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PREFACE.

THE ultimate object of this book is to place the Art of
Study as a tool or instrument in the hands of pupils and
students in schools. But as this object can be reached
only by way of the teachers, the book is primarily ad-
dressed to them, dnd to students of the science and the
art of teaching. It is, therefore, plainly necessary in the
first place to demonstrate the relations that should exist
between the pupil and the teacher in the school, and then
to present practical methods by which the teacher may
establish and maintain such relations. Only through
these means can the grand end be reached. The book,
it will be seen, proposes a partial readjustment of the re-
lations existing between the pupil and the teacher. In
other words, it proposes to effect a partial shifting of the
center of gravity in the school, by making the pupil the
center of the system and placing the teacher in his proper
orbit.

It would have been easy greatly to multiply the parallel
readings accompanying the chapters, but my observation
is thatin such a casea small but well-chosen bibliography
is better than a large one.

B. A. HINSDALE.

THE UNIVERSITY OF MICHIGAN
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THE ART OF STUDY

CHAPTER L
LEARNING AND TEACHING.

ONE of the most valuable arts that a boy or a girl,
a young man or a young woman, can learn is the art of
valweof  Study. It is also an art that is nowhere ad-
the Artof equately taught. It receives little conscious
a4 attention on the part of either teacher or pupil
in the school, and outside the school it is almost wholly
neglected. These facts furnish the reason for the prepa-
ration and publication of this book, which deals with the
leading features of this art.
In entering upon the subject, the first thing that
demands attention is, obviously, to bound and describe
the territory that the book will cultivate. To
f:f;%v%frk. do this will require two or three brief chapters.
We must begin with learning, which is the
primary activity of the school, and with teaching, which
is so closely connected with learning as almost to form
a part of it.
The science and the art of teaching assume that there
is a duality of existence,—the mind and its environment,

or the mind and ghe world. Philosophers sometimes
7



8 THE ART OF STUDY.

deny that this duality exists in reality, and affirm that
there is only one existence, of which mind
and the world are only different phases. But
this is a metaphysical, not a pedagogical,
question. Pedagogy starts with the apparent duality of
existence, and never stops toinquire whether it is real or
not. The problem of learning, or mental growth, then,
involves the following elements:

1. The mind, which is self-active and capable of learn-

- ing or of growing by its own activity.
Process of 2. Objects of knowledge or things capable
Learning:  ,f being known.. These are of various kinds,
as natural objects, the facts of human society, and the
facts of the mind itself.

3. A connection between the mind and such an object,
for there is no activity of the mind, and so no knowledge
or mental growth, until the two are brought into due
relation. Either the mind must go to the object of knowl-
edge, or the object of knowledge must be brought to
the mind.

At this point I should state that many objects of
knowledge can be viewed in two ways—immediately and
mediately. In the first case, the mind and the object are
brought into immediate contact; in the sphere of the
senses the individual sees or hears or handles the object
for himself, and is not dependent upon the eyes or ears or
fingers of any other person. In the second case, the in-
dividual knows the object through some report or repre-
sentation of it made by another, that is, through another’s
mediation. Thus, I have seen Detroit and Lake Erie and
have a first-hand or immediate knowledge of them, but
Constantinople and the Black Sea I have not.seen, and
so know them only mediately or at second-hand, that is,

The Duality
of Being.



LEARNING AND TEACHING. 9

through language and pictures. In the case of first-hand
S— knowledge there are two terms in the series; in
Second- the case of second-hand knowledge there are
‘I‘;“d three terms. This distinction of first and second-
nowledge.

hand knowledge, while important in its own
place, does not, however, touch the core of the learning
process, No matter whether we know the object directly
or indirectly, the object itself or the representation of it
must come into real relation with the mind. Thus our
earliest knowledge originates in points of contact between
our mental faculties and natural objects lying right about
us in the world. Later welearn.other objects through lan-
guage and other forms of representation. We cannot ex-
plain the excitation or activity of the mind that is caused by
bringing objects of knowledge into contact with it, any
more than we can explain the excitation of the mouths of
certain animals when particles of food come in their way ;
but we are certain of the fact—the young mind puts out
its tentacles, so to speak, and makes these objects of
knowledge its own.

The word “learn” is supposed to come from a root
meaning to go or to go over, and it means to gain knowl-
edge or information in regard to some subject ;
to ascertain by inquiry, study, or investigation;
to fix in the mind; to acquire understanding
or skill. Activity is involved in the very root idea.

The root of the word ¢ teach”’ means to show, and in
the broadest sense it means to secure the desired relation
between the mind and some appropriate educa-
tion-material. It may be conceived of as leading
the mind to knowledge, or as bringing knowl-
edge to the mind. The teacher, accordingly, is merely a
mediator between the knowing mind of the pupil, on the

The Word
“Yearn,”

The Word
¢ Teach.”



10 THE ART OF STUDY.

one hand, and the matter that is to be known, on the
other. He brings the two together and so assists the
mind in the generation of knowledge. Hence the defini-
tions: “ To teach is to cause to learn;” “ Teaching is
causing another to know ;" “ Teaching involves the idea
of knowledge obtained by an active mental process.”
Learning and teaching, closely united as they are, are
not inseparable, because a man may learn without a
teacher in the school of self-cultivation. It
may be said that in such a case the learner is
self-taught, or is his own teacher, but such use
of the words, while consonant with the nature of the teach-
ing process, is rather outside of the strict line of usage.
But while there may be learning without teaching, there
can be no teaching without learning. Learning is not
Relations merely the correlative idea of teaehing, but is
" of Learning . . . .
and Teach. ON€ of its constituent elements. Teaching in-
ing. volves the idea of a pupil, and this pupil in a
state of mental activity that is produced by the teaching.
When the pupil’s mind ceases to respond to the substance
presented, there is no teaching, no matter what the
‘teacher may do. When learning ceases, teaching ceases.
A teacher cannot teach a group of absolutely inert pupils
any more than he can teach a group of stumps or a pile
of bowlders. In fact, such children are not pupils at all.
To appropriate the words of another writer, * Teaching is
that part of the two-fold learning-process by which knowl-
edge which is yet outside of the learner’s mind, is directed
toward that mind; and learning is that part of the same
two-fold process by which the knowledge taught is made
the learner’'s own. Still, as before, however, there can be
no teacher where there is not a learner; although, on the
other hand, there may be a learner where there is no one
else than himself to be his teacher.”

The Two not
Ingeparable.



LEARNING AND TEACHING. II

So this writer insists that intelligent, purposeful teach-
ing includes the idea of two persons, both of whom are
reaching acCtive, and not merely active, but active over
Implies the same lesson. This end may be secured by
Learnlng:  ihe teacher hearing a recitation and comment-
ing on it; but this is not necessarily teaching, since
the pupil may be merely exercising his memory, re-
citing what he has memorized verbally without under-
standing a word of it, and so is not taught anything because
he does not learn anything. In such case he is not caused
to know a single fact or truth that he did not know before,
_either from the lesson itself or from the teacher’s hearing
him recite; nor does he learn anything by his teacher’s
wisest comments or explanations, no matterhow valuable
these may be in themselves, if he pays no attention to
them or if he is unable to understand them. There must
be mutual effort directed to the same end. The teacher
must strive to cause the pupil to learn a particular
fact or truth that he wants him to know; the learner
must seek to learn this particular fact or truth, and
until the two are enlisted in this common work, the
process of teaching has not begun. Tobe sure, teach-
ing and learning are things of degrees; I am here speak-
ing of the ideal.

Strictly speaking there is no such thing as giving or
imparting knowledge. Every one must make his own
knowledge, for man is a knowledge-maker by nature.
All that one person can do for another, as a teacher for
a pupil, is to help to do this work. The child is engaged
in making knowledge from his earliest days.’

1 ¢« Tn this sense we have all been engaged more or lessin original re.

search from our earliest years; and we probably attain greater success
in infancy than in youth or in later life. The young child is completely

e —————ER



12 THE ART OF STUDY.

Learning governs teaching, as the history of the word
suggests. Once, and this no farther back than Spenser
and Shakespeare, learning applied to both efforts, that of
the pupil as well as that of the teacher; a man could learn
a lesson or he could learn a pupil.

The function or office of the pupil and the function or
office of the teacher are therefore perfectly clear. The

pupil is to learn, the teacher is to teach or help
Pupiland  him Jearn ; both are active about the same thing,
Teacher, . : .

but active in different ways. More definitely,
the function or office of the teacher is to mediate be-
tween the pupil’s mind and@ the things that the pupilmust
learn or know. The question whether the teacher shall
lead the pupil to these things or bring the things to the
pupil, is much like the question of bringing the horse and
the water together. The teacher’s success is*measured by
the pupil’s success. We shall not here enter into the ele-
ments that are involved in successful mediation between
mind and knowledge, that is, in teaching, further than to
say that the teacher must select matter which is suitable
for the pupil at his stage of advancement, and so com-
bine, arrange, and present this matter that the pupil can
understand and learn.

PARALLEL READING.—Zeacking and Teackers, H. Clay Trum-
bull.  Philadelphia, John D. Wattles, 1884. Chap. I. (“ The
Teaching Process.” I have made free use of this chapter in
preparing my own.) Studies in Education, B. A. Hinsdale.
Chicago and New York, Werner School Book Co., 1896. Chap.
I. (“ The Sources of Human Cultivation’).

cut off from all external sources of information; and it could acquire no
knowledge beyond a remembrance of confused sensations, if it did not
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possess the power of putting that and that together and finding things out
for itself. By applying this power, however, the child succeeds in bringing
a large measure of order out of the chaos of sensations which it experi-

ences. The method that it uses is the scientific or knowledge-making
method.” Prof. A. MacMeckan.



CHAPTER 1I.

STUDY AND ITS RELATIONS TO LEARNING AND
TEACHING.

-

LEARNING is the activity of the pupil, teaching the ac-
tivity of the instructor; and in the good school the two
activities are found in constant relation. The pupil is
striving to learn; the instructor to teach. We are now
to define study and demonstrate its relation to teaching
and learning.

Our English words “ study,” “ student,” and * studious’
all go back to the Latin verb studere, which means, first,
«stuay,» to be eager, zealous, or diligent about somebody
‘“Student,” or something —to be friendly, attached, or
¢ Studious.” .

favorable to a person, or to favor him; and
secondly, to apply one’s self with zeal and interest to the
acquisition of knowledge or learning, or to study. Both
definitions denote an active state of mind;.that is, the
element of zeal or interest found in the original word runs
through all its changes. In the second sense, therefore,
a student would be one who pursues some subject with
interest; he would study when he devotes himself zeal-
ously to mastering some subject, while a study would be
a subject that he could pursue with zeal. The second

and later meaning of the word seems remote from the
14



STUDY, LEARNING, AND TEACHING. i5

first one, but it is not difficult to explain how it origin-
ated.

We shall have no further use for the original meaning
of studere, since our subject lies wholly in the line of the

later meaning or definition of the word. But
?‘:‘;‘xii‘;d even here we must narrow the field ; for study,

in the proper sense of the term, is by no means
co-extensive with the pursuit or the zealous pursuit of
knowledge. The tendency of usageisto confine the word
within much narrower limits. Dr. Alexander Bain, for
example, finds the idea of study closely associated with
that of learning from books. To quote a few sen-
tences from this writer:

“ We may stretch the word, without culpable license, to comprise
the observation of facts of all kinds, but it more naturally suggests
the resort to book-lore for the knowledge that we are in
quest of. There is considerable propriety in restricting
it to this meaning ; or, at all events, in treating the art of

becoming wise through reading as different from the arts of observing
facts at first hand. In short, study should not be made co-extensive

Dr. Bain
on Study.

1 The question to be answered is how sfudere, which meant originally
merely to be zealous about something, or to be diligent in general, came to
Je limited to diligence about knowledge or learning. Why was not the
word limited to plowing, tailoring, or baking bread? Obviously, if a man
s really eager or zealous about somebody or something, he will naturally
zive him or it serious attention ; that is, he will inquire and try to find out
10w he can favor the man or secure the thing; and such inquiryis just what
sonstitutes study in the secondary sense of the word. This gives the pro-
sess or method prominence, and it was easy when this point had been
-eached, if not indeed necessary, to limit szzdere in the abstract, or to study
is we are accustomed to use the word. Thus it came about that studere
:ame to mean to pursue knowledge zealously, and studium, the correlative
10un, came to mean a subject, a branch of knowledge, or astudy. Studium
Uso meant a place where study is done, or a school. Thus, the institutions
hat we now call universities were originally called studia universalia, or

»ublic schools.



16 THE ART OF STUDY.

with knowledge-getting, but with book-learning. In thus narrowing
the field, we have-the obvious advantage of cultivating it more care-
fully, and the unobvious, but very real advantage of dealing with one
homogeneous subject.”

The last remark refers solely to Dr. Bain’s own treat-
ment of the subject, but it is just as applicable to my own.
Study ana € says again: “ The mental exercise that we
the Useof now call ‘study ’ began when books began, when
Books. .

knowledge was reduced to language and laid
out systematically in verbal compositions.” !

So far the history of the word supports Dr. Bain’s view.
Unmistakably the tendency has been to confine the
studynot WOrd “study” to the use of books. When we
Limitedto deal with real things, as natural objects, we
Books. commonly employ some other word or words.
One may, to be sure, study a daisy, a crab, or a piece of
coral, but he is more apt to say he examines or investi-
gates it. When Dr. Bain goes further, however, as he
does, and says that study * relates more to self-education
than to instruction under masters;” that ‘it supposes
the voluntary choice of the individual rather than the
constraint of an outward discipline,” and that * the time
for its application is when the pupil is -emancipated
from the prescription and control of the scholastic
curriculum,” we cannot yield our assent. This view ex-
cludes teachers and the school from the field of study
properly so-called, and confines the word to self-cultiva-
tion, which usage, at least in this country, would not
sanction, however it may be in England. With us, cer-
tainly, usage does not tend even to the partial exclusion of
schools and teachers from this field. On the other hand,
the word at once suggests those instruments of education.

1 Practz:cal Essays, New York, D). Appleton & Co., 1834, pp. 203-4.
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Still it is an important fact that study is not limited to
schools. Men can study and do study without schools
stuaynot ©F teachers; to suppose that they do not is to
Limited to commit a blunder even greater than to say that
Schools. . A

pupils do not study in schools. Unfortunately,
many youths, on taking leave of school, leave study and
studies behind them. They forget that when what Rosen-
kranz calls “the absolute limit of education”? is reached,
the original inequality between the pupil and the teacher
is canceled, and that the pupil should now enter into
the field of self-culture. The two persons may con-
tinue to be friends, but they are no longer teacher and
pupil. The relation that these words express is a beau-
tiful one in its own proper time, but, protracted beyond
that time, it is offensive. It argues patronage upon the
one part and dependence upon the other. The French
philosopher Condillac, addressing a pupil who had reached
this stage of progress, said: ‘“ Henceforth, Sir, it remains
for you alone to instruct yourself. Perhaps you imagine
you have finished; but it is I who have finished. You
are to begin anew 2 This is the point of view from which
it is sometimes said that the business of the teacher is to
make himself useless, which he does by putting the pupil
upon his feet and teaching him to walk alone.

What has been said suggests the relation to each other
of reading and study. As an exercise of mind, they do

not differ save in degree; both arts look to
;{::‘;tiy obtaining thought or meaning from the printed
Discrimi- page, But study is more than reading: it
nated. may be called intensive reading. The student

goes over the matter more attentively than the reader;
A T%he Philosophy of Education, New York, D. Appleton & Co., 1886, p. 49.
2 FHistory of Pedagogy, Compayré, Boston, D. C. Heath & Co,, 1886, p- 318.
Art of Study —2.
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he -recalls it more fully, possesses himself of it more
thoroughly. There is a difference, too, in the subject-
matter of reading and study. We do not commonly ap-
ply the term “reading” to text-books and other works of
a similar character prepared expressly for school use, but
to books or other reading matter of a more general char-
acter containing literary elements. Thus, the pupil studies
his grammar and arithmetic, reads or studies his ¢ Lady of
the Llake ” or “Hamlet,” but only reads the daily newspaper
(unless it be the scores of the ball games) and the fugitive
essay. Still more, reading embraces a wider range of
mental interests than study. We read for amusement or
diversion as well as for serious instruction, but that idea
is rarely associated with studies, or at least with studies
carried on in the school. Thus there appears in the
modern word “study ” that element of zeal or thorough-
ness which characterizes the ancient word studere.

The remark should be added that in England study is
not used in our peculiar school sense; “read’ is rather
The Bng- D€ word that is employed where we say
tish Sense  ‘““ study.” Thus, at the universities, the student
of “Read” « teads™ chemistry and calculus, Demosthenes
and Tacitus, as well as Adam Smith and David Hume,
while the hard student is the “ hard reader.”  Again, we
have spoken of knowledge or instruction as though it
constituted the end both of study and of serious reading,
nay more, the end of learning itself. This is a contro-
verted question as well as an important one, but it will
not be dealt with in this place beyond the promise to
consider it in a future chapter.

In view of the preceding discussion the answer to the
question, What is the relation of study to learning
and teaching? is obvious enough. Study is the use of
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books for the serious purpose of gaining knowledge;
it el it lo?ks to the mastery of a subject, or of some
Learning. portion of -a subject, by means of what has

been written about it. More narrowly, pupils
and students commonly associate study with text-books,
but the association is not a necessary one. Study isa
mode of learning, but not the only mode, for we can
learn by observation, by listening to conversation, or by
the simple reading of an article in the newspaper. Suc-
cessful study of a subject is the same thing as learning it;
if the student succeeds with a lesson, he knows it, not,
perhaps, as fully as the author, or as the teacher, but he
knows it according to his own measure. Thus the word
tends to exclude oral instruction and the direct investiga-
tion of facts; that is, lectures or other oral lessons and
the work of the laboratory. At the same time, the ex-
clusion of these exercises is more formal than real, be-
cause intellectual applications never wholly lose their iden-
tity.  Still, we shall best advance our immediate object
by keeping books, and particularly text-books, constantly
in mind; for while the investigation of things and the
study of books have much in common, they are, never-
theless, distinct arts. The library is not a laboratory or
the laboratory a library, except in a figure of speech.
And, still further, notwithstanding the great progress
made in recent years by real study, that is by the direct
study of objects, as in nature lessons, the book still gives,
and will continue to give, the norm to the school.

PARALLEL READING.—Practical FEssays, Alexander Bain.
New York, D. Appleton & Co., 1884. Chap. VIIL. (“The
Art of Study”). (See Chapter XXI. of the present work for
further references).



CHAPTER III.

THE ART OF STUDY DEFINED,

WE have now defined learning, teaching, and study,
and demonstrated their relations. The pupil learns when
he acquires knowledge, and the teacher teaches when he
assists the pupil to learn. Again, the pupil studies when
he seeks to meet his teacher fairly and squarely on the
lesson that hasbeen assigned him by preparing that lesson.
But what is the art of study? ‘

The term “art” is used in two senses. First, it means
skill or practical ability actually shown in the pursuit of
Two Senses Some calling or activity. Secondly, it means
;fr-:c’ttizshe the activity in which such skill is shown con-
and the sidered as a subject. Thus, when we speak of
Reflective. the photographer’s art we may mean either the
degree of skill or proficience that a particular photographer
shows in making photographs, or the making of such
pictures considered as a vocation to be followed or a
subject to be studied. The same may be said of paint-
ing, oratory, architecture, teaching, or any other pur-
suit to which the term “art” is properly applied. To be
master of one’s art is to possess much ability in the prose-
cution of some employment called an art. Furthermore,
an art in the second sense has its own methods, rules, and
history that may be made the subjects of investigation or

study. Inthissensethe term “ reflective ” may be applied
20
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to an art, the suggestion being that the cultivator of this art
halts, so to speak, in his practice or activity in ordeg to
make it the subject of examination. Nor is this all : cer-
tain arts have rules and methods in common, and so we
apply the term to them collectively, calling them art in a
general or abstract sense.

The relations of art as practical skill and art as method
or a code of rules is an interesting subject. Experience
Relations counts for much in such matters, but the intel-
;;e-:”;ig.“d ligent practice of any art presupposes a certain

amount of study of, or of acquaintance with, its
method and rules. The practitioner in such case must be
familiar with the leading features of his art. He may not
have acquired his knowledge in large degree from books
or lectures, but, if not, he must have investigated the sub-
ject directly for himself. On the other hand, it is equally
clear that no mere investigation of an art, no amount of
knowledge concerning it, will, of itself, make a skillful
practitioner or artist. Knowledge, while invaluable in
itself, can never be made to take the place of that practice
which makes perfect. The student, if he would possess
skill, must try his own ’prentice hand until it becomes a
practiced hand. There are many students of painting,
sculpture, and other arts, who are not looking forward to
the practice of these arts at all, but who pursue them be-
cause they think the knowledge thus acquired is useful,
or because they value the culture that they afford.

The value of practice or experience in what are some-
times called “practical matters” is well understood; so
well, indeed, that the “ theory,” as it is often
mistakenly called, is greatly undervalued in
comparison with practice; but in other fields
theory is sometimes overrated. In moral training, for

Practice and
Theory.

=
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example, it is sometimes assumed that the great thing is
theeacquirement of moral ideas, precepts, and rules, or
moral instruction, thus ignoring or undervaluing moral
habits, which can be built up only through activity or
practice.

What has been said of the arts in general is true of the
art of study in particular. The phrase means, first, per-
. sonal skill, or practical ability, i carrying on
Study studies, and, secondly, study as a subject of
Defined.  investigation, consisting of its own peculiar
method and rules. The student illustrates the first mean-
ing of the art of study when he studies according to an
intelligent plan some subject, such as history or literature;
and the second, when he seeks by study to find out
the method and rules of the art, whether by his own im-
mediate effort or by attending to the instruction of a
teacher or an author. In this second sense study is a
reflective art.

What has now been called art in the second or reflective
sense, is sometimes called theory or science. Thisisa
Reflective great mistake. Theory or science consists of
Art and facts and principles ; reflective art, of rules and
Science. .

methods; both duly organized. The one an-
swers the questions what? and why ? the other the ques-
tion how?

To the preceding discussion of study as an art, two or
three observations should be added.

1. It is not necessary that a student, to be successful in
study, should study his art in a formal or reflective way.

Few good students, even those as far advanced
;Z’Zﬁﬁe::: as the college, have done so. These students
have acquired their skill in study by the prac-
tice of study. It is, to be sure, a fair question whether
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students, or at least advanced students, might not give
more formal attention to their art with advantage to them.
selves; but we shall not enter upon a discussion of the
question in this place.
2. The student may study his art laboriously and never
become a good student ; that is, never learn to practice
his art successfully. Here, as elsewhere, one
Formal Art .
not Practice, M2y acquire knowledge of method, rule, and
precept without acquiring the ability or skill to
put it to use. Infact,at a certain stage of progress, such
knowledge is a positive disadvantage, as it impedes rather
than accelerates practice. But the main fact is this —a
pupil will learn to study by studying, and not otherwise,
just as he will learn to swim by swimming, and not other-
wise.
3. It is practice and study, then, and not simply study,
that makes one perfect inanart. But everything depends
upon the kind of practice. Mere mechanical
rectical 1 grinding, no matter how long continued, will
Study. never bring perfection. Practice must be intel-
ligent, or it must be conducted according to a right
method. Now some happy pupils may, without great
loss of time, find out this method for themselves, but the
majority of pupils will not be able to do so. Ac-
cordingly*the teacher should give much attention to his
pupils’ efforts to learn their lessons, looking after the
habits that they are forming, and, as far as possible, assist-
ing them to form good habits. For this there are two
reasons : one is that he will secure far better immediate
results, and the other that he will assist the pupils to ac-
quire an art which will be useful through life. Such work
requires much oversight; the teacher must discover the
pupils’ incorrect way of doing things and show them the
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correct way, and by hint, suggz:stion, and encouragement
hasten them on their road. Nor must it be forgotten that
the teacher may overdo as well as underdo ; the pupil,ina
most important sense, must learn to study for himself,
and all that the teacher can do is to help him. In partic-
nlar, where assistance takes the form of rule and precept,
it must, to be effective, be indirect and incidental.

PARALLEL READING.—Studies in Education, B. A. Hinsdale.
Chicago and New York, Werner School Book Co., 18g6.
Chap. IV. («“The Science and the Art of Teaching ).



CHAPTER 1V,

NEGLECT OF THE ART OF STUDY.

THIS book opens with the two statements that the art
of study is one of the most valuable arts that a child or
a youth can acquire, and that it is nowhere adequately
taught. Some of the facts that justify the first statement
have been given in the preceding chapters, and some of
those that justify the second one will be given in this
chapter.

In the schools, the art of study is taught, for the
most part, indirectly, wholly at random, and very im-
Neglect of Perfectly.  No book or manual is put into the
Art of Study pupil’s hands, and, if one were, he could not
inSchools. ,se jt. Furthermore, the ordinary teacher
does not know how to teach the art well, or even
understand its importance. It is to be feared that often
he would not be able to set a very good example
of practice or skill in the art, if called upon to do so
The books, articles, and lectures from which the teacher
has gained his own instruction relating to teaching give
little attention to study, at least under its own proper
name and in a practical manner. Outside of the schools,
things are in one respect better than they are inside of
them. The literature of self-culture treats the art of
self-culture in a much more helpful way than the liter-
ature of teaching treats the arts of study and of learn-

ing. Unfortunately, however, this literature is quite
25



26 THE ART OF STUDY.

beyond most of the pupilsin the schools, and is not much
read by the majority of teachers themselves.

In consequence of the general neglect properly to teach
the art of study in the schools, most pupils pick up such
knowledge and skill as they actually possess. As a result,
a large majority of them never become proficient in the
Pupits Des- art, and while everybody can read, we find so-
cient inthe ciety full of young people, and old people too,
At who have no power, or very little, to carry
on the investigation of any subject by means of books.
Miscellaneous reading for diversion, or even for the pur-
pose of obtaining knowledge, is common enough, but it is
not study.

Competent judges will unhesitatingly assent to the
statements that have just been made. Moreover, they
waste of Will assent, with equal readiness, to the further
Timein  statement that multitudes of persons suffer
Sehool reatly on account of their ignorance of this
art. In the schools, particularly, time is wasted, energy
thrown away, and opportunity lost because pupils cannot
study, that is, cannot properly do their work. Let it not
be supposed that these remarks apply to elementary
schools only, to which the name pupil might seem to
limit them ; they apply also, but in less degree, to high
schools and academies and even to colleges and universi-
ties.

Notorious facts lend to these remarks all needed con-
firmation. For example, one of the commonest com-
rne Testi- Plaints made by teachers relative to their pu-
;1:::; :rfs pils is tha}t they are not properly prepared

" to do their work. This complaint is heard
from the bottom of the scale to the top, and be-
comes louder as we ascend. Itisloud in the upper grades
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of the elementary schools, louder in the high schools, and
loudest in the colleges. It takes on two forms. One
form is that pupils do not know what they ought to know ;
the other and more significant form is that these pupils
do not know how to study, or cannot practically do their
work. The relation of these two answers to each other
— or the relation of positive knowledge to mental power
and skill in acquiring knowledge —is an important topic;
but for the present purpose the one form of complaint is
as serious as the other. It may, perhaps, be said that the
complaints which teachers make of the lack of preparation
in their pupils are exaggerated, and we can readily see that
such may be the case; but it is impossible to dispose of
them all in that way, or, indeed, in any way short of as-
suming that there is a great deal of truth behind them.
At this stage of the discussion there occurs the ques-
tion, What is a reasonable rate of progress for the pu-
what isa  Pil to make in school? Or, to put the question
Reasonable in another form, What is a reasonable require-
_i.?ffg’f:s;’ﬁn ment to impose on_ him at any given stage of
Schéols?  his educational progress? On this point there
is some diversity of both practice and opinion. It is well
known that the French boy or the German boy at the age of
eighteen or nineteen, trained in the schools of his country-
and looking forward to the university, is fully two years
in advance of the American boy of the same age trained
in our schools and having a similar destination. The su-
periority of the foreign boy, however, must not be II.liS-
understood ; it lies exclusively in the education
gi:‘:;::’and that is furnished by the schools. In the broader
American  gense in which the word is often used — the
g training and knowledge that come from imme-
diate contact with the world—the French boy or the Ger-
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man boy is as much inferior to the American boy as he
surpasses him in scholastic attainments and ability. More
definitely, the American boy, when he leaves the high
school, is much inferior to the German boy on leaving the
gymnasium in two particulars; first, the knowledge that
is directly obtained in the school, and second, mental
power. He is, however, a little younger. What is the
cause of this disparity ?

For one thing, the German and French boys who
finish the studies of the secondary schools are a more
carefully selected class of boys, intellectually considered,
than the boys who graduate from our high schools. A
majority, if not nearly all of them, are in training for the
university, while much the larger number of the graduates
from our high schools pass at once into practical life, For
this reason, these foreign boys, considered as scholars, are
superior to our American boys who attend the high school.
German  Foranother thing, the tension of the higher in-
and French tellectual life is greater in France or Germany
Schools:  than itisin the United States. Then, the French
and German courses of study, especially in secondary
schools, have been more carefully wrought out and are
better adapted to their purposes than our courses of study.
From the day that a German boy at the age of nine
years enters the gymnasium, he probably .has his eye fixed
upon the university or the technical high school. This
topic has attracted much attention the last few years at
the hands of our specialists, who have been seeking at
once to shorten and to enrich our school programmes.
Again, it may be that the German boy or the French boy,
ascompared with the American boy, purchases his scho-
lastic superiority at the cost of practical knowledge and
ability ; but it is plain that the American boy might make
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more rapid progress in school than he does without
impairing his practical talents, and that there is urgent
reason why he should do so, especially if he is looking
forward to a liberal education and a professional career.
Important as these considerations are, they do not fully
answer our question. When all has been said, the fact
remains that much of the “marking time” in
German . . .
Teaching, ©Ur schools is due to the relative incompetence
of teachers, which again is due to the most
patent causes. In Germany, teaching is a serious calling,
to be followed for life; in the United States, it is only
too often the vestibule leading to a calling. Comparing
more closely the teaching of our schools with that of
the German schools, it is found to be inferior in two
important particulars: the knowledge that it imparts,
and the habits of mind that it generates. For the pres-
ent purpose, the main fact is this —the American boy
does not know how to study as well as the German boy,
or is not an equal master of his art. Pupils in schools
often ‘“mark time” because they cannot march forward.
The burden of this chapter is the neglect of the art of
study in the schools. In the first instance, the fault
Reform to 15 the fault of teachers. But why do teach-
Begin with ers neglect this art? The answer is partly be-
Teachers.  ..use -they do not appreciate its value, and
partly because they do not know how to give it the
kind of attention that it requires. Moreover, this lack
of appreciation and this lack of ability are closely bound
up together. Practical reform, therefore, must begin
with the better preparation of teachers, not so much,
indeed, in general scholarship or in the studies that they
teach, (which is an important topic by itself,) but in the
art of study—what it is, and how it must be taught to
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pupils. How teachers shall secure this better instruction
is a question that will come before us further on.

PararLir Reapine.— Zke School and Society, John Dewey.
Supplemented by a statement of the University Elementary
School. Chicago, University of Chicago Press, 1899. Educa-
tional Reform, Charles William Eliot. New York, The Century
Co., 1888. Chap. VIIL. (“Can School Programmes be Short-
ened and Enriched?”) Chap. XI. (* Shortening and Enrich-
ing the Grammar School Course”). German Higher Schools,
James E. Russell. New York, Longmans, Green & Co., 1899.
The Secondary School System of Germany, Frederick E. Bolton.
New York, D. Appleton & Co., 1900. Zeackhing the Language-
Arts, B. A. Hinsdale. New York, D. Appleton & Co., 1896.
(See remarks in Introduction relative to American, French, and
German students).



CHAPTER V.

IS KNOWLEDGE OR MENTAL DEVELOPMENT THE END
OF TEACHING?

THE teacher who has gone carefully through the fore-
going chapters may think that he should now be brought
to the consideration of his own relation, as a teacher, to
the art of study. What is my work, my duty in the
premises ? he will naturally ask. It is the main object of
this book to answer this question; but the answer will
be all the clearer and stronger if it is preceded by a brief
discussion of the end or aim of education itself.

M. Compayré notices two different tendencies in
modern educational thought and practice. These tenden-

cies appear when we consider the question,
Subjective : . 2
and Objec- What is the end of education? Is it a change
tive Ped-  that the. mind itself undergoes, or is it a
agogy.

store of facts and ideas that the mind ac-
quires? Compayré states the question thus: “ There
are those who wish above all to develop the intelligence;
and there are others who are preoccupied with furnishing
the mind with a stock of positive knowledge.” ! Some
affect a subjective pedagogy, and others an objective
pedagogy. He considers Descartes a leading exponent of
the one school and Francis Bacon of the other. Which
of these two tendencies is the true one? Both views are
firmly rooted in language and in mental habit. The
subjective pedagogy emphasizes power and capacity,

Y History of Pedagogy, Boston, D. C. Heath & Co., 1897, pp. 191-192,
31
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discipline and training, culture, development, and growth,
while the objective pedagogy dwells on ideas, facts,
knowledge, truths, science, and learning. It will not
be difficult to maintain Compayré’s claim that they
are both equally right so long as they refrain from
exaggeration.

First, mental discipline, power, culture,—call it what
you will,—is generated by means of mental activity ; while
_— activity, self-activity, is indeed the very char-
Comes from acteristic of the mind. But the mind acts only
fc‘i‘i‘:‘;‘t‘y. as it acts on something; it cannot act, so to

speak, in a vacuum. Furthérmore, the object
that the mind acts upon is an object of knowledge, and
the activity itself is knowing. Discipline and knowledge
are acquired together.

But secondly, knowledge cannot be passively acquired.
Knowing is an active process. The very word ¢ study ”
Enowledge implies zeal and thoroughness, as we have
and Mental seen, The mind in forming its earliest ideas
Activity. . . . e

is something very different from the sensitive
plate in the camera that merely receives impressions.
Knowledge, then, depends upon the very agent that pro-
duces discipline and culture.

So far the path is clear., What difference does it make,
then, whether we regard education as developed mind or
as positive knowledge? This isthe question that we are
now to examine.

It may be strange, but it is true, that mental develop-
ment and positive attainments are not mutual measures,
b If they were, the teacher’s problem would be
Knowleage much simplified. Development may be in ex-
ﬁ’:;‘:&‘:::’ cess of attainment, and attainment may be

in excess of development. It is well known
that men are not efficient in the work of their hands
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in the ratio of their strength or effort. The strongest
man is not necessarily the best chopper, runner, or
boxer; he may waste his strength in misdirected and
unskillful attempts to accomplish what he does not know
how to do well. Again, men are not efficient in the
mental sphere in the ratio of their natural powers or of
their effo:.ts; some men do not know how to use their
minds. On the other hand, there are those who suc-
ceed, some in physical and some in mental work, beyond
their apparent strength. They make their blows tell, work
to advantage, strike when the iron is hot, as we are all
exhorted to do by the well-known prudential maxims.
Here it is that directive intelligence and practical skill
come into play. “So fight I,” said St. Paul, “ not as one
that beateth the air.” The figure comes from the boxing
contest. The Apostle strove, metaphoricallyto land his
blows on the body of his antagonist. It is a well-
known fact that habit or training both saves and increases
power.

In the schoolroom misdirected and wasted effort is one
of the commonest facts. It is one of the most serious of
Misdirectea the wastes in education, of which so much is
Eunergyin heard. Who that has seen much of schools has
Sehools: ot witnessed the painful inefficiency ” and
“laborious idleness ” mentioned by Mr. Mill in his St.
Andrews’ Address as characteristic of the schools of Eng-
land ? The sight is a pathetic one — that of the pupil or
student who has plenty of native power, but who does not
know how to use it to advantage. The blind giants that
figure in storiesare no unfit types of many pupils found
in schools —only the giants are generally restrained by
their blindness from doing mischief, which is more than

can always be said of the pupils.
Art of Study—3.
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What, then, shall be the teacher’s ainf, — mental disci-
pline or positive knowledge? Neither one to the exclusion
The gues- ©Of the other; on the contrary, the teacher
tion One of should constantly keep his eye on both these
Tmphasls: 'ods from first to last. Dr. Thomas Arnold
said to the boys at Rugby: “ You come here, not to read,
but to learn how to read,” that is, to study, for such is the
English use of the word ; and Sir William Hamilton told
his students at the University of Edinburgh that his aim
would be to teach them, not philosophy, but to philoso-
phize. But it is very plain that the boys at Rugby could
not learn how to read, or study, as we should say, without
reading or studying, or the students at Edinburgh learn to
philosophize if they were kept ignorant of philosophy ; as
these distinguished teachers knew perfectly well. The
main question relates to emphasis, as so many educational
questions do. The teacher should pay due heed to the
way the pupil does his work, his mental habits, the develop-
ment of his mind—see, in a word, that he acquires the art
of study ; but he should also insist upon positive attain-
ments in knowledge. Study is not “marking time,” but
it is marching,—getting somewhere. Education is not a
Barmecide feast, but a substantial repast.

"The teacher, let it be said again, must be careful how
he places his emphasis. It wasthought once that elemen-
The Dogma tary education, and indeed all education, was
gifcz;fﬁi‘ mainly preparatiYe, a preparation for furt%xer

study or for real life. Not so much attention
was paid to the pupil’s positive attainments. The con-
summate flower of this view of education was the dogma
of formal discipline,—the theory that by pursuing cer-
tain studies, as mathematics and classics, mental energy
could be stored up to be drawn upon for any and all
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purposes. There is now a strong recoil from this posi-
tion ; knowledge, we are told, is the end. This recoil was
certainly needed, but it must not go too far. It will cer-
tainly go too far, however, if men are led to deny the pre-
paratory function of education and to lose sight of the
development of the mind.

It is probable that in the long run there is no antago-
nism, but rather complete concord, between development
pevelop-  2Nd knowledge, and that what is best for the
mentand  one is best for the other; but in the short run
Knowledge: this is not always, or indeed generally true.
There are times, for example, when development and
attainment should not receive equal emphasis. Elemen-
tary education is largely preparatory, looking to discipline,
power, method, and skill ; it islargely occupied with acquir-
ing a command of certain arts, the perfect use of which
will be found in the futute. But this is not true, in the
same sense, of university education, the great end of
which is positive attainments or knowledge. Here the
student is supposed to have mastered his arts, at least
measurably. The intelligent teacher does not always look
for the quickest returns. The amount of walking that a
child does until he is two years old is no compensation,
in itself, for the cost of his tuition in the art. - It would
have been much easier for his parent or nurse to carry him
over the short distances that he has covered; but the
present sacrifice is future gain. And so it is with the
elementary school. As I have said elsewhere:

“To convey knowledge at first through reading, strictly speaking,
is impossible. The fact is, that if all the time which is spent in
Yearning to teaching the pupil to read as a mere art were devoted
Read. to enlarging his real knowledge or mental store by plying
his faculties of observation with objects, and through conversation, he
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would know more at the end of a year of school life than he now
knows. To be sure, the art itself contains objects of real knowledge,
though of little value abstractly considered, and also confers dis-
cipline ; still, from the point of view of real knowledge, the time so
spent is mainly wasted. But this waste we gladly incur, since this
incomparable instrument of acquirement when once gained is a hun-
dredfold compensation.” 1

Objective pedagogy has its own attractions for
teachers, pupils, and patrons of schools. Holding up
Weakness knowledge as its end, it produces results of a
:;teh‘;f;g"_“' tangible character that can, to a great extent,
agogy. be measured out in examinations. It is a very
taking theory to the practical man, who rejoices in posi-
tive knowledge or what he sometimes terms * useful in-
formation.” But it is attended by one peculiar danger:
It tends to foster in the teacher the search for- quick re-
turns, and so stimulates the cramming system. Let a
teacher become firmly possessed by the idea that the
great end to be sought in teaching is increase of the
pupil’s knowledge, and, unless he is also possessed of
moderation and self-restraint, he will, if energetic, surely
fall to cramming.

On the other hand, subjective pedagogy has its, at-
tractions for certain minds. It is much affected by
Weakness students of literature, ancient and modern, and
;’:cttl;:ei‘:%'_ by cultivators of philosophical studies. These
agogy. persons tend to find the goal of education in
the perfection of the mind itself, not in the abundance or
character of its attainments. The teacher who takes this
view has his own besetting danger, which is that sound
ideas and practical methods will evaporate in vague no-
tions and inefficient teaching. Both the ignorance and

 Teaching the Language-Arts, N. Y, D. Appleton & Co. 1896, chap. xii.
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the indolence of the teacher may be veiled, and the lack
of substantial attainments on the part of the pupil be ex-
cused, by the free use of such pleasant wordsas “ develop-
ment,” ‘“growth,” and “culture.” In the latter case the
implication is that, although the pupil may not learn any-
thing in particular, it is still well with his “mind.” To
some extent this is now an evil in many schools; the
pupils are believed to be ‘““developed,” or at least to be
“developing,” no matter whether they know much or little,
or whether what they know bears any relation to the
end they have in view.

The conclusion is that the teacher who looks directly to
knowledge should also remember mental development
rhe Two  While the teacher who looks directly to mental
Ends. development should never forge"c knowledge.

It should be added that the teacher is under no obliga-
tion to disclose his purpose to the pupil. To dosoissome-
The Teacher times injurious, and hence ends must not unfre-
Need Not  guently be sought indirectly. This is particu-

Declare his 3
P:rpa(;see. larly true in the moral sphere. Much depends

upon what the end is. Knowledge may safely be held
before the pupil’s mind as a thing to be striven for; but,
as a rule, little good will come, and much harm, from
similarly holding out to him mental development. On
this point Mr. Latham has some remarks which are so
admirable that I shall venture to quote them:

“ There are some who think it possible to engage the interest of
young people in their own mental culture, as much as in the acquisi-
Mr. Latham tion of accomplishment, etc. In the great majority
Quoted. of cases, however, entreaties to a youth to take earnestly
to a study, in order to expand his mind, are pretty well thrown away.
A boy is firmly persuaded that his mind is very well as it is—he can-

not for the life of him understand what is meant by its being expanded
—when you begin to talk about studies doing good to his mind, he
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takes it to show that you have nothing better to say in their favor, and
that in reality they are of no good. You will do more with him,
usually, by calling on him to work in pure faith as a matter of duty,
telling him that at that time he cannot be*made to see the good of
these studies, but that he must work, taking it on trust that thére is a
good, and that you know what it is, and would not worry him with
lessons for lessons’ sake.

“ Sometimes a persuasive teacher will lead a few boys in the uppet
classes in a school to fancy that they are interested in the training of
their minds. The result too often is that they are made self-conscious
prigs. They will tell you that they are studying this and that to give
them method, or accuracy, or a command of language. They are fre-
quently discovering peculiarities in their own mental structure; they
will consult their tutor on the way to remedy certain defects of which
they are conscious—which defects, by the way, are mostly of that kind
which they in their hearts believe to be only excellencies transformed
—and so they get positively injured, either by the habit of retrospec-
tion in reality, or by the affectation of watching the action of their
minds, and by bcundless talking about themselves.”1

The point of view taken in this chapter is that of the
teacher in the schoolroom. It is assumed that the end of
education—as preparation for complete living—has been
chosen and the school set in order to gain that end.
This done, the question presents itself to the teacher—

Shall knowledge or discipline be my immediate end ? '

PARALLEL READING.—On the Correlation of Studies, W. T.
Harris. (Report of Committee of Fifteen on Elementary Educa-
tion). New York, American Book Company, 189s. Studies
in Education,B. A. Hinsdale. Chicago and New York, Wer-
ner School Book Co., 1896. Chap. II. (“The Dogma of
Formal Dscipline”). Chap. III. (* The Laws of Mental Con-
gruence and Energy Applied to Some Pedagogical Problems”).

Y On the Action of Examinations Considered as a Means of Selection,
London, George Bell & Sons, 1877, pp. 33-34-



CHAPTER VI.

THE FIRST STAGE OF INSTRUCTION IN THE ART OF
STUDY,.

IT was stated in the first chapter that the sole func-
tion of the teacher, as an instructor, is to mediate be-
How shat  LWEEN the pupil’s mind, on the one part, and
the Teacher the things that the pupil should learn or know,
;ﬁfgt‘snh;s on the other. He should either bring the

things that are to be known to the pupil,
or lead the pupil to the things,—whichever way one may
prefer to put it. How shall the teacher perform this
function?

To answer this question we must recall the distinction
made in the same chapter between the knowledge that re-

sults when the mind and the thing are brought
Two Spheres .
of Enowl- into direct contact, and the knowledge that
edreagain. rosults when there is merely a representation of
the thing, such as a report, description, or picture pres-
ent to themind. Manifestly there isa difference between
knowing Niagara Falls from looking at it, and knowing it
through another person’s oral or written account, or even
from a picture. But there is adifference in the apprehen-
sion of things; some I may know in both ways, some
only in one way. Some external objects I know both
directly and indirectly—through my own faculties, and
through representation ; but many more I can know
only indirectly, since it isimpossible for me to go to them

39
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or for them to be brought to me. Perhaps the object
does not now exist, perhaps it is too distant for contact
between it and me to be established, and perhaps it eludes
me owing to my lack of expertness or skill in observation.
I cannot directly know Nero’s palace at Rome, because
it perished long ago, or the Philippine Islands, because
they are thousands of miles distant, or microbes, because
I am not a microscopist. Again, internal objects, or the
states of my own mind, I know only directly through
consciousness; no one can report these objects to me
faithfully, because no one but myself really knows them.

There are, then, two great spheres of knowledge, the
first-hand and the second-hand. Next, it must be observed
reaching  that education must move in both these
Movesin  spheres. The child first learns things directly,
Both Spheres-1nd so knows them for himself; he is an origi-
nal investigator and discoverer, using his own eyes, ears,
and other senses in acquiring sensations, and his own
faculties of mind in working these sensations up into
ideas. Such knowledge is the first that the child ac-
quires. What is more, in the earlier period of a child’s life,
all that a second person can do to promote the knowing
process is through the selection and presentation to him
of appropriate objects; explanations he will not under-
stand. But soon the child begins tolearn at second-hand;
that is, he begins to know things through the accounts
that others give him, instead of the things themselves.
These accounts he understands through his stock of facts
and ideas gained at first-hand. Second-hand knowledge
is, therefore, supplementary to first-hand knowledge.
What the individual can learn directly, for himself, is not
enough to answer his purposes. Besides, he can learn
many things much better, and more quickly, indirectly



THE FIRST STAGE IN THE ART OF STUDY. 41

from others than he can learn them directly for himself ;
while through oral communication with others, through
the newspaper, the magazine, the book, and the library,
he can reénforce his meager but invaluable store of facts,
ideas, and thoughts by drawing upon the vast store that
the race has been some thousands of years in accumulat-
ing. In this way the feeble individual arms himself with
the might. of the human race.

Let us next inquire how all this affects the work of the
teacher. The child comes to school with his own little
e Tl stock of facts, ideas, and thoughts of men and
comingto things, some of them received at first-hand,
Schyel. some at second-hand, and some partly in one
way and partly in the other. His mind is growing in
both of the two spheres of knowledge, but more rapidly
in the first than in the second sphere. He has as yet no
other means of communicating with the store of collect-
ive knowledge or thought than oral language. This, it
may be observed, is a fortunate circumstance, since the
tendency and effect of it is to keep first-hand knowledge
well in advance. Still, the normal child is eager to learn
new things indirectly; he does not soon tire of pic-
tures and stories of things and scénes that touch in any
way his own experience.

The simple facts that have just been told determine
the work of the teacher as a mediator between the child

and objects of knowledge. He is to promote,
::: :(e,:;l;; as best he can, the child’s mental advance-
Duty. ment in both spheres of knowledge. More
definitely, he will, through object lessons and nature
teaching, assist the child to increase his stock of
object knowledge, or to come into closer relation with
the external world; while through tales, stories, and ex-
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planations he will help the child to increase his second-
hand knowledge and so bring him into fulier communion
with the experience of the race.

The first of these duties devolving upon the teacher
lies outside of our proper field, and so will not occupy
rhe First  OUT attention save incidentally ; but it should
Duty not In- not be dismissed until one strong note of
;:;?3: "™ warning has been sounded. The teacher must
not suppose that he has nothing to do in the direction
of teaching real knowledge. Entrance into the school
should not mark a sudden change or break in the child’s
mental life. Mental growth in the second sphere depends
intimately upon the growth in the first sphere. Accord-
ingly, the pupil’s mental life should not be allowed to
starve and dry up at the roots.

The teacher’s main duty embraces two processes. The
first of these is the oral communication of knowledge,
which assumes the well known form of explanations of
objects that are present, and of reports of objects that
are absent. Oral instruction is the easiest, quickest, and
cheapest way in which much knowledge can be acquired,
and the best way also, provided it is properly correlated
with real things, on the one hand, and books on the other.
If we consider the present only, we must certainly agree
with Dr. Bain’s statement of the case.

“ Undoubtedly, the best of all ways of learning anything is to have
a competent master to dole out a fixed quantity every day, just suffi-
Dr. Bainon Ci€Nt to be taken in, and no more; the pupils to apply
Oral Teach- themselves to the matter so imparted, and to do nothing
ing. else. The singleness of aim is favorable to the greatest
rapidity of acquirement ; and any defects are to be left out of account,
until one thread of ideas is firmly set in the mind. Not unfrequently,
however, and not improperly, the teacher has a text-book in aid of his
oral mstructions, To make this a help, and not a hindrance, demands
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the greatest delicacy; the sole consideration being that the pupil must
be kept 2 one single line of thought, and never be required to com-
prehend on the same point conflicting or varying statements.” !

The other teaching process is to put books into the
pupil’s hand and show him how to use them. They
rhe Teacher 2 the great repositories of the knowledge that
to Teach the the race has accumulated. The meaning of
z::f‘age‘ this is that the teacher must teach the pupil to

read and write. Time was when to teach these
elementary arts was thought to be almost the sole func-
tion of the primary school; nor is it an exaggeration to
call it now the most important function of that school.
For the child, reading is the primary school art.”

Strictly speaking, the pupil’s first lessons in reading are

also his first lessons in study, as we are using that word.
rne Pirst Reading, however, is of two kinds, or the word
Lesson in  jg understood in twoways. To teach a child to
Reading, the . . .
First also in Tead, in the first sense, is to teach him the tech-
Study. nical art that bears this name— to teach the
mechanical apparatus of letters, words, sentences, and punc-
tuation by which thought is conveyed ; or it is to put into
the pupil’s hand the key that unlocks the printed page, the
book, and the library. But in the second and higher sense,
teaching a pupil to read consists in showing him how to
use this key in unlocking these mysteries. The distinc-
tion is the same as that between any tool and the prac-
tical use of the tool. Fundamentally, then, the art of
study is the same thing as the art of reading, as was ex-
plained in an earlier chapter. The teacher’s practical
question is how to teach reading in that intensive sense
which constitutes study. We are not here concerned with
the technical aspects of the subject.

1 Practical Essays, New York, D. Appleton & Co., 1884, p. 218.
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It will be remembered that the term “art” is used in
two senses, — skill in some kind of activity or practice,
and the method to which skill conforms. Hence
g:fd‘;;:f the art of study is either skill in study or it is
volves Skill the method of study. Complete mastery of
and Method. 1o art involves both elements, and so would
complete instruction in the art. If a good teacher were to
direct a boy through his whole course of study from the
first primary grade to graduation from college, he would
teach him both elements. But in what order would he
teach them? The answer to this question, while plain
enough, is still sometimes mistaken.

How did all the simple arts originate? Obviously, in
practice or doing, and not in rules or formal method.

Historically, the race bleached cloths, tanned
to}:g;:g hides, constructed shelters for themselves and

ornamented these shelters, and fought battles
before they thought of the rules relating to these arts.
And so with the individual manj he walks, talks, and
sings before he knows anything about the appropriate
rules or formal methods. The child cannot at first un-
derstand or reduce to practice even the simplest rules. He
learns to talk by talking, to walk by walking, to sing by
singing ; that is, using the faculties with which Nature
has endowed him, he imitates the similar actions that he
sees his seniors perform.

Consider how it is with the technique of reading.
There is an extensive body of rules relating to this art,—
rhe recn. TulEs for the sounds of letters, for inflections
nique of  and slides, for accent and emphasis, for artic-
Readlfg:  ylation and pronunciation, for pauses and
modulation. Now what does the teacher who teaches a
child to read do with all this apparatus? Why, he simply
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turns his back upon it. He calls the child to a chart con-
taining a few simple words and sentences, or to a black-
board on which he writes the lessons as they are required.
Or, he puts a primer into the child’s hand, and begins to
exercise him in the simplest elements of the art. The
teacher sets an example here and corrects a fault there;
he gives a few simple directions, but no rules until the
work is far advanced. Thus the child learns to read by
reading. In course of time he may learn the formal
method of reading or he may not; but it is very clear
that he will learn to read well, if he ever learns at all, be-
rhecnig  [OT€ he knows much about rules and -method-
Learns to ized procedure. Suppose this sensible practice
izzgﬁl’;’ were reversed — that the child were required to

learn the rules before he learned to read —
what would happen? This, unmistakably, that his prog-
ress would be greatly retarded, if, indeed, he ever learned
to read at all. Reading is a consummate art, which the
child learns by practice under intelligent direction. And
so it is with the art of study. The child learns how to
learn by actually learning, and how to study by actually
studying ; he cannot acquire the art in any other way. In
this first stage, instruction in the art must run in the line
of the pupil’s work, —it must blend with the daily exer-
cises of the school.

What, then, is the teacher’s function at this stage of
the child’s education? Obviously, to help the pupil to
The study or to learn. He is not to conceive of
Teacher's his duty as being accomplished when he as-
Funetior. signs lessons and hears them recited. On the
other hand, these things at first do not properly enter
into his duty at all.

The teacher is to help the pupil to learn his lesson by
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explaining its language, by correlating it with his previous
TheTeacherless?ns .and general kn?wledge, and by illus-
to Help the trating it from the outside world. He should
:“Pﬂ t  not so much work jfor the pupil as work wizZ
earna,

him. He should guide him, not by directing
him to go forward, but by leading him forward. He
should not fall to lecturing him on the art, but see that
he actually practices it,and practices it in the proper way.
The teacher may, indeed, drop a hint here and offer a sug-
gestion there that is taken from formal method, but noth-
ing more at this stage of progress. The reflective orformal
art of study belongs to a later stage of development.
Talking about the art of study is no more teaching a
young pupil the art than lectures about gymnastics will
make an athlete. Habit comes from practice. There are
indeed rules that apply to studies at this stage of knowl-
edge; these the teacher should understand, and also see
that the pupil observes them as far as possible, but he
should, for the most part, keep them to himself. He
should teach according to method, but not teach method.

PARALLEL READING.—Common Sense in [Education and
Teaching, P. A. Barnett. New York, Longmans, Green & Co.,
1899. Chap. IL. (“ The Influence of Character”). Chap. VL.
(“ Audible Speech™). Tke Limits of Oral Teaching, John W.
Dickinson. Syracuse, C. W. Bardeen, 18go. Zeaching the
Language-Arts, B. A. Hinsdale. New York, D. Appleton &
Co., 1896. Chap. VII. (“ The Language-Arts in the Lower
Grades ).



CHAPTER VII.

THE CHILD’S FIRST CONTACT WITH THE BOOK.

THE child that we have in view comes to school at the
age of five or six years not knowing how to read. The
Peaching DOOK is more of a mystery to him than an As-
;11:&1;“1’11*0 syrian inscription would be to the common

laborer. He cannot study the book because
he cannot read it, and he cannot learn to read it without
a teacher.

The teacher understands his task and sets about it; he
works with the pupil. There is, in the ordinary school-
room sense, no study and no recitation, but a single homo-
geneous exercise that is compounded of both. The
pupil is trying to learn the mechanism of the printed
page, or the technical art of reading, and also to grasp the
meaning that this mechanism conveys. The teacher, on
his side, does the best he can to assist the pupil in both
endeavors. No matter what the method may be,—al-
phabetic, word, or phonic,—such is the process in. all
schools.

We have here exemplified the art of teaching in its
mmplest and purest form ; two minds are active over the
The Pure Same matter, one striving to learn, the other to
g:;’;;’:g. teach. It is the type of all teaching bgfo-re the

invention of writing and the composition of

books. Then instruction was direct and personal, ad-

dressed either to a single mind or to a group of minds.
47
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But the introduction of books brought changes. For
one thing, it tended to put the sources of knowledge
and the teacher farther away from the pupil than they had
been ; and, for another thing, it ushered in the art of study.
Perhaps the statement should be limited by the qualifica-
‘tion that it was the original or primary sources of knowl-
edge that were now removed farther away from the pupil.
There had been learning from the time when minds and
the world were first brought into contact, but there had
been no study, in our sense of the term, previous to the
invention of reading and writing. Dr. Bain is quite right
when he says that our art “ began when books began;
when knowledge was reduced to language, and laid out
in verbal compositions.” The farther removal of the
sources of knowledgeand the teacher from the learner, were
disadvantages that have never been wholly removed to
this day ; but, fortunately, they have been far more than
compensated for by the great blessings that books have
conferred upon men.

In this early stage of instruction the teacher understands
his business, and, we will say, performs it ina satisfactory
rhe pas. Manner. He teaches the pupil to read. The
sage from trouble begins, however, when the pupil has
f;e;g::i learned to read his reading lesson, or his

reader, and when other books, as an elementary
geography and arithmetic, are put into his hands. In one
sense the trouble antedates this stage in the pupil’s prog-
ress. That is, the simple homogeneous work of the
primary class, which ran along one line, early began«to
divide into two lines of work, one of them called study
and the other teaching, or the lesson and the recitation.
The division was not sharp at first, but it became sharper
as'time went on ; the pupil and the teacher began to sep-
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arate slightly at the very moment when the teacher gave
the pupil work to be done at his desk, or, as the phrase is,
set him a lesson to prepare for recitation. Now this dif-
ferentiation is quite in the nature of things and is alto-
gether right and necessary. The pupil must learn to work
by himself independently ; this is the very core of the art
of study; and he can learn to do such work only by
doing it. He will never become an independent student
without abundant practice of this kind. In fact, the pupil
and the teacher must move on lines more or less divergent
from an early period in the child’s school life, until
they finally separate, but they ought not to diverge too
rapidly or separate too quickly. Let us see how it was
in the old-fashioned district school that is sometimes
praised with little discrimination.

In that school, in the first place, there were no proper
books for teaching reading, no graded series of readers,
Reading in such as are now found in every schoolhouse.
the 014 The pupil learned his letters, his a-b,—abs, his
School.  words and short sentences, in the spelling book,
and was then hurried, perhaps to the New Testament,
and next tothe English Reader. Up to the point when the
pupil could read his short sentences in the speller, the
teacher worked with him, but now the work suddenly
divided into the lesson and the recitation. The pupil could
stumble along his own way ; a lesson was assigned him to
prepare, and, this- done, he was called up, either in class,
or by himself, to read. In the recitation he received more
or less help on the mechanical side; he was drilled in the
sounds of letters, corrected in pronunciation and accent,
and practiced in articulation and inflection; he heard his
classmates, schoolfellows, and the teacher read, and
learned something from them through imitation. But the

Art of Study.—s.
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thought side, or the reading proper, was greatly neglected.
Sometimes there were formal exercises in defining words,
but the definitions were commonly synonyms or strings
of words that took little hold of reality.

In arithmetic the teacher gave the pupil some instruc-
tion in the fundamental rules, and then practically aban-

doned him to his fate. Henceforth the pupil,
Arithmetic . 7
in the o1a ON coming to a new subject, first looked up
i “the rule;” then he began, in the most me-
chanical fashion, to “ do his sums,” as working the ex-
amples and problems was called. If he could get on
alone, well ; but if not, he called upon the teacher, who
explained the rule or did the sum, generally in a purely
mechanical manner. “To cipher through the book”
was a notable achievement and considered quite equal to
mastering arithmetic.

So the pupil brought his geography to the school-
house, and, perhaps without any conference with the
Geography teacher, fell to memorizing the first lesson.
in the O1a gy :
School. After the first recitation the teacher assigned
the lessons, always in the order in which they? stood
in the book. The recitations consisted of dreary lists of
questions and equally dreary answers. The pupil gave,
from memory, definitions of the leading terms, located
countries and bodies of water, described rivers and moun
tains, named capitals and other important cities, bounded
states, and produced a variety of statistical information
relating to distances, areas, latitude and longitude, popu-
lation, etc. The total result, if the pupil had a good
memory, was a collection of facts more or less valuable in
themselves, but wholly undigested and furnishing in no
sense a correct and lively picture of the earth or of any
portion of the earth. If the pupil failed to find a lake or
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town on his map to-day, he was told * to hunt it up ” to-
morrow. Indeed, the study of geography consisted
largely of “ hunting up things” that were of no earthly
consequence to the pupil when they had been found.

Again, the pupil brought to the schoolhouse his copy-
book, his ink bottle, and his goose quills; the teacher set
his copies and made his pens; and this was often prac-
tically all the help that the pupil received.

It was much the same way with the other studies. The
best work was perhaps done in spelling, because spell-
Resultsof 1Ng Wwas the most mechanical. There were
the Regl- teachers and teachers in those days, as there
men. are now, but intelligent survivors of that dis-
mal period will hardly deny that the foregoing account
of the old district school is typically correct. There was
much study, provided only the student had ability and
ambition, and could get enough incidental help, at home
and in school, to set him on his feet; but there was little
teaching. On the whole, one is rather surprised that the
pupils learned as much as they did learn. It must be con-
fessed, in fact, that some of them did exceptionally well.
Those who had strong intellects and determined wills,
being thrown upon their own resources, developed their re-
served strength and became independent students. Butit
is pathetic, even at this distance of time, to recall the boys
and girls who never learned how to study and never got
beyond the merest rudiments of an education. Some of
them never even learned to read with much intelligence,
and as for arithmetic, which was the other leading study,
they acquired little more than the elementary operations
and were by no means proficient in them. The old dis-
trict school was of great value, but in studying this chap-
ter of educgtional history the student must not allow
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himself to be misled by the sentiment that has grown
up around the “little red schodihouse.”

The old school illustrates, in an exaggerated degree,
one trouble with the new school: the pupil and the
SEaEaEa teacher are not properly adjusted to each
of Teacher other, and especially from the time the pupil
and Papil. i aple to use his book. Pupil and teacher
start out together on the same road, hand in hand.
Soon their paths begin to divide, and the two companions
to separate; and this process goes on until they part
company. For the larger part of the time that
they are together in the school they meet and touch
hands, perhaps, only at the assignment and the recita-
tion of the lessons. Thissystem may properly be set up
as a distant goal, but it has no place in the early stages
of education. What the pupil needs when books are put
in his hands as sources of knowledge, is that the teacher
shall go along with him and help him to use them.
What he fréequently receives is a set lesson in a book,
which perhaps interests him but little, but which he must
learn and then recite. He receives little or no help
when he most needs it; the person who should help him
to learn his lesson really hears him recite it, or so much of
itas he learns himself. He asks for bread and is given
a stone. )

I am not unaware that important changes have been
made in the schools since the “ good old times,” as they
Changesin 2T€ affectionately called. Instruction is far
the School. less abstract and farmore concrete and real than
it was fifty years ago. In good schools such subjects as
primary geography and arithmetic are first presented in
oral lessons, so that the pupil is not wholly ignorant of the
subject when he first takes up the book. It is also true
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that good teachers work with their pupils, showing them
how to use their books. Mor am I forgetting that, asarule,
the most skillful teaching to-day is found in the primary
schools. But to ingraft book instruction on oral teach-
ingis a delicate art, and no one can claim that the teachers
in our schools have generally mastered it. Sometimes
the transition is too abrupt, too little help being given;
then, again, the help that is rendered is given in such
a manner as to engender the continued dependence of the
pupil upon the teacher.

Perhaps it will be said that the plan here recommended
will create, or tend to create, in the pupil constant depend-
The Teach- €nce upon the teacher; that we have too
e e much combination work at present rather than

eed not Be- )

get Depend- too little ; and that this is the very source of
Ear the weakness in study and learning that marks
the schools at the present time. There may well be too
much help as well as too little. Moreover, the present
trouble in the best schools is not that too much help
or too little help is given, but that it is not rendered
in the right way. Weakness and dependence are not
necessary accompaniments of the assistance that the
teacher renders the pupil; on the other hand, such assist-
ance, if given in the right manner and measure, will rather
engender strength and independence. The main difficulty
at present is that teachers do not so much work w:¢/ the
pupil as work for him, which is fatal to good habits of
study and to good scholarship. The teachet’s function is
not to fill up the pupil with knowledge as a demijohn is
filled with water, but to enlist his faculties actively, and to
guide them wisely, in the acquisition of knowledge. The
late General F. A. Walker, in his celebrated Address on
Arithmetic in the Boston Schools, said
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“The notion that exercises, either mental or physical, prescribed
for young children, should be often up %o the full limit of their powers,
and should at times exceed those powers, is distinctly false. The true
gymnastic for the growing child is through exercises easy and pleas-
ant, which *l'ead insensibly up to.ever higher planes of attainment, as
the faculties are expanded and strengthened, according to their own
law of growth, through gentle and agreeable exercise. Wherever
fatigue, confusion, and the sense of strain begin, there the virtue of
the exercise ceases, whether for promoting the growth of the powers
or for the training and disciplining of the powers as they exist. Loss
and waste—it may be much, it may be little—begin at this point, and
go forward, from this point, at a constantly accelerating ratio,”1

PARALLEL READING.—Zectures on Teackhing, Sir J. G. Fitch.
New York, E. L. Kellogg & Co., 1886. Chap. VII. (“ Prepar-
atory Training”). Chap. IX. (“The English Language”).
Zeaching the Language-Arts, B. A. Hinsdale. New York, D.
Appleton & Co., 1896. Chaps. IV., V., VI.

! Discussions in Education. New York, Henry Holt & Co., 1899, pp.
251-252,



CHAPTER VIII.

THE STUDY—-RECITATION.

THE two words ‘“lesson” and “recitation” are so
closely associated in the minds of teachers and pupils
that either one almost necessarily suggests the other.
Nor is it easy to define either word without referring to
the other.

The first definition of “ lesson” is anything read or
recited by a pupil or learner, as a portion- of a book

assigned to a pupil to be studied or learned
The Word 5 ;
wyesson.» at one time. The word comes from the Latin

legere, to read, and suggests at once the art of
study, as that art has been defined in the third chapter
of this work. Not all the definitions of lesson, how-
ever, involve the idea of reading or the idea of a book,
but they all do involve the idea of something to be
learned through effort. Still, the word suggests a book to
the pupil, and I shall still continue to regard the lesson
as a portion of a book assigned to a pupil to be learned
at one time, or at least as a portion of knowledge that is
-assigned with reference to a book. Much of what will be
said, however, is just as true of other lessons that are not
taken from a book.

The school definition of “ recitation ” is the rehearsal of
a lesson by a pupil to his instructor. The word is com-
posed of the Latin 7¢, again, and cstare, to tell or to say,

and means, according to its etymology, to tell or say
55
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something a second time. In the case of a pupil, the
first telling or saying occurs, or is supposed to occur,

when he prepares his lesson. Frequently the
:lzlifecv:t:r.d word is used in a wider sense to denote any
Hoa, teaching exercise in which both the pupil and
the teacher take part. But, properly speaking, the word
implies previous preparation, and so is much narrower in
its application than teaching. Socrates’ conversational-
discussions and Jesus’ similar teachings, while both
highly educative, were in no real sense either lessons or
recitations.

The two words are then correlative, and the two proc-
esses supplement one another. The lesson looks forward
rhe two O the recitation ; the recitation backward to the
Wwords Cor- lesson. In their strict sense the two words
relative.  mark the completion of the process by which
the original homogeneous work of the school, which was
learning on the orie side and teaching on the other, has
evolved into the study and the recitation of a portion
of a book in which the pupil and the teacher touch each
other only at two points ; that is, at the assignment and at
The Differ- the recitation of the lesson. That this measur-
;‘t‘;i;;izzgf able separation of the teacher and the pupil
Teaching. is inevitable and desirable was clearly pointed
out in the last chapter; as, also, that the separation
should not be forced or be effected at too early a
day. Instead of a teacher unduly hastening the differen-
tiation, thus throwing the pupil almost wholly upon his
books as a source of teaching, he should seek rather to
prolong their closer relation, only taking care that the
character of the work done shall keep full pace with the
pupil’s expanding powers. In other words, between the
homogeneous work of the first primary grade and the
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differentiated work of a later time should come a period
marked by what I shall venture to call the study-recita-
The Study- tion. As the name suggests, this exercise is
I;:;i;:‘tiion neither all study nor all recitation, but is a com-
" pound of the two, and. so does not differ from
the original work of the teacher and pupil except in its
greater difficulty and the fact that the matter is drawn
-from a text-book.

Reference was made on an earlier page to the German
schools. The American teacher, when his attention is
called to these schools for the first time, is

German : p .
Schools surprised by two circumstances: one the time
Once More. that the pupils spend each day in school work ;
the other the excellent results that they achieve. The
lehrplan or programme of a German gymnasium, for
instance, includes some thirty hours of exercises a
week, but our high school course includes about eighteen
periods of forty-five or fifty minutes of such exercises,
while the German boy on leaving the gymnasium is two
years in advance of our boy on leaving the high school.
The German elementary schools compared with our own
present similar differences, save in the age of the pupils.

Now what is the explanation of these strong contrasts ?
In the first place, the hoursset down in the German pro-
gramme cover both the study and the recitation periods,
Che Teacher &5 WE should call them, while our programme in-
inGerman cludes the recitation periods only. The fact
Schools. i< however, that German teachers, unlike our
own, do not hasten the division of school work into study
and recitation, but rather seek to check it. The teacher
and the pupil go on together learning and teaching just
as they began until long after the period where our formal
lesson and recitation appear. The Germans, in a word,
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make much less of the book in the school, and much more
of the teacher, than we are accustomed to do. Their
great instrument of teaching 1is the study-recitation.
This fact explains in great part the large amount of time
that the school exercises cover per day or per week.

Secondly, the boys that pass through the German gym.-
nasium, as has been already stated, are a more select body

of scholars than the boys who pass through

Superiority . .
of the ger. Our high schools. Still, when all due allow-
Ezn Teach- gnce is made for this difference, there remains

’ a considerable advantage on the German side.
Again, no such reason can be given for the superiority of
the pupils in the elementary schools. Perhaps it would
be going:-tol far to ascribe all this advantage to the su-
perior teaching in the foreign school, as other elements
may enter into the case, but, unquestionably, this is the
main cause of such superiority. Moreover, there is good
reason to think that the superiority of the German teach-
ing consists largely in the constant employment, through
a series of years, of the study-recitation. To explain
more fully my meaning, I shall present some concrete ex-
amples of German lessons or parts of lessons, prefacing
them with the remark that there are differences in schools
in Germany as in the United States, and that the diver-
sities of method and practice are considerable.

My first example will be an account of an exercise on
the geography of Germany which I quote from the well-
known work of Dr. L. R. Klemm :

“ The teacher began by making a few simple lines rcpresenting the
so-called ‘ mountain-cross ~ in Central Europe. After first drawing
the Fichtel Mountains- (see map), he added the Erz Mountains
toward the northeast, the Franconian and Thuringian Forest toward
the northwest, the Bohemian and Bavarian Forest toward the south-
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east, the Franconian ‘and Swabian Ljura toward the southwest. A
A Study- few peaks were mentioned, as were also the character-
Recitation istics of these mountains. Thus, for instance, the
in Geog- silver mines in Saxony, the dense forests in Bohemia, the
raphy. lovely scenery in Thuringia, the caves in the Jura, etc.,
came in for a few well-remembered remarks. The teacher always
knew when to stop; he was discretion personified.
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“ Now, the teacher drew the four rivers which rise in the Fichtel
Mountains, namely Main, Saale, Eger, and Naab—showing and indi-
cating on the map into what main rivers they empty. A few impor-
tant cities and the countries around the cross were named. All this
information was partly given, partly asked for, as the case suggested.

“ Now, the complete map, a printed one, was hung up and all the
information just gained was looked up. Each item was noted and it
made the children fairly glow with enthusiasm when they were able to
corroborate the facts of the two maps. In a few points the map on
the board was corrected, improved and completed ; then the lesson
closed, and now followed the recitation—that is to say, the pupils
were called upon to state, in answer to leading questions, what they
remembered of the lesson. My heart was filled with joy when I
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heard them speak out, not like human parrots who had memorized,
but like rational beings who had learned by experience. The hour
was brought to a close by an imaginary journey.all over the section
the acquaintance of which they had just made. Many little items of
information were added on this journey. Photographic views of rocks
and mountain scenery were exhibited, and they proved to be of in-
tense interest to these children, who had no opportunitiestof seeing a
mountain * in nature ’,” 1

My next examplé'isan account of an exercise in geom-
etry for which I am indebted to a professor of pedagogy
Astudy. in one of our universities. The first thing that
Recitation the visitor remarked was that the pupils had no
in Geometry ¢ ext-book in their hands such as an American
teacher puts,into the hands of his class (that is, a book of
theorems and fully developed demonstrations), but only a
book of theorems to be demonstrated by the pupils and
teacher working together. The particular lesson on this
occasion was the Pythagorean theorem : the square des.
cribed on the hypotenuse of a right-angled triangle is
equal to the sum of the squares described on the other
two sides, and it proceeded somewhat as follows:

Téacker., What have we given .in this proposition to base our
work on ? 7
"Answer. A right-angled triangle.
e Teacker. You may draw such a figure

on the board and letter it.
Teacker. “What does our proposition say
4 B about this figure ?

Answer. That the square described on
the hypotenuse is equal to the sum of the
squares described on the other two sides
» ®Teacher. 1s Fig.1. sufficient to illustrate this ?

Answer. No.

Teacker. Why not?

Y European Schools, New York, D, Appleton & Co., 1897, pp. 14-16.

Fia. 1.
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Answer. The sides of the triangle must have squares erected on
them.

Teacker. Complete the figure as you think necessary, adding
letters, (Fig. 2).

Teacker. We will now try to prove our theorem. In each square

what are the relations of the sides ?

" Answer. The sides of each
square are equal,

Teacker. 1If we try to prove our

o c theorem by triangles, can you sug-
g gest any lines that might help us?
Perhaps the relation of the sides of
P B the squares will help us.
Answer. 1f we draw diagonals
from J to B and from E to C (Fig. 3)
we shall have AC. of one triangle
equal to JA of the other, and AB of
B D the second triangle equal to AE of
the first. .
B & Teacker. Will that prove the
equality of those triangles ? "
Answer. No.
Teacker. Why not? .
Answer. When we have two 7 Ve C
sides of one triangle equal to two \\\ 7 i
sides of janother triangle, the tri- 4 *;,Ji\
angles will not necessarily be equal 2 L NE
unless there is an angle in one equal /’
to an angle in the other.
Teacker. Have we such an /
angle? , /
Answer. The angle CAE of the Prd D
first triangle equals the angle JAB Fic. 3. .

of the second since each of these
angles is made up of a right angle and the angle CAB.
Teackher. What can you say of line HC?
“ Answer. It is the continuation of CB because the angles ACH

and ACB are both right angles,
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Teacker. Can you see any relation between the triangle JAB and
the square AH?
Answer. The triangle JAB has the same base, JA, as square AH,
and the same altitude AC.
Teacher. What does that prove ?
Awnswer. . That the triangle JAB is one half of square AH.
Teacher. Let us draw CK intersecting AB in L (Fig. 4). Can
you see any relationship between the triangle CAE and the rectangle
AK?
Answer. It is the same relation that we have above; i. e., triangle
' CAE has the same base, AE as the
rectangle AK, and the same altitude
@ AL. Hence, triangle CAE is one
7 half of AEKL.
SN C Zeacher. Whatrelation have we
i y now between the rectangle AEKL
Vi T and the square AH?
4 B Answer. They are equivalent, as
/ they are twice the equal triangles
/ CAE and JAB respectively.

/ But it is not necessary to
/ finish the demonstration.
K The teacher will get the idea.
sk Dr. Klemm gives a long
description of a lesson in grafimar that he witne%%ed. I
shall quote a part of it only.

' “ A simple sentence was taken, such as

A Study .
Recitation ¢ Father called.” First the essential elements
i:a‘i‘am' of the sentence, subject and predicate, were

mentionéd.

Teacker. What question does * father * answer to ?

Answer. To the question, ¢ Who called ?°

deacker. 1f 1 say ¢ Father came,” would the question be the same?

Apswer. No, sir; it would be, *Who came ?’

Teacker. Is not the interrogative, the questioning word * who,’
the same in both questions ?
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»

Answer. Yes, and that word is always answered by the subject.

Teacker. We will note this in the corner of our blackboard
thus : ¢ Subject answers to the question w/4o 2’ But is that the only
question the subject may answer ?

Answey. 1f the subjectis an animal or inanimate thing, we can-
not ask ‘w#o does thisor that, but must say ‘w/Za# does?’ As, for
instance, ‘ The water bubbles. #%a# bubbles?” We can therefore
add the word ‘ what " to the rule, so that it reads ‘Subject answers to
the questions w/%o or wkat? (Teacher does so.)

Teacker. Why do you say ‘who or what 7 ?” Why not “who
and what ? *

Answer. Because it cannot do both; it can only do one of the
two.

Teacker. Are there any other questions to which the subject of a’
sentence may answer ? Let us see. Open your Readers at page 17.
Read, John. )

John reads. ‘The sun shines. Sun, the subject, answers to W2at
shines?’

Fred reads. ‘The physician hurried to the spot. Here the sub-
ject answers to the question w/o ?

Other sentéences are looked up. All the pupils agree that
who and what are the only questions to which a subject may
answer.

Zeacker. Then we have found a means by which we are able to
detect the subject of any sentence.

Pupils are then led to state that the nominative is the I#740 or
What case, and that the subject is invariably in that case. A note is,
made of the fact.” i

Next, the predicate was taken up in the same manner, and after-
wards the modifiers. At the end of the lesson the blackboard con-
tained notes of all the results that had been reached, which the boys
copied down in their note-books. “ The home lesson given out,” says
Dr. Klemm, “ was to furnish a sentence from the history or reader
which would illustrate these rules.” 1

The excellence of the German instruction in history is

- Europear Schools, New York, D. Appleton & Co., 1897, pp, 114, 115.
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well known to all competent students and teachers of that
subject. I shall therefore introduce a sketch of

A German : . .

coursein the work in history in the elementary schools

History.  of Baden, furnished me by a student who has

studied in one of these schools.

Fiyst Year (Third Grade). Historical tales related by the teacher
and repeated by the pupils several times.

Second and Third YVears (Fourth and Fifth Grades). Historical tales
continued, their number augmented. Brief outline of the history of
the village or town and the district, the latter connected with the geo-
graphy of the district. Short biographies of national heroes.

Fourth Year (Sixth Grade). Brief outline of Grecian and Roman
history. Several parts dealt with in a more detailed way; e. g., the
Persian wars, Alexander the Great, the wars between the Romans
and Germans, the invasion of the barbarians, historical compositions
embracing both biographies and tales. Historical essays in the read-
ing book read and explained.

Fifth Year (Seventh Grade). Historyof the Middle Ages in Ger-
many dealt with in the same way as the ancient history in the fourth
year. Much stress laid upon the Crusades and the end of the Middle
Ages. Historical tales, biographies, essays in the reading book, as in
the fourth year.

Szxth Year (Eighth Grade). Modern times, especially in Germany.
History of the Thirty Years’ War, the Seven Years’ War, the wars
against Napoleon, and the war of 187071 dealt with in a complete
manner. History of France from 1648 to 1815, chiefly the French
Revolution. Tales, biographies, essays continusd; longer composi-
tions from the pupil than previously.

In teaching history no text-book is used ; only oral
instruction by the teacher, and a few notes taken by the
pupils.

Such exercises could be greatly multiplied, but, as this
is not a book of methods, I shall take leave of the subject
by referring my readers to the books that deal with the
pedagogical side of the German schools
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The method of the study-recitation is well illustrated
by the laboratory method of instruction. The great
value of such instruction is its concreteness
and reality, since it brings the pupil into con-
tact immediately, not with words and language,
but with things. However, the teacher, if a competent one,
does not turn his class loose in the laboratory to see what
they will stumble upon, if left to themselves; he rather
selects for his pupils, not only the line of work to be fol-
lowed, but the particular experiments to be performed,
and shows them how to perform them. He works with
his pupils, just as the teacher of arithmetic, history, and
grammar, at the same or an earlier stage of their ad-
vancement, should do. As the pupils progressively
learn the art of the laboratory, he leaves them more and
more to themselves. The same method is followed in
teaching bookkeeping and arithmetic in some commercial
schools ; the class room is made a sort of laboratory.

Again, the seminar of the German university, the sem-
inary of the American university, exemplifies the same
~ ideas. The great value of this instrument of
education is that it enables the experienced
teacher to teach a limited number of selected
students the best method of carrying on original investi-
gations, including especially the choice and handling of
materials. The seminary stands to the library in the
same relation that the laboratory stands to nature.

Perhaps some critics will charge me with parading as a
discovery a method that is perfectly well known in Amer-
The study- ican schools. Not at all; I am well aware that
ﬁef::i‘i’:anmuch work is done in our school-s th-at answers
Schools.  in a general way to the study-recitation. Still,

much of this work seems to me to fail at the vital
Art of Study.—s.

The XLabo-
tatory.

The Sem-
inary.
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point of grounding the pupil in the art of study, at
the same time that he is immediately assisted in acquiring
knowledge. Telling a pupil the contents of a lesson isnot
teaching him. The “telling,” if telling it be, must be done
in such a way as thoroughly to arouse the pupil’s active
powers of acquirement. Those persons who are most
familiar with the facts will be the first to deny that the
study-recitations which have been given above lead merely
to an ‘easy receptivity on the part of the pupil and the
first to assert that they do inculcate the art of study.
“¢Come and let me show you how,” ” says Professor James,
“is an incomparably better stimulus than ‘¢ Go and do it
as the book directs.””

A physician and professor in a medical college, who has
had much experience, also, as a common-school teacher,
has remarked to me upon the eminent suitability of the
terms “demonstrator” and ‘“demonstrate” to express
one of the teacher’s most important functions. There
are demonstrators of anatomy and physiology, he says,
in the medical schools, whose business it is to demon-
strate, that is, point out or make plain, the facts of the
human anatomy and physiology. Why should not the
teachers of geography, history, etc., be considered as “ dem-
onstrators” of their subjects in so far as it is their busi-
ness to show to their pupils the facts éomprising those
studies?

PARALLEL READING.—Ewuropean Schouls, L. R. Klemm. New
York, D. Appleton & Co., 1897. (Particularly those portions
of the book that deal with the study-recitation). Z%e Zeaching
of Elementary Mathematics, David Eugene Smith. New York,
The Macmillan Co., 1900. (See Chap. X. .for Methods of
Teaching Elementary Geometry). Educational Aims and Edu-
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cational Values, Paul H. Hanus. New York, The Macmillan
Co., 1899. Chap. VI. (* The Preparation of the High School
Teacher for Mathematics”). Z%e Study of History in Schools.
Report to the American Historical Association by the Committee of
Seven. New York, The Macmillan Co., 1899. How to Study
and Teach History, B. A. Hinsdale. New York, D. Appleton
& Co., 1898. Studies in Education, B. A. Hinsdale. Chicago
and New York, The Werner School Book Co., 1896. Chap.
X. (“History Teaching in Schools”).



CHAPTER IX.
THE STUDY-LESSON.

[T must not be supposed that the pupil’s ettorts to
learn -should end with the study-recitation. There is
another and a more advanced stage of study that may be
called the study-lesson, or simply the lesson in the cus-
tomary sense of that word. The value or need of such
an exercise, which has been more than hinted at already,
calls for a word or two of emphasis.

The educated person, in the accepted sense, must know
how to use books as means of instruction, discipline, and
cultivation. He is, measurably speaking, an in-
dependent student. Reference may be made
to the great efforts that have been made in re-
cent years to bring the library into closer relation with
the school. Thus, an excellent authority has said that
Mr. S. S. Green, of Worcester, Massachusetts, had some
years ago succeeded in linking the schools so closely with
the public library of that city, of which he was the head,
that he and the teachers, actingin concurrence, indirectly
controlled the reading of the whole rising generation.
To sketch the methods by which this great work had
been accomplished is beside the present purpose, except
to say that Mr. Green’s part of it was to bring suftable
books in abundance within easy reach of the school chil-

dren, while the teachers of the city inspired them with
’ 68

Schools and
Ijibraries.
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a love of good books and guided them in making their
choice. The reading the pupils did alone.?

Now it is clear that the end set forth in the last para-
graph cannot be reached as a rule, that is, pupils cannot
—— be brought to use books independently, unless
Leam the they are so habituated in the schools. A well-
e eoksknown American educator some years ago

wrote : “ At least three-fourths of all the time
spent by a boy of twelve in trying to learn a hard lesson
out of a book is time thrown away. Perhaps one-fourth
of the time is devoted to more or less desperate and con-
scientious effort; but the large remaining portion is
dwindled away in thinking of the last game of ball and
longing for the next game of tag.” # This is certainly
a true presentation of the case, only I should hesitate
to fix rigidly the age limit. Moreover, the fact stated
is the great reason for-the skillful employment in the
school of the study-recitation. This impotence of the
pupil to use books by himself must be overcome if he
is ever to become a scholar; and it can be done in only
one way — first, by preparing him to use books, and then
setting him to use them himself. In making the transi-
tion from the study-recitation to the study-lesson some
time will necessarily be lost, but the pupil will be abun-
dantly repaid if he really gets a firm hold of the art of study.

The cardinal fact at this stage of the pupil’s progress
Value.of the 15 that he must be left to learn his lessons
Study- practically alone with his books. Whether he
Lesson. ]l succeed or not in this endeavor will de-
pend upon a number of circumstances, some of which

1 Libraries and Schools, Samuel S. Green, New York, Publishers’ Weekly.
2 Methods of Teaching History, G. Stanley Hall, Boston, D. C. Heath
& Co., 1885, p. 206. '
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should be formally stated. First, however, a word of in.
sistence upon the daily lesson as a factor in the school
regimen at the proper stage of progress. First and last,
this embraces three stages, — assignment of the lesson,
study, and the recitation. The assignment of the lesson
can hardly be treated in too practical a manner.

The first thing to be considered is that the pupil shall
be ready for the lesson; or, to reverse the form of state.
rhepupin Ment, that the lesson shall be adapted to the
Ready for pupil. Itis a well-known law of the human
the Lesson- 1hind that in learning we proceed from the
known to the related unknown. The meaning of this is
that when once a start has been made we acquire new
facts, ideas, and thoughts by means of the facts, ideas, and
thoughts that we already possess. It follows, therefore,
that, if the new matter which we wish to learn is too
widely separated from the oldwmatter which we have
learned; or, in other words, if the interval between the
two is too great, we can learn it only imperfectly, or with
great difficulty, or possibly not at all, as the case may
be. Toask a pupil to learn a lesson in any subject that
is not connected with his former lessons, and especially
his last one, is like asking him to jump to the top of a
rock that is above his head. This law of mind lies at the
root of the pedagogical doctrine of apperception.

What is more to our purpose, however, this law under-
lies all graded courses of study and graded schools, all

graded series of lessons and text-books, and all
gffoffii‘:l. graduated teaching. From first to last sound
~ education leads the pupil gradually, that is,

by grades, up the ascending heights of study or learn-
ing. The words “grades” and “grading” are derived
from the Latin noun gradus, a step or pace. We get the
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conception in a flight of stairs by which one ascends to
an elevation that one could never reach if left to clamber
up a perpendicular surface ; or, better still, in a railroad
track that ascends from a lower to a higher level by a
moderate rate of ascent, or a moderate grade.

This conception of fitness or adaptation of the pupil tothe
lesson, or of the lesson to the pupil, is of first importance
The Naturap it €ducation.  The practical problem involved
orderof  isa difficult one. Such questions as the natural
Studies.  rder of studies—arithmetic, geography, his-
tory, and the like ; the natural order of topics or divisions
of the study; the length of the successive steps both in
the study and in the course of study,—have received a
great amount of careful attention from teachers and
educators since the beginning of the common school
reviyal, sixty or' more years ago. Before that time little

.had been done to solve,them.

For example, Horace Mann, who attended a district
school in Massachusetts early in the century, afterwards
N— complained bitterly that what was called the
Mannon love of knowledge was, in his times, cramped
the Schools .
and Schoot  111t0 2 love of books, because there was no such
Readersof thing asoral instruction ; that, moreover, books
TP designed for children were few and their con-
tents meager and miserable; and that, of all the mental
faculties, the memory for words was the only one espe-
cially appealed to, while the most comprehensive general-
izations intended for men were given to the children in-
stead of the facts from which these generalizations were
formed.! Still more, Mr. Mann, characterizing in one of
his reports the school readers that were in vogue in his
schoolboy days, said :

1 Life of Horace Mann, by his Wife. Boston, Lee & Shepard, 1891, pp. 11, 12.
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“In rhany of the reé—ding books now in use in the schools, the most
pithy sayings of learned men, the aphorisms in which moralists have
deposited a life of observation and experience, the maxims
Horace .of philosophers embodying the highest forms of intellect-
g;?;f nd - al truth, are set down as First Lessons for children —
Readets. as though, because a child was born after Bacon and
Franklin, he could understand them, of course. While a
child is still engrossed with visible and palpable objects, while his ju-
venile playthings are yet a mystery to him, he is presented with some
abstraction or generalization, just discovered, after the profoundest
study of men and things, by some master intellect. Erudite and
scientific men, for their own convenience, have formed summaries,
digests, abstracts of their knowledge, each sentence of which contains
a thousand elements of truth that have been mastered in detail ; and,
on inspection of these abbreviated forms, they are reminded of, not
faught, the individual truths they contain. Yet these are given to
children, as though they would call up in their minds the same ideas
which they suggest to their authors.”? 1

The same practice that Mr. Mann condemned in the
schools of his time is sometimes seen in the Sunday-
Sunday-  Schools of our time. Pupils are filled with
School hard, dry, abstract lessons, which appeal to the
Teaching. s g )

logical faculties or to experience, when they
crave incident, tale, or parable. The practical man, if of
a religious turn, is apt to hold the prudential maxims of
the Book of Proverbs in high esteem—maxims that sum
up in the tersest form the reflections of sages upon the ex-
periences of human life ; maxims that are often paradox-
ical, and many of which are not universally true. But
there can hardly be found in the Bible materials that are
less adapted to the pupil’s powers of digestion and assim-
ilation, unless it may be the genealogies of the Books of
Chronicles. Every qualified teacher knows full well how

1 Life and Works of Horace Mann, Boston, Lee & Shepard. 1891, Vol. IL
p- 536.
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utterly at variance with the laws of the human mind and
sound educational practice are the reading books used by
young Horace Mann, and Sunday-school lessons for chil-
dren selected from the wisdom literature of the Orient.

I. It is assumed, then, at the outset, that the pupil is
abreast of the lesson to be assigned in ability and attain-
The Pupit Mments; or, at least, that he is within such dis-
fpreastof tance that he can study it with advantage. If

this is not the case, the remedy should be
sought in his reclassification.  Still it is not meant to
discourage teachers from assisting pupils to overtake the
class, who are not too far in the rear, but the contrary.

2. It is also assumed that the text-book is a suitable one
for the pupil to use. We do not here raise the question
A Suitable Of the relation of oral and book teaching, as we
TextBook. are dealing expressly with book teaching. If
the book is not suitable, then the proper authority should
supersede it with one that is suitable. Buteven if thisis
not done, or done at once, the teacher must still use some
book, for few are the teachers who are able to dispense
with it. Still sections of a book may be so faulty that
the teacher who is able to do so will be justified in pass-
ing them by and teaching the subject orally.l

3. At the beginning of the term or semester, the teacher
should look carefully over the work to be done before its
The close and proceed accordingly. This is not as-
Teacher suming that the metes and bounds of the terms
;%iierc::; are fixed, that they shall not be passed. The
Field. rule applies to the teacher who enjoys perfect
freedom in the premises, for, if he is competent, and knows
his subject and his pupils, he can judge in advance about

1 For remarks on the use of text-books, see Studies in Education, B. A.
Hinsdale, Chicago and New York, Werner School Book Co., 1896, pp. 80-84.
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how much ground the class will coverin a given period of
time and will seek to apportion it properly. He will have
his landmarks ahead. In a system of public schools, how-
ever, it is no doubt necessary to have the work marked off
year by year and term by term ; but these divisions need
not, and should not, be strictly observed.

4. In assigning the daily lesson, the teacher should
chsider carefully the character of the work to be done

rhe Lesson aNd adjust the lesson to the ability of the

and the pupilS.
Pupil’s :
apitity. - Paragraphs three and four may seem so simple

and obvious as to make it unnecessary to cumber
the page with them. The experienced superintendent,
to his sorrow, knows better. The necessity for such
elementary instruction may point to the presence of in-
competent teachers in the schools, but the inference does
not nullify the fact. The heedlessness that teachers, even
of considerable service, sometimes show in these simple
matters is discouraging. Some of them let the work drag
along in the first part of the term and then, waking up to
the situation, try to recover the opportunity that hasbeen
lost by driving at a reckless rate of speed to the end of
the journey. Again, some teachers are vigorous in the
beginning of the term or year; feeble in the

Expansion
of Points €nd. Others seem never to understand that
']13‘\1;:‘;8 and  different portions of the subject differ greatly
o in difficulty, that one page may require more
study than five or ten other pages, and that, therefore, the
length of a lesson is no measure of the amount of work
that its preparation involves. High-school teachers some-
times measure off a lesson in Casar or in Algebra with
the page rule, without stopping to inquire whether the
one is a piece of easy narrative or a difficult technical
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description ; or the other, part of an ordinary demonstra-
tion printed in full or a nest of hard problemg. In oppo-
sition to these mistakes must be set the rule that the
teacher should assign each day a fair day’s work, and then
see that this work is done. If the lessons are too light,
the pupils are retarded in their progress and they become
dissatisfied ; if the lessons are too heavy, the pupils will
not be able to finish them, and so must go over theflita
second time, losing thereby interest and courage. Every-
thing depends upon the tone of the school. If its inter-
est and courage are to be maintained, the pupils must ac-
complish something day by day—must, as a rule, actually
do the work that is assigned them todo. Occasional fail-
ures are valuabli: as a discipline and a spur ; but no teacher
can hold a class up to the work on a regimen of failures.
Success is the note of the good school. Too long lessons
are harmful, even if the pupil finally accomplishes them,
since he tends to lose his appetite for work. To keep pu-
pils at work on lessons two or three days old is much like
giving them dinners that have attained the same age. The
measuring worm, as he ascends the wall, or moves along
the ceiling, is no proper exampler for the teacher to fol-
low in assigning lessons.
5. Before assigning the lesson for the next recitation
the teacher should carefully inquire whether the pupils
‘ need assistance in preparing it and, if the
Rendering . . .
Help when answer is in the affirmative, he should furnish
the Lesson gych assistance before they leave the recita-
e Assigned. tion benches. Words in the lesson may need
to be explained, points of difficulty to be set in a proper
light, or important features to be pointed out. Frequent
are the cases when a hint or two, a few suggestions, a
short explanation, taking, perhaps, three or five minutes,
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will save the class from falling to pieces or from ‘ flunk.
ing,” as the college expression is, at the next recitation.
Much depends upon the relation of the last lesson to the
new lesson. Subjects and lessons as presented in text-
books do not always ascend by an easy grade, at least
as measured by the pupil’s ability ; some subjects and
lessons hardly admit of such presentation. Not unfre-
gtfently the proper figure to apply to the new lesson
would be to call it a precipitous cliff, up which the
class is expected ‘to climb. If, in such a case, the class
are left unaided, the best scholars may be found, when
recitation time comes, on top of the rock, but the majority
will be found at the bottom.

6. Another fundamental requirement js that the pupil
must know how to read and write, not only in the
RowiHg mechanical sense, but also in the intellectual
how to sense ; that is, he must know how to get thought
Read. out of the printed page with a reasonable
degree of certainty and facility, and to express his own
thoughts in written language. To put my meaning in
another way, it is assumed that the pupil has, in a measure,
mastered the art of reading as an instrument of acquiring
knowledge, and the art of writing as an instrument of im-
parting knowledge. Upon these arts I shall not here
enlarge, but only refer the readerto another work in which
I have dealt with those important subjects.}

NOTE.—Some accounts of schools, as schools were at the beginning
of the century, seem almost incredible. See for example the one
that Horace Mann gave of his early education. Page 71.

Dr. Francis Wayland wrote a still more striking history of the
teaching that he received from the master of a private*school in New
York, from which the following is an extract :

1 Teaching the Language-Arts. New York, D. Appleton & Co., 18¢6.
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“He used but one motive to obedience—terror. The ferule
and the cowhide were in constant use. He never taught us any-
thing ; indeed, he seemed to think it below his dignity. I do net
remember anything approaching explanation while I was at the school.
A sum was set, and the pupil left to himself to find out the method
of doing it. If it was wrong, the error was marked, and he must tzy
again. If again it was wrong, he was imprisoned after school, or
he was whipped.

“In other studies the text of the book must be repeated without
a word of explanation. Geography was studied without a map, by
the use of a perfectly dry compendium. I had no idea what wae
meant by bounding a country, though I daily repeated the boundaries
at recitation. 1 studied English grammar in the same way. I had
a good memory, and could repeat the grammar (Lowth’s, I think)
throughout. What it was about, I had, not the least conception.
Once the schoolmaster was visiting at my father’s,and I was called
up to show my proficiency in this branch of learning. I surprised
my friends by my ability to begin at the commencement and to
proceed as far as was desired; yet it did not convey to me a single
idea. Years afterwards, when I began to study Latin, and found
the relation of words to each other designated by terminations, and
when the matter was explained to me, the whole of my past study
came to me like a new revelation. I saw the meaning of what I
had formerly, in utter darkness, committed to memory.” !

PARALLEL READING.— Mental Development in the Child, W.
Preyer. New York, D. Appleton & Co., 1894. Psychology and
Psychic Culture, Reuben Post Halleck. New York, American
Book Company, 1895. Zhe Essentials of Method, Charles De
Garmo. Boston, D. C. Heath & Co., 1889.

L 4 Memoir of the Life and Labors of Francis Wayland, Francis and H.
L. Wayland. New York, Butler, Sheldon & Co., 1868, Vol. L., pp. 24-25.
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CHAPTER X.
ATTACKING THE LESSON.

A quarter of a century ago the late Dr. Paul A
Chadbourne, President of Williams College, delivered an
I able address before the American Institute of
bourneon  Instruction which he entitled “ Waste of Labor
e 4oy in the Work of Education.” He began with

pointing out that, while education is supposed
to prevent waste of labor, it is itself accompanied by a
great amount of such waste. He found the principal
sources of this waste in imperfect teaching, teaching un-
important things, want of thoroughness, a misapprehen-
sion of the real purposes of study, errors in text-books,
bad classification of pupils and students, irregularity of
attendance, want of enthusiasm on the part of the teacher,
and neglect of moral training. These are all undoubted
sources of waste, and still others can be enumerated.

‘There,are several sources of waste in the schoolroom—
waste, that is, of the pupil’s time and energy. One of
- these sources is ill-constructed courses <.)f St}ldy ;
Lesson a  a second, ill-chosen text-books; a third, ill-as-
Sourceof  signed lessons. And then, when these are

stopped, if stopped they are, there remain
still others, as the study-lesson, the recitation-lesson, the
review, and the examination. Now it is in the study-
lesson that the pupil shows his mastery of his art. Itis

here that he reveals his ability or inability to study and
78
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learn his lesson. The study-lesson is therefore the
greatest of all the possible sources of waste in the school-
room. Some of this waste is unavoidable, as the pupil
must, in a sense, learn to save time and effort as he learns
to save money,~—by wasting ; but the amount of such
waste in the schools at the present time is far in excess
of all reasonable requirements on this score.

Careful investigation shows that the waste which ac-
companies the study-lesson isdue to one of two causes, or

to both of them. One is lack of ability prop-
Ignorance
andlackof €rly to attack the lesson, and the other lack
Interest and of zhility to- sustain the attack when made.
Courage. = ,

Again, these two defects are due to different
causes. Indbility to make the attack, or to make it as it
should be made, is due primarily to ignorance; while in-
ability to sustain it is due primarily either to lack of
interest or to a feeble will. Ignorance here means failure
to see and to grasp the question or questions that the
lesson holds out to the learner. The two defects are not
necessarily connected, since they spring from different
roots, but they tend to run together and are often, if not
commonly, found in conjunction. If a pupil fails to
master his lesson because he does not know how to attack
it, his failure will generally tell disastrously upon his
interest or courage; while feeble interest or courage”
shown in following up an attack is almost sure to appear
in the attack itself.

It is, therefore, quite clear that these are important
matters, deeply concerning, first, the teacher and then the
P Y— pupil. Much that has been s.aid in preceding
« Attacking chapters relates more or less directly to attack-
the Lesson-”ins the lesson ; but it will be well, even at the
cost of partially retracing our steps,to devote a special
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chapter to the topic. Afterwards, sustaining the attack
upon the lesson will occupy our attention through a
series of chapters, which will not, however, bear that
name. Let us form a clear idea of what the phrase, * at-
tacking the lesson,” means. .

The first rule for the guidance of the pupil is to find out
the subject of the lesson. What is it all about? is the
Whatthe 1St question to be asked. If the pupil has
Lesson is been well trained in the study-recitation he will,
o2 from habit, as well as interest, ask this ques-
tion ; and, if the lesson has a fair degree of unity and com.-
pléteness in itself, he will have little or no difficulty in
answering it. For example, the lesson is on Washington's
Virginia Campaign of 1781; on the method of solving a
quadratic equation ; or on the attributes of the adjective.
Some persons may think this rule is too obvious to
be put in a book. Experienced teachers, however,
know that pupils in the higher grades of the elementary
schools, and in the high schools too, come to the reci-
tation bench with only confused and general ideas of the
subject of a'lesson,—to say nothing of the subject-matter—
when they suppose they have mastered the lesson. Rela-
tive to these points, there is now a vast amount of
blundering and heedlessness in the schools. Pupils begin
to figure on mathematical questions and problems before
they have half read them ; or they begin to analyze sen-
tences in grammar without having at all grasped their
meaning. This is often seen in written examinations.

We shall go back for a moment to consider the study-
Barnett recitation. Here itis the teacher’s first business
:?ng""QI‘:::: to place directly and clearly before the pupil’s
gons. mind the end or aim in view. Mr. P. A,
Barnett, condemning the practice of those ¢trained”
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teachers who, in giving a set lesson, think it necessary to
beat about the bush, in ordef'to get the class to guess what
they are driving at by a process recalling the “ animal,
vegetable, or mineral ”’ game of our youth, gives the fol-
lowing wholesome counsel :

“In fact, the pupils begin by putting themselves into a thoroughly
false attitude. They enter on a kind of guessing competition, striving
to find out what is in the teacher’s mind, wkat %e wants them to say.
This is bad teaching. Once upon a time, for instance, a master was
about to give a lesson on marble to some small boys, and began, for
some occult reason, by asking his class to tell him the names of vari-
ous stones. He thus, *elicited, hearthstone, bluestone, granite, kerb-
stone, sandstone — everything but marble. At last he tried another
attack. “Do you ever,’ he asked, *go for walks on Sunday —in the
churchyard ?’ ¢Yes, sir,’ said a little boy. ‘And what do.you see
there?’ ¢The tombstones.” ‘Well, don’t those remind you of another
kind of stone? Think, boys think!” ¢Please, sir, brimstone.””

Mr. Barnett very justly says this teacher should have
told his boys without any preface that he was going
Exceptions tO give them a lesson on marble; there was
tothe Rule. not the least reason for beginning his work by
getting them to guess what was in his mind. He is
equally right in saying that nothing can be gained by con-
cealing from the class the immediate object of the.instruc-
tion. He makes an exception in the case of very young
children, with whom the teacher, as a whet to the appetite,
may start with a little brief mystery before he produces
the apple which is to be the subject of the lesson; but
even here he cautions the teacher not to tire out the
slender powers of the children by setting them to guess-
work before he comes to real instruction. Perhapsanother
exception may be made. With older pupils the teacher

may sometimes, in order to arouse curiosity or to enkindle
Art of Study.~—6.
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interest, keep the subject dangling for a little time before
their eyes ; but the practice eaclly degenerates into abuse.
For the kind of lessons that he has before his mind, Mr.
Barnett’s model questions are right : “ Who can tell me
anything about this apple ? the equator ? Milton’s
versification 27 1

The next rule is that the pupil should seize the leading

subdivisions of the lesson. The author of a text-book, if
_ Jhe understands his business, will present his
f;:‘:lg'the matter in such a form as to facilitate the process.
Lesson to be{e will, for example, express the general sub-
Seized. 5 ; v . .
ject of his chapter in the title or heading, and
then treat its leading features or subdivisions in single
paragraphs or closely related paragraphs, &ach with its
own side-head or sub-title. If the author has omitted these
convenient aids — “handles” they may be called, that
enable the pupil to take hold of the lesson — the teacher
should show him how to make them for himself. Thus
the fourth of Sir Joshua Fitch's Lectures on Teaching
is on the subject of Discipline. The side-heads are *“ The
Teacher as an Administrator or Ruler,” “Obedience not
to be had by Demanding It,” “ Commands to be Well Con-
sidered before They are Given,” and so on to the end of
the chapter. To fix the subject of such a lecture and the
sub-heads” firmly in mind is to make an attack upon the
lesson that promises the fullest success.

The next fact to be stated is that most lessons present
—— a few points which are so central that they are
Points tobe keys to the whole subject ; while the next rule
Carrled. {5 that the pupil should seek to discover such
points and make them his own. We are using a military

1 Common Sense in Education and Teacking. New York, Longmans,
Green & Co., 1899, pp. I-11.
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métaphor. When General Grant had carried Missionary
Ridge, the whole Confederate position far to the right
and far to the left fell easily and speedily into his hands.

Returning to an old topic, while the pupil should be
prepared by the study-recitation to attack the lesson, still,

over and above such preparation, the teacher
Help at the ’ ! .
Assignment Will often find it necessary to render special
;fe:‘::n‘ assistance when the lesson is assigned, as has

been remarked in the last chapter. . As there
stated, in substance, a few words serving to focalize the
pupil’s mind upon the proper point or points of attack
will make all the difference between a lesson well pre-
pared and a total failure. Teachers do not always appre-
ciate the difficulties that new lessons offer to the minds of
pupils, and especially when the specific subjects are new.
Many lessons may be.likened to balls that are too large
for the catcher’s hands, so that he is unable to seize and
hold them.

Perhaps the main point of the present chapter can be
made still more definite and concrete. Let us take a
problem in mathematics.

Our word “ problem ” is from the Greek noun problema,
which comes from the verb probdallein, to throw forward.
A “Prob- 1he problem is conceived of as something that
Legm. 8 is thrown forward by a questioner to an
answerer. The two stand in the relation of the pitcher
and the catcher in a game of base-ball. The pitcher is
the teacher or author; the catcher is the pupil. And the
pupil catches the ball when he understands the problem,
or sees what it means, no matter whether he can solve it
or not. Similarly, many other lessons may be looked
upon as balls thrown to pupils for them to catch.

It will be seen, of course, that the attack upon a lesson is
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always an act of analy31s The mmd bites into the lesson,
50 to speak, with a view to separatlng it, as the teeth bite
mto an apple.

Once more, the successful student must have correct
ideals of study and of preparation. He must know what
P is required of him ; must know when a lesson
Idealsof is prepared, or what preparation consists in.
f,tr‘:izr:’tﬁn. It is not only possible but easy, as experienced

teachers know, for pupils, especially if they have
affluence of language, to talk or write quite entertainingly
about things that they do not at all understand. Knowine
about a thing is-not the same as knowing the thing. A
pupil may have considerable knowledge about the cru-
sades, or about geysers, and not have a clear idea of
what a crusade was or a_geyser 1s No rule’ relating to
the subject is more important than that pupils shall know
what they are doing.

It may be said that in these matters much depends
upon the subject and the study, and that there are differ-
Such Ideats €nt ideals of preparation rather than a single
;t*:éfie‘:.ith ideal. This is perfectly true. Manifestly the
) pupil who should prepare his lessons in arith.-
metic, history, and grammar in the same way would
make a mess of it. Mathematics, and to a great extent
the sciences as well, present to the mind definite ques-
tions to be answered, or strict chains of reasoning to be
followed and mastered. No element can be omitted in
either case without vitiating the whole process. To alog-
ical mind the method is perfectly intelligible. At the
same time, this method is wholly inapplicable to history,
geography, or literature. For example, a lesson in history
is something like a landscape, a learner of the lesson like
a painter. The painter, after due examination, selects
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some favored spot from which he can take in the whole
scene ; the ground rises, and falls ; the river winds here,
Mathe- and the road runs there ; field and wood, village
Efsttigfy ‘f‘“d and farm, fill in the view, as it presents itself to

his eye. He does not attempt to reproduce
on his canvas all that he sees, but only those- features
of the scene which give it character and individuality,—
what may be called the essential elements of the land-
scape. The amount of filling in will depend upon the
scene itself and the size of his canvas. No doubt this
illustration may be so pressed as to make it teach error.
My contention is only that the fruitful study of the his-
tory of a country or an age leaves the pupil’s mind in
much the same state that the painter of the landscape
leaves his canvas. '

There is one rule®which is of universal application,
viz.: the teacher must remember that words are not ideas.
Wordsmot 1t 1S true enough that words, in a secondary
Ideas. sense, are things, and so are proper subjects of
study, as in etymology, but the primary office of wordsis
to convey meaning. Montaigne said that ‘to know by
‘heart is not to know,” while learning by heart is equally
not to learn. There are indeed certain exceptions to
be mentioned hereafter. To some .minds the verbal
clothing of ideas and thoughts will cling to them as the
bark clings to a tree, or the skin to an animal, but this is
not true of most minds and it is not desirable that it
should be. The ordinary pupil will emphasize either
substance or form, and if he emphasizes form he will not
emphasize substance. After his teaching days were over,
General Garfield used to tell a story of a member of a
class in surveying that he had taught. The text-bock used
contained a picture and a detailed description of a theod-
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olite, both of which the class were required to study since
the school did not possess a real theodolite. Thestudent
—— in question, on being called upon, gave a full.
Garfield’s description of the instrument and then sat
st down, having made what was considered a very
brilliant ' recitation. But before the _close of the hour
some incident, as a remark by the student, or perhaps a
question by the teacher, revealed the fact that thisstudents;
had no idea whatever of the construction or the use of the
instrument that he had described so minutely. He had
extraordinary power of verbal memory, and had simply
‘memorized the author’s"description as he would have mem-
orized a declamation. The language had adhered to his
mind just as paint will sornetlrnes adhere to the hand.

The teacher must remernber ‘that the pupil’s attack
upon the lesson is different from the teacher’s own attack.
T —— The pupil is interested in the academical, the
Attack and teacher in the pedagogical, view of the lesson,
g:,es'iii‘:fl; The aim of the one is to learn the lesson, the
tpon a aim of the other to teach it. The academical
TLesson.  view necessarily precedes the professional one.
Even the normal school, when it teaches academical
studies, has its own way, or should have its own way, of
looking at them. It is the work of the normal school, as
Dr. Harris has said, to lead the student to reéxamine all
his elementary branches in their relations to the higher
ones. He goes on to say:

“The Normal school, therefore, took up just this work at the be-
ginning, and performed it well. It induced in the young

Dr. Harris : ’
on the men and women, preparing for the work of teaching,
Normal the habit of taking up the lower branches in their re-
School.

lations to the higher—taking them up constructively, as
it were. For, to study arithmetic in the light of algebra and
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geometry is to study it constructively. Its rules are derived from
algebraic formula, and are to be demonstrated by algebraic processes.
So the details of geography have their explanation in‘the-formative
processes of land and water as treated in physical geography.
and- the sciences of which it is a compend. Of course this demands
a high standard of preparation in those who enter the Normal school.
The higher the better, for they should be able to review the lower
branches in the light of all human learning.”1

This is true enough in its own place, but the teacher
must not forget to return to the place of beginning. The
successful teacher is always able to place himself at the
pupil’s point of attack. .

The character of the pupil is formed, so far as the
school serves to form it, by the regimen and tone that
Regimen of 4r€ habitually meintained. Every teaching ex-
the School ercise.should be considered under two aspects :
gﬁ;ﬁf’;he one the direct contribution that it makes to
Character. the pupil’s knowledge ; and the other its dis-
ciplinary results, or its effect upon his habits and char-
acter. The two results, while causally connected, are not
measures one of another. Now the good school gener-
ates courage and self-reliance, which it can do only upon
the condition ‘that the pupils shall succeed in their
lessons far more  frequently than they fail. It is well
enough for the pupil to be “stumped” occasionally,
and there is a discipline in temporary failure, perhaps in
permanent failure, but success should be the habit of the
school. Moreover, success cannot be the habit if too
much is required of the pupil. The regimen under which
the child grows up should not be flabby, but relatively
strenuous. Still, in the early period of character forming,

1 Oration delivered at the semi-centennial celebration of the State Normal
School, Framingham, Mass., July 2, 1899.
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he should be shielded as far as possible from excessive
demands upon his attention, his faculties of Juggment
and thlnklng, and especially his power to resist tempta-
tion; nor should he be overexposed to them in a later
period, when his character is better formed.

PARALLEL READING.— Waste of Labor in the Work of Educa-
tion, Paul A. Chadbourne, (Circulars of Information Qf the
Bureau of Education, No. 4). Washington, Government Print-
1ng Office, 1885. 7%e School and Society, John Dewey. Chicago,
Umver51ty Press, 18yg. Lecture IIl. (* Waste in Education”).



CHAPTER XI.
THE RECITATION-LESSON.

- WHAT the recitation means to American teachers and
writers on teaching has been explained in a general way

on an earlier page. How important they con-
The Recita~ ieive it to be is shown by the place that i
Froved e ve it to be is shown by pla at is
American accorded to it in the school and in books and
Schools. 0 LG > o

lectures on teaching. It is no exaggeration to
say that a large majority of them look upon it as the prin-
cipal feature of the school. Authors who have never a
word to say about the art of study have whole chapters
on the recitation, while a great many teachers, failing to
render their pupils needed assistance in learning their
lessons, see the fulfillment of their duty in a551gn1ng
lessons and hearing recitations.

It is, therefore, curious to observe that Englishy teach—
ers and writers on teaching never use the word “ recita-
Unknownin 0N~ at all in our familiar sense of it. A’
English leading London journal, speaking of a new
Schools. . :

American book on education not long ago,
thought it necessary to explain to its readers the author’s
use of the word. English teachers have the thing but
not the name; they call it the “lesson.”

It may be said that if English teachers have the thing
it cannot matter whether they have the name or not. 1
am not so sure that this is the case, but rather think that

they have the advantage over us. First, I am not quite
89
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sure that they do have precisely the same thing, but
lhowever that may be, it is certainly easier for the English
teacher to avoid the fatal habit of thinking that his
great function is to conduct recitations or “to hear
essons” than it is for the American teacher. If we
could in some way get rid of the word it would be easier
to free the American school from the slavery that the
recitation now imposes upon it. Since, however, that is.
undoubtedly impossible, we must make up our minds to
accept the name with all its unfortunate associations, and
do what we can to improve the recitation itself. So I
submit to my fate, and contribute my chapter to the liter-
ature of the subject.
"And first, I must emphasize the fact that the recitation
should not be thrown out of the school. This becomes ap-
_ parent when it is remembered that the recita-
The Recita- ~, 0 .
tion should tion, or recitation-lesson, asI have ventured to
i o call it, is an exercise in which the pupil meets his
thrown out. i
teacher to report what he has learned in the
study-lesson, and to receive needed instruction in connec-
tion with the subject. In view of what was said early in
this book, it should not now be necessary to do more than
repeat that such an exercise has no place early in the
school course, and that often the mistake is made of
throwing it too soon and too far to the front. At the
same time, the study-recitation, valuable as it is, will not
do either one of two things, which must, however,
be done at the same time,—ground the pupil in knowl-
edge or ground him in the art of study. There comes
a time in the progress of the pupil when he can learn
more in half an hour in the study-recitation than in
an hour in the study-lesson, and yet should make the
present sacrifice since it is essential to future progress,
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The pupil will never become an independent worker un-
less he learns to work independently ; he will never get
much real hold of the art of study as an instrument save
by practicing that art. Hence the great importance of
the transition from oral teaching to the book, and of the
passage from the study-recitation to the study-lesson and
the recitation-lesson. Perhaps at no point is the teach
er’s art more severely taxed. So much for prelimi-
naries.

Attacking our subject directly, we find that it can be
separated into two main subdivisions—aim and method,
A or the objects of the recitation-lesson and
Objects of  the means or steps by which those objects shall
::::; _Redta' be reached. The relations of the two topics,

and of the order in which they should be
treated, are too obyvious to call for formal remark.

I. THE OBJECTS OF THE RECITATION-LESSON,

This topic opens a considerable breadth of educational
territory, but we must confine ourselves to essential fea-
tures. The main objects of the recitation-lesson are the
following :

1. To give pupils an opportunity to report to their
teacher what they have learned of the lesson previously
assigned, or to reveal to him what they know
of the subject. That is, to enable them to
show how they have employed their time, or to give an
account of their stewardship. Here the pupil holds the
floor. That this is the first object of the recitation
results from the relations of the exercise to past lessons
and future lessons.

2. To enable the teacher to discover and correct the

Reporting,
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pupils’ ignorance of the lesson, including their errors and
misconceptions, The teacher now becomes
more prominent than before; he not only re-
ceives but also criticises and corrects the reports that the
pupils make him,

3. To enable the teacher to add to the pupils’ knowl-
edge of the lesson or subject, by means of a more
thorough discussion of the knowledge that the
pupils have themselves acquired, and by pro-
ducing new knowledge. It is clear that the teacher now
becomes still more prominent than in the function
of criticism and correction.

4. To enable the teacher to prepare the way for the
next lesson and recitation. To be sure, the ends already
named constitute a part of such preparation,
but it is only a part. Merfion must also be
made of the assignment of the next lesson, such explana-
tion as it may call for, and any special knowledge that
the pupil may need in the ensuing study-lesson.

5. To enable the teacher to observe the ways in which
pupils do their work, and to correct them when neces-

sary ; in other words, to give the teacher an

Correcting.

EFxpanding,

Preparing.

f,ﬂﬁfsf’f opportu.nity to see that, along with knowl-
edge, his pupils are also getting the art of
study.

6. To enable the members of the class to compare their
facts and ideas, to bring their views of the lesson to-
S gether, to supplement one another’s .k-nowl-
parisons of €dge,—in a word, toenter into that legitimate
Hach Other's emylation without which a good school is
Results. . . . '

impossible. This is by no means the least
benefit flowing from the recitation; perhaps some would
say it is the greatest,



THE RECITATION-LESSON. 03

These are the primary objects of the recitation-lesson,
stated in their natural order. They have been presented,
it will be observed, in terms of knowledge rather than of
power, in the phraseology of objective not of subjective
pedagogy, for the very obvious reason that for the present
purpose this is the most effective form of statement. The
propositions, however, can be readily expressed in the
other form, &

Again it will be seen that the recitation, like man
himself, looks before and after, and that, like him, it looks
Looking Be- A ter for the sake of before. What the pupil
fore and  has done, from the teacher’s point of view, is
et valuable chiefly because it is the platform on
which he will stand while carrying his structure still’
higher. .

The principal sgbordinate ends of the recitation can
only be enumerated. They are such as these: to enable
Subordinate the teacher to judge of the efficacy of his
Ends. method and’to test his own skill ; to furnish a
valuable language lesson ; to give the pupil an opportunity
to classify and expand his thoughts through expression;
to develop confidence and self-command in the pupil ; to
imprint the lesson more deeply on the mind ; to develop
quickness of apprehension and thought ; to stimulate the
pupils to renewed activity, and to disclose to the teacher
their mind and character.

I1I. STEPS OF THE RECITATION-LESSON.

Here, as before, the view must be confined to the most
Method of iMPOrtant feature.s of :che subject. .
Conducting  The first question is whether there is any
Recitations. \;niversal method, or any order to which
all recitations, or all good recitations, must conform.
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Stated in this way, the question must be answered
in the negative. Much depends upon the subject, the
Noinflex- Stage of the subject that has been reached, the
ible Method. oy, pil, the teacher’s aim, and the meansat hand.
To quote from Mr. P. A. Barnett: .

“ There are no ‘ methods  which we can apply rigidly to stated
cases.. %e only infallible prescription is that the teacher should be in-
fallible ; for 'so we come backto the greatest of all teaching rules :
to becoﬁ good teachers we must teach well. The best we can
do is to .take the pup11 by the hand and to feel the way w##Z him,

not merély for him.”

And yet we must agree with the common oplnlon that,
as this writer expresses it, “ in.the midst of all dlver51ty
Buta Gen- the true type of teaching is constant. The
eral Type. djversity arises inside the universal scheme,
which all good teachérs follow ; the differences are in de-
tails, which are modified to suit ind#®idual cases, but in
details only. The main process alters only in so far as its
stages are more explicit or less explicit.”% This type is
universal because good teachers have always tended to
approximate it, but few of them have given it an articu-
late form. In fact, it was first formulated by Herbart and
his disciples, in what they called” the “formal steps of
teaching,” viz.: preparation, presentation, comparison,
generalization, and application. These steps will now be
briefly explained.

First, however, the aim of the lesson should be clearly
i of stated to the pupil, because (1) the pupil’s
Lesson mind is thus focalized upon the subject; (2)
Stated. the pupil is placed in the midst of a new circle
of ideas that claim his attention and which at once call up

L Common Sense in Education and Teaching, New York, Longmans,

Green & Co., 1899, p. 6.
2Ibid, p. 7.
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his old and related ideas; (3) expectation, which is an
important form of interest, is excited, while (4) the
child, stimulated by a clear perception of what he is
expected to do, makes an effort to do it, or to use his
will.

1. Preparation. — This consists in freshening up and call-
ing clearly to the mind of the child older ideés_ that
Prepara-  De€ar upon the new ones, and, by their simi-
tion. larity, explain and assist the understanding of
the new. In thelanguage of our special subject, the rela-
tion of the last lesson to the present one is made plain.
In this way the soil of the mind, if the expression may be
allowed, is gotten ready for the newseed. This step con-
.sists plainly enough of analysis.

2. Presentation. — This step involves joining on the
new lesson to the gld one, or the new ideas and facts
Presenta- tO the old ideas and facts; or, to employ the
tloet.. former figure, the new seed is cast into the
ground which has been prepared for it.

3. Comparison (also called Association). — This step
brings together in the mind the newly-won ideas, com.
Compari- pares them with one another, with older ideas
Sk and with additional new ideas that will be pre-
sented—it compares the new and the old and combines
them into one complete whole. This step is analytic in
the beginning, but synthetic in the end.

4. Generalization (also called .Sysz‘em) — This means
the inference from the data now present in the mind of
Generaliza- @ principle, law, general statement, or what in
E5. matters of practice is called a rule. This is an
act of induction, and, in the narrow sense of the term in-
duction, is synthetic, since the particulars are made to
converge in one general truth.

*
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5. Application (or Practical Application). — The fourth
step leaves the mind in possession of a general or ab-
stract idea. But general ideas are not of prac-
tical value until they are applied to new cases
or particulars. And teaching is incomplete until the pupil
is shown how to make such applications for himself.
This step, which is purely deductive, will claim our atten-
tion again in a tuture chaoter.

Such are the steps involved in the complete teaching
process. It is almost needless to say that many teaching
processes do not embrace all these steps, and so are in-
complete ; they are, for the time, defective at the begin-
ning, middle, or end. Still more, it is often perfectly
proper that teaching processes should not embrace all
these steps since that is neither possible nor necessary.
These are abridged teaching processes.}

We may now put the three learning exercises of the
school and the five formal steps of teachingin parallel lines.
It is plain that the steps may all fall into the study-recita-
tion, although that is not so much the proper place for ap-
plications as it is for the earliersteps. Plainly, too, the five

Application.

1 A recent review of Mr. Barnett’s, Common Sense in Education and
Teacking, illustrates the five formal stepsin the following manner: “ Take,
for instance, a proposition of Euclid. The first step, that of Preparation,
is found in the preceding propositions. The second step, of Presentation,
appears in the general enunciation, followed by the construction and the
application of the enunciation to that construction. The third step, Com-
parison, follows when the subsidiary lines are drawn and the different
parts of the figure are considered, with the result for the construction.
The fourth step, Abstraction, is taken when it is considered that the like
would be true of any similar construction, so that the proposition may be
stated in general terms, But the theorem is certainly not yet understood,
unless the pupil is now able to take for himself the fifth step, that of
practical Application.”— 7%e Nation, No. 1811, p. 210.
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steps may all occur in the study-lesson, if we may speak
Yearning Of the pupil as being his own teacher. And,
;‘::i'fle;:l:: finally, it is equally plain that all the steps
allel Lines. May be taken in the recitation-lesson, although

most of the work involved in preparation, and
much of that involved in presentation, falls naturally into
the study-recitation and the study-lesson.

Intimately connected with the recitation is the art of
asking questions. Questioning is sometimes called a probe
Art of gues- With which the teacher examines the pupil’s
tloning.  mind as a surgeon examines a wound ; and some-
times a plummet with which the teacher sounds the depths
of the mind, as a sailor measures the sea with hislead. Itis
indeed both a probe and a plummet, but it is far more —
it is a magician's wand with which new knowledge is sum-
moned into life. Skillful questions cause the pupil to
define his facts ; to clarify his ideas ; to put facts and ideas
together in new relations; to compare ; to judge, and to
draw inferences, —mental operations which develop our
higher knowledge. Socrates, borrowing the name from
his mother’s trade, called his method maieutic, and the in-
strument with which he assisted his pupils to give birth to
the children of their minds was questioning. We must,
therefore, pay more than passing attention to this art.

Sir J. G. Fitch recognizes three kinds of questions, the
Three kinds preliminary, or experimental ; the one employed
ofQues  in instruction ; and the one employed in ex-

tions.
amination ; and defines them as follows :

« There is, first, the preliminary or experimental question, by which
an instructor feels his way, sounds the depths of his pupil's previous
knowledge, and prepares him for the reception of what it is designed
to teach.

« Then, secondly, there is the question employed in actuwalinstyuc-

Art of Study —7.
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¢Zon, by means of which the thoughts of the learner are exercised, and
‘he is compelled, so to speak, to take a share in giving himself the
lesson.

“ Thirdly, there is the question of examznation, by which a teacher
tests his own work, after he has given a lesson, and ascertains whether
it has been soundly and thoroughly learned.” 1

The first of these questions goes naturally with what
the Herbartians call preparation, the second with presen-
tation, the third with comparison.. While all
three may be used in the study-recitation, the
first and second fall there more naturally.
Again, the third question belongs especially to the reci-
tation-lesson, and here it is employed mainly in testing
what the pupil has learned. The instruction question
is serviceable in imparting real knowledge. The emi-
nent teacher referred to by Fitch, who said. he first
questioned the knowledge ¢##0 the mind of the child and
then questioned it oxf again, used, in the first instance, the
instruction question, and in the second one, the examina-
tion question. .

As to the character of the teacher’s questions, we need
only repeat the same writer's admonitions, that such
questions should be clear, terse, pointed, and capable of
being answered not with a mere yes or no or with a single
word. They should be continuous, and such that the
pupil may fairly be expected to answer them.

Still another rule is that the questioning should not all
gi:::_m be confined to the teacher. Thisrule, Sir J. G.
tioning. Fitch puts in a paragraph so admirable that I
shall venture to quote it in full:

The Use of
Each Kind.

“The art of putting a good question is itself a mental exercise of

1 The Art of Questioning, New York, E. L. Kellogg & Co., 1888.
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some value, and implies some knowledge of the subject in hand. You
are conscious of this when you yourselves interrogate your classe
Bear this in mind, therefore, in its application to the scholars. Let
them occasionally change their attitude of mind from that of receivers
and respondents to that of inquirers. Remember Bacon’s aphorism,
Prudens quaestio, dimidsum scientiae. Youare halfway to the knowl-
edge of a thing, when you can put a sensible question upon it. So I
have sometimes heard a teacher towards the end of a lesson appeal to
his pupils, and say to them one by one, * Put a question to the class
on what we have learned!’ To do this, a boy must turn the subject
round in his mind a little and look at it in a new light. The knowl-
edge that he is likely to be challenged to do it will make him listen to
the lesson more carefully, arrd prepare himself with suitable questions ;
and whether he knows the answer or not, there is a clear gain in
such an effort. The best teachers always encourage their scholars to
ask questions. The old discipline in the Mediaeval Universities of
posers and disputations, in which one student proposed a thesis or a
question, and another had to answer it, was not a bad instrument for
sharpening the wits. In a modified way, it may be well to keep this
in view, and to set scholars occasionally to question one another.” !

It may be added that Alcuin, the great teacher at the
court of Charlemagne, required his scholars to ask. the
questions while he answered them.

It is important to remember that questions may be in
excess of the legitimate use of the school. They are
M. Barett A1Most purely analytical, and therefore leave
onQues- knowledge in fragments. ¢ The excessive use
. of questions,” says Mr. Barnett, “is a worship
of mere machinery.” In particular, the habit that puts all
or most of the questions in the mouth of the teacher is a
part of that ill-adjustment of the teacher to the pupil
which it is the purpose of this book to correct. In the
words of the author just quoted:

1 Lectures on Teaching, New York, E. L. Kellogg & Co., 1886, Chap. vi
p- 172-
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“ After all, it should be remembered that in the common order of
natureit is the person needing instruction who usually asks questions,
not the person giving it. Why should the nature of things be topsy-
turvy in the schoolroom? It is not so at home. Why should the
questioner in school be almost always the teacher instead of the
learner ? Our business is to make our scholars feel the lack of infor-
mation, desire to ask questions ; to encourage them to find out what
they can for themselves, and to be keen to hear what we have to add
to their stock. 7%ey must, in fact, question s, or, at all events,
stand in the attitude of those who want to know.”1

Nowhere is it more important than in the recitation to re-
member that language is not knowledge. Hobbes has said
Language that words are the counte.rs of wise men, the
not Knowl- money of fools. To study is to get knowledge
edge. out of the printed page; to recite is to express
knowledge in oral or written words ; but experience shows
that, comparatively speaking, knowledge may be omitted
in both cases. The pupil, especially if gifted with verbal
memory, naturally falls into that mistake, since he must,
at recitation time, have “ something to say ” ; the regimen
of the school often invites the mistake, and fond parents
sometimes glory in its results. Hence the teacher must
stand guard at this point, resorting freely to the two great
correctives, — questioning and the study of concrete real-
ities.2

L Common Sense in Education and Teacking, New York, Longmans,
Green & Co., 1899.

2 None but those who have looked curiously into the matter have much
idea of the extent to which children, and even adults, are ignorant of
the meaning of words that are perfectly familiar to them. Dr. Trumbaull,
the distinguished writer on Sunday-schools, tells some amusing anecdotes
that illustrate the fact. First, he mentions the boy in Mrs. Horace Mann’s
school who didn’t want to be good because he thought it meant *ter-be

whipped.” He tells of an old church member, commonly supposed to be
intelligent in Scripture, who did not know what Christ’s “passion ” men-
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At the same time, to say that a child should learn
nothing by heart is to commit an error almost equal to
saying he should never be told anything that

z’:a;i:ri he can find out for himself. Some things he
should learn by heart, as many of the formulas

in which knowledge is compactly expressed. Mention
may be made of the multiplication table, mathematical
definitions and axioms, the definitions and rules of gram-
mar, some of the symbols of chemistry, the canons of
formal logic —about these there can be no question, pro-
vided always the pupil’s studies take so wide a range.
Then the child should, first and last, memorize a certain
amount of literature, especially poetry. Literature con.
sists of two elements, the conceptions of the author and
the words in which he expresses those conceptions—the
substance and the form. The thought is in the words,
just as the painter’s thought is in the canvas, or the sculp-
tor’s in the marble, and the two cannot be separated with.
out destroying the literature. The inference is not that
the pupil should commit to memory all the literature that
he studies, much less all that he reads, but that he should
commit enough to furnish his mind with a fund of beauti-
ful literary forms. To this end, what are technically

tioned in the first chapter of Acts of the Apostles was. Another story is
of a bright Sunday-school scholar, twenty-five years  old, who asked who

“the despised Galilean ” was. The Doctor found also that one of his own

daughters, who was familiar with trees and meadows, did not know what
“ the woods ” was, and winds up with a farm boy who, as he left for church
on Sunday morning, was directed by his mistress to remember w/ere the
minister’s text was. He reported on his return, “I don’t quite know,
Ma’am, but I think it was somewhere down by the door!” The fact was,
he had spent the morning, not in listening to the sermon, but in trying to
discover the place of the text.—See Zeacking and Teackers, H. Clay Trum
bull, Philadelphia, John D. Wattles, 1884.

!
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called - “recitations,” which are so prominent a feature on
exhibition days, are to be encouraged within proper
bounds. Still more, the admonition that children should
understand what they learn, which is a plain intimation
that, to the popular mind, learning does not always in-
volve understanding, need not be too rigidly insisted
upon. The child should not be allowed to fill his-mind
with words, but literary appreciationis a thing of degrees,
and we grow up to great literary compositions.

The language of the lessdn, like the matter itself,
should be adapted to the pupil’s capacity. The
Language to Y OUNS pupil, for example, cannot take his
be Adapted mental food in abstract forms, or in large
tothe Pupil o antities. To present to him a large subject,
especially in unfamiliar words, is like holding out to him
a loaf of bread, expecting him to eat it at a single mouth-
ful. As Dr. Harris has said : “ The child’s mind cannot
seize great syntheses. He bites off, as it were, only small
fragments of truth at best. He gets isolated data, and
sees only feebly the vast network of interrelations in the
world. This fragmentary, isolated character belongs
especially to primary education.”

A sentence or two will suffice respecting the relative
value of oral and written recitations. Both should be
oratana Used in proper proportions; oral recitations
;V:ciit::gous. develo'p' quickness of thought and expression,

versatility, and fullness of ideas; written reci-
tations develop definiteness and accuracy of knowledge
and terseness and compactness of expression.

A few words will suffice also for what the pupil forgets.
It 1s true enough that, in so far as he uses his knowl-
edge as he goes along, it has present practical value, but
in respect to his future lessons the knowledge that he
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gains to-day is but a step to the knowledge that he is to
o gain to-morrow. Thusviewed, knowledge that
orgotten S - . .
Knowledge. iS forgotten, it may be forever, has its lasting
uses. The builder’s scaffolding is temporary,
but it is still necessary to the erection of the permanent
structure.

In answering questions the time element is important.
Some pupils are quick, others slow, and neither the quick-
The time  1€SS Of the one nor the slowness of the other
Element in iS a proper gauge of his ability or knowledge.
&‘:Sti“‘ Some teachers, again, require prompt answers,

others are content with slow ones; the proper
rule is the golden mean. If the teacher allows too little
time to pupils they tend to become agile but superficial ;
if too much time, they tend to inattention and indolence.
Radestock says: ‘“ The child must be accustomed to give
one impression time to take root, and not follow it im-
mediately by a corresponding action, that it may not pass
away with that action into air.” He also quotes Lazarus:
*“ Deep thinking requires time ; it is, therefore,a great
pedagogical mistake if teachers—as is now generally done
—urge their pupils to answer rapidly, and praise those
who immediately have an answer ready. This causes
everything to be lowered to a mere effort of me-
chanical memory. The pupils. should be given time for
individual contemplation, for deep and energetic thought-
labor.” 1 If a strong scholar, the teacher is apt to over-
estimate the ability of his class, especially in connection
with the time that they require to see through things, or to
think them out. This is one reason why strong scholars
are not always strong teachers. This tendency is well

1 [Iabit ‘and its Importance in Education, Boston, D. C. Heath & Co,
1887, pp- 36, 37~
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illustrated by an interesting passage in the sketch of
Professor Pierce, perhaps the greatest mathematical
genius our country has produced, found in Dr, A. P,
Peabody’s pleasant volume entitled Harvard Reminis-
cences. The two men were at one time charged with
teaching all the mathematics then taught in Harvard
College, and alternated in some of the classes. Peabody
says he was in one respect Pierce’s superior because he
was in other respects so much his inferior.

“ No one was more cordially ready than he to give such help as he
could ; but his intuition of the whole ground was so keen and compre-
hensive, that he could not take cognizance of the slow and tentative
processes of mind by which an ordinary learner was compelled to
make his step-by-step progress. In his explanations he would take
giant strides; and his frequent * You see’ indicated that he saw
clearly that of which his pupil could get hardly a glimpse. I, on
the other hand, though fond of mathematical study, was yet so far
from being a proficient in the more advanced parts of the course,
that I studied every lesson as patiently and thoroughly as any of my
pupils could have done. I, therefore, knew every short step of the

way that they would be obliged to take, and could lead them in the
very footsteps which I had just trodden before them.” 1

PARALLEL READING.—ZVke Method of the Recitation, C. A.
McMurry and F. M. McMurry. Bloomington, Ill, Public
School Publishing Co., 1898. Herbart and the Herbartians,
Charles DeGarmo. New York, Charles Scribner’s Sons, 18gs.
Chap. V.- (“Method in Teaching”). Common Sense in Edu-
cation and Teaching, P. A. Barnett. New York, Longmans,
Green & Co., 1899. Chap. I. (“Instruction as Discipline”).
Practical Hints for the Teackers of Public Schools, George How-
land. New York, D. Appleton & Co., 1889. Chap. VIIL
(“ The Class Recitation”). ZLectures on Teackhing, Sir J. G. Fitch.
New York, E. L. Kellogg & Co., 1886. Chap. VI. (“ Examin-
ing”).

! Harvard Reminiscences. New York, Houghton, Mifflin & Co., pp. 183, 184.



CHAPTER XII.

ATTENTION : ITS NATURE, KINDS, AND VALUE.

THERE have been writers who maintained that atten-
tion is a special faculty of the mind, like perception,
The General MI€MOry, or imagination. None, that I am
Senseof  aware of, now hold that view, but all regard
Attentlon-  ,ttention rather as a state or condition of
mind in which any one of the intellectual faculties may
manifest itself. It is a predominant intellectual state.

In a broad sense every act of consciousness is an act of
attention ; you attend to the object that you know, al-
Two Kinas though you may know it feebly, as compared
of Con- with the object that you do not know and so
sclousness. 4, not attend to; but this is not the com-
mon acceptation of the word. Usage limits it rather to
acts of knowing that have a certain character or possess
a certain quality. Attention is a narrower term than
knowledge or consciousness; we know things, or are
conscious of things, to which we do not give attention
in the accepted sense of the word.

The matter may be put in another way. Conscious-
ness is a name that we give to all states of mind, or to
all mental operations. It is seen in two forms — diffused
consciousness and concentrated consciousness, the second
being what we call attention. Messrs. Dexter and Garlick

present the simple facts in this way :
IOS

-
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“(a) Suppose I am looking at a small object by artificial light. 1
cannot see it distinctly. I interpose a lens between my eye and the
object. The light is concentrated on the object and I see it dis-
tinctly. Now consciousness, like light, seems to increase in vividness
in proportion as it is concentrated on one spot,

ATTENTION

CONSCIOUSNESS

“(b) Two boys are talking in an undertone in the class. The
teacher is dimly conscious of a ‘ noise ' in the room; he thinks there
is a noise, but is not certain. He begins to listen, to concentrate his
mind, as it were, upon the supposed sound. He identifies it as a sound
of conversation, and localizes the sound as coming from the two boys
who are talking. The boys are talking no louder at the conclusion
than at the beginning of the incident, but the teacher has by his act
of attention given greater distinctness and vividness to his conscious-
ness.” !

Attention, then, involves energetic or intensive know-
ing, and it results from fixing some measure of mental
Attention POwer upon one object or a small group of ob-
Illustrated. jects, and withholding it from the other objects
in the field of consciousness. Thus, as I ride along the
road I notice a flock of sheep and a herd of horses in the
field; my mental state is one of diffused consciousness.
But I may attend to the horses alone, allowing tlie sheep
to fall largely or wholly out of my mind, and vice versa ;
or I may attend to some one particular horse or sheep
that captures my eye, to the partial or total exclusion of
all the others, and of all competing objects of knowledge.
Accordingly, attention is a selective act of the mind, one
or more objects being chosen for intensive knowing to
the exclusion of the others, It involves abstraction, that

1 Psychology in the Schoolroom. New York, Longmans, Green & Co,
1898, page 28.
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is, the withdrawing of mental power from certain objects
to fix it upon one or a small number of others.

The word “attention ” is derived from the Latin ad,
meaning ‘“ to,” and fendere, meaning “ to stretch,” and so
Etymology 185 the etymological meaning of stretching to
of ‘“ Atten- something. Tension, which means primarily
ton.” a strain upon some material thing, as a rope or
a muscle, comes from the same Latin verb. Thus atten-
tion shows us, in a figure, the mind in a state of tension or
strain, similar to that placed upon the rope or muscle.
Moreover, the strain that comes upon the mind in atten-
tion is often, if not commonly, accompanied by a similar
physical experience.

The external signs of attention are not to be mistaken.
Thus, in certain forms of attention, the eyes, the ears, the
Externa1  4rMs sometimes, the whole body perhaps,
Signsof  ‘ converge ' towards their object, ¢ all motions
Attention. ,re arrested ;” “our personality is captured,”
that is, all the tendencies of the individual, all his avail-
able energy, aims at the same point. Again, it has been
remarked that in extreme cases the mouth opens wide,
while in children and in many adults close attention
produces protrusion of the lips, a kind of pouting. The
word “tension” no doubt passed from the material into
the mental sphere because of a supposed resemblance be-
tween the bodily and the mental states.

Still other similitudes are employed to explain the
nature of attention. One of the most common, as well
Altention, 25 ONE of the most effective, is that of thelens.
the Lens of ‘‘ Attention is to consciousness what contrac-
the Mind. i n of the pupil is to light,” says Sir William
Hamilton ; ¢ or to the eye of the mind what the microscope
is to the bodily eye.” Professor Dewey speaks to the
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same effect. “In attention we focus the mind, as the
lens takes all the light coming to it, and, instead of al-
lowing it to diffuse itself evenly, concentrates it in a point
of great light and heat.”

The action of the mind in attention may also be likened
to the action of the machine used in the laboratory to
Attention a cOndense air, or to produce high degrees of
Condensing atmospheric pressure. A pressure of fifteen
CEERs pounds on the square inch, which is normal,
is called one atmosphere ; multiples, as thirty poundsand
forty-five pounds, are called two and three atmospheres,
etc. So we might by analogy speak of one or more at-
mospheres of consciousness or of knowing power.

Attention presents to our view many interesting phases.
For one thing, it is difficult to know when it begins
Heplisming and when it ends, so insensible is the transition
and End of from the ordinary state of consciousness to at-
Attentlion. tention, and again from attention to the ordi-
nary state of consciousness. “It embraces all degrees,
from the transient instant accorded to the buzzing of a fly
to the state of complete absorption.”

Another interesting question is, To how many things
can the mind attend at once ? But this is of little interest
for us here, because it is well known' that effective study
demands as close a limitation of the mind to the objects
of study as possible.

Again, it is important to remark that attention is not
limited to external or material objects, but relates to
Extends to Mental objects as well. It is just as easy, or
Internal  even more so, to attend to a man'’s thoughts or
SERE feelings provided he gives expression to them,
as it isto attend to his attire or bodily actions. Then,
I can attend to my own unexpressed thoughts and feelings
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in consciousness, and am often compelled to attend to
them to the exclusion of external objects.

Furthermore, attention may take the direction of any
cognitive faculty, as perception, memory, or thought.
May Take Zittentive perception is energetic perception;
the Direc- attentive memory, energetic memory ; attentive
tion of any g . :
cognitive Treflection, energetic reflection. The effects of
Faculty.  attention are well known ; they give a fuller
and better knowledge of the object than the diffused con-
sciousness. My ordinary observation of a horse, for ex-
ample, gives me a general idea of the horse, my attentive
observation gives me a minute and thorough knowledge ;
and’so of the other kinds of attention.

We have seen that attention involves the fixing of the
mind upon some object or objects, or that it is the con.-
centration of the mind upon such object or
objects. But this is not all; the element of
time enters into the activity. Attention, as
commonly understood, involves, not merely the fixing of
the mind upon an object, but also the holding of it upon
this object. The second element is as important as the
first one. 'We may go back to the similitude of the lens:
to be effective, the glass must be constructed so that it
will focalize the rays of light and heat, and must then
be held in one position long enough to make this focal
point a burning point. The most powerful burning
glass will not set gunpowder on fire if it is kept in active
motion, while an instrument of much inferior power will
ignite substances not accounted inflammable if it is
held steadily in one place.

As there are two states or kinds of consciousness, so
there are two kinds of attention. The distinction be-
tween them refers to the effort involved in the act.

Continuned
Attention.
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Some acts of attention are not marked by conscious
effort; other acts are so marked, and sometimes very
Passive ang Strongly. Attention shown in the first class
Active At-  of cases is called passive; that shown in the
PRSI second class, active. The first kind is also
known as reflex, spontaneous, automatic, and involuntary
attention; the second as voluntary or volitional attention.
The central fact is this: in passive attention the will is not
present, while in active attention it is always present, and
often in a very energetic form. But we must take a closer
view of the subject.

In passive attention some object is present to the mind
that drawsto itself the mind’s energy or power. Another
way to state the same thing is to say that
this object attracts the mind; and still an-
other that it controls or commands the at-
tention. The word “attract” used in this connection
suggests a familiar fact which has perhaps prompted its
use. If you bring a magnet within a certain distance of.
a bit of iron or steel that is free to move, it attracts the
metal to itself and holds it in its own grasp. In passive
attention the object may come into the mind’s way inci-
dentally, or it may be thrown into its way intentionally by
some outside cause; it does not matter so long as the
object chooses the mind or attracts it. Still further, the
object may be an external or an internal one; it may be
the discharge of a cannon or the mental image of some
absent friend; but, whether the object be external or in-
ternal, it-makes no difference so long as it holds the mind
in its own firm embrace.

In active attention, on the other hand, the mind itself
selects the object of knowledge and holds it captive.
There is an act of choice or volition. In other words,

Passive
Attention.
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this act of selection proceeds from the will, and this fact
gives to this species of attention its name,
ﬁfi:iion_ voluntary. As before, the object may be
external or internal, but the act is voluntary
if it proceeds directly from choice.

A French writer has said that passive or reflex atten-
tion makes the child seem to belong less to himself than
to every object which happens to catch his
notice. But active or voluntary attention
makes the object the mind’s own possession.
The impulse in the one case is from without inward, in
the other case from within outward. The two kinds of
movement may be likened to the impulses that move on
the afferent and the efferent nerves, the first running from
the surface of the body to the brain, the second from the
brain to the surface of the body.

It is apparent, therefore, that, while passive attentionis
spontaneous, active attention springs from cultivation.
et Dr. Preyer points out that, in the earliest period
Attention  of its life, the child is capable of spontaneous
Cultivated.  ,ttention only; it fixes its gaze upon shin-
ing objects and upon the faces of its meother or nurse;
and it is only about the end of the third month that it
explores its field of vision more fully and by degrees rests
its eyes upon objects that are less interesting. Volitional
attention comes much later. Ribot remarks that it
“ originates of necessity, under the pressure of need, and
with the progress of intelligence. It is an instrument
that has been perfected,—a product of civilization.”

What Ribot says of attention as a whole, viz., that it
“ supposes the existence of a master idea drawing to it-
self all that relates to it and nothing else, allowing solici-
tations to produce themselves only within very narrow

Two Kinds
of Impulse.
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limits, and on condition that they converge toward a
common point,” is more particularly "true of passive
attention.
The high value of attention, its necessity to high attain.
ments of any kind, above all, its relations to study and
education, both as a cause of success in the
f;‘ig:;‘t‘;n. student, and again as an object to be sought
after in discipline—these things flow from the
very nature of the act. Sir William Hamilton has dis-
cussed this branch of the subject with great ability, pre-
senting many interesting historical examples of what
attention may accomplish. It will be well worth our
while to transcribe a portion of his discussion.

“The difference between an ordinary mind and the mind of a New-
ton consists principally in this, that the one is capable of the applica-
tion of a more continuous attention than the other,—that

f{i;xglig??n a Newton is able without fatigue to connect inference
Attention.  Wwith inference in one long series towards a determinate
end; while the man of inferior capacity is soon obliged

to break or let fall the thread which he had begun to spin. This is,
in fact, what Sir Isaac, with equal modesty and shrewdness, himself
admitted. To one who complimented him on his genius he replied
that, if he had made any discoveries, it was owing more to patient at-
tention than to any other talent. There is but little analogy between
mathematics and play-acting; but I heard the great Mrs. Siddons,
in nearly the same language, attribute the whole superiority of her
unrivaled talent to the more intense study which she bestowed upon
her parts. If what Alcibiades, in the Symposzum of Plato, narrates of
Socrates were true, the father of Greek philosophy must have pos-
sessed this faculty of meditation or continuous attention in the highest
degree. The story, indeed, has some appearance of exaggeration;
but it shows what Alcibiades, or rather Plato through him, deemed
the requisite of a great thinker. According to this report, in a mili-
tary expedition which Socrates made along with Alcibiades, the phi~
losopher was seen by the Athenian army to stand for a whole day and
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a mght, until the breaking of the second morning, motionless with a
fixed gaze,—thus showing that he was uninterruptedly engrossed with
the consideration of a single subject. ‘And thus,” says Alcibiades,
* Socrates is ever wont to do when his mind is occupied with inquiries
in which there are difficulties to be overcome. He then never inter-
rupts,his meditation, and forgets to eat, and drink, and sleep,—every-
thing, in short, until his inquiry has reached its termination, or, at
least, until he has seen some light in it.” In this history there may
be, as I have said, exaggeration; but still the truth of the principle
is undeniable.

“ These examples and authorities concur in establishing the im-
portant truth, that he who would, with success, attempt discovery,
either by inquiry into the works of nature, or by meditation on the
phenomena of mind, must acquire the faculty of abstracting him-
self, for a season, from the invasion of surrounding objects ; must be
able even, in a certain degree, to emancipate himself from the dominion
of the body, and live, asit were, a pure intelligence, within the circle of
his thoughts. This faculty has been manifested, more or less, by all
whose names are associated with the progress of the intellectual
sciences. In some, indeed, the power of abstraction almost degener-
ated into a habit akin to disease, and the examples which now occur
to me would almost induce me to retract what I have said about the
exaggeration of Plato’s history of Socrates.

“ Archimedes, it is well known, was so absorbed in a geometrical
meditation that he was first aware of the storming of Syracuse by his
own death-wound, and his exclamation on the entrance of Roman
soldiers was — WNolz: turbare circulos meos. In like manner, Joseph
Scaliger, the most learned of men, when a Protestant studentin Paris,
was so engrossed in the study of Homer, that he became aware of the
massacre of St. Bartholomew, and of his own escape, only on the day
subsequent to the catastrophe. The philosopher Carneades was
habitually liable to fits of meditation, so profound, that, to prevent him
from sinking from inanition, his maid found it necessary to feed him like
a child. And it is reported of Newton that, while engaged in his
mathematical researches, he sometimes forgot to dine. Cardan, one
of the most illustrious of philosophers and mathematicians, was once,
upon a journey, so lost in thought, that he forgot both his way and
the object of his journey. To the questions of his driver whither he
should proceed,"he made noanswer ; and, when he came to himself at
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nightfall, he was surprised to find the carriage at a.standstill, and di-
rectly under a gallows. The mathematician Vieta was sometimes so
buried in meditation that for hours he bore more resemblance to a
dead person than to a living, and was then wholly unconscious of
everything going on around him. On the day of his marriage the
great Budzus forgot everything in philological speculations, and he
was only awakened to the affairs of the external world by a tardy em-
bassy from the marriage party, who found him absorbed in the com-
position of his Commentariz.

“ It is beautifully observed by Malebranche, that the discovery of
“truth can only be made by the labor of attention ;- because it is only
the labor of attention which has light for its reward "; and in another
place : ¢ The attention of the intellect is a natural prayer by which we
obtain the enlightenment of reason.””’1

Dr. W. B. Carpenter relates that John Stuart Mill
thought out, or mentally composed, much of his great
John Stuart WOrk on Logic while walking between his lodg-
MilL. ings in London and the India House, picking
his way through the crowded thoroughfares, so unmind-.
ful of what was going on about him that he even failed
to notice his familiar acquaintances who chanced to meet
him in the throng of passengers.

The terms “ absent-minded ™" and ‘“ absent-mindedness,”
are often used in connection with such facts as are
oy related in the stories told of Socrates and
Mindedness Mr. Mill. The implication is that the mind
:‘;‘;.m“f“'of the person thus employed has in some way

escaped from him—is absent, in a word. This
is just as you look at it; the fact is that his mind is
absent from the things right about him because it is ab-
sorbed in things of another description. Ribot applies to
this state of mind the word “distraction.” ¢ Thus there
are people,” he says, “ who, wholly absorbed by some idea,

1 Lectures on Metaphysics and Logic. New York, Butler, Sheldon & Co,,
1868, Lecture XIV,
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are also really distracted in regard to what takes place
around them; they afford no hold to external events,
and allow the latter to flit by them without penetrating
their mind. Such people appear incapable of attention
for the very reason that they are very attentive.” !
The effects of attention and absorption of mind are by
no means confined to the mental sphere; on the con-
trary some of the most striking of such effects
paysical & felate to the body. TFor example, it is well
tention.  known that mental preoccupation will deaden
for the time physical pain. A public speaker,
becoming interested in his theme, forgets the toothache
or rheumatism that was torturing him when he began
his discourse, and that is sure to return, perhaps with re-
doubled effect, when he has finished speaking. A boy
who is eagerly pursuing a rabbit, or playing ball, does not
notice at the time the severe cut or bruise that he has
received on his bare foot from a pointed stick or a sharp-
edged stone; while soldiers in the heat of battle do not
always become immediately sensible of the wounds that
they have received. It is well known, also, that bodily
ailments, even severe ailments, may be brought on by
thinking intently, long, and often, of some particular part
of the body. ‘In this way it often happens,” says Dr.
Carpenter, “that a 7¢ea/malady supervenes upon the fancied
ailments of those in whom the want of helpful occupa-
tion for the mind leaves it free to dwell upon its mere
sensations; whilst, on the other hand, the strong expecta-
tion of benefit from a particular mode of treatment will
often cure diseases that involve serious organic change.” 2

1 The Pyschology of Attention. Chicago, Open Court Pub. Co., 1890, p. 78.
2 Principles of Mental Physiology. New York, D. Appleton & Co., 1886,
p- 145. o
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CHAPTER XIII,
PASSIVE ATTENTION : INTEREST.

THE last chapter was devoted to defining attention,
discriminating its kinds, and marking out its scope and
Recapitu- Vvalue. More definitely, we saw that attention
WSRO is the act of -the mind when concentrated or
focused on some particular thing or subject; that there
are two kinds of attention, passive and active, and that
they sometimes assume forms of great energy. We also
remarked the place that attention holds in the mental life.

We must not suppose, however, that the value of atten-
tion is limited to intellectual pursuits ; it extends to the
value of at. Whole practical world as well. In fact, it is no
tentionin exaggeration to say that a man’s power of at-
Bducatlon. o htion often determineshis success or failurein
life, involving his ability to use effectively his powers,
both of mind and body. It is, therefore, obvious that
the cultivation of the child’s attention is a matter of
prime importance in the conduct of his education, and
that the subject needs careful study. We shall deal first,
in two chapters, with passive attention, and afterwards, in
two more, with active.

There are some elementary facts relating to the subject

that should be dealt with before we take up the practical
117
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question of the development or cultivation of the passive
attention.

1. The first of these facts is that the earliest acts of at-
tention on the part of the child are reflex or passive acts.
— As is well known, the human infant is born
First Acts blind, but he gradually acquires sight and the
;i‘::::‘e‘fi“ world of vision is slowly opened to him. At

first this world, or the very small portion of it
that comes within his range, floats before him vague and
indefinite; but ere long he begins to notice particular
things, or they begin to arrest his mind. ‘“At a very
early age indeed,” says M. Compayré, “ there are moments
of keen consciousness when all the intelligence the child
possesses is concentrated on one point, when he is fasci-
nated, for instance, by a light or bright color. The ex-
ternal signs of attention show themselves then: the eye
is fixed ; the child is motionless, plunged into a sort of
stupor of ecstasy.”! He may be fascinated also by
sounds as well as sights. Wehave a report of a girl three
months old who was attentive to all about her, even to
the very noise of a step on the floor; and another of a
boy who, when a month old, noticed the gestures of those
that spoke to him and was perceptibly influenced by their
words. These simple acts of attention are the beginnings
of that power to focus the mind which reaches its fully
developed form in such examples as those narrated in the
last chapter. But they are distinctly reflex ; at this stage
of life the child has no will that can focus his mind or
perform any similaract: his mind is focused from with-
out and not from within; and this continues to be the
case for a considerable period.

Y ftellectual and Moral Development of the Ckild. New York, D. Apple
ton & Co., 1896. Part L, p, 272.
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2. It is clear that in passive attention the object has
some peculiar attraction for the mind or some peculiar influ-
wpasei.  CHCe over it. “ Fascination” is M. Compayré’s
nation.» ~ Word. For example, as a pupil in school is
;’efctl.‘e Ob- toiling away at his arithmetic, a brass band that

is passing on the street suddenly strikes up
a tune, and his attention at once forsakes his lesson
and follows the music. Under the circumstances the
boy brings his mind back to the arithmetic only with
great difficulty, if at all. Indeed, it may be with dif-
ficulty that he resists the impulse to leave his seat
and rush to the window to see the band. It is evident,
therefore, that there is something for the boy’s mind in
the music that is not in the arithmetic. Now what is this
something? We have for this question no better answer
than that the band is interesting, while the arithmetic is
not, or that the band is more interesting than the arith-
metic. The question why the one is more interesting
than the other, we shall for the present postpone.

3. It is also well khown that objects which attract the
attention of some minds do not attract the attention

of others, or do not attract them with equal
;:ﬁzf:.l strength. In other words, what is interesting

to one person is not necessarily interesting, or
equally interesting, to another person. Much depends upon
age, association, individual pursuits, range of experience,
individual temperament, and a variety of other circum-
stances. What takes the attention of a child may not
take the attention of a man; what takes the attention of
a boy may not take the attention of a girl, and so on.
The teacher of the school referred to above will probably
be less interested in the band than the school children, or
his interest may be of a wholly different kind, relative
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to keeping school in order. Again, what takes one child’s
attention may not take another’s. One child in a clover
field avill run after the blossoms, another after the butter-
flies. A dozen persons, we will suppose, look out of the
windows of the same railway car as it moves from station®
to station across the country; the same panorama passes
before the eyes of all of them; they all form a general
picture or idea of this panorama, perhaps, but even if so,
they do not see—that is, give attention to—the same things.
One attends to the forests and fields, a second to the
growing crops, a third to the vehicles and people on the
roads, a fourth to the animals in the fields, while a fifth
observes two or more of these groups of objects. The
explanation of such familiar facts as these is easy : these
persons do not, generally speaking, consciously select the
objects that they particularly observe, but follow their in-
terests, which differ one from another; that is, their atten-
tion is reflex. Again, a dozen persons reading the same
newspaper will be impressed, perhaps, by some of the same
things, because they have some interests in common, but
beyond this there is great diversity,—one attends to the
fashion pictures, another to the reports of games, and still
another to the market reports. Here, however, the will
is likely to play a part, as indeed it may in the case of the
railway passengers, different persons selecting different
things.

4. Equally well known is the fact that an object which
is attractive to a child or a man at one time is not attract-
Time ana ive to him at another time. Here, too, much
Flace. depends upon circumstances. There are, per-
haps, no absolutely persistent interests. A child is not in-
terested in his picture-book, or a man in his newspaper, if
he isverysick. Ordinarily a man may not closely observe



PASSIVE ATTENTION : INTEREST. 121

the carriages that roll along the street, but he will be likely
to do so if he is about to purchase one himself. A band
playing in the park of a great city may not even be heard
by thousands of people, but it would be pretty sure to
attract them if they were on a country road. Then, some
objects are more attractive at one time than another. The
boy in school forgets for a moment his arithmetic in
the presence of the band, but if his mother, whom he has
not seen for a year, were at the same moment to enter
the schoolroom, he would probably not even notice the
band in joy at seeing her. Still another important ob-
servation is that objects change in their attractiveness
with the passage of time, some becoming more and
some less interesting. The characteristic interests of
childhood are very different from the characteristic in-
terests of manhood, and vice versa. Tops, marbles, and
hoops please us when we see them in the hands of chil-
dren, but in the hands of men they are ridiculous.

The interest that attaches to language is often alto-
gether out of proportion to its intrinsic importance : who
Signifi- utters it, and when, and where? are decisive
cance of  gyestions. A whole family will wait for the
e baby’s first spoken word with almost bated
breath. And yet that word is pure imitation and, to the
child, means nothing. Again, a man’s last words are lis-
tened to with a very different but perhaps an equal inter-
est.

“ 0, but they say, the tongues of dying men
Enforce attention like deep harmony.”

But it is well known that the tongues of dying men often
move automatically and convey no real meaning. Interest
is therefore no measure of value.
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The question has been asked why certain objects attract
the minds of children in greater or less degree, while
othersdo not. The answer has been given that
the attractive objects are interesting to children
while the unattractive are -not interesting. This bring
the subject of interest fully beforeus. No better defini-
tion can be given than the one furnished by Dexter and
Garlick. ““Interest is the name given to the pleasurable
or painful feelings which are evoked by an object or idea,
and which give that object or idea the power of arousing
and holding the attention.” These authors quote another
writer to this effect: ¢ Whatever does not interest the
mind, that the mind is indifferent to, and whatever it is
indifferent to is to that mind as if it had no existence,” !

But why are some objects or ideas more interesting
than others? This question cannot be answered in any
source of final or conclusivesense. Sir William Hamilton
Interest.  calls wonder the mother of knowledge ; other
writers speak of novelty, curiosity, and astonishment,
much in the same way; while M. Compayré, seeking the
causes that turn the child’s mind from one object to an-
other, writes:

Interest.

“ The first is the novelty of impressions, for novelty renders impres-
sions more intense. As a general rule, anything that is presented to
the child for the first time will captivate him and occupy
him for several moments at least.. Astonishment, the
surprise which every unexpected appearance causes, are
attentive states.”

Compaytre
on Novelty,

Still other stimuli, he says, are the different emotions
that the child is capable of feeling. He mentions

1 Psychology in the Schoolyroom. New York, Longmans, Green & Co,
1898, p. 3I.
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“ The agreeable emotions; above all, those that naturally captivate
the senses, because the desire for pleasure is satisfied ; for instance,
all that tickles thq appetite of hunger or of thirst ; later, all that calls
forth sympathy and affection. But the disagreeable emotions, too,
are, to a certain extent, the starting point of the attentive emotions.”?

This is all very true; novelty, for example, is a source
of interest. The family horse may not attract much at-
tention in the pasture or stable, but he cer-
g::fj;i? tainly will become interesting if he finds his
Interest. way into the pantry. But this is only carry-
ing the difficulty one step farther back. The
question comes up at once, Why the novel or unexpected
why wonder or astonishment, is a source of interest ? an
we cannot give any final answer; we only know that it is
so.

It is quite clear, then, that passive attention is a feature
of great interest orvalue in human life. What are the
things that interest us? What are the objects, external
or internal, that steal away our minds and hold them cap-
tive? Upon this question, in no small degree, do indi-
vidual usefulness and happiness depend. Let us follow
the topic a little farther.

1. Attention is not a continuous, but a discontinuous,
state. No mind can be strained continuously without

. serious consequences. Every attentive state
Attention > x s s
Discontin- of mind, even if only reflex, is accompanied
HgHs. by a tax on the physical energies, the nerves
and brain; and if such states were continuous, and espe-
cially if intense, the body would soon tire out. Fora
considerable part of our waking hours, to say nothing of

1 The Intellectual and Moral Development of the Child. New York, D.
Appleton & Co., 1896. Part L., pp. 276, 278.
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our sleeping ones, we merely float upon the stream of
consciousness. Objects external and internal pass before
us without waking us up to real acts of attention; but
we are liable at any moment to be thus waked up by
some object that appeals to us, or the will may arouse us
by an act of choice. Were it not for these periods of
mental rest, or comparative mertal rest, we should soon
wear out: we could not bear.the waste of nervous power
that would result from continuous, severe mental applica-
tion. It is true that minds differ greatly in their capacity
for continuous activity, but no mind will long bear in.
tense stimulation.
* Every one knows by experience that, as Ribot says, at-
tention is always accompanied by a feeling of effort,
Accom. which bears a direct proportion to the dura-
panied by  tion of the state of mind, and the difficulty of
Feelingof  maintaining it. Whatever the cause may be,
Effort. 3 . .

the fact is unmistakable. In many instances
the feeling of effort is for the time swallowed up in the
very depths of attention ; but when the end comes and
the strain is over, weariness, or exhaustion, or collapse
even, follows.

So those states in which the mind acts, but does not
act with vigor, have an important function in the econ-
omy of life; in many conditions they furnish all the cogni-
tive activity that, for the time, is needed. Indeed, the
mind does most of its work without paying attention to
such work ; that is, it does it in a state of diffused con-
sciousness. Thus, I do most of my walking without
taking real heed to my steps. Hence, from this point of
view, it is difficult to exaggerate the importance of the
automatic mental machinery.

2. But these comparatively inactive states of mind do
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not always answer the purpose. There are times and
Attention  Places where fleeting mental impressions will
?j:::st;al to not suffice ; our well-being, our very safety or
) life, depends upon the mental powers being
thoroughly aroused; and in such cases we must give
heed, or pay attention, to what concerns us. Many of
the most serious interests of life fall into this class of ob-
jects. Mere drifting, mere living, never made a success-
ful man in the proper sense of that term. Action—wise,
well-directed action—is the key to success. Other things
being equal, or greatly unequal, for that matter, men are
successful in the work of their hands or minds in the
ratio of the serious attention that they give to such work:
But the attention that is so essential to success need
not be, and cannot be, all voluntary attention. In the
first place, if the will must exert itself every

All Atten- " n .
tion Cannot time an act of attention is called for, the
:’:1501““' mind will soon tire out, because the vigorous
' action of the will is an operation that involves
much waste of nerve and brain force. The reflex, or au-
tomatic, acts of the mind are easier, and, so to speak,
cheaper than the voluntary acts. Again, the reflex activ-
ities of the mind are always swifter and sometimes more
vigorous than the voluntary activities. Accordingly, re-
flex attention appears in the common and necessary func-
tions when ease and promptness of action are necessary.
It appears also in emergencies. Thus a man attends to
his toilet on arising in the morning without formally will-
ing to do; or, as he walks along the street, he mechan-
ically dodges a shower of bricks and mortar when a work-
man on a scaffold above him cries out, “ Stand from
under!” It is with the mind somewhat as it is with the
body. The fly that lights upon your cheek is dislodged
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by the involuntary twitching of the muscle that is dis-
turbed, perhaps without your knowing that the fly is
there, or a crumb of bread lodged in y01'1r windpipe is
expelled automatically—the will rendering no service
whatever in either case.

The voluntary attention, as we shall see in a succeed-
ing chapter, is especially reserved for those important
office of  Matters that admit of more or less delay or
Voluntary hesjtation. It marches side by side with de-
‘Attention. g 3 3 d s

liberation. In comparison with this noble
office, reflex attention may seem to play but a humble
part in the economy of life. The fact is, however,
that it plays a very important part. It is the very
highest form of mental activity in the child, and it gives
character to the life of the savage. Intruth,astime goes
on, the field of reflex attention widens, or the mental life
becomes more automatic, as will be explained hereafter.

PARALLEL READING.— Z%e Psychology of Attention, Th.
Ribot. Chicago, Open Court Publishing Co., 18go. Herbart
and the Herbartians, Charles DeGarmo. New York, Charles
Scribner’s Sons, 1895. Part I:, Chap. V. (“The Doctrine of
Interest ). Zhe Elements of General Method Based on the
“Principles of Herbart, C. A. McMurry. Bloomington, IIl,
Public School Publishing Co., 1897. Chap. 1II. (“ Nature of
Interest ). Zwlks to Teackers on Psychology and to Students on
Some of Life’s Ideals, William James. New York, Henry Holt
& Co., 1899. Chap. X. (*“ Interest ).



CHAPTER XIV.

THE CULTIVATION OF PASSIVE ATTENTION.

WE meet at the threshold of our inquiry the law that
runs through all mental cultivation and growth,—the law
Mental Ac- of. activity. The mental faculties, in other
tivity the v 5 g
YIAAGE words, increase through appropriate action.
Growth.  The activity of one faculty may strengthen
a second and a third faculty, but the rule is that the
faculties are most invig<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>