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THE FARMER AND MECHANIC

WILLIAM JAMES AND
THE ART OF TEACHING

Though e hul Not Teach a System
Are Full
of “Fducational Applications.”

of Pedagogy, His Books

By 1. W. CHASE, Universitly of
North Carolina.

When it was suggested that 1 try to
cum up for the “Review' something
of the contributions of William James
to educational thought, 1

Lask. For
cducation

bv the magnitude of the
what James has given to
cannot be summed up in formulas,
ticketed and labeled. e wrote biut
one book bearing directly on educa-
tional gquestions, and ‘“Talks to)
Teachers” owes its popylarity
to the inforrmal essays with which it
concludes than to the more formal
pedagogical lectures which furnish its
main reason for being. [n the library
copy of this volume, which lies open
hefore me at the “Tabie of

tents,”” some student hand has writ-
ten after the essav “"On a Certain
Blindness in Human Peings” the |

words, underlined and followed by an
exclaumation polnt, “Read It!” This,
and not any of the more strictly pro-
fessional contents, stood out from the
rest of the volume for at least one
reader: and what student comment
has decreed, let the critic be chary
of denving!

The truth is that James taught no
gvetem of pedagogy. He was not at
home in that strange and hybrid lan-
runge which has lately been dubbed
“pedaguege.”  Indeed, he was rather
inclined to deny that psychology ‘is
something from which you can de-
duce definite programsg and schemes
and methods of Instruction for im-
mediate schoolroom use."” “The
gcience of psvehology,” he savs, “‘and
whiatever science of general peda-
gogics may be based on it, are in

fact ‘mmuch like the science of war,
Nothing is simpler or more definite
than the principles of either. 1In war,

all vou have to do
enemy into a positlon from which
the natural obstacles prevent him
from escaping if he tries to; then to
fall on him in numbers superior to
hic own, at &« moment when you have
Jed him to think you far away; and
€0, with a4 minimum of exposure of
your own troops, to hack his forces

is to work your

to pieces, and take the remainder
prisoners. Just so, in teaching, yvou
must simply work your pupil into

such a state of interest in what vou
are going to teach him that every
other object of attention is banished
from his mind; then reveal it to him
80 1mpressively that he will remem-
ber the oceasion to his dving day; and
finally fill him with devouring curi-
osity to know what the next steps in
connection with the subject are., The
principles being so plain, there would
be nothing but viectories for the mast-
erg of the science, either on the battle-
field or in the schoolroom, if they
did not both have to make their ap-
plication to an incalculable quantity
in the shape of the mind of their
opponent.”

But while James taught no peda-
pogical syvstem, while he had nothing
but contempt for pedagogical jargon
and precept “frothed up in journals
and institutes, till its outlines often
threaten to be lost in a Kind of vast
uncertainty.,” vet none the less there
is hardly a chapter of his writings,
from the Principles of Psychology
with its two fat volumes, down to the
little essay on “The Energies of
Men,”" which has not a direct bear-
ing on education in the widest sense
of the word. From this peoint of
vie—, his whole syvstem is shot through
and through with a pedagogic pur-
pose. Hre does not so much offer
“educational annlicationg” as he
makeg education the very fibre of his
thinking, alike in psvchology and
philosophy. For him, all must issue
In action. must find its value in the
conduct it inspires. This “organiza-
ticn of tendencies to behavior” is edu-
cation, and it i{s at the same time the
highest service rendered by psychol-
ogyv and by philosophy. Pragmatiam
might almost be described as the
teacher’s philosophy. Action becomes
with him at once the test and the
result of truth; it is the starting point
nd the goal of education, the prob-
lem of psychology, the ganction of
vhilosophy. Conceived in such a
Bpirit, no svstem of psychology or of
vhilosophy could possibly escape a
tremendous pedagogic significance.

And so it has come about that this
man, who taught no educational svs-
tem, formulated no pedagogical creed,
has had more influence on modern
educational thought, both directly,
and through the books and the teach-
ers he has ingpired, than any other

conlemporary writer with the single |

exception of Stanley Hall. 1t is an
influence which, in order to be ap-
preciated at its full value, must be

viewed in the light of educational ten-
dencies as he found them. Only by
giving his educational conceptions
their proper setting in the edvucational
thought of the nineteenth century is
‘1t possible 10 estimate what they have
meant for contemporary edacation.
It was Rousseau, who contributed
&> much to the currents of thought
of the early part of the last century,
whoe first clearly brought inta modern
theoriegs the notion that education
must take its starting-point from the
nature of the individual to be edu-
cated. In his brilliant paradoxical

must cull- |
fiss to being somewhat overwhelmmed |

more |

Con" |

]
'formulation, he would have us trust
the natural instincts and impulses of
the child without reserve; the teach-
ter's business is the mere negative af-
fair of safeguarding and suggzesting.
One-sided though this conception 1S,
it nevertheless containg the germ of
‘the thought which has for the last
century been remaking education—
the idea that we must larn o know
the individual better if we are
cate him more eflficiently. (Only by
founding education on a sound psy-
chology can we better our methods of
instruction. This master-idea, put
into practice by Pestalozzi and en-
Iriﬁ'hcd by Froebel, finds its first well-
rounded expression in the psycholo-
| gical-pedagogical system of Herbart
It was Herbartianism, coming to this
fcountry in the early eighties, which
dominated educational thinking at the
‘time James began to make his in-
(fluence felt. From thls svstem, then
'we may take our point of departure,
For Herbart, the ultimate
| education is found in the formation
tof character—in action. So far James
'would agree. But from this point the
[two paths diverge. Herbart held
that action is deterinined hLy the
pregence in the mind of clear ideas,
{which of themselves pass over
expression. It thus becomes the im-
mediate business oﬂf-ducntion to pro-

to edu-

| vide the mind with a stock of ideas,

and to assure that these ideas are
clear. Now what, makes an idea
clear, what gives it its tendency to !
act itself out, 1s the fact that it has |
been properly assimilated by the
mind: digested, so to speak; related
to the stock of ideas already on hand.
This process of relating a new idea
to the whole mental content is ap-
percepticn. The great function of the
teacher. then, is to make sure that
apperception takes place correctly,
There is a certain typical process by
which the mind works in assimilat-
ing ideas, in making appercepticn
possible. This process mayv be repre-
sented by the so-call:d *“formal
steps’; five in number, as usually for-
mulated; preparation, preacntation,
comparison, generalization. and appli-
cation. All knowledge gets to be a
part of the mind by this pmeneral
process; the teacher v ho follows this
general method will malie appercep-
tion possible, and so rignt action.
Furthermore, that ideas may become
clear, a many-sided interest muast be
aroused, and these inieruvsis must be
permanent in order thai right action
may be lasting. 1t 1s _he more im-
portant to stock the mind with kunowl-
edge because, in Herhart's svstem, 1t
is regarded as possessing no inner ten-
dencies to growth of itseif, it is a
“structure to be erected,” not a “‘zerm
to be developed.” The chief {im-
mediate concern of education, then,
becomes the stocking of the mind with
ideas; apperception and interest are
the corner-stones of Herbart's sys-
tem.

L.eaving to one side for a moment
the intrinsic merits and defects of
such a conception, it is a sad fact
that, with the possible exception of
the Kkindergarten extravagances com-
mitted in the name of Froebel, mod-
ern educational history has hardly a
parallel to the educational abuses
which resulted from a half-digested
notion of what the Herbartian sys-
tem really meant. Terms like “ap-

perception.,” “apperceptive basis.”
“education through interest,” *“the
five formal steps,” were wrenched

from their psychological context and
erected into educational fetiches. They
became sacrosanct mysteries, before
which the profane could only bow
down and worship. The torments
which have been inflicted on teachers
and pupils in the name of Herbart
would need the pen of a pedagogical
Dante for their adequate description.
There arose a sort of pPedagogical
cant, a strange melange of stock
bhrases robbed of all meaning, but
supposed to be possessed of some sort
of magical efficiency. It is no new
conception in the history of human
thought that when a thing has been
given a polysyllabic name it is there-
by explained in its true essence. On
the other hand, it is a very real ten-
dency against which the human mind
has always to fight, and which dis-
appears just in proportion as scienti-
fic methods of thinking enter. Now
the history of education shows that
teachers have alwayvs been especially
prone to this sort of loose, unanalyvsed
thinking, just becauge the rmaterial
with which they have to deal is so
vast, so complex. reqguiring such rigor-
ous thinking, such close analysis, that
the easiest way is always to substi-
tute words—and preferably those of
a classical origin—for real e¢ntities.
With all this James had no patience.

his clear thinking and the
artillery of his ridicule.
fterm ‘apperception,””,

light
“Perhaps the |
he savs, “‘em- |
bodies as much of this mystification |
as anv other single thing. In one
book which I remember reading, there
were sixteen different types of ap-
perception differentiated from each
other. There was associative apper-
ception, subsumptive apperception,
jassimilutive apperception, and others
fup to sixteen. There is no reason, if
‘we are classing the different types
in" apperception, why we should stop
at sixteen rather than sixteen hun-
idred A little while ago, at Buffalo,
'1 was the guest of a lady who, a fort-
night before. had taken her seven-
vear-old boy for the first time to
Niagara Falls. The child silently
glared at the rhenomenon until his
i mothner, suppgsing him struck speech-

end of

into !

Against it he directed all the force of |

! y s
'less by its sublimity, said, ‘“ell, my
bov. whiit do weu think ot it?" to

which., °‘Is that the kind of spray 1
lepravy my noese with?' was the boy's
only reply. That was his mode of

apperceiving the spectacie. You may
claim this as a particular tyvpe,
call it by the Greek name of rhino-
therapeutical apperception, if  you
like: and. if vou do, _\'-.»'..1 will hardly
be more trivial or artificial than are
some of the authors of ‘.}u

Or, again, ""We have of late
hearing much of the philosophy of
tenderness  in education; ‘interest
must be assiduously awakened In
everyvthing, difficulties must be
smuothed away. Soft pedagogics have
taken the place of the old steep and
rocky path of learning.

and

books.”
heen

, effort is left out. It is nonsense to sup-
tpose that every step in education can
be interesting.: It is certain that most
ischoolroom work, till it has become
habitual and automatic, is repulsive,
'and cannot be done without volun-
tarily jerking back the attention to
1it every now and then This is In-
[evitable, let the teacher do what he
'will. The interest which the teacher,
| by his utmost skill, can lend to the
Isuhja-r-t. proves over and over agaln to
ibe only an interest sufficient to lel
ileose the effort.”

‘ But after all, great though was the
< of James in toppling false
| pedagogical gods from their pedestals,
|it was his direct constructive services
’whlch were greatest. From his psy-
chology c¢ame certain tendencies,
lines of emphasis rather than detailed
systematic contributions, which have
entailed far-reaching modifications in
present-day educational thinking.

Fundamental bhere is the stress
which James in all his writing laid
on action This is the great con-
ception which unifies his pedagogy,
his psychology and his philosonhy.
Man thinks, he held, not for the sake
of thinking, but in order that he may
act. Consciousness has evolved in
the history of the race primarily to
make possible better adjustments by
providing a greater number and flexi-
bilitv of reactions. All consciousness,
then, tends naturally to find comple-
tion in action. Not merely the
fdeas’ of llerbart, but all impressions,
pass over into expression. ““Man,
whatever else he may be, is primarily
a practical being. whose mind is given
him to aid in adapting him to this
world's life.”

From this view of the nature of
mind there follow two corollaries of
immense importance to education. In
the first place, it is evidently not so
'much the business of education to
create out of nothlng tendencies 1o
action, through = stocking the mind
witn knowledge, as it is to organize
tendencies which, from the very na-
ture of mind. are always present. Edu-
cation may be defined as *‘the organi-
zation of acquired habits of conduct
and tendencies to behavior.” Indeed,
“our education means, in short, little
more than a mass of possibilities of
reaction. acquired at home, at school,
or in the training of affairs. The
teacher’'s task is that of supervising
the acquiring process. An uneducated
persgon is one who is nonplussed by all
but the most habitual situations. On
the contrarv, one who Is educated is
able practically to extricate himself,
by means of the examples with which
his memory is stored and of the ab-
stract conceptions which he has ac-
guired, from circumstances in which
he never was placed before.” Thus
behavior. not knowledge, is the test
of education.

We teachers tend, even today, so
much to the ““boeok-1a'rnin’ " theory of
education; we feel so0 strongly that
rothing the pupil acquires is of value
to him unless he can pass an exami-
nation on {it; we make our educa-
tion so much a matter of intellect
and so little a matter of feeling and
action—and then we sit in helpless
wonder when from all sides comes the
chorus of complaint that education
has not accomplished what was ex-
pected of it, that crime, and graft
and discontent, gnd blind political al-
legiance, have lessened so little! How
much more far-reaching. and—alas—
how much more difficult, 1s the
function of the teacher as James sees
it?

Again, since the circle of thought

teacher who attempts to stifle self-
activity is fighting against nature.
“Neo reception without reaction, no
impression without correlative ex-
pression—this is the great maxim
which the teacher ought never to for-
get. An impression which simply |
flows in at the pupil's eves or ears,
land in no way modifies his active life,
ies an impression gone to waste. Its
mntnr consequences are what clinch
it Even a bad reaction is ‘'better
than no reaction at all; for, if bad,
vou can couple it with consequences

'wwhich awaken him to its badness.” It
'is the great service of manual train-
ing. of laboratory work and shop

'work, that “theyv give us citizens of
an entirely different fibre.” Vague-
ncss, and uncertainty, and mental
‘dishonesty, and wrong conceptions,
'are not possible when doing things |
iz in question.

i Such an emphasis on action natural-
{1y leads to a closer examination of
ithe sorts of tendencies to action with
iwhich man is equipped. While Her-
'bart had taught that the human

tendencies to growth, James, taking |

a wider and more biological *view,
saw

much more truly. Psychology

Bbut from this |
lukewarm air the bracing oxygen r‘."f‘

“'cledar |

is never complete without action, the |

mind at birth is possessed of no inner )

and bjology are alike agreed tidaw
that man is at birth equipped. oot
indeed with any inniate stock of i
but with multitudes of tonden
behavior which are native i
learned. These are the nsti:
which man shares with. and in

measure inherits from, the

world. Nursing, egrasping, s=n r
CTYInE, Curlosity, anger. rivalry N =
pathy, fear—the list Hl'!-“’" L - <
nnitely extended—are all forme o4 =

hiavior which oeeur in advance of

perience. before they can by any
sibility be leagned bw the indisvidll
James was the first to call attention

to the imuportance of these instinctive
'factors in human life and to (her
value in education.

The instincts with which the oo
is equipped cannot bhe neglected
lall other mental functions, they . nod
to seek expression of some sort. .ond
ithe teacher must see to 1t that
fexpression they do take is 1n the s
liee of worthy ends. For the greag
‘charm:mrlslir of instinct in man is i1'g
plasticity: it may lead alike to A 13
fduct of the highest or of the lowest
fkind. To take one (ilustration, that
(of the instinct of rivalry. “To veto
iand taboo all possible rivalry of one
|vouth with another, because su h
irivalry may degeneratg INnto grecidy
land selfish excess, does seem to savor
jof sentimentality and even of fanali-

c¢cism. The faeling of rivalry hes at
the very basis of owr !acm;.:. all so-
n( ial improvement being largely  due

[to it. Can the teache ‘r uaful’"i to throw
|surh an ally away?”  Instincts ripen
,and decay. what we are interested in
jat any given time is largely due to
| the instinctive tendencies which are
uppermost in us. The teacher must
then *“strike while the iron is hot.™
he must “crowd in the athletic ap-
portunities. the mental arithmetic, tha
verse-learning, the drawing., or what
not, the minute vyou have reason to
]ln-li(-\'v the hour is rips The hLour
mav not last long, and while it con-
tinues you may safelv let all the «hil-
dren's other occupations Like a4 Sec-
ond place™

jut instinctive behavior, so plastie
and easily moulded at first, soon tends
to become specialized along habituald
lines. Instinct give rise to habits, ten-
dencies to behavior which are uae-
auired, not innate. (YUr nervous sys-
tems grow to the wav in which they
are exercised., “"just as a sheet of pa-
per or a coat, once creased or folded,
tends to fall forever afterward into
the same identical folds.” Action. so
multifold in its possibillties in carly
life, becomes stercotyvped along deti-
{nite lines. so that the adult is littie
imore than a “mere bundle of habit="
“Ninety-nine hundredths, or, possibly,

nine hundred and ninetv-nine thou-
sandths of our activity is purely auto-
matic and habitual, from our rising
in the morning to our Iving down
¢ach night.”

SBuch a gencral law of life is of

first importance in education. A great
part of the work of the efficient
teacher must concern itself with the
ferming of proper habits. and the
breaking of wrong ones. For not hy
mere good resolutions, not by knowl-
edge alone, is character chaped.
“Could the voung but realize how soon
they will become mere walking
bundles of habits, they would giia
more heed to their conduct while
in the plastic state. We are epi-
ning our own fates, good or evil. and
never to be undone. Everv small <t
stroke of virtue or of vice leaves ila
never-so-little scar., Nothing we cver
do is. in strict scientific literalness,
wiped out.”

But James's chapter on habit must
be read for itself. The maxime he
lays down. the applications to everyv-
day life that he makes, these have
been “preached from a thousand pul-
pits.”” And then when one turns back
to Herbart and sees that in his svs-
tem the word *habit” hardly oc.ours,
one is struck afresh with the 1m-
portance of the psychology of Jiries
for education.

The problem of character,

. th¢n. I8
in the first

ingtance the problem of

forming right habits. Voluntary
a.t_-Uon. exercise of the power of the
will. these mean in the last analvsis

ordinarily a choice between two svs-
tems of habitual action. But none
the less. there is choice. All has not

‘hardened and set beyond power to
|change. The will 18 free, after ull,
and so we are not mere auntomita,

but in all of us there is still some
vlasticity, some power of different
responses. ‘ut what is it that enableg
:our cheice to incline, now to this side,
row to that? Since all ideas tend to
ln:ms over into action, the problem re-
duces itself to this: How is it possible
lthat an idea can be held befors the
‘mind longz enough to pass over into
 expression? The solution is to be
;found in “the effort of attention by
which we hold fast to an idea which
,but for that effort of attention wonld
{be driven out of the mind by the

]f‘thf‘r paveFological tendencies that
¥ are there. To think, in short, is the
tsecret of wil] just as it is the secret

of memory.” To teach right thinking,
!the habits of calling things by their
i Tight names and attending to their
lproper aspects, is then immensely im-
yportant for educattion; but it is im-
;bortant, not in itself. for the mere
mtor‘k of ideas attained, but because
1rieht thmk:ng leads to right action.
And action here must be taken in the
 widest sense of the word; it includes
 inhibition, geif-restraint, as well us
action which is outwardly manpifest
Not to give expression (o ong's im-
Dulses, to inhibit them. is not a mere
(Continued on page eleven.)




