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Tie publishers take pleasure in offering to the
readers of the International Education Series a valu-
able contribution drawn from the sources of experi-
mental psychology. It has been prepared with good
taste and sound judgment, and it is believed that all
of the chapters will be read with interest and profit
by those connected in any way with the work of
teaching.

Natural science has been remodeled in the past
fifty years through the influence of the idea of evo-
lution as interpreted by Darwin and his disciples. For
a very long period science has meant the inventorying
of facts and the organization of them into a system
in such a manner that each fact throws light on all the
other facts of its group. The idea of evolution brings
into this older conception of-science the idea of pro-
gressive development. Under the most advanced inter-
pretation, science is a history. of the progressive con-
quest of nature, first for purposes of life and second
for purposes of conscious beings. The second of these
purposes obviously brings the doctrine of evolution into
close relation with education. Professor Judd, in his
excellent remarks on adaptation in Chapter IV (page
v
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106), quotes Professor Minot: “ Vital functions have
a purpose—the maintenance of the individual or the

" race in the environment. The entire evolution of

plants and animals is essentially the evolution of
means of adjustment of the organism to external con-
ditions.”

Adjustment has two sides. In one respect it relates
to the modification effected in the individual in order
to suit itself to the external conditions of its environ-
ment. In the other respect, it relates to the modifica-
tions effected in the environment to suit it to the indi-
vidual—i. e., to the self-active being who desires to use
it for food, clothing, or shelter, or some other purpose
connected with its well-being. The mole acts on the
earthworms and on their habitat, but he modifies him-
self also. In the statement of Darwin the doctrine of
natural selection seems in some respects to eclipse the
doctrine of self-activity which furnishes the energy
both of the adaptation of the self and of the environ-
ment. Emerson’s expression of the ideal of evolution
(which, by the way, was written some time before
Darwin’s chief work) puts it thus:

Striving to be man the worm
Mounts through all the spires of form.

Individual efforts at adaptation become social
through heredity; that is to say, they go out from
the individual to the species through heredity. But,
in the more advanced stages of life and mind, educa-
tion becomes the most important factor of progress.
_Professor Judd says: “The individual gets through
imitation a kind of social inheritance that is different
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from the structural inheritance. Imitation has accord-
ingly been called the means of social heredity ” (page
108). This doctrine is a very fundamental one and
throws great light on everything connected with edu-
cation.

Lvery teacher will be delighted with the exposition
of this matter in the fourth chapter. The mole hunts
earthworms and proceeds by minute steps of conceiv-
ing a purpose, and of realizing this purpose, until it
produces an hereditary change in its physique. The
disuse of organs causes their diminution in the indi-
vidual in the course of its own life, and after several
generations the effect becomes visible as an inheritance,
as a diminution or utter extinction of eyesight.

The most wonderful thing about Darwin’s theory
is that it makes introspection a power in the objective
world, although Darwin was very reluctant to admit it.
The doctrine of evolution sees in nature® a tendency
to develop (or “select ) such beings as possess inter-
nality and energize to realize their ideals. It is curious
to note that this movement in science (Darwinian) be-
gins by the utter repudiation of what is called teleol-
ogy. It sets aside the old doctrine of design which
looks for marks of external adaptation of nature to
ulterior spiritual uses. But it notes everywhere the
manifestation of instinct, appetite, desire, feeling, blind

1 «“Nature,” said Plotinus (Ennead, iii, viii, iii), “‘is Philo-
theamon, or greedy of beholding itself. A blind tendency in
nature to develop some ideal implies as its logical condition a
completely realized ideal in the absolute, the first principle of the
world, through which nature is given its being.” (Compare Psy-
chological Foundations of Education, p. 21.)
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tendencies or impulses which indicate self-movement
or self-activity in some shape.

A plant has the power of digestion or assimilation.
It is able to seize on external, inorganic objects and
k strip off their forms to convert them into vegetable
cells and add them to its own structure, thereby build-
ing with them its own organism. It multiplies itself
into separate individualities through this process of
the formation of external matter into cells of its own,
each cell inspired with a low form of self-activity.
But the animal shows a so much higher form of in-
ternal life, being able to form representations within
itself of its environment, and to will motions in its
body based on its representations, that we begin to see
how nature is striving to become introspective in its
“natural selection” and its “survival of the fittest.”

Besides his clear exposition of the principles of
evolution, Professor Judd has written many clear and
helpful criticisms of existing methods and devices em-
ployed in the schoolroom.

An excellent criticism on Colonel Parker’s method
of teaching arithmetic—the method which insists on
limiting the study of arithmetic to incidental use in
: connection with other branches of study—is to be found
\ in Chapter IX. Also a quotation from Wundt at the
end of the same chapter deserves the careful attention
of those disciples of child-study who have not yet fully
mastered the principles of the science.

“It is an error,” says Wundt, “to hold, as is some- !
times held, that the mental life of adults can never
be fully understood except through the analysis of the
child’s mind. The exact opposite is the true position

[ . 1"
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to take. Since in the investigation of children and
of savages, only objective symptoms are in general
available, any psychological interpretation of these
symptoms is possible only on the basis of mature adult
introspection which has been carried out under experi-
mental conditions. For the same reasons, it is only
the results of observations of children and savages
which have been subjected to a similar psychological
analysis, which furnish any proper basis for conclu-
sions in regard to the nature of mental development
in general.”
W. T. Hagris.
Wasuiveron, D. C., March 2, 1908.







AUTHOR’S PREFACE

THE experiences of a number of years spent in teach-
ing psychology to classes of teachers in New York and
Cincinnati have fully convinced me that the great ma-
jority of teachers gain much by a careful scientific
study of mental life. To be sure, there are teachers
who are misled into a sentimental or superficial way
of studying the child’s mind, and there are certain forms
of what is known as scientific psychology which have
nothing to do with life of any sort and can therefore
be of no value to teachers. These facts are enough to
make one shrink from asserting unqualifiedly that
teachers should study psychology. We can, however,
on these very grounds, assert with the greater emphasis
that teachers should be given some insight into scien-
tific methods and results in order to save them from sen-
timentality and vagueness, and in order to allow them
to judge for themselves what facts of mental life are im-
portant for the work of education and what are not.

It is hoped that this book will serve in some measure
to acquaint those for whom it is prepared with the
spirit and results of the scientific study of mental de-
velopment. To the critical student of science much
of the material presented will not be at all new. I
have borrowed freely, giving credit where I have re-
produced matter which is not common property or
not material of my own. In a number of the chapters

X1




1
o

HERIOMNY

Sl

TR

WO udHEWIZoju

xii GENETIC PSYCHOLOGY FOR TEACHERS

I have repeated from articles of my own which ap-
peared in the Journal of Pedagogy, the Psychological
Review, and the Philosophische Studien. I am under
obligations to the editors of these journals for per-
mission to reproduce here the substance of these earlier
articles. The mode of presentation which has heen
followed throughout the book is that of a very infor-
mal lecture discussion. After making this general ex-
planation, T trust that it will be unnecessary to offer
any speeial apologies for the frequent appearance of
the first and second pronouns. Technical terms have
been avoided as far as possible, and where they have
been introduced, some explanation has always accom-
panied each term at the time of ifs first appearance,

In the final revision of the work for publication, T
have been greatly aided by the eriticisms and sugees-
tions of my colleagues and friends, Professor Sneath,
Dr. Rowe, and Dr., MeAllister. One other obligation
which I wish to acknowledge very fully is my obliga-
tion to my students, many of whom have been teachers.
From their suggestions T have learned much sound psy-
chology and pedagogy, and through their cooperation
the conclusions here embodied have been worked out.
The present form of the discussions has been put to
the practical test of presentation to a body of teachers.
The teachers of Green County, Ohio, went through the
book with me in very much its present form. Their
acceptance of the principles and applications here advo-
cated has encouraged me in deciding to seck a larger
audience,

G H T,
New Haves, Coxy., March, 1903,
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GENETIC PSYCHOLOGY
FOR TEACHERS

CHAPTER I
TEACHER-STUDY, ITS SCOPE AND ATMS

Tuere is a kind of flattering sympathy with which
it is not uncommon for those who speak to teachers to
introduce their remarks. “You are an overworked
class; you are the victims of an ignorant lack of appre-
ciation on the part of the public; you ought not to be
made to think more than five hours a day at the most,
for it is too trying on the nerves of such highly organized
human beings.” How often have we heard remarks
like these addressed to teachers, and accepted with a
sort of self-righteous complaisance, exhibited in nods
and smiles of approval or even in outbursts of applause!
And how dangerous it would seem to be for any one to
come before you with anything but this conventional
introduction! I feel compelled, however, to be frank
with you and to say to you at once that the discussions
which we are to hold, are all based on the fundamental
belief that there are large possibilities of productive
activity in the lives of teachers, many of which are
wasted; that most of us could add many hours to our
present periods of mental activity without harm; and,

1 . 1
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finally, that if teachers are not appreciated by the pub-
lie, it is very largely the fault of the teachers them-
selves.

Nor are these unconventional beliefs due to the fact
that the speaker is nnacquainted with the type of teach-
ers who furnish the seemingly valid basis for the state-
ment that members of our profession are overworked.
It has been his lot to know intimately two great city
school systems and a number of smaller systems in which
the complete and sudden remodeling of the course of
study and the introduction of entirely new modes of ad-
ministration have put upon the teachers a burden of
unusual weight. Under such conditions of change in
the course of study and in the mode of administration
one would expect to find, if anywhere, overworked teach-
ers. But if one observes carefully he will find that what
80 often seems to be overwork, is nothing but unneces-
sary and harmful over-worry. The difficulty is not so
much in the fact that teachers have to think and plan,
as that they come to their work in a state of mental con-
fusion and excitement which renders any task difficult.
It is not so much that they are asked to take up new
studies in the schools, as that they have allowed them-
selves to drift into a form of mental life which is not
congenial to any kind of innovation. All this means,
in brief, if you will allow me to use the terms without
any veneering, that we, as teachers, dealing with imma-
ture minds day after day, tend to become so self-satisfied
and so fixed and dogmatic in our modes of thought and
action that we stop growing and begin to get so far
behind the times that we do not find it possible to keep
up with reform when reform comes.
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I have made bold to say these things at the very
outset in order that we may begin our discussions with a
clear recognition of their spirit and aims. For I should
not be here with these statements about the dangers and
difficulties of our professional lives if I did not believe
with all certainty that it is possible to overcome this
harmful over-worry and this confusion which doubles
the burden of work. It is possible for teachers to save
themselves from mental stagnation, to advance day by
day, and thus keep pace with our rapidly progressing
educational life. The condition, however, which must
be fulfilled in order to attain these desirable ends is that
teachers shall consider and apply to themselves some
of the common principles of education.

Did you never wonder why, in this age when we are
studying so eagerly all the factors of the educational
situation, no one has ever undertaken an exhaustive
study of the teacher? We have a history of educational
systems; we study present-day institutions and their
organization; we study children with great care and
with much enthusiasm; we take up psychology and soci-
ology; but we do not seem to have waked up to the fact
that bad order in our classes is sometimes a problem
in teacher-study instead of child-study, that the intro-
duction of a new subject into our schools is not always a
question in sociology, but is more often a question of
securing the cooperation of a body of teachers who, all
unknown to themselves, are buried under a mass of tra-
ditional ideas.

Now do not have visions of a mass of dry material to
be studied in this new science of teacher-study which I ¢
have brought to your attention, for I am not going to
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suggest that we send our elaborate questionnaires as our
first step. I confess that when I look over some of the
titles of child-study investigations, such as “ Children’s
lies,” “ Effects of weather on children,”  What children
do out of school,” ete., I have sometimes thought that
it would be only fair for some juvenile victim of these
child-study revelations to compare notes with his fel-
lows on those modes of obscuring facts which are at
times employed by teachers, and which parallel ethically
what in children are called lies. And if the weather
affects children, and if what children do outside of
school affects their work in school, then w hy might not
some of these same relations be assumed to have signifi-
cance for the older and yet human individuals who
conduct the affairs of the class-room? Some day the
science of teacher-study may hecome mature enough
and broad enough in its scope to venture on some of
these investigations, which we now hardly dare to urge
too seriously. For the present our range must be more
limited. And yet I believe that within this narrower
range the study can be made suggestive, if we will but
look at ourselves fairl ly and frank kly, and, having seen
ourselves, not turn away and straightway forget what
manner of men and women we ar e, but diligently and
daily take up the task of educating ourselves as earnest ly
as we take up the task of educat ing others.

There is another reason why it is right to urge upon
you the importance of this study which we have called
teacher-study. It is only ﬂuomrh an intelligent interest
In one’s own devy velopment that one can gain a true un-
derstanding of the needs of the developing child.

Let me explain a little more fully what I mean. We
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have learned as one of the great lessons of our child-
study that children are not small adults. There are
essential differences in mnature between children and
grown-ups, which make it necessary for us to treat chil-
dren in a way appropriate to their special needs. Now,
the general fact that children are different from our-
selves is one which can be more or less fully grasped
without any profound study. But the teacher must go
further than merely to grasp the general fact. The
teacher must be able to understand in detail, first, his
own mental characteristics, and secondly, the specific
characteristics in which the child differs from himself.
This is no easy task, for it is proverbial that by nature
we interpret the thoughts of others in the light of our
own experiences. If you think thus and so when you
hear a certain sound, then you expect, unless your train-
ing has shown you the truth, every one else to do the
same under the same conditions. It requires some care-
ful study, both of oneself and of others, to realize that
thought processes in the presence of the same object
may be very different in different individuals. It re-
quires a good deal of the most careful kind of self-study
as well as child-study for the teacher to realize anything
about how the child before him really thinks and feels.

Some hints as to the way in which children think
and feel can be gathered from the few rather vague
recollections that come to us of our own childhood’s
habits and experiences. Indeed, some one will do a
great service for child-study if he will gather recollec-
tions of this sort more extensively than they have ever
been gathered and put them into systematic order. But
recollections can give us only hints, and if these were
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L

the only connecting links between adult mental life
and the child’s mental life, our knowledge of the child’s
difficulties in mental growth would be indeed meager.
Fortunately there is another bond of connection. Each
of us has undeveloped faculties, dormant possibilities,
which make us in certain particulars close friends of
the child. If, recognizing this, we turn ourselves into
both teachers and pupils at once, and watch our own
dormant possibilities as they grow and develop, the ad-
vantage will be twofold. We shall improve as pupils,
and as teachers we shall learn gome of the lessons of our
art of imstruction by seeing how the learner and the
teacher may cooperate and how they have difficulty in
understanding each other.

Mark you, I do not say that adult education in these
undeveloped functions is the exact duplicate of that
which should take place in the case of the child. What
I do say is, that if you will discover some undeveloped
faculty in your own mind and then observe its changes
as you pass through the process of eduecation, you will
have one of the best experiences on which to base your
child-study. For example, I once had a class of teachers
who agreed to spend some time and practise in trying
to improve their writing. We selected a very narrow
line of study. Each of us tried to make the slope of his
letters wniform, and to observe closely what the stages
of development were. There are very few adults who
have given much attention to the development of a uni-
form slope of their letters, We found this, accordingly,
a proper subject to study. The effort to improve gave
us, individually and collectively, T am sure, more insight
into the attitude which children take in their efforts to
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learn to write,than could have been acquired from indefi-
nite quantities of child-study unaided by teacher-study.
And so I say we have a right to urge the importance of
teacher-study as a necessary preliminary to child-study.
The child’s mind is indeed different from our own; if we
would realize this fully, we must study the changes
through which the learner passes, by direct, first-hand
observation in ourselves. We must realize that mental
progress never ends, and that at all stages it exhibits
certain similarities and follows certain common princi-
ples, and we must seek out these principles of develop-
ment where alone we can come into direct contact with
them—namely, in our own experiences.

One does not need to go through any elaborate proc-
ess of self-training in order to understand the meaning
of development. He can find phases of his own expe-
rience which indicate that he is indeed a step beyond the
child in mental life, but by no means yet at the limit
of possible progress. Take as one of the best illustra-
tions of this general fact, the adult recognition of dis-
tances and sizes. You see a man coming down the street
two blocks away, and you recognize his true size with
a fair degree of accuracy. This shows itself in the fact
that your visual recognition of him does not have to be
changed in any noticeable degree as he comes nearer.
For short distances, such as two blocks, the facts which
we all know as the facts of perspective do not make it
difficult for us to recognize visual size. The result is,
that in spite of the fact that the optical image of that
man is much smaller at a distance of two blocks than
it is at a distance of ten or twenty feet; in spite of the
fact that you would have to draw the man much smaller
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if you wanted to represent him as two blocks away than
if you wanted to represent him near at hand—in spite
of these facts, you see him even at the greater distance
in his normal dimensions. Put into other words, this
means that you have so fully mastered the significance
of this class of experiences that you get a fully devel-
oped, accurate form of knowledge and experience with-
out difficulty, whether the man is near at hand or two
blocks away—that is, whether your visual image is large
or relatively small. But now increase that two blocks
to a mile, or, better still, elimb up to the top of a
high building and look down at the man. How does he
look now? As large as usual? Of course not. Look
at him as you will, he looks small. Even your knowledge
of the fact that he is of the usual size does not help
You. Even the dictum of some learned teacher could
not make that man look as large as usual. The trouble
is that our adult consciousness is not used to dealing
with men at ranges of a mile, nor is it used to dealing
with men a hundred feet below us. The man at a dis-
tance of two blocks looked natural because he stood
quite within the range of our ordinary training in the
recognition of visual size. For short distances on level
ground we have a developed faculty of recognition, but
for long distances, and for comparatively short distances
upward and downward, we have only very limited train-
ing. Some one may be led to ask, At what range does
adult recognition of size cease to be accura e and fully
developed? We can not answer this question in a gen-
eral way. Different individy als differ very greatly. The
determining factor i the amount of experience. And
to make this clear we may at once appeal to some illus-
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trations, which will at the same time serve to show the
value of this teacher-study for the comprehension of the
child’s mind.

I remember when I was a little boy riding across a
high railroad bridge with my father. Down on the
flat land at the river level were some laborers. I was
much interested in them, they were such little men.
I could have held one of them in my hand. I decided
to share my delight with my father, and induced him
to look out and see my pygmies. Like all children, I
believed, of course, in the infallibility of my father and
of my own eyes. My beliefs received something of a
shock that day when he told me that my pygmies were
just ordinary men, and turned back to his reading. I
dare say I charitably attributed his remark to the rather
superficial glance he had given the men; at any rate, I
remember believing in the testimony of my eyes in
that case, and silently protesting against what was, from
my point of view, a most unaccountable lack of interest
in a curious race of men. Need I add the explanation
of this experience? A little greater elevation, a little
less experience in the interpretation of visual sizes, and
man and boy might have had experiences more alike.
As it was, those men were inside the range of my
father’s interpretation of perspective, while they were
outside of mine.

Years after T was a party to a similar comparison
of adult and child experience; this time, however, T
was the adult. We were riding along together, and
looking out over the broad pasture land, a little girl of
six and I, when we saw some horses grazing quietly a
quarter of a mile or so away. There was no difficulty
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in recognizing the horses as animals of full, ordinary
size. And I was surprised into looking a second and
even a third time by the little girl’s cries of joy at
seeing “ those colts,” as she insisted on calling them.
Finally, T realized that the horses were to her untrained
eyes colts. I even induced her to discuss the matter with
me until I told her that they were really horses, and
then the look of incredulous pity for my grown-up igno-
rance gave me one of the best insights I have ever had
into the truth of the principle that children and adults
live in different worlds. I also had a clearer understand-
ing of the child’s mind at that moment from my under-
standing of the fact that if the quarter of a mile had
grown into two miles, I, too, might have been in doubt
as to whether the horses were horses or colis.

If these illustrations have served to arouse in your
minds some idea of how the problem of recognition
of size may be made productive as a special study for
teachers, we are now in a position to take up in some-
what more systematic fashion certain problems of
teacher-study, which may be briefly indicated in the
question, How do teachers, and indeed all adults, see
and recognize form and size? The recognition of form
1s apparently a very simple function; and yet as our
study progresses I believe we shall find that mental life
as it appears in this function, is a most complex and
highly developed form of activity,

Suppose we start with the simplest possible figure—
a straight line—and see what are some of the conditions
of recognizing its length. To begin with, let me draw
a line on the blackboard and ask you to draw on paper
at your seats a line of equal length. The result will
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invariably be (I have tried it time and time again with
my classes) that your line on paper will be very much
shorter than the one on the board, even if you foresce
the result and try to aid your faulty recognition of
length by adding somewhat to the line you would natu-
rally draw. The fact is that the lines are so completely
swallowed up by their surroundings that one can not
see them apart from these surroundings. Estimated in
terms of the blackboard, the line which I draw is short;
if the same line were on paper it would not have the
same relations to the surroundings, and consequently it
would not seem short. If we start with this natural
tendency to estimate lines in connection with their sur-
roundings and give ourselves a little practise in the com-
parison of different lines, we shall find that we soon
become expert in estimating blackboard lines in terms
of paper. This does not mean that we merely learn how
to correct our natural error. We actually learn to look
at the blackboard lines and the lines on paper in a more
highly developed and accurate fashion. The best paral-
lels I can think of are those which come in our ordinary
experiences of fashions. You remember those large
sleeves that the women used to wear. They looked
natural enough once. The whole standard of our esti-
mation of sleeves was, if you will allow the phrase, on a
_large, blackboard scale. Now we have a different scale,
and some of our old photographs give us a curious im-
pression of the absurd largeness of our earlier standard.
We have changed in our mode of looking at the sizes of
sleeves. That change has taken place so subtly and so
gradually that we overlook the change. But that change
has taken place, not as a mere superficial correction of
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our way of looking at things; it is rather a radical and
fundamental form of mental growth.

Come back now to our lines on blackboard and paper.
Two facts are clear: the first is that ordinary adult
experience is not developed fully in the translation of
blackboard lines into lengths on paper; and the second
fact is that we may gradually develop so that direet and
accurate translation from blackboard to ;r1|n| will be
possible. And when this de velopment has taken place,
our mental life will be really different, just as our esti-
mation of sleeves is Lhﬂm(!nl. now from what it used
to be.

One might find any number of examples of the same
general fact that we have illustrated with our black-
board line, by comparing indoor objects with outdoor
objects. Did you ever cut down a very small Christmas-
tree and take it into the house and realize the difference
in apparent size? Or have you tried to find a book
which to press autumn leaves, or noticed how small
chair looks when it stands out on the lawn ? The lesson
from all these illustrations is the same. We learn to
recognize objects in their gpecial environments, and if
we are forced to look at them in new environments, we
need more mental devel lopment. Do you wonder that
children who have learned a certain fact in one simple
connection need more mental development before they
can make wider applications?

I]I

Let us, however., carry our study forward by turning
to certain figures which the psychologists have drawn
in their investigations of these matters of visual esti-
mation of size. These ficures are so simple that one
does not make a ver ¥ great mistake in the estimation of
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their size. But the figures are valuable material for
our study, because, though the error is small, the condi-
tions which give rise to the error are fairly snnple and
casy to comprehend. In Fig. 1, for example, there are
two drawings which are in reality exactly alike in form
and in size. The lower one seems, however, to be the
larger of the two. The reason for this wrong estima-
tion of size, or illusion as it is
called, is not difficult to dis-
cover. The two curved lines
that bound either of the draw-
ings are different in length and
in degree of curvature. When,
now, one begins to compare the
sizes of the two enclosed areas
he naturally gives his greatest
attention to the neighboring
parts of the drawings. This is
what we ordinarily do in com-
paring areas, and it is usually a
successful method. But in this
case the mneighboring parts of
the drawings furnish unsafe
g Fia. 1.

guides. The short curve, which

is the lower boundary of one drawing, gives the impres-
sion that the whole area of that drawing is small, while
the long sweeping curve which forms the neighboring
boundary of the other drawing, gives the impression of
bounding a larger surface. It makes no difference that
the images in our eyes from these two surfaces are alike,
the estimation goes astray in spite of the real identity of
size and form. The interpretation is due to the relation
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in which the drawings stand, rather than to the direct
impressions themselves, If one wishes to emphasize this
fact of the importance of the relative position of the
figures, all one needs to do is to set the two drawings
in a new relation, as is done in the second figure, when
they will appear to be of the same size, as, indeed, they
really are.

These figures give us an important lesson, if we will
only consider carefully their teachings. Visual recogni-
tion of size is, after all, a complex process. It is not
so much the image in the eye—that is, it is not so much
the purely sensory fact which determines the recogni-

Fia, 2,

tion; it is much more the factor which we have ealled
interpretation.

I believe that most of us have a crude notion about
the way in which we get our knowledge of the sizes of
things, a notion hardly more advanced than that of the
ancients. Tet me give you the account written by the
Latin poet Lucretius, of how we come to see shapes
and sizes, T say then,” wrote Lucretius, “ that pic-
tures of things and thin shapes are emitted from things
off their surface . . . as a kind of film, or name it if
you like a rind, becanse such image hears an appear-
ance and form like to the thing, whatever it is, from
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whose body it is shed and wanders forth. This you
may learn, however dull of apprehension, from what
follows. First of all, since among things open to sight
many emit bodies, some in a state of loose diffusion,
like smoke . . . some of a closer and denser texture,
like the gossamer coats which at times cicades doff in
summer . . . and the vestures which the slippery ser-
pent puts off among the thorns.”* These thin outer
films, Lucretius tells us, fly through the air in all diree-
tions and some of them enter the eye. With an exact
copy of the object in the eye, Lucretius felt that his
problem wasg solved. The mind sees what is in the
eye, and thee matter is disposed of. Of course we have
advanced beyond Lucretius enough to know that there
is no outside rind or film taken off the objects which
we see; but I venture the opinion that most of us are
quite as satisfied as was Lucretius, if we can once ex- w
plain how the image gets into the eye. The light is
focused in the eye as in a camera, we say, and here there
is an exact photograph. How many of us have con-
sidered carefully the next, and the next step? As a
matter of fact, and our illustrations up to this point
have amply verified the assertion, the mere reproduc-
tion of equal lines and surfaces within the eye, is no
guarantee at all that these lines and surfaces will be
seen as equal. Seeing is a process of mental interpre-
tation. It makes all the difference in the world what
are the surroundings of the object. It is always a ques-
tion of whether the mind has learned to take in its im-
pressions in a fully developed or only in a partially de-

1 Quoted from the English translation by H. A. J. Munro.
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veloped way. Seeing is, even in its simplest cases, a
matter of interpretation rather than of mere passive
impression.

Do you not see the value of this conclusion for all
phases of educational practise? When the teacher once
realizes that seeing is not merely getting images in his
eyes, but a matter of interpretation, do you think he
will ever be guilty again of believing that children sce
things because these things are held up before their
eyes? Our teacher-study shows us that in order to be
seen, things must be held up before our minds as well
as before our eyes.

Let us take up some other figures which will impress
upon us still more deeply the lesson that seeing is a
matter of mental interpretation. Tig. 3 represents two
equal horizontal lines, with short additional lines form-
ing arrow-heads at their extremities. The arrow-heads
are turned in opposite directions in the two figures, and
the effect is apparent in the underestimation of the
upper figure and the overestimation of the lower figure.
This figure can be modified by substituting for the
arrow-heads complete or partial circles. One of the
most interesting cases of this type of the illusion can be
secured by asking some one to place four coins in such
positions that the inner edges of one pair shall be the
same distance apart as the outer edges of the other pair.
Fig. 4 represents the way in which the coins should
be placed to make the distances really equal. Of course,
in the actual placing of the coins the false estimation
will come out in the fact that the distances in question
will not be made equal.

Further interesting studies can be made by

—
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changing the figure about in a variety of ways.
Suppose we come back to a figure of the same type
as those in Fig. 3. Let us take a line and put at
one extremity an arrow-head turning inward, and at the
other extremity an' arrow-head turning outward, as in
Fig. 5. In this figure there is added below, a plain hori-
zontal line equal in length to the upper horizontal line
which has the arrow-heads. Comparison between the
two horizontal lines shows that the upper figure is ap-

VAN

o

parently neither overestimated nor underestimated. I
want to secure your special attention to this figure, for
it is one of the best possible examples of what seems to
be a simple visual process, and it can be shown to be in
reality a most complex figure. As it stands in Fig. 5, it
seems to be free from all illusion. But this is due to
the fact that there is no adequate means in Fig. 5 of
judging it. One would say, in similar manner, of one
of the figures in Fig. 3, if he saw it standing alone, that
there was nothing unusual about it. In Fig. 3 we be-
¢ome conscious of the illusion through a comparison of
two different figures which are in reality equal. To
become conscious of the illusion in Fig. 5 we must place

about it and within it some points of reference which
2
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will break it up into equal parts and furnish us with the
means of seeing the illusion. This is done in Fig. 6.
The short cross-lines, while they add nothing to the

Fic. 4.
main figure, serve as points of comparison. Thus the
cross-line A, between the arrow-heads, is equally distant
from the two ends of the line. The short lines. If
and N, at the left and right of the upper figure, are also
placed at equal distances from the ends of the line. The
same relative points are indicated lower down in the
case of the plain line in the figure. Now we see that the
arrow-heads have, after all, had a very marked influ-
ence on our visual process. The right side of the upper
line, even though we did not know it in Fig. 5, was
stretehed out in our recognition of it, and the left side
was correspondingly shortened. The space outside of
the line was infringed upon on the right side, and the
end of the line was drawn back out of the empty space
on the left. In short, the presence of those arrow-heads
changed the whole internal and external character of
the line. This is just as true, let me repeat, in Fig. 5
as in Fig. 6. The difference is that in Fig, 6 we have
provided the means of bringing it into consciousness,
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while in Fig. 5 no such means were present. Thus we
see that we can not trust our ordinary observation to

Eahibait,
TR

Fia. 5.
discover all the facts in regard to our processes of recog-
nition. Suppose, for example, that we had stopped in
our study with Fig. 5. We should have thought of the
whole process as very simple, whereas, as a matter of
fact, it is, as shown by Fig. 6, very complex.

o v e
O e
| ! |

Fia. 6.

Do not try to resist 1

1is conclusion to which we have
been coming,

by an appeal to ordinary experience. Do
not say that seeing straight lines seems like a v
and easy process. Tl
visual perception, is

ery simple
1is seeming ease, and accuracy of
like the seeming ease of walking.
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Walking is, however, as we all know, a complex product
of development, apparently easy and complete so far as
immediate individual experience goes, because of long
practise, and because the environment is familiar. One
of the best ways to study walking, from the point of view
of one’s own experience, is to change the environment,
as when one tries to walk a tight rope. Then one un-
derstands, perhaps better than ever before, something
of the child’s difficulty in keeping his balance and con-
trolling his feet. In a similar way one realizes that
seeing and interpreting lines is a difficult process when
he fries to interpret lines in a new environment. Or
an adult may realize something of the child’s condition
when this same adult puts himself under the directions
of a drawing teacher, and finds by comparison of his
own ability with that of his teacher that the ordinary
person is only partially trained in the recognition of
forms and distances.

Mental life is made up of processes which, like the
ability to see lines, have reached a certain level, and
have then become fixed. In other words, at this level
the processes have stopped developing. We stand
where we are to-day, forgetful of the past, and ignorant
of the changes which that past has worked out, and
consequently blind to the possibilities which lie beyond
us. Our study of these simple lines ought to show us
something of the nature and possibilities of mental de-
velopment. The teacher who gets stranded at one stage
of development and knows no past or future, is not fit
for his profession, for he can not realize what the child
%uas to pass through, and he has no outlook for his own
lmprovement.
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The great lessons that come to us as students of
even such minor forms of mental development, are tol-
erance and sympathy for those below us and ambitions
for better thing in our own lives. If even a few teach-
ers would take these lessons in regard to space percep-
tion to heart and put themselves through a course of
training in drawing, and give us accounts of their ex-
periences, we should have a very valuable chapter added
to our teacher-study.

Such a study of our mental development would need
to supplement itself with some carefully kept records,
for there is nothing so easy as to forget what one did and
thought at an carlier stage of development. Have you
ever worked at a problem slowly and laboriously until
the solution was reached, and then wondered how in the
world you could have failed to recognize what is now
so clear? The earlier stage of development in which
the problem was not solved, is soon forgotten when you
take that forward step which brings you to the solution.
It is this forgetfulness of where one started which
makes it so hard to show the right degree of sympathy
for those who do not comprehend at their lower level
of mental development which one has learned to see so
clearly at a higher level. So I say it would be well for
us each to go through some series of mental develop-
ments and leave behind him some carefully preserved
records. This has been done in one case of space per-
ception with sufficient completeness to furnish us an
interesting and helpful example.

The facts I am about to describe now will also illus-
trate to you what the psychologists call an experiment.
We all of us know what an experiment in physics is, or
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an experiment in chemistry, but it sounds a little odd
at first to speak of experimenting with one’s mental
processes. And yet there is a good deal of psychological
experimenting which is going on these days, and we
are learning more about mental life than we ever knew
before, because of the large possibilities of gaining new
information which are afforded by these experiments.
Our next deseription will, therefore, have a double sig-
nificance. It will be a description of a psychological
experiment on the development of perception of length,
and as such it will give you some insight into the char-
acter of the experimental process and into the method
of taking records, and it will also throw light on our
problem—the nature of our visual perception of form.
Two ficures like those with which we became
acquainted in Fig. 3, with the arrow-heads turning out-
ward and inward, were drawn on cards in such a wa;
that by slipping an easily adjustable card backward and
forward over a fixed card, one of the figures could be
lengthened or shortened to suit the wishes of the person
on whom the experiment was tried. Fig. ¥ will make
the arrangement intelligible. On the fixed card, 4, was
drawn a long line with a single arrow-head turning out-
ward. Over this long line was placed the adjustable
card, B, on which was drawn the short ficure with the
arrow-heads turned inward. The cards were then
placed one on the other, as indicated in the lowest dia-
gram in Fig. 7. At A and B we had the two ficures, and
by moving the card B backward and forward, the lines
could be made to seem equal. The person trying the
experiment, or the subject as we call him, adjusted A
by moving B, until the two fizures seemed equal. His
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only task was to make the lines seem equal, not to make
them really equal. When this had been done we had,

ks
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in the difference between the lines 4 and B, a measure
of the illusion; for the greater the illusion, the greater
was the difference between the length of the lines.

This experiment was tried by the same person hun-
dreds of times, with carefully recorded results, and the
results showed that the illusion gradually grew less and
less intense as practise went on. Let me give you the
results of these experiments in graphic form. Figs. 8
and 9 are made up from the tables of measurements
from two different persons.

The meaning of these figures is not diffieult to under-
stand, if one remembers that any point in space has both
horizontal and vertical position. Take, for example,
the point at which the irregular ascending line in Fig.
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8 begins. This point has a certain vertical position—
that is, it is at a certain distance from the base-line
of the figure. It has also a horizontal position—that
is, it is at a certain distance from the left-hand bound-
ing line. In like manner every other point in the ir-
regular ascending line has both vertical and horizontal
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position. Now, in such figures as 8 and 9 we use these
vertical and horizontal distances to express two different
kinds of facts. First, if we want to show the amount of
the illusion, we place a point at a certain distance above
the base-line. In this way distance from the base-line
in Figs. 8 and 9 comes to mean degree of illusion. Along
the left-hand edge of the figure you will find certain
numerals which make this matter of quantity still more
definite. Thus, in Fig. 8, 44 at the very base-line means
that the length of the line A (Fig. 7) in the first experi-
ments was 44 millimeters. The numerals 45 to 54 then
indicate various lengths through which the line 4 (Fig.
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7) passed until finally it came very nearly to the length
54, which is the length of the standard line B (Fig. 7).
If, now, one takes any point in the regular ascending
line of the figure, and refers to this series of numerals
at the left, he can see how long the line 4 (Fig. )
was at that stage of the experiment.
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At the same time any given point in the ascending
line has horizontal position. This horizontal position
is used to express the number of experiments that
have been tried, and the numbers at the bottom of the
figure indicate how many experiments are represented
by each point. Thus the line begins in Fig. 8 at 20
and ends at 980. 'This means that 980 experiments were
were tried in all. The fact that we progress by twenties
is accounted for by the fact that in most cases in this
erperment twenty measurements were averaged before
being entered in the table. The various vertical lines
that interrupt the ascending line tell you how the ex-
periment was arranged as to time. Each single vertical
line means a pause of a few hours in the experiment.
A double vertical line means a pause of a night.

I hope that this will make clear the significance of
Figs. 8 and 9. Two persons began setting the lines
represented in Fig. 7 with very marked errors, and as
the trials proceeded, these persons gradually improved
until, finally, after 980 trials in one case, and after 950
trials in the second case, they set the two lines nearly
right. Note carefully that this does not mean that the
persons in question came to be able to correct their
wrong way of seeing the lines through some after-
thought about the illusion. The fact which is signifi-
cant in this experiment is that, after a good deal of
getting of these lines, one gets such complete control
of the arrow-heads at their extremities that he sees the
lines as they should be. He undergoes the same kind
of change in the way of looking at these lines as that
which all of us have undergone in our way of looking at
big sleeves. The interpretation has changed. Mental
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life has developed in a small way, and the arrow-heads
which were before confusing additions to the horizontal
lines, have now been mastered. The arrow-heads are
accordingly no longer sources of an illusion; they are
regularly interpreted factors.

I wish every teacher could be induced to try this or
some similar experiment, so that he or she might learn
in his or her own experience what changes in mental life
a little training can bring about. The meaning of the
statement that children see things in a way that is differ-
ent from ours would become a living fact, rather than a
bare statement. This experiment shows in the brief
space of a few days what in ordinary life, where no atten-
tion is given to this illusion, would never take place at
all. Tt is therefore an interesting case of development
beyond ordinary experience. Furthermore, the fact
that a record was kept makes it possible for us to give a
very exact account of the way in which the development
took place. :

Something of the same kind can be seen when one
goes back, after a long absence, to the home of his child-
hood, and notes the smallness of the house and yard and
the small elevation of the neighboring hills and the
nearness of the next house. To one’s childish mind dis-
tances were much vaster than they are now in adult life.
One has undergone in all these years a slow transforma-
tion in his mode of seeing things. The whole in-
terpretation of objects is on a different scale. This is
clearly a case of mental development, though it is de-
velopment in a relatively simple function, the function
of seeing sizes. Remember that if such a simple mode
of interpretation is capable of such marked transforma-
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tions through accumulation of experience, then the
more complex modes of interpretation must be capable
of much greater development through similar processes
of experience.

Let us come back, after this description of actual
observations and records of the transformations which
can be produced through practise, to a more complete

illustration of the fact

M with which we began—
the fact that there are
a great many illusions
into which our unde-
veloped adult conscious-
1o, 10. ness falls.- If you draw

two lines of equal length

and then break up one of the two with a series of short
cross-lines, as in Fig. 10, the two lines will no longer
look equal, but the interrupted line will seem longer.
The same principle holds for squares which have been
broken up by cross-lines, as shown in Fig. 11. This
whole group of illusions is described by the general
name, illusions of filled space. The name means, of

Fia. 11.

course, not that one line or one square is absolutely
empty space and the other filled, but that in one case
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the filling is of such a special, noticeable character
that it is, as compared with the other, uniform line,
or square, much more filled. The illusion is easy to
understand. There is more to pay attention to in
the filled figure. This moreness we easily turn into
moreness of length, while as a matter of fact it is
merely moreness of filling. Again it is interpretation
that is accountable for the illusion.

An interesting fact in this connection is that with
large objects our interpretation is governed by other
motives. In the case of an empty room, for example,
the barren lack of furnishings calls our attention to the
size, and the empty room looks unusually large, not
small like the empty square. Or again, when the stripes
which in our figure of the square make the figure look
wide, are transferred to a garment, the effect is to carry
vision upon and down the lines and to call special atten-
tion to the length instead of to the width, and thus we

‘come to understand the various forms of subtle art by
which the rotund matronly figure is elongated to our
guileless and undeveloped eyes.

Again we may refer to a group of striking figures
in which the false estimation of distances results in
a distortion of directions. The earliest figure of this
sort to be noted and described was found on a tapestry
pattern. Tt isreproduced in Fig. 12. The long vertical
lines are parallel, but they seem to converge and diverge,
thus giving the whole figure an irregular character,
which destroys entirely the parallel appearance. The ex-
planation of this figure does not seem to be simple. The
short cross-lines are evidently the factors which com-
plicate interpretation; but the exact way in which the
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cross-lines produce their effect is difficult to determine.
There is a simpler figure of closely related type to which
this complex pattern is generally reduced for purposes
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of explanation. The simpler figure is presented in Fig.

13. Here the long oblique line is the center of inter-

est. It is interrupted by the space between the two
verticals. The result is that one can not see the oblique
line as a single continu-
ous line. The left-hand
part seems somewhat too
high, while the right-hand
part is too low. If mow
one thinks of the oblique
lines as increased in num-
ber, as in Fig. 12, they be-
come the stronger factors,
and they succeced in tip-
ping the interrupting
A lines, and do not them-
selyes suffer deflection as in the simpler figure.
Another interesting group of illusions appears in
certain architectural forms. A high column, for ex-

Fia. 13.
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ample, the sides of which ascend in perfectly straight
lines, seems to be too slender at its middle point. In
other words, such ascending boundaries of a column
naturally appear slightly concave at the middle. It has
often been noted that the Greek columns were so con-
structed as to counteract this illusion by having a
marked convexity of their ascending lines—that is, the
Greek columns were really slightly bulging at the
middle, so that they might produce the pleasing im-
pression of straightness rather than concavity.

Enough, however, has been said to make clear the
fact which we started out to emphasize in this first
discussion. The teacher’s own mental life is a world in
which marked variations and undeveloped possibilities
are always showing themselves, if we will only look for
them It is not merely in the more complex processes
of reasoning and lofty thought that this holds true. It
is true that even in the simplest process of recognition
of very commonplace figures, we have much that might
be improved by training and development.

It remains, in closing this first discussion, for us to
ask, why do we not ordinarily develop further in our
recognition of forms. The answer is not far to seek.
Ordinarily practical life does not demand it, and we sim-
ply live on with half-developed faculties, because these
are good enough to meet our immediate needs. We are
like men of every age, for in every age there have been
intellectual prizes which have awaited the finding; but
men have lived on and on, satisfied with good enough,
until some vigorous, self-possessed mind has appeared
and has boldly sought to improve beyond the immediate
practical demands of the lower life. Such a mind always

=S
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finds effort repaid by further improvement, until finally
he comes to live at a new level, with broader outlook in
every direction. 1f we would realize the true meaning
of the word education, we must think of it not merely
as a word to apply to others; we must think of the pos-
sibilities of self-improvement. Teachers often get so
absorbed in doling out, over and over again to their
children, the same little fund of facts, the same little
incentives to new experience, that they come to think
of themselves as finished products. The practical les-
son of self-knowledge, which will grow clearer to you
from any intelligent study of your own faculties, is that
you can sympathetically help others to grow only while
you are growing yourself.

If you have observed all there is to be seen in a
plant or animal, I mean if you think you have observed
all there is, then throw it away, it is useless for a lesson
in nature-study. The true view, the view you must get
if you would be a helpful teacher, is that you have still
before you large unexhausted possibilities. You may
be a little in advance of the children, indeed you ought
to be; but if you are so far in advance of them that you
have no bonds of sympathy in undeveloped faculties
which you recognize, then you can not understand them
and they will not understand you.

And now to make these general statements more
gpecific, and to give the illustrations of spacial form
which we have been studying in our recent discussions
some direct practical bearing, let it be noted that our
recognitions of form and size are in general very much
in need of special training.

The subject of form-study, which is gradually com-
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ing to have a recognized place in our elementary schools,
is one of the most timely additions to our course of study.
The reason that the value of form-study is not more fully
realized by teachers is that teachers are very generally
without knowledge of how exceedingly defective is their
own mastery of form. We look at all sorts of objects in
adult life in the most superficial way. We have liter-
ally cultivated the habit of neglecting form by our
failure to develop this Phase of our mental lives. The
result is obvious in a thousand ways. We miss not only
the esthetical pleasures that we might gain, but we miss
also the great funds of information which might be had
from the mere looking at objects, if we would only look
with the mind’s eye and not with a vacant and uninter-
ested gaze. ‘I should say to teachers, learn to look at
everything that presents itself, and note its form and
size and position. If the object has no other value,
there is at least value in the training of one of your
faculties. Furthermore, such careful observation may
bring out values which you know not of. The basis of
higher mental life must be laid before that higher life is
possible. The trouble with most of us is that we try
to carry on the training of our faculties from the wrong
end. 'We get books on art and architecture, instead of
going out and getting our eyes open to the facts that
would put content into our reading. Let us change all
this. We are beginning to do it for the children in the
schools, in that we are beginning to train them in the
rudiments of seeing. This reform in the schools would
stride forward with great rapidity if we could only real-
ize our own needs as teachers, Let ws begin this train-

ing of ourselves.
. 3 o
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One of the best ways that I know of to train oneself
in observing, is to begin drawing. Draw some one thing
every day. Itneednot take very much time. Go home
and draw something to-day. Do it in the privacy of
your own room if you are ashamed of the results. Do
not tear it up when it is done, but go out after you have
drawn and look at the object again. You will look with
keener interest and insight and you will do better next
time. Do not do this for the sake of trying to become
an artist, and do not drop your practise after the third
or fourth day. Remember this is a normal school in
which the teacher is pupil as well as faculty. You will
be repaid in time more than you imagine. You will not
need to worry about examinations in your normal
school; you will not need to be afraid of changes in the
course of study. And I venture the prophecy that you
will not be exhausted by this work. It is not the kind
of work that teachers who ate overworked, as they call
it, complain about. They complain about work that
does no contribute to their mental growth and is not
done in pursuit of this kind of self-improvement.

But T will not exhaust your patience with exhorta-
tion, Tf the moral of our introductory discussion is not
clear now, it never will be. Let us review briefly as we
" close. Teacher-study will help us to understand our-
selves and will indirectly help us to understand the chil-
dren. If we take some of the simplest acts of seeing
lines and figures, we shall find that we have yet large
possibilities of development, and we shall find that de-
velopment means a change of a very fundamental type
in our modes of mental recognition. These possibilities
of development, as well as the figures by which the pos-




TEACHER-STUDY, ITS SCOPE AND AIMS 35

sibilities were revealed, all go to show that recognition
of size is a fact of interpretation, not a mere fact of im-
pression. And finally, the practical pedagogical lesson
is that interpretation of size and form may, and should
be more highly cultivated by all of us.




CHAPTER II

HOW EXPERIENCES ARE CONSOLIDATED INTO INTERPRE-
TATIONS OF MEANING

Dip you ever ask yourself why it is that we have
two eyes and two ears? We all recognize the fact that
we need two legs in order to make walking possible;
that we frequently need two hands—one to hold the ob-
ject on which we are working, and the other to do the
manipulating. But I venture to say that most people
are not aware that seeing is never perfect unless both
eyes are cooperating, and that hearing is never complete
unless both ears are in use. The truth is that natural
and complete visual and auditory experiences are just
as much dependent on our two organs of sight and hear-
ing as natural walking is dependent on the combined
action of two legs. And the unfortunate individual
who is deprived of one eye or one ear, has to make use
of unusual and clumsy means of sight and hearing, just
as the man deprived of one of his legs has to make use
of clumsy devices for walking.

Let us demonstrate this in a simple experiment with
hearing, The experiment is one which can be per-
formed very easily by any one. Ask the person on
whom the experiment is tried, or the observer as we

may call him, to close his eyes, and then let the experi-
56
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menter make some sort of a snapping sound (snapping
the fingers or snapping with a card will produce suitable
sounds) just in front.of the middle of the observer’s
face or just behind the middle of the back.of his head.
You will find that the observer will make the greatest
mistakes in trying to tell where the sound came from.
Sometimes when it is in front of him he will tell you it
is behind, and wice versa. In other words, for sounds
which are thus half-way between the two ears, there is
no means of distinguishing easily the difference be-
tween what is in front and what behind. Now let the
experimenter move his hand in making the snapping
sound slightly to the right or left of the middle line,
and it will be found that the observer can give much
more accurate localizations—that' is, the moment the
sound is stronger in one ear than it is in the other, the
observer has a complex experience which makes it pos-
sible for him to make a comparison and to understand
his impressions. The two ears cooperate in these latter
cases, in that one reports the sound with a greater in-
tensity than does the other, and by this means the ob-
server recognizes that the sound is on the side of the
greater intensity.

We make use of the same principle in ordinary life.
When one wishes to locate a sound, he moves his head
around in this direction and in that until finally he gets
a different” impression in the two ears, and then he can
locate the source of the sound on the side of the stronger
impression. It is probably true that the difference in
the way in which the sound gets into the two ears is
also of importance, but our discussion need not go into
further detail. You see that, after all, there is some
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necessity in ordinary hearing for the use of both ears,
at least, if we are to know accurately where the source
of the sound is located.

Similar facts can be demonstrated for the eyes,
Most of us believe that the world looks the same when
viewed with one eye closed as it does when viewed with
both eyes open. A simple experiment will convince you
that one-eyed vision is less complete than two-eyed
vision.  Close one eye. Hold up some small object
directly in front of the open eye—a pencil or one of your
fingers will do; or it will be better yet if you will let
some one else hold something in front of you. Now
raise your right hand above your head so that it is out
of the range of vision, and rapidly bring it straight
down, trying to place the end of your index-finger on the
end of the object. After you have brought the finger
down and failed to touch the object, open the closed
eye and see how clearly the mistaken positions of finger
and object are seen with two eyes. One who has tried
this experiment a number of times will never be in any
doubt as to the fundamental value of two eyes. With
two eyes we see the position of objects in depth clearly
and vividly; with one eye a great part of this recogni-
tion of depth is lost. If you once get into the habit of
observing this difference, You can notice it in a great
variety of cases. Close one eye and look at a distant
group of trees, at a house, or at some object in the room,
as a chair, and notice how flat they all look. The best
instant at which to notice this flatness is just at the
monient when you open the closed eye and see the ob-
Ject fairly leap into depth.

This difference between one-eyed vision and two-
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eyed vision is due to the fact that the two eyes get differ-
ent views of any object at which they look. With the
right eye you see a little farther around the right side
of the object, and with the left eye you see farther
around the left side of the object. The result is that
the image in one eye is different from the image in the
other eye. Our idea of depth depends on this differ-
ence. This is very neatly illustrated in the common
instrument with which you are doubtless acquainted,
namely, the stereoscope. You will recall that there are
always two pictures to look at. These two pictures are
mounted in such a way that one is seen with the right
eye, the other with the left. You may not have noticed:
it, but the two pictures, the one on the right and the
one on the left, are different. They were made in
cameras that have two separate openings corresponding
to the two eyes. One picture shows a little more of the
left side of objects, while the other shows a little more
of the right side. If it were not for this difference and
for the fact that this difference is now preserved for your
vision, in that you look at the two pictures through the
stereoscope so as to introduce one picture into one eye,
and the other picture into the other eye—I say if it were
not for this difference in the two photographs, you could
not see the solidity which is the charm of stereoscopic
pictures.

The question which arises at once after one has
been shown by these experiments the importance of
two-eyed vision is, Why is it, that when we close one
eye, things are not ordinarily recognized as unusually
flat? The answer to this question is to be found in
the statement that in ordinary one-eyed vision which is
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not subjected to close examination, we get the meaning
of what we see by the aid of past experience. We do
not see things flattened out as they really are presented
to the single eye, but we see beyond the flatness and
understand what the objects would be if we saw them
with both eyes. In other words, we have become so
accustomed to our full two-eyed form of interpretation,
that, even though only half the usual amount of visual
experience is present, we turn it into the usual mold of
complete interpretation. In doing this we are aided
by the familiarity of the objects and by our knowledge
of their surroundings. If we prepare groups of rela-
tively strange objects in a wholly unknown order, as
we can easily do by passing threads backward and for-
ward at different levels in a box, then one-eyed recogni-
tion of depth becomes almost or quite impossible.
“But,” some one will probably ask, “ how is it that
We never recognize in ordinary life what impressions are
coming in at the one eye or the other, and at the one
ear or the other? If it is true that the two organs of
sense in each case are of such importance, why do we
need to make this careful study to find it out? ” If you
will get the true answer to these questions, you will
have one of the important facts in regard to your own
mental lives. The fact is that we do not pay attention
to sense impressions for the sake of getting the im-
pressions themselves; we pay attention to sense impres-
sions for the sake of understanding their meanings.
Now, the differences in auditory in tengity which come to
us through the two ears, are of no interest as mere facts
of intensity, but they are rich with meaning; and that
meaning is what we have learned to recognize. Inten-
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sities mean, in such cases, position in space. In the
same way the different views of objects which we get
in the two eyes, are of no interest as different views, but
they are of great interest in their meaning, for the mean-
ing of these differences is solidity and depth. The sol-
idity and depth is what we see, for at our advanced stage
of mental development we attend to the meaning only,
and neglect entirely the simple fact of sensory differ-
ences from which we derive the meaning.

Mental life is made up in very large measure of
these processes of getting behind experiences and grasp-
ing meanings. Take, for example, our recognition of a
word. A word taken as a mere sound is a very meager
experience. Take such a sound as “ cold.”” Pay atten-
lion to it as a sound. It is hard and guttural. There
is nothing attractive about it; taken all in all, as a mere
sound, it promises little for any one’s thinking. Im-
agine yourself a foreigner, unacquainted with all the
fulness of meaning that we put into the world because
we understand it, and you will recognize what we are
trying to emphasize when we say that our mental states
are not bound down to present impressions, but are con-
stantly reaching out, and are attaching to the impres-
sions a rich fund of interpretation.

Or take another illustration. What is a coin to
the intelligent adult? Is it a bit of metal with certain
decorations? As a matter of ordinary experience, you
know how little attention we usually pay to the decora-
tions. It is a commonplace form of amusement to try
to see how little most people know about what is on
coins. Greenbacks are overlooked in the matter of ap-
Pearance, even more than coins. Our memory of the
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size of a common greenback is very defective. But
when it comes to meaning, we all have a clear realiza-
tion of the meaning of currency. We know that there
is a certain additional fact behind the mere appearance
of the coin or the greenback, which additional fact we
call value.  Value is the power to bring us desirable
things through exchange. This understanding of value
is not present in the child’s mind, for the child has had
no experience on which to base recognition of mean-
ings. He is engrossed in the bright hard metal. Not
so with us. We receive the impression, to be sure, but
we do not linger even for a moment on the impression.
Our attention is upon the remoter significance. Just
as we see solidity in ordinary one-eyed vision, which is
in reality flat and meager in content, so here in the bit
of silver, we realize the possibilities of new experiences
not revealed at the moment.

Mental life is full of illustrations of this type. In-
deed, so constantly do we attend to meanings instead of
to the real mental states that it is for the most part im-
possible for us to separate the two. When we look away
across the landscape, for example, and see the distant
green fields, we are having an experience in which the
present impression and its meaning are very closely
woven together. As a matter of immediate vision, the
color which the eye receives from those distant so-called
green fields, is a very dark bluish green—indeed, in
gome cases it may even be distinetly blue; but we do
not ordinarily notice that. We have come, through past
experience, to know that colors grow darker and milder
in tone, as their sources are more and more removed
from us, and so we think of the distant blue-green, not
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as it looks, but as it means. There where the grass is
growing it is bright green, and the patch of color in our
landscape, which is not bright green, means that grass,
and we understand it. We see in our mind’s eye the
meaning, rather than the present shade of the color.
One can convince himself that he has gone far beyond
present experience in such a case by pulling up a handful
of grass and holding it in the line of vision, and thus
helping himself by contrasting the two experiences of
color to discover what is the real color of the remote
field. Or by an examination of some landscape painting,
you may convince yourself that the artists have known
this fact about colors for a long time. If they wish to
bring up in your mind a distant object of any kind, they
tone down its colors and darken the shade, and you see
it, not as mere color, but as alive with meaning.

Perhaps some of the best illustrations with which
to make clear this fact that we fill out all our lives
with meanings, are the illustrations in which we find
men attaching the wrong meaning to experiences. One
walks out on a dark night and sees the fleeting, shifting
darks and shades. What infinite possibility of ghostly
interpretation if one is only disposed to read meanings
into what he sees! Indeed, I think much of the mystery
which men have been wont to read into their environ-
ments may well be dwelt upon as showing how much of
harm as well as of good may be accomplished by this
habit of ours of looking for the meanings beyond our
impressions.

The ancient priests knew well how to furnish to
the minds of the ignorant people the impressions out
of which they could develop the weirdest meanings.




44 GENETIC PSYCHOLOGY FOR TEACHERS

Suppose you did not know anything about the modern
stereopticon, with its projection of pictures and scenes
in more than life size. Suppose that on some night, or
in the shrouding darkness of a temple, you should be
confronted with the outlines of a face projected by such
a stereopticon. What would you see? You would see
with your eye nothing but a flat image. But your ac-
tive mind would not stop there. You would enlarge
upon that image in the only terms that could possibly
suggest themselves to your mind, ignorant as we have
assumed it to be of the projecting stercopticon. You
would literally see a real thing. If you will follow out
that line of reasoning, you can understand much of the
deception practised by the ancient priests. They knew
how to project images, not as we do with the stereopticon
through a glass lens, but by means of metallic mirrors,
especially by means of concave mirrors, which are fair
substitutes for the lenses which we use. For a sereen,
these priests used the smoke rising from sacrifices, or
they used the temple walls. These served very well in
place of our sheets of canvas. The people, ignorant of
all the machinery back of the image, saw the projec-
tions as visiting deities, and the trick is explained.

It is interesting to read some of the accounts. Thus,
in the following we can fairly see the priests getting
their image into focus before the gaping multitude. 1t
is an account given by Damascius. He writes: “In
. @ manifestation that ought not to be revealed, there ap-
peared on the wall of a temple a mass of light, which at
first seemed remote; it transformed itself in coming
nearer into a face, evidently divine, of a severe aspect,
but mixed with gentleness and extremely beautiful.”
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An account by the Italian, Cellini, of one of his
experiences is amusing in its transparent simplicity.
(Cellini relates that he became acquainted with a Sicilian
priest, skilled in necromancy, and asked the priest to
impart some of his knowledge. The priest said that
the man must be of a resolute and steady temper who
enters upon the study of the black arts. Cellini goes
on to say: “1I replied that I had fortitude and resolu-
tion enough if I could but find an opportunity. The
priest answered, ¢ If you think you have the heart to
venture, I will give you all the satisfaction you can de-
sire.” Thus we agreed. The priest, one evening, pre-
pared to satisfy me, and desired me to look out for two
companions. Having secured two of my intimate ac-
quaintances, we resorted at night to the Colosseum, and
there the priest began to draw circles on the ground with
the most impressive ceremonies imaginable. He
brought with him several precious perfumes and fire,
with some compositions also which diffused noisome
odors. As soon as he was in readiness, he made an open-
ing in one of the circles, and, taking us by the hand, led
us in, at the same time ordering his partner to throw
perfumes into the fire. The ceremonies lasted about
an hour and a half. There appeared several legions of
devils, insomuch that the amphitheater was quite filled
with them. The priest requested me to stand resolutely
by him, because the legions were now about a thousand
more in number than he had designed, and besides were
most dangerous. My companions were in a terrible
fright, and even the priest trembled with fear, endeav-
oring by mild and gentle methods to dismiss the spirits
in the best way he could. The priest entreated us to
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have good heart and take care to burn the proper per-
fumes. Though I was as much terrified as any of them,
I did my utmost to conceal the terror I felt.” Does it
need any comment to make it clear that the smoking
incense was necessary to serve as a screen for the dancing
spirits, that the circles on the ground were necessary to
keep the visitors in proper range, and that the attending
terror of the whole occasion augmented powerfully the
natural tendency to see a real being in each shadowy
phantom?

Do not fail to keep in mind the general fact which
all of these examples are intended to illustrate. The
general fact is that the character of any mental process
depends, not merely upon the immediately present fac-
tors, but also, and very largely, upon what one sees
beyond the given factors as the remoter meaning. This
fact that we add meaning to all of our experiences is
one of special importance to our teacher-study. It is
very easy to overlook it from the point of view of
ordinary experience. The common man wishes to gain
complete knowledge of any object. This he desires
without particular reference to the question of what
is presented and what is scen as meaning. Now and
then, in certain exceptional cases, even the ordinary
man becomes interested in the difference between
presented fact and interpretation. This is the case
when he has to sit on a jury and compare the testi-
mony of two or more witnesses for the purpose of
discovering exactly what it was that presented itself
to the eyes of each observer, and what each added -
in the way of perfectly honest private interpretation
of meaning. In such a case the ordinary man is, like
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ourselves, interested in the question of meaning wversus
impression.

The teacher’s interest is not quite the same as that
of the juror,.but is very closely related to it. The
teacher wants to know what parts of a given experience
which he and the child are having at a given stage in
any study, are really common to both. If he could
sharply distinguish in his own experience that which is
added meaning from that which is immediately pre-
sented impression, he would be better able to understand
that he and the child may be looking at the same object,
and yet be having vastly different experiences.

The illustration that comes first to mind is, of course,
the illustration of the new word. I remember the first
time I heard the words Ornithorhynchus paradoxus.
They were spoken by a teacher who knew what they
meant, and his whole thought was doubtless off in Aus-
tralia, where there is an interesting animal bearing that
name. What was my state of mind? The name had a
sort of impressive sound for me, which I dare say my
teacher was not noticing at all. I thought that name
over as a kind of mouth-filling combination of rather
melodious noises and nothing more. My teacher and I
were in the presence of the same experience, so far as
the immediately given factors were concerned, but he
had the meaning, and I had only the sound.

Tt is not merely words, however, as common as they
are in our school life, which illustrate the absence of
meaning on the one side and its presence on the other.
Did you ever go with some intelligent teacher of an-
atomy to examine his museum? Did you ever notice
how every ugly bone and jar grows eloquent with inter-
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est when he begins to let you into the secrets of what he
sees in those specimens? And did you ever note by con-
trast how barren and commonplace a museum is when
you are left to wander about by yourself, with your
ideas tied down to the little that can be seen in the
merely present fact?

The ability to add meanings to impressions is al-
ways a mark of extended experience. The teacher dif-
fers from the pupil in the larger degree of ability to see
meaning in the objects about him. The expert has a !
greater range of interpretation than has the novice.
Everywhere, richer meanings grow up with fuller ex-
periences. One may almost define what we have been
calling the meaning of impressions by saying that these
meanings are past experiences brought over into the
present. Thus, when one sees a dark blue on the dis-
tant horizon and knows that it means a green field, this
recognition of meaning is due to the fact that on some
previous occasion a dark color has grown brighter and
lighter as one has walked toward it. In other words,
the present impression has meaning because in some !
past time we discovered the meaning of a similar im- '
pression. The richness of present interpretations will,
accordingly, depend on the degree in which one has
profited by past experiences, and there is a very large
justification for the statement that education consists in
the process of adding meanings to given impressions.

Such a definition of education as that which has
been offered, requires some further explanation before
it can be accepted as entirely safe. Not all meanings
are desirable additions to present impressions. Thus,
when the savage learns that an eclipse means the wrath

-
——
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of some avenging diety, he has doubtless, in one sense
of the word, had an enlargement of experience, but he
has hardly been improved, or even educated, in the
best sense of the word. What he needs for his education
is not merely the addition of meaning to his impression,
but the addition of a correct and productive meaning.
And just here is the indefinitely large problem: What
meanings are correct and productive as additions to
given impressions? Here is the serious side of the
teacher’s task. Be sure, as you face your pupils with a
new impression, that they will soon attach some mean-
ing to it. Your problem is to find out what the impres-
sion is, and what is the appropriate meaning. Your
next problem is to discover what conditions are most
favorable to the establishment of proper meanings, in-
stead of false meanings, in the minds of these pupils.
And, finally, your constant task must be to discover
what meanings are growing fixed in your pupils’
thoughts, and to guard most jealously these growing
processes, and by constant supervision to see to it that
only productive meanings grow undisturbed.

Since this matter of the meanings which are at-
tached to impressions is of such importance for our
scientific study of the teacher and the teacher’s work,
it is worth while for us to dwell upon the nature of these
added meanings at some length. And the lesson which
one must learn at the very outset of this study and
must keep in mind all along, is the lesson which has
already been taught by our examples, but can never be
too fully emphasized, namely, the lesson that it is one
of the most difficult tasks in the world to know in any
given case what is meaning and what is impression.

4
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There are certain cases in which impression and
added factors are sufficiently separate so that any one
can easily discern both of them. Thus, we have all had
the experience of meeting some person whom we have
met once or twice before and whom we have nearly for-
gotten. We have to search in the remote corners of our
minds for some stray fact which will guide us in what
to say and how to treat the person. Perhaps the earlier
experience was agreeable, and with a faint recollection
of that in mind, we try now to renew the pleasant rela-
tions. We are all the time very conscious of the fact
that past experiences are being revived to aid us in un-
derstanding and dealing with the present. In other
words, we are conscious of the fact that the interpreting
meanings which should come out of the past and illu-
minate the present, are separate from the immediate
impression, We recognize in our effort to remember,
that the process of finding some of the remoter mean-
ings of the face and voice are different from the immedi-
ate impressions.

Turn from this stranger to your familiar friend.
To be sure, the present impression is again nothing but
a face and a voice; but these are now no meaningless
visual and auditory impressions. The face and the voice
are full of rich significance. You know just how to
act, and you have that comfortable feeling of familiar-
ity that comes from a clear and full knowledge of the
meaning of your impression. The meaning comes so
easily in this case that we do not think of it as separate
from the impression. We do not say that we remember
our intimate friends—we say that we recognize them,
thereby indicating that in this case meaning and im-
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pressions arise together. To be sure, the meaning never
could have appeared if it had not grown up in past ex-
perience, but at this stage of development it is not
referred back to the past at all. It is not a memory, it
is a present fact. Let us call it a present meaning, in
order to distinguish it from something remembered and
dragged into the present out of the past. Present
meaning and memory are, then, two different forms in
which experience gets itself added to present impres-
sions. Memory is the more obvious case of enlarging
upon our impressions; present meaning is the more com-
mon and the more important case.

Let me impress upon you the difference between
present meaning and memory by means of an illustra-
tion which was furnished to me by a friend. He feels a
very strong dislike for horses. He can not bear to come
near a horse’s head. This is, as you readily see, a way
of looking at the horse which differs radically from the
way in which most of us look at that animal. My
friend’s interpretation is that the animal is harmful, to
be avoided, and thoroughly disagreeable. For a long
time he said this peculiar personal attribute toward
horses remained a mystery to him. No memory served
to show him how he had acquired this sort of a present
meaning. He knew he differed from most people whom
he saw liking and admiring horses, but that was not
enough to dissuade him from his view; for him horses
were and are thoroughly distasteful factors of experi-
ence. He confided his feelings to an uncle one day, and
received from the uncle the information which cleared
up the whole matter. When he was a boy he had been
bitten by a horse. That experience had left its mark
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on his future interpretations of horse nature, not in the
form of memory, for the incident was entirely forgot-
ten, but in the form of a thoroughly established mean-
ing. To-day he looks at horses as that experience led
him to know horses; but all he has carried away for
his mental life is the meaning of the event, not the
actual memory image.

Each of us has had similar experiences, though per-
haps less clearly defined. Have you never taken a
strong dislike to some one you have just met? Have
you not read into his face or manner all sorts of dis-
agreeable traits? And then have you not suddenly
realized, as an explanation of the whole interpretation
in which you have been indulging, that this man looks
like some one you knew in the past? In other words,
you have been disliking him because your experience
has been such that these special features which he ex-
hibits, mean something unpleasant to you. Notice that
in such a case your recognition of present meaning could
not depend on memory, for the memory came after the
interpretation. The meaning is explained by your re-
calling after a time some special face in your past expe-
rience which has helped to establish the meaning, but
the interpretation was something different from the ex-
planation afforded by memory. The interpretation is
immediate and definite; memory follows in such a case
far behind. If there are cases in which tardy memory
arrives to explain our sudden interpretations, how many
cases are there, do you suppose, in which the interpreta-
tion goes forward in the same way but is not explained at
all? I think a careful analysis of experience would go to
show that our lives are made up of interpretations that
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are so settled and fixed that the memory factors which
would explain them are long since dispensed with.
Indeed, there are some cases in which memory can
not be invoked at all in the explanation of our present
meanings, and yet these meanings are the results of
past experience. Take the illustrations with which we
opened this discussion, the illustrations of ordinary
hearing and secing, and the demonstration of the utility
of two ears and two eyes. When one hears a sound in
the two ecars and receives in so doing, impressions of
such -a character that the sensation on one side is
stronger than the sensation on the other side, he inter-
prets the location of the source of the sound on the
basis of the difference in intensity of the sensations in
the two ears. This may be stated in other words as
an interpretation of the meaning of the experiences
brought to him by the two ears. If you will watch an
infant you will see that the infant does not interpret
the meanings of sounds in any such successful fashion.
Indeed, one need not go as far back as infancy.
An experimenter * has recently demonstrated that
adults may, through experience, improve very notice-
ably in their ability to locate sounds. This shows that
adults may become more expert in the interpretation
of the meanings of their impressions. What is this proc-
ess of growing expert in interpretation? Certainly it
is not cultivating memory. We do not say to our-
selves, this sound in the right ear means the same kind
of sounding body as that which we experienced yester-
day. Indeed, as we have already pointed out, we do

! Professor Pierce, in Studies in Space Perception, p. 98 et seq.
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not even distinguish the two sounds in the two ears as
separate. Experience has grown up in these cases by a
kind of blind process of trial. The infant or the devel-
oping adult does not so much think about meanings,
as he tries to fit himself in a practical way to the impres-
sions. Sometimes he fails to fit himself to the impres-
sion, and suffers the consequences; sometimes he suc-
ceeds, and enjoys the advantages. Thus he accumulates
certain habits of turning in the right direction, not be-
cause he knows why, but because his best and most
satisfactory experiences are those which resulted in
movement in a certain direction in response to a certain
combination of impressions. It is this method of blind
accumulation of habits of interpretation which gives
us, for example, the present meaning of water when we
are swimming, or of a twrn in the path when we are
riding a bicycle. No memory is needed, for the mean-
ing in this case is recognized as a demand for a form
of immediate activity and has grown up by personal
effort.

Or take again the illustration of seeing with two
eyes. When we see a little more of the right side of an
object with the right eye, and a little more of the left
side of an object with the left eye, we are not surprised.
We do not have to refer back to past experience for
some explanation. We have had such experiences thou-
sands and thousands of times every day; and the result
is we have a ready-made form of interpretation. We
know what that means. It means a solid object. So
fixed is this mode of interpretation, that if we persuade
ourselves to look into a stereoscope, we must interpret
those pictures in terms similar to our ordinary experi-
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ence. We see in the stereoscope a single solid image,
not what is really there, namely, two flat pictures.
Our minds are thus constantly seeing in present im-
pressions their meanings. These meanings are the
results of past experiences, but they do not depend in
any great number of cases on any clearly recognized
reference to remembered experiences. You look into
a mirror, for example, and you are performing an act
of double interpretation. In the first place, you see the
object straight ahead of you, back of the mirror. This
experience is due to a fixed mode of interpreting
experiences which if formulated would lead to a state-
ment of the general principle: light has traveled in
straight lines in a sufficiently large number of past ex-
periences so that one is safe in interpreting present
cases in the belief that it is always true that light travels
in this way. It is hardly necessary to point out that
no one ever does, in ordinary life, formulate such a
principle as the basis of locating objects in mirrors.
Indeed, no one ever thinks about his past experiences
in any explicit way. Past experiences have been boiled
down into a very safe and practical habit of interpre-
tation. We see objects straight ahead. But now notice
the interesting fact that our interpretation of objects
seen in mirrors goes further than this. We have, as I
said a moment ago, a double interpretation. If we see
the frame of the mirror, or if we recognize the presence
of the mirror in any way, we know enough about mir-
rors to interpret our mirror object as a reflection, not a
real object. We interpret the light as coming from
straight ahead, but we interpret it as coming from what
we know through experience to be an image rather than
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a thing. A savage does not have this added experience
which enables us to interpret our experiences in mirrors
as images. He takes the image for a real object. We
do the same when we fail to notice the mirror. In both
these latter cases the interpretation is not double; it is
simple, and based on the more common fact that in all
our past experience light comes in straight lines and
from real objects.

I hope these illustrations have made it clear to you
that present meanings are not identical with memories.
Our way of looking at things is indeed the product of
past experiences, But past experiences are not repro-
duced in full in the vast majority of our interpreta-
tions. Past experiences are worked over, epitomized,
condensed, or whatever you please to call it, if you will
only recognize that our modes of getting at present
meanings are wonderfully economical means of guiding
us. They bring all the past into our present lives, sifted
and arranged for immediate use.

Indeed, if you will consider carefully you will see
that such condensation is just as important a condition
for progress as is retention. Suppose every time we
were confronted with an impression, we had to go
through a long process of passing in review in mem-
ory all the related facts out of our past. We should
never progress. It is because we do not have to carry
the useless parts of this past into the future, because
we have the power of selecting and appropriating what
we need, that we can profit by past experiences without
being burdened with the experiences in full.

If we may borrow an illustration from the life of
a nation, we may say that history is the nation’s mem-
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ory of itself. History aims to bring up the past as
fully and accurately as possible. It will expend its
highest energy in the effort to reach completeness and
fidelity. If you would learn, on the other hand, what
are the experiences from which the nation has profited,
what are the lessons it has carried over into a condensed
and immediately useful form, then you must study the
present institutions and the life of its people. Our
thought, for example, of what an executive head of a
nation should be, is expressed in our President. Our
President is, to be sure, at the same time an expression
of what our fathers, trained under kings of Europe,
thought an executive should and should not be; but
the chief office of our nation is not an historical record,
it is a present institution, an embodied result of con-
densed experience. It is understood and appreciated
in our national life to-day, not because of its reference
backward, but because of its present value and utility.

In an analogous way our understanding of a familiar
word, such as the word danger, for example, is not due
to memory of what that word has been known to mean
in the past. When one hears the word danger shouted
behind him, he begins to get out of the way. The word
with its meaning is a living, present factor in his life,
with present meaning and rich content. Experience has
entered into the word, of course. You might shout
“ Danger! ” behind an infant indefinitely and the
chances are you would get a smile as return for your
precautions. But though the meaning of the word
danger has been learned through experience, one’s pres-
ent knowledge of that meaning is not to be described
as memory; it is much more direct, and therefore much
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more useful; it is what we have called present mean-
ing.

When we compare memory and present meaning,
we find that present meaning is usually the result of
more extended development than is found in cases of
memory. Thus in the illustration which we used some
time ago, of the mental processes which arise in the
cases of meeting a comparatively new acquaintance and
of meeting a familiar friend, memory is evidently drawn
upon in the case of the new acquaintance, because guffi-
cient experience for direct interpretation is not yet ac-
quired. So also in learning new words. One has to go
through the memory period in order to reach the inter-
pretation period. This is especially obvious when one
tries to learn a foreign language. Omne finds it necessary
to stop and think of meanings, to recall slowly and
laboriously what he has learned. In later, fuller ac-
quaintance with words, one will become freer and freer
from the necessity of remembering, Spencer has stafed
this fact in regard to memory and interpretation very
clearly in his Principles of Psychology,* where he writes :
“Memory, then, pertains to that class of psychical
states which are in process of being organized. It con-
tinues so long as the organization of them continues,
and disappears when the organization of them is com-
plete.”

One might spend a long time dwelling upon the
importance of this statement of Spencer for educational
practise. If it be true that memory is a stage of incom-
plete mental development, that there is a higher and

1 Vol. i, p, 452,
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more perfect form of organization beyond memory, then
the fact must be recognized as important for school
work. Certain it is that school work has no right to
stop when it has trained memory. It must go on to the
higher stage, which we have called recognition of pres-
ent meanings.

There is, however, a much more significant question
about the relation between memory and interpretation
than this which we have answered by saying with
Spencer, that memory, when it is present, is an incom-
plete phase of development. The question which our
present-day education is most eagerly asking is this,
How far is there any real need of memory in giving
present meanings? May we not pass to present mean-
ings, it is asked, with much greater directness? Some
of us are not asking this question in words, perhaps, but
we are asking it in a practical way when we try to re-
duce to a minimum the memory work in our daily
teaching of the children. Can we get along with less
memory, asks one teacher, when he does not spend much,
or even any, time in repeating the multiplication table.
Can we get along without the greater part of memory
drill, asks another teacher, when he says he would
rather develop power in his pupils to deal with expe-
riences as they rise, than cultivate memory of any num-
ber of facts which can not be put into immediate use.
And so on through the whole list of modern educational
reforms, we find this question of memory versus direct
interpretation, one of the most vital questions in all
our thinking and teaching.

It is a question which certainly deserves discussion
from the point of view of the teacher’s own mental life
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as well as from the point of view of the teacher’s work.
How much of our training in methods of teaching, for
example, do we owe to memory, and how much do we
owe to what we like to call tact or spontaneous power
of dealing with cituations when they arise? I hardly
need to remind you that the common answer to this
question in regard to the training of teachers is, like
the common answer to the question in regard to the
training of children, much in favor of direct ability
to interpret and control rather than in favor of mem-
ory. So from all points we come to the question, How
can direct interpretation be gained with the least pos-
sible delay, with the least lingering at the lower level of
memory ?

There need be no hesitation in giving the answer
to this question. The amount of memory drill necessary
in order to secure immediate interpretation is reduced
just in the ratio in which practical and immediate con-
tact with impressions is increased. Direct handling is
the great means of training by which we can obviate
the necessity of memory work. The method of learning
what things are by using them, is so distinetly the mod-
ern method of learning that we all understand its car-
dinal virtues. Some of the games which we learn almost
entirely by practise, and hardly at all by precept, are
perhaps the best illustrations of the avoidance of mem-
ory work in adult education. If one wants to learn
tennis, for example, he commonly goes out and tries to
hit the ball. When he succeeds, it is due to the fact
that he has tried a variety of ways of reaching the ball
and has finally found the right response to his present
impression. Success is in a measure the result of past
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failures, and certainly each success will lead to a higher
level of proficiency in the future. But one does not
remember in any great degree these various experiences
which perfect his ability as a tennis player. He just
keeps on trying, each time coming a little nearer to
what he regards as a satisfactory degree of proficiency.
Again, consider the experience of learning to ride a
bicycle, which is much like that of playing tennis.
Other examples are, learning to swim, learning some
trick of manual dexterity, such as tying a complex
knot. In all these cases one learns by trying. Each
experience is incorporated at once into present mean-
ing, the useless parts of the experience being dropped
on the spot, and only that which is thoroughly assimi-
lated being carried away. That is, if the trial is not
successtul it is rejected, and just in so far as it is suc-
cessful it is retained as a present mode of acting in a
given situation. The last and most successful move-
ment is recorded in such cases, not in memory images,
but in the form of an acquired habit.

Memory is not needed in the cases we have been
discussing, because memory would carry forward too
much. If memory shows itself at all in such cases, it
is usually in the very undesirable form of a haunting
recollection of some disastrous failure, which contrib-
uted to education only in the most remote and negative
way. That the final successful movements are not re-
tained in memory, you can make yourself realize by try-
ing to tell somebody else how you performed the suc-
cessful move. For example, try to explain how you tie
a knot, and see how little is retained in memory. On
the other hand, the habit never fails, in spite of your
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inability to recall how you acted the last time and the
time before. In the presence of proper conditions of
string and free ends you feel that “ warmth and famil-
iarity * of experience which marks it in your mind as
an experience which you can easily and directly inter-
pret and manage.

One can avoid memory work through trainin g in the
use of things. This is the observation which experi-
ence forces upon us at all points, and this is the principle
that our modern education is so eagerly taking up in all
departments—in the kindergarten, in the comstructive
work of the elementary schools, in manual training, and
in the laboratory work of our high schools and colleges.
Learn by use, learn by doing, and you shall have fol-
lowed the shortest route to recognition of present, prac-
tical meanings.

And now I believe that we have said what there is
to be said in favor of making present meanings the goal
of mental development. We have, up to this point,
shown our willingness to join the ranks of those who
are striving to improve modern edneation by making it
less a matter of mere recollection of earlier experiences.
It is time, after all this emphasis of immediate training
In present meanings, to point out some of the limitations
of this sort of training, and to gay something in favor
of a rational form of memory work; for while we should
be ready to correct the abuse of memory work in the
schools, we should never be so far absorbed in this cam-
paign against memory work as to try to put entirely
out of the schools all forms of memory training. Mem-
ory work rightly planned and carried out certainly has
a place in our school life, and there is danger in our
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modern pedagogy that we shall be too radical, and shall
lose some of the great advantages that come from the
cultivation of indirect, memory interpretation.

The great limitation set upon the value of training
that includes no memory is that it is inflexible. Imme-
diate interpretation without memory is the mechanical
side of thought. It proceeds on its way without varia-
tions. Let me illustrate this by referring again to
such forms of interpretation as one has when he looks
into a mirror. In past experiences the light has so
regularly traveled in straight lines that we have a
fixed mode of interpretation. This mode of interpre-
ting light, either never had an immature memory stage,
or else it very soon passed beyond memory. It is as
immediate and complete as any form of recognition of
meaning possibly could be. Notice that it does not ad-
mit of change even when we know, as in the case of a
mirror, that the conditions are changed. We avoid
inconvenience in dealing with mirrors by superimposing
upon the original fixed mode of interpretation a sec-
ondary, or added clause of interpretation, adapted to
mirrors as special factors of experience. In other words,
we do not attempt to change the first mode of interpre-
tation at all. We let it stand as fixed and safe for most
purposes, and simply say to ourselves that it is, after
all, not true that the object is'back there as we see it in
the mirror, that as a matter of fact the object in this
case is around an angle.

The fixity of our interpretation of the direction in
which light travels would also get us into trouble if we
had to deal very frequently with objects under water;
for, as you know, a ray of light is bent in passing from
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water into air. But here, too, it is easier for us to
think our way through such unusual cases than to
modify our general mode of interpretation. We see
objects which are partly under water and partly above
the water as if they were bent, but we do not disturb
ourselyes on this account; we have learned to hold in
memory the correction that objects are not bent as they
seem to be. We thus make our interpretation by addi-
tion, not by any modification of the fixed form of ordi-
nary perception.

Relatively fixed modes of interpretation which have
passed more or less completely beyond the memory
stage—that is, beyond the possibility of modification—
are more common than most of us realize. Such rela-
tively fixed modes of interpretation are not always as
unchangeable as is our mode of interpreting the direc-
tion from which light comes into the eye. They are
sometimes capable of change under very strong provo-
cation, but the provocation must be indeed great. Thus,
most of the people we deal with are fixed, so far a3
our estimate of them is concerned. Tt would take a
great deal to induce us to think well of some people or
ill of others. Even if a man whom we do not like does
a good thing, we refuse to sce it as good. OQur mode
of interpretation is too fixed. Political faith is prover-
bially fixed. If one is a stanch partizan he will see
things in a way appropriate to his partizan interests,
and arguments avail little to change him. In matters
of social practise, in matters of taste, and even in
matters of religion, we find ourselves fixed and im-
movable, and our grounds for heing fixed passed so
long ago out of memory that we can not give an
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account of the origin of the mode of looking at things
which we now adopt.

If you will study the way in which one of these
fixed habits of interpretation begins to break up when
the sufficient provocation arises, you will see the value
of memory. Some fact presents itself which refuses to
be interpreted in the old way. If in such a case one
can by recollection call up the grounds of the fixed
mode of interpretation, he may place the new fact along-
side of the older considerations and may formulate a
new and broader mode of interpretation. Have you not
heard some wise political orator saying to a stubborn
audience of opponents: “ Let us consider why you be-
long to your party. Do you not remember how your
father was a member of that party, and how it did thus
and so in the good old days? Ask yourselves whether
it is doing the same to-day.” What is our political ora-
tor doing? He is putting us back at the beginnings of
this political faith of ours. He knows very well how
difficult it is to readjust the fixed habit of mature inter-
pretation, even when readjustment is needed, and he
knows also how much easier change will be if he can
bring us back to the beginnings of this mode of thought.
In short, he is playing upon the variable element of
our mental natures, and that variable element is mem-
ory as opposed to fixed interpretation. Memory is char-
acteristic, as Spencer put it, of those psychical proc-
esses which are in the stage of formation. If you can
get at the memory stage of interpretation you can
change it.

I suppose you are already asking yourselves the ques-
tion to which our discussion has now, brought us: Is it

5
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advisable in the course of education to keep any of the
modes of interpretation open to the possibility of easy
revision? The answer to that question can hardly be
anything but an emphatic Yes. There are a very large
number of interpretations which neéd constant revi-
sions. Thus, every time a pupil passes from an elemen-
tary stage of a science to an advanced stage, there must
be a readjustment of ideas. For example, in passing
from the arithmetical to the algebraic methods of deal-
ing with the number idea, a very great enlargement of
the number idea must take place. The transition from
physics to its applications in mechanical engineering,
is another illustration of a more practical type. Our
social ideas very often need readjusting. Take, for ex-
ample, all our habits of thought about our fellow
men. Take our political interpretations. I remember
an old fellow in the country where a part of my boy-
hood was spent who had voted the ticket of one party
all his life, On one occasion a friend of his in the
opposing party was nominated for some petty local
office. The old hardshell worked faithfully for his
friend until election day, and then the habit of
thought and action of a lifetime was too much for
him, and he went to the polls and voted against his
friend, whom he recognized as after all out of the true
fold. Such an example as that illustrates, more elo-
quently than could any argument, the necessity of keep-
ing one’s modes of thought ready for revision. If you
want to avoid becoming a fossil in any line, keep the
reasons for your habits of thought sufficiently fresh in
memory to make it possible to reconsider them from
time to time.
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Take the questions of how teachers shall arrange
their work for the class room, and what their methods
of instruction shall be. Have you not seen teachers
who have thought in certain ruts with such regularity
every time a certain subject wasfpresented, that they have
become petrified? Given a boy of twelve, a problem
in percentage and a blackboard, and such a teacher can
not see or expect more than one result, and that result
must come in a perfectly fixed, definite way. If some
one comes from some other school and says that this
method is not right, what can our teacher with the
fixed mode of thought do? Nothing. He does not re-
member now why he adopted the method. It is fixed,
that is all there is of it; new methods are not wanted.

Mark you, I do not say that every time some one
comes to you with a new method you should adopt it.
What I do say is, that if you want to keep yourself from
getting into bad ruts, you must be intelligent about
what you do and about what you think; and the way
to be intelligent is to be able to remember why you do,
and think, as you do. Pedagogy is little if anything
more than a means of waking a teacher up to the impor-
tance of understanding his or her own modes of thought
and action. Why does a child mean this or that to you?
What are your reasons for your attitude toward your
pupils? Why do you think geography is an important
subject? Why do you use the inductive method? Why
are you prejudiced against manual training? These
are questions which, if you can not answer, you are a
slave to blind attitudes of mind. You may even be a fair
teacher and not depend on anything but these blind
and thoroughly established modes of thought, but the
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chances are against you. You should give your habits
of thought, as I said a moment ago, a periodic looking
over, and, if necessary, a periodic revision.

And what is true of teachers and other grown-ups
is true of children. They can learn to be in a sense
expert by the mere methods of trial and retrial, by the
methods of practical manipulation. They can be infel-
ligently expert, however, only when they add to their
ability to do things, some knowledge of how things are
done and why they are done. In the good old days,
boys were sent out as apprentices, and they learned by
trial. To-day we give our boys a thorough course, in
which, if we are wise, we mix with trial some memory
work. I think that the day is not distant when we shall
recognize in all departments of our teaching that mem-
ory work has its large and proper place along with the
more direct forms of learning. And for ourselves, I
think we can find, if we study the matter closely, as we
shall try to do in the mext chapter, that many of the
great difficulties that beset teaching are due to the fact
that teachers do not try in a practical way to be some-
thing more than routine teachers; they do not try to
keep alive their memories and to understand the rea-
sons for their present modes of looking at their expe-
riences.




CHAPTER III
THE ORIGIN OF SOME OF OUR EDUCATIONAL IDEALS

I one of his letters, Stevenson sums up the dis-
couraging side of educational efforts by saying that
one must keep chopping and chopping and never have
the satisfaction of seeing the chips fly. What teacher
has not realized keenly at times this feeling of vague-
ness and uncertainty as to the effect of class-room and
school work? We seek to render this uncertainty some-
what less trying by holding now and then what we call
tests. We are ready to admit that these periodic tests
do not give us an entirely satisfactory indication of what
has been accomplished, but we want to see some of the
chips flying, and so we get what meager satisfaction we
can out of examinations.

How different it is in other callings! The carpenter
looks over his work as it progresses day by day; the
merchant takes his inventory and account of stock at
least once every twelve months; the lawyer knows when
the verdict comes what has been the effect of his plea;
the doctor finds his patient better or worse; and so on
through the whole list of professions and occupations.
The results are obvious, and they come soon enough to
serve as guides for new efforts. If this or that method

of treating a disease does not produce the desired re-
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sult, the doctor soon knows it and changes; if this or
that method of advertising is successful, the merchant
soon finds it out and develops it more fully, With teach-
ing it is different. We think we have a new and most
successful method of teaching, and we use it with unre- |
strained enthusiasm, only to find that the children on
whom the method has been tried are being hindered in
their general mental development by their special de-
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votion to this one subject. One can not cast up accounts |
| in matters of education until that far-off period when
the boys and girls shall show themselves well or illy
equipped for life outside of the schools. And even then,
who shall separate the results of school training from
the results that grow out of the influence of home ]
and social life? Surely the teacher’s task is one in
[ which it is not easy to weigh and measure methods and
I results.
A Did you ever consider the effects of this remoteness
} of results on the teacher’s conduct and mode of thought?
Of course we all realize that just because we are not
brought to a practical test day by day, we are, more
| than most people, open to the temptation of shirking.
lf But I do not intend to dwell on that phase of the discus-
| sion. I wish rather to assume that a teacher has un-
) limited devotion and untiring zeal, and to point out
| that even under these conditions, the remoteness of the
! end of education has its marked effect on thought and
|
|
i

conduct. The best way, perhaps, to describe this effect

is to say that, deprived of the obvious guides which the

carpenter, or merchant, or members of other professions

f _ have, we as teachers are dependent on the ideas which
we hold as to our aims and purposes. In other words,
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we set up as substitutes for unseen and remote ends, a
variety of theoretical ends. We do something to-day
and to-morrow, not because we expect to find our efforts
ripening into immediate fruition, but because our
thoughts as to what we should accomplish lead us to
take this step and the next. I think such a line of con-
sideration as this serves to explain and justify very
fully the large amount of discussion which educational
questions are everywhere receiving. Certainly there
is no profession more in need of good ideals and strong
ideals than is that to which we belong.

So necessary, indeed, are ideals to guide the work of
the teacher, that history is full of illustrations of the
fact that where no carefully thought-out educational
ideals have been at hand, the necessary ideals have been
seized up from this or the other outside source and
have been made to stand as guides for pedagogical en-
deavor.

Let us consider in detail one of the best historical
illustrations of such borrowing of ideals. Just at the
beginning of the eighteenth century there grew up in
the little German city of Halle an educational move-
ment which was destined to have a far-reaching influ-
ence on the development of Germany’s school systems,
and indirectly on the development of our own school
ideals. An enthusiastic professor in the University of
Halle saw what seemed to him to be the possibility of
developing a new and more practical form of school
work. He organized a school for waifs, and attached
to this general school, a training-school for teachers.
The results of this movement are still alive in a vigor-
ous normal institution bearing the name of the founder
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of the earlier school, the name of Franke. Franke's
gchool made some innovations in the subjects chosen
for instruction and in the way of teaching these sub-
jects, but in these innovations we shall not interest
ourselves now. The fact of chief interest to us here
is the thoroughgoing application of a certain narrow
religious ideal which Franke worked out in the organi-
zation and discipline of his pupils. “Play,” said
Franke, “must be forbidden in any and all of its
forms. The children shall be instructed in this matter
in such a way as to show them, through the presenta-
tion of religious principles, the wastefulness and folly
of all play. They shall be led to see that play will dis-
tract their hearts and minds from God, the eternal
Good, and will work nothing but harm to their spiritual
lives. - Their true joy and hearty devotion should be
given to their blessed and holy Saviour and not tfo
earthly things, for the reward of those who seek earthly
things is tears and sorrow.”

There is something strangely narrow in that ideal
which Franke set up for the discipline of his pupils.
We shall miss the significance of Franke’s work, how-
ever, if we fail to recognize that this was with him a
true and clear ideal. It did not arise from any careful
study of children; it did not arise from any broad his-
torical study of what edueation had been; it sprang
rather from a deep religious conviction. It was an ideal
which the teacher relied upon to guide him in the
task of preparing his pupils for life here and hereafter.
It was an ideal which I dare say Franke himself would
have admitted was beyond the possibility of any imme-
diate test. Indeed, it was enthusiastically adopted by
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him just because no test was undertaken of the value
or limitations of play. It was a borrowed educational
ideal. '

And now that you have seen the marrowness of
Franke’s educational ideal, borrowed from his religious
beliefs, let me ask you where our own ideals of play
came from? Or, to relieve the discussion of direct per-
sonal applications, take the schoolmaster of a genera-
tion ago; what did he think of play? I remember some
of my own experiences which lead me to believe that
if some of my teachers were not inspired by profound
religious zeal, at least they were inspired from some
other source, perhaps opposite to that of Franke’s in-
spiration, by prejudice against play equal to that of
Franke, if not exceeding it. The changes which our
own ideals of play are undergoing at this very time serve
to call our attention as teachers most emphatically to
the prejudice against play so prevalent in the schools
of yesterday, and give us at the same time good ground
for the question, Whence came these earlier educational
ideals, and whence are coming the newer ideals? In
short, we have here a phase of the large question of the
teacher’s professional ideals. Whence do they arise,
and what are they?

Professional ideals are to be distinguished from
ideals in general. There are some teachers who have
a kind of schoolroom manner and mode of thought,
different from the manner and mode of thought which
they carry into every-day life; these teachers illustrate
the strength of special ideals adapted only to the pro-
fessional life of the teacher, and unfortunately they
illustrate too often the peculiar and narrow character
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of these special ideals. Professional ideals are not, how-
ever, always bad. The term “ professional ” refers to all
these special ideals about the aims of education which
we as teachers take up from this source or that, and use
to guide our steps along the by no means obvious path
of educational work. Very frequently we do not realize
whence these ideals came, or how appropriate or inap-
propriate they are as guides. They are like the modes
of present interpretation of which we spoke in our last
chapter, always present in developed mental life, but
frequently so far beyond the memory stage that their
sources are forgotten and the possibility of changing
them is very limited.

Many of our professional ideals are borrowed from
tradition; such ideals have, in a double sense, passed
the stage of memory. In the first place, those who
transmitted the ideals to us have commonly lost sight
of their first sources; and in the second place, we
have forgotten in turn whence we drew the fradition.
We teach, in short, as we were taught, and we do this
because it is easier to take up with ready-made ideals
than it is to make new ideals for ourselves. When some
educational thinker steps out with a new ideal for the
school, we all stand back and refuse to have anything
to do with the new ideal. If we recognize his proposi-
tion as a call o defend our old views, we find out very
soon that the justifications for these older views are
long lost in misty antiquity. The curious fact is, that
even if we do become convineed of all this, we do not,
or can not, muster energy enough to reopen the whole
question and revise our ideals in the light of the new
facts. Or, at least, to put the case somewhat more
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mildly, the process of revising our ideals is exceedingly
slow, and requires a generation or two before new tradi-
tions can grow up. Would that we might have a body
of teachers so well informed as to the traditions of their
profession, and so constantly in touch with the helpful
new considerations, that revisions of educational ideals
would not be so difficult and tedious! And this is, in
other words, nothing but a plea for more study by
teachers of their own ideals and of the grounds of these
ideals.

By way of illustration, let us push that question of
discipline in the school a little further than we did in
our discussion of Franke’s methods with his children.
What is your ideal of good order? Where did it come
from? I venture to say that we all of us have a notion
that we are not responsible for the imposition prac-
tised on children in the schools. This idea, to which
we cling more or less tenaciously, of making children
sit in one place for long periods of time, is gradually
being given up, it is such an ignoble failure. But how
many generations of children have suffered in the years
past because of this notion of order, a notion which
any intelligent mother could have told teachers was,
to say the least, defective!

By way of contrasting other ideals of order with
our own, it is interesting to know that in the schools of
Hindustan and of many other Oriental countries, the
boys are allowed to sway backward and forward and to
read aloud from their books as they study, each in his
place. The way in which the teacher picks out the
good boy there is to select the one who is wiggling most
cnergetically and talking to himself the loudest. They
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have a form of order which agrees with our view that
doing is essential to the learning process, very much
better than does our own form of order.

Even in the old Roman school, from which our
schools borrowed much, the boys had far greater free-
dom than in the later medieval schools which followed
the Roman schools. As Laurie puts it in his history:
“The pupils seem to have spoken out loud when learn-
ing, and the masters outshouted them.” Our ideal of
order evidently did not come from this old Roman
school.

Furthermore, the changes we are now making show
that our older ideal did not come from a careful study of
children and their needs.

We sometimes try to justify the ideals of rigid order
by saying that quiet is necessary to concentration of at-
tention, and bodily repose is necessary to mental activ-
ity. But all this is shallow fiction. Bodily activity is
always present in connection with vigorous mental
activity, as we shall see more in detail in our later dis-
cugsions. Indeed, in children this bodily activity is
of a very pronounced type. We are coming, as every
student of present-day education recognizes, to see more
clearly the necessity and value of proper movement as
an aid rather than a hindrance to education. And as
to the necessity of quiet for mental concentration, do
you think your boys and girls will get quiet when they
go into the activities of real life? And if not, do yon
think we are preparing them best for life in our quiet
schoolrooms?

No; if we are to understand the present organi-
zation of our schools, we must go back through the cen-
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turies, stopping for a moment to see how the stern
Puritans of New England enforced the law that all
things pertaining to this life are trivial and fit only to
be eradicated by the schoolmaster. We must pay our
respects again to Franke and his school; we must go
back of the Reformation, with its schools for the people
conducted on the same plan as the earlier church
schools. Here in the church schools we have the be-
ginnings of our modern ideals in more than one particu-
lar, but in no particular more clearly than in the matter
of discipline. The medieval schools conducted in con-
nection with the cloisters were organized on the same
stern principles as the whole life of those institutions.
The silent monks, given over to meditation, withdraw-
ing from the frivolous and untutored world without,
these were the only schoolmasters of that day. They
marched to and from the service with bowed head and
lips moving only in silent prayer or devout hymn. They
learned the words given them by the authority that pre-
sided over them. They suffered in confinement and
with cruel tortures for the slightest infraction of the
laws under which they lived. All this they thought to
be necessary in order that they might free their spirits
from degrading association with the unspiritual body.
And when they took boys into their cloisters to prepare
them for intellectual and spiritual life, these zealous
monks naturally followed in great detail the lines of dis-
cipline through which they themselves had come to
their high estate. What did these sequestered monks,
cut off from all the real life even of their own times,
know about the child’s nature? To them the child
was nothing but a soul to be saved at any cost of self-
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sacrifice and mortification of the body. To them any-
thing which looked like play was a reminder of the vul-
gar, wicked world outside the cloister walls, To them
sternness and severe discipline were the only means of
salvation. And since their day, teachers have gone on
accepting this false notion of play and school discipline.
Now and then there have appeared extremists like
Franke, or like the teachers in the Port Royal schools
in France, or like the Puritans in our own New Eng-
land—all of whom have tried to be more consistent than
most of us. These extremists said that if our school
diseipline is right it should be extended so as to cover
all the hours of the day; no half-hearted compromise
like ours of half a day of play and half a day of severity
would do for those eager souls. And then, on the other
hand, there have been men like Robert Ascham, who
have pleaded for humanity and mildness. There have
been men like Rousseau and Frochel, and a host of
others, who have said to us in no uncertain terms: Give
up the harsh and artificial rigor of the school. Bring
back this institution to real living and natural enjoy-
ment, and let us recognize the children’s rights of body
and nervous organization as well as of what we call
soul.

The trouble with us as teachers has been in the
past that we have never waked up to the fact that our
ideal of order is a mechanical, traditional idea. I am
not going to say that the new ideal on which we are
working in our American schools will not contain

_something of the spirit of the old sad-eyed monk’s view
of life. There is some truth to my thinking in that
medieval idea, carried in those olden days to an extreme
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and accepted blindly by generations since. But that
truth must be mixed with other truths. The other
truths are rushing in upon us in these days. They
come from child-study, from our study of biology and
sociology. We are learning the lesson that an act does
not need to be disagreeable to be virtuous, that pleas-
ure is compatible with highest effort. And it is possible
that we are being a little carried away by these dis-
coveries. If the old monk was a hard master, some of
our modern schoolmasters have adopted what Professor
James has so aptly called a “soft pedagogy.” This
violent swing from one extreme to the other is due to
the fact that in neither case is the idea an intelligent
one. If is adopted blindly from tradition, or it is seized
up from modern science. Teachers need to become
more intelligent as to the grounds of their practises.

If we turn from school discipline to the matter of
instruction, we come upon a group of traditions that it
is almost impossible to bring teachers to realize are
mechanical and often dead. A subject of study gets
itself petrified very rapidly. One generation learns it
in school in a certain way, and when that generation
has grown old enough to be in charge of the work of
teaching, it is almost impossible to introduce a new ele-
ment or phase of instruction. If you ask why we teach
thus and so, you will be confronted with a whole series
of artificial excuses; the real reason is that we, as the
older generation, are so fixed in our modes of thought
about the subject in question that we can not realize
that there is any rational ground for change.

Take such a question as that of the desirability of
changing the character of geography in the schools.
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I have seen whole bodies of teachers protesting against
commercial geography. They have tried to brand com-
mercial geography as mercenary and materialistic.
They have tried to point out that there is less exact-
ness and less discipline in such study than in the minute
serutiny of the map which used to be demanded. Such
teachers would rather locate the most northerly town
in the State of Maine, than know the way in which
cotton is gathered and packed for market. They would
rather mark a pupil down for forgetting that one corner
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