerned, in ignoring individual
peculiarities,

So much, then, for the ‘* cultivationist **
g:; glea dfor Let us agree to abandon the notion that a formal train-
butter . ing of the mind is the right guide to the choice of
studies. studies. At this juncture the Philistine, who would
simply have scoffed at the doctrine we have thought it worth while
to weigh seriously, is ready with his prescription. Of the children
in the primary schools he would say—Teach them to read, write,
and cast up an account ;

and for the rest teach the girls to sew
and to cook, to clean and dust, wash and iron; and let the boys
learn gardening and carpentry,

g 2 drill and account-keeping, or
whatever else is likely to be ** useful ”’ in later life. He would
make short work of history and

literature, geography and science.
And as regards the Pupils in the secondary schools, he would

equally emphasise the surpassing importance of all that pertains to
the future business or profession. This of course is the baldest

view of the curriculum.
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ilitari eds little further comment after
s ?tl"lta:;;nﬁglsia,cl?:;ite:? when we discussed brog@ly 'fhe
“ihat o S::"dtl'n We saw there that the narrowly' utnlgtanan
deal % ed}lca a]::nimportant element of truth; indeed, it raises at
e o ractical question-—To what ext.ent should the in-
tea t’he v pin a school for general education beat.' upon "che
eoirom gwenf the pupil’s future occupation? To this question
e :rs are given. Some take the high ground .that
:\:;tll?:rs t?lzs‘;rimary nor the secondary school should take direct

ognisance of such matters, that the instruction should be per-
o .

fectly general in its character, §uited to all alke, eggl ::Soil(:)xi.dwtl}tl];t
t reference to any one’s special rqulrements. S hat
(\);v‘;lilst primary education should furnish a common basis, S'Z(I:O]ife
ary education should de(fiinitelly l(:OkAfot;lv.:r:;i ',:\)v ti}:at ;:fc)nn e
il 1 ined to hve. ; :
t}:’?;;?; ar:]dp];ez:scn?de::;]schools the studies of the lfast yzar r(:%r ;::3
gf school life should be,arranhged sql ’ass ftuot l::l(leog: (glpzf[)ir:n ;pbu;tx e
i i upl 0
co s 1 aigsgsza]th‘zag;ofvoi;cte eo‘[P tEose institutifms Whl?h prefl)lz.xrﬁ
fi?reacstl;ofor special trades and professions. ' This last Z‘l:;\;, whic
js in the nature of a comﬁ)romis?l, is:e:,se Iiltl:lzlljl(ytfzoprfonov;, come
The fact then that the pupil s ‘
occupation—in the vast ma;t.)nfy of cases ;1 Sb;‘:)tal()le Eti‘f, 5;‘:3 o
winning occupation—though ltr 1tsl birvanoinmseOIVing Bodivcins
N F f,hcarg}llzsicgsok;uit?xd:;; Wyhether the years spent at
b Of t e01- many, instruction must include in its purview
SChOOI' o e f life’s ’activities, and must not be co.nducted. as }f
e Wl'de o e d alone. The education of which instruction is
e s ‘:y :::re the child, not for mere livelihood, but for life.
fl1‘1'?:[ r;:;z,ssp little stranger that appearecti) 0}111 tll(xeorszenzr os:l;{ (t);
seven years ago (let us say) has manage_d, y hoo » y oo ,the
himself in some measure to his surroundings;
igzs\'f)ntess‘of the teacher is now to help to complete, a]i‘ 1f(;lr e;sd n::);
be, the process of adaptation thus begun. The ]c tlh d auesﬁon
wc;rld, physical and social, stand confronted, anc q

1 See ante, p. 38.
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would make any sensible man sigh for the good old days,

unless
Many-sided it were taken with the all-important qualification that
interest to  the child’s own capacities and interests afe-ever to be
be dis- respected. The fear that we shall make him a Jack
tinguished

from dab. of all trades and a master of none vanishes ag soon

bling in as we realise that the object of early instruction is
many

: not to make him a master in any department, but
things. to ensure that none of his native and spontaneous
interests shall be neglected, and tha
the period during which the more artificial interests can be de-
veloped, shall be turned to fullest account.’ There is a profound
lesson for educators in what has been called the ** law of transitori-
ness of instincts . Like the sucking instinct in mammals, and
the following instinct in certain birds and quadrupeds, the child’s
first promptings to a

ny one of the intellectual interests we have
named may fade away,

and become practically irrecoverable,
‘unless opportunities be then and there forthcoming.? Every one
knows how sorely against the grain are a grown man’s efforts to
become a decent musician, or naturalist, or linguist, and how
well-nigh impossible it is that he should ever feel really at home
in any field of knowledge

or skill, unless the days of his youth
have been blessed with the st;

s of timely opportunities. This
1s no plea for the dabbler in many things, or for the pretentious
amateur ;

; it is a plea rather for the cultivation of broad interests
n these days of narrow

. specialism, and for ensuring that none of the
child’s native gifts shall escape our notice, and so perish of
inanition.

. The reader will see that, to atone for all the destructive criti-
«cism that occupied us in the earlier part of thig chapter, we have
now t.aken an important constructive step. Instead of talking of
-choosing studies so as to train all the faculties, we talk of choosing
€ a many-sided interest in the greater concerns
We plead for all-round culture, but we base our
‘plea upon social rather than upon psychological grounds.

! Cf. Locke’s saying: * The business of education js not
malee the young perfect i

. . , but so
pose their minds as may

) pable of any when they shall
apply themselves to it ’, ? See James’ Principles of Psyc

hology, c¢h. xxiv.

of existence.

" a grouping of the material of instruction 18
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i ts that
i ful at this point to note the various .attemp
It will be useful at thi B e woimt esgon
been made to classify, from the p c Point Classf
have’ . d more or less exhaustively, the we £ vonot
o Vle_Wl, fa l;l)m which as we have seen, the school cur
material 1r ,

A dlstl]lctl()n haS alleady Obtl uded ltSelf betweell those Stud‘es
S

: ; child’s man
which are more strictly hcox;n:::}:?;ih :/:zhm:)l;i erictly Z:g tl;:a
human or sp}ritt;:_il, ::tirta]ozr physical, surroundings. ;ﬁ‘l‘;‘fc
connected wnth1 1s language, literature, history, re- the
'I‘o. the first be orzig he fine arts. The second group includes !
ligion, mora’s, a2 ;1 )’ al sciences. Geography, concerned as it
mathematlcal and'r? \zlslllzh the physical environment affef:ts andb:::
is with the “:YS rlesence of mankind, seems to st.a.nd m'li“ﬂl?‘};to
affected by o¢ p'nci al groups, having close affinities wit Thl dirsy-
tween the tW?dpr;mdpwith natural science on the oth“:r- eeasure
on tt}']enolr)‘:t\:/:a; these two great groups c<_)greslpol?:;;2 ;Sn}: uman-
tinctio 5 wo ideals
with the pistoric Conf 12;!1)‘21";’?5“1:}12}1;“1(1 be observed, Gho‘;’{e::é
e i;]nd ;e?:i;mh::: lP))een too narrowly identiﬁedf:;ls':;y S,Zecalled,
that human i is in a sense .
Latin literature; and tta:x;ﬁ;hz:lcl:med with things or ;ea::lt;;az?.’
since both groups are trgss on the distinction between * for "
Some w,r’ltersdl?y ° Forma! studies are defined ES ‘,‘nﬂ"‘fféﬂ"
alrlld ) n}?ilih ai:au s:ﬁ:;:ted primarily forhthe ;aliefgf ihz rdies.
those w . i ather thar .
mental disci'pline Ylhmlzogt:\}i’n};”\c:ﬁe:eas real sFudies are .saxd ti)hl:ﬁ
sake of the ideas ¢ eZe they feed the mind with great ld?astu dies
chosen rather bf!.cm-1 line they afford. Among the formad :n - the.
because of the dlls)ctcfr)act science (including an.thmetlc z:anh o
are enumeratqd a srammar, rhetoric, and logic, of whic e e
maties), draw g, grved for the university stage. The rea rse his-
last are usually resef common things, geography, hte'li?tuer(’;eive,
include kmiw;;((iigie;)igious instruction. The reader will P
tory, mora

. i is chapter, such
. efended in this ¢
however, that from the point of view d not only useless, but
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before us is that of correlating the two. No problem of educa-
tion, least of al! that of the choice of studies, can be satisfactorily
attempted, much less solved, without constant reference to both
of those two great outstanding' data: first, the child, whom'we
must take as he is given us, with certain capacities and interests
that we must take the trouble to comprehend ; and secondly, the
community of which at birth he became a potential member. 4
rationally conceived curriculum must be the rvesultant of these two
forces : the nature of the child, and the requirements of the com-
munity. How grossly the first has been overlooked is a thrice~
told tale: the community, acting through its state officials, has
issued its fiat, and the poor child has been left to battle it out
with his teacher as best h

e could. In certain quarters, the pen-
dulum has perhaps swung too violently in the other direction.

Enthusiastic devotees of child study, especially some of those who
label themselves F roebelians,

are apt to forget that the child is
there to be correlated with his surroundings. A failing that leans
to virtue's side is nevertheless a failing.

Upon the general question of the nature of the child, what
Whence,

was said in the fifth chapter must suffice, and we
thf:rt\, gslth? will now pass on to notice the main features of
{2:;;310(; that environment with which the child has to be

to be brought into as vital relations as his own powers,
drawn?

and the length of the period of preparation, will
permit. The child’s surroundings are infinitely varied, and the

reason why we prefer one part or aspect to another is that some
arc more fundamental,

in the sense that they cover a larger
area of life and practice. We may not agree about the relative
values of science and literature, but we are all agreed that
both should come before heraldry and Egyptian hieroglyphics.
And what is the first rough programme to which these consider-
ations lead us? Assumin

g as an axiom that exercises tending
to healthy bodily developm_ent are essential, we observe that

the child is born into a society where certain virtues are prized,
where certain notions of ‘right and wrong prevail, ‘and where
divine sanctions of conduct ‘are generally recognised : thése
must, whether by direct instruction or by informal suggestion, be
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do for
instilled. Next, the position and power of the commumt{,offoa .
membership of which the child is destined, are the sequed -
1 and deeply interesting past, which is closely connected wi
t%[;% of otherpcountries, and which strikes its roots in ClVlllsatl.()nS-
which have now become but a brilliant memory ; hence ttfe clarm:
of history, first of fatherland, and then Xf cfthe:hzo;?:rrlltess,o fohis
jn - liberal scheme of studies. Again, .

E');ac(;e }i:v:nl)e,:ft behind them, in forms that time cannot w1the;'1 or»
outwear, the best that they have thought and fjelt; anddfromtt :lsz

. i be helped, according to th
i ishable sources the child must be , cording to-
::‘eg:.:xs‘e of his éapacity and opportunities, to draw inspiration; he:

‘must be initiated, however humbly, into the delights of literature.

But for this, as well as for the mor.tihplt'gsa;;:n[;:l;pgcr):ei]seokfaiaig rlgl\f;;
he must extend his acquaintgnce wi € ) uéa has learned
to speak; he must master its symbols an 11fs s g(;lea,mess st
learn to read, to write, and to express h.lmse' w h cleamess &

recision. If his school days be sufficiently prolonged, '
gcquire for practical purposes the use of om; or mor;\lgiliviligis
besides that of his own nation; and (though this .cilsea st atiase
be comparatively rare) he may 1earp to apprecxlz\:;[ eSical o,
masterpieces of the corresponding literatures. \ uwhich otation,
drawing, and modelling—the elements of those arts

i i ore
" distinction of nationality—will also claim attention. Furthermore,

. . e
he must gain an insight into .the ?hys:1031 \;o‘ril(iciinwliillleerzrsltc? n
passes him, and inevitably inspires in him a bu usgft nterest; he
must learn the elements of geography\; meani n:ered- at hand
whereby an intelligent love of nature may bfe os n,mre if he
remain at school long enougha,ytltl)e;:3 it:;li\() f::tlﬁf o e
i cience m . ly

i‘rz)jﬁlril itn)r::ﬁce};e:h:fsiud)' of elementary .mathematlcs, becﬁizetl:)ef
verv moulds in which our notions of objects are cast are

er.
spaf\/eloa;t;;is ‘]::(;breligion, history, lit_erature and llangu:ti'%z,. ;1‘2:;9
and drawing, geography, natural science anc.l maltt 1er1x:11r; ;re thév
then, and chiefly with reference to thfe natxona- cu.. ;re e the
materials from which the child’s stqdles :.md exercnse;ti © o
drawn. The list seems alarmingly imposing and ambitiqus, af
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positively rﬁisleading. The so-called formal studies ‘must, like the
others, stand or fall on the merits of the ideas they contain.
When mathematics are divorced from their practical applications
and regarded only as a logical drill, and when the grammar and

dictionary are plied for their own ignoble sake, the dry rot of
pedantry sets in,

and school is no longer a preparation for life.
It should be added, however, that the distinction between abstract
and concrete studies, between those which do and those which
do not formulate truths of an abstract character, though it is
irrelevant to the problem of choosing the material of instruction,

acquires a true Pedagogic significance when we come to the study
of method in teachin

g. . This point will come up for consideration
in Chapter XI.

A third distinction, the si

Knowledge ther seen when w

guificance of which will also be fur-
and skill.

€ come to the study of method, may
here be pointed out. In some of the studies and exer-

cises we have enumerated, the immediate aim is the acquisition of
knowledge, whereas in others the

immediate aim is the attainment
' ‘! of skill or dexterity. To the first

group belong literature, gram-
mar, history, geography, mathematics, and natural science. To
‘ the second group belong reading, writing, oral and written com-

position, singing, drawing, and the various manual employments.
For want of a better pair of terms, we might call these groups
theoretical and practical respectively. But we must not lose sight
of our cardinal principle that every study should in a sense be
practical, i.e., that every bit of knowledge gained should be turned
to use. Moreover, the various members of the second group ail

obviously involve the acquirement of a certain amount of know-
ledge. Still, the distinction is a clear one,

relief an important differenee of ajm in teachi
In our enumeration of the great represent
which by almost universal consent are believed

points, we have made no reference to the vex
relative educational values,

and it brings into
ng.

ative studies, those
to touch life at most

ed question of their
We have narrowed down the issue
so far as to place certain groups of studies, for the purposes of

school instruction, above all the others that engage the attention
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: . rea of life
dults. on‘ the ground that they caver the largest a
of adul'ts,‘on the g . lv this criterion Relative
d conduct. ‘If it were possxble‘ to.apply f these fun- values of
iy in assessing the relative values of thes 4. the great
with ease In o ur difficulties would be at an end. representa-
damental StUdles,’ dobl obstacle presents itself ;. for the tive studies
a formidable ” ) a thorny
o ty of standpoints from which life as a wh.ole oestion,
great variety ot t minds gives rise to bewildering _
is tviewed by differen . few examples. Those writers
iversities inion. Consider a few
diversities of opin jan ”’ lead regard the human
id teachers who follow the ‘‘ Herbartian ' le g
an

[
i p as the
’ tudies because Of their incom atable moral Conteﬂt,
St y

’ dly
i have. to bow ”’. One gla
which all the brethre_n . oy
] qseph toOf the basis of this choice, but gne’s faith u}\tlhe ?,:?,m
flpp]rff) Yesshaken when one finds another writer, on pxjecxlsle y‘ ns iar
e 1(?s coming to a precisely opposite concl\.lsmn, anetgofgl'n that
grOUf;) ,'cal balance *“ is to be regarded as an instrume of mora’
l .
Lh‘lztﬁr:mto be treated with the utmost c}?re andr re:ofe:::xno(,m and
. , 1 that every
i i confidence )
DG w1th. unb'lus:l}i:gweek ” should be spent in yvorkshop }c:r
¢ ral mornings In ¢ o e the
1 l:gjzsrv.’ Spglcer again speaks p.athetxcallykofr os‘_f_:‘eéx’ ¢ B e
g’ndere]lél of the curriculum, ‘‘ kept in thc.: b?’c bgt des;ined sl
h;ughtv sisters might flaunt thelr fml)';l::eqes, rt;‘ll and beauty *’.?
" i highest alike in wo ;
i reme, proclaimed as all o rver of the
:;gz;tgican ::gucational philosopher, 1;0?1 :1:5(:;3‘;2; > priyority oy
1 i tures u
imary instruction, ven ! ! e ranh
ﬁelfi }?fl prml:a }; studies stand first, arithmetic segonding gaull)r a);
W}'nc Egdg ﬁ'ftdry fourth, the other branches ( rgwangd, hysical
. th}rd;eaﬂman;;al training, sewing and cooke}-y, nx:rl]i g p .
cultore) being regarded as of second-rate impo: d: \oreoment
el o gbut a few specimens of the hopeless disag:
These ﬁ‘lr: in highly respectable quarters as to t}?e and one ]
d . . . a
th?t 'prev:;ilues of the different studies. Amid thx: ;};;;rxoc
re a;uved jangle of opinion, how is the poor teacl_:h .
:‘m ztsg %or unlike his German cousin, the Engli
© act? e )
‘ ’ in Special Reporis on Educational Sg?]e}:::(si, a\;olfa :lback
T HE. ‘:“mStmngil 1t is true that this bqu was p(;.xv lsfﬁcient o oace
"sgdugat:o&; clight .success of a sixpenny edition affords su
as 1861, bu

' itality of its creed. ] .
a : vli)c_l en;:;, w'f;re};‘::g;di)n()g:::rtv lo? (E’}:m’tmittee of Fifteen (Boston. 1895)
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teacher is usually responsibie,

at least for the apportionment of
time between the various pur e

. ; suits, and often also for the in-
clusion or exclusion of studies that are not regarded as essential
by the school authorities. He may take comfort in the thought
that all discussions of curricula in general, like those above re-
ferred to, are foredoomed to partial failure, because they pre-sup-
pose that a scale of educational values can be fixed,

se. applying to
Principles  all schools, or at 1
Principle , Q east to all schools of the same

O ich grade, and to a.ll periods of school life. Instead,
should be  therefore, of adding another to the long list of such
framed. attempts, it will be more to the point if we sum-

marise the general principles of choj .
stated or implied. p oice which have already been

First, we conceive certain studies to be so universal in their

(glr)e:;he reference, and so wide in their bearing upon conduct
er 1

B rents of and chat:acter, that. no child should be denied the

mankind to OPPOttunity of forming the interests to which they

be repre-  lead. Physical culture and instruction in the laws of

sented. health being pre-

of all else, no scheme of school instruction can be regarded as
sufficiently liberal in which the human studies (language, litera-
ture, and history) and mathematical and natural science in,cludin

geography, are not fairly represented; and a most regréttable gag
would result from the omission of drawing and vocal musis:p
Sf)rpe of these are necessary in order that the child may be in.-
dmfiually equipped for the battle of life ; others are necessary if
he is ever to become an intelligent member of his commu;};t

sharing in its ideals and aspirations, "

interested in its present, and hopeful of its future.
Secondly, the extent to which choice m
(2) The various branches will de

lengthof  fife. Tn the case of a

pend upon the length of schoot
school life

child whose school life termin-~

as deter- ates at or about the age of fourteen, and who is there-
:;:mtgut)he f9re cqxlﬁned to the primary course, linguistic instruc-
Wh;:!rll’l tion will generally have reference on

: . ly to the mother-
studies can  tongue, and history mainly to that of the native land :
’

be carried.  mathematical science will be represented by atithmetic
14

supposed as ‘a necessary foundation

proud of its past, actively

ay be made from these'
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culminating perhaps in arithmetical algebra, and by practical
geometry; and natural science by a broad and popular treat-ment
of what has come to be known.as nature-study. The higher
primary school will extend and de.epen the same programme of
general studies; giving instruction in one or two-deﬁ_mte branc.hes
of elementary science, which will usua!l)_' be chemistry and Physxcs,
but making only one substantial addition, that of a foreign lan-
guage, which in this country will generally be French. The 'pupll
of the secondary school will follow a broader programme of liberal
studies, and will usually have been educatec! from the age of tem
or eleven years in view of this prospect. His general pr<?gramme-
will include the broad outlines of ancient and modern history ;a
more extended course of English literature; at lefist two fore.lgn
languages; and in addition to the primary course in mathematncalA
and natural science, he will learn the elements of algebra aqd of
theoretical geometry, and of certain sel’ected branches of science
—physics and chemistry, or perhaps biology. o
Thirdly, we have admitted that the school should take into
account the special vocational requirements of groups (3) SPF“"“}
of pupils, in the sense that the programme of general :g:::ona_
studies should, during the later years of school hfe,'be «
so constructed that the stress is applied at some points an(idta en
off at others, but not in the sense fhat the school‘ shou Ere;
pare directly for any trade or profe.ssmn._ In the primary sC o;)
this principle, even when thus qualified, shoulfi be vell’y spatgng zr]
and jealously admitted, the purpose thfare being to lay a 11;oat
foundation. No attempt, however specious, t'o p,t;ove that s ort-
hand provides a satisfactory “ men.tal' discipline >’ should induce
us to suffer the intrusion of so specnahsed. a form of exercise; nor
should “‘ a 4b0y of twelve neglect the principles of arithmetic in
order to acqhire speed in casting columns of fjggres,; ?r cc')nﬁne l.us
interest in geography to a study c'>f trade statl.stxcs . anz.xry in-
struction best provides for the claims of vocation, not by taking up
with interests of narrow range, but by tre_atmg tr‘xe. general stfxdles
mentioned above in a thoroughly practical spirit. The higher

. ) . : tson.
! London County Council’s Report on Commercial Educatio
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primary school should, however, in accordance with its raison
d’étre, prepare boys more especially for commercial life by giving
regular instruction in précis-writing, shorthand, and the elements
of book-keeping; and for industrial life by special provision for
- drawing and manual instruction. In the secondary school, the
studies of the lower forms will, like those of the primary school,
be selected with slight reference to the claims of vocation, but in
the higher forms there will be important variations, according
as the pupil is destined for commercial life, or for a technical
or professional institution, or for a university course in arts or in
science. This is the parting of the ways; the stage at which it
1S necessary to decide whether Latin shall be continued (if it
has been begun) and Greek added to the programme; or whether
the stress shall be placed upon modern languages or upon mathe-
matics or upon natural science.
Fourthly, we have seen good reason to emphasise the necessity
(@) The of giving heed at ever

y stage, not only to the require-
<hild’s in- ments of the adult life, but also to the interests and

tcea;f;ig;d capacities of the child. It is probably true that when
to be taken the first of these principles is wisely interpreted, it can
econd; for wise interpretation

into ac- hardly clash with the s
count. of the first consists partly in taking the second into
account. To a certain extent, and in his own way, the child is
keenly interested in adult pursuits. We have seen, for instance,
that the claims of special vocation need definite recognition after
the age of fourteen, i.e., when childish things are being put away,
and the boy or girl begins to be interested in his or her future
«career. But considerations of the pupil’s inner life should compel
us also to conduct his earlier and more general instruction in the
light of his own practical every-day interests. In the primary
sphere, the curriculum of a rural school, for example, will owe
much of its tone and colouring to the immediate environment of
the pupils; the teacher in such a school will not discourse to
little children about whales and crocodiles, when the means are
and co-operation in

at hand for enlisting their zealous interest
lessons on tropical

lessons on frogs and rabbits; he will regard
trees as a snare and a delusion, when given to pupils who are
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istingui oak and the elm that grow a stone’s
:l:r?\:re f:?)rr? ltsltxlenisli}:)ltgzor; and.he Will' take care that the exer-
cises in composition, the lessons in drawing, and .the problem;fm
arithmetic, shall often be suggested by the pursuits of ru.ral ife.
In an urban centre, on the other hand, the chou}e of studies may
be influenced by the near presence of a ZOOloglcal' gafdfln, O.f a
public,park, of docks, of mines,- or of mgnufz}ctur'mg n .ustne'sl.l
And in all schools, the geographical and hxstorgcal instruction wi
be connected, especially in t}l:e zarly stages, with suitable objects
i i neighbourhood.
of lIni:te\l;\::lslt ;:rltl::)s heglp to elucidate anfi enfox.'ce the principles, of
choice above laid down, if we examine briefly two §gae£c§£ts}1 .
doctrines of the curriculum which hav‘e attracted much e o
attention in recent years, andb to1 \Vhrll(fll’l alatt);u';a_I ;:,;::; ;’3}3{;;"
ence was made a few pages back. 1 he e Horbert Classiﬁed
Spencer, adopting ** com})lete living ”* as the ¢ Herior :i Classified
the various activities of hfe.a:s those .wh{ch mmles e n ht,
preservation, those which mmister to mdgrect se -? ervation e
aking of a livelihood), those'whxch haye or
:zatr}ilsgmof oi%’spring, those involved in the 11}a1n1'clena1:)(l:!tas O:CE:,?EZ:
social and political relations, ax‘ld those mls‘t):e .angf N
which fill up the leisure part of life. On .the a:-x(sm E S et
cation, he places the several bracS oremost, because of theic
i rder of importance :(— . ' r
;)r:;:iri(:xg upon diprzct self-preservation, come %h){)sw:zlgg; dar;gr hl)trs
i to which elementary psychology should be ‘ :
bearin -0 the right rearing of children. Second in the scale’o
e o the mgathematical and natural sciences, a!l of \yhlch
;;:::'ei C::‘ ?ndirect self-preservation. The third place.ls assf:gr;ttzid
o History, which shond help o prepate for the furcions of <
i ic > o] s s s :
ZZHShl%h:L;;s\tV;L(;];e:zt ;1)::::]35 g);ven to literature, music,.drawmg,
ane'the like, of which he says that * as they occupfy t(l;e le:_s:;e’ ,P]art
of life, so should they occupy the leisure ,part of educati ide; -
Th; reader will perceive that Spencer’s position coinc

i, ¢ Knowledge is of most worth? ”
i See Education, chap. i., ‘' What Kn g

7
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one respect with that taken up in the present chapter.
Remarks on chiefl
the same.

He is
y concerned, not with the mental faculties which
the several studies are calculated to improve, but with
the utility of those studies as a preparation for life. He is surely on
firm“gFound when he declares that we must choose the subjects of
instruction on the basis of utility in the broad senseé, and that we
must then teach them so as to get out of them the needed dis-
cipline. But—and it is the duty of criticism not to be overawed
by great names—when he proceeds to apply his criterion in detail
he makes a false assumption. He assumes that what it is most
essential to know in after-life must necessarily receive the greatest
share of attention at school. No one can gainsay the vast im-

portance of knowing the simple laws of health; but does this
mean that physiology and hy

giene should monopolise the greater
part of the school time-table? '

Literature, music, and the fine arts
may ‘doubtless occupy only a tenth-part of the time of men and

women who have to work hard for a subsistence; but does this
mean that they should occupy only a tenth-part of the hours spent
at school? We may be quite sure that the rigid application of
such a principle would mean the practical destruction of that
which rescues many a life from utter sordidness ; for ** the know-
ledge and skill which make our leisure valuable to ourselves, and
.a source of pleasure to others, can seldom be gained after the
work of life has begun . Spencer makes altogether too light of
the leisure part of life. In spite of his promise to do so, he fails.
to adapt his curriculum to ** complete living " ; he fails to interpret
the word utility in the broad sense—utility for leisure as well as for
labour, for soul as weli as for body. And how is this failure to be
accounted for? Partly, no doubt, by the materialistic tendency of
himself and his time, and partly by his intense individualism, and
his dislike of the State as an engine of progress. According to
him, those things are of greatest import which enable us to Jook
after ourselves. He sees clearly enough that children are born

into a physical world, to which they must be taught to adapt

themselves; but does he see so clearly that they are born too

' Quick, Educational Reformers, p. 451, -
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into a social and spiritual world, to which, unless life is to bg -?
poor thing, they must also in some measure adapt themst}lvei ?
Finally, we observe that Spencer makes tlfe fundamental mls:ia i
of regarding the whole problem fr(Pm’ the side of the adult, a.nht(l)
failing to take into account the child’s pomt.of view. He 'r:ii o();
desiderates training in the rearing of offspring; but is Chll. ho
the time for such training? He pours contempt upon the mnhta.ry
and personal sides of history; but does th_e schooley agree with
him? He places in the forefront those sciences .whnch bear upon
trades and industries; but in what way does this affect any but
the closing years of school life? 5 ) ]
Another remarkable reaction from the tr.adltnonal curriculum is
that of the ‘‘ Herbartians’. To them is due the The ** Her-
immense gain of giving fulness and v1tal.1ty to the L);;‘:’x-an
doctrine that the ultimate aim of e(.iucatxon is the ew
formation of character, and that accordingly the aim of instruction
is the training of the “‘circle of thought,”” by means of interest, ns:;
that it may give the will a moral tendency"‘. Keeping thle i»upre'n
purpose in mind, they go on to say that the branches of iar:nl:eig;
may be easily and distinctly ranked in ?ccordanceb wit Fhetr
pedagogical importance,’’! for *‘ those studles.are to e;_ g;ll:re e
preference which work directly for the attainment c;l o oo
el i, e et the demand for & valuable circl
i able to meet the de A cl
;‘; t:fofgk?tl]’i: rewhich moral-religious ix}terests pred:mm;ter.-z
The human studies thus stand first. History (sacre ':\}xlx P o;
fane) and literature take the lead, since tl}ese possess the 1;1;)}?
valuable moral content. Drawing .and singing, on acc9unt of the
close connection between the ethical and the aesthetllc, are re-
garded as supplementary to the first group. Next come anutages,
constituting the formal side of the hte‘r‘ary material, but to be
studied only as a means to an end, fqr .grammatlcal mstructx(})‘n
can claim no such independeqt po.51tl,(,)r; in the school as do the
philological sciences in the university’’.® After ghe h.uman come
the nature studies. Geography forms the connecting link between

. - 3 Ivid., p. 106.
! Rein, Outlines of Pedagogics (Eng. tr.), p. 107. Ibid., p n 106
* Ibid., p. 109.
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teaching which shall be also worth knowing? To walk on a
treadmill, to dance on a tight-rope, to spin round and round like
an Oriental dervish, may be practices which require skill, and in-
volve healthy exercise ; but are they preferable to good honest walk-
ing? We are told of a certain philanthropist that, when work was
slack, he employed his labourers one day in dragging stones from
one place to another, and the next day in dragging thefm back
again. Well, he certainly kepf them at work, and even such work
is, 1 suppose, preferable to idleness. But would labourers, so
occupied, be likely to conceive a high opinion either of the good
sense of their employer, or of the high dignity of labour, and its
infinite importance in the evolution of human progress? And
was not such work a mere waste of organised frivolity? Now
we have been exactly imitating this philanthropist by degrading
education into a mere discipline, and thus teaching our boys to
disbelieve that anything was worth knowing, since the immediate
end set before them was, to the majority, alike unattainable and
valueless. What wonder is it that so many of them have grown

up to despise culture, and to dishelieve in the necessity for any
kind of intellectual effort? !

REFERENCES

Spencer, Education, chap. i., should be read for the stimulus it affords.
1. J. Findlay, Principles of Class Teaching, chaps. ii. and iii. P. A. Barnett,
Common Sense in Teaching, chap. iv. In chap. v. of his Herbartian Psychology,

Prof. Adams pours genial ridicule on the dogma of * Formal Education .
For experimental work on the ¢

x the * transfer of training,” see S. Colvin's The
»Learrfmg Process, chaps. xiv.-xvi.; Heck’s Mental Discipline; Henderson’s
P‘r.inc:ples of Education, chap. x.; Thorndike, Educational Psychology, chap.
viil. ; Bagley, The Educative Process, chap. xiii. ; Sleight, Educational Values
and Methods; C. Fox, Educational Psychology.

* F. W. Farrar in Essays on a Liberal Education (1867).

CHAPTER VII

THE SCOPE OF SCHOOL STUDIES

i it i hatic upon truisms—

. { men, which are—it is policy to be emp! . ms—

“';z?\fﬂll(;eatshg motives of men in a greater degree than their appetites:
izt]}rlfzse( are‘ my theme.”’—GEORGE MEREDITH.

In dis&uss'mg the problem of the choic.e of stud.ies, ‘Z? have been
content to rely provisionally upon ordinary notx}cl)nss of Nee(:id_of
the meaning and scope of the sever-a] branc' t; > of Zt:ﬂgli,:‘g
school instruction; but it woulq be mgon.vex;ue * A o,
proceed further without attemptmg.to mdu(:ja ¢]: more o of the
clearly and accurately the general idea underiying

i chool
¢ subjects '’ we have mentioned, regarded as parts of a s

e . . . o
curriculum. This will help to bring into more dlStm:}t]eril,l:f tfl;r
conclusions of the preceding c\t;;p.';er, z:;d“x:g‘ :(l)tlaa:; N ”yhave
that lies before us. riters "
;)}:;r:w (f);:'{ too apt to plunge in medias rves, unmindful .of the f:;(tl
that method is after all only one’s way oi colrfle;:alslssmagSkanthen
the outset. , ,
i ht to be made clear at !
w¥}c‘}$1‘re(t?:1'geance to each branch of instruction, what we are o;-{ oug}};
\tz: be driving at in teaching it; what aims we ought_ to eept‘x1
view, so far as these aims are revealed by a study of its essentia
’
natlll;'e. t, a few words upon veligious and moral instruction. Upon ~
tl “’szei\t of religious instruction, it is doubtless ggricious
he  su :
hard to ]Sav the right thing, only too easy to sathhe_ ::IOS:.RUC
wrong thing, but perhaps not very brave to say nothing o hole
at all For’silence might be understood to mean that the ¥ .
;)os‘iti.on is yielded to professed theologians and to hot partls.ant (,)
whereas the duty of an educational writer, here as elsewhere, 15

119.
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the two great groups; natural science ranks next; whilst Jast and
least come mathematics, the formal side of science.

This theory ‘of the curriculum, like that of Spencer, throws the
Remarks on Stress upon one of the principal groups of studies, but
the same.  its bias is on the literary and historical side. And at
first sight it would seem obvious enough that those who contend
for the supremacy of the moral aim should, in order to he con-
sistent, follow up that contention by giving a supreme position to
those studies which contain great and fruitful moral ideas. But
in truth this inference does not go to the root of the matter. We
fully admit, and have indeed urged, that the ultimate aim of
education is the cultivation of a strong and pure character, and
that it is the business of teaching to further that aim. Viewed
subjectively, or from the side of the child, the aim of teaching is
to develop certain instinctive interests; and the child is interested
in nature not less than in man. Viewed objectively, the aim of
teaching is to bring the child into helpful relation with that
environment amid which his life is to be lived, his character to
mature, and his work to be done; and the environment in ques-
tion is physical no less than social, * natural” no less than
human. Among men of letters and men of science there will
perhaps always be found strenuous advocates of their favourite
pursuits; and among educational thinkers there will perhaps al-
ways be found makers of pretty theories who hold aloft one set of
pursuits as most worthy. The practical educator, in framing
curricula and apportioning time to the several studies, should
steer clear of all this special pleading. When his boys grow to be
men, some of them will have leanings in the one direction and
some in the other; and no one has a right to say that the man
who spends his leisure in his workshop or garden or laboratory
flives on a lower plane than the man who ‘'spends it among his
books. The educator’s business is to open up the various aven-
ues impartially, until the time arrives when specialisation becomes
an imperative necessity.

With another feature of the Herbartian scheme the reader who
assents to the principles of choice we have enunciated will find
himself in cordial sympathy. It makes short work of merely
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‘“ formal "’ instruction, of intellectual drill for the sake of drill;
and insists upon the necessity of selecting in all branches such
material as is worth knowing and worth remembering. It seems
to make the wanton assumption, however, that mathematical
studies must needs be formal; and it underrates the importance
of a careful study of language. The accurate use of words is
essential to accurate thought about anything, and, unlike the
technical minutice of grammar, is worth acquiring for its own
sake. '
The main drift of the present chapter may now be usefully
summarised. Our chief contention is that where any  Summary
subject is found to have won an unco.nte§ted. place in :::duﬁon
school curricula, its position is in reality ]usﬁlﬁed, not :
by its merits as a means of me.ntal. gymnastic, which nlx)ay, l;,OW;
ever, be solid enough, but by its intrinsic yalue .as a _;-angi of
human knowledge. No study “can retain its position o(;' ong-
when, 'its uselessness for life’s purposes having been Iemtor;t
strated, its advocates fall back upon the plea.t.hat a;: e?z an
provides a training for the mind. Verse-writing, Luclx e; »
geometry, arithmetical conundrums, f(?rmal grammar, d;:;(:lsn (:) :
object-lessons, many of the Froebellap occupgtxox}:s, i
memory for memory’s sake,—all take thexr‘places in the lis asﬁc.
causes. Some of these exercises may furnish excellent gymn * 'es,
but they are not the stuff that men live by. In recent contn:ovelsx
each of them has been attacked in detail, but the edu.catlo}?a re-
former of our own day has declared war upon :'111 studies t Iat are
pursued for the sole sake of mental gymnastic. The following
passage, written by an eminent schoolmaster of a former genera-

tion, with special reference to the practice of Latin and Greek

verse-making, may, from our point of view, be applied equally
well to all merely formal studies whatever:—

““ As for the disciplinary value of verses [and, we §hould add,
of all else that is taught chiefly for dis.(:lplme’s sake] is it necessary
that discipline should be so purfaly infructuous? Can we teach
nothing in heaven and earth which shall be valuable as an end,
no less than ‘as a means? Is it not a sheer blas?hemy against the
majesty of knowledge to assert that there is nothing worth
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is in precise proportion to the liveness and actuality of the idea.
Its dangers Now this fact at once gives moral instruction some

gers. place in the educational scheme, though it points at
ime to grave dangers. First, there is tf}e danger of
relying too much upon mere instruction, and of ignoring the truth
that a moral idea is not effectively one’s own until it has bt.een
realised in action. But this is only to say that ethical instrhction
stands in subordination to government and guidance, and that in
the specifically moral realm the teacher as authority and guide is
more important ‘than the teacher as instructor. Connected with
this danger is the further one that such instruction may end in
mere sentimentalism, that state in which one has become habituated
1o mere outbursts of emotion which find no healthy vent in action.
The feeling of Compassion, for example, is of no more value in
itself than the feeling of callous indifference; it is the compas-
:sionate act that tells. Unless, therefore, moral precept go along
with moral practice, it may be worse than useless, since. mere
-emotion must result in enervat

ion of character. A third danger
-of systematic instruction ‘is that of suggesting to

the child forms
-of vicious conduct of which he would otherwise have been blissfully
ignorant. It has been pointed out, for example, that certain
French books for children contain pages of

argument to show the
iniquity of suicide. A fourth

danger is that of making entirely
‘Premature casuistic distinctions.

Childhood is not the time for
nicely balanced arguments concerning the propriety of telling the
strict truth in certain crucial cases, nor for any attempt to demon-
strate the reasonableness of the weightier matters of the law.

On the whole the fair conclusion seems to be that systematic

Its place.  Moral lessons, taken perhaps in connection with re-
ligious Instruction, may under wise management effect

much good; for it is certain that clear ideas on such a matter as
temperance, or kindness to animals, are an incentive to right con-
«duct, and that moral judgment no more comes by the light of

nature than do other sorts of judgment. At the same time, it
would scem that the moral lesson is a delic

ate instrun;ent, not to
be confided to any but the ablest hands, . :

the same 1
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' i it will be
i the ordinary *‘ secular *’ curriculum 1t w1
- Pas'smtg t?)ot‘zagti(:l with the classical languages. The "gﬁssms.
scholars ¢ Renaissance valued Greek and Latin on Origin of
SChOIa}‘S o o ed of their objective utility. Latin classical in-
- iimx:p})ilygligzguage in which a man could address struction.
was

igi Testament ; and
Europe; Greek laid bare the original of the New ;

botlr Latin and Greek were the instruments by which scholars

ardently desired to open out the world of thought z;lnd bj:}l:ti
y i -di ery. Those were days when suc
e e & Beowr ing :115‘?0\’ marian *’ was indeed worth living,
1ife as that of Browning’s ‘‘ Gram was indeed worth living,
for all that then helped towards the reve o oot
. hilosophy, and literature was surely o 3 practical
i e ilised humanity as have been the discove o
impqrt to .cwll - later yea;’S- Add to thesc.a cons:deratul)]ns :he
PhYS)cl?ltsiz?\:sall science was almost non-ex1sten§, a::dthzt Caz
fact tha 1 i i ture were yet to €,
g Perl()df Of aEir;g:;g gtrir:ll( became the recognised matt;rosi
Fio oion 200 Sty %0 T
it i e languages. € : )
i e tea;: ht‘l'?eg li(ifer:}:\?jes, fogr the eloquenc? of (élce}:: :‘l:;ir ;2:
e Vi il lay beyond the comprehension of t averag®
beauty of Vie: yin the hands of teachers of thes:lasburg
SChf:rlzo};if :1:1(11 ;}(1);) followed the lead(1 of ]othrl; S:)l;m]nin('guis:ic drillt
D ised syste ling X
edgcation' bec;u:xe b:l fhneelze'l;;?r?; Concegtion of the nghtt‘ ms:z;
s e outh Ot'l uite recent times; places of educa 1onth' ¢
tion of youth unll ’9 rammar and translation wergthe onl.y ing
i SCh(;]o s,efo%'mers who advocated the claims of llteran’lre
;cared for, andthe rue were little heeded. When the Reforma;u:;r;
in the mother f;m':ag] language of the Church of Rome t}? ld0 c
cause((li tl;feno li(l:<e Melanchthon and Sturm began to upho
ground, A

d a
al dlS p y € Olutlon
.as a follll C1 ll]le atld since the F!e“ch R \ € lt

.. c
i ans of communication, the c}efence o
Latin m death_t?]m;, cztlsr:;czzrﬁ has rested still more on 1ts fme!;lzi
25 a disip 1?13552;212 exercise book having been added to tl;le :;ton-
as a discip 1?3. tionary and grammar. More recently, the aston
?sf;lr'iigfsrszzreslsc of physical science and the increased impo
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insist that the nature of_the child shall be duly respected, and
that the aims of religious teaching shall be made as clear as may
be. Wrong aims and bad teaching will produce results which

are also wrong and bad, in direct proportion to the magnitude
and importance of the theme. For example, the systematic com-
mittal to memory of statements which are unintelligible to the
{earner is a mere weariness of the flesh, and is sure to be folowed
by dislike of the subject—a fact which is unaltered in its nature,
though enhanced in its significance, when the subject is of high im-
port. Next, we must distinguish between what is commonly called
religious knowledge and what truly constitutes religious education.
The Bib}e may be used for the purpose of teaching the history,
the customs, and the beliefs, of an ancient nation; or its stories
may be employed, as those of the Iliad and the Odyssey may be,
In the inculcation of moral lessons ; or, as presented in our author-
ised version, it may be regarded as a great literature,
ance with some paris of which is a necessary ingredient in the
education of an English child. But these aims, though their
contributory value is not to be questioned, do not of themselves
guarantee that the learner shall ever be touched with genuine
religious emotion; especially when, as is usually the case, we
seek to realise them by the clumsy machinery of examination.
Religious education would appear to consist essentially, not so
much in teaching the child this or that, as in _Cuiltivating in him a
certain attitude of mind. towards the world in which he is placed
and the life he is appointed to live; for which purpose a very
simple basis of belief is quite sufficient. Herein lies the explana-
tion of the acknowledged fact that the person least troubled by
the * religious difficulty "’ is the teacher. The simple recognition
of the truth that we walk by faith, not by sight; the simple re-

ference of the mysteries of existence to an unseen power and
presence; the simple and reverent handling of carefully chosen
portions of the Scriptures;' the simple hymn; and the simple
prayer : these are the means of religious education upon which
the teacher, qud teacher, instinctively relies.

an acquaint-

! Prof. Moulton’s two volumes of Bible Stories are an excellent instance
of what is meant. i

When particular -

.
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systems of doctrine, implyin_g‘.loyalty to pa:rticl.xlar religious hm—
stitutions, come into the question, as th.ey. 1n(?v1tably r-nust', t enl
the “ religious difficulty »* begins, for re!lglon-m-educgtlotn_ is lnc'wr
replaced by religion-and-education. This extended doctrinal 1;1‘
struction must in one way or another be handed over to the
Chm'-[‘cf?:s;assentially moral significance of all inst.ruction was suf-
ficiently insisted upon in the first ch:.xpt(.er, but it has Mozzz‘gz.
always been customary to use sucl} mcxden.tal means STR .
as are afforded by the lessons in Scnpture,.hlstory, and' h’teraturei-
in order to supplement the.indirect m_oral influence of ’i‘r;;cel]}:acrt:;.
interests by ethical instruction of a direct character.a“ bzeneheld!
of history, and of the drama, for gxamg&e, have usu tly peen bel
up as bright exemplars of the various virtues. Recently, ko direc;
tl?e proposal has emanated from various quarters t<()1 rtna tzis e
moral instruction more definite and systematic, =_md oThis o
text-books have been written and syllabuses gev.lse t;) o e
appears to have been suggested p:fn-tly by the ' esire e e
of the bitter religious controversies that haluvefragits T e
schools. Indeed, the propOSfll, unfortunately 1:; with the sug-
this country, is by some of o o oald Cboupentirel\' dispensed
gestion that religious instruction should etl e no means
with in schools maintained by the State; but thi )
: n;(;e: ssryoi(;;(ilsla;)fr'formal moral instruction raise the (!uestionn
! i s.
whether in any case it i possible to teach PeOD : tr(::cli):e vmlr;::;g
“The answer to this question will depend upon i.p cise meanng
of those who ask it. [If it is meant tlla.t .mstruc 1onb. out moras,
does not of itself constitute moral Frammg, the o jtec u()loum,less
course, a sound one, for in the evolution of charac'ter it is g
true tl;at one virtuous act is worth a thous_and Vll‘tL}OUS i oas an?
emotions. But to say that moral m§truct|0n' can 1n 1nobl ealos
fluence conduct is to commit oneself to a bit of P‘;\l Pra givision'
psychology. A sound psychology k11ow§ of no such sha phes o
between ideas and deeds as is here ap[?hed; it rathfr }:?actendency-
an idea tends to work itself out in action, and that this
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attached to modern languages through the practical obliteration
Recent of distance, have brought to the front the real, as
tendencies Opposed to the formal, value of studies. Classical
in classical teachers themselves perceive that a barren system of
instruction. 31 ruistic drill can no longer be defended, and that, if
the classical studies are to stand against their rivals, matter must
receive attention as well as form. Thus the tendency is to lighten
the emphasis which has traditionally been placed upon the techni-
calities of syntax, the writing of unimpeachable prose, and the
making of verses, and to place greater stress u
historical, and archeological aspects of classica
when we have once got rid of the superstition th
the plying of gramm
mental power is stor

pon the literary,
l learning.! But
at there resides in
ar and delectus a mysterious virtue, whereby
ed up for future use in any sphere whatever;
then classical instruction stands or falls on its own exoteric merits ;
and so there is no

w a further tendency to reserve it for those
whose aptitudes an

d opportunities are of the right kind. Those
who best love and understand

the classics are surel those who
should fear the issue least, d

Students of * the classical controversy *’

Arguments Der that the real point in dispute i

for general ledge of Latin and Greek js of
use of

classical any, would deny, hut whether it
languages  all who make pretension to a
in educa- g especially

should always remem-
s unot whether a know-
value, which few, if
is indispensable for
good education. It
in ed i needful to bear this in mind in weighing
) those arguments by which apologists for classical train-
n}g-se.ek to prove that, over and above the precious’ subjective
dlsc1p11n§e to which we have referred, the dead languages possess
a material and objective value for all alike. One of these pleas

is that Latin assists in the acquisition of certain modern languages,
such as French and Italian.

. 1 The fact is undeniable; but who
would seriously maintain that the labour of learning Latin is
justifiable on this ground, when one’s prime object is the learning
of the moden:n language? Again, it is said.that the meaning and
use of English words of classical origin are clearer to one who
* Cf. the various series of iltustrated texts that have recently,;ppeared-
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S r languages. This must agamn
oy .ma('je fio'ml:u: t\l;iyr:zfytl;?sglizmarkgthi English words have
gze:d:lstctie V\;ith tolerable point and accuracCy by.sorrllle lim:?;; :23

haps by more women, who have pos§essed sma. ?.h 4
}:Eesrs :g‘r)reeky The fact is that the connetc)tlon (:jf ban t.lineghasmd‘v;z; 1
ith i ssi i lly obscured by time, 3
only awe (:ilsa S:;C:c?:::efssf;zif: :izachable of clear explanation in
:)}?ilg -‘\NN:I" The right use of an English word must pe learned by
attentiofl. to English writers, or, in the case of techmcalhf:e:n;;, tl})))é
a knowledge of the subject-matter. In cases wh:re 1? h;nu  the
origin of a word is really calculated to throw f\:)rt er :gd to;:; .
meaning and use, the teacher of English may be t;u; e to st t;g:a-

hint. Again, it is sometimes held that much of Englis ra-
:]::e——as, for example, the pqe,try of Gray and l\l/{hltor;——nxzugrzzx; in
in.great measure uninthevlliglblei ﬂ':(;lyor:a t:;/::derr:ox S orames of
1 1s 15 S ]
:Jham;'las:i‘::a(lmfmfgzz ;eed by no means imply 1gnorax:;:lero£ertll;§
oy Oy o G e e ort,
is argument possesses a uth; ik "
;:;in?nguLatin ?n order to trace tq their st')urc%s tl'l:ail;:tl:ix;;sdm:hat
Milton’s syntax? Lastly, it is stlll.occgswne; ¥Or aintained ton
classical instruction is the supreme mstrux;xen for the o diveet
of literary taste. It is, of course, true t alt cwa o e tning &
association with the best models is the onyl aysﬂect ity
correct taste; but when one feﬂects that on }.'eces AL
ever reach the poite o enio{mgalt(}:;st:isfti?: contention is suffi-
R'()man literatu:e’ tlt’l:rf:;:,r?w:fwer, the unreality of these. forms
lee el agfa“li:a;iing is nowhere better illystrated than dmL ttt;::
i __praises which were Ireely be
Lierg\tr::’:hell:;?ng majority of English scholars hprozz;::;zdg;}sl;
ancient tongues in ways that would have made the a
and stare.’

Y M in t

See the i uplemaCy of the ClaSSiCS, a U. U. Essay, n he
artlcle, The S .

‘Ouf”al 0’ Educatww, Apl l], 1886 H a“d The Future of C' lasslcal Instruction,

by A. Sidgwick, ibid., June, 1887.
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Instruction in the mother-tongue, which we shall next consider,
ENGLISH comprises five distinguishable elements: speaking,.
%?::;A:E- reading, writing, composition, and grammar. We will:

ments dis- deal with each of these in turn; merely, however, for
tinguished. clearness’ sake, and not because each of them should
necessarily form the subject of a distinct series of lessons.

The small child on entering school has learned to speak his.
(1) Speak-  native language with some degree of fluency, and with-

ing. a measure of precision which varies greatl
. accord-
ing to the character of the home. y d

faults, we find that the defects which depend simply upon the

use of the vocal organs fall into two classes: those that arise.’

from bad articulation (e.g. the omission of final
wl:uch therefore affect distinctness of speech; and those which
ans.e fron:‘ mcorrect vowel sounds, and which therefore afflei:t
f:urcllt'y <t>f accl;ent . How far it is worth while taking pains ‘to
rradicate any but the worst of provinci i

I al vowel sounds is doubt-
_ less a debatable point, at least as regards the primary school 'b Et

’

may be enough that the bias of i .
standard pronunciation. the school is on the side of

schools an attempt shoul

consonants), and

d be made to cure th cu

. S at careless articula-

tlon which is said to be characteristic of Englishmen, and to tvlvhi]cah‘
’

;:)};erhv:;::ltll)le;fllgc;;l‘t)le;i :1;1](; ﬁn‘zxv cons;mants in English makes then-
| \ . ar s i
ib{cl)mlr'llati’c,)ns ai ‘“ax ” for * acts,"” ??Ii;jxtl;:s "h’/af%(:d“a}i{iﬁssttaigc’}t
N te;:g}:enef(; Curll:ces§arlly,” and the 'Iike. These points, as w’ell
Al gramenral cu ni'atlon of the speaking voice, need attention in
Db ooy = :o H:,-as the average performances of pupils on
publ ufficiently testify. Such instruction would help
re ;?eople of those slovenly defects of speech which are ob-
ser\'rable in afl ranl::s of society, which are sometimes distressing ;
or.dmary conversation, and always so in public utterarices: it wg lg
reinforce th'e study of literadture, since much of what is best’in Ol: 2
fmd prose 1s never so fully appreciated as when it is read 5_103 crl)
it would connect itself with the teaching of singing; and, f Ollll :
the early practice of correctly producing English s’ounds’ ;a {ci
be of material assistance in the learning of a foreign languzsingl ‘

Putting aside grammatical

But there can be no question that in all
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The art of reading may be understood in different senses whicl
it is important to distinguish. First, it may mean the (2) Reading.
automatic association of the printed symbols with thfe .
corresponding sounds; it is in this sense that the b.lmd Milton’s.
daughters ‘‘ read ’’ to him in languages that they did not know.
Secondly, to this ready recognition of symbols and sounds there-
may be added an intelligent appreciation of meaning; this is the
sense in which the term is commonly used, i.e., with reference to
ordinary silent reading. . Thirdly, to the preceding elements there
may be added those that pertain to reading aloud, which involves.
all that we have just discussed under the head of clear and audible-
speech. It is of course impossible to teach a child to read with-
out requiring him to say the words, but except in this limited"
sense the reading lessons do not necessarily include practice in
the etocutionary art. The cultivation of the art of .speth must nor
doubt generally go hand in hand with instruction in reading,
but the distinction between the two should be clearly marked, be-
causé of the tendency to take it for granted that the latter involves.
the former, and the consequent tendency to treat vocal culture in
an altogether casual way.

Teaching a child to read, then, is usually,' and properly, under-
stood as training him to the ready association of- the purely
printed signs with the spoken language he has previous- instru-
ly learnt; and directly this is stated, the essentially in- ?;el:Zal
strumental nature of the exercise is apparent. In it- :
self, reading has no more educational va}uc than digging or saw-
ing; and were it not for its utility as an instrument, no one \.Nould
think of wasting time on the tedious process of teaching ch}ldren
the art of reading. The bearing of this upon the scope of -primary
instruction is important. As regards the vast number of chlldr.en
who leave school to join the ranks of unskilled labour, the ability
to read has little or nothing to do with the business of‘. brea(.i-
winning ; to them the value of this art resides almost ent.xrely in
its effect on their ways of spending their leisure. Unless it helps
to raise their lives to a higher plane, by opening up new sources
of rational amusement and pleasure, its educational efficacy is in-
deed quéstionable, for it is at least as likely to lead them wrong.,as
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-

right. To talk of the effect of education upon crime w9uld be
mere windy nonsense, if primary instruction included little or
nothing more than the *‘ three R’s ’’; for why should these arts in
themselves not conduce to cleverer rascality? Huxley was within
the mark when he wrote: ‘‘ The only medicine for suffering,
crime, and all the other woes of mankind, is wisdom. Teach a
man to read and write, and you have put into his hands the great
keys of the wisdom box. But it is quite another matter whether
he ever opens the box or got. . . . I protest that, if I thought the
alternative were a necessary one, I would rather that the children
of the poor should grow up ignorant of both these mighty arts
than that they should remain ignorant of that knowledge to which
these arts are means.’” C

Custom requires that the child should learn to spell correctly ;
Spelling. in' which fact lies the entire value qf this accom-

plishment, and the sole reason why it occupies so

much of the teacher’s attention. We may as well accept the
position quietly, without entering upon a discussion of possible
but far-off reforms in .the direction of phonetic spelling.

All that has been 'said of the purely instrumental value of read-
(3) Writing. ing applies equally to writing. The production of an

elegant style of penmanship was formerly regarded as

one of the substantive aims of the school, but it is now recognised
that the cardinal virtues of handwriting are legibility, and rapidity
and ease of production. The flowing curve, the graceful flourish,
and the old-fashioned slope of the strokes, are sacrificed to the
requirements of utility, the result being balder in appearance, but
more in keeping with the real purpose of the exercise, and, what is
of still greater importance, attainable without the assumption. of
unhygienic bodily postures. :

The practical aim in teaching composition is so to train the
(4) Com-  pupil that by the time he leaves school he will be able
position. to express with tongue or pen what he knows and
feels, in language that is at least correct, clear and straight-
forward. It is obvious that the art of literary composition, like the

! See his essay on ' A Liberal Education, and Where to Find 1t,” in
Science and Education.
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rest of the fine arts, can be taught only up to a certain- point.
A strong and vigorous style is born of strong a?d vigorous
thinking ; and the graces of style are possible only when the seeds
of indirect suggestion fall on fertile ground. Sys"tems of abstract
rules, like those formulated by Cafnpbell arfd Blair and Whately,
though they doubtless have a certain subordinate value,_ are on the
whole barren exercises of the intellect concerning things whose
secret eye hath not seen nor ear heard. ’

Still, there is much that the pupil can and should be taught.
He can be faught the humble but necessary art of 1, what
punctuation. He can be placed on his guard against -sense it can
solecisms and barbarisms, tautology and verbos.ity,. b.e taught.
ambiguity and pedantry. He can be trained to discriminate be-
tween words that at first sight seem equivalent. And he can be
taught (though care will here be needed lest a che:ck be placed
upon the right sort of originality) how to arrange with best effect
the words that make up a sentence, the sentences that make up a
paragraph, and the paragraphs that make up an essay. z:\, boy
who has been led to understand, for example, that ““each ang
“every,” *‘ fewer” and ‘‘less,”” ‘‘ difficulty ’ and obstacle,
atre not pairs of convertible terms, and that. the position of the ad-
verb ‘“only ”’ may affect the entire meaning of a sentence,'ha.s
learnt lessons of no mean value. At least to the extent thus indi-
cated, the art of composition may be taught. ) .

Much of what is bad in this branch of teaching would be
eliminated if teachers and examiners would bear in cpojce of
mind that expression and composition are really what subjects for
the words themselves signify. In literal truth, ex- -®5%y%

_ pression is the pressing out into verbal shape of that which already

forms part of one’s mental store, and composition is the putt%ng
together of materials that lie to hand: Hence the foll).r of setting
the pupil to write upon a theme wl_nch lies beyond his range of \
thought and experience, or to which he has never given five
minutes’ attention. This practice gives direct encouragement.to
that worét of literary vices, insincerity ; for it delibefately trains
the pupil to regard language, not as the art of expressing thought,
nor even—in the phrase of the French diplomatist—as the art of

8
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concealing thought, but as the art of concealing poverty of
thought. Subjects for essays should be suggested by‘ the pupil’s
daily round of experience, and by his collateral stuc_hes; or _else
he should receive adequate guidance in preparing his materials.
Such help may take the form of. a preliminary conversation or
of direction to the best sources of information; but by_no means
should it take the form of providing ready-made outlines. . The
,pupil should be trained to colléct the materials and to erect the
.scaffolding, as well as to construct the building.
It is necessary to add a few words concerning the place of
() Gram- .grammar in a course of instruction in English. The
mar. vast majority of persons who were ever taught formal
grammar would probably, and with ample justification, vote it a
dull subject. One potent cause of the dulness lies in the fact that,
though grammar is the science of which composition is the cor-
relative art, the two things have often been separated in actual
teaching. Regarded thus, grammar falls inevitably into the cate-
gory of useless, or at least of unutilised, knowledge; and such
knowledge receives short shrift at the hands of a healthy-minded
schoolboy. We refuse to give grammar an independent position
Its position among school studies, because no grammatical lore
in the that is not put to immediate use in the composition
curriculum. - of centences ought to be taught in a school. A certain
amount of grammatical instruction is necessary, because, as was
implied in the above discussion, many of the difficult points of
composition cannot be made clear without using the terminology
which grammar supplies; but the amount should be the irre-
ducible minimum necessary for this purpose. The average pupil
can well dispense with etymological explanations of irregular in-
flexions ; with exhaustive classifications of strong verbs, of adverbs,
and of prepositions ; and with the scraps of information about older
forms that are commonly served up. For the few who learn after-
wards to care for words as such, these matters will acquire an
interest of their own, but they must remain caviare to the general.
The formal exercise known as parsing should be employed,

t J. H. Fowler’s Essay-

; writing is an excellent guide on this point for
advanced pupils.
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though more sparingly than has been customary, as a test of
grammatical knowledge. "The analysis of sentences Parsing and
is a far more fruitful exercise, because, being the con- analysis.
'verse of composition, it bears more closely upon the practical side
of language, and becayse it often furnishes a ready means of
making clear an obscure passage in a classical author.
is is ‘not the place for retelling the story of how English
literature has had to fight its way to a place in the py.iion
curriculum; we need only note the fact that it is Lirers-
now almost universally recognised as an essential part TVRE. .
of a liberal course of instruction. The vast significance of this
reform is obvious, when we bear in mind that an intelligent
appreciation of good literature goes far to ensure well-spent
leisure, that the cultivation of literary taste must always begin
with the simplest masterpieces of the mother-tongue, and that
for the great majority it must end there. For even of those
who receive a secondary education, and who therefore make
acquaintance with one or more foreign languages, comparatively
few ever reach the point of easy mastery and enjoyment of the
corresponding literatures. But the treasure-house of English
literature is so vast and'so well stored, that sympathy with those
who are confined thereto would indeed be wasted. ’ '
It is highly necessary to distinguish between teaching literature
and teaching' the history of literature. To attempt the History of
" O . . ry of
latter until the pupil knows a good deal of literature jiterature
at first hand is to put the cart before the horse. A not a school
history of speculative philosophy, or of any other St“dy-
system of ideas of which he is ignorant, would be just as intelligible
to a boy of sixteen as would be a history of literature, Where
such instruction is attempted, the usual result is, of course, that
names and dates are made to do duty for ideas. :
Somé of the actual works of the great writers must, then, be
Placed in the hands of the learner. But this of itself is no guar-
antee that literature shall be taught; for everything depends on
the way in which the selected works are used. . The men who
Fdited the first books and drew up the first examination papers
inherited the traditions of classical instruction; and so Shakespeare
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was treated, as Virgil and Horace had been treated, not as one
Mistaken ~ Who wrote with a single aim, *‘ which was to please,”
uses of but as a diabolically ingenious purveyor of philological
ﬁt';%::;' puzzles, recondite allusions, hist.érical inacct.lra.cies,
works'in  grammatical anomalies, and antiquarian curiosities.
schools. The yellow stockings and cross garters of Malvolio,
s;;l;l;i}é;l the passing reference to the king’s evil in Macbeth,
bias. the boatswain’s cry in the opening scene of The
Tempest, the * ducdame’’ refrain in Jacques’ song, a variant
reading here, or a doubtful stage direction there, were all made
the occasions of prosily learned notes, the substance of which
might be required by the examiner. What wonder, then, if un-
fortunate pupils were to be observed ‘‘ committing the notes on
a play to memory, having carefully fastened up the text in order
that it might not interfere with the process,’’ and if the name of

Shakespeare was ever after associated in their minds with all that

is dull and tedious? This verbal scholarship may be all very well

for an adult, if only (as Mr. Jowett is reported to have remarked)

he can keep his mind above it; but for schoolboys it must be

ruled out of the list of possibilities.

Of a piece with the philological and antiquarian view of the

(2) Making use of English classics in schools is that which makes

thema = them a grammatical drill-ground. The bearing of

grammati- . .

cal drill-  grammar upon the study of literature is one of those

ground. points in regard to which the system of examinations

has often led teachers entirely astray. In the course of actual

teaching it is sometimes necessary, in order to make sure that the

sense is grasped, to require the pupil to parse a word, or to analyse

a passage, or to give in plain English the meaning of a phrase.
It is a very different matter, however, to require him to be able

to parse any word, and to analyse and paraphrase any passage, in
the book. The preparation for such a test immediately resolves

itself into an elaborate plan of purely grammatical exercises, com-
bined with the systematic translation of the noblest passages of
poetry into bald and tuneless prose. So intent is the pupil upon
a close scrutiny of the individual bricks that he never gets a view

of the edifice itself. One writer, apologising for the sort of in-
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struction in which the pupil is led ‘‘ to hunt out all the historical
allusions, to study the etymology of the most difficult words, to
read what the best critics have said abqut the drama, to parapbrase
the more memorable passages,! and to analyse them both gram-
matically and logically,” admits that ** this is not necessarily the
best, and certainly is not the only, way of generating an abldl.ng,
an gffectionate interest in the great masters of literary expression,
and in the best that has been written and thought in the world ”’.2
We may be quite sure that no such interest ever was or ever will
‘be generated by means like these. As soon might we expect to
make boys lovers of animals by prescribing a course of px,'a(Etncal
anatomy. If a timely Act of Parliament had forbidden examiners
to ask candidates to parse, analyse, and paraphrase passages from
prescribed books, hundreds might have been added to the number
of those who now love literature. . ) .
Dr. Bain has put forth a view of literary instruction which
we should not need to consider, did it not form so (3) Making
striking an example of what may haPpen when the tzl;ﬁi"él:for
philosopher, as such, undertakes to gu'lde the teacher. "' 0"
According to him, the study of rhetoric must precede ing of
that of literature. The laws of style must first be fhetO“C:
ascertained; the kinds of composition (description, narration,
exposition, persuasion, poetry) must be distingulshed,.anq .the
qualities of style (clearness, strength, pathos, contrast, snmphc.lty)
must be apprehended. Not until he is armed with this ‘rhetorlcal
nomenclature, may the pupil go forward to the study of literature;
and for the advantageous use of these weapons the later authors are

" to be preferred to the earlier, prose writers to poets, and poetry

*‘ can come in only by selected passages, exemp]if‘yif)g the qualities
and arts of style ’. ‘* If it is not a waste of time, it is at least great
disproportion, to keep a class occupied f_or months on a.pl.ay of
Shakespeare, or on three books of Paradise Lost,” since it is the
purpose of these exercises to improve our own comp051tan, and
‘“for a model of prose we must refer, not to a poet, but to a
writer of prose’’.?

! It would be miore to the point to paraphrase the more difficult passages.

2 Sir J. G. Fitch, Educational Aims and Methods, p. 321.
* Education as a Science, pp. 354-8.
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We have here another instance of proposals to use the English
classics in schools for the purpose of teaching what purports to be
literature, but what is really something quite different. Just as
some have used them for conveying general information about
philology, history, mythology, manners, and customs, and others
have used them as instruments of grammatical discipline, so Bain
proposes to employ them for the purpose of higher instructian in
composition. Like the others, he takes most accurate aim—at
the wrong mark. Philology, grammar, and rhetoric are no doubt
excellent things in their respective places, but their scope and
method differ entirely from those which are proper to literature.

Whether the subject be one of Shakespeare’s plays, one of
Their true  Bacon’s essays, or one of Scott’s novels, the first and
use,

last care of the teacher of literature will be that his
pupils comprehend the meaning and purpose of the work as a
whole, and as a work of art. To the appreciation of its essential
significance all verbal and textual criticism must be subordinated.
It is not enough to say that the literature lesson should be a
source of pleasure to the learner, for the study of grammar and
philology may also well yield pleasure if rightly pursued. The
difference is that in the latter the chief pleasure is that of intel-
lectual conquest, whereas in the former it is that which accom-
panies zsthetic judgment. The teacher who in -dealing with
Shakespeare’s Richard II. has led his class to understand the
dramatic value of each scene in relation to

the tragic issue of the
whole, to mark the incomparable art with which the dignified

weakness of the king is contrasted with the astute strength of the
usurper, and to enter into the spirit of the dying Lancaster’s noble
outburst of patriotism, has indeed done something by way of
‘‘ generating an abiding and affectionate interest in the best that
has been written and thought **, , ]

The importance of making clear at the outset the general mean-
Mopery 108 and purpose of a branch of instruction is nowhere
LancUsGES  more manifest than in the case of modern languages.
sgfg:i;':; If, for example, an adult student wishes to acquire a
considering knowledge of German or Italian, for %he sole purpose

aims. of extending his acquaintance with the literature of his
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i ith the bare out-
j 1d perchance do well to begin with |
riltlxt;]se‘::f, :llfe ‘g:mmir, perhaps to work a few exercises, zczln;j c:;-
3 ible to translation and to the
tainly to pass on as rapidly as posst > lranslation and to the
t f the special vocabulary he_ needs. i s
It";:;g;'dqby his 1:ﬁm and by his point of departure. Again, a

_ teacher of French who knows that his pupils are soon to begin

Latire, and that most of them are to r.eceive a “ classi'caldedv..lca-
tion,”” will probably have an eye to this portion ‘of their destiny,
and may be justified in giving considerable attention to grammar.
But even in this case, and still more when the modern language1 is
studied for its own sake, the essential aims, so far as the school is

concerned, are of a practical nature. That he should comprehend

it i 1d speak it at least cor~
age when it is spoken, that he sh01.1 sp
:zztianagrtld %nte]ligibly, that he should read in it any prose or verse
of cgmmon difficulty, and, that he should be zble t(i e;pr:,;s 11‘11;:;_
i —these should surely be the -
self clearly and simply .on paper : O D ongh for
its of modern language study, and are, in general, €

f:;-ll:tssc}?ool to aim at.g-Those who sneer at this prac.tlcal 1deaI41‘, Whﬁ

talk sarcastically of ¢ courier French,’’ and who think that Frenc

4

- m B
or German should, in their degree, do for those who learn the

what Latin and Greek do for others, must be remmdei ;l;a; tpr:l(x:;
tical aims are surelg al?})ropriateti(t:zl ing::lg‘;lcxlzﬁew;%omere vl
very doors, that to identi fy a prac mere patter
i 141 ncipii, and that the sort of p
;Sﬁoardggg;;?:}rz:ltt:;dprliatiﬁ r,leed not be.entirely sacrificed, and
in any case is not the only sort v.vorth having. e lanetare

The difference of aim in teaching a dead. and a iving gh.g
is a point of capital importance. If our chief concern mktea;:] 1nl§
French and German were that a certain number of books s ould
bé translated into the vernacular and understqod, t}}e}r: v;e sh:ttixve
from the first compare and contrast the f?relgn with the n tive
idiom, as we do in teaching Greek and Latin. But su(alce o&:tr i
is that the pupil should understa:ild, styl);asl;,t 1:,8:;5’ a;:1 s}\:;r:tethat

i foreigner does — , th
izrzgzuﬁngx?ﬁgeizstielangugarée——then tkfe less we allov}: Enl%:li};
to intervene the better. Instead of passing from the t ousg;'on o
the English expression, and thence to the forelgn expres
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triple association), we pass directly from the thought to the foreign
The ** direct €Xpression (a dual association). The indirect method,
method ™. which makes translation prominent, is replaced by what
is now technically known as the ** direct method,”’ in which trans-
lation is conspicuous either by its sparing use or by its total
absence. The term ‘‘ natural method ’’ is sometimes used as an
equivalent, on the ground that this is the way in which we all
acquire the mother-tongue; but when one considers the vast
difference between the unconscious babblings by which an infant
approaches the use of language and the conscious efforts of a
child of ten or twelve to acquire a second language, the looseness
of the analogy is sufficiently clear. The former starts with nothing
but an instinctive tendency to talk; the latter starts with a practi-
cal command of one language, and perhaps with a not inconsider-
able background of ideas about its structure. A second language
is acquired ‘‘ naturally ’’* only when the child lives in a bilingual
district, or in a home where two languages are regularly spoken.

The ““ direct method ”’ attaches, as we might expect, great im-
Its chief portance to preliminary exercises upon the sounds of
character-  the foreign language, and a well-prepared teacher
istics. will therefore have studied the principles of phonetics;
but whether a phonetic alphabet should be taught, and phonetic
transcriptions of foreign words at first employed, are questions
upon which equally eminent and successful teachers hold dif-
ferent opinions. The next requirement is that the native tongue
should be as soon as possible banished from the classroom
during the modern language lesson, and that in the earlier years
the lessons should mainly take the form of conversations sug-
gested by familiar occurrences, or by pictures, or by the reading-
book, preference being given to subjects which bear upon the
social life, the history, and the geography of the country whose
language is being learnt. Similar topics will also form the sub-
jects of written compositions. Meantime the pupil will, so to
speak, grow his own grammar, by entering in a note-book the
several forms and rules as soon as he has come -across enough

instances to generalise upon, the use of a systematic grammar
being deferred.
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Whether translation from and into Fhe motper-tt.)ngue should in
the later stages form part of tl}e instruction 1s 13 ;I;:;i\lnsla-
question upon which opinions ‘dxﬁer. Some wou a . -trans-
drop these exercises entirely, ‘whfle others WO}lld maintain
lation, at least from the native into the forengn language, to a
limited extent. Those who condemn translation -do so on the
ground that, since the chief object is t.hat the pupil shall expres;
himself freely and directly in the foreign language,. any forlr(;l 1(;
exercise that may beget a habit of mer.ltal translation should be
avoided; and that, even if this danger is averted, the p;ac.tlce is
a useless one, since he who has }earnt to express hlmie f ;ln tl:;:cS)
languages will have no difficulty in rendering in l(:nedwf a:i ;ans-
seen or heard expressed in .the other. Th?se w ol e en'ded ns-
lation hold that the danger just -refer;';:d t;)r;ise:mwrs:k, vsixici)\;llave e
practice be not begun too soon, smc? ?’? o e ther
a solid foundation of * Sprachgefuhl' ; anh :11 o
hand, translation is of great value in giving the Iiup frmer Bo'e

inguistic material already known, a clearer nsight in
:llg):[;txt't}:zttl;rzgof language, and a sounder knowledge of the signifi-
rds. _ o
Ca“f: }?fiev;’c;nquiry into the true aims of geographzc?tlh te:chmg is
specially needful, because of the cold peglectChzOIS Geo-
which geography has been treated in the hig t:. sh 10015 Changes in
of this country, and the inadequate notions whic

conception
prevailed even where it has received attention. Geo- of the sub-

. et
- graphy was too long identified with a poor sort of Jec

. . “th
opograpy o e By e v of the names of capes,
books and maps which were me pes,
b i ountries, and towns. Attempts were made to re A

t}?z S&lcf:\z:::gz;cby the i’ntroduct.ion of map-drawmkg, and bSy ll:axzf
descriptions of such curious objects as cataracts, ang;.u-.oo , P
ing towers, and strange national costumes. This ad m(;ln o -
stuff of which sailors’ yarns are made was not enough, owet 0‘;'
to make the subject one which could command the respﬁzrent
thoughtful teachers. So long as geogx:aphy was an mct?l il
collection of facts, it could not rank beS}de tho§e studies . g;s

which there runs connectedness and unity of idea, and teache
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who reduced geographical instruction to a minimum could not be
blamed. But modern geography claims to have unified its facts
and to have become a science; and so it has faced the question:
In what ways, for what purposes, in reference to what common
ideas, daes geography seek to ‘‘ describe the surface of the
earth ”’?

The answer appears to be twofold. First, it is true that, like
physics, geography treats of heat and cold, of moving air and
water; like biology, it treats of plant and animal life, and, like
geology, it is cencerned with the formations that occur in the
crust of the earth. But whereas those branches of sciénce inquire
how things are constituted, and how they can be explained, geo-
graphy inquires how they are distributed on the surface of the earth.
If distribution is taken to include relations as well as positions,. it
may be regarded as the common idea which runs through the
subject and gives it unity. Physical geography inquires how the
natural features of the earth, its land and water areas, mountains,
rivers, ocean currents, heat and rain, are distributed; political

- geography shows how men are distributed into races and nation-

alities, and commercial geography, ‘‘the science of distances,”

deals with the distribution of the economic products of the
earth. '

The last remark suggests the second fundamental feature of
geographical lore, viz., that in its final upshot it has special refer-
ence to man. It regards the earth as man’s dwelling place, studies
the facts of distribution with reference to man’s welfare, and seeks
to make clear the interaction between man and
roundings. The biologist may be as much inte
and weeds as in cattle and cereals;
unless indeed the vermin be so numerous or noxious_as to inter-
fere with man’s well-being. This special referénce to man was
indicated when in a previous chapter we placed geography midway
between the human and the scientific groups of studies. Geo-
graphy holds out a hand to physics and geology on the one side,
and to history on the other. The term ** historical geography "’
is sometimes used in a narrow sense to indicate the study of
political boundaries at successive periods; but in the wider and

his physical sur-
rested in vermin
but not so the geographer,

. I
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better sense the aim of historical geography is to shov«.l how. huzr.ltar:
society in past ages has been dependent on the physxcalhc?n:dx 1:0
tion of its dwelling-place, an;i hovvt natural laws have help
f historical events. ‘

Shagi‘(;xt:}lis(:l): :')S;egzographical teaching shO}Jld be, then, in the first
place, to give the learner a clear mental picture of'tt)he Aims of
promingnt features of the earthfs surface, the distribu- §§{’§,§§3‘,’,‘;
tion of the great land and water areas, apd the gener.al oy
structure of the land masses, including. mountain '
systems, slopes, and plains. These must be distinctly plct.ured
before the river systems and coast lines can be understood; the
latter being regarded as dependent on general structure. Then
will follow a study of the oceans .and ocean currents, t.he fstmos;
phere and the distribution of climate, and the distribution tc:
plants and animals. This men_tally-plctured. surface.has %ext to be
studied as artificially divided and otherwise modlﬁedl. y rlnar;:
the subject of political geogra}phy. The facts of po lth:l ] fgthe
graphy are to be conceived als in g:l?a('; measure arising ou

hysical conditions previously studied. . .
’ yThe difference bStween the true and the false view oft g:.l:);
graphical instruction may be well illustrated by reference ooint
pupil’s conception of the meaning qf a map. P;rc:mcgzle pgeo-
of view it may be said that the main purpose ol tea adi]g N
graphy is to enable the pupil to interpret maps :]'et zrface
correctly. If the map is, for the. pugll, merely a fla sh e hé
variously coloured, and studded with lines and c!ots to wh h |
attaches certain more or less odd names, if he thinks }in 21 e g‘,:
and his thoughts do-not go beyond the map, then he foes nod
really know what the map means. The various colours ol a.gto °d
Physical map should enable him at once to form a menta p;c u
of the configuration of the surfa(;e of the. country, Pf thehs cloge:;
the watersheds, and the river basins; the irregular lines s 01: o
once call up in imagination the sandy or .rock-bound- .coas.(,i e
Spacious harbour, or the broa river with its towns,.nts bri ges,
and its tokens of commercial importance. The habit .of se.emlg
the map only, and not the country represented thereby, is entirely
fatal to the intelligent study of geography.
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Since the middle of the nineteenth century the study of history
HisToRy. has undergone a remarkable change. Up to that
Substitu-  time history was practically a branch of general litera-
tion of ture. The form of exposition counted: for more than
?g:es:;ij;r v the accuracy of the matter, and no attempt was made
standpoint by the writer to suppress his political and personal
in recent prejudices. The names of Hume, Gibbon, Macaulay,
times. i

and Carlyle, at once suggest themselves as English
representatives of the old school of historians. The scientific
historian, however, represented by such names as Freeman and
Gar_diner, conceives his task very differently. Documents ot
various kinds are of course the raw material upon which he works.
These he subjects to searching criticism, internal and external, in
order to ascertain the true facts, and he then proceeds to group
the facts and to bring them into just relationship, with a view to
qrderly exposition. He steers clear of prejudice ; he.recognises no
literary obligation except that of making his meaning clear; he re-
gards it as beyond his province to pass moral judgments, though
he may provide material for the student of morals; he m

ma ! akes no
pretence of furnishing guidance in the practical conduct of affairs,

except indirectly by explaining the origin of existing facts ; and, as
a historian, he places truth before patriotism. His business is

simply to utilise documents and to sift, evidence,

in order to
present a clear and accurate account of some aspects of a nation’s

progress. If he claimed any collateral value for his subject, it

would probably be that an honest study of history makes one less
credulous and more tolerant.?

Now in .wha.t ways does this change of method affect the
Does this  historical instruction given in schools? In the first
affect the  place, the pupil, and usually the teacher, will have

hool ? : i :
schoo ' little or nothing to do -with documents. It seems
do.ut?ttul, though opinions differ, whether the examination of
original authorities has a legitimate

Place even in the higher forms
of secondary s'chools. The facts will usually be accepted at
second-hand, with the proviso that the boys in the higher forms

! See Langlois and Seignobos,

Introduction to th : 3
trans., 1898). o the Study of History (Eng
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istori imself of
S d be led to note how a great h1§tor1?n assures himse
:1}11;:1 credibility., Again, though the hlstorxani‘ as suig,h:%l;ewisf
ethical and patriotic bias, yet the'school teacher (;:ou ortunﬁies
he would, and probably would not if he could, eva1 e otpg unities
e areiotio moraﬁ judgr}?en::cs:rl:rine(:\fd Cll:irtlllva‘lcol fdopt the
i jotism. ose who :
251?-?)?;&5: tl;:)ttiltsumde ;g the scier(;tiﬁlc historian little know the
' i hom he has to deal. . .
hum’l?;l\et:\(z:u‘::t(‘)fw;he child must partly guide us, t00, In selecting
suitable historical matter. I.t is well that scho?l hxstor(); The c}10i(:le
hould no longer be a fortuitous concourse of facts an ﬁf §“::§:1 e
§ It is well, too, that ‘‘ drum and trumpet his- historica
dateS,-’ hould be ’put in its right place, and that the ) |
s sl 3 ings of kings and nobles should be dul}_' subor.dmate
B e omgf a nation’s social, intellectual, and industrial pro-
to the Sgrz we must remember that a child’s interests—and, 1for:
g}I;CSS- ttlelr the average adult’s-—are with persons ratl(;er tmz; !
. a';x rf:lstitu’tions. The plea for a broader treatment does r:, ot
‘an‘;an ‘that we should try to force the pace by prer:\}?;rr::h::cthe
sions into ** descriptive sociology v It nzleaéls 1r:c D ed i our
Caxtons and Ackwrights of history shoul e oo e too,
purview, as well as the Cromwells and Napoleczx;s. T . how
that instead of malog 'he zioglgapl;zcz T;;elfer;y ,amid his social
::;-er?\f:dnlgglsr: ;;Srflftha‘fihz zﬁildrzn should realise how his deeds
helpeg ortgz)ns(:e:;:t Sczcr:a;epgg:::d in the primary school is that
‘che’rm(:jtixl'nl features of our nationalt historythsi:o:‘lli(;l ‘gz ;,:i:::ry
i : in most cases
graphll‘;anixs‘{it;gie:gj :1}‘113 égntents of the reading-book. Sgn(;e
]1:3: knyowlef;(;e of the heroes of Greece and ?olrlne mai); rllateczilvmesa:
Bible lessons should give an idea of the anc ‘
a'nd e b h the modern owe SO much. In secondary and in the
e Whlch' tory of Greece and of Rome will be zglclzgiary
SCho.ols thed ]lasn l?sh history will be broadened so as ‘
Stm‘iled’ . h cgief turning points of modern Eur(?pean history.
fl(‘)hlnfilrlrll?:atéois of time usually forbid that the special study of a
e .
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period should be added to the general outlines ; an
best that the latter should be strictly adhered t
being deferred for a possible college course. ‘

The inclusion of natural science in any scheme of general edu-
NATURE- cation has in recent years been. advocated on various
Stupy axp  grounds. By some this study is regarded as an un-
ScIRNCE. rivalled instriment for training the powers of oBserva-
{:)s;:gf il-leir tion; but, as we have seen, this can only mean direct-
place in the ing into this particular channel activities which will in
curriculum. " o ce remain dormant. By others science is ad-
vocated because of its close bearing upon practical needs,—phy-

irect sélf-preservation, and
s because of their applica-
tions in arts and manufactures;

but this plea is proper to the
technical institution rather than to the school. In the latter the

uction is to beget an intelligent
und us, so that we may really see
em; and thus to induce a certain
objects, so that the curiosity with
upon the world may not be nipped
up in ignorance of the faung and
ally lives to regret the omission, in
ndard of culture he attains in other
ways.

d it is probably
0, specialisation

interest in the objects that surro
something when we look at th
mental attitude towards these
which a young child looks out

Strictly speaking, natural science,

Science, language, is only in a very
strictly so

lled. ot a 1St €XCEPt as regards the higher forms of secondary
i?lb?e::tnfor schools. The systems of

generalised truth to which
the primary the term science is properl

y applied can be truly pos-
school. sessed only by being laboriously earned, We may,
of course, put into a child’s mouth the words *“ matter is inde-

structible ** or ““ all substances expand when heated *’ after show-
riments in illustration of these general statements,

e could be more nicely calculated to defeat the
purpose of these elementary studies of nature. Until the age of
fourteen or fifteen, we shall do well to avoid all attempts at general
and systematic treatment, and to keep our teaching on the plane

like the scientific aspects of
limited sense a school sub-
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king easy com-

ing the facts and ma

i arefully noting ing casy cort

o ?:;rf;v::gn,cl:ssiﬁcatyi’ons. Further,tvcr)(fa ::ta:tl.e:i o well not 10

tont i one aspec L o
o way the pupi

= plain, oo attentl(;ﬁse way with the stuff out of ?h;::hexcog;;t :)te

n pla:;, com?:n;? his tastes lead him in that direction,

may afterwards,

T e ttempt o 5 to this branch of instruction the P‘esta-

The attempt to apply to tb h Unterricht took the “ Object

i tinciple of anschaulic bt took the - Obje
pRs the nineteenth century, of w Lot
s has stly characterised as ‘‘ the well Cofnci'ect lessons
S ered o Jum );f object lessons ”’.' Schemes of obj  Jessons
g SYStle devised for the purpose of.m,xpartmgience chol
Know lcgtr:‘:?“azd without reference to thtla cl.nlﬁtspitgz; ence and
orests. A ild in a city school mig t
e hont tll:atrit::;:)l: g; cropz, whilst les§0ns gn cti):‘lmmin:e:
e e i facture of silk and glas§ m'xght T(; ginevitable
oy 0111 'the t?danii a purely agricultural d}llsmct_. ] t:ke evitable
oo were ains the teacher mig
e 1 s les -y mkt‘:lt)?;ertl?e instruction bec.ame, 1\({)11:) ri}:)i :hotl;:é
tratelhls I:SZ?HZnSd the (,)upil remained passx;t;. comparison’s the
cound principl te classifications and ons ar-
sound principle that elabora e i mt.er?st e
onson elSCh;i:" zgx,xtfeng\ :::tot:j}:eect itself, rather than in its relations
lesson shou

y f
to h ns on Subj S O
] S S a st1e b 1 Sts f S

other ()b ect Iy wa trave t (l 15t o) le SO ect

11 ter eneou ature, 1 whlch thOll llt as dlstln ulShed
og s nature, n g * g

. i sence.
us by its ab . ‘onal
i was conspicuous ducationa
from Obsewatli’ln’ and under the impulse of certain e
More recently,

i ion now Nature-
ts in America, the sort of instructio
movements 1n

s -study ’’ has received study.
much attention, 25 hl change will be entirely. for the bette ature-
lessons. Whether t7¢ the precise way in which the term n vival
~depend, however, uponl some quarters it appears to be at:ention
study is lmderStOOd"th :11 their faults except that Spf’ﬁma.1 atriction
o (l))bjeCt lejs?:;i,nwllatural history. Others base the msl
is bestowe

1 Education, chap. ii.
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upon specially prepared reading-books, the contents of \.vhich the
teacher is supposed to explain and illustrate—a plan Whlc.h, how-
ever well carried out, is quite at variance with the 'spirit and
methods of the true lover of nature. Another view tends to the
identification of nature-study with elementary science, and there-_
fore, unless most carefully interpreted, to the premature use ot
scientific classification and terminology. Still another view is
that not only is nature-study distinct from elementary science, but
that it should be quite informal and unsystematic, both in its aims
and its methods, so much so that it should have no definite place
in the curriculum, or at least in the time-table, that it should he a

the safest course is,
g regular classroom instruction, con-

uitable specimens and apparatus, with
such informal expedients ag calendars and journals, school ex-

cursions, and junjor naturalists’ clubs. A course of this kind
could be made more and more connected as'the years advance,
until, when the pupil is about fourteen, the time is ripe for a

more orderly and exact training in certain branches of elementary
science properly so called.!

The branches usually selected, at least
Science in ~ Chemistry and physics,

the second- that these are fundame
ary school. of this

has decided to *
there is much to

in hoys’ schools, are
the reason for the chojce being
ntal in character. The cogency
argument is quite manifest in case the pupil
‘ specialise in science ’; but unless this is so,
be said in favour of the biological sciences, and
botany. The latter needs no very elaborate or
atus, its inherent interest is obvious, and there
ore likely to contribute to the pupil’s happiness in

expensive appar
1S NO science m
later life.

We have already maint
are to be esteemed an
their direct practical ;

ained the view that mathematical studies
essential part of the curriculum because of
mportance. The opposite: view, that their

! On the different interpretations of nature-st

udy, se¢ Mr. R. Hedger
Wallace’s paper in Special Reports, vol. .

.

The Scope of School Studies 145

value lies in their virtue as a .‘f whetstone of wit,”’ has had a
marked influence upon the traditional scope of school MaTHE-
mathematics. The story of the. Cambr.xdge rflathema- %‘\?ﬁmﬁ;e
tician, who deemed it the crowning merit of his newly- are.*{aug});t-
discovered theorem that it could never be of the slight- i
est use to anybody, not unfairly illfxst‘rafes the exaggerated emph:itsxi
which has been placed upon the disciplinary effects of mathematx’lf:a
studies. ‘‘ Example-grinding”’® has been the approved system. The
text-books have abounded in examples of an academic, and there-
fore artificial, character, manufactured fOf the express purpose ?f
providing mental gymnastic, and the writers have made it their
proud boast that they have collected so many thousan.ds of such
exercises. To borrow an American m.etaphor, thtle pupil has be.efl
kept ‘‘ chewing rubber '’—good exercise for. t.he Jaws, bl}t :m1 in-
nutritious diet. The plea for mental training arfd d;}scnp bme,
which properly refers only to the meth.od of instruction, fas Ieer;
alleged as a good reason for the deliberate mclusx.on of useles
matter. The results have been, first, that matt'lematlcs Scope of
have tended to become academic and ur.upractncal, the ::3:2-
more so because they have tended to c.lnft apart -frorr} mathe-
those studies in which they find thel.r applications; tred in
secondly, that the amount of ma’ghematxcal knowl_edfe a;qel; ed in
a given time has been disappointingly small, for it '1?5 te n over.
looked that, when a princi_plle ha}? beerlx ;ﬁ:;«;zglllz a: ;ztx;i od and

d by apposite examples, the rea ath
’té:afi?)rif)eg isybe}c::cir subserved by pa§sing on to a new prl?i?lﬁfs thaX
by employing time in the solution of pretty _conun thu .t. 4
heaithy tendency is now at work towar(.ls nElakl.ng n;la‘ emalfc !
studies more practical and usef:ul, by keeplflg in view t fexr app :jc:
tions in pure and applied science, and in matters of every. 1 );
concern. It is increasingly recognlseq, too, that a more extepst
knowledge of principles is of greater' 1mpor.tanc'e than dexte'nty n;:
the manipulation of symbols, and ingenuity in the solution :)o
comparatively useless problems. It .has been too c?mmé).na
keep the pupil for years w:'«lnderxng in the by—;.)athsho ordin 1?;
algebra, when he might easily have been mastering the princip
of the differential calculus.

9
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From these remarks about mathematical studies in general we
proceed to deal briefly with the scope of each of the fundamental
branches, wiz., arithmetic, algebra, and geometry,

If we examine the contents of an ordinary treatise on arithmetic,
we find that the *‘ rules ** fall under two distinct heads,
—those which exhibit the general principles of number,
and those which, containing no new principle, consist in applying
the fundamental processes to certain ideas, chiefly, if not solely, of a
commercial nature. This distinction may be set forth as follows —

Arithmetic.

Pure Arithmetic. Applied Arithmetic.

Notation and numeration - - Units of measurement and weight.
‘The four ‘* simple *’ rules ~ - The * compound » rules.

i Fra?tmns Rule of Three, Interest, Discount,
Decimals -t T Stocks and Shares, etc
Proportion » EE

Now it will be seen that the column on the left summarises the
essential elements of arithmetic; the rules there enumerated form

the logical’ framework of the science, and upon these, and the

principles involved in them, the stress must therefore be laid.
Quick and accurate computation is of course to be cultivated;
but a pupil who possesses only hazy notions of the rationale of
these fundamental processes, no matter what degree of dexterity
he has acquired in computation, does not know arithmetic. Like
the rule-of-thumb practitioner everywhere, he will inevitably be
*“ floored *’ by any unexpected difficulty. ‘‘ Please, sir, what rule
is it in? "’ is the helpless query of the boy who has learned to
“ work sums ’’ without mastering principles. ‘
The right-hand column of the above table exhibits those matter:

Undue em- € which the fundamental processes of arithmetic are.

phasison  usually applied. It is probably well within the mark
commercial to say that one-half of an average arithmetical text-
arithmetic.  poork” or examination paper is taken up with these
economic and commercial calculations. In the older books,
notions like barter and alligation were made the subjects of

" » Logical, because repeated additions lead logically on to multiplication ;
cumulative subtractions to division; division to fractions, and fractions to
proportion.

The Scope of School Studies 147

separate ‘“rules and separate strings of exercises; the more
modern books discard these oddities, but still'lay the stress on-
commercial affairs. The ‘results of this plan are that the essential
parts of the subject are almost buried out of sight, that the appli-
cations of arithmetic are unduly restricted in scope, that the

. treatment of commercial rules is carried so far as to amount to

technical instruction for commercial clerkships, that young boys
are exercised in a purely academic fashion on matters quite remote
from their own experience, and that arithmetic forms no prepara-
tion whatever for the more advanced portions of mathematics,
because its principles are ignored. He would be a bold man who
should say that arithmetical instruction is no longer fairly open to
De Morg;m’s gibe that it is most appropriately called ciphering,’
since intellect goes for nothing throughout.’

The study of algebra is commonly reserved f:or the secondaryl
school, As to its introduction in the later portion of  4isebra:
the primary school course, opinion and practice dnfffar (1) in the
considerably. We may remark, however, that boys in scl}llf:;fy
the higher classes of primary schools would probably o
be more profitably occupied with elementary algebra than with the
Unrealities of commercial arithmetic and the solution. of e.laborateb
numerical puzzles, none of which imply further Insight into the
Principles of number. As algebra is usually entered upon, hov.v-
ever, there is probably little to choose between the two courses in
Point of utility ; for the pupil is kept so long at what must seem
to him mere juggling with mysterious sets of symbols, that he
leaves school before the meaning and purpose of these exercises
€an become intelligible. Simple equations should be reached as
Tapidly as possible, even if they do not form the mode of approach
to the study, and technical processes should be subordinated to
Practical applications to easy problems.

' The same writer points out that *‘ before the end of the sixteenth century
[ E ordinary style of commercial arithmetic, which has prevailed among us,
o glxsh} ever since, was in course of establishment ”’; and .that to the
strf:tmercna! school of arithmeticians . . . we owe the destruction of demon-
,-twe arithmetic in this country, or rather the prevention of its growth '
Hhmetical Books, p. xxi. of Introduction).
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The secondary school, with its larger and more leisurely out-
(2) in the look, will give greater attention from the first to the
secondary  cultivation of a sense of algebraic form, and to the
school. elucidation of the peculiar difficulties of the subject.
Though such propositions as the rule of signs in multiplication
must needs be illustrated rather than rigorously demonstrated, yet
the pupil must be taught to think his way into the langiage of
symbols, and not merely to acquire dexterity in manipulating
them, Algebra as sometimes taught amounts to little more than
mechanically evolving from given sets of symbols answers like
those at the end of the book. The mischief is intensified by the
tendency of modern text-books towards ‘‘ an excessive subdivision
of the chapters. A typical method or example is given and
followed by a set of questions of a precisely similar character;
then there is another typical example followed by other similar
questions, and so on.’’’ Clearness is thus gained by sacrificing
all opportunity of exercising ingenuity and thought. Moreover,
the manufactured examples of the text-books are not those which
are usually met with in actual practice later on; and it would
probably be better to replace many of them by inverse pro-
cesses, such as the verification of equations. Most of the
‘*“ answers *’ given in the books should never appear at all. The
pupil should learn to test the correctness of his work by the
inverse process.

The value of geometry to one who intends to proceed to the
Geomgrey: higher mathematics is clear enough; but we certainly
why taught. need to inquire why it should be taught to all and
sundry. Those who regard mental gymnastic as the basis of
choice are of course ready with an answer; but that theory we
have discarded, for reasons which need not be here reiterated.
The value of geometry as a school study lies really in the fact that
its truths are both comprehensible to the learner and fundamental
in their bearing. A good deal of every one’s common thinking i¢
in terms of spatial relations. It is true that ideas about sizes anc
distances and proportions play a specially important part in the

! H. L. Joseland in Cockson’s Essays on Secondary Education.
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mental lives of those who follow certain trades and professions;
but there is no one to whom such ideas are not of daily occurrence,
and upon whom instruction in elementary geometry can possibly
be thrown away.

The faculty psychology, and the correlative educational doctrine
of a formal training of the faculfies, have led people to Practical
believe that the value of geometry lies almost entirely o: ii;:?i.
in its disciplinary aspect; and so it has been customary mental
either to adopt some such rigorous system as that of 8°°Mely-
Euclid, or else to omit the subject altogether. Now we must
distinguish between a knowledge of geometrical facts and a know-
ledge of strict geometrical reasoning; the former may be attained
without the latter, by means of experimental and practical illus-
trations. The mathematical specialist, backed up by the faculty
psychology and the ‘‘ cultivationist ’ pedagogy, has been accus-
tomed to sneer at geometry of the illustrative and inventional
kind, as if a person who has not studied Euclid or some similar
system had really no right to know that the three angles of a
triangle are equal to two right angles, or that the squares on the
containing sides are equal to the square on the subtending side in
a right-angled triangle. The sneer would be justified only if
practical methods were regarded as a short cut to precisely the
same end as that reached by theoretical methods—which is not
the point of the contention. .

If geometry is to be taught at all in primary schools, and if the
younger pupils in secondary schools are not to be prematurely
worried with the mysteries of abstract geometrical reasoning, before
they know something of the concrete facts, the experimental treat-
ment must be countenanced; and it must be recognised that the
practical *‘ proofs »’ of geometrical propositions, obtained by means
of paper outlines, dissected figures, cardboard models and ruler
and compasses, have a value of their own, though, from the mathe-
matician’s point of view, that value is only provisional. All that
heeds to be insisted upon is that such instruction, though not
Tigorously demonstrative, shall not be slipshod; measurements
Must be exact, and, generally, the methods of the laboratory must
be transferred to the classroom.
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The study of theoretical geometry will be reserved for the
' ...; Secondary school, and even here will not be continued
“Theoretical . . . . .
or demon-  long in cases where no mathematical aptitude is evinced.
strative The pupil who shows no taste for the subject, and who
geometry-  cannot be brought to see why it is worth while taking
the trouble to prove strictly facts that seemed so ridiculously
obvious, may well be spared a toilsome march through six books
of Euclid. Just as the measurements of practical geometry should
be exact, so should the proofs of theoretical geometry be rigorous
and well understood. This implies that at certain points a short
excursus into the simple principles of logic—or, if the less pre-
tentious phrase be preferred, into the connection of the clauses of a
sentence—will be necessary. Only in this way, for example, can the
need of a separate proof of the converse proposition be made clear.

Euclid’s Elements has long been the system of theoretical’

Euclid, geometry recognised in this country, but there are

abundant signs that his reign as a sort of sacred text
has drawn to its close. Of course there is a certain convenience
in having a common standard of reference, but this convenience,
it would appear, has been purchased too dearly, Mathematicians
and teachers are alike agreed that the defects of Euclid as an
elementary course in demonstrative geometry are many and serious.
In reducing his assumptions to the smallest possible number,
Euclid strains at logical gnats in a manner excessively puzzling to
a beginner. He always omits the process of analysis, and never
hints at the reason why he finds himself obliged to follow a
particular course. He has no idea of generalising the meaning of
a term; with him, for example, an angle is invariably a sharp
corner, except when in Proposition 33 of Book vi. he hints at
angles greater than two right angles. Seeking certainty alone,
he makes no distinction between the ways in which we know the
meaning of terms; for instance, he defines a straight line by a more
difficult circumlocution. Finally, geometry, like other scierices, has
advanced both in methods and in nomenclature, and this progress

ought to be reckoned with in presenting the subject to a beginner.!

! See De Morgan’s article * Eucleides ** in Smith’s Dictionary, of Greek and
Roman Biography. For the arguments in favour of the retention of Euclid,

The Scope of School Studies 151

. Only in quite recent times has drawing taken rank as a neces-
sary part of every one’s course of school instruction. Drawme.
Like music, it was formerly regarded as a so-called Its justifica-

_accoinplishment, or ornamental flourish, superadded B 28 part

. . of & general
to the usuval curriculum, forming one of its ‘‘ extras,’’ education. -

and supposed to be specially appropriate to the needs of young
ladies. -But apart from these restrictions, the teaching left much
to be desired. The drawings were often insincere copies of other

drawings, produced by the united efforts of pupil and teacher,

and perhaps chicfly by those of the latter. . The first attempts in ..
this country to make drawing part of a general educa ion were,
those of the South Kensington authorities. Their scheme s Were,
however, dominated by the idea of improving" design in. i .» sy
factures, and -therefore made much of freehand dl'awmgfr&m'
conventional patterns and from geometrical models, to ‘the ex’ -
clusion of the best elements of .the older plan. ' In th'xs th(.‘.!'e\
seems to be a confusion of the aims of a general educatnon‘wntb
those of technical instruction, and the changes th:.at folkf>w§d tl.u?
Report of the Commission of 1889 accent_uated 'thlshcontusxor; 1:;
the curricula of the primary schools. Besides this, tte s r:ts‘;e' m.m
upon mere copying, and the absence of concur'x::d 5:5 ce in
original design, tended to defea.t even the one-si 1;'511
the scheme of instruction was mtendefi to accomp i;;ade ate
Setting aside the improvement of design, then, as n'alm m draciv a
guiding principle, what, we may ask, are the trse tz;lli s of crav bg
in a general education? Some have answered. shgh draw;ny
pointing to the numerous trades.and p.rof.essmns in w 1(:f drawin g
is useful or indispensable, but this again is the CO}I]]CC.I’II o e(t: 1the
instruction. A subject which is useful to one who is to enfer he
building trade or the engineering profession need not therefore
inflicted on one who is to become a labourer, a shopkeePer,ba
lawyer, .or a physician. Others 'haw"e ans.we.re('i our question by
enumet"ating the various forms of ]ndlrect discipline wh:chldrawmg
affords; it is claimed that drawing tends to develop clear an

ini 1id and his Modern Rivals, by C. L. Dodgso’n
s(iee‘:,l;: E‘:f:;ﬁl)n.magls;ol‘}’:zssi;c :m ¢ Elementary Geometry *’ in Todhunter’s

Conflict of Studies.
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accurate observation, that it imparts steadiness and delicacy to
the special organs of touch, that it helps to the retention of mental
images, that it exercises the constructive and inventive imagina-
tion, and that it yields a training in habits of order and neatness.
Now there is doubtless much truth in all this, for drawing, like
other studies, has its own special psychological place and value.
But as in other cases this kind of plea is in itself insufficient. In
the first place it is by no means clear that these results could not
be secured in other ways; and, in the next place, mere considera-
tions of discipline are no guide to the content of the drawiné’
course, for the discipline above described might well be secured
by the delineation of what is ugly, immoral, or, at best, meaning-
less. The fact that the scheme of instruction that long held the
field in our primary schools drilled the child

for' two years in
drawing isolated lines of various sorts may be cited as an apt
example.

The true defence of drawing as an element of general educa-
tion appears to lie in its utility as a means of ex

pression, repre-
sentative or ideal.

Skill with the pencil may be made a means
of furthering almost every other school pursuit, whether literary,
as in the case of history, or scientific, as in the case of nature-
study. And after school life is over, the skill attained may serve
in the trade or profession selected; and it certainly will serve,

like musical taste and skill, to raise the tone of the leisure part of
life; for ‘“in the temple of Art, many who can never stand on

the pinnacle may find a safe corner near the ground ’.  Humble
efforts will find their reward in sympathetic appreciation of the
noblest examples of art, and in the new delights with which the
home and the common things of life may be invested. But these
results will not be realised by drilling the pupil in the mere
grammar of form. .
Precisely similar remarks apply to plastic art as an element
Plastic art. of instructiop. As the drawing exercise is founded
upon the child’s natural tendency to express himself
with paper and pencil, so clay-modelling answers to the instinct
which exhibits itself in the making of mud pies and snow men.
It might justly be maintained that modelling is in some respects
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superior to drawing, since the former treats.thing.s as they real[l\y
are, whilst the latter reduces them to two-dlm.ensmnal form.h' 'i
any rate there can be no doubt that the mou.ldmg of geograp 1caf
forms is an exercise of incomparable value in that de?artment o
instruction, and that a rudimentary love of the be.autlful may be
promoted by the modelling of su1tabl.e natural objects. §
Meaenual instruction has, like drawing, been 'recommended an
defended on a variety of grounds. Accordmg t0 ManuaL
its more enthusiastic advocates, there are few mte!- gg;rwc-
lectual or moral excellencies which it does not di- ™%
rectly foster;' whilst others advance the. crudely utllltar.nan plea
that the use of wood-working tools is a w1f1espread necessity. All
that we have said of instruction in drawing seems, however, .tg
apply here with at least equal force. Unless it is connlected w1tf
the rest of a child’s occupations, and is thus made a read me?nsdc?
self-expression ; unless, too, it is used to fl{rther the en 5 o truthx‘;
mentary artistic training, it is extre_mely difficult to vin f1(:'a e
claims of this occupation to a place in a g?neral course o mstru.c-I
tion. And even for these purposes an easily manipulated mztefna
like clay would seem to possess advantages over woodhan C;:;):I
for school purposes. If it be further conte‘nde.d thitltbe i ool
workshop tends to breed respect for the dxgqlty of la :)}:1{ ine
point must be conceded; but with the reserYatlon, first, :i).
excellent end is attainable in other ways which should beha tf(;‘n;-
tive, and, secondly, that the products of such labour shou 2
useful or beautiful, and should not be chosen for the purposefo
mere formal drill in the use of tools. One system keegs a boy for
a long period making fragmentary w?oden joints, whlfi%l are cer‘-:
tainly devoid of beauty, and as certainly devoid .of uti 1t.y excep
as firewood. Sloyd was a great advanceh on this, but its adv.o-
cates, eager to transplant t'he system bodily frorfl the. land of f1ts
birth, forgot how largely in our own country iron Is used for
making articles which in Scandinavia are made of wood. .
In the instruction of girls, the manu:«‘ll employments apove dis-
cussed are usually replaced, wholly or in part, by certain of the

1 See Salomon's Theory of Educational Sloyd.
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domestic arts, and notably by needlework and cookery. Clearly,
Douestic  however, the parallel is not complete, for whereas com-
ARTs. paratively few boys will afterwards find any direct use
for the manual arts usually taught in schools, there are few girls
who will not need to sew, and perhaps to cook, and fewer still
who will not play their part in life the better for having learnt.
Their almost universal importance to adults is not enough, how-
ever, to justify the inclusion of these arts in the curriculum, unless
it can be shown also that they lie within the area of the pupil’s
interests, for otherwise we should be prematurely forcing upon her
a species of technical instruction. But this condition seems in

most cases to be sufficiently satisfied by the child’s tendency to

imitate her elders; for a girl commonly exhibits an early desire to
imitate those about her in the use of the needle and perhaps in
some of the operations of the kitchen. Now since these two con-
ditions are generally satisfied, practically universal adult necessity
and juvenile interest, the propriety of teaching a girl to sew and to
* cook will depend entirely upon the way in which the teaching is
done; and here certain cautions must be entered. First, these
exercises must be kept within narrow limits, so as not to press out
other studies which, though perhaps looming less large in adult
life, are also less likely to be undertaken at a later period. This
caution is the more necessary because the superintendence of
these branches of teaching is usually entrusted to specialists, who
are only too apt to apply the cobbler’s maxim—there's nothing like
leather, Next, the instruction should be practical, and books
should be avoided, especially that class of publications known as
*‘ domestic science readers . Lastly, the instruction should be
designed to make the pupil observe and think, so that blind
acquiescence in recipes, and all else that is merely empirical, is as
far as possible avoided. Provided these requirements are fulfilled,
we may with clear consciences include some of the domestic arts
in any scheme of general education for girls, unti! some one shall
show, what has not yet been shown, that these arts, when pursued
with intelligence and insight, are less liberal than some others
which by common consent find a place in the curriculum.
Vocal music is now generally recognised as a necessary element

" has amply shown that the proportion -of children who
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of the course of instruction in schools of all grades. Experience
kilful teaching is insignifi- "o
ite i essible to skilful teachi . - .
:;flt,q ::g t;:;ic\ire are therefore no longer justified in regarding sing-
ing as an ** extra,’’ reserved for the few who sho_.w unusu?l promise.
Music ranks_with literature as one of those .sub]'ects which .prep;re
2N alike for rational ,w.)_ggxs_ﬂof employing fhglr_ leisure. As mlot er
departments "of instruction, clever pt.}plls may subsequently re-
ceive an elaborate training, but the chlef business of the school is
to lay such a common foundat.ion of musical I.mowledge, taste, an(;
skill as may afterwards be built ppon according tq t}}e measure cl)
the -pupil’s powers and opportunities. .Vocal music is in a.d.oub e
sense a sufficient foundation; for, on the one hand, inability to
perform upon an instrument by no means exFludes one f}x;om l1;1-1e
moulding and refining influences of good music, and, on t efot er-
haud, vocal exercises are regarded as the best preparation for an
musical training. ' '
exmllzldeicent times, andgespecia]ly since the elaboration 'of :ch:
sol-fa system, singing ‘‘ by note’’ has largely replflcedf singing
““ by ear ”’ in elementary instruction. :I‘he value of thxskre ox;mdcarf
hardly be over-estimated, inasmuch as it adds power (;od nol;\a:/i :stgei é
but in applying it certain mistakes n_eed to be avoide d " “;ait
must be remembered that the learning of songs need no vait
upon progress in sight-singing. ]u§t as a child leargs vgr}slzsmr;
hears stories which he is as yet quxti unable :c? rea i,s ° y
and should learn appropriate songs by ear w_hlc are far in
advance of his skill in reading music. Secondly,_ in their anxiety
to train pupils to perform accurately to technical exercises of
sight-singing, teachers have frequently forg(‘)‘tten t.hat ,'fhese exer-
cises are not an end in themselves. The *‘ reading’’ of music

bears in fact the same relation to school songs as the reading

i o school literature; in each case the mere power
(t)(f) }\;::eglz:s::)ct:fi:z: just as easily be employed for evil as for gooq.
Unless the school confer upon its pupils a taste for _what is
musically pure and elevating, it had perhaps better omit music
altogether. Above all, the national songs and folk-songs, .that
have proved their qualities by surviving the ravages of time,
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earlier in the century by Jahn in Germany and by Ling in Sweden.
As early as 1861 these systems were somewhat unspa.ringly'.qriti-
cised by Mr. Herbert Spencer on the ground of their factitious
character, their monotony, and the’ absence from them of that
agreeable mental excitement which is so important an element in
the sportive exercises we have just discussed.' When gym-
nastics are regarded as an adequate substitute for games, fhese
strictures are certainly fair; but they lose their force when the

stress is placed rather upon the prophylactic and therapeutic,

virtues of formal exercises.. It has been abundantly proved that
gymnastics, if carefully adapted to individual requirements, are
most beneficial in cases of constitutional weakness and of de-
fective development; and even where growth and development
are normal, they are used with good results in order to prevent
the evils incident to the customary sitting posture. Though
gymnastics are essentially formal and corrective, and therefore
comparatively uninteresting, they will probably remain as a sup-
plementary means of physical training. It is noteworthy that
Ling, whose system, on account of the mildness of its regimen, is
widely used in the education of girls and of young children, was

led by his own physical weakness to devote his attention to the
subject,
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" [The aspect of teaching which I have thought it best to isolate for special
study in this chapter is usually treated in connection with that with which T
shall deal in Chapter IX. The list of references will therefore be more con-
veniently given at the end of that chapter. ]

! See his Education, chap. iii.
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CHAPTER VIl

SOME MAXIMS OF METHODICAL PROCEDURE

[

“ Wise saws and modern instances ~—SHAKESPEARE.

THE problem which has engaged our'atter}tlonflfx tthe :.v;;)) pl:-:;
ceding chapters, that of selectmg-the material ohms rucs l:Ch, Je
to a great extent outside the province of the teacher as x ‘;Vhat,
as we have seen, the school. currfnm;lluzr} r:pirselsazrsl:sw I(‘)(:-l:fl‘ k()lro_wmg:
according to the general opinion of the time, e
it is decided largely by legal enactment, and by e
zsg ;?)vlttarning bodies ogerating qnd.er legal al'lthont)ll. .(’il‘}:jeo \t:?h}f;
may exercise some discretion within the limits 'sfo alb] dov w;ﬁch
can do no more. But we now approach z} class @ pro cf; eh
are, or should be, peculi.ar’lyhthe ;zgﬁhel::“s)a:;\l;n dlzrtc;:::i m;d, hen
the material of instruction as L J e rterin
i sk of so disposing and manipulating that =

:E:‘talt‘;; tg}"t:,‘mtat‘?al aim of instruction——_that of evokfmhgl'1 ;;;vl?ﬁug;:i
abiding interest in some of the wort.hlest objects oh man though
and endeavour—shall be best attained. ) Here t ethe’ hers @ ir;
or should be, on their own ground ; and.xt is ;Pc;ln o eir by in
this department, and upon the Sklll.Wlth whic ' ey UST their
liberty, that their right to be recogl}lsf:d as a pt;:) e’ssnfon da g I
deper;dS. Everything that tends to hmxt. the teac! er’s ret:;a‘ (t)mf "
this sphere, tends ipso facto to reduce his occupation to that o
me(’:l}"ll?mcéo e of this part of our inquiry will be best indicated by
an en:mseraliion of the main problem§ that await solu- Pfr?},’lii?ji
tion by a teacher, when he finds hxmsel.f confronte.d of method.
by a school and by a broadly-defined currxcul}xm. F1r§t, viewing
tf\e curriculum as a whole, he must determine how its various
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should be freely drawn upon for the purpose of storing the
musical memory. To neglect these for the ad hoc stuff that is
so abundantly purveyed for use in schools is like ignoring Shake-
speare and Tennyson in favour of the poets of the local news-
paper. There will, of course, be scope for sense and discretion
on the teacher’s part in the matter of choosing songs from these
sources. He will not favour songs of revelry and of love, though
the naive simplicity of some of these surely makes them ‘¢ safe *’
enough. Patriotic and sea songs, and songs ** for auld 1
may, of course, be more freely drawn upon.

The sol-fa system, when used, should be regarded as intro-
ductory to the universally recognised notation. Of the immense
impulse that has been given by the former to musical knowledge
among the masses of the people there can be no doubt. Stili,
there is every reason why some knowledge of the old notation
should be grafted upon the sol-fa, at least in the last year or two
of the primary school course. If in the secondary school the
staff notation is used from the first in the teaching of singing, the
movable-doh plan is acknowledged to be the best. _

The child’s natural tendency to promote his own health and
Puysicar.  strength by incessant exercise receives a more or less
Exercises.  decisive check as soon as he embarks upon his school
career, for he is then required to sit or stand in prescribed posi-
tions for some hours each day for purposes of instruction. When
all has been done that can be done to improve the hygienic
conditions of school work, and when due allowance has been
made for such out-of-door instruction as can be given
true that school life is on the whole unfavourable to sound physi-
cal development, unless counteracting agencies are at work.

Such agencies are supplied, at least in part, by the well-known
(1) Games. game§ and sports which stand as modern

sentatives of traditional forms of recreation, such as
cricket, football, hockey, tennis, fives, racquets, rowing, fencing,
running, and leaping. Upon the number and variety of these
pastimes, and the skill and enthusiasm of their devotees, no
country in the world has a better right than our own to pride
itself, and it would be difficult to over-estimate the physical and

ang syne ’

, it remains

repre-
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s which they offer, when pursued under _proper
(t:rvlacr’lrc?iltisr(xi:.amﬂg;ill be instructive to note one orl tvs;o of hthenrlizag-f-
ing characteristics. They are pursued prlm?rl y hOr t :{: szf of
the games themselves, and only indirectly forht f, Za 1e)ein he
exercise they afford, the right development of the | ot gr ke g'i- no
part of the conscious object of those who take pa;t mth eze.s . This
circumstance, while it accounts to some extentd or the st with
which the games are played, h.?s been allege .asl OI;Ie of thelr
deficiencies from the point of view of S}fmmetncah p ys}: 1 de-
velopment, for * the lower limbs and the ’1:1ght arm have t eh

£ the exercise in almost every one >’ of them, and to the eye
(S)lf]a:}feoexpert “it is as easy to tell from the general. dc:;zelo}:';ment

i i tised when a
of any youth what recreative exercise he' hasf]i;zlc(:hest when at
school, as it is to tell from the conform:fmon oh. chest whether
ulls on the bow or the stroke side of his colleg
';;‘}:Telirnalfdity of this argument would appear to lie ?nzﬂgzel:;vsv:vg;
against the exclusive pursxfxit of one kllr;(; :(;f rift:c;,?; go oxerc timse
when a sufficient varicty of games is p s e et it
rts of the body which most need developmen
gxagain, we note that each of these. games ang sp'c:rgz :]slilér:;s i';h:
aspect of a contest between two sides, and this, 1 s becau,se 2
source of weakness as hwell as st;;:)g;;h i) foiusltir::tgi'ng: e
opportunities the games :
:11:;1 ﬁ: eserlx)si. of honour and justice; Osfe:zk:}f:sr;s??;it_iz
o the}inse:iilesl? ez’ll?}lllz ;finfieﬁﬁ;:pf?)rce of the latter c_ontentiqn
?sn (itlr?zotrtzitely obvious enough; the falgltt,h hm:gzzr, lies not in
cricket and football, but in .the morals c; e rI;es a,s ell as the
A belief in the shortcomings of popular ga d, < 1
spread of education and the consequent need ol (5) Fo"?i?;s.
rerd hat might counteract the bad tendencies gymnasti

e)f(ercﬁeslrao?:l lifeg led to the adoption in this country, during
fc)heslcatc::;r half of ’the nineteenth century, of sc.hc.zmes hof fo;r:::
drill, carefully devised for the purpose of exercising the va

muscles, like those systems which had been successfully advocated
. )

1 Maclaren, Physical Education, p. xlvii.
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parts are to be arranged, and in particular whether there are good
reasons for placing some subjects early and others later in the
course of study. Secondly, he must determine to what extent the
various studies are to be treated independently, and to what extent
they should be correlated. Thirdly, looking at each branch of
instruction separately, as far as that is possible, he must determine
the right succession of the topics which it includes, whether these
be the rules of arithmetic, the events of history, or the facts and
laws of science. Fourthly, still narrowing the extent of the subject-
matter, he must examine the order of treatment that will generdlly

be observed in giving a lesson, or a series of lessons,

on any par-
ticular topic.

The order of studies, the correlation of studies, the
arrangement of topics, and the steps of the teaching process,—
these are the great outstanding problems of instruction. The
first is usually the concern of the head master of a school, and the
last that of the class or form master, whilst the second and third
are not so distinctly assignable.

It will be seen that the problems here stated have this charac-

General teristic in common, that they all involve questions
nature of  of arrangement and sequence. They constitute, in
method.

fact, the province of educational method, properly so
called. The term method is so frequently used in educational
discussions that it will be well to examine it briefly. It is used
with varying degrees of precision in common speech,’in the
various sciences, and in logic. In ordinary language method
signifies orderly procedure of any kind, as when we say that one
cannot succeed in study or in business without method. In
science the term is applied to any general way of dealing with
data, in order to reach valid and useful results, as when we speak
of the method of solving a problem, the method of fiuxions, the
Linnzan method, or the introspective method of psychology. The
logician, again, uses the term in many different connections, as
when he speaks of inductive and deductive methods, experimental
methods, the Baconian method, and so forth. More strictly,
however, the logician defines the doctrine of method either as the
study of the processes by which our thought endeavours to syste-
matise our experience, or as the study of the art of expounding to

‘
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others the systematised results of our think?ng. In the former
sense, method embraces the whole of what is commonl;f’ kn({wn1
as inductive logic; in the latter sense, the prob]em- o loil(:;‘
method corresponds closely ~with that qf pedagogic fn:jetﬁ d;
but this part of logic has little to offer m‘ the way of definite
doei:?:il these various senses‘in which the term method is em-
ployed, we discern one common element. Each of ther.n peiﬁgggic
implies a way or mode of orderly progression, and this method.
in turn implies a starting~point,. a destination, and a road between.
Applying this idea to the specific matters befoi‘e us, we see that,
whether the problem be that of planning a year’s or a tem,x s work
in a given branch of instruction, or of pl.anmng. an hour’s lesson
on a given topic, three preliminary questions w1}l alvyays pre§en;
themselves to the thoughtful teacher: first, Whag is my ‘a:ir;n
secondly, What is the proper point of departure? and thn—h v,
Where lies the path between? Whether l?e can answer these
questions satisfactorily will depend upon his knowledge 0f~]$e
subject, of the child’s pres;nt mental store, and of the child’s
mode of adding to that store. ) , '
nan;:laletting forth the gf-acts and principles of any branch of instruc-
tion for the benefit of a beginner, we fay proceFd Two
according to one or the other qf two broadly.dls- ﬁiﬁ?ﬁfed.
tinguishable methods, both of wh1c1'1 are amply Ellus-
trated in ordinary treatises on logic. A _gpod instance of the
contrast, referred to by Jevons, is seen In the treatmer}t of
elementary astronomy by Herschell" and by Lockyer respectively.
The former ‘‘ supposes a spectator in the first place to survey the

appearances of the heavenly bodies and the surface of the earth,

and to seek an explanation; he then leads him through a course
of arguments to show that these appearances reall)t indicate the
rotundity of the earth, its revolutu')n about its own axis and around
the sun,' and its subordinate position as one of the smallef Planets
of the solar system.”’. The latter ‘¢ commences by describing the
sun, the centre of the system, and §uccessxvely adds the planets
and other members of the system, until at 1a§t we ha.ve the compl.ete
picture; and the reader who has temporarily received eyerythmg

10
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on the writer's authority sees that the description corresponds
with the truth >’.' A like general contrast may be drawn between
two different ways of presenting the materials of any branch of in~
struction. In teaching a language we may, at the outset, place in
the pupil’s hands a complete grammar, require him to take its
contents on our authority, and afterwards apply and verify its
forms and rules in reading and im composition; or we may
begin with easy sentences, spoken or written in the foreign
language, and lead him gradually to detect and to formulate the
laws of its grammar. In the case of geography, we may adopt the
order of a systematic text-book, beginning with the earth as a
whole, giving definitions of axis, equator, meridians, continents,
oceans, islands, and the like, at length reaching the more detailed
treatment of portions of the earth’s surface; or we may begin with
the immediate surroundings of the learner, and introduce gradu-
ally the more general aspects of the study. In learning to read and
write, the child may begin with the letters, proceed to combine
these into syllables, syllables into words, and at last words into
sentences, or he may almost at once be introduced to easy words
and sentences. Geometrical notions may be approached by way
of abstract definitions or by way of concrete illustrations. We
may introduce the principles of mechanics by formal defini-
tions of terms like matter and force; or we may postpone the
attempt to define these until much has been done by way of
simple experiment. Chemistry may begin with definitions of
elements .and compounds, combining weights and proportions,
atoms and molecules; or these may similarly be postponed until
a considerable knowledge of chemical facts has been gained by
means of observation and experiment. In learning to draw,
the child may begin by being drilled in the elements of form;
he may be required to draw lines and angles of various sorts,
taking it on the teacher’s authority that this tedious work will be
useful afterwards when the elements come to be combined in
representations of objects; or he may begin with the objects
themselves, and work for accuracy less directly and more gradu-
ally.

! Elementary Lessons in Logic, Lesson xxiv.
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The question now arises, What are the respective functions in
the instruction of the young of the two metho@s thus Place of
generally illustrated? In answering this ques-tlon. We  these two
muyst bear in mind that, though the teacher’s direct :netl;lo:s in
object is that of extending and systematising the '¢*°&
child’s knowledge, yet he cannot be held to have succeeded in
his task unless he has aroused interest, stimulated the spirit of
inquiry, and promoted Th¢ child’s self-acfivity. Now these all-
important by-products of the process can be obtained only in one
way, and that is by shunning all plans in which the child * tem-
porarily receives everything from the [teacher’s] authority,”” and.
by approaching the subject from the child’s own standpoint.
Whatever be the study into which we are to initiate the pupil, he
will, if he be fit to begin it, possess a certain background of
relevant ideas, part of his multitudinous experiences; and it is
with these ideas that the teacher has first to reckon. This back-
ground of knowledge will precisely resemble the knowledge which
Herschell, in the example we have quoted, attributes to his sup-
posed student of astronomy; and we therefore conclude that his
is the general mode of treatment to be adopted. We must begin
with the learner’s present store of ideas; cause him to éxtend
these in suitable ways, by reading, observation, experiment, and
so on; and gradually reduce the knowledge thus gained to order
and system.

What now are the general characteristics of the method of in-
struction thus illustrated? For it is only by singling ...
out its general features, and bringing them into bold istics of
relief, that we are likely to gain much that wi.ll afford Pmegi%*;gic
us adequate guidance in teaching. Now the 11terat.ure brought out
of pedagogy has accumulated a number of maxims by certain
relating to method, each of which emphasises some maxims.
special aspect of the kind of methodical procedure we have ex-
emplified, and each of which is frequently iflustrated in good
teaching ; and perhaps the best way of bringing out the points we
require will be to pass these maxims in brief review. Moreover, as
they are probably more often quoted and applied than any other
part of educational theory, and as their value depends entirely
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_upon the intelligence with which they are interpreted, it will be

well to devote some space to their consideration.

If we ask what are the common characteristics of the knowledge
which, in all such cases as those we have supposed,
from the learner brings with him to the appointed task, the
ginalysis to answer would appear to be that it is relatively intom-
synthesis.  lete, indefinite, and incoherent. The business of the
teachgr is to make it relatively complete, definite, and cxerent;
and he is to bring about these results in ways that will make the
matter taught a source of abiding interest. '
most general statement that can be made about the method of
instruction. Now, to say that a child’s knowledge is a complex
and vaguely apprehended whole implies, in the first place, that
the method of teaching must start with analysis, which is char-
acterised by tHe resolution of a complex wholé into its parts.” “But
that is ot atl, for throughoit ‘the #nalytic treatment the teacher
will have finally in view a more or less perfect synthetic treatment,
in which the complex whole is viewed as a construction out of the
simpler constituents yielded by analysis. For example, though
linguistic rules and forms may be got at analytically, so that the
pupil makes his own grammar, yet the ideal worked towards is a
systematic outline of grammar, which is at length put into his
hands. And though-the principles of geography will be taught at
first by an analytic treatment of the pupil’s immediate surround-
ings, yet the notion of the earth as a globe will be introduced
early, as a stép towards the synthetic treatment adopted in formal
treatises on the subject. The same principle applies, not only in

. & lengthened scheme of instruction, but also in the treatment of a

single topic; first the vague, unanalysed whole, then the analysis,

.. and, lastly, the synthesis. 'We conclude, then, that the. general

method will be neither purely analytic nor purely synthetic, and

that if we want a single descriptive term for the true method of

instruction, we must adopt some such unlovely compound ag Dr.
Laurie’s ** analytico-synthetic *’.? e ST

" The attenmipt to-introdiice definiteness and system into know-

ledge that has been gained by observation and gxperiment implies
! Institutes of Education, p. 277"“ H’

This is perhaps the
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that we have to lead the learner to appreciate abstract terms and
propositions relating to the matigr in hand; indeed _Concrete to

AR semetimmes “said, - and “With  much justification, - abstract.
that a person. is educated in proportion to the number ang kind

of abstract trgths which énter, in a real m‘"é'ﬂ‘é?_trveseffse, intg
hi€ ieRtaT quipment. Now what we call an abstraction is no °

abstrg@kion at all for the pupil unless he has reached it by his
owh xlrts (aided or unaided)—in_the analysis of the concrete
ifistances out of which it 4prings. Thus the fundamental rule of
ntethod is sometimes expressed by saying that it is a procedure

b

&

from the concrete to the abstract. ‘‘ Our lessons,”’ says Mr.")
Spencer, ‘‘ should start from the concrete and end in the ab- -

stract.”” The general soundness of this maxim is obvious enough :
examples and details must precede rules and formulas, whether
in the region of science or of language. There ‘are, however,
certain dangers to be avoided in applying this maxim. The very
emphasis which has been placed by educational reformers upon
the necessity of starting with the concrete may cause a teacher to
commit the fatal mistake of remaining in the concrete. The
writer has, for example, known—Eiges in which a teacher has re-
fused to allow a child to state an arithmetical fact without direct
reference to actual objects; the twelve bricks or marbles or dots
must be there, and must be counted, or.(with a still stronger dash
of pedantry) must at least be named, long gfter the child is quite
able to make, with full meaning, the abstract statement that seven
and five are twelve. Again, though it is a /s_o”uﬁd‘}principle that
requires the beginnings of nature-study to-consist in observing
carefully the one object under considerationg yet teachers are some-
times too solemnly exhorted topostpone efferything that pertains
to scientific classification and abstract law; these must not indeed
be forced upon the pupil, but, conversely, he must not be forced-

away from them, when, in the judgment of the teacher, the time-

is ripe for easy classiﬁcatiops and abstractions, for ¥his would be
deliberately and artificially to keep the learner upon the lowest plane
of knowledge, and thus to bring about ‘‘ arrested development *’.?

' Cf. James, Talks to Teachers on Psychology : ** To hear some authorities

. on teaching, however, you,would suppose that geography not only began,

De

Tah
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There is the further danger that, having reached the abstract,
we should be content to remain there. This is to interpret too
literally Mr. Spencer’s statement that our lessons should *‘ end in
the abstract ”’. A grammar lesson that ends with an abstract rule)

or definition, or a lesson in physies that ends with an abstract law,/ :

or a lesson in geometry that ends with an abstract proposition, is(
a lesson only half-finished. For the sole function of an aBstract .
truth in the mind’s economy is to throw light upon hitherto un--
examined concrete details; otherwise, the abstraction becomes

a piece of useless knowledge, to be stowed away in the mind’s

lumber-room.

Another favourite maxim of instruction is that we should pro-
Knownto ceed from the known to the unknown. Not only
unknown. " must we start with what is known vaguely and incom-
pletely, and proceed to introduce cleamess and fulness into the
child’s ideas, but we must then go on, step by step and step
after step, to arrange the topics of instruction so that those that
precede shall lead logically to those that follow, and-form for
them appropriate ** apperception masses ”’. If a lesson is to beget
interest and attention, it must contain elements both of familiarity
and of novelty. A pupil is wearied, on the one hand, by the .
elaboration of what is familiar or obvious, and on the other by
the presentation of facts that find no points of connection with
his previous knowledge. The avoidance of both these kinds of
dulness is what we chiefly mean when we say that teaching ought to
be interesting. There are some who fear that modern educafion
tends to relax the pupil's moral fibre by making things too easy
and pleasant.” But interest is not the same thing as amusement,

but ended with the school-yard and the neighbouring hill, and that physics
was one endless round of repeating the same sort of tedious weighing and
‘measuring operation; whereas a very few examples are usually sufficient to
set the imagination free on genuine lines, and then what the mind craves is
a more rapid, general, and abstract treatment '’ (p. 151).

! This is a favourite thesis of the * harder * school of pedagogy. It is
mno doubt,” says J. S. Mill, *“ a very laudable effort, in modern teaching, to
render as much as possible of what the young are required to learn, easy
and interesting to them. But when this principle is pushed to the length of
not requiring them to learn anything but whgt has been made easy and
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and is not incompatible with a certain amount of drudgery. That
teacher has succeeded who has so far interested his pupils that
they are ready on occasion to face drudgery in their eager pursuit
of knowledge. And one principal way of securing such interest is
observance of. that law of the min&’s working, roughly expressed
by saying that we must proceed from the known to the unknown.

Wie are now able to put into its right place the maxim that bids
,us proceed from the simple to the complex. For that Simple to
X~ which is simplest relatively to one who is fully versed complex.

3"./.!."1 i a department of knowledge is not the same as that which is

' ‘7""\~©'\simplest relatively to one who is beginning to study it. To one

" . Ywho knows geometry the abstract notions of point, line, circle,

".“J/i‘fh'&etc.', are the simplest; and in this sense a system like that of

E*’ i+ Euclid proceeds from the simple to the complex. If the maxim

i

|

|

|

—

-
N

¢ meant only this, it would obviously stand in flat contradiction to
™" " the one which tells us to proceed from the concrete to the abstract.
w  But it means also that in the case of the young learner we should
- begin with the concrete unanalysed notions gained from common
expérjence, which to him are the simplest, and that we should go
on t§ unfold their complexity (which he is as yet unaware of) by a
process of analysis. The older pupil who has already appre-
h\éhcﬁ'd,'?{he simple and abstract notions will have no difficulty in
begiaing with them. Where precisely we shall begin, ‘what
precisely we,shall fix upon, in any given case, as the simplest ideas
for thblearner, must depend upon our knowledge of his mental
equipment. Take, for example, the study of history. One writer
would have us begin, ‘‘ not certainly by plunging at once into the
story of Julius Cesar and the Druids,” but by making “‘ some
simple and fundamental historical ideas intelligible—a State, a.

interesting, one of the chief objects of education is sacrificed ”* (Autobio-
graphy, pp. 52-53). Upon which we remark that the teacher who is intent on
making his pupils really understand what they are doing need not flatter
himself that he is likely to succeed too well in making things ‘‘ easy and
interesting **. It is a different matter, of course, when we attempt to smooth
the way by evading difficulties that ought to be faced. This (to use a simile
of De Morgan’s with reference to easing the inherent difficulties of mathe-
matics) is like easing a ship of war by throwing her guns overboard. She
looks as like a ship of war as ever—until the occasion for fighting arrives.

n
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;l;;l:t, izt.seéife;ls Wl}t1 ecr(;lesesinfro.m. the shop, and work backwards to the
D it (o reas. | plg;:;flg a lesson on a geranium we should
That we should _in teaching proceed from the concrete t
E,a;?ﬁglif f}llastract 1s sometimes expressed otherwise by s: 1tr111 .
o e diiafz rwe shou}d proceed from particular facts to ege g1
) ence being that the latter maxim dr di finotie
attention to the logical character of our proced e the e
namfely, that we have here a process of irI:d i' o
caution must be given that the pupil sho?ﬁdlon.
gz::z:a} truth as soon as he is able to disengagelzfc1 >
f;artici 1 ;:u;:as:.ouil:li :)laelr; be apcfl)lied to the elucidat’i
; r words, that i 1
i]::ljgdleig to, and be fpllowed b);, the d::}tiictlirir(::.l(:tllvterrgealt)ment
putting,thew;\;et::értha‘;\l;ttle appears to be gained by these zvaesrf):;
Dt 5y e et la. be do not .always proceed from partiZula;
s D Beneral ws, but sometimes from less general to more
ticular facts t’hat hf):a:::::;, bv::aLesa;I;afrom th¢13 ot vhsion of par-
) W ss vessels, but thi
ﬁisregggf:;lal(cl); em]f)lrxcal). laws are afterwards brougl;ta?icci’;? o
P eneral bw of physics. Again, we must remember that a
e ot of ecomes so for the pupil only when he views j in
- 1 a .general law. What he starts with i ® ek
partncular as indefinite, unresolved, and comple 1> 1ot so much
The last remark‘suggests the further maxim i)ha)::.meth di
::(;‘iiﬁﬁ?liitti i(;le(_iure in teachir'lg implies an advance fromotll::al'pro-
e the- dinmte to t'he definite. First the vague, o
D e imoe:;e(r;:)lat1on of parts and aspects, then the integration
of parts into 2 .nnected whole, and so, lastly, a more clearly d
y—this in general terms is the law that runs th  the
g;oc:s§ ofh mental development. The child’s first notl;(())ugh fthe
:ang Srt 1s that of a vague cor.np_lex whole in which petals aI;t}(l)e y
and < ig}r}r;insfare as yet undistinguished; his first notim; of nu:’
ber is of vague many-ness or plurality; his first geographical
s consist of a vague knowledge of his immediat Vivon
ment, and wl:len later he is introduced to the ge by of
particular region, he starts, or should start, wkh%;%i;i?i};f aé
o

to the fact,
The parallel
s on to the
and that the
on of further

unanalysed unity,
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its general appearance and structure; and his first geometrical
notions are vague ideas of form. The attempt to put exact ideas
into the immature mind can only result, therefore, in the com-
munication of verbal statements. We must be content to begin
with the indefinite knowledge which the child brings to the task,
and to work gradually for clearness and precision.

Indealing with the maxim that bids us proceed from the par-
ticular to the general, we saw that it must often mean Empirical
passing from less general to more general knowledge, to rational.
and this frequently means passing from empirical to rational
knowledge. Empirical knowledge is that which rests only on the
observed facts of experience, but of which we can give no reasoned
account. A boy may know empirically that exposed water-pipes
burst after a hard frost, that a falling barometer portends rain, that
the winters of Moscow are severer than those of London, and that
a spectator at a cricket match sees the ball struck before he hears
the sound of the impact. Rational knowledge, on the other hand,
is that in which such facts as these fall into their places in a more
general system of truth, and are thereby scientifically explained.
If the boy is to reach this higher plane, it can only be by having
the empirical observations marshalled and analysed; and so the
maxim is sometimes propounded that in teaching we should
proceed from the empirical to the rational.

Not only the individual, however, but also the race, is under the
necessity of acquiring a stock of empirical generalisa- ;...

. . . ndividual
tions, gleaned from practical experience, before ~-the and racial

organised knowledge we call science becomes possible; develop-
ment.

and so we are reminded of the maxim, far wider in its
scope, that ‘‘ the education of the child must accord, both in
mode and arrangement, with the education of man considered
historically ”.  This doctrine is connected with the biological
theory of recapitulation, whose general purport is that *‘ the series
of forms presented by the individual organism during its develop-
ment from the original germ to its perfect condition is a short and
compressed repetition of the long series of forms presented by the
ancestors of this organism, from the earliest periods of the so-
called organic creation up to the present time *’. It would appear,
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nation, a dynasty, 2 monarch, a Parliament, legislation, the ad-
ministration of justice, taxes, civil and foreign war ’*.! Now, 4n
arrangement of this kind might suit an adult who, though almost
as ignorant of history as a child, has yet had considerable ex-
perience of life, and, having kept his eyes open, is prepared to
assimilate this array of abstract notions. But the teacher who
adopted this plan of introducing a child of nine or ten to the
study of history would almost certainly fail.

these that he must be he
field of history.

gradually be ins}nuated as the course of instruction proceeds, but
they must bide their time. The teacher who begins with Casar
and the Druids is so far right at least, that he has shown truer
insight into the nature of the child. '

The method we have exemplified is sometimes described by
Follow sayving that it obeys the maxim that we should follow
nature. nature. A glance at the dictionary shows that the
word ““ nature " is of kaleidoscopic import, and history shows that
it is indeed a word to conjure with, in the realm of educational
theory not less than in any other. Sometimes it means the world
of matter and of blind physical force. At other times it refers
to the condition of the savage, the ‘“ state of nature ”’ signifying
the absence from human' life of all that constitutes civilisation.
It is in the former sense that the word is used when we are told
to leave the young offender to the discipline of nature, on the
principle that the burnt child dreads the fire; and it is in the

latter sense that it is used when education is spoken of as a,

natural, i.e., an instinctive, process, like.'the up-bringing of its
young by an animal.. * As soon as education becomes an art,””
writes Rousseau, ““it is well-nigh impossible for it to succeed.’”
On the contrary, not only is.education an art, but it is a complex

and difficult one, in which, though we take our cue from nature,

' Sir J. G. Fitch, Lectures on Teaching, p. 376.

14

A strong dramatic
instinct, a keen interest in stories of all kinds, and perhaps a

' growing preference for stories that are true—these are the humble
sling and stone with which the child is equipped; and it is with

clped to make his first conquests in the -

Ideas about dynasties and parliaments will""

h
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we aim at ideals which nature does not reveal. The truth con-
tained in the maxim is, then, that we must adapt our means to the
laws of the child’s physical and mental development.' But_ even as
thus stated the maxim must be interpreted and apphed' Wltl‘! care.
The faculty-psychology has encouraged .fhe.notlon that in the
earlier years' the child should be e.:xercxsed in lx.ttle else than sense--
trainipg, that at the next stage, since memory 1s at its l?est—a very
questionable, statemient—he should be burdened with lists of facts.
and names and dates to be acquired by rote, and that last of all

. he should be given the opportunity of cultivating his reasoning

powers. If this is our interpretation of the maxim “ follow
nature,”’ far more harm than good must come of applying it.
Another maxim of method is that in teaching we §hould prefer
the psychological to the logical ordgr. By this is Psychologi-
meant that in teaching a given subject we should ?31 'a?(lj
adopt the order dictated by the law.s of me'n-tal evolu- (?rfjl:rl
tion, rather than that of a systematic exposition of the
subject from first principles. This is of course true, b.ut t:lle;
maxim in question seems a somewhat awl'iward way of stating the
case. The latter method is as psychological as the f‘orn?er, if the
learner happens to be prepared to grasp the first prmglples; and
the former method is as logical as the latter, though it happens
not to be deductive and synthetic. ) o )
One aspect of the general method of instruction is sometimes.
described by saying that we should prqceed from the Whole to
whole to its parts. This is, of course, a short way of parts.
saying that we should begin with the complex unanalysed whole
known to the child, and proceed to make clearer first the parts.
and lastly the whole. There is, however‘, a gooc.1 deal of danger
in applying such a popularly-worfied maxim as this. For example,
one writer infers from- it that in teaching geography to young -
children we should begih with the earth as a globe, that b?mg the-
whole whose parts are to be made clearer‘. But the maxim, cor-:
rectly interpreted, has reference tolt‘he ¢ whole.” knowr{ to the
child, which in this case is the physical surroundings of his hqme ‘
and school. On the same principle we should, in giving an object .
lesson on tea or tobacco, begin with the product as known to the
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for example, that the pre-natal and early post-natal life of the child -

corresponds in-its main features with the lower planes of animal
life, and that the later stages of the child’s development are
paralleled by the places in the series of animal forms occupied by
the higher animals and by man. The correspondence is easily
illustrated in a general way. As the power of speech appears
comparatively late in the child’s development, so it doubtless
appeared in the race just as man emerged from the condition of
an animal. The earlier forms of mental activity in the child, in.
which the ‘life of sense-perception, movement, and instinct pre-
dominate, correspond with those seen in the higher animals and in
the lowest races of mankind. In the savage’s fondness for toys,
in his verbal inventions, in his liking for strong contrasts of
colour, in his taste for gay personal adornment, in his drawings,
in his fanciful fransformations of the objects of sense, in his
readiness to believe in supernatural agencies, and in the nature
and sources of his fears, we find striking resemblances to the
young child.' And in the moral sphere, the advance from im-
pulsive to deliberative action, the gain in self-control and the
passage from external to internal sanctions of conduct, mark the
progress alike of the individual and of the race.

On the ground of this general parallelism some of the followers
The * cul- ©Of Herbart hold that both the selection and the

ture-epoch ' arrangement of the matter of

instruction must be
theory.

determined by the historical stages of human culture
as well as by the stages of the child’s development, and definitive
curricula have been constructed in accordance with the * culture-
epoch ” principle. Of these, excellent as are the suggestions that
some of them embody, it is certainly not too much to say that
they are premature, since the theory that they rest upon is after
all only a theory, by no means established in its details. Besides,
even if the parallel were clear and complete, it would apply to the
whole of human life from infancy to maturity, and to the whole of
a people’s history from its beginnings ta recent times, whereas the
most serious attempt to give a practical turn to the parallel has

' See Sully’s Studies of Childhood, passim.
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. indeed included in its purview the whole sweep of history, from its

i ili nd down to the growth of the modern state, t.>ut
g;lmtltm‘:llc;ﬁ:l:rolfx:\iehas confined itself tﬁ the period of the pupil’s
i ixth and the fourteenth year.
e Xﬁ:iw:'rtx:hiefs‘this halting and doubtful .correspondence were
amended, we should still be compelied to ob]ect. that, whereas t'hc
problems of instruction are functions 9f two variables, of the child
and of the community of which he is a member he:re.and now,
this theory assumes another principle wh.nch, even if it b_e true,
takes into account only the individua} cl311d, and makes hght. of
the present requirements of the civilisation that surrounds hirm.
Though there may be a close parallel between the mfentar powers
of a child and those of his remote ancestors, yet .he is a me_'mbe:r
of a very different society, and the content of his mental hfe is
therefore quite different from theirs. *‘ He finds all around him a

.different way of interpreting the facts of experience, different views

of right and wrong, different conceptions of life and duty;’”’ arfg
it is in the light of these that he must be educated. 'No one wi

deny that Robinson Crusoe, King Arthur, and .'Robm Hood are
suitable for children of seven and eight; but 1t. would be just
as idle to deny the appropriateness of the stories of Florer}llcti
Nightingale and of Gordon. On the vf/hole, we concludc;1 t ah
the parallel between individual ar.nd racial developmen:c, thoug

extremely interesting and suggestive, and though serving as an
additional reminder that we must not expect too much.frqm ?he
pupil either intellectually or morally, affords no safe indication
either of what a child should know and believe, or of what should
be his notions of conduct _and duty. .

The maxim we have just discussed bea.rs upon the selection as
well as upon the arrangement of the material of InStruc- Tpe “ beur-
tion, and so it has led us into a shght. digression from ;lsltl:h:)d
the subject of this chapter. Returning now to the method.
commonly accepted formulas that relate only to the problex:ns of
method, let us note the one that _recommends' us to let children
find out things for themselves, or, in.the fashionable phrase of the

1], Welton, Logical Bases of Education, p. 250.
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?la){, to adopt the ‘¢ heuristic”’ method of instruction. In our
insistence upon the fxeed of beginning with the analysis of the
concrete facts that lie to hand, and of proceeding gradually to
more complete and definite knowledge, we have implied thatyth
child should b.e told nothing that he may fairly be expected te
ﬁ}?‘d out for himself, either by observation or by D ot
this important aspect of methodical procedure

1 3 ma i

out for special emphasis. That telling is not tezc‘::ﬁil b-e St nglej
an old pedagogic saying, though in our da 8 is indee

AEC it i i
forward as if it were an absolutely new gospy Hoometimes put

e ! el. Having admitte:
or rather- insisted upon, its general soundness, we mugst pmlct;zg'
14

howIever, -t0 guard ourselves against possible misconceptio;

" n the ﬁr.st place, the pru?ciple that the pupil shouldpdis::]s;rer
things f'or himself, so far as it is valid, applies to all b .
mstruc‘tlo.n. It is sometimes stated, or at least su ranches of
Fhe principle applies in a peculiar sense to experimge’gfaslted" hat
in a.less degree to mathematical science, and in a still & Sfilence'
to l}tf:rary studies. But these distinctions probabl iis Sapon
traditional and imperfect methods of teaching the la};te . b\fptm
rather than upon any profound and inevitable differenc;ssu K ine
froTn.the nature of the subjects. Guided in part by his revions
tramm_g, the pupil may feel for himself the beauty };f a e, o
may discover for himself the peculiarities of an author’ e, o
may collect and arrange in an original fashion the mate : IStYIe,' o
essay, or may formulate for himself an arithmetical r'l‘la_slfor an
syntactical rule; and if so, he is being taught b p“ullflp? o
methoqs just as surely as if he had discovered foryhi C;Jfl'lSth
belonging to biological or physical science e fact
of.the relative values of science and litera.tu
spirit of inquiry,

inference; but

rTh.ls is no question

e in i

. but between dogmatic instructionp;r?fin C;:mg e

site, whatever the particular subject of instruction ma EOPPO'
In the ne.xt place, let us avoid all wild statements toyth g

that the pupil must be told nothing and must find out ; ef.fect

We may all demur to the contention that if, say on sor:verymmg.

. g e ‘questi
of experimental physics, a boy * does not believe the sta(.lterselnotr;

of his tutor—probably a clergyman of mature knowledge, recog
, -

nised ability, and blameless character—his suspicion is irrational
s

w
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and manifests a want of the power of appreciating evidence ’;!
for the point at issue is, not the boy’s attitude towards his tutor,.
but his attitude towards science, and his suspicion would be simply
a healthy consciousness that the evidence offered him is not of
the right kind. It is quite a different thing, however, to commit
ourselves to the extravagant proposition that the pupil is to be
independent of the teacher, or at least that the duty of the latter
is done when he has provided materials for investigation. ‘‘ The
best of teachers will tell a class some fact in natural history, when
he might have taken them into the ‘fields to observe it for them-
selves. The fact is wanted then and there; to observe it directly
would cost half a day; to omit all mention of it would betto omit
a necessary qualification of an important principle which is being-
worked out. If we are to make our natural science absolutely for
ourselves, we must be prepared to spend some centuries upon it.”’?
Yet scarcely less than this seems to be implied by those who
enunciate, in season and out of season, the proposition that the
child should be placed in the position of an original discoverer.
Such a statement is made in reckless disregard of patent facts.
The man of Science or of letters approaches his problem with that
mature knowledge or ripe scholarship which guides him in choos-
ing his facts, and in framing and verifying his hypotheses. On
the other hand, the child’s ** apperception masses '’ are scanty and
ill-organised, and so the teacher’s business is, not to leave him to-
fumble his way as best he can, but to give him just as much help
e eco——_y . . .
a5 will enable him to make real and encouraging progress in the
paths of simple research. Moreover the schoolboy, unlike the
original discoverer, is only t00 ready to jump at conclusions and to
make hasty inferences; and unless he be carefully checked and
Zuided, this tendency will result in a sort of training the very
reverse of that which is contemplated by advocates of purely
“ heuristic *’ teaching. An exception may of course be made in
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the case of the boy who shows originality. ‘ But originality is a 2
rare gift, while imitation is almost universally found in children. \g

And the two have a closer relation than is cemmonly supposed.

1 Todhunter, The Conflict of Studies, p. .17-
: L. C. Miall, Journal of Education, Jan., 189s.

‘En-a
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ought to approach the questions of arranging and presenting the
subjects we have agreed to teach.
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CHAPTER IX

THE ORDER OF STUDIES AND SEQUENCE OF LESSONS

““ It is necessary to determine with the greatest accuracy which of the con-
stituents of instruction is fit for each age of the child, in order, on the 'one
hand, not to hold him back if he is ready, and on the other, not to load him
and confuse him with anything for which he is not quite ready *’—PEes1p ZZt.

THE two practical problems to which we have to address ourselves
in this chapter are, first, at what point each of the various subjects
shall be begun (if at all) in the pupil’s school career ; and, secondly,
in what way the topics included in each subject shall be ar-
ranged and distributed throughout the years of school life. We
shall refrain from offering definite and detailed schemes, drawn
up in tabular form, for every type of school; and shall content
ourselves with setting forth those general considerations upon
which all rightly conceived schemes must ultimately depend. No
schoolmaster .who understands his function will need, or will in-
deed readily tolerate, that his detailed syllabuses should be drawn
up by another hand. At the same time, no schoolmaster can afford
to ignore the application of the broad principles that underlie
a good syllabus. Those principles, depending partly upon the
nature of the subject and partly upon the nature of the child, were
illustrated in the preceding chapter. It is obvious, too, that we are
thrown back upon such ascertained facts of the child’s development
as those discussed in the latter part of Chapter V, and the reader
might do worse than revise that chapter before proceeding further.
We will begin with the teaching of the mother-tongue. It will
again be convegient, as in our discussion of the SCOP€  EncLisn
of school studies, to consider in turn each of the five Lancuace.

distinguishable elements into which this branch of instruction may
be resolved.

179
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Qus

4¢ So fa‘r ﬁ-oq} being antagonistic, we may even go so far as to sa
- ~that'u__n:£t:a_j.__mnmis one of the surest stepping-stones to originalit y
Putting aside, pérhaps, a few cases of rarest genius, we shaii ﬁrz,d
that most men who have made their mark in letters, art, or science
have passed through an imitative phase as a definite st’age in thei;
-development. We must not carry the heuristic theory to extreme

7 but must remember how potent is the influence of exam‘lé h "
great is the value of wise demonstration.’’? P " v
‘ We come here upon a distinction which is sometimes d
petwefm intellectual training and intellectual disci; line A”LW“
is tr.ame.d when he is led, step by step, through aproc;a £ el
vestigation or proof; he is disciplined when he ils) wired to
vf:llscover for himself the steps of the process el
is the more valuable exercise whenever it is i)ossible but thi
need not blind us to the value of the first. The’ 1}1 1his fact
follows infelligently the course of an argument—sa :}?mer‘WhO
a geometrncal praof—is at any rate gaining insight in};o tEeStepsh o
1}: exemphf;es, and by gradually accustoming himself to the rt:l:::hgg

e may afterwards be able to apply i

Training and discipline as here dsgn};dlth:\?::gtgu::% li]rfw o
th.at we have generally used them as convertible termscort:lmo‘n
will now be seen that discipline involves more than t,ralirlllitnglft

The actual proc f i H
both. process of teaching usually involves a good deal of

Clearly ‘the second

W .
e must end, as we began, our consideration of these maxims -

Summary Py Dointing out the com
-of the y mon thought that underlies

of the them. Each of them regards knowledge from the

point of view of the growin veloping mind

. g and de ping mi

and exhibits some aspect of the way in which the nlatulral cotll se’
r

-of mental growth should influence the presentation of new k
ledge. At t.he same time each of them reminds us ‘t";atnci?;_
_teacher who is master of his subject will have in view a Systematliz

arrangement of the parts of that subject, irrespective of the needs

of the learner, beginning with the si '
of ; » be 4 simplest and m
notions, and building up in deductive fashion a body (:)sft c%frr:;;:):

! Lioyd Morgan, Official Report of Nature-Study Exhibition P. 146
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and detailed truths. Analysis is to be followed by synthesis; the
¢ psychological "’ order, which adapts the material of instruction
to the child’s growing mental powers, is to be followed by the
¢ logical »’ order, which unfolds the parts of the subject in the
manner seen in its perfection in the mathematical sciences; the
concréte must precede the abstract, but armed with the latter we
must re-attack the former; particular facts must precede general
truths, but these must then be used so as to throw light upon
hitherto unexplained particulars; the complex must be resolved
into its simple elements, but out of these the complex must be
rebuilt; the method of discovery must be followed by that
synthetic treatment towards which all discovery tends.

The maxims we have considered are popular and, it must be
confessed, somewhat loose and unscientific ways of Remarks on
stating some of the chief contributions of psychology the forego-
and logic to the theory of teaching, and their signifi- "8 maxims.
cance can hardly be fully grasped by one who has not made a
serious study of those sciences. Nevertheless they may be made
a valuable means of enabling a young teacher to rise above the
level of imitation and empiricism, for at least they draw attention
definitely to the more general aspects of teaching, and they illus-
trate clearly the ways in which theory may be expected to help out
one’s rule-of-thumb practice of the teaching art. To do this ser-
vice, however, they must be carefully guarded and interpreted.
As we have seen, they may somewhat easily be understood in
wrong and even in contradictory senses.

Depending partly upon the pupil’ natural way of acquiring new
knowledge, and partly upon the logical characteristics of the know-
ledge to be acquired, these maxims embody the principles which
ought to pervade our treatment of the problems. of method. It
may justly be alleged that they do not carry us far towards a
solution of the practical difficulties of the teacher. But this is true
in a sense of all comprehensive principles whatsoever. The fact
is that these general formulas do not pretend to afford definite and
detailed guidatce.  Each of them draws attention to some one
general aspect of the learner’s attitude towards the thing he learns,
and together they serve to indicate the frame of mind in which we .

11
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The art of speaking English clearly and audibly, highly im-
Speaking, Portant though we hold it to be, will not assume an
independent position in the curriculum, but will con-

nect itself with other branches of teaching. The child of six or
seven may be assumed to have acquired a fair command of spoken
English, the quality of Awhich has been determined mainly by the
~ influence of his home. Few cases will arise, however especially
in the primary school, in which trouble taken to secure (’iistinctness
and accuracy of speech will be thrown away. All lessons in
which the children take an active part should be utilised for this
purpose, but the reading lessons, especially during the period
from seven to ten, will furnish the best opportunities, at least if
reading be taught by an intelligent method. At all’subsequent
stages, both in the primary and in the secondary school, teachers
should resolutely set themselves against slovenly and in,articulate
speech, whether in reading and reciting, in answering questions
or in oral translation. When a second language is begun, thé
scope of this part of instruction will be widened and enri(,:hed
At what po.int 'the child should begin to acquire the art o%
Reading. ~ rgadmg is a question upon which opinion and practice
(1) Early (_ilffer. V\{e may safely say, however, that the tendency
lre::gps i js to begin too soon. Few children are ripe for the
ng. use of intelligent methods of learning to read before
the age of five or six, and few will be the worse, even when school
life ends at fourteen, if reading lessons be entirely postponed
until the sixth or seventh year. At any rate, three preliminar
conditions should be satisfied;!|The child should be able tz
speak fluently 4 his general intelligence should have so far de-
veloped that he will be able to perceive similarities and differences
of sound; and he*should have had so ‘many interesting stories

rea'"a. to him that he begins to be touched with an enthusiasm for
getting stories out of books by his own unaided efforts.

The main purpose in the early lessons is, of course, to get the
Alphabetic  child automatically to associate visible signs with
method. spoken sounds. The old-fashioned method of doing
this—the method which found expression in the spelling-books of
a former generation—began by teaching the alphabet in the cus-

-
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tomary fashion, and then proceeded to build up combinations of
two, three, or more syllables. Little regard was had to the real
difficulties presented by our irregular orthography, and the forms
presented were often meaningless to the child—the syllables be-
cause they had no separate existence, and the words because they
were beyond the range of the child’s vocabulary. A more funda-
mental defect of the ** alphabetic method ”’ was, however, that it
did not materially assist the learner in his chief difficulty; for the
repetition of the sounds ‘‘dee-oh-gee,’’ at the sight of a certain
trio of letters, affords, to say the least, only a dim and indirect
clue to the sound of the word ‘“dog '’. The fact that tens of
thousands have learned to read by this method shows of course
that the indirect clue eventually becomes sufficient, but the pro-
cess is often a long and tedious one. ‘‘ Phonic’’ methods are
designed to remove this error of principle, by teach- Phonic

ing the sounds of the letters instead of their names, methods.
reasonably ignoring the theoretical objection that some of the
consonants are voiceless. The practical difficulty remains that
English spelling is extremely irregular, but this is got over by
confining attention at first to words of regular spelling, and by
the use of distinguishing marks or colours to indicate different
sound-values of the same letters. So greatly, however, have some
teachers been impressed with the difficulties of irregular spelling,
that they prefer the *‘ look-and-say ’ plan, in which « o0 and-
the child begins by learning to recognise simple words say "

‘as wholes, without reference in the first instance to the method.

letters or sounds of which they are composed. The great defect
of this plan,‘ if it were adopted in its entirety, would be that every
one of the hundreds of words the child must learn would be
treated as an independent object; the advantages of noting simi-
larities and differences would be in great measure left to chance,
and the child would not quickly acquire the power of solving
difficuities on his own account. The ‘‘ syllabic ’’ method is that
variety of the ‘‘look-and-say '’ in which the child is first taught to
recognise syllables, and afterwards to combine these into words of
two or more syllables. The objection to this plan is that such
meaningless vocables as -ot, -et, -ut, have to be learnt at the



+182 . The Principles of Education

outset, As worked out by its thorough-going advocates, it is
doubtless an admirably systematic arrangement of the subject, but
it becomes a dull business for the child. The secret of this lies
inthe fact that it breaks the canons of method discussed in the
last chapter, since it prefers the synthetic to the analytic treatment,
the ‘‘ logical >’ to the. ‘‘ psychological ’’ order.

Without entering upon details, we may now present a brief out-
A method  line of what would seem to be a sound method. First,
suggested.  let a few words of regular spelling, preferably the names
of common objects, be printed on the blackboard, in connection
with drawings or pictures of the objects, and let these be written
also by the children, and so fixed in their memories. Let this pro-
cess be extended to a few dozens of such words, and let the chil-
dren become so familiar with these as to be able to recognise them
readily when presented at random. A good exercise at this stage
will be to get the children to pick out all the words they know
from a suitable primer or reading-sheet. Sufficient material will
thus have been accumulated for phonic analysis, for which the
time will now be ripe. The force of the letter *“ m *’ for example,
will be gleaned from an inspection of such words as *‘ mat ’* and
““man,” and the children may be encouraged to suggest other
words beginning with that letter. Gradually the regular sound-
values of the consonants, the double consonants, and the short
vowels may thus be acquired. Word-building exercises will be
freely employed, and every reading lesson will be also a writing
lesson. It may be doubted whether a regular system need be
carried much further than this; most of the plans in vogue seem
to suffer from over-elaboration. Reading-sheets and primers
properly illustrated and reasonably well graduated, may now be
employed, and the difficulties and irregularities . may be attacked
as they occur. .

So exclusively do the mechanical difficulties of reading occupy
the child’s attention at this stage that he tends almost inevitably
to drop into a monotone, notwithstanding the fact that in ordinary
conversation he is by no means a stranger to the arts and graces
of “effective delivery. Hence, when he begins to read fluently,
say in his ninth or tenth year, it will be necessary to insist upon
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due regard to emphasis, pause, and modulation of the voice. To
this end we should choose the matte{- qf the regdl?g lessons so
that it shall be interesting and well within the ?hlld.s comprehgn-
sion, and we should then encourage him to exercise his imagination
h ing.

v ir\!ft::-a(tihegpupil has mastered the mechanical side of the art of
reading, and is able to get the thoughts of a book (2) Later
without assistance, he should still have frequent prac- gnsﬁrel;(cigfgn
tice in reading aloud, but the exercise will now be n &
taken in connection with other studies. In particular, the reading
exercise in the primary school will tend to become also'a lesson
in literature or in history; and in the secondary s?hool it should
be borne in mind that good reading aloud is an {ndlspensable con-
dition of the effective study of an English clas§1c. o

The usual plan has been to introdupe the child to writing after
he has made some.progress with 'rfeadmg; Locke went vT&;r%Lng.
so far as to recommend that writing should be post- cought pari
poned until the child can read well. In our own day, passu with
the best teachers agree that these related arts of_ ex- reading.
pression should be taught in close connection, either 'fhe script
or the printed characters being used at ﬁr§t, and the omitted ones
introduced later. Each exercise then remforcgs the‘c?ther, and
the element of bodily activity, so promineflt in writing, lends
an added interest to the concurrent instruction in re:%dmg. ,T}Te
passage from the printed to the script character, or vice versd, is
not found to present any serious difficulty. N

As in the teaching of reading, so in that of writing, we are met
by two contrasted methods of procedure—th? syr_lthetxc Analytic
and the analytic. The former was embodied in the and syn-
old-fashioned copy-books, which began with rows of ::::g:od .
exercises in the making of strokes and pot-hooks, and .
proceeded afterwards to combine these elements into letters, and
Jetters into words. The analytic plan begins with whole words.
The former aims at a somewhat rigid accuracy from the first;
the latter requires us to be content at first with f:omparatively
unsightly performances, accuracy and neatness being grgdually
obtained. The former is excessively mechanical, and so is apt to
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!)ecome- wearisome. The latter is capable of being made quite
interesting, especially when, as we have recommended, it is con-
nected with reading. It may be conceded, however, that teachers
of large classes, where individual attention is necessarily slight
should give the children special practice in the formation of lettersr
This practice, if it follows the attempts at whole words, will acquire
an interest of its own. It should be added that at this stage the
blackboard is the best instrument of teaching, since the process
?}:115 to be imiltated as well as the result; and that copy-books, if
ey are used at all, s i
iy , should be regarded simply as a means of

As soon as the child is able to write well, this exercise, like that
of readm_g, will disappear as an independent *¢ subject » and will
connect itself with other branches of instruction. Néatness and
legll?lhty should be insisted upon at all periods of school life : in
particular, the early practice of rapid note-taking should not. be
allowed to ruin the pupil’s style of handwriting.

The Chara_cter of the earliest language lessons will be deter-
Composi- mined by the child’s ability, acquired in the home, to
tion. Oral sQeak with greater or less accuracy and fluency. '1"his
fi?)r:.pw- “il}l be the point of departure in the infant school or

Kindergarten, where linguistic instruction will take the
form of extending the child’s vocabulary and cultivating his power
of speech. ’Ijhe means employed will be conversational lessons
based upon pictures, natural objects, and passing events; and th(;
oral reproduction of stories, the pupil being helped and ’corrected
by the teacher. ) As soon as the child is able to write, these efforts
at oral composnion will be supplemented by exerciseys in dictation
and transcription, which will give practice in punctuation and in
the use of capitals. Instruction of this kind will be appropriate
to the first year of the primary school course, or to the transition
class between the Kindergarten and the secondary school. From
Written the ninth to the thirteenth or fourteenth year, oral
exercises. com.position will increasingly give place to vg:ritten
work. For this purpose abundant material will be furnished b
the pupil’s personal experiences, which may sometimes be se);
down in the form of a letter, and by the coliateral instruction in

.
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literature, history, geography, and nature-lore. During this period
more formal exercises should also be given on misused words and
phrases, and on the construction of sentences and of paragraphs.
From the fifteenth year onwards practice in composition will take:
a somewhat freer form. The pupil will be shown how best to
choose, to sift, and to arrange his materials, and to work them out
into the connected form of an essay. Not until a year or two has
been spent at this kind of work will he be prepared for that syste-
matic view of the principles of composition known as the study of
rhetoric.

In the foregoing remarks we have designedly omitted all re-
ference to systematic or formal grammar, because G

. . v . rammar.
opinions differ considerably as to the time and manner When
of introducing this part of linguistic instruction. As shouldit
an example of this divergence of view, we may con- be begun
trast the recommendations of the American Committee of Ten
(1892) with the course in the mother-tongue laid down for the
Prussian higher schools. The former would provide, during the
period from the ninth to the twelfth year, for ““ oral and written
exercises in the correct employment of the forms of the so-called
“irregular ’ verbs, of pronominal forms, and of words and phrases
frequently misused,’’ but are of opinion that “ the study of formal
grammar, with drill in fundamental analysis,”’ should be taken up
““ not earlier than the thirteenth year of the pupil’s age,’”’ that ““ it
should not be pursued longer than is necessary to familiarise the
pupil with the main principles,”” and that ‘¢ probably a single vear
(not more than three hours a week) will be sufficient’’. The
Prussian scheme, on the other hand, provides for regular instruc-
tion in grammar during the first four years of the secondary school
course, beginning at nine years of age. From the parts of speech,
the simple sentence, and strong and weak inflexions, the pupil
proceeds to the compound sentence, and word formation, and
finally, at the age of twelve or thirteen, to ‘‘ a comprehensive
survey of the most important grammatical rules *’. The difference
between the two schemes turns partly perhaps upon the fuller in-
flexional system of German, especially as the teacher in the
German classical school is directed to adopt throughout the same
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‘terminology as in Latin. Still, a preliminary study even of English
grammar is undoubtedly a great advantage where the pupil is
-destined to learn at least one other language, and the American
scheme seems to overlook this advantage. The best conclusion
for the English primary teacher appears to be that, for the
 sake of pupils who are to proceed to the study of another
language, some instruction in the essentials of formal Eaglish
grammar should be begun not later than the tenth year, but that
for the sake of the rest this instruction should be of a practical
nature, it should assume inductive forms, it should be brought into
«close connection with exercises in composition, it should not
-occupy a definite position in the time-table for the ‘whole year,
and, above all, it should not degenerate into a dull routine of
parsing and of tabulated grammatical analysis. .
The small child’s first introduction to’ literature is usually,

ENGLISH whether we wholly like it or not, through the nursery
LITERA- rhyme and the fairy-tale. From the first he gets his
TURE.

Tt are ea.l.rly 'notions of rhyme and rhythm; the second ushers
in the pre- DIM into that world of romance and adventure in
reading which, if he be not unfortunate, he will never cease to
period. find occasional refuge from the commonplace side of
life. Nor need we be alarmed if the child of four or five appears
to live in an atmosphere of romance to a much greater extent than
can ever be the case afterwards, for, as was pointed out in an
tarlier chapter, this is, in a very special sense, the a

: ge of imagina-
tion and make-believe.

In the later years spent in the Kinder-
garten or infant school, and, in the two or three following years,
until the child is able to read fluently, literature will be continued
in the form of story-telling. Abundant material is at hand in Greek
and Celtic legend. Tales from the Odyssey, the myths related in
such books as Hawthorne’s Tanglewood Tales, and stories of King
Arthur, will all be laid under contribution. At this stage, too,
what is usually called history would more appropriately be called
literature; stories will be chosen from Grecian, Roman, and
English history, not yet in the continuous form of true history,
‘but each presenting a graphic picture of the doings of one of the
world’s heroes. Poetry, chiefly in the form of the simple ballad,
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and connected as much as possible with the stories, will also be
mdx(:etdl;e next stage, from about the tenth to the twelfth year, the
child will so far have acquired the art of re.admg as to g e
be able to get his literature from the book itself. The ""“1'} t;:, the
regular reading-book, consisting.of extracts, and de- tr:,:r
signed-to give progressive practice In reading al'ou.d, T
should now be supplemented by other books of a d:stm_ctly literary
character. The general aim here is not to set .the pupn.l ta.SkS, but
to give him pleasure. The development of an interest in literature
as such is now the all-important thing. Hence the Emvyxsdom, not
to sav the absolute impropriety, of using the compnlz’tfxons known
as science ‘‘ readers,”’ domestic economy ‘‘ readers,”’ geography
¢ readers,”” and the like; as a rule these productions possess not
the slightest literary distinction, and at best they are attempl:s to
teach through books what from the nature of .the case c.:ann(;tb e ls<o
taught.! We repeat that at this stage tbe prime funcnon”o ;)o',s
is not to yield information, but to yield pl?asure.' klncgs ey’s
Heroes, Lamb’s Tales from Shakespeare, Defoe’s Robmsm,l rusoe;:
the ballad of Chevy Chase, Macaulay’s Lays, Tennyson’s Egocd
Arden, Browning’s Pied Piper and How they B_roughct the G oold
News, may be cited as instances of sgltable material. are shou
be taken that, whilst real literattlxre is selected, we do not aim so
hi iss the mark entirely.

h]glllna:hzon:;ltszfagi, carrying us to the end .of the fourteenth year
or thereabouts, the same general course will be PUr"  From
sued. The main object will still be that of evoking ;;v:::; ;o
an interest in some of the best that has been thought a
and written, strict regard being had to the taste and undefstandmg
of an average boy or girl at this age. The qrdnnary reading-book,
consisting of extracts in prose and verse, will now be abandoned,

i under the spell of the doctrine of correlation

1. Some ﬂ?OUghit:tﬂ isw:::]s}" misapplied), maintain the crotchet that these

{which at this p‘;) ce on the old *‘ readers’’ of the purely literary sort.

hocks are o }? v:J‘\:lr(:::aders " most science ‘‘ readers,”” and all domestic

Many geograpdgrs " are i,ntolerable. Historical reading-books are on a

‘fi‘i:;g::){ fol;?ng "since at this stage history must he a quasi-literary
$]

subject.
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and will be replaced by complete works, or extracts sufficiently
long to possess an interest and unity of their own. It will be a
great gain if some of the works are selected because of their bear-
ing upon other parts of the curriculum, and especially upon
history ; but we cannot make this the sole basis of selection with-
out injuriously narrowing the scope of the boy’s literary training.
A few of Scott’s novels, such as [vanhoe, Kenilworth, and Quentin
Durward; much of his poetry, such as Marmion and The Lady
of the Lake; Longfellow’s Evangeline and Hiawatha; some of
Shak(j,speare’s historical plays, which we may with clear literary
consciences freely edit for the purpose; Goldsmith’'s Deserted
:;z(lalaﬁaengr;domeveller—these are exa}mples of material which, in
hands a capable teacher, will evoke lasting interest in
genuine hte:rature. But much depends upon the teacher’s power
and _enthusxasm. If he can provide the necessary stimulus, the
reading done in the school may without difficulty be largely su’pple-
mented by that done at home and during holidays.
We now enter upon the final stage of literary culture, so far as
Literature the school is concerned. In the middle and upper
}Ertmhi upper forms of the st_acondary school we may suppose that a
T secure foundation has been laid of general interest in
literature for its own sake; and the time has now arrived when
something may be attempted by way of critical appreciation. The
field of choice now becomes embarrassingly wide, and w;a need
only' say that the books selected should be 'representative of suc-
cessive eras in the history of literature, that again they should
as far as possible, be brought into helpful connection with othex,-
studies, and that above all they should be works whose literary
qualities the teacher himself will take a real pleasure in unfolding
and illustrating. Manuals of literary history will be eschewed
though a succinct view of great periods and notable works wili
now have its use. Nor will books of extracts, ranging from
Beowulf and Caedmon to Tennyson and Stevenson, serve any but
a purely ancillary function. Nothing can take the place of ’com-
plete works, a few of which will be studied very carefully, whilst

many others will be read, either at home or at school, with less
minute care.
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When we pass to the consideration of other languages than
English, we are confronted by a variety of important ForeieN
questions falling within the scope of the present Lax-
chapter. At what age should a first, a second, and a Questions
third foreign language be begun, if at all? Which of at issue.
these languages should take precedence, if more than one is to be
learnt? And what should be the characteristic features of the
course of instruction at each stage\ of school life? To these
questions the answers of the exponents of existing practice are by
no means unanimous, and, as we have before remarked, it is a
main function of educational theory—which, after all, is only an
obstinate effort to think clearly about the problems of educational
practice—to judge between such answers.

Upon one point there appears to be a consensus of the best-
informed opinion. When the curriculum is to include Order of
more than one foreign language, it is a bad plan to takingup
commence teaching two at the same time. At least one languages.
vear, and preferably two or three, should elapse before the second
is begun. In this way we prevent confusion of ideas, and are
able to allow the liberal share of time which is so necessary in the
earlier stages of learning a new language. It is true that in many
of the preparatory schools that fulfil the function of nurseries to the
great public schools of England, Latin and French are both begun
when the boy enters at eight or nine years of age;’ but the wiser
course is followed in the German higher schools, where the second
language is postponed until the third school year. In both, how-
ever, as in all schools where the Renaissance tradition still holds
sway, Latin is begun when school life begins, at nine years of age
or even earlier. But there can be no doubt that one of the most
significant and far-reaching reforms in secondary education is the
present tendency to abandon this tradition. For special reasons
which need not detain us here, reform in the great English public
schools is doubtless a distant vision; but elsewhere there is an
unmistakable tendency to postpone Latin until a modern language
has been studied for at least a year or two. Those who prefer to

1 See Special Reports, vol. vi., pp. 189, 232.
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abide by the old ways would do so, partly because they hold
that the parent language should logically take precedence, hut
chiefly because they are nervous as to the future of classical
scholarship. On the other hand, distinguished advocates of
Reasons for reform are proving by actual results that such fears
E(;sttigoning are groundless;' and, they rightly point out that.the
. logical order is not always the best order for teaching ;
that in fact a language which can be attacked colloquially, an(;
which is spoken by a neighbouring nation, is far less remote from
a small child’s interests than Latin can be. They argue, too, with
great cogency, that if the first steps in Latin are t(; be ’taken
mtellxgently, we must have as a basis such a knowledge of the
essentials of English grammar as cannot have been acquired b
young children; whereas instruction in a spoken language is bette}:'

conducted at first without reference to grammar. Finally, the-
b

postponement of Latin simplifies the solution of a difficult question
of _organisation in those secondary schools which receive from the
primary schools children of twelve or thirteen, who have hitherto
recenyed no instruction whatever in that language; and even whe

a child enters the secondary school at ten, the fact that the choi .
of Latin often constitutes a crisis in his the

school career
delay advantageous. 4 makes the

We conclude, then, that a modern language should come first
gtf :;Eiatnage and that in most cases that language will be French.;'
langx:agge The next question is at what age the study of this
should be  language should begin. Two conditions ought to be
begun. fulfilled. = First, the child should be able to speak his
own language fluently, and he should have learnt to read- and
write.3 'Secondly, his range of ideas and sympathies should have
50 far.wndened—partly as the result of simple lessons in geograph
and history—that he may now be expected to take an interest i[}‘:
the manners and customs of a foreign people whose historical and

* Cf. Special Reports, vol. vi., p. 241.

* Many, however, would put German first.
on Secondary Education, p. 21.

® The case of a child brought up to s
whether in a bilingual district or in a bili

See, e.g., Cookson's Essays

peak two languages from the first,
ngual home, is not here referred to-
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political connections with his own are close. These two conditions-
being fulfilled, the one relating to the forms of language, and the
other providing the material most appropriate for the new linguistic
exercises, the time is ripe for beginning the study of the foreign
tongue. In more specific terms, we may assume that the second.
language should be begun as soon as possible after the tenth
birthday. The child passing to the secondary from the primary-
school at twelve or more will of course ‘be nearly always at a
disadvantage here, but this is a case calling for special organisa--
tion, in a small school by re-classification, and in a large school
by means of a parallel form.

The point at which a second foreign language may be intro--
duced cannot be:determined by any general rule, save [ .
that, for reasons already given, it should be preceded - (ion of a
by at least two years’ intensive study of the first. Thus, i*econd
supposing French to have been begun at ten years of. anguage-
age, a second language would be begun not later than the thir-
teenth year. In a school where some tincture of the classics is-
regarded as essential, this language would of course be Latin,
indeed some teachers would introduce Latin for all alike at this.
stage, on the ground that, even if it be dropped in a couple of
years, at least no harm will have been done. In a first grade
school, where the leaving age is eighteen or nineteen, a third
language would be begun at about fifteen years of age, and, since
the time for legitimate specialisation has then arrived, this langu-
age would be Greek or German or Spanish or Italian, according’
to the pupil’s needs.

In the brief account of current controversies regarding the scope-
of instruction in modern languages which was given in  ¢gyrse of
Chapter VII, we could hardly avoid some reference instruction
to the sequence of lessons, but this point now claims in French.
further attention. In the present state of opinion and practice, it
is impossible to give even 2 bare outline of a scheme which would
in all respécts command general assent. One can only point to a
plan which has been found to work in practice, and which seems
to accord with what we know of the child’s mental development.
The first stage may be taken to cover the first two years of the
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«course; and the most important and characteristic result to be
looked for at its close is that the pupil should be able, within
certain limits of vocabulary, to comprehend the language when
spoken, and readily to answer questions put in it, without mental
translation. After preliminary practice in the sounds of the lan-
guage, the course of instruction will begin with these ends in view.
Most teachers prefer to base the exercises upon pictures or other
visible objects, but some would make the reading-book the basis
of instruction. In either case the pupil will be thoroughly exer-
c;sed. in recognising and reproducing sentences, in answering
questions put in the foreign tongue, and in writing passages from
dncta'txon. He will also get frequent practice in accidence especi-
fally in the conjugation of regular verbs, and will be led’to I:mte
important rules of syntax; but this practice will be essentiall
mfluctwe, and will be connected with the oral instruction Duriny
thls. first stage, at least, translations from the mother-t;:m ue :
avoided, since these interfere with the general aim. Thegsec;1 f(f;
stage may occupy another two years, from twelve or thirteenz
fqurteen or fifteen. It should now be possible to dispense entir 10
with the use of English during the French lesson. | Conversatiloe)i
practice of a freer and more extended character, not dependin u
«closely upon the contents of the book; the more systematic stgucsio
of grammar, the way for which will have been paved by the rev'y
ous work, and the introduction of translations from Englis}? intl‘
French will be the chief features of this stage. The work of thz
final stage will depend upon the number of years it is destined to
last, but in any case it should include free written compositions
both in the essay and in the letter form, and the study of ds muc}’l
of French literature as time will allow.

The order of instruction in the classical languages is a problem
The course  that has a much longer history behind it than the
in Latin, others dealt with in this chapter, and so the business
-of the modern teacher of classics is to improve upon traditional
plans rather than to break new ground. To John Sturm, rector
of the gymnasium at Strasburg, during the years 1538 t,o 1583
belongs t}.me di.stinction of having embodied the Renaissance i?lea,l
of education in a definite working scheme. The end proposed
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was a masterly command of language, Latin being the language
in which that command was to be acquired; and so thoroughly
<id he devise the practical means of attaining that end, that what
is understood as a classical education has clearly borne his impress
ever since. He desired that the pupil should enter school at six
or seven years of age, remain there for ten years, and then go to
an academy for five years. ‘¢ Of the ten years, eight are required
for gaining purity and perspicuity, two for adding the graces of
style. Readiness and skill in adapting words to things are the
business of the five academical years. . . . Of the ten forms, each
one has its special work. The youngest boys are taught the
Latin name of everything they eat, drink, see or handle in play-
ground, school or church. As they rise in the school, the quantity
of Latin text read is much increased. The practice of com-
position is incessant. The elder boys write exercises daily. Verses
are begun in the fifth; the upper forms transpose odes of Horace
and Pindar into other metres, and produce poems of their own.
In prose, the fifth form re-translate from German into Latin, and
wompare with the original. The upper forms turn Greek orators
into Latin, and Latin orators into Greek. . . . They write themes,
descriptions, and letters, and declaim with or without verbal pre-
paration. They also make careful written translations. . . . On
Sundays they turn German catechism into Latin. . . . To gain
colloquial readiness, all the boys speak Latin, even the obscure
little Teutons in the dim regions of the lowest forms. The masters
are forbidden to address them in German. The boys are severely
chastised if they use their mother-tongue. . . . A first fault may
be pardoned, but contumacious use of the mother-tongue is far
too grave an offence.’”’

Such was the scheme upon which secondary education was
largely modelled during the three succeeding centuries, in England
as well as in Germany. The ideal to which the system gives expres-
sion has been on the whole discarded, and this change has found

! Parker, ** On the History of Classical Education,” in Essays on a Liberal
Education. Sturm’s scheme is outlined by several English and American
writers, e.g., Barnard (German Educational Reformers), Painter (History of
Education), Browning (Educational Theories),

12



104 The Principles of Education

expression in a widened curriculum. Even in schools. where
the Renaissance ideal is still a force to be reckoned vs.nth., the
problem is profoundly influenced by the fact that L'atm.ls no
longer a spoken language, and that the plan of 'teachmg it con-
versationally in the early stages, though occasionally adopted,
hardly affects the issue.
As we have seen, the general effect of these changes has been
a tendency to push forward the age at which Latin is begun. We
assume that the pupil commences this study at twelve or thirteen,
and that the ultimate aim is, not a practical command of the
language as an instrument of communication, but rather the
comprehension, based on accurate grammatical knowledge, of at
least a few of the easier works of Roman literature. Now these
two circumstances make all the difference in the method to be
employed in the earlier stages of the course. The pupil is now
no stranger to systematic grammar, and there is no objection in
principle (as there would have been at the age of nine or ten) to
taking him through a grammatical course, shorn of everything
inessential, and mingled with such exercises as will help to im-
press the forms and rules. A skilful teacher will make much use
of inductive methods. Indeed he may copy the ‘ natural ’ method
so far as to base his teaching entirely upon a specially prepared
reading-book, summing up at convenient points the grammatical
knowledge acquired.! But on the whole the method employed.
unlike that appropriate to a modern language, will make straight
for a knowledge of the grammatical framework of the language,
and the acquirement of a vocabulary that shall be useful for
literary purposes. The exercises and reading matter will be con-
structed with these ends in view. After this preparatory work is
accomplished—and it is said that boys of twelve or thirteen can
make sufficient headway in a twelvemonth—an easy Latin author
will be attacked. Thenceforward, books of progressive difficulty,
both as to matter and language, will be read, grammar will be re-
vised and amplified, frequent practice will be given in the translation
of unseen passages,and moreattention will be paid to pointsof style.

* See E. A. Sonnchschein’s -paper on * New
of Latin,”" in Special Reports, vol. viii:

er Methods in the. Téach&ng
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So far as the primary school is concerned, history must mean,
mainly, though perhaps not exclusively, a biographical 1;510xy.
‘and narrative treatment of the story of the child’s native (1) In the
land. The order of instruction that would naturally 5:}'1'3;"'
occur to a historian is that which begins in the lowest Three plans
class with the earliest times and ends in the highest contrasted.
class with the present time; and so British history is sometimes
divided into six (or fewer) chronologically consecutive portions,
which can be treated, commonly in connection with the reading
lessons, in the several classes of the school. It has been objected
to this arrangement that the earlier periods are never treated in
any other way than that which befits quite young children, and
that recent history, reserved for the highest class, is never touched
at all by those children who leave school at the minimum age.
And if it be objected in turn that any other order must violate the
sequence of events, the answer is that in the earlier stages sequence
counts for little, since the pupil is not ready for real history, but
only for detached historical pictures treated in a literary spirit. A
concentric plan has therefore been proposed, whereby great land-
marks of British history, selected from its whole range, are dealt
with from the first, but in greater numbers and with greater detail
and precision as school life proceeds. This plan clearly avoids
some of the difficulties of the first; but some teachers hold that
the repetitions it involves tend to detract from the interest of the
subject. A third proposal is that the course should be chrono-

-logically regressive, beginning with the present day and going

backwards. It is contended that as geographical instruction

properly begins with what is nearest, so should historical. But
this is a superficial application of the principles discussed in the
last chapter; for the question is, not what happens to be near
the child in time or place, but what lies near his interests. His
geographical surroundings certainly do interest him, but the politi+
cal and social events of his time do not. Picturesquely related,
the doings of the heroes of history will appeal to him, whether they.
lived ten years or a thousand years ago; and so there is no need

from the teacher’s point of view to adopt an order which a hiss
torian would call topsy-turvy.



196 The Principles of Education

We conclude, then, that in the first three years of the primary
A course course (from seven to nine or ten) the children should
suggested.  have stories told them connected with the more in-
teresting and important events of our national history, and not
confined either to the earlier or to the later periods. These
stories should, since children are more concerned about men than
about institutions or events, be chiefly biographical; Simon of
Montfort, King John, and Nelson will form better subjects for
lessons than The First Parliament, Magna Charta, and the French.
‘Wars. In the following years a history of Britain, simply but not
childishly written and well illustrated, should be used as a reading-
-book, and the main outlines of the great periods should be taken
in chronological order, care being taken that the children shall
generally have gained some clear notions of Queen Victoria's
reign before they leave school. In the higher primary school,
historical instruction might fitly be confined to the social and in-
dustrial progress of recent times.
Up to the age of fourteen or thereabouts the order of historical
(2) Inthe  mstruction in the secondary school must of course be
secondary  similarly determined by the needs of the pupil’s grow-
school. ing mind, though its range will be wider. The }
§ . ¢ home
or the preparatory school should have laid a foundation of vivid
historical narrative, in the shape of picturesque biographies of the
greatest men of different periods. At what precise point this first
stage should end, and the more formal and systematic treatment
of history should begin, is a question upon which the opinions of
experienced teachers differ; but we may perhaps safely say that it
should not be postponed further than the eleventh year.! During
this second stage, which will last till the fourteenth or fifteenth
year, the instruction must still take the form of graphic story and
stirring narrative, the personal element will still be of paramount
interest to the pupil, and the teaching must be characterised by

' This is the point fixed by the curricula of the Prussian Hj h 1s
The late Prof. Withers suggested ten (Teaching and Organ igber Schaols.

. g isation, p. 187).
The American Committee of Ten placed it at eleven, or at latest t\;/eYve (Iéz’-
port, p. 170).
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life and movement. The text-books used at this stage should be
written ** poetically much more than philosophically, with much
liveliness of style and force of painting, so as to excite an interest
in the persons and things spoken of.”’* The third stage carries us
forward to the work of the highest forms, when the pupi! should be
introduced to the more serfous kind of study in which judgment
and reflection are called for. Text-books will be partly replaced
by historical classics, such as Macaulay’s Essays and Burke’s
Speeches. ‘‘ The pupil may be taught to notice from time to
time the various criteria of a credible narrative, and by the rule of
contraries to observe what are the indications of testimony ques-
tionable, suspicious, or worthless; . . . to trace back institutions,
civil and religious, to their origin; to explore the elements of
national character,”” and generally ‘‘ to know what to look for in
history, how to judge of it, and how to apply it.’"!

So much for the spirit that should pervade the several stages of
historical instruction in the secondary school. What now of the
matter to be taught? As we have seen, its range should be wide,
so that the charge of insularity may not so justly be laid at the
door of the English secondary school. The stories for the pre-
paratory stage should be drawn from European as well as from
British history. Thereafter, the wide range of the instruction, and
the varying aims of schools of different types, will naturally give
rise to divergencies in the arrangement of the course. Some will
prefer to throw the stress at the intermediate stage upon English
history, in which case the general condition of Europe should be
kept steadily in view, and to reserve Roman and Grecian history,
together with special portions of modern history, for more advanced
treatment, and for the closing vears of school life.? Others would
include both ancient and modern history “throughout the course,
so that each stage may constitute a survey of the whole field from
the different points of view indicated above.?

The old-fashioned plan of arranging the course in geography

' Dr. Arnold, Miscellaneous orks, pp. 3509, 360.

* Cf. Findlay, op. cit., p. 236 and Appendix II.

* Cf. H. L, Withers, op. cit.. p. 180. Cf. also “ Curricula of Prussian
Higher Schools,” in Sadler's Special Reports, vol. iii., pp- 290, 291.
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was that which began with the most general aspects, i.e., with the
GEo- elements of astronomical geography, proceeded to the
GRAPHY. treatment of the greater divisions of the earth’s surface,
and finally descended to the smaller portions. The cardinal vice
of such a plan is of course its assumption that the child is a small
edition of the man, and that, therefore, his needs are met if we
take this subject as it appears to the geographer, and divide it as
it stands into a number of parts corresponding to the successive
periods over which the study is to be spread. That ‘* geography,
like charity, should begin at home,” is now, however, a common-
place of educational theory and practice. It is true that this
formula has shared the fate of most others of its kind in being
applied without discrimination. To say that we should proceed
from school premises to town, town to district, district to county,
thence to country and continent, and finally to the globe, is merely
to travesty a sound principle. When, by a course of Heimatkunde,
those elementary notions have been acquired without which effec-
tive instruction is impossible, and when sense-data have been
supplied which may enable the learner to form mental pictures of
distant scenes, the time has come for giving the child an approxi-
mate idea of the world as a whole, and of his own place therein.
In other words, the time has then come when the logical ”* order
becomes as ‘‘ psychological ”’ as any other, and is therefore to be
preferred. ,

The first stage of geographical instruction, which may he taken
Its first in the child’s seventh or eighth year, will include notions
stage. of distance and direction, with special reference to the
school premises, and will pass thence to a consideration of the
card.inal points, the course of the sun in the heavens, and the
mariner’s compass. The plan of the school and playgrounds will
t}.1en gradually be constructed with the children’s active co-opera-
tion, and S0 t:hey will gain their first idea of a map as representing
relative positions and distances. Then will follow the plan of the
town or city, or perhaps of surrounding roads and farms, first in
broad outline and afterwards in fuller detail.
geographical terms might be explained, as far
reference to the locality,

In the next year,

as possible with
and with the help of a relief map, which
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should be made in the classroom. Special attention should be
paid at this stage to the hills and valleys, rivers and drainage. The
next step will be to work these details into a physical map, draw:n
on the blackboard or on stout paper; and so the pupil will gain
the further notion of a map as representing heights as well as dis-
tances. A rapid comparison may now be made' of the map of the
cotinty with that of England, that of England w1t}§ {hgt of Europe,
and that of Europe with the globe, whose great divisions can now
be pointed out. This brings us, say, to the end of another year’s
work, so that in the third year the more detailed geography of
England and Wales may safely be attempted.

During the next few years, from ten or eleven to thirteen or four-
teen, the order is dictated by considerations of inte'rest Second
rather than of inherent difficulty. In this country it is stage.
natural that we should go on to a comprehensive survey of the
chief British colonies, and then of those countries of Europe with
which we have close commercial or other relations. The more
important political divisions of the remaining cpntinents, z.md
especially the United States, might then be studied, care being
taken, however, that the general features of each continent are
understood before the smaller divisions are dealt with. Concur-
rently with the course in general geography, the elt?mentary truths
of mathematical and physical geography must recetve some atten-
tion; for example, the causes of day and night and of the cycle of
the seasons can now be made intelligible, and material will have
been gathered for a special study of climate and its influences.

We are thus brought to the end of the primary school course,
between which and the preparatory and lower forms of Final stage.
secondary schools there is no reason for divergence
with regard to this subject. In the higher forms geography will
reappear under one or more of various special aspects—historical,
«commercial, physical and mathematical—according to the general
«course pursued. Except in the case of boys preparing for business
life, it will usually lose its substantive position in the curriculum,
and will be revised in connection with other studies.

Nature-study, understood in the sense indicated in Chapter
WII., will be commenced in the Kindergarten or infant school, and
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will be continued in the primary or preparatory school. In the
NATURE- carlier part of the course, say until the pupil is about
Stupy axp  Nine years of age, the selection of matter will be dict-
ScIENCE. ated entirely by the idea of securing the child’s keen
First stage. i iterest in the works and ways of nature. Elementary
studies of familiar plants and animals, illustrated by examples
actually before the pupils, and conducted whenever possible amid
the creature’s natural surroundings, will form the staple of the in-
struction; and to these will be added simple observations of
earth and sky, wind and weather, there heing no necessity at
this stage to treat physical geography as a separate study.
There need be no attempt at being systematic, and at strictly
following a prearranged course. In choosing subjects for lessons,
the tcacher will be guided by the accessibility of material, by
the changes of the seasons, and by her own knowledge and
tastes; the main object being to beget in the children an intelligent
interest in natural phenomena. The lessons will be freely correlated
with language, literature, and drawing; indeed the nature-study
will frequently form the basis of the instruction in these branches:

The next stage takes us on to the eleventh or twelfth vear. The

Second instruction here will be in the main similar to that
stage. which preceded it, but it will now become more con-
nected and systematic, and will include, on the hiological side,
casy comparisons and classifications. It will probably be wise
still to select most of the material from plant and animal life, since
.these are‘of paramount interest to children, and since studies which:
1avolve simple observation are more appropriate at this period than
those which involve accurate measurements. Well illustrated les-

sons on common minerals, systematic records of the weather. and
some observation of the heavenly bodies, will

) also form excellent
material.?

During the last two vears of the ~primeiry school course, and at
Third stage. the correspondl‘ng period of the secondary school
. course, the pupil may rightly be expected to become
mter‘ested In a systematic introduction to experimental science, in-
cluding physics and chemistry, with which may well be connected

! See Scott's Nature-Study and the Child, chaps. xiv. and xv., for detailed
suggestions regarding courses for primary schools. ’

T
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experimental geomctry and mensuration. The course may, and
should, be framed so as to be sufficiently self-contained for those
who do not pursue science any further, and so as to form.at the
same time a suitable foundation for those who .do. Boolfs will plgy
a very slight part in the teaching; demonstrative experiments will
be more important ; but (in higher elementary and §econdary schools
at least, though for ordinary elementary sch.ools this must remain to
a great extent a counsel of perfection) the life and soul of the stufiy
should be the actual performance of the experiments by the pupils
themselves.! Notwithstanding the more fundamental character of
chemistry and physics as an introduction to a scientific course, andA
their use in practical arts, some teachers, influenced by the general
character and aims of the school, by their own preferences, and
perhaps by the difficulty of providing apparatus ar_ld lab.orato'ry,
prefer to occupy their pupils (and especially girls) during this period
with a continuation of the earlier work in botany and zoology. In
any case, it would be well to include some instru?tio.n in human
ph'ysiology and in the simpler conditions of .healthy llft’: in Phe home.

From the age of fourteen or fifteen until thf& termination of the
secondary school period the pupil who continues 1o ., stage.
study science will, on the basis of the foregoing wo'rk, _
undertake a more definite and systematic course in prep.aratlo.n
for the university or the technical college. '.I‘he. great aim will
now be to give a more thorough training in scientific methgd, and
to transform the uncertain and spasmodic curiosity of childhood
into an abiding enthusiasm for scientific pursuits.

The best way of giving small children their first notions of
number is one of the most interesting of pedagogic Ariru-
problems. Three methods present themselves for METII"C"H'
examination, and we mgy miigely call them the (1) Early
“ figuring,”’ the ‘' fiy N

A , lessons.
measuring *’' Three

~

identifit® Nmetic with methods
Teth'OdS' Thenﬁr %Nf/ f ex:xmined.
doing sums, dies the dld of com- «Eigur
mitting words tg fVelo l?u learning brds one, ing '’ me-
two, three, etc i& ot really Tear aty and thed.

! The syllabus

eptqd by the Incorporated
may be taken as

ype Yf such a course.



202 The Principles of Education

‘the application of rote-learned tables to formal sums doe.s not
«contribute to a real knowledge of number. We may, without
further ado, brush aside this plan as one of the many means by
which stupidity has been artificially induced in chilt.:lren.
Thoughtful teachers have long understood this, and have
4 Fixed sought methods which do not have the effect of reducing
«unit * me-  an otherwise bright child to despair as soon as he hears
thod. the word ““ sums ”’. The most popular of these, elabo-
rated by a German teacher named Grube, is that which we have
«called the “* fixed unit ”” method. The first stage of this method
begins by attempting to drive home the notion of unity; it then
proceeds to 2, 3, and so on up to 1o, dealing with each number
'S0 as to exercise the child in all the four elementary operations.
Each number is ** compared *’ with all its predecessors, large dots
being employed by way of illustration, and afterwards other ob-
Jjects.  The number 6, for example, is ‘‘ compared *’ with 1, 2, 3y
4 and 3, in all possible ways, so that there emerges an elaborate
scheme of relations. No new number is dealt with until ‘“ all is
~«lone that can be done ' with the previous number. The second

‘stage proceeds from 10 to 100, each number being ‘‘ compared
In succession with the numbers from 1 to 10.

In some respects this plan is clearly an advance u.pon the verbal
Its merits, 200 haphazard teaching that we have described above.

It employs objects that appeal to the senses; it takes

1 nt the connection between the fundamental operations;
1t puts notions before symbols

; it avoids the mistake of working
too soon with high numbers, and it is ‘surely a model of order
-and of painstaking thoroughness. Nevertheless it is certainly not
the final .word of pedagogy regarding early lessons in number.

For, in the first place, its principle of arrangement may well
Its short-  be challenged. To proceed slowly from 1 to 2, 2

comings-to 3, and so on, arriving at 10 in the course of
a twelvemonth,

: nth IS to ignore the patent fact that the child’s
counting activity far outstrips the use that is thus made of it. The
-advantages of the decimal system of notation and numeration are
wantonly sacrificed ; and it ig falsely assumed that ¢ doing all that

-can be done ’’ with the number 13 is a simpler business than doing

‘into accou
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something with the number 30. ‘Furthermore,. the mefth(;:fd'a_ttem;ts
100 soon to bring to full consciousness the.ldeals oh w;:‘onoﬁon
ratio ; the notion of nine things }s.not.more dlﬂ:l?;i t t1 ax;I et;}:at n
of eight, but the notion of division 1s more difficult t ab[:a o o
addition. In the second place,‘ the method errs in mbgr ning
with the fixed unit, and regarding each sElccessvae nuber rasa
mere aggregate of such units. The truer idea o nur? r is that
of a ratio obtained by applying to a vague, ugme?ﬁﬁ:}ehas o
certain unit of measurement; and s0, after tde chi as learnt
to ‘count, each number should be introduced as andominoes)
whole (illustrated by such de\_nces as the pmfnts (l)n Jomino n:
to be made definite by rhyt.hml?’al processes of ana ysl:sn measui]ed
thesis, ‘¢ parting and wholing . First the \lzagtltxle, Lnmeasured
e e o and subiraction of its parts—this is
hole, and the addition an C ) : -this
:}L:;et(iu‘z ordér of presentation. A gifted writer, iIn a (taryt(;flxls{ E:lttlﬁ
daughter’s progress, says: 1 };]aveu:izr;rssomaen\zeet) ys z; e
the five cubes I use to teach n , e oy g
play with them D.’s 'atterftlon is kep; up, e o e
she can do with certainty is to count rorr;1 on o e
1 got her to make two columns, one of three  tosethor.
had no notion how many cubes there we
‘:‘7;\%(})1:3: “It ::ied Count ! she counted one, ,E:vo, ;hre:,.lir;zl ::lxz: grl:,
o the e WaSI qIf:mef l')ezgﬁge:ce: but’I:coethae1 teacher’s lacl;
: ild’s lack of In , .
E?tsl:ﬁl.thw}}:}lflds}:ould the poor child be expectged to get f:he xtf.hon
five out of the separate notions three and two: If th(ei 'v: 12§§
had first been presented and counted, and then parte (;n ot3 1
2, the relation 3+2=3 would probably have appeared not only
cleas I?Ut mewt?eble;)ints to a further fault of the method we are
.0011;g;ii§;?r?1§me}])y, its assum_pt'lon that numerical relaticl)lnst alx;e
a direct property of objects, hke_form and colour, z.ind that the
objects need only to be looked at in prder that numerical relatl.o?s
amay at once emerge; whereas it 1s we who put number into

' Quick’s Life and Remains, by Storr, p. 326.
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objects for our own practical purposes. The five cubes were
there, surc enough; but the idea of five cubes was not therefore
in the child’s mind. That must come, not by gaping at the objects,
but by censtructively using them. Concrete objects before the
senses do not necessarily mean concrete knowledge in the mind,

Critics of Grube’s method are, however, apt to introduce too:
early the idea of number as the ratio of one quantity to another
quantity taken as unit. If arithmetic is to be taught intelligently,
this idea must be brought out as early as possible. But we must
remember that a child’s first notion of number is gained by
counting. It has been suggested that the root of this accomplish-
ment lies in the bare idea of succession, as experienced in breathing,
in walking, in the ticking and striking of the clock, and so on.
Next comes aimless unintelligent counting, often accompanied by
movements, and often denoted by any words indicating order,
e.2., by the numerals irregularly placed. Next, this series idea is
applied to objects; and here a difficulty arises, for the child
usually confuses ordinal and cardinal numbers, calling the third
and fourth objects ‘‘ three ”” and *“ four’’. Now it is just here
that arithmetical teaching should begin. The child should first
be taught to count intelligently, and he should then be led to sec
that counting and measuring imply cach other. The measuring
method gives the child a just conception of number from the
outset, whilst the *“fixed unit ™ method vields notions that are
cramped and inadequate; the former, by the great variety of
simple practical problems in weighing and measuring to which its
intelligent application leads, begets a direct interest in number
for its own sake, whilst the latter compels the teacher to adopt
artificial means of preventing the instruction from becoming a
dull and lifeless routine.

The teacher will confine herself for some time to the numbers
from 1 (0 10; and if at the end of the child's seventh vear

he has acquired, on the principles above indicated, a working
knowledge of the simpler relations of th

ese numbers, good progress
has been made.

! ‘ [t must be remembered, however, that counting
will be carricd beyond this point, and that three tens or three
hundreds are not more difficult notions than three cubes or three
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marbies. The plea that the child is unable' to realise hundrec?s
of objects means only that he is unable to picture them, and this
is as true of adults as of children.

The next step will include a more formal.stl‘ldy of the numbers
up to a hundred. Here the elementary principles of (2) Later
our decimal notation and the notion of the local va}ue (f?:gl:lq)ore
of figures may be taught. The rule of subtrz%ctloln lgsson&
will present the chief difficulty, b_ut the use of simply .
devised apparatus, and the avoidance of the unmeaning terms
““ borrow '’ and “* carry,’’ will help to clear the way. The r_nu!tlplx-
cation tables meantime will have been bt‘sgun, but they will in all
cases be constructed before being committed to memory. In the
period from the eighth to the eleventh year, the: slmpl.e and com-
pound rules will be taken. Careful gr?d‘u'at]on w111. l?ere be
necessary; for example, in teaching Iﬁong division such dlwslors ]as
-1 and 91 are morc easily dealt with than 17 and 19. In t?e
twelfth year, fractions will be taught fo‘rmally, though e]e‘mentm);
notions of fractions will have been insmuate‘d much earlier; anc
lastly, decimals and proportion, together with as muc.h of com-
mercial arithmetic as seems necessary. Int(? the det:flls ‘of this
later instruction we need not here enter, and if thg carlier 1nstruc5-
tion scems to have been discussed at disproportionate length, it
is only because this is the stage which calls for the greatest care
4 skill.

d“dI; determining the point at which algeibra is best begun, we
must make a distinction similar to that which we have N
already made between intfoductory and forrpal or what
systematic science, and similar also to Fhat which re- pl?:uol(ji l;e
mains to be made between the prehmm.ary and th ;egun'
svstematic course in geometry. There is no reason (@) Pre-
\{/hatevey why the pupil, when he begins the study of }:(r;r:;(r)lrc::y
formal algebra, should be a stranger to the language of. s
symbols. For some occult reason, teac}}ers and examiners havt_e,
until quite recently, set their faces against the use of' algfabralc
symbols in the arithmetical course—surely a ﬂagfant'wolat}on of
logical continuity and even qf common sense. It is des.lrab]e,
during the study of arithmetic, to familiarise the pupil with the
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use of literal expressions and of algebraic language in general.
The teacher may advantageously introduce the simple equation i
the study of proportion, of the more difficult problems in analysis
and of percentage and its applications. The designation of posi-
tive integral powers by exponents may also be taught. Avoiding
the introduction of negative numbers, the pupil should be drilled
in easy problems like the following : If one stone weighs p pounds.
and another weighs q pounds, what is the weight of both together ?
If a square table is o feet long, what is its area? If a yards of
cloth cost b dollars, what will ¢ yards cost? Such exercises
should grow out of similar ones involving numerical data ”’.* In
ways like these the pupil in the primary school may, at any rate
during the last two years, extend his conceptions of number, and
prepare the way for a possible study of formal algebra.

That study may be entered upon in the thirteenth or fourteentt
(b) The for- year. The pupil’s success will depend in the first in-
mal course. stance upon the intelligence with which he has learned
arithmetic; it cannot be too strongly insisted upon that the best
introduction to algebra is a thorough grounding in the principles
of arithmetic as distinguished from mere readiness in computation.
The beginnings of formal algebra are apt to be made unnecessarily
arid and meaningless to the pupil; but the skilful teacher will
avoid this by the early introduction of simple equations and
problems. In doing so he will find it necessary to depart from
the order of most of the text-books, which should of course be
regarded as servants, not as masters.

As regards the period of its introduction, geometry is on a very

Geomerry, different footing from algebra.
(a) Early
rotions.

1 Relations of space,
like those of number, are so fundamental in their

. character that simple geometrical notions are rightly
introduced into the Kindergarten course. Unfortunately, how-
ever, Froebel’s educational philosophy suffered from an excessive
symbolism, the effects of which are plainly manifest in the strong
geometrical bias observable in his system of gifts and occupations.
The more progressive Froehelians are beginning to see that this

! Report of Awmerican Committee of Ten, p. r11.
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mental twist of the great reformer has influenced to far too g_reat a
degree the essentially excellent work that has b(fen QOne in the
training of young children. The cus?omary exercises in the fold~.
ing and cutting of paper and the laying of tablets, based as they
are on geometrical forms, are premature, bec:ause. for the present
they lead nowhere. The child of seven or eight is too young to
enter upon the course of concrete geometry to which such exer-
cises should naturally lead. Up to about the eleve.nth ye:.ir a .
knowledge of geometrical forms A§hou1d be communicated inci-
dentally, in connection with drawing fmc.l nature-st}xdy, but no
separate provision should be made for it in the curriculum.
Somewhere about the eleventh year, Yvh’en ruler and compasses.
may appropriately be placed in the child’s hands, a (p) Co,t,crete.
course of concrete or practical geometry may well be geometry.
begun, which should serve the double purpose o.f 'preparfngb 1sor_ne-
pupils for later mathematical work and. of providing suita le ln-'-
struction for the pupil whose education is copﬁned to the primary
course. The chief facts of plane and solid geometry will bev
taught, not as a rigidly demonstrative system of 'truth, b}xt by
measurement and experiment : it is here rather than in the Kmd.er-‘
garten that paper-cutting, paper-folding, and cardboard-modelhtng
have their true place. The instruction shf)uld be cox.mech.c i
with arithmetic, drawing, and elementary science. In his thir-
teenth or fourteenth year-—apd in most cases it is a (? Izemon-
great mistake to begin ea.rller—-the pupil n;]ayh enter Zeroa rr::zlfry.
upon the study of theoretical geometry: w ether or o
not this shall be based upon EUClld.lS. a questno'n that we have
already touched upon. In any case it is not desirable that prac-
tical and numerical methods should even then be abando.ned. .
There exists a fairly close parallel between the teaching of
reading and that of music. ]'ust‘ as the literary train-
ing of the small child should begin, by way of §u1tab1e '
stories, before any attempt is made to teach him to r(?ad, so his.
musical training, by way of suitable songs, shou.ld be in a.dvance-
of any instruction in musical notation. “.A]l investigations of
the phenomena of music and song among children,’’ says a writer

usic.
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on child-study, ** seem to indicate that folk-songs and the cultiva-
tion of music by ear come first, not the artificialities and notations
of the school. Song should be free and fitted to the child mind **.?
In Germany and other Continental countries school music appears
to suffer through neglect of systematic instruction in sight-sing-
ing,? but in our own country the spread of the sol-fa system has
perhaps resulted in premature attention to this. It is more than
doubtful whether any attempt should be made to initiate average
children under eight years of age into the mysteries connected
with the sol-fa syllables; it is enough at this stage that they should
learn simple and pretty songs, and that their sense of tune and
rhythm should be cultivated in  connection therewith. From
about the eighth or ninth year onwards, elementary instruction in
time and tune may be given, but it will be some years before the
progress made in the mastery of musical notation

to cenable the pupil to sing at sight a song
and it would be a mist

will be enough
of ordinary difficulty,
‘ ake meanwhile to choose the songs so that
they include only the elements of notation t
At ten or cleven years of age, two-part songs can he introduced
h.ut itss very doubtful whether they ought to be much cmp]oye(l,
since they have the effect of strengthening an undesirable tcndenq:
in some children to the use of the ¢ chest voice . At least, good
unison songs, and. especially those of the national and folk, type
:shouk'l be learnt.  When the sol-fa notation has been employed’
1ts principles should be applied to the explanation of the element;
of the staff notation-—a
.flttention in primary schools. In secondary schools, there is an
interval during which boys’ voices are less available,z for singing
purposes, but in the upper forms of the best schools—thanks
largely to the labours of John Farmer and others—the practice of
good voc'al music is continued to excellent purpose,

Drawing, like language, is part of the child’s instinctive tend-
ency to self-expression, and so the slightest observation of the ways

of young children makes it sufficiently clear why drawing is by

hat have been mastered.

. F. Chamberlain, The Child, p. 183.
ee J. S. Curwen’s School Music Abroad.

1 .
2 Q
>

point which has hitherto received scant
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common consent regarded as one of the leading occupations of
a well-conducted infant or preparatory school. But pgawne.
when we examine the means by which it is sought Farly
1 essons.

to utilise this tendency for the promotion 'of the (a) The
child’s education, we find serious differences in cur- synthetic
rent practice. We are again met, in fact, by. the old plfm-
contradiction, already exemplified m.the teaching of reading apd
writing, between analytic and synthetic methods, between the point
of view of the child and that of the a(?ult. Some V{Olﬂd set.the
young child drawing perpendicular, honzon@al, and diagonal lines
on slates or paper ruled in squares, and then proceed to ﬁg.urtfs
or patterns formed by combinations of. f:hese. The hanfi: it is
said, is thus trained in nicety and precision, .and the eye in dis-
cerning degrees of variation from the perpendicular or horizontal,
and in judging distances. This course would be followed, fr.om
the seventh to the ninth year, by a similar course in the dra:wmg
(with or without ruler) of lines, angles, Paralle]s ar.1d sm-lple
right-lined figures. It will be seen that this methqd is devised
from the adult point of view; we desire thf:\t the child should.as
quickly as possible draw firm and steady lines, as a preparation
for more advanced work. The drawing-master’s lines and angles
play the same part as the writing-master’s strokes e.md poth'ooks.
in the hands of an exceptionally capable teacher,‘ quu.:k to win _the
sympathy of children, and apt at introducing variety into technical
exercises, lessons of this kind are of course redeemed to some
extent from their native dulness; but in most cases such teachm.g
must become lifeless and wearisome, because, as we shal'l see in
the next paragraph, it ignores the supreme condition of. interest.
The attempt has been made to mend matters.by b_asmg early
lessons upon the ellipse rather than upon the right line and the
circular arc, since the child’s ﬁrst s_cnpblmgs are seen to take an
elliptical form; but the synthetic principle her_e remains tfxe same.

Broadly contrasted with the method which, beginning with
drill in the elements of form, works' at once for rigid (p) The
accuracy, is that which begins with whole objects alnalytic
familiar to the child, is content at first with perform- P2%
ances-that ®re often unsightly and amusing, and works gradually

13
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for accuracy. This method evidently takes into full account the
child’s own point of view. The drawings of children from th‘re'e
to eight or nige - years of age, crude as they usually are, exhibit
a curious process of development. The first use of paper apd
pencil results in aimless scribbling ; next comes a stage in .whxc.h
the child’s make-believe propensily enables him to see in his
oddest combinations of dots and lines faithful repre§ematio.n.s of
objects; later, he gives more attention to. the r.elatw(? positions.
and sizes of parts, and treats common objects, including human
and animal forms, in a less unsophisticated fashion.! Eventually,
perhaps in most cases at eight or nine years of age, he begins to
feel the inadequacy of his attempts; and this, to use a cant phrase,
is the psychological moment for commencing instruction in the
art of correct representation, the necessity of such instruction.
being now felt by the child himself. By waiting upon the child's
instinctive tendencies we secure his whole-hearted interest. Those
tendencies comprise what Herbert Spencer means by ** nature,’”
in his vigorous advocacy of plans of teaching which recognise
*“ the spontaneous aticmpts made by children to represent the
men, houses, trees, and animals around them, on a slate if they can
get nothing better, or with lead pencil on paper if they can beg
them,” or, greatest delight of all, with paints and brugh.? .
We are thus confronted with two contradictory plans. Roughly
() A com-  speaking, what we have called the synthetic method is
promise. favoured by those who are anxious to train “ faculties,””
but who do not know children, and have not the feeling of the
artist; whilst the. second plan is preferred by those who know
children, but do not care for what they regard as a precocious.
precision of hand and eye. It is right to add, however, that
teachers in primary schools sometimes feel driven, against their
better judgmeant, to adopt a species of drill in the grammar of form,
partly through a desire to secure palpable and measurable results,
and partly on account of the greater ease with which such a system

! See Sully’s extremely interesting chapter on * The Young Draughts-
man ” in Studies of Childhood ; also Kirkpatrick’s Fundamentals of Child—
Study, pp. 230-42.

# Education, chap. ii.
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is carried out with large numbers of children.

difficulty, which is not in principle relevant to ¢
We may safely say that up to the eighth or ni
should be in the main the free expression, helped oyt by hint and
€ncouragement, of the child’s ideas of objects and events. The
stories which he hears, the lessons On natural objects, and, later,
the simple lessons in history and literature, wij) afford abundant
scope for such exercises. The treatment should he free and bold,

Apart from this
he present issue,
nth year drawing‘

with the free hand and with the ruler, need not be entirely
sacrificed. As a subsidiary expedient, a moderate use of these
exacter exercises may have advantages; but to base the instruc-
tion in drawing entirely upon them is to nip in the bud the child’s
natural tendency to use drawing as a means of expression, and is
therefore to court the worst kind of failure.

With regard to the later instruction in drawing, in the upper
classes of the primary school and throughout the Later in.
secondary school, it must be confessed that existing struction in
schemes are not as a rule distinguished by unity of drawing.
conception or clearness of aim. They usually include, in the first
place, a good deal of freehand drawing of ornamental patterns, of
objects represented in the flat, and of casts of ornament. The
drawing of objects from the flat seems to be a good dea] overdone,
there being no evident reason why the forms of cups and candle~
sticks, leaves and flowers, should be practised otherwise than from
the actual objects. Secondly, we have drawing from models of
regular form, from common objects actually before the pupil,
from casts, and so forth, leading afterwards to representations of
light and shade. Thirdly, we have the freehand exercises known
as brushwork, in which a flexible is substituted for a firm point,
Fourthly, we have geometrical drawing, which, in combination
with the freechand exercises, is made the basjs of lessons in design.
Lastly, there is sometimes added Wwater-colour painting from the
flat and from the actual object.
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From this somewhat loose aggregate of material, it should no
doubt be possible to construct a well-knit scheme of exercises.
Two suggestions at least may be offered. The first is that the
free and inventive side of this work should be cultivated, and the
simply imitative less relied upon. The second is that, consider-
ing the aims of this branch of instruction as set forth in Chapter
VII., the syllabus should not be devised so exclusively from
the art teacher’s special point of view. If it is to be a real force
in a general education, whether primary or secondary, drawing
must undoubtedly be brought into close connection with the
teaching of other subjects, such as history, literature, and science,
as well as with the more general interests of the pupil.

The manual employments in vogue in the orthodox Kinder-
Manuar In- garten are those comprised in Froebel’s scheme of gifts
i:;%'iisﬂg";- and occupations. Highly suggestive as these undoubt-
Kinder- edly are, they must not be regarded (as the Aristotelian
garten. logic and the Euclidean geometry have been regarded
in higher instruction) as an inspired gospel whose very letter is to
be held sacred. If we seek hints towards manual occupations
suitable for young children, we must have recourse, not to the
mere externals of a system which, excellent though it be in prin-
ciple, was yet devised by a mystical reformer who lived in another
country and in another century; but rather to the pervasive idea
of that system—the idea that play stands for the child’s natural
and normal mode of reacting upon his own surroundings. No
one will, of course, contend that a formal scheme of block-build-
ing, tablet-laying, paper-cutting, mat-weaving, stick-laying, and
clay-modelling is of great value as an end in itself. We have agreed
_too, not to allow ourselves to be misled by the plea that tedious
and useless exercises are justifiable so long as they * train the
faculties . The enlightened teacher of infants will therefore find
no definite place in her scheme for ** Gift V.’ or for paper-fold-
ing "’; but she will find a very prominent place for any manual
employment, whether or not it happens to have a place among the
‘¢ gifts and occupations,’’ which has a meaning and purpose, from
the child’s point of view; which helps the child in the outward ex-
pression of ideas that are already there, waiting and perhaps
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struggling for such expression. This is as much as to say that
manual occupations should be brought into organic relation with
the rest of the child’s doings, both in and out of school. Blocks,
tablets, sticks, paper, clay—all or any of these materials may be
pressed into the teacher’s service, so long as they serve the purpose
of enabling the child to express with his hands an idea of his mind.
Such an idea may arise, for example, out of a previous story-
telling lesson; or it may be the idea of some common object which
will help to equip or to decorate the schoolroom or the nursery.
A doll’§ house, too, will furnish endless suggestions for suitable
occupations,

'ManUal employmfants, which have found their way into the
training of young children through the influence of the (b) In th
Froebel movement, and into the training of children primr;rye
upwards of eleven or twelve years of age as an inci- school.
dental effect of the organisation of technical instruction, have been
comparatively neglected in the case of boys and girls of inter-
mediate ages. The omission, it hardly need be said, is entirely,
without justification. The sort of material in which the child is
to express himself will, however, need careful consideration. Some
of the occupations proper to the Kindergarten would be too child-
ish for a boy of nine or ten, whereas he is as yet too young to han-
dle ordinary cutting tools with ease and safety. Modelling in clay
suggests itself as an occupation suitable to his years, and capable
of extremely varied applications. We must again beware of tedious
preparatory exercises of a formal character. There are those who
tell us to begin with the sphere, and to evolve therefrom the forms
of oranges, lemons, apples and pears; to go on to the cylinder,
and to connect therewith the forms of candles, cigars, bottles, and
pencil-cases ; thence to the cube, in whose train will follow boxes,
crosses, and pyramids; and so forth. A certain interest undeni-
ably attaches to exercises such as these, because they are a wel-
come relief from bookish occupations. But they fall short of the
true idea of manual instruction, since they are not closely related
to the general curriculum, and merely constitute, in fact, an ad-
ditional ** subject *’. Clay-modelling fulfils its proper function when
it is connected with geography, history and nature-study. The
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moulding of the mountain systems and river basins,
seeds, the battle-fields and encampments, that have come up for
study in other lessons, exemplifies the true use of a manual employ-
ment—the translation of head-work into hand-work. Cardboard-
modelling and paper-cutting, though inferior in some respects to
clay-modelling, may at times be similarly employed at this stage.

For boys over eleven or twelve years of age, manual instruction
(¢) For is commonly understood to have special reference to
older pupils. wood and metal work. Gardening is sometimes sub-
stituted or added, and cookery and laundr
occupations for girls, but the parallelism is obviously incomplete,
since these are specialised occupations, incapable of many connec-
tions with other studies. Taking woodwork as a typical manual
employment for this period, we may distinguish two or three
different modes of arranging the course. In one kind of wood-
work the process is accounted all-important, whilst the product is
the merest incident. For example, the pupil is for a considerable

ses in making different kinds of

the fruits and

preparatory
ay yield a formal training of hand
t of which *“ sloyd ** is the standard
s reckoned more important ; it is at
e and meaning in itself, either for the
a paper-cutter, a ruler, or maybe a
cle that is fashioned is quite a second-
ation being progressive exercise in the
terials. A plan of this kind is a clear

eXercises, even though they m
and eye. A second plan is tha
instance. Here the product j

ary matter, the first consider
use of certain tools and ma
advance upon the first, and

ome extent according to the
nt of view, however, no form
ctory unless it makes the product
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@ cardinal consideration, and unl'ess, there_fore, %t is brought,fh:e
the drawing exercise, into organic connection wnthI the }:eSt o ; e
<urriculum or with the pupil’s out-of-school life. In }?t er ‘Zo:'a?’
the thing made, whether it be of wood or‘(zf any ot grtrz? 55 éw,
must express an idea which, from the pupil’s 3_\;11;1 iom . esteé
Stands in need of such expression. Dr. Stanley Ha zfls S ggal ed
*“‘ curricularised toy-making '’ for the lower grades o man;xyorl n
struction, merging over, in hégher' sc‘h(])ols,l t:mtiheth?;)nisstr(;lguxb o of
: illustrating scientific principles;
f}?f agﬁ'teistiolm in whicgh we should 10(2( and work for reﬁorm. ;;
must be confessed, however, tbat. the corre]an;)n. o mému.“
training with other departments is in a state of evo utl’(I)\I; an S;ﬁ;xts
not be accomplished in one year, nor by one man. ! e reIt ts
must be obtained by the co—operfmon of al! the ;eac 'exlfs. s
only when the class teacher submits suggestions o artxctisn\:/into
will help his work, and the manfxal-trau.ung teachﬂtr puts] e; | Jnto
form and brings out the principles of construction, een:hn i,est
geometry, and tool practice which the child needs, that the

will be reached.’’ . N
resul?nfti?the child is nine or ten years of age, the main condition
of sound physical development, so far as thxs.depend; g:l:;?ccx:;s.
on exercise, is that he should have amp!e}nmesanh (@) For
room for giving full vent to his natural activity. uc ﬁ?::g chil-
games as he shares in will therefore be of the romgmg : . .
and gambolling order. The.time has not yet arrive 0'1;) 1e a ot
rately organised games in which each player has a responsible par

to fulfil and in which the element of contest appears. Side by

side with this free play it will be well to give a certain am(')llzir}t
of formal gymnastic exercis.e, carefully adapted to t'he child’s
strength.  As was intimated in Chapter V1L, the Swedish SYStﬁ_’;‘
of drill, or some adaptation of it, is very suitable fOl: young' chil~
dren, one of its advantages being tha't no apparatus is necessary.

At nine or ten vears of age the child wxll.begm to take part in
organised games of a simple character, Ieadmg a couple of years

ical Seminary, June, 1¢02. . . )
2‘ SeeHTlgalr‘;gaﬂ?f l;'Ialementary School Record (Chicago University Press),
No. 7.
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later to the universally known crick
{b) For and the like.
older pupils. ynti] he is ab

et, football, tennis, hockey,
As we have before pointed out, it is not
out twelve years of age that the pupil’s.
muscles will so develop as to enable him to become athletic, and
care should be taken to prevent premature attempts in this direc~
tion.? Along with games, gymnastics and drill will receive further
development. Without attempting to decide between the rival
systems of scientific physical training, we may point out that these
exercises should never be carried to the point of undue fatigue,
that they should take place, as far as possible, in the open air, that
they should be performed briskly and precisely, that they should
be designed with a view to all-round development rather than to
mere display, and that they should be made as varied and interest-
ing as the circumstances permit,

exercises, it is exceptionally impo

rtant that every pupil’'s case
should be considered individually ; e o

The con- instruction should in general be distributed through-
struction of Out the years of schoo] life. There awaits the teacher
detailed N

ed however, the further task of
YIADUSES: the smaller portions which ¢
IF is not enough that he should b

dividing the material into
onstitute a detailed sylla-
egin the school term with

bus.

this uncertainty. .
class will be able
he does not know
one who does,.

of the child on the other,
ing to chance or caprice

With reference to gymnastic .
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even to the best of text-books, lest his teaching be robl?ed of the
vitality which comes of putting something of one’s self into one’s.
WOl‘Ikn- planning out the series of sections or ‘‘ method u.niFs '” care-
should be taken that, whilst each of them marks a distinct step-
forward in the mastery of the subject,.the length of the step 15;
determined by the difficulty of the sukfject, and by t.he age a.nd\
capacity of the pupil. The rule of snm‘ple subtraqtlon, for in-
stance, though it may seem to a pedagogxc‘tyro a fair exam‘ple of
what is here meant by a section, really consists, as t}}e expenenced‘
teacher of young children knows, ‘of several sections, each. of
which introduces a fresh point of difficulty. .Agam, the sectxons‘
determined upon should form a cqnnected series, each member of
which goes back upon the preceding one and reaches forward to-
the next; so that they are fitly symbolised, not as A, B, C, ete.,

‘but as A-followed-by-B, B-following-A-and-followed-by-C, and

so on. This principle of continuity takes care'of itself in mathe-.
matical subjects, but it should hqld no less in ot_her branches.
Finally, each section should contain some central idea or th‘em(eij
which ought to be stated in set terms. The danger to be avoide
here is ‘“ woodenness’’. A mere list of the sovereigns w'h'ose:
reigns are covered by the period of hi:story, or of the political
divisions of a continent; a bare numerical reference to the a..CtS:
and scenes of a play, or to the propositions of a geometrical
treatise, or, worse still, to the chapters or pages of a bo_ok, cam‘not
pass muster as a syllabus. A syllabus of historical mstrus:txon
should show the great movements or events that are successively-
to be studied, and the sections of a course of lessons on a play
should make specific reference to the devel9pment of the plot,

A somewhat serious praetical difficulty lies in the way of any-
such ordered consecution of studies as that described A practical
in the present chapter. Our latent assu.mption has 'dl‘ﬂicuity.
been that the several branches of instruction :will be divided and’
arranged so that a definite amount of work is assigned to eacbv
year of school life; and we have further assumed that the' pupil
will generally spend a year in.each successive class, according to.
the prevalent practice in the higher schools of Germany and other-
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“Continental countries. The custom of man

schools is to admit new p y English secondary

upils, without question, at the beginni
zf] dthgf teta}r]m, and toI make promotions from cla;s to classg lal\-!tmtr}:i
¢ term. It is obvious that this plan 1 i
. : end
1es§ rea.dxly to orderly intellectual progress;pand muclsl \l;:)illfd f;f
gam:d ;f public aufthonties, teachers, and parents appreciated th:
great advantage of new pupils bein
| t _ g entered at the beginn;
the school year. Practical reform in this direction is Ifagrldnl?u:g l())f
e

looked for, however until Engli
more. debeitan Orga,n anti nglish secondary education becomes
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-German Higher Schools, * Curricula for German Higher Schools » in Special
Reports, vol, iii., Welton’s Principles of Teaching, and the Board of Education’s
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teaching of the several branches of the curriculum claim the attention of
specialist teachers. The literature of ‘‘ special method *’ has indeed become
S0 extensive in recent years that a moderately representative selection of titles
would fill several pages of this book. For all subjects, except foreign languages,
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piled and issued by the National Froebel Foundation. The list is of wide
tange, and is not restricted to the needs of teachers of young children.

On the teaching of Scripture efficient guidance is afforded by the Institute
«f Christian Education.



CHAPTER X

THE CORRELATION OF STUDIES )

“ Facts and ideas have a real ang useful influence over the mind only
when the mind Systematise - ’

s and co-ordinatesg them with other facts and ideas
as they are produced V—Guyau,

IN the last two chapters we {

General principles that ought
nature of N
problem,

the pupil’s stage of de » and continuous throughout the
Years of schoo] Jife, But at many points in our discussion the fact
haq .forced itself upon our attention that the ordinarily accepted
divisions of the curriculum are ot so independent of one another
as we began by assuming them to be; that indeeqd there is often
a close and vita] connection hetween studies commonly regarded

as distinct. We need, therefore, to survey the curriculum not only
Inits length but also in jtg breadth; we need to attend not only to
the sequence of study i

that subsists bet
taught. In~ other words, SUpposing the scheme of instruction for
a given period to be set forth in tabular form, there will be both 2
horizontal ang 5 vertical connection calling for the teacher’s fore-
thought.

That the Connection hetw,
Obvious of the schoo) sh
need of iti
correlation. H

' ect of that connection would carry us,
anq has carried many, to considerable lengths of absurdity. No
Seérious argument is neege
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instruction should not be regard_ed as so many closed compart&
ments. Yet this absolute separation is exactly u.zhat has h‘a‘ppe;e
in the past—a sufficient proof, if any were required, th?t 01:. in-
ary common sense '’ is not an adequate gu.xde to the. art o dtea.c.t;ngr.
The two intimately related arts o_f expression, readx]ng an l:vn: Zegr;
have been treated as quite distl.nct; the close re atlc];ns leaw -
geography and history, arithmet{c and algebra, have eenll ;gthi
ignored; and the grammars of different languages have calle
Jolity 'd’ by different names. The best writers and teachers
;ZIE: lin(ziaefzd,ylong insisted upon the. more obv’iqu.s instances ';)f
the ;)eed of correlation. That reading and wrxt.mg dshc;luldb i
taught together is by no means a new proposal; an h'ta? sz-
school historians have never neglected tl?ose geograpr 15 ito(:m
siderations without which the facts of history a;e gra l:n a,-ke(};
obscured. In recent years, however, Fhere h.as eetr? a narked
tendency, at least in the sph.ere of pnmary.mstrucdloir:,ma "
phasise and extend the principle of correla.txon, gn y
well to inquire briefly into the causes of this ten ency.1 o
First among these we may place the common Eo'mpa
trowded curricula—complaints that are justified ]) Causes of
“the facts. English primary teachers, for example, ;.(:tc::ttion o
have been wont to groan under the wenghg of some {tentior
twenty so-called ‘‘ subjects ”’. Such a r'equ'ermfczlnt 11): :;tc::,;wded
prima facie a ridiculous one, and there is little gu {1 Crowe
that much has been included that should have been o
omitted. At the same time, it must be co_nfessed tha'tnt is tI:ar.
ticular complaint rests in part upon assumptions that will not bear
investigation. It is often assumed, for example, that grammar
and composition are to be separately treated, wherc?as, as we saw
in the last chapter, the only grammar wort}} .teachmg ina school
is that which bears practicall)f upon composition. S_nmlarly, oral
and written arithmetic, reading and re(:lta"uon, ax:xthmetlc and
mensuration are sometimes separated, both in the tx.me-table and
in the minds of teachers and scholars, though their close . con-
nection is sufficiently obvi9us. It'was long felt by t.h? x;wc?re
thoughtful teachers that this chopping up of: the materia of in-
struction into so large a number of relatively independent portions
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was a mistake, and the
number of *‘ subjects * by
related. The objection

present tendency is to diminish the
bringing together those that are closely

I may, of course, be rajsed that by adopting’
this plan we are lessening only the number of divisions and not

the actual amount to he taught. In practice, however, an ad-
vantage is certainly gained, because where a subdivision of one
of the main branches (say grammar, a subdivision of English) is.

i d separate positi i

; whereas by regarding
are likelier to lay much
€s, according to the re-
whole. For many years,
our primary schools were
» those of eight or nine to

_ cise which needed separate
¢ time-table, and which, by the way, could be
pe'rforme(} only by a course of tedious drill. The sole reason for
this stupid practice was that grammar and
separately ‘‘ paid for '

Parately examined
and therefore Separately taught, Precisely sim y ‘

il c i
to reading and recitation, Fortunately a reac?jlgfl;\nett‘\ So? pg}é
system of grants has resulted in an English course which combines.
the formerly scattered elements.

A second reason for the greater im
(2) Artifici.  correlation is that the negle
ality of the various studies has led
treatment. treatment, and consequentl
bad economy of effort. A noteworthy

seen in that separation of pure from applied mathematics which
has hitherto prevailed,  The contentions of recent crities of the
formal and abstract teaching of mathematics are at bottom largely
an unconscious plea for correlation. They point oyt that the
pure mathematician has gone on his own way, ignoring, in the
sclection and treatment of top; i

in other branches of study, and refusing to
due regard to its practical bearings. He ha

portance now attached to
ct of the relations between
to artificial ang unpractical
Y 10 loss of interest and
llustration of thig point is
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ith examples of an academic
i e text-bOfO lt(lier‘;f e?:lg::srs?y“éesigﬁed tg illustrate processes.
ChﬁraCtel’» mfa o r?: occurrence outside the region _of pure mathe-
Whl(fh are ofra uritg; books being just those Wth}.l rf:duclq to a
e e aV(}>1 s aptly been called example-gx:mdmg. . T}?e
fine art 'Wh'at fajour of closed systems of academic exerC1se§ ,15.
sirong bias mt o, in the long-continued supremacy of Euclid’'s
Shearly scen, t}‘:*’text-book of geometry in this country, to .the
Elemeflts as Lthods which can be turned to greater pra.ctxcal
exgluslm} o hm: branches of instruction. Similarly, in the primary
OSOHy "; Otb ea where it has been taught, has not been approached
schools a{;e o eneralised arithmetic, but has been treated as
naturally fiSd: e%dent ““ subject,”” involving from the first Fl}e
qu&tl? aln ior 01; mysterious sets of symbols, the meaning of which
e it‘g?ten does not remain long enoughﬁ at school to uudte;—
tslt);nfiupll\feantime, arithmetic has puxfsued its own 222‘1[:18)c ha:

s beir uzzled with difficult questions of a comme foohar
boys bemghp e really a bit of technical instruction, lymg or fz
e izt‘r outside the pupil’s present range of effective 1deas‘f
mO%}E hpaiocll:tign of subjects, and the sacrifice of the advantages o
worki:g] at them connectedly, is no doubt partl}lf ?:: 3) Etm?lOY-
advantages of employing specialists an 0re discussed feachers.
most of the instruction to form-masters, a hough the specialist
All that we need say here is that, thoug e

.elsewh.ere-l more and more necessary as we ascend the .e uca-
o o » vet nowhere should he expect to have his own
tional 1z}dder, Hye should remind himself that, after all, the staft
Wfay e:}tlg(():]l};.s or should be, working for a common end, and that
of as ,

i ms which De Morgan was ac-
comed ag e lconttrwr(i:gn:ing: Zt;?);?:clrufor his book of fmthemaﬁm};
c:cs){)(;;nn?g tsh(:e ?gllig\(;jvf;\g omost appropriate motto :—
’ ¢ Deduct what is but Vanitly: 0:‘ Dress,
Or Learning’s Luxury, or Id)gne?‘l,umm beain
Or tricks to show the Stl'e[C)l of h ai;] ,
Mere curious pleasure, or ingeaious p

. . . . L -
'.Then see how little the remaining sum,



224 The Principles of Education

community of aim implies a willingness on the part of each
member to see his subject as a factor of an organic whole, rather
than as an isolated fragment. The drawing-master, for example,
is apt to pursue courses which, though perhaps extremely ap-
Propriate as a technical training for young artists, are not so well
-adapted to the purposes of a general education. It may appear
that drawing can be brought into helpful association with history
‘or botany or physics; and if so he should be ready to recognise
this advantage, so far, at least, as the pupil’s progress in technical
skill permits, ‘
.The f.oregoing pleas for correlation, Suggested as they are by
ne\{ﬂs which every thoughtful teacher has in some measure felt,
will probably, so far as they go, carry conviction to most minds.
Total neglect of the natural affiniti i
undoubtedly increases the emba
<urricula; it shuts out the light wh
another; it leads to artiﬁciality of
it deliberately traing the pupil to ta
4 mere agglomeration of independ
leaves room for diversities of ajm
But We must now consider b'rieﬂ‘y an argument which, notwith-
standing its favourable reception in some quarters, may well give
us patse,

ich one stud
treatment g
ke a false vi

y often sheds upon
nd loss of interest;
ew of knowledge as
ent parts, and, to crown all, it
Where the aim is essentially one.

(1) Her- ference has just beep made

‘ » Some of the disciples of
gazt@: ,of Herbart have based 4 doctrine of correlation which,
octrine N . H .

concentra- Ca,rr’ed generally into practice, would have far-
tion of reaching consequences. Starting from the proposition
studies.

that the ultimate aim of
character—a proposition which we
profoundly true—they easily reach the ¢
humanistic group of studies, abounding as

education is the formation of

€ason to regard ag
onclusion that the
these do in moral

. : » More than this, since
» Will upon desire, desire upon interest,
“circle of thought,” in which * the whole
inner activity has its abode,” it follows that the main business of
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‘education lies here, for a strong character can beé-formed only

by cultivating an extensive andcoherent “”_cirgl: 'Qf th(I)_;xg}';t ”.
“* Those only wield the full power of educat:on, 'says .er]arti:
*‘ who know how to cultivate m.the yout’l,1flul soul :‘1‘ large cxrcte of
thougimt closely connected in all its part.‘c o A -]?pée .%ggregailne :n
ideas floating in the mind must result in'a cha.otxe‘ \\? ,d an n an
irregular planless life; and unconnected groups of i eas,t even
though each group be well-knit. W{thxn itself, must n;eanha ts
a_divided will, whose plans do not ‘hang togethex.', anr whose :c
tend to inconsistency. - The man who k.eeps 1?15 re‘xglous. i :?1?
in one compartment of his mind a‘nd his b;:smess 1: e‘a}s u.xt -
other, is the stock example of what is meant. Lgt t ell tum y.o
the circle of thought” be destroyed, and then farewell to unity

haracter. o ]
andSiZﬁ?g;};ie%fycand inéompletely stated, ate the theoretfcal
grounds upon which rests that extren‘l‘e method o_f co::— :ftfse gtr‘acncal
relating studies known as the plar} of ] concentra‘nm:1 'b- e a
It is thought that the desired unity is .best :att:«,une.d by rou%n
«<ertain study the centre of the msftructu:n-p(l::'nie::su gor%inagong.
: ers round it in positions o greater v : .
gls Zf:}tl:ount of its rich and ethi?n);hlmpoi?:;tthmzen%h:lﬁizgi
including story and legend, is ma e the cen " 5;i5e5 irera
ture is chosen on the ground that it bears upon, of s out y
: istorical instruction; as also are the school songs. Drawing
.;t::i lzfégzzﬁa:gmx:ay be cénnected w-ith thq history:Aofharchll)t_ectt:ura;
styles, and with castles, armour, shlgs, coms, and ot Ier .3 Jecfs ;)
historical interest. Language constitutes the formal side o the
historical material. It is confessgd that when' we come to the
natural sciences and to mathematics graver difficulties stand in
the way of concentration; but the more stalwart ad'vocates of the
plan attempt to surmotnt thes? diﬂicul.tiq.:s by treat'mg geography
as an associative subject, having aﬁimtles b9th thh the humilln
and with the scientific groups, and by regarding nature from the
standpoint of human purposes.

i tion (Felkin’s trans.), P 92; '
; ?:;fe'g:in?!ﬁ'fiﬁ; of (Pedagogzcs (Van Liew’s trans.), pp. ‘105, 106.

14
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As an illustration of the plan of concentration, we may refer tos
Ijiustra- a curriculum proposed for children between seven and.
tions. eight years of age, An adaptation of the story of
Robinson Crusoe is made the centre round which the rest of the
instruction is grouped. The lessons on objects are suggesfed by
the story; the sea, a ship, an island, a raft, are regarded as suit-
able topics. The drawing and the modelling lessons are suggested:
by the object lessons. The children read passages from the story
of Robinson, as well as from a general book on matters discussed
in the other lessons. They write simple compositions on the
subjects of the lessons. Their sums are suggested by the pro-
blems which might have presented themselves to Robinson, and
they may appropriately recite and sing ““‘ I am monarch of all [
survey . .

Concentrated schemes suitable for older scholars are
devised. A series of lessons on the French cam
might, for example, be accompanied b
Ballad of Agincourt and parts of Shakespeare’s Henry V., The
children might write essays upon historical topics that readily
suggest themselves, They might draw ﬁfteenth-century ships,,
swords, and shields, and the equipment of an archer, They might
study the portions of geography suggested by the expedition, and
draw illustrative maps. Arithmetical calculationg might be made
concerning the number of men, the rate of their pay, the supply
of provisions, the prices of food, and the cost of the war, The

similarly
paign of Henry V.
y the reading of Drayton’s.

Another take note of another ion,
plan of has been put forwarq ; i

‘“ concen-  movement in favour
tration % study of natural ph
study, rather than history an

of taying greater stress upon the:
enomena, and which makes that
d literature, the theme of central
ts home in America; it is associated!

interest. This moyement has ;

The Correlation of Studies 227

v

in great measure with the honoured name of .Colonel Parker ;*
and it has found expression in a large body .of literature; some of
which is of a high degree of merit. It is_ pointed out that nature-
study may form the basis of Fhe expressive work of Fhe s'ch.ooli-f-
the drawing, modelling, singing, and much of the linguistic in-
struction; that the reading and literature may be selec'ted SO as to
chime in with the nature lessons; that the connection between
nature-study and geography is close and constapt, a}nd th_at
nature-study furnishes material for concrete work in arlthmetlc‘:.
It is, indeed, admitted, and sometimes even emphasised, that t:hls
is not the whole story; that there are limits to the plan of making
nature lessons the basis of drawing and singing; that reading and
literature must refer to human as well as to nature studies; and
especially that too close a correlation between nature-study and
arithmetic tends to spoil both—the nature lessons by the stress
thus placed upon such details as happen to lenq themselves to .the
purpose of counting and weighing anq measuring, an(.i the ar.lth-
metic by failure to provide for the definite and systematic exercises
so essential in that subject.?

Perhaps the first thought that would strike a te-acher accustomed
to work on orthodox lines, upon a consideration of Remarks on
these schemes of concentration, is that they invo}ve preceding
some danger, to say the least, of the undue exa}Itatlon ?};"génger
of one particular study. The very fact that different of too much
plans are advocated by the ‘‘ Herbartians,” and .by attention to
those who, under the influence of the Froebelian One study.
movement, would make nature-studies the centre, suggests that
these schemes owe their origin, partly at least, to the special
interests and proclivities of those w'ho propose them. This is, of
course, no argument against co-ordmatnon, nor even against con-
centration, when the latter takes the form of making now one and
now another study the temporary centre of the instruction. But
it is an argument for the exercise of due care in
to be influenced by any one-sided scheme.
making' human studies a permanent centra] t

allowing oneself
Some believe in
heme, because of

! See his Talks on Pedagogics.

* Cf. Scott’s Nature-Study and the Child, chaps. xi.-xiii,
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their valuable ethical content; others think that nature-studies
should take that position, because they make a direct appeal to
some of the strongest of the child’s instinctive interests, The
wise teacher will refuse to throw in his lot with either side, but
will not refuse to accept suggestions from both.

It is a striking fact, too, and one which calls for explanation,
(2) Applica- that the most satisfactory examples of concentration

Hility to appear to have reference to the instruction of young
zgﬁr&g:; children. Is this only because a readier field for ex-

_periment lies in this quarter, or do we here come upon
‘an essential limitation of the principle? The latter certainl

seems the right explanation. For the small child looks out u or}i
the physical and social world into which he has not lon bl::en
bprn with a very different pair of eyes from those of an acﬁllt or
even of older boys and girls. To him that world presents itsel’f as
a vague undifferentiated whole. He has not yet learned to regard
it, now from the quantitative point of view, now from the i

grap!}‘lcal, _now from the historical, and anon from the thgg e
The * subjects > about which we adults talk so glibly ands ;'lcl;
really represent so many ways in which our interests ’inc't e

map out the world’s contents, are for the child non-e\:is(tel i US};O
has not yet learned even to make the broad distinct‘ion 2 tween
man and nature. His central interest is in people, in th s
pations, and in the natural objects which the ‘ ollowing

those occupations. Now at this stage
to take t%xe child as we find him; we élo well to choose
tion (_)f his surroundings, to invest it with human inter:;:m;ngo:;
‘::lxlrtr}: 1:h1;01;re1:1u15tc> ttl?;t th}fe“(‘;z see it fx;;)m different points of view,
. wing and modelling, th the
5'tory, the song, the number lesson, the readin B e pocTh -
Z]i:l?rergayt 1?;] :;.::;1 out }o‘f the same central thin?:;d ‘lv{rilgt'i:lt%ye:s;-
. , em here is n i
dif’ferentiation.; not of associatin(:g‘rE ?;e(:s()fth;‘t)rrw‘:}::éon,rel\)rlilc:us(l)f
“unconnected in the_a child’s mind, but of dissociatin tl]:e era};
elements of what. 1s at first a vague unity. The ch%ld’s bf!fi‘:iin
powers of analysis will gradually enable him to differentiate mori
distinctly, and to fix his attention now on one and now on

y use in following
as at all others, we do well
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another aspect of the total environment, to the relative exclusion
of other aspects. When this time comes, and he is ready for a
more decided differentiation of studies, he will be the gainer, both
in power and in achievement, by pursuing distinct lines of inquiry.
We must hasten to add, however, that separation implies connec-
tion; that a distinction implies a bond. Hence the different
paths of investigation will be united by associative links, which
will be more or less numerous and important according to the
logical and other affinities of the several studies. :
An obvious and important class of connections will be those
that exist between the subjects included in each of the agsocia-
definite groups of studies. In the mathematical group tion of the
much harm has been done by a more or less complete :‘i’g‘gi‘:s of
severance of the branches taught in schools. The ex- finite group
clusion of algebraic methods from arithmetic has had of studies. .
the effect of needlessly limiting the pupil’s range of ideas, and
of artificially prolonging the study of arithmetic long after
the more powerful methods of algebra might easily have been
employed. At a higher stage, the study of algebra has been
similarly carried to a needlessly high pitch before the elements
of trigonometry and analytic geometry have been taught; and
an exhaustive treatment of the latter has been wrongly pre-
ferred to an earlier introduction to the calculus. Again, the
portions into which the study of the mother-tongue naturally
falls—speaking, reading, composition, and grammar—should, as
we have seen, be closely associated; and foreign languages
should be connected with the native tongue, as well as with
each other, in all helpful ways. The study of nature will in
the first instance form one *‘ subject,”’ but afterwards, when the
time for differentiation comes, the several branches should be
taught in the light of one another. Finally, the human group of
studies, and, in particular, literature and history, may with great
advantage be correlated. By all means let the pupil connect
Agincourt with Drayton's ballad, the story of Boadicea with
Cowper’s poem, the Conquest of Wales with Gray's Bard, Water-
loo with the well-known lines in Childe Harold, Wellington with
Tennyson’s great Ode; and, wherever possible, a period of
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English history with a corresponding play of Shakespeare, read
for its own sake rather than for the sake of its linguistic peculiari-
ties. On the prose side, too, the history lessons should have the
effect of sending the pupil to Hereward the Wake if the subject be
the Norman Conquest, and to The Talisman and Ivanhoe if the
Middle Ages be the theme.

Another highly important and still more neglected class of
"Associa- associations may be advantageously effected between
tion of . the two groups of studies roughly marked off as theo-
;}t“fgi’:;‘:fnh retical, those in which understanding and learning are
practical  the pupil’s prime concern, and practical, those in
pursults.  which doing or producing something is the essentjal
feature. A.mong the latter we may reckon reading, composi-
tion, drawmg. and other manual arts, and music. So long as
separate reading lessons are necessary, they may be correlated
with \lrarious other branches, both of the humanistic and the
naturalistic groups. j :
forura chapﬁe ° II))e Su:;l;jsfzgs bfort l;assa‘}lrs .Is’hould, as we say in a
as by his life outside the schooly Tf}:l D cehog] aeer studies as wel

; . e school songs should be the

It, of emotions that have stirred

Such, then,

are some of the specific instances in which the
The true close

e ¢ correlation of studies is not only desirable but even
principle of necessary if the curriculum is to be an organic whole

correlation, and not .
. : a mere aggregate of independent parts. But
is there no single guidin

g principle under which these and alt
other examples of legit;
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<completer grasp of the topic under consideration. He should do this
without fear of unduly mixing up different ‘* subjects,” since these
are after all only a convenient means of classifying' and pigeon-
holing our knowledge. If, for example, the lesson be upon a
certain portion of history, he will not hesitate to turn aside and
make it for the nonce a lesson in geography or drawing or litera-
ture, provided such a mode of procedure will sdid in the more
‘thorough comprehension of the portion of histery in question.
“To this extent there is certainly such a thing as a wise discursive-
ness in teaching. We may go further and say that, even after
studies have become fairly differentiated, the course of instruction
in any one subjéct may for a time be definitely framed with a view
to its bearing upon another subject, provided such an arrangement
is a real help to the comprehension of the second, and is not a
hindrance to the orderly development of the first. .

Having said so much, we must now place ourselves on our
guard against so-called correlations \yhich are not justi- Superficial
fied by the requirements we have laid down. Whether correlation
lessons on the voyages of Columbus shall lead to a tobe
full consideration of ocean currents and sargasso seas, 2"0ided-
and whether the Spanish Armada shall suggest calculations of the
expenses of big expeditions, are questions which must sgrely give
rise to grave doubts, for in these cases the secondary topics do not
assist towards a completer understanding of the primary ones.
Plainly we are here perilously near the deliberaté cultivation of
mere irrelevance and birdwittedness. It may. be doubted, too,
whether the great importance of France in the history of England
during the fourteenth and fifteenth centuries is a. sufficient reason
for exclusive attention to France in the concurrent geography
lessons, though it may be a very good reason for modifying the
order of geographical instruction so that France is studied at a
point convenient for the purpose. Still more may we take leave
to doubt whether the study of a small portion of a Latin author
should involve exclusive attention at the time to the ad hoc study
of a limited period of Roman history. Certain of the great repre-
sentative studies pursued in schools possess a unity and a con-

Ainuity of their own, which cannot be freely. violated without
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seriously diminishing their disciplinary value, and without intro-
ducing a worse sert of incoherence than that which we are seeku.ng'
to avoid. With respect to these, we must follow the order dic-
tated by the nature of the subject and by the pupil’s stage qf
mental development, taking advantage, however, of the multi-
tudinous opportunities that will arise of really helpful correla-~
tion. It may be a good thing to connect the history of a war
with calculations of its cost, but it may just happen that in so
doing we are departing from the true arithmetical sequence, and
neglecting the far more relevant applications of arithmetic to
problems of everyday life, whilst at the same time we are throw-
ing no new light on-the historical topic. It must be a good thing,
however, to connect the history of 4 war with the geography of
the country in. which it was waged (whether this be done in the
history or in the geography lesson), because only in this way can
the historical subject be adequately grasped,

We conclude, then, that the various lines of study which are
followed in. the: school, and which we have dealt with from
different points of view in the four preceding chapters, should be
co-ordinated in all ways that may subserve breadth of view, easier
mastery, and genuine elasticity of mind. But let us beware of
strained and artificial collocations of ideas that have a merely
adventitious connection. To be sure, the universe is one; threads
of relationship run through ““ the whole choir of heaven and furni-

ture of earth,” and if our pup
doubtless make

Meanwhile, we
manner of superficial and .inessen

What, then, are we to say of the theore

Thepsy-  feW pages back, of the doctrine of concentration held
chological by some of the

‘Herbartians '?  If we disagree with
basis of the  the practical inferences which they draw from their
doctrine of

concentra-  PSychological theory, we are bound to point out where
tion eriti-  the theory appears to g0 astray. We gare bound, in

cised. other words, to show the inadequa(:y of the thesis that
the strong and undivided will which the

ates is secured by aiming directly at *

tical basis, referred to a

unity and connectedness

doctrine rightly desider-

The Correlation of Studies 233

in the circle of thought’. In the ﬁrst place, too mt..xch hstrgss'
appears to be placed upon.the fUI.)Ctl(')n of knowle,czge (1;1 }t; e de
f character. That *‘ vice is ignorance, an at “‘a
Velopmeﬂt k nnot be virtuous,’’ are, after all, paradoxical sayings,
Stuplq fing an important element of truth, but not the. whole truth,
Z?\r:ita;g:lg\rvzgknels)‘s) of the Herbartian psychologl'y 1sulllustga:ed
‘ ken too literally and too:
by the fact that thes? paradoxes a(;e ta a too iterally and too
seriously. The function of knowledge is will
) least capable of living as beco‘mes'a man;
;'Stt(t)h:en :Io{stsa o?irvlilla:tn:verthellt)ess, lie in those primitive impulses.
t: action which are just as original and fundamental as the -pr(.e;
tions of which the Herbartians make sd much. Hence lft‘l ld'
Sl‘:ztaa highly cultured man, -whose knowledgg may be as unifie
;nd connectéed as you please, fn:)a_\; on ocpclzzl(z)r: tt;éw:;o:g] a:-igf‘;?
courses, through the influence of ba examf les or the formation of*.
bad habits in early life, or thr_ough one of th orders of the
i i like—which seem to be indepen ent of :
:Zlcl:——af{?aitz zrl]i)tile is that a man who§e range of1 1deasb 1;:}5\;
tremely narrow may live on 13;1 rela:l:velgrg:xgﬂ}:enlc;a]x; gnagx:éncz ause
he is fortunate enough, per aps thro ‘ 1 nce of 2
rtain important things clear' y, and to p '
B exz:pil:;lt?oi: g? will whiF::h enables him to live consistently
it anr hg of these. When, therefore, * large unbt:oken masses.
of t:e l%:tt” are prescribed as a sure ‘‘ salvation amid the storms;
Og tfa(t)cl;g’r’ the answer is that salvation has assuredly beenhfoun'ctl
gvhere ,that prescription has not been followed, and lost where i
hes b'?len f}?illleo?lnzd;:hus deny the supreme eﬂicacx of instruct.non in
thesft;rr’n:ItiOr\ of character, we have fully admlt.ted, anc.l mdfa::d»
strongly emphasised, its great importance. There is no ligamsai; lgrs
hat much of the wrong-doing and misery in the wor .
e fact 1t f ignorance, and that if we want to improve the mqral
thedr' ton Of o%r people we must give them the chance.of .ﬁndmg
fl?nirm;)el;s?xres in worthier objects. Hence the moral significance-
fe' It)r ction. But this significance is not enhanced, the develop-
ment ? . st;'on and undivided will is not furthered, when we:
:::EI‘VZ (;ora“ unit;r; and connectedness in the circle of thought * i
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the naive fashion of certain Herbartians.
-ever become a moral force in a person’s 1
“position amongst what we commonly call
Jinterest is ever evoked unless the subject
the art intelligently practised; no subject i
-and no art is intelligently practised if the 1;
.are able to throw upon it is deliberately s
to be the true principle of correlation;

‘teaching any given subject we should avail ourselves of other
-subje?ts so far as these will help towards the completer under-
standing of the thing in hand; it does not mean that we should

No school pursuit can
ife unless it assume a
his interests; no such
be well understood or
s ever well understood
ght which other studies
hut out. This we take
and this means that in

'selves, under the mistaken ide

in the. ci.rcle of thought. If we apply faithfully and thoroughly
the_ principle just enunciate » We may leave that unity to take care
of itself. The sort of unity that is secured by the artificial forms
-of correlation we have described is premature and useless. The

is to be secured, not by aiming directly

con-

profession, then all the knowledge he ac
‘purpose is likely enough to b
he aims at personal ef’ﬁciency in his domestie, social
relations, then his circle of thought is again likely
possess as much of unity and connectedness as his case
_ Similarly, if we train our Pupils to put to use every bit of
they acquire, and if, moreover, we make sure that t
which they put their knowledge are coloured by one grand and
-all-pervading purpose—that of becoming capable and honourable
members of society, then the unity and connectedness of their

knowledge is sufficiently guaranteed, :
*“ True concentration,”’ says a thoughtful American writer, ‘‘is

. ; chanical bringing together of diverse
‘subject-matter into the same recitation, but fixing the attention

given subject, and thus drawing into the
ects required for the mastery of the one

quires in carrying out that
ear the stamp of unity. If, further,
» and civic
enough to
admits of.
knowledge
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iderati thing be taught in the only way
sideration. . . . If the r he only
fmde" f (:; lbe taught, whatever subjects are needed will inevitably
;: CZD wrn )i'nto the process.””? To much the same effect Dr. S. S.
Le i writes : ‘¢ It will be generally admitted .thi.lt th.e number of
: aurlZte subjects that now clamour for admission mto. schools
.Sepljr it necessary that the master should select h1§ course soB as
?:,ag?‘s,e > ‘much unity as possible to the mstructlon-plan}.‘ .uii
.. e ca
i his unity in an artificial or mechani
any attempt to achieve this 1 : )
fasyhion will certainly fail in its practical working. 'It is gnoughl;all
think, that the master himself should have a governing educatio
"dl; ’and aloné with this certain central pognts of mstructlon.1
'll‘}e:is, will give unity and correlation to his teac}}llmg.h' All1 fsucce;sfu v
i i 1 the teacher himself, and on
of instruction depends on 1 .
tgl:: ligilggl of his culture. If he has himself a well-stored m}nd, he
cannot fail to see how a lesson in geographlydsugges]tzsltir;elll:atstl(::vllii ég
istor i ture knowledge—re
historv and economics and na
slllould be elicited from his class, so far as rel.evan't to i’:he leslsezrsx
;)f the day. In a language lesson . . ..he will senz(;e t ze‘;xe s
opportunities which such lessons give h.nm to extenl and ‘ :; r;;r
the knowledge of the pupil, and to lt:ullc}l1 up m?:e f}?aracter o);
i i he will, by the conc cter ¢
[ture. In arithmetic even ,
;:;ilst teaching, establish relations between almost eve;]);ciul;lfc;r;r:
i i i ic; for the questions w
rriculum and arithmetic; . ! ons i
;;)Suncdus for solution may be geographical, historical, ant: iczr;z:zs.
i i ble master a constan -
s thus in the hands of a capa . . ¢
;f hfir:nl going on which counteracts encyclopzedic particularism.
Arﬁ the subjects in the instruction-plan, if properly taught, are

en into the rational and ethical substance of the one mind, as
WOV

i . The young are thus trained to under-
" gr?ws 'fmm i(:z{mtlznia};nd ﬁtteg for gtrhe conduct of life generally.
jstan(-.thelr Envever the ;eacher is at a loss, the ethical purpose of
In bkl o ill always give him a centre of instruction.’’?

2! educziltlon ween that some form of concentration is from the
nau}:/;eof 2;: csase appropriate to the instruction of young ?hiltdretr:,
but that further on in the course of study everything is to be

i ; Teaching, p. 261.
' Id Tompkins, The Philosophy of
2 ?f:.:‘t?t:teso:fpl'?ducation, Lect. xix., pp. 264, 265.
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gained by frank differentiation of subjects, provided their real

Concentra-  affinities are constantly recognised. We may now
tionasthe ;44 that still later, when the period of specialisation
safeguard

of speciali- Aafrives, the idea of concentration may again prove
sation. exceedingly fruitful. The narrowness of the mere
specialist is proverbial, and need not here be er.llarged upon. B.ut
healthy specialisation does not produce the high-and-dry specia-
list.* There is no subject which, if rightly pursued, may not prove
a ' flower in the crannied wall *’. Classical studies branch out intor
geography, history, philosophy, archzology, and the rest. Again,
how much is lost by the student of mathematics and physical
science who neglects the history of those subjects. The story of
the gradual development of the modern sciences of geometry and
chemistry yields just that human touch, and just that relief from
the sense of narrowness, of which the healthy-minded student
of science feels the need, whilst at the same time it reacts favour-
ably upon his special studies. Once more, specialism is partly
relieved of its narrowness when, again on the principle of con-
centration, it causes one to master a foreign language in which
some of the best literature of the subject is locked up. In fine,
the youth who has followed a varied and differentiated curriculum
up to the age of sixteen or seventeen, and who then makes the
fateful decision as to the branch in whi

still be broadly and liberall
be, through a wise obser
dans tout .2

ch he will specialise, may
y educated, whatever that branch may
vance of Jacotot’s maxim ‘* Tout est
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CHAPTER X1

THE PROCESS OF TEACHING

\at'ses on art
e B, e
fre of no av?llwv:iltte‘:‘l for . him to whom ta’l’ent is wintgtg, any more than
{?gziis:e o'rln0 agriculture for barren ground “—QUINTILIAN. . 1 t
Guipep by such considerations as those set fortg ::3 t(};ie; 1 ;es(;; av:g
hapters, the teacher may now be supposed to ha ¢ divided and
atrar (i the material of instruction in the several branc . o
ai:ra?:fl;:se of Chapter IX. we saw the impor.tance of. ((iiei::rr:g)ez
:ii:iding the matter to.be tasugllllt ;iutz;lg(; afog;:l?:gp;:;x?t o2
CpnneCteq Sfenetsheof ut:);cizz of rlrllzthodical t;eatment, may be. calle.:d
Smglehurzlltwl?:)le of fess awkwardly, a sectign of the sui;ect C:’z
. mi?og ) Each’ of,these sections, though it looks liicc:)se ut;})mt
?}l:c?:e t};at have gone before, and look§ f.orvxlz?ring) Jhose that
are to come later, is relatively clomp};lte u:A ;t:;e ,resuu o Chapter
i o et mow fgg :I:a%,eti‘;ertrtl;le ‘conditions there e:splained,
S ml‘ilslt sr;(():‘ZOns of the various branches of instruction may
e P e Iv be correlated with one another. So far: then, we
AT yl with those principles of method which under-
l}ave P deéf mgof schemes of instruction, and which therefore
e fm—mam)lr:er’s mind only or chiefly in out-of-school h?urs.
e ey h the problem of teaching in the more restricted
e o appmic hich has to be done when the teacher stangs
P Wo'rth ‘lfis pupils, and is actually *‘ giving a lesson *’ in
faFe o “;; nch of the curriculum. We premise, hOWevgr,
e thatt l;,a t of a section or method-whole is not necess.anly,
tgat thrietrilalirt:‘gnas a lesson; it may be completed in a single
ltefsoiiperiod, or it may be spread over several

237



238 The Principles of Education

The question now arises whether any general principles can be
Is a general laid down for handling the sections so determined;
account of  \hether there is such a thing as a normal method of
::l: pﬁ“‘cce};'s procedure in teaching. At first sight the great variety
possible? of subiect-matter seems to preclude such a possibility,
but we must remember that though the branches of instruction
are many and diverse, the person taught is the same throughout ;
and so it may well happen that, helped oyt by what we know of
the mental movements always involved in the process of acquiring
knowledge or skill, we may formulate hints which are véry
generally valid. - That every branch of instruction has its own
method is true enough in a sense, just as it is true that every
science has its own special methods of investigation. But as the
latter fact.ls .consistent with the logician’s account of the broad
laws of scientific method, so the former may be consistent with a
statement of what normally occurs, or ought to occur, when the

teacher gufdes the pupil in the pursuit of knowledge. The art of
te:llchmg, like other arts, may have its general as well as its special
rules.

But supposiqg we succeed in formulating a set of general rules.
And if so, is relatlpg to the tea‘tching process, the question of their
itlikely to  Practical worth still remains. It might even be argued'
belof ?ragn- that such rules would tend to reduce the process to a
calvalie?  mere mechanism, that they would discourage the
teacher’s originality by saving him the trouble of thinking, and
that therefore, so far from being useful, they would be ac;ually
pernicious. In reply, we can do no more at this point than
app'eal once more to analogy. In the practice of other arts the
utility of rules is acknowledged, provided the grounds on whichr
the rules are based are rightly apprehended, and provided the
rules are taken at their true value—as generalisations to be applied
with judgment and discrimination to Particular cases. So re-
garded, rules may save an indifferent practitioner from grievou§
blundering, and can in nowise fetter the originality of the ablest.
Of course ‘‘ the practitioner who goes by rules rather than by
their reasons, like the old-fashioned

: German tacticians who were
vanguished by Napoleon, or the physician who preferred that his
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patients should die by rule rather than recover contrary to it,”is.
rightly judged to be a pedant, anc} the.slave of his formulas x
Yet no one doubts the value of an fntelllgent study of the rules of
the military and nedical arts. Slmllarly, tyough a study of educa-
tion which issues in the pedantic application of .general Pprecepts.
is a good deal worse than useless, yet the reflective and ']l{dlCIOIl,‘:s.
application of those precepts may have the effect. of raising the
teacher from the level of mechanic to tha_lt of artist. ) If we are
able to find a normal method of procedure in teachnqg, its function
will be, not to save the teacher the trouble of thinking, but to
direct his thinking systematically to the essential features of the
Pmi:’ss .shall perhaps best approach the problem :i).efore us by con-
sidering a few examples of the sort tha.t are of or m'ari Tilustra-
occurrence in any schoolroom. It will be convenien 2;‘;,,;;0“‘
to choose examples of a strictly Flgmentary character, (a) From .
since these will require no specialised knowledge. on ) o
the part either of the writer or of the reader, and since t te fnes al
act of grasping a new truth is mdependfent of tl'le stage atb amee .
the study of the subject. Let our ﬁr;thlllust?;:ln, r;::e;;d eo?nprg-
common rules of arithmetic. e wood hod ‘
Z:Zu:: is simply to state the rule, to work a few ex;z:cxsessi,m?;c‘ij
then to require the pupil to imitate the process by wor1 mtg(') imilar
exercises; and if the object of our teaching be rrll.tla(re t};, avle
the pupil to ‘“ do sums ”’ and to arrive at answersdll e ff?se a the
end of the text-book, this plan would undoubtedly su (;e. ud
if we desire him not only to ‘“do’ sums, E)_ut,_also to un erstfml'
them, something more is clearly necessary. Matters are cert.a}}] _\‘
improved when we follow up the statement (?f the r.ul_e by giving
its reason; and in the course of a mathema_tlcal training we ma)i
occasionally be justified in asking 'the pl{pll to accgpt a.rulet'm.
formula temporarily on trust. But if we aim at'st?curln.g his ac ie(
co-operation in the pursuit of .tr'uth, :.md at training him to make
his own rules instead of requiring him to acquiesce passively i
ours, then even this plan needs revision. The method of

1 Mill, Logic, book vi., chap. xii.
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;i_gmonstration must, in short, usnally give place to the method of
investigation.” k ST

Suppose that a class of children about eleven years of age is
Teceiving a series of lessons on fractions, and that, the meaning
and notation of fractions and the reduction of them to their lowest
terms having previously been made clear, the next section to be
treated is the simplification of an easy complex fraction, such as
2 of 4. As a first step the pupils might be required to find the
values of such quantities as } of {1, § of £1, } of £5; 3 of a
guinea, % of a guinea, 3 of two guineas, and so on, The teacher
might now propound the problem. What is the value of § of 47?7
He will thus have brought to the forefront the notions already
acquired which bear upon the question, and he will have made
the aim of the lesson apparent. In the second step the solution
may be reached somewhat as follows : —First Jet us find the value
of § of §. How many fifths are there in a whole? If each fifth

were cut into three equal parts, what would each

much then is } of }? Then how much is 3 of ¢ gar:\rlx)g ?ﬂnlzlc;w
h.o“{ much is % of 4?7 A few other examples might be; treatz,:;
similarly. The third step will be a comparison of the results so
-obtained, so that the pupils may (with little or no help from the
teacher) discern the relation between the complex fraction and the
;equivlalent simple fraction, and then formulate the rule. The
ourth step will consist in the applicati )
ebed to mther evamne pplication of the rule thus estab-

Let us consider next a typical lesson in elementar

! > algebra.
{b) From We \.mll assume that the pupil can solveya zcs;imple
.algebr.ﬂ- equation, that he has just been exercised in the
solution of pure quadratic equations, 1.e.

: » equations of the type
ax®*+b=o0, and that the next section g

that ' to be treated is the
adfected quadratic, i.e., equations of the form ax?

Here again the teacher might simply supply a rule and re-
quire the pupil to follow it; but if he wishes to increase the
pupi]’s power as well as his knowledge, he will prefer some
such plan as the following: As a first step, he will require

+bx+c=o0.
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the solution of a few equations of the type already familiar, and
he will then propose one of the second type, e.g., x%+2x=
15. The aim of the lesson now stands rfzvealed. A sharp boy
‘may readily give an answer obtained by trial, but the. teacher, by
«<hanging the 15 to some higher num.ber, say 2,208, will sho“{ that
this plan is not always so convenient. The vsecond step is an
attempt, in which the pupils share, to find a more genex:al solution.
To find x we must clearly reduce the equation to the simple form,
and to do this we must get rid of the second power of x. How

' can this be done? Only by applying somehow the rule for ex-

tracting the square root. What must be added to the leftfhand
side in order to make it a perfect square? What then must be
added on the other side? The equation now stands thus—x? +
2x+1=16. We therefore get x+1=+4 or —4, ar.1d SO ong
“The third step consists in setting forth the process in gefleral
terms. The pupil, with some prompting frox? the teacher, \.mll. be
prepared to say that a quadratic of this sort is solve.d by brl.ngmg
the terms involving the unknown quantity to one side, adding to
each side such a quantity as will make the ﬁrst.a complete square,
and then extracting the square root of each side. In the f;mrth
step, this rule will be applied to other such examples—x? 4 2x
= a?—2x= etc.

~6:]53:u: what osfs,such an equation as x'-’_+ 6x=42, or :ic’2+7x_'—_-.
447 Clearly we need a rule for cop‘npletmg the square . T.hls
-will form the subject of the next section. In a subsequent section
‘the case in which the coefficient of x2 is some mlxmber other than
+1 will be considered. Finally a gener%l rule u{lll be. formulated,
and the most general form of the guadratic equation will .be solved.

Our next illustration shall be taken from .the course in elemen-
tary science. Let us suppose that the solid, liquid, () From
and gaseous states of matter have forn}ed the subject :l(;;llir;tary
.of previous lessons, that thg expansion of heated science.
liquids and gases has been simply demonstrz.\ted, and that the
teacher now desires to make clear the less obvious fact of the ex-
pansion of certain solid bodies under the l.ike circumstances. As
:a first step he will ask a pupil to recall briefly the chief points of
15
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the previous lesson, and he will then intimate that the aim of the
present lesson is to ascertain what happens to certain solid sub-
stances when they are heated. The second step will consist of
experimental work. The teacher will have at hand a few metal
rods, and, with the help of some simply devised apparatus, such
as any text-book of physics will suggest, will lead the pupils to»
observe what happens when the flame of the Bunsen burner is.
applied to any of the rods. The third step will be the formulation
in set terms of the general truth suggested (though not conclusively
proved) by the experiments. In the fourth and final step the:
application of this general truth to certain questions of everyday
life will be pointed out. Why are spaces left between the rails on
tramway and railway lines? Why are gas and water pipes made:
with telescopic joints? Why does a thick tumbler crack when hot
water is poured into it? How may a stopper stuck fast in the:
neck of a bottle often be got out, and why? .

The reader will perceive that in all the examples we have so
Thesteps  ar dealt with there is a uniform sequerice of methodi-
in the pre-  cal procedure. The first step recalls whatever know-
;:ﬁglsl:gations ledge the pupil possesses which is relevant to the new
briefly matter; the second step presents the new matter im

character-  the form of concrete instances; the third step com--
ised. pares these instances and extracts from them the
abstract rule or principle; the fourth step turns this rule or
principle

to immediate use by applying it to an indefinite number-
of other concrete instances. And, from the nature of the case,

this will be the normal method of treatment whenever a general
truth and its application are the upshot of the lesson or of the
series of lessons. The steps we have illustzated will therefore:
hold good at least in mathematical subjects, in the other abstract
sciences, including mechanics and physics, and in those language
lessons which aim at establishing syntactical and other rules,
We appear, then, to have forinulated a plan which exhibits the-
common characteristics of the teaching process, whenever the sub-
ject taught is one in which truths of the abstract and general
kind can he comprehended by the schoolboy. But not all the
subjects we teach are of this kind. Reverting to the distinctiom
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drawn in Chapter VI. between abstract and concrete studies, we
find that our plan must be modified when we are Another
dealing with the latter. In orde_r to illustrate this tlipeo?.f-
point, let us consider briefly a section from the course IHustration
in geography. We will suppose that .the teacher is from geo-
about to give a series of lessons on India to a class of graphy..
children eleven or twelve years of age, who have already studied
Europe and have some acquaintance with the more obvious
features of Asia. He will rightly choose to deal first with the
physical configuration of the country. As a first step, he will ask
the pupils to describe the general sxtuz.mon of India, and to recall
in particular its position as one of the six great southern peninsulas
of Eurasia. He will perhaps seek to arouse interest by referring
to, or asking a question about, some recent event connected w‘ith
India, and he will then tell the class that India is now to be studied

- more fully. He will next ask some one to suggest which aspects

of its geography should come first in order, and why this sequence
is observed. The more restricted aim of the lesson-period will
thus naturally be led up to. In the sec.ond part.of the lesson he
will perhaps get the children to ascertain, by using the scale ?t-
tached to the map, the approximate length and breadth of India;
and he will then, partly with the help of the blackboard: partly
with that of a good physical map, and partly, perhaps, with that

‘of a sand tray, enter into the details—which need not here detain

us—of the distribution of mountains and table!ands, .plains. and
valleys, on the surface of the country and of thexr. relatlv? heights
above the sea-level. Some teachers wouldv consider this a suf-
ficient treatment of this part of the subject, and after tl.le necessary
recapitulatioﬁ would pass on to a new feature, say the river system;
and this would probably be the right course to take in teachl.ng
children eight or nine years of age. But the class in question
would be all the better for being taught to pass beyond an orderly
account of the concrete facts; to pass from obs.ervmg the facts to
thinking about them. In other wqrds, a“thfrd step mxght. be
taken, which would require tl{e pup11§ to institute a comparison
between India and other similarly s1tuatef1 countries. For ex-
ample, they might be led to see that by its natural boundaries
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;rcl)(ri:dainls 1solz.1ted even more completely than is Italy, the corres-
pone t% peninsula of Europe.; and they might compare and con-
e fouét ;asses over the Himalayas with those over the Alps
et ;h step, the application, will consist as before in turnin :

ise the knowledge that has been acquired. An immedi g
application may take the form of drawing a map, o King 5
modgl, §howmg the physical features thus far explg:me(ri m‘g{mg .
applications will l?e made in succeeding lessons, wh y l{rther
seen.that the _vertlcal configuration of the countr’ o ] be
termine the direction, length, and general chara, o fo de

and that it is also one of au Cler of the ri '
the caus i e
by ses that affect the climate of thé

The above treatment
of a geographical topic i i
class of 1o phical topic is typical of
Class ¢ ssons. The same general method is applicl;ble t iilal'ge
) ory, in hte{'ature, and in the concrete scie o in thoos
sciences which, like botany and zoology rate, no i those
)

lcllsahsir% ax}d applying abstract truths,
ones;rc;ltelo:t ;::rcgfnilx;ztet: things. Whether a lesson belongs to the
oteps. and e oy the WO t)"pes we have considered, the first t
hops and the last will remain the same. It is at the third s:v o
o 2 ierenc };Fears. The second step in the kind of le o
heeription s h'Wl .usually ta.ke the form of a geogra }?'Son
observation’ 2 a1stot1rxcal narrative, a literary expositiong oI; ltCITI
o e C:a uratl object. The third step will ther’1 cons'?:
oty ot thempaxtlsons, contr-asts, and classifications T]hS
compared with tharteg;;) nar?i?ﬁirw:zh'in the second Seep \;vill bz
horepe gion previou led;
Hstorical event ox personage. wil similaty be sgmpared iy
e e vzeekn:r ular, the poem will be compéred withwtllz
o its epic. dramen ait term, and perhaps classified accordi :
has oo hoen descr"bozl yrical qualities; the animal or plant t}?b
Das Just been des ibed will be compared with others Y
erwise known, and perhaps referred to its rr?:’:nﬂ);
ura

order. We must add, ho

] ) » however, that onl i
classifications should be introdl;ced wh?ci tt}}l:ase aorpranisons and
make for themselves. The qualifi Fupils are able to

) cation is a highly j
for to do the relating work for the pupil is to gttZﬂi;pgt:l?t 1?28;
ink for

but in the description and

culminate, not in estab--

The Process of Teaching » 245

him, and the teacher can no more think for the pupil than he can
see or hear for him. The more advanced the pupil, the more
thorough and suggestive this third step can be made. On the
other hand, it may often vanish altogether in the instruction of
voung children, and the teacher may advantageously be contented
with an orderly individual treatment of the topic in question.

We have now illustrated, perhaps with sufficient fulness, our
suggestion that the perfect acquisition of a new unit of khowledge
normally involves a mental movement through certain definable
stages. It will now be convenient to describe in more general
terms the meaning and intent of each of these stages.

The general purpose of the first step is to prepare the learner’s
mind for the new knowledge. It is therefore some- The first
times technically called the Preparation; but as this ‘P : Pre-
term is also used to connote certain work done in ’;iﬁ;g’:cor
out-of-school hours, some would prefer the term tion.
Introduction. The introductory step will have fulfilled its pur-
pose when it has drawn forth clearly, definitely, and methodically,
that part of the pupil’s existing store of ideas which forms the
appropriate point of departure; or, in other words, when the right
apperceptive system ‘has been brought into clear ‘consciousness.
The teacher who plunges abruptly into the new lesson, without a
thorough and sufficient revision of the relevant ideas which his
pupils already possess, will find himself compelled to go back
upon his previous instruction in a confused and unsystematic way.
From this mistake a well-considered preparatory stage will save
him. The preparation will contain no new knowledge, and it
should therefore be mainly the work of the pupil, the teacher’
function at this stage being that of guiding the pupil’s thoughts
by means of suggestive questions. He will, however, leave the
pupil to tell what he knows as freely as possible and will require
him to express his knowledge in an orderly fashion. He may then
give a brief summary in which the apperceiving ideas are properly
arranged and recapitulated. In a sense the whole of the pupil’s
previous work in this department will form the preparation; more
strictly, the preparation will be a sifting and re-arranging of the

contents of the preceding lesson or two.
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One of the commonest mistakes in teaching is that of hurrying
over Or omitting the preparation, in order that the ground may be
covered as quickly as possible. Still, the length of time and the
amount of trouble properly expended upon this introductory
matter will vary greatly according to several circumstances. The
more intimately and logically a lesson is connected with its pre-
decessor, the greater will be the need of a carefully developed
Preparatory stage. Again, if the teacher knows the class well, and
is able to gauge at once the contents of the average pupil’s mind
with reference to the subject in hand, the preparation may rapidly
be disposed of, though even here a mere formal reference to the
results of the last lesson is rarely sufficient to meet the require-
ments of a good preparation. If, on the other hand, the class be
comparatively or wholly strange to the teacher, and if, therefore,
he has little to guide him except the age of-the scholars and their |
general position in the school, the pPreparation must be in the |

nature of careful preliminary questioning, and. may require no |
small degree of skill and resource on hig part.?

Before entering upon the second ste
Statement  Presenting the new knowled
of aim, should, as a rule, be clearl
be no ‘‘ beating about the bush *’,
supposed to be engaged upon a com
truth, and the pupil should be at o
confidence as to the object of investi

to this rule is that of very young children, who have not yet
learned to distinguish between work and play, for whom every
occupation is in fact a species of play, and as such is not performed
with definite aim. Some teachers object to an intimation of the
aim early in progress of the lesson, on the ground that the interest
that comes of curiosity is evoked when the children are required
to divine the subject. This may sometimes be the case; but it
should be observed that the interest so engendered affords little

! The *‘ practice lessons g
volve this difficulty. It should a
expedient of giving the student the
beforehand with the class he is to teach,

p of the lesson, that of
ge, the aim of the lesson
y indicated. There should
Both teacher and pupil are
mon pursuit, the pursuit of
nce ‘taken into the teacher’s
gation. The chief exception
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tery of the lesson, and may be a
©or no he'lp- “’.""f‘.j;hihiezﬁztezho introduces. a lesson on coffee
Serious, hmd;’,anch'ildren‘ what they breakfasted upon, in the h9pe
by a§k.n.1g the ht guess, is ‘merely dispers_mg. their attention
of ehc}tmg t}l::, :;gbe concentrated. Ruskin, in mtr.odu(:.mg :;h;
Whe'n ot tically entitled lecture says—** T had even intende
et Crt}t’pn'tion for a little while on trust, anq (as sometimes
to ask y our ?. © taking a friend to see & favouritt? piece of scene'ry)
one contrives Immost wanted to show, with such 1mperfgct cunning
to h'de.what til we unexpectedly reached the besf:-pm.nt of view
as ! .mnght, ‘::hls But—and as also I have heard it said, by men
by wn.ndmg: P ublic address, that hearers are -never so much
P“}Ctlsed 2 ptl’ie endeavour to follow a speaker who gives lthe’t'x:
fatigued ashPY urpose—] will take the slight mask pﬁ at onse:
T O I:Zrl: have been known to display anything but ;lm-
i teacnin ” in &isguising the subject of the lesson; but t eé
perter, (l:lug cgunselléd to imitate Ruskin’s ex_amp.le by taking Od
may wek :t once. By this means the pup_nl will be protef:t(; !
the'mas dissipation of attention, expectant interest of the rll)g
?{gaénf;il? b;sarI:)used,' and the whole exercise will thereafter bear
tl: stamp of work as distl.nguyshed‘ from PLaz"-e the form of a

The indication of aim will sometimes ass re e e 2 in
tion to which the teacher does not expect ar . ,in o
e £ 6ur arithmetical illustration. Sorfxetlmes, -
e ment fo: eographical topic, it will consist of a brief state-
treatmen:, o forg; h in simple terms the subject of the new les;on.,
Hore S;:t mger the teacher must be on his guard against deaden-
Here, ow:[av ither by the words he uses or by his manner of using
g mteres ' f acher who, after a survey of the pre_cedmg les§on
e erer ration, solemnly announces his intention of dealing
e ¥ 'prepérusadé and proceeds to write this phrase (pex:haps
ith the Firet W on’e) upon the blackboard, court§ a failure.
'ai‘r;, al;?ii:g;tngf aim should be quite clear, involving no un-
e

r ideas. . .
kno;avnt ;o:izogd step, to which the technical name Presentation
n .

1 Sesame and Lilies, p. 1.
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h .
as been given, the teacher proceeds to deal with the new matter.

:;he second Whether or not an abstract and general truth is ulti
Pigs o matély to be arrived at, thj_s_jtep will be confined .
tion. t;[l%ggncret; 433‘1 particular facts, - . o ko
wi ave divided into a series” X
one of which should lead logically :n steor “:;eorfei: bS(?I(‘:;‘l’ons, E?Ch
ment, that the smaller sections should be arra. . Is require-.
series, h.as been called the *“ law of successive fllge in ”natural
o;her point well worth attention is that each m?iiﬁ?iﬁl?ss - An-
:}xihf:;?‘t:lf‘lralasléou}lld at first have attention concentratec?e(:lon Of;
nection “;i,th nwhiz:ltath aftg%gsrit should be reviewed in itps)o::lor:-
its right place in th as gone before—that it should be put i

- 4 the intellectual scheme of which put into
sists. ‘This requirement has bee ich the lesson con-

b . . n. Called the la
:‘0 Ss;p:éo:e amti dreﬂectlon. Supposing the series “:)f Oﬁu‘;litel;r.latg
presented by a, b, ¢, and g, then c, (for example) f:illlogz

considered, first in itself and simp)

ponsidered : Ply as ¢, and afterwards

Jast m intoe;l::ntll;:ssengsdq, .b, ¢.  Absorption (or concent?astig:;

e ipto clearne an 1st1{1ctne§s the single idea, ¢: reflectio

the oapi ot its just relat‘lonshlp with others. At or;e momenr;

iecenapil il Dcémcen‘trate his attention upon (let us say) the

plate ‘ ccan; at the ne{(t he will view this in its relat]

- }:3 rest of .the surfa?e of India. At one moment he 'flatlon

p?,:m 150?t:lenctlotn to a single h?storical event, a single sta‘:;a i(f)nat

will seo the same thing 10 ve Lo CXMPIe; at the next he

; .

forms a part. The separation of par(t):, f;)hgglf I?zioll)zg:lf r: }1(;‘:thlt

ade for

the sake of clearness

h » must be followed b i

. their inati

b:ince the clearne§s of the parts is merelyycont 'bcombmatmn'
tter understanding of the whole rihutory to the

AS we l[ave all eady lnt“nated, the teachln Of h more concrete
g t e

Sub]eCtS Of the curry 1] peCIally Where »

Culu"l €s; ]Ulll()[

Comparison PUPilS are concerned mus . A

and Formu- and content itself with a sogf:tizn omit the third step,

ation. facts presented i € recapitulation of the

appear t in the second step. Some writ

pp o regard the latter as legitimately taking th Sl

those general truths in which fessons on the aisttm";:tPlatcei1 .of
, studies

s.. These the teachsr

’
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culminate. But the parallel is a misleading one. An abstract, in
the sense of an epitome, is not the same thing as an abstraction ;-
and it tends to clearer thinking if we frankly admit that the third:
step is not taken. When, however, the pith of a lesson in history
is summed up in a proverb or a maxim, we have what may be:
more fairly regarded as a partial generalisation of the facts.

In teaching history, literature, geography, botany, and the-
other subjects which we have styled concrete, the third step will
consist in such comparisons and contrasts as the pupils are able to-
draw for themselves. How far we are able to go in- this direction
will therefore depend entirely upon what our pupils are able to-
pear. Two cautions are necessary in regard to this effort at rela-
ting the individual facts that have been presented. The first is.
that the things compared should both be properly known, for it
is plainly useless to compare the event or object in questioh with:
another of which the pupil is not yet cognisant. Secondly, only
those comparisons should be made which are really valuable, in the
sense that they cause the pupil to think, and that they subserve-
some general view of the facts which the pupils may some day
be able to talde, but for which they are not yet ripe.

In lessons on mathematics, and in some lessons on language:
and physical science, comparison merges insensibly into generalisa-
tion and the formulation of a rule or principle. This rule or
prindiple, after it has been brought out by means of skilfully:
directed questions, and has also been clearly and definitely ex--
pressed in words, should find its place in the system of general
truths to which it belongs.

We have more than once emphasised the view that knowledge:
is in itself only a sort of half-way house. The only poye
knowledge we recognise as of educational value is step: Ap-
that which the pupil can and does put to some sort of plication.
use. Hence the profound importance of the last step in the:
teaching process, the purpose of that step being to train the pupil
in the command of his knowledge, and in doing so to associate it
with the needs of daily life. The mere acquisition of rules, pre--
cepts, principles, definitions, and laws, makes directly for pedantry
rather than for healthy mental development, unless this last step



=

:accurately practised. We have
*

‘the *‘ dexterities »’
-«carried away by a desire for philoso
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be faithfully taken. . When an abstract tru :

¢ 1 th ha i

x\: h::]ustth ebetr :&phed at.once- to further concreiebeee:azls t?bISShed,
when the tru s estat{l{shed are not of an abstract naf i o

ot rwxseTutlllsed: The application may tak ure, they

an ms. ‘he pupil may make a map o ° B preat
pply the geographical facts he has leamedp paodel; he may

an i - . t ipti
Imaginary journey; he may sdlve a probﬁer:)hindeicflpnon of
volving some

new feature; he may write
; \ an essay; he
periment or m ; ! may con
«cal chart; or htk:nivd;ii:smg Oflalpp aratus ; ht}; mayd:at.l:a fr<131§h i
L y paralle ass a nstori-
exercising the pupil in usi bassages. In short, th
‘traditional sing his knowled 5, the plan of
ac ly confined to mathematical Studieiemwmcg has been
L ust be extended

In the preceding account of the nor

I&i::en;m have left out of sight one ; mal teaching process, we
l )
whose air those, riamely, whose pri mPOFt.ant class of lessons—
quirement DOt of knowled ATy aim is the a
-of skill . ge, but of so cquisition,
. other skill. Lessons ;e form of manual or

(whether in Engli i in readin iti

drawing, modglilr:sh or i a foreign 1a“‘gugz"ze)wmrlmg" i

ey e COmg and oth_er manual employ;ns taCtlcal music,

exer , all come under this head. It is nts, gymnastic

pursuits inveolve the communicati true, of course, that

; but the k

X ; nowled i ;

-ancillary, th i i g¢ acquired is

also thz)l]t’ inet}fz::; 2;ltmd'bemg the acquirement (l-)?g;ti(ljfd ?S o

udies whose fi U - Itist

k e final . rue

nowledge, we do not regard the pro::tm 1s the acquirement of

pupil has turned his knowledge to Somess as complete until the

the . . - 1
appllcat{on 1s made, as we have seen Practical account., But
o .

th
a supplementary study of the metlf(r:c’i ample reason for making

cultiv ; appropriate to H

ated in . the schoolroom. Somlessol.]s n

carn hi ) e writers,
e out that the same stages arep ical unity, endeavour to

Tesson, whether the subject 1o . discernible in every good
ex

Position of a poem or the
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trimming of a bonnet. But practice must not thus be squared to

theory.!
As before we shall find it best to feel our way to a general idea

of the method to be employed in lessons on manual ceae
. . . N ration

and other dexterities by considering a few illustrative (a) from the
examples. Let us suppose, then, that a class of small teaching of
children, having been led to observe and describe "8
some common object, and having perhaps made a drawing of it,
are now about to write down upon paper some short statement
about the object. The first step, the preparation, as we may still
call it, is contained in what has gone before, and so the teacher
proceeds directly to a statement of aim. ‘‘ We have drawn the
object, and talked about it with our tongues; let us now talk
.about it with our pencils.”” It will be observed that the teacher’s
real aim is here disguised. When the children are a little older
they will understand that good handwriting is in itself a thing
worth striving for; but interest in bandwriting for its own sake
must needs be an acquired interest, and must therefore come
later.? Meantime the teacher will do weil to give direction to the
pupil’s efforts by appealing to his spontaneous interest in the
«object he has been examining. The second stage, which we may
again call the presentation, will fall into two readily distinguish-
able parts. The teacher will first provide a model, both of the
product and of the mode of production, by writing on the black-
board a letter or word or sentence, according to''the degree of
skill already attained by the pupils; and she will then require
them to imitate the copy as faithfully as they are able. Many
mistakes may be made, and so it may be the more necessary to
include, as a third step, a reference to the provisional Rules by
which the children’s first attempts are to be guided. The teacher
may ask, for example, which ietters extend above and below the
double lines, and which of them should just touch the upper and
lower lines; and she may find it necessary to correct the bodily

1 This point has been more cle'arly br(_mght out and more fully dealt with
ty Prof. Findlay than by any previous writer, so far as I am aware. See his

Principles of Class Teaching, chaps. Xiv. and xv.
2 Cf. James, Talks to Teachers on Psychology, chap. x.
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posture of various pupils. These rules havin
there will follow a fourth and final step,
tinuous effort at close imitation.

Our next example shall be taken from
() From music. We will suppose that a
vocal music. or ten years of age,
struction either in the sol-

g been insisted upon,
that of Practice, or con-

the teaching of vocal
class of children nine
who are receiving concurrent in-
fa or in the movable-doh system, are
They are not yet sufficiently advanced

! n rather than grope
their way through the notes, making mistakes which are difficult

to unlearn. The verses should have been read, understood and
appreciated befor§hand, and the first step, or preparation, will be
to recall them either from the book or from memory. If the

eresting as they ought to be, then the

; tateme; » that they are now to be sung, will be
received with delight by the children. The teacher will now per—

haps sing the song' right through, so as to give additional definite-
ness to the aim of the lesson. The imitative exercises which are

to follow (and indeed all the paraphernalia of time and tune exer—
cises, ear exercises, and so forth

sarily sets great store) are tedious and unmea

and must be made significant by being brought into connection
with the more interesting aim. The second step, of which, as im

» observation and imitation are the central feat-
ures, will now be taken. The teacher will ask

ning in themse]ves,

He will then ask them simil
phrases, and afterwards wh
endeavour to sing the tune
be made the subject of an
then put aside, and the pupils sing from the written or printed
copy.. Lastly, the words are fitted to the tune, again with the
help of the teacher’s pattern. A third step ma

s Y now intervene, in
which such general aspects of the exercise ag the children can

arly to imitate him ag i
ole musical lines.
through, and each

mistake wil] again
imitative exercise.

The modulator is

» by which the music teacher neces.-
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i reatment. The time and
understand axe Sel:rc;iiidf'orthie%::ta; effects produced t‘;y the
accent may be le’(; may ;)erhaps be shown to be appropriate to
notes of the n:ie fhg' reasons for the marks of expression may be
e ord anh after, as a fourth step, the whole song must be
dlsa;'sseg .un'tli‘l ?t“':s wel’l known, and is added to the pupil’s abiding

ractise
Eources of healthie! 3116: S;;e;md express generally the results to
We may now g:ntl ebe led by a consideration of Generaltfe-
which we appea\:;ho‘s)e aim is to enable the pupil to f:slstz e °
specx'ﬁc 1655cmsort of skill. The first step, thf: prepara~ which aim
asquire s'omﬁd?;ction stands as before. 1t is no less at skill.
tion of intr? in de,xteritv than of acquiring knowledge‘ t}fat we
rue o acqulrmefig:rhing to build upon. For *‘ our power of imitating
;;‘;s;g?‘;iys‘;f another is strictly proportiongd tfo ozfogr?;ztxszi&g'
i neral kind of acti nd-
power of pel;f;:;l;?i\ tr}::ws adn;\erei); and impx:ove a povt{er whl.ch
SO ‘.sts hut it cannot create it. ponsxder the child begx:-
al‘rea-dy eXIhe first time to write in a copy-book. He learns by
?r;xr;fatfgz: -tbut it is only because he has al;eaiys st%t::tmdli:?;?z
’ i thoo
A e tSUChstsai:.p’l’? ﬁil:mrsswal?egothe start has thus been
P e, c"mkz('gltla a’?tained in to-day’s lesson will form the basxs.of
made, the’s ' In one sense the preparation for any new section
to-morrowlf).S- t-matter will of course be constitute§ by ti_:e whol.e
of the Suf ]e}(:' receding instruction; but, more xmmedlately., it
o conci : 1(:'1121 revision of the knowledge gained, and a little
wil i he skill acquired, in the last few lessons, . ‘
practice In e @ ay again be called the presentation; but in
: The second .stt‘e‘p rrr:asze’nted *? by the teacher is not so much new
J.[hls case Whatl 13 'epas new forms of skill. As in the other types
irems of kno}\]ﬁ en§w material will be divided into a num.ber of
of Teson, tons. which should be arranged so that each will help
S sic l(;nas:‘cery of the next. In teaching each of the§e minor
tz‘:t?;:z ' v?rhlether it be the writing of a word, the singing of a
5 -

! Stout, Manual of Psychology, p. 294.
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musical phrase, the drawing of a line, or the repdf:ring: of an idea
in a foreign tongue—there will always be two distinguishable pro-
cesses at work ; first, observation, and then imitation, of the ngod.el,
supplied by the teacher. We need to encc‘)‘urage the pupil in
careful observation and faithful imitation. ‘:\t the outset, his.
pothooks are ‘very unlike the model set before him. ) Gra(.iually he
improves; increased power of ind.ependent production gives step:
by step increased power of imitation.”’* We lay the stress upon
the imitative process, because this is the essential factor in the
learning of any art. In acquiring a mechanical art, such as that
of writing or plain needlework, imitation counts
thing, there being at best only a triflin
originality. With reference to the fine arts, vocal and instrumental
music, drawing, painting, and the like, the case is manifestly

different for the advanced pupil, but not for the young learner.
The latter is still primarily an imitator. :

The third step in the illustrative
the formulation of the rules of the a
treatment. An art in which the
such as the art of writing or of pr
tible of being brought under rules.

at least after the earlier imitative stages are passed, leaves much
to the learner’s initiative, and here rules may easily become mis-
chievous, because they tend, when they are consciously followed,
to render the practice of the art  wooden ’—to reduce a fine art
to the position of a mechanical one, There is a sense in which rules
are the death of true art. He who attempts to sing a song, to
recite a poem, to write an essay, to paint a picture, or, we may
add, to teach a class, by conscious fidelity to rules, is on the high
road to failure, unless he has not yet passed his novitiate. In the

early stages of acquiring any art, rules have their place and their
value, provided they grow naturall

mulated by the pupil himself,

for almost every-
g margin left for the play of

examples worked out above,
rt, needs careful and delicate
mechanical element prevails,
onunciation, is readily suscep-
But the practice of a fine art,,

But the time should come when

' Stout, loc. cit. We may, of course, sit at the psychologist’s feet for the
sake of his psychology, without committing ourselves to his implied copy-
book-and-pothook plan” of teaching a child to write.

y out of practice, and are for-
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v arily useful crutches, and
. wn away these tempor _ ies, and
.th‘? iﬁlSt f};?: ;}:j:(zsable» even whilst he is yet in statu lpupzllan, to
re ] .
;t llls ihe law of parsimony in tl:le e{nployment of rules ecase
° ovlv'x rth stage, that of practice, 1s usuaII): a long O“ei o habit
_ The fou in carrying to the point of precise and settle h:
the mo lsszsts which have been practised, tentatively ar:;i per a}pE.
em 1 uis.
the mov ly, in the second step. Here again we must 1st1}:1g;1 lish
laborious {}») ¢ mechanical and the fine arts. Mere_ mecf aOOd
betwe"jn hether in the writing of words or in the savznng:ol w n;
dexternty,ljﬂﬂ else than pure imitation, since there_ is htt.e room.
calls for‘ 'ltdi(iziduality. The learner’s best course is sl‘a}wsh!y l:o«
here fon lnood model, and he continues thlS.pr(?CCSS. u.ntnl. e
fouowac"llwir too closely the limits of his capacity mkt.hx; ’<311:-ec¥<})12.
apprOk any further progress of an appreciable kind "' e
- matheing may be true of him who essays to practise (:Ee o.ano
same I i strummer on the p1 -
liberal arts; it is truf:, fc:\r ms;fi:t(z, qutihgf ihe stilted elocutionist.
f the unimaginative painter, ! : mitan
grteih?s should not be so. In the practice 'of the fine arts,.m:v il
t'u should be freer and more spontaneous, if true progress is
ion
to t;;avm;gs-e now considered the three types of methf:dlcal trleat«
. hich seem to call for separate notice; and. lh thgee;i;t’i
ment W to offer a few remarks on a question whic Y S
remam; o at the beginning of the chapter,  the ;" .
en . >
was _le t o’;p the value of the general rules wh}ch haYg ;erz:)cclélsr;g
QUest;%‘; object of our quest. What we have just sai . e
been e x llﬂes of an art applies here as much as anyv; er;._ he
- teacher cannot be too earnestly warne:i‘ that for im °
youngthin - is to.appropriate the spin-t of the ‘‘ formal st.ep? N o
grear h'g rocess, without becoming enslaved to their letter.
the tea.c i Eh does this mean? It means that, though all the
e mtu necessarily gone through in.the treatment of any one
steps are no ethod-whole, yet the order in which the steps occur
e l;)r dn:, arted from without disadvantage.. ’I.‘hay the acquisi-
ca nno'; k::owll::dge or of skill is a process of assimilation of new to
tfion O

1 Stout, loc. cit.
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-old, that the relevant parts of the pupils previously acquired stock
‘of ideas should therefore first be recalled, that there should be a
progress from the concrete and particular to the abstract ?nd
:general, that ideas must be possessed before th'ey can be applied,
:and that application in its turn makes for effective and permanent
possession; these are truths as sure as the law_of grav1tat.10n,
‘because they embody the plain facts of the working of a child’s
mind. An orator may electrify an adult audience by springing
‘his subject upon them abruptly, leaving them to ** collect their
‘thoughts *’ in preparation for the coming argument or exposition.

isation, as when Macaula
telling us that ““ as civilisation advances,
-declines . But these are dangerous ex

is essays by
poetry almost necessarily
periments to try with the

and your abstract propositio
him.  We may feel assured that no g
«children in which the principles unde
seriously violated.

The practical application of ¢
‘to formulate will differ at sy

n bores rather than charms
ood lesson was ever given to
rlying the formal steps were

bserve good models, and

nse in drawing up notes
of his own lessons. These notes should be revised by a more
-experienced teacher, €very correction or suggestion being accom-
panied by a reason for making it. Gradually there wil] thus dawn
upon the beginner the idea that certain principles underlie the act
of acquiring knowledge or skill. The time is now ripe for such
a study as that pursued in the pre
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be explicitly stated, or even thought of, they will always remain
implicit in his best efforts, and he will be wise enough not to
despise them because he bas learnt to practise his art without
conscious peed of their help.

REFERENCES

commonly known as the "forma! steps’® may be fur_ther
stud’li::ie i.s,c??m:dams’s p,zne, of Teaching, chap. vi.; Lange’s 4[:perqeptgort’,
t. ii., sect. 3; Barnett’s Common Sﬁnsc in Teaching, cbap, i, ; Findlay’s
.xl)’:‘inci.j’»les of Class Teaching, chaps.xii.-xv.; Welton's I_’mxaﬂes‘of Teach~
ing, chap. iii.; Adamson’s Practice of Instruction, pt. i, sect. iv. F_m'. a
fuft’her development see Hayward’s The Lesson of Appreciation, and Training
sn Appreciation, ed. by N. Catty. i

16 s



CHAPTER XII
THE DEVICES CF TEACHING

3 ] . . . .
The teacher’s part in the process of instruction is that of guide, director,

or intendent i . ?
Jossssex;“in&en of the operations by which the pupil teaches himself ""—

‘WE have already seen reason to employ the term method to
Methods denpte such an or(Elerly arrangement of the material
distin. of instruction as will cause that material to take best
guished ~ effect on the mind of the learner. The term has
from de‘:'lces however, been used loosely and vaguely by writers or:
education, both in this country and on the continent, to cover
various other aspects of the teaching process. Thus ,one hears.
( of the questioning or interrogative, the Socratic, the catechetical
the developmental, the expository, the empirical, the inductive’
the deductive, the heuristic, and the descriptive methods o%
i teaching. One hears, too, of a phonic method of teaching chil-
dren. to read, of direct and conversational methods of teaching a
foreign language, of an observational ‘method of teaching ele--
mentary science, of an experimental method of teaching geometry,.
and of a concentric method of teaching history. We sometimes
find even the contrivances used for illustrating lessons spoken of
as methods. Now though it may be difficult to maintain perfect
consistency in the use of terms, we must at any rate distinguish
clearly between the problems of methodical procedure discussed in
the last four chapters, and the different modes of presentation, and

devices for illustration, employed by the teacher. In so far as any-

of the adjectives above quoted refers to a question of arrangement,.
258 :
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it may properly be used to qualify the term *‘ method,” but'not
otherwise. Thus we may with propriety speak of a concentric
method of teaching history; but to speak of a catechetical or an
expository method is not so happy a use of language. The idea
underlying such terms as these may be more accurately stated as
follows : In the act of instruction, the teacher has to be thinking,
not only of method properly so-called, but also of certain external
forms or modes which his instruction may from time to time
assume, or of certain devices to which he may have occasion to
resort. At one point, for instance, it may be best to question
the pupils, and to let them do the talking; at another to do most
of the talking himself by giving a direct exposition. Among the
most important of such expedients we may also place the use of
illustrations, of written examinations, of text-books, and of exer-
cise books. These are the points to be dealt with in the present
chapter.

The acquisition of a good style of guestioning may be laid
down definitely as one of the essential ambitions of a ¢,
young teacher. It is too much to say that a good Quesrion-
questioner is a good teacher, but it is hardly too much NG
to say that a really unskilful quéstioner must be on the whole an
indifferent teacher, bedause his want of skill must correspond with
want of insight into the child’s mental processes. Still, question-
ing is not, as many seem to have supposed, the whole art of

+ teaching. Its importance is fully .insisted upon in most of the

current pedagogic handbooks, but its dangers and limitations as
a device in teaching have not always received the attention they
deserve. .

It is commonly stated that the art of questioning may be em-
ployed in at least three different ways, corresponding The pur-
to successive stages in the progress of a lesson, At posesof
the beginning of the lesson the questioning is said to ;}: t:)t‘:‘o_mng

Y be of an experimental character, the aim of the teacher monlystated.
being to find out what the pupil knows about the subject in hand,
so as to prepare the way for what is to come; secondly, in the

) course of the lesson the aim of the questions is said to be to1ead the
pupil on from step to step in a course of inference or obsefvation’;



N3N

260 The Principles of Education

whilst thirdly, at the close of the whole lesson, as well as of each
principal division, questions are said to be put in order that the
teacher may ascertain to what extent the matter has been as-
similated, and what are the points which seem to present difficulty
or to give rise to misunderstanding. This is a fair statement of
the case as it is commonly presented; and on the strength of such
directions as these, young teachers frequently conceive of an ideal
lesson as one in which the teacher maintains a *‘ brisk fire ’’ of

- ‘questions from first to last.

It is certainly necessary at the beginning of the lesson to prdbe
* Prelimin- the children’s knowledge, in order that the new material
:rgrm’;l ques- may find suitable points of attachment to the old.
o 8 This was emphasised in the last chapter, where the pre-
lm.nnary step was distinctly marked off as the preparation. Now
this stage will paturally be in the main the work of the pt;pil the
teacher’s chief concern being to prevent him from wanderin %rom
the point. Except so far as is necessary for this purposi the
teacher should at this stage be sparing in the use of uest,ions
Having put a qestion which séts the pupils on the desired Train
of thought, he should allow the answer to be as uninterrupted-as

possible. *y
What is true of so-called preliminary questioning is equally true
;;tlz;e;a:gim- of the lzi\st‘ of the tl}ree sorts of interrogation -noted
questioning a.bove, viz., the recapitulatory. It is an excellent prac-
tice to pause at certain well-marked stages in the
progress of a lesson, and to cause the children to give a short

resumé of what has been done thus far, and at the end to require .

a brief summary of the whole.! Now here it is important that the
pugxl should be able, not only to restate the facts and principles
whxc.h have been explained, but to do this in a logical and orderly
fashion. When, however, the recapitulation fakes the form of a
serle.s.of fletached answers to the teacher’s questions, the latter
condition is entirely neglected, the fact being that more than half
the work of recapitulation is done by the teacher, who not only
suggests bit by bit the pupils’ account of what they have been

»

N A .
Cf. what was said in chap. xi. about absorption and reflection.
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taught, but who does all the work of making that account orderly
and concise. The practice here condemned probably accounts in
great ‘measure for that atrophy of the power of connected state-
ment which is frequently complained of by examiners as the out-
come of school instruction. The best kind of recapitulation is
that in which a selected scholar gives a concatenated account of
the lesson, his fellows being allowed to correct and supplement
his statements. The ‘‘ brisk fire '’ of questions does not in this
case promote, but rather retards, intellectual activity. It may be
necessary to interpolate a question here and there in order to keep
the pupil on the right track, but in the main the onus of making
the recapitulation an orderly and connected statement should be
thrown on the class and not on the teacher. This plan can, of
course, be carried out more readily with older than with younger
pupils, though even the latter should be encouraged and trained
to express themselves in continuous oral statements. To say that
they cannot do so because they lack the power of expression is, in
part at least, to mistake cause for effect.

Some teachers who have seen clearly the evil of requiring from
the pupils a mere series of detached answers to the apcwering
temcher’s queries, have proposed as a remedy that in complete
answers in complete sentences should be insisted sentences.
upon. On this we remark that the remedy is designed to cure
mischief that can easily be prevented. The best way to avoid a
series of scrappy answers is to refrain from putting a series of
scrappy questions : prevention is here better than cure. But this
proposal is open also to the fatal objection that it tends to make
the process of teaching less natural, because less of 'the charac-
ter of free and unconstrained communication between teacher
and taught. It is surely going very far in the direction of
pedantry to say that in reply to the question, ‘“When was the
Battle of Hastings fought? ’’ we are not to accept the statement
“In 1066,” but are to insist upon ‘‘ The Battle of Hastings was
fought in 1066 "’.. We may put- this aside as an idol of the cave,
though at the same time we may fully admit that the complete
sentence is a thing to be encouraged in appropriate circum-
stances.
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4+ It is not so much at the beginning or the end as in the course
“Develop- ©Of a lesson, and in particular of a lesson involving
ing a chain of reasoning, that the device of questioning is
questions.  of paramount importance, and becomes almost suffi-
cient in itself to differentiate the strong from the weak teacher.
When, for example, a teacher leads his pupil on from one rule of
arithmetic or algebra to another related rule, when he shows the
connection between the climate of a country and its productions,
or when he seeks to establish a grammatical rule or 2 scientific law
on the basis of a number of instances—in all such cases of induc-

tive or deductive inference, it is the skill of the teacher as a ques- Y
tioner that determines whe

search for truth,jor mere passive recipients of the

The device of questioning will thus play an important part in
the third of the formal steps, that of comparison and (possibly)
abstraction; and also in the second step, the presentation, pro-
vided the subject lends itself to this kind of treatment. The so-
called ‘‘ developing ”* presentation, that in which the pupil is led
to think out the matter for himself, must consist largely of ques-
tion and answer. But when the presentation is of the narrative

sort, questioning counts for less. Inexperienced teachers some-
times vainly try to elicit some ba

fact, which must from the nature
There is here, of course,
about way of teaching a fa

of the case be plainly told.

ct, which is a mere waste of time, and
an apparently roundabout way of establishing a comparison or
an inference, which may be the truest economy of time. The
pupil cannot evolve facts from his inner consciousness, but that
inner consciousness may well enable him to apprehend relations
between facts that he knows.

What now are the essential characteristics of a good question?

Marks of First- and foremost, it should incite the pupil to]
-good ques-  genuine activity of mind; it should cause him to~
tioning. observe, remember, and thi '

s nk. This is the one im~
‘portant condition of good questioning.

. But from if there follow
at once the obvious corollaries that questions should be so framed

that they do net encourage guess work, and that therefare they

ther the pupils are active agents in the 3
teacher’serudition. _.J

re historical or geographical !

a confusion between a really round- ~
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i admit of being answered by a
shoulq‘ not,ﬂgg:l %{arlllgr"’siiall?;ga’ny other single %vord,- since qlfes—
mere fye}f- kind are,precisely those at which puPils are tempted
tions o t‘is hots ’’. This rule is, however, subject to_frequent
to ma!<e SThe t;est of teachers will often put question after
excep'tlonts.. which he expects only bare assent. He does not stop
~quest.lolr: ?f the rule laid down in books on teaching; and in this
e t'hm i 2 It is enough that his purpose is adeguately sgrved.
}l:Iee):: ‘;Epiical questioning should generally be av oided, :“t 15 “2:
o be, entirely banned. ~A more important point 1s that the ans’wlic‘zh
t be so obvious as to provoke o menta} effort.  The
Sbou]d noh after having produced a terrific explosion of oxygen
teacherdw 0,n asked the boys whether they had heard anything,
?snd a:ye;t(:' %fn é example of what is meant. Common sense also

" suggests that questions should be well distributed over the class,

1 harpest members; and that the
nOt'ICODI?n:ﬁl :gt aasfeawru?: 12150; befl:)rehand who is to answer the
P stion. Varjous other rules are sometimes enumerated. Thus
queSt:'(;n:cold that a question should be correctly- éxpressed, tha;
Kesl?ould be neatly and tersely worded, t}.lat Etbshou;:ib;ae ELE:‘IT :::d
o e e oy leasing manncr | All these things

hat it should be asked in a t ' s
;}:it tlrtu: enough, but they are no more true of Sa z;agzezlzb%l:z:e
tions than of anything else that he has to say. >Su

except in so far as the
© array of rules hardly seems necessary, p

faults corresponding to them are commoner in asking qqesflons
than in making statements. It cannot be itoo strongly insisted

K.upon that the one golden rule of questioning is: make your pupils

~

)

i he writer lays stress upon this, because he
g::ell'z‘:;:imrln:t::;flka; ggod fesson sezerely critici.sed ‘on the ground
that the teacher happened to have offended agams:c one or' more of
the above rules, though the general tenden-cy.of his questiong wag
to stimulate interest and thought. ‘ o

Hardly less important than the way of aSkl.ngv' a question is the
mode of dealing: with the answer. An answer may be

. . LT Answers.
quite right, or it may be absolutely wrong, or it may

¢ contain a mixture of truth and error. ‘Answers “,’hmh are quite

~
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3 . . . }v
right will, of course, present no difficulty to the teacher, whilst ™

hopeless or soulless blunders should be of rare
the child who defined the equator as a menagerie lion going round
the world, we can do nothing but assume profound ignorance
and start afresh. It is in dealing with the commoner case of
the answer which contains part of the truth mingled with error
that the young teacher frequently fails, and that the resourceful~
ness of the more experienced is often severely taxed. To the
teacher of nimble wit and of quick sympathy with a child’s ways of
thinking, an answer of this kind is generally an instructive, and
sometimes a startling, revelation of those misconceptions which
arise'from lapses of attention or memory on the part of the pupil,
or from faulty explanation on his own part, or perhaps from
obscurities in the lang

uage of the text-book. The bare rejection
of such an answer without comment is cle

arly an inadequate mode
" of treatment. The child who defines the equator simply as an
imaginary line drawn round the world should be led by means of a:
series of questions to see that his definition needs amendment. [t
is just here that the value of so-called Socratic questioning becomes.
undoubtedly great. It is true that the parallel between the dia-
lectic of Socrates and the school teacher’s questions has often:
been over-stated. The aim of that philosopher, as he is reported
in Plato’s dialogues, was generally to convict his interlocutors of’
intellectual shallowness,

opinion; and he appears to have derived peculiar satisfaction
from first causing his vi

ctims to contradict themselves and then
leaving them in the lurch—a ver

y different aim from that of the
teacher. Notwithstanding this diﬁ’erence, however, the easier
dialogues of Plato certainly form excellent reading for the teacher
who aspires to skill in the art of questioning.

The preceding remarks are intended to apply only to mistakes.
made in good faith. The teacher will of course be shrewd
|enough to distinguish the honest blunder from the careless guess,
tor from artful evasion of the point.

; 4 How he will deal with the
latter is an affair of government rath

too, is the habit sometimes formed of bestowi
answers which evince no special merit.

occurrence, For

ng lavish praise upom

and of uncritical~acceptance of current .

er than of instruction. So, -
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» de to the limitations of question~
. Referenge tfa: a;;?;ﬁ,);:;e?nm:ral teaching. There Expos:-
s st ewcon for doubt that in our text-books on TION. .
seems Lt i the practice of our primary schools, the interro--
bedagogy, e mh tic:l forms of instruction have been overdone
P 'and I(Ea(tiec (;n places of higher educati(.)n, on th(? other
o o .'te tendency has probably prevailed o.f relying too:
o 'the o n the continuous lecture. No inconsiderable part
eXCIuSIV§ly uﬁ(i)ltl‘ consists in the right mingling of these two forr'nsv“
o t’ea(:hmg: . In mathematical, scientific, and grammatical in-"
% ,ms'tructlon. any one step in the lesson is logically connected' /
struction, whf I'efl{m)i,shing its ground or reason, a skl!ful teacher (
wgth o lnft’I{ , and elicit much. But in literature, .hxstory, and_
s t.ell. , 'e ography, and in all lessons which consist of orderly~
v . g(:’iegs'criptio,n rather than of a chain of {nferences, t}§e-
:;a:'x;::v;f '(:uestioning, though it still is of great 1mportanc:l;e;:.
nfore limited in its application.. The eﬁortil of %rolt:ax;gl :‘:1:;- ers
are often marked by two opposite fa'ults—t at o e g o
telling- when they ought to be quest;lo;gng, and :’}:a't‘:y(; 0:1;:; oning

¥ ’ i ildren are .
upon matters of fact of which tl}e chil e e
vhich it i acher’s business to make Cl¢ )
fantt’ef I(::s:, ?lllzhl;:slosntie ct:nducted as if it were a revxsl?lt‘lhexg‘(::;s?;
e oo Occas(;Oﬂ 9:3 tealce}::ls Sz)mfl:;lrr;gtrensiv\’;idly, :o tell a
to describe C ’ | > 1dly ! ,

;ltls:y tvl;zul,)?:vf;ite as necessary infteach}ng :Z is r;é{:ill ;nt?:;eitlﬁ:l; .
i ions are often, indeed, loal
;Il‘xgt hilcziz:utrlliattl(:aglrgs’:o:reakness as a raconteur. To say this is.
not, of course, to advocate garrulity. There are many lessons in

=

which the pupils should do most of the talking, and none in which

hole of the listening. The point here in--
t!ley should ig othtat;ee;,ective teaching often depends in great mea-~n
- upon'che ossession of the faculty of clear and graphic expo-- f
itio upogince Ii,ndividua.ls differ very markedly ‘in the degree to-} -
SI;:'OI;; they possess this power, young teachers often need a great |
:’ivea:f of se{f-culture in the direction here indic‘ated., The pomt§ of }
a narrative should be made in an orderly fashlpn, such expressions
as ‘“ Oh, I forgot to tell you so-and-so ”’ being rarely used; the-
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-essential points should receive proper stress, and should perhaps
be noted 6n the blackboard; the teachér’s language should be
within his pupil’s comprehension, and his voice and  manner
- should add to his effectiveness. Not every one has the gift to
become an excellent story-teller; but any one who is otherwise fit
to be a teacher can acquire the power sufficiently well, with
:?dequate attention to these simple matters, Especially iml;ortant
is vocal culture. Slovenly articulation, a voice pitched too high
or too low, and that muffling of the voice which comes of defective
-action of the lips, tongue, and soft palate, should all be met by a
-system of appropriate exercises.?

With examinations regarded as a public guarantee of the effi-
“WRITTEN %n\t;ncy of a school we shall deal in a separate chapter.
EXAM ~ i
EXAMIN moe;l easre;) rhzx; ;szic:;leld with them only as one of the
| _ modes $ employed by the teachér, apart from
Lthe. requirements of any public authority, for promoti,n the ends
of instruction. Ordinary class examinations are piainljgfree from
most of the objections that have been alleged against those cg -
ducted by external examiners. They are simply a somewhat mo:e
formal and a more individually searching mode of questionin
_and‘mosy of what has been said concerning oral questionif ‘
-applies with equal force to the teacher’s own written examinationsg

It is proper to add, however, a few additional words of advicé

“When of  CODCerning these class examinations, F irst, they would
.greatest seem to serve 1 )
ity their purpose best when the formalities.

that usually surround

S an examination ar
the smallest possible limits; ¢ Teduced to

and to fhis.end they are probably

pil may fairly he expected to
provided examinations are under-
0o good reason why they should
h.ey are made a special departure
cially when the competitive spirit
be comparatively rare, Thirdly,

1 See Burrell's Clear Speak; i
Yoice, Song, and Speech, petc. g éné Good Readin

; ¢ Secondly,
stood in this sense, there seems

not occur frequently ; but when t
from the usual routine, and espe
is keenly awakened, they should

g, Browne and Behnke’s

("

xixﬁ

L)Y
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since the teacher knows the ground that has been traversed, and
the presumable acquirements ¢
framing the paper, allow so wi estions ¢
allowa% in ;xblic,é‘faminations; though' he will m.ake sure that
pupils of different capacity and varying interests will, unless they
have been lazy, all have something appropriate to do. Lastly, it

de a choice of questions as is usually

of the average pupil, he need not, in 4

o

s

is usually a bad plan to compose an examination paper at a single (/

sitting. Unless the teacher has an excellent memory, a papetr so0
put together is apt to omit or to slur over some .Of the mos m(;
teresting and important p'ornons of the course of instruction, an
stress on poin : .
t;egliﬁ'i t:le‘:xdily thrown into the form of a q\;]estxon. reover,
the questions are apt tO be of a humdrun_l c ar;:cter,‘no eg ;‘ !
reflecting the best qualities of .the teaching. xperu;nct 4 o
aminers agree that the best questions are ?hose that sugg;; : € "
selves in the course of actual teaching, since these are likelier (;
turn upon the right matters, and to form a real instrument o
tral?.ll:gc.:r wise management ordinary class e)faminatlons ar; a
powerful means of intellectual stin?ulus, espec;all)f becz«mse1 tt;:{
provide the right kind of opportumty .for’the pupil o?t) ap? {m ©
knowledge he has gained. An examination may er; (t) a
fitting mode of accomplishing the last of the forma : heaan,a
especially when the questions demand something more
mere reproduction of what has l:.uee.n taught, o ¢ with
From the time when the pupil 1s able to expres$s himself wit
fair facility on paper, i.e., in the }llxpper clziies Szf‘ cf(l:le ;)‘yg:g;; )
primary and in all the clafsses of the secondary cho , e
wwritten exercises are an 1mporta.nt feature of school work. ike
class examinations, they may 11’1 general be regarded as cor-
¢« application ’’ stage of the treatment of. a
topic of instruction. The extent to 'whlch they are req‘uu:ed will,
however, vary with the subject and with the age of t.he pupil. Tl'xey
must, for example, form a more f:onstant_element in the teatj,hmg
of mathematics than in the teaching of Plstory; and the.y will be
more freely. employed. with older than with younger pupils. The
written exercise is often anything but a true test of the degree to

responding to the

ts whose chief recommendation is that ‘;y
Moreover, g

N
LN

-
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which 2 lesson has been understood and assimil

eleven or twelve, because many of his blunders and omissions ‘are

probably due not so much to ignorance or confusion as to want
of skill in expressing himself in writing.

The correction of written exercises is one of those details of

Correction  procedure which, at least in large schools, call for
of exercises. careful consideration, though the solution of the diffi-
culty depends upon common sense rather than upon any deep-
seated principles. The minute revision

is an exhausting process, both physically and mentally, and we
ought to make sure that only so much of this kind of work is.
done as will certainly yield a profitable return. Even when the
teacher is reasonably sure that his pupils will attend with sedulous.
care to his corrections, the advantage is purchased at too great a
cost when mechanical labour brings him jaded and weary to the:
business of actual teaching. But in the case of young pupils we
may be pretty sure that much, if not the whole, of his labour will
be thrown away. There is a certain prodigality of conscientious~.
ness in marking with red ink every mistake a child has made,
whether or not the teacher is duly repaid for the trouble,
over, with reference at least to
lapses in spelling—the value of t
well be doubted. The true rem

More--
one common class of mistakes—

his negative sort of teaching may
edy for bad spelling lies rather in
those exercises which impress positively the right form of the-
word, e.g., exercises in reading and transcription.
Still, a considerable amount of
On the whole question it may be suggested that no correction is so*
useful and effective as that which is made by the blunderer himself,
and he should, therefore, in the first instance be required to mark
his own mistakes, Some teachers again adopt a mutual plan of
correction with satisfactory results. By means such ag these,
altered and adapted to meet special circumstances, the subsequent
labours of the teacher may be substantially lightened.
The last two topics, examinations and exercises, lead us natur--
M ally to a brief consideration of marking—a subject
ARKING. . . . .
which has a real fascination for teachers who love per-
fection of routine. In some schools, elaborate systems of numerical’

ated by a child of

of piles of exercise books.
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: ' acher who can
ks for daily exercises are the rule. The teach
marks

fférd to dispense with aids of this kind should surely do so, since
- afférd to

the position of a mark-granting
e/ Fend b redggetf)hihic}::':z;gs we:r and tear of the :ceacher’.s
e e ta d to make the association of r(?ward with merit
e ot (::n detailed, and obtrusive. Ar} important excep-
. Con_StaI} ’that of young children, especially when they. are?
o o lsch mechanical pursuits as writing and calculatnlrig(i
enga}ged uponl'sll1 these, where any interest tha.t may be evoke
o e ehiefly o ’ itious sort, the giving of marks may
chiefly of the adventiti ving of marks may
must be ffective and a harmless spur to industr) ;
Ao e eh < ecdients as the exhibition on the walls of the ¢ ass;
rule, suct expe:ses of exceptional merit would seem tod atzv;;
raost (f)fttf: ;:frlposes of laborious systems of marking, and a
most O |
tese Obje?ﬁor'lable';re on a different footing. Classiﬁca';lx:: bX
Iliza;:‘;?;;or;s plain necessity imposde.d upqr;nev;lrlir St:a:!:] uc}; -
et i i i ise for discussion, .
v lntCECStIZ%t;::zllx;is sa:bject of examin.atlon. the sty;l::e;ﬁ
pends‘ SPad. 1? p rsonal preferences of examiners, tha.t a i eral
e, ; ge difficult. s it best to fix a max;:;}uidé and
Bt et erks for all mistakes? Or to subdiv .
then ‘to d_educt m]?er ones, and then to give mafks for Oeve;-y comg:
queSt'ion% nt? sﬂ(‘; to mari: by general in.lpresswn? r rl}'o com-
that is right? ¢ second of these plans with the last? hatode s
bine ,the first o eral reply can be given. Agax.n,‘to w < %—rs’
questions no gen roperly pretend in cla551.fymg candidates?
of accuracy can v:;e tli)on is that if there are thlrty. c:andldateil we
“The comfnon.ass‘: eI:Jnty or thirty degrees of merlt.. Sorme'f ing
iind st times be possible in mathematlcal. subjects,
like this may some and descriptive work with such nicety ‘may
ety jlldg'et h(;z::;y as mere pretence. No such accuracy is In
safely be se

i i Mr. Eve, for example,
.. iffer on points like these. Mr ple,
e oplpwnsth?ﬂfeorce of Dr. Wiese’s crmcxsnr:o (i*fe gt:;z ‘F?hgl rlli ;
whilst acknowledglff tters on English Education), appears to rogard " think-
system (in Germt,l,n asea not insalutary habit for teachers to .S

ing in numbers

i rkin » in Qhe Practice 0’ Ed“CﬂhOﬂ (Pltt Press Ser]es’
eSSa&' On Ma g
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fact attainable. It is :
o o amable. Tt probably.correct enough to say t i
h %n eritair:ut\lz::c:;ndi\gztzz? ;‘eadlly di§tinguish four or gveh;ttaglr[::ez
ltlin, and it is ludicrous ’t_oe;vrc?f’:[smttlgz c\:/m Cel'talﬂ_ly'reco_gnise
Pt € can distinguish a
The art of note-taking, implyi i i
Notz- - the matter i§, harll)dfru;i; St(l: ((iicl):cs 'th? ablllt'y o analyse
:0;::;‘ dealfe(z;ftures_, .is as difficult as it is 1&3:?:125 Mt sential
b grat(;‘:::u:ig and practice, and must there.fore be tak
} able to write and e11 Ztages. from the time when th > ta. i
i+ certain subjectsv eSpe e anae anooks will be nece y for
Sene s cont, -g-, for language and history, but fessary for
ot o cont ee(xiltts can scarcely be of his own e,xcogitaczr several
will have to put it ?nts Ug%CSt g heopriate entry, but th:)::" lll{e
the entry is bein mc‘dS e anc} o e @ definite pau while
o ontry coﬁsistgof ade. Sometlr'nes the best notes ‘tl)hatse while
either orally or in w ':1:' g POlf\ted Questions, £ be a overed
the lesson. As timl;al o, 2nd e e o recall th,e Salientr;;Wtemd
should rout mose ne rioes on, the onus of making good z:tOf
oglthe secondary school O;Eril;?io;llet};?mp‘;gnl’l o i the last yeaiz
able facility - u ave 1 1
o als‘c)ﬂgfy Sntr; ;r(;zk:ing abstr_acts., not only of leci:i(:::slrztrixd(:(lmsuielr~
ot o e e descments of sy,
and > ill vary accordi
i c&a;acft;:rreiof tlhe accompanying text_boc:lf{‘.g t?nﬂﬁ, subject
contain summaries %)? e for example, the note-b : ear.ly
formule and definiti gffm}mar.and vocabulary; in ma-thOOk ‘.mn
supply a systematic 10n53 . fisto, teXt-b;Ok Il perhaps
outline in addition to a more d:;ll'll gerhaps
atled treat-

ment, and the note-bo i en b r v for-
! ' -book will th
i 1 : ts. e reserved for ful‘thel in Or

The right use of text-books is a point of
Text- ahnCe in the art of teaching °
BOOKS. the ma 1 '
pupils to ea ,ft?f sat at his desk and called up tadic:

S say thetr lessons,” the text-book wa u[; odividual
§ of course the

chief instrum i :
nent of instruction; but now that childr
. in Teaching and Organisation ptEn are taught
v P. 250.

It requires

great praetical import-
In the old days, vclz)hen

{ ever limited to stimulus
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collectively in groups, the oral lesson is more-commonly relied
upon, and has to a great exfent superseded_the text—bopic. Some
hold that the change has gone too far, and it has been sé.rcastically
remarked that whereas in former days the pupils learned their
lesson and said it to the teacher, the teacher now learns the lesson
and says it to the pupils. The danger here hinted at is un-
doubtedly a real one. It ought, in fact, to be clearly recognised
that text-books should play a varying part in teaching, -according’
to the age of the pupils and the nature of the subject. Until a
child is able to read fluently, he will make small use of text-books,
except an easy s reader,”” and perhaps a plain collection of arith-
metical exercises; and so in the lower divisions of -a primary
school instruction will be carried on almost entirely by means of
oral lessons. In the higher classes of the primary, and throughout
the middle forms of the secondary, school, pupils should begin to
learn the use of books, though at this stage the text-book must be
regarded as strictly subordinate and supplementary to the teacher’s
lessons. In the higher forms, when the pupil is passing into the
student stage, oral instruction will ordinarily be largely replaced

by the study of books, and the teacher’s task will be more than
and guidance—a fact which should have

structure of advanced, as compared with
When at length, if at all, the university
inion has been deliberately expressed that,
at least as regards the abler students of certain subjects, oral
instruction of a formal character may well be dispensed with.?
Certain plain requirements in a good school-book may be quickly
stated.’ It should be clearly printed, in type of suit- ..

R R Qualities
able size, on good paper; it should be strongly bound; of a good
its statements should at least be accurate; its language text-book.
should be easily comprehensible to the pupil; and if iHustrations
are given, they should do what they profess to do—throw light on
the text. How grievously these more obvious requirements are
sometimes disregarded, those only know whose lot it is to examine .
school-books with special care. Whether a text-book is best

£. Sidgwick's ** Lecture against Lecturing,” in The New

a close bearing upon the
elementary, text-books.
stage is reached, the op

1 Cf. the late Pro
Review, 1890.
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written by a first-rate authority on the subject or compiled by an
-exgerlenced teacher from authoritative sources, is a question 1}; 01
which no general rule can properly be laid down. When the sp "
person c:ombines in himself mastery of the subject with skilain'le
-expounding it to a beginner, as in the case of the late P lfn
Huxley, his book is sure to win its way to wide acceptance o
'But the teacher of a lower or middle form, though h ill
he:snate to _adopt a mere compilation from sec:)nd-ratg arce
‘will look chiefly to the practical utility of a book as pploment
to I‘ns oral t_e_aching; indeed it is upon this point :hsupplemCF‘t
-obvious qt{alxtles of a suitable text-book will turn a}: t? ¥ le'j:;
remarks, hints on the teaching of the subject, and all. othre att
intended only for the teacher, should appear in th o fnatte’l'
7c1rcqla.1r or leaflet rather than in the book itself. F oo isher's
book intended for class use will differ to an im Art urfihe‘rmore' o
-onl;a 1mean’c for p}‘ivate students; the minutg e:};taﬁ:'cg" oo from!
:)ao “pfli::: Sil;mil}"]af lf;S_ supposed to be proper to the latteru:li?l gzg
choosing a bookeb e igain, though the teacher may in
foe oG 2 Doo e ccgmpelle.d to take into account its suitability -
for 2 certal e afmnatlon,‘ ‘thxs fact should not be obtruded on t}tly .
e o e’;’mpn_l., Qur Oxford and Cambridge "’ geographi y
" Certificate histories, ‘‘ South Kensington” al e !
.Martlculatxon " science books furnish food f 2 gebras, and
tions on our educational machinery. e

A complete review of the fea

.of ttllle l;lsual bx:anches of instructtl;cl:ls \(:721?15 (t):::dof: t(;l;oolk in each
e and partly bocaut oo s again over ground alceady waver.
be éompefently d::ﬁus? ]lﬂt would raise questions too SPeCiZlﬁSed to
suffice. A gzod tea(‘:n}rllér b¥ Jonmger et ; & few instances must
that text-book of arith t(') s olars will usually select
copious, varied metic or algebra which consists simply of

, » and systematic series of exercises H o rofer
that‘ all explanatory and demonstrative matte .h © vll prefer
subject pf oral lessons; he will help his Pupilsi should for.m the
summaries of facts and principles, and he will r0 o thel'r seion
nto ‘‘lessons ’’ as an unwarrantable intrusion u;?)‘:)tthi:n?ng'lvf;m

1Vi

‘teacher’ i i
s province. The exercises should be sufficient not only

ome sad reflec- |
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for a first course, but also for subsequent revision; the book
will not be worked straight through, as if it were a story book, but
the teacher will pick out such examples as will best serve his pur-
pose at the time. Jn short, the book will be the teacher’s servant, /
not his_master. The choice of a text-book in geometry will, of
course, depend, in the first instance, upon the teacher’s . special
views as to the content and sequence of the course; but he will in
any case require that the figures be bold and well drawn, that the
steps of the proofs be clearly arranged, and that due limits be-
placed upon abbreviations of geometrical language. Here again
he will be satisfied with the usual systematic arrangement.
Though he will not require all the axioms and definitions to be
swallowed at the outset, he will not object to their being neatly
brought together, to be referred to as occasion arises. The one
indispensable text-book of geography is, for beginners, a collection
of pictures, and, for older pupils, a collection of diagrams and
maps, which should not be crowded with unnecessary names, and
should be printed with merciful regard to the scholar’s eyesight.
The ordinary class-books of geography contain a large amount of
matter which can and should be gathered from the map, and
their utility may well be doubted. Similarly, the best supplement
to a course of lessons in history is a ** skeleton outline *’ of the
chief events, chronologically arranged, and so forming a temporal
scheme which shall aid the memory and be at hand for reference.
For the rest, the teacher of geography and history will prefer to
rely on his own powers of description and narration, and on the
contents of the school library. In the teaching of natural science
books will play a still less important part. A brief summary of facts
and principles such as might be given in the form of notes, is the
utmost that is needed; unless the subject demands the solution of
numerical problems, in which case a collection of these may be
useful. After what was said in Chapter VIL. about the scope of
instruction in English and in foreign languages, we need not here
enter at length into the question of suitable text-books. It need
only be remarked that a school grammar should make the
.essentials absolutely clear, and relegate all exceptional formations
and constructions to appendices and foot-notes; and that the
17 .
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u.se.of a vocabulary is a convenient stepping-stone to that of &
. dictionary.

The subject of text-books suggests the wider one of school
ScHooL libraries. A hopeful sign of the times is that the im-
Lisraries.  portance, nay, the necessity, of libraries for schools of
all grades, is more fully understood now than ever before. The day
fl‘as gone by when a single reading-bhook, consisting of a series of
‘ elegant e?xtracts,” all perhaps excellent in their way, but possess-
ing no unity and therefore little formative value, was deemed a
sufficient literary equipment for a child. It is now generally under-
stood that the mere ability to read, without a trained discernment
of whatlxs best. worth reading, is a doubtful boon, and that, there-
fore, a ht?rary 1s an essential part of the equipmen£ of every ’school-
Such a library should contain at least six departments—stories
and ﬁct.lon, history, biography, travel, popular science ‘and poetry
—and in each department the needs of pupils of di;’ferent ages
should be cared for. There should also be a coltection of useful
books of reference, at least a few good dictionaries and a large
atlas, which the older scholars should be trained to use for thergx;-
selves. A significant distinction may be drawn between a school
and a class or form library. The latter should contain books that
are more strictly supplementary to the course of instruction and

the ordinary text-books—some alternative text-books for refer- -

ence, a‘handy dictionary, and such books of travel
and fiction as will enable an intelligent pupil to corr,el
creative reading with his school lessons.

The term ilh‘astmtion is commonly applied to the pictures and
IiLus- drawings with which books are embellished; and to
TRATION. the employment of examples, comparisons ar{d analo~
gous instances in elucidating an argument or enlivening' a narrative-
Amongst teachers, however, the word appears to have acquired an
extgnded sig_niﬁcauce, and is made to include such thing'cs1 as geo—
loglcgl specimens, chemical and physical apparatus, blackboard
drawmgs-.—in short anything which, by means of an appeal to the
senses or imagination of the learner, throws light upon a piece of

description or reasoning. It is in this wi
Hng. s ‘wider sense that shall
hiere -use the word. that we

biography,
ate his re-
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The various kinds of illustration may be arranged in a sort of
series, according as they leave much or little to the
imagination. They are, first, the actual objects, which Kinds.

leave nothing; secondly, models or solid representations of objects,

which leave something ; thirdly, pictorial or photographic represen-

tations, which leave more; fourthly, outline drawings and dia- '
grams, which leave still more; and fifthly, verbal compari:_sogx_sa

which leave everything, to the pupil’s imagination.

The relative importance of these will vary according to the sub-
ject, and the pupil’s stage of development. In some . uces
lessons, notably those on common objects and on in different
elementary science, the actual thing must usually, from subjects,
the nature of the case, be forthcoming, because one essential pur-
pose of the exercise is to train the pupil to observe the object
carefully, and to describe accurately what he observes. Geo-
graphy and history, so far as they are taught by means of school
excursions, are illustrated in the same way; but in the main the
teacher has here to rely upon models, pictures, maps and diagrams
as aids to the child’s imagination.

Apart from particular subjects, however, direct appeals to the
senses are on the whole more frequent in the earlier .4,
than in the later stages of education. In the infant various
school or Kindergarten stage, there are few lessons that stages.
can be rightly taught without resort to things which can be seen
and handled; in the primary and lower secondary stages, concrete
illustrations are still of vital importance, though increasing de-
mand§ have now to be made on the pupil’s imaginative and con-
ceptive powers; beyond this period they are of still less importance,
or rather they are still less available, because excursions are now
made into regions where they are of small assistance, such as
reflective poetry, constitutional history, and the like. Still, they
should be used as much as possible at all stages and in all sub-
jects. There are few students of abstract matters who would not
be willing to confess that a relevant appeal to the eye always
comes as a welcome relief.’

1 Modern text-books of psychology are a case in point; see Yames's Prin-
ciples, Baldwin’s Handbook,etc. .
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Like most other good things, illustration may be over-done.
Warning ~ Lhere has been a tendency, especially in our training
:lsa{)% f:ﬁ;; colleges for teachers, to exalt what is essentially a

means to the position of an end, a tendency doubt-
less encouraged by the mode of examination in practical teaching
that has prevailed. Though the ability to illustrate appositely
and readily is one of the marks of a good teacher, yet it cannot
bfa too strongly emphasised that a highly finished and elaborated
diagram, picture, or model, is quite insufficient in itself to make
a lesson a good one. Speaking generally, the utmost simplicity
should be aimed at, and those illustrations which are so simple
that they can be made or worked out in the presence of the class
are best of all. The map that grows before the children’s eyes as

the lesson proceeds, and the sand or clay model that is moulded

.in t.he presence of the class, as feature after feature of the object
is disclosed, are far more effective than the most ornate produc’gion
Present?d at the outset in its complete form. And in higher
instruction a piece of home-made physical or chemical appaxitus
is often far more really illustrative than elaborate appratus can be

The young teacher may be warned also that the number o-f
and " illustrations should be kept within due limits. Experi-
profusion.  ence shows that in teaching children, counsel may be

darkened by a multitude of things, not less than by a multitude of.

words. Let the illustrations be strictly relevant, and let those

only be included which can be properly used in the time at the

teacher’s disposal.

It not infrequently happens that though the above conditions
lustra- are fulfilled, the effort is a partial failure on account
;‘r‘:)';fe:l" be of the clumsy way in which the illustrations are used.
e,hib-,teyd_ I'f i1s rarely wise to hold an object in one’s hand, since

either one’s movements are impeded, or the object is
badly shown; a table whose top can be raiséd or lowered at
need is useful for the purpose. Again, it is 2 bad plan to lay out
a number of objects before a class of children at the beginning
of the lesson. A professor lecturing before an adult audience
may perhaps have all his materials laid out in order on the demon-
stration table, but the attention of a younger audience is apt to be
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seriously distracted at critical moments by an array of specimens
or apparatus. . '

It is for a similar reason that blackboard drawings, sketches,
and maps are superior to finished productions, at least The black-
in the early lessons. A child’s attention easily wanders, board.
and a teacher who puts before his class a gaily-coloured and well-
filled map is never sure that all are attending to the part or aspect
with which he is dealing at the moment. If, however, he starts
with a blank map, and fills in the details as the lesson proceeds,
he makes pretty sure of attention to the thing in hand, and to
that only. Every young teacher should be at pains to acquire
at least a fair degree of facility in sketching and writing on the
blackboard. , :

Just as the literary part of instruction is furthered by the school
library, so is the scientific part helped by the school Schoou
museuwm. The distinction is not, of course, a sharp Museums.
one, since the library will contain scientific books, and the museum
may contain aids to the study of history and literature. The
great thing to be avoided in the formation of a museum is making
it a mere dumping-ground for such miscellaneous odds and ends
as any one interested in the school may care to contribute. Many
such articles are more suitably stored in cupboards, and some
more appropriately consigned to the dust-heap, than exhibited in
museum cases. The museum should contain, above all else,
illustrations of the fauna and flora, the geography and geology,
the industries and the history, of the district in which the school
is situated. If the museum is to serve any useful purpose, and
to contribute to the intellectual life of the school, the specimens
it contains should not be thrown together anyhow, as is too often
the case, but should be duly classified and labelled.
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CHAPTER XI1i1

'l"HE INFLUENCE OF PUBLIC EXAMINATIONS ON TEACHING

:‘ And one cried, ¢ Can
‘ And another,
Camelopardis? *

; Gar y(c))u ih](;w me how to extract this square root? ’
you tell me the distance between a Lyrae and 8

‘ And another, ‘ What is the lati i
Noman’s County, Orego, U.5.7 *titude and longitude of Snooksville, in

‘“ And another, ‘ What w ame of
) , at was the n i
i o I b Mutius Scaevola’s thirteenth

' And another, * How long would i

v e t i

acu‘\‘nfyAtz tumble head over }gxeels frorr: Ifg:l{go: ticl;(})g:;r;s?ector of average
nd what good on earth will it do you if I did tell ym;?.’.quoth Tom

“ Well, they didn’t know that : all
. , : th i
ing ”—C. KinesLEy (The Water Babz‘es?’ knew was the Examiner was com-

A DISTINCTION was drawn in the preceding chapter bet
examinations conducted by teachers as one of the ordina means,
occurring perhaps almost daily, of promoting the end ryfmeans’
xpstruct{on, and _examinations conducted on special occS . Soung
;t_con?derable intervals by an outside authority TfLS;Ofler;fLr
afze h::: rr:aci}(rmt;zin EonSIdergd; it is with the latter alone that we
e er o d?re . Pubhg examinations are conducted, not
only under the Whgc; aSuthorlty of the State, but also by various
s Rl ]t1c » tate author.lsation has been directly or in-
directly & fo. ' will be convenient, however, to neglect this
° r the present, and to fix our attention upon the
general features of the system of public examinations undp hat-
eve{r }.;«luSPICCS they may be conducted. ’ T
ing Chea::eer air:]d :}ﬁ)ere:q of the examination system form an interest-
ing chapter in th ‘rlstory of English education. Examinations
s we oy grew gradually out of the older plan of * dis-
p , ' a practice of the medimval universities, which has
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maintained its ground to this day in some Continental coun-
tries. The change from disputations to examinations p.

f . - ise and
proceeded slowly in England during the eighteenth gpread of
century, and, so far as the University of Cambridge examination
is concerned, the transition has been clearly traced ST
by Dr. Whewell' and others. Early in the nineteenth century,
owing partly to the extension of analytic methods by the French
mathematicians, the processes and results of which are difficult to
express orally, the disputations in the schools at Cambridge be-
came less intelligible and interesting, and thus an increased im-
portance was gradually attached to the paper examinations.
Indications of this tendency are seen in a Grace of 1808, and in
another of 1818; hut the great change did not come about until
1827, when a syndicate was appointed to frame new regulations.
One of the changes thus brought about was the substitution of
printed questions for those hitherto proposed wivd voce, in order,
as it was thought, that the questions might be more generally
known, the students better directed in their reading and the .
studies of the university made more fixed and definite. The
system, as applied to the granting of degrees, was adopted at
Oxford several years later, at about the same time that the Uni-
versity of London was established. The change which was made
in the constitution -of the latter university in 1838, when its ex~
aminations and degrees were thrown open to all comers, irre-
spectively of the place or mode of education, is specially noteworthy
in the present connection, because it inaugurated a system under
which, in course of time, there were called into existence a number
of provincial university colleges, whose teachers had no part or
voice in the framing of curricula, or in the examination of their
students for degrees. This change marks a most important de-
parture in the history of examinations.

During the decade 1850-60 public examinations began to
operate on a very wide scale, chiefly owing to the absence of any
organised system of secondary education in England and Wales.
In the institution of secondary school examinations the College of
Preceptors took the lead, its scheme of examinations having been

1 Gee his work, Of a Liberal Education in General, etc., part i., chap. iii.
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form.u.lated in 1853. The Society of Arts, and in 1858 the Uni-
yer§1t1e§ of Oxford and Cambridge, followed suit, the latter by
Instituting the well-known local examinations. There can be no
doubt of the immense influence of this movement upon the better
secondary schools of the country, and of the great benefits that
accrued in fixing and defining the scope of secondary instruction
as.u.nderstood by bodies of individuals well qualified.to form at;
opinion. The point we are here concerned to note \however is
that in all of them the principle of the complete sev’erance of ,the'
teachxpg from the examining function was appareantly assumed as
an axiom, It is interesting to observe that the same };)rinci le was
applied to the work of the primary schools when the lgeev?s,ed.
Codf: of 1861 made *‘ payment by results *’ the basi§ upon whicl
parliamentary grants were to be dispensed. pon W
mu;l;:xaet ep(}a:g;)ifnr;z:(izx;nﬁoz);aomflr:atlsp indepepdent of teaching is
and mi.lif:ary services which has Eﬁt;?txg;zda[)s?:ézt?gn;s o oo
competition for these appointments was introduceg ’ Special ex
ammatnon.s were instituted for this purpose, and the ixsual; rzlath e():l\"
9f preparing -candidates for these tests seem to have been rena'olS
Instrumental in bringing into glaring relief the weaknesses of l?hy
system. It appears, for example, that we have here the orj in
o.f t%le now familiar use of the word *‘ cram,”” and of the s| 'Oﬁlgm
distinction between a teacher and a ** cral,nmer " N(:)tS Ignll Cﬁnt
the State, howeve.r,. organised examinations for z;dmissio(r)xnt)(r) tﬁz
z::irtt;ly,t}r::vg; tand fcnvxl set:vice,dbut the various corporations charged
with y of superintending professi ini
mstl.tut.ed tests of a similar chargctzr, ssstlﬁgs lthter ael::rlginl:i‘:; agf:’
adr.m‘ssxon to the course of training for doctors, dentists. barri iers
solicitors, actuaries, accountants, architects ' : d '
’

mists, have all influenced the
secondar
extent. Meantime, ¥ school

when open

engineers, and che-
to a greater or less
antime, the schools have also to Sr i -
trance examinations of the various universitiesec:gg ZV(;EE 2};;310(:115
and universities have had to rely upon examina,tions in the award
of sc}.lola.rshlps. In these circumstances it is not surprising' that
examinations have perhaps been at once the most thorougE and
the most severely criticised, part -of our educational machin’ery-
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Even during the period of its development critics of the systenr
were not wanting, and it was handled unsparingly by Critics of
the more prominent educational thinkers of the time. the system.
In 1861 Spencer wrote as follows: ‘‘ Examinations being once:
passed, books are laid aside; the greater part of what has been
acquired, being unorganised, soon drops out of recollection; what
remains is mostly inert—the art of applying knowledge not having"
been cultivated; and there is but little power either of accurate
observation or independent thinking '’.! Thring wrote con-
temptuously of ‘‘ examiners, who come fresh from their books
to judge the work of the practical worker with all its varying
factors, award praise and blame in total ignorance of those varying-
factors, and report this to the amateur power above, which knows
still less.”’? R. H. Quick, himself an experienced examiner,
supposed that there were  instances in which care for the ex-
amination developed into care for the subject of the examina-
tion,”’ but added that ‘ these cases are so rare that they may be-
neglected ”’.> And in 1888 the editor of an important periodical
was able to secure 4oo influential signatures to a strongly-worded’
protest against ‘‘ The Sacrifice of Education to Examination ’’.
The protesters held that children and youths had come to be:
regarded by schoolmasters as suitable instruments for earning
grants of public money, winning scholarships, and the like; and
they recounted the physical and intellectual evils which they
supposed were fostered by the inherent faults of the system. They
maintained that education was becoming too uniform and stereo--
typed, that the health of the most promising pupils was often
endangered and sometimes ruined, that teachers were losing in
intelligent self-direction, that knowledge was no longer prized for
its own sake, and that deliberate encouragement was offered to:
rote-learning and to a wasteful diffusion of energy over a complex
array of subjects.*

But in truth it is not possible to judge rightly of the effects of

t Education, chap. ii.

2 Theory and Practice of Teaching, pp. 253, 254.

* Educational Reformers, p. 540.

¢ The Nineteenth Century, Nov., 1888, and Feb., 1889.
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themselves—much greater than has been recognised in the past—
when they practically determine what subjects shall be included
in the curriculum, and how the time shall be apportioned between:
those subjects. This is the way in which school curricula have
been too commonly settled in this country. Only to the minds of
the few have the vast importance of the course of study, and the
principles upon which its construction should depend, usually
been present. In actual practice such discussions as that con-

tained in Chapter VI. have been little regarded. The curriculum ,

has been settled in a more or less haphazard way by various
examining bodies, who have differed considerably among them-
selves, to the great inconvenience of the schools, as to what con-
stitutes a good course of liberal studies. But these are difficulties
that can be removed. They are not necessarily part and parcel
of the system.

Next among the dangers of public examinations may be men-
(2) Over- tloneq that of encouraging t?e pupil to regar.d a
estimation ~material success as the first thing, and the pursuit of
of material knowledge as the second-—possibly a bad second.
SUCCESS: The genuine love of learning is one of the cardinal
objects of instruction, and to substitute for that object the mere
desire for distinction is manifestly to aim low. Still, we must not
press this argument too far. It sometimes happens that an end is
more surely achieved when it is not directly aimed at. As we
shall see in our subsequent discussion of the prize system, and as
most of us know from our own youthful experience, the rough
places of study are sometimes made plainer, the road towards

mastery of our subject is sometimes smoothed, and delight in its '

pursuit is sometimes created, by the prospect of that success in
examination which lofty critics affect to despise.
fact, turns upon the quality of the examination.
fully it is designed to encoura

Everything, in
The more care-~
ge the formation of healthy mental
habits, and the more confident pupils and masters feel that the
best kind of preparation will ¢ pay '’ best in the examination room,
the less will be the mischief done by anxiety to succeed.

But unfortunately, owing to the fact that the difficulty of the
art of examining has not been duly appreciated, this confidence
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has seldom been realised or deserved. For one thing, examiners
have been too ready to believe that a candidate wh? (3) Studies
shows a knowledge of unimpqrtant matters must a4 :slfa‘;gur-

fortiori be well informed on 1mportapt ones. Pro- ﬂug'nmd by
ceeding on this entirely false assumption, they have unskilled

too often neglected the salient feat_ures of the §ub]ect, examiners.
and sought in its nooks and crannies for m§terlals upon which to
base their questions. Exceptional grammatical fot:ms, .words and
phrases of rare occurrence, comparatively obscure historical events,
rﬂarely employed mathematical processes—these form.the }.1appy
hunting-ground of ‘the examiner wh? doe:s not know his .busmess.
The reflex influence on the teaching is of course disastrous.

Instead of encouraging people to fasten their attention on the

essential and to ignore the inessential, t_he examination:; has pre-
cisely the contrary effect. The most en.hgh.tened‘ ‘exammers have
indeed striven to stem the tide of rrzlschu‘a‘f. I can lay my
hand on my heart,”’ writes Mr. Beeching, and profess I have
never set a question upon the sources of a play of Shak'eSpeare
since 1886, except when such a question has been prescribed by
powers to which even examiners must bow, and then the answers
were in every way satisfactory. " Shakespeare go’t m?st of his
materials from Plato,’ or * from Arlst?tle and Plato, ’or from De
Cameron’s Boccaccio,” or ‘ from Collu'ar an.d Malone °. Excellex:t
children, who refused to be interested in chips from Shakespeare’s
workshop! So much for what examiners mean by the under-
i lay.’’?
Stalf::fh:r r1’1n§esirable feature of examinations, and one to b.e
strenuously avoided, is the tendency to lay undue stress, especi-
ally in the elementary stages, upon matters of bare fact:—matters
which call only for an exercise of memf)ry,'and whl.ch rqake
no demands upon the pupll's. powers of judging and mferrmg.
Treated in this way, arithmetic becomes a system of devices for
getting answers to sums, without reff:reslce to the m(?de by which
the results are obtained and the prmcxples. underlying the pro-
cesses; geography sinks to the level of a disconnected catalogue

1 In Cookson’s Essays on Secondary Education (1898), pp. 225, 226.
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examinations in general, because their effects differ widely accord-
ing to the circumstances under which they are conduc.ted. The
abstract question whether the tendency of examinations is gopq or
bad does not in reality admit of an answer. Let us, as practical
people, take it for granted that public examinations in one form or
-another are an abiding feature of our educational system, and let
us rather ask : Under what conditions should they be administered,
and what safeguards should be insisted on, if their best results are
to be secured, and their objectionable features reduced to a mini-
mum? As human nature is constituted, the extrinsic stimulus
which they provide seems on the whole, and under certain attain-
able conditions, to be a valuable one. The immediate question
for us is, therefore, how to apply the stimulus so that it may

not defeat its own purpose. But we must clear the ground by
drawing an important distinction.

We must, in the first plac
Competitive t100S from those
examina- Here, however, we
tions. dates at qualifying
merit, the distinction to some

e, distinguish competitive examina-
which are simply qualifying tests,
must remember that when the candi-
examinations are placed in order of

extent vanishes, since the spirit of
competition may then become keen even in these, at least among

the best candidates. Now competitive examinations, intended as
they are simply as a means of selection, are not strictly germane
to the subject of this book. They are not meant directly to
subserve the purposes of education, but only to enable certain
authorities to pick out from a number of candidates those who are
presumably best qualified to fil an appointment or to benefit by
an endowment. Their indirect influence on the work of some
schools, however, is very great, and, unfortunately, it is pretty
-generally acknowledged to be pernicious. Competitive examina-
tions are chiefly responsible for the unpleasantly suggestive com-
parisons, that have often been drawn between schools and hot-
houses, schoolboys and race-horses. *‘1 have no hesitation in
saying,’’ writes Dr. Dukes, * after a long experience, mature
consideration, and with the requisite knowledge for gauging results,
that in a large proportion of instances an early scholarship is
positively harmful to the. individual child, especially scholarships
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j ing a secondary school at fourteen
which are aSSJgtﬁzf tl?:n i?l?:;nv%hiih are gran};ed at a fnatu'rer age,
e Of' 5 r}f 1 at the age of nineteen for th'e. university. {\t
o le'avmghSC };)i?d is pressed from an early age in orde'r to obtain
i e etctcined it, he is placed at work in excess of his enforcgd
" haylﬂg ada onstat,)t pressure is thus maintained _throughout his
e e o No doubt a good deal can be said on the other
S?hogl Care;rére is strong evidence that competitions for schplar-
Sld'e’ e ood deal of mischief: physical, by at least occasional
?‘hlps do 2 fg over-pressure; intellectual, by the encour.agtemt'ant (}f
mstancefs l0 recocify especially when premature specialisation 1s
: hafmul I:i and r,noral, by forcing to the front the ele{nen.t of
also ial rev ’rd Still, it is difficult to see how such examinations
mite;rialyaizgc?ce .be sup’erseded. They ﬁouxiis}z, :axss tl:ﬁgirgizma%;;é
o i ain schools to use
o e nfaturta;}ed;i‘:;o(;i c(?;t‘:t:rjicting the cleverest pupils.
Py on that in the circumstances it is all the more neces‘;
o Ct?)n to r:lhyeszl):t of examining should be thoroughly understoo
sary that - [ eX:
by those wilo prtaizsih::.subject of this book,'because more €x-

Mort_e o edva:flnto further the cause of sound InStruC- gualifying
qressly ms;‘:n 1? ils whatsoever, are those gxammatu'm.s; :,;:);;r:'ma-
O.f comp etitions ’Su:}zssle?ﬁzynfrte I;rb(;y and carefully administered.
:;;mla;; a;%z:;e‘d to point out more preciselybwhgregaese dangers

en i i i re to be sought,
lie, and i8 wha dxrectlo:fs r:ﬁizdlsia;xinations is the tendency of

One of thea;i{ingzésexargination the mainspring of Dangers of
tea?:l e:;sct;[x(r>it;;.1 When this is the case, the w_hole- Ez:?uﬁ) .
their acti f the school, as embodied in the time Regarded
.orgamsatlonuo s the tone and spirit of the teachm'g: is asan e{,}?an
e oty 1 ﬁienced for better or worse. E).(ammmg gaslt:e!; than
pr(gﬁ)l;?gg lr;»minly t:ake a great responsibility upon
au

e 5 Organisation, pp. 357, 358.
:garneft;rs irl; ;tzcrﬁ:?g S;Z?ial ]%epoﬂ-f’ vol. vi., papers by Canon Lyttelton
ee, , _ .

and Mr. Lynam.
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histqry, and who remains in ignorance of the meaning and con-
nection of what he learns, is being crammed, whether the pre
cess takes three weeks or three years. We conclude, then, that

our unpleasant metaphor, with the correlative notion of mental

-dyspepsia, is rightly applied to knowledge, so-called, which is
unorganised, unconnected, unsystematised. Again we must re-
mark that, when they are wisely ordered, examinations do not
-encourage the evil in question. If examiners clearly recognised
the real nature of the sort of preparation which the term cram, fitly
. symbolises, and resolutely set their faces against its toleration
the mischief might at least be reduced to small proportions. ’
So much for the dangers that lurk in the system of public
Remedies ~ €Xaminations. Let us now turn to the consideration
f?r the evils  of the right remedies and safeguards. The first of
;’.lofl’s‘f’m(‘l’;a' Fhese is at once suggestgd by the remarks that have
Carefully  Just been made concerning the teridency of certain
devised types of question. A public examiner should bear in
questions. mind that his papers necessarily serve the purpose, not
only of testing the knowledge of candidates on a particular o’cca-»
sion, but also of determining, to an important extent, the mode
in which future candidates will be prepared. The examination
will inevitably form some sort of guide to teachers in the methods
they adopt. The examiner should therefore ask himself concern-
ing every question he puts: Will this question have a good effect
upon the.tea'ching? Will it encourage the study of the right
kind of' thing in the right kind of way? Isit perfectly intelligible,
and is it properly adapted to the candidate’s stage of development
.and professed attainment? Wil it discourage the learning by
rote of.what is not understood, and the ** cramming *’ of lists, rules,
exceptions, odd instances, tabulated statements, bald synopses,
and skeleton outlines? He should therefore think’ twice and thrice
‘before he asks candidates to * give a list of common nouns derived
from names of persons or places ’’; or to ** give the dates, circum-
stances and results of the following battles ’’; or to “’giVC the
meaning and derivation of scambling, career, umbered farced,
dout, and tucket, as used in Shakespeare’s He’m'v V., <;r simply
to ‘' name countries from which we get coffee :-md india-rubber,
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flax and platinum, furs and. timber, .cork apd wine ”; ‘or to write
down the irregularly formed ferpinlnes or pl.ura}s of a row of
rarely occurring French substantives.* He will know that, even
though it be destrable that candidates shoulq possess qurmatnon
on some of these points, he dare not put his questions in these
clumsy forms. There is not one of these questions which does
not encourage cram, and, let it be carefully noted, most of them
could have been put so that they would have discouraged cram.
. It has sometimes been contended that only certain exercises,
chosen because of their slight liability to the evils gpquiq
above illustrated, should ever form the subjects of every

i inati The examiner is required to-branch of
public examination. e quired 40~ o ton
award marks, and perhaps to arrange the car_ndldgiées form a sub-
in order of merit._ Iq his anxiety to do thls quite frfxtl::tf:r;'a
fairly, and perhaps in his desire to facilitate the process -
of marking, he is naturally prone to propose questions turning
upon matters of bare fact, and so admitting of_pgrfectly definite
answers. Thus brute retentive power is apt to count for more
than intelligence, because memory work is‘mqre"eg'sily tested ?nd
accurately assessed. .“ I myself,”’ wrote .th.e lat.e R. H. QUIC.k.
“ can see no way of escape from the pernicious influence -of this,
except by taking as examination subjects only. such .thmgs as
cannot be crammed : mathematics, unprepared ?r:an_slatlon, com-
positiori, and the like. Such things as history, geography, English
literature, should be taken in school and elsewhgre as unprepared
subjects, the teacher seeking to interes,t the pupils and not troub-
ling himself about any test of results.”’? S .

There seems to be small doubt that the distinction here hinted
at between exercises that are and exercises.that are not suitable
for public examinations is in some respects important. .For- such
a purpose, the custom of prescribing books for trans.la‘tlon ts full
of perils; so much so, that we find a well-known examining agency

1 take thes.e‘ examples from a set of 'Unive;sity Local Examination
Papers that happens to lie to hand as 1 write. . ‘ o

2 Storr’s Life and Remains of Quick, p. 275. Cf. H. Latham’s distinction’
petween ** information subjects ** and ** faculty SUbj?C‘S " in his work on The
Action of Ezaminations. . ;

18
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of names and facts, and history amounts to a lifeless list of events
and dates. The favourite directions of the examiner to ‘“ name,"’
to *‘ mention,” to * give a list of,”’ to ‘¢ tabulate,”” and so forth,
illustrate this point. The reason of such procedure does not
always lie in lowness of educational ideal, but rather in the fatal
facility with which the answers to questions of this sort are re-
vised and numerically assessed. The jaded official, who has
perhaps many hundreds of papers to look through, proposes this
type of question in mere self-defence, because his labours of revi-
sion are then made as mechanical as possible, and the exercise of
his judgment is little called for. To estimate the store of facts
with which a candidate has equipped himself is an easier duty,
and one more susceptible of being performed with arithmeticat
accuracy, than to test his mental grip. But unless the subtler
task is attempted, the examination defeats its own purpose of
promoting careful and intelligent teaching.

The preceding remarks naturally suggest a consideration of the
The term  term ‘‘ cram,”’’ to which reference has already been
“cram . made, and it may help to elucidate the subject and to
remove some misapprehensions if we attempt to attach a clear
meaning to this term. It is sometimes applied, but not always
with justification, to the practice of rapidly revising, immediately,
before an examination, the main outlines of a course of instruc-
tion. The matter thus revised may represent the results of some
months of careful and frujtful study, which have perhaps taken
the form of a synopsis of a standard work or of an extended series
of lessons. Now to go rapidly over the ground thus slowly tra-
versed, in order that the threads of this laboriously acquired
knowledge may be gathered up and brought to a focus, may be
by no means inconsistent with the true ends of education. For
education is a preparation for life,
only crises in one’s history when one's courage needs to be
screwed up, and when all one’s available resources need to be con-
centrated upon a given point. *‘ The agony of the examination
room,”” wrote Prof. Jevons, in his essay On Cramming, *‘ is but an
anticipation of the struggles of life. The barrister before the jury,
the preacher in his pulpit, the merchant on the exchange flags, the

and examinations are not the
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member in the House—all are gqing in ,fi)r their  little goes’ arlxld.
their * great goes ' and their triposes.’ .In all §uch cases t e
moment comes when the results o'f medlta.tlon or toil or eqterprxse
must be made to converge to a single point, and to (?ontnltlmdte }t,o
the success of a single effort, and thus what we have ;:a eb.t e
focussing of the main lines of thought presen.ted by t ﬁ stlxd Jetft
of examination may prove a valuable exercise. It s gu e
added, however, that these remarks, from the nature of the case,
applli’ :?nly t;?e ct):frl; ‘p‘lg;fn '’ is sometimes applied to the common
practig(;e o’f selecting carefully those portions of a supject v.vhlch ar?
most likely to be questioned upon, and of e>fclud1ng wxltIh equ}?
care those parts that are not so llkel.y to be included. o ov; :he‘
effect of this practice will depe.nd. entirely upon the quality o '1e
examination. To map out a limited course does. not ne'c::)ssarall ry
imply irrational teaching. A sylle_lbus of mstructno;x may be n 0;
cowed down either for the entirely commendab edp;:p%setails
causing the essentials to be mastered thoroughly, a}r: e de s
to be added if and when they are .needed; or for the purposeade
ensuring success at the examination. If thesehalms a:;ec ::e te
practically coincident—and this .wxll be so only w e? grle t are is
exercised in framing the questions—the custom of selecting "
material of study with a view to success in t}le exa{n;fatlon is no
longer an evil. This is the sort of ‘preparatlon ’v’vhxc 'JCVO}:"S’h x.r:
the place I have referred to, called * .good cram, but in W“lC ! i
seems difficult to discern the true dxffe'rentla of cram at all. -
Nor does rapid acquisition nt?cessarlly amount to cram. Ife
former is perfectly compatible with sound methods' of sf;dy. .
for example, I possess a largg number .of well orgamsed ideas upon
a given subject, then new ideas quickly fall into their places.
Provided this assimilation of the new to the old be brought about,
it matters not how rapidly the new facts are lea}rn.ed,. for they are
well learned. If, on the other hand, such assimilation does not
take place, it matters not how sloley the facts are learned, fo_xi
they are badly learned; they are, in fact, cr.ammed. Th? pupi
who is caused to learn by rote a chronological compendium of

1 Mind, vol. ii.; also Methods of Social Reform, chap. iv.
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“furnish an adequate public guarantee that the teaching is thorough
and comprehensive. The creation of a teaching university of
London, the emancipation of provincial university colleges from
the purely external examinations conducted by that university,
the institution of school examinations in place of those general
tests which have been supposed equally adapted to all schools,
and the substitution of inspection for examination in the primary
schools, afford abundant evidence that great changes have receritly
-taken place in the direction here indicated. -

But even though the mode of examination be carefully planned
(4) Exami- in acFordance with the principles abpve exp}ain_ed, .it
nations not Femains true that no system of public examination is
too fre- good if it be applied at frequent intervals during the
quent. pupil’s school career. The annual examinations which
formerly prevailed in English primary schools are here again full
of instructive warning. When a school is frequently subjected to
the tests of the outside examiner, its whole aim becomes dominated
by the idea of examination; the dull are unduly pressed to reach
the standard, whilst the clever are neglected because they can
reach it easily; success in the examination is regarded as more
important than the genuine desire to gain knowledge; the know-
ledge acquired even by small children is regarded as a com-
modity of little value, unless it is ready to be served up in the
form required by the examiner; and an exaggerated importance,
most mischievous in its effects, is attached to the written work of
younger pupils, it being quite wrongly assumed that what a young
child knows he can therefore easily set down on paper.

Of formal written examinations, extending over the whole cur-
riculum, most experienced teachers, in whatever type of school,
would probably agree that one is enough, and that this should
take place at or near the close of the pupil’s school career. In
the junior forms all the inquiry that is necessary can be conducted
by means of intelligent and’ sympathetic inspection, which has the
advantage of ‘placing the stress on'oral rather than on written
work, and on the methods employed by the teacher rather than on
objective results, the slow appearance of which is perfectly com-
patible "with generally sound instruction.
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Reference has already been made to the c.haos quugl}t in
secondary education by the large number -of existing examinations,
with all their varying requirements. Owing to the ab_sence of any
constituted authority, and to the haphaz'ar.d way in which examina-
tions have been multiplied, they have lgjurlously affected schools
in ways that are quite avoidable. Whilst no one can blame the
several professions for guarding the entrance to their ranks by
insistence upon certain standards of gener:al attainment, yet those
standards are so far uniform as to make it unnecessary that each
profession should have its own separate examination. -As rt?gards
the organisation of secondary s.ch.ools, and the 51mplfﬁcatlon of
curricula, it would be a great gain if the present excessive n}lmber
of examinations could be reduced, or more precisely assimilated.
This is the point at which the State might intervene, to the great
advantage of all concerned.
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issuing a special notice, pointing out that ‘‘ the examiners in the
'various languages find that there is a widespread habit of learning.
by heart translations of passages from the prepared books,” and.
somewhat helplessly complaining that ‘‘ this practice, besides being’
very injurious educationally, impdirs the value of the examination.
as a real test of knowledge of the languages ’. Ought, then, pre-
pared translations to be entirely superseded? This is a question.
of principle which should hardly be decided by the requirements.
of mere machinery. The principle should be settled first, and
the machinery then adapted to the decision arrived at.

In other respects, the distinction above referred to is by no
means clear. Geography, for example, is classed as a subject
which calls only for an exercise of memory, and in which the
requirements of examination can easily be met by mere cram. In
the past this has undoubtedly been so. But who amongst the
cultivators of modern scientific geography would for a moment.
admit that this study, rightly pursued, does not make full demands.
on the pupil’s powers of comparing and contrasting, judging and
reasoning? On the contrary, it is the open complaint of com:
petent teachers of geography that examiners in this subject place-
ruinous stress upon matters of bare fact, statistical and topo--
graphical, to the exclusion of questions that call for reflective
thought.!  Similar remarks apply to the other subjects classed as.
memory subjects. Where they are well taught, they are bv no
means mere appeals to memory; and the examination should
follow the best teaching. We must conclude then, that though
there are some subjects the teaching of which may receive
grievous indirect harm from unskilled examiners, yet there is none:
worth teaching in which it need be dangerous to examine.

But where are we to look for the right kind of examiners,.
(2 Exam-  and what precautions ought to be taken in the ap-
iners to be  pointment of these officials? If the preceding remarks
teachers.  are justly founded, it seems clear that an examiner
should be, not only a master of his subject, but also an experienced
and successful teacher. We may pretty safely go further, and sav,
that his experience as a teacher should have lain, at least in part,.

' See The Geographical Teacher, Oct., 1go1.
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amongst pupils of a stage of development similar to th.at of the
candidates he is to examine. One thing at least is quite clear,
that the man of high academic achievemenFs, whose knowledge of
boys is limited to distant recollections qf his own schooldays, apd
who in those days probably had little intellectual sympathy with
the dull or even the average boy, is one of the last persons to be
entrusted with the delicate task of gauging the eﬂimencx of a
school, or the merits of a miscellaneous assem.blage of candldate§.
Not knowing, as a teacher knows, the precise effects of public

*examinations upon methods of teaching, he is peculiarly liable to

such mistakes in the proposing of questions as those we lfave
commented on. Not knowing, as a teacher know§, the mysterious
and often wayward workings of a schoolboy’s 'mmd, he is apt to
run his blue pencil impartially throu.gh the stupidest and the most
promising of blunders. Not knowing, as a teacher knows, the
stuft of which the average schoolboy is made, he is apt to conceive
it his business to sound the depths of that person’s ignorance—as
if that were a difficult task! . o
After all, however, the real remedy f.or the evils of examinations
would appear to lie in a closer relation between the (3)n Slgtsgn
teaching and the examining functions. .As we have }C):twgen
seen, the tendency in all grades of education, primary, ;. ping
secondary, and tertiary, during the latter half' of the fmi(rln exam-
nineteenth century, was to allow those functions to I?ing.
drift apart, and so the examination came to be regarded, not as
the natural consummation of the course of study, necessary to the
satisfaction both of teacher and of pupil, but as someth'mg\n.]ere]y
superadded from without, and intend.ed (?nly for the satisfaction of
others. The result was that e‘xammatlon became more or less
akin to a game, partly of skill and partly of chance, in whxch.the
teacher and pupil on the one side were opposed to the examiner
on the other; and the teacher’s chief concern has too often been,
not to make the instruction sound and interesting, but to play the
game. These and other mischievous consequences are avertéd
bv such a combination of internal and external agencies as will
g'ive the needed freedom to the teacher in framing courses of
instruction and in devising appropriate methods, and will yet
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classes. The theoretical requirement seems clear. A class ought
Size of to be large. enough to enable the teacher to secure
classes. ‘the! peculiar advantages of collective teaching—the
stimulus of emulation and the * sympathy of numbers’’; but it

should not be so large as to make it impossible for him to have
a thorough knowledge of each

theoretical requirement should work
to say, since so much depends upon s

the subjects of instruction, the amou
the mi

out in practice it is not easy
uch varying circumstances as.
nt of written work demanded,
“nuteness with which this work is revised, the personal
quall'tles of the teacher himself, and the time reasonably required
by him for purposes of preparation. We need not be surprised,
therefore, at the widely divergent views on this matter that have
been expressed by practical teachers, according to the special
nature of their experience and the special difficulties they have
individually felt, Still; we may perhaps venture to affirm that an
upper form in a secondary school should not number more thaw
about twenty, and that forty is the maximum with which the

teacher of a-lower class in a primary school can be expected to
cope successfuily. ’

A perfect classification is obviously one in which the pupils of

Systems of €ach group are of equal, or siearly equal, attainments.
classifica-  But in judging of attainments we may have regard to
tion. each of the important branches of instruction taken.
separately, or we may be thinking of the curriculum as a whole,.
or we may have in mind certain groups of subjects. Correspond-
ing to these different points of view, three systems of classification
are theoretically possible. The first is that which places each:
(1) The pupil in the same division for all subjects. This we:
single or - may call the single or the rigid class system, It is.
class well illustrated in the practice that now prevails in the
system. secondary schools of Germany. There the official
programme of studies is so arranged as to provide a definite
amount of work for each year of school life in each of the
branches of instruction; the programme for each year in all
branches is complete in itself, and lies, so to speak, snug in its:
-own skin; the pupil is supposed to make a concurrent yearly

individual member. How this .
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i iects of the curriculum; and the whole
e rll?s ;;gg;?lfers?: ]all the different subjects, with no special
:clz?:lszssv;’f?cations. The system .obviously lepds itself {:)o e:;tll;enfe.
simplicity of organisation, an.d its tendency is tlo lzy :: el;-c:tiruczls:z
of general culture, upon which. a more specia 1sef shp petur
may afterwards be raised. Moreover, the 1d_ea'o a farmc;{n . y»
constructed programme for a year’s work is in perlt?ct he:ptl(x;g.
with the principle of correlat‘lgg expopnded in an earlier ¢ : 5) or;
The instruction in the various subjects needdnot proceectin 4
in'dépendent lines, but an attempt can be made f’ﬁ 1con211_kn§
them, so that related subjects may at lea.lst form a fair y wa ot
whole, and the year’s work may be conceived as poss.essn;g 3
f its own. On the other hand, the system clearly invo ve}s1 so{n}i .
olan er of undue pressure in individual cases, or at !east the ris
ihatg a puprna}r be placed in the g'}lertnma (:f };?::Egthe;;htfegr tg
oo hard at an uncongenial sul ject, or to :
(‘:)Tsl?dterable period in subjects with which he ﬁlnds less ;iif](szuil;y;
These risks are, perhaps, red.uced to g;;i%ea}?ui‘ fzﬁgorneverthem
i shows weakness in one subject, 0,
})eL;[s):l r:rat]c(;les a fair level of atta.inment in the l;estt,h 1sc1:lx;i>(r)nn<:t?;t
at the end of the year; and this appears to be the
Geflﬂt‘?g }\]Jvorth while noticing that‘ t?e singrie ;zr:;;alm i(:,f c;‘r:si?rant;?;
5 i followed, with variations 1 , y
:::iiotng;l};ingland from 1862 dow.rm to 18go. The * sta:(()ir';l‘rci1 i
system, however, as it then prev-alled, was by no means p "
.)1 vs;ith the German system just described. The courses o
.ab ¢ tion were not well thought out; the amoun§ of worlf pre-
IHSFYUC indicated rather a bare minimum than a broad outline of
e o lgourse of primary school instruction; no provision was.
o genefmusom ulsory attendance during the years which the course-
made' ?cr:dedp Eo cover; and, to crown all, the efforts of the'
:Z:Zh:rlsewere necessarily directed to eflab_lix}g their average and
their dull scholars to pass muster a.t an individual examm;tloxkfton:
the results of which grants of public money were assfesseﬁ . | er
a protracted conflict between t.he two ideals, that o a; x;: pro-
gramme with a single classification and that of freedom im



CHAFTER X1V : : :

THE SCHOOL AS ORGANISED FOR TEACHING

(X3
A mob of boys cannot be educat‘ "—EDWARD THRING

WE have thus far dealt with the problems of instruction without
The mean-  specific reference to the number of pupils that happen
‘;:'%&’e‘g‘s of 0 be taught at the same time. Most of what we have
organisa-  said applies equally to the instruction of a single child,
tion. or to that of a few children of one family, or to that of
a number of children coming from different homes and gathered
Into a schoolroom. . It now remains for us to consider the peculiar
questions that arise in connection with the concurrent instruction of
numbers of pupils, i.e., the various questions that group themselves
under the phrase ‘‘ school organisation *’. Organisation signifies,
in general, the arrangement of the parts of a complex whole with
a view to its smooth and effective working. In Chapter IV, we
touched at some length upon the organisation of education on the
large scale, under the various public authorities. But each school
also needs to be organised; a task which is, or should be, left to
the head teacher of the school, on the ground that it is a strictly
professional matter, requiring the knowledge and skill which can
only come through special study and experience.

The head of a school finds himself confronted with a complex
array of materials which it is his business to
The position will be clearer if we ima
new school.

get into working order.
gine the case of opening a
There is, in the first place, a collection of pupils;
secondly, a staff of teachers; thirdly, a number of branches of
instruction; and fourthly, a more or less perfect and adaptable
building. The task of the organiser is to fit these various materials
together in such ways as will best conduce to the realisation of his

204
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educational ideal, just as the various parts of 2 machine are fitted

together so as to accomplish the purpose for whlchrxt is ;ntended.
Behind these questions of mere m.achmery thgre ie, ? c:ux;e,
certain other questions of vital principle, which we ha;:e a re;_ y 15(;
«cussed and which we must here regarfl as settled. - The studies an !
exercises selected to occupy the pupils’ minds, and th(:: arrangemetr:
of the curriculum throughout the years of schoo} life, are t?i. e
determined by such criteria as those laid down in the' precef 1txll1ge
.chapters, and must here be taken for grant‘ed as portl;l)n.s o the
:machinery. A man may be a good organiser, tholug 1r;>o o
respects an indifferent scho?lmaster; and so a sc'hoo. may te tw !
.organised, though its curriculum be defective .in. its content o
TSCQ‘;‘;E:' 'and foremost among the problems of organisation stands
that of classifving the pupils. ' In order to underlstand S,iszifﬁm_
the advantages of classification one needs ;)n y.t}tlc; [:l(:pils.
imagine a school conducted on the plan usual n e The
.grammar schools and dame Zchoolts (;)f; Z)n;::;( ge;::d tor .pupils
‘ r or mistress remained seate sk,
aronc?:it;ied benches ranged round the walls oi ,th? ;zl;;olr?z:;
‘They wrote copies, worked sums out of boo]s;i e indiviguany
e thets andkso fort_h;daf:i i};e{ége?:zz .(;3:1;. u'II‘)\here was no
i rk examine . &
Z?)ll};i:iiet?:;;cmﬁg as we know, it. Under th,e;e »cnrc;l]:’s";agclzsz
%he stimulus of emulation did not act s'trongly,,:g__g ieach ime
ias badly economised, control was :difficult, and -harsh punish-
wdsts wg,re therefore common. Further, the instruction tended
ge?eéolve itself into a_system pf memory'exeruse}?.. T]‘1e b(;st :;1::
«can be said for the plan is that the teaching;-such as it w fs, was
nicely suited to individual scholars, and that. .the ab]e§t of them
. subtedly formed those habits pf._s'elf.-r,eluance Wl‘{lCh in our
o ¥1®1s are sometimes  conspicuous, by .their abser}ce.
ﬂdeem Sfi of ;:ducation. has, however, necessitated, the establish-
:rlnl::itsgze?arge schools, and the.division of the pupils ‘ixgto ﬁhs:es
or forms, Side by side with this change, the practice of collec 1v§
oral teaching has of course been largely developed. ' .
There arises at this point the question of. the proper size o
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Classification, changes were made in the latter direction by the
Code of 1890; and since that time the tendency in the primary
'schools has been to abandon the plan of having a prescribed course
in all subjects for each year of school life.

The second system to be noticed is that which makes a separate
(2) The free Classification of the pupils for every branch of study,
or manifold 5o that it becomes possible for any one pupil to have
system. a time-table quite different from that of any other in
the school. This plan, which is rarely adopted, is the very
.antithesis of the one described above, since it involves a complete
departure from the idea of a unified course of study pursued
‘during a school year. Its great advantage is that each pupil’s
-course of study is exactly adapted to his ability and attainments.
Its great drawback is the absence of the form master’s definite re-
:sponsibility for the individual pupil. Where the system has been
tried, this difficulty has been overcome, at least in part, by the
-appointment of consulting masters, a boy being assigned, as a rule,
to one such master during the whole of his school course. But
there are other disadvantages. The system clearly tends to en-
courage specialisation at an age when all-round culture is surely
the thing to be aimed at; and the substitution of distinct courses
-of study in the different subjects for a compactly arranged course
in all subjects makes it very difficult, if not impossible, to estab-

lish any effective co-ordination between the various parts of the
-scheme.

From the age of nine or ten to that of thirteen or fourteen, the
(3} Mixed  English child who attends a secondary school, or a
systems. separate school preparatory thereto, is commonly
placed in the same class for all subjects, i.e., the single system
-of classification is followed as in German schools,” with the excep-
tion that towards the close of the period there is in preparatory
schools a tendency to specialisation, and therefore to reclassifica-
tion, owing to the competition for scholarships. During the re-
maining years of secondary school life, the plan usually followed
in the greater schools of England is a compromise between the
‘German plan and the “ free *’ system described above. Into the
details of their organisation, which differ widely in different schools,
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-we do not enter.! It will suffice to note,that“vaxth respekct”tc:hz
large group of studies, commonly 'known as thom':1 n\:;ol;klss the
single system prevails; every pupil is placed in the s . g
“and is gradually promoted from class to class on the groun
i : i in th Certain other subjects—say
.of his general attainments in them. ; bjects—say
mathematics, modern lan;guai;as, at:iciac:ri)gggz:; 1:53 A ;; irt
rm subjects; for these, : ) @
'f)rg:l;riznfso take pl!ace independently of. t_hose in the form ‘s‘ulgizc.sts’.,
In schools whose upper portfiions ire slz;iz 1;1(;:;) n:w‘sotle'{ n;xl)i;le iy scou.rse
| i ientific, etc.—

';;Lisisrllc?}ll:: l:ili(;"f('ler::)’t Ss?i‘leenst.l ’i‘he extent to which diﬁ‘erentiation.o(l;
o ity of classification, are carrie
‘Cur{lCUla, a:ld Co?r?e(s];renlt :((:)frlr;gllzxaﬁ’ the pupils above the junior
e greargc‘lasqiﬁed for mathematics, modern languages, and
fO}‘mS 2.11'6 hereasA in others differentiation is introduced only to
:}ler;et;:n‘:, of requiring a choice to be made,‘say, 2etwe.¢n iGlreee;lZ,—
'Germ'am, and science. But, generally speaklgg, t‘i]o;::n;sh re
mains the same throughout, that a pupil nee dr}; worlke with the
.same classmates in all subjects, but may be in dite nt classes for

i biects. In schools below the first grade, a clo ! PP X
«cert:'am su Jth rigid, class system is comimon, but m.t e grea .
T ary lfoolsg th/e modern demand for varied curricula ha}s le'
iecz?i(;:r}(;:;artures from the older and simpler plan of placing a
Doy i for all subjects.
boy’]‘l l? t: esti?nmifcgzs;sigcation wlllich we have marked off as the
free ore m};nifold, that in which a pupil may t_)g seng:é Remarks
-tely classified for every subject: may pe set‘asi e as e ;,gotvhee
which, for reasons already glveni] is uir:lltlkz) yc(:; pv;lre etors.

i e
wide 'ac.ceptlance.s SItte ;: r;lg:aalte(; tt e péermany e e various
t'he rigid © aSSrorxz,ise which find favour in England. The tenden(.:y
forms % COYTTF; system is obviously to favour the average pupnl,
of he Gel‘dmd a)llarge proportion of boys of souqd gen(?ral attain-
am:ltt: ; I:;)lill;f ihe tendency of the English system is to give greater
-ments ;

M ”
i : ¢ Organisation and Curricula-
For m tails see the chapter on O | and
lB o tt:‘my'l'seuacz.“r;riifq and Organisation; also the Public bc:hools Year
in Barnett’s

Book.
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scope to the special talent of the indiv'id.ual scholar, but to make-
much less of the boy of moderate abilities. It Fhould be added,
however, that the latter tendency is to be ascribed, not only to
the different system of organisation, but also to the facts that the-
intellectual aims of the German school are much more clearly de-
fined and generally understood, that education is taken more
seriously by all classes of the community, and that the German
secondary schoolmaster is far less of an amateur in the art of
teaching than his confrére in this country,

It will be seen that the

question of classification is largely
bound up with the problem

set forth. On the whole we

may safely say that in the primary
school the general rule should

be that a pupil is in the same class
. for every subject, and that the work of each class should form a

carefully elaborated and interconnected whole. Every experienced
teacher knows, however, that a case does now and then arise of
a pupil who, for example, is apt at arithmetic, but who is ab-.
normally slow in learning to read; and it ought to be possible to
deal with the case by re-classification. Such an instance should,
however, be regarded as quite exceptional, both for the sake of
the pupil himself, and for the sake of the simpler organisation of
the whole school. Further, what is best for the primary school is.
also best for pupils of corresponding age in the secondary school,
the most notable class of exceptions here being that of children:
who come from the primary school ignorant of the rudiments of a
foreign language but well grounded in the remaining subjects
of the curriculum. When we rea

ch the upper forms of the:
secondary school, the differentiation of studies which we have-

seen to be more or less inevitable must necessarily involve con--
siderable departures from the rigid class system,
here the best opinion inclines to the latter system, s
possible. o . |

The difficulties of classification increase as the size of the schoot
diminishes. If the total number of pupils in a school is. equal to:
the number considered sufficient for one teacher, multiplied by

though even
o far as it is.
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. of vears normally spent in th.e school, the problem
e nunqbe_r o i relatively simple; and if the total ~ ..
of dass'ﬁcat.‘on );(s:ess of this, parallel forms.can be tionliln
ed, and e‘h form may then be made Stl.ll more small
P e?:om the point of view of attainment. ™ .
hOmogene‘mSthe total number of pupils falls below the: said gurei:
_I f, -ho;irvif)ﬁs that the same teacher must 1be pAaced (ljneiz::gli zf
o i i siderably. goo
'pupi1§ Wh0§e att;)az:? Tl?gssaf;geezchZen in th}; rlfral primary school
the diffculties attendance, exclusive of children under -seven%
where (he aver?‘ie or thereabouts, and wher.e 'the st.aff consists o
is, let us Say.’blsL tZachers. The school is divided into an u;lz;per
two respons et’ n. in each of which a child remains about.t re;
and a lone e lg ’tion of a sort of cyclic order in the choice ct>
years. Y the af OI?’30graphical and historical matter, ?f_ syb;ec s
readir12(;-1)001(5’(10 agnd so forth, the children in f.zach division z;irte
for natureSteY: well as may be, without wearisome ar;ld pro ,--
taught togfathel‘fasm ear to yéan Such an arrangement, 9w<;,vecl
e P n r}? cise of arithmetic, where the.order f’f :ns r:Ch
b.rqaks doyvn int (f):re severely logical. For this subjec ,be:a ch
:110“ 'n:\usits t;:?1bcrllilvided into three grouplf, ;hsechtggflli ;;un;nd o
1V1S10f h o ,
B e 'Corr'esponq“:igo;o l:ilemisal;)asl (l:fmgzcasional oral lesson(sl and
e ol Ca“‘]i of books containing suitably graduate dex—
i t1he er}?ilc)ilo}c;:lcinscholar can work through. In.srﬁzi.l Se(':I?\:oa:)):-
amp'es W i i i ndis, are similar.
'SChI())OIS, fhe dlﬁiCllltlelS), ﬁtt;:: t'ggégher, ’and the difﬁculties are
. tr(ig eas much of the instruction as possible
ils 1 roup so constituted.

common 10 % thiesul::zliihlnt;:ep%oblel:n of classification is the

Cl_osely C::K;ic extent the instrut.:tion shall be en- Form-
question to wh list teachers of subjects, and to what m?)s.te,;s 2.
trusted t ° Speﬁlabe given by form-masters. In f}:e i:aiﬁir; '
e Shz; secondary school, where the pupil’s .
e Py 0b aor.ne more specialised than before, and. where it is
studies ha‘:e o t that he should come under the influence of
above all imphres hip or of first-rate scientific attainments, much

more forms hav t
lightened by maki

men of ripe scholars
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of the teaching must inevitably be done b
mathematical, science, and modern
however, it would appear, as we sa
tion of Studies, that much mischie
separation of related subjects—o
ually called *“ English,”” and of m
been truly remarked that ¢

y specialists—by classical,,
-language masters. Even here,.
w in our chapter on the Correla-
f may be wrought by the undue
f classics from the subjects us-
athematics from science. It has.

the great teachers have been people
who taught more than one subject to their pupils, and had thus.

many lights on each individual character, and means of cultivating
a many-sided personal interest ’’ 1 Still, it is obvious that the
specialist teacher is 2 permanent and necessary factor in the
instruction of boys and girls who are carrying their studies to-
the point where the school ends and the university begins.

But with respect to the middle and lower forms of the secondary,
and all the classes of the primary, school, opinion is more sharply
divided. Those who believe in entrusting most of the teaching of
a class to a single master argue with great force that the teacher’s.
completer knowledge of the individual scholar is a great gain, both
morally and intellectually ; that the mutual sense of responsibility
between teacher and pupil is quickened; that the pupil is put
first and the subject next; that there is no
towards narrowness of outlook on the part of the teacher; and
that after all, as Professor Seeley once said, a school is not a
university, and profound learning is not so necessary in the former
as in the latter. They point out, too, though perhaps less con~

vincingly, that the system tends to simplicity of organisation ; and
that, as the teaching of some

subject to another may from thi
relief.  On the other hand, t
system urge that the subject-te

of a completer knowledge of his subject, and of a keen interest
therein; that full scope is given to each man’s special gifts; that
freshness of treatment and originality of method are more to be
expected when one confines himself to a limjted portion of the
curriculum; and that even the moral advantages of the system are
L]

! Barnett, Common Sense in Teathing, p. 187,
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for example, when there happens to be an almost

often great, s, hy between a particular pupil and a par-

total absence of sympat

ticular teachel:- extent it is no doubt true 9f these diﬁ'tj.rt.ant fo;n;:.
To a certain exten that *“ that which is best administere
of schoo! orgal:msanocncessful organisers take opposite VIews, we
best,” and when su ise. At the same time, it seems.
must be cal’e}fui tI;\(:at s:;egto g;s]?;n is that which, as regards mxddlg
right. to say oo favours a large nucleus of form-work,‘ conducte
and junior forms’her The moral advantages of placing yourllg
by the form-t;«a’c (.>ssib1e under the same teacher are, as aru e,‘
pupils s " 1‘15 pnd the intellectual advantages which a C(c:lrl.le
quite undemabde’su;-ects have a fair chance .Of being exhllbm;1 v:’ri
when Connec]te' ns ;re equally great. To Fhls generald}’ e nothe-
their true re@ 008 1l have its own exceptions, depending -
ever, ev?r}’ . 00of the various teachers. .Even in t?e p;o te;i
SpeCla11 mt}?::tsthe class-teacher system 1sh Ctoglrzo:x:eymt?er (P;f a
school, w . happens tha :
without mOd}ﬁﬁan?:t;:;sizzq‘;lsm:ycertz?n subject, say hxstohryi,S (t’;_
stafl 15 Spee Y o or nature-lore; and in s.uch a case muftiem -
musicz or drawing, tial adoption of the subject-teacherfst)lfiss su;)ex:-
be gained by a fg;l delegation by the heac.i teac’her oestidn
at least by a pa far as regards the subjects in qL;] ective:
visory functions, as ests a brief consideration of the resp
The last rem;rkdstlei%her and of his assistants. In 1;:% school
spheres .of he beaaid that the head teacher’s functions il) T e
genefal it may be ‘Soncerns the welfare of the school as ijons of the
relat® {0 a”htilll:tt :he assistant’s duties relate to those head
whole, W
;ortions of the sc

hool organism—whether scholars or t';e;:her}; 4
o . . . e e
hich are committed to his especial care
studies—whicC
teacher will settle

he details of the curriculum, except S}? fif 2(135-
t . i truct the time-
. bed; he will cons

ritatively prescrl , H iness to hold
these are hau;}'locharge of which task it may befh‘s 't’)‘.’s:t‘:,s o il
table, in the dis ding teachers of subjects; . ‘
. jween contending . nsible for
the balan(:e dbefties to his subordinates; he will bilresflfe froquent
assigh t}};‘f ti‘c:n and promotion of scholars; he will m
the classtica
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‘tours of inspection and conduct occasional examinations ;
‘supervise with special care the work of young and inexperienced
masters; and he will make suggestions to the school governors as
to structural alterations, furniture, equipment, and any new de-
parture involving additional cost. In a small school he will, as
a rule, undertake a considerable share of the actual teaching, but
in a large school t{his part of his duties must necessarily be reduced
to much slighter’ limits than were customary in the days when
schools were organised on simpler plans. They are probably
right, however, who observe with misgiving the modern tendency
to make schools so large that the head of the school, presumably
an able and experienced teacher, becomes ‘¢ g4 species of scholastic
shopwalker,”” being so much occupied with duties that pertain to

a registrar or secretary that he is unable to take any part in the

teaching, and finds it difficult or impossible to know his boys as
individuals.

he will

The first and most obvious duty of an assistant is to teach the
{2) and of  Classes and the subjects entrusted to him,
assistant careful records of the work done.
teachers. il take such share in the general m
school as may .be assigned him. He will also promote in all
practicable ways the healthy corporate life of the school, and to

this end he will take a personal interest in the boys’ games and
societies.

and to keep
Besides this, he
anagement of the

Though the ultimate responsibility for all that concerns the
Staff meet- Organisation of the school as a whole must rest with
ings. the head master, he will naturally desire to take
counsel with his assistants; and though each assistant has his
separate share of responsibility, he will desire to compare notes
with his colleagues. For these purposes periodical meetings of
the staff, presided over by the head master, should obviously be
of great utility. In small schools such meetings are, perhaps, un-
necessary, or, at least, need not be frequent, because opportunities
of consultation are continually arising when the staff consists only
of a few persons; but in schools of great

or even moderate size
formal meetings can hardly be dispensed with, Apart from their
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i i f points involving the immediate
<onvenience forc}tl}::)]d:ﬁgsz:ncoomering notes on pupils who hﬁve
welf_are ?f tl:je Shemse,lves either in a good or in a bad sense, they
istinguishe t: f a large staff towards a c]ea.rer understandmﬁ
help the mer ’ersvi?aws and they serve as a re{nmder thatz thqug
of one anotherhs to a,greater or less extent his own specna‘l aims,
every teacher ased in a common undertaking—that of making the
yet altare engaghl efficient instrument or its purpose. yn somg
‘school a.thoroug e{! found also that the occasional readlqg an
schools it h?s ea er on some specific topic connected with the
discussion @ o t?Cepof education has had excellent results. Ther(fe
theory an'd prgc‘ us dangers to be avoided, and not the least od
are certain o Vl‘;‘ meetings may be too frequent or too prolo.nge
these is that SuCof profit to hard-worked men and women; but
to be a.sourCe acement these dangers cannot become serious. N
under wise man % organisation above (liscus§ed, and a gre

The d‘etalls . summed up in that highl){ import- The stct;)ciceﬂ
many besides, atl:e hool time-table. So nicely are nm(;z-'a tile
ant docu‘f‘enf» and the general aims of a school reﬂ.ecte . in e
the orgamsatlonl lco of this instrument, complete in all par
time-table, that d'th };yplan of the buildings, would enable a\li)‘?lrsbzri
.culars, tf)gether \;-Vl Feainly just extimate of the care and ski
-of experience to iorm B rent of & school which h(? had never yet
stowed upon the msa;?ioi of the time-table, especially when .the
s T he COmP(()i the classification of the scholays COmPIeX_» 15 a
school is large an tax the powers of the most skilful organiser.
sk S reciate the advantages of a carefully devised time-

In oeder to aPp teacher will do well to reflect upon fts neces-
table, the }I'IOUUnge and especially upon that portlorz Sfty- .
his own co e%sch “;as allotted to private study, as dlstmguxshed
of s txmedW e at lectures. Supposing that h.e was neither a
o A < rratic genius, he will remember, in tht.: ﬁrst. place,
failure nor af}l] e nce to a pre-arranged plan of study, in which t.he
that' strict ad eref each day were methodically assigneq to definite
-avalla.ble hou:sc(:ad largely to the formation of those habits of order,
pl]rSUlt§' con((ljl ‘steadiness of purpose, which are the. secrets of suc-
fﬁg“f‘al”g(;rzn not only at college, but also in after life. Again, by
«cessfu )

19
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considering once. for all the various subjects to be studied, and by
settling the proportionatq.time to be given to each, one makes
sure that each subject receives its due share of attention, the most
important or difficult receiving the greatest share, and the easiest or
least important being not entirely neglected. Further, a time-table,
by showing exactly what is to be done next, and by automatically
directing one’s energies in a certain direction, prevents waste of
time and of will-power. Ag 3 rule, one does not expect marked
success from a person for whom, as William James puts it, ¢ the
time of rising and going to bed every day, and the beginning of
every bit of work, are subjects of express volitional deliberation .

The functions of the time-table in school economy are similar
to those sketched above. The time-table stands for organised
endeavour to compass the intellectual aims of the school; but,
more than this, it contributes directly to the formation of char-
acter by accustoming children from the first to the notion of
working in methodical fashion, and by counteracting betimes the:
tendency of the natural man towards irregularity in the conduct of
life. To be sure, the arrangements set forth in the time-table need
not be as the laws of the Medes and Persians. On the contrary,
the best interests of the school or class may sometimes be served
by a departure from routine. Such an occasional exercise of the:
teacher’s discretion does not, however, touch the general rule of
faithfulness to prescribed duty.

The school time-table should show precisely the hours between
What the  Which every less.m:n 1s to be given, and the exact times
tim=-table ~ Set apart for religious observances, the marking of the
should roll, recreation, and for any other exercise which,
show. though regularly recurring, does not rank as an or-
dinary lesson. It should also show who is to give the lesson,.
and the room or other place in which the lesson is to be given,
unless these details are otherwise well understood by all con-
cerned. In one respect, however, it is €asy to make the time-

table much too’ detailed and prescriptive. Each of the chief

branches of instruction is subdivided: mathematics into arith-
metic, algebra, "and geometry; English into reading,

writing,
grammal, composition, and literature; - and so on.

But. nothing
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i ined. and much may be lost, by making strict provision in
is gained,

the time-table for every one of these subdivisions. The hours
. the time-

i anches should be entered, but the
assignefi to, eacf}lﬁi’fl tt};iscél l;f)ut:'; are to be allotted to the _varim.xs
proporthI;l mnvl&; well be left to the teacher of the class, who will
sub-bran; es they greatest pressure needs to be .plac?d, and who
knowriv;h:;'; have his views about the ‘‘ intensive’’ study of a
may ! . od.
particutar SU? ]Z?tccf)?l;t?uz:ilgslr(;fpt?rrrlz(::-tables, the chief points tl-1at
o the ac'du ration are the subjects to be taught, the propo;tlon
call for Const; eallotted to each, the length of the lesson-periods,
of time h: succession of lessons. The princ1p1.es upon which
and the rig f study are selected for schools of various types h:«%ve
the subjects Od in a previous chapter; when we reach the ppm(;
been ex;.)l::une chool, the list of studies will have been de;ermme
of Organ151}tmlg . f)e taken for granted. The next ques- Distribu-
a'nd ff'lUSth e:i?stribution of time. In some countries :;;):;

:;ﬁ: ilsse:x‘tierely settled by official regu(liations’c;lus)’o lfsogf);russia.l In

3 1 ar
ample, in the blg11lzh:f§:§::§f as‘if}?grityz/ in accordance Yvith our
our own C‘,’U’nl}:)’ . over-government, leaves far greater .hbertyfto
natural antxpdlt1 y itv. which means in practice far greater hberlty t}c:r
the school aut oll‘ll f)is But whoever is called upon to settle the
the l'1ea(?s of 5; ors. " there are certain principles to be taken 1lr;tg
distribution of oumés the relative degree of importance attac el
account. F:rls y Cg'ects, This will vary according to the genera
o e e o hs‘(l)ljas conceived by those who control its destmu:ls',
aims o e (:;vil,l in their turn depend, in some cases upon tra hl-
and these almil upon the future needs of the pupils. Thus on dt e
tion, ,bUt usua fy ﬁP:-st grade day school more than half (?f the ordin-
classical side o' 2 are devoted to Greek and Latin, whl}st at Eton
ary school houx;s roportion is considerably exceeded; in a second
anddHar;ct))\gl tglnsdpon the non-classical sides of a first grade school,
grade school,

the stres p n
h t S 18 thl own upon mathema ICS, SClenCC, and mOdel

1 See Special Reports, vol. iii.
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languages; in pri
nature gof ,the E;‘ma"y schools, the distribution of time is, from the
considered i hse’ much more uniform. The second point to be
a time-tableSr; € I‘Clt}tlve difficulty of the several subjects. Thus
to religion iiy assign three times as many hours to French
gardedgas szn moral instruction, not because the former i: ris
o mastery r]i 1$P01;:'«1r(1it, but because more time is require(i fo;
. e third place, the distributi .
f:;dh léponT 1t;hos stage which t1’1e pupi?frlblltlon of hours will de-
ched. .
a liberal shar: (:;’ut?:eetcoort‘l?my lls' sometimes practised by giving
the modern sch ' € earlier 'stages of a subject. T i
six hours a ;vee?(OIas g Pl-‘usSla (Realschulen and Oée"’ealsczl‘lje:;
number being aft ve assigned to French in the earlier years, thi
schools a mugch 1 erwards reduced to four. Similarl in r', >
arger share of attention is bestowed Y‘;pon €elar2?ry
ing

S general education has

a d rn
g mn the case f C lldren seven t I t
n writ O ]l A% O ten years ()l(l ]laﬂ nr

theTchase of older children.
e next thing to be determined a ti
l]ég,ogr:;, of fetg‘e length of _the lessor:) };Jet:]if)dr:.akgnoih?smgie-tab]}e
o and e‘x;erl]ctifoift practical teachers is by no meanz :natn.‘ifi
e ven i were so, we shf)uld still do well to consult
expert medical I;t' on, and in particular to give heed to th
of Prussia the ‘oﬁgirci;;n‘]‘s SOn men't’a’l e the g her SChOOIZ
o, o it b tu(;lde is a lesson of fiftv minutes’ dura;
o, and ey be 2 ame that in English secondary schools the
Lesson periods de unc,Oms g rule, fall far short of this. In primary
v or gt e ognf)n to find t_he lesson, even for chj drex)w
five minutes. Writers - achool hygrene orty of even forty-
ruree. They e Sor(;n Sghoql hygi‘ene stand aghast at tI;eZe
Lgures, tney diffe hildew at in their estimates, but the usuAal
tatement is that | children between six and nine years of ah
lesson should ot exceed ten to fifteen minutes;.between Sine
; - y to twenty-five minutes, hetwe i
o'urteen, thirty minutes; above fourteen f o welve and
;nmute.s. The differences between these pe'riodos.rt;‘n
a(;:ni: |r:-aacrt1iczrdlnpry.school time-table, though obviously serious
are i lps l]not quite so great as at first sight appears, b :
usually an interval of some minutes, not ind;cafgsu?:

to forty-five
d those to be

\

an unreasonable demand.

'
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h books and other materials are col-

lected or distributed, and this is especially true of large classes of
young children. . It may be noted in passing that, according to the
experimenters on mental fatigue,! intervals of this kind, as well as
the longer breaks in the middle of morning or afternoon school, fulfil
an important function, the most favourable results having been ob-
tained when several minutes elapsed between consecutive lessons.

Still there is here a glaring discrepancy between facts and ideals,
at‘least as regards children under twelve. Many teachers would
probably plead that frequent changes of lesson involve much waste
of time, and that there is a great practical convenience in making
the lessons of the same length for every class in the school. They
must remember, however, that when mental work of the same
kind is unduly prolonged its quality quickly deteriorates, and that
in such cases inattention must probably be regarded as ‘¢ nature’s
safeguard against over-fatigue . If grave inconvenience would
ensue from making the jesson-periods shorter for the younger than
for the older scholars, it is the more necessary that the work of
the former should be varied in all possible ways. To require
young children, for example, to concentrate their attention on

arithmetical calculations for three-quarters of an hour is to make
Variety may be introduced in many

teacher—by blackboard work,

the time-table, during whic

ways well known to the skilled
questioning, change of posture, and so forth, Indeed some

authorities assert ‘* that it is not so much the instruction as the
instructor who should be held responsible for the amount of
fatigue produced in the course of a school-hour, and that the
most carefully-devised curriculum would fail to prevent the pro-
duction of severe mental fatigue if the last pound of flesh were
remorselessly exacted in every subject, or too little attention paid
to variety, change of posture, and other aids towards the avoid-

ance of monotony and the promotion of interest ”’.>
On the whole, we may just

ly conclude that no lesson, even to
older boys and girls, is usefully prolonged beyond forty-five
minutes.

But ‘‘ the most serious and most frequent cases of
1 On this point the recent extensive literature on the subject of fatigue
should be consulted.

¢ Special Reports, vol. ix., p. 58;.
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mental exhaustion from overwork seem to have been noticed
amongst pupils under twelve years of age, a serious indictment
considering that the years from nine to twelve are generally looked
upon as those of feeblest development, particularly in the case ot
boys. There seems to be a general consensus o{ opinion amongst
investigators that the hours in vogue at most schools are too long
for children of this age. Thirty minutes is regarded as the limit
of time during which the serious attention of children to one
subject can reasonably be demanded; though with skilful intro-
duction of variety into the lesson forty to forty-five minutes might
be devoted to it without entailing too severe a strain.””! For
children in the lowest classes of primary schools the lessons
should be still shorter; in the infant school lessons of twenty or
twenty-five minutes’ duration are nearer the mark, whilst in the

*‘ babies’ class *’ a change of occupation should be provided every
ten minutes or quarter of an hour,

Hardly less important than the duration of lessons is the order

Succession  in which they follow one another in the day’s routine.
oflessons.  Here again it is to be feared that existing practice
is sadly at fault, partly because the point is often left to chance
and partly because of certain prevalent misconceptions.
first place, mere change from one occupation to another d
necessarily prevent fatigue. And this is true, notwithstand;
the pupil appears to experience a sense of relief.
- distinguish between what the investigators call
objective fatigue; or, in plainer phrase,
being tired. A monotonous or uninteresting occupation may
make one feel tired, even when objective fatigue, which is said to
be susceptible of fairly accurate measurement, is very slight. On
the other hand, many an ardent student or man of business knows
too well that real fatigue may, through the interest of his work
or the desire to excel, be hidden untj| it suddenly announces
itself in the form of a more or less serious breakdown,

This, then, is the first principle that should guide one in
arranging lessons for the day : that if real relief is to be afforded,
there must be an alternation between heavier

In the
o€es not
ng that
For we must
ubjective and
between feeling tired and

and lighter
! Special Reports, vol. ix.,, p. 586.
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' occupations that make varying
occupations, ox;hatbif;?; ::;:2:? We I::tre thus led tq aslv(::l wlrxzzhzz
dem;r‘adgs- l:fagnbe ‘iieﬁnitely stated regardlinghthti ;‘::li::iti:;e ’I?}i ce of
preAe i eral schoo . The
str);in imp<.>sed onf tt};g}:]er:lsl :th;:s::\::ertain di§tinction§, w}.nch a:ie;
o expenencetoentirely borne out by expel:nmenta] .mquxrzét_in
R e not ceteris éaribus, the mathematical s.tudles, e:li th§
'Seem; Cleadrothaclo,ntinuous and concentrated atltent}ll(‘;:i br;xaS :me_
2 atout i’ tem. It is also
e pov Osx:ﬂ:? pr:f::eiinsl);t appear to contradi'ct alcorr;zr;i(;r;
and here e nastic exercises, at least when they involve strict
beHEf—'_that 2(tgiymver&: muscular exertion, add as much asFmrei '
sl he w ar and tear of the nervous system. oat }i_
s e to be considerably less exacting thanhm e
by appeart_cs Natural science, history, geograp y,ﬁard
T ot gymnasel er'1tail but slight strain, and usu.'fllly aa zar
the mo“.le.r-tonfg lrlecuperation; whilst singing an.d dra;mnioull)é) ar
'OPPOYtl:l: l;ilftsleodemand upon the nerv:l)us engrg;:‘s);daltlys -
O don ienti i study, - an :
added that ConSCIetI;t]oumsosI;n::l:Zusting of mc_ental occupa:g:rniéss
e orking h:olmaster has to take into account o ber les

T e racti ally important points, s?ch' as thedl']f‘;im er and
bl thm}gh R the tiﬁ But apart from mcndefxtal ifficu o
aualifeatons e be'no doubt that results like those 1?;110 e
i kir}d’v:l?i‘::l: tlcxindictates of commo? sgns.e alr:ai :(;1 :::n::} ) eests,
.above, 1n ormo e .
singulath Cormb?r?:edf:():,toarsv?:ih}; cor}:st);uction of a tlme-ta.lr)lle.
R determlmf{{he day are, of course, those of the n}orn}: gé

T b e one following the first, when tl:le pupils v ‘[':wlt
and o th? 0ork » but are not yet fatigued, is perhapfs e:s
e thelro‘: school is held, it shoul.d' be devot?d asm ::;ual
of al'l' e afterlr}ohter exercises, such as wn?mg, dr:‘iwmg, panual
possible to the lig: ling (unless the pupil is Stll% learn.mg‘ tor e(,ﬂe-
employment:},ﬁr:?s( bf no means a light exer(ills?, 5"21%1?1%; ::ﬁ,- ae

e i i rovided these ]

:Nork, ot e pt}:'}z;zc.al i{:;f}l)iis’fzct of kindred sig:mﬁcta?ﬁ:,
mud;] c?lnm;io?tswsill not affect the arrangement of the time-table,
which, thou 1
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CHAPTER XV

THE MATERIAL CONDITIONS OF TEACHING
« The almighty wall "—EDWaRrD THRING.

hose discussed in the preceding chapter, there is another
g from the circumstance that numbers of
her in a school—those problems, namely,

that relate to the material conditions of teaching. It is no part of
the plan of this book to enter at length into the technical details.
of school hygiene. For such details recourse must be had to:
special treatises written by medical and architectural experts.
Still, there are certain points connected with this subject which,
vitally important as they are for the pupil’s welfare, and depending
as they do upon easily comprehensible principles, ought to be
understood by all who are concerned with education—by teachers,
inspectors, and administrative officers, as well as by school archi--
tects and doctors, and by the designers and makers of school
appliances. To these points we shall restrict our attention in the
present chapter. It will be convenient first to regard the pupil as.
he sits at his desk, then to consider the room in which he sits, and
fastly, to offer some remarks on school buildings in general.

The importance of the desk and bench is sufficiently manifest

that the pupil remains seated in ‘rhe pupit’s

when one remembers
the classroom during the greater part of every working desk and
bench.

day. There are enthusiastic and thorough-going re-
formers who hold that this is an altogether wrong state of affairs;
that the ends of sound instruction are best served when much of
the teaching is done in field and lane, workshop and laboratory,
public museum and historic building. But when due allowance:
has been made for the hygienic effects of such reforms, and for all’

313
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When we consider the wide variations in height, even of children:

Desks tohe Of the same age, and the variations in the relative

adjustable.  measurements of different parts of the body, it is clear
that the ordinary custom of making desks of fixed patterns and

proportions is a had one. Nothing will meet the case except
desks which are,

individual pupil. The desk
height of the desk-top,
the manipulation of a
physical proportions of the pupil.

fluous ease, but of preventing a greater or less degree of permanent
distortion or of injuty to eyesight;

of the seat, and of the hip-rest may, by

allowed to count against their great
not uncommon

gymnasiums, but with desks whose evil
physical development
gymnastic exercises.
In what we have said about the construction of the desk for
Handwrit- Writing purposes, we have assumed that the paper
ing. written upon will be placed directly in front of the
pupil, with its upper and lower edges parallel to the edges of the-

advantages. At present it is

effects on the pupils’

desk, and, as a corollary to this, that the vertical style of handwrit-

ing will be adopted. The question as between slanting and vertical
script has been minutely investigated by medical experts in Ger--
many and in America, and there seems no doubt that the vertical’
is in all respects the better. Not only is it more legible, but it
directly favours a healthier posture. Little children who are be--
ginning to write, naturally adopt the vertical style, and it is matter:
of common knowledge amongst teachers of young children that, in
order to produce the slanting style, the child has to be deliberately
taught to push the paper to the right, and then to assume a posture
which plainly tends to spinal curvature. It must be understood
that the mere adoption of the vertical style is not enough, unless.
it be accompanied with correct posture, i.e., unless the pupil sit

u‘.lpright, square with the desk, and having the paper immediately:
in front of him as described abhove.

in certain respects, adjustable to the needs of the:
should be so constructed that the:

few screws, be properly adapted to the
This is no question of super--

o ; and the additional expense-
that is incurred in providing hygienic desks should hardly be-

to find schools with expensively equipped:

cannot be counteracted by occasional
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Y: i tion of the classroom in which
Let us now turh t;ut:gof:nsﬁerwaill be convenient tO . (ass.

the pupil sits fz:o:;;st and direction of light.. The best 'E?)mllji.ght.
take ﬁl:S't the 2 reed that the area of window space
A iﬁe-sixth to one-fourth of the area of .ﬂoor sfpac}:e,
.should be fr_om depending partly upon the surroundm.gs of the
he pl'OPOftlm; agree that the windows should be carried as near
school; they a stze %eiling. The lighting is regarded as defective
-aS.PC’SSIble - f the room *‘ diamond ” type canno'.c be read z.itha.
i in Ay B (1)ve inches. As to direction, it is ObYIOUS tl?at hi t
rdlst.ance o tv?}ile front dazzles the eyes of the puplls,.whllst that
fallfng fromb hind is similarly bad for the teacher,_be51des caulslmg
falling f.rom e't in awkward postures so that the light may fa }?_n
the_puplls to Si‘_ ht falling from the right is better, though uﬁ this
their book® d lgof the hand falls on the part of the paper tl ?t is
S the iy o on. The main light should undoubtedly fal r;:mr
‘bljmif?rgsint}:lig m.av, if necessary, be supplemented by a weake
the [ ’ .

tigh? falli'ng frol: tr}(l)ir: gv?fll of course depend upon the number of

"I‘he Slzt? 0ilctc:mmodated; and here we are tprov;;n (2) Size.

puplls to eh important question refe{red to in t t; coperly
back upon ;eter__the number of pupils that can be ll: tpit y
preceding dc-aptructed by one teacher. We have seen lf a s
trained an lr_ls ear the mark to say that no teacher who un lf':f
probsl bl:'h: e\Zlut; of healthy emulation and v1godr_0t;]s tcz;pct);itzt }ie?—
stan®s n twenty; and tha

would wish f(;)re: \(;;llilzssser:: l'i(}i:: t:iz;nitﬁcanc); of individuality wo(;x'ld
hgn-d noi tea((i: rtake to educate many more than forty. Howh is-
willingly un ° er limit is sometimes exceeded we need.not er(ei:
gracefully this I.JF;p Further, there is a consensus of 1nformef
pause to enguit ;;uowance of not less than fifteen square feet o
opinion thathar:ﬂd be made for every occupant of the room. From
ol ng:: St}?e proper size of a classroom may readily be com-
these ’

putid- to the shape of the room, three alternatives present them-
s to the

ils facing one of the . o
. be oblong, the pupils : ) (3) Shape.
'lselvges“.,al]t]sé?: again oblong, the pupils facing one of
on ’



314 The Principles of Education

-other incidenta] changes of bodily posture, it will probably remain
true that most of the child’s education, at least after the earliest
.vears, must be conducted under the somewhat artificial conditions
that prevail in the schoolroom, We may, for practical purposes,
-assume that for some hours a day the child will be seated at a
desk; and since this takes place during the years when the
-dangers of mal-growth are great, one need not wonder at the nice
care with which authorities on school hygiene have sought to
minimise this particular risk. <.

Let us first regard school desks longitudinally. From this

The desk  POINt of view they may be classified as single desks,
«considered, Which accommodate only one pupil; dual, when ac-

(1) longi-  commodate two; and long, which are made to accom-
tudinally ;1 o date any number from three to six or seven. Long
-desks have been commonly used in the past, but they wouid not
now be approved by any competent authority. They have nothing
to recommend them except economy of space. Their disad-
vantages have led to the general adoption, in primary schools, of
dual desks—a compromise between the long and the single
varieties. The superiority of the dual over the long desk lies in
the facts that the scholars, being more isolated, work more inde-
pendently and are more easily controlled; that the teacher has
readier access to individual pupils—an important matter in writing
-and drawing lessons; and that the pupils can more easily leave
their places in order to 80 to the map, the blackboard, or the
-demonstration table. It will be seen, however, that from every one
-of these points of view single desks are best of all, and these possess
the additional merit of checking the spread of infectious ailments.
‘Of course they OCcupy more space than do the other sorts, but
this would be by no means g disadvantage if it prevented the over-
«crowding of classrooms. Toq say the least, single desks ought to
be used in all secondary schools; and they ought to replace dual
and long desks as rapidly as possible in primary schools.
But the most important features of a school desk are brought
{2) vertie-  out by the study of a vertical section, When the pupil
alty. is writing he should be able to sit with the trunk
crect, the head only slightly bent forward, the fore-arm resting

: _obviated either by a
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eet so placed on the ﬂ(')or t!’lat

.comfortal?ly on e ?»TSl}:,t ::glé.h ) \hoen hg is reading, or llstemr;g
the knee 18 Do o t?e sgl;ould be able to lean bacl:: so that .tlae b(:hy
‘to an oral les.s(;:c' osture. Whether he is reading or writing g
e on up;lgab(?ut twelve inches from the 'book or p.(aiperl, :u::o
e S'hOUId ” ht should be as nearly as possible perpendicu ?ave
the line of SIMg (;ver the child should be able to take o; fare
ﬂ']e P eta h oézsk “;ithout awkward movemepts. Now (\;v 12 are
e Sea't ?st ioebe attended to in the constructltc))n of tt?hf: F:e; ¢ and
e irements may be me rst,
‘bench in ord_eé’ thta}fe t::isgh:egfu lthe desk above the benc.}lx. ’ If tehse
e ie conslll'e; the book or paper is too near the child s1 et}éra;
-desk 1 too .lgf ioht is induced, along with a tender}c.y to aund_
and ShOl'meSbhO ; ig;xe. If the desk is too lovs{ a pernicious r(f) nd-
‘curvature of « (:Clsl’i is the result. The vertical dlstan.ce O]aced
shouldered P(;S lbench should allow of the. fore-arrp bem%1 p:] ace
‘deSIihabZZ:kt \sithout elevation or deé)re:snor:e ;fx tiltgtftrt hse (.);hild’;
O s di as about one-
and this dlStaﬂ;T mta}?,e bheeigli{ter:)f the seat abqv:a the ﬂoogo‘s’l;olxlli
height. Secon y,] to the height of the pupil’s kpee al ve the
ObViOUSIy. be equa Thirdly, the bench should be wgde eno egment
sole of his foo' t to the ,thigh; it is found that this re(}]uxr ment
give a}r}ple suppor'dth of the bench is about one—fif.th of t i] .ct d's
s e b ey e have to consider the h_orlz.ontal ista o
height. Foufthly, e‘:i’ e of the seat and a perpendu?ula.lr drc?gz
e tl?e mnerd egof the desk. When the pupil is wri 11 %,
from O eldgbe in a vertical line, or should rat.her ove: ae,
‘these edges shou il must assume a stooping or lolling pos u}:r
otheruise the pupement of this kind is evident!y awlfwaxjd in 1ort (ias
But a fixed afrang oses of entrance and exit; this difficu t(\ir
AR for purp movable seat, or, preferably, by a shI tmlgS

Fifthly, we must look to the slope of thg d'eSk.nera]]y
e, e y,'deal conditions in this respect, but it 1s gg_ -
o e e seculre:a of about 15° is, on the whole, best. . :ix :g,
g ;Ogmall of the back is a great hel.p'towards 131 uc ;S%
N suppOl’tt f;;:n?re when the pupil is not writing or o erw_
a correc

.occupied at the desk.
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secondary schools, a revolution has been quietly effected during
the last quarter of a century in the structure of larger schools.
The classroom principle has been adopted, the rooms generally
‘opening out into a wide corridor, or, in the newer buildings, into a
«central hall. The central hall, a characteristic feature of the best
English schools, has many advantages. It serves as an assembly
room for the whole school, and thus promotes corporate life,
which is apt to decay when the pupils never meet elsewhere
than in their respective classrooms; its utility on speech days and
other public occasions is obvious; and it incidentally serves as a
reservoir of fresh warm air which may supplement other means of
ventilating the classrooms.

When school work is carried on under unhealthy conditions,
Care of the none of the bodily organs is more apt to suffer than
eyes. the organ of sight. We have incidentally mentioned
some of the conditions favouring the preservation of sight in the
schoolroom—those relating to the amount and direction of light,
the child's posture at the desk, and the distance at which paper
or book is habitually placed from the eyes. Another matter re-
quiring the utmost vigilance is the sort of print from which the
child reads : for young children, the smallest type used should be
that known as pica, and in general no school book should be
printed in type smaller than small pica. The lines should not be
crowded together, since *‘ leaded *’ type is more easily legible and
therefore less fatiguing. The surface of the paper and of the
blackboard should be dull, not glossy, as the reflected light is in-
jurious to the eyes. Fine needlework is open to the same objec-
tions as small print. - Slates should not be employed, not only
because they lead to straining of the eyes, but also because of the
dirty habits associated with them, and because they are a bad
introduction to the use of pen and paper.

Every teacher should learn the mode of testing children’s vision,
so that he may be able to advise parents and guardians when the
services of an oculist are necessary. The test-types employed by
oculists, together with full directions for using them, are now
<asily accessible. Hearing may also readily be tested, with a

.
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f simple precautions, by means of one’s watch or by the
ew
“¢ whispering test .
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the shorter walls; or it may be square. * The first of these is the

worst of the three, because the end of the room remote from the:

wintlows is insufficiently lighted, because the teacher finds a diffi-
culty in taking in the whole of his class at a glance, and because the
blackboard and other apparatus are seen in unduly foreshortened
perspective by pupils sitting on the extreme right and left. The
shape which approximates to the square is on all these counts to.
"be preferred. But as the result of careful observation and experi-
ment, in which lighting and ventilation, the children’s sight, and
the teacher’s voice, have all been taken into account, the conclusion.
has been reached that an oblong room, where the aisles between

the desks run parallel to the long sides, is best of all, provided the
length of the room is not gr

nine feet long and twenty-tw
two pupils the required aver

The important subjects
(4) Warmth already discussed, present few features whi
and venti-  liar to the schoolroom, and it will therefore be suffi-
lation. cient to refer the reader to special treatises for the
details. The great objects are to keep the air of the room pure,.
which practically means preventing an excess of carbonic acid gas,
to keep the temperature at 55° to 60° Fahrenheit, and to maintain
the normal amount of moisture in the air. Unless these objects
are accomplished, the ultimate effects upon the health of all con-
cerned are highly injurious; and the immediate effects, as shown
in listlessness, inattention, restlessness, headaches, and unsatis-
factory work, are extremely disconcerting to the teacher. The
room should afford not less than 200 cubic feet of air for each
pupil, and if we allow fifteen square feet of floor space, these con-
ditions are secured by making the room about thirteen feet high.
This height is also acoustically satisfactory. It should be noted
that the provision of sufficient cubic space is unavailing unless
there be enough floor space, i.e., when cubic space is gained by
means of lofty ceilings. The height of a room beyond a certain
standard is practically useless. It should be remembered, too,
that even when a small class occupies a large room, free ventila-
tion is necessary, as the air soon gets used up.

o feet wide would give to each of forty
age of fifteen square feet of floor space.

ch are pecu-

_ cult than it used to be, so hav

eater than thirty feet. A room twenty--

of ventilation and warming, unlike those-
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e school, as a whole, wTdobserve that slchool
i chool buildings are Schoo
architecturt am'imt};z filizril?;ngxa(:ft;ey once were. E'x— buildings. .
oo 19nger tl:ie slodli)ﬁcations of curricula, both in primary a.nd i
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rot o h%’g}:?- 1 buildings to the varied aspects of school wor an
tation O £ sc OOm lex problem. As modern ideas of educat}gin
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A Yﬂlage SChmzure and we need only remark. that these lrloom(s1
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: CHAPTER XVI

THE PROBLEMS OF TRAINING

¢ Let the history of your domestic rule typify, in little, the history of our
political rule; at the outset, autocratic control, where control is really need-
ful ; by-and-by an incipient constitutionalism, in which the liberty of the
subject gains some express recognition ; successive extensions of this liberty
of the subject gradually ending in parental abdication ».—HERBERT SPENCER.
I~ our opening chapter we saw reason to believe that the ultimate
purpose of all educational measures is most fruitfully 1 uction
conceived as the formation of character. The all- an import-
inclusive purpose may sometimes be disguised, and in 20t means

. . of educa-
our treatment of the material and methods of instruc- gen, but not
tion we may seem at times a

imost to have lost sight the only
of it. But, having emerged from the mass of detail ™05
relating to the didactic art, let us now remind ourselves that the
constant and effective pursuit of a lofty aim does not require that
we should be continually making a parade of that aim. Though
we have not been careful at all points to make explicit reference
to the essentially moral significance of the problems of instruction,
even the smallest of them, our exposition has been a failure
unless it has on the whole made good the proposition that all
subordinate aims will inevitably fall into their proper places,
provided instruction seeks faithfully to realise its highest aim—
that of enriching and ennobling the pupil’s life, by developing
and expanding his interests.
But instruction alone is notoriously insufficient. It is much to
have opened out to the pupil a wide universe of worthy objects ot
desire and to have shown their worthiness, but these results are
not enough. There falls to us the collateral task of so training
him that he may prefer to live in the universe to which we have

325



326 The Principles of Education

thus introduced him. Though he may have acquired, as a result
of his school career, intellectual and zesthetic interests that tend
to lift his life to an exalted plane, we have yet to reckon with the
thousand-fold temptations that inevitably await him to ** reel back
into the beast . We may admit to the full the moral significance
of sound instruction, on the ground that the interests evoked have
a certain expulsive power over the baser propensities of human
nature, but we must be on our guard against over-estimating that
power. We must, in fact, do all that can be done, not only to give
the pupil an insight into what is best, but also to establish such
relations between the higher and lower elements of his nature as
will conduce to firmness of purpose in choosing the best. As was
pointed out in an earlier chapter, the influence of the day school
in this matter is far inferior to that of the home, and the best
of schools can probably make little headway against distinctly
adverse home influences. Similarly, the day .school enjoys fewer
opportunities of direct moral training than does the boarding
school—a fact which explains in part the marked contrast between
the traditional ideals of English and of German secondary educa-
tion.

We need, perhaps, to emphasise the importance of direct moral
even when training, as distinguished not only from that indirect
it includes fashioning of the will which a sound course of general
;fgf;?cl;“y instruction involves, but also from specific instruction
struction.  about morals. For there doubtless exists in some
quarters a tendency to place too much reliance upon the latter.
The advocates of definite moral instruction are apt to quote with
approval the paradoxical saying of Socrates, that virtue is a kind
of knowledge. But they should remember that ‘though in his
doctrine Socrates placed the stress upon fulness of insight, yet in
his own life the necessity of a firm purpose was ‘‘ all the more
conspicuously manifested,” and that it was probably the very
perfection in which he possessed the latter quality * that led him
to the paradox of ignoring it. Of himself at least it was true, that
whatever he believed to be *fair and good’ he must necessarily
do; and when another acted apparently against knowledge, the
easiest explanation seemed to be that true knowledge was not
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really there.””? The bald statement, however, that virtue is kn(;;;z_—
ledge and vice is ignorance may easily give rise to grave mfsunth .
tandin It must be supplemented by Anstotle. s doctrine 1a
v 4 trained faculty or habit. ‘‘ Perfect virtue net':essanly
Totlon lSf am erfect practical wisdom or moralmpsxght z:f actual
fogov:;erzive e’” Now ** this actuality of moral 1n51g}}t is not :;
lfl:nction of the intellect only,' but depends on the es:ia;)r:;s]h:;e:‘: n:)i-
a right relation between the intellect and the qon]ra fonal or semi-
rational elements of the soul; and. .. accordingly, fo

ion 1 i reful
-in virtue mere verbal instruction 1s less important than care

. S
discipline applied to minds of good natural dispositions.

Before passing to the consideration of the t?acher’srfunctlon as
al trainer, it will be profitable to ask what manner ppe "‘m{ f
of 1 th , average child is, before he enters upon n;latzrc:?ero
Of' perflonl caereer We need not pause to examine the €13 crer
:lllseesrcy c(;(;))timism .of those who, like Rousseau, regard the c;n:ﬁ as
compact of all that is good; nor the dreary pessxmlshm o (})15;;,
who, on theological and other grounds, Place thg eml;ti::)s;sr::,]ea]s
ity and depravity. Sober and unbiassed observati eveal
peyvers;g a mixture of what are, from the on-looking adult’s
Chl'ldho ’2}5 bo‘th good and evil tendencies. From the adult
pofnt 0£ ‘}e;rv ’ let it be noted; for the small child’s acts are the
Pty fv b s,tinctive impulse, not of deliberatior} and voluntary
“eSlfltS. ’ :in o they are, properly speaking, nelther. moral nor
choice; 1 alr; t ssimply non-x’noral,'since the idea of morality atta?hes
only to o tu that are deliberately willed. All that we have a right
only tq achst some common childish tendencies are seen by us to
e favor t’:l and others to be unfavourable, to the developme.nt.
Dy reons character. These tendencies have been happnl.y
O‘f ; w'rtuoc‘l1 y s pro-moral and contra-moral, in the sense that, if
dlstmgulsge_ awhin the age of reflection arrives, they make for
B s cllnvicious dispositions respectively.* In the former cate-
Vll‘tUO‘l:,z ?)xllace the child’s apparently instinctive desire for the good
gory .

1 Gidgwick, History of Ethics, P’pblbzi(ﬁi,”.
o i B ] 9. Chapters vii. and vili. of Dr.
X Childhood, p. 229. p )
S ll‘y;zugz;)ksgtte"e\i’eﬁf wort’h study in the present conmection.
u
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opinion of others, and his sympathetic impulses, which in a rudi-
mentary form are very early manifested. In the latter category
we place those native inclinations which possess the common mark
of being self-centred and anti-social. The most ardent lover of
children cannot but admit the propensity of the average specimen
towards outbursts of anger, greed, envy, jealousy, and even cruelty
—or rather towards acts which, if persisted in to a later period,.
would be rightly called by these ugly names. We must repeat,
however, that the moral judgments implied in these names are
not to be passed upon the acts of a child, in the same sense as that
in which they are passed on the acts of adults. What we are apt
to call cruelty in the child’s treatment of kittens and flies is.
rather to be ascribed to lack of knowledge and imagination, to-
an insatiable curiosity, and to a boundless activity.

Out of this primitive material, with its mixture of promising and
Habits and UNPromising elements, strangely inconsistent with one
their limita- another, and variously compounded in individual chil-
tions. dren, a character of some sort will eventually be shaped ;
and the task of the educator is to cultivate the favourable, and to
check and moderate the unfavourable, so that the former may tend
to become the governing principles of the child’s life. This task
is sometimes formulated in terms of habit. In so far as we tend
to become ‘‘ mere bundles of habit, . . . stereotyped creatures,
imitators and copiers of our past selves, . . . the teacher's prime
concern is to ingrain into the pupil that assortment of habits that
shall be most useful to him throughout life ’.' This advice is.
excellent, so far as it goes, but it does not go far enough. Allow-
ing that nine-tenths or more of one’s daily life may thus be handed
over to the ““ effortless custody *’ of good habits, there remains a

momentous margin of novel situations, before which a creature of

mere habit would stand helpless. This margin always exists, but

it is, of course, widest at certain critical periods of life when great
changes are afoot.

home and school habits, but if these are all his moral stock-in-trade,
he may fail miserably when he enters upon the freer life of college
or of the world of business. Life is at all points too complex am

! James, Talks to Teachers on Psychology, chap. viii.

A youth may have formed an excellent set of
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(X3

affair to be worked by machinery; an(.i so ‘“a perffectﬂch:.lracti:
will combine promptitude apd even an impatience o 1;6 ectu:;xétic
cases allowing of, and call:qg for, rapid and paritila ty au go natic
responses, with . . . a readiness to pause and ref 1ec .tas s on as
new features, and especially an qnfamnhar comp ﬁxnhy, h;’)b.t L
themselves ’>.! The gospel of ll;a?lzt must include ‘ the habit o
i i neself "’
Conwsziywzeﬁz\?:ltlst;?ri :t, then, in our direct efforts towards the-
formation of character is, in the ﬁrst place, to tranl)) t:‘e 212»;?:“-
child to good habits, among which tl.1e habit .of obe 1-S e
ence must take high rank, for, as Mlss Martm}c:au ;ag‘t,s. ls is 2
necessary preliminary to the form?tlon of all other ta liti’es as, in
the second place,, to give the child as many opportun fes as he
can bear of choosing for himself l?etween altefnat;ve. cthe es of
action, in order that he may be trained to act rightly in he more
complex situations of life. NOVY, as we hat\fe sie;,instiencﬁve
material of voluntary action lies in certain native amoml e
tendencies which do not at t(l;e ogtsﬁi t[r);)isr?:ls C?]rill}:j thereqiS v
i an , .
- };0 atl}slliir:ne)s(}l:zlrjllilnfe preferable to seizing or snatch@g,
cating “l,ai}rll food %o eating sweetmeats, taking his own to taking-
z?lgzllirqs, neatness to untidiness, order to tdilsor(:e;,s l;ix;((z\lx;leg)g]ee ;g«
is i i i eas
ignorance. Hls’ impulsive tendencrllzf:ea;x;?ta’ e e ly yoars, of
¥1im “{rongoua:‘sulr’ilﬁh:bonH}fiTs,e ;? ei<eeping f{im on tlfe §traight path
lbn;pct)‘sulenzg;*:cercise of arbitrary authority and b}f 1n51§t?n;:e d(g;?:-
b edi ive i be transformed into -
obedience. T be me e e mrlilsat at times, be somewhat
1 ?
e e at:g uf:plégsanptnzgeilsle chg;:i himself. This aspect of’

meaningless of training may be distinguished as govermment or

the process

. . .
cmlx(t)l.the same time, we have ever to keep in mind the child’s
destiny as a self-governing being. In a few yearls a; Guidance.
most he will be emancipated from the control o

find, vol. ii., p. 287. . ST
: gu“yﬁ{aﬂ;inf“;"l;: W]lttltlking of Character, chap. vi., where the limitations:
See ’ N

f habit in the development of character are clearly pointed out.
o
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teachers, and even of parents, and he must, therefore, be trained

betimes to ‘“‘walk without leading strings and swim without
bladders . This difficult part of the business of education may
usefully be marked off as guidance. Manifestly the distinction

between government and guidance is fairly well marked. Ac-
«cording to writers of the Herbart school, the one works for the

present the other for the future; the one aims merely at keeping

order, the other at truly forming character by enlisting the will on
the side of order;

the one is concerned with the child’s conduct
before, the other after, moral insight has been attained; the one
begins before formal instruction and prepares the way for it,
the other begins later than the beginning of instruction; the one
is the chief agent in the training of little children, and should give
way to the other in the case of older children; the measures of
the one are short and sharp, those of the other slow, persevering,
and continuous; the one subdues, the other moulds; the pupish-
ments of the one need have no obvious relation to the offence,
-except that of proportionate retribution, whilst those of the other

-avoiud the positive and arbitrary, and depend as far as possible
upon the natural consequences of the act.

Perhaps, however, this series of distinctions is somewhat too
sharply drawn; or rather, though the distinctions may be logically
defensible, the pointed antitheses in which they are set forth are
apt to lead the educator astray in his actual practice. It is true
that the measures of government are sometimes quite arbitrary, as
‘when a child is being saved from the dangerous and possibly fatal
consequences of his ignorance. At the same time this early con-
trol should, as far as possible, even in the first years of life, be
made morally educative. The same measure—a punishment,
let us ‘Suppose-—may contain the elements of both government
and guidance as here contrasted; it may, to a certain extent, be
arbitrarily forced upon the child, but he may, at the same time,
to some extent fall in with it, through a dim perception of its
Teasonableness. The “‘discipline of natural consequences,’”’ in
favour of which Spencer pleads so vigorously, and which will
demand closer scrutiny in the next chapter, can be applied only
‘o a very limited extent in the earlier years of childhood, but even
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then it should be preferred to arbitrary measures whenever it is
pl’aglczf;(li: broadly there are two ways in which the direct mgral
trainiTg disg;:ussed in this chapter is-carrled out by the tezigtie(;;

ises the authority vested in him for the definite regu "
o CXCTCIS.?,SS conduct ; and he exercises a more or less strong an
o tlh '}31 puferonal inﬂu:ant:e over his scholars. To some practlc‘:il
he;alstid};rgtions connected with t_hese spheres of the teacher’s
;gtivify the next two chapters will be devoted.
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CHAPTER XVII

THE AUTHORITY OF THE TEACHER

* “ Pas trop gouverner '

is a good rule in education as in politics *'—Jgan
PauL Ricurer.

DurinG school hours the child is handed over to the care of the
The teacher, who is not only responsible for giving instruc-
eg“.ct‘.’torys‘ tion, but also stands in loco parentis in the regulation
fn:rlal]on * of the child’s conduct. Precisely how far the school-
authority.  master’s authority shall in certain respects extend
partly a matter of law and custom, and so varies from country to
country and from age to age. On the question of ‘corporal casti-
gation, for example, a Frenchman’s sensitiveness is unknown, or
at least uncommon, in this country; and even in this country it is.
a long step from Busby to Arnold. Apart from such variations,
however, the authority of the teacher is a constant and a potent
factor in the educational process; and the position which he thus.
shares with parents is, if rightly understood, at once inspiring and
humbling. Until the time arrives when obedience to the moral
law is yielded in response to an inner voice, supported perhaps by
religious sanctions, the teacher stands as the visible embodiment
of that law. Little by little, as the child’s education proceeds,
the voice of that complex something which we call conscience:
will, under a proper system of training, prescribe rules of conduct,
and mete out praise and blame, reward and punishment. Mean-
while, the educator himself must inevitably,
ciple which prevails not less in the mor
sphere, represent concretely what will |
stract form. The educator,
provisionally as the source of
The authority thus vested

, 1s.

according to a prin-
al than in the intellectual
ater take on a more ab-
whether parent or teacher, stands.
moral law and of moral sanctions.
in the teacher has to be exercised
332
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bv him with a view to moderating the spirit of disorder. The
v him

lements of that spirit exist, as we have seen, in certain of the
elem

hild’s native impulses; impulses which, though they do not point
child’s

i i will
) vicious disposition, since they do not issue from a bad will,
to a

il i riot, place an effective check upon
would Stlu', lfi:f;t)::;i (t)(f) irnusttlructiénpand guidance.- When, }'.lovy-
the educative k of introducing the spirit of order into the child’s
A . Speétl not be understood to mean that he should be re-
hfe, e mustate of dumb, abjéct submission. The sort of order
d'“?eg o ahs I1d be just that which is necessary to msze the vs_zork
am?ed Frotion roceed smoothly, and to render operative .the silent
Pf lﬂSthCtlfo?hIe) teacher’s personality, for, beyond this point, order
e . ation, if not something worse. It now remains f9r
becomes Sté'lgn thosé measures to which the teacl.ler may reso.rF in
e examme'ld r and more impetuous of the child’s propensities.
Clll'bll:lg e ethese we may place the expedient of keeping the

h'lglr:eﬁmzzg suitably occupied. There 1s much Expedients
chi

i in the saying, ““ Satan finds some frlisghlef :rfe%(twe—r-n
w"?ldofm lir::ﬂe hands to do . Incessant activity 1S a ) Gonstant
st or

f the child’s being; and the ﬂrst’ r'equisite ofba ;n;gt?y-

e f control is that this activity should be * -
o o into des ble channels. Prevention is here certamly be ;fr
d}i,reCtejr:Entf}:: st::cher of very young children gerflera.ltl)gfyle;trrz1 t':S;s
levson bet i i uite as forci -
P beﬁmes;ct))rl:; $eﬂ:2a1f£ ]a)ilt):lézso? practical advif:e that can
quen't Stages'h orried teacher of a troublesome class is—prepare
be given to t fe Zhand with such nice care thEF yomﬂl__kr_lgw at every
yﬂr""'f'our WOYE’PQQE[ - what s to be done next. The BnéTTﬁterYal

Om?’”"gfec‘l‘?zﬁés “ nofhing to do  is the golden opportunity
it ‘fvthh ed mischievous pupil. Not only durl.ng the hour's
of the Hvey r. but also during those of relaxation, Fhe I.)uPll
of work, howiv:‘z1 ) ropriately occupied, for he is. otl}erwnse 11.ke1.y
ol e kﬁep ggesirable ways of employing his time. This is
enough o ndtu reuments of the advocates of. atl}letlc games, and
one of the &7 oafir as it goes, cannot be questioned. It shox}ld
e Soundnesséds however, that the more violent fqrms of exercise
> ref(f)lf r::ii;blza for all alike, and so boys and girls who cannot
are n
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take an active part in football or. hockey should be encouraged to
occupy their time in other healthful ways. The boy who prefers
to spend his leisure in some mechanical occupation, or in under-
taking long walks, or in making natural history collections, should
be encouraged, and not despised as a milksop.

Another requisite of a good system of government is that_he
(2) Close vgucyems should be a vigilant_ observer of his

supervision. charges, ‘‘ Begin betimes,” says the sagacious Locke,
‘“ nicely to OBServe your son’s temper, and that when he is least

under restraint, in his play, and, as he thinks, out of your sight.
See what are his predominate passions and prevailing inclina-
tions; whether he be fierce ‘or mild, bold or bashful, compas-
sionate or cruel, open or reserved, etc. For as these are different
in him so are your methods to be different, and your authority
must hence take measures to apply itself in different ways to
him.””  And as with the parent so with the teacher. No teacher
can study too carefully or can know too well the individual
chafacters of his pupils. :

How far he should by his interference make the children aware
of his watchfulness is another question. Under sqme circum-
stances—when, for example, a child is exceptionally turbulent, or
shows signs of developing a grave moral fault—it is no doubt well
that he should know that a vigilant eye is upon him; though even
then we must avoid treating him as a suspect and causing him to
weigh the chances of detection. As a rule, however, the child
should not be conscious of being closely supervised, for the mere
presence of a teacher who is regarded with respectful affection will
be enough of itself to check disorder.

But when all is done that can be done to keep the child well
(3) Com-  occupied, and to keep a watchful eye upon him, occa-
mands. sions  will inevitably arise when the educator must
issue definite and specific commands. These occasions will be
numerous in the early stages, but should gradually become fewer
as the years advance. The nursling might come to serious
physical or moral harm many times in a single day, did he not
receive definite directions as to his conduct; but if this kind of
treatment is equally necessary in deaing with a child of twelve,
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i i ion. By this time he
O e Joacnt 10 some ::lt::lth:i fi?rliecc:itlll()irsl ownyconduct; and
§h001d - ]ezle; t:osﬁznias probably been over-governed. Let
o h?j m:li)w this part of early government should be managed,
- (tzﬁgs lirie rthe later years of childhood it will have helped towards.
so _
s Rire a:mht:)(:g;nands be limited to the smallest Possible number.
TheFt::(t‘ilef.t; parent who is continually givihn%j ’mmute éi)fes";".“ld
ion ils of the child’s con- ;
?jir:f til: ns?r:[l:l(;utt'e:ilzxeciir;il:l?tla?;tf to a condition of moral helpless--
uct [
g dly. it follows from the above that it_ is a bad plan to
e lommands unnecessarily.- To give an () given'"
ce should be enough: frequently to give it a once f;rd dt(,)
orderdmt]ime is to lead the child to expect the repetition, a
secon L th : .
e ine e 'Of };:fil::tt;c?gou:bc?r::azids to the smallest possi‘t.xle
ey havu:gne‘{t see to it that when we do com- () and with
e o o0 wiih firmness and decision. An ir- decision il
mand, e omer, a note of doubt in one’s voice, and a.bove ad.la_
resolute mapner ;)e ing that the thing shall be done, w11} speeTnh i;
we'ak aSkmgdor s ff invitation to canvass one’s authority. o
- interpfe;‘-le aould gain obedience must sho?v tl3at he expects ; S,
Gd:;c:;:; gleopv(:ssibility of its contrary is in his view so remote as:
o -to have entered into his <':a'lculf1t|ox.15‘. ter must be held
" Fo firmness and decision in giving an order
il rlr1n rder has been properly consxc!ered (d) well
to impY 'that : :no In most cases, the teacher will be co?sidered
e bemhg -g“;ou'nd that hardly a moment’s th9ught, gievg:le;
so sure of H‘lb gill be necessary; but when the circum- ore th
i a0y & e unt al they should be carefully weighed before e
Testste artepu?:ssaken "It is demoralising to have to revise or,
decisive ste - It 1s demo
cancel one’s commap‘rins;nd assume the positive rather than the
Fifihly, et a“com” is a far better word of com-= () positive
I,),Oespecially when the latter antici- ;itg‘:iil;\";h:an
ver have been performed at

*
repeat one's C

negative form.
mfnd than ¢ don’t,
pates an act that may ne
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all. Those advertisers who send. sandwich
bearing the frontal inscription *¢
Practical knowledge of human na
thing is to take advantage of th

-men through the streets
Don’t look at my back,"’ display a
ture. Here as elsewhere the great
e principle of suggestion,—to sug-
gest the right course, and to refrain from suggesting the wrong one.

Sixthly, as a corollary to our first maxim, t'hat commands should
{f) generai DOt descend to unnecessary detail, we may add that
rather than they should be general rather than particular. Some
particular.  children who were visiting a relative were informed by
the latter that there were certain faults which she could not tolerate,
among which were untruthfulness, disobedience, untidiness, and so
on. When the children on their return home repeated this to their
mother, she quietly replied : ** That is all very right and proper, but
if you make sure of one thing it will save you from all these faults -
in all you do, be sensible ’. There is
ple saying. As far as possible and as soon as possible, our multj-
tudinous special requirements—speak the truth, don’t take what is
not your own, be clean and tidy, don’t speak rudely, don’t plant
your elbows on the table or put your knife in your mouth-—should
all be merged in the inclusive demand : act with good sense.

A rule of conduct is a sort of permanent command; it is a

standing order of the home or school authority. The

same remarks that have been made concerni
mands apply therefore to rules, They should be as few as
indicating, not all that is expected
required in certain cases where misu
They should, moreover, be well thought out beforehand
expressed with perfect clearness,
rules of a school may well promote
It should always be remembered,
rules is the ultimate abolition of r :

The measures of contro] we have so far considered are all of the
(5) Punish- preventive sort, We now pass to those repressive
meant, measures summed up in the word punishment. A
punishment we take to mean the intentional infliction of pain of
'Some sort, as a conse of some special offence against the
laws, of a school or other community.. In

(4) Rules.

ng com-
possible,
of the child, but only what is

, and then

Under these conditions, the
)

the ends of good government.

however, that the purpose of
ules. )

quence
written or unwritten,

a world of wisdom in this sim- -
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i rm of withholding some ex-
a school it ma‘y-takeo:]l;e :fegva::iv:u :opositive forms, such as the
pected .pleasure,,korand bodily chastisement. The bare enumera-
imposition of’tas st forms of punishment is enough to coln.vm:e
tion of the dl?i(”erefzi in itself, and without reference to its u tn:l?e:i
one that, consi e'rehment is a bad thing; since it tepds to we ken
significance, punis thv between teacher and pupil, parentniSh-
the bond of hsylll;l:rezort of flouted guthority. %{ggx‘,ﬁyggg&
childt. ;sl't&izrtefzre a sign of weak _bgg_y_qr,umﬁm; en a
men ? e

PO < SO

ek e 1 eans are
= ofteni Tail, the reason must be that those other m
means often ) . ’ .
fully exercised. ' he proper zim
feebly or ﬁ,t y are commonly put forward as to t ; prop
Three views ) the preventive, deterrent, Or €X- Aimgs of
i t; (1 . ish
o plumShn(]:)n the( corrective or reformatlvhe, amripo(gz. Pt
emplary ; . he first the pu : .
thep retributive. Accordmgtht:r'stfrom committing a like offence;
i is to deter 0 der; according
of pun.lShmentt}:: second, it is to reform the offen :;1:3 offender’s
accordlng o :t is to cause the offence to recoil upon to a just con-
to the third, Il-Iow far these different views .enter mand adges a1
cept hea(ll‘- the punishments inflicted by mag;ls.tl;ates of nations, the *
e here l<):onsider at length. In the ;St:gyprivate revenge;
need not 1e f punishment is that of unregula P trated against
-earliest fof;n Opxl?evails that the crime hasb beqrtl 'peslt)ill revenge, and
later, the 1cea prev egulated, but 1t 15 s
. e becomes reg . in the
society, and rivel1a€e apt to be needlessly severe; la;tgrl,e in the
By pumsbn}]:tagnid ages, the infliction qf vengear;ie gb‘ect of which
most en & ther to be the aim of punishment, esarj precautions
ceases altogii d as simply confined to taking neces }"ncluding o
is now regar.te of the community, those precau?(;)liladded how-
for the Sfj’curlfy the offender himself .* It shou disappeats yet
reformatlon}:) h the notion of crude vengeance lsnglpis in’deed
‘ever, that : ::§ proportionate retribution remains, 2
-that of jus

and to act as an
tial, if punishment is to reform the offender
-essential,

: k on others. . there are elements of
effective chec 's gtandpoint, too, .
ator’s standpoint,
From the educ

. .
|||l|ll mn eve!y one Of the thlee VleWS.above enUIlClated, tll()llg]l

i . 134y 135
? Fowler, Principles of Morals, vol. ii., pp. 134
21
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he will place the stress differently. His prime object is doubtless.
the reformation of the offender. But if the offender is a member
of a school society, where order has to be maintained and work
carried on, the educator will look also to the deterrent function
of punishment. This idea must not, however, be pressed too:
far; since ‘‘ making an example ’ of a pupil may easily lead the
teacher to the infliction of punishments quite out of proportion
to the offence. The reformative and preventive views must, in,
short, be supplemented by the retributive. The law of the school
society has been broken, and must be vindicated; and this vin-
dication, if it be effected by a punishment suitable in kind and.
degree, will tend at the same time to reformation and prevention..

But what is the test of the suitability of a punishment? Rous-
Appro- seau declared *° tha&t punishment must never be inflicted
priateness  on children as punishment, but that it ought always to
of punish-  come to them as the natural consequences of their bad;
ments. acts ;! and Spencer, in his well-known essay on
“‘ Moral Education,’’® works out this thesis with all his accustomed
vigour of expression and felicity of illustration. Spencer-

Theory of g . . .

“ natgral points out that the child who thrusts his finger into a
conse- candle-flame, or runs his head against the table, has
quences.”’

that they directly connect right-doing with pleasure, and wrong-

doing with pain; that they are inevitable, not artificially invented’
to meet the case; that they are nicelv proportioned to the-

offence; that they are constant and unhesitating, and that thev

hold all through life. He infers that parents and teachers:
should take a leaf out of Nature’s book, instead of constituting’
themselves Nature’s proxies; in other words, that punishments:

should be the ““ natural ”’ outcome of offences. If the child per-
sists in making a litter, he must be refused his toys; if he is
habitually late for his walk, he must be left at home; if he breaks

or loses his toy or his knife, he must suffer the inconvenience of’

doing without it. When we come to more serious offences,

Spencer seems to admit that the difficulties are’ greater, but he-

! Emile (trans. Payne), p. 65. * Education, chap. iii.

been taught by Nature a lesson that he is not likely -
to forget. It is characteristic, he proceeds, of Nature’s lessons.
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argues that théy are not insuperable._ The. natural consequences
of a theft, for ‘example, are of two kmds,_d_gf;gg_gpd_ mdlrgct;' the
direct consequence is that of making restitution, and the indirect
and more serious consequence is the grave dlspl¢a§ur.<z_gf - parents.
In estimating the value of this theory, we observe, in the first
place, that the advantages it atfcribu.tes to Nature’s . .. .
punishments are by no means soO eyldent as We are estimate
led to suppose. So far from being nicely proportioned 3211:2
to the offence, they are notoriously uncertain in this :

) respect. To the child who rashly starts running down a steep

hill, Nature may mete out any punishment between grazing his
shins and breaking his neck, or he may escape s‘<‘:ot-free. E\:Iore-
over, though these natural reactions are perhaps ‘ constant a_nd
¢ inevitable "’ in the long run, yet they may be so sloyv .an'd in-
sidious in their on-coming as to be of little or no dlS(Elpllrla-ry
value: the consequences of defying the laws of health, f'or in-
stance, are in general too remote to count for much in the
ining of the juvenile delinquent.
tral'rll“ll?f truth is Jthat this whole theory of punishment by natural
consequences is another illustration of the fac.t, well. known to
students of philosophy, that the word Najture is a slippery one,
requiring careful handling if we would avoid fa.llacx‘ous argument.
There is a confusion here between (1) the reactions caused by the
blind forces of Nature, which, as we }.1ave seen, are fmythmg bu’; a
safe guide to the educator, and are, indeed, no punishment at 4ll,
in the sense in which we have defined the term; and (2) those(
punishments which, avoiding the arbitr.ary gnd preferrm‘g a penalt,)"
that is the analogue of the offence, are in thn's sense the. natural
outcome of the offender’s act. It 'is one th.mg to punish greed b}j
deprivation, late-coming by lat?-gomg, and idleness tfy extra work;
it is another thing to leave a child to the tender mercies of the can-
dle-flame or the law of gravitation, in order to teach him Prud?,ncfe.
The truth contained in the theory of * natural. reactions '’ is,
then, that the punishment should, as f.ar as possible, o 4 ms
fit the crime. After all, however, thl.S is only one can?n; of
of several conditions which a well-dewsc;c! system of gnt::ts -
punishments ought to fulfil. These conditions, so far
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as they affect public legislation, have been stated once for all by
Bentham, and as some of his canons are equally applicable to
school and family government, a summary of them will not be

amiss.  First, punishments should be proportionate to the offence,’ }

and to this end they should be susceptible of degrees of intensity
and duration; moreover, a fixed punishment for a given offence
is not altogether wise, since the circumstances of the act and the
sensitiveness of the culprit are varying factors. It is clear that
corporal punishment, detention after school hours, fines, and
censure are all susceptible of variation. Secondly, the punish-
ment should be ‘ characteristical,” i.e., its idea should fit the
offence as far as possible, in order that it may the more effectively
g0 home to the offender. This, as we have seen, is the truth
contained in the theory of natural consequences. The maxim is a
sound one, so far as it goes, but it is not so applicable in early as
in later childhood. Furthermore the maxim does not seem to
touch the more serious offences. Even Mr. Spencer admits that

*“ during infancy a considerable amount of absolutism is neces- _
ary ”’. Thirdly, a punishment should be exemplary, both in itself &

-and in the manner of its administration. Whether, however, a
punishment should involve the additional stigma of being adminis-
tered publicly is a question that must be left to the discretion of

the educator. " Fourthly, punishment should be economical, in-

volving as little as possible of inconvenience to the educator,
and not exceeding the amount necessary for duly impressing

the culprit and other possible culprits. Fifthly, it should he /

reformative, i.e., it should tend to weaken the baser instincts

and to strengthen the better ones. This is best ensured by
making the punishment ** characteristical,”’ and by administering

it in no spirit of vindictiveness. Sixthly, it should be gompen- t?

fatory, so that the offender may, as far as possible, repair the
mischief he has done. Lastly, it should be bopular, i.e., it
should be recognised by all as just. A fatal mistake has
been made when public sympathy lies with the wrong-doer,

unless, indeed, the tone of the school has descended to a low

level.
Our discussion of the canons of effective punishment naturally
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leads us to consider the various forms of punisbment which have
become customary in schools. Some of these mvo}ve Forms of -
a greater or less degree of sham.e or disgrace, whilst punish-
.others carry with them, in addition, some amount of ment.
bodily pain or discomfort. o o

Simple reproof should be sufficient in the vast majority of cases,
where healthy relations exist between teacher and
taught; and it is a great part of good. government to
know exactly when and how to use this weapon. That fine tact

(1) Reproof.

——— . .
* and discrimination are needed is clear, since a rebuke may assume

any form, from a mild word or even a slightly altered manner, ?o
the severest public ¢ wigging ”. Young teachgs sh9uld learn in
advance the importance of economy In administering repr%of.,
Suppose, for example, that a boy‘ is inattentive t(’) his lesson.. he
clumsiest plan one can adopt is to stop one’s explanation or
narrative, for the purpose of calling the offender to 01:der, and ’p}e;:-
haps of warning him of the consequences of p.<131r51stf':n;:e. ; e
clever disciplinarian will not bring his heavy arti 1'(-;:ry u; o.tac i(t)lx:
upon such slight occasion. He will pr(?bably fix the culprit w "
which is often a more potent instrument of governmen
1 suddenly put the boy a question, or set
or ask him to come to the front and
The average boy will readily com-
prehend the teacher’s motive. To be sure, mild w9rd§ or 1(.)oks ‘L{lli-
not always meet the case. Occasions of n.ghteops indigna {gfnhnt:h :,-
needs arise, and then a severe .rebuke w1.ll be in pllace. | eues_
this shall be administered publicly or privately is ﬁlrget }}: aq s
tion of tact, depending on the nature of the offenced, Ee agieall

the pupils, and the temperament of the boy concerned. Thsepece mﬁ;
does this line of remark apply to the reproof sarcastxc.b ]ergs e
note of irony that raises a good-natu‘reti laugh at;l ung bit;en

pense is, of course, generally perm1s51b.le; but the r;:o;‘er musg‘t
tone of ridicule, meant to disconcert an 111-behavedhsc (t)ha , mus

be sparingly adopted. The teacber who goes furt erd aqthets,
resorting to sneers and cutting sarcasm and ill-natured epi ,

his eye, .
than the tongue; or he wi
him on to read or construe,
point out a place on the map.

| has probably mistaken his vocation; the b(?y feels that the teacher
. - has taken a mean advantage of his position, and so farewell to
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sympathy and confidence, if, indeed, it could ever have existed !
Finally, the young teacher may be warned that general scoldings,
since they do not sufficiently touch the real offenders, and are
unjust to the rest, dre worse than useless. Occasionally they may
do some good, as, for example, when a collective physical exer-
cise is being carelessly performed; but, as a rule, they resemble
nothing' so much as aimless firing into the air.

Being compelled to assume a position or posture of disgrace is
(2) Positions an effective punishment for refractory members of
of disgrace. junior classes. Provided the frequent use of coarser
measures has not dulled his sensibility to the lighter penalties, a
young pupil will sufficiently feel the disgrace of being made to
stand in a corner, or on a bench, or with his back to the class.
In former days it was Customary to cause children to assume un-
natural and painful postures (e-g-, to hold a book or other eavy
object over the head); but this is corporal punishment of the
worst kind, and is happily unknown in a modern schoolroom.
The point of the sort of punishment we are here considering must
lie rather in its appeal to the sense of shame. But another old
practice, that of labelling the culprit with an uncomplimentary
epithet, goes too far in this direction, because it is a pretty sure
way of diminishing his self-respect.

The system of marks for conduct, taking the form either of
(3) Loss of deducting good marks or of giving bad ones, is em-
marks. ployed by some teachers. Satisfactory results are said
to have been obtained by crediting each pupil with a certain number
of marks at the beginning of the term, from which deductions are
made for misbehaviour.  Where bad marks are given, an accumu-
lation of them is usually compounded for by a single penalty of a
more serious sort. A really strong teacher would prdbably have
little or nothing to do with the system, because of its somewhat
peddling character. There is obviously a special danger lest the
details of the pupil’s conduct should become the subject of a
species of bargaining.

Detention after school hours, or during recess, is applicable to
a large number of the common faults of schoolboys, and seems
to satisfy most of the conditions of effective and suitable
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ishment, excépt that, since it necessarily invo!ves careful super-
P sior iti ; t to be inconvenient to the teacher hl.mself. (4) Deten-
Comaisor I;tillness and silence during the period of tion with or
oo 1 the ** characteristical >’ penalty for unla.w- rglstlim;nut
‘dffteﬂt;:)'n lesrin and falking; whereas unpunctuallty‘ .
i W' e s (vgvhich however, usually means being busily eng.aged
and 1al;lneswrong tl)ling) will be most suitably met !)y requiring
1;ponie';alilter to make up the lost ground. Along w1§h detention
f;v]: r:mst, therefore, consider Impositions or Tasks—a time-honour-

- ed mode of punishment. Most people would agree that a corres-
€

i i t-off against failure to prepate
poncing ta;k lsbet:r(l3 ;x{)epsrc?i);:::lt.e S’]e:he objgction that study i.s thl}S
work thatd as'th unpleasant associations does not appear in this
§urr0unde }:vl much force. We have admitted, nay, urged, that
L tokav}(:ould be made interesting and pleasant; but we
‘SCI]()()I?IV~‘/or ms hasised the distinction between work ‘z:.nd‘ play.
_haVC o uest ﬁaarn what duty means; and when he has ‘‘ deferred
’tll‘l}:ee ?a(;};{min smoother walks to Stl’Lﬂ)’)’Y _herr,r:ust be taught to
‘ . i f w-giver *.
recognise the Voife i?lft;};eforrsrfe;? ¢ Eneg,” for instanf:e, are ‘im-
o Whelll1 ta::mfer of offences besides idleness anf:l inattention,
t!t)l?:e(i.ai;(::r ias rrnnanifestlv altered. The punisgrr;;r;tcilsanréz ;?nag:;
) » : 1 ; an I
"‘CharaCteriStié:ali)ec:rl:)tingu;elsyouizzlt;? r:ilb’iding interest is certainly
bran'Ch o St(!iJ by employing it as an instrument of punishment, ’.I‘o
o lmplt;over d}éceitful conduct by requiring the offender to write
e e eﬁ;)t' lines of noble poetry is a good dea} w'orse‘than
e l'eam ]Z ith razors. The acme of inCongru.lty 1r.1,‘thxs re-
cutting bloe sh:/ s reached when, in the older umvers'ltles, the
‘gard s perlle pe rule was punished by ‘ extra chapfel 1 Now,
,!)reach Ofla Cothi{:’lks it best to impose tasks for misconduct of
e teaC_lf;r he is not reduced to the necessity of sacrilege, or of
various %(m' > outrage upon Milton or Virgil. H(? should rather
commlttm?kan hich, though not useless, are inevxta.bly mechan-
f:hoose tabhS ‘: er’haps little connection with ordinary school
'lca:-’k an’(11‘ he i‘;tte}; will then shine by comparison. For the pur-
work.

. ctionar
in question, the neat transcription of a page of the dictionary
pose s )
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is preferable to that of a page of the A&neid or of Paradise
Lost. '

' The subject of fines as a mode of school punishment need not
detain us. The authenticated story of the girls who
occasionally resolved to *‘ have threepenny worth *’ of
conversation at prohibited times will serve in place of a serious
discussion. )

We come now to the vexed question of corporal punishment.
(6) Corporal In dis.cussing this it will be well to clear the ground
punish- by pointing out that the savage and vindictive castiga-
ment. tions, so common in the not remote past, are now by
universal consent abandoned. *‘ For every mistake in the multi-
plication,”” wrote the late Archdeacon Farrar, ‘“ for every slip in an
¢ Arnold’s ‘Exercise,’ for every bad piece of construing, the formula
used to be, ¢ Hold out your hand ’; and there followed an excruci-
ating blow across the tender part of the palm. In my early school-
days, I have, as an evervday matter, seen backs scored with red
and blue weals, which, in these days, would secure, in’favour of
the most mischievous street arab, a verdict in any police court.’’
Farrar quotes, to6, the grim saying of Lord Lawrence: ‘I was
flogged every day of my life at school except one, and then I was
flogged twice . But the school, like other social institutions, in-
cluding the family itself, has felt the humanitarian tendency of the
age, and mere brutality is recognised, not only as useless—because,
however well-meaning, it overshoots its mark—but also as criminal.
To object to corporal punishment on the ground of its cruelty is
therefore to beg the question; it need not and must not be cruelly
administered. So far all are agreed. Every one will agree, too,
that the entire abolition of bodily chastisement is the ideal to be
aimed at. No boy enjoys being caned, and no man who is fit to
be a teacher regards the caning otherwise than as a disagreeable
expedient, whose only possible justification is that it helps to secure
some ultimate good. Pain for pain’s sake is an outworn creed,
and we should all agree that, if it were possible, not only corporal
punishment, but also the milder punishments we have above con-
sidered, should be banished from the school. The only question
that remains, therefore, is whether, even when its administration

(5) Fines.
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i ' ; ith all reasonable restrictions, corporal punish-
- }:idg:: ;:ux;gstv:’i;;z Those who advocate its entire abolition
rl:::ke much of its degrading effect upon the boy. The usual
answer to this is a bare denial that he does feel degrgded; but the-
true reply seems to be that if the boy.does npt experience a se;s'e
of degra;:lation, the punishment loses its moral significance an 11s
of no avail. That the wrong-doe.r sh9uld fe:el disgraced is precisely
the teacher’s object, and this object is at.tamed only when ﬂoggmlgv
is rarely resorted to and humanely carried out, so that the whole-
&chool feels its justice. Opponents of vthe practice allege also thz'l‘t‘
corporal punishment appeals to the wrong sort. of m(?tl(\jle, andh is:
therefore of no moral value. It must be admitted, inc eed, t :}t
the utmost result to be expected from any sort of punishment is.
mere external order. But this result is of no sm.all conseq;en.ce:.
For the whole meaning and purpose-of all exercise of aut Ol‘llt‘V,
whether in this or in any other form, is t?lat tl?e waywal:d impu bsles,.
that make for disorder, and render teaching dlﬂ‘lcl.llt or 11:1p1(?;51 t }fé
shall be restrained. It is true that corporal ptfmsl}:men , tl (;ses
rest of the measures of authority,.should, even in tbe “jortsraicnin ,
have only a provisional and transitory place in th(; oy :verthelei
but such a provisional st(;ige of his development has n S
ically reckoned upon. . ‘
© t;;’f ::icnt:l:Sdz, then, that the right to inflict reasor’llz:lble cortporiz:]:
punishment should be vested in at least one respons}i e m;l.s 31;) in
every school. Doubtless a great de'al turns on the am |gma;.
word ¢ reasonable,” and upon its interpretation o.pxmor:is. ‘may
differ. Still it is not difficult to point out certain plan} con mon:;.
The right is unreasonably exercised when the rog. 1fs dempl?’ye; ;
frequently and for al} manner of offences. The. ¢ 1e] ax;gee o
the argumentum ad baculum }1es in the fact ,that hlt is a y:'ays E‘ ady
and immediately effective. To use Locke’s phrase, 11 i 4 oe
nd short way >’ of government. It should l')e employed only
;Ziytl?e worst offences—for flat disobedience, obstinacy, :;nd vntc.e:
and even for these only when there appears to be no a tern;(slj }vhe.»
The miscellaneous slaps of the unwise mother or nurse, }e]m :h
frequent taps and stripes of the teacher who always lasr hc.
cane at hand, are equally to be condemned. In the next place, he
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who would avoid the danger of punishing unreasonably should
impose upon himself a strict rule never to punish in a hurry.
The moment of extreme irritation or of anger is precisely the
moment when one is liable to administer punishment vindictively
-and excessively. Nevertheless, the punishment should not be de-
layed so long as to appear a cold-blooded vindication of offended
laws The child defers, not to abstract law, but to the person
in whom law is embodied, and he should feel that his punish-
ment is the outcome of that person’s just indignation. Again—
it is well to insist on these details—the castigation should not be
inflicted with a hard unyielding instrument; and no blow, even
with the hand, should ever fall on the culprit’s head. The old-
fashioned box on the ears cannot be too strongly condemned.
Lastly, the punishment should, as a rule, be inflicted privately.
‘There is then less danger that the boy may lose in self-respect ; and
no danger of his assuming an air of bravado and mock heroism.

The subject of punishment naturally suggests that of rewards.
As punishment is the deliberate infliction of pain for
special demerit, so is a reward the giving of pleasure
for special merit. Of course, the chief reward of all, a still
and quiet conscience, comes without our intervention. The
rewards commonly bestowed fall roughly into two classes,—those
which do and those which do not take a material shape. Of the
former, gifts of books and of money are the usual types; whilst
the latter may take the form of praise, or of marks for good
‘conduct or meritorious work, or of more or less important posi-
tions of honour and trust. It is sometimes objected to all
rewards that, appealing as they do to the ambitious impulses, they
lead to jealous rivalry; that they substitute a lower for a higher
motive; that they ‘ make a merit of superior natural gifts "’ ; and
that in any case they can influence only the few who have the
greatest chance of obtaining them. To the first objection it may
be replied that the ambitious impulses have their good as well as
‘their bad side; and that the instinctive desire to excel, provided
it be kept within moderate limits, may surely be as harmless a
Spur to success during school life as it undoubtedly may become
in after years. The second objection, that an inferior is

Rewards.
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bstituted for the best motive, must be allowgd. But the whlle
eory an ctice of the exercise of authority rests upon the
theory et Il)lri the highest motive is not always av.allable. T'he
Laroiiisr thal 1 life would certainly run smoothly,. if every child
e op ?iob an inner sense of duty to habits of neatness
e et yd industry. The facts, however, are against
her is fain to cultivate these desir}e:blc}:l.hﬁlz;tts
b king temporary appeal to motives that are not the -ng C.
o s f fact, all these objections depend for _thexr orce
o » e pon toh wa;r in which the system of rewards is ad{mms-
entirely UPOIL_ eoint we must, therefore, give some attt?ntlon. .
e ; 1Slp rinciple of any good system of rewards is that it

ity the merely temporary purpose of . ..

ShOUI‘d " sc‘larvfmduct on a particular occasion, but of their
S}?Cltm'rt‘gsti(zl(;d iake account of permanenltd elffects on if::;twe
o i d shou e an in- .
et ot Oshe;fv;?);i?nrieﬁwafd csontrol, .but also of trz;mmg(i
‘il;tr? rﬁzrv];sntc});ta?r;{*eward should generally belglven ior [:azzc; ?r;iz

e articular perfor ; ,
S O e Zagl;eilfil;?ntégi ?zxiarids should not be cor;mor}i
S 2 O b re erved for instances of signal merit. Fur.t fer,. i
but should b{: I'.:311Sise the evil of giving prominence to an In ezuzxs'
we are to mial e shall see that, as far as may.be, the rebwarh
-sort of motive, W d at. This is less practicable in thts earlier tlfin
not definitely ?m']:s of'school life, because it is just in the ear 1e1;
in the latgr - k, by the best means at our 'cor'nmand, to }mp?’
yean l'that b S‘?ZS’ strong and decided an initiative as p0551blf.: X
the child W2 uisition of good habits. Still, the rffwz’xrd whic
o act?adl after persistent efforts on the Chl.ld s part, is
e rio sy:;n educative instrument to that Wthl’.l has bee:x;
plainy superK:jr fal r. Again, the idea of reward should in genera
overtly worke. t(;e. c};ild's mind only with what may .be ga!led t:e
‘be connected mf the school. There is no harm in instilling the
min‘OI‘ morals Otuality personal neatness, indus?ry, and tl‘lfa car?:
motion the? Puni f on(’e’s possessions, are all things that pay
ful managemffm 0Gurievous harm is done, however, when the xdeai
tl;rough;);tiil :;sociated with the weightier matters of the mora
.of rewa ’

.and punctuality an
us, and so the teac
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law. With respect to these, the simple ** thou shalt ** and ** thou
shalt not ”’ are sufficient for-the child. He must be punished for
lving'; but he must not be rewarded for telling the truth. He can-
not. learn too soon or too often that, whether or not ¢ honesty is.
the best policy,” honesty is the only possible course for him.
Lastly, it must surely be conceded that the bestowal of a special
reward for the possession of supeyior intellectual gifts is an alto-
gether doubtful proceeding. Such gifts will inevitably bring pro-
fit to their fortunate possessor without our interference. When
two children, one of superior and the other of inferior natural
parts, have both done their best to succeed, it may be questioned

- whether we do well to cause the latter to make early acquaintance
with the rough places of life, by artificially rewarding the former.
If this principle were conceded, one of the greatest drawbacks of
rewards, that after all they stimulate only the few, would
obviously be overcome.

In conclusion, let us apply these canons to the different
Forms of forms of reward most commonly adopted. Praise is
reward. the readiest and the most delicate instrument at the
teacher’s disposal, and upon its wise employment his success
greatly depends. If he never bestows praise, he sacrifices a valu-
able asset; and if, at the other extreme, he scatters it broadcast,
the ultimate effect is not very different. The word of approbation,
wisely and discriminately spoken, has this immense advantage,
that even the poor ““ dunce,” or the unfortunate victim of vicious
hereditary tendencies, who can never hope to rise to the intellec-
tual or moral heights attained by some of his fellows, may still have
his best efforts recognised. Next, we have to consider material
rewards. When these are small and unexpected, they may act
upon young children as an excellent tonic. A new lead-pencil or
a story-book will sometimes work wonders with little boys, out of
all proportion to the value of the gift. It must be confessed, how-
ever, that not inconsiderahle moral dangers attend prize-giving v
the ordinary sense. All the drawbacks that we have noted as in-
separable from rewards in general appear here in their most
accentuated form; so much so that in the opinion of some the only
satisfactory feature of the annual ceremony of distributing prizes
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year at all events, all the parties con-
ts, governors, teachers, and pup11§—

\ ' round. It should be added that scholarships
meet O oLy fro They are not so much a reward for

i i m prizes.
dfe: }?s:egtta:;:l}c’lofzz, aI; a provision of the means whereby further
what ha

i isi i in the inter-
ovision being made in t
may be effected, this pr ng m:

e munity rather than of the individual. )
S O e oo i ief of those external expedients
dealt with the chief of those
We have now de 1 1 Sxternal expect®

hich resort may be had in the malnt.enance order. Bersonal
o is heaven’s first law, it is certainly a?so'“t e first qu dood
i Ol‘der}lls eh 1. for without it teaching is impossible, « disciplin-

e schoo : discip

- Oflt ersonal’inﬁuence of the finest nature remains n?:::jS i
and she I})lut it is a patent fact that supervision, comh wnds and
unel: ev.vards and punishments, are mstrumelnts :;e?n vale
rule':s’s cl;reatly according to the person who imp Eﬁscharaéter vho
varie brecéll some teacher, perhaps a man of not haracter and
cannot minence in his special branch of learnlng,t vhose class.
of greataz enerally a bear-garden, arfd whose 11;1 :n oy he
roolnl ‘i’;ﬂuegnce, matchless thougp 1t"r1mght }:a(\ire fo: o) e
morla have ‘‘ maintained discipline,”” counte O
coudas regards the average stud.ent? :l"he po_vlvlt: Fother sorts,
leasft ¢ control is not easy to explain. Like geni
perfec

ifling, on the
. i w possess. Very trl , on
it is a heaven-sent gift whnchnftz ; rr:l e nd women who entirely

other hand, is th:ngr;?;l:l%f course should never be teachexi{s.
lack the povs{el’a_t ssess it in a degree quite sufficient to mta c:
The vast major yezgenditure of patience and trouble, compe enk
them,‘w‘lth some The young teacher who feels himself wez}fx1

) dis'C]phnarlatn'ss (;bunselled to examine himself with a v1eW.(ti° the
in this respechl causes of his weakness. As we havc? sal. s t'ue
discovery of t ed o;ner of control is not easily. explained; still,
secret of a goo points that generally characterise the good dis-
there &% cert:Im rl;rely talks about order; he never asks or begi
ciplinax;;an- 'hise easy and confident manner suggests instan

for order;

js that, once in the school
cerned in education—paren

1 have generally avoided its

i i any meanings. I ha
 * Discipline ™ s 2 o O tion in a commonly accepted

i ec
N It i
use in this bOOk. tis used in the present conn
sense WhiCh will at once be feCOgﬂlSed.
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obedience; he understands th i
of discipline than the t(s)r: at the.eye 1s a more potent instrument
incisive; he d 4 .gue.; his .s'peech is clear, direct
he deals ont ezzi-lr:;)[tl dln:iilflge. in 0dd1t~1es of dress or, demeanozti;:‘d:
he never shows a weake v;:iilt;i;; x}ilolst nlgt i favouritism;
are times  WE nt, knowing well :
to decidls ::h:;;-l; 1s almost better to decide “%-onglyt?}?;nth::)?
once justly arid ,senZ}?]ossesses. the courage to carry out a POliC‘t
adjusting his meas: y conceived; he is a person of tact quietl’v
without a0y appens res to the individual pupil’s tempe’ramenf
out of his way eithear‘lcce of unequal treatment; he does not gC;
€ join in a angh anl;:] O}Ilnake or to avoid a joke; he knows when.
of his office, otthns “1’1 en to suppress it; he upholds the dignity
nor allowing himself a'owing his pupils to be unduly familiar
qualities are essenti to be COI.d and distant. These and simila;ﬂ
assentia] e © tn 1al to effective control, and effective control is
teacher’s person;)l S'utc‘lcessful “aching, and fo the play of the
with the Looon Influence. To some considerations connect

e now proceed. -

REFERENCES
[See end of Chapter XIX]

~strong personal influence

CHAPTER XVIII

THE INFLUENCE OF THE TEACHER

« It was said of old, noblesse oblige, and the thought in its day gave birthx
to much that was illustrious. We, too, may say to ourselves of the profession
we have chosen, noblesse oblige. It has its obligations. It warns us off, as
with a monarch’s voice, from all that is petty, because it is umprofessional,
because it sets a bad example to the young. How unprofessional to lose our
tempers! What physician loses his temper with a patient, above all a child

atient? How unprofessional to come up with a lesson half prepared; to
be dull or dreamy while we teach; to be sarcastic, or chilling, or unforgiving,
or unsympathetic! How unprofessional to teach such faults to our pupils,.
and to give the lie by our deeds and our omissions to half the lessons which
issue from our lips! 5_Dr. H. M. ButLER (Journal of Education, July, 1884).

BesipEs the conscious training that the teacher gives in the
exercise of authority and in the correlative exaction of personal in

obedience, he is continually exerting a more or less fluence is in
general ex-

upon the children committed £7°%

Of the exertion of this influence he 1S uncon-
ring school hours, because his at- sciously.

ly concentrated upon the task of instructiom:
e of the necessary degree of order. This
is a case in which the onlooker sees most of the game. As for
the teacher himself, it is only when he comes to reflect upon the
day’s work, with its inevitable mixture of success and failure, that
the silent and unobserved influence of his own personality can
rise to clearer consciousness. A little self-criticism of this kind, is.
no doubt a salutary discipline for the young and inexperienced
teacher, and the chief purpose of the following remarks is to assist
him by drawing attention to certain ways in which his influence

must operate for good or il
The reader will surmise that the present chapter must amount

35t

to his care.
usually unaware du
tention is necessari
and upon the maintenanc
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to something like an essay on the qualifications of the ideal teacher.
This is a sufficiently well-worn theme, for few writers on education
have thought their duty done until they have catalogued the long
-and somewhat disquieting list of the virtues that a teacher ought to
possess; and modern educational thought, with its insistence upon
the need of studying the child, is disposed rather to increase than
to relax the demands made upon the teacher. Its recognition, for
example, of the naturalness and healthiness of restless activity on
the one side, carries with it the assumption of unlimited patienge
on the other. The whole question has, in fact, furnished material
for a good deal of eloquent magnifying of the teacher’s office. It
must be confessed, however, that in much of this a note of in-
sincerity, or at least of impracticability, is pretty clearly discernible.
‘That a teacher should be compact of all the virtues, that he should

be endlessly patient, unerringly just, imperturbably good-tempered ;
‘that he should be a miracle of urbanity and tact, and that he should

possess full and accurate knowledge of every subject he is called
upon to teach—all this is, of course, devoutly to be wished. It
must be borne in mind, however, that the public estimate in which
his vocation is held, the emoluments attached to his office, and
the fact that very large numbers of his kind are wanted in a civi-
lised country, make it unreasonable to expect that an average
teacher should rise above the intellectual level of the average
member of other professions. A teacher must be suitably edu-
-cated and properly trained, but beyond this we have no right to
‘expect more than sound health, moderate intellectual gifts, and
freedom from the baser defects of character. A theory of educa-
tion that proceeds upon any other assumption may be likened to
a theory of falling bodies that does not allow for atmospheric re-
sistance; it is true only on certain imaginable conditions. We
perhaps need a psychology of the teacher as well as a psychology
‘of the child, for every educational problem is at bottom a case of
action and reaction between these two, and the former no less
‘than the latter possesses the usual share of human frailty.

The significance of the teacher’s personal influence rests in part
upon the child’s well-known imitativeness. The immense part
‘Played by imitation in the young child’s development has already

ften unconsciously copied by those who regard him as a hero.
0.
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’ ferred to, but this point is of sp?cial importance in the
et ¢ necti,on. We must distinguish between 1. child’s
p;?ﬁ::nt t; oil:nitate and impulse to imitate. Whefl a ::;Suvi.
ihilld );s learning to writf:, to reald, t[?i l;il::\évs, (:etzt::rxngl;ts’ by- e
o e m321 lsr:i:;?t;‘%y“;ﬁg ?r{structor, ,to do sometl.ling which
e 12:’ unag)le to do, but which he definitely desires to do.
}\l;grhls ash)(;wever, a child tends to speak and behave 111;:? oth:}x;:
a.roue:é him, or when one man’s cough sets another coughing,

’ is clearly different. He does by imitation something which
«case

i hich he may by no means de-
he is already ‘?L;ltt eisa bési(t]zn(:o;h‘;lét i:vnitation her)t; consists only in
e i o to follow suit,”’? the blind impulse to carry out an
.the. 1mPU;5_eh one sees performed by another. N_ow, 50 fax:' as
,actlon'w’ “ ducation proceeds by way of reproduc.mg tl}e aqtlons
e c’hlld ; ei'nuc it seems clear that intentional imitation is ?f
of his te'ac er;ance in the sphere of instruction; wherea§ it 1s
;ﬁ:ea;e;:i r:z&oer impulse to imitate that go;; .fa.r tol;x?slaé;; ste};;

° * i €. 1S 1mpu
power of the’ t}faic:t(;:st?erim:llxiigﬂg:;ges to imitafe,t}.le _famih‘ar
conn.ectedf W}:t domestic cat, though he is still prone to imitate the
mewing of t el ce noises of a menagerie. But——and“f'roxy omt-
o commpnpsf view this is the important matter—™1t i1s no
e tha the act in itself should be interestmg; in a most
e an tl;at o(:‘ cases the interest centres, not d.xrectl)" in t}Ee
imf orrt:]nztac(t: ;ilrsnsitated, but in something else with wl;xchf t.}:ls 2};:; L:z
exter 1 to form a part of 1t.
Y inti_mately ;0:: ecrt]i(: izl; nt’(t)u:iir]xll}iltate interestilr))g act§, but also
there = 2 tFI}t ::est)i,ng persons. Dogs often imitate their masters.
e 2t e imitate the gestures and modes of speech of those
Men are_ap’t 1t10ir admiration or affection or some other pe'rsonal
’Who exateC}t\ilfiren imitate their parents, or their leaders in the
;)[;;;igefrs;.und. Even the mannerisms and tricks of a great man a,r,(;
icati i ¢ teacher's function is plain. ’I:o
'l;]he i%%llczzgns;:nﬁi ;}:elrsh:;sﬂl])alf a dozen hours a day under his
the cnud, ) ,

' x '3 Stout, loc. cit.
1 Stout, Manual of Psychology,.p. 270.-. u
22
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care and direction, he is in any case an extremely interesting’
person, and is at best a ‘‘ hero . ‘

It is true that imitation, like other impulses, is a more potent
factor of early than 'of later development. As the small child
grows towards boyhood or girthood, the primitive tendency to do
as others do becomes restricted in its range. ‘‘ At the same time,
the mimetic impulse is not rendered inoperative : it is only nar-
rowed and specialised by an intensification of the element of

conscious purpose. Thus the boy imitates what he thinks to be .

fine, as'a particular gait or form of speech; what he sees to be
useful, e.g., manual dexterities ; what his moral and zesthetic sense-
tells him to be worthy, as brave deeds, and so forth.’’!

Not only the imitativeness of children, but also the kindred fact
The child’s . of t’he_ir ‘ suggestibility,”’ ‘lends significance to the
*‘ suggesti- teacher’s influence. We saw in the last chapter how,
bility . in the exercise of authority, the tone and manner in
which a strong teacher issues his commands may suggest obedi-
ence, whereas the half-apologetic tone of his weak-kneed colleague-
may suggest the precise opposite. The same tendency of a
sensory or ideal state to work itself out in a corresponding motor
state is illuStrated in all personal contact between teacher and
pupil. Every powerful teaclier is, in fact, something of a mes-
merist. The symptoms of the hypnotic trance are to be explained,
in part at least, as an extreme form of ‘‘ that mental susceptibility
which we all [not excepting children] possess, of yielding assent to-
outward suggestion, of affirming what we strongly conceive, and
of acting in accordance with what we are made to expect *’2 Here,
for example, is an idle or an unintelligent boy, or one who suffers.
from an absurd degree of diffidence in himself and his own

powers. The worst way of dealing with him is openly to call him-

lazy or stupid, for in this way we distinctly suggest to him the
unlikelihood of improvement, and so confirm him in his lack of
power. The wiser plan is to try, by words and tones of encour-
agement, t0 persuade him that he will be able to understand and
to do the 'thing, and to suspend, at least for a time, his disbelief
' Sully, The Human Mind, ii., 220,
“® Jumes, Principles. of Psychology, vol. ii., p. 598.
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in himself.  Similarly, we thust be on our guard against attributing
the worst motives in a case of misconduct. ‘‘To assume the
existence of vice is often to produce it. We must, therefore, say
to the child: You did not really wish to do that; but see how
others would interpret your action if they did not know you.”’!
These phenomena of imitation and suggestion, upon .which
recent psychologists have laid so much stress, affect the child far
beyond the limits ‘here discussed, since the teacher forms, after
. 511', only a fraction, albeit an important one, of his entire social en-
vironment. The influence of the home was noticed in an earlier
chapter, and that of the school society still remains to be dealt
with. We here confine ourselves to the function of the teacher
as the child’s ‘“ guide,. philosopher and friend ’. The child’s
plastic nature makes him an exacting, t}}ough an un- Specific
conscious, taskmaster. ) Let us mark in somewh;t :;{:hu:h .
greater detail the ways in wl}lch a young te?cher Who - her
takes his work seriously is likely to feel this. There influences
are certain of his own characteristics which he cannot the pupil.
help to some extent communicating, by ways which we have
illustrated, to the children in his class. '
In the first place, a young teacher should reme:mber that he will
influence his pupils by the degree of respect which he (1) Respect
himself shows for the rules of the school. Just as for school
children are quick to imitate a monotonous drawl in YUICS-.
his reading, or a slovenly style of writing, or a loud and stnde{)t
tone of voice, so they will not be slow to follow a bad example in
matters of conduct. The teacher who is. frequeptly unpunctual,
or who treats books and other school apphances' in carele'ss ways,
must not be surprised to find his pupils speedily ff)]lowmg §u.1t.
If, again, he breaks a rule of the school b-y clandestinely .admlms-
tering corporal punishment, when the right of employmg that
means is vested solely in the head-mas.ter, he not only forfeits the
respect due to himself, but he also indirectly suggests and evokes

the law-breaking frame of mind. .
Next, the school can do much—for the less fortunate children

1 Guyau, Education and Heredity, p. 28.
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it must do all that is ever done—to cultivate the amenities and
(2) Polite-  courtesies of social intercourse. The full signific-
ness. ance of this point is seen only when one reflects that
good manners are but the external manifestation of some of the
noblest attributes of character—self-control, and respect for the
feelings and opinions of others. And here the example of the
teacher counts for more than commands and insistences, rewards
and punishments, all rolled together. The fact that he is placed
in a position of authority, and that he is therefore compelled at
times to assume a magisterial tone, need not blind him to the
other aspect of his relations with his pupils. When firmness
passes over into loud self-assertion, good-humoured banter into
waspish sarcasm, and candour into rudeness, the teacher is sadly
misusing one of his finest opportunities. This, which is true
under all circumstances, is a thousand times true when the school
happens to be a ‘“ mixed ’ one. For the desirability, nay the pos-
sibility, of the co-education of the sexes, depends upon its tendency
to call forth gentleness and considerateness on the one side, and
courtesy and propriety on the other; and these best fruits of the
system cannot be obtained unless the master keep strict watch
upon himself as well as upon the scholars.

The caution we have entered against sneers and ill-natured
sarcasm need not, of course, be strained so as to exclude the
milder forms of irony. How far he mayv go in this direction is a
question that the teacher should on the whole submit to the same
tests as those which he would apply to ordinary intercourse be-
tween equals. Politeness is still the same quality, whether ex-
hibited in the classroom or in the teacher’s common-room; and
conformity with the manners of decent society is certainly not less
desirable in the one than in the other. A young teacher who is
tempted to make jokes at the expense of his pupils might do
worse than ask himself whether he would make similar jokes at
the expense of a colleague or a friend.

- To exemplify the ways in which a worried teacher may on
occasion be tempted to treat his pupils impolitely would be an
ungrateful task. To make a butt of a dull lad, to refer even
indirectly to a personal defect or peculiarity, or to speak slightingly
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of a child’s home or parents as the probable causes of his ill-
behaviour, are among the worst instances that are likely to happen.
Closely related to the point just discussed is the question of the
teacher’s self-control. He who would govern others (3) Self-
aright must begin by governing himse!f. Petulance: control.
irritability, and all that follows in.the train of a hasty, ill-regulated
temper, are a bad enough possession for any man, bu.t toa teacht_ar
they are a life-long curse. Sometimfas.thelr cause lies in chronic
'ill-health, and sometimes in a real dxs.hk.e of chx!dren, and impa-
tience with their troublesomeness, even in its mqst innocuous forms.
Of such extreme cases there seems only one thlpg to be sald—t'hat
the man has missed his way in life. .Well might Dr. Channu}mlg
exclaim that ‘“a boy compelled for six hours a day to see the
countenance and hear the voice of a fretful, unkind, hard, or pas-
sionate man is placed in a school of vice ”.-1 qu practical concilrn,
however, is with the common a'nd, mdeed,. inevitable case of.un ue
susceptibility to pin-pricks. Without seeking to set up alr'xy impos-
sible standard, we may say that as soon as one.c.learly rea xsczls onf.s
fault, and understands how one’s wholg position as a;he uﬁi :r
may thereby be undermined, the battle is half won. e young

_ teacher who is conscious of weakness in this respect may be coun-

selled to cultivate broad commop-sense.views of hl; \Iavork(,r ﬂtﬁ
endeavour to foresee and to provide agyamst the numl erless ¢ '1 )

culties that are sure to arise in t}3e day s task, to ma;e a [;rl\.a e
diagnosis of the troublesome pupil, with the obJCCtho tt;lmp ?ryu&%
the right kind of treatment, and above all to learn that the piaguy
ways of the schoolboy, when they do .not amognt tq posmP\Ize vice,,
have their humorous as well as tl}elr annoying side. [:1 m‘zy
remember, too, that his more mlsc‘hlevous. pupils are p}l;obs v 1he
best index of the effectiveness .of his teaching. iny t' e boy w ?
cannot help behaving well will I?e.ar b?d te‘achmg w1tho’v.,xt even
a secret murmur. *‘ The most pitiful s:ght in the wo.rld, h.wroitlt;,:
Thring, *“is the slow, good boy, laboriously kneading himse

. ‘s . o
into stupidity because he 1s goo . .
The vIs)/hoIe attitude of the teacher towards the work of instruction

1 Gee Remarks on Education in his collected works.
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well-being of . )
reﬁnemeft of Sﬁicsleiy by the uprightness and purity of his life, the
impresses himself astes, and the loftiness of his aims. For he
in his case it is :rl::::n n o Plazﬁc material; and, more than this,
) in no ordinar .
comes fo ¢ y sense that when th
r him to rest from his labours, his works follow felir;lme

REFERENCES
[See end of next Chapter.

CHAPTER XIX

THE SCHOOL SOCIETY AND ITS INFLUENCE.

 Jron sharpeneth iron; so a man sharpeneth the countenance of his:

friend.”

.Up to this point we have, by a convenient abstraction, regarded
the problem of training chiefly from the individual gy, « sym-
standpoint. Though it has been impossible to leave pathy of
entirely out of sight the schoolboy’s position as a numbers
member of a society, presenting in many of its features a close
parallel to the bigger world outside, yet most of what we have
said is equally applicable to the private tuition of a single child.
Such an order of exposition has the advantage of bringing into
clear relief the fact that children are not all alike, that differences.
of age and temperament require differences of treatment, and that
every child’s individuality should be cared for and respected.
But we must now go on to an explicit consideration of the chief

points which arise out of the circumstance that in the school num-

bers of children are brought together in order to be educated, and

that a social factor therefore enters into the question. In the old

days, when the individual plan of instruction was in vogue, each
child being separately called up to the teacher’s desk for instruc-
tion, any advantages that arose from the presence of numbers were-
of course partly sacrificed. Those advantages, so far at least as.
they affect primary education, were early seen and insisted upon
by the Scottish educator, David Stow, whose plea for the adequate
recognition of the * sympathy of numbers,”’ though it would not
entirely commend itself to a teacher of the present day, yet con-
tains some acute observations.! He points out that there is ‘‘ a
power in numbers not experienced in individual teaching or train-
ing,’’ and further, that this power makes the school a better place
of education than the home. ¢« There is an intellectual and moral

’y

1 See The Training System, chap. xii.
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cannot fail to be reflected in that of the pupils.

(4) Earnest- thusiastic teacher is continually,
ness.

An earnest and en-
though unconsciously,
suggesting to his pupils that the pursuit of knowledge
is in itself a noble thing, worthy of their best endeavours ; whereas
the teacher who discharges his duties grudgingly and perfunctorily,
making it his prime object to get through the day somehow, will
infallibly communicate this spirit to his class. The degree in which

he throws himself into his work will depend, except so far as tem-
perament decides the question,

his faith in its final upshot.

Course, enough in itself to ma
is enough to make a
may safely say
profession than
tends to be im
teacher works.

One important way in which the teacher’s earnestness will

ke a good teacher, any more than it
good practitioner of any other art; but one
that the want of it does more harm in the teaching
in any other, because the stamp of perfunctoriness
pressed upon the very material upon which the

(5) Intel- ~ Manifest itself is his desire for self-culture. We pass
1&tual by without comment the plain requirement that one
activity.

should be competently acquainted with-every subject
he teaches, though it is to be feared that, so varied are the de-
mands made upon teachers, especially in small schools, many are
to be found in the position of that candid teacher of physiology
who confessed himself simply ‘“a bone ahead’ of his pupils.
But apart from this, the man who abruptly discontinues his studies
when he leaves college, and, whether through natural inaccessibility
to ideas, or through the unfair demands made by school authori-
ties upon his time and energies, ceases thereafter to be a student,
is not likely to exert a healthy intellectual influence upon boys.
For one thing, he who continues year after vear doling out the
same old material in the same old ways, though these may be
very good, will soon begin to fail in freshness and vitality, even
if he do not fall entirely behind the times. And it is quite a mis-
take to suppose that this principle applies only to the work of
teachers of upper forms and college classes. For the teacher of
young children, even supposing that he possesses enough actual
knowledge of his subjects to last him through his professional life,

upon his grasp of its meaning, and-
Earnestness of purpose is not, of -

The Influence of the ‘Teacher 359

' in mind that the delicate problems of copstructing
it e :indevising methods present even greater difficulties in
'cu"lc'ﬂa.l anthan in the later stages of _instrugl;ion. Th.e work of
e en at Chicago, and of Prof. Rein at Jena, is perha.ps
me.' Deweydence of this. But, quite apart from those stud}es
“SUf_ﬁC'ent eVla direct bearing ﬁpon his school work, there'remams
K)hl;: 1}113;21 the equally important, though indirec}t;', bearmgt(())fbae

i interests. A man who ceases
tea](::li:esr ii)rg;ra(l:e:’si?if)tuli the best kindd of ;eac'ht:ir. I-(Iieh%'e';:
. i arner’s attitude of mind, an
o 'Ofll Syrll?;)tfllfahyfowltlilatthiitijlectual arrogance which has ofte.n
'Spec‘aétytrit;uted not without reason, to .those who §p§nc3 tgf;lz
be}fn]e lives in ,contact with young and immature min fS.his The
:er?ed)' for this lies in spending at least a small part o
Wit};’\;holf:v:a”}rllc(’)taege s}(])lri: 12?:1:2. specific ways in W!lli(;)h the mor(a:é

: i n the pupil by means of
it Ofdthz teiz‘?if);.aalst (ii;riclgl};o?lls)? howev[:erl,) that thgse a'r{e
example af} ls ffd that the total character of the teac.her inevit-
merey N ’1' in the general results of his personall mtercour;e
-ab'ly tel'ls e Hence the wisdom of the observation that tl e
WIth' hlS“bO}’S: he teacher so is the school,”’ slfould be supp,(i-
masim, 8 ttheer maxim, ‘‘ As is the man, so 18 the t.eacher .
e P o iure we have’ expressly disclaimed the idea that
;rhoﬁgrhs, atshzrilzgs’should be expected or assulmed toofgoii:is 2;12;
e iori r other classes o
commanding m(;:aridsilfaecrﬁz:‘:t};o: ‘:is own sake, no less tl?an fo.r
o, ha' ¢ chol}ars ought to face the plain facts .Of his posi-
the Sakli ?: nlcftsa mere’ﬂight of rhetoric to say that in no place
‘tion.

i iti romote the
than in the schoolroom can a private citizen pro
more
. i in the pre-
4 r quite at our ease 1n the
les Lamb, ‘¢ are we never e e pre-
W asl](s zglt‘:'r’ Becaus,e we are conscious thfnt hﬁ lssot(l:?ett quof ot
sence of B SChOomHe i's awkward, and out qf Rlace in tl e < hZ of his
his ease, T come like Gulliver from among his little people, an
He comes lix

. t meet you on the
-equals. is understanding to yours. He canno cet ) He
Gt the stature of his uoint given him, like an xpdxfferens’ WhéSt play:l‘;‘ The
.square. He wants ag pthat he wants to be teaching you.” (Essay o

i to teachin :
rgljoazfiedthe New Schoolmaster '’.)
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sympathy,” says he, ‘“ that children feel with those of the same
age, which is not felt by the members of a single family. Other
sympathies are indeed experienced in the family, which no school
‘can possibly furnish; yet intellectually, and even morally, the
school is a necessary and powerful auxiliary. In a family, the
boy at twelve sympathises not with his brother at nine, and still
 less with his sister at seven or eight; he naturally chooses for his
‘companions, at any game or for any pursuit, whether innocent or
mischievous, those about his own age, and makes the choice from
sympathy.*
Psychology recognises that the mental development of an indi-
The social Yidual cannot be understood apart from the society in

factor in which he lives. To some extent, for instance, each of
mental de- yg thinks, feels, and acts as he does because he is of
velopment.

a certain nationality,
'sion of common traditions,
Again, in a civilised countr
<ross-divisions, into those
and a man is w
industrial, civic

and has thus come into posses-
and above all of a common language.
y society splits itself, by divisions and
groups known as social institutions ;
hat he is partly through the influence of domestic,
» and political organisations. Now what is true of
the influence of society at large, during the whole of human life,
is trie of the influence of the school society during the juvenile
period. The corporate life of the school helps to place upon the
boy or girl the mark or stamp that we call character.
there are other influences concurrently at wor
be better or worse than that of the school, th
-one of discord or of harmony.
many social selves as ther
whose opinion he cares.

himself to each of these d
demure enough before h
swaggers like a pirate am

Of course
k, and as these may
e total effect may be
Like the adult, the child ¢ has as
e are distinct groups of persons about
He generally shows a different side of
ifferent groups. Many a vouth who is
is parents and teachers swears and
ong his ‘ tough ’ young friends.”’* But
with these discords we are here not specially concerned, since
"our main interest lies in the moral health of that social self which
develops in connection with school life.

The characteristics of such organised groups of individuals as

* James, Principles of Psychology, vol. i., p. 204.

-those mentioned above

accidental agglomeration of persons;

crowd ”’.  So also is a school or 2
‘the -general features
' lig
haps throw some

.a political meeting, say, one me
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have recently received some attention

ds !Y.l . _
ander the appellation, ‘‘ The PSYChZ]}?(ﬁZ g;f Sfro:/ s ;ﬁ,}:ﬁo g;?; "
There can, of course, be no psy gy of a mere oo A,
i i irection
thoughts and feelings of a crowd are tli.lr:'netiit 1r:l ::3 dtt(z)ﬁnsl(t;r:n Slr::{:te?l "
5= . os '
e mind's ° t‘]‘]ioll?e?:lt‘i’iiuaxin((f?’lpwhifh thereu'po'n becom'es a
mergfft! ; 2;)' t of investigation. Street mobs, Ju‘x:les, meelztm'gsi
D ates, An lasses are all examples of the psychologica
sects, castes, a0 Cue form; and a brief staten'.nent of
of crowds whose members are adultslwﬂifpe;
ht on the common life of the'schoo% ,the
ntally disengages himself 1 ror? he
he attitude of the cold onlo'ok'er, he is's .ru.t-
tics. The crowd is impulsive, irri
d readily susceptible to sgg}‘lg.eistlcotr;.
1 according to the suggestions und.er wh‘;c 115 ?om:
A uch higher fhan that of the .md1v1 ual ™
o mUC}}t lo“Ilfrisorng; much influenced by1 1('j¢3ason1nl-lg'e,rz:':;xilsii3 }iosn? "
osing 1t ; it is easily led to generain m
'Eored by A a(;gilimrg;:m;f;tlss little ):crace of the cntlcaihsaptmwnté
Parti}clulzl;hzz;sg;ma; it is strongly imaginat‘ive ;”so r;l:clg ns: ot
On the , “* imagination . ]
speak f.amiliarly o thlfeengfoptllll?; ltr;:egmodern advertlse'r. S)l\;'he}?é
ates A e atony. bends the Roman populace to his 1Wl C,ase
too, Mark fnsony enting a clear logical statement of his : b,
does <o, 1ot %Y Pl‘esof vivid and startling images, helped 0; mi
“but by asu ccesfs lf::nthis mantle,”’ and of those ** poor, poor f;e !
the e}):hlz)’ltm}?ic(l)l speak for him with immegia'te ':tmd fl};r:iuil:sgﬁf]ctivé
' > isti wd 1s its g -
Z]:gtther’ marked Cha(;‘a: ter’IIS‘(t)lCa O\xf/e;:lkcgzader it is in_cljned to sh9w
need of 2 Stmnghleaa: .one who possesses organising capt:;;(s::ly
‘little mercy, V\; erieu.may e B the way o dispo mm;
and strengt'h ° hw ower of prestige, he needs onlyho aWith
Startin'g'w:thwgt: ;)uﬂicient boldness and to repeat them
his opinions

1 See M. le Bon’s Psychologie de la foule (Eng. trans.
See M. c 1
.debted at this point.

ts t
srowd, and adop :
';v cer’tain marked characteris

able, credulous, intolerant, an

). to which I am in-
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sufficient persistence, and then the m

reasoning will usually suffice. The suggestibility of the crowd
is limited only by a few fixed and permanent beliefs, such as
belief in a religion or in a political jdeal.

The field thus marked out is a comparatively unworked one,*
Its applica- 20d we must be cautious in accepting and applying
tion to the  such results as those just indicated. Still the general
school. position seems clear. A school is a sort of crowd,
in the sense in which the term is here used, and a child who
forms one of its members is a widely different person from the:
same child in his home or under the supervision of a tutor.
Even when we are dealing with him as an individual, he is, as
W€ saw in the preceding chapter, largely under the sway of
suggestion and imitation ; but when we are dealing with him as.
a schoolboy these impulses are greatly intensified. And so the
personal influence of the teacher becomes, for better or worse,
far stronger in some respects when he has several pupils to
manage than when he has only one or two. It has been well
observed that ‘‘ while a sentiment, or precept, or exhortation
addressed to one individual may have small effect, the force of
it increases in geometrical ratio as the number of those address-
ed increases. Hence it is that, while any one accustomed to
the management of one child or two will contemplate with alarmu
the management of a numerous class, he finds himself after a
little experience quite relieved of his fears. As a matter of fact,
a class of twenty-five is more easily managed and taught (by
one who has been trained in class-manipulation) than a class
of one or two. No task in the teacher’s profession is so hard
as that of the private tutor or governess.”’? It ought probably:
to be added, however, that the ‘¢ precept or exhortation '’ should
be addressed to the imagination rather than to the discursive

ost rudimentary forms of

faculty; and that, so far as instruction is concerned, the prin-
ciple here laid down applies rather to those studies in which
the sens

es and imagination are exercised than to those whicl:

! But for recent work see McDougall, The Group Mind.,
* Laurie, Institutes of Education, p. 406.

involve abstr

‘paramount, a
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act reasoning; to history, for example, rather than
* mathlfmta;:a?};er though his authority and‘ influence should be
oamoun nd sl,loul-d permeate the whole life of thg The influ-
It the only leader in the school socnety.l encel?rflem
i al prom
Various causes, such as age, status, 1nte}[1::c::;1is- oy
bility, or perhaps athletic prowess, opo::ralt(i.A 0 dis b the
p l u}i's’h certain pupils from their fellows. nbirle it
tl:'lg;tige thus acquired a pupil happens to com
pre

__decisiveness, self-assertiveness, and the

rsonalit : ene he
o{:a Shtront%opebecomeg a leader whose influence, if it be on t
like—he, y

luable ally,
; her’s powerful and va
: i akes him the teac . ntre.
nght‘ S{det;en;n the wrong side, makes him a mogal s:l?én;izngth
'ilﬂc} lf' ltdea]ing with characters such as thi'sf tteal;s so heavily,
t 1s 1 *s own personality

of the teacher’s © . f law and
bl weakneisce such pupils are led to espouse t}"I?h::'(:e iz a sense,
o Whet?leo battle of discipline is half won. o res, among
order, i hich the influence of the strong oter can b,
indeed, .;n ;V even more potent than that of a.nl);l smthe authority
;[’hear‘)“zepl :ml older or bigger bo¥ e inll}llimmiut he also stands
hec i er upo ) . .

: i and size conier ils, since
which superior fa gc(;ose sympathy with .the'young;er aIr):ipin;tincts.
in a rem‘t:sonaf(t)er all, a boy, with boyn.sh m’cereirssona1 awalities,
o uon depends entirely upon hus owa P art upon con-
H}lls miu:}?:: of the teacher necessanl}fdre;;t:t l?h:,) eal relation
whereéa i times sai e

. i . It 1s someu . rded
stitutions arslige}:-tind pupil is that in which the former is rega
between m

i i rhaps a dash of the elder
by the T e Eri%cl?oi,;ugxlt?npfhis,p but certainly not S::
brother, ther? lslon with the bond of syr.npathy th;l:re'tm st
whole truth forntzl theg idea of lawfully constituted authority
awways be. presed f due submission on the ther. et
the one Site, 0 (; rominent individual pupils, 'thoug. g
The inﬁuence_o I1))viously greatest in boarding T:clz ;:g:t.
in all schools, ls.no his clear recognition of t'hi ence most
schools. It wafs tlhis principle, and in his belxea bf,?;ﬁ};’g
3nevitablene§§ht° by wise regulation, be made s .
that it might,

school, is no
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powerful means of moral training, that one of the most
characteristic features of Thomas Arnold’s educational work

consisted. Whether the system of extensive self-government
‘which he di

with its he
is destined to survive, amid the keener intellectual competition
of later times, appears to be doubtful.? Still, the essential
Principle embodied in the system is one from which there can
be no escape. Arnold’s recognition of the individual scholar
as a greater force for good or evil in a boarding than in a day
school is seen, too, in his insistence upon the right to remove

boys ‘“ who were clearly incapable of deriving good from the
System, or whose influence on others was decidedly and exten-

sively pernicious ”’, ,

It was pointed out above that the susceptibility of *‘ crowds "
Espritde  to the influence of strong leaders, and the consequent
corps. variability of beliefs and opinions, is limited by the
powerful hold which certain beliefs have obtained upon men’s
minds. In the history of nations, such relatively fixed and per-
manent factors are to be found in religious, political, and social
ideals; as, for example, the democratic ideal in the United
States. Not only, however, on the large scale, but also in the-
smaller groups into which a community divides itself, conser-
vative tendencies are always to be found at work. Codes of
professional etiquette are well-known instances in point. Now
what is true of adult social groups we find again to be true of
the school. Besides the influence of individual scholars to which
reference has been made, we have to reckon with the influence
of the school as a whole—the force of its traditions, the power
of its public opinion and its settled usages—in short its common
spirit or esprit de corps. This spirit exists in its intensest form
in boarding rather than in day schools, in old schools rather

than in those of recent foundation, in those in which school life
is prolonged till the eighteenth or nineteenth year rather thano
in those where it js cut short some years earlier, in schools.
whose pupils are destined to enjoy superior opportunities of

' See Cookson’s Essays on Secopdary Education, p. 61

d so much to develop in the great boarding schools,.
avy demands upon the time and attention of prefects,.
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istincti ather than in schools for the less prwnle}%ed f;at.zse;%
distinction r he corporate féeling of a scho?l, the sta of
NevertheleSS. o upon such matters as lying, ‘‘ cribbing,”’ tale
SChOQIbO)’ opmlonakfng and the general estimate of whattcolr)l;
Dearing ‘aﬂd Sn? rm » are under all circumstances forces ;)th
stitutes * g?Od (I’f t,he'tone of a school be thorqughly hea gé
reckoned Wlt'h' f a well-disposed newcomer will at onc? e
e sympathIFS . ide; and the ill-disposed must needs co}r: orh
won fo the nght'tskll th,e established order of things, evenht c;;lﬁg
tor some ex w(li and half-hearted. If the tone l?e .urcli eg ) }),](;
his assent be¢ tfar 4 cannot prove a light one, ‘lintll m'feeas he
the task of_ re Ornt;um in the right direction. And. 1 ,t'on n
current beg e }:0 stream should hesitate as to the direc 1easny
a wate.rs%led’ fti ?;v the will and purpose of the maste;mi};s esily
which 1't > 'to ﬁ(r)lal, course.” By his own character, IZ b
determine 1‘ts A earnestness, and his own examgt ,is ® oo
o };;St (:hwe way. The boys will learn that 1

always po w | |
form 0 ;) : good'halve dealt with the influence of the school

Thus far we

dividual pupil as a special instance .y orin.

imitati d ciple of
inct . of imitation and cipl
i f the prmcxples .. social con-
of the .worklgg'ldc;en and vouths tend to 1ml;at; trast no less
S e n'onls and in }'.;articular those of their ;,oortant
their companions,

i t. than that of
for any reason have becqme prommex;) - than that
S th S other aspect of this mﬂuenced to . h'tation.
. . ¢
But there 1s an o e e i
s Prof. Royce says, n
note. 'P;O;’roa::esses of the imitative type a;ﬁ)]earf arr:n th b%t -ig
i ically inseparable from e fo ,
ions practically : ormer, but 'in
of reaction igedly contrasted with them. These re the pone’s‘
character dec 1 opposition and of the love for contrast gower
mena ?f SOClav5 fp:gl-lows in behaviour, In opinion, (;: in En un:»
e OnZna of social contrast and opposition have
The phenomena ol
questionably instinctive

society upon the in

basis. They appear very early in child-

hout life. They may
in most people throug -
hood. Theyllaslfoslgle and formidable shapes. In thfexrt nr(zrsmgé.
take ex.trel'l';igy constitute one of the most valuable featu
expression

! Laurie, Institutes of Education, lect. xv.
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-any healthy social activity. This fact may be illustrated by any
lively conversation or discussion.”’* In a word, social imitation
-always goes along with social opposition and contrast. The
two impulses are, however, closely related, since they are both
-connected with the desire not to be inferior to others.
How the principle of opposition works in the sphere of
truction we have partly seen in our discussion of rewards.
It takes the form of open rivalry, which need by no means,
however, be of the spiteful and ungenerous sort. To institute
hot contests for rewards, or to make school life an incessant
struggle for places, is no doubt to stimulate the love of opposi-
tion in artificial and hurtful ways. Still, competition has its
place and its value. It cannot, of course, even in its milder
forms, evoke a love of learning ; but it may help to beget a useful
habit of learning, which is in many cases a not unimportant
‘preliminary to genuine interest. To say that ‘‘the moment
-emulation passes into personal competition it verges on the
immoral,”? is to ignore one of the most patent facts of human
nature. We have to deal with boys and girls, not as we would
like them to be, but as we actually find them; and, as an obvious
matter of fact, competition spurs on to intenser effort not only
children, but many men and women whose aims can hardly he
<called ignoble. Personal competition need not be malevolent
and greedy competition. That which gives all their zest and
relish to the pursuits of the playing fields, that which imparts
its flavour to social intercourse, and which often encourages the
man of science to ‘‘ scorn delights and live laborious days,”” can
hardly be so alien to the proper spirit of the schoolroom. The
instinctive love of opposition is there, not to be ignored or
repressed, but to be moulded to the finest issues.®
It remains to be noted that not only in the assembled school

or class, and in the organised games, is the child’s mental
development furthered by social imitation and opposition, but
:also in all the miscellaneous relations into which the pupils are

! Outlines of Psychology, p- 277.

* Laurie, op. cit., P. 413.

* See also James, Talks to Teachers, pp. 49-53.
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: ' the place.of busjness, the play
O e eends. the knowledge, widens the sympa
of social influences its of the adult, in ways so commonly
thies, and sharpens ther(‘;‘/f;ssed psychologists have until recently
un'observed. that ei\f,iil;nge so do school companionships perform
mls.sed e S]'gft:)r the c’hild. In their social intercourse at (?dd
a like fuP((i:tloﬂ of about the same age are contmually,chf?ckmg.r
times ChlL ren use of words; revising one anothq'ars 1deas:
one a_not er;ecting and criticising one anotPller’s ]ud'gmen.ts,
‘.accept-mgt,h rljater s,tages at least, agreeing with or dissenting
and, in’ the her’s inferences. Hence the well-knovyn fact that
from one anotier’s 1 college for smoothing down a
there is no Pla_C.e' llkea:r;:‘:lhofoor ogupplementing i valuable ways
b
yourh " angtu}:(?:tl}fs’narrowing influence .of tl_le home. " '
the bengn id ftions brought forward in this chapter: will, we
.The e it abundantly clear that .the 'c,orporate ' Organisa-
think, make it T lay an important tion of the
life of the school will, in any case, play It remains school
art in the individual child’s education. _r_ﬂ 0 society.
b { that under wise management the mfluen q g
O oo ate life may be greatly strengthened and puri the
of that corpofr such management would seem- to tze F}?at,. as i::
One sec-ret Orefully organised for purposes: of ?nstmctnorl;,ould
school lSl ?ﬁed in preceding chapters of ,thns_ -!)ook, I\SIO s o
e afu lly organised for purposes of training. OVI‘f !
it be. caretu’y ect that English schools, provided they live ul;:
just in this .Y?ISP cs, may be counted fortunate. In _t.hfe t:;\sf
to_their prfwrf)%diétd‘}’ before our educational, aut}{OrltieS’l ok
which .hes im stem of secondary day sch_ools_, we \__nght yd oof
.developing the s)’f the Continent, with- their ?ngl.] stand?r s o
to the schoo:; 'Onc for hints on the organisation of mstruct-:
intellectual e Clia]{’ important that we should look to the gx:ad
tion; but I lhS e? ofyour own country, with their dx,stmglllst;31
hist(.)r'lcal s¢ f}?esdirect fashioning of character, for hints olr; (:
—tradm.ons. . of the school community. One of. the most o;;lﬂ
Orgamsatlol} in this direction is to be seen in the successh
ful tem'ienmes lh ““ house '’ system to the circx.lmst.an(f(‘es of t S
adapta;ggl Of’;hz pride which each boy takes in his ** house,
day sC .

23
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:;llgiilethb(;g:e?;iliy drntralry in games between the different ‘“ houses,’”
of seprit do co[:ps o Xon.mbute most effectively to the best kind
The o de & Ch;m An immense advantage is gained, too, when:
intelloctusl orogt ging form masters in behalf of a scholar’s
o bg ess are supplemented by those of a permanent
boy‘s’ ose 513;355 it is to interest himself in that part of the
by Do, ed at lies beyf)nd the class-room,—in his games,

s, ‘and his share in the school societies; and whose

business it i i
t is also to act as guide and counsellor, especially

at critic .

eriod :lr&_:‘t;ges fof schc->ol' lnffa, as, for example, when the fateful
we may, that t}? SPeFlahsathn in study. Assuming, too, as
educated o sece Ci’“[’ll-teachers of the future will commonly be
hope  that someonfari day schools, it seems not too much to
the great second(:i t ehbest elements in the corporate life of
insignificant ex ry schools may eventually permeate, to no

nt extent, the whole school system of this cou’ntry
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