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We have made this book between us, but we have not collaborated. We know
that we agreein al essentials, though our experience has differed. We

both desire to see the best conditions for development provided for all
children, irrespective of class. We both look forward to the time when

the conditions of the Public Elementary School, from the Nursery School

up, will be such--in point of numbers, in freedom from pressure, in

Stuation of building, in space both within and without, and in beauty

of surroundings--that parents of any classwill gladly let their

children attend it.

We are teachers and we have dedlt mainly with the mentd or, aswe
prefer to cdl it, the spiritua requirements of children. Itisfrom

the medicd profession that we must al accept facts about food values,
hours of deep, etc., and the importance of cleanlinessand fresh air

are now fully recognised. We do, however, fed that thereis room for
fresh discussion of ultimate aims and of daily procedure. Mr. Clutton
Brock has said that the great weakness of English education is the want
of adefinite am to put before our children, the want of a philosophy
for ourselves. Without some understanding of life and its purpose or
meaning, the teacher is a the mercy of every fad and is apt to exat
method above principle. Thisbook is an attempt to gather together
certain recognised principles, and to show in the light of actual
experience how these may be applied to existing circumstances.

The day iscoming when al teacherswill seek to understand the true
vaue of Play, of spontaneous activity in dl directions. Itsimportance
isemphasised in nearly al the educationa writings of the day, aswell
in the Senior asin the Junior departments of the schooal, but we need a
full and deep understanding of the saying, "Man is Man only when he
plays" It iseasy to say we bdlieveit, but it needs strong faith,

courage, and wide intelligence to weave such belief into the warp of
daily lifein schoal.

E.R. MURRAY.
H. BROWN SMITH.
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PART |

THE CHILD IN THE NURSERY AND KINDERGARTEN

CHAPTERI

"WHAT'SIN A NAME?'

It isan appropriate time to produce abook on English schoolsfor

little children, now that Nursery Schools have been specialy selected

for notice and encouragement by an enlightened Minister for Education.

It was Madame Michaelis, who in 1890 originally and most gppropriately
used the term Nursery School asthe English equivaent of atitle
suggested by Froebel[1] for his new indtitution, before he invented the
word Kindergarten, atitlewhich, literdly trandated, ran "Indtitution

for the Care of Little Children."

[Footnote 1: Froebel's L etters , trans. Michadlis and Moore, p. 30.]

In England the word Nursery, which impliestheidea of nurture, belongs
properly to children, though it has been borrowed by the gardener for
hisyoung plants. In Germany it was the other way round; Froebd had to
invent theterm _child garden_ to express hisidea of the nurture, as
opposed to the repression, of the essentiad nature of the child.
Unfortunately the word Kindergarten while being naturaised in England
had two distinct meanings attached to it. Well-to-do people began to
send their children to anew ingtitution, achild garden or play school.
The children of the people, however, dready attended Infant Schools,
of which the chief festure was what Mr. Caldwell Cook cdls
"gt-dillery," and here the word Kindergarten, redly equivaent to
Nursery School, became identified with certain occupations, childlikein
originitistrue, but formalised out of al recognition. How ared
Kindergarten strikes achild isillustrated by the recent remark from a
little new boy who had been with usfor perhaps three mornings. "Shdl |
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0o up to the nursery now?" he asked.

Thefirg attempt at a Kindergarten was madein 1837, and by 1848
Germany possessed sixteen. In that eventful year came the revolutionin
Berlin, which created such high hopes, doomed, das! to disappointment.
"Instead of the rosy dawn of freedom," writes Ebers[2] himsdlf an old
Keilhau boy, "in the State the exercise of aboundless arbitrary power,
in the Church dark intolerance.” It must have been an easy matter to
bring charges of revolutionary doctrines against the man who said so
innocently, "But I,--1 only wanted to train up free-thinking,

independent men.”
[Footnote 2: Author of _An Egyptian Princess , €tc.]

It wasfrom "stony Berlin," as Froebd cdlsit, that the edict went

forth in the name of the Minister of Education entirdly prohibiting
Kindergartensin Prussia, and the prohibition soon spread. At the

present time it seemsto us quite fitting that the bitter attack upon
Kindergartens should have been launched by Folsung, a schoolmaster, "who
began lifeasan artilleryman.” Nor isit lessinteresting to read that

it was under the protection of Von Moltke himself that Oberlin schools
were opened to counteract the attractions of the"godless’ Kindergarten.

Little wonder that the same man who in 1813 had so gladly taken up arms
to resst the invasion of Napoleon, and who had rejoiced with such
enthusiasm in the prospect of afree and united Fatherland, should write

in 1851:

"Wherefore | have made afirm resolve that if the conditions of German
lifewill not dlow room for the development of honest effortsfor the

good of humanity; if thisindifferenceto al higher things

continues--then it ismy purpose next spring to seek in the land of

union and independence asoil where my idea of education may strike deep
root."

And to Americahe might have gone had helived, but he died three months
later, hisend hastened by grief at the edict which closed the

Kindergartens. The Prussan Minister announced, in thisedict, that "it
isevident that Kindergartens form a part of the Froebelian socidistic
system, the am of which isto teach the children atheism,” and the
suggestion that he was anti-Christian cut the old man to the heart.

There had been some confusion between Froebel and one of his nephews,
who had democratic leanings, and no doubt anything at al democratic did
mean atheism to "stony Berlin" and itsintolerant autocracy.

For atime, at least in Bavaria, a curious compromise was alowed. If
the teacher were amember of the Orthodox Church, she might have her
Kindergarten, but if she belonged to one of the Free Churches, it was
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permissible to open an Infant Schoal, but she must not use the term
Kindergarten.

Froebe was by no means of the opinion that, if only the teacher had the
right spirit, the name did not matter. Rather did he hold with
Confucius, whose answer to the question of adisciple, "How shall |
convert theworld?' was, "Cal things by their right names." He refused
to use the word school, because "little children, especidly those under
six, do not need to be schooled and taught, what they need is
opportunity for development.” He had great difficulty in sdlecting a
name. Those originaly suggested were somewhat cumbrous, e.g.
_Indtitution for the Promotion of Spontaneous Activity in Children_;
another was_Sdlf-Teaching Indtitution_, and there was dso the one
which Madame Michadistrandated " Nursery School for Little
Children ."

But the name Kindergarten expressed just what he Wanted: "Asina
garden, under God's favour, and by the care of askilled intelligent
gardener, growing plants are cultivated in accordance with Nature's
laws, so herein our child garden shdl the noblest of dl growing
things, men (that is, children), be cultivated in accordance with the
laws of their own being, of God and of Nature."

To oneof his students he writes: ™Y ou remember well enough how hard we
worked and how we had to fight that we might el evate the Darmstadt
créche, or rather Infant School, by improved methods and organisation
until it became atrue Kindergarten.... Now what was the outcome of dl
this, even during my own stay at Darmstadt? Why, the fetterswhich
aways cripple acreche or an Infant School, and which seemto cling
round its very name--these fetters were allowed to remain unbroken.
Every one was pleased with so faithful a mistress as yoursdf,... yet

they withheld from you the main condition of unimpeded development, that
of the freedom necessary to every young hedlthy and vigorous plant....
Istherereally such importance underlying the mere name of a
system?--some one might ask. Yes, thereis.... It istrue that any one
watching your teaching would observe _anew spirit_infused intoiit,
_expressing and fulfilling the child's own wants and desires. Y ou would
gtrike him as personally capable, but you would fail to strike him as
priestess of theideawhich God has now caled to lifewithin man's

bosom, and of the struggle towards the redlisation of that

idea-_education by devel opment--the destined means of raising the whole
human race...._ No man can acquire fresh knowledge, even at a schodl,
beyond the measure which his own stage of development fitshimto
receive.... Infant Schools are nothing but a contradiction of

child-nature. Little children especialy those under school age, ought

not to be schooled and taught, what they need is opportunity for
development. Thisidealiesin the very name of aKindergarten.... And

the name is absolutely necessary to describe the first education of
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children."

For an actud definition of what Froebel meant by his Nursery School for
Little Children or Kindergarten, it isonly fair to go to the founder
himsdlf. He has|eft ustwo definitions or descriptions, one announced
shortly before the first Kindergarten was opened, which runs:

"Aninditution for the fostering of human life, through the cultivation

of the human ingincts of activity, of investigation and of congtruction
inthe child, asamember of the family, of the nation and of humanity;
an inditution for the self-indruction, self-education and

sdf-cultivation of mankind, aswell asfor dl-sded development of the
individua through play, through crestive sdf-activity and spontaneous
sf-indruction.”

A second definition isgiven in Froebe's reply to aproposa that he
should establish "my system of education--education by development”--in
London, Paris or the United States:

"We d 0 need establishments for training quite young children in their
first stage of educationd development, where their training and
instruction shal be based upon their own free action or spontaneity
acting under proper rules, these rules not being arbitrarily decreed,

but such asmust arise by logica necessty from the child's mental and
bodily nature, regarding him as amember of the great human family; such
rulesasare, in fact, discovered by the actua observation of children
when associated together in companies. These establishments bear the
name of Kindergartens."

Unfortunately there are but few pictures of Froebel's own Kindergarten,
but there seemsto have been little formality inits earliest

development. An oft-told story isthat of Madame von Marenholz in 1847
going to watch the proceedings of "an old foal," asthe villagers called
him, who played gameswith the village children. A lesswdl-known
account isgiven by Col. von Arnswad, again a Kelhau boy, who visited
Blankenberg in 1839, when Froebel had just opened hisfirst
Kindergarten.

"Arriving at the place, | found my Middendorf[3] seated by the pumpin
the market-place, surrounded by acrowd of little children. Going near
them | saw that he was engaged in mending the jacket of aboy. By his
sdesat alittle girl busy with thread and needle upon another piece of
clothing; one boy had hisfeet in abucket of water washing them
carefully; other girls and boys were standing round attentively looking
upon the strange pictures of red life before them, and waiting for
something to turn up to interest them persondly. Our meeting was of the
most cordia kind, but Middendorf did not interrupt the businessin
which hewas engaged. 'Come, children," he cried, 'let usgo into the
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garden!" and with loud cries of joy thelittlefolk with willing feet
followed the solendid-looking, tal man, running al round him.

[Footnote 3: One of Froebel's most devoted helpers.]

"The garden was not a garden, however, but abarn, with asmall room and
an entrance hall. In the entrance Middendorf welcomed the children and
played around game with them, ending with the flight of the little ones

into the room, where each of them sat down in his place on the bench and
took hisbox of building blocks. For haf an hour they were dl busy

with their blocks, and then came 'Come, children, let usplay "spring

and spring."" And when the game was finished they went away full of joy
and life, every one giving hislittle hand for agrateful good-bye."

Hereinthisearliest of Free Kindergartens are certain essentials.
Washing and mending, the dternation of congtructive play with active
exercise, rhythmic game and song, and last but not least human
kindliness and courtesy. The shelter was but abarn, but there are
things more important than premises.

Froebd died too soon to see hisidedsrealised, but he had sown the

seed in the heart of at least one woman with brain to grasp and will to
execute. As early as 1873 the Froebelians had established something more
than the equivaent of the Montessori Children's Houses under the name

of Free Kindergartens or People's Kindergartens. It will bring this out
more clearly if, without referring here to any modern experimentsin
America, in England and Scotland, or in the Dominions, we quote the
description of an actud Peopl€e's Kindergarten or Nursery School asit
was established nearly fifty years ago.

The moving spirit of thisingtitution was Henrietta Schroder, Froebd's
own grand-niece, trained by him, and of whom he said that she, more than
any other, had mogt truly understood hisviews.

Thewhole ingdtitution was called the Pestal 0zzi-Froebel House. The
Prussian edict, which abolished the Kindergarten amost beforeit had
started, was now rescinded, and our own Princess Royal[4] gave warm
support to this new ingtitution. The description here quoted was
actualy written in 1887, when the ingtitution had been in existence for
fourteen years.

[Footnote 4: The Crown Princess of Prussia, afterwards the Empress
Frederick.]

"The purpose of the Nationa Kindergarten isto provide the necessary

and natura help which poor mothers require, who haveto leave their
children to themselves.
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"The establishment contains--

"(1) The Kindergarten proper, aNationd Kindergarten with four classes
for children from 2-1/2 to 6 years old.

"(2) The Trangtion Class, only held in the morning for children about 6
or 6-1/2 yearsold.

"(3) The Preparatory School, for children from 6to 7 or 7-1/2 years
old.

"(4) The School of Handwork, for children from 6 to 10 or older.

"Dinnersare provided for those children whose parentswork al day away
from home at atrifling charge of a hafpenny and apenny. Also, for a
trifle, poor children may recelve assistance of variouskindsin

illness, or may have milk or baths through the kindness of the kindred
'Association for the Promotion of Hedlth in the Household.'

"In the ingtitution we are describing there isa complete and
well-furnished kitchen, a bathroom, a courtyard with sand for digging,
with pebbles and pine-cones, moss, shellsand straw, etc., agarden, and
aseries of roomsand hals suitably furnished and arranged for games,
occupations, handwork and instruction.

"The occupations pursued in the Kindergarten are the following: free

play of achild by itsdf; free play of severd children by themselves,
associated play under the guidance of ateacher; gymnagtic exercises,
severd sorts of handwork suited to little children; going for walks;

learning music, both insrumenta (on the method of Madame Wiseneder[5])
and vocd; learning and repetition of poetry; story-telling; looking a

redly good pictures, aiding in domestic occupations, gardening; and the
usua systematic ordered occupations of Froebel. Madame Schrader is
steadfastly opposed to that conception of the Kindergarten which ingsts
upon mathematicaly shaped materidsfor the Froebelian occupations. Her
ownwordsare: "The children find in our ingtitution every encouragement
to develop their capabilities and powers by use; not by their selfish

useto their own persond advantage, but by their usein the loving

service of others. The longing to help people and to accomplish little
pieces of work proportioned to their feeble powersis constant in

children; and lies dongside of their need for that free and

unrestrained play which isthe business of their life."

[Footnote 5: From certain old photographs, | suppose thisto have been
what we now cal aKindergarten Band.]

"The eder children are expected to employ themselvesin cleaning,
taking care of, arranging, keeping in order, and using the many various
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things belonging to the housekeeping department of the Kindergarten; for
example, they set out and clear away the materiasrequired for the
games and handicrafts; they help in cleaning the rooms, furniture and
utensls; they keep al thingsin order and cleanliness; they paste

together torn wallpapers or pictures, they cover books, and they helpin
the cooking and in preparationsfor it; in laying the tables, in washing

up the plates and dishes, etc. The children gainin thismanner the

smple but most important foundations of their later duties as
housekeepers and householders, and at the same time learn to regard
these duties asthings donein the service of others.”

It isworth while to notice the order in which the necessities of this

place are described. First comes akitchen and next a bathroom, then an
out-of-doors playground with abundant material for gaining ideas through
action--sand, pebbles, pine-cones, moss, shells and straw. Then comes
the garden, and only after dl these, the rooms and hdlsfor indoors
games, handwork and ingtruction. It isworth while also to note the
prominence given to play, music, poetry and story-telling pictures,
domestic occupations and gardening, al preceding the " systematic and
ordered occupations' which to some have seemed so al-important.

If we compare thiswith the current ideas about Nursery Schools, we do
not find that it falls much below the present idedl. There hasbeen a

time when some of usfeared that only the bodily needs of thellittle

child were to be considered, but the "Regulations for Nursery Schools'
have banished such fear. In these the child is regarded as ahuman

being, with spiritud aswell asbodily requirements.

To put it shortly, the physica requirements of achild arefood, fresh

ar and exercise, cleanlinessand rest. It isnot so easy to sum up the
requirements of ahuman soul. Thefirgt is sympathy, and though this may
goring from parenta ingtinct, it should be nourished by true
understanding. Next perhaps comes the need for material, materid for
investigation, for admiration, for imitation and for congtruction or
cregtion. Power of sense-discrimination isimportant enough, but in this
caseif wetake care of the pounds of admiration and investigation, the
pence of sense-discrimination will take care of themsalves.

Besdes these the child has the essentialy human need for socid
intercourse, for speech, for games, for songs and stories, for pictures
and poetry. He must have opportunity both to imitate and to sharein the
work and life around him; he must be an individud among other
individuas, a necessary part of awhole, allowed to give aswell asto
receive service. In the National Kindergarten of 1873 no one of these
requirements is overlooked except the provision for deep, and from old
photographs we know that this, too, was considered.

Nursery Schools are needed for children of al classes. It isnot only
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the children of the poor who require sympathy and guidance from those
specidly qudified by red grasp of the facts of child-development.
Wll-to-do mothers, too, often leave their children to ignorant and
untrained servants, or to the equaly untrained and hardly lessignorant
NUrsery governess.

Mothersin smal houses have much to do; making beds and washing dishes,
sweeping and dusting, baking and cooking, making and mending, not to
mention tending an infant or tending the sick, leavelittle leisure for
sympathy with the adventuring and investigating propendties natura

and desirable in ahedthy child between three and five. There are
innumerable Kindergartens open only in the morning for the children of
those who can afford to pay, and these could well be multiplied and
asssted just asfar asisnecessary. Intowns, a least, motherswith

but small incomeswould gladly pay amoderate feeto havether little
ones, especidly their sturdy little boys, guarded from danger and
trained to good habits, yet alowed freedom for happy activity.

Kindergartens and Nursery Schools ought to be as much as possible
fresh-air schools. They should never be large or the home atmosphere
must disappear. They should dways have grassy spaces and common
flowers, and they ought to be within easy reach of the children's homes.

There must for the present be certain differences between the Free
Kindergarten or Nursery School for the poor and for those whose parents
arefairly well-to-do. In both cases we must supply what the children

need. If the mother must go out to work, the child requires ahome for

the day, and the Nursery School must make arrangements for feeding the
children. All little children are the better for rest and if possible

for deep during the day; but for those who live in overcrowded rooms,
where quiet and restful deep in good air isimpossible, the need for

daly deepisvery great. All Free Kindergartens arrange for this.

Mot important dso isthe training to cleanliness. Thisisnot

invariably the lot even of those who come from gpparently comfortable
homes to attend fee-paying Kindergartens, and among the poor,
differencesin respect of cleanliness are very great. But sogp and hot
water do cost money and washing takes time, and the modern habit of
brushing teeth has not yet been acquired by al classes of the

community. The Free Kindergartens provide for necessary washing, each
child is provided with its own tooth-brush; and tooth-brush drill isa

daily practice, somewhat anusing to witness. The best baby roomsin our
Infant Schools carry out the same practices, and these arelikely to be
turned into Nursery Schools.

It cannot yet be accepted as conclusively proved that a completely
open-arr lifeisthe best in our climate. We have not yet sufficient
satistics. No doubt children do improve enormoudy in open-air camps,
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but so they do in ordinary Nursery Schools, where they are clean, happy
and well fed, and where they live aregular life with daily deep.

Housing conditions complicate the problem, and dl children must suffer
who deep in crowded, noisy, unventilated rooms.

Up to the present time Nursery Schools have been provided by voluntary
effort entirely, and far too little encouragement has been given to

those enlightened headmistresses of Infant Schools who havetried to
giveto their lowest classes Nursery School conditions. Sincethe

passing of Mr. Fisher's Education Bill, however, we are entitled to hope
that soon, for al children in the land, there may be the opportunity of
afar start under the care of "a person with breadth of outlook and
imagination,” the equivaent of Froebd's"killed intdlligent

gardener.”

In the following chapter an attempt is made to explain how it isthat so
many years ago Froebe reached hisvision of what achildis, and of
what a child needs, and the considerations on which he based his
"Nursery School for Little Children” or " Sdlf-Teaching Inditution.”

CHAPTERII

THE BIOLOGIST EDUCATOR

Progress, man's digtinctive mark aone,
Not God's, and not the beasts: God is, they are,
Man partly isand wholly hopesto be.

"A large bright room, ... a sandheap in one corner, alow tub or bath of
water in another, arope ladder, a swing, stepsto run up and down and
such like, aline of black or green board low down round the wall,

little rough carts and trolleys, boxes which can be turned into houses,
or shops, or pretence ships, etc., a cooking stove of avery smple
nature, dolls of dl kinds, wooden animals, growing plantsin boxes, an
aquarium.”

Any Froebelian would recognise this as the description of amore or less
ided Kindergarten or Nursery School, and yet the writer had probably
never read a page that Froebe wrote. On the contrary, she shows her
entireignorance of the red Kindergarten by caling it "pretty
employments devised by adults and imposed at set times by authority.”

The description istaken from a very able address on "Child Nature and
Education” delivered some years ago by MissHoskyns Abrahdl. Itis
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quoted here, because, for her conception of right surroundings for young
children, the speaker has gone to the very source from which Froebel
took hisideas--she has gone to what Froebel indeed called "the only
true source, lifeitsdlf,” and she writes from the point of view of the
biologid.

There exists a present, in certain quarters, abelief that the
Kindergarten is old-fashioned, out of date, more especialy that it has
no scientific bags. It is partly on this account that the ideas of Dr.

Maria Montessori, who has approached the question of the education of
young children from the point of view of medical science, have been
warmly welcomed by so large acircle. But neither in England nor in
Americadoesthat circleinclude the Froebelians, and thisfor severd
reasons. For one thing, much that the generd public has accepted as
new--and in thisgenera public must be included weighty names, men of
science, educationa authorities, and others who have never troubled to
inquire into the meaning of the Kindergarten--are dready matters of
everyday life to the Froebelian. Among these comestheidea of training
to service for the community, and the provision of suitable furniture,
little chairs and tables, which the children can move about, and low
cupboards for materials, al of which tend to independence and
sf-control.

It isamore serious stumbling-block to the Froebelian that Dr.
Montessori, while advocating freedom in words, hasredly set strict
limitsto the natural activities of children by laying so much stresson
her "didactic gpparatus,” the intention of whichisformd trainingin
sense-discrimination. Thismaterid, which isan adaptation and
enlargement of that provided by Séguin for hismentaly deficient
children, is certainly open to the reproach of having been "devised by
adults.” Itisforma, and the child is not permitted to useit for his
OWN PUrpOSES.

Before everything else, however, comes the fact that in no place has Dr.
Montessori shown that she has made any study of play, or that she
attaches specia importance to the play activities, or natural

activities of childhood, on which the Kindergarten isfounded. Thisis
probably accounted for in that her first observations were made on
deficient children who are notably wanting ininitiative.

Among these "play activities' we should include the child's perpetud
imitation or pretence, amatter which Dr. Montessori entirely failsto
understand, as shown in her more recent book, where she treats of
imagination. Here she maintains that only the children of the
comparatively poor ride upon their fathers walking-sticks or construct
coaches of chairs, that this"isnot aproof of imagination but of an
unsatisfied desire," and that rich children who own ponies and who drive
out in motor-cars "would be astonished to see the delight of children

15



who imagine themselves to be drawn aong by sationary armchairs.”
Imitative play has, of course, nothing to do with poverty or riches, but
is, as Froebe said long since, the outcome of an initiative impulse,

sadly wanting in deficient children, an impulse which promptsthe child
of dl lands, of al time and of dl classesto imitate or dramatise,

and so to gain some understanding of everything and of every person he
seesaround.

Thework of Dr. Montessori has helped enormoudy in the movement, begun
long since, for greater freedom in our Infant Schoals; freedom, not from
judicious guidance and authority, but from rigid time-tables and formal
lessons, and from arbitrary restrictions, aswell asfreedom for the
individua as gpart from the class. The best Kindergartens and Infant
Schools had dready discarded time-tables, and Kindergarten classes have
aways been small enough to give theindividua afair chance. Froebe
himself congtantly urged thet the child should become familiar with "both
the strongly opposed dements of hislife, theindividua determining

and directing sde, and the generd ordered and subordinated sde.” He
urged the early development of the socid consciousnessaswell as
indsting on expangon of individudity, but it isaways difficult to

combine the two, and most Kindergarten teacherswill benefit by learning
from Dr. Montessori to gpply the method of individua learning to a
greater extent.

We are, however, fully prepared to maintain that Froebel; evenin 1840,
had awider and adeeper redisation of the needs of the child than has
as yet been attained by the Dottoressa.[6] In order to make this clear,

it isproposed to compare the theories of Froebe with the conclusions
of abiologigt. For biology has awider and a saner outlook than medical
science; it does not start from the abnormal, but with life under normal
conditions.

[Footnote 6: Her latest publication regarding the ingtruction--for it is

not education--of older children makes this even more plain. For hereis
no discussion of what children at this stage require, but amere plunge
into "subjects’ in which forma grammar takes aforemost place]

In the address, from which the opening words of this chapter are quoted,
it issuggested that a cagpable biologist be set to dedl with education,

but heisto befreed "from al preconceived ideas derived from accepted
tradition.” After such fundamentals asfood and warmth, light, air and
deep, thefirst problems consdered by this Biologist Educator are

stages of growth, their gppropriate activities, and the stimuli

necessary to evoke them. Always he bearsin mind that "interference with
agrowing cresture is ahazardous business,” and takes as his motto
"When in doubt, refrain.”

To discover the naturd activities of the child, the biologist relies
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upon, first, observation of the child himsdlf, secondly, upon his
knowledge of the nervous system, and thirdly, upon his knowledge of the
past history of the race. From these he comesto avery pertinent
conclusion, viz. "The generd outcome of thisisthat the safe way of
educating children isby means of Play,” play being defined as"the

natural manifestation of the child's activities, sysemdtic inthat it
followsthelines of physiologica development, but without the hard

and fast routine of thetime-table."[7]

[Footnote 7: It isin this connection that the Kindergarten is

stigmatised as " pretty employments devised by adults and imposed at set
times by authority,” an opinion evidently gained from theway in which
the term has been misused in atype of Infant School now fast
disappearing |

It iseasy to show that athough Froebd was pre-Darwinian, he had been
in close touch with scientists who were working at theories of
development, and that he was largely influenced by Krause, who applied
the idea of organic development to al departments of socia science. It
was because Froebd was himsdf, even in 1826, the Biologist Educator
desiring to break with preconceived ideas and traditions that he wished
one of his pupilshad been ableto "cal your work by its proper name,
and so make evident the red nature of the new spirit you have
introduced."[8]

[Footnote 8: Seep. 4.

But Froebel was more than abiologist, he was a philosopher and an
idedist. Such words have sometimes been used as terms of reproach, but
wisdom can only bejudtified of her children.

At the back of al Froebd hasto say about " The Education of the Human
Being" lieshis conception of what the human beingis. Anditis
impossible fully to understand why Froebe laid so much stresson
spontaneous play unless we go deeper than the province of the biologist
without in the least minimising the importance of biologica knowledge

to educationa theory. Asthe biologist defines play as"the naturd
manifestation of the child's activities," so Froedd says"play at first

isjust naturd life" But to him the true inwardness of spontaneous

play liesinthefact that it is spontaneous--so far as anything in the
universe can be spontaneous. For spontaneous response to environment is
self-expression, and out of salf-expression comes salfhood,
consciousness of sdif. If we are to understand Froebd at al, we must
begin with the answer he found, or accepted, from Krause and others for
hisfirst question, What isthat self?

Before reaching the question of how to educate, it seemed to him
necessary to consider not only the purpose or aim of education, but the
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purpose or am of human existence, the purpose of dl and any existence,
even whether thereisany purpose in anything; and that brings usto
what he cdls"the groundwork of dl,” of which asummary isgivenin
thefollowing paragraphs.

In the universe we can perceive plan, purpose or law, and behind this
there must be some great Mind, "aliving, al-pervading, energising,
self-conscious and hence eternd Unity" whom we call God. Nature and all
exiging thingsare arevelation of God.

AsBergson spesks of the_éan vita_ which expressesitself from
infinity to infinity, SO Froebd saysthat behind everything thereis

force, and that we cannot conceive of force without matter on which it
can exerciseitsdf. Nether can we think of matter without any forceto
work upon it, so that "force and matter mutually condition one another,"
we cannot think one without the other.

Thisforce expressesitsef in dl ways, the whole universeisthe
expression of the Divine, but "man isthe highest and most perfect

earthly being in whom the primordid forceis spiritualised so that man
fedls, understands and knows his own power.” Conscious development of
one'sown power isthe triumph of spirit over matter, therefore human
development is spirituad development. So while man isthe most perfect
earthly being, yet, with regard to spiritua development he has returned

to afirg sage and "must raise himself through ascending degrees of
consciousness' to heights asyet unknown, "for who has measured the
limits of God-born mankind?'

Sdf-consciousnessisthe specid characteristic of man. No other animal
has the power to become conscious of himself becalise man done hasthe
chance of failure. The lower animals have definite ingtincts and cannot

fal, _i.e_ cannot learn.[9] Man wantsto do much, but hisingtincts

are less definite and most actions haveto belearned; it isby striving

and falling that helearnsto know not only hislimitations but the

power that iswithin him--his sdif.

[Footnote 9: Thiswould nowadays be considered too sweeping an
assartion.]

According to Froebe, "the aim of education isthe steady progressive
development of mankind, there is and can be no other"; and, except as
regards physiologica knowledge inaccessiblein hisday, heisat one
with the biologist asto how we areto find out the course of this
development. Firgt, by looking into our own past; secondly, by the
observation of children asindividuas aswell aswhen associated
together, and by comparison of the results of observation; thirdly, by
comparison of these with race history and race development.
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Froebel makes much of observation of children. He writesto acousin
begging her to "record in writing the most important facts about each
separate child,” and addsthat it seemsto him "most necessary for the
comprehension of child-nature that such observations should be made
public,... of the greatest importance that we should interchange the
observations we make so that little by little we may come to know the
grounds and conditions of what we observe, that we may formulate their
laws." He proteststhat even in his day "the observation, devel opment
and guidance of children inthefirst years of life up to the proper age
of school" isnot up to the existing leve of "the stage of human
knowledge or the advance of science and art”; and he statesthat it is
"an essentid part” of hisundertaking "to cdl intolife_an

ingtitution for the preparation of teacherstrained for the care of
children through observation of their life ."

In speaking of the stages of development of the individua, Froebel
saysthat "thereisno order of importance in the stages of human
development except the order of succession, inwhichtheearlier is
awaysthe moreimportant,” and from that point of view we ought "to
congder childhood as the most important stage, ... astageinthe
development of the Godlike in the earthly and human.” He so emphasises
that "the vigorous and compl ete development and cultivation of each
success ve stage depends on the vigorous, complete and characterigtic
development of each and dl preceding stages.”

So the duty of the parent isto "look as deeply as possible into the

life of the child to see what he requiresfor his present stage of
development,” and then to " scrutinise the environment to seewhat it
offers... to utilise dl possibilities of meeting norma needs,” to

remove what is hurtful, or a least to "admit its defects’ if they

cannot give the child what his nature requires. "If parents offer what
the child does not need,” he says, "they will destroy the child'sfaith
intheir sympathetic understanding.” The educator isto "bring the child
into relations and surroundingsin al respects adapted to him™ but
affording aminimum of opportunity of injury, "guarding and protecting”
but not interfering, unlessheis certain that hedlthy development has
aready been interrupted. It is somewhat remarkable that Froebel
anticipated even the conclusions of modern psycho-andysisin hisviews
about childish faults. "The sources of these," he says, are "neglect to
develop certain Sdes of human life and, secondly, early distortion of
originaly good human powers by arbitrary interference with the orderly
course of human development ... a suppressed or perverted good
quality--a good tendency, only repressed, misunderstood or
misguided--lies at the bottom of every shortcoming.” Hence the only
remedy even for wickednessisto find and foster, build up and guide
what has been repressed. It may be necessary to interfere and even to
use severity, but only when the educator is sure of unhealthy growth.
The motto of the biologist on the subject of interference--"Whenin
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doubt, refrain”--exactly expresses Froebel's doctrine of "passive or
following" education, following, that is, the nature of the child, and
"passive’ as opposed to arbitrary interference.

Freefromthis, the child will follow his natural impulses, which areto

be trusted as much as those of any other young animd; in other words,
hewill play, hewill manifest hisnaturd activities. "The young human
being--till, asit were, in process of creation--would seek, though
unconscioudy yet decidedly and surely, asaproduct of nature that
whichisinitsdf best, and in aform adgpted to his condition, his
disposition, his powers and his means. Thusthe duckling hastensto the
pond and into the water, while the chicken scratches the ground and the
young swallow catches its food upon the wing. We grant space and time to
young plants and animals because we know that, in accordance with the
lawsthat live in them, they will develop properly and grow well;

arbitrary interference with their growth is avoided because it would
hinder their development; but the young human being islooked upon asa
piece of wax, alump of clay, which man can mould into what he pleases.
O man, who roamest through garden and field, through meadow and grove,
why dost thou close thy mind to the Slent teaching of nature? Behold

the weed; grown among hindrances and congtraint, how it scarcely yields
anindication of inner law; behold it in nature, in field or garden, how
perfectly it conformsto law--a beautiful sun, aradiant gar, it has

burgt from the earth! Thus, O parents, could your children, on whom you
forcein tender yearsforms and aims againgt their nature, and who,
therefore, walk with you in morbid and unnatura deformity--thus could
your children, too, unfold in beauty and develop in harmony.”

At firg play isactivity for the sake of activity, not for the sake of
results, "of which the child hasasyet noidea.”" Very soon, however,
having man's specid capacity of learning through experience, the child
does gather ideas. By thistime he has passed through the stage of
infancy, and now his play becomes to the philosopher the highest stage
of human development at this stage, because now it is salf-expression.

When Froebel wrote in 1826, there had been but little thought expended
on the subject of play, and probably none on human ingtincts, which were
supposed to be nonexistent. The hope he expressed that some philosopher
would take up these subjects has now been fulfilled, and we ought now to
turn to what has been said on a subject all-important to those who
desireto help in the education of young children.

CHAPTERIII

LEARNING BORN OF PLAY

20



Pay, which isthe busness of their lives.

There may be nothing new under the sun, but it does seem to be afair
claim to make for Froebel that no one before or Since histime hasmore
fully realised the value to humanity of what in childhood goes by the
name of play. Froebel had distinct theories about play, and he put his
theoriesinto actua practice, not only when he founded the
Kindergarten, but in hisorigina school for older children at Keilhau.

Before going into itsfull meaning, it may bewdl firs to meet the

maost common misconception about play. It isnot surprising that those
who have given the subject no special consideration should regard play
from the ordinary adult standpoint, and think of it as entirely opposed
to work, asrelaxation of effort. But the play of achild covers so much
that it isgtartling to find ared psychologist writing that "education
through play” is"apernicious propogition.”[10] Statements of thiskind
spring from the mistaken idea, certainly not derived from observation,
that play involves no effort, that it runsin theline of least

resistance, and that education through play means therefore education
without effort, without training in self-control, education without

mord training. The case for the Kindergarten isthe opposte of this.
Education through play is advocated just because of the effort it cdls
forth, just because of the way in which the child, and later the boy or
girl, throws hiswhole energy into it. What Froebe admired, what he
cdled "the most beautiful expresson of childlife," was"the child that
plays thoroughly, with spontaneous determination, perseveringly, until
physicd fatigue forbids--a child wholly absorbed in his play--achild
that has fallen adeep while so absorbed.” That child, he said, would be
"athorough determined man, capable of sdf-sacrifice for the promotion
of thewelfare of himself and others” It is because"play isnot

trivid, but highly serious and of deep significance,” that he appeals

to mothersto cultivate and foster it, and to fathersto protect and
guardit.

[Footnote 10: _The Educative Process , p. 255 (Bagley).]

The Kindergarten position can be summed up in a sentence from Dr.
Clougton's_Hygiene of Mind_: "Play isthe red work of children."
Froebd calsactivity of senseand limb "thefirst germ,” and
"play-building and modd ling the tender blossoms of the congtructive
impulse’; and this, he says, is"the moment when man isto be prepared
for future industry, diligence and productive activity." He points out,

too, the importance of noticing the habits which come from spontaneous
sdlf-employment, which may be habits of indolent easeiif the child is

not allowed to be as active as his nature requires.

21



There were no theories of play in Froebd's day, but he had certainly
read Levana , andindl probability he knew what Schiller had saidin
his_L etterson Aesthetic Education . The play theories are now too well
known to require more than a brief recapitulation.

It will generdly be dlowed that the distinctive festure of play as

opposed to work isthat of spontaneity. The action itsdlf isof no
conseguence, one man's play is another man'swork. Nor doesit seem to
matter whence comes the fedling of compulsion in work, whether from
pressure of outer necessity, or from an inner necessity like the
compelling force of duty. Wherethereisjoy in cregtion or in discovery
the work and play of the genius approach the standpoint of the child,

Indulging every ingtinct of the soul,
There, wherelaw, life, joy, impulse are one thing.

Inthe play of early childhood there may be freedom, not only from adult
authority, but even from the restrictions of nature or of circumstances
snce"let's pretend” annihilatestime and space and dl materia
consderations.

Among theories of play first comeswhat isknown as the Schiller-Spencer
theory, in which play isattributed to the accumulation of surplus

energy. When the human being has more energy than he requiresin order
to supply the bodily needs of himsdf and hisfamily, then hefeds

impelled to useit. Asthe activitiesof hisdaily lifearethe only

onesknown to him, hefights his battles over again, he smulatesthe
serious business of life, and transfers, for instance, the incidents of

the chase into adance. In thisWay he reaches artistic creation, so

that "play isthefirst poetry of the human being.”

Asan opposite of thiswe get a Re-creation theory, where play, if not
too strenuous, understood as a change of occupation, rests and
re-crestes.

Another theory isthat of recapitulation, which has been emphasised by
Stanley Hall, according to which children play hunting and chasing
games, or find afascination in making tents, because they are passing
through that stage of development in which their primitive ancestors
lived by hunting or dwedt in tents.

Lastly, amost interesting theory isthat which is associated with the

name of Groos, and which isbest expressed in the sentence: "Animasdo
not play because they are young, but they have their youth because they
must play,” play being regarded as the preparation for futurelife
activities. The kitten therefore practises chasing a cork, the puppy
worries boots and gloves, the kid practises jumping, and so on.
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A full account of play will probably embrace dl these theories, and
though they were not formulated in his day, Froebel overlooked none,
though he may have laid specia stress on the preparation Side. Y et
another vaue of play emphasised by Professor Royce, viz. its enormous
importance from the point of view of mentd initiative, isstrongly

urged by Froebel. Professor Royce argues that "in the mere persstence
of the playful child one has afactor whose vaue for mentd initiative
itishard to overestimate.”" Without this"passonatdy persstent
repetition,” and without also the constant varying of gpparently usdless
activities, the organism, says Professor Royce, "would remain the prey
of the environment.”

To Froebel, as we have seen, the human being isthe climax of animal
evolution and the starting-point of psychica development. The lower
animd, hemaintained, asal will now agree, ishindered by his
definiteingtincts, but the ingtincts or ingtinctive tendencies of the

human being are so undefined that there is room for spontaneity, for new
forms of conduct.

Professor Royce saysthat "agenera view of the place which beingswith
minds occupy in the physica world strongly suggeststhet their
organisms may especialy have sgnificance as placesfor theinitiation

of more or lessnovd types of activity.” And to Froebd the chief
ggnificance of play liesin this spontaneity.

"Play isthe highest phase of human development at this stage, because
it is spontaneous expression of what iswithin produced by an inner
necessity and impulse. Play isthe most characteristic, most spiritua
manifestation of man at this sage, and, a the sametime, istypica

of human lifeasawhole”

These various theories seem to reinforce rather than to contradict each
other, and it ismore important to avoid running any to an extreme than
to differentiate between them. In the case of recapitulation, we must
certainly bear in mind Froebd'swarning that the child "should be

treated as having in himself the present, past and future.” So, asDr.
Drummond says. "If wefed congrained to present him with atent
because Abraham lived in one, he no doubt entersinto the spirit of the
thing and acceptsit joyfully. But he dso annexesthe bal of string

and the coffee canigter to fit up telephonic communication with the
nursery.” He may play robbers and hide and seek because he has reached a
"hunting and capture” stage, but the physiologist points out that

violent exerciseisanecessity for hiscirculation and nutrition, and

to practise swift flight to safety is useful even in modern times[11]
Gardening may take us back to an agricultural stage, but digging is most
useful asamuscular exercise, and "watering” is scientific experiment

and addsto the feding of power, while the flowers themsalves apped to
the aesthetic Sde of the sense-play, which isnot limited to any age,
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though conspicuous so soon.

[Footnote 11: An up-to-date riddle asks the difference between the quick
and the dead, and answers, " The quick are those who get out of the way
of amotor-bus and the dead are those who do not."]

Froebel recognised many kinds of play. He redlised that much of the play
of boyhood is exercise of physical power, and that it must be of a
competitive nature because the boy wants to measure his power. Evenin
1826 he urges the importance not only of town playgrounds but of play
leaders, that the play may befull of life. Among gamesfor boyshe

noted some il involving sense-play, as hiding games, colour games and
shooting at amark, which need quick hearing and sight, intellectua

plays exercisng thought and judgement, _eg. draughts and dramatic
games. One form of play which seemed to him most important was
congructive play, wherethereis expression of ideasaswell as
expression of power. Thissde of play coversagreat deal, and will be
dedt with later; itsimportance in Froebe's eyesliesin the fact that
through congtruction, however smple, the child gains knowledge of his
own power and learns"'to master himself." Froebd wanted particularly to
deepen thisfeding of power, and saysthat the little one who has

aready made some experiments takes pleasure in the use of sand and
clay, "impelled by the previoudy acquired sense of power he seeksto
mester the materid.”

In order to gain red knowledge of himsdlf, of his power, achild needs
to compare his power with that of others. Thisis one reason for the
child'sready imitation of al he sees done by others. Another reason
for thisisthat only through red experience or action can achild gain
the ideas which he will express|ater, therefore he must reproduce dl
he sees or hears.

"In the family the child sees parents and others at work, producing,
doing something; consequently he, at this stage, would like to represent
what he sees. Be cautious, parents. Y ou can at one blow destroy, at
least for along time, theimpulseto activity and to formation if you
repel their help as childish, usdless or even asahindrance....
Strengthen and devel op thisingtinct; giveto your child the highest he
now needs, let him add his power to your work, that he may gain the
consciousness of his power and also learn to appreciate its

limitations”

Asthe child's sense of power and his self-consciousness deepen he
requires possessons of his"very own." Says Froebd: "The feding of

his own power implies and demands a so the possession of his own space
and hisown materid belonging exclusvely to him. Be hisredm, his
province, acorner of the house or courtyard, be it the space of abox

or of acloset, beit agrotto, ahut or agarden, the boy at this age
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needs an external point, chosen and prepared by himself, to which he
refersdl hisactivity.”

Asideas widen the child's purposes enlarge, and he finds the need for
that co-operation which binds human beings together. And so by play
enjoyed in common, the feding of community whichispresent inthe
little child israised to recognition of the rights of others; not only
isasense of justice developed, but also forbearance, consderation and

sympethy.

"When the room to befilled is extensive, when the reeilm to be
controlled islarge, when the whole to be produced is complex, then
brotherly union of smilar-minded personsisin place” And we are
invited to enter an "education room," where boys of sevento ten are
using building blocks, sand, sawdust and green moss brought in from the
forest. "Each one hasfinished hiswork and he examinesit and that of
others, and in each risesthe desireto unite dl in onewhole," so

roads are made from the village of one boy to the castle of another: the
boy who has made a cardboard house unites with another who has made
miniature ships from nut-shells, the house as a castle crownsthe hill,

and the shipsfloat in the lake below, while the youngest brings his
shepherd and sheep to graze between the mountain and the lake, and all
stand and behold with pleasure and satisfaction the result of their

hands.

The educative vaue of such play has been brought forward in modern
timesin_Floor Games by Mr. Wells, Magic Cities by Mrs. Neshit, and
notably in Mr. Caldwell Cook'sPlay City in_The Play Way _.

Joining together for acommon purpose does not only belong to younger
boys. "What busy tumult among those older boys at the brook! They have
built candss, duices, bridges, etc.... a each step one trespasses on

the limits of another realm. Each one clamshisright aslord and

maker, while he recognises the claims of others, and like States, they

bind themsdves by dtrict treaties.”

"Every town should have its own common playground for the boys. Glorious
resultswould come from thisfor the entire community. For, at this

period, games, whenever possible, are in common, and develop the feding
and desire for community, and the laws and requirements of community.

The boy triesto see himsdlf in his companions, to weigh and measure
himsdf by them, to know and find himsdlf by their help.”

"It isthe sense of sure and reliable power, the sense of itsincrease,
both as an individual and asamember of the group, thet fillsthe boy
with joy during these games.... Justice, self-control, loyalty,
impartidity, who could fail to catch their fragrance and that of il
more ddlicate blossoms, forbearance, consderation, sympathy and
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encouragement for the weaker.... Thus the games educate the boy for
life and awaken and cultivate many socid and mord virtues."

In England we have dways had respect for boys games and more and more,
especidly in America, people are redising the need for play places and

play leaders. But dl thiswaswritten in 1826, when for ten years

Froebd had been experimenting with boys of al ages. At Keilhau play of

al kinds had an honoured place. Weread of excursionsfor al kinds of
purposes, of Indian games out of Fenimore Cooper, and of "Homeric
battles." It was "part of Froebd's plan to have us work with spade and
pick-axe," and every boy had his own piece of ground where he might do
what he pleased. Ebers, being literary, constructed in his plot abed of
heather on which he lay and read or made verses. The boys built their

own stage, painted their own scenery, and in winter once aweek they

acted classic dramas. Besidesthis, there was alarge and complete

puppet theatre bel onging to the school. Bookbinding and carpentry were
taught, and at Christmas "the embryo cabinet-maker made boxes with locks
and hinges, finished, veneered and polished.”

In England in 1917 we have givento us_The Play Way _, in which onewho
hastried it givesthe results of his own experimentsin education

through play. Mr. Caddwell Cook was not satisfied with the condition of
affairswhen "school above the Kindergarten is a nuisance because there
isno play." Hisdreamisthat of aPlay School Commonwealth, where
education, whichisthetraining of youth, shal befilled with the

gpirit of youth, namely, "freshness, zedl, happiness, enthusasm.”

The next chapter will show that it has taken us exactly ahundred years
to reach asfar as public recognition of the Nursery School where play
isthe only possible motive. It isfor the coming generation of teachers
to act so that the dream of the Play School Commonwealth shall be
redlised more quickly. It isasgnificant fact that the lines quoted as
heading for the next chapter are written by a modern schoolmaster.

CHAPTER IV

FROM 1816 TO 1919

Poor mites, you gtiffen on abench

And stoop your curlsto dusty laws,

Y our petal fingers curve and clench

In davery to parchment saws;

Y ou suit your heartsto sallow faces
In sullen places:
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But no pen
Nor pedantry can make you men.
Y ours are the morning and the day:
Y ou should be taught of wind and light;
Y our learning should be born of play.

(_Caged:_ GEORGE WINTHROP YOUNG.)

Had England but honoured her own prophets, we should have had Nursery
Schools ahundred years ago. In 1816, the year in which Froebel founded
his school for older boys at Keilhau, Robert Owen, the Socialist,
"following the plan prescribed by Nature," opened a school where
children, from two to six, were to dance and sing, to be out-of-doors as
much as possible, to learn "when their curiosity induced them to ask
guestions,” and not to be "annoyed with books.” They wereto be
prevented from acquiring bad habits, to be taught what they could
understand, and their dispositions were to be trained "to mutua

kindness and asincere desire to contribute al in their power to

benefit each other.” They "were trained and educated without punishment
or thefear of it.... A child who acted improperly was not considered an
object of blame but of pity, and no unnecessary restraint was imposed on
the children.”

But the world was not ready. Owen's "Rationd Infant School" attracted
much notice, and an Infant School Society was founded. But even the
enlightened were incgpable of understanding that any education was
possible without books, and the promoters rightly, though quite
unconscioudy, condemned themselves when they kept thetitle Infant

School but dropped the qualifying "Rationd.” Still, Infant Schools had

been started and interest had been aroused. When the edict abolishing
Kindergartens was promulgated in Germany, some of Froebd's disciples
passed to other lands, and Madame von Marenholz came to England in 1854.
Already one Kindergarten had been opened by a Madame Ronge, to which
Rowland Hill sent his children, and to which Dickens paid frequent

vigts. In the same year therewas held in London an "Internationa
Educationa Exposition and Congress,” and to this Madame von Marenholz
sent an exhibit, which was explained by Madame Ronge, and by aMr.
Hoffmann. Dickens, who had watched the actua working of a Kindergarten,
gave warm support to the new ideas, and wrote an excellent article on
"Infant Gardens' for _Household Words , urging "that snce children are

by Infinite Wisdom so created asto find happinessin the active

exercise and development of dl their faculties, we, who have children

round about us, shal no longer represstheir energies, tie up their

bodies, shut their mouths.... Thefrolic of childhood is not pure

exuberance and waste. 'Thereisoften ahigh meaning in childish play,’

said Froebd. Let us study it, and act upon the hints--or more than
hints--that Nature gives."
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Dr. Henry Barnard represented Connecticut at this Congress, and he took
the Kindergarten to America, in whose virgin soil the seed took root,

and quickly brought forth abundantly. But the soil wasvirgin and the
fieldswere ready for planting, for Americain these days had nothing
corresponding to our Infant Schools. The Kindergarten was welcomed by
people of influence. Dr. Barnard found hisfirgt aly in Miss Peabody,

one of whose ssterswas married to Nathaniel Hawthorne, while another
was the wife of Horace Mann. Miss Peabody began to teach in 1860, but
eight yearslater, after avigt to Europe, she gave up teaching for
propagandawork. Owing to her effortsthe first Free Kindergarten was
opened in Boston in 1870. Philanthropists soon recognised itsimportance
asasocia agency, and by 1883 one lady aone supported thirty-one such
ingitutionsin Boston and its surroundings. In New Y ork, Dr. Felix

Adler established a Free Kindergarten in 1878, and Teachers College was
influentia in helping to form an association which supports severd.
Another name wedl known in this country isthat of Miss Kate Douglas
Wiggin,[12] who was a Kindergarten teacher for many years before she
became known asanovelig. It isMiss Wiggin who tells of aquaint
trandation of Kindergarten heard by a San Francisco teacher making
friendly vidtsto the mothers of her children. While she siood on a
door-step sympathising with one poor woman she heard a"loud, but not
unfriendly” voice from an upper window. "Clear things from under foot!"

it pedled in stentorian accents. "Theteacher o' the_Kids Guards _is
comin' down the street.”

[Footnote 12: Writer of _Penelopein England_, etc., and of acapita
collection of essaysentitled Children'sRights ]

In England things were very different, because of the Infant Schools

which had dready been established, but which had falen far below the

ided set up by Robert Owen. As every one knows, the education givenin
those daysto teachers of Elementary Schoolswas but meagre, and the
results were often so bad that, to justify the expenditure of public

money, "payment by results’ was introduced. In 1870 came the Education
Act, and the year 1874 saw agood deal of movement. Miss Caroline Bishop
was gppointed to lecture to the Infants teachers under the London

School Board; Miss Heerwart took charge of atraining college for
Kindergarten teachersin connection with the British and Foreign School
Society; the Froehel Society was founded, and Madame Michaelistook the
Kindergarten into the newly established High Schoolsfor Girls. For the
children of the well-to-do Kindergartens spread rapidly, but for the
children of the poor there was no such happiness; the Infant School was
too firmly established as a place where children learned to read, write

and count, and above dl to sit till. Infants teachers received no

gpecid training for their work; their course of study, inwhich

professiond training played but asmall part, was the same as that
prescribed for the teachers of older children. Some colleges, notably

The Home and Colonia, Stockwell, and Saffron Walden, did try to give
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their students some specid training, but it was not of much avail, and

the word Kindergarten came to mean not Nursery School, aswas the idea
of itsfounder, but dictated exercises with Kindergarten materid, a

kind of manud drill supposed to give"hand and eyetraining,” and with

this meaning it made its appearance on the time-table.

Vigtorsfrom Americawere shocked to find no Kindergartensin England,
but only large classes of poor little automatons Sitting erect with

"hands behind" or worse ill "hands on heads," and moving only to the
word of command. One lady who ultimately found her way to our own
Kindergarten told me that she had been informed at the L.C.C. offices
that there were no Kindergartensin London.

It was partly the scandalised expressions of these American teachers
that stimulated Miss Adelaide Wragge to take her courage into her hands,
and in the year 1900 to open the first Mission Kindergarten in England.
She cdled it aMission, not a Free Kindergarten, partly because the
parents paid the trifling fee of one penny per week, and partly because
it was connected with the parish work of Holy Trinity, Woolwich, of
which her brother wasvicar. Thefirgt report says. " The neighbourhood
was suitable for the experiment; little children, needing just the kind

of training we proposed to give them, abounded everywhere.... The
Woolwich children were typica dum babies, varying in agesfrom three
to SX years; very poor, very dirty, totaly untrained in good habits.

At first we only admitted afew, and when these began to improve,
gradudly increased the numbersto thirty-five. They needed grest
patience and care, but they responded wonderfully to the love given
them, and before long they were red Kindergarten children, full of
vigour, merriment and sdlf-activity.”

Asisdonein connection with al Free Kindergartens, Parents Evenings
were indtituted from the first, and the mothers were helped to
understand their children by smpletalks.

Sesame House for Home Life Training had been opened six months before
thisMission Kindergarten. It was founded by the Sesame Club, and at its
head was Miss Schepel, who for twenty years had been at the head of the
Pestd 0zzi Froebd House. Theideaof Home Life Training attracted
students who were not obliged by stern necessity to earn their daily

bread. Though the methods were not quitein line with progressve

thought, the atmosphere created by Miss Schepel, warmly seconded by Miss
Buckton,[13] was one of enthusiasm in the service of children. The

second Nursery School in London had itsorigin in this enthusasm. Miss
Maurfe left Sesame House early in 1903, and started afree Child Garden
in West London. Four years later she moved to Westminster to ablock of
workmen's dwellings erected on the site of the old Millbank Prison. This
"child garden” has aspecid interest from the fact thet it was carried

on actudly in ablock of workmen's dwellingslike The Children's
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Houses of alater date. The effort was voluntary and the rooms were
small, but, if the experiment had been supported by the authorities; it
would have been easy to take down dividing wallsto get sufficient
gpace. Miss Maufe gave hersalf and her income for about twelve years,
but difficulties created by the war, the impossibility of finding

efficient help and consequent drain upon her own strength have forced
her to close her little schoal, to the grief of the mothersin 48 Ruskin
Buildings. Another Sesame House student, MissL. Hardy, in her charming
_Diary of aFree Kindergarten _, takes us from London to Edinburgh, but
thefirst Free Kindergarten in Edinburgh began in 1903 and had a
different origin. Miss Howden was an Infants Mistressin one of the
dums, and knew well the needs of little children in that wide Street,

once decked with lordly mansions, which leads from the Castle to
Holyrood Palace. Some of the fine houses are | eft, but the inhabitants
are of the poorest, and Miss Howden left her savingsto start aFree
Kindergarten in the Canongate. The sum was not large, but it was seed
sown infaith, and its harvest has been abundant, for Edinburgh with its
population of under 400,000 has five Free Kindergartens, in dl of which
the children are washed and fed and given restful deep, aswell as
taught and trained with intelligence and love. London with its

population of 6,000,000 had but eight up to the time of the outbreak of
thewar.

[Footnote 13: Author of the beautiful mystery play of _Eager Heart__]

In 1904 the Froebel Society took part in a Joint Conference at Bradford,
where one sitting was devoted to "The Need for Nursery Schools for
Children from threeto five years at present attending the Public

Elementary Schools." The speakerswere Mrs. Midl of Leeds, and MissK.
Phillips, who had wide opportunities for knowledge of the unsuitable
conditions generaly provided for these little children. Among those who
joined in this discusson was Miss Margaret M'Millan, so well known for
her pioneer work in connection with School Clinics, and more recently

for her now famous Camp School. Miss M'Millan had dready done yeoman
service on the Bradford Education Committee, but was now resident in
London, and she had been warmly welcomed on the Council of the Froebe
Society. It was from the date of this Conference that the name Nursery
School became generd, though it had been used by Madame Michadlis as
early as 1891. In the following year, 1905, the Board of Education
published its " Reports on Children under Five Yearsof Age” withits
prefatory memorandum stating that "anew form of school isnecessary for
poor children," and that parents who must send their little onesto

school "should send them to nursery schools rather than to schools of
ingtruction,” to schools where there should be "more play, more deep,

more free conversation, story-telling and observation.” It would seem

that the recommendations of 1905 may begin to be carried out in 1919, a
consummation devouitly to be wished.
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In the meantime voluntary effort has done what it could. Birmingham had
good reason to bein the forefront, snce many of its public-spirited
citizenshad in their own childhood the benefit of the excellent works

of Miss Caroline Bishop, adisciple of Frau Schrader. The Birmingham
Peopl€'s Kindergarten Association opened itsfirst People's Kindergarten
at Greet, in 1904, and a second, the Settlement Kindergarten, in 1907.
Sir Oliver Lodge spoke strongly in favour of theseinditutions, calling
them a protest against the idea of the comparative unimportance of
childhood.

Miss Hardy opened her Child Garden in 1906, and that work has grown so
that the children are now kept till they are eight yearsold. The

Edinburgh Provincia Council for the Training of Teachers opened another
Free Kindergarten as a demongtration school for Froebelian methods, a
practising school for sudents, and also as an experimenta schoal,

where attempts might be made to solve problems as to the education of
neglected children under school age. It was the Headmistress of this

school, Miss Hodsman, who invented the net beds now in generd use. She
wanted something hygienic and light enough to be carried eadily into the
garden, that in fine weather the children might deep out of doors.

Another Sesame House student, Miss Priestman, opened a Free Kindergarten
in the pretty village of Thornton-le-Dae, where the children havea

sand-hegp in alittle enclosure dlowed them by the blacksmith, and sail

their boats at a quiet place by the side of the beck that runs through

thevillage.

It wasin 1908 that Miss Esther Lawrence of the Froebel Ingtitute
inspired her old students to help her to open The Michaelis Free
Kindergarten. Since the war, the name has been dtered to The Michadlis
Nursery School, whichisin Netting Dae, on the edge of avery poor
neighbourhood, where large families often occupy asingleroom. Asin
the Edinburgh Free Kindergartens, dinner is provided, for which the
parents pay one penny. Thefirst report tells how necessary are Nursery
Schoolsin such surroundings. " Thelittle child who wasformerly tied to
theleg of the bed, and lft dl day while his mother was out at work,
isnow enjoying the happy freedom of the Kindergarten. The child whose
clotheswere formerly sawn on to him, to save his mother the periodical
labour of sewing on buttons, is now undressed and bathed regularly. The
attacks on children by drunken parents are less frequent. When the
Kindergarten wasfirgt opened, many of the children were quite listless,
they did not know how to play, did not care to play. Now they play with
pleasure and with vigour, and one can hardly believe they arethe

listless, spiritless children of ayear ago.”

In 1910 Miss Lawrence succeeded in opening what was cdled from the
first the "Somers Town Nursery School," where the same kind of work is
done. One of thereports says. "It isinteresting to see the children
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sweeping or dusting aroom, washing their dusters and dolls clothes,
polishing the furniture, their shoes, and anything which needs

polishing. On Friday morning the 'slver' is cleaned, and the brilliant
results give great pleasure and satisfaction to thelittle polishers.

'Have you done your work? was the question addressed to avisitor by a
three-year-old child, and the visitor beat a hasty retreat, ashamed
perhaps of being the only dronein the busy hive. At dinner time four
children wait on the rest, and very well and quickly the food is handed
round and the plates removed.”

There are other Free Kindergartens at work. Oneisin charge of Miss
Rowland, and isin connection with the Bermondsey Settlement. ItisMiss
Rowland who tells of the "candid mother” she met one Saturday who
remarked, "l told the children to wash their facesin case they met

you."

The Phoenix Park Kindergarten in Glasgow isinteresting because the site
was granted by an enlightened Corporation and the Parks Committee laid
out the garden, while the real start came from the pupils of aschool

for girlsof wel-to-do families. By thistime other socid agencies

have been grouped round the Kindergarten as a centre.

The Caldecott Nursery School was opened in 1911 and has grown into the
Cadecott Community, which has now taken its children to live atogether

in the country. This Nursery School was never intended to bea
Kindergarten; it was Started as an interesting experiment, "chiefly

perhapsin the hope that the children might enjoy that instruction which
isusudly absorbed by the children of the wedthy in their own

nurseries by virtue of their hgppier surroundings.”

And in the very year in which we were plunged into war Miss Margaret
M'Millan put into actuad shape what she had long thought of, and opened
her "Baby Camp" and Nursery School, with aplacefor "toddlers’ in
between, the full story of whichistoldin_The, Camp Schoal_. Inthe
Camp itself the thingswhich impressthe vistor most arefirst the

space and the fresh air, the sky above and the brown earth below, and
next the family feding whichis so plain in spite of the numbers. The

Camp existed long before it was a Baby Camp and Nursery School, for Miss
M'Millan began with a School Clinic and went on to Open-Air Campsfor
girlsand for boys, before going to the " preventive and congtructive”

work of the Baby Camp. Clean and healthy bodies come firgt, but to Miss
M'Millan's enthus asam everything in lifeiseducative.

The war hasincreased the supply of Nursery Schools, because the need
for them has become glaringly gpparent. Many experiments are going on
now, and it seemsasif experimental work would be encouraged, not
hampered by unyielding regulations. The Nursery School should cover the
agesfor which the Kindergarten was ingtituted, roughly from three to
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sx yearsold. Already there are excellent baby roomsin some parts of
London, and no doubt in other towns, and the only reason for disturbing
these isto provide the children with more space and more fresh air, or
with something resembling agarden rather than abare yard.

One school in London has a creche or day nursery, not exactly apart of

it, but in closest touch, established owing to the efforts of an

enthusiastic Headmistress working aong with the Norland Place nurses.

Its gpaceisat present insufficient, but the neighbouring buildings are
condemned, and will come down after the war. They need not go up again.
Then the space could be used in the same way asin the Camp School. That
would be to the benefit of the whole neighbourhood, and there could be

at least one experiment where from creche to Standard V11. might bein
close connection.

MissM'Millan'sided isto have alarge space in the centre of a
district with covered passages radiating from it so that mothersfrom a
large areacould bring their little ones and leave them in safety. It
would be safety, it would be savation. But, asthe Scots proverb has
it, "lItisafar cry to Loch Awe."

Another question much debated is, who isto bein charge of these
children. The day nursery or creche must undoubtedly be staffed with
nurses, but with nursestrained to carefor children, not merely sick
nurses. There are, however, certain people who believe that the "trained
nurse" isthe right person to bein charge of children up to five, while
othersthink that young girls or uneducated women will suffice. Weare
thankful that the Board of Education takes up the position that a
well-educated and specidly trained teacher isto be the person
responsible.

We certainly want the help both of the trained nurse and of the motherly
woman. Thetrained nursewill be far more use in detecting and attending
to the allments of children than the teacher can be, and the motherly
woman can give far more efficient help in training children to decent
habits than any young probationer, useful though these may be. But there
isawaysthe fear that the nurses may think that good food and
cleanlinessare dl achild requires, and, asMissM'Millan says, "The
sght of the toddlers empty hands and mute lips does not trouble them
adl"

But every man to histrade, and though the teacher in charge must know
something about ailing children, it isvery doubtful if afew monthsin
ahospita will advantage her much. Here she trenches on the province of
the red nurse, whose training is thorough, and the little knowledge,

as every one knows, is sometimes dangerous. One Nursery School teacher,
with years of experience, saysthat what shelearned in hospita has

been of no useto her, and it is probable that attendance at aclinic
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for children would be redly more useful. Certainly the main concern of

the Nursery School teacher is sympathetic understanding of children.
There must beno moreof _Punch’'s_"Go and see what Tommy isdoing in
the next room and tell him not to," but "Go and see what Tommy istrying
to accomplish, and make it possible for himto carry on his

self-education through that ‘fostering of the human ingtincts of

activity, investigation and congtruction’ which congtitutesa

Kindergarten."

CHAPTERV

"THE WORLD'SMINE OY STER"

A box of counters and ared-veined stone,
A piece of glass abraded by the beach,
And sx or seven shells.

If early education, consst in fostering natura activities, there can

be no doubt that Froebd hit upon the activity most prominent of dl in
the case of young children, viz. theimpulse to investigate. For his
crest, thelittle child should share in the "motto given to the mongoose
family, inKipling's_Rikki-Tikki_, 'Runand find out."

Mogt writers on the education of young children have emphasised the
importance of what is most inadequately caled sensetraining, anditis
here that Dr. Montessori takes her stand with her "didactic apparatus.”
Froebe'sideas seem wider; he redises that the sword with which the
child opens his oyster isatwo-edged sword, that he uses not only his
sense organs astoolsfor investigation, but hiswhole body. His pathway
to knowledge, and to power over himsalf and his surroundings, is action,
and action of dl kindsis as necessary to him asthe use of his senses.

"The child'sfirg utteranceisforce," says Froebe, and hisfirgt
discovery isthe resstance of matter, when he " pusheswith hisfeet
againgt what resgtsthem.” Hisfirgt experiments are with his body,
"hisfirg toysare hisown limbs" and hisfirst play isthe use of

"body, sensesand limbs' for the sake of use, not for result. One use
of hisbody istheimitation of any moving object, and Froebd tdlsthe
mother:

If your child'sto understand
Action in the world without,
Y oumust et histiny hand
Imitative move aboui.

34



Thisisthereason why
Baby will, never ill,
Imitate whatever's by.

At this stage the child is"to move fredly, and be active, to grasp and

hold with hisown hands." Heisto stand "when he can Sit erect and draw
himsdlf up,” not to walk till he " can creep, risefredy, maintain his
balance and proceed by hisown effort.” Heis_not_ to be hindered by
swaddling bands--such asare in use in Continental countries--nor, later
on, to be"_spoiled by too much assistance ," words which every mother
and teacher should write upon her phylacteries. But as soon as he can
move himself the surroundings speek to the child, "outer objects
_invite_himto seize and grasp them, and if they are digtant, they

invite him who would bring them nearer to move towards them.”

Thisuse of theword "invite" isworthy of notice, and cdlstomind a
sentence used by awriter on Freud,[14] that "the activity of ahuman

being isacongant function of hisenvironment."” We adults, who are s0
ready with our "Don't touch,” must endeavour to remember how everything
isshouting to achild: "Look at me, listen to me, come and fetch me,

and find out dl you can about me by every meansin your power."

[Footnote 14: _The Freudian Wish_, Edwin Holt.]

If we have anything to do with little children, we must face the fact
that the child is, if not quite a Robinson Crusoe on hisidand, at

least an explorer in astrange country, and ascientist in his

laboratory. But thereis nothing narrow in his outlook: the name of this
chapter is deliberately chosen, the whole world isthe child's oyster,
hisinterests are dl-embracing.

From hisfirst walk heisthe geographer. "Each littlewalk isatour

of discovery; each object--the chair, the wall--isan America, anew
world, which he either goes around to seeif it be anidand, or whose
coast hefollowsto discover if it be a continent. Each new phenomenon
isadiscovery inthe childssmal and yet richworld, _eg._onemay
go round the chair; one may stand before it, behind it, but one cannot
go behind the bench or thewall."

Then comes an inquiry into the physical properties of surrounding
objects. "The effort to reach aparticular object may haveits sourcein
the child's desre to hold himsdf firm and upright by it, but we dso
observethat it gives him pleasure to touch, to fed, to grasp, and
perhaps aso--which isanew phase of activity--to be able to move
it.... The chair ishard or soft; the seat is smooth; the corner is

pointed; the edgeis sharp." The business of the adult, Froebel goeson
to say, isto supply these names, "not primarily to develop the child's
power of speech,” but "to define his senseimpressions.”
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Next, the scientist must stock hislaboratory with materid for
experiment.

"The child is attracted by the bright round smooth pebble, by the gaily
fluttering bit of paper, by the smooth bit of board, by the rectangular
block, by the brilliant quaint leaf. Look at the child that can scarcely
keep himself erect, that can walk only with the greatest care--he seesa
twig, abit of straw; painfully he securesit, and like the bird carries

it to hisnest. See him again, laboriousy sooping and dowly going
forward on the ground, under the eaves of the roof (the deep eaves of
the Thuringian peasant house). The force of the rain has washed out of
the sand smooth bright pebbles, and the ever-observing child gathers
them as building sones asit were, as materid for future building. And
ishewrong?lshenot in truth collecting materid for hisfuturelife

building?"

The "box of counters, and the red-veined stone," the brilliant quaint
leaf, the twig, the bit of straw, dl the child'streasures--these are

the stimuli which, according to the biologist educator, must be supplied
if the activities appropriate to each stage are to be caled forth.

Every one knows for how long aperiod achild can occupy himself
examining, comparing and experimenting.

"Likethings" says Froebd, "must be ranged together, unlike things
separated.... Thechild lovesdl thingsthat enter hissmdl horizon
and extend hislittleworld. To him theleast thing isanew discovery,
but it must not come dead into the little world, nor lie dead therein,
lest it obscure the small horizon and crush thelittle world. Therefore
the child would know why helovesthisthing, he would know dl its
properties. For this reason he examines the object on dl sides; for
thisreason hetears and breaksit; for thisreason he putsit in his
mouth and bitesit. We reprove the child for naughtiness and
foolishness; and yet heiswiser than we who reprove him."

Thisexperimenting isone Sde of achild's play, and the thingswith

which he thus experiments are histoys, or, as Froebd putsit, "play
materid." Much of thisisand ought to be sdf found, and where the

child can find his own toys he asksfor little more. The seaside

supplies him with sand and water, stones, shells, rock pools, seaweed,
and he asks usfor nothing but a spade, which digs deeper than his naked
hands, and a pail to carry water, which hands aone cannot convey.

Thevigtaof the sand

isthe child'sfreeland;

where the grown-ups seem half afraid;
even nurse forgetsto sniff

and to call "come here"
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asshedtsvery near
to thefar up dliff
and you venture alone with your spade....

Even indoors, achild could probably find for himsdf dl the materia
for investigation, al the stimuli herequires, if it were not that his
investigationsinterfere with adult purposes. Evenin very primitive
timesthe child probably experimented upon the revolving qualities of
his mother's spindletill she found it more convenient to let him have
onefor himself, and it became atoy or top.

Froebe, who made so much of play, to whom it was spontaneous education
and sdf redisation, was bound to see that toys were important. "The
man advanced iningght,” hesaid, "even when hegiveshischild a
plaything, must make clear to himsdlf its purpose and the purpose of
playthings and occupation materia in generd. Thispurposeisto ad

the child fredly to expresswhat lieswithin him, and to bring the outer
world nearer to him, and thus to serve as mediator between the mind and
theworld." Froebd's"Gifts' were an attempt to supply right play
materid. Trueto hisfaith in natura impulse, Froebe watched children

to see what playthingsthey found for themselves, or which, among those
presented by adults, were most appreciated. Soft little coloured balls
seemed right materia for ababy's tender hand, and it was clear that
when the child could crawl about he was ready for something which he
could roll on thefloor and pursue on dl fours. Asearly astwo years

old he lovesto take things out of boxes and to move objects about, so
boxes of brickswere supplied, graded in number and in variety of form.
Not for amoment did Froebel suggest that the child wasto be limited to
these selected playthings, he expresdy stated the contrary, and he
frequently said that spontaneity was not to be checked. But from what
has followed, from the way in which these little toys have been misused,
we are tempted to speculate on whether these "Gifts' supplied that

definite foundation without which, in these days, no notice would have
been taken of the new idesas, or whether they have proved the sunken
rock on which much that was vauable has perished. The world was not
ready to believein the educational value of play, just pure play. Nor

isit yet. For the new systeminits "didactic" apparatus out-Froebels
Froebe in his mistake of trying to systematise the materid for
spontaneous education. Carefully planned, as were Froebel's own "gifts,"
the new apparatus presents a series of exercisesin sense

discrimination, satisfying no doubt while unfamiliar, but suffering from
the defect of the "too finished and complex plaything,” in which Froebel
saw adanger "which dumberslike aviper under the roses.” The danger
isthat "the child can begin no new thing with it, cannot produce enough
variety by its means; his power of creative imagination, his power of
giving outward form to his own ideas are thus actualy deadened.”

"Toredise hisams, man, and more particularly the child, requires
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materid, though it be only abit of wood or a pebble, with which he
makes something or which he makes into something. In order to lead the
child to the handling of materid we give him the ball, the cube and

other bodies, the Kindergarten gifts. Each of these giftsincitesthe

child to free spontaneous activity, to independent movement.”

Froebe would have sympathised deeply with the views of Peter as
expressed by Mr. Wellsin regard to Ideals, which he, however, called

toys

"Thetheory of Idedls played dmost asimportant apart in the early
philosophy of Peter asit did in the philosophy of Plato. But Peter did
not cal them Ideds, he cdlled them 'toys. Toyswere the smplified
essences of things, pure, perfect and manageable. Redl things were
troublesome, uncontrollable, over-complicated and largely irrdlevant. A
Redl Train, for example, was apoor, big, clumsy, limited thing that was
obliged to go to Redhill, or Croydon, or London, that was full of
unnecessary strangers, usudly stting firmly in the window seets, that
you could do nothing with a al. A Toy Train wasyour very own; it
took you wherever you wanted, to Fairyland, or Russig, or anywhere, at
whatever pace you chose."[15]

[Footnote 15: _Joan and Peter , p. 77.]

Froebel askswhat presents are most prized by the child and by mankind
in genera, and answers, "Those which afford him ameans of developing
hismind, of giving it freest activity, of expressingit clearly.” For

her ideas as to educative material Dr. Montessori went, not to normal
life, not even to children, but to what may he caled curative

appliances, to the materia invented by Séguin to develop the dormant
powers of defective children. She herself cameto the study of education
from the medicd sde, the curative. Froebd, with hisbdief in human
ingtinct, naturally went to what he caled the mother's room, which we
should call the nursery, and to the garden where the child finds his
"bright round smooth pebble’ and his"brilliant quaint lesf.” No one
would seek to under-va ue the importance of sense discrimination, but it
can be exercised without formalism, and it need not be mere
discrimination. It isin connection with the Taste and Smell gamesthat
Froebd tellsthe mother that “the higher isrooted in the lower,

mordity ininginct, the spiritua in the materid." The baby enjoys

the scent, thanks the kind spirit that put it there, and must let mother
amell it too, so from the beginning there is atouch of aesthetic

pleasure and arecognition of "what the dear God is saying outside.” As
to how sense discrimination may be exercised without formality, thereis
acharming picturein _The Camp Schoal _:

"And then that senseof _Smell_, which got so little exercise and
attention that it went to deep dtogether, so that millions get no
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warning and no joy through it. We met the need for its education in the
Baby Camp by having a Herb Garden. Back from the shelters and open
ground, in ashady place, we have planted fennel, mint, lavender, sage,
marjoram, thyme, rosemary, herb gerrard and rue. And over and above
these pungently smelling thingsthere arelittle fields of mignonette.

We have badm, indeed, everywherein our garden. The toddlers go round
the beds of herbs, pinching the leaves with their tiny fingers and then
putting their fingersto their noses. There are two little couples going

the rounds just now. Oneisapair of new comers, very much astonished,
the other couple old inhabitants, delighted to show the wonders of the
place! Coming back with odorous hands, they perhaps want to tell us
about the journey. Their eyes are bright, their mouths open.”

In Chapter 11. we quoted the biologist educator'sidea conception of
the surroundings best suited to bring about right development. Let us
now vist one or two actua Kindergartens and seeif these conditions
arein any way realised by the followers of Froebd .

Thefirst onewe enter is certainly alarge bright room, for onesideis
open to light, with two large windows, and between them glass doors
opening into the playground. Thereisno hegp of sand in acorner, nor
isthere atub of water; for the practica teacher knows how little

hands, if not little feet, with their vigorous but as yet uncontrolled
movements would splash the water and scatter the sand with dire effects
asto the floor, which the theorist fondly imagineswould aways be
clean enough to Sit upon. But there is a sand-tray big enough and deep
enough for six to eight children to useindividualy or together. As
spontaneous activity, with its ceasdess efforts at experimenting,
ceasdlesdy sillsthe sand, within easy reach arelittle brushes and
dustpansto remedy such mishaps. The sand-tray islined with zinc so
that the sand can be replaced by water for boats and ducks, etc., when
desired.

Thelow wall blackboard isthere ready for use. Bright picturesare on
thewalls, well drawn and well coloured, some from nursery rhymes, some
of Caldecott's, afrieze of hen and chickens, etc. Boxes for houses and
shops are not in evidence, but their place istaken by bricks of such

Size and quantity that houses, shops, motors, engines and anything else
may be built large enough for the children themsdlves to be shopkeepers
or drivers, and there are a so pieces of wood to usefor various
purposes of congtruction. Thereis no cooking stove, but smple cooking
can be carried out on an open fire, and when abaking oven isrequired,
an eager procession makesitsway to the kitchen, where akindly
housekeeper permits the use of her oven. Thereisadoll's cot with a
few dolls of various sizes. There are flowers and growing bulbs. There
arelight low tablesand chairs, afamily of guineapigsinalarge

cage, and there is a cupboard which the children can reach.
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Water isto be found in a passage room, between the Kindergarten and the
roomsfor children above that stage, and here, so placed that the

children themselves can find and reach everything, are the sawdust, bran
and oats for the guinea pigs, with afew carrots and aknife to cut

them, some tiny scrubbing-brushes and awiping-up cloth. Heredso are
stored the empty boxes, corrugated paper and odds and endsin constant
demand for congtructions.

In the cupboard there are certain shelves from which anything may be
taken, and some from which nothing may be taken without leave. For the
teacher hereis of opinion that children of even three and four are not

too young to beginto learnthelesson of _meum_and _tuum_, and she
aso thinksit isgood to have some treasures which do not come out
every day, and which may require more ddicate handling than the
ordinary toy ought to need. For this ought to be strong enough to bear
unskilled handling and vigorous movements, for a broken toy ought to be
atragedy. At the sametimeit is part of achild'straining to learn to

use dainty objects with ddlicate handling, and such thingsform the
children'sart gems, showing beauty of construction and of colour.
Children aswdll as grown-ups have their bad days, when something out of
the usua isvery welcome. "Do you know therés nothing in thisworld
that I'm not tired of ?* was said one day by aboy of six usudly quite
contented. "Give me something out of the cupboard that I've never seen
before," said another whose digestion was troublesome. The open shelves
contain pencils and paper, crayons, paint-boxes, boxes of building
blocks, interlocking blocks, wooden animdls, jigsaw and other puzzles,
coloured tablets for pattern laying, toy scales, beadsto thread,
dominoes, etc., the only rule being that what is taken out must be

tidily replaced. This Kindergarten is part of alarge indtitution, and

the playground, to which it has direct access, is of consderable

extent. Thereisabig stretch of grass and another of asphalt, so that

in suitable weather the tables and chairs, the sand-tray, the bricks and
anything elsethat is wanted can be carried outside so that the children
can livein the open, which of courseis better than any room. In the
playground there is a bank where the children can run up and down, and
there are afew planks and a builder'strestle,[ 16] on which they can be
poised for seesaws or dides, and these are a constant source of

plessure.

[Footnote 16: Seep. 55.]

In another Kindergarten we find the walls enlivened with Cecil Aldin's
fascinating friezes: hereisNoah with al theanimaswaking in

cheerful procession, and in the next room is an attractive procession of
children with push-carts, hoops and toy motor cars. When we make our
vidt the day isfine and the room isempty, the children are dl

outside. The garden is not large, but there is some space, and under the
shade of two big trees we find rugs spread, on which the children are
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gtting, standing, knedling and lying, according to their occupetion.
Oneisbuilding with large blocks, and must stand up to complete her
erection; another islying flat putting together ajigsaw; another, a

boy, is threading beads, while another has built railway arches, and

with much whistling and the grestest carefulnessisguiding histrain
through the tunnels. The play isamogt entirdly individud, but very

often you hear, "O Miss X, _do_come and seewhat I've done!" After
about an hour, during which afew of the children have changed their
occupations, those who wish to do so join some older children who are
playing gamesinvolving movement. Thismay beatraditiond gamelike
Looby L oo, or Round and round the Village, or it may be one of the best
of the old Kindergarten games. After lunch the washing up isto be done
inabeautiful new white sink which is digplayed with pride.

Our next visit isto a Free Kindergarten. The rooms are quite as
attractive, asrich in charming friezes asin the others, and the

furnishing in somewaysis much the same. But here we see what we have
not seen before, for hereisalarge room filled with tiny hammock beds.
The windows are wide open, but the blinds are down, for the children are
having their afternoon deep.

Here, asin dl Free Kindergartens, the children are provided with
smple but pretty overallswhich the parents are pleased to wash. House
shoes are dso provided, partly to minimise the noise from activelittle
feet, but principally because the poor little boots are often a

painfully inadequate protection from wet pavements. The children are
trained to tidy ways and to independence. They cannot read, but by
picture cards they recognise their own beds, pegs and other properties.
They take out and put away their own things, and give al reasonable
help in laying tables and serving food, in washing, dusting and sweeping
up crumbs, asisdonein any true Kindergarten.

In the garden of this Free Kindergarten thereis alarge sand-pit,
surrounded by alow wooden framework, and having a pole acrossthe
middle so that it resembles a cucumber frame and acover can be thrown
over the sand to keep it clean when not in use.

Froebd'sown list of playthings contains, besides bals and building
blocks, coloured beads, coloured tablets for laying patterns, coloured
papersfor cutting, folding and plaiting; pencils, paintsand brushes,
modelling clay and sand; coloured wool for sewing patterns and pictures,
and such little sticks and laths as children living in aforest region

find for themsdves. Congdered in themsdlves, apart from the traditions
of formdity, these are quite good play materid or stimuli, and Froebe
meant the time to come "when we shall speak of the doll and the hobby
horse asthefirgt plays of the awakening life of the girl and the boy,"

but he died before he had done so. Inthe _Mother Songs , too, wefind
quite agood list of toyswhich are now to be found in most
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Kindergartens.

Toysfor the playground should be provided--a sand-heap, a seesaw, a
substantial whed-barrow, hoops, bals, reins and perhaps
skipping-ropes. Something on which the child can balance, logs or planks
which they can move about, and atrestle on which these can be
supported, are invauable. It was while an addition was being made to

our place that we realised the importance of such things, and, asin
Froebel's case, "our teachers were the children themselves.” They were
s0 supremey happy running up and down the plank roadslaid by the
buildersfor their whed-barrows, seesawing or balancing and diding on
others, that we could not face the desol ation of emptiness which would
come when the workmen removed their things. So, for afew pounds, al
that the children needed was secured, ordinary planks for seesawing,
narrower for balancing and a couple of trestles. One exercisethe

children had specialy enjoyed was jumping up and down onyielding
planks, and this the workmen had forbidden because the planks might
crack. But a sympathetic foreman told us what was needed: two planks of
specid springy wood were fastened together by cross pieces at each end,
and besides making excellent dides, these made most exciting
springboards.

For representations of red life the children require dolls and the
smplest of furniture--a bed, which need only be a box, some means of
carrying out the doll's washing, her persond requirementsaswell as
her clothes; somelittle tea-things and pots and pans. A doll'shouseis
not necessary, and can only be used by two or three children, but will
be welcomed if provided, and its gppointments give practice in dainty
handling. Trains and signals of some kind, home-made or otherwise;
animasfor farm or Zoo; apair of scalesfor a shop, and some sort of
delivery van, which, of course, may be home-made.

There must dso be provison for increase of skill and possibility of
cregtion. If the Kindergarten can afford it, some of the Montessori
material may be provided; there is no reason, except expense, why it
should not be used if the children likeit, and if it does not take up

too much room. But it has no crestive possibilities, and even at three
yearsold thisisrequired. Scissors are an important tool, and an old
book of sample wall-papersis most useful; old match-boxes and used
matches, paste and brushes and some old magazines to cut. Blackboard
chalks and crayons, paint-boxes with four to Sx important colours, some
Kindergarten folding papers, dl these supply colour. Certain toys seem
specialy suited to give hand control, _e.g. aNoah's Ark, wherethe
small animals are to be set out carefully, tops or teetotums and
tiddlywinks, a which somelittle children become proficient. The puzzle
interest must not be forgotten, and Smplejigsaw pictures give great
pleasure. It isinteresting to note here that the youngest children fit

these puzzles not by the picture but by form, though they know they are
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making apicture and are pleased when it isfinished. The puzzle with
gx pictureson the sides of cubesis much more difficult than asmple

jigsaw.

All sorts of odds and ends come in useful, and especidly for the poorer
children these should be provided. Any one who remembers the pleasure
derived from coloured envel ope bands, from transparent paper from
crackers, and from certain advertisements, will save thesefor children
to whose homes such treasures never come. A box containing scraps of
soft cloth, possibly abit of velvet, some bits of smooth and shining
coloured silk give the pleasure of sense discrimination without the
formality of the Montessori graded boxes, and are easier to replace.
Some subgtitute for "mother's button box,” abox of shells or coloured
seeds, abox of feathers, al these thingswill be played with, which
means observation and discrimination, comparison and contrast, and in
addition, where colour isinvolved, there is aesthetic pleasure, and

this also entersinto the touching of smooth or soft surfaces. Softness
isajoy to children, asis shown in the woolly lambs, etc., provided

for babies. A little one of my acquaintance had abit of blanket which
comforted many woes, and when once | offered her afeather boaasa
substitute she sobbed out: "It isn't so soft as the blanket!™

In one of MissMcMillan's early books shewrote: "Very early the child
begins more or less conscioudly to exercise the basa sense--the sense
of touch. On waking from deep he puts histiny handsto grasp
something, or turns his head on the firm soft pillow. He _touches
rather than looks, at first (for his hands and fingers perform a great
many movementslong before he learnsto turn hiseyebdlsin various
directions or follow the passage even of alight), and through touching
many things he begins his education. If heisthe nurding of wedthy
parents, it ispossible that hisfirst exercises are rather restricted.
Hetouches sk, ivory, mudin and finelinen. That isdl, and that is

not much. But the child of the cottager is often better off, for his
mother gives him agreat variety of objectsto keep him quiet. The
ridiculous command, ‘Do not touch,” cannot be imposed on him while heis
screaming in hiscradle or protesting in hisdinner chair; and so all
manner of things--redls, rings, boxes, tins, that isto say avariety of
surfaces—-is offered to him, to his great delight and advantage. And

lest he should not get the full benefit of such privilege he carries
everything to his mouth, where the sense of touch isvery keen."[17]

[Footnote 17: _Early Childhood : Swan Sonnenschein, published 1900.]

Among the treasures kept for gpecial occasions there may be pipesfor
sogp-bubbles, a prism of some kind with which to make rainbows, atiny
mirror to make "light-birds' on thewal and ceiling, and amagnet with
the time-honoured ducks and fish, if these are ill to be bought, ong
with other articles, delicately made or coloured, which require care.

43



Pictures and picture-books should aso be considered; some being in
constant use, some only brought out occasiondly. For the very smallest
children some may be rag books, but aways children should be taught to
treat books carefully. The pictures on the walls ought to be changed,
sometimes with the children's help, sometimes asa surprise and
discovery. For that purposeit is convenient to have series of pictures

in frames with movable backs, but brown-paper frameswill do quite well.
The pictures belonging to the stories which have been told to the

children ought to have aprominent place, and if the little onesdesire

to have oneretold they will ask for it.

Itisof coursenot at al either necessary or even desirable for any
one school to have everything, and children should not have too much
within the range of their atention a onetime. Individua teachers

will maketheir own selections, but in all casesthere must be
aufficient variety of materia for each child to carry out his natura
desirefor observation, experiment and congtruction.

CHAPTERVI

"ALL THEWORLD'SA STAGE"

A wedding or afegtival, amourning or afunerd...
Asif hiswhole vocation were endlessimitation.

In every country and in every age those who have eyesto see have
watched the same little dramas. What Wordsworth saw was seen nineteen
hundred years ago in the Syrian market-place, where the children
complained of their unresponsive companions. "We have piped the glad
chaunt of the marriage, but ye have not danced, we have wailed our
lamentation, but ye have not joined our mourning procession.”

Sincethe very name Kindergarten isto imply ateaching which fulfils
the child's own wants and desires, it must supply abundant provision for
the dramatic representation of life. Adults have dways been ready to
use for their own purposes the strong tendency to imitate, whichisa
characterigtic of al normal children, but few even now redlise to what
extent achild profitsby hisimitative play. The explanation that

Froebd found for thiswill now be generally accepted, viz. that only by
acting it out can achild fully grasp an idea, "For what hetriesto
represent or do, he beginsto understand.” Hethinksin action, or as
onewriter put it, he "apperceiveswith hismuscles™ This explanation
seemsto cover imitative play, from thelittle child'simitative wave of
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the hand up to such elaborate imitations as are described in Stanley
Hal's_Story of a Sand Pile,_[18] or in Dewey's _Schools of
To-morrow._ But when we think of the joy of such imaginative play as
that of Red Indians, shipwrecks and desert idands, we fed that these
show acraving for experience, for life, such acraving as causesthe
adult to lose himsdlf in abook of travels or in adramatic performance,
and which explains the phenomend success of the cinema, poor stuff as
itis

[Footnote 18: Or that ddightful "Play Town" in_The Play Way _.]

Wethirst for experiences, even for those which are unpleasant; we
wonder "how it feels' to be up in an aeroplane or down in asubmarine,
We are far indeed from desiring air-raids, but if such things must be,
thereisacurious satisfactioninbeing "init." And though the
experiences they desire may be matters of everyday occurrenceto us,
children probably fed the craving even more keenly. ™Y ou may write what
you like," said ateacher, and asomewhat inarticulate child wrote, "I
wasout lagt night, it waslate." "Why, Jack," said another, "you've

painted your cow green; did you ever see agreen cow?' "No," said Jack,
"but I'd liketo."

In early Kindergarten days thisimitative and dramatic tendency was
chiefly met in games, and the children were by turns butterfliesand

bees, bakers and carpenters, clocks and windmills. The programme was
suggested by Froebd's _Mother Songs , in which he deals with the
child's nearest environment. Too often, indeed, the redlitiesto which
Froebel referred were not reditiesto English children, but that was
recognised as a defect, and the ideas themselves were suitable.
Chickens, pigeons and farmyard animd's; the homely pussy cat or canary
bird; the workers to whom the child isindebted, farmer, baker, miner,
builder or carpenter; the sun, the rain, the rainbow and the
"light-bird"--such ideas were chosen as suitable centres, and stories

and songs, games and handwork clustered round.

What was the reason for this binding of things together? Why did
Froebe congantly plead for "unity” evenfor thetiny child, and tell
usto link together his baby finger-games or hisfirst wesk efforts at
building with hisblocks chairs, tables, beds, walls and ladders?

Looking back over the years, it seemsasif thisideaof joining

together has been trying to assert itself under various forms, each of
which hasreigned for its day, has been carried to extremes and been
discarded, only to come up again in asomewhat different form. It has
aways seemed to aim at extending and ordering the mind content of
children. For the Froebelian it was expressed in such words as "unity,"
"connectedness’ and "continuity,” whilethe Herbartians called it
"corrdation." Under these terms much work has been, and is till being,
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carried out, some very good and some very foolish. Ideas catch on,
however, because of the truth that isin them, not because of the error
whichislikely to be mixed with it, and even the weakest effort after
connection embodies an important truth. WWhen we smile over absurd
stories of forced "correlation,” we seldom stop to think of what went on
before the Kindergarten existed, for instance the still more absurd and
totally disconnected lists of object lessons. One actud list for

children of four years old ran: Soda, Elephant, Tea, Pig, Wax, Cow,
Sugar, Spider, Potatoes, Sheep, Salt, Mouse, Bread, Camel.

Kindergarten practice was far ahead of this, for here the teacher was
expected to choose her material according to (1) Timeof Year; (2) Loca
Conditions, such asthe pursuits of the people; (3) Socid Customs. When
it was possible the children went to see the real blacksmith or theredl
cow, and to let game or handwork be an expression, and are-ordering of
ideas gained was natura and right. Connectedness, however, meant more
than this, it meant that the material itself wasto betrested so that

the children would be helped to that red understanding which comes
from seeing thingsin thelr relations to each other. AsLloyd Morgan
putsit, "We are mainly at work upon the mental background. It isour
object to make this background asrich and full and orderly as possible,
so that whatever is brought to the focus of consciousness shdl be set
inareationa background, which shdl giveit meaning; and so that our
pupils may be adleto fed the truth which Browning putsinto the mouth

of FraLippo Lippi:

Thisworld's no blot for us
Nor blank; it meansintensaly and means good:
Tofind itsmeaning ismy meet and drink.”

According to Professor Dewey, some such linking or joining is necessary
"to fogter that sensewhich isat the basis of attention and of al

intellectua growth, the sense of continuity.” The Herbartian

correlation was designed to further that well-connected circle of

thought out of which would comethe firmwill, guided by right ingght,
inspired by truefeding, whichistheir am in education.

Froebelian unity and connectedness have, like the others, an

intellectua and amora aspect. Intdlectudly "the essentid

characteridtic of ingruction isthe trestment of individua thingsin

ther relationships’; moraly, theideaof unity isthat we aredl

members one of another. The child who, through unhindered activity, has
reached the stage of self-consciousnessisto go onto fed himsdf a

part, amember of an ever-increasing whole--family, school, township,
country, humanity--the All; to be "one with Nature, man and God."

Every one has heard something of the new teaching--which, by the way,
sheds clearer light over Froebd'swarning againgt arbitrary
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interference--viz. that agreat part of the nervousingability which
affects our generation is due to the thwarting and checking of the
natural impulses of early years. But this new school dso givesus
something positive, and reinforces older doctrines by telling usto
integrate behaviour. "This matter of the unthwarted lifelong progress
of behaviour integration is of profound importance, for it isthe
trangition from behaviour to conduct. The more integrated behaviour is
harmonious and cons stent behaviour toward alarger and more
comprehensive Stuation, toward abigger section of the universe; it is
lucidity and breadth of purpose. The child playing with fireisonly
wrong conduct because it is behaviour that does not take into account
consequences, it is not adjusted to enough of the environment; it will
be made right by an enlargement of its scope and reach.”[19]

All sdfish conduct, al rudeness and roughness come from ignorance; we
aredl more or less self-centred, and the child's consciousness of self

has to be widened, his scope hasto be enlarged to sympathy with the
thoughts, fedings and desires of other salves. "The sane man isthe man
who (however limited the scope of his behaviour) has no such suppression
incorporated in him. The wise man must be sane and must have scope as
wdl."[20]

[Footnote 19: _ The Freudian Wish_, Edwin Holt.]
[Footnote 20: _The Freudian Wish_, Edwin Holt.]

Professor Earl Barnes aways used to describe the child mind as
"scrappy.” How can we best aid devel opment into the wholeness or
healthiness and the scope of sanity and wisdom? For it may well be that
thiswidening and ordering of experience, of consciousness, of behaviour
into mora behaviour isour most important task as teachers. Froebel
emphasised the " crying need” for connection of school and life, pointing
out how thelittle child desiresto imitate and the older to sharein

all that, as Professor Dewey putsit, is"surcharged with asense of the
mysterious values that attach to whatever their elders are concerned
with." Thisisone of the pointsto which Professor Dewey cdled
attention in his summing up of Froebd's educationd principles, this
|etting the child reproduce on his own plane the typical doingsand
occupations of thelarger, maturer society into which heisfindly to
goforth.

It isin this connection that he says the Kindergarten teacher hasthe
opportunity to foster that most important "sense of continuity.” In
samplereproduction of the home life while thereis abundant variety,
sncedaly lifemay bring usinto contact with dl the life of the city

or of the country, yet, because the work iswithin awhole, "thereis
opportunity to foster that sensewhich is at the basis of attention and
of dl intellectua growth, asense of continuity.”
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Since Professor Dewey gave to the world the results of his experimental
schooal, dl the Kindergartens and most of the Infant Schoolsin England
have tried to carry out their accustomed reproduction of home
surroundings, more or less on the lines of the Primary Department of his
experimental school. They have extended their scope, and in addition to
the materia aready taken from workman and shop, from garden and farm,
have dso with much profit to older children used his suggestions about
primitive industries.

Reproduction of home surroundings can be done in many ways, one of which
isto help the children to furnish and to play with adoll's house. But

the play must be play. It is not enough to use the dramaas merely

offering suggestions for handwork, and one smdl doll's house does not

alow of red play for more than one or two children.

Our own children used to settle thisby taking out the furniture, etc.,

and arranging different homes around the room. | can remember the
never-ending pleasure given by smilar play in my own nursery days, when
the actors were the men and boys supplied by tailors advertisements.
Many and varied were the experiences of these paper families, families,

it may be noted, none of whom demeaned themselves so far asto possess
any womankind. For that nursery party of five had lost its mother sadly
early and was ruled by two boys, who evidently thought little of the

other sex.

Professor Dewey tells usthat "nothing is more absurd than to suppose
that thereis no middle term between leaving achild to his unguided
fancies, or contralling his activities by aformal succession of

dictated directions.” It isthe teacher's business to know what is
sriving for utterance and to supply the needed stimulus and materids.

To show how under the inspiration of athoroughly capable teacher this
continuity may be secured and prolonged for quite along period, an
example may be taken from the work of Miss Janet Payne, who is
remarkably successful in meeting and stimulating, without in any way
forcing the "gtriving for utterance’ mentioned by Dewey. On this
occasion Miss Payne produced adall about ten inches high, dressed to
resemble the children'sfathers, and suggested that ahome should be
made for him. The children adopted him with zed, named him Mr. Bird,
and his career lasted for two years.

Mr. Bird required afamily, so Mrs. Bird had to be produced with her
little girl Winnie, and later ababy was added to the family. Beds,
tables and chairs, including ahigh chair for Winnie, were made of
scraps from the wood box, and for along time Mr. Bird was most
domesticated. Miss Payne had used ordinary dolls heads, but had
congtructed the bodies hersdlf in such away that the dolls could Sit
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and stand, and use their armsto wield abroom or hold the baby. After
sometime, one child said, "Mr. Bird ought to go to business" and after
much deliberation he became a grocer. His shop was made and stocked, and
he attended it every day, going hometo dinner regularly. One day he
appeared to be having ameal on the shop counter, and it was explained
that he had been "rather in ahurry" in the morning, so Mrs. Bird had
given him his breskfast to take with him. The Bird family had various
adventures, they had spring cleanings, removals, visited the Zoo and
went to the seaside. One morning alittle fellow sat in atrolley with

the Bird family beside him for three-quarters of an hour evidently
"imagining.” | did inquirein passing if it wasadrive or apicnic, but

the answer was so brief, that | knew | was an interruption and retired.
But ayounger and bolder inquirer, who wanted to conduct an experiment
in modelling, ventured to ask if Mr. Bird wanted anything that could be
made"a clay moddling." "Y es, he wants someink-potsfor his
post-office shop,” wasthe answer, with the dightly irate addition,

"but| _wish_you'd cdl it the chinafactory.”

When these children moved to an upper class, Mr. Bird was laid away, but
the children requested his presence. So he entered the new room and
became afarmer. He had now to write |etters, to arrange rents, etc.,

and the money had to be made and counted. The letters served for writing
and reading lessons, and Miss Payne was careful to send the answers
through the real post, properly addressed to Mr. Bird with the name of
classand school. Mr. Bird hired labourers, the children grew corn, and
thrashed it and sent it to the mill. A miller had to be produced, and

the children, now his assistants, ground the whest, and Mr. Bird camein
his cart to fetch the sacks of flour, which ultimately became the Birds
Christmas pudding and was eaten by the labourers, now guests at the
feadt. In spring, after careful provison for their comfort, Mr. Bird

went to the cattle market and bought cows. Though the milking had to be
pretence, the butter and cheese were redly made.

Thefirgt question of the summer term was, "What's Mr. Bird going to do
thisterm?" Like other teachersinspired by Professor Dewey, we have
found our children most responsive to the suggestion of playing out
primitive man. But with some, not of coursewith the brightest, itis

too great a stretch to go at one step from the present to the most
primitive times, and we often spend aterm over something of the nature
of Robinson Crusoe, where the Situation presents characters accustomed
to modern civilisation and deprived of dl its conveniences. Miss Payne
iscareful to givethe children full opportunity for suggestions--one

dull little boy puzzled his mother by telling her "I made avery good
'gestion’ to-day"'--so though she had not contemplated the renewed
gppearance of Mr. Bird she said, "What do you want him to do?’ "Let him
go out and shoot bears,” cried an embryo sportsman. Somewhat taken
aback, Miss Payne temporised with, "He wouldn't find them in this
country.” "Then let him goto India" cried one child, but another
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caled out, "No, no, let him go to adesert idand!" and that was

carried with acclamation. Mr. Bird's various homes were on aminiature
scale, and were contained in aseries of zinc trays, which we have had
made to fit the available tables and cupboard tops. Wefind these trays
convenient, as anew one can be added when more scope is required to
carry out new idess.

The following accounts taken from the notes of MissHilda Beer, whilea
student in training, show another kind of play where the children
themsalves act the drama. The notes only cover ashort period, but they
show how the play may arise quiteincidentaly.

_Mon., June 18._--Asthe ground istoo damp for out-of-doors work, if
the children were not ready with plans, | meant to suggest building a
railway station, tunndl, etc., and later, | thought perhaps we might

paint advertisements of seaside resortsfor our station.

But the children brought severd things with them, and Dorothy brought
her own doll. Marie had | eft the baby doll from the other room in the
cot, so Dorothy and Sylvia said they must look after the babies. So
Cecil, Josieand | swept and dusted.

Then we began to play house. Cecil and Dorothy were Mr. and Mrs. Harry,
Sylviawas Mrs. Loo (husband at the war). Josie was Nurse and | was
Aunt Lizzie. The dollswere Winnie Harry, and Jack and Doreen Loo. Mr.
and Mrs. Harry built themsalves a house and so did we. Cecil said, "But
what isthe name of the road?' Mrs. Harry chose 25 Brookfield Avenue,
and Mr. Harry 7 Victoria Street, but he gavein and Mrs. Loo took his
name for her house. We had to put numbers on the houses; Sylviacould
make 7, but the others could not make 25, so | put it on the board and
they copied it. Josie having adso made a7 wanted to useit, but Mrs.

L oo objected, and said, "The mother is more important than the nurse,"

s0 Josie fixed her 7 on the house opposite.

After lunch we bathed the babies and put them to deep, and asit was
timefor the children's own rest, we al went to bed. When rest was

over, we washed and dressed, and then Mrs. Harry asked for clay to make
awater-tap for her house. That made dl the children want to make
thingsin clay, so we made cups and saucers, plates, and a baby's

bottle, then scones and sponge-cakes, bread and a bread-board, and one
of the children said we must put aB on that.

Then Mrs. Loo sad, "But we haven't any shelves.” | had to leave my
classin Miss Payne's charge, and they spent the rest of the time
fitting in shelves, water-taps, and Sinks.

_June 19._--After sweeping, dusting, and washing and dressing the dalls,
| read to the children "How the House was built.” Then we dl pretended
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to bake, making rolls and cakes as next day wasto be the doll Winni€'s
birthday. We baked our cakes on a piece of wood on the empty fireplace.

The other children wereinvited to Winni€'s party, so we went out to

shop. The children wanted |ettuces from their own garden, but the grass
was too wet, so we pretended. The shop was on the edge of the grassand
we talked to imaginary shopmen, Cecil often exclaming, " Eightpence!
why, itsnot worth it!"

As neither of the houseswould hold all the guestsinvited to the party,
we had to have a picnic instead.

_June_20.--1 mugt seethat Sylviaand Dorothy do the sweeping
to-morrow, and let Josie bath the doll; sheis very good-natured, and |
seethat they give her the less attractive occupation. | think too that

the food question has played too large a part, so if the children

suggest more cooking | shal ook in the larder and say that redly we
must not buy or bake as food goes bad in hot weather, and we must not
wadeinwar time,

The children have suggested making cushions, painting pictures, and
making knives and forks, but we have not had time.

_Report_.--Dorothy and Sylvia swept, Cecil mended the wall of the house,
Josie took the children down to the beach (the sand tray), and | dusted.
Welooked into the larder and found that yesterday's greens were going
bad, so decided not to buy more. Then we took the babies for awak. We
noticed how many nasturtiums were out, how the blackberry busheswerein
flower and in bud, and the runner-bean wasin flower, and the red
flowerslooked so pretty in the green leaves. We looked at the

hollyhocks, because | have told the children that they will grow taller

than | am, and they are dways wondering how soon thiswill be. The
children found some cherries which had falen, and Dorothy said how
pretty they were on thetree. | called attention to one branch that was

laden with fruit, and looked particularly pretty with the sun shining on

it. We a0 looked at the pear tree and the dmond. Everything has come
on so fast, and the children were ready to say it was because of the

ran.

After rest, we went to the Hall to see the chickens. To-day they were

much bigger, and Sylviasaid had "bigger wings." We were able to watch
them drinking, how they hold up their headsto let the water run down.

The rest of the morning we made curtains, and the children loved it.
Therewas much discussion and at first the children suggested making

them all different, but they agreed that curtains at windows were

usudly dike. Mr. and Mrs. Harry nearly quarrelled, as one wanted green
and the other pink. | suggested trimming the green with astrip of pink,

and they were quite pleased. Mrs. Loo and Nurse chose green which wasto
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be sawn with red silk. Sylviasaid, "A pattern,” and | said, "Y ou saw
something red and green to-day," and she called out, "Oh! cherries.” She
cut out around of paper and tried to sew round it, holding it in place
with her other hand. | suggested putting in a stitch to hold the paper.

Cecil was absorbed in sewing, and it seemed quieting for such an
excitable boy and good for his wesak hands. One child said, "Fancy aboy
sewing,” s0 | told how soldiers and sailors sewed. They sewed just as
they liked.

These notes are continued in Chapter 1X., where they are used to show
children's attitude towards Nature. Though separated here for a specia
purposeit is clear that there neither is nor ought to be any redl

separdion inthe lives of the children. Their lives are wholes and they
continually pass from one"subject” to another, becauselifeand its
circumgtances are making new demands. If it rains and you cannot gather
the lettuces you have grown from seed, you take refuge in happy
pretence; if it clears and the sun calls you out of doors, you take your
doll-babiesfor their walk.

CHAPTERVII

JOY IN MAKING

I, too, will something make, and joy in the making.
ROBERT BRIDGES.

Built by that only Law, that Use be suggester of Beauty.
ARTHUR CLOUGH.

There hasadwaysbeen _making _in the Kindergarten, snceto Froebel the
impulseto create was a characterigtic of salf-conscious humanity.

Stopford Brooke points out that Browning's Cdiban, though amost brute,
shows himsdlf human, inthat, besidesthinking out hisnaturd religion,

he dso dramatises and creates, "falsto make something.”

"Tis solace making baubles, ay, and sport.
Tasteth, himsdlf, no finer good i' theworld
Than trying what to do with wit and strength--

What does a child gain from his ceasdess attempts at making? Froebd's
answer wasthat intellectually, through making he gainsideas, which,
received in words, remain merewords. "To learn through life and action
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ismore developing than to learn through words: expressonin plastic
materid, united with thought and speech, isfar more devel oping than
mere repetition of words." Moraly, it isthrough impressng himsdf on
his surroundings, that the child reaches the human attributes of
self-consciousness and self-control. One of the most important passages
Froebd ever wroteisthis:

"The degpest craving of the child'slifeisto seeitsdlf mirroredin

some externa object. Through such reflection, he learnsto know hisown
activity, itsessence, direction and aim, and learnsto determine his
activity in accordance with outer things. Such mirroring of the inner
lifeisessentid, for through it the child comes to self-consciousness,

and learnsto order, determine and master himsdlf.”

It isfrom the point of view of expression aonethat Froebd regards
Art, and drawing, he takesto be "the first revelation of the cregtive
power within the child." The very earliest drawing to which herefersis
what he calls " sketching the object on itsdlf,” that is, thetracing

round the outlines of things, whereby the child learnsform by
co-ordinating sight and motor perceptions, a stage on which Dr.
Montessori has also laid much stress. Besides noting how children draw
"round scissors and boxes, leaves and twigs, their own hands, and even
shadows," he seesthat from experimentation with any pointed stick or
scrap of red stone or chak, may come what Mr. E. Cooke cdled a
language of line, and now "the horse of lines, the man of lines® will

give much pleasure. After thisit istrue that "whatever achild knows
hewill put into hisdrawing,” and the teacher's businessisto see that

he has abundant perceptions and images to express.

Another kind of drawing which children seemto find for themsdavesis
what they call making patterns. Out of this came the old-fashioned
chequer drawing, now condemned asinjuriousto eyesight and of little
vaue.

When children see anything rich in colour the generd cry is"Let's
paintit,” which istheir way of taking in the beauty. We should not,

says Froebd, give them paints and brushes inconsiderately, to throw
about, but give them the help they need, and he describes quite a
sensible lesson given to boys "whose own painting did not seem to paint
themlong.”

Teacherswho want red help in the art training of children should read
the excdllent papersby MissFindlay in _School and Life , wherewe are
told that we must rescue the term "design” from the limited usesto

which it is often condemned in the drawing class, viz. the congtruction

of pleasing arrangements of colour and form for surface decoration. "We
shdl useitinitsfull popular sgnificancein condructivework....
Thetermwill cover building houses, making kettles, laying out streets,
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planning rooms, dressing hair, aswell as making patternsfor cushion
covers and cathedra windows.... In thus widening our art studies, we
shall be harking back in adight degreeto the kind of training thet in
past ages produced the great masters.... Giotto designed his Campanile
primarily for the bells that were to summon the Horentinesto their
cathedrd; the Venetians wanted fagades for their palaces, and made
facadesto ddight their eyes, the Japanese have wanted small furniture
for their small rooms, and have developed wonderful skill and tastein
designing it. Neither art nor science can remain long afloat in high
abgtract regions above the needs and interests of human life. To quote
A.H. Clough:

‘A Cathedral Pure and Perfect.

Built by that only Law, that Use be suggester of Beauty;

Nothing concedled that is, done, but al things done to adornment;
Meanest utilities seized as occasions to grace and embellish.™

If thisistrue of the interests of the professond artist, much more

must it be true of the art training of the child. We must not then

despise the rough and ready productions of achild, nor force upon him a
standard for which heisnot ready.

Before any other condruction is possibleto him, achild can_make
with sand, and thisis a congtant joy, from the endless puddings that
areturned out of patty pans, up to such models asthat of the whole
"Ideof Wight" with itstunnelled cliffsand system of railways, made
by an ex-Kindergarten boy asyet innocent of geography lessons.

The child then who is making, especidly making for use, isto acertain
extent developing himsdlf asan artig.

Thelittle boys at Keilhau were well provided with sand, moss, etc., to

use with their building blocks, and it was aformer Kellhau boy who
suggested to his old master that some kind of sand-box would make a good
plaything for the children in his new Kindergarten. MissWiggin telsus

that indirectly we owe the children's sand-heaps in the public parksto
Froebel, since these were the result of asuggestion made by Frau

Schrader to the Empress Frederick, and theideawas carried out during

her husband'stoo brief reign.

Ancther very early "making” isthe arranging of furniture for shops,
carriages, trains, and the " ships upon the stairs," which made bright
picturesin Stevenson's memory.

Building blocks aretruly, as Froebe putsit, “the finest and most
variable materia that can be offered aboy for purposes of
representation.” The little boxes associated with the Kindergarten were
originaly planned for the use of nursery children two to three years of
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age, and inmost if not in al Kindergartens these have been replaced by
larger bricks. It ismany years now since, a Miss Payne's suggestion,
we bought some hundreds of road paving blocks, and these are such a
source of pleasure that the children often dream about them. Living out
thelife around presents much opportunity for making, which may be done
with blocks, but which even in the Kindergarten can be done with tools.
Care must be exercised, but children have quite astrong ingtinct for
self-preservation, and if shown how red workmen handle their toals,
they are often more careful than a amuch later stage. To makea
workablerailway sgna is moreinteresting and much more educative than
to use one that came from a shop. The teacher may makeilluminating
discoveriesin the process, as when one et of children desired to make
acounter for ashop, and arranged their piece of wood vertically so

that the counter had no top. It was found that to these very little

people the most important part was the high front againgt which they
were accustomed to stand, not the flat top which they seldom saw.
Another set of children made acart on which the farmer wasto carry his
corn, and exemplified Dewey's "concrete logic of action." At first they
only wanted a board on whedls, but the corn fell off, so they nailed on
Sdes, but the cart never had either back or front and resembled some
seenin Early English pictures.

Any kind of cooking that can be done isamost important kind of making;
even thevery little ones can help, and they thoroughly enjoy watching.
"Her hands were in the dough from three years old,” said a north-country
mother, "0 | taught her how to bake, and now (at seven) she can bake as
well asl can.”

Children ddight in carrying out the processesinvolved in the making of
flour, and they can easly thrash alittle whest, then winnow, grind
between stones and gift it. Their best efforts produce but atiny
quantity of flour, but the experienceisred, interest isgreet, and a

new significance attaches to the shop flour from which bread is
ultimately produced.

Butter and cheese can easily be made, also jam, and even a Christmas
pudding. In very early Kindergartenswe read of the growing, digging and
cooking of potatoes, and of the extraction of starch to be used as

paste.

Specid anniversaries require specia making. We possessadoll of 1794
to whom her old mother bequeathed her birthday. The doll's birthday is
agresat event, and on the previous day each classin turn bakestiny
loaves, or cakes or pastry for the party.

Christmas creates a need for decorations, Christmas cards and presents,
and Empire Day and Trafdgar Day for flags, whilein many placesthere
isan annud sale on behdf of acharity.
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It does not do to be too modern and to despise dl the old-fashioned
"makings," which gave such pleasure some years ago. Kindergarten
Paper-folding hasfdlen into an undeserved oblivion. The making of
boats or cocked-hats from old newspaper isagreat achievement for a
child, and to make pigs and purses, corner cupboards and chairsfor
paper dolIsis il adelight, and calsforth real concentration and
effort.

Making in connection with some whole, such asthe continuous
representation of life around us, and, at alater stage, the

re-inventing of primitive industries, or making which arises out of some
specid interest may have ahigher educationa vaue, but gpart from
this, children want to make for making's sake. "Can't | make something
inwood like Boy does?' asked alittle girl. Thereisjoy in the making,
joy inbeing acause, and for thisthe children need opportunity, space
and time. Thereisalesson to many of usin some verses by MissF.
Sharpley, lately published (_ Educational Handwork ), which should be
entitled, "When can | make my little Ship?'

I'd liketo cut, and cut, and cut,
And over the bare floor

To strew my papersal about,
And then to cut some more.

I'd sweep them up so nestly, too,
But mother says, "Oh no!

Thereisno time, it's seven o'clock;
To bed you quickly go!™

In schooal, I'd just begun to make
A pretty little ship,

But | wasdow, and dl the rest
Stood up to dance and skip.

When shdl | make my little ship?
At homethereisno gloy,

And father buildsit by himsdlf
Or goesto buy atoy.

CHAPTERVIII

STORIES
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Let metdl the storiesand | care not who makes the textbooks.
STANLEY HALL.

"Isit Bible story to-day or any _kind_of astory?" was the greeting of

an eager child one morning. "Usudly they were persuading him to tell
stories," writes Ebers, from his recollections of Froebel asan old man

a Kelhau. "He was never seen crossing the courtyard without agroup of
the younger pupils hanging to his coat tails and clagping hisarms.

Usudly they were persuading him to tell stories, and when he
condescended to do o, the older ones flocked around him, too, and they
were never disgppointed. What fire, what animation the old man had
retained!”

So Froebe could write with fegling of "the joyful faces, the sparkling
eyes, the merry shouts that welcome the genuine story-tdler”; hehad a
right to pronounce that "the child's desire and craving for taes, for
legends, for all kinds of stories, and later on for historical accounts,
isvery intense”

Surely there was never alittle one who did not crave for stories,

though here and there may be found an older child, who got none & the
right time, and who, therefore, lost that most hedlthy of appetites.

Mogt of uswill agreethat there is something wrong with the child who
does not like stories, but it may be that the something wrong belonged
to the mother. One such said to the Abbé Klein one day, "My children
have never asked for stories.” "But, madame," wasthe reply, "neither
would they ask for cakeif they had never eateniit, or even seeniit.”

It iseasy for usto find reasons why we should tdll stories. We can
brush aside minor aims such asincreasing the child's vocabulary.
Undoubtedly hisvocabulary doesincrease enormoudy from listening to
gories, but it isdifficult to imagine that any one could riseto redl
heightsin story-telling with thisas an aim or end. That the narrator
should clothe hisliving story in words expressive of its aimaosphere,

and that the listener should in thisway gain such power over language,
that he, too, can fitly express himsdlf is quite another matter.

Firgt, then, wetell stories because we love to tell them and because

the children loveto listen. We choose stories that appedl to our
audience. It is something beautiful, humorous, heroic or witty that we
have found, and being social animaswe want to shareit. As educators
with an aim before us, we deliberatdly tell soriesin order to place
before our children ideds of unsalfishness, courage and truth. We know
from our own experience, not only in childhood, but dl through life how
the story reaches our feglings as no sermon or moralising ever does, and
we have learned that "out of the heart aretheissues of life.” Unguided
feelings may be adanger, but the story does more than rouse
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fedings--it gives opportunity for the exercise of mora judgement, for

the exercise of judgement upon questions of right and wrong. Fedlingis
aroused, but it isnot usualy a persond feding, so judgement is

likely to be unbiassed. It may, however, be biassed by the tone absorbed
from the environment even in childhood, aswhen the mother makes more of
table etiquette than of kindness, and the child, instead of condemning
Jacob's refusal to feed his hungry brother with the red pottage, as al

natura children do condemn, says. "No, Esau shouldn't have got it,

‘cause he asked for it."

Asarule, the children's standard is correct enough, and approval or
condemnation isjustly bestowed, provided that the story has been chosen
to suit the child's stage of development. Onelittle girl objected

strongly to Macaulay'sided Roman, who "in Rome's quarrdl, spared
neither land nor gold, nor son nor wife" "That wasnt right," she said
stoutly, "he ought to think of hisown wife and children first." Shewas
satisfied, however, when it was explained to her that Horatius might be
able to save many fathersto many wivesand children. In my earliest
teaching days, having found certain history stories successful with

children of seven, | tried the same with children of six, but only once.
Edmund of East Angliadying for hisfaith fel very flat. "What wasthe
good of that?' said onelittle fellow, "'causeif you're dead you can't

do anything! But if you're dive, you can get more soldiersand wina
victory." The mgority of the class, however, seemed to fed with

another who asked, "Why didn't he promise while the Danes were there? He
needn't have kept it when they went away."

Another way of stating our amin telling storiesto childrenisthat a

story presents morality in the concrete. Virtuesand vices _per se

neither attract nor repel, they smply mean nothing to achild, until

they are presented as the deeds of man or woman, boy or girl, living and
acting in aworld recognised asred. Onetdlling story isthat of the

boy who got hold of Miss Edgeworth's_Parent's Assstant_ and who said
to his mother, "Mother, I've been reading The Little Merchants and |
know now how horrid it isto cheet and tell lies" "I have been telling

you that ever since you could speak," said his mother, to which the boy
answered, "Yes, | know, but that didn't interest me." Our children had
been told the story of how the Countess of Buchan crowned the Bruce, a
duty which should have been performed by her brother the Earl of Fife,
who, however, was too much afraid of the wrath of English Edward. A few
days after, an argument arose and onelittle girl washeard to say, "l

don't want to be brave," and aboy rgoined, "Girls don't need to be

brave." | said, "Which would you rather be, the Countess who put the
crown on the King's head, or the brother who ran away?' And quickly came
the answer, "Oh! the brave Countess," from the very child who didn't

want to be brave!

Froebd sums up theteacher'saiminthewords. "Thetelling of stories
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isatruly strengthening spirit-bath, it gives opportunity for the
exercise of dl menta powers, opportunity for testing individud
judgement and individud fedings"

But why isit that children crave for stories? "Education,” says Miss
Blow, aveteran Froebelian, "isaseries of regponsesto indicated

needs,” and undoubtedly the need for storiesis as pressing as the need

to explore, to experiment and to construct. What is the unconscious need
that isexpressed in this craving, why isthis desire so deeply

implanted by Nature? So far, no one seemsto have given a better answer
than Froebel has done, when he saysthat the desire for stories comes
out of the need to understand life, that it isin fact rooted in the

inginct of investigation. "Only the study of thelife of otherscan

furnish points of comparison with the life the boy himsdlf has
experienced. The story concerns other men, other circumstances, other
times and places, yet the hearer seeks his own image, he beholdsit and
no one knows that he seesit.”

Man cannot be master of his surroundingstill he investigates and so
gathers knowledge. But he hasto adapt himsdlf not only to the physica
but to the human environment in which helives. In stories of all

kinds, children study human lifein al kinds of circumstances, nay, if
the story is sufficiently graphic they dmost go through the experiences
narrated, dmogt livethe new life.

With very young children the most popular of al storiesisthe"The

Three Bears' anditisworth alittle anayss. A little girl runs away,

and running away isagresat temptation to little girlsand boys, as

great an adventure as running off to seawill be at alater age. She
goesinto awood and meets bears. what e se could you expect! The story
then dedlswith really interesting things, porridge, basins, chairsand

beds. The strong contrast of the bears voices fascinates children, and
just when retribution might descend upon her, the heroine escapes and
gets safe home. Childrenreved inthefamiliar details, but these done
would not suffice, there must be adventure, excitement, romance. One
fedsthat Southey had the assistance of achild in making his story so
complete, and we can hear the questions. "How did the big bear know that
thelittle girl had tasted his porridge? Oh, becauise she had |eft the

spoon. How did he know that she had sat in his chair? Because she | ft
the cushion untidy, and asfor thelittle bear's chair, why, she sat

that right out."

That quite little children desire fresh experiences or adventures and

redlly exciting ones, is shown by the following stories made by

children. Thefirgt two are by alittle girl of two-and-a-hdf, the

third istaken from Lady Glenconner's recently published _The Sayings of
the Children .
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"Once upon atimetherewas agiant and alittle girl, and hetold a
little girl not to kiss abear acos hewould bite her, and thelittle

girl climbed right on his back and she jumped right down the stairsand
the bear came walking after thelittle girl and kissing her, and she
cdledit alittle bear and it was abig bear! (immense amusement).

"Once upon atimethere wasalittle piggy and hewasright inabig
green and whitefire and he didn't hurt hissdlf, and (told asa
tremendous secret) he touched afire with his handie. 'What a naughty
pigagy, sad Auntie, 'and what next? He jumped right out of afire.
Auntie, can you smile? (For aunties cannot smile when people are

neughty.)"

Thethird story issaid to have been filled with pauses dueto acertain
downess of speech, but the pauses are"lit by the lightning flash of a
flying eyebrow, and the impressive nodding of asilken head.”

"Once, you know, there was afight between alittle pony and alion, and
the lion sprang against the pony and the pony put his back againgt a
stack and bited towards the lion, and the lion rolled over and the pony
jumped up, and heran up ... and the pony turned round and thelion ..."

His mother felt she had lost the thread. "Which won?' she asked. "Which
won!" he repested and after amoment's pause he said, "Oh! thelittle

Thissurprising concluson pointsto astage when it isdifficult for a
child to hold the thread of anarrative, and at this stage, dong with
ample stories of little ones like themsealves, repetition or
"accumulation” stories seem to give most pleasure. "Henny Penny" and
"Billy Bobtail"--told by Jacobs as "How Jack went to seek his
Fortune'--are prime favourites. Repetition of rhythmic phraseshasa
great atraction, asin"Three Little Pigs,” withitsddightful

repetition of "Little pig, little pig, let me comein,”" "No, no, by the

hair of my chinny chin chin,” "Then I'll huff and I'll puff and I'll

blow your housein."

Very soon, however, the children are ready for the time-honoured
fary-tdeor folk-tde.

The orthodox beginning, "Once upon atime, in acertain country there
lived ...," fitsthe stlage when neither time nor placeis of any

consequence. Animals speak, well why not, we can! Thefairies
accomplish wonders, again why not? Wonderful things do happen and they
must have awonderful cause, and, as one child said, if there never had
been any fairies, how could people have written stories about them?
Goodnessiis rewarded and wickednessis punished, asisonly right in the
child's eyes, and goodness usudly means kindness, the virtue best

60



understood of children. Obedience is no doubt the nursery virtue in the
eyes of authority, but kindnessis much more human and attractive.

"Both child and man," says Froebel, "desire to know the sgnificance of
what happens around them; thisis the foundation of Greek choruses,
especidly intragedy, and of many productionsin the redm of legends
and fairy-tales. It isthe result of the deep-rooted consciousness, the
dumbering premonition of being surrounded by that which is higher and
more conscious than oursalves.” Thefairy taleisthe child's mystery

land, hisrecognition that there are more things in heaven and earth

than are dreamt of in our philosophy or in our science. Dr. Montessori
protests againgt the ideathat fairy-tales have anything to do with the
religious sense, saying that "faith and fable are as the poles apart.”

She does not understand that it isfor their truth that we value

fary-taes. Thetruthsthey teach are such asthat courage and

intelligence can conquer brute strength, that love can brave and can
overcome all dangers and always findsthe log, that kindness begets
kindness and dwayswinsin the end. The good and the faithful marries
the princess--or the prince--and lives happy ever after. And assuredly

if he does not marry his princess, he will not live happy, and if she

does not marry the prince, shewill livein no beautiful paace. And
thereismore. Take for instance, the story of "Toads and Diamonds." The
courteous maiden who goes down the well, who giveshelp whereit is
needed, and who works faithfully for Mother Holle[21] comeshome again
dropping gold and diamonds when she speaks. Her silence may be silver,
but her speech isgolden, and her words give light in dark places. The
sdfish and lazy girl, who refuses help and whose work is unfaithful and
only done for reward, has her reward. Henceforth, when she speaks, down
fal toads and snakes her words are cold as sheiis, they may glitter but

they qing.

[Footnote 21: Thisversion is probably amixture of the versions of
Perrault and Grimm but Mother Holle shaking her feathersisworth

bringingin,]

Fairy- and folk-taes give wholesome food to the desire for adventure,
whereasin what we may cdl redigtic stories, adventureis chiefly
confined to the naughty child, who istherefore more attractive than the
good and stodgy. Even among fairy-tales we may sdlect. "Beauty and the
Beast" and "The Segping Beauty" and " Snow-white and Rose-red” are
digtinctly preferableto "Jack the Giant Killer" or "Pussin Boots,"
while"Bluebeard" cannot betold. It seemsto methat children can often
safely read for themselves stories the adult cannot well tell. The
child'snotion of justice is crude, bad is bad, and whether embodied in

an ogre or in Pharaoh of Egypt, it must be got rid of, put out of the

story. No child is sorry for the giant when Jack's axe cleavesthe
beangtalk, and asfor Pharaoh, "Well, it'sagood thing he's drowned,

for he was abad man, wasn't he?' Death means nothing to children, asa
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rule, except disappearance. When children can read for themselves, they
will take from their storieswhat suitstheir stage of development,

their sandard of judgement, and we need not interfere, even though they
regard with perfect cam what seems gruesome to the adullt.

Asavauable addition to the best-known fairy-tales, we may mention one
or two others. _ GranniesWonderful Chair_isaddightful set of

gories, full of charming pictures, though the writer, Frances Brown,

was born blind. Mrs. Ewing's storiesfor children, _The Brownies , with
_Amdiaandthe Dwarfs_and _Timothy's Shoes , areinimitable, and her
_Old-Fashioned Fairy Tales_are very good, but not for very young
children. Her other stories are certainly about children, but are, asa

rule, written for adults.

George Macdondd's stories are al too well known and too universaly

bel oved to need recommendation. Butintdling them, _eg. "The

Princess and the Goblins' or "At the Back of the North Wind," the young
teacher must remember that they are beautiful alegories. Before she
venturesto tell them, the beginner should ponder well what the

poet--for these are prose poems--means, and who is represented by the
beautiful Great-great-grandmother dways old and always young, or "North
Wind" who must sink the ship but isable to bear the cry fromit,

because of the sound of afar-off song, which seemsto swallow up al

fear and pain and to set the suffering "snging it with the rest.”

_Water-Babies_isabridge between the fairy-tale of achild and equdly
wonderful and beautiful fairy-tales of Nature, and it, too, isfull of

meaning. If the teacher has gained this, the children will not lag

behind. It was a child of backward devel opment, who, when she heard of
Mother Carey, "who made things make themsalves," sad, "Oh! | know who
that was, that was God."

Such stories must be spread out over many days of telling, but they gain
rather than lose from that, though for quite young children the stories

do require to be short and smple, and often repeated. If children get
plenty of these, the stage for longer Soriesis reached wonderfully

soon.

Pseudo-scientific stories, in which, for example, adrop of water
discusses evaporation and condensation, are not stories at al, but a
kind of mental mest lozenge, most unsatisfying and probably not even
fulfilling their task of supplying nourishment in form of facts. Fables
usudly ded with the faults and failings of grown-ups, and may be left
for children to read for themsalves, to extract what suits them.

[llustrations are not dways necessary, but if well chosenthey are
adwaysahdp. Warne has published some ddightfully illustrated stories
for little children, "The Three Figs," "Hop o' my Thumb," "Beauty and
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the Beast," etc. They areillustrated by H.M. Brock and by Ledie
Brooke, and they redlly areillustrated. The artists have enjoyed the
stories and children equally enjoy the pictures.

The teacher must consider what ideas sheis presenting and whether words
aone can convey them properly. We must remember that most children
visudise and that they can only do so from what they have seen. So,
without illugtrations, a castle may be a suburban house with Nottingham
lace curtains and an aspidistra, while Perseus or Moses may differ

little from the child's own father or brothers. Again, town children

cannot visudise hill and valey, forest and moor, brook and river, not

to mention jungles and snowfields and the trackless ocean. It is not

easy to find picturesto give any idea of such scenes, but it isworth
whileto look for them, and it isaso worth while for the teacher to
visualise, and to practise vivid describing of what she sees. Children,

of course, only want description when it isredly apart of the story,
aswhen Tom crosses the moor, descends Lewthwaite Crag, or travelsfrom
brook to river and from river to sea.

Asto how astory should betold, opinions differ. It must bewell told
with awell-modulated voice and with dight but effective gesture. But
the model should be the story astold in the home, not the story told
from aplatform. The children need not be spellbound al the time, but
should be free to ask sengble questions and to make childlike comments
in moderation. The language should fit the subject; beautiful thoughts
need beauity of expression, high and noble deeds must betold in noble
language. A teacher who wishesto be aredly good teller of stories
must herself read good literature, and she will do well not only to
prepare her storieswith care, but to consider the language she usesin
daly life. Thereisahappy medium between pedantry and the latest
variety of dang, and if daily speech iscardessand dipshod, itis
difficult to changeit for special occasons. Our stories should not

only prepare for literature, they should be literature, and those who
redise what the story may do for children will not grudge time spent in
preparation. If the story isto present an idedl, let us seethat we
present aworthy one; if it isto lead the children to judge of right

and wrong, let us see that we give them time and opportunity to judge
and that we do not force their judgement.

Laglly, if the story isto makethe children fed, let us seethat the
feding ison theright Sde, that they shrink from al that is mean,

sfish, cruel and cowardly, and sympathise with whatsoever thingsare
true, whatsoever things are lovely, whatsoever things are of good

report.
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CHAPTERIX

IN GRASSY PLACES

My heart leaps up when | behold
A rainbow in the sky,

So wasit when my life began

So beit when | shal grow old,
Or let medie.

Wheat isthered aim of what we cal Nature-lessons, Nature-teaching,
Nature-work? It issurely to foster delight in beauty, so that our
hearts shdl legp up at sight of the rainbow until we die. For, indeed,

if welosethat uplift of the heart, some part of us has died aready.

Y et even Wordsworth mourns that nothing can bring back the hour of
splendour in the grass and glory in the flower!

Initsanswer to the question "What isthe chief end of man?’ the old
Shorter Catechism hasagrand beginning: "Man's chief end isto glorify
God and to enjoy Him for ever." Do we |ose the vision because we are not
bold enough to take that enjoyment as our chief end? To enjoy good isto
enjoy God.

Our ends or ams are our desires, and Mr. Clutton Brock, in his
_Ultimate Belief_, urgesteachersto recognise that the spirit of man

has three desires, three ends, and that it cannot be satisfied till it
attains al three. Man desiresto do right, so far as he seesit, for

the sake of doing right; he desiresto gain knowledge or to know for the
sake of knowing, for the sake of truth; and he desires beauty.

"We do not value that which we call beautiful becauseitistrue, or
becauseit isgood, but becauseit is beautiful. Thereisaglory of the
universe which we cal truth which we discover and apprehend, and a
glory of the universe which we cdl beauty and which we discover or
apprehend.”

Froebd beginshis_Education of Man_by an inquiry into the reason for
our existence and hisanswer isthat _al_ thingsexist to make manifest
the spirit, the_dan vita_, which brought theminto being. *_Sursum
corda ," says Stevenson,

Lift up your hearts
Art and Blue Heaven
April and God's Larks
Green reeds and sky scattering river
A Stately Music
Enter God.
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And Browning?"If you get Smple beauty and nought ese, you get about
the best thing God invents.”

To let children get that beauty should be our aim, and they must get it
intheir ownway. "Lifein and with Nature and with thefair slent
things of Nature, should be fostered by parents and others," Froebel
tellsus, "asachief fulcrum of child-life, and thisis accomplished
chiefly in play, whichisat fira Smply naturd life."

Let us surmount the ruts of our teaching experience and climb high
enough to look back upon our own childhood, to see where beauty caled
to us, where we attained to beauty.

Among my own earliest recollections come afirst view of the starry sky
and the discovery of Heaven. No one called attention to the stars, they
spoke themselvesto achild of four or five and declared "the glory of

God." Heaven was not on high among these glorious stars, however. It was
agrassy place with flowers and sunshine. It had to be Heaven because

you went through the cemetery to reach it, and because it was so bright
and flowery and therewere no gravesinit. | never found it again,

because | had forgotten how to get there.

Another very early memory isone of grief, to see from the window how

the gardener was mowing down al the daises, and there were so many, in

the grass, and yet another isof ahigh, grassy, sunny fidd with a

little stream running far down below. It was not redly far and there

was nothing particularly beautiful in the place to grown-up eyes, but

the beholder was very small and loved it dearly. To hisArt and Blue

Heaven Stevenson might have added Sun and Green Grass. For he knew what
grassy places areto the child, and that "happy play in grassy places’

might well be Heaven to thelittle one.

A most interesting little book called What isaKindergarten? [22] was
published some years ago in America. It iswritten by alandscape
gardener, and contains most valuable suggestions as to how best to use
for aKindergarten or Nursery School plots of ground which may be
secured for that purpose. Naturally the writer has much to say on the
laying out and stocking the available space to the best advantage,
choosing the most suitable positions for the house, where the teacher
must live, he says, to supply the atmosphere of ahome; for animal
hutches, for sand-hegps and seesaws; for the necessary shelter, for the
children's gardens, and for the lawn, for even on hissmallest plan, a
"twenty-five-foot lot,” we find "room for agpot of green.” Later he
explainsthat for this green one must use what will grow, and if grass
will not perhaps clover will. Theway in which the treesand plantsare
chosen ismost suggestive. Beauty and suitability are dways considered,
but he remembers his own youth, and also considers the specia joys of
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childhood. For it isnot Nature lessons that come into his calculaions
but "the mere association of plantsand children." So the birch treeis
chosen, partly for its grace and beauty, but also because of its bark,
for one can scribble on its papery surface; the hazel, because children
delight in the catkins with their showers of golden dust, and the nut
"hiddeninitscap of frillsand tucks" And he adds. "How much more
aluring than the naked fruit from the grocer's sack are these nuts,
especialy when dotsfor eyes and mouth are added, and awholelittle
face istucked within this natura bonnet.”

[Footnote 22: G. Hansen, pub. Elder, Morgan & Shepherd, San Francisco,
1891.]

In addition to the flowers chosen for beauty of colour, thislover of
children and of gardens wants Canterbury Bellsto ring, Forget-me-nots
because they can stand so much watering, and "flowerswith faces"
pansies, sweet-peas, lupins, snapdragons, monkey flowers, red and white
dead nettles, and red clover to bring the bees. Some of these are chosen
because the child can do something with them, can find their own uses

for them, can play with them. And, spesking generally, playing with them
isthe child'sway of appreciating both plant and animal. Picking

feathery grasses, red-tipped daises, sweet-smelling clover and golden
dandedlions, feeding snagpdragons with fallen petas, finding what's

o'clock by blowing danddlion fruits, paying for dock teaout of afary
purse, shading poppy dollswith woodruff parasols, that ishow achild
enjoys the beauty of colour, scent and form. He gets not more but less
beauty when he must st in aclass and answer formal questions. "Must we
talk about them before we take the flowers home?' asked a child one day;
"they are o pretty.” Clearly, the "talk” was going to lessen, not to

deepen the beauty. And animals? The child plays with cat and dog, he
feeds the chickens, the horse and the donkey, he watches with the utmost
interest caterpillar, snail and spider, but he does not want to be asked
guestions about them--he does want to talk and perhapsto ask the
questions himsalf--nor does he dways want even to draw, paint or model
them. Mostly he wants to watch, and perhapsjust to stir them up a
littleif they do not perform to his satisfaction. He does not

necessarily mean to tease, only why should he watch an animal that does
nothing?" The animas haven't any habitswhen | watch them,” alittle

girl once said to Professor Arthur Thomson.

All children should live in the country at least for part of the year.

They should know fields and gardens, and have intercourse with hensand
chickens, cows and calves, sheep and lambs; should make hay and seethe
corn cut. They would till want the wisaly sympathetic teacher, not to
arouse interest--that is not necessary, but to keep it aive by keeping

pace with the child's naturd development. It isnot merely livingin

the country that developsthelittle child'sinterest in shape and

colour and scent into something deeper. People till "spend dl their
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timein the fields and forests and see and fed nothing of the beauties

of Nature, and of their influence on the human heart"; and this, said
Froebel--and it isjust what Mr. Clutton Brock is saying how--is because
the child "fallsto find the same fedlings among adults." Two effects
follow: the child fed sthe want of sympathy and loses some respect for
the eder, and dso heloseshisorigind joy in Nature.

"Thereisin every human being the passionate desirefor this
sdf-forgetfulness-to which it attainswhen it is aware of beauty--and
apassonate ddight in it when it comes. The child fedsthat ddight
among spring flowers; we can dl remember how wefdt it inthefirst
apprehension of some new beauty of the universe, when we ceased to be
little animals and became aware that there was this beauty outside usto
be loved. And most of us must remember, too, the strange indifference of
our elders. They were not consdering thelilies of the fied; they did

not want usto get our feet wet among them. We might be forgetting
oursalves, but they were remembering us; and we became suddenly aware of
the bitterness of life and the tyranny of facts. Now parents and nurses
(and teachers) have, of course, to remember children when they forget
themselves. But they ought to be aware that the child, when he forgets
himsdlf in the beauty of theworld, is passing through a sacred

experience which will enrich and glorify thewhole of hislife.

Children, because they are not engaged in the struggle for life, are

more capable of this aesthetic salf-forgetfulness than they will

afterwards be; and they need dl of it that they can get, so that they

may remember it and prizeit in later years. In these heaven-sent
moments they know what disinterestednessis. They have atest by which
they can value all future experience and know the dullness and staleness
of worldly success. Thereforeit isasin to check, more than need be,
their aesthetic ddlight” (_The Ultimate Belief ).

We cannot al giveto our children the experienceswe should liketo
supply, but if we are clear that we are aiming at enjoyment of Nature,
and not at supplying information, we shal come nearer towhat is
desirable. For years, dmost since it opened in 1908, Miss Reed of the
Michaelis Free Kindergarten has taken her children to the country. It
means agreat dedl of work and responsibility, it means collecting funds
and giving up one's scanty leisure, it means devoted service, but it has
been done, and it has been kept up even during war time, though with
great difficulty asto funds, because of the inestimable benefit to the
children. Miss Stokes of the Somers Town Nursery School secured a
country holiday for her little onesin various ways, partly through the
Children's Country Holiday Fund, but since the war she has been unable
to secure help of that kind, and has managed to take the children away
to acountry cottage. A paragraph in the report says. "The childrenin
the country had addlightful time, and what was seen and done during
their holiday is dtill talked about continudly. These joys entered into

al thework of the nursery school and helped the children for months
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to retain abreath of the country in their London surroundings. They

redised much from that visit. Cows now have horns, wasps have wings and
fly--alas they sting dso. Hens sit on eggs, an amost unbelievable

thing. Fishes, newts, tadpoles, were dl met with and greeted as

friends. Children and helpers dike returned home full of health and

vigour and longing for the next time. Onelittle maid wept bitterly, and

there seemed no joy in life a home until she came across the school

rabbit, which was tenderly caressed, and consoled her with memories of
the country and hopesfor future vigts."

In the days when teachers argued about the differences between
Object-lessons and Nature-lessons, one point insisted upon was that the
Nature-lesson far surpassed the Object-lesson because it dealt with

life

We have learned now that we should as much as we can surround our
children with life and growth. Evenindoorsit is easy to give thejoy

of growing seeds and bulbs and of opening chestnut branches: without any
cruelty we can let them enjoy watching snails and worms and we can keep
caterpillars or slkworms and so let them drink their fill of the

miracle of development. But beauty comesto childrenin very different
ways, and dwaysit is Nature, though it may not belife.

Children reve in colour, colour for its own sake, and should be allowed
to createit. In amodern nove thereisadescription of amother doing
her washing in the open air and "at her feet sat ababy intent upon the
assmilation of agingerbread € ephant, but now and then tugging a her
skirts and holding up afat hand. Each time he was rewarded by a dab of
sogpsuds, which she deposited good-naturedly in hispam. Hereceived it
with solemn delight; watching the roseste play of colour asthe bubbles
shrank and broke, and the lovely iridescent treasure vanished in asmear
of dirty wetness while helooked. Then hewould begat hisfists
delightedly against his mother's dress and presently demand another
hendful."

The following notes from another student's report show how this may
spring naturdly out of the children'slife:[23]

[Footnote 23: Miss Edith Jones]

"We were spinning the teetotum yesterday and it did not spin well sowe
made new ones. While the children were painting their tops, Oliver grew
very eager when hefound he couldfill in al the spacesin different
colours, but Betty made her colours very indpid. | want them to get the
fedling of beautiful colour, so | shall show them abook with the
coloursgraded init, and we shall each have apaper and paint on it all
the rich colours we can think of. The colourswill probably run into

each other, and so the children will get ideas about the blending of
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colours, but I will watch to see that they do not get the colour too
wet. If they are not tired of painting | want to show them a painted
circleto turn on astring and they can make these for themselves, using
the coloursthey have dready used.

"I want the children to do some group work, and | thought we might make
avillage with shops and houses under the trees in the garden and have
little men and women to represent oursalves. The suggestion will

probably have to come from the teacher, but the children will probably
have the desirewhen it is suggested, and | hope we shdll be ableto go

on enlarging our town on the pattern of the towns the children know. If
they want bricksfor their housesthey can dig clay in the garden.

"_Report_.--The children wanted to make a tea-set, so we carried our
clay outsde. They began discussing why their chinawould not be so fine
asthe chinaat home, and | said the clay might be different. Then

Bernard asked what sort of chinawe should get from the clay in the
garden, and | told him that kind of clay was generdly made into

bricks, and suggested making bricks. From that we went on to the use of
bricks, and to-morrow we are going to dig, and make bricksto build a
town. Bernard is anxious to know how we shal make mortar. Just then it
darted to rain, and Bernard said that if the sun kept shining and it

rained hard enough we should have arainbow, and he wished it would come
s0 asto see the beautiful colours. | thought thisrather a coincidence,

and told him | had abook with al the rainbow coloursin it. They asked
to seeit, s0 | showed it and suggested painting the colours ourselves.
Those who had finished their dishes started, and we talked about the
richness of the colours. One or two children started with very watery
colour, so | showed them the book and began to paint mysdlf. They al
enjoyed it very much, especialy the different colours made wherethe
coloursran into each other. The results pleased them and they areto be
used aswall-papersto sl in our town, but Sybil wantsto have atoy
shop, and sheisgoing to make apainted circlefor it likethe onel
showed.”

Thisisclearly thetimeto show aglass prism and to let these children
make rainbows for themsalves, to tell the story of Iris, and to use any
colour materid, Milton Bradley spectrum papers, Montessori Slks,
colour top, and anything else so long as the children keep up their
interest. Theinterest in colour need never die out; it will probably
show itsdlf now in finer discrimination, and more careful reproduction
of the colours of flowers and leaves, and the sympathy given will
heighten interest and increase enjoyment.

Here are some notes showing children's numerous activitiesin a suburban
garden where they were dlowed to visit ahen and chickens.

" _Monday_[24]--To-day the children took up their mustard and cress, dug
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and raked the ground ready for transplanting the | ettuces. After their
rest we went to see the chickens at the Hall (the Students Hostdl), and
the Hall garden seemed to them awonderful place. They watched the
trainsgo in and out of the station at the foot of the garden, and
explored dl the side doors, going up and down all the sepsand into
the cycle shed. They helped Miss S. to tir the soot water, then they
went to the grassy bank and ran down it, did down it, and rolled down
it. They peeped over the wall into the next garden, they peeped through
holesin the fences and finished up with aswing in the hammock. Each
child had twenty swings, and they enjoyed counting in time with the
swaying of the hammock, and swayed their own bodies as they pushed.

[Footnote 24: These notes are part of those already given on pp. 68-71.]

"Another example of love and rhythm was when they went to say good-bye
to the hen and chickens, and kept on repesating 'Good-bye, good-bye' al
together, nodding their heads at the sametime.

"I did not know if | should have let them do so much, but | was not sure
that we should be alowed to come back and | wanted them to enjoy the
garden.

" Wednesday .--First we watered the | ettuces we had transplanted, and
transplanted more. Then, as we had permission to come again, we took
some of our lettuces to the chickens. We saw the mother hen with one
wing spread right out, and the children were much surprised to see how
largeit was. We looked at the roses, and saw how the bud of yesterday
was full blown to-day. The children again ran down and rolled down the
bank, and had turnsin the hammaock, thistimeto the rhythm of "Margery
Daw" sung twice through, and then counting up to twenty. Very often
they went to watch thetrains. Cecil is particularly interested in them,

and wanted to know how long was the time between. He said three minutes,
| guessed nine, but we found they wereirregular. In the intervaswhile
waiting for atrain to pass, we played a'lisening’ game, ligening to

what sounds we could hear. A thrush came and sang right over our heads,
S0 the listening was concentrated on his song, and we tried to say what
we thought he meant to say. One child said, 'He says, "Come here, come
here,"" but they found thistoo difficult. We also watched a boy

cleaning the station windows, and Dorothy said, 'Miss Beer, isn't it
wonderful that you can see through glass? | agreed, but made no other
remark because | did not know what to say.

"We rested outside to-day under an almond tree. | pointed out how pretty
the sky looked when you only saw it peeping through the leaves. After
rest the children noticed feathery grasses, and spent the rest of the
morning gathering them. | suggested that they should see how many kinds
they could find. They found three, but were not enthusiastic abot it,

being content just to pluck, but they were ddlighted when they found
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specidly long and beautiful grasses hidden deep under aleafy bush.
They aso found clover leaves, and | told them its name and sang to them
the verse from "The Bee," with The sweet-smelling clover, he, humming,
hangsover.'

" Thursday. --Brushed and dusted the room, gave fresh water to the
flowers, and then went to gardening. The children were ddighted to find
ladybirds on the | ettuces they were transplanting, and we aso noticed
how the cherries were ripening.

"They joined the Trangtion Classfor games. Later, while playing with
the sand, Cecil made adiscovery. He said, 'Miss Beer, do you know, |
know what sandis, it'slittletiny tiny sones.™

It may be worth while to notice some thingsin these notes. First the
pleasure in exploring the new surroundings and then the variety of
delights. Our landscape gardener mentionsthat "any dope to our grounds
should be welcomed.... For aswe leave the level land and fleeto the
mountains to spend our vacation, so will achild avoid the street and

seek the gutter and the bank on the unimproved lot to enjoy its

pastime.” Our own children have been fortunate enough to have abank for
their play, and though, unfortunately, extension of buildings hastaken
away much of this, we have had abundant opportunity to see the vaue of
doping ground. Then there are the discoveries, the feathery grasses,
especidly those which were hidden, the ladybirds, that sand isredly

"tiny tiny stones'--has every adult noticed that, or issand "just
sand"?--and the "wonder" that we can see through glass, awonder
redised by alittle girl of four yearsold. Also we can notice what the
children did not desire. They liked listening to the thrush, but to make

out what the thrush was "saying" was beyond them. They liked gathering
feathery grasses, but to sort these into different kinds gave no

pleasure, though older children would have enjoyed trying to find many
varigties

Perhaps teacherswith afair amount of experience might havefelt like
the beginner who frankly says, "I didn't say anything more because |
didn't know what to say," when Dorothy discovered the wonderfulness of
glass. Perhaps we are silent because the child has gone ahead of us. It
iswonderful, but we have never thought about it. In such caseswe must,
as Froebed says, "become alearner with the child" and humbly, with redl
sympathy and earnestness, ask, "Isit wonderful, | supposeitis, but |
never thought about it, why do _you cdl it wonderful ?* If the child
answers, itiswell, if not the teacher can go on thinking aoud,

thinking with the child. "Let'sthink what other thingswe can see
through.” We can never understand it, we can only reach the fact of
"trangparency” as awonderful property of certain substances and
consider which possess this magic qudity. Thereiswater of course, and
thereisjelly or gelatine, but these are not hard, they are not stones
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asglass seemsto be. The child will be pleased too to seeacrysta or
abit of mica, but the main thing isthat we should not imagine we have
disposed of the wonder by amere name with aglib, "Oh, that'sjust
because it's transparent,” but that we redise, and reinforce and
deepen the child's sense of wonderfulness. So teacher and child enter
into the thoughts of Him

Who endlesdy was teaching
Above my spirits utmost reaching,
What love can do in the leaf or stone,
So that to master thisaone,
Thisdonein the scone or leaf for me,
| must go on learning endlesdy.

CHAPTER X

A WAY TO GOD

Wonders chiefly at himself
Who cantell himwhat heis
Or how meet in human df
Coming and past eternities.

EMERSON.

It isof set purpose that this short chapter, referring to what we

specidly cdl rdigion, is placed immediady after that on the child's
atitude to Nature. The actua word religion, which, to him, expressed
being bound, did not appeal to Froebel so much as one which expressed
One-ness with God.

Asason can share the aspirations of hisfather, so man "athought of
God'

can aspire
From earth'slevel where blindly creep
Things perfected more or less
To the heaven's height far and steep.

But we begin a earth'sleve, and achild'sreligion must be largely a
naturd religion.

How to introduce achild to religion is a problem which must have many
solutions. In Froebd's origind training course, his Kindergarten
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teachers were to be "trained to the observation and care of the earliest
germsof therdigiousinginct in man." These earliest beginningshe

found in different sources. First come the relations between the child

and the family, beginning with the mother; fatherhood and motherhood
must be realised before the child can reach up to the Father of dll.

Then there isthe atmosphere of the home, the red reverence for higher
things, if it exids, affectseven alittle child morethanisusudly

supposed, but children are quick to distinguish redity from mere
conventiondity though the digtinction isonly haf conscious. Redlity
impresses, while conventiondlity is gpt to bore. Even to quite young
children Froebe'sided mother would begin to show God in nature. Some
one put into the flowers the scent and colour that delight the

child--some one whom he cannot see. The sun, moon and stars give light
and beauty, and "love iswhat they mean to show." This mother teaches
her little one some sort of prayer, and the gesture of reverence, the
folded hands, affectsthe child evenif the words mean little or

nothing. Akin to the "fedling of community™ between the child and his
family isthejoining in religiousworship in church, "the entranceina
common life," and the emotiond effect of the deep tones of the organ.
Then thereisthe interdependence of the universe: the baby isto thank
Jenny for his bread and milk, Peter for mowing the grassfor the cow,
"until you cometo thelast ring of dl, God'sfather lovefor dl."

Next to this comes the child's service; otherswork for him and he dso
must serve. "Every age hasits duties, and duties are not burdens,” and
itisnecessary that feding should have expression, "for even achild's
love unfostered (by action in form of service) droops and dies away."
Thereisaso the desire for gpprobation. The child "must be roused to
good by inclination, love, and respect, through the opinion of others
about him," and this should be guided until helearnsto care chiefly

for the gpprovd of the God within. Right ideals must be provided:
religionis"acontinualy advancing endeavour,” and its reward must

not be amaterid reward. We ought to lift and strengthen human nature,
but we degrade and weaken it when we seek to lead it to good conduct by
abait, even if thisbait beckonsto afuture world. The consciousness

of having lived worthily should be our highest reward. Froebel goes so
far asto say that instead of teaching "the good will be happy,” and
leaving children to imagine that this means an outer or materid

happiness, we ought rather to teach that in seeking the highest we may
lose the lower. "Renunciation, the abandonment of the outer for the sake
of securing the inner, isthe condition for attaining highest

development. Dogmatic religious ingruction should rather show that
whoever truly and earnestly seeks the good, must needs expose himself to
alife of outer oppression, pain and want, anxiety and care." Evena
child, though not a baby, can be led to see that to do good for outer
reward is but enlightened sdlfishness.

These suggestions are taken for the most part from the _Mother Songs
somefrom _The Education of Man_. Each parent or teacher must use what
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seemsto her or to him mogt vauable. Some may from the beginning desire
to teach the child ababy prayer, or at least to let him hear "God bless
you." Others may prefer to wait for amoreintelligent stage, perhaps

when the child beginsto ask the invariable questions--who made the
flowers, the animas, who made me? If so, we must remember that children
see, and hear, and think, that often in thoughtless gaculations, or in

those of heartfelt thankfulness, children may hear the name of God; that
asmple story may have something that stirs thought; that churchesare
much in evidence; and that the conversation of little playfellows may

take an unexpected turn.

To meit seemsagreat mistake to put before young children ideas which
areredly beyond the conception of an adult. There are many stories
told of how children receive teaching about the Omniscience or
Omnipotence of God. The stories sound irreverent, and are often repeated
ashighly amusing, but they areredly more pathetic. Miss Shinntells

of one poor mite who resented being congtantly watched and said, "I will
not be so tagged,” and another said, "Then | think HE'sa very rude
man,” when, in reply to her puzzled questions, she wastold that God
could see her even in her bath. And the boy who said, "If | had done a
thing, could God makeit that | hadn't?" must have made hisingtructor
fed somewhat foolish.

It never does harm for us honestly to confess our own limitations and

our ignorance, and that is better than weak materidistic explanations,
which after dl explain nothing. Totdl achild that the Great Father
isaways grieved when we are unkind or cowardly, dwaysready to help
us and to put kindness and bravery into our hearts, that we know He has
power to do that if we will let Him, but that His power is beyond our
understanding: to say that Heis ableto keep usin dl danger, and that
evenif we arekilled we are safein Hiskeeping, surely thet is enough.

He who blessed the children uttered strong words against him who caused
thelittle onesto sumble.

"From every point, from every object of nature and lifethereisaway

to God.... Thethings of nature form amore beautiful ladder between
heaven and earth than that seen by Jacob.... It is decked with flowers,
and angelswith children's eyes beckon ustoward it." Thisistrue, but

it does not mean that we are always to be trying to make things sacred,
but that we areto redlise that dl beauty and al knowledge and dll
sympathy are dready sacred, and that to love such thingsisto love
something whereby the Creator makes Himsalf known to us, that to enjoy
them isto enjoy God.

Rdigionisnot dways explained asimplying theideaof being bound,
but sometimes as being et free from the bonds of the lower or animal
nature. In this sense Mr. Clutton Brock may well cdl it "asacred
experience"’ for the child, when he forgets himself in the beauty of the
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world. If we could dl riseto awider conception of the meaning of the
word religion, we should know that it comesinto al thework of the
day, that it does not depend aone upon that specia Scripture lesson
which may become mere routine.

The greatest Teacher of all taught by stories, and when any story
deepens our fedings for human nature and our recognition of the heights
to which it can rise, when it makes uslong for faith, courage, and love
to go and do likewise, who shdl say that thisis not religious

teaching, teaching which helpsto ddliver usfrom the bonds that hamper
Spiritual ascent.

Many of uswill fed with Froebel that thefary-tale, withits

dumbering premonition of being surrounded by that which is higher and
more " conscious than oursalves,"[25] hasits place, and an important
place, in religious devel opment.

[Footnote 25: P. 85.]

The"fairy sense)" saysDr. Greville Macdonad, "isinnate asthe
religious senseitsdlf ... thefairy stories best beloved are those

steeped in meaning--the unfathomable meaning of life ... such stories
teach--even though no lesson was intended--the wisdom of the Book of
Job: wisdom that by thistime surely should have made religious teaching
saner, and therefore more acceptable.”[26]

[Footnote 26: "The Fairy-Taein Education,” by Greville Macdonad, M.D.,
_ChildLife_, Dec. 1918]

Fairies, like angels, may be God's messengers. A child who had heard of
S. Cuthbert as a shepherd boy being carried home from the hillsde when
hurt, by aman on awhite horse, repeated the story in her own words,
"and hethought it was afairy of God's sent to help him."

Thereis, however, nothing the children love more than the Bible sory,
the story which shows, so smply, humanity struggling asthe children
gruggle, failing asthe children fail, and believing and trusting as

the children believe, and aswe &t least strive to do, in the ultimate
victory of Right over Wrong, of Good over Evil. But just because the
gtories are often so beautiful and so inspiring, the teacher should have
freedom to dedl with them asthe spirit moves her.

What experience hastaught mein thisway has already been passed on to
younger teachersin _Education by Life , and there ssemslittle moreto
add.

Wonders chiefly at himself
Who cantell himwhat heis.
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Itisfor ustotdl the child what heis, that he, too, like dl the

things heloves, isamanifestation of God. "I an abeing diveand
conscious upon this earth; adescendant of ancestors who rose by gradua
processes from lower forms of animd life, and with struggle and

suffering became man."[27]

[Footnote 27: _The Substance of Faith Allied with Science , Sir Oliver
Lodge (Methuen).]

"The colossa remains of shattered mountain chains spesk of the greatness
of God; and man isencouraged and lifts himsdlf up by them, fedling
within himsdlf the same spirit and power."[ 28]

[Footnote 28: _ The Education of Man ]

CHAPTERXI

RHYTHM

Lo with the ancient roots of Man's nature
Twines the eternd passion of song.

The very existence of |ullabies, not to mention their abundancein dl
countries, the very rockers on the cradles testify to the rhythmic
nature of man ininfancy.

Inhis_Mother Songs , Froebel couples rhythm with harmony of al kinds,
not only musica harmony but harmony of proportion and colour, and in
urging the very early traning of "thegermsof dl this™ hegives

perhaps the chief reason for training. "If these germs do not develop

and take shape asindependent formationsin each individud, they at

least teach how to understand and to recognise those of other people.
Thisislife-gain enough, it makes one'slifericher, richer by the

livesof others™

It isto the genius of M. Jacques Dalcroze that the world of to-day owes
some idea of what may be effected by rhythmic training, and M. Dacroze
gtarted hiswork with the same aim that Froebel set before the mother,
that of making the child capable of gppreciation, capable of being made
"richer by the lives of others." But Froebd prophesied that far more

than gppreciation would come from proper rhythmic training, and this M.
Dalcroze has amply proved.
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"Through movement the mother triesto lead the child to consciousness

of hisown life. By regular rhythmic movement--thisis of specid
importance--she brings this power within the child's own conscious

control when she dandleshimin her armsin rhythmic movementsand to
rhythmic sounds, cautioudy following the dowly developing lifein the

child, arousing it to greater activity, and so developing it. Thosewho

regard the child as empty, who wish tofill hismind from without,

neglect the means of cultivation in word and tone which should lead to a
sense of rhythm and obedienceto law in dl human expression. But an

early development of rhythmic movement would prove most wholesome, and
would remove much wilfulness, impropriety and coarseness from hislife,
movements, and action, and would secure for him harmony and moderation,
and, later on, ahigher gppreciation of nature, music, poetry, and art”
_(Education of Man ).

Here, then, isan am most plainly stated, "higher gppreciation of
nature, music, poetry and art,” and if we adopt it, we must make sure
that we start on aroad leading to that end.

To Kindergarten children, gpart from movement, rhythm comesfirstin
nursery rhymes, and if we honestly follow the methods of the mother we
shall not teach these, but say or sing them over and over again, letting

the children select their favourites and join in when and where they

like. Thisisthetrue Babies Opera , asWater Crane justly names an
illustrated collection. Froebel's_Mother Songs , though containing a

ded of sound wisdom in its mottoes and explanations, is an annotated,
expurgated, and decidedly pedantic version of the nursery rhymes of his
own country. That these should ever have been introduced to our children
arose from the fact that the first Kindergarten teachers, being

foreigners, did not know our own home-grown productions. Long since we
have shaken off the foreign product, in favour of our own " Sing a Song

of Sixpence,” "Baa, Bag, Black Shegp" and thelr refreshingly cheerful
compeers. Froebe's book suggests songsto suit al subjectsand al
frames of mind--the wind, the moon, and stars, the farm with its cows
and sheep, its hens and chickens, the baker and carpenter, fish in the
brook and birdsin nests, the garden and the Christmasfair.

We can supply good versesfor dl theseif we take painsto search, and

if we eschew ignorant and unpoetic modern doggerel aswe eschew poison.
Besdes the nursery rhymes, we have Stevenson, with his"Wind,"
"Shadow,” and " Swing," Chrigtina Rossetti's"Wrens and Robins,™" her
"Rainbow Verses' and "Brownie, Brownie, let down your milk, White as
swansdown, smooth assilk." There are many others, and arecent charming
addition to our stock is"Chimneys and Fairies," by Rose Fyleman. One
thing we should not neglect, and that isthe child's sense of humour.

For the very young thisis probably satisfied by the cow that jJumps over

the moon, the dish that runs after the spoon, JiI tumbling after Jack,

and Miss Muffet running away from the spider. But older children much
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enjoy nonsense verses by Lewis Carroll or by Lear, and "John Gilpin” is
another favourite.

Itisamistake to keep drictly within the limits of achild's

understanding of the words. What we want here, asin the realm of
Nature, isjoy and ddight, the delight that comes from musical words
and rhythm, aswell asfrom the pictures that may be caled up. Evena
child of four can enjoy the poetry of the Psalmswithout asking for much
understanding.

The mother repeats her rhymes and verses solely to give pleasure, and if
our am isthe degpening of gppreciation, thereisno reason for leaving
the green and grassy path that Nature has showed to the mother for the
hard and beaten track of "recitation." In our own Kindergarten there
has never been either rote learning or recitation. The older children
learn the words of their songs, but not to aword-perfect stage, because
words and music suggest each other. Except for that we just enjoy our
verses, the children asking for their favourites and getting new ones
sometimes by request sometimes not. Anything not enjoyed islaid aside.
We need variety, but everything must be good of itskind, and verses
about children are seldom for children. Because children love babies,
they love "Where did you come from, baby dear?' but nothing like
Tennyson's"Baby, wait alittlelonger,” and especidly nothing of the
"Toddlekins' type has any placein the collection of a self-respecting
child. It isdoubtful if Eugene Fidd's verses are realy good enough

for children.

All children enjoy singing, but here, asin everything, we must keep
pace with development, or the older ones, especialy the boys, may get
bored by what suitsthe less adventurous. In al casesthe music should
be good and tuneful, modelled not on the modern drawing-room inanity,
but on the healthy and vigorous nursery rhyme or folk song.

Children aso enjoy instrumental music, and will listen to piano or

violin while quietly occupied, for exampleif they are drawing. One
Nursery School teacher plays soft music to get her babiesto deep, and
our little onesfidget lessif some one sings softly during their
compulsory rest.

"The Kindergarten Band" is another way in which children canjoinin
rhythm. It cameto usfrom Miss Bishop and is probably the music
referred to in the description of the Pestd 0zzi-Froebel House. The
children are provided with drums, cymbals, tambourines, and triangles,
and keep time to music played on the piano. They can do some andysisin
choosing which instruments are most suitable to accompany different
melodies or changes from grave to gay, etc. A full account wasgivenin
_Child Life_for May 1917.
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Severd years ago, knowing nothing of M. Dacroze, Miss Marie Sat
began an experiment, the results of which arelikely to be far-spreading
and of great benefit. Desiring to help children to appreciation of good
music, Miss St experimented ddiberately with the Froebelian "learn
through action,” and her success has been remarkable. Because of its
freedom from any kind of formality, this system is perhaps better suited
to little children than the Da croze work, unlessthat isin the hands

of an exceptiondly gifted teacher. M. Ddcroze himsdf isddightfully
sympathetic with little ones.

Miss Sdlt tells her own story in an gppendix to Mr. Stewart Macpherson's
_Aurd Culture based on Musica Appreciation._

Good musicis played and the children listen and move fredy intimeto
it, sometimes marching or dancing in circles, sometimes quite fredy
"expressing” whatever feding the music cdlsforth in them. The stress
islaid on ligtening; if you see apicture you reproduceit, if the

music makes you think of trees or wind, thunder or goblins, you become
what you think of. It isastonishing to see how little children learnin
thisway to care for music by Schumann, Mendelssohn, Grieg, Dvorak,
Brahms, Chopin, and Beethoven. The music is of course selected with
kill, and careistaken that the "expresson” shdl not make the

children foolishly self-conscious. Emphasisisaways placed on
ligtening, and the children's gppreciation is gpparent. Such

gppreciation must enrich ther lives.

CHAPTER Xl

FROM FANCY TO FACT

Creeps ever on from fancy to the fact.

Fairy tales suit little children because their knowledgeis so limited,

that "the fairiesmust have doneit" isregarded as a satisfactory

answer to early problems, just asit satisfied childlike Man. Things

that to us are wonderful, children accept as commonplace, while others
commonplaceto us are marvelsto the child. But fairy tales do not
continue to satisfy al needs. Asknowledge grows the child beginsto
distinguish between what may and what may not happen, though there will
awaysbeindividud differences, and the more poetic souls are apt to
suffer when the outrush of their imagination is checked by abarbed wire
of fact. The question "Isit true?' and the desire for true stories

arisein the average child of seven to eight years, and at that age

history stories are enjoyed. Red history isof courseimpossibleto
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young children, whoseideaof timeis il very vague, and whose
understanding of the motives and actions of thoseimmediately around
them isbut embryonic. They il cravefor adventure and romance, and
they thrill to deeds of bravery. Bravery in thefight appealsto al

boys and to most girls, and it isaquestion for serious consideration
how this admiration isto be guided, it certainly cannot beignored. It
islegitimate to admire knights who ride about "'redressng human
wrongs," fighting dragons and rescuing fair ladies from wicked giants,
and at this stage there isno need to draw a hard and fast line between
history and legendary literature. It isgood to introduce children,
especidly boys, to some of the Arthurian legendsif only to impressthe
ided, "Live pure, speak true, right wrong, else wherefore born?'
Stories should dways help children to understand human beings, men and
women with desires and fedings like our own. But in history and
geography storieswe dedl particularly with people who are different
from ourselves, and we should help children to understand, and to
sympathise with those whose surroundings and customs are not ours. They
may have lived centuries ago, or they may beliving now but afar off,
they may be far from usin time or space, but our stories should show
the reasons for their customs and actions, and should tend to lessen the
natural tendency to fed superior to those who have fewer advantages,
and gradudly to substitute for that a sense of respongbility.

But the narration of storiesis not the only way in which we can trest
history. Our present Minister of Education saysthat history teaching
ought to give"disciplinein practicd reasoning” and "help in forming
judgements,” not merely in remembering facts. Indeed he went so far as
to say "diminate dates and facts' by which, of course, he only meant
that the power of reasoning, the power of forming judgementsisof far
more consequence than the mere possession of any quantity of factsand
dates. Training in reasoning, however, must involvetraining in
verification of facts before pronouncing judgement.

Training in practica reasoning takes a prominent place in that form of
history teaching introduced by Professor Dewey. According to him,
history isworth nothing unlessit is"an indirect sociology,” an

account of how human beings have learned, so far asthe world has yet
learned the lesson, to co-operate with one another, a study of the
growth of society and what helps and hinders. So hefinds his
beginningsin primitivelife, and dthough thereismuch in thisthat

will appeal to any age, thereisno doubt that children of sevento ten
or devenrevd inthismaterid.

If used at dl it should be used as thinking materid--hereisman

without tools, without knowledge, everything must be thought out. It
does not do much good to hand over the material asastory, as some
teachers use the Dopp series of books. These books do all the children's
thinking for them. Every set of children must work things out for
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themsdlves, using their own environments and their own advantages. The
teacher must read to be ready with help if the childrenfail, and dso

to be ready with the actua problems. It is astonishing how keen the
children are, and how often they suggest just what has redlly happened.
Where thereis space out-of-doors and the children can find branches for
huts, clay for pots, etc., the work ismuch easier for the teacher and
more satisfactory. But even where that isimpossible and where one has
sometimes to be content with miniature reproductions, theinterest is
most keen. Children under eight cannot redlly produce fire from flints

or rubbing sticks, nor can they make useable woollen threads with which
to do much weaving. But even they can get sparks from flint, make a
little thread from wool, invent looms and weave enough to get the idess.

The romance of "long ago" ought to be taken advantage of to degpen
respect for the dignity of labour. Our lives are so very short that we

are gpt to get out of perspective in the ages. Reading and writing are

S0 new--it isonly about four hundred years since the first book was
printed in England, the Roman occupation lasted as long, and who thinks
of that asalong period? Perhapsit is because we arein the reading

and writing age that our boys and girls must become "braw, braw clerks,"
ingteed of living on and by the land. Higtory, particularly primitive

history, should help usal to be "grateful to those unknown pioneers

of the human race to whose struggles and suffering, discoveries and
energies our present favoured mode of existence on the planet isdue.
The more people redise the effort that has preceded them and made them
possible, the more are they likely to endeavour to be worthy of it: the
more pitiful aso will they fed when they seeindividuasfallingin

the struggle upward and falling back toward a brute condition; and the
more hopeful they will ultimately become for the brilliant future of a

race which from such lowly and unpromising beginnings has produced the
materid vehicle necessary for those great men who flourished in the
recent period which we speak of as antiquity.”[29]

[Footnote 29: _The Substance of Faith_, p. 18.]

Professor Dewey urgesthat "the industria history of manisnot a
materidistic or merdly utilitarian affair,” but amatter of

intelligence, arecord of how men learned to think, and also an ethical
record, "the account of the conditions which men have patiently wrought
out to servether ends.”

Thisinterest in how human beings have crested themselves and their
surroundings ought to be deeply interesting to any and every age. Y oung
children can reach so little that one hopesthe interest aroused will be
lasting and lead to fruitful work later. But it certainly makes agood
foundation for the study of history and geography, if history istreated

as sociology and if geography isrecognised asthe study of manin his
environment.
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Coming now to practica details, in our own work we have followed fairly
closdly the suggestions made by Professor Dewey, but everything must
vary from year to year according to the suggestions of the children or
their apparent needs. One extra step we have found necessary, and that
isto spend sometime over adesert idand or Robinson Crusoe stage.
Some children can do without it, but dl enjoy it, and the duller

children find it difficult to imagine atimewhen "you could buy it in

ashop" doesnot fit dl difficulties. They can easily grasp theideaof
salling away to aland "where no man had ever been before," and playing
at desert idand has always been ajoy.

The garting-pointsfor primitive life have been various, sometimesthe

work has found its beginning in chance conversation, aswhen achild

asked, "Are men animals?' and the classtook to the suggestion that man
meant thinking anima, and began to consder what he had thought. Often
after Robinson Crusoe there has been adirect question, "How did

Robinson Crusoe know how to make histhings, had any one taught him? Who
made the things he had seen; who made the very first and how did he
know?' One answer invariably comes, "God taught them," which can be met
by saying thisistrue, but that God "teaches' by putting thingsinto

the world and giving men power to think. Thisleadsto adiscusson

about things natura, "what God makes' and what man makes, whichiis
sometimesilluminating on the limited conceptions of town children.

Y ears ago we named primitive man "the Long-Ago People,” and thetitle
has seemed to give satisfaction, though once we had the suggestion of
"Old-TimeMen."

We adways start with the need for food, and the children suggest al the
wild fruitsthey know, often leaving out nutstill asked if thereis

anything that can be stored for winter. Roots are not always given, but
buds of treesisafrequent answer. Children in the country ought to
explore and to dig, and in our own playground wefind at least wild
barley, blackberries of asort, cherries, hard pears, dmonds and cherry
gum. Killing animasfor food is suggested, and the children have to be
told that the animals were fierce and to redise that in these times man
was hunted, not hunter. Little heads are quite ready to tackle the
problem of defence and attack. They could throw stones, use sticks that
the wind blew down, pull up ayoung tree, or "alot of people could
hang on to abranch and get it down." When one child suggested finding a
dead animd and using it for food, some were disgusted, but alittle

girl said, "'l don't suppose they would mind, they wouldn't be very

particular.”

Theideaof throwing stones starts the examination of different kinds,
which haveto be provided for the purpose. Flint isinvariably selected,
and for months the children keep bringing "lovey sharp flints," but
thereis much careful observation, observation which hasamoative. "
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would put astonein agtick and chuck it at them" isfollowed by much
experiment a fixing. String is of course taboo, but bassisalowed
because it grows, also strips of skin. We very often get the suggestion
"they might find astonewith aholeinit,” which leadsto renewed
searching and to the endeavour to make holes. To makeaholeinflint is
beyond us, but in a softer stone it can be done.

Then may come the question of safety and tree-climbing, and how to
manage with the babies. Children generaly know that tiny babies can
hold very tight, and have variousideas for the mother. How to keep the
baby from falling brings the idea of twisting in extra branches, which
isrecognised asacradlein thetree, and the children delight in this
asameaning for "Rock-a-bye, baby, in the tree-top.” The possibility of
tree-shelters comesin, and various experiments are made, sometimesin
miniature, sometimesin the garden. Out of this comes the discussion of
clothes. Animals skinsisan invariable suggestion, though dl children

do not redise that what they call "fur" meansskin.

Skinis provided, and much timeistaken in experimenting to seeif it
can be cut with bits of flint. How could the long-ago people fasten on
the skins, brings the answers by thorns," "tie with narrow pieces,” and
the children are pleased to see that their own legther belts are strips

or straps. Sometimes much timeis taken up in cutting out "skinsto
wear" from paper or chegp calico, the children working in pairs, one
knedling down while the other fits on the cdlico to see where the head
and legs come. The skins are painted or chalked, and pictures are
consulted to see whether the chosen animal's are striped or spotted.

It may be stated here that we are not very rigid about periods or

climates, and that our long-ago people are of ageneradised type. Our
businessisnot to supply correct information on anthropologica

questions, but to call forth thought and origindity, to present
opportunities for closer observation than was ever evoked by observation
lessons, and for experimentsfull of meaning and full of zest. Naturally

we do not despise correct information, but these children are very young
and dl thiswork istentative. We are never dogmatic, itisal "Doyou
think they might have ..." or "Well, | know what | should have done; |
should have ..." and the teacher's reply isusudly " Suppose wetry."

Children are gpt of course to make startling remarks, but it isonly the
teacher who is startled by: "Was all this before God's birthday?" "1

don't think God had learned to be very clever then." Itisacurious

fact, but orthodox opinion has only twicein the course of many years
brought up Adam and Eve. Probably thisis because we never talk about
the first man, but about how things were discovered. Thefirgt timethe
question did come up Miss Payne was taking the subject, and she
suggested that Adam and Eve were never in this country, which disposed
of difficulties so well that | gave the same answer the only time | ever
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had to dedl with the question.

When we come to the problem of fire, we always use parts of Miss Dopp's
sory of _The Tree-Dwellers . If the children are asked if they ever

heard of fire that comes by itsdf, or of things being burned by fire

that no human being had anything to do with, one or two are sureto
suggest lightning. They will tell that lightning sometimes setstreeson

fire, that thunderstorms generaly come after hot dry wesether, and that

if lightning struck atree with dry stuff about the fire would spread,

and thelong-ago people would run away. A question from the teacher as
to what these people might think about it may bring the suggestion of a
mongter; if not, one only hasto say that it must have seemed asif it

was edting the treesto get "They would think it was adreadful animd.”
Then the story can betold of how the boy called Bodo stopped to ook
and saw the monster grow smaller, so he went closer, fed it on wood, and
liked to fed itswarm bregth after the heavy rain that follows

thunder--why had the mongter grown smaller?--found that no animal would
come near it and so on. We never tell of the "fire country,” though
sometimes the children read the book for themsdvesalittle later.

We have never succeeded in making flames, but it isthrilling to get
gparks from flint. Once a child brought an old tinder box with sted and
flint, but even then we were not skilful enough to get up aflame. Still

it issomething to have tried, and we are left with arespectful
admiration for those who could so easily do without matches.

What made these long-ago people think of using their fire to cook food?
Our children have suggested that abit of raw mest fdl into thefire by
accident, and we have also worked it out in thisway. We were pretending
to warm oursalves by thefire, and | said my frozen mest was so cold

that it hurt my teeth. "Hold it to the fire then." We burned our

fingers, and sticks were suggested, but we sucked the burnt fingers, and

| said, "it tastes good," and the children shouted with glee "Because

the meat'sroasted redly.” Then something was supposed to drop, and the
cry was"Gravy! cachitinashel, dip your finger in and let your

baby suck it." A smdl shdl was suggested, and the boy who said "And
put agtick in for ahandle” was dubbed "the spoon-maker.” At that time
we were earning names for ourselves by suggestions; we started with Fair
Hair, Curly Hair, Big Teeth, Long Legs, and arrived at Quick Runner,
Climber, and even Thinker.

We have got at pottery in asmilar way. The meat was supposed to be
tough. "Soak it" came at once, and "Could you get hot water?' Then came
suggestions: a stone salicepan, scoop out astone and put it on thefire,
build a stone pan and fix the stoneswith cherry gum, dig aholein the
ground and put fireunder; "_that would be akind of oven." When asked
if water would stay in the hole, and if any kind of earth would hold

water, the answer may be, "No, nothing but clay, and you'd have to make
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that." "No! you get clay round awell. My cousin hasawell, and there's
clay roundit." "Why, therés clay in the playground.” "Y ou could put

the meat into askin bag or abasket." Asked if the skin or basket could
be set onthefire, or if anything could be done to keep the basket from
catching fire, the answer comes, "Y es, dab clay round it. Then,"

joyfully, "it would hold water and you _could _boil." "What would happen
to the clay when it was put on the fire?" Thishasto be discovered by a
quick experiment, but the children readily guess that when the hot water
istaken off thefire therewould be "asort of clay basin. Then they

could make more! and plates and cups!”

Experiments depend upon circumstances and upon the age of the children.
A thick and tiny basin put into a hot part of an ordinary fire does

harden and hold water to a certain extent even without glazing. But
elaborate baking may aso be done.

| have found it convenient to take weaving as a bridge to history

stories, by usng Sir Frederick Leighton's picture of the Phoenicians
bartering cloth for skinswith the early Britons. The children aretold

that the people dressed in cloth come from near the Bible-story country,
and those dressed in skins are the long-ago people of this very country.
What would these people think of the cloth? " They would think it was
animas skins" And what would they do?"They'd fed it and look a

it." So clothis produced and we pull it to pieces, first into threads

and then into hairs, and the children say the hairsarelike "fur.” Then
sheep'swool is produced and we try to make thread. Attempts at
thread-making and then a weaving last along time, and dong with this
come some history stories, probably arising out of the question, "How
did people know about al this?' The children are told about the
writings of Julius Caesar, and pictures of Roman ships and houses are
shown, beside pictures of coracles and bee-hive dwellings, etc. Old
coins, aflint battle-axe, some Roman pottery are adso shown, dong with
descriptions and pictures of the Roman villaat Brading and other Roman
remains. The children are thus helped to realise that other countries
exist where the people were far ahead of those in this country, and they
can begin to understand how socia conditions vary, and how nations act
upon each other.

The work varies consderably from year to year, according to how it
takes hold upon the children'sinterest. But children of eight to nine

are usualy considered ready for broad ideas of theworld asawhole,
and the inquiry into where Julius Caesar came from, and why he came,
givesafar dart.

CHAPTER XIII
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NEW NEEDS AND NEW HELPS

| amold, so old, | can write aletter.

Writing and reading have no place in the actua Kindergarten, much less
arithmetic. The stories are told to the child; drawing, modelling and
such-likewill expressdl he wantsto expressin any permanent form,

and speech, as Froebd says, is"the dement in which helives™" His
counting is of the smplest, and the main thing isto see that he does

not merely repeat aserieswhile he handles materid, but that the

sevies corresponds with the objects. Even this can beleft doneif it
seemsto annoy thelittle one. In the school heison avery different

leve, he has attained to the abstract, he can use Signs. he can express
thoughts which he could not draw, and can communicate with those who are
absent. He can read any |etter received and heisno longer dependent on
grown-ups for stories. He can count his own money and can get correct
changein smal transactions, and he can probably do avariety of sums
which are of nouseto himat dl.

Between these two comes what Froebel called the Transition or Connecting
Class, in which the child learns the meaning of the sgnswhich stand

for speech, and those which make calculation less arduous for weak
memories.

Much has been written as to when and how children are to be taught to
read. Some great authoritieswould put it off till eight or eventen.
Stanley Hall says between six and eight, while Dr. Montessori teaches
children of five and even of four. Froebd would have supported Stanley
Hall and would wait till the age of Six. The strongest reason for

keeping children back from booksis aphysological one. Inthe
_Psychology and Physiology of Reading_[30] strong arguments are adduced
agang early reading asvery injuriousto eyesight, So it issurprisng

that Dr. Montessori begins so soon. It has been said that her children
only learn to write, not to read, but it isto be supposed that they can
read what they write, and therefore can read other material.

[Footnote 30: Macmillan.]

If we agree not to begin until six yearsold, the next question isthe
method. The aphabetic, whereby children were taught the | etter names
and then memorised the spdlling of each single word, has no supporters.
But controversy gill goes on asto whether children shdl begin with

word wholes or with the phonic sounds. It is not ametter of vita
importance, for the children who begin with words come to phonics later,
and so far as English is concerned, the children who begin with phonics
cannot go far without meeting irregularities, unlessindeed they are
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limited to books like those of MissDde.

In other languages which are phonic the difficulties are minimised.
Children in the ordinary Elementary Schoolsin Itdy, though taught in
large classes, can writelong sentencesto dictation infour or five
months[31] But in Italian each |etter hasits definite sound and every
letter is sounded. It istrue that these children appear to spend most
of their timeinforma work.

[Footnote 31: A class of children who began in the middle of October
wrote correctly to dictation on March 28, "Patria e lavoro samo, miel
cari bambini, parole sante per voi. Amate lanostracarae bellaltdia,
crescete onesti elaborios e sarete degni di lel."]

The Froebelian who believesin learning by action will, of course,

expect the children to make or write from the beginning as amethod of
learning, whether she beginswith words or with sounds. But in English,
unlesssmplified spelling isintroduced, the time must soon come when
reproduction must lag behind recognition. One child said with pathos one
day, "May we spell aswelike to-day, for I've got such alot to say?"

The phonic method dates back to about 1530. The variety used in the
Pestal ozzi-Froebd Houseis said to have originated with Jacotot
(1780-1840). It is caled the " Observing-Speaking-Writing and Reading
Method." Froebel's own adaptation was smpler; it was his principle to
begin with adesire on the part of the child, and he gives hismethod in
story form, "How Linalearned to write and read.” Linais six, she has
left the Kindergarten and is presently to attend the Primary School. She
notices with what pleasure her father, perhaps a somewhat exceptional
parent, receives and answers letters. She desiresto write and her
mother makes her say her own name carefully, noticing first the "open”
or vowe sounds and then by noting the position of her tongue she finds
the closed sounds. As she hears the sound sheis shown how to makeiit.
Her father leaves home at the right moment, Linawritesto him, receives
and isableto read hisanswer, printed like her own in Roman capitals.
He sends her a picture book and sheis helped to see how the letters
resembl e those she has learned and the reading is accomplished.

In England the phonic method best known is probably MissDal€s. Itis
very ingenious, the analysisisthorough and the books are prettily got

up, but to those who fed that reading, though amost valuabletoal,

gtill isbut atool and one not needed for children under seven, the

method seems over-elaborate. Much depends upon the teacher but to see
fifty children gtting dill while one child placesthelettersin their

places on the board suggests agreat ded of lost time. The system is

aso sorigidly phonic that it isalong time before achild can pick up

an ordinary book with any profit.

87



Stanley Hall holdsthat it is best to combine methods, and probably most
of usdo this. "The growing agreement” is, he says, "that thereisno

one and only orthodox way of teaching and learning this greatest and
hardest of dl the arts, in which ear, mouth, eye and hand must eachin
turn train the others to automatic perfection, in ways hard and easy, by
devices old and new, mechanicaly and conscioudy, actively and
passively ... thisisagreat gain and seems now secure. Whileagood
pedagogic method is one of the most economic--both of labour and of
money--of al inventions, we should never forget that the brightest
children, and indeed mogt children, if taught individualy or a home,
need but very few refinements of method. Idiots, as Mr. Seguin first
showed, need and profit greatly by very elaborated methodsin learning
how to walk, feed and dress themsdlves, which would only retard anormal
child. Abovedl it should be bornein mind that the stated use of any
method does not preclude the incidental use of any and perhapsof _al_
others.

An adaptation of phonic combined with the word method can be found in
_Education by Life . Itissmpler than Miss Dal€'s, and being combined
with the word method, children get much more quickly to red stories.
Stanley Hall advocatesthe individua teaching of reading, and since Dr.
Montessori caled every one's attention to this we have used it much
more fredly, and have found that once the children know some sounds,
thereisagreat advantage in acertain amount of individud learning,

but classteaching hasits own advantages and it seems best to have a
combination. Long since we taught aboy who was mentally deficient and
incgpable of intelligent analys's, by whole words and corresponding
pictures. Miss Payne has devel oped thisto agreat extent. It is

practicaly an gpped to theinterest in solving puzzles. The children
choose their own pictures and are supplied with envelopes containing
either single sounds, or whole words corresponding with the picture.
Theylay h _onthehouse, _g onthegirl, _p onthepond, and later
do the same with words. They certainly enjoy it, and no oneis ever kept
waiting. Sometimes the puzzle isto set in order the words of anursery
rhyme which they already know, sometimesit isto read and draw
everything mentioned.

It isnot only how children learn to read that isimportant: even more
soiswhat they read. Much unintelligent reading in later lifeisdueto

the reading primer in which there was nothing to understand. Children
should read books, as adults do, to get something out of them. Thetime
often wasted in teaching reading too soon would be far better employed
in cultivating ataste for good reading by telling or reading to the
children good stories and verses[32]

[Footnote 32: It isdifficult to find easy materid that isworth giving
to intelligent children, and we have been glad to find Brown's Y oung
Artists Readers , SeriesA ]
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A revolution isgoing on just now in the method of teaching writing. It
isnow generaly recognised that much time and effort have been wasted
inteaching children to join letterswhich are easier to read unjoined.

A very interesting article gppeared in the Fielden School Demongtration
Record No. I1., and Mr. Graily Hewitt has brought the subject of writing
asit was done before copperplate was invented very much to the fore.
The Child Study Society has published alittle monograph on the subject
giving the experience of different teachers and specimens of the

writing.

Little Marjorie Fleming was a voracious reader with aremarkable
capacity for writing. Her spelling was unconventiond at times, but
there was never any doubt about her meaning. She expressed hersdlf
strongly on many subjects, and one of these was arithmetic. "I am now
going to tell you the horrible and wretched plaege (plague) that my
multiplication gives me you cant concaiveit the most Devilish thingis
8times8and 7 times7 it iswhat nature itself cant endure.” Yet "if

you spesk with the tongues of men and angel's and make not mention of
arithmetic it profiteth you nothing,” says Miss Wiggin.

Thereareafew little children who are redly fond of number work.

There are not many of them, and they would probably learn moreif they
were |eft to themselves. There are even afew mathematica geniuseswho
hardly want teaching, but who are worthy of being taught by a Professor
of Mathematics, dways supposing that heisworthy of them. But the
maority of children would probably be farther advanced at ten or twelve
if they had no teaching till they were seven. They ought to learn

through actua number games, through keeping score for other games, and
through any kind of calculation that is needed for congtruction or in

red life

There are but few true number games, but dominoes and card games
introduce the number groups. In"Old maid" the children pair the groups
and so learn to recogni se them; in dominoes they use this knowledge,
while" Sngp" involves quick recognition. Any one can make up agamein
which scoring is necessary. Ninepins or skittlesisanumber game, and
one can score by using number groups, or by fetching counters, shells,
beeds, etc., asreminders. The number groups are important; they form
what Miss Punnett calls "ascheme’ for those who have no great
visualising power, and they combine the smallest groupsinto large ones.
It ought to be remembered that the repetition of agroup isan easier
thing to dedl with than the combination of two groups, that is, Sx is
aname for two threes and eight for two fours, but five and seven have
not so definite ameaning.[33]

[Footnote 33: Thisvery morning achild cutting out brown paper pennies
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for ashop said, 'Look! there are two sixes; that_would _beabig
number!]

TheTillich bricks are good playthings, and so is cardboard
money--shillings, Sxpences, thregpences, pence and halfpence.

When the names have a meaning the children will want Signs, i.e.
figures. Clock figures (Roman) can be used first as smplest, showing
the closed fingers and the thumb for V; the only difficulty isIX. The
Arabic figures can be made by drawing round the number groups, or by
laying out their shapesin little sticks. 5 and 8 show very plainly how

to arrange five and eight sticks; for two and three they are placed
horizontaly, the curves merdly joining thelines.

In teaching children to count, the decima system should be kept well in
mind, and the teacher should see that thirteen means three-ten, and that
the children can touch the three and the ten as they speak the word.
Eleven and twelve ought to be called oneteen and twoteen, haf in joke.
Theideaof grouping should never belost sight of, and larger numbers
should at first be namesfor so many threes, fours, fives, etc. In order
to keep the meaning clear the children should say threety, fourty and
fivety, but there should be no need to write these numbers. The
Kindergarten stickstied in bundles of ten are quite convenient counting
materiad when any counting is necessary. Tram tickets and cigarette
pictures can be used in the same way.

The decimd notation isagresat thing to learn, how great any one will
discover who will take the trouble to work asimple addition sum,
involving hundreds, in Roman figures. Children are dwaystaught the
number of the house they live in, which makes agtarting-point. If, for
ingtance, 35 iscompared with XXXV ameaning isgiven to the 3.

Many teachers make formal sums of numberswhich could quitewell be
added without any writing a al. By using any kind of materia by which
ten can be made plain as a higher unit--bundles of sticks or tickets,
Sonnenschein's apparatus, Miss Punnett's number scheme, or the new
Montessori gpparatus with its chains of beads. the materid used is of

no great consegquence--children should be able to dedl as easily with
tens aswith ones, and thereisno need for little forma sumswhich

have no meaning.

Everything in dally life should be used before formal work is attempted.
"Measure, reckon, weigh, compare,” said Rousseau. Children loveto
measure, whether by linedl or liquid measure, or by learning to tell the
time or to use apair of scales.

There are afew occasonswhen interest isin actua number reations,
aswhen achild for himsdf discoversthat two sxesis Sx twos. One
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boy on his own account compared a shilling and an hour, and said that he
could set out ashilling in five parts by the clock. Helooked at the

clock and chose out a sixpence, athregpence, and 3 pennies. But usually
what is abstract belongs to a stage farther on.

So we can end where we began, by letting Froebel once more define the
Kindergarten.

"Créches and Infant Schools must be raised into Kindergartens wherein
the child istreated and trained according to hiswhole nature, so that
the claims of hisbody, his heart and his head, his active, mora and
intellectud powers, are d| satisfied and devel oped.

"Not thetraining of the memory, not learning by rote, not familiarity

with the appearances of things, but culture by means of action,
reditiesand lifeitsdf, bring ablessng upon theindividud, and

thereby a blessing upon the whole community; since each one, be hethe
highest or the humblest, isamember of the community.”

PART Il

THE CHILD IN THE STATE SCHOOL

I. THINGSASTHEY ARE

CHAPTER XIV

CERTAIN CHARACTERISTICS OF GROWTH

Early in the nineteenth century two men, moved by very different
impulses, founded what might be considered the beginnings of the Infant
Schooal. For nearly fifty yearstheir work grew separately, but now they
are merged together into something that seemsto be permanent.

Inableak Lanarkshire factory village in the south of Scotland, Robert
Owen, millowner, socidist and Welshman, found that unless he could
provide for the education of the children of hisfactory hands, no

parents would consent to settle in the district and he would be without
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workersin hismill. Asaconsegquence Owen found himself in the position
of education authority, privy purse and organiser, and he did not flinch
from the Stuation; he imposed no cheap makeshift, because he believed
in education as an end and not as an economic means, atwofold
ingtitution was therefore established by him in 1816, one part for the
children of recognised school age, presumably over six, and onefor
those under school age, whose only entrance test was their ability to
walk. It iswith the latter that we are concerned.

The ingtructions given by Owen to the man and the women he chose for
his Infant School may serve to show hisgenera aim; the babies under
their care were above dl to be happy, to lead anaturd life, outdoor

or indoor asweether permitted; learning their surroundings, playing,
singing, dancing, "not annoyed with books," not shadowed by the needs of
the upper schooal, but living the life their age demanded. In the light

of the 1918 Education Bill this ssems amost prophetic.

Their guardians were selected solely on the grounds of persondity, and
expected to work in the spirit in which Owen concelved the school. They
were gentle, without persona ambition, fond of children, caring only

for their welfare; but the sole guiding principle was Owen, and thiswas
at once the success and doom of the school, for the persondlity of Owen
was thus made the pivot round which the school revolved; without him
there was nothing to take hold of.

Very soon the experiment became known: persons with the stamp of
authority cameto seeit, and even officia hearts were moved by the
redlity of the children's happiness and their consequent development.
Thevigtorsfdt, rather than knew, that the thing wasright.
Arrangements were made to establish smilar ingtitutionsin London, and
after one or two experiments, a permanent one was founded which was
under the control of aman named Wilderspin.

Wilderspin's contribution to education is difficult to esimate;

certainly he never caught Owen's spirit, or realised his ssmple purpose:
he had ambitions reaching beyond the happiness of the children; and far
from trying to make their education suit their stage of growth, he
sought to produce the "Infant Prodigy,” just as a contemporary of his
sought to produce the "Infant Saint." From what we can see, hisaim was
what he honestly believed to beright, asfar as hislight went; but he
sought for no light beyond his own; and his outlook was not so narrow
as hisapplication was unintelligent. Owen was il in Lanarkshireto

be consulted; Rousseau had aready written _Emile , Pestal ozzi'swork
was by thistimefairly well known in England, the children were there
to be studied, but Wilderspin pursued hislimited and unenlightened
work, until the Infant School was amost adead thing in his hands and
in the hands of those who followed. Thefollowing is Birchenough's
account:
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"The school wasin charge of amaster and afemale assistant, presumably
hiswife. Much attention was given to training children in good persond
habits, cleanliness, tidiness, punctudity, etc., and to mord training.

Great stresswaslaid on information.... The curriculum included

reading, writing, arithmetic, geometry, lessons on common objects,
geography, singing and religion, and an effort was made to make the work
interesting and ‘concrete.’ To this end much importance was attached to
object-lessons, to the use of illustrations, to questioning and

exposition, while the memory was aided by means of didactic verse....
The red teaching devolved upon the master and mistress. Thiswas of two
kinds: classteaching to a section of the children of gpproximeately

equa attainments either on the floor or in the class-room, and

collective teaching to the whole school, regardless of age, on the

gdlery.”

It isacurious coincidence that in 1816, the year of Owen's experiment,
ahumble educational experiment was begun by Frederick Froebd in avery
amadl villagein the heart of the Thuringian forest. Like Owen, hisam

was education soley for its own sake, and he had asmplefaithin the
human goodness of the older Germany. But he came to education asa
philosopher rather than asocia reformer, with astrong belief inits

power to improve humanity. Thisbeief remained with him; it isembodied
inhisam, and leavened dl hiswork.

Thefirst twenty years of his experience convinced Froebd that the
neglect or mismanagement of the earliest years of achild'slife

rendered useless al that was done later. What came to Owen asan
inspiration grew in Froebel to be areasoned truth, and like Owen he put
it into practice. In 1837 the little Kindergarten at Blankenburg was
begun, with the village children as pupils, the beautiful surroundings

of forest-covered hills and green dopes made avery different
background from the blegk little Lanarkshire village, overshadowed by
the factory, where Owen's school stood, but the spirit was the same; the
children werein surroundings suitable for their growth, and the very
name of Kindergarten does more to make Froebd's aim clear than any
explanation. Helived to see other Kindergartens established in

different parts of Thuringia, and about the middle of the nineteenth
century some of histeachers cameto England, and did similar work in
London, Croydon and Manchester. The private Kindergarten became an
established thing, and educationdists came to understand something of
itsmeaning.

In 1870 the London School Board suggested that the Kindergarten system
should be introduced into their Infant Schools, and in doing so they

were unconscioudy the factorsin bringing together the work initiated

by Owen and by Froebel. The Infant School of Wilderspin, aready briefly
described, was dmost adead thing, with its galleriesand its
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mechanica prodigies, its object-lessons and its theology; now it was
breathed upon by the spirit of the man who said: "Play isthe highest
phase of child development, of human development at this period: for it
is the spontaneous representation of the inner, from inner necessity and
impulse” "Play isthe purest, most spiritud activity of man." "The
playsof childhood arethe germina leavesof dl later life "If the
childisinjured at thisperiod, if the germind leaves of the future

tree of hislife are marred at thistime, he will only with the

greatest difficulty and the utmost effort grow into strong manhood.”

It is perhaps not atogether to be wondered at that teachers at first

seized the gpparatus rather than the spirit of the Kindergarten when we
remember that we have not accepted in anything like itsfulnessthe
teaching of Froebd. Formaism and materidism dwaysdie dowly: play
inthe Board School was interpreted as something that had to be dictated
and taught: the gifts, occupations and games were organised, and
appeared on the time-table as subjects sde by side with Wilderspin's
theology and object-lessons. The combination must have been curious, but
even with itsformalism the change was welcome to the children: a least
they could use their hands and do something; at least they could leave
their back-breaking gdleries and dance and skip, even though the doing
and the dancing were according to strict rule.

The change was not welcometo all teachers. Aslate as 1907 a
headmistress who was a product of the training of that time remarked:

"We have Kindergarten on Wednesday afternoons and then it isover for
the week." But there were teachers who saw benegth the bricks and sticks
and pretty movements, who felt the spiritua side and kept themsdlves
divetill greater opportunities came. What was imperishable has

remained; the system of prescribed activitiesis nearly deed, but the

spirit of the true Kindergarten is more aive than ever.

The change from the early 'eightiestill now isdifficult to describe,
becauseitisagrowth of spirit, agradua change of values, rather

than a change in outward form; there has been no definite throwing off,
and no definite adoption, of any one system or theory; but the
difference between the best Infant Schools of 1880 and the best Infant
Schools of to-day is chiefly adifferencein outlook. The older schools
amed at copying a method, while the schools of to-day are more
concerned with redising the spirit.

At present we are trying to reconstruct education for the new world
after thewar, and so it is convenient to regard the intervening period
of nearly haf acentury asatrangtion period: during thet timethe
educetion of the child under eight has changed much more than the
education of older children, at least in the e ementary school; and
there have been certain marked phases that, though apparently
inggnificant in themsalves, have marked stages of progressin thought.
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Perhaps the most Significant and most important of these was the effect
of the child-study movement on the forma and externd side of
Kindergarten work. It isfirst of al to Americathat we owethis, to

the pioneer Stanley Hall, and more especidly hereto Mr. Earl Barnes.
Very dowly, but surely, it was evident to the more enlightened teachers
that children had their own way of learning and doing, and the
adult-imposed systerm meant working againgt nature. For thelogica
method of presenting materia from the smpleto the complex, from the
known to the unknown, from the concrete to the abstract, was substituted
the psychologica method of watching the children'sway of learning and
developing. Teachersfound that what they considered to be "the smple"
was not the smpleto children; what they took to be "the known" was the
unfamiliar to children. For instance, the "smpl€" in geography, inthe
adult sense, was the definition of an idand, with which mogt of us

began that study, and in geometry it was the point. To children of the
ordinary type, both are far-away ideas, and not related to everyday
experiences, "the known" in arithmetic, for example, wasto teachersthe
previous lesson, quite regardless of the fact that arithmetic enters

into many problems of life outsde school. Thelifein school and the

life outsde school were, in these early days of infant teaching, two
separate things, and only occasiondly did ateacher stoop to take an
examplefrom everyday life. A little girl in one of the poorest schools
brought her baby to show her teacher, and proudly displayed the baby's
powers of speech--"Say apint of 'af-an-'af for teacher,” said the

little girl to the baby by way of encouragement to both. Thisisthe

kind of rude awakening teachers get, from time to time, when they
redlise how much of thered child e udesthem. Psychology has madeit
clear that lifeisaunity and must be so regarded.

Part of this child-study movement has resulted in the dow but sure

degth of formalism: large classes, materid results, and alack of
psychology made formaism the path of least resistance. Painting became
"blobbing," constructive work was interpreted as "courses' of paper
folding, cutting, tearing; books of these courses were published with
minute directions for a graduated sequence. The aim was obedient
imitation on the part of the child, and the imagined virtues accruing to
him in consequence were good habits, patience, accuracy and technica
kill. Sdf-expresson and creativeness were dill only theories.

A second interesting phase of the transition period was the method
adopted for the training of the senses. From the days of Comeniustill
now the importance of this has held its place firmly, but the means have
greatly changed. Pestal 0zzi's object-lesson was adopted by Wilderspin
and thoroughly sterilised; many teachers till remember the lessonson
the orange, leather, camphor, paper, sugar, in which the teacher's
sensesweretrained, for only she camein contact with the object, and
the children from their galleries answered questions on an object remote
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from mogt of their senses, and only dimly visbleto their eyes. Similar
lessons were given after 1870 on Froebd's gift I1. inwhich the ball,
cylinder and cube were treated in the same manner: progresswas dow,
but sometimes the children followed nature's promptings and played with
their specimens; thiswas followed by books of "gift-plays,” where
organised play took the place of organised observation.

About 1890 or thereabouts the Nature Study movement swept over the
schools, and "nature specimens’ then became the materia for sense
training: asfar as possible each child had a gpecimen, and by the
minute examination of these, timulated their senses and tifled their
gopreciation of dl that was beautiful.

Question and answer il dominated the activity; the poor little
withered snowdrop took the place of the dead camphor or leather. But
underlying al the paralysing organisation the truth was dowly growing,
and the children were being brought nearer to red things.

A third phasein thistransition period isthat known as " corrdation”;
most teachers remember the el aborate programmes of work that drove them
to extremesin finding "connections." Thefollowing, taken from a
reputable book of thetime, will exemplify the principle:
A WEEK'S PROGRAMME

Object Lesson TheHorse.

Phonetics TheFoal, oa sound.

Number Problems on the work of horses.

Story The Bell of Atri [story of ahorse ringing abdll].
Song Busy Blacksmith [shoeing a horse].

Game The Blacksmith's Shop.

Reading Onthe Horse.

Poetry Kindnessto Animals.

Paper Cutting The Bdl of Atri.

Paper Folding A Trough.

Free-arm Drawing A Horseshoe.

Clay Modelling A Carrot for the Horse.
Brushwork A Turnip for the Horse.
Brown Paper Drawing A Stable.

Undernegth it dl the truth was growing, namely, the need of making
associations and so unifying the children'slines. But the process of
finding the truth was dow and cumbersome.

A fourth phase of the early Infant School wasthe strong belief of both
teachers and ingpectorsin uniformity of work and of results. Itis
difficult to disentangle thisfrom the paralysing influences of payment
by results and large classes: it was probably the teachers unconscious
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expression of theingtinct of sdf-preservation, when working against

the heaviest odds. But it was constantly evident to the teacher that any
attempt on achild's part to be an individud, either inwork or in
conduct, had to be arrested: and the theory of individua development
was regarded as so Utopian that the idealitself was lost. Goodness was
synonymous with uniform obedience and silence; naughtinesswith
individudity, spontaneity and desireto investigate. A frequently-heard
admonition on the part of the teacher was, "Teacher didn't tell you to
do it that way--that's a naughty way"; but such an attitude of mind was
doubtless generated by the report of the ingpector when he commended a
class by saying: "Thework of the class showed a satisfactory
uniformity.”

To obtain uniform results practice had to come before actua
performance, and many weary hours were spent over drill in reading,
drill in number, drill in handwork, drill in needlework. The extreme

point was reached when babies of three had thimble and needle drill long
before they began needlework. There were dso conduct drills, Miss
Grant, of Devons Road School, remembers a school where the babies
"practised” their conduct before the vigit of the " spectre,” asthey

caled him, he being represented asa stick set up on achair. Thereis
acurious symbolism in the whole occasion.

Itisdifficult to see the good underlying this phase, but it was
there. Thereis undoubtedly a place for practice, though not before
performance, and uniformity was undoubtedly the germ of anidedl.

All these phases stand for both progress and arrest. The average person
is readier to accept methods than investigate principles; but we must
recognise that al struggles and searchings after truth have made the
road of progress shorter for usby many amile.

Perhapsthe chief cause of sumbling lay in the fact that there was no
clearly redised am or policy except that of materid results. There
were many fine-sounding principlesin theair, but they were unrelated
to each other; and the conditions of teaching were likely to crush the
finest endeavours, and to make impossible ateaching that could be
caled educative.

CHAPTER XV

THE INFANT SCHOOL OF TO-DAY

Taking neither the best nor the worgt, but the average school of to-day,
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it will be profitable to review shortly whereit stands, to consider how
far it has learnt the lessons of experience, and what kind of idedl it
hes set before itself.

In externd s there have been many improvements. Modern buildings are
better in many ways, there is more space and light, and the surroundings
are more attractive. Mogt of the galleries have disappeared, but the
furniture consgts chiefly of dua desks, fixed and heavy, so that the
arrangement of the room cannot be changed. Theimpresson givento a
vigtor isthat it is planned for ligtening and answering, except inthe

Baby Room, where there are generdly light tables and chairs, and
consequently no monotonous rows of children, unless ateacher arranges
them thus from sheer habit. In each room isahigh narrow cupboard about
one quarter of the necessary sizefor dl that education demands, most
education authorities provide some good pictures, but the best are
usualy hung on the class-room wall behind the children, and dl are
above the children'seye level. "Oh, teacher, my neck do ache!" wasthe
only appreciative remark made by a child after atour made of the school
pictures, which were redly beautiful.

Asarule thewindows are too high for the children to see from, and

the lower part isgenerally frosted. In anew school which had aview up
oneof thelovdiest valeysin Gresat Britain, the windowswere of this
description; the head of the school explained that it was a precaution

in case the children might see what was outside; in other words, they
might make the mistake of seeing ared river valey ingead of

listening to adescription of it.

In country schools of the older type the accommodation is not so good,
but the newer ones are often very attractive in gppearance, and have
both space and light. The school garden isacommon fegturein the
country, and it isto be regretted so few even of the plot description
areto befound in town schools.

Of late years the gpparatus hasimproved, though thereis still much to
be donein thisdirection. Instead of the origind tiny boxes of gifts

we have frequently real nursery bricks of alarger and more varied
character, and many other nursery toys. One of the best Sgnsof a
progressive policy isthat large numbersof _little toys have taken the
place of the big expensive onesthat only an occasiona child could use.
It isapity that the use of toys comes to so sudden an end, and that
learning by this method does not follow the babies after they have
officialy ceased to be babies, asisthe cusomin red life.

One of the most striking changesfor the better isthe evidence of care
of the children's hedlth, of which some of the externd sgnsare
doctor, nurse and care committee. A sense of respongbility inthis
respect isgradually growing in the schools; afair number provide for
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deep, afew try to train the children to eat lunch dowly and

carefully, and sometry to arrange for milk or cod-liver ail in the case

of very ddicate children. Though these ingtances are very much in the
minority, they represent achange of spirit. Thisisone of the striking
characterigtics of the new Education Bill. A legacy from the old
formdiam liesin thefact that every room has ahighly organised
time-table, except perhapsin the Babies Room, where the children's
actual needs are sometimes considered first. The morning in most classes
is occupied with Scripture, Reading, Arithmetic, Writing, and some less
forma work, such as Nature lesson or Recitation; some form of Physica
Exerciseisaways taken. The afternoons are mostly devoted to Games,
Stories, Handwork and Singing: thisorder isnot universa, but the
generd principle holds, of taking the more difficult and forma
subjectsin the morning. In the Babies Room some preparation for
reading is till too frequent. The lessons are short and the order

varied, but in one sngle morning or afternoon there is a bewildering
number of changes. Some years ago the unfortunate principle waslaid
down in the Code, that fifteen minutes was sufficient timefor alesson
inan Infant School, and though thisis not strictly followed the

lessons are short and numerous, giving an unsettled character to the
work; children agppear to be swung a a moment's notice from topic to
topic without an gpparent link or reason: for example, the day'swork
may begin with the story of alittle boy sent by train to the country,
settled at afarm and taken out to seethe _cow_and the_sow_: soon
thisisfound to be areading lesson on wordsending in "ow," but after
ashort time thewhole classistold quite suddenly, that one shilling

isto be spent a a shop intown, and whilethey are till interested in
caculating the change, paints are distributed, and the children are
painting the bluebell. The whole day is apt to be of this broken
character, which certainly does not makefor training in mental
concentration, or for aredisation of the unity of life. Some teachers

dill aim at correlation, but in arather haf-hearted way: others have
entirdy discarded it because of its strained applications, but nothing
very definite hastaken its place.

The curriculum which has been givenisvaried in character, and
sometimesincludes a"free period.” Except in the Babies Classthe
three R's occupy a prominent place, and children under six spend
relatively agreat ded of timein forma subjects, while children

between sx and seven, if they are dtill in the Infant School, are

taught to put down sums on paper, which they could nearly aways
calculate without such help. As soon as achild can read well, and work
afar number of sumson paper, heis consdered fit for promotion, and
the question of whether he understands the method of working such sums,
is not considered so important as accuracy and quickness. The test of
so-cdled intelligence for promotion isreading and number, but itis
redly thetest of convenience, so that large numbers of children may be
taught together and brought, against the laws of nature, to auniform
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standard.

This poison of the promotion and uniformity test works down through the
Infant School: it can be seen when the babies are diverted from their
natura activitiesto learn reading, or when they are "examined”: it can

be seen when ateacher yields up her "bright” children tofill afew

empty desks, it can be seenin the grind at reading and formal

arithmetic of the children under six, when weary and usdesshours are
spent in working againgt nature, and precioustimeiswasted that will

never comeback. Yetwe _say we believethat " Children have their youth
that they may play,” and that "Play isthe purest, most spiritud

activity of man at thisstage” [childhood)].

Thelack of any clear am showsitsdf in the fluid nature of theterm
"results’; to someteachersit Sgnifies readiness for promation, or a
piece of work that presents a satisfactory external appearance, such as
good writing, neat handwork, an orderly game, fluent reading. To others
it means something deeper, which they discover in some chance remark of
achild'sthat marksthe growth of the spirit, or the awakening of the
interest of a child whose development islate, or the quickened power of
achild to express; or evidence of independent thought and the power to
useit, in some piece of handwork, or appreciation of music or

literature. According to the meaning attached to the term "results’ so

the method of the teacher must vary; but one getsthe genera impression
that in this respect matters are in atrangtiond sate; thefirst kind

of teacher isawaysalittle uncertain of her ground and allittle

fearful that sheisnot quite "up-to-date,” while the second class of
teacher issometimes alittletimid, and not quite sure that sheis

prepared to account for the rather subtle and intangible outcome of her
work.

The sametrangtiond character holdsin the case of discipline: while
what isknown as"military” discipline till prevailsin many schools,
thereareavery fair number with whom the grip hasrelaxed; but itisa
courageous teacher that will admit the term "free discipling” which has
nearly as bad areputation as "free thought" used to have, and few are
prepared to go al the way. Probably the reason liesin the vagueness of
the meaning of the term, and the fact that itsvaueis not clearly

realised because it isnot clearly understood. Teachers have not faced
the question squarely: "What am | aming & in promoting free
discipline”

Taking agenerd view of the present school, one gets the impression of
acongtant change of activity on the part of the children, but very

little change of position, agood dedl of provison for genera class
interest, but little for individua interest; of less demand than

formerly for uniformity of results, but the existence of agood dedl of
uniformity of method, arresting the teecher'sown initiative; of very
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constant teaching on the part of the teacher and agood dedl of
listening and ora expression on the part of the children, of many
lessons and little independent individua work. Below dl thisthereis
evident avery friendly relationship between the teacher and the
children, agood dedl of persond knowledge of the children on the part
of the teacher, and agood ded of affection on both sides. Thereis
lessfear and more love than in the earlier days, less government and
moretraining, lessrestraint and more freedom. And the children are
greatly attached to their schoal.

From consideration of the foregoing summary it will be seen that
education in the Infant School isathing of curious patches, of

strength and weakness, of light and shade; perhaps the greatest weakness
isitslack of cohesion, of unification: on the one hand we find much
provision for the children'sred needs, much singleness of purposein
the teacher's work, such agenuine spirit of whole-hearted desire for
their education: on the other hand, an unreasoning sense of haste, of
pushing on, of introducing prematurely work for which the children
admittedly are unready; an acceptance of new things on popular report,
without scientific basis, and alack of courage to maintain the truth

for its own sake, in the face of so-called authority, and acraving to

be modern. At theroot of dl thisinconsstency and possibly its cause,
isthelack of aguiding policy or aim, thelack of belief inthe

scientific or psychologica basis of education, and consequently the
want of that strong belief in absolute truth which helps the teacher to
passdl bariers.

CHAPTER XVI

SOME VITAL PRINCIPLES

If it betrue that the Infant School of to-day suffersfrom lack of a
clear basisfor itsgenera policy, it will be profitableto have

clearly before us such principles as great educators have found to be
most vita to the education of young children.

Weall believe that we have an am and ahigh am before us: it has been
varioudy expressed by past educationalists, but in the main they all
agree that the aim of education is conduct.

In actua practice, however, we act too often asif we only cared for

economic vaues. If we areto live up to our educationa profession, we
must look our aim in the face and honestly practise what we believe.
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Whiletraining of character and conduct isthe accepted aim for
education in genera, to make this useful and practical each teacher

must fix her attention on how this ultimate aim affects her own specid
part of the whole work. By watching the free child shewill discover how
best she can help him: he knows his own business, and when unfettered by
advice or command shows plainly that heis chiefly concerned with
_ganing experience . Hefinds himsdf in what isto him anew and
complex world of people and things; actual experienceisthe foundation
for complete living, and the stronger the foundation the better the

result of later building. _Thefirgt vita principlethenisthat the

teacher of young children must provide lifein miniature; thet is, she

must provide abundant raw materia and opportunitiesfor experience .

The next question isthat of the best method of gaining thisactud
experience. The child isunawarethat heislaying foundations, heis

only vaguely consciousthat hefinds greet pleasurein certain

activities, and that something impelshimin certain directions. He

redises no definite future, heis content with the present; he cannot

work for apurpose other than the pleasure of the moment; without this
gtimulus concentration isimpossible. In the ctivities of this stage he
probably assmilates more actual matter than at any other period of his
life, and it isthe same with his acquirements of skill. In happy
unconsciousness he gains knowledge of his own body and of its power, of
the externa world, of his mother tongue and of hisrelaionsto other
people: he makes mistakes and commits faults, but these do not
necessarily cripple or incriminate him. He is not consdered asocia
outcast because he once kicked or bit, or because he threw hismilk over
the table; he learnsto balance and adjust his muscles on a seesaw, when
afdl on soft grassisamatter of littleimportance, and thisis

better than waiting till heis compelled hastily to crossariver ona

narrow plank. Itisal akind of joyousrehearsd of life which we cdll
Play. We can force achild to passvity, to formal repetitions of
second-hand knowledge, to the acquisition of that for which he hasno
apparent need, but we can never _educate _him by these things. "Children
do not play becausethey are young, they have their youth that they may
play," assurely asthey havether legsthat they may walk.

_Thesecond principleistherefore that the method of gaining experience
liesthrough Play, and that by this road we can best reach work_.

Thethird principleisthe nature of the experience that achild seeks

to gain--the life he desiresto live. How can we he sure that the
surroundings we provide and the activities we encourage are in accord
with children's needs?

Let usimagine achild of about fiveto six yearsof age, oneof a
family, living in asmall houseto which agarden is atached; ingde he
has the run of the house, but keeps his own toys, picture books and
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collections of treasures. We will suppose that not being at school heis
freeto arrange his own day, sometimes alone, and sometimes with other
children, or with his parents. What does he do?

Heisinterested in inanimate things, especidly in using them, and so
he playswith histoys. He builds bricks, runsengines, solvessmple
puzzle pictures, asksto work with hisfather's gardening tools, or his
mother's cooking utensils. He isinterested in the life of the garden,
inthe growing things, in the snal or spider hefinds, in the cat, dog
or rabbit of the family; he wantsto dig, water and feed these various
things, but he declinesregular respongibility; hisinterest isin

spurts.

Heisinterested in sounds, both in those he can produce and in those
produced by others: soon heisinterested in music, hewill ligentoiit

for condderable periods, and may joininit: a first more especidly

on the rhythmica sde. So, too, he likes the rhythm of poetry and the
melody sounds of words. Heisinterested in making things, on awet day
he will ask for scissors and paste, or bring out his paint box or

chaks; on afine day he mixes sand or mud with water, or buildsa
shelter with poles and shawls; at any time when he has an opportunity he
shuts himself into the bathroom and experiments with the taps, salls
boats, colours water, blows bubbles, triesto mix things, wet and dry.

Heisinterested in the doings of other people, in their conduct and in
hisown; heismore interested in their badness than in their goodness:
"Tel me more of the bad things your children do,” said alittle boy to
histeacher aunt, and the request is Significant and generd; welearn
o little by mere uncontrasted goodness. Heis interested in the words
that clothe narrations and in ther style, heisimpatient of achange
inform of an accepted piece of prose or poetry. Heis hungry for the
sounds of telling words and phrases.

Heisinterested in reproducing the doings of other people so that he
may experience them morefully, and thisinvolves minute observation,
careful and intdligent imitation, and vivid imagination. His own word
foritispretence.

There are other things that he grasps a more vaguely and later; heis
dimly aware that people have lived before, and heislessdimly aware
that peoplelivein places different from his own surroundings. He
realisesthat some of the stories, such asthefary stories, aretrue

in one sense, a sense that responds to something within himself; that
some are truein another more material, and external sense, one
concerned with things that really happen. He hears of "black men,” and
of "shipsthat carry people acrossthe sea," and of "thingsthat come
back in those ships.”

103



Heisinterested in theimmateria world suggested by the mysteries of
woods and gardens, he has adim conception that thereis somelife
beyond the visible, he feds apower behind life and herevedsthisin
hisearly questions. Heis keenly interested in questions of birth and

desth, and sometimes comesinto close contact with them. Hefedlsthat
other wonders must be accounted for--the snow, thunder and lightning,
the colours of summer, the changeful sea. At first the world of fairy
loremay satisfy him, later comesthe life of the undying spirit, but

the two are continuous. He may attend "religious observances,”" and these

may help or they may hinder.

Heiskeenly interested in games, whether they are games of physica
skill, of mentd skill, or games of pretence. Here most especialy he
comes into contact with other people, and here he realises some of the
experiences of socid life.

Such arethe mogt usud sides of life sought by the ordinary child, and
on such must we base the surroundings we provide for our childrenin
school, and the aspects of life to which weintroduce them, commonly
caled subjects of the curriculum.

_Ouwr third principle istherefore, evident: wefind, in the child's
spontaneous choice, the nature of the surroundings and of the activities
that he cravesfor; in other words, he makes his own curriculum and
selects his own subject matter .

The next congderation is the aimaosphere in which achild can best
deveop character by means of these experiences. A young childisa
stranger in an unknown, untried country: he has many strange promptings
that seek for satisfaction; he has strong emotions arising from his
ingtincts, he feds crudely and fiercely and he must act without delay,
asareault of these emotions. Heislikeatourist in anew strange
country, fresh and eager, and with asimilar holiday spirit of

adventure: the stimulation of the new arouses adesireto interpret, to
investigate and to ask questions: it arouses strong emotionsto like or
didike, to fear, to be curious; it leads to certain modes of conduct,
asaresult of these emotions. Picture such ayoung tourist buttonholed
by ablasé guide, who had forgotten what first impressions meant, who
ing sted on accompanying him wherever he went, regulating his procedure
by telling him just what should be observed and how to do so, pouring
out information so premature as to be obnoxious, correcting histaste,
subduing his enthusiasm, and modifying even his behaviour. The tourist
would presumably pay off the unwelcome guide, but the children cannot
pay off the teacher: they can and do rebel, but docility and

adaptability ssem to play alarge part in self-preservation. For the
young child freedom must precede docility, because the only reasonable
and profitable docility isone that comes after initiative and

experiment have been satisfied, and when the child fedsthat he needs
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help.

The world that the free child chooses represents every side of life that
heisready to assmilate, and hisfreedom must beintellectud,
emotiona and mord freedom. In the school with therigidly organised
time-table, where the remarks of the children provoke the constantly
repested reproach: "We are not talking of that just now," wherethe
gpparatusisforma and the method of using it prescribed, where home
lifeand dtreet life are ignored, where there are neither garden nor
picture books, where childish questions are passed over or hastily
answered, wherethe room isfull of desks and the normd attitudeis
gtting, where the teacher is teaching more often than the children are
doing, thereisno intellectud freedom.

Where passion and excitement are instantly arrested, where appreciation
for strong colours, fierce punishments, loud noises, iskilled, where

fear isridiculed, where primitive likesand didikes are interpreted as
coarseness, thereisno emotiona freedom. A child must have these
experiencesif heisto cometo hisown later: thisisnot thetimeto

stamp out but only to deflect and guide; otherwise he becomes aweak and
paereflection of hiseders, with little resource or enthusiasm.

Whereit isamost impossible to be openly naughty, where thereisno
opportunity for choice or for making mistakes, where control isal from
the teacher and salf-control has no place, thereis no moral freedom.
The schoal isnot for the righteous but for the so-called sinner, who is
only achild learning sdf-control by experience.

Sdf-control isahabit gained through habits; a child must acquirethe
habit of arresting desire, of holding the physicd sidein check, the

habit of reflection, of choice, and most of dl the habit of ether

acting or holding back, asaresult of dl this. If inthe earliest

years hiswill isin the hands of others, and he has the habit of

obedience to the exclusion of al other habits, then his development as
asdf-reiant individua isarrested, and may be permanently weakened.
Thereisno other way to learn life, and build up an ided from theraw
materid he has gained in other ways. In therehearsd of life at school

he can do this without serious harm; but every time amode of conduct is
imposed upon him when he might have chosen, every time heis externdly
controlled when he might have controlled himsdlf, every timeheis
balked in making amistake that would have been experience to him, he
will be proportionally lessfit to choose, to exercise self-contral, to

learn by experience, and these are the chief lessons at this
impressionable period.

_Thefourth principle therefore isthat the atmosphere of freedom isthe
only atmospherein which achild can gain experiencesthat will help to
develop character and control conduct._
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Thesefour vitd principleswill be gpplied to practica work in the
following chapters.

1. PRACTICAL APPLICATION OF VITAL PRINCIPLES

Before applying these principlesit is necessary for practical
consderationsto set out clearly the various stages of this period.

During thefirg eight years of life, development isvery rgpid and not
awaysrdatively continuous. Sometimesit takes legps, and sometimes
appears for atimeto be quiescent. But roughly thefirst stage, of a
child's devel oping life ends when he can walk, eat more or less ordinary
food, and isindependent of his mother. At this point the Nursery School
stage begins: the child islearning for himsalf hisworld by experience,

and through play he chooses hisraw materia in an atmosphere of
freedom. When the period of play pure and smple beginsto grow into a
desireto do things better, to learn and practise for amore remote
end--in other words, when the child beginsto be willing to be taught,
thetrangtiona period from play to work begins. It can never be said

to end, but the relative amount of play to work gradually definesthe

life of the school: and so the trangitiond period mergesinto the

school period. Thuswe are concerned first with the Nursery School
period which corresponds to what Froebel meant by his Kindergarten and
Owen by his Infant School; secondly, with the trangtional period which
has been far too long neglected or rushed over, and which roughly
corresponds to the Standard 1. of the Elementary School; and thirdly, we
have the beginnings of the Junior School where work isthe predominant
factor. In spite of Shakespeare's assertion, thereis much in aname,

and if these names were definitely adopted, teacherswould redlise

better the nature of their business.

The following chapters seek to gpply practicdly the four vital

principlesto these periods of achild'slife, but in many casesthe
Trangtion Classes and the Junior School are considered together.

CHAPTER XVII

THE NEED FOR EXPERIENCE

"Thefirg vitd principleisthat the teacher of young
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children must providefor them lifein miniature, i.e. she
must provide abundant raw material and opportunitiesfor
acquiring experience.”

The practica trandation of thisin the words of the teacher of to-day

is, "'l must choose furniture, and requisition gpparatus.” The teacher of
to-morrow will say to her children, "1 will bring the world into the
schoal for you to learn.” The Loca Education Authority of to-day says,
"We must build aschoal for ingruction.” The Loca Education Authority
of to-morrow will say, "We must make aminiature world for our
children.”

Theworld of the Nursery School child probably requires the most careful
thought in this respect: alarge room with sunlight and air, low clear
windows, adoor leading to agarden and playground, low cupboardsfull
of toys, low-hung pictures, light chairs and tables that can be pushed

into a corner, stretcher beds equally disposable, adresser with pretty
utendlsfor food; these are the chief requirements for satisfying

physica needs, gpparent in the actual room. Physica habitswill be
consdered later, under another heading.

Outsde, in the playground, there should be opportunitiesfor physica
development, for its own sake: swings, giant strides, ladderslaid

flat, dightly doping planks, and a seesaw should dl be available for
constant use; if the children are not warned or given constant advice
about their own safety, thereislittle fear of accidents.

Thusthe purdly physica side of the children is provided for, the sde
that they are, if healthy, quite unconscious of; what €lse does
experience demand at this stage?

Roughly classified, the raw experience of this tage may be divided into
the experience of the natura world of living things, theworld of
inanimate things, and the socia world. For the naturd world there
should be the garden outside, with itstrees, grass and flower beds;
with its dovecot and rabbit hutch, and possibly a cat sunning herself on
its paths; insde there will be plants and flowersto care for; the
elements, especidly water, earth and air, are very dear to ayoung
child, and it isquite possible to satisfy his cravingswith alarge
sand-hegpof dry and wet sand; alargeflat bath for sailing boats
and testing the theory of sinking and floating; abin of clay; apair of
bellows and severd fansto set theair in motion. Thereisawaysthe
fireto gaze a on theright side of the fire-guard, and appreciation of
the beauty of this eement should be encouraged.

Theworld of inanimate thingsincludes most of the toysthat simulate
activity and giveidess. The chief that should be found inthe
cupboards, round the walls, or scattered about the room, are bricks of
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all sizes and shapes, sKittles, balls and bats or rackets, hoops, reins,
spades and other garden tools; pails and patty pansfor the sand-heap;
pipesfor bubbles, shells, fir-cones, buttons, acorns, and any

collection of smdl articlesfor handling; dl kinds of vehiclesthat

can be pushed, such as carts, barrows, prams, engines,; drums and other
musica ingruments, materidsfor construction and expresson, such as
chalks, boards, paints and paper.

For experiences of the socia world, whichisnot very red at this
individudistic period, come the dolls and doll's house, horsesand

stables, tea-things, cooking utensils, Noah's ark, scales for ashop,

boats, soldiers and forts: avery important item in this connection is

the collection of picture-books. they must be chosen with the greatest
care, and only pictures of such merit asthose of Cadecott, Ledie
Brooke and Jessie Wilcox Smith should be selected. Picturesform one of
the richest sources of experience at this stage, asindeed at any stage

of life, and truth, beauty and suggestiveness must be their chief

factors.

The toys should be above dl things durable, and if possble washable.
Broken and dirty toys makeimmord children.

Besdesthe materia surroundingsthere are opportunities, the seizing

of which gives vauable experiences. These belong to the socid world,
and liechiefly inthetraining in lifés socid observances and the
development of good habits. Thisside of lifeisone of the most

important in the Nursery School, and needs materid help. The lavatories
and cloakrooms should be constructed so that thereis every chancefor a
child to become sdlf-reliant and fastidious. The cloakrooms should be
provided with low pegs, boot holes, clothes brushes and shoe brushes:
there should be low basinswith hot and cold water, ename mugs and
tooth brushes_for each child,_ nail brushes, plenty of towels, and

where the district needsit, baths. The type provided by the Middlesex
Education Authority at Greenford Avenue School, Hanwell, gives a shower
bath to awhole group of children at once, thus making a more frequent
bath possible. Perhaps for very smal children of the Nursery School age
separate baths are more suitable. Thisisaquestion for future

experience on the part of teachers. There should be plenty of timefor

the children to learn to wash and dress themselves.

In the school-room there should either be tablecloths, or the tables
should be capable of being scrubbed by the children after each medl.
Their dmogt inevitablelack of mannersat table givesan invauable
opportunity for training, and again in such a case there should be no
guestion of haste. The meals should belaid, waited on and cleared away,
and the dishes washed by the children themselves, and they should be
responsible for the generd tidiness of the room. Thisinvolves

tea-cloths, mops, dusters, washing bowls, brushes and dustpans.
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In the Trangtion Classes and Junior School the furniture and apparatus
can beto agreat extent very much the same, their difference lying
chiefly in degree. It isapity to bring the age of toysto an abrupt
conclusion; inred lifethe older children still borrow the toys of the
younger ones while there are some definitely their own: such are, jigsaw
and other puzzles, dominoes, articles for dramétic representation,
playing cards, toysfor games of physicd skill, such astops, kites,
skipping ropes, etc. Such prepared constructive materias as
meccano--and agreat mass of raw materid for construction, generdly
termed "waste." There should be a series of boxes or shelves where such
waste products of the home, or of the woods, or of the seashore, or of
the shop, might be stored in some classified order: the collective

ingtinct is stronger than the more civilised habit of orderliness: here

isan opportunity for developing ahabit from an ingtinct. There should
also be materidsfor expression, such asclay, paper, chak, pencil,
paints, weaving materias, cardboard, and scenery materids, and such
tools as scissors, cardboard knives, needlework tools, paste brushes,
and othersthat may be necessary and suitable. The rooms should be large
and suitable for much moving about: the most usua conditions should be
ascattered class and not a seated listening class. Thismeanslight

chairs and tables or benches where handwork can be done; low cupboards
and lockers so that each child can get at his own things; broad
window-slIsfor plants and flowers and a bookcase for reading and
picture books. Here again good picture-books are as essentia as, even
more essentiad than, readersin the Trangtion Class. They will bea

little more advanced than in the Nursery School, and will be of the type
of the Pied Fiper illustrated, or pictures of children of other lands

and times. Some of Rackham's, of Harold Copping's, of the publications
by Black in _Peepsat Many Lands , are suitable for this stage. Readers
should be chosen for their literary vaue from the recognised children's
classcs, such asthe Peter Rabbit type, _Alicein Wonderland,
Water-Babies, _and not made up for the sake of reading practice.

The pictures on thewalls should be hung at theright eye-leve, and the
windows low enough for looking at the outside world--whatever it may be.
The teacher's desk should be in a corner, not in the centra part of the
room, for she must remember that the children are till inthemain
seeking experience, not listening to the experience of another. They
should have access to the garden and playground, and dl the incitements
to activity should be there--similar to those of the Nursery School, or
those provided by the London County Council in parks. The bare
wilderness of playground now so familiar, wherethereis neither time

nor opportunity for children to be other than primitive savages, does

not represent the outside world of beauty and of adventure.

Thelower classes of Junior School should differ very littlein their
miniatureworld. Lifeisill activity to the child of eight, and
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consequently should contain no immovable furniture. There will be more
books, and the children may bein their seatsfor longer periods, the
atmosphere of guided but still spontaneous work is more definite, but
the am in choice of both furniture and apparatusis il the gaining

of experience of life, by direct contact in the main. Such isthe
Requisition Sheet to be presented to the Stores Superintendent of the
Loca Education Authority in the future, with an explanatory note
dating that in agenerd way what isactudly required istheworldin
miniature!

CHAPTER XVIlI

GAINING EXPERIENCE BY PLAY

"The Second Principle isthat the method of gaining
experience liesthrough Play and that by this road we can
best reach work."

Play ismarked off from work chiefly by the absence of any outside
pressure, and pleasure in the activity isthe characteristic of play

pure and smple: if achild hasforced upon him ahint of any ulterior
motive that may bein the mind of histeacher, the pleasureis spoilt

for him and theintringc vaue of the play islogt. In bringing

children into school during their play period, probably the most
important formative period of ther lives, and in utilisng their play
conscioudy, we are interfering with one of their most precious
possessions when they are il too helplessto resent it directly. Too
many of us make play ameans of concedling the wholesome but unwelcome
morsel of information in jam, and wetry to forceit on the children
prematurely and surreptitioudy, but Nature generdly defeatsus. The
only sound thingtodoisto _play thegame_for dl it isworth, and
recognisethat in doing so education will look after itself. To
understand the nature of play, and to have the courageto follow it, is
the business of every teacher of young children. The Nursery Schooal,
epecidly if it consgts chiefly of children under five, presents at

first very hard problemsto the teacher; however strong her belief in
play may be, it receives severe tests. So much of the play at first
seemsto be amless running and shouting, or throwing about of toys and
bresking them if possible, so much quarrdlling and fighting and weeping
seem involved with any attempts at socid life on the part of the
children; there seems very little desire to co-operate, and very little
desireto congtruct; asarule, achild roams from one thing to another
with apparently only afleeting attempt to play with it; yet onthe

other hand, to make the problem more baffling, a child will spend a
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whole morning at one thing: quite lately one child announced that he
meant to play with water dl day, and he did; another never Ieft the
sand-heap, and apparently repeated the same kind of activity during a
complete morning; visitors said in arather disappointed tone, "they
just play dl thetime by themselves." One teacher brought out an
atractive picture and when agroup of children gathered round it she
proceeded to tell the story; they listened politely for afew minutes,
and then the group gradualy melted away; they were not ready for
concentrated effort. If those children had been in the ordinary Baby
Room of aschool they would have been quite docile, Stting in their
places gpparently listening to the story, amiably "using” their bricks

or other materials according to the teacher's directions, but they would
not, in thereal sense, have been playing. Thisisan example of the
need for both principle and courage.

It isinto this chaotic method of gaining experiencethat the teacher
comeswith her interpretive power--she seesin it the beginnings of all
the big things of life--and like abigger child shejoins, and likea

bigger child sheimproves. She seesin the apparent chaos an attempt to
get experience of the different aspects of life, in the gpparently

amless activity an attempt to realise and develop the bodily powers, in
the fighting and quarrelling an attempt to establish aplace in socia

life. Itisal unconscious on the part of achild, but anecessary

phase of red development.

Gradudly thelittle primitive man beginsto yied to civilisation. He
isinterested in things for longer and asksfor stories, music and
rhymes, and what does this mean?

Ashedevelopsachild learns much about lifein his care of the garden,
about language in his games, about human conduct from stories; but he
does these things because he wants to do them, and because thereisa
play need behind it dl, which for himisalife need; in order to build
agraight wall he must classify hisbricks, in order to bearedl

shopman he must know hisweights, in order to be agood workman he must
measure his paper; dl the ideas gained from these things cometo him
_aong with sense activity_; they are associated with the needs and
interests of daily life; and because of this he putsinto the activity

all the effort of which heis capable, or as Dewey has expressed it,
"the maximum of consciousness' into the experiencewhichishisplay.
Thisisred sensetraining, differing in this respect from thetraining
given by the Montessori materid, which has no apped to life interest,
amsat exercisng the senses separately, and discourages_play_ with
the apparatus. It is activity without abody, practice without an end,
and nothing develops from it of a congtructive or expressive nature.

In the nursery classtherefore our curriculumislife, our apparatusal
that a child'sworld includes, and our method the one of joyful
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investigation, by means of which ideas and skill are being acquired. The
teacher isplayer in chief, ready to suggest, co-operate, supply
information, lead or follow as circumstances demand: responsibility must
gtill belong to the children, for while most of them know quite

naturally how to play, there are many who will never get beyond arather
narrow limit, through lack of experience or of initiative.

It isquite safe to let experience take its chance through play, but

there are certain things that must be dedlt with quite definitely, when

the teacher is not there as a playmate, but as something more in the
capacity of amother. Itisimpossibleto train dl the habits necessary

a thistime, through the gpontaneous play, dthough incidentaly many
will be greatly helped and made significant by it. If the children come
from poor homes where speech isimperfect, probably mere imitation of
the teacher, which isthe chief factor in ordinary languagetraining,

will beinsufficient. It will be necessary to invent ways, chiefly

games, by which the voca organs may be used; this may be considered
play, but it ismore artificia and less spontaneous than the informal
activity already described. It iswdll to be clear asto the kind of
exercises best suited to make the vocal organs supple, and then to make
these the basis of agame: for example, little children congtantly

imitate the cries of ordinary life; town children could dramatise a
railway station where the sounds produced by engines and by portersgive
avduabletraining; they could imitate street cries, the sound of the
wind, of motor hooters, Srens, or of church bells. Country children
could use the sounds of the farm-yard, the birds, or thewind. In the
recognition of sound, which is as necessary asits production, such a
guessing game could be taught as "'l sent my son to be agrocer and the
firg thing he sold began with_s and endedwith_p ," usngthe
_sounds _, not names of the letters. For the acquisition of avocabulary,
such agame as the Family Coach might be played and turned into many
other vehicles or objects about which many stories could betold. All
the time the game must be played with the samefiddity to the spirit of
play as previoudy, but the introduction must be recognised as more
artificid and forced, and this can be justified because so many

children are not norma with regard to speech, and only wherethisis
the case should language training be forced upon them. Habits of
courtesy, of behaviour at table, of postion, of dressing and

undressing, of washing hands and brushing teeth, and many others, must
al be _taught_, but taught at the time when the need comes. Occasions
will certainly occur during play, but the chances of repetition are not
sufficient to count on.

Thus we summarise the chief business of the Nursery School teacher when
we say that it is concerned chiefly with habits and play and right
surroundings.

Pay inthe Trangtion Classislessinforma. After the age of Six
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certain ambitions grow and must be satisfied. The aspects of lifeare
more separated, and concentration on individua onesis commoner; this
means more separation into subjects, and thus a child ismore willing to
be organised, and to have hisday to _some _ extent arranged for him.
Whilein the nursery class only what was absolutely necessary was fixed,
inthe Trangtion Classit is convenient to fix rather more, for the

sake of establishing certain regular habits, and because it is necessary

to give the freshest hours to the work that requires most concentration.
We must remember, however, that it _is_atrangtion class, and not set
up acompletely fashioned time-table for the whole day. Reading and
arithmetic must be acquired both as knowledge and skill, the mother
tongue requires definite practice, there must be atime for physical
activity, and living things must not be attended to spasmodicaly.
Therefore it seems best that these things be taken in the morning hours,
while the afternoon is il atimefor free choice of activity.

Thefollowing isaplan for the Trangtion Class, showing the bridge
between absol ute freedom and a fully organised time-table--

MORNING. AFTERNOON.

Monday |Nature|Reading [Storiesfrom  |Organised gamesand
lwork. |and Number.|Scripture or other |handwork.

--------- |Care |-----------|literature, and ~ |-----------------------

Tuesday |of the|Reading [dtoriesof socid [Music and handwork.
[room. Jand Number.|life; musicand |

Wednesday|chart |Reading |activities such as |Excursion or handwork.
[and  [and Number.|solving puzzles, |

Thursday [talk. |Reading |sKill, looking at [Dramatic representation
|  and Number.|pictures, arranging|including preparations.
--------- | |-----------|collections. |----mmmm e
Friday | |Reading | |Gardening or handwork.
|  Jand Number.| |

Granting this arrangement we must be clear how play asamethod can
dill hald.

It does not hold in theinforma incidental sense of the Nursery School:
there are periodsin the Transtion Class when the children know that
they are working for a definite purpose which is not direct play--asin
reading; and there are times when they are dissatisfied with their
performances of skill and ask to be shown a better way, and voluntarily
practise to secure the end, asin handwork, arithmetic and some kinds of
physical games. The remainder is probably still pursued for itsown

sake. How then can this play spirit be maintained side by side with
work?
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Firg of dl, the children should not be required to do anything without
having behind it a purpose that apped s to them; it may not be the
ultimate purpose of "their good," but a secondary reason may be given to
which they will respond readily, generaly the pretence reason.
Arithmetic to the ordinary personisathing of red life; we count

chiefly in connection with money, with making things, with distributing
things, or with arranging things, and we count carefully when we keep
scoresin games, in adult life we seldom or never count or perform
arithmetica operationsfor sheer pleasurein the activity, but there

are many children who do so in the same spirit as we play patience or
chess. And dl thisisour basis. The arithmeticd activitiesin the
Trangtion Class should therefore be based on such everyday experiences
as have been mentioned, el se there will be no associations made between
the experiences of school and those of life outside. The two must merge.
Thereisno such thing as arithmetic pure and smplefor children unless
they seek it; they must play at redl life, and thered life that they

are now capable of appreciating.

SKill in caculation, accuracy and quickness can be acquired by akind
of practice that children are quite ready for, if it comes when they
redise the need; most children fed that their power to score for games
isoften too dow and inaccurate; as store clerksthey are uncertainin
their calculations; they will bewilling to practise quick additions,
subtractions, multiplications and divisons, in pure arithmetical form,

if the pretence purposeisclearly in view, which tothemisared
purpose; the same thing occursin writing which should be considered a
sideissue of reading; meaningless words or sentences are written
wearily and without pains, but to write the name of a picture you have
painted, at the bottom of it, or to write something that Cinderdllas
Godmother said, or bit by bit to write aletter, will be having a

purpose thet gives life to an gpparently meaningless act, and
thoroughness to the effort.

In handwork, too, at this stage, practice takes an important place: a
child iswilling to hem, to try certain brush strokes, to cut evenly,

and later on to use his cardboard knife to effect for the sake of a
future result if he has aready experimented fredy. Thisisin full
harmony with the spirit of play, when we think of the practiced
"grokes' and "throws' of the later games, but it isamore advanced
qudlity of play, because thereisthe beginning of apurposewhichis
separated from immediate pleasure in the activity, thereisthe hint of
anend inview though itisachild'send, and not the adult or economic
one.

Thetraining of the mother tongue can be made very effective by means
of games:. in the days when children's parties were Smple, and family
lifewas united, language gamesin thelong dark evenings gaveto many a
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grip of words and expressions. Children learnt to describe accurately,

to be very fastidious in choice of words, to ask direct questions, to

give verba form to thought, al through the stress of such games--Man
and his Shadow, Clumps, Subject and Object, Russian Scandd, the
Minister's Cat, | seeaLight, Charades, and acting of al kinds. No
number of picturetalks, ord compostions, or observations can compete
in real value with these games, because behind them was a purpose or
need for language that compelled the greatest efforts.

Physicd development and its adjustment to menta control owesits
greatest stimulusto games. When physica strength, speed, or nimble
adjustability isthe pivot upon which the game depends, specid muscles
are made subservient to will: behind the game there isthe stimulus of
strong emotion, and hereisthe greatest factor in establishing

permanent associ ations between body and mind; psychologists seein many
of these games of physicd activity the evolution of the race: drill

pure and smple hasits place partly in the same sense as "practice” in
number or handwork, and partly asa correctiveto our falacious system
of education by listening, instead of by activity: and we cannotina
lifetime acquire the powers of the race except by concentrated practice.
But no amount of drill can give the dl-round experience necessary for
physica readinessfor an emergency, physical and menta power to
endure, active co-operation, where self-control holdsin check ambitious
persona impulses: and no drill seemsto give grace and beauty of motion
that the natura activity of dancing can give. It isthrough the games

that British children inherit, and by means of which they have
unconscioudy rehearsed many of the situations of life, thet they have
been ableto take their place readily in thelife of the nation and even

to help to saveit. Again, asin other directions, children must be made

to play the gamein its thoroughness, for awell-played game givesthe
right balance to the activities: drill ismore specidised, and has
specidisation for itsend: agame cdlson thewhole of anindividud:

he must be dert mentaly and physicdly; and at the same time the sense
of fairness cannot be too strongly indsted on; no game can be tolerated
as part of education where thereisloosenessin thisdirection, from

the skittles of the nursery classto the cricket and hockey of the

seventh standard, and nothing will so entirely outrage the children's
fedings as ateacher's card ess arbitration. In physical games, too,

the socid sideis strongly devel oped: leadership, sdlf-effacement and
co-operation are more va uable lessons of experience than fluent reading
or neat writing or accurate additions: but they have not counted as such
in our economic system of education; they have taken their chance: few
inspectors ask to see whether children know how to "play the game,” and
yet they are so soon to play the independent game of life. But the
individua output of reading and sums of a sneaking and cowardly, or
assartive and sdlfish child, isas good probably asthat of achild that

has the makings of ahero in him. And then we wonder at the propensities
of the"lower classes.” It is because we have never made sure that they
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can play the game.

To summarise: play inthe Nursery School stageis unorganised, informa,
and pursued with no motive but pleasurein the activity itsdf; itis

mainly individud. Play in the Trangtion Classis more definitely in
theform of games, _i.e_ organised play, efforts of skill, mental or
physicd; it becomes socid. Play in the Junior School isamost an
occasiond method, because the work motiveis by thistime getting
stronger.

CHAPTER XIX

THE UNITY OF EXPERIENCE

"Wefind in the child's spontaneous choice the nature of the
surroundings and of the activities he cravesfor; in other
words, he makes his own curriculum, and selects hisown
subject matter.”

The next problem we have to solveishow to unify the bewildering
variety of ideasand activities that a child seeks contact with during a
day. We found that the curriculum of the Infant School of to-day
presented arather confusing variety of ideas, not necessarily arranged
as the children would have chosen; they would certainly not have chosen
to break off someintense interest, because an arbitrary timetable
hurried them to something el se, and they would have been right. If we
asked the children their reasons for choosing, we would find no clue
except that they chose what they wanted to, neither could they tell us
why they spent so much more time over one thing than another. If a
smilar sudy were to be made of achild fromadum dso freeto

arrange his day, we should find that while certain general festureswere
the same others would be different: hewould ask for different stories,
probably play different games, or the same gamesin adifferent way, his
back-yard would present different aspects, the things he made would be
different.

It isevident that the old correlation method haslittle or nothing to

do with the matter; achild may or may not draw the rabbit he feeds, he
certainly does not play arabbit game because of the rabhbit he hasfed,

nor does he build a rabbit-hutch with his bricks. He might try to make a

rea oneif the rabbit really needed it, but that arises out of an

obvious necessity. If he could put his unconscious promptingsinto

words, he would say he did the things because he wanted to, because
somebody ese did them, or because of something he saw yesterday, and so
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on; but he would dwaysrefer back to _himsdf . The centrd link in
each caseisin the child, with his specid store of experiences derived
from his own particular surroundings; he bringsto new experiences his
store of present experiences, hisinterests not dways satisfied, his
powers varioudy used, he interprets the new by these, and seeksfor
moreintheline of theald. It islife he has experienced, and he seeks
for morelife.

How then can we secure for him that the new experiences presented to him
in school will bein linewith the old? We will take threetypica cases
of childrento illugtrate the red nature of this problem.

Thefirgt isthe case of achild living inavery poor digtrict of

London or of any large town. The schoal is presumably Stuated in a
narrow street running off the High Street of the digtrict, the street

where dl the shopping is done; at the corner isahide factory with an

evil samdl. Mogt of the dwelling-houses abut on the pavement, some with
avery smdl yard behind, some without any. Severd familiesliveinone
house, and often oneroomisal afamily can afford; asthat hasto be

paid for in advance the family address may change frequently. The father
may be adock labourer with uncertain pay, a coster, arag and bone
merchant, or he may follow some unskilled occupation of agmilarly
precarious nature; in consequence the mother has frequently to do daily
work, the homeislocked up till evening, and she often leaves before

the children start for morning school. It isacurious but very common

fact that, free though these children are, they know only avery small
radius around their own homes. They are accustomed to be sent shopping
into High Street, where household stores are bought in pennyworths or
twopennyworths, owing to uncertain finance and no storage accommaodeation.
Generdly thereisone tap and one sink in the basement for the needs of

dl thefamiliesin the house. Thereisusudly apark somewhere within
reach, but it may be amile away; init would, at least, betrees, a

pond, grass, flowers. But an excursion there, unlessit is undertaken by
the school, can only be hoped for on afine Bank Holiday; thereis

neither time nor money to go on a Saturday, and Sunday cannot be said to
begin till dinner-time, about 3 P.M., when the public-houses close, and
the father comes hometo dinner.

Itisdifficult to imagine the conversation of such ahousehold; family

life exists only on Sunday at dinner-time; the child's background of

family lifeisaroom whichisat once abedroom, living room and

laundry. Thereis nearly dways some part of amedl on thetable, and
some washing hanging up. Outside there are the dingy street, the crowded
shops, the pavement to play on, and both outside and in, the bleaker and
more sordid aspects of life, sometimes miserable, sometimes exciting. On
Saturday night the lights are brilliant and lifeis at least intense,
Bedisavery crowded affair, in which many half-undressed children

deep covered with the remainder of the day's wardrobe.
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What store of experiences does a child from such a neighbourhood bring
to school, to be assmilated with the new experiences provided there?
What do such terms as home, dinner, bed, bath, birth, death, country,
mean to him? They mean _something .[34]

[Footnote 34: See _Child Life_, October 1916.]

Not amile awvay we may come to avery respectable suburb of the average
type; and what issaid of it may apply in some degreeto aprovincid

or country town or, at least, the application can easily be made. The
school probably stands at the top corner of aroad of houses rented, at
£25 to £35 per annum, with gardensin front and behind. Theroad
generdly runsinto amain road with shops and traffic. Here and there
inthe resdentia road are little oases of shops, patronised by the
neighbourhood, and some of the children may live over these. The home
lifeismore ordinary and needs |ess descriptive detail, but there are

some features that must be considered. The decencies, not to say
refinements of eeting, deeping and washing are taken for granted: there
is often abath-room and always a kitchen. The father's occupation may
belocd, but agood many fatherswill go to town; thereisgeneraly a
family holiday to the sea, or less often to the country. In the house

the degree of refinement varies, there are nearly always pictures of a
sort, books of a sort, and the children are supplied with toys of a

sort. They visit each other's houses, and the observances of socid life
are kept varioudy. Often the horizon is very narrow; the mother's
interest isvery loca and timid; the father's businesslife may be
absolutely apart from hishome life and never mentioned there. The
family conversation while quite amiable and agreeable may be round very
few topics, and the vocabulary, while quite respectable, may be most
limited. Children's questions may be put aside as either trivid or
unsuitable. In one sense the dum child may be said to have a broader
background, the redlities of life are bare to him on their most sordid

Sde, thereis neither mystery nor beauty around life, or death, or the
natural affections. The suburban child may on the contrary be balked and
restricted so that unnecessary mystery gives an unwholesome interest to
these things and conventiondity a dishonest reserve.

A suburb of thistypeis described by Beresford in_Housemates :--"In
such districts (as Gospel Oak) | am depressed by the flathess of an
awful monotony. The dumsvex mefar less. There| find adventure and
jest whatever the squalor; the marks of the primitive struggle through
dirt and darkness towards rel ease. Those horrible lines of moody,
complacent streets represent not struggle, but the achievement of a
worthless aspiration. The houses, with their deadly smilarity, their
smug, false exteriors, their conformity to anided whichistypified by
their poor imitative decoration, could only be inhabited by people who
have no thought or desire for expression.... The dwellersin such
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digricts are cramped into the vice of their environment. Their homes
represent the dull concesson to agtate rule; and their lives take tone

from the grey, smoke-grimed repetition of one endlesdy repesated design.
The same foolish ornamentation on every house reiterates the same
suggestion. Their places of worship, the blank chapels and pseudo-Gothic
churches rear themsalves head and shoulders above the dull level, only

to repesat the same threat of obedience to agloomy law.... The thought

of Gospd Oak and itslikeisthe thought of imitation, of imitation

faling back and becoming stereotyped, until the meaning of the thing so
persistently copied has been lost and forgotten.”

A third caseisthat of the country child, the child who attendsthe

village school. Many villageslie severd milesfrom aralway gation,

S0 that the younger children may not see arailway train more than once

or twice ayear. The fathers may be engaged in village trades, such asa
shoemaker, carpenter, gardener, generd shop merchant, farm |abourer, or
farmer. The village houses are often cramped and small, but thereis
wholesome space outside, and generdly agood garden which supplies some
of the family food; milk and eggs are easily obtainable, and conditions

of living are seldom as crowded asin atown. The country children see
more of life in complete miniature than the dum or the suburban child

can do, for thewholelife of the village lies before him. The school
isgenerdly in the centre, with agood playground, and of late yearsa
good school garden isfrequent. The village church, generaly old, is
another centre of life, and thereis at least the vicarageto givea

type of life under different socid conditions.

The home intdlectua background may vary, but on the whole cannot be
reckoned on very much; though in some waysit is more narrow than the
suburban one, it is often less superficid. In adifferent way from the
dum child, but none the less definitely, the country child comesface

to face with the redities of life, in amore naturd and desirable way

than ether of the others. It isdifficult to estimate some of the

effectsof living inthe midst of real nature on children;

unconscioudy, they acquire much deep knowledge impossibleto learn
through nature study, however good, akind of knowledge that is part of
their being; but how far it affectsthem emationdly or entersinto

their scheme of life, ishard to say. Asthey grow up much of itis

merely economic acquirement: if they areto work on theland, or rear
cattle, or drive avan through the country, itisal to the good; but
onething is noticeable, that they take very quickly to such dlurements

of town life asacinema, or a picture paper or gramophone, and this
pointsto unsatisfied cravings of some sort, not necessarily so unworthy
or superficia asthe means sought to satisfy them.

From these rather extreme cases we get near the solution of the problem;
itisquite evident that each of these children bringsto school very
different contributions of experience on which to build, though their
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generd needs and interests are smilar. Therefore the curriculum of the
school will depend on the genera surroundings and circumstances of the
children, and al programmes of work and many questions of organisation
will be built on this. The modd programme so dear to some teachers must
be banished, as adoctor would banish agenera prescription; no honest
teacher can dlow this part of her work to be done for her by any one
dse

Therefore the central point isthe child's previous experience, and on
thisthe experience provided by schoal, _i.e._ curriculum and subject
matter, depends. One or two examples of the working out of this might
make the gpplication clearer. Probably theredities of lifein rdation

to money differ greatly. The kind of problem presented to the poor town
child will dedl with shopping in pennyworths or ounces, with getting
coasin pound bagfuls. Clothes are generaly second-hand, and so
ordinary standard prices are out of the question. Bread is bought stale
and therefore chegper, early in the morning. Preserved milk only is
bought, and that in hafpenny quantities. Only problems based on these
will bered tothischild a fird.

The suburban child's economic experience may be based on his
pocket-money, money in the bank, and the normal shopping of ordinary
life

The country child isfrequently very ignorant of money va ues; probably
it will be necessary to take the country genera shop asthe basis. He
could aso begin to estimate the produce of the school garden.

THE NURSERY SCHOOL PROGRAMME

It isquite obvious from the nature of play at thistagethat a
time-tableis out of the question and in fact an outrage against nature.
Only for socia convenience and for the establishment of certain
physica habits can there be fixed hours. There must be gpproximate
limitsasto thetimes of arriva and departure, but nothing of the
nature of marking registersto record exact minutes. Little children
sometimes deep late, or, on the other hand, the mothers may haveto
leave home very early; dl thismust be allowed for. There should be
fixed timesfor meds and for deep, and these should berigidly
observed, and there should be regular timesfor the childrento go to
the lavatories, dl these establish regularity and self-control, aswell
asimproving generd hedlth. But anything in the nature of story
periods, games periods, handwork periods, only impedesthe varioudy
developing children in their hunger for experiences.
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Thelr curriculum islife as the teacher has spread it out before them;
there are no subjects at this stage; the various aspects ought to be of
the nature of agloriousfeast to these young children. Traherne saysin
the seventeenth century:--

"Will you seetheinfancy of this sublime and celestial grestness? Those

pure and virgin gpprenensions | had in my infancy, and that divine light
wherewith | was born, are the best unto this day wherein | can seethe
Universe.... Verily they form the greatest gift Hiswisdom can bestow,

for without them al other gifts had been dead and vain. They are
unattainable by books and therefore will | teach them by experience....
Certainly Adam in Paradise had not more sweet and curious apprehensions
of theworld than | when | wasachild.

"All appeared new and strange at firdt, inexpressibly rare and

ddightful and beautiful. | wasalittle stranger which a my entrance

into the world was saluted and surrounded with innumerable joys.... |
knew by intuition those things which snce my gpostasy | collected again
by the highest reason.... All things were spotless and pure and

glorious, yea, and infinitely mine, and joyful and precious.... | saw in

all the peace of Eden.... Isit not that an infant should be heir of the
wholeworld, and see those mysteries which the books of the learned
never unfold?

"The corn was orient and immortal wheat which never should be regped,
nor was ever sown. | thought it stood from everlasting to everlasting.
The dust and stones of the Street were as precious as gold: the gates
were & first the end of the world. The green treeswhen | saw them

first through one of the gates transported and ravished me: ... the
skieswere mine, and so were the sun and moon and stars, and dl the
world was mine: and | the only spectator and enjoyer of it.... So that
with much ado | was corrupted and made to learn the dirty devices of
thisworld, which I now unlearn, and become, asit were, alittle child
againthat | may enter into the Kingdom of Heaven."

If thisiswhat life meansto the young child, and Traherne only records
what many of us have forgotten thereislittle need for interference: we
can only spread the feast and stand aside to watch for opportunities.

Thefollowing extract is given from ateacher's note-book: it shows how
many possibilities open out to ateacher, and how impossibleit isto
keep to atime-table, or evento try to namethe activities. The

children concerned were about five years old, newly admitted to a poor
school in SE. London. The records are selected from a continuous
period, and do not apply to one day:--

PLANS FOR THE DAY WHAT ACTUALLY HAPPENED
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_Number Occupations._--Thiswill - The children played, fredly
beentirdy freeand thechildren  chaking most of thetime; those
will choose their own toys and threading beads were most
put them away. interested. Again | noticed the
lack of idea of colour; | found
one new boy placing his sticks
according to colour, without
knowing the names of the colours.
The boys thought the soldiers
bel onged to them, and laughed at
alittlegirl for choosing them.

_Language Training._--I have | redlised thiswasafailure,
discovered that they loveto for | asked the children to use
imitate sounds, so we will play their boards and chaksfor a
at this. They could draw acat definite drawing, and they should
and say "miauw," and aduck and have had the time to use them
say "quack." They could aso freely and discover their use. |
imitate the wind. got very little information about

their vocabulary.

_Language Training_ (_another 1 found that many children
day ).--I shall try toinducethe pronounced words so strangely
children to spesk to me about their  that | could only with difficulty

homes, in order to discover any recognise them. One said she
difficultiesof pronunciationand  had a"bresser with "clates’
to make them more fluent. onit and"knies' Others spoke

of "manckle,” "firebrace," "forts."
One child speaking of curly hair
caled it "killeyer." We had no
time for the story.

_Playing with Toys. --The Noah's arks, dalls, and bricks
children will choosetheir owntoys, wereused, and | found that the
and asfar aspossble!l will put  girlswho had no dolls a home
achild who knowshow tousethem  were delighted to be able to dress
next to one who desiresto sit and undress them and put them
still. to bed. Onelittle girl walked
backwards and forwards before
the class getting her dall to
deep; the boys were making a
noise with their arks and she
remarked on this, so we induced
them to be silent while the dolls
were put to seep. The boys
arranged their animalsin long
lines. The bricks were much more
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carefully put away to-day.

THE TRANSITION AND THE JUNIOR SCHOOL PROGRAMME

Even after the Nursery School period much of the curriculum and subject
matter isin the hands of the children themselves, though the relative
proportionswill vary according to the children's experiences. It is

pretty evident to the honest-minded teacher that the subjectsare, in
schoal terms, nature work and el ementary science, mathematics,
congtructive and expressive work, literature, music, language, physica
exercise and rdigion. The business of the younger child iswith red
things and activity, not with symbols and passivity, therefore heis not
redlly in need of reading, writing, or arithmetic. We hear arguments
from ambitious teachersthat children are fond of reading lessons
because they enjoy the fantasiesin which these lessons are wrapped, or
the efforts made by the teacher to create interest; we hear that

children ask to be taught to read; they also ask to be taught to drivea
tram or to cook adinner; but it isal part of the pretence game of
playing at being grown up. They do not need to read while stories and
poetry can betold or read to them; they are not ready to makethe
effort of working for aremote economic end, where thereis no real
pleasure in the activity, and no opportunity of putting their powersto
use. No child under six wantsto sit down and read, and it would be very
harmful if he did; hisbusnessiswith red thingsand with his
vocabulary, which is not nearly ready to put into symbolsyet. If

reading is delayed, hours of weary drudgery will be saved and energy
stored for more precious attainments.

Thereforein thetrangtion class (_i.e._ children over Six at lowest)

the only addition to the curriculum aready set out for the nursery

class, would be arithmetic and reading, including writing. The other
differenceswould bein degree only. In the junior class (with children
over seven at lowest) adesire to know something of the doings of people
in other countries, to hear about other parts of our own land, will lead

to the beginnings of geography; while with thislessimaginative and

more litera period comesthe request for storiesthat are more verbaly
true, and questions about origins, leading to the beginnings of history.

Itisvery much easier to give the generd curriculum than to dedl with

the choice of actua materid, becausethat isinvolved largely with the
principle of the unity of experience, and, aswe know, experiencesvary.
The normd town and country child, and the abnormd child of poverty
have dl certain human cravingsin common, and these are provided for in
the aspects of life or subjectsthat have been named--but thisisfar

too genera an gpplication to be the end of the matter; each subject has
many sidesto offer. There may be for example the pottery town, the
weaving town, the country town, the fishing town, the colliery town: in
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the country thereisthe digtrict of the dairy farmer, of the sheep

farmer, of the grain grower and miller, of thefruit farmer, of the hop
grower, and many districts may partake of more than one characteristic.
Perhaps the most curious anomaly of experienceisthat of the child of
the London dumswho goes "hopping"” into some of the loveliest parts of
Kent, in early autumn. And so in agenerd way at least the concentrated
experience of school must fill gaps and supply experiencesthét life has
not provided for.

One of the pottery townsin Staffordshireis built on very unfertile

clay; there are severa potteriesin the town belching out smoke, and,

in addition, rows of monotonous smoke-blackened houses; dmost dwaysa
yellow pall of smoke hangs over the whole didtrict, and even where the
edge of the country might begin, the grass and trees are poor and
blackened, and distant views are seen through ahaze. There are dmost
no gardensin thetown, and very little attempt has been made to
beautify it, because the results are so disgppointing. Beality,

therefore, in various forms must be alarge part of the curriculum:

dready design isacommon interest in the pottery museums of the
digtrict, and this could be made amotive for the older children; but in
the Junior and Nursery School pictures of natura beauty, wild flowers

if it is possbleto get them, music, painting and drawing, and

literature should bulk largely enough to make a permanent impression on
the children. In avery remote country village where life ssemsto go
dowly, and days are long, children should be encouraged, by means of
the school influence, to make things that absorb thought and interest,

to tell and hear stories. Storytdling in the evening round thefireis
ahabit of the past, and might well supply some of the cravings that

have to be satisfied by the "pictures.” Most of us haveto keep
oursalveswell in hand when we listen to arecitation in much the same
way aswhen adate pencil used to cresk; it would be very much better
if the art of storytelling were cultivated at school, encouraged a

home, and applied to entertainments. Indeed the entertainments of a
village schoal, instead of being the unnatural and feverish production

of hours of overtime, might well be the ordinary outcome of work both at
school and at home--and thusamoativefor leisureis naturally supplied
and probably a hobby initiated.

It is profitable sometimes to group the subjects of experiencein order

to preserve balance. All getting of experienceisactive, but some kinds
more obvioudy than others. Undoubtedly in hearing stories and poetry,
inwatching asnal or abee, in listening to music, the activity is

mental rather than physical and assmilation of ideasismoredirect; in
discovering experiences by means of congtruction, expression, experiment
or imitation, assmilation islessdirect but often more permanent and
secure. Froebd discriminates between impression and expression, or
taking in and giving out, and athough he congtantly emphasi sed that the
child takesin by giving, it is convenient to recognise this
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digtinction. Another helpful grouping isthe more objective one. Some
subjects refer more particularly to human conduct, the enlargement of
experiences of human beings, and the building up of theided: these are
literature, music, history and geography; othersrefer to life other

than that of human beings, commonly known as nature study and science;
othersto the properties of inanimate things, and to questions

throughout all life of measurement, size and force--thisisknown as
mathematics; others of the life behind the materid and the spiritua
world--thisisknown asreligion.

CHAPTER XX

GAINING EXPERIENCE THROUGH FREEDOM

"The atmosphere of freedom isthe only atmospherein which a
child can gain experiencesthat will help to develop
character.”

The principle of Freedom underliesdl the activities of the school and
does not refer to conduct smply; intellectua and emotiona aspects of
discipline are too often ignored and we have as a product the
commonplace, narrow, imitative person, too timid or too indolent to
think anew thought, or to fed strongly enough to stand for a cause.
Sdf-control isthe god of discipline, but independent thinking,
enthusasm and initigtive are dl included in the term.

It will bewdll to discriminate between the occasons, both in the
Nursery School and in the transition and junior classes, when achild
should be freeto learn by experience and when he should be controlled
from without. We shd| probably find occasions which partake of the
nature of each.

The Nursery Schoal isacollection of individuas presumably from 2-1/2
to 5-1/2 years of age. They know no socid life beyond the family life,

and family experienceisrelativeto the sze of the family. In any case

they have not yet measured themselves againgt their peers, with the
exception of the occasiona twin. A few months ago about twenty children
of this description formed the nucleus of anew Nursery School where, as
far as possible, the world in miniature was spread out before them, and
they were guided in their entranceto it by an experienced teacher and
ayoung helper. For thefirst few weeksthe chief characteristic was

noise; the children rushed up and down the large room, shouting, and
pushing any portable toysthey could find. Onelittle boy of 2-1/2
employed himsdlf inwhat can only be caled "punching” the other
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children, snatching their possessions away from them and responding to
the teacher by the law of contra-suggestion. He was the most intelligent
child in the school. He generdly left aline of weeping children behind
him, and severd began to imitate him. The pugnaciousingtinct requires
little encouragement. Lunch was aperiod of snatching, spilling, and
making plansto get the best. Many of the toys provided were carelesdy
trampled upon and broken: requeststo put away things at the end of the
day weredmost unavailing.

When thetimefor degping camein the afternoon many of the children
refused to lie down: some consented but only to sing and talk asthey
lay. Only one, achild of 2-1/2, dept, because he cried himsdlf to
deep from sheer strangeness. This apparently unbeautiful pictureis
only thefirg battle of theindividua on hisentranceto thelife of

the community.

On the other hand, there were intervas of keen joy: water, sand and

clay chiefly absorbed the younger children: the older ones wanted to
wash up and scrub, and many spent agood deal of time looking at
picture-books. Thiswas the raw materia for the teacher to begin with:
the children came from comfortable suburban homes: none wereredly
poor, and many had known no privation. They were keen for experiences
and disposed to be very friendly to her.

After five monthsthereisamarked differencein spirit. Thenoiseis
modified because the children found other absorbing interests, though at
times nature still demands voice production. During lunch time and
deeping timethereis quiet, but the teacher hasnever _asked for
slence unless there was some such evident reason. Thereisno silence
game. The difference has come from within the children. All now lie down
in the afternoon quietly, and the greater number deep; but there has
been no command or any kind of generd plan: again the desire has
gradudly cometo individuas from suggestion and imitation. Lunchis
quite orderly, but not yet without an occasional accident or struggle.
Thereismuch lessfighting, but primitive man isgill there. The most
marked development isin the growth of theideaof "taking turns'; the
children have begun to master this al-important lesson of life. The
strong pugnacious habit in the little punching boy reached a point that
showed he was unable to conquer it from within: about two months after
hisarriva the teacher consulted his mother, who confirmed dl that the
teacher had experienced: her prescription was smacking. After agood
ded of thought and many ineffectud talks and experiments with the boy,
the teacher came to the conclusion that the mother was right: she took
him to the cloakroom after the next outbreak and smacked his hands: he
was surprised and alittle hurt, but very soon forgot and continued his
practices. on the next occasion the teacher repeated the punishment and
it was never again necessary. For afew dayshewas at alossfor an
occupation because punching had become a confirmed habit, but soon other
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interests gppedled to him: he has never changed in histrustin his

teacher of whom heis noticeably very fond, and he has now redlised that
he must control abad habit. This example has been given at length to
illustrate the relation of government to freedom.

If these children had been in the ordinary Baby Room, subject to a
time-table, to congtant plans by the teacher for their activities, few

or none of these occasions would have occurred: the incipient so-caled
naughtiness would have been displayed only outside, in the playground or
at home: there would have been little chance of chaos, of fighting, of
punching, of trying to get the best thing and foremost place, there
would have been little opportunity for choice and lessred absorption,
because of the time-table. The children would have been happy enough,
but they would not have been trained to live asindividuas. Outward
docility isafata trait and very common in young children; probably it
isaform of sdf-preservation. But thered child only liesin walit to

make opportunities out of school. The schoal istherefore not preparing
himfor life

* * * * *

Freedom in the transition and the junior school must be differently
goplied: individud life beginsto mergeinto community life, and the
children begin to learn that thingsright for individuals may bewrong
for the community. But the problem of freedom isnot as easy asthe
problem of authority: standards must be greetly atered and outward
docility no longer mistaken for training in sdf-contral. Individud
training cannot suddenly become class discipline, neither can children
be switched from the Nursery School to afull-blown class system.

Theideaof classteaching must be postponed, for out of it come most of
the difficulties of discipline, and it isnot the naturd arrangement at
thistrangtiona period. A teacher isimposing on anumber of very
different individuds asystem that saysther difficultiesare dike,

that they must al work at one rate and in one way: and so we have the
weary "reading round” class, when the dow ones struggle and the quick
onesfind other and unlawful occupation: we have the number lessons
broken by the teacher's breathless attempts to see that al the class
follows: we have the handwork that imposes an average standard of work
that fits nobody exactly. Intellectud freedom can only come by

individua or group work, while classteaching isonly for such

occasions asaliterature or asinging lesson, or the presentation of an
occasiond new ideain number. Individua and group work need much
organisation, but while classes consst of over forty children thereis

no other way to permit intellectual and mora freedom. Of coursethe
furniture of the room will greatly help to make this more possible, and

it ishoped that an enlightened authority will not continue to supply

heavy iron-framed desks for the junior school, those described as "desks
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for ligening."

The prevailing aamosphere should be abusy noise and not silence--it
should be the noise of children working, oftener than of the teacher
teaching, _i.e._teaching the whole class. The teacher should be more
frequently among the children than at her desk, and the children's
voices should be heard more often than hers.

Such children will inevitably becomeintellectudly independent and
moraly self-controlled. Most of the order should be taken in hand by
children in office, and they should be distinguished by abadge: most
questions of punishment should be referred to them. Thismeansa
constant appedl to the law that is behind both teacher and children and
which they learn to reach apart from the teacher's control.

"Where 'thou shdlt’ of the law becomes'l will' of the doer, then we are
frea"

[11. CONSIDERATION OF THE ASPECTS OF EXPERIENCE

The am of the following chaptersisto show how principles may be
applied to what are usually known as subjects of the curriculum, and
what place these subjects take in the acquisition of experience. An
exhaudtive or detailed treestment of method is not intended, but merely
the establishment of apoint of view and method of application.

CHAPTER XXI

EXPERIENCES OF HUMAN CONDUCT

Itisdwaysdifficult to see the beginnings of things: we know that

gtories form the raw materia of morality, it isnot easy to trace

mordity in_Little Black Sambo, The Three Bears, Alicein Wonderland,_
or _The Slegping Beauty, but neverthdess mordity isthereif we
recognise mordity in everyday things. It is not too much to say that
everybody should have anided, even aburglar: hisided istobea

good and thorough burglar, and probably if heisaburglar of thefiner
sort, it isto play fair to the whole gang. It is better to be aburglar

with an ideal than ablame ess person with very little soul or

persondity, who just dides through life accepting things: it is better
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to have acogter'sided of aholiday than to betoo indifferent or
stupid to care or to know what you want.

Now ideals are supposed to be the essence of moraity and morality comes
to usthrough experience, and only experiencetestsitstruth. The

sory with amord isgenerdly neither literature nor morality, except

such unique examplesas_The Pilgrim's Progress_or _Everyman . Thekind
of experience with which morality is concerned is experience of human
lifein various circumstances, and the way people behave under those
circumstances. The beginning of such experienceis our own behaviour and
the behaviour of other people we know, but thisistoo limited an
experience to produce a satisfactory idedl; so we crave for something
wider. It iscurious how strong isthe craving for thiskind of

experiencein dl norma children, in whom one would suppose sense
experiences and especialy muscular experiencesto be enough. The need
to know about people other than ourselves, and yet not too unlike, in
circumstances other than our own, and yet not too strange, seemsto bea
necessary part of our education, and weinterpret it in the light of our

own persona conduct. Out of this, aswell asout of our direct

experience, we build our idedl. When one redlises how an ideal may
colour the whole outlook of a person, one beginsto realise what

literature meansto achild. The early ided iscrude; it may be Jack

the Giant-Killer, or an engine-driver, Cinderella, or the step-cleaner;

this may grow into Hiawatha or Robinson Crusoe, for boys, and afairy
tale Princess or one of the "Little Women" for girls. Inevery hero a

child haf-unconscioudy seeshimsdlf, and theided stimulatesal that
hidden lifewhich is probably the most important part of hisgrowth. As
indirect experiences grow, or in other words as he hears or reads more
gtories, hisided widens, and hisknowledge of the problems of lifeis
enlarged. Thisisthe raw materia of morality, for out of hisanswers

to these problems he builds up standards of conduct and of judgement. He
projects himsdf into hisown idedl, and he projects himsdlf into the
experiences of other people: helivesin both: thisisimagination of

the highest kind, it is often called sympathy, but the termistoo

limited, it israther imaginative understanding.

Thereisanother sde of life grasped by means of this new world of
experience, and that is, the spiritual Sde that lies between conduct

and idedls, children have aways accepted the supernatural quite readily
and it isnot to be wondered at, for al the world is new and therefore
supernatura to them. Magic isdonedaily in children's eyes, and there
isno line between what is understandable and what is not, until adults
try tointerpret it for them.

They are curious about birth and desth and dl origins: thunder is
terrifying, the seais enthrdling, thewind ismysterious, the sky is
immense, and al suggest apower beyond: in thisthe children are
reproducing the race experience as expressed in myths, when power was
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embodied in agod or goddess. Therefore the fairy world or the giant
world, or thewood full of dwarfs and witches houses, isasred to
them, and as acceptable, asany part of life. It istheir recognition of
aworld of piritswhich later on minglesitself with the spiritud life

of religion. That lifeisbehind dl matter, isthe main truth they

hold, and whileit isdifficult hereto disentangle mordity from
religion, it issupremely evident that avery great and sgnificant Sde
of achild'seducation is before us.

Itisby means of the divine gift of imagination, probably the most

spiritud of achild's gifts, that he can lay hold of dl that the world

of literature hasto offer him. Because of imagination he isindependent

of poverty, monotony, and the indifference of other people; he hasa
world of hisown in which nothing isimpossible. Edwin Pugh saysof a
child of the dumswho was passionately fond of reading chegp
literature:--"1t was by means of this penny passport to Heaven that she
escaped from the Hell of her surroundings. It wasin the maudlin fancies
of some poor besotted literary hack maybe, that she found surcease from
the pains of weariness, the carks and cares of her miserable estate.”

A teacher redising this, should fed an amost unspeskable sense of
responghility in having to select and present matter: but the problem
should be solved on the one hand by her own high standard of story
material, and on the other by her knowledge of the child's needs.
According to his experiences of life the interpretation of the story

will differ: for example, it wasfound that the children of alow dum
neighbourhood trandated _Jack the Giant-killer_into terms of a street
fight: to children living by ariver or the sea, the_Water-Babies would
mean very much, while _Jan of the Windmill_ would be more familiar
ground for country children. Fairy stories of the best kind have a

universal apped.

In choosing a story ateacher should be aware of the imperishable part

of it, the truth around which it grew; sometimesthe truth may seema

very commonplace one, sometimes a curious one. For example, very young
children generdly prefer stories of home life because round the family

their experience gathers. the subject seemshomely, but it isredly one

of the fundamenta things of life and the teacher should redisethisin

such away that the telling or reading of the story makesthe kernel its
central point. To some children theided homelife comes only through
literature: daily experiencesrather contradict it. Humour isan

important factor in mordity; unless aperson is capable of seeing the

humor of agtuation heislikely to be wanting in asense of balance;

the humor of asituation is often caused by the wrong proportion or

wrong baance of things: for example the humour of _The Mad Tea-Party
lies, partly at leadt, in the absurd gravity with which the animals

regarded the whole situation, the extreme literal-mindedness of Alice,

and the exaggerated imitation of human beings: areally mora person
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must have balance aswell as sympathy, € se he sees things out of
proportion. These examples make evident that we are not to seek for
anything very paently high-flown in the storiesfor children; it is
lifeindl its phasesthat givesthe materid, but it must betrue

life: not false or sentimentd or trivid life: thiswill rule out the

"pretty” storiesfor children written by trivia peoplein teachers
papers, or the pseudo-nature story, or the artificial myth of the "How
did" type, or the would-be childish story where the language israther
that of the grown-up imitating children than that of real children. Of
late years, with the discovery of children, children'sliterature has
grown, and thereisagood ded to choose from past and present writers.

Thereis no recognised or stereotyped method of telling astory to
children: it is something much deegper than merely an acquired art, itis
the teacher giving something of her persondity to the children,

something that is most precious. One of the finest of our English
Kindergarten teachers once said, "1 fedd dmost asif | ought to prepare
my soul beforetelling astory to young children,” and thisisthe sense

in which the story should be chosen and told. There are, of course,
certain externa qudificationswhich must be so fully acquired asto be
used unconscioudly, such as agood vocabulary, power over one's voice, a
recognition of certain literary phasesin astory, such asthe working

up to the dramatic crisis, the working down to the end so that it shall

not fal flat, and the dramatic touchesthat givelife; these are

certainly most necessary, and should be studied and cultivated; but a
teacher should not be hampered in her telling by being too conscious of
them. Rather she should fed such respect and even reverencefor this
sde of achild's education that the framework and setting can only be

of the best, dways remembering at the sametime what is framework and
Setting, and what is essence.

Much that has been said about the method and aim of stories might apply
to those taken from the Bible, but they need certain additiona
consderations. Here religion and morality come very closdly together:
the recognition of adefinite personaity behind al circumstances of

life, to whom our conduct matters, givesasoul to mordity. The Old
Testament isarecord of the growth of anation more fully conscious of
God than isthe record of any other nation, and because of this children
can understand God in human life when they read such stories asthe
childhood of Moses and of Samud . Children resemble the young Jewish
nation in this respect: they accept the direct intervention of God in
thelife of every day. Their primitive sense of justice, whichisan eye

for an eye, will make them welcome joyfully the plagues of Egypt and the
crossing of the Red Sea. It would be premature to force on them the more
mature idea of mercy, which would probably lead to confusion of
judgement: they must be clear about the balance of things before they
readjust it for themsdlves.
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Much of the materid inthe Old Testament is hardly suitable for very

young children, but the most should be made of what thereis: thelives

of Eastern people are interesting to children and help to make the
phraseology of the Psalms and even of the narratives clear to them.
Wonder stories such asthe Creation, the Flood, the Burning Bush,

Elijah's experiences, gppedl to them on another side, the sidethat is

eager to wonder: the accounts of the childhood of Ishmael, Isaac,

Joseph, Moses, David and Samuel, and the little Syrian maid, come very
closeto them. Such stories should be given to young children so that

they form part of the enchanted memory of childhood--which is permanent.

With the New Testament the problem is more difficult: one hestatesto
bring thelife of Christ before children until they are ready to

understand, even in some degree, its Sgnificance; the subject is apt to

be dedlt with either too familiarly, and made too commonplace and
everyday amatter, or as something so far removed from human affairsas
to be mysterious and remote to a child. To mix Old and New Testament
indiscriminately, as, for example, by taking them on dternate days, is
unforgivable, and no teacher who has studied the Bible serioudy could
do s, if she cared about the religioustraining of her children, and
understood the Bible.

If the children can realise something of the sensein which Chrigt
helped human beings, then some of theincidentsin Hislife might be
given, such as Hishirth, Hiswork of hedling, feeding and helping the
poor, and some of His stories, such asthelost sheep, the lost son, the
sower, the good Samaritan. It isdifficult to speak strongly enough of
the mistreatment of Scripture, under the name of religion: it has been
gpoilt more than any other subject in the curriculum, chiefly by being
taken too often and too dightly, by teachers who may bein themselves
deeply religious, but who have not gpplied intelligence to this matter.
Therdigiouslife of ayoung child isvery direct: thereisonly a

little in the religious experiences of the Jewsthat can help him, and
much that can puzzle and hinder him; their interpretation of God as
revengeful, cruel and one-sded in His dedlings with their enemies must
greatly puzzle him, when he hears on the other hand that God isthe
Father of dl the nations on the earth. What is suitable should be taken
and taken well, but thereis no virtue in the Bible misunderstood.

Poetry isaform of literature which appealsto children _if they are

not madeto learn it by rote . Unconscioudy they learn it very quickly

and eadlly, if they understand in agenera way the meaning, and if they

like the sound of the words. Rhythm is an early inheritance and can be
encouraged by poetry, music and movement. The sound of words appeals
strongly to young children, and rhyming isamost agame. The kind of
poetry preferred variesagood ded but on the whole narrative or
nonsense verses seem most popular; few children are ready for sentiment
or reflection even about themsalves, and thisiswhy some of Stevenson's
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maost charming poems about children are not appreciated by them as much
as by grown-up people. And for the same reason only afew nature poems
areredly liked.

Without doubt, the only aim in giving poetry to childrenisto help them
to gppreciateit, and the only method to secure thisistoread it to
them appreciatively and often.

Besides such anthologiesas _The Golden Staircase,  E.V. Lucass _Book
of Versesfor Children,_ and others, we must go to the Bible for poems
like the Song of Miriam, or of Deborah, and the Psalms; to Shakespeare
for such songs as "Where the Bee Sucks," "'l know a Bank," "Y e Spotted
Snakes," ether with or without music; to Longfellow's _Hiawatha for
descriptive pieces, and to Scott and Tennyson for ballads and songs, and
to many other smple classic sources outside the ordinary collections.

In both prose and poetry, probably the ultimate aim is appreciation of
beauty in human conduct. Clutton Brock says, "Thevaue of art isthe
vaue of the aesthetic activity of the spirit, and we must dl vaue

that before we can value works of art rightly: and ultimately we must
vauethisglory of the universe, to which we give the name of beauty
when we gpprehend it." Again he says, "Parents, nurses and teachers
ought to be aware that the child when he forgets himslf in the beauty
of theworld is passing through asacred experience which will enrich
and glorify thewhole of hislife.

If dl thisiswhat literature meansin achild's experiences of life,
then it must be given aworthy placein the time-table and curriculum
and in the serious preparation by the teacher for her work.

CHAPTER XXII

EXPERIENCES OF THE NATURAL WORLD

Thefirst experiencesthe child gains from the world of nature are those

of beauty, of sound, colour and smell. FHowers at first arejust lovely

and sweet-smelling; the keen senses of a child are more deeply satisfied
with colour and scent than we have any idea of, unless some faint memory
of what it meant remainswith us. But he beginsto grasp red scientific
truth from his experiences with the d ementswhich havefor him sucha
mysterious attraction; by the very contact with water something in the
child respondsto its stimulus. Mud and sand have their charms, quite
intangible, but universd, from prince to coster; abonfireis something

that arouses akind of primeva joy. Again, race experience reproducing
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itself may account for al this, and it must be satisfied. The demand

for contact with the rest of nature isastrong and fierce part of human
nature, and it means the growth of something in life that we cannot do
without. We induce children to come into our schools when thishunger is
at itsfiercest, and very often we do nothing to satisfy it, but set

them in roomsto look at thingsinanimate when their very beingis

crying out for life. "I want something and | don't know what to want" is
the expression of astate very frequent in children, and not infrequent

in grown-up people, because they have been baked of something.

How, then, can we providefor their experience of thisside of life? We
have tried to do so in the past by object and nature lessons, but we
must admit that they are not the means by which young children seek to
know life, or by which they appreciate its beauty. We have been trying
to kill too many birds with one stone in our economic way; "to train the
powers of observation,” "to teach achild to express himsdlf,” "to help
achildto gain useful knowledge about living things™ have been the
most usual ams. And the method has been that of minute examination of a
gpecimen from the plant or anima world, utterly detached from its
surroundings, considered by the docile child in parts, such asleaves,
stem, roots, petas, and uses; or head, wings, legs, tail, and habits.
Theinnocent listener might frequently think with reason that a number
lesson rather than anature lesson was being given. The day of the
object lesson is past, and to young children the nature lesson must
become nature work.

Itisintheterm "nature lesson” that the root of the mischief lies:
nature is not alesson to the young child, it isan interest from which
he seeks to gain more pleasure, by means of hisown activity: plants
encourage him to garden, animals stir hisdesire to watch, feed and
protect; water, earth and fire arouse his craving to investigate and
experiment: there isno motive for passve study at thisjuncture, and
without amotive or purpose dl study leadsto nothing. Adults compare,
and count the various parts of aliving thing for purposes of
classfication connected with the subdivisions of lifewhichwe cal
botany and zoology; but such things are far removed from the young
child'sworld--only gradudly doesit begin to dawn on him that there
areinteresting likenesses, and that in thisworld, asin hisown, there
arerelaionships, when heredlisesthis, thetimefor anature lesson
has come. But much direct experience must comefirs.

In setting out the furnishing of the school the need for this activity
isimplied. No school worthy of the name can do without a garden, any
more than it can do without reading books, or blackboards, indeed the
former need isgreater: if it ispossble, and possbilities gradualy
merge into acceptances, a pond should bein the middle of the garden,
and trees should aso be considered as part of the whole. It isnot
difficult for the ordinary person to make apond, or evento begina
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garden.

Inaschool stuated in S.E. London in the midst of rows of monotonous
little houses, and close to abusy railway junction, amiracle was
performed: the playground was not very large, and of the usua
uncompromising concrete. The children, most of whose fathers worked on
therailway, lived in the surrounding streets, and most of them had a
back-yard of sorts; they had little or no idea of agarden. One of the
teachers had, however, avision which became aredlity. She asked her
children to help to make a garden, and for weeks every child brought
from his back-yard hislittle paper bag of soil which was deposited over
some clinkersthat were spread out in anarrow border against the
outsde wadll; in afew months there was aborder of two yardsin which
flowers were planted: the caretaker, inspired by the sight, did his

share of fixing awooden strip as akind of supporting border to the
whole: intwo yearsthe garden had spread dl round the outsde wall of
the playground, and belonged to severa classes.

An even greater miracle was performed in adock-side school, whereto
most of the children aback-yard was aluxury beyond al possibility.

The schoal playground was very smal, and evening classes made a school
garden quiteimpossible. But the head mistress was one who saw life full
of possihilities, and so she saw agarden even in the sordidness. Round
the parish church was agraveyard long disused, and near one of the
gatesasmal piece of ground that had never been used for any

graveyard purpose: it was near enough to the school to be possible, and
in ashort time the miracle happened--the entrance to the graveyard
became a children's flowering garden.

Inside the school where plants and flowersin pots are numerous, a part

of the morning should be spent in the care of these: few people know how
to arrange flowers, and fewer how to feed and wash them; if there are an
aquarium or chrysdlis boxes, they have to be attended to: dl this

should be aregular duty with a strong sense of respongbility attached
toit; it iscurious how many people are content to livein an

atmosphere of decaying matter.

If the children enjoy so intensely the colour of the leaves and flowers
they will be glad to have the opportunity of painting them; thisisas
much apart of nature work as any other, and it should be used as such,
because it emphasi ses so strongly the side of appreciation of beauty, a
sSde very often neglected. It ishere that theindividud paint box is

so important. If children are to have any sense of colour they must
learn to match very truthfully; thereisagrest difference between the
blue of the forget-me-not and of the bluebdl, but only by experiment
can children discover that the difference liesin the amount of redin
thelatter. By means of discoveries of thiskind they will see new
coloursin life around them, and a new depth of meaning will cometo
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their everyday observations. Thisistrue observation, not the "look and
say" of the ora lesson, which has no purposeinit, and leadsto no
natura activity, or to gppreciation.

Itisdifficult to satisfy theinterest in animals. In connection with

the Nursery School the most suitable have been mentioned. The trangition
and junior school children may see others when they go for excursions.
At this stage, too, children have agreat desire to learn about wild
animals, and the need often arises out of thelr literature: the camel

that brought Rebeccato Isaac, the wolf that adopted Mowdgli, the
reindeer that carried Kay and Gerda, the fox that tried to et the seven
little kids, Androcles lion, and Black Sambo'stiger, might form an
interesting series, helped by pictures of the creature _initsown

home . Itisdifficult to say whether thismay be termed literature,
geography, or nature study. The difficulty servesto show the unity of
life at this period. Books such as Seton Thompson's, Long's, and
Kearton's, and many others, supply living experiences of animd life
imposs ble to get from less direct sources.

As children get older, and have the power to look back, they will feel
the necessity of keeping records; and thus the Nature Caendar,
forerunner of geography, will be adopted naturdly.

Another important feature in nature experiencesis the excursion.
Froebd says. "Not only children and boys, but indeed many adults, fare
with nature and her character as ordinary men farewith theair. They
liveinit and yet scarcely know it as something ditinct ... therefore
these children and boys who spend dl their timein thefields and

forests see and fed nothing of the beauties of nature and their

influence on the human heart. They are like people who have grown upin
avery beautiful country and who have no idea of its beauty and its
Spirit ... therefore it is so important that boys and adults should go

into the fields and foredts, together striving to receive into their

hearts and mindsthe life and spirit of nature.” It isevident fromthis

that excursions are as necessary in the country asin the town, where
instead of the "fidlds and forests' perhaps only apark ispossible, but
there is no virtue in an excursion taken without preparation. The

teacher mugt first of al vigt the place and seewhat it islikely to
givethe children. She mugt tell them something of it, give them some
amin going there, such as collecting leaves or fruits, or recording
different shapes of bare trees, or collecting thingsthat grow in the

grass. These are examples of what atown park might yield. Within one
group of children there might be many with different ams. During the
daysfollowing the excursion time should be spent in using these
experiences, either by means of painting and modelling, or making
classified collections of things found, or compiling records, ora or
written. Otherwise the excurson degeneratesinto aschool treat without
its natura enjoyment.
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With regard to the inevitable gapsin the children's mindsin connection
with theworld of living things, such pictures as the following should

bein every town school: a pine wood, arabbit warren, anatura pond, a
ditch and hedge, ahayfield in June, awild daffodil patch, a sheet of
bluebdls, acornfield at different stages, an orchard in soringand in
autumn, and many others. These must be constantly used when they are
needed, and not misused in the artificial method known as "picture
taks"

Thereisanother sideto nature work. Froebel says. "The things of
nature form amore beautiful ladder between heaven and earth than that
seen by Jacob; not a one-sided ladder leading in one direction, but an
al-sded oneleading in dl directions. Not in dreamsisit seen; itis
permanent, it surrounds uson al sides.”

Froebd believed that contact with nature helps a child's redlisation of
God, and any onewho believesin early religious experience must agree;
achild'searly questions and difficulties, aswdll ashisearly awe and
fear show it--heis probably nearer to God in his nature work than in
many of the_daily__ Scripture lessons. All his education should be
permesated by spiritud feding, but there are some aspectsin which the
redisation is clearer, and possibly his contact with nature stands out
asthe highest in thisrespect. Thereisno conscious method or art in
bringing this about; the teacher must fed it and be convinced of it.

Thuswe come to the conclusion that the Nursery School nature work can
be safely left to look after itsdlf, provided the surroundings are
satisfying and the children are free.

In the transition and the junior school there should be no nature

lessons of the object lesson type, but plenty of nature work, leading to
talks, handwork, and poetry. The aimis not economic or informationa at
this stage, but the development of pure gppreciation and interest. There
can hardly be aregular place on the time-table for such irregular work,
comprising excursons, gardening, handwork, and literature at least, and
depending on the weather and the seasons. There should alwaysbe a
regular morning timefor atending to plants and animas and for the
Nature Caendar, but no "living" teacher will beadaveto mere
time-table thraldom.

CHAPTER XXIlII

EXPERIENCES OF MATHEMATICAL TRUTHS
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By means of toys, handwork and games, aswell asvarious private
individua experiments, a child touches on most Sdes of mathematicsin
the nursery class. In experimenting with bricks he must of necessity
have consdered relative size, balance and adjustment, form and
symmetry; in fitting them back into their boxes some of the most
difficult problems of cubic content; in weighing out "pretence’ sugar
and butter by means of sand and clay new problems are there for
consderation; in making a paper-house questions of measurement evolve.
Thisisdl intheincidental play of the Nursery School, and yet we
might say that a child thus occupied islearning mathematics more than
anything ese. Here, if heremained till six, he did acertain amount of
necessary counting, and he may have acquired skill in recognising
groups, he may have unconscioudy and incidentaly performed
achievementsin the four rules, but never, of course, in any shortened
or technical form. Probably he knows somefigures. It isbest to give
these to achild when he asks for or needs them, asin the case of
records of games. On the other hand he may be content with strokes.
Various mathematical relationships are made clear in hisgamesor trids
of strength, such asdistancein relation to time or strength, weight in
relation to power and to balance, length and breadth in relation to
materids, vaue of materid in relation to money or work. By means of
many of histoysthe properties of solids have become working knowledge
to him. Here, then, is our starting-point for the trangition period.

AFTER THE NURSERY STAGE

Undoubtedly the am of the trangition classis partly to continue by
means of games and dramatic play the kind of knowledge gained in the
Nursery School; but it has aso the task of beginning to organise such
knowledge, asthe grouping into tens and hundreds. This organisation of
raw material and the presenting of shortened processes, as occur inthe
first four rules, formsthe work dso of the junior school. To givetoa
child shortened processes which he would be very unlikely to discover in
lessthan alifetime, issmply giving him the experience of therace,

as primitive man did to his son. But the important point isto decide
when achild's discovery should end and the teacher's demonstration

begin.

Thisisthe period when we are accustomed to speak of beginning

"abstract” work; it iswell to be clear what it means, and how it stands
related to achild's need for experience. When we leave the problems of
life, such as shopping, keeping records of games and making measurements
for congtruction; and when we begin to work with pure number, we are
said to be dedling with the abstract. Formerly dealing with pure number

was cdled "smple" and dealing with actud things, such asmoney and
measures, "compound,” and they were taken in this order. But experience
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has reversed the process, and a child comes to see the need of abstract
practice when he finds heis not quick enough or accurate enough, or his
Setting out seems clumsy, in actud problems. Thiswas discussed a
greater length in the chapter on Play.

For instance, he might set down the points of agame by strokes, each
line representing a different opponent:

John- NN

Henry Il

Tom |||

Hewill see how difficult it isto estimate at a glance the exact score,
and how easy it isto beinaccurate. It seems the moment to show him
that theidea of grouping or enclosing acertain number, and dways
keeping to the same grouping, is helpful:

John ([l [l = 1 tenand 6 singles.
Henry  [lllilil | = 1ltenand1single.
Tom [ = 3sngles.

After doing thisagood many times he could betold that thisisa
universa method, and he would doubtless enjoy the purely puzzle
pleasure in working long sumsto perfect practice. This plessureisvery
common in children a this stage, but too often it comesto them merdly
through being shown the "trick" of carrying tens. They havereached a
purely abstract point, but they cannot get through it without some more
materid help. Thefollowing isan example of the kind of help that can
be given in getting clear the concept of the ten grouping and the
processesit involves:

[Nlustration: Board with hooks, in ranks of nine, and rings|

Thewhole apparatusis arectangular piece of wood about 3/4 of aninch
thick, and about 3x1-1/2 feet of surface. It is painted white, and the
horizontal bars are green, so that the divisons may be apparent at a
distance; it has perpendicular divisons bresking it up into three

columns, each of which contains rows of nine small dresser hooks. It can
be hung on an easdl or supported by its own hinge on atable. Each of
the divisons represents anumericd grouping, the one ontheright is

for snglesor units, the centra onefor tens, and the left sde one

for hundreds: the counters used are button moulds, dipped in red ink,
with small loops of string to hang on the hooks: itiseasly seenby a
child that, after nineisreached, the units can no longer remainin
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their divison or "house," but must be gathered together into abunch
(fastened by a safety pin) and fixed on one of the hooks of the middle
divison.

Sums of two or three lines can thus be set out on the horizontal bars,
and in processes of addition the answer can be on the bottom line. It is
very easy, by this concrete means, to see the processin subtraction,
and indeed the whole difficulty of dealing with ten is made concrete.
Thewhole of asum can be gone through on this board with the
button-moulds, and on boards and chalk with figures, sde by sde, thus
interpreting symbol by materia; but the whole processis abstract.

The piece of apparatusisless abstract only in degree than the figures

on the blackboard, because neither representsred life or its problems:

in abstract working we are merely going off a asde issue for the sake

of practice, to make us more competent to deal with the economic affairs
of life. Thereisaplacefor sticks and counters, and thereisa place

for money and measures, but they are not the same: the former represents
the abstract and the | atter the concrete problem if used asin redl

life: the bridge between the abstract and the concreteislargdly the

work of the transition class and junior school, in respect of the
foundations of arithmetic known asthefirst four rules.

Games of skill, very thorough shopping or keeping a bankbook, or selling
ticketsfor tram or train, represent the kind of everyday problem that
should be the centre of the arithmetic work at thistrangtion stage;

and out of the necessities of these problems the abstract and
semi-abstract work should come, but it should _never _ precede the real
work. A real purpose should underlieit al, a purpose that is apparent
and simulating enough to produce willing practice. A child will do much
to be agood shopkeeper, agood tram conductor, a good banker; he will
adwaysplay thegamefor dl itisworth.

CHAPTER XXIV

EXPERIENCESBY MEANS OF DOING

In the Nursery School activity isthe chief characterigtic: one of its

most usua formsis experimenting with tools and materias, such as
chalk, paints, scissors, paper, sand, clay and other things. The desire

to experiment, to change the materia in some way, to gratify the

senses, especidly the muscular one, may be stronger than the desireto
congtruct. The handwork play of the Nursery School istherefore chiefly
by means of imitation and experiment, and direct help isusualy quite
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unwelcometo the child under six. Thereislittle moreto be said inthe
way of direction than, "Provide suitable materid, give freedom, and

help, if the child wantsit." But the caseisrather different in the

trangtional stage. Astheracelearnt to think by doing, so children

seem to approach thought in that way; they have anatura inclination to
dointhefirg casg; they try, do wrongly, consider, examine, observe,

and do again: for example, agirl wantsto make adoll's bonnet like the
baby's, she beginsimpulsively to cut out the stuff, findsit too smdl,

triesto visuaise theright Sze, examinesthe rea bonnet, and makes
another attempt. At some gpparently odd moment she sumbles on atruth,
perhaps the relation of one form to another in the mazes of
bonnet-making; it is at these odd moments that we learn. Or aboy may be
painting a Christmas card, and in another odd moment hemay _fed
something of the beauty of colour, if, for example, heis copying
holly-berries. No purposd ess |ooking at them would have stirred
gppreciation. Whether the end isdoing, or whether it isthinking, the

two areinextricably connected; in the earlier stages the way to know

and fed isvery often by action, and here isthe basis of the maxim

that handwork isamethod.

Thisidea has often been only haf digested, and consequently it hasled
to avery trivid kind of gpplication; anature lesson of the "look and
say" description has been followed by a painting lesson; ageography
lesson, by the making of amodel. If the method of learning by doing was
the accepted aim of the teacher then it was not carried out, for thisis
learning and then doing, not learning for the purpose of doing, but

doing for the purpose of testing the learning, which is quite another
matter, and not avery naturd procedure with young children. Many
people have tried to make things from printed directions, awoman may
try to make a blouse and aman to make a knife-box; their procedureis
not to separate the doing and the learning process; probably they have
first tried to do, found need for help, and gone to the printed

directions, which they followed sde by side with the doing; and inthe
light of former failluresor in the course of looking or of

experimenting, they sumbled upon knowledge: thisislearning by doing.

Therefore the making of abox may be arithmetic, the painting of a
buttercup may be nature study, the construction of amodel, or of
dramétic properties may be geography or history, not by any meansthe
only way of learning, but one of the earlier ways and avery sound way;
thereisapurposeto serve behind it dl, that will lead to very

careful discrimination in selection of knowledge, and to painstakento
retainit. If thisisfully understood by ateacher and sheis content

to take nature'sway, and abide for nature's time to see results, then

her methods will be gppropriately applied: shewill seethat sheisnot
training arace of box-makers, but that sheisguiding children to
discover thingsthat they need to know in anatura way, and ensuring
that as these facts are discovered they shall be used. Consequently
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neither haste nor perfection of finish must cloud theaim; itisnot the
output that matters but the method by which the children arrive a the
finished object, not forty good boxes, but forty good thinkers. Dewey
has put it most clearly when he saysthat the right test of an

occupation consgts "in putting the maximum of consciousnessinto
whatever isdone." Froebel says, "What man triesto represent or do he
beginsto understand.”

Thisiswhat we should mean by saying that handwork isamethod of
learning.

But handwork hasits own absolute place aswell. A child wantsto
acquire skill in this direction even more conscioudy than he wantsto
learn: if he has been freg, in the nursery class, to experiment with
materias, and if he knows some of hislimitations, heisnow, inthe
trangtion class, ready for help, and he should get it as he needsiit.
Thismay run side by side with the more didactic sde of handwork which
has been described, but it ismore likely that in practice the two are
inextricably mixed up; and this does not matter if thetwo endsare

clear in the teacher's mind; both sides have to be reckoned with.

Theimportant thing to know isthe kind of help that should be given,
and when and how it is needed. It iswell to remember that in this
connection achild'slimitations are not fina, but only mark stages:

for example, in his early attempts to use thick cardboard he cannot
discover the neat hinge that is made by the processknown asa
"half-cut"; hetriesin vain to bend the cardboard, so asto secure the
sameresult. There are two ways of helping him: either he can be quite
definitely shown and made to imitate, or he can be st to think about
it; heisgiven acardboard knife and alowed to experiment: if he

fails, it may be suggested that a clean edge can only be got by some
form of cutting; probably he will find out the rest of the process. The
second method isthe better one, because it promotes thinking, while the
first only promotes pure imitation and the habit of reckoning on this
easy solution of difficulties. A dull child may have to be shown, but
there are few such children, unless they have been trained to dulness.

Imitation is not, however, dways amedicine for dulness, nor doesit
aways produce dulness. Thereisatimefor imitation and thereisa
kind of imitation that isvery intdligent. For example, achild may

come across atoy aeroplane and wish to make one; he will examineit
carefully, think over the uses of parts and proceed to make one aslike
it aspossble: here again isthe maximum of consciousness, the essence
of thinking. Or theimitation may cons<t in following verbd

directions. thisisfar from easy if theteacher isat dl vague, and
promotes valuable effort if sheisclear but not diffuse: the putting of
words into action necessitates a considerable amount of imagining, and
the establishment of very important associationsin brain centres. Such
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cases might occur in connection with weaving, cardboard and paper work,
or the more technica processes of drawing and painting, where race
experienceisactualy _given toachild, by meansof which helegps

over the experiences of centuries. Thisis progress.

If ateacher isto take handwork serioudy, and not as a pretty
recreation with pleasing results, she should be fully conscious of al
that it means, and apply thisdefinitely in her work: it isso easy to
betrivia while gppearing to be thorough by having well-finished work
produced, which has necessitated little hard thinking on the child's
part. Congtruction gives a sense of power, a strengthening of the will,
ability to concentrate on apurposein learning, asocid sense of
serviceableness, a degpened individuadity: but this can only be looked
for if achild isalowed to gpproach it in the right way, first asan
experimenter and investigator, or asan artist, and afterwardsas a
learner, whoisdso anindividua, and learnsin hisown way and a his
own rate: but if the teacher'sambition is externad and economic then
the childisatool in her hands, and will remain atool. We cannot
expect thefruits of the spirit if our goa isamateria one.

One of the lessons of the war is economy. In handwork this has cometo
us through the quest for materids, but it has been ablessing, if now

and then in disguise. In the more formal period of handwork only
prepared, dmost patented materid was used; everything was
"requidtioned” and eager manufacturers supplied very highly finished
stuff. Not very many years ago, the keeper of a"Kindergarten” stal at
an exhibition said, while pointing to cards cut and printed with
outlinesfor sewing and pricking, "We have so many ordersfor these that
we can afford to lay down considerable plant for their production.” An
examplein another directionisthat of alittle girl who attended one

of the best so-cdlled Kindergartens of thetime: she was afflicted,

while a home, with the "don't know what to do" malady; her mother
suggested that she might make some of the things she made a school, but
she negatived that at once with the remark, "'l couldn't do that, you

see, because we have none of theright kind of tuff to make them of
here"

It is quite unnecessary to give more direct details asto the kind of
work suitable and the method of doing it; more than enough books of help
have been published on every kind of material, and it might perhaps be
well if we made less use of such termsas*clay-moddlling,”
"cardboard-work," "raffia" and took handwork morein the sense of
congtructive or expressive work, letting the children select one or
several mediafor their purpose; they ought to have accessto avariety
of materid; and except when they waste, they should useit fredly. It
islimiting and unenlightened to put down a specid timefor the use of
specid materid, if the end might be better answered by something else:
if moddlingisat 11.30 on Monday and children are anxious to make
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Christmas presents, what law in heaven or earth are we obeying if we
stick to modelling except the law of Red Tape.

CHAPTER XXV

EXPERIENCES OF THE LIFE OF MAN

Thisaspect of experience comesin two forms, thelife of maninthe

past, with the memorias and legacies he has |l eft, and the life of man

in the present under the varying conditions of climate and al that it
involves. In other words these experiences are commonly known as history
and geography, though in the earlier stages of their gppearancein

school it is perhaps better to cal the work--preparation for history

and geography. They would naturally appear in the trangition or the
junior class, preferably in the latter, but they need not be wholly new
subjectsto achild; hisliterature has prepared him for both; to some
extent his experimentsin handwork have prepared him for history, while
his nature work, especidly his excursions and records, have prepared
him for geography. That he needs this extension of experience can be
seen in hisgrowing demands for true stories, truein the morelitera
sensewhich heis coming fast to gppreciate; undoubtedly most children
pass through astage of extreme literalism between early childhood and
what is generaly recognised as boyhood and girlhood. They begin to ask
questions regarding the pagt, they areinterested in thingsfrom

"abroad,” however vague that term may be to them.

Perhapsit will be best to treat the two subjects separately, though
likedl the child's curriculum at this stage they are inextricably
confused and mingled both with each other, and with literature, as
experiences of man'slife and conduct.

The beginnings of geography liein the child's foundations of
experience. Probably thefirst red contact, unconscious though it may
be, that any child hasin this connection is through the production of
food and clothing. A country child sees some of the beginnings of both,
but it isdoubtful how much of it isredly interpreted by him; the

village shop with itsinexhaugtible stores probably means much morein
the way of origins, and he may never go behind its contentsin his
speculations. It istrue he sees milking, harvesting, sheep-shearing,

and many other operations, but he often misses the stage between the
actual beginning and the finished product--between the wool on the
sheep's back and his Sunday clothes, between the whest in thefield and
hisloaf of bread. The town child has many linksif he can use them: the
goods train, the docks, the grocer's, green-grocer's or draper's shop,
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foreignersin the street, the vans that come through the silent Streets

in the early morning; in big towns, such markets as Covent Garden or
Leadenhall or Smithfield; such ariver asthe Thames, Humber or
Mersey--from any one of these beginnings he can reach out from hisown
small environment to the world. A town child has very confused notions
of what afarm really meansto nationa life, and a country child of

what abig railway station or dock involves. All children need to know
what other parts of their own land look like, and what is produced; they
ought to trace the products within reach to their origin, and thiswill
involve descriptions of such thingsasfisheriesat Hull or Aberdeen,

the coa mines of Waesor Lanarkshire, pottery districts of Stafford,
woollen and cotton factories of Y orkshire and Lancashire, millsdriven
by steam, wind and water, lighthouses, the sheep-rearing districts of
Cumberland and Midlothian, the flax-growing of northern Ireland, and
much ese, and the means of transit and communication between dl these.
The children will gradudly redise that many of thethingsthey are
familiar with, such astea, oranges, slk and sugar, have not been
accounted for, and thiswill take them to the lives of peoplein other
countries, the means of getting there, the time taken and mode of
travelling. They will dso come to see that we do not produce enough of
the things that are possible to grow, such as wheat, apples, wool and
many other common necessaries, and that we can spare much that is
manufactured to countries that do not make them, such as boots, clothes,
chinaand cutlery. Therewill come atime when the need for amapis
gpparent: that isthe time to branch off from the main theme and make
one; it will haveto be of the very immediate surroundingsfirg, but it
isnot difficult to make the leap soon to countries beyond. Previousto
the need for it, map-making is usdess.

Thisworking outwards from actua experiences, from the home country to
the foreign, from actua contact with red thingsto things of

travellers tdes, isthe only way to bring geography to the very door

of the school, to makeit part of the actud life.

The beginning of history, as of geography, liesinthe child's

foundations of experience. In the country village he seesthe church,
possibly some old cottages, or an Elizabethan or Jacobean house near; in
the churchyard or in the church the tombstones have quaint inscriptions
with reference possibly to past wars or to early colonisation. The dum
child on the other hand sees much that isworn out, but littlethat is
antiquated, unless the dum happen to be in such places as Edinburgh or
Deptford, stuated among the remains of redly fine houses: but he
redises more of the technicalitiesand officiaism of asocid sysem

than does the country child; the suburban child has probably the
scantiest store of all; hisdidrict is presumably made up of rows of
respectable but monotonous houses, and the socid lifeisamilarly
respectable and monotonous.
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There are certain cravings, interests and needs, common to dl children,
which come regardless of surroundings. All children want to know certain
things about people who lived before them, not so much their greeat
doings astheir smaller ones; they want to know what these people were
like, what they worked at, and learnt, how they travelled, what they
bought and sold: and thereis undoubtedly aprimitive strainin al

children that comes out in their love of building shelters, playing a
savages, and making things out of natura materid. One of the most
intense momentsin_Peter Pan_to many children isthe building of the
little house in the wood, and later on, of the other on the top of the

trees: that isthelittle house of their dreams. They are not interested

in congtitutions or the making of laws, wars and invasions have much the
samekind of interest for them as the adventures of Unaand the Red
CrossKnight.

How arethese cravings usudly satisfied in the early stages of history
teaching of to-day? Asarule aseries of biographies of notable people
isgiven, regardiess of chronology, or the children's previous
experiences, and equally careless of the history lessons of the future;
Joan of Arc, Alfred and the Cakes, Gordon of Khartoum, Boadlicea,
Christopher Columbus, Julius Caesar, form alist whichisnot &t al
uncommon; thereis no leading thread, no developing idea, and the old
test, "the children likeit," excusesindolent thinking. On the other

hand, the desire to know more of the Robinson Crusoe mode of life has
been apparent to many teachersfor sometime, but the materia at their
disposa has been scanty and uncertain. It isto Prof. Dewey that we owe
the right organisation of this part of history. He has shown that it is

on the sde of industry, the early modes of weaving, cooking, lighting
and hesting, making implementsfor war and for hunting, and making of
shelters, that prehistoric man hasared contribution to give: but for

the beginnings of socid life, for redisation of such imperishable
virtues as courage, patriotism and salf-sacrifice, children must goto
thelives of rea people and gradually acquirethe ideathat certain

things are, so to speek, from "everlagting to everlasting,” while others
change with changing and growing circumstances.

The prehistoric history should be largely concerned with doing and
experimenting, with making weagpons, or firing clay, or weaving rushes,
or with visgitsto such museums as Horniman's at Forest Hill. The early
socid history may well take the form best suited to the child, and not
gpped merdly to surface interest. And the pirit in which thelives of
other people are presented to children must not be the narrow,
prejudiced, insular one, so long associated with the people of Great
Britain, which cdls other customs, dress, modes of: living, "funny" or
"absurd” or "extraordinary,” but rather the scientific spirit that
interprets life according to its conditions and so builds up one of its
greatest laws, the law of environment.
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The geography syllabus, even more than the history one, dependsfor its
beginnings at least on the surroundings of the school--out of the mass

of possble materids avery rich and comprehensive syllabus can be
made, beginning with any one of the centra points dready suggested.
Above al there should be plenty of pictures, not as amplification, but
asmaterid, by means of which achild may interpret morefully; a
picture should be of the nature of a problem or of amap--and picture
reading should bein the junior school what map reading isin the upper
school.

In both history and geography the method is partly that of discovery;
especidly isthisthe casein that part of history which dealswith
primitive industries, and in amost the whole of the geography of this
period. Theteacher isthe guide or leader in discovery, not the
gtory-teller merely, though this may be part of hisfunction.

Thefollowing isasmdl part of asyllabusto show how geography and
history materiad may grow naturaly out of the children's experiences.
It ismeant in this case for children in aLondon suburb, with no
particular characterigtics.--

GEOGRAPHY

It grows out of the shops of the neighbourhood and the adjoining railway
sysem.

_Home-produced Goods --

A. The green-grocer's shop.
Tracing of fruit to its own home source, or to aforeign country.
Home-grown fruit. Thefruit farm, garden, orchard, and wood.
The packing and sending of fruit.--Railway lines.
Covent Garden; the docks; fruit stals; jam factories.

B. A grocer'sor corn-chandler's shop.
Flour and oatmeal traced to their sources.
Thefarm. A whesat and grain farm at different seasons. A dairy farm
and a sheep farm.
A mill and its processes.
Woollen factories.
A dairy. Making of butter and cheese
Distribution of these goods.

C. A chinashop, leading to the pottery district and making of pottery.

_Foreign Goods --
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Furs-Red Indians and Canada.

Dates--The Arabs and the Sahara.

Cotton--The Negroes and equatoria regions.
Cocoa-The West Indies.

Thetrangt of these, their arrival and distribution.

[The need for amap will come early inthefirst part of the course, and
the need for aglobein the second.]

HISTORY

Thisgrows naturaly out of the geography syllabus and might be taken
side by side or afterwards.

The development of industries.

The growth of spinning and weaving from the s mplest processes, bringing
in the digtaff, spinning-whedl, and loom.

The making of garments from the joining together of furs.

The growth of pottery and the development of cooking.

The growth of roads and means of trangit.

[Thiswill involve agood dedl of experimental and congtructive handwork.]

CHAPTER XXVI

EXPERIENCES RECORDED AND PASSED ON

Reading and writing are held to have lifted man above the brute; they

are the means by which we can discover and record human experience and
progress, and as such their valueisincaculable. But in themsdlves

they are artificid conventions, symbolsinvented for the convenience of
mankind, and to acquire them we need exercise no great mental power. A
good eye and ear memory, and a certain superficia quicknessto
recognise and apply previous knowledge, isal that is needed for

reading and spelling; whilefor writing, the development of a

specidised muscular kil isdl that isnecessary. Inthemsalvesthey

do not asarule hold any grest interest for achild: sometimesthey

have the same puzzle interest as along addition sum, and to children of
acertain type, mechanica work such aswriting givesrdief; one of the
most docile and uninteresting of little boys said that writing was his
favourite subject, and it was easy to understand: he did not want to be
dtirred out of his commonplaceness; unconscioudy he had assmilated the
amosphere and adopted the standards of his surroundings, which were

148



monotonous and commonplace in the extreme, and so he desired no more
adventurous method of expression than the process of writing, which he
could dowell. Imitation is often astrong incentive to reading, it is

part of the craving for grown-upnessto many children; they desireto
do what their brothers and sisters can do. But _during thefirst stage

of childhood, roughly up to the age of six or even later, no child needs
to learnto read or write, taking "need” in the psychological sense;_

that period is concerned with laying the foundation of redl thingsand
with learning surroundings;--any records of experiencethat cometo a
child can come asthey did to his earliest forefathers--by word of
mouth. When he wants to read stories for himself, or write hisown
letters, then heisimpeled by a sufficiently strong am or incentive

to make concentration possible, without resorting to any of the
fantagtic devices and apparatus so dear to so many teachers. Indeed it
issafeto say of many of these devicesthat they prove the fact that
children are not ready for reading.

When achild isready to read and write the process need not be along
one: by wise delay many tedious hours are saved, tedious to both teacher
and children; they have dready learnt to talk in those precious hours,

to discriminate sounds as part of language training, but without any

resort to symbols-—-merely as something naturd. It has been amply proved
that if achild isnot prematurely forced into reading he can do as much

in oneyear as he would have donein three, under more strained
conditions.

With regard to methods a great deal has been written on the subject; it
is pretty safeto leave ateacher to choose her own--for much of the
elaboration isunnecessary if reading isrightly delayed, and if achild

can read reasonably well at seven and ahadf there can be no groundsfor
complaint. If hisphonetic training has been good in the earlier sages

of language, then this may be combined with the "look and say" method,
or method of reading by whole words. The"cat on the mat" type of book
is disappearing, and its place is being taken by books where the subject
matter isinteresting and suitable to the child's age; but asin other
subjects the book chosen should be considered in reference to the
child's surroundings, ether to amplify or to extend.

Writing is, inthefirst instance, a part of reading: when words are

being learnt they must be written, or in the earliest stages printed,

but only those interesting to the children and written for some definite
purpose should be selected: agreat aid to spelling istranscription,

and children are dwayswilling to copy something they like, such asa
verse of poetry, or their name and address. Asin arithmeticand in
handwork, they will come to recognise the need for practice, and be
willing to undergo such exercise for the sake of improvement, aswell as
for the pleasure in the activity--which actua writing givesto some
children.
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We must be quite clear about relative values. Reading and writing are
necessities, and the means of opening up to usthings of great value;
but the art of acquiring themisof littleintrinsc vaue, and the
recognition of the need is not an early one; nothing isgained by
beginning too early, and much vauabletime istaken from other
activities, notably language. The incentive should be the need that the
child fedls, and when thisis evident time and pains should be given to
the subject so that it maybe quickly acquired. But the art of reading is
no test of intelligence, and the art of writing is no test of origina

skill. _The claims of the upper departments must be resisted.

CHAPTER XXVII

THETHINGSTHAT REALLY MATTER

The_firg_thing that mattersiswhat iscommonly caled the

persondity of the teacher; she must be a person, unmistakable from
other persons, and not atype; what she has as an individua, of gifts

or goodness, she should give fredly, and givein her own way; that she
should betrained is, of course, asindisputable asthetraining of a
doctor, but her training should have deepened her persondlity.

Pestd 0zzi's curriculum and organisation left much to be desired; what
he has handed down to us came from himsalf and his own experience, not
from anything superimposed: records of his pupils congtantly emphasise
this it was his goodness assmilated with his outlook on life and
readinessto learn by experience, that mattered, and it wasthisthat
remained with his pupils. The teacher's own personality must dominate
her choice of principles else sheisadead method, amachine, and not a
living teacher. She must not keep her interests and giftsfor
out-of-school usg; if she has a sense of humour she must useit, if she
isfond of pretty clothes she must wear them in school, if she
appreciates music she must help her classto do the same, if she has
dramatic gifts she must act to them. Her standard of goodness must be
high, and she must be strong enough to adopt it practicaly, so that she
isunconscious of it: goodness and righteousness are as essential as
hedlth to ateacher: for something intangible passes from the teacher

to her children, however young and unconscious they may be, and nothing
can awaken goodness but goodness.

Part of her persondlity is her attitude towardsrdigion. Itis

difficult to think of ateacher of young children who isnot religious,
_i.e._whose conduct is not definitely permeated by her spiritud life:
young children are essentidly religious, and the life of the spirit
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must find aresponse in the same kind of intangible assumption of its
existence as goodness. No form of creed or dogmais meant, only the life
of the spirit common to all. But of course there may be people who
refuse to admit this as anecessity.

The _next_thing that mattersisthat al children must be regarded as
individuas: there has been much more talk of thislately, but practica
difficulties are often raised asabar. If teachers and parents continue
to accept the conditions which makeit difficult, such aslarge classes,
and aneed to hasten, there will dwaysbeabar: if individudity is
held as one of the greatest things in education, authorities cannot
continue to economise 0 asto makeit impossble. It istheindividua
part of each child that is hismost precious possession, hisimmorta
dde Froebd cdlsit his"divine essence," and makesthe cultivation
of it theam of educeation; heisright, and any more generd am will
lead only to half-developed human beings. If we accept the principle
that only goodnessisfundamental and evil adigtortion of nature, we
need have no fear about cultivating individuas. Every doctor assuresus
that dl norma babiesare naturaly hedthy; they are dso naturaly
good, but evil iseadly aroused by arbitrary interference or by
mismanagemen.

The _third _thing that matters belongs more especidly to the
intellectud life; it might be described asthe making of right
associations. More than any other sde of training, the making of
associations means the making of the intelligent person. To seelifein
patchesisto see pieces of agreat picture by the squareinch, and
never to see the relationship of these to each other--never to seethe
whole

The_fourth _thing that mattersis the making of good and serviceable
habits: much has been said on this, in connection with the nursery
class, and it isat that stage that the processis most important, but

it should never cease. If achild isto have time and opportunity to
develop hisindividuality he must not be hampered by having to be
conscious of things that belong to the subconsciousregion. To start a
child with afoundation of good habitsis better than riches.

The_fifth _thing that mattersisthe redisation by teachersthat
_opportunities matter more than results; opportunities to discover, to
learn, to comprehend al sdes of life, to be an individud, to
appreciate beauty, to go a one's own rate; some are materia in their
nature, such asthe actua surroundings of the child in school; others
arerather in the aimosphere, such asrefraining from interference,
encouragement, suggestion, spirituaity. The teacher has the making of
opportunitieslargely in her own hands.

The _gixth_thing, that mattersisthe cultivation of the divine gift of
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imagination; both mordity and spiritudity spring from this, meanness,
cowardice, lack of sympathy, sensudity, materidism, quickly grow where
thereisno imagination. It refines and intensfies persondity, it

opens adoor to things beyond the senses. It makes possible appreciation
of the things of the spirit, and appreciation is athousand times more
important than knowledge.

The _last_thing that mattersisthe need for freedom from bondage, of
the body and of the soul. Only from a free atmaosphere can come the best
things--persondity, imagination and opportunity; and al are grest

needs, but the greatest of dl isfreedom.
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varietiesof _making -- Seedso Handwork
Cook, Mr. Cadwell, ThePlay Way _, etc.,
Cooke, Mr. E.,
Cooking,
Co-operationin play,
Corrdation,
Infant School programme in Trangtion period,
present-day Infant Schoals,
Country child,
Country lifefor the child,
Crane, Walter,
Creation. _See Condructive Play
Creche. _See Nursery School
Curriculum--
principle guiding sdlection,
trangition class,

Daeroze, M. Jacques, rhythmic training,
Dde, Miss, phonic reading books,
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Decimd system,

Definition of education,
Desert idand play,

Dewey, Prof., quotations, etc.,
Dickenson "Infant Gardens,"
Discipline,

Docility _v_. sdf-control,
Dopp Series,

Dramatic play,

Drawing,

Drill _v_. games,
Drummond, Dr.,

Ebers,
Edinburgh, Free Kindergartens,
Education Act of 1870,
of 1919,
_Education by Life,_
_Education of Man,
Environment--
school equipment, etc. _See  Equipment
source of child's experience,
Equipment and surroundings,
miniatureworld,
Montessori didactic apparatus,
trangtion classes and Junior School,
Ewing, Mrs., stories of,
Experience, education by means of,
child's desires and needs,
grouping subjects of experience,
materia and opportunities,
mordity and indirect experiences,
passing on experience,

Fairy taes,
Fidd, Eugene, versesof,
Findlay, Miss,
Fisher, Mr.,
Fleming, Majorie,
_Foor Games
Flowers and plants, 93, 201. Seeadso_Garden, Nature Work
Folsung,
Formdiam,
Freedom--
apparent result at firdt,
definition,
Froebel on,
Montessori, Dr., work of,
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vitd principle,
warning againg interference,
Freud,
Froebd and Froebelian principles--
am of education,
beatty,
biologist educator and Froebd,
definitions of Kindergarten,

excursons,
Impression and expression,

Montessori and Froebelian systems,
society,
Furniture, Seedso  Equipment
Fyleman, Rose, _Chimney sand Fairies_

Games,
Garden,
activitiesin asuburban garden,
best use of ground,
possihilitiesin difficult places,
Geography,
illugtrative syllabus,
Glasgow, Phoenix Park Kindergarten,
Glenconner, Lady,
Grant, Miss,
Greenford Avenue School, Hanwell,
Groos,

Habits, trainingiin,
physica habits and fixed hours,
Hall, Stanley, referencesto,
Handwork,
Hansen, G,,
Hardy, MissL.,
Heerwart, Miss,
Herb garden and sensetraining,
Herbartian "corrdation”,
Hewit, Mr. Grally,
High Schoolsfor Girls, Kindergartensin,
Higory,
disciplinein practical reasoning,
illugtrative syllabus,
indirect sociology,
indudtrid,
practica details,
prehigtoric,
stories,
Hodsman, Miss,
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Hoffman, Mr.,

Home surroundings,
reproduction in schoal,
source of child's experience,

Howden, Miss,

Humour, factor in mordity,

_Hygieneof Mind

Imagination and literature,
Imitative play,
Individud, child as,
_Seedso Freedom
Infant Schools,
early Infant Schools,
formaism, causes, etc.,
Kindergarten system, perversion of,
present-day schools,
buildings, furniture, etc.,
changein spirit Sncethe ‘eighties, effect of child sudy
movement, etc.,
curriculum, lack of clear aim and continuity,
discipline,
formalism, promotion and uniformity,
hedlth, care of,
teachers, training of,
trangtion period,
Ingtinct,
Interests of achild,
Interference, warning,
Internationa Educationa Exposition and Congress of 1854,
Investigation impulse,

Junior School. See Trangtion Classes and Junior School

Kellhau,

Kindergarten Band,

Kindergartens, America,
firg English,
Froebelian principles _See Froebd,
Germany,
_Kids Guards
London School Board Infant Schools, proposed introduction,
perversion of system in Infant Schools,
Schrader, Henrietta, work of,

Klein, Abbe,

Krause,

Languagetraining,
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gamesfor,
Lawrence, Miss Esther,
_Levana ,
Literature _Seedso  Stories and Poetry
Lodge, Sir O.,,

Macdonald, George, stories of,
Macdondd, Dr. Greville,
M'Millan, MissMargart,
Macpherson, Mr. Stewart,
_Magic Cities
Marenholz, Madame von,
Mathematics,
trangtion class,
Maufe, Miss,
Medical view of education, Dr. Montessori,
Meum and tuum training,
Midl, Mrs,
Michadlis, Madame,
Michaelis Nursery School, Notting Dale,
Middendorf,
Misson Kindergarten,
Moltke, von,
Montessori, Dr. Maria--
Froebdian views of,
medica view of education,
play activities, falure to understand,
Mord teaching--
humour asfactor in mordity,
_Seedso_Rdigion, Servicefor the Community, Stories
Morgan, Lloyd,
_Mother Songs
Musc,
Kindergarten Band,

Name of schoal for little children and itsimportance,
Nature work, experiences of the natural world,
activitiesin asuburban garden,
amof,
animals,
excursons,
movement _c. 1890,
nature calendar,
object lesson and nature lesson,
pictures, use of,
plants and flowers,
religion and nature work,
Necessties of the Nursery School,
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_Seedso Equipment and Principles
Neshit, Mrs,, _Magic Cities
Net beds,
Number work. _See Mathematics
Nursery rhymes and nonsense verses,
Nursery School--

name question,

requirements of,

Obedience _v._ sdf-control,

Oberlin schooals,

Object lessons,

Obsarvation of children,

Odds and ends, use of,

Open-air question,

Owen, Robert, "Rationa Infant School”,

Peper-folding,
Parents evenings,
Payne, Miss Janet,
Peabody, Miss,
Periods of ayoung child'slife,
Pestdozz,
Pestal 0zzi-Froebe House,
Phillips, MissK.,
Phonic method of teaching reading,
Physcd requirements,
Picture books,
Pictures,
Pay--
biologist educator's view,
congtructive,
co-operationin,
courage in the teacher,
definitions,
digtinction from work,
Froebd's theory of,
practice at Keilhau,
imitetive,
materid,
Froebe's"Gifts," etc.,
sf-expressionin,
theories of,
trangtion class,
_Play Way, The ,
Payground, equipment, €tc.,
garden essentid,
trangition class,
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Poetry,
Poor and well-to-do children, different requirements,
Possession, child's need of,

meum and tuum training,
Preparation theory of play,
Priestman, Miss,
Principles, vita principles,
Pugh, Edwin,
Punnett, Miss,
Reading and writing,

agefor,

matter and methods, phonic method, etc.,
Recapitulation theory of play,
Recrestion theory of play,
Reed, Miss,
Rdigion,

agefor first teaching, _Seealso Stories
Reproducing, _See Imitative Play
Results, payment by,
Rhythm and rhythmic training,
Robinson Crusoe stage of history teaching,
Ronge, Madame,
Rosstti, Chrigting, versesfor children,
Rousseau,
Rowland, Miss,
Royee, Prof.,

St. Cuthbert, story of,

SAt, MissMarie,

_Sayingsof the Children

Schepdl, Miss,

Schiller, _Letterson Aesthetic Education

Schiller-Spencer theory of play,

_School and Life ,

_Schools of To-morrow_,

Schrader, Henrietta,

S&guin,

Sdlf-consciousness,

Sdf-control and externa control,

Sense-training,
herb garden,

Servicefor the community, training to--
Froebel and Montessori system,
games, socid sde,
ideaof unity,
religion, part of,

Sesame House for Home-Life Training,
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Sharpley, MissF.,
Shinn, Miss,
Seep, provisonfor,
Sum child's experience,
Somers Town Nursery School,
Speech and vocabulary,
Spiritud life and gories,
Spontaneity in play,
Staff question, training, etc.,
_Seealso Teachers
Stevenson,
nursery songs,
Stokes, Miss,
Storiesand story-tdlling,
fary taes,
how to tell,
illustrations,
made by children,
mora teaching,
religiousteaching,
repetition or "accumulation” stories,
Seection,
"true" stories-history, legend, geography,
_Story of aSand Pile ,
Suburban child's experience,
Supernatura, the child's acceptance of,
Surroundings._See  Equipment and Surroundings

Table manners,

Teacher--
function,
persondity question,
religion,
training,

Thornton-le-Dae Kindergarten,

Time-table thraldom,
instance from ateacher's note-book,

Tools,

Touch, sense of,

Toys,
trangition classes and Junior School,
Wdlls, Mr., on,

Traherne,

Trangtion classes and Junior School,
bridge between freedom and timetable,
curriculum,
discipline,
equipment, etc.,
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freedom and classteaching,
handwork,
help, methods of,
imitation,
nature work,
play spirit,

_Ultimate Bdlief
Uniformity in Infant Schools,
Unity of aim and unity in experience,
casesilludrating problem,
previous experience of the child, basing curriculum on,

War, effect on Nursery School movement,
Warne, illustrated storiesfor children,
Water, attraction of,

_Water-Babies

Widlls, Mr.,

_What isaKindergarten?

"When can | make my little Ship?",
Wiggin, Missk.D.,

Wilderspin's Infant School,
Windows,

Wordsworth,

Wragge, Miss Addlaide,
Writing._See Reading and Writing

THEEND
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