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EDITOR’S INTRODUCTION

THE science of education and the practice of teaching alike
should rest primarily on the facts of underlying sciences
relating to the growth and development of the child. Of
these sciences, that of pure psychology should be most im-
portant in the training of a teacher in the technique of teach-
ing. Students in training to become teachers need to be
provided, too, with a type of psychology that applies the
fundamental principles of the science directly to classroom
problems. What is needed by the teacher is certain general
and specific facts regarding the changes which take place in
a child’s mental attitudes and powers as he grows older, and
other facts which reveal in how far these changes may be in-
creased in rate or changed in direction as a result of the work
of the school. :

What constitutes the work of the school has recently come
to mean much more to us than it used to mean. As we
have studied children more and made a more careful analy-
sis of their growth and needs, we have come to see plainly
that certain large periods or stages of development charac-
terize the child’s growth from the time he enters the primary
grade until he leaves at the end of the high-school course.
As we have grasped the meaning of these stages of develop-
ment more clearly, we have tended, too, to reorganize our
school procedures the better to fit the particular needs of the
child and youth at these different developmental stages.
The primary child has needs which are peculiar to him, and
to meet better these peculiar needs, we have redirected the
primary work in our schools and tied it closely to the pre-
ceding kindergarten training, forming a well-knit kinder-
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garten-primary school. The pupil in the intermediate
grades also has peculiar needs, for which the older type of
grade-school organization is fairly well adapted. As the
pupil enters the early adolescent stage in his development,
entirely new needs arise, to satisfy which both the old grade-
school organization and the ordinary ninth year of the high
school are but poorly adapted. To meet these new needs
we have, within recent years, changed and developed our
upper grades and the first year of high-school instruction,
combined them in a new organization, and created the
junior high school. Where properly organized this is a new
institution, planned to meet the peculiar personal, social,
moral, intellectual, and vocational needs of the early ado-
lescent, with the development of personality as one of its
main purposes. The senior high-school pupil also presents
quite different needs and problems, the period being char-
acterized by the development of an individuality of a new
type, and a still different kind of instruction and handling
is called for. Each of these four large periods of pupil devel-
opment has a psychology more or less its own, and this
psychology needs application to the concrete work of the
school.

It has been the aim of the editor and the publishers of this
series of textbooks to present separate studies of each of these
four large and important periods in the life and develop-
ment of the school child. The study of the psychology of
the junior high-school pupil and period, and the applications
of this psychology to the instruction and direction of the
junior high school, was presented in a volume issued last
year. The present volume deals with the psychology of the
pupil in the intermediate grades of the elementary school,
and applies the truths of psychology to his instruction. A
volume on the psychology and instruction of the kinder-
garten-primary child is nearing completion and will be pub-
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lished later, and a volume on the psychology and instruction
of the senior high-school pupil is being prepared. When
all four volumes have been completed and published, the
series will present separate, as well as general, psychological
studies of the various periods of instruction in our schools.

In the volume now offered, the author presents us with a
study of the nature and conditions of education, the psy-
chology of the learning process, the applications of this psy-
chology to teaching, and a brief consideration of those in-
dividual differences among pupils which modify all attempts
of the school to serve them. It is hoped that this number in
the series will prove helpful not only to elementary-school
teachers in training, but to elementary-school teachers in
service as well.

-ErLwoop P. CUBBERLEY



PREFACE

THE purpose of this book is to present to teachers and to
student-teachers the material which, through a number of
years of teaching, the author has found to be of the greatest
use in helping them to understand their work, and to make
application of sound psychological theory to their daily
problems. There is no attempt in this volume to teach
“pure psychology,” although some of pure or general psy-
chology finds place in the chapters. This book can also
be used as a text in a second course in psychology, the
first course having been general psychology, or, as ex-
perience with a mimeograph edition has shown, it can be
used successfully with students who have not had any
previous course in psychology.

The most essential psychological knowledge for a teacher
is that of learning and teaching, and with this in mind the
main body of this book, Parts II and III, is taken up with
the discussion of these subjects. Part I is introductory to
the discussions of learning and of teaching, and deals with
what is to be done, and with the hereditary, hygienic, and
social facts that condition the learning and the teaching.
Part IV takes up the special problems that arise on account
of individual differences — a most important subject, but
still secondary to the general problems of education. In
dealing with the conclusions, in Part V it has seemed most
useful to the teacher to gather together those theories and
practices which can hardly be considered as more than out-
worn stepping-stones, and to contrast them with present
accepted conclusions. In this way perspective and orienta-
tion may be gained in a way that would be less clear and fore-
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ible if these matters had been left scattered through the text.
The book closes with a chapter on “Education and Study,”
in which the psychological conclusions are applied to the
problem of studying.

The introduction of a chapter on “Moral Education”
hardly needs explanation. The importance of moral char-
acter demands a place in the psychology of education. The
chapter naturally follows the discussion of transfer of train-
ing, and appropriately forms the concluding chapter of that
part of the book that deals with the acquisitions of the
student.

The three chapters on “The Psychology of Particular
Subjects” is a rewriting and extension of analyses and sug-
gestions for study first published in The University Items,
of the University of Georgia, at the request of the editor,
and later republished, upon a demand from teachers and
principals, as a pamphlet entitled How o Study, in 1920 and
1921, at the University of Georgia. Much more than was
expected these analyses and suggestions for study have been
welcomed by student-teachers in my classes at the Univer-
sity of Georgia and the Peabody College for Teachers, and
by teachers and principals in the field, and have therefore
been considered as worthy of inclusion in this volume. The
writer is fully aware that hardly a beginning has been made
in the psychology of the particular subjects, and that sug-
gestions for their study at this time can be at the most
only tentative. The suggestions are offered, therefore, with
this explanation, for what they are worth.

Although detailed references are not given to original
studies, except in the chapters on “Transfer of Training,”
and in a few other places, the discussions are based on ex-
perimental work and are in conformance with scientific
- study of the problems treated, so far as such study has been
made. The confusion in the minds of students upon the
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problem of transfer of training made it seem wise to refer
directly to certain of the original investigations, even at the
risk of wearying the reader.

Omission of cuts and tables is for the purpose of keeping
the cost of the volume as low as possible; the author is well
aware of the slender means of many of that group of readers
for whom this book is intended.

It is a pleasure and a duty to acknowledge many helpful
suggestions and criticisms received from my colleagues, and
the trial of much of the material in the text by teachers in
the classroom.

A. S. EpwaArps
UN1vERsITY OF GEORGIA
ATHENS, GEORGIA
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THE PSYCHOLOGY OF
ELEMENTARY EDUCATION

CHAPTER 1
THE NATURE AND OBJECTIVES -OF EDUCATION

General statements. The objectives of education are
generally stated as being character, social efficiency, know-
ledge of various kinds, the training of the abilities, the
discipline of the mind, health, citizenship, and the like.
In becoming more specific about the objectives, the educator
indicates a very large number; Dewey quotes with evident
approval certain “samples of the millions of aims we have
actually before us in the concrete work of education.”

These many aims include the many particular kinds of
skill, such as writing, reading, and drawing; the develop-
ment of many traits that enter into citizenship, honesty,
cobperation, and enlightened judgment upon public affairs;
smsthetic appreciation for many beautiful pieces of art,
particular interests in many fine literary productions;
knowledge of a very large number of subjects; ability to
think in this and that field of thought.

The objectives mentioned in the last paragraph have, at
least, a different sound from the objective of the teachers
who hold to the view that the object of education is to train
the faculties of the mind so that they will be ‘sharpened’ to
do any kind of task for which they may be called upon.
This is the old disciplinary view, and we will examine it
carefully in a later chapter. It is worth noting in this
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connection that the results desired by those who hold to the
disciplinary conception are broad, general results, and not
narrow, specific outcomes.

The newer statement of objectives. This indication of
general, broad, and far-reaching results is very significant
and very vital. The same thing appears in the statements
of those who look at education from what we think of as the
more modern point of view. Selecting the most commonly
mentioned, so far as my experience goes, we find that the
most desirable objectives of education are: the spirit of fair
play, obedience, health, ability to earn one’s own living,
concentration, honesty, reverence, habits of study, ability
to read and to enjoy reading, ability to write, and other
things of like nature. Hardly one of these objectives can
be attained without what we have come to call transfer of
training — the functioning of an acquisition in other than
the particular situations in which the acquisitions were
made. The results to be had, in other words, are general,
and are to function in as many kinds of situations as possible.
The child is not to be honest for one person, the mother
teaches him to be honest for all persons. Neatness is
desired not for arithmetic papers, but for all papers the
pupil writes.

The conclusion we may reach at this point is that results
desired are not only the more or less specific results, such as
the mechanical habits acquired in learning to use a pen, but
— also and most important — results of the most general
possible kind, results which the adult generation of any day
desire to bring about in the rising generation for their own
good. The aims include those from educating for the pur-
pose of earning the necessities of life, often called the
bread-and-butter aim, to that of producing an individual
possessed of culture, efficiency, and moral character.

_ The common nature of all these more or less'diverse
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sounding aims, so far as they are common, may be seen if
we consider what happens in the course of education. The
importance of this is that we need to know, as exactly as
possible, the process of education, so that we can plan the
determining factors for the purpose of accomplishing the
aims. We must know what we want to do, and we must
know, if it is possible of accomplishment, how it can and
should be done. All this is true in any field, and has simply
been more neglected in education than in most other kinds
of practical work.

When the educative process takes place. We may refer
to experiments in learning and note that the educative
process goes on when the learner does something— when
he acts, talks, thinks, or tries to do these things. As he does
things he learns to do them. As he learns to grasp things in
his hands the infant also learns to perceive. We can no
more make him the possessor of an idea than we can of an
object; we can offer the object and we can bring the stimuli
to bear on the senses of the child, but only in terms of his
reaction will he hold the object or think the thought. We
do not then impart knowledge; the child must acquire it by
reacting. What the teacher does is important only if the
child does that which will bring about the desired acquisition.

Presentation of things, application of stimuli, talking,
questioning, or what not may be of no avail whatever for
education: all the teachers obtainable could not impart a
passing knowledge of a high school course to a group of
imbeciles. Sufficiently intelligent students may acquire an
education in spite of inferior teachers. The student must
do the getting if any acquisition is made. It is this fact
that leads us to realize that, in the last analysis, all edu-
cation is self-education.

The teacher the stimulus. Knowledge, then, is built up
by the learner; skills are acquired by the learner; all educa-
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tional results are done by and not for the learner. The
teacher is the stimulus; he helps to arouse and to direct the
activity that is educative; and he works within the limits of
the reactions of the students. It is worth much for the
teacher to realize the significance of this truth; it means a
difference in what he attemptsto do in the school; and the
difference is whether he looks to his own performance as the
important thing or to the performance of the pupil. You
don’t ‘learn’ the child anything; he learns or fails to learn it
for himself. If he is going to learn to say something he
must say it; if to think something, he must think it, and the
process of education, going along with the process of devel-
opment, means the acquiring of something by the individ-
ual. The school and the teacher are the specially selected and
arranged environment for the purpose of arousing and di-
recting the educative processes or activities.

Thinking now of what we have said about acquisitions,
we may ask what kind of acquisitions are the desired results
of education and we shall have to answer a very large number
of kinds — intellectual, emotional and motor; specific and
general; facts, habits, dispositions, points of view, ideals —
the ‘millions’ of things that will help the individual to llve
better and more effectively.

Attention and interest as ends. Attention and interest
as ends of education deserve special mention. We shall
later discuss them as means; they are very important as
such, but as ends they are hardly less so. The habit of
sustained attention is one of the most valuable acquisitions
that a person can make. It is valuable not only for the
further acquisitions that are to be made as a part of one’s
education; it is essential in the keen competition of one’s
vocation; mastery or even success in any field can hardly be
had without this habit.

The value of interest and of a sufficiently wide fund of
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interests has been clearly recognized in educational writings,
but the development of interests has hardly been made the
business of teachers in any way proportionate to the value
theoretically placed upon them. Yet these interests in the
worth-while things of life are essential to what the future
citizen will think about and do or fail to pay attention to at
all. Permanent interests in the worthy things of literature,
science, art, etc., are part of the social heritage of the race.
These interests not only add to the satisfaction and enjoy-
ment of life, but in the extreme, possibly, in the form of hob-
bies, are of positive hygienic value to one whose habitual
vocation has to be discontinued. Such interests are things
to which one can turn from the routine of life, and are safe-
guards when by reason of sickness or declining strength he
may be obliged to do so.

Acquisitions must be made relatively permanent. An-
other point that is almost too obvious to mention is that
all these acquisitions must be made at least relatively
permanent. If the changes made in the course of a week or
a term at school left no permanent results they would have
been wasted, so far as education goes. They might have
been enjoyable, and they might have been worth while from
-that point of view, but otherwise the expense was in vain.
The results that are more or less permanent in the individ-
ual are those that conform to the law of habit forma-
tion: memories, ideals, interests, skills—all the acquisi-
tions, whatever they are called, whether they are reduced
to a twofold classification, knowledge and skill; or whether
they are called knowledge, skill, and appreciations; or
whether they be named in the broad generalizations of
character, culture, and social efficiency.

Thus it is possible to understand all the work of education
in terms of habit formation and the laws of learning, which
in turn are the more elaborate extensions of the laws of
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habit formation. In the broadest use of the term habit,
as it has been used both in general and in psychological
literature, it is possible to define education in terms of habit.
Education is the making, modifying, and remaking of more
or less permanent dispositions, tendencies, habits, skills,
appreciations, or, to use one comprehensive term for all
these, habits.

Education interpreted in terms of habit. The interpre-
tation of education in terms of habit formation must of
course be taken in no narrow way. I have offered the
challenge to state what is not included that should be
included in the habit theory of the process and results of
education, and no exception has been forthcoming. The
theory is evidently none too narrow if it includes all that
should be included. If this is true, the adverse criticism
that the theory is too narrow may be disregarded, or an-
swered if need be, by the statement that the criticism is a
mere general dogmatism without a fact to substantiate it.!

Education which is the acquisition, modification, and re-
making of habits includes the habit of self-direction and the
habit of making new habits; it includes all that is possible in
helping the student to acquire habits of learning and the
habit of learning new things; the habit of solving one’s own
problems; the habits of thought, especially in one’s chosen
vocation, that make judgments quick and accurate; and
permanent interests and appreciations.

Definition of education. We often hear the phrase,
study in order to be educated. It suggests a certain attitude
and limitation, and leaves in our minds the question, why be
educated? We may say, get an education for the sake of an
education. But there is something beyond this that we
may also say, namely, become educated in order to be better

! For a fuller discussion of this matter the reader is referred to the au-
thor’s Fundamental Principles of Learning and Study.



