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PREFACE

Psychology is a growing science, each decade sees
some startling discoveries made by workers in the
various fields of Psychology. Some of the most valuable
contributions to the science have been made by men who
were not directly concerned with the work in Psychology.
The Science of Medieine and the Science of Education
have made some very important contributions to Psycho-
logy. They in tuin have been equally benefited by the
interpretations that Peychology gave to facts revealed
by them

Tt is said, out of cvil good comes. The last Great
War biought into prominence two new fields of Psycho-
logy-Mental Testing and Psycho-analysis. Mental Tests
were framed by Binct before the War but they came to
prominence during the War, when they were used by
Americans to sclect officers for the army Similarly, the
psycho-analysis had in dealing with pathological cases
of soldiers who were fighting in the War brought Psyco-
analysis to prominence. Both these hranches of Psycho-
logy are doing immence service to Education.

The book aims to present some fundamental notions
of psychology that are valuable to general readers and
teachers unacquainted with the subject. The langnage has
been made as rasy as is possible, consistent with the difk-
culty of the subject matter, The book is writteg on price



¢ it )

tically the same lines as my ecarlier book Elements of
Educational Psychology. But 1 have ‘gone a bit morein
detail on some aspects of General psychology so that the
book may be useful to such students as are beginners to
the subject.

I express my heartfell thanks to all those friends
who helped me in writing this book. 1 particularly express
my gratitude to Dr. S. K. Maitra, who has been encoura-
ging me in all my literary activities and to Dr. B, L,
Atreya, who gave me valuable suggestions and has been

kind enough to go throngh the proof when the bosk was
in the press,

TEACHERS' TRAINING COLLE/: 2, 1 ]
BENARES HINDU UNIVERSITY, L R SIHUKLA
15ih, Deceamber, 1941, ,(
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CroartEr]
INTRODUCTORY,
DEFINITION OF PSYCHOLOGY

Psycliology is often defined as the science of the
mind. It studies such mental states as perceiving,
imagining, remembering, thinking, feeling and willing.
the mind is not something over and above these
states, The states themselves taken together are called
the mind. Hence Psychology may be more accurately
defined d's the science that studies the mental processes.

The mental processes, however, express themisel¥88
in the behaviour of the individuals. Thus Psychology is
the science that studies human behaviour —its dxstmctwe
k*‘&ls, causes and conditions. Supposmg“,- a manis 2 angry.
J"‘: hehaves in this state of mind in an abnormal way,
We psychologist here will note the peculiar forms of
€haviour of the angry man. He will try 10 study the
mental state in which anger occurs, He will further try
to know how anger is heightened or subdued. Thus
Paychology studies human behaviour in so far asthat
behaw iour reflects certau: mental events.

GROWTH OF PbYCHOLOGY

Psychology is one of the youngest of sciences.
eveloped into a science during the nineteenth-
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century, In the seventeenth and eighteenth ceftuiil}'
also there were some thinkers who claimed
Psychologists. But during that period Psyc

was only a handmaid to Me.ephysics. At presen
however,, Psychology is recognized as a very important
science,/ It has evolved a technique and a method of
its owrt which are very much like the methods of othet
soiences, Among thc social sciences it now occupie®
an important place, No study of a social science ié
regarded complete which does not presume a know"
ledge of Psychology. Again psychologists at presen!
apply the experimental method, which makes it oe o
the-experimental sciences like Biology or Physics.

BRANCHES OF PSYCHOLOGY -

Psychology has several brauches, namely, General
Psycnology, Soti@d Psyctnology, Nvnorma) Tsycnology
Animal Psychology, FEducational I’sychology.

The names are usually given according to the

of data studied. Thus General Psychology studies t.+
various mental processes and behaviour of an indivi~
dnal, more or less in isolation from the group in which
he lives Social Psychology deals with the behaviouf
of the individual in relation to society. Thus, »
instance, there is an inherited tendency in every it
vidual to imitate others. This innate tendency® s
studied both in General Psychology and in 5d°
Psychology, but whereas the one studies the origin, s
" development and the modification of this tendes
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the point of view of the iodividual, the other

it from that of the group. The latter is more

ed with the characteristic manifestations of
this tendency and with the laws of its working
in society. Social Psychology, in other words, tries
to reveal the social significance of imitation rather
than its significance as a factor in the development of
individual hfe.

Abnormal Psychology studies the individual as
he thinks, feels and behaves in an abnormal state
of mind. Such phenomena as fixations, hysteria,
obscessions, dreams, somnambuhisin and various formy
of dissociation of personality are studied in Abnormal
Poychology.  Psycho-analysts, which also studies
abnormal phenomena of the mental life of an indivi-
dual, is an off-shoot of this science. During the present
century Psycho-analysis has made great progress and
is proving of immense value in every walk of human Jife,
a Animal Psychology or Comparative Psychology
gpdidies the behaviour of amimals in different situations,
Ihe study of animal behaviour has proved of very
great help in studying the behaviour of man. We
he ry the true nature of instincts only by studying the
he ptiour of animals. In man the instincts are not
nto h( found in their original form. We get usually in

Jonly modified instincts. If we want to study

ve {cts as they really are, we should study the life of

nt dls.

abijEducational Psmgy »stud:es the behaviour of
0 £ ild from the point of view of his_cdutaties, It

ol PO b
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(53 bednch of Applied Psychology. When Paychold

is applied to any field of human activities, it receivesy
name indicating those activities. Thus besides Educa.
tional Psychology, we have Commercial Psychology,
Industrial Psychology and the Psychology of Criminals.

RELATION OF PSYCHOLOGY
TO EDUCATION

There is a very intimate relation between Psycha.
Jogy and Education. It was a Swiss school-master
and reformer(j:ﬁﬂgz__zi who first enunciated the
doctrine that all true education must be based on
Psychology. The one aim of hislife was to psycha.
logize education.) He set up an ideal for all the educa.
‘tionists of the world and vow we {ind that no one is
thought competent to speak on the problem of educy.
tion who has not a sound knowledge of Psychology,
g_y}_r!_te_af:ﬁer i the school must know tfie fundamoy
tal principles of the working of the human mind ; he
must be conversant with the nature of the child befor,
he can be considered useful or competent for his jol;
Now-a-days everywhere in the world teachers
required to undergo a course of formal training an“,
learn psychologically sound methods of impprting,
knowledge.
| There was a time whea it was thonght that |
teacher need not study Psychology. Teaching, it wy
argued, is an art and an art_requires.practical sl
Hence, they asserted, the study of Paychology can,
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d0 way improve a teacher. He would rather become
Yess efficient in his work due to his acquiring a peculiar
habit that characterizes psychologists, of looking into
their own minds. (It was fyrther suggested that edu-
cation is idealistic in its attitude towards human natu_{g,
wherveas the attitude of a. scientist is reahstu: . the on€’
is _ﬂnﬂmm -outlook, the other is analytnc Hence
the psychological attitude is mcompaﬂ)]e with the
attitude of the. educator,* It was believed that the
teacher would cease to be a source of inspiration to the
child if he acquired the psychological attitude through
a course of study in Psychology. «¢

The above arguments have a certain amount of
valdity; but they simply prove that the teacher has}
not to turn himself into a mere psychologist and make
his class room a psychological laboratory He musq

be a man of high ideals who believes in the nobility .
of his profession. He has to help the child to man:fest
the perfection in him, But his knowledge of Peycho-
"ogy cannot be consilered a hindranee to this. He

1as surely to be skilled in his art. His skill, hawever_,/

1‘“ P ring forth better results if he follows not merely

e rule of the thumb. but judieiously makes useof
the principles, he has learnt, through a deeper insight
fnto human nature.

) It is true to say that a good teacher may not
‘‘jte much knowledge of psychology and a goodystu-
E tat of Psychology may be an indifferent teacher, for

ability to teach depends notmerely on t ~

“bo_that Bepchology gives about the working of humap
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mind, but also on individual resourcefulness. A good
student of Psychology may not be so resourceful as
skilful teacher; yet the knowledge of Psychology
will certainly prevent the young teacher from commit-
ting many blunders and learning the art of teaching at
the cost of the students, The skilful teacher will surely
do much better if he acquires besides skill a sound
knowledge of Psychology. The skilful teacher usually
relies on the rule of the thumb; but there are occasions
when- this may not work well and then one may have
to Jook to sound psychological principles to guide
oneself in one’s task.

The child is the material with which the teacher
has to work and no workman is considered competent
to do his job well who does not know the nature of
the material he is using’® The teacher should not
merely be a master of the subject he teaches, he should
also thoroughly know the nature of the child who s
taught by him, Ms John Adam said, “The verb of
teaching governs two accusatives, one th the person gnd
another _the Thing—the teacher taught John Latin
The teacher should know John as well as Latin,” ™~}

Knowledge of * Psycho o"g'y".""i't“ts true, does
not help us in determining the aim of education.
'For this we have to look to Moral Philosophy for
guidance. But in telling whether a particular aim i
practically sealisable or not, Psychology will surely
help us, Whatever may be conceived as the aim of
education, for the achievement pf that aim modification,
of the behaviour of the individual will a}wmb‘mw
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;mry. Nu\a,‘J in modifying the behaviour of an indivir
dmal wuccessfully, Psychology has proved immentely
useful X’ We can know the hidden.springs of the actions
of an individual through a knowledge of Psychology
and thus can better succeed in bringing about changes
in the conduct of the childy*“ Teachers ignorant of}:
the child mind sometimes mishandle children and,
thus do them incalculable harm. They shape their
character in 2 wrong fashion. Such a child becomes
an unhappy adult and a social nuisance, Ilence it
is imperative on the part of the teacher to have a
sound knowledge of Psychology. _Dsychology, thus, iv
in every way indispensable to Education

METHODS OF PSYCHOLO ©Y

Every science has a certain method or methods
of study. The most common methods which the
natural sciences adopt are gbservation and cxperiment.
Psychology as a science, adopts these methods too.
Besides these, Psychology males use of introspection,
the JComparative methed and the guestioniarc method.
Quite recently & fiew method has been added to those
mentioned above, This is the method of Psycho-
analysis. It would be worth while to note the pecu.
liarities of these methods and to know their uses as well
as their limitstions,

INTROSPECTION—-]Instrospection is said to be the
peculiar method of Psychology. * “This consists in
trying to understand the nature of mental phenomena
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by looking within one’s own mind and susdiysing
them as’ they exist in any state of consciousness.
Thus, for instance, if+I want to know the nature of
anger, I must look within myself when anger comes:
1 should try to know the conditions of the arousal of
anger, the peculiarity of the mental experience, and
its bodily manifestations, When I am attending to an
object, I should attend to the object as well as to the

attentive process of my mind. Thus alone can I know
the nature of “attention.”

~— There are many obj.&";?fémsed against this
method. | Firstly, it is pointed out that the method is
subjective.2-Secondly, the actual experience is said to
be not available to obseryation; the experience cither
disappears or tends to be modified as soon as one
begins to introspect it. Thus anger no longer remains
anger when one begins to study the state of one’s
auget.—- The efiort of knowing the nature of a mental
state through introspection is like knowing the nature
oi darlmcﬂg__s_ﬂ vgﬁ\‘;the help of a_lamp: where the latter
Appears Lhe former cannot exist. 3Lastly, it has been
pointed oat that the method can be practised only by
a few highly dgvecloped minds; but what they thus
Obtain as the nature of a mental phenomena may not
be trug of less developed minds,

——¢These objectives have been met by psychologists
like Stout and McDougall. According' to most psycho-
logtsts if introspection is not possmle, psycho]ogy feserf
is" not possible, The only way to undejst the
thoughts, feelings and motives of action of Oﬂ:u M
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how they arise in our owmmijnds-9 There
%ﬁhﬁm I know directly and
that is myself; others T know only indirectly, I inter«
pret the behaviour of others in the light of my own experi-
ence known through introspection. It is true that a
training is required to use introspection, but so also do
the methods of other sciences require training. As for
the difficulty in availing the data, it is actually over-
come by nunds that have a proper training. These
data are supplemented by what other people say of
their mental experience and what we observe in their
behaviour as expressing the experience. The most
formidable objection is that the method is subjective.
But it Is not Tight to “characterize 1t thus” Though
the psychologlst directly studies his~own inner experi-
ence, he always compares this with the experiences of
other men and is not satisfied till he has attained to an
objective stand-point,

OsservaTiON=-Every science uses observation as
a methm Tts study; so does Psychology. “We_can
'know a great deal abont the mental life of mdmduals
sz__stud‘yxﬂithe:r behaviour through carefulvbserva'
tign. In the case of Iducatjonal Psychol __ggy g_@xs
method has proved of great value. The child does
Aot express his own feclings, We have to know them
only as we find them shown in his behaviour. The
Behaviourist school of Psychology would do away
with introspection altogether and would recommend
the use of observation alone instead.
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The method of ohservation aims at knowing .the
child ashe lives and moves in the natural environment.
The psychologist cquietly watches the movenients,
actions and gestures of the child and puts down his
observations in a note-hook. There are, however,
certain difficulties in the ease of this method. They
must be overcome. The greatest obstacle in gathering
correct data through this method is the ohserver’s own
mind. The observer is an adult wheicas ins subject
is a child, The adult and the child live 1n two different
Tealms, “hence it is not cawy for the one to know the
tHowgNTs and feelings of the other or to properly interpret
the corresponding behaviour./ The understanding of
"the psychic hife comes directly to each oue of us for
himself alone ; we know only our own perceptions,
feclings and will directly by self-study. \We know the
mental life of other people only by mterpretting the
signs they show in their tehaviour or utterances. The
child differs from us so mush that it is difficult for us
to interpret his feelings and thought~ \Vith certain
precautions, however, we can make our observations
accurate and rehalde. The precautions are as
follows :—

(1) We should make clear to ourselves the
distinction between what 1s observed and what s inter-
pretted or snferred and make a record of each sepa-

rately.

(2) Conclusion should, as far as possible, accord
with the clild nature. We should take into accoupt
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the vagueness of his experience, his spontaneity and
simplicit

3) No_general conclusions, as<ertions, explana-
tions should be made that are not justified by actual
observation.

The observer has to be free from all | prejudices
about clnld nature and look at his behavigur. .fromea
dcmdlcd view-point_, Thi« implies that the obscrver
<hould have a true «cientific spirit. Dut enly tramed
peychologists can have such a spirit The psychologist,
however, labours under a serious difficulty 1f he takes
to obwerving many children he woald be a stranger to
them But the clild will not behave as freely before
a stranger as he woull otherwise, The cluld feels
free with s parents and 1n some cases with his tea-
chers Ilence they .alone can observe him best,
This means that unless the parents and the teachers
themselves acymire psychological trammng proper obser-
vation of children 1s not possible.

P'xperrivi NAL Mornon—The method consists—in
ob;g?\mg he cinkl under known aud contiolled
conditzons .An experiment 1s nothmng but observation
under controiled conditions, We can study the sense
acwity of clnldren, their span  of attentton, power of
memonzimg ficts, power of learning and the pheno-
mena of fatigue throngh the experimental method.

There are, however, serious drawbacks of this
method. .An experiment carrtes with it an artificiality
which destroys the natural spontaneity of the child.
An experiment is usually made in a Psychological
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laboratory, This puts the child inan unnatural envi-
ronment and it also begins to behave in an artificial
manner. There is a lack of intimacy between it and the
experimentist, Hence it is difficult to get correct data
about the mental life of the child through this method.
This method, therefore, cannot be used as freely in the
study of Educational Psycho!ogy as 1t can be done in
the case of other sciences. in certain cases, however
the method has proved very us2ful, Thus through
this method children’s power of memorizing is correctly
determined At present there is much cxperimental
work going on in testing the intelligence of children.
These experiments are bringing out valuable results

k« CoMearaTIVF MLTHoD—Dy tlns methol we study
human mind with the help of the animal mind, Thus
mstmcts of children and their play activities can
“be better understood by obsciving the instincts and
the plays of young ones of other anmmals, Likewise
“the emotional life of human beings can also be better
understoo | by hnowtng the emotional hife of animnals,

But we Lave to guard ourselves against false
analogies, The mind of human bewgs is similar {5
the animal mind only 1 certain respects, hut there are
very marhed differenccs between the two. The ins-
tincts nf animals, for instance, are highly differentiated
from the very leginning; this is not <o in the cave of
man., Unless we remember the important points of
contrast, we are likely to musinterpret the human
behaviour.
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5' THE QUESTIONAIRE MErimop—This method _has
prov’ed very valuable in studying the child mind.— It.
consists in irammga set of questlons on particular

asfeets-of e BeRdviour of the child, his nterests or
development. ‘The questions are sent to parents
and teachers. Sometimes questions are also given to
grown up children, The answers to these questions
require the use of very few words, usually ‘yes® or ‘no’.
This method economizes the time required to oLiérve
the behaviour of individual cluldren., Moreover, the
opmnions of a very large number of persons within a
very short time can be got  Our conclusions are veri-j
fied by a reference to the opimions oi others  Well-
directed (uestions bring responses which are of
immense value 1in hnowimng the nature of the child.
The questionaire method has generally increased the
iterest of the public in the life of the cluld.

There are, however, certain hmmtxou: to this
method. ,()u(.stxors can be put only to educated
persons 5'15 not ta all persons. But any conclusion
based on the opinion of a particular section of society
is Iikely to be one sided. A student of the child mind]
has to hnow the mind of children of different levels of
society. lle hasto weigh and judge the opinions of
all kinds of people. Then only his conclusions can
be valid. -

But when tlis method is used to supplement the
work of other methods it proves immensely valuable.
We cannot rely on any one of the methods. \Ve have

make use of different methods from time to time.
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~6Mﬁ:)-ANALYSIS—-Befnre the beginning of the
prefeént century the psychologists used to study only
the conscious mind. But quite recently the concep-
jon of human mind has changed and the psycho.
logist not only studies the conscious processes of
the mind but the unconscious processes also. The
unconscious mind of an individwal lies hidden
“fronrhiv view. A mau himself may nol know the
motives of his own action. The method. by which
this hidden region of the mind is explured 15 called
ngéﬁg-ailalysxs. The psycho-analyist studies the
dreams of the subject, his gestuies and unguarded
rutterances, his mistakes and mannensms. He <ome
times subjects lnm to hypnosis and thus tries to draw
out what is repres~ed or what 15 Jying hidden from the
gaze of the conscious nund  Psycho-analysts has
deye_!gged by 1tself into a science, bul\'ii'_is ag offshodt
o\f__l_’@ycho!ogy\. '_Thc rescarches in  I’aycho analysis
.have proved very valuable to the educator. We shall
deal in detail m a separate chapter tle various techm-
que that psycho-analysi> cmploys to  study the human
mind. -~

THI. SCOPE OF PSYCOOLOGY

w  The scope of a subject 15 mited by 1ts definition.
Psychology 1s a science of the mind, Ilence it studies
-_-H-l— . —
the menfal "processes such—a«—thmking, ~feeling and
willing 1 their various forms., Usually the inental
life of an individual is conceivel of in three aspects
thinking or cognition, feeling_ or atfection and willing

- -~
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or_conation. Some psychologists begin the treatmen;
of the subject with coguition, some with conation,
and a few with afiection. But the three aspects are
50 inextricably mixed with each other that it is im-
possible to conceive of any of them without a proper
uuderstanding of the rest. \We may classify the three
aspects as follows,—

HUMAN MiXD

{
| i
Cognitioa Conditon Affection
1. Sensation 1. Reflexes 1. Feelings
2. Derception 2 Instincts 3 Emotions
3. Memory J. Voluntary 3. Moods
actions '

4. [magmatior 4. labats 4. Sentiments
5 Tthmkingant 5. Character 5. Tempera- ;

reasomng ments,

The psychologist has to study each of the above
aspects of the human muul ln  Educational Psycho:
logy we have to study them from the educational poiu‘t‘
of view.

EMNERCISE S,

1. Define Psychology. Is it coriect to characterize it as
a science ?

2 \Whatis the relation of psychology to I.ducation ? Why
should a teacher have a training 1n psychology 7

3. What is introspection * What are the objections urged
agamnst this method ? Are the objections valid ?
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4, Distinguish between observation and experiment and
point out their relative values in the study of the child
mind.

5. What is the scope of the subject of psychology ? Give
the nature of the problems studied by it.

6. “The verb of teaching governs two accusatives,one the
person and another the thing”—IElucidate the statement

and bring out its full educational implication,

7. A person may be a good psychologist but not a good
teacher—1low is it possible ?

8. What help can a p-ychologist render to a teacher in
managing a class of naughty cluldren? Do you agree
with the view that when a boy grows naughty the
fault lies as much with the teacher as it lies with
the child ?

References:—

1. James: Talks to Teadhers.

2. Ross: Educational Ps ., hology

3. Drever: An  latioduction to the Psycioloyy of
Education.

4, Morgen: Cluld Psv I Loy,

Sy Stern: Psychclogy of Larly Chddhood,
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NATURE AND NURTURE

The growth of the child 1s dependent on twe
factors—nature and nurture or heredity and  environ-_
ment There are some wnters who think that the first
factor is more important whereas there are others whe_
consider the second factor to be more important. In the
present chapter we shall consider the views of these
opposite schools of thought and jtry to find out where
to strike the balance, But before we take up this task,
we must make clear to ourselves what is exactly meant
by heredity and environment as factors in the develop-
mient of the child.

THE MEANING OF HEREDITY

" By heredity is meant the force or the tendency
due lue to which one individual resembles another of the
<ame rac€.\ The facts of heredity are commonly stated
by 1H¢€ saying that the like tends to beget thc..hke or
tﬂ'a‘t the offsprings resemble therr grogemtors.’ dn_ a
more comprehensive sense it ncludes all those trait
of Tikéfiezsind unlikeness that are potenhally preseat
in e fertilized ovum or the zygote. Every trait which
the “individual later on manifésts is contained in
the zygoie.

\Due to the force of heredlty the race remms
remarkably ~ con§?ant Trom generation 10 generaliom

—- . it
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despite remarkable changes in the environment. The
biologists assert that the environment cannot perma-
nently affect the race although it may profoundly affect
3 single generatlon. " Children receive the mental and
physical traits from ‘their parents diic_to Tigredity, ~The
<hild ; rese"-'Bles his father or the mcther in appearance,
physxcal oonstntuuon, in stature, and even m mgg_l_l_n_gcuce
interéstaand Wabits of thought; Tand actlon. It Js a
popular belief that the children of intelligent and good
parents are intelligent and good, whereas those of the
stgm__and wicked are stupid and and wicked. _ This berier;
though extravagant 1mphcs that heredltv is very
tenacious and the education of the child has to take
into view this force.

THE 1~NVIRONMFN AL FACTOR

We have cleared above the meaning of the term
«heredity”. Now we bave to understand the exact
connotation of thée term “environment” which 1s
another important factor in the _development of the
child. ‘BLenvu'onment are meant all those forces which
modify the native behavxour of the Chlldmudeb
both the physical and the socnal cog_dmgns_m wluch
the chlld grows’I The various kinds of mﬁuences “of
parents, teachers and society on the child’s behaviour behaviour
are comprenended by the term environment.s Tduca-
Hion, i as much as if aims at_moulding the native
Behaviour of the child, is_an environmental factor.
“There are a nomber of facts of an individual's life that
we Unthin¥INgYy HETibUlE to heredity but which
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mature thought are found to be facts of eaviconments.:
The teacher has to be very “careful in distinguishing
the two classes of facts; he need not attribute to heres

dity what is really due to environment.
FACTS OF HEREDITY

Scholars interested in sti lying family historjes have
brought To light certain facts which have mcreascd
men’s belief in the tenacity of the force of heredn!z.
The studies of Francis Galton. Karl Pearson, Dugdale,
Dr. H. 1. Goddard and Dr. A, E. Winship deserve
special notice in this connection,

Tre Bewaviour or Twins—Fraucis+Galton made
a special study of twinst He brought o light cight.
histories of twins who behaved throughout their lives.
h_l_c:e clocks turned over by the same factory, and wound
at the same time.. We come across many twins who
in their physical built, stature. appearance look 30
much like = each other thj_ it is difficult to distinguish
r ne from the other, In mental equipment, such
aq mtellggence, mtcrests and temperament also the
twms have been found to resemble each other much_
morc than any qther two individuals would do.*

Biograritigs Or Lurven e Mex—Galton also made
astudy of the _biographies of 977, eminent men, such
a.s st;tesmen, mipisters, judges _and_scholarg, He
mmmm_m his_study in . 2 bogk _called

% The writer knowa two pairs of twins the Kekare brothers and
the Kuranskar brotbers. Ouly peopla who iutimately know shem
s distingoish one brother from the other of these pmrm At

*
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/ﬁn_f Heredstory Genius, It was found that the eminent
men had also eminént persons as their relatives.  The
resalts are shown by fthé table given below™=""

Fathers 04
362 Near
Relatives {g;::h;g izs

574 Relatinns —,
{vf 977 Emizent Men) (Grand fathers 50

———212 Distant | Grand sons 42
Relatives | ¢ Unoles 54
\ Nephews 66

DaRWIN-GALTON FaMiLy—Karl Pearson made o
study of the family tree of Wedgwood—Darwm—(.alton
family. He.traced the history of this family for over a
thousand yeam. He discovered that the fam nily had
“producel Mtz most useful and mﬂuenhal meu
of society during successive generations. Many geniuses
were born in the famuly. Fér five generations in
mrect descent persons of this family have been memb°rs
of the Royal Society gf-l:ﬁgland
T Juxes Famiy—Dugdalé and Istabrooks magde a
study of the fam:ly of Jukes, Jukes was a slﬂgess
hunter and fisher whose sons married women of very

one time the Kekare brothers wel"b reading in the same class

the same subject, played the same game, wore the same dress and
did everything 80 much hike each other thai one often confoundel
the one with the other The Earanskar broshers present the esam»~
dificulty. Their physcal buili, facial sppearance, tanners.
speech, intolligence, activities, tostes, temperamepts avd
character are so muoh alike that one does not know how &0 dis-
tinguish them. Both of them are stadents of the $Benares Hindu
Uaiversity and are active nationalinis.
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degenerate family and produced a race of invalids,
jmbeciles and criminals, 2820 people of this family
were studied. Of these 366 were paupers, 17! crimi~
nals and the lives of 10 were sacrificed to murder.
In schoot 458 had retardation of two or more years,
350 did fairly well, whereas 166 are known not to
have attended any school. There were 282 intemperate
persons in the family and 277 harlots. The total cost
to the State in maintaining this family is estimated to
be over twenty million dollars.

KorLixkok FamiLy—Dr. Goddard studied the Kolli~
kok famuly. Martin Kollikok married first a feeble-mind-
ed lady and later a Quackeress of good stock, There is
a marked difference between the progga ® that he had
through the first and the second wifMof the 480
descendents from hisfgst wife only 46 were known to
be normal, 143 were ble-minded anc the rest were
found cither of doubtful intelligence or remained un-
kirown.  Morally too most of them were fouud perverse
opsstiminally minded 1In contrast with the descen-
d of the first wife, the progeny through the second
wife was found full of brilliant person.. Out of 496
all except two were either supernormal or normal,
They included among them, lawyers, doctors. teachers,
traders, governors etc,. None went to the asylum

Epwarp Famiry —Winship studied the descens
dents of a gentleman namged Fdward through his twa
wives—one a brilliant lady named Elizabeth and another
a normal woman..Manyof the descendents from his
first wife became great men in life, whercas none
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attained 1o eminence from his second wife, From the
§irst out of 1394 perscns 896 10se to eminence in life.

y"w-FJMPORT ANCE, OF EDUCATION

™ The above facts seem to indicate that the growth
of each child 3s predetermined and that education can
do very httle for 'him, Educational enthusiasts, how-
eVEF, would not rest satisfied with such a condlusion."
Threydrave brought forward other facts where education’
has brought about marvellous improvement i the lives
of™ “h"ldren of poor stock They have criticised the
conclusions of Galton and-others and pointed out that
the method of investigation fself was faulty.

"wTat Taw~ . Rasa Turory--Tocke uthe seven-
teenth cent reachcd that the mind 15 onginai™
a tabula 1ase o1 a clean sla’%‘ Upon this slate
impressions are created due Mo the sense  orgaus
(.ommg in contact with the env:ronment Thus at
bﬂ'th _the mmde of all gh:ldren are aLke, (hﬁ‘elcmes
that a appear n them are the products of environment.
Hence it s~ education _that is responsible mr—m
vast intellect of one man »_and the poverty ol |t m
another. *

" Ter Doctrine o Hewverius—The theoty of
Locke about the nature of human mind was actually
made use of by Helvetius (1713-71). Since all the ideas
come to the mind only through the senses, the diflerence
in the knowledge of any two persons must be due to
their being brought up in two different environments.
1{ the two persons from the beginning of their life be
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made to 1eceive the same sensations their minds would
be exactly identical. Thus according to Helvelius, all
differences among different men in abilities, tastes and
character are due to a single cause, namely, education.

RoserT OWEN’s ViEw—Robert Owen (1771-1858)
supported the above doctrine of Helvetius and tried to
make use of it n actua! practce. According to him
no one can form his own opmions or character; the
environment in which one lives 1s responsible for
making them what they are 1Ilence it 1s education
alone by which indnviduals and commumties can be
lifted up mtellectually as well as morally —

Tur HirpsrTIAN ’v:sn-—T&e Herb- ans main-
tamn the view that the soul consiw nothing but
acduired ideas” Hence mprovementhf hfe of a
man can be male only through education.’ Persons,
who have th: misfortune to receive no educ.atlon or get
mproper edncaton reman  undeveloped both in
intelligence and m character |

Ihyward, takmg his stand on Herbaitian psycho-
logy, said that the ar arguments brought forward by the
followers of Galton to prove the rigidity of the law of
Heredity are misleading,  He admitted that there ate
surely mhented tendencies, _but these tendencies are so

1a_‘:_tl_ that nurturg, ay mould them in_almost any.
way. The examples of such snstitutions 3s Bamardo
Homes prove that _chuildren of low stock-can-be
rmgtoved to such an extent that they may_do_as well
i life as_those cogupg from._better families.. Herce

psychical heredity, according to lum, 35 “a spectre
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the_race cu]tured/ An unphcahon of this law is that
if the educational eﬂorts of a smgle generation arg.
rela:tea, the most cwzhzed race would _relapse_inin,
barbansm '

S e - . wr

The_aboye _law _was enunciated by Weismann.

- - - R

Welsmann e;.penmented on rats_ Te cut the tails of
Tats for sixty  successive generatlons, but  each

generation was found fo have a tail at birth, From this"
Weismann concluded that acquired traits are not

transmittg !

This Jaw, however, is not unnersally accepted.
The experiments ¢f Meclongall on improvement in the

ﬁng power of rats of successive generations shiow

\

}

trary result., McDaugall put the rats 1 a tank
from which there were twu ways of escape  The
casier way gave an electric sho«.k The rats wanted
to avoid this shock. But the first generation committed,
ld'xmstal\es before it learnt to go by the other way and
‘thus avoid the shocl\_. The number of mistakes, however,

went  on ang from generation to generation,
till__at 1 twenty-third _generation commutted

only 25 mistakes

An experiment of DProfessor I‘ax]o:, on conditioning
of reflexes also contradicts the conclusion of
Weismann,” Professor Pailov tramed some white mice
'to run to the feeding place on the ringing of an electric
bell. For the tirst genentxon 300 lessons were ‘¢ required,
Succeedmg generations required a dmumsm number
of lessons, the Afth generation requiring only five.
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Tee LAw oF Variarion—This law states that_
though it is true that like tends to beget the } _5e
variations also accur from time to time 1n the members,
of a gpecies, The evolution of the species 18 posszb)e
only due to the workmg of this law Darwin explans
these variations as :ham-f accur rences Accordmg to
Tamarch, variations arjse due to an mn_g_[mni..thb
orgamisin to adjust itself to changed environment Thus
1t 1s that the giraffe has deve]oped a long neck bccause
of the necesaity 1o get food from tall trees. 1ts neck
has gradually lengthened by the efforts of ccessine
generations to stretch it, Darwm explams such phena-
mena as chance occurrence and preservation of the
favourable trait through the lavc of natural seleition,
Dnly those indiniduals of a spectes survive that hae
favourable troit., the rest dic The former leave ther
progemcs behind, Thus cvalution takes place wm a

=peu§§. - o

Distribution of  amation amyng the individuals of
a partcular race follows the Law of P ty The
variation 1 traits wlen represented by ¢ wll
gie the Normal Frejuency t urve Tne of the

curve 15 the a2 bell This shows that the Jargest number
m any race always of average alility Those who
deviate from the noimal type are tewer n number
This 1s 30 1 the case of the height of men, their weiglt
and mtelhgence Men ot average height are always in
the largest number, the dwarfs and giants are but few,
So too ate the idiots and the genmwuses rare Ve
~en irally find men of average abiity’
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TrE LAw of RucresstoN—This law states that
in successive generations the variants tend to move
towards the average., Inligight, the shorter ones move
up and the taller ones move down. Galton’ s study
shows that fathers who were 72 inches in height got
sons who could grow only to 708 inches; whereas-
those 66 inches tall had sons 683 inches tall. The
average height of the race was calculated 69°34 inches,
Thus we find that in successive generations the abnor-
malities or pronounced variations tend to disappear.

MENDELIsM—O)ne formi_of the above law is
Mendehsm Mendel's Jaw n miy be stated thus. oy
chance hybrids produced in 2 race, they tend to
disappear. There is s _always a rugrcssxon to the pure
type. }_&endel experimented 11 the cross-fertilization
of peas of twd kinds—Tallan! Dwarf—and got the
following results —

Tall l’ci:xs (Pures Dwarf Peas ( Pure)

Tali(Impure)

1 | i
239 Tall (Pure) 50% Tall 25%Dwa.r'f (Pure)

(Iinp ) 1
Tall (Pure) | Dwarf (Pure)

| i
|
239, Tall (Pure) 30% Tall (lmp ) 25% Dwari (Pure)

From the above results it is obvious that the
hybrids tend to disappear, At each successive gen &
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tion, from the hybrids 50% pure types are born which
m turn produce only pure types .

EDUCATIONAL SIGNIFICANCE OF HEREDITY |

The tenacxty of _the law of heredity shows that
there are Yimitations to the educability of an individual.
There are individual differences and the educator has .
to take note of these differences,” No effort of the
educator will obliterate the differences that exist in the
aptntudes of the individuals.] “The most enthusiastic
educator"_ ; Says _l_gchougal] “w:_l} hardly maintain that
n;a_n‘s superiority to the gorilla 15 wholly due to more
advantageous envxronmﬂnt and greater educationa)
opportumtles It is no less clear that men differ widely
n re»pcct of their mnative, cap1c:t3;s” * "Schooling .
cannot do everythmg for the child. ° There are some
children who excel 11 a “particalar le_of _activity,
there are others who excel in a great many, w whxle
tl;gg_a_me sad cases of a tew who do not seem to proﬁt
by education at all.~ |

The results of intelligence tests confirm the view
that there are congenital differences among the abilitj ties
and apiitudes of dsfierent children. Education brings
th?'F"T""E—'T only when one keeps in view these
dw!.ﬂgnces and each child 15 _educated in a manner
that would suit his abilities and aptitudes. qucatzon
can do much for the child ~ “But much oI our educa-
gzl work would go to waste if_we forget “The funda--

* MoDougall; Lrergics of Man
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mental fact that the &volution of the hie of the child.
13 as much dependent on heredity as on environmenf

No 0 one factor need be over emphasised. Nature or

heredity_proyides whatever potentialitics we possess
aurture or environment determines whetler they ”sl\g"ll_‘be‘
actualised or noty Therg are certain restriciions to the

educable capatity of each child and these restrictions

are provided by heredity. A . fecblesnunded . child

c:mnot be educated to the came extent as a normal

gtum.__ The teacher has no control over this hcredxtary

factor. But given the best heredity,”3 child may make

a wreck of his life due to lack of proper education_

»SOCIAL HEREDITY

Here we must disting nsh between what 1< strictly
biological heredity and social heredity which 15 nothung
but another name for envitopment, %cxal heredity,
in other words, 13 2 form of educattona.l environmetit
that affects more than a 12l It includes ~
customs, laws, traditions and l\nowlcdge that mankind
passes from generatxou to generation, | “Mankind
through countless generatxons ?says | Sand|ford “lgs_'
stored | his acquisttions of knowledge in booksl _plctures
norks ks of arts and utility, _laws an_gl___tﬁxditnons These
becorhe environmental stimuli_of powerful potency to
succeeding generations, that t_may have _natural inteti-
ge&ce to profit by them, “K parent who surrounds s
children with good _qQo_kg and good pictures in a taste-
ful home, rovxdes them with opportunities jQr trayel
aad ¢ converses s with them wrelligently is providing them __

T S ———————

-«

-
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with social herstage of the highest valuel’ ¢ This social
heritage has to be acquired afresh by each generation.
The xmportance of social heritage is very great ip the
life_gf.tnamy Without 1t man would be powerless in.
fighting out the battl® of existence mspite of his good_
biological heredlty This 15 under the control of the
edticalors, Hence ' to make the hfe of each child
valuable, the parents, the teachers and the state should
see that the child gets. proper facilities to benefit from .

the labours of society.
VAR ARG TI t, ,,

K XERCISE».

1. Duiscuss the relative importance of heredity and environ-
ment in the education of the child,

2, What 15 meant by “non-transmission of acquired
traits"* Discuss the doctrine and bring out its educa-
tional sigmficance.

3. «Psychical heredity is a spectre which vanishes as soon
as one penetrates beyond stattstical abstractious to the
concrete facts of life”—Discuss,

4. State some of the laws of heredity. Iuxplain them with
examples.

S. What is meant by “social heredity’ >—Distinguish 1t
from biological heredity and show that the duty of
the educator 1s with regard to soctal heredity of
children.

& Riduvatronat Paycholoyy, pp 10,
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mental fact that the &volution of the life of the child.
1s as much dependent on heredity as on environment.
No [0 one Tacfor meed be_oyer emphasised. ~Nature or_
h_redlty provides whatevex potentialities we poSSeSS 5
nurture or environment deternunes whether they shail be
actualised or noti There are certam resgg cliong to the
educable ca y-of each chuld ang these restrictions
are prowded by heredity,  A...feebleamnded ‘chﬂq_
cannot be educated to the samc extent as a normal
Shulde. The teacher has no control over this hereditary
factor” But given the best hetedity "4 ghild may make
a wreck of his Iife due to lack of proper education

v—S0CIAL HEREDITY

Here we must disting nsh between what 1~ strictly
biological heredity and social heredity which 1 nothing
but another name fot envuQnment, Socu.l heredity
in other words, 12 2 form of Lducatmnal envuronmcut
that aftects morﬂw It includes
customs,_ laws, traditions and knowledge that mankind °
passes from ger.cratxon to generation, | “Mankind
through countléss generations” says_ Sandnford “lgs
stored his acquisitions of knowledge 1n books, __plctures,
\\orks of ‘arts and utlhty,_laws and tradmons These
becorhe envxronmenta.l stimulx of cowerful potencyto
succeeding generations, that may have natural intell-
gehice to profit by them, A pa parent t who surrounds his
children with good b books and good pictures N a 3 taste:
ful home, prmndes them with opportumtn;s,f,qg grur.l
and converses mth b them mtelhgenﬂy is providing them__
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with socia] heritage of the highest valuel’ # This social
heritage has to be acquired afresh by each generation.
The importance of social heritage is very great in the
hfc of mawy Without it man would be powerlessin.
fighting out the battl® of existence inspite of his good,
biological heredxtyl This is under the control of the
ems Hence to make the life of each child
valuable, the parents, “the teachers and the state should
see that the child gets, proper factlities to benefit from.,
the labours of society.

-

F.XERCISEs.

1. Driscuss the relative importance of heredity and environ-
ment in the education of the child,

2, What is meant by -‘non-transmission of acquired
traits” ? Discuss the doctrine and bring out its educa-~
tional significance.

3. “Psychical heredity 1s a spectre which vanishes as soon
44
as one penetrates beyond statistical abstractions to the
concrete facts of life”—Discuss,

4, State some of the laws of heredity Explam them with
examples,

5, What i meant by “social heredity” >—Distingmish 1t
from biological heredity and show that the duty of
the educator is with regard to social heredity of
children,

* Kdratonat Peychology, pp 10
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G. Whatismeantby individua] differences among children?
How do you account for them ? Point out the educa-
tional significance of these differences,

A Explain fully the Law of Variation. Iiow aie the
variations distributed?
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REFLEXES AND INSTINCTS

“Irducation aims at modifying the native belaviourl
of the chuld. The c¢hild when born 15, in a sense,,
a httte animal, Through education he reaches the
civilized state of existence. In order that the educato_x:,
may be able successfully to do the task of reclamung
the child fiom his anmalty ssary  that '«
should fully know *'
of the child and
m his dew
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'

No thought is required. The reflexes are so deeply
rooted in the organism that even when by an effort of
will one tries to prevent the occurrence of the act, one
fails in doing so, The reflex actions involve only a
few nervous co-ordinations. In a simple reflex a sense
organ, 3 sensory-nerve, a nerve centre, a motor nerve
and muscles are involved -

CHARACTERISTICS OF REFLExEs—Reflex actions have |
generally the following characteristics:—

(1) Theyare very quick in operation. As soon
as the stimulus presents itself, the response immediateiy
follows.

(ii ) They are very defimte. A particular stimulus
gives rise to a particular response in a purely mechanical
manner,

(iii) The reflex actions are snvoluntary and often
wnconscions. Thus, for instance, the winking of the
eyes takes place involuntarily and we seldom become
aware of it. We never become aware of the pupillary
reflex.

(iv) They are permanent as they are inherent in
the organism.

(v) Theyare wnlearned and are always ready for .
action, -/

TyeicaL RerLexgs—The human orgamism s
capable of many reflex actions, Their number is
about fifty. Some typical reflexes are the pupillary
reflex, the winking reflex, the sneezing reflex and the
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out foreign matter from the nostrils and the fourth
brings about automatic movement of the leg.

There are other refiexes besides these such as,
gasping, crying, vomitting, yawning, blushing, laugh-
ing, coughing, weeping, salivating, perspiring, etc.

’ THE vALUE oF REFLEX AcTioNs—Reflex actions
are Nature’s devices to protect the organism from
sadden harm, Take the case of sneezing reflex. If
an insect gets mto one of the nostrils, the sneeze
\that ‘Jilows, at once throws it out, Supposing one¢
had to think before one could sneeze, in that caze
the insect would get upto the delicate part of the heasd
and before one could judge as to what it is, it would
have reached a place from which it could not be casily
taken out.

r CoNpITIONING oF REFLEXES—The reflex actions
are the simplest devices of Nature to  preserve the orga-
nism from harm. They enable the organism to live, but
its progress is dependent on other conditions. The
progress of an individual is an outcome of learning.
Some psychologisis have called the learning process as
\conditioning of the reflexes. According to the Beha-
viourist School of Prychology, there is no fundamental
difference between a reflex action and the more complex
forms of human behaviour. The complex patterns are a
~combination of many reflexes. Thus instincts, accord-
ing to it, are cheined reflexes, and babits are nothing but
conditioned reflexes A conditioned reflex is a reflex
action which has been modified by certain conditions
ﬁ'n the environment. lo the case of a conditior =
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reflex, the response is evoked by a different stimulus.
from the one with which it was originally connected.
Sometimes the response commected with the original
stimulus is itself modified,

Professor Pavlov experimented on conditioning of
reflexes in the case of various animals. A typical case
of a conditioned, reflex may be cuted here. Paviov
showed a dog a piece of meat and noted that there was
<ecretion of the saliva. 1f at this time he rang a bell,
't did not result in any increase in the secretion. Then
he rang the bell each time meat was shownto the dog-
Afrer some time it was found that the salivary secretion
hegan to take place at the ringing of thie bell. Thus
the reflex activity became conditioned in the form of
substitute stimutus bringing the original response.

Conditioning of a reflex act may falsptake place)
in the form of a substitute response, The child is!
attracted by the flame of a burning lamp, but when
once it experiences pain i touching the flame th¢
ornginal response is changed to its opposite, that of with-\J
drawing itself at the sight of the flame. -

Inhibition of a response 1~ another way in which
the reflex act is conditioned. [a th: above example of
the dog, the secretion of the saliva was stopped when
a number of times the bel was tuag but 1t was no
longer followed by giving food te the dog. Constant
disappointments inhibit the original response,

LCducational significance of the condstiomng of)
veflexes—There is a dispute over the poinl whether the
reflex behaviour can really be modified. But, 1f we
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accept the position that reflexes are capable of moditi-
cation, then this modification must be viewed as one
of very great importance’ from the point of view of
education. According to some psychologists our likes
and dislikes are built through the conditioning of the
(reflexes. Let us take an example from Morgan and
Gilliland (A# Introduction to Psychology) to illustrate it,

“One day a mother was very much surprised ta
hear her little boy say that he did not like oranges and
refused to eat one because, he said, it tasted like castor
oil. His mother had administered a dose of castor
oil in orange juice in order to kill the flavour of the
medicine.  The castor oil had modified his reaction
to the orange juice ( had conditioned it—to wuse the
term we have learnt), so that now the taste of an orange
juice produced disgust just as the castor oil had done
in the first place.”

Thus we see that through a process of conditioning
of the reflexes a person’s attitude towards certain
objects may be changed. Objects of love may become
objects of hate. A thing that formerly pleased the child
may become a source of annoyance to him. Harm-
less things may become objects of fear through the

1_Same process.

INSTINCTS.

NATURE oF INsTINCTS—We have outhined above
the nature of simple forms of human behavieur, An
instinct is a more complex fozm of it. Like reflexes
mstincts also are innate. An instinct may be.cal}_e_qll
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a racial habit that we inherit from the parents, LThe
instinctive reactions are not learned, yet they are done
in a manner that shows the presence of intelligeace in
them The bird does not learn to build the nest from
any one. Yet it builds its nest as skilfully as a man
would build his house. An instinctive act is thus
guided by intelligence, though there is absence of fore-
thought and planning, Instincts _manifest racial
intelligence inherited by the individual, | :

INsTINCTS DISTINGUISHED FROM REFLEXES—Reflex
actions are very simple, instinctive acts, on the other
hand, are complex  The {former require very few
nervous coordmations; the latter require many coordi-
pations. According to the Behaviourists there is no
fundamental difference beiween reflexes and instincts;
the latier are called chained reflexes. According to
another School of Psychology, the Hormic School, there
15 **“undamental difference between the reflexes and the
11909845, The instinctive acts involve the use of intelli-
gt .-'_“é, whereas reflex actions do not involve its use.

 "We need not, however, go into this discussion. For
our purpose it 1s sufficient to point out that instincts play
;. much more important part in the life of an orgalism
than the reflexes do and the former are more modifiable
“than the latter.

RivatioN or INstINcTs To EMorioNs—Iustiuncts
are very closely related to emotions. As a matter of
fact there is no instinct which is not connected with a
specific emotion. The definition of an instinct as)
given by McDougall itself makes it evident that an
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instinet is always associated with a.u' emotion,
McDougall defines instinct as “an innate disposition
which determines an organism to perceive or pay attention
to any object of a certain class, and to experience in its
presence a certain emotional excitement and an impulse
to action, which finds expression in a specific mode of
behaviour 1n relation to that abyect.”

Thus there are three elements present in an
instinct, on the cognitive side the perception of 2
certain situation or arousing in the mind of a pecular
train of ideas is necessary; on the affective side there
is a characteristic feeling tone or emotion; lastly
there 1s a2 tendency to act for whirh the organism has
i particular mechanism

There are, however, certain modes ot inherited
behaviour with which we do not find associated some
specific modes of feeling or emotion. Now one e.notion
s aroused and now another. Thus with mitpt g,
sympathy, and play no spectfic cmotious seem ‘ be
;onnected. Such inherited modes of behaviou. " are
called by McDougall 1wumate leadeniies. The ¢
nas now been used universally by psychologists “?i
practically all scheols, We shall come to thece late
tn a separate chapter. t

PECULIARITICS OF MAN's INsTINCT>—Just as other
amumals are born with instincts, man 1s alsa born with
instincts. DBut there 1s a marked difference between |
the mstincts of animals and those of a man. The
mstincts of other animals are well differentiated, it
is not so m the case of a man, The child is not
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.
born with a highly finished mental structure. Due to

this fact the human babe is much more helpless at birth
than the young ones of other animals. The chick begins
{o peck at small objects as soon as it comes out of the
egg; sunilarly the duckling begins to swim whenever
it 18 put on water. The Luman babe can do nothing
of the sort. The chuld has to learn everything.

“ The second important characteristic of human
mstinets is that they are very plastic, Man's infinite
capacity of learning depends on the plasticity of his
instinets. | This characteristic is closely rclated to the
former characteristic The plasticity of the instincts
4 parily dependent on therr undifferentiated nature.
IIad the inheiited mechanism of the child been as
complete a« that of other anmmals, modification of that
mechanism  would have been very difficult and man
would have been able to make lttle improvement in
lus Life through learming. Thus the educabiity of the
cluld ir dependent on the plustwsty and wmdifferentiated
nature of his instincts.

Principan InsTiNGTS of Mav—Men 11 common
M I other animals has thirtecn instinct~ with an
Jlvitional instinct of laughter. A specific emotion
aclompantes cach mstinct  We give below the names
o[ the instincts and the accompanying emotious.

NaMes oF INsriNces EMOTION ACCOMPANYING
! THC INSTINCEIV] ACTIVITY

1. [Instiget of escape or Fear, terror, fright, alarm,
flight,



10.
11
12.

13,
14.

INSTINCTS .

Instinct of combat  Anger (rage, fury, annoy-

( Pugnacity aggres- ance ).

sion ).

Repulsion (Repug-  Disgust,

nance ).

Parental instinct, Tender emotion, love,
Appeal. Distress.

Pairing ( mating, re- Lust.

productive, sexual),

Curiosity. Curiosity, wonder,

Submission (self-ab-  Negative self-celing.

asement.
Assertion  ( self-dis-  Flation, positive self-feel-

play ). ng.

Social or gregarious Feeling of loneliness.

instinct.

Food seeling instinct Appetite or craving ina
. narrow sense,

Acquisitive (hoarding Feeling of Zownership.
instinct),

Construction, Feeling of creativenys-
Laughter. Amusement. o
The above instmets are sometimes put in th! .

groups—the secli-instincts, the sex instincts and ‘vhe

social instincts.

Search for food, curiosity, pugnacitjy,

flight, etc.come in the first group; pairing and parents |
i the second; and submission, assertion and laug” e,
in the third, ) n

All the instincts do not appear at once in the lihi]

of the child, Some instincts appear earlier and som
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later—at least there is a period in the life of an indivi
dual when a particular instinct is most strong. Thus
curiosity and constructiveness are strong in childbood,
seX instinct becomes strong in adolescence. Instincts,
such as pairing and parental that appear strong during
adolescence and maturity, are called delayed instincts
by William James.

—

It is the duty of the educator to see that the
encrgy of a particular *fIn'sg_gcr is utilized in the educa. ’
tion of the child just when the instinct is most strong,
William James has pointed out that Iustincts die of
disuse. Whatever may be the truth in the assertion
of James, at least one thing isclear. 1f a particular
instinct is not utilised ata time when it is most strong,
the instinct may not prove as useful in the development
f the child as it would otherwise have done. The
second point to be borne in mind by an educator
is that nothing should be taught to the child too early. '
A child’s capacity to understand certain facts is depen-
dent on his general maturity including the maturity
of his instincts, 1lence we should wait for the period
when a particular instinct gets strong in order to give
education that is related to that instnct. ___}

PRINCIPLES OF MODIFICATION OF INSTINCTS

Education aims at the modification of the instincts
of the child, \WWe have therefore to note the principles
of their modification. The instincts may be modified
according tothe following principles.
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7
HrpoNic SELEcTION —In accordance with hedomic

selection modes of behaviour that yield pleasure become
fixed in the mind, whereas those that yield pain tend
to disappear. When a teacher rebukes or beats a
child for domg some mischief, he depends on the
\principle of hedonic selection. The burnt child dreads
the fire. Here too hedonic selection works. Punish-
ment mflicted by guardians on the child is burning
"cicated by an artificial fire. /Acts whose conscquences
are bad for the life of the cluld should not be allowed
repetition. The repetition can be prevented through
punishment., Thus a harmful tendency 15 weakened
or modified

Inmsrtion—The process of inhibition consists in
holding a tendency 1n checka/1{ as tendency 1s held
m check for a period of tume, the tendency may dis-
vappear  Thus many evil tendencies may be inhibiteg
by not allowing them a chance to express thiemselves.
- Thus 1f chidren are suitably engaged. their tendencies
to quarrel, to complain, to spoil the [urniturc of tlw
! school will antomatically be checked. It must, how-
cver, be remembered that a strong tendency cannot be
laltogether inhibited in this way. (The energy behind
the tendency must be utilised in some form of activity.
When thic is not doye the reactions of mnhibvtion may
/be very undesirable )

OrrostTiIoON—An  evi]l fendency may be held 1n
chech by its being opposewly a tendeucy ot a nature
meompatible with 1t. Thus pugnaci.y 1s modified by
evohing the spint of feehng or sympathy, Eavy
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is modified by gregariousness, Sexis modified by self-
display,

ReprrecTioN—The modification of a teundency
may take place by its being redirected to worthy ends.
.Thus curiosity may be directed to solving problems in
Mathematics. Acquisitiveness of children may be
directed to collecting stamps, pictures and works of
art. Pugnacity may be directed to fighting for the
weak agamst the strong. J

SUBLIMATION——Sublimation of instincts is auother
way of modifying ihe instictive urges. The process
of sublimation consists in the transformation of energy
behind an instinet. Thus work of art—poetry, painting
and music, are sublimations of the sex instinct, B

The sublimation of instincts 15 like redirection of
instincls to worthy ends. As a matter of fact there are
many psychologists who do not recognize sublimation
as a separate method of modification of instincts. The
psycho-analysts, however, say that sublimatian of
nstincts is fundamentally different from redirection of
instincts. In the case of redirection, the instinctive
urge does not change its nature, only the object towards
which the urge is directed changes, When there is
sublimation of an instict, the tendency appears in
an entirely changed form. It becomes difficult to
indentify the tendency by seeing its manifestations or
the products of its sublimation,

UTIILISING THE INSTINCTS FOR EDUCATION

We have shown above how instincts may be
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quite early in life, The child wants to attract to him-
self the notice of others. Due to this he tries to do
some thing very remarkable. He tries to excel orher
children 1 studies or games, It is the duty of the
educator to provide ample opportunity of self-display
to every child. Fven small achievements of children-
should be appreciated. We can make the child a very
social personality by properly directing the instinct of
self-display. On the other hand, when the instmct is
illedirected, 1t manifests itself in many forms of anti-
social behaviour. Lying, bullying, spoiling the articles
of the school are all reaetions of the repressed instinct
of self-display.

INsTINCT oF SusMIssioN—This instinct is the
opposite of the instinct of self-assertion or self-display.
The instinct prompts an individual to submit to onc in
authority or a superior person. This makes order in
society possible. The teacher has to make use of ths
instinct in maintaining discipline in the class and in
making the child do the given task.

The teacher should make the students fee] that he
is their true benefactor. He should be diligent and
sympathetic to his pupils, A good knowledge of the
subject and a careful preparation enhance the prestige
of the teacher and thus evoke a spirit of submission
among the pupils, Above all he should be reserve.
Familiarity breeds contempt. 1f a teacher loses the
Jespect of his pupils, he can do them no good.

INsTINCT OF coMBAT 0B PueNaciry—When a
strong impulse of the child is thwarted, the instinct of
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pugnacity is aroused. It often mamifests itself in un-
desirable ways 1lence parents and teachers always try
to repress the tustinct, But it is not desirable to do so.
Tt weakens the personality of the child. With proper
handing it can be made a very valuable agent for social
good. The educator should redirect the impulse to‘a
desirable ends. \When a child figlds a bully in order
to defeml a weaker child, he is nuking a proper use
of pugnacity The ‘instinct miy al-o be sublimated.
The sublimation of this mstinct takes place in the child’s
attempt to fight difficult situations in hfe. Thus ths__)
istinct 15 sublimated when the teacher makes the
child attach difficult problems in  Alathematics, or
defeat his opponent in debates

SEx-1NsTINCT=—To direct properly the qex-instinctj
of the clnld is one of the most diffi.ult tasks before the
educator. The child feels a special consciousuess of
sex at the advent of pubertv. At this age the child
contracts many evil habits. The child is to be saved
from them. This can be done by a proper education
of the child with regard to sex matters, But too much
talk on sex itself has undesirable consequences, All
knowledge about sex should be given incidentally. It
is not wise to arrange lectures on sex as such. They
may excite an undesirable curiosity in the mind of
the child about sex phenomena.

The best method, however, of keeping the child
free from the ill effects of sex abu-e, is to keep his
mind engaged. Activifies such as music, painting, and
dramatic performances sublimate the sex impulseJ

4
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"The adolescent child should be engaged in ample
Physical activities. ~The child whose time and energy
are so utilised will not have leisure to coutract evil
habits or brood over undesirable thoughts.

EXERCIsES,

1. What are the dificrent types of human behaviour ?
Explani each type with examples.

2. Distinguish between reflexes and instincts. How are
reflexes conditioned ? \What is the educational impor~
tance of the conditioning of reflexes *

3. How are instincts modified » \What 1s the value of
the modification of instincts to the life of the child *

4. \What 1s meant by sublimation of instincts > Explain
how the sex instinct may be sublimated.

5. What use can the teicher make of the instincts of the
child 1 his e lucation > Show the e lucative value of the
instincts of curiosity and construction in tins connection.
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CxaprEr IV
INNATE TENDENCIES

We have pointed out in the previous chapter that
with every instinct a specific emotion is connected,
This is not so in the case of innate tendencies. Some-
times one emotion and sometimes another accompanies
the expressions of the innate tendencies. From the
point of view of education there are two important
innate tendencies—imitation and play. We shall
consider the nature of each of them in the present
chapter and shall see how they can be , utilised for the
purpose of education. The first of these tendencies
has three sub-divisions namely, imitation, suggestion and
sympathy, All these are nothing but various forms of
imitation. What is specially known as imitation i
copying others in action. When one copies others in
thought one is said to be under the influence of sugges-
tion, whereas when one copies others in feelings, the
phenomena is described as sympathy. Let us now
consider each of these forms separately.

IMITATION

Imitation is one of the most important general
tendencies from the point of view of education. Imita-
tion is doing as others do, The old and the young all
imitate. The younger the individual, the more does he
imitate. Most of tl.e time of the chill is spent in
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imitating others. Through imitation he learns speak-
ing, walking, playing, reading and writing.

THE VALUE oF NMITATIOR IN LIFE—“lmitation
and invention are the two legs”, says William James,
“on which humanity has proverbially walked.” Inven-
tion is necessary to bring improvement in life, but if
the tendency to imitate were not present in man, no
one would benefit himself by the labours of others
Among lower animals learning is directed mostly by
{he trial and crror method: ome individual does not
gain much by the errors of others. But mm human
learning due to the impulse to imitate olhers man
does not commit as many errors as other anmmals
do, Amitation is a great conservative force in hiie. The
habits and customs of sociely that embody the ex-
perienee Jof the race are preserved due to imitation,
It is due to imitation that there is coherence in society;
the greater the tendency to imitate others ina social
group, the better would be jts <olidarty. Between
originahity and imitation thereis no real opposition. In
the beginning imitation is unconscious, later on it
becomes deliberate and this paves the way to onginality.

Nature inipels the child to imitate others. Thus
its experience widens and its intelfect grows. The
experience of the child is limted and if it had not a
strong tendency to imitate others it would perish. It
would not learn to walk, speak or b2 ‘able to do things
required for living. The child imitates the elders in its
plays most. Thus it prepares itself for the battle
of life,
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Irs UtiLiry ror Epucation—The child’s tendency
to imitate is to be utilised for his education. Imitation
may be spontaneous or deliberate. Spentaneous
imitation may be utilised in forming good habits in the
child. Children can easily learn to keep their bodies
clean, to dress themselves properly, to be punctual
in their work, to keep every thing tidy through
spontaneouly imitating others. Similarly the child
picks up much of language, manners of speaking and
behaving with others through spontaneous imitation,
The educator has to provide suitable environment to
the child so that he might easily develop valuable
mental and moral yualities,

The ability to imitate others deliberately comes
with the growth of thought Much of school work
requires this kind of imitation. Reading, writing, and
solving problems in airithmetic comes through deliberately
imitating the teacher or a superior child. The teacher
should present only beautiful writing on the black
board, for it is what the students copy. His pronun-
ciation of words should be correct and his general
behaiiour should be worthy of imitation.

The teacher can make use of the more intelligent
loys i improving the weaker ones through evoking
the spirit of imitation in the latter. Model essays should
be read outin thie class. The best boys may give the
model reading, It should always be remembered that
the best teacher of the child is not an adult but anothes
child of the same age, Ilence a child who learns in a
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good school picks up hundreds of valuable habits through
contact with other children and imitating them.,

EMUILATION

The tendency to emulate , others springs from
imitation, but it includes instincts of self-display and
pugnacity, It is a very important tendency from the
poifit of view of progress in life. According to William
Yames “Nine-tenths of the work of the world is done
by it.” This may be an exaggeration but it cannot be
denied that we are most impelled to action when we fcel
a desire not to be beaten by others.

The tendencv can be utilised for the education
of the child. When in games the spirit of competition
is introduced, play becomes very interesting. Its effici-
ency is increased. Similarly the efficiency of work
is increased when the spirit of emulation ic introduced.
But too much of competition between differcnt boys
leads to undesirable consequences. When competi-
tion is keen, emulation degenerates into rivalry and
hatred, It is better to promote group competition in
place of individual competition. This brings solidarity
between different groups and promotes a spirit of self-
sacrifice and discipline among the boys. Self-cmulation
likewise is better than emulation of others. A
student should be taught to compare his present self
with his past self. Let him be critical of his own
conduct and try to see how much progress he is making
from day to day. He will thus try to be better than
what he has been before,
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SUGGESTION

Suggestion is defined by McDougall as “a procegs
of communication, resulting in acceptance with con-
viction of the communicated proposition in the absence
of logically adequate grounds for acceptance” It is
imitation of one person by another n thought. In an
abnornal state of mind such as hypnosis one can
easily notice the phenomena. Here the transferer can
make the imitator believe or do whatever he likes,

The suggestibility of a person depends on his age,
mental constitution and the conditions under which
suggestion is given, Cluldren are more suggestible
than adults; persons whose mstinct of subjection is
strong are morc suggestible than ordinary persons.
In agroup a man is more suggestible than when he is
alone, Diseases and misfortunes make a man’s mind
a prey to unhealthy suggestions.

The strength of suggestion depends on the source
from which the suggestion comes. Suggestion coming
from a man of strong will 15 stronger than the one
originating from a man of weak will. Similarly the
nunber of persons believing in an idea also determuies
the power of suggestion of that idea. The former kind
of suggestion is called Prestiyc suggestion, ' whereas
the latter kind is known as mass sugycstion. Prestige
suggestion is effective when children have respect
for the person from whom the suggestion 1s coming.
\Vhen the teacher is loved and respected, all that he
says is accepted by the pupils, if on the other hand, the
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boys do not feel the superiority of the teacher, the ten-
dency of contra-suggestion is aroused. Dumville says,
“Unless a man has great personal influence over the
boys, itis often dangerous for him to preach much”.
Preaching is disliked by every one particularly by
older children. Hence so far as possible 2 teacher
should refrain from preaching any thing directly to
the boys When a subject becomes conscious that he
is being “got at”, the spirit of contra-suggestion is at
once arouserd and then no good can be done to him,

The teacher has to make a very discreet use of the
power of sugge~tion It should be used only for the
good of the boys and should not be used too often.
The teacher should not put questions to the students
suggesting either right or wrong answers, In the
former case thetr intellectual activity is not aroused,
and in the latter they are unnecessarily confounded,
This brings them no good. One of the aims of educa-
tion is to develop the thinking power of the pupils
Keeping this m view, a teacher should not jut elliptical
questions or questions requinng answers I y¢s or no.
Ile should uot put  such  questions—+Was the
policy of Aurangzeb towards the Hindus unwise > If
such questions are put at all, they should be followed
by supplementary questions, 1equiring a detalded
knowledge of the ~ubject.

Constant u~e of suggestion is bad, Ve have
not to incicase the suggestibihty of students but to
develop thewr power of critical thought. As Dumville
points out, “In science, history, geography, arithmetic,
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and even to a large extent in literature, the teacher’s
chief aim should be to induce the children to investi-
gate and to come to conclusion for themselves, They
should not be led to adopt an attitude of passive accep-
tance of all-that their teacher tells them, ™

SYMPATHY

Sympathy i< imitation of others in feeling or
feeling as others fecl. We find the phenomena of
primitive sympathy in {he conduct of animals as well
as of men, If in a herd of catile one of the memters
shows fear and rushes off in flight, the others follow
it Sympathy worhe among children m the same
way When a large wajouty of the childien of the
class behave in a2 particular way, the remamder begin
to bebave in the same way antomatically.  Ths is
known as” “sympathy of numbets”” A teacher must
heep the rank and the tle with him, "He should be
fair and sympathetic to lne pupils  This will keep the
majorty with h'm Then he should search out those
who are rebelhous., He should see that nu one sym-
pathises with them. “Thus left to themselves they
whould be brought round anrd behave a« others do

The teacher should make use of sympethy in
mmproving the tone of the class  If the tone of the
class 1~ good, no need of pumshment will arse  The
teacher  should a].wa}s keep the Leaders of the class
with Iim.  The lcaders are usually difficult to be

Fundamentale o) Peyeh o oy P, 27,
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discovered, They are not always, the wiek o
or gifted ones among the bays.
conscions of their own position. The teach

win them over,tv his side without mmaking th
cious of the importance of their position. Once a
rebellious student bscome®s conscious that he is
being feared by the teacher or that he is aa important
person, the disciphne of the class vanishes.

PLAY

CHARALTERISTILS OF PLAY—Play is defined by
William Stern as ‘voluntary self-contained activity !
It is an expression of the creative impulse of the child
There is no presence of compulsion in play. The only
compulsion that the child feels m play is the compul-
sion of his own nature, Just as the poet feels an urge

-to create poetry, so too the child feels an urge to play.
The play activities of the child yield him joy. Thus
they are pursued for their own <ake and not for any
ulterior end. We can distinguish work from play by
just this last criterion. Dlay activities are an endmn
them:elves; this is not true of work, But when work
is looked upon as its own reward it cannot (be distingui~
shed from play. As a matter of fact, philosophers like
F. H. Bradley think that no ultimate antithesis can be
maintained between work and play. The highest form
of work is play-

From the above description of play it is clear that play
is characterised by three marks—frecdoin, spontaneily
and joy. Any activity which has these marks 1s play,

VaLue or Pray 1x Lire—Play is Nature's device
to prepare the young one of an animal for the battle
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of difs, Nature goads the young ones of all animals
to play. 1f 2 Lkitten gets a ball before it, it begins to
rof! it hither and thither, takes it in its mouth and then
lets it go. In this wayit prepares itself to catch the
mice. Similarly puppies carry on a mock fight. They
thus prepare themselves to fight a stranger. *Play”,
says William Stern, “1s indeed to life as mancevours
to warfare”, Hence the Iplay time of an animal is a
time of preparation. The higher ,a species is in the
scale of evolution, the greater is the period of play requi-
red for the young ones of that species. Nature, in fact,
keeps an animal young so that it may play and thus
prepare itself for the 1esponsibilities of hfe, Karl Groos
is right when he says, “It is not so true that animals
play whife they are young as that they are young so long
a. it is necessary for them to play.”

Herbert Spencer regarded the play activities of

the child as an copression of his superfluous energy.
Play is like a safety valve that lets off the encrgy in the
oigamsm whicl is not requited for the needs of life.
This superfluous energy might have created some
trouble, if it would not have been spent up in this way.

This view, however, 1s no longer regarded as
sound. On this view the play activities are a mere
waste of energy. But this 1s not actually the case,
They are really highly beneficial to the animal, They
provide exercise to the body and the nund of the
individual, Through them the child gams control of his
snuscles and coordination of movements of various limbs.

Stanley Hall regards play as a kind of recapitulation
of the previous stages of evolution. Thus the child
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plays, at hide and seek since his ancestors actually had
to resort to those activities for saving their lives
from the attacks of other animals and hostile groups.
This theory, however, does not command universal
acceptance. Whatever may be the truth in the theory,
from an educational point of \iew, it ts not so important
as the view expresced hy Karl Groos, namely, that
the child m 1ts plav activitics anticipates the  seiious
ackizitics of later life,

There is an elecment of make-believe in play. This
accounts for games of personation. Through these
games the cluld trains its imagwation for the business
of life. Indulgiug in ma\e-believe, though not good
for the adult, is good for the cluld  In the case of the
former it shows a shrinkage of personality, in the case
of the Jatter it shows its expanswn,

EoucatioN THroUGH Drav—In modern times
the cducatjonists are emphasising the need of giving
scope to the full expression of the individuality of the
child. They waut to replace the old methods ol school
instruction, 1  which the child 1» made a passive
listener to the teacher's enwdlition, by the new methods
of seif-education and creative actwiaty. The old con-
ception of disciplme is changed. ( According to the
new conception of discipline, the best school is not
one in wluch there 15 least noise, but rather it is one
in which there is the greatest activity. "It is urged that
the teacher should no longer play the part of a dictator
but he should rather be a director of the energies of
the child. All tlus means that the atmosphere of the
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school sheuld be surcharged with freedom and joy.
There should be education through play.

The curriculum as it obtains m the present day
schools does not pay heed to the demands of the child
nature. The child is taken to be a miniature adult,
and we try to teach him every thing that we think to
be valuable irom our pownt of view. This attitude has
to be changed. In our schools there should be more of
such activities as would engage the attention of the
child spontaneously. Mustc, drawing, handwork, gar-
dening, dramatic performances, debates, scouting etc.
should find a proper place in the curriculum,

The methods of instruction 2lso rejuire to undergo
change. They should be flexible enough to meet the
needs of different individuals, Knowledge should be
s0 communicated as to be interesting 10 them. Greater
responsibility should be placed on the pupils them-
selves for their conduct and progress, Group work
should be encouraged. There should be more of acti-
vity method in the school work. The whole work
<hould be done in a spirit of freedom and joy.

A number of educational systems have come into
vogue these days that aim to reform the old methods
of education, They all make use of the principles
of paly in the edmcation of the child. Froebels
Kindergarten, Montessori Method, Dalton Laboratory
Plan, Heuristic method are very good examples of “the
play way in education.” Every one of them tries to
make the child active, diminish the external checks
and create an atmosphere of freedom and joy.
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EXERCISES,

“Imitation and invention ate the two legs on which
humanity has provetbislly walked”—-Explain the
statement and bring out the importance of imitation
in the life of the child.

What use can a teacher make of emulation in class
work ?» How can we avoid the evil consequences of
emulation ?

What is prestige suggestion ? How can it be utilized
for the benefit of the child ?

Explain some of the abuses of suggestion, When is
suggestion really useful in the child's education ?

. What is meant by “sympathy of numbers” ? How can

it be utilized for the education of the child »

“|t is not so truethat animals play while theyare young
as that they are young so long as it is necessary for
them to play”.~Expound and discuss the statement.
How is play distinguished from work * Explain the
educational value of play.

What is play-wav in education i Give the characteris-
tics of some of the methods that advocate the doctrine
of education through play.
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LEARNING
NATURE OF LEARNING

Learning is the process by which the original
innate bebayjpur of the .organism is modified through
contact with the environment. It is  Dehefiting
onescif by past experiences. It enables an indivi-
dual to live a more successful life, that is, to
derive a greater amauat of pleasure from ity life-activi-
ties, There is some amount of learning even in the
lowest organism, Insects, animals and men all benefit
themselves by past experiences. Animals learn more
than insects and man learns most.

To understand the nature of the process of learn-
ing let us take a few examples.

«Place a white rat vetore two little doors, hoth
just alike except that one has on it & yellow circle.
The rat begins to explore. If he enters the door with
the yellow sign, he finds himself in a passage which
leads to a box of food, if he enters the other door he
getsinto a blind alley, which he explores, and thesm,
commg out, continues his explorations till he reaches
the food box and is rewarded. After this first trialis
completed, place him back at the starting point, and
he is very apt to go straight to the door that previously
led to the food, for he learns s:mple locations very
quickly. But [meanwhile the experimenter may have
shifted the yellow sign to the other door, connected
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the passage behind the marked door with the food box,
and closed off the other passage; for the yellow dise in
this experiment always marks the way to the {ood, and
" the other door always leads to a blind alley. The sign
is shifted irregularly from one door to the other.
Whenever the rat finds himself in a blind alley, bhe
comes out and enters the other door, so finally geiting
his reward on every trial. But for a long tume he
seems incapable of responding to the yellow signal.
However, the experimenter is patient; he gives the 1at
twenty trials a day, keeping an accomut of the number
of eorrect responses, and find the number increasing little
by little, till after some thirty days every response is
correct and unhesitating. The rat has lcarned the trick."*
Learning takes place more quickly if for every
mnstaf:g the rat receives punishment, This is done by
piacing electrified wires 1n the blind alley eo that the
Tat i e.;}a shock 'w;ené\;é* the mistake is committed.

A X .
In enother cxperiment th® Fat is placed ih a maze

with 2 food tox, There is UEl¥ 08§ way toit In the
heginning the rat covers every inchof thé :gmnnd in
the maze. He goes to a blind alley. But in cousse
of time all the wrong moves a¢ eliminated and the rat
jearns to go to tl e food box directly.
METHODS OF LEARNING

The process of learning takes place in toe follow-

ing different ways.e Sometimes two or more of them

are combined.

* Woodworth . Peycholngy, P. 304,
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(i) Ranpou RespoNses.—When a living organism
has te face a new situation, in the beginning it makes.
random responses to get out of the situation. If these
are not made no learning will take place.

(ii ) ELIMINATION OF A Resronsg—QOut of the
random responses those that do not lead to the desired
end are eliminated. A stimulus arouses a response,
There are certain types of responses that an anima)
will make at the presentation of certain stimuli. But
when they do not bring satisfaction or bring positive
pain, these responses are eliminated. The rat in the
maze went to the blind alley in the beginning, but
later on it did not turn that way. Constant failures
inhibit a response, .

( ii3 ) SusstiTute STiMuULUs.~This occurs when
instead of the original stimulus some other stimulus
brings a particular response. A dog gets saliva into
its mouth at the sight of the food but not at the
hearing of a bell. But the bell may bring saliva by
being associated with the food. How it is done is shown
on page 35 while describing conditioned reflexes.*

All language learning is a case of substitute
stimulus, Words evoke the same response from us
as original objects.

{ iv ) Suserirutg RespoNse~This we find in
the case of the burnt child who dreads fire. The
original response to the fire stimulus was to approach
it, but experience taught that fire is painful. Hence

® A young child showed po sign of fear when it suw »
| rabit, rather it tnok i$s hand to it. But a loud rappicg nofee was
5
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imstcad of going towards fire, he withdyaws himself or
runs away from fire.

Leta hungry cat be placed in a cage. It tries to get
out by crawling between bars, but it fails, By chance
# turns a button attached to the door and comes out.
When thisis done again and again the cat learns the
trick to go out. The original native response to crawl
is given up and the new response to turn the buiten
takes its place.

( v ) CousinarioN oF Responses —Originally the
child is capable of making simple responses. Unless
combination of these responses takes place the complex
acts cannot be done. Our lifeis full of such complex
acts, Even such seemingly simple acts as walking and
taking food are combinations of many simple respon-
ses, Much more it is so in the case of cycling, typing
and playing the piano where evidently many responses
have to be combined to produce one effect.

TYPES OF LEARNING

Learning has sometimes been divided iato the
following two main types:—

(¢ ) Learning through treol and error.

(it ) Learning through observation or insight and
understanding.

produced behind the child just them. It quickly withdrew us
hand. This was repented several times. The child later on shrank
from the rabit out of fear The child really feared the noise
sow it began to fear the rabit which was uot an object of fear

Jofore
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The forms of learning described above are of the
trial and error type, This is commor among lower
animals. Among higher animals and man it is the
second type of learning that predominates,

The simplest form of learning through observation
is imitative learning. A monkey learns much through
imitation. Put a banana in a tube and leave it to
a monkey. The monkey tries several methods of
taking it out. After much trial and error it takes if out
by thrusting a stick in the tube. Suppose another
monkey is observing it. When thi> monkey’s tura
comes to get the banana from the tube, it does not
resort to the trial and error process, It directly
pushes the banana out with the help of the stick.
This is learning through imitation. It is benefiting
oneself by the experiences of others. Much of child-
ren’s leaning is of this nature.

A still higher form of learning through observa-
tion or insight is to be seen in rational beings, Buler
hiolds that this type of lcarning is fundamentally different
from the trial and error types. This requires a eapacity
of analysis and synthesis of experience which is possible »
only to man, 1t is learning with the help of meaning. All
higher forms of learning involve it. This saves waste
of energy made in the trial and error method, The
ruperiority of man over other animals lies in his learning
turough insight and understanding. Again, the more
intelligent a man is, the greater islthe use of insight.

Supposing there is a poem to be committed to
wemory. The ordinary method is that of rote learning.
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But the better method is to perceive the meaning of
words and thei mutual relationship, to observe the
rhythm involved and discover the meaning of the
whole poem. In this way learning will be more effec-
tive than otherwise, If one had always to learn every
thing by the trial and error method one would achieve
little in life and would notbe at a higher level of
existence than animals. While testing the intelligence
of chjidren through puzzle boxes the experimenter
sees whether the subject proceeds by the trial and error
method or by the method of insight.

There are many thinkers, however, who hold that
there is no fundamental opposition between learning
through trial and error and learning through insight
The latter is nothing but the trial and etror process
carried on at the ideational level. Animals are incapabl-
of thinking of objects in their absence: man can d.
s0, He thinks with the help of images and concepts.
Hence he has not to make actual trials and errors bwu
makes them in his mind. All reasoning is of this
nature, 1t is making trials and errors at the ideationa)
level. lmitative learning also involves trial and enor
process. But it is done at others’ cost, ‘

K
LAWS OF LEARNING

Thorndike has given the fo]lov}ing three laws o
learning— .

(i) Lew of effect or the law of satisfaction and dis-
satisfaction. A tendency or a learned reaction is mace
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strong if it yields pleasure;itis weakened if it brings
pain. This law explains why out of the innumerable
original responses some are retained while others are
eliminated, The gat learnt because of it to go to the
place which brought him food and avoid the one which
gave clectric shock. The child, likewise, does the
thing which brings him the praise of the teacher and
aviids to do the one which brings him punishment.

{ii) Law of Exercise or the law of use and dis-
use-~A thing is learnt well by doing it over and over
again. When repetition does not take place fora long
time, what is learnt tends to be lost, The cat learns to
use the button by doing the thing again and again,
su does a boy learn cycling, typing or solving problems
in mathematics. When one gives up the practice,
forgetting begins.

Here it must be noted that merely this law cannot
account for learning. More repetition of a lesson does
not fix it in the mind. The lesson must be interesting,
that is, the process of learning should be accompanied
by pleasure, Then only it will be learnt easily.

(iti ) Law of Readiness—This law says that
when any reaction is learnt, it is satisfying to act
according to it; when it is not learnt it is painful to act
4ccorEling to it. In other words, we are prone to do
what we arc used to, If a child can recite a poem
successfully, for him to do so is satisfying; whereas
when he is not ready, it is annoying. The foot-ball
player, the chess-player, when at play, have their joys
due to this fact of readiness.
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PLATFAUS OF LEARNING

The above laws explain the Phenomena kmown
as plateans of Jearning. When we are learning a
new skill, progiess for sometime goes on rapidly, but
a time comes when there is no progress. But continned
efforts result in progress.  When these facts are
represented on a graph paper, the period of gfag-
nation shows a plateau. Below is given a gragh
which shows the record of progress in receiving
and sending message in telegraphy. It shows that for
some weeks there was rapid progress, then a plateau
arose, then there was again progress,

PLATEAU OF LEARNING.

Wetks of Practice.

Plateaus anse due to loss of interest in work, They
sometimes 1epresent a period of consolidation. When
the former is the case, they can Le broken by introdu-
cing new interest or motivisaticn in the work, When
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the latter is the case plateaus do not represent stagnatios
and they break naturaily,

ERFICIENCY IN LEARNING

Lifficiency in learning depends on the following
conditions— -

INTENTION 70 LEARN.—This is the most impor-
fant condition. We learn what we desire to lears.
Interest, in other words, is at the root of all learning.
It is what makes the attention steady, If a child does
not want to learn a lesson, it is impossible for a teacher
ta make him learn. A good method of teaching is
nothing but one which arouses in the child’s mind a
desire to learn.

Duine Hriers Learning—The more the child
exerts himself the better does he learn. The teacher
~hould, so far as possible, combine head-work with
hand-work, Manual training and clay-modeling are
introduced in schools not simply to mahe children
cxperts as carpenters and potters or to train their hands
but they are methods of teaching. Geography can be
better learnt by drawing maps and charts, making
models than by, cramming the books.

Vicorors ArprLicaTioN.—All work should be done
vigorou»ly. Students should not read all the day, but
they should be all attention while preparing their lessons.
The following poem gives a very salotary advice—

Work while you work,
Play while you play;
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That s the way

To be happy and gay.
All that you do

Do with your might;
Things done by halves

Are never donc tight.

Goop WOoRrkING Conpitions.—Effective learning
is possible only undcr good working conditions.
Children cannot work when it is very hot or very cold,
or when noise is coming from the street. 1ll-lighted and
ill-ventilated rooms are not proper places ior learners
to work. They must not be hungry or over fed.

LenetH OF TuE WorKING Pekiop.—The working
period should be neither too short nor too long. Some
time is required for one to become heated to work.
After some hours of work one feels fatigne, Then
attention flags. Children of different ages should have
different perinds of work. Young children lhecome
tired sooner than older ones. X

FATIGUE IN LEARNING

Fatigue in learning is produced when one does
continued hard work. [t is caused by the eshaustion
of the energy producing compounds and the presence
of tovins or waste products in the blood. The com-
pounds supply energy to the nervous system. Iw work
they are exhausted, then naturally the nerve or the
brain does nqt work efficiently or fatigue comes,

The toxins are produced by the burning of nerve
cells during work. They ate poisonous. So long as
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they are present, there is fatigue. Fresliness can come
only by their removal. They can be removed by
rapid circulation of blood. Tf children are let off for a
while after some brain work they gain freshness. as by
iheir running and jumping they take in niore oxygen
and rapid circulation of blood takes place which removes
the toxins from the blood.

Fatigue can be prevented or iemoved by change
oi work, taking nourishment and sleep. Change of
work gives rest to certain centres while others are at
work. The toxins of the former centres arc removed
from work. Hence it is in a sense right to say that
‘change of work is rest’. But the change should
be as complete as possible  If the brain has been
working for some time let the hand work now, To pre-
vent fatigue hand work should alternate with head work.

One cannot. however, go on working the whole
day without feeling tired. New energy ought to come,
This one gets by taking #nourishment  Foods that
contain sugar are very helpful in removing fatigue.
The value of milk in this connection cannot be over-
estimated. In this way one can go on working for
the whole day.

Sleep is Nature's sovereign remedy against fatigue.
Nuring sleep the toxins are removed and the tissues
that have been destroyed by work are 1epaired. Thus
real freshness comes only after sleep. ’

Sometimes fatigue is felt due to loss of interest
1 the work. The teacher should recognise this kind
of fatigne. Children sometimes complain of fatigue



74 FATIGUE IN LEARNING

when they are not 1eally tired. Such fatigue has only
one remedy. It is by introducing interest in the work.
It is seen that when children are interested in a lesson
they do not feel tired even after hours of work.

The nature of the subject sometimes detcriines
fatigue. Some subjects are more tiring than others.
Generally Mathematics and Classics fatigue more
than Geography, Elementary Science and Drawing.
While preparing the time-table of the school wark one
should keep this fact in mind. Two difficult subjects
should not be put onc after the other and the easier
subjects should be placed towards the end. The most
difficult subject should be taught in the ~ccond period.

EXERCISES

1. Explam the difference in the learning of animals and
of man. In what 1espects are they ahike ?

2. Explain some of the methods of leaining. How

does a child learn to say a new word ?

3. What is Jearning through insight and understandmg?
Is it fundamentally different from learning through
trial and error ?

4. Explain with examples the Law of Exercise, When s
the repetition of a task most effective in learning it >

5. Doing helps learning—how ? \Vhat use can you
make of this principle in the education of the child ?

6. A child says, ‘I am nottired but [ am tired of this.”
Explain the p-ychology of the statement. What remedy
do you suggest to deal with such a situation ?

7. Giwve some of the remedies against fatigue. When
are they effective
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HABIT
NATURE OF HABIT

We have divided human behaviour into two main
types—variable and non.variable, Habit is a variable
fo:_mf_gf human behavioyr. Habits are acquired
ways of reaction. But they are like reflexes and
instincts in being automatic. They are sometimes
called “Secondary automatic reactions.” The word
“secondary” signifies that they are acquired by the
individual himself and “automatic’’ that they are
mechanical just as instincts and reflexes are,

A hadit may be contrasted with the response of
2 person to a new situation. The new response 1is
indefinite and changeable, habit is definite and fixed.
The new response is slow and uncertain, habit is quick
and accurate, The new respunse is attended by cflort
and strained attention, halnt is easy and half-conscious,
A new response may be unpleasant but habitual re-
actions are pleasant

Every liv'ing organism is capable of acquiring
new adaptition. When any act is repeated again and
again, it becomes a habit. Learning is the process of
acquiring new habits. “We all marvel at the tricks

of the pet monkey, the dog or the elephant. We know
the animal was not born with the ability to perform

these tricks. The first peirformance is often a very
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difficult thing but after repeated practice the animal
comes to be very proficient in his acts. After he has
once learned the trick he is and always will be a
different animal from what he was before he learned
it, He may, through a lack of practice, become less
able to perform the trick but the cffecton the organism
is to a certain degree permanent one.”*
Thus we see animals and even insects form habits
But the number of habits that man formsis muclh
too large. Hence it is often said that whereas instincts
and reflexes predominate in the life of lower animals,
halits and voluntary reactions predominate in the life
of man,
BASIS OF HABITS

Puavgigrocrcar Basis.—The basis of habit les

according to some psychologists in the nature of the
aervous system, The formation of habit requires two
opposite qualities in the nature of the object—modifiabi-
/ dity and retentivity Non-living objects do not.have
both these qualities in equal measure at the same time
Steel has great retentivity but little modifiability; putty
has great modifiability but little retentivity, Steel
retains changes made on it but it resists -changes, putty
does not resist changes but does not retain them
for long. Now the human nervous system has both
thece qualities in an ideal condition. An impression

may be easily produced on it and retained for ever.
The human nervous system is made of billions

*Morgan and Gilliland; An Introduction to Paychology P, 67,
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of cells, These are called neurones. Between some
neurones there gre strong inborn conmections, These
form the basis of reflex actions, Between others there
are only loose connections, which are modifiable.
Suzh connections are the basis of habits, \When a
stimulus comes from outside, it takes some path to reach
the brain. It may take a preformed path or may make
anew path. There are usually several alternative paths
for the nervous current to travel inward. The path
that it chooses becomes later on fixed. Synapses are
formed between the ueurones that carry the message.
The synapses are junctions between the nerve cells.
Once they are formed they resist the formation of other
synapses Thu: habituil  reactions tend to persist
and 1t 1s difficaly to break an old habit,

Hence, the formation of habits depends on two
facts, The first is the indeterminate nature of connec-
tions between neurones; this accounts for the modi-
fiability of the nevous system. The second is the
rormation of synapses among neurones; this accounts
for retentivity.

PsycHoLoclcal Basis—~The psychological basis
of habit formation is the low of hedonic selection or the
pleasure and pain principle. Pleasure sustains, prolongs
and confirms the mode of striving which brings
pleasure. Pain checks the activity that brings pain.
A mode of reaction tends to reoccur only when it
satisfies a certain urge. In the absence of the urge
there would be no reoccorrence of the activity, as
there is bo satisfaction to be gained, Hence no habit
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difficult thing but after repeated practice the animal
comes to be very proficient in his acts. After he has
once learned the trick he is and always will be a
different animal from what he was before he learned
it, He may, through a lack of practice, become less
able to perform the trick but the effecton the organism
is to a certain degree permanent one.”*
Thus we sec animals and even insects form habits
But the number of habits that man formsis much
too large. Hence it is often said that whereas instincts
and reflexes predominate in the life of lower animals,
habits and voluntary reactions predominate in the life
of man,
BASIS OF HABITS

Puysigrogicar. Basis.—~The basis of habit hes

according to some psychologists in the nature of the
aervous sysiem, The formation of habit requires two
opposite qualities in the nature of the object—modifiabi-
/ #ity and retentivity Non-living objects do not.have
both these qualities in equal measure at the same time.
Steel has great retentivity but little modifiability; putty
has great modifiability but little retentivity, Steel
retains changes made on st butit resists -changes, putty
does not resist changes but does not retain them
for long. Now the human nervous system has both
these qualities in an ideal condition. An impression

may be easily produced on it and retained for ever.
The human nervous system is made of billions

“Morgan and Giltiland; An Introduction to Psychology P. 67.
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of cells. These are called neurones. Between some
neurones there are strong inborn connections, These
form the basis of reflex 2ctions. Between others there
are only loose connections, which are modifiable.
Such connections are the basis of habits, When a
stimulus comes from outside, it takes some path to reach
the brain, It may take a preformed path or may make
a new path. There are usually several alternative paths
for the nervous current to travel inward, The path
that it chooses becomes later on fixed. Symapses are
formed between the neurones that carry the message.
The synapses are junctions between the nerve cells.
t)nce they are formed they resist the formation of other
synapses Thus habitual reactions tend to  persist
and 1t is difficult to break an old habit.

Hence, the formation of habits depends on two
facts, The first is the indeterminate nature of connec-
tions belween neuiones; this accounts for the modi-
fiability of the nevous system. The second is the
jormation of synapses among neurones; this accounts
for retentivity,

PsycuoLocicar Basis—The psychological basts
of habit formation is the low of hedonic selection or the
pleasure and pain principle. Pleasure sustains, prolongs
and ccnfirms the mode of striving which brings
pleasure. Pain checks the activity that brings pain.
A mode of reaction tends to reoccur only when it
satisfies a certain urge. In the absence of the urge
there would be no reoccurrence of the activity, as
there is no satisfaction to be gained. Hence no habit
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will be formed. Thus the basis of babit is in urge
which prompts the activity. In other words, just as
motives underlie voluntary actions, so impulses underlie
tabits ; when the former are weakened, the latter are
also weakened and finally disappear.

Let us take an illustration. Students during the
time of examination work hard. They get up early in
the morning and apply themselves to their studies,
But it is seen that after examination few students touch
their books or rise early. The repeated activity did
* not create a habit of early rising in them. When
the motive for early rising disappeared, the activity
ceased. Thus in the strength of the urpe lies the
strength of the habit. Iabit, as McDougall points out,
is not in itself a force as an iustinct is, but rather a
niechanism created by a force to work itself out,

VALUE OF HABIT,

Habit is a great conservative force in the life of
man., It saves much of the energy that is spent in
makmg random movements required to do an act for
the first time. It simplifies movements, makes them
accurate, and diminishes faligue. DBesides it dimsnishes
the amount of atlention required to’do an act.

Watch a child learning to write. When he makes
hius first letter all his attention is devoted to it. He
makes many false moves and in the end with difficulty
scribbles out the form of the letter. The resulting
form is so inaccurate that it can hardly be recognised.
Now this very child in a few months does the whole



VALUE OF HABIT 79

thing with ease and accuracy without making any
mistakes. Every thing seems to be done automatically.
This is the result of habit. 'lhe same is seen in the
case of a tennis player. The novice in playing tennis
seems to be all activity and all attention. But much
of this activity and attention go to waste. The move-
ments that he makes are not of the right kind. He gets
casily tired. The fingers of a trained player at piano
work so accurately and automatically that they excite
wonder in us, The trained typist likewise does not
attend to the letters but only to the matter he is
typing We can do many things at the same time
simply because equal attention iz not required to be
paid to all the acts. Somec of the acts become
habitual and are done automatically. Ounly a few are
directly attended.

Habitual actions become liked by those who do
not like them in the beginning. Their unpleasantness
chsappears. Imagine the It of the chimney-sweeper
and the cleaner of gutters. How hard and repulsive are
their jobs. Yet if the jobs were so hard as we imagine
them to be, it would be impossible for them to live
[lowever repulsive 2 job may be in the beginning,
habit makes it bearable and even liked by him to
whose lot it falls. The pain attending the job disappears
and what was very difficult becomes easy. When a
man enters the mine the first day, he comes back with
an unbearable pain in the back But the miner no
more feels the pain as it was felt by him the first day
of his work. All this is duc to habit. People who
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spend their whole life in prisons begin to have a liking
for their prison life. There are cases on record of
prisoners who applied for readmission to prisona when
suddenly they were released from them after serving a
long term of imprisonment.

IMPORTANCE OF HABIT TO EDUCATION.

The progress of an individual in life depends on
the formation of good habits. The child with good
habits has an enorimous fund of energy at his command
which he can utilize for the purpose of improving him-
self. A man should have fixed hours of rising and
going to bed, of meals, of work, recreation, rest and
social intercourse. It is only in this way that he can
discharge all the heavy responsibilities of his life
“There is no more miserable human being “says
William James, “than one in whom nothing is habitua}
but indecision, and for whom the lighting of cvery
cigar, the drinking of every cup, the time of rising ani
going to bed every day, and the beginning of every bit of
work are subjects of expressed volitional deliberation.”

The nervous system of the child should be made his
ally rather than his enemy., The child’s mind ¢
very plastic. His mund is impressionable to every
thing that occurs in the environment, Hence great
care has to be taken in directing his inclination and
enabling him to react to situations around him in the
proper way. The happiness and misery of life depends
on what habits we have formed in childhood. For
these become the basis of other habits that one forms
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in later life, Hence a man 1s happy if the habits he
formed in early life are good; he is unhappy if they
are bad. Education in a semse is nothing but forming
right habits of thought and behaviour in the child.
Character is a bundle of habits. One of the aims of
education, the most important aim, is to build character.
Now this can be built up only by the formation of
right Rabits.

All learningis halht formation. The child has o
form habits of speaking, writing, reading, making
calculations quickly etc. All tlus depends on practice,
i other words, on the formation of habits. From this
it is evident that Rousseau gave a false pedagogic
doctrine when he said that the only halnt which Emile
shall form is to form no habit. If a child forms no
habil he learns nothing and education has no meanmng.
The child cannot help forming habits. Habits are
created due to the fact tnat the child has to do so many
actions over and over agam. What we should see 1s
that only good habits are tmplanted and bad habits do
not take root,

Habits, 1t 1s often said, are good as servants but
bad as masters. This 15 a very salutary advice to all
those who amn at forming habits either in their own
Tives or in the lives of others  1labits that serve us “are
iormed by ourselves. Their formation requires an
cffort of the will. They do not come of their own
accord. labits that come of their own accord or are
easily contracted (r.g. smoking, lying, gambling-ete.) are
usually bad habuts. Such habits"become our masters.:

6 4
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We cannot get rid of them easily, With reference to
such habits it is right to say that the only habit that
the child will form is to form no habit. The formation
of habits of right kind involves a training of the will.
The larger the number of such habits a man has, the
stronger is his will, and in the strength of will lies the
strength of character. Such habits can be dismissed
at will; for it is the will that forms them. The child
should have as many of such habits as it is possible. It
takes a long time to cultivate such habits, as neatness,
punctuality, perseverance and truthfulness. But it
does not take time to lose them. The formation of
good habits is like going up a hill, losing them is going
down. Certainly the latter task 1s easier than the former
one. Hence one need not be afraid of s good habits,
nor can he have too many of them.

LAWS OF HABIT FORMATION

William James has stated four laws of habit for-
mMtation. They are as follows:—

(1) Launch yowrself «iath as decided an imtiation
as possible. The greater the strength of resolution
with which we begin a work, the longer is it likely to
keep us engaged. Well begun 15 half done. When the
first act is done with a strong resolution, a strong ten-
dency to do it over again [is created in the mind. 1t is
done with ease a second time. One should take a
public pledge at times. This enables one to sitck to
one’s resolution with tenacity.

(2) Never suffer an exception to occur tdl the new
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habit is securely rooted in life. Failure at the outset
damps energy. Each lapse is like letting go a ball of
string which one is Jcarefully winding up. A single slip
undoes more than a great many turns will wind again,
Suppose, a habitual late riser makes up a resolution to
rise early.  He rises early for four or five days. But
after a week, one day he becomes indulgent and rises
late. This one slip undoes practically all the virtue he
gained by making effort for seven days.

(3) Scize cvery first possible opportumtv to act on
every resolution you make and an every emotional
promptmg you may experience in the direction of the
habit you aspire to gain A man may possess a vast
nunber of good maxims, but if he does not act up to
them, their possessinn 18 worse than useless. It is by
action alone that habits are formed and character
made great., The oftener we do a right act, the deeper
becomes the tendency ingrained in our minds to repeat
it.  On the other hand, every time a good resolve, a
fine glow of feeling is lost without bearing fruit, it works
on the side of pulling one down. [I’ersons who read
novels too much and visit cinema shows or theatres
develop a type of character full of sentiments, but
possessing_ little capacity for doing real social good.
They become the type of the Russian lady who wept
over fictitious personages in the play whie her coacle
man outside froze to death.

(4) Kcep the faculty of effort alrve in you by a little
gratiuous excrcise cvery day. Just as by disuse living
beings lose the power of exercising their limbs, so too
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habits are lost by disuse. There is no holiday for virtue.
Where virtues are not excrcised, they leave us for good,

HOW TO FORM HABITS IN A CHILD

The four laws stated above are to be carefully
applied while formung habits in a child. A The child
should be led to make a strong resolution to form the
new habit. But in order that this may be possible, the
teacher should evoke some strong native urge of the child,
As we have pointed before no habit can be formed
unless the individual strongly desires to form it, that is
unless ‘it satisfies some one of his urges The teacher
should, therefore, tell the child the value of a good habit,
rather make the child be convinced of it, The child
should clearly sce that he would be happier by having
the habit. Qur actions follow our interests. The child
should be made interested in what we want him to do.
Then the child should be made to do the work. Work
teaches its own value, A« the work is successfully
done it brings satisfaction. Tins satisfaction lives in
memory and becomes the cause of the repetition of the
action. Thus habits are generated, In the beginning
the action is difficult but with increase in practice it
becomes easy. A day comes when it becomes almost
automatic.

Suppose we want to inculcate in the child the
habit of physical excrcise. This will require lecturng
on it, taking the student to places where exercise is
done daily, taking help of pictures to impress upon
the mind of the child the value of regular exercise and
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good health, Then he should be made to practise also.
There should be no neglect made in the early stages.
The teacher should see that even when the habit has
become fixed, the child does not avoid doing exercise.

ELIMINATAON OF BAD HABITS

Closely connected with the problem of forming
good habits is the problem of eliminating bad ones.
Disuse is by far the most mmportat method of
climinating a bad habit. Suppose a child has the
habit of telling lies. The teacher should see that very
few occasions arise when the child may tell lies.
The habit of smoking Jikewisc dies of disuse.

Another way of eliminating a bad habit is by
opposing it twith a habit of a contrary nature, A
student has the habit of quarrelling with his few fellows.
Suppose he is made the captain or « member of a team
of players. Now the team spirit acquires inhibition of
the quarrelling habit, hence as the team spirit grows
in him, the quarrelling habit will be inhibited.

The law of Zedonic selection has also to be made
use of in the elimination of a bad habit. A certan
amount of satisfaction is gained by doing a habituil
act, A bad habit usually satisfies an instinctive ten-
dency. Now if dissatisfaction follows the doing of a
habitual act, it would not be repeated and thus the
habit will die. A child may have the habit of stealing
articles belonging to others, This satisfies his hoarding
mstinct. Infliction of punishment will eliminate the
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habit; for now instead of satisfaction, dissatisfaction
follows the doing of the habitual act.

There are some bad habits of a pathalogical
nature. They arc due to the formation of complexes
in the child's mind Such habits can be eliminated
by psycho-analysing the child. For this child climcs
are needed. Kleptomania, pathalogical lying are cured
in this way.

EXERCISES

1. Distingash between habits and instincts. What is
meant by saying *habits are sccondary automatic
acts.” ?

2. What is the pliysiological basis of habitual behaviour?
Can you explun the formation of habits 1n any other
way P

3. 1Tabit diminishes the amount of attention reguived to
do an act—Ilow > What 1s the value of this fact to
the life of man ?

4. “The only habit that Emile shall form 1s to form no
habit”~—~D1scuss the statement so as to bring out the
importance of habit to education.,

5. «Ilabits are good as servants but bad as masters”—
[lucidate.

6. Explain James' laws of the formation of habul.
How would you make use of them in forming habits
in a child *
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7. Show by what method you would eliminate the fol-
lowing undesirable habits contracted by a child—
Smdking, writing foul language on the school walls,
biting finger nails, spilling ink on the floor; coming
late to school. |
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Cnarter VII
EMOTIONS -

NATURE OF EMOTIONS

An Emotion is a stirred up state of the organism.
It arises in some unusual situation. Some emotions
we experience when obstructions are met by life urges,
We do not feel fear when we are safe, we feelit only
when confronted with a situation that forebodes evil.
Similarly anger is aroused when we sce somg one doing
us harm, t

Fecling is said to be the core of emotions, Feelings
are of two kinds—of pleasantness and unpleasantness,
They are elementary states and exist to some degree at
all times. Every sense impression has a feeling tone,
When feelings are very strong, they §jjipear aa emetions.

‘There is, however, one distinctifoh between feelings
and emotions. Feelings are not cogoitive, birt emotions
are. Whenever we feel an emotion there j§ an object
towards which the emotion is diregted. If one object
is removed, it will fix itsel{ on another.

Emotions are the ‘most subjective states of cons.
ciousness. They are individual experiences. Towards
the same situation two persons may feel in two different
ways—one may feel happy and another sad. Twe
boys witnessing the same game feel different kinds of
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emotions at the prospeét of one party or the other
being defeated.

Every emotion is connected with a conative wige,
that is, an impulse to action, Tt is for this reason that
in common speech emotions are described as wmotives
of action, One often .says anger or fear made one do
this or'that. In the chapter on instincts it was pointed
out that with every instinct some "specific emotion is
connected. This means that just as an instinct has a specific
feeling tone, so too an emotion carries with it a conative
urge which, according to McDougall, is it very life

Emotions have a wide 1ange. The young and the
old, the savage and the civilized man, the worldly man
and the saint—all feel ethotions. If at times they seem
ngt to feel them, it is due to their having obtained
cintrol'bver their expressions. The emotional experi-
ences of all persons are alike; only the objects at which
the emotions are felt, and the manner of expressing the
emotions, however, differ. The child feels anger when
its toy is snatched away, the adult feels it when his
house i snatched.  The savage feels angry if one
purts a tree he worships, the civilized man feels so
when some onme attacks the hero whom ke regards
as his idol. The savage adopts simple and direct
means to wreck vengeance, the civilized man adopts

covert and indirect means.
ar

PHYSIOLOGY OF EMOTIONS

+> "When an emotion is aroused in the mind, impor-
tant physiological changes occur. In an emotional
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state activities of certain glahds known as endocrine
glands, arc affected. They become either specially
active or slow in their activities according to the nature
of the emotion. The flow of the salivary and other
juices is affected thereby. In anger, the quantity of
hoth the salivary and the gastric juices becomes consi-
derably diminished  This affects the digestion of food.
Thus a per<on who is given to constant fits of anget
suffers form chrounic constipation.

The glands that are specially connected with emo-
tional states are the thyroid, the adrenals and the pitui-
tary body, The thyroid is situated in the lower part
of the neck. It manufactures «ertain substances. If
there is an over-supply of them, the individual becomes
extremely sensitive to pain. and to emotional situations.
If the supply is slowed there is dullness, Tn anger, fear
and resentment, the supply 1s increased,

The adrenals are two in number and they lie nea1
the kidneys, In states of strong emotions these are more
actne than at other times. They manufacture a subs.
tance called adrenalin and discharge it into the blood.
The amount of adrenalin discharged in the blood is
greatly increased duting an emotional , state,  This
substance makes one become insensible to fatigue,
brings cagerness, alertness and a sense of vigour and
muscular power. In fear and anger, the supply of
adrenalin is specially increased. This makes the
organism prepared to meet any situation.

The pituitary gland 15 at the base of the bran
This controls adolescent sex development. Wheneve:
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deficiency in pituitary secretion occurs, there is mental”
Juggishness and deadening of emotional life.

JAMES LANGE THEORY

The close connection of emctions with internal
hodily change led James and Lange to think that an
emotion is nothing but the sum total of sensations which
nne feels at the disturbance of the body. ~The physical
process comes first and emotions come alterwards.
“We see a bear,” Says James “run away and then
we are afraid.” We are afraid because we run and
angry because we strike, This is just the reverse
of the commonsense view

Many psychologists l.ave disputed the contentions
of James Lange Theory An actor while stimulating
an emotion does nnt really fecl the emotion, though
the physical mamifestations are there. Animals
have been known to behave as if emotionally
eacited at the perception of appropriate situations,
though nerves. that enabled the animals to have
sensations from the intenior of the body, were cut,
Di.  Sherrington  esperimented  with a  dog and
Dr. Cannon with a cat. The arousal nf an emotion
depends on how the objéct 1» related to the perceiver’s
mind. The external mamfestations or organic feelings
may _intensify an emotion Lut they do not constitute
its essence.

VALUE OF EMOTIONS TO LIFF. %

Emotions are of very gieat value to an individual,
Their presence sometimes -aves his life.™ They put
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.

““energy in him. Bhey are responsible also for the
intevest one shows in gertain pursuits\.’ Without emotions
human life would be pale and eolourless> An un.
emotional person does not make a good impression
on any one.” None likes Aim. Perhaps he can do
little good to humanity. v

There are some emotions, that we regard as defini-
tely good e.g. the emotion of love™ There are others
which we regard as bad. "Anger and fear are regarded
as undesirable cmotions. But even they are not bad
from the biological point of view., They enable an
individual to fight its enemies and protect himself from
possible dangers” From a moral point of view alsn
no emotion is in itself bad. Tt is the use which we
nmake of it that can be characterised as good or bad,
One has to fight for the liberty of his country; how can
he do so without tp <ome extent feeling angry at the
wrong done to it? Thus it is not right to condemn anger
irrespective of the occasion in which it is expressed.«’

“Anger is sometimes a virtue¥ No individual is
really a worth-while one who does not become angry
sometimes.” Again it is only the foolhardy that are
without fear. We should fear real dangers and evils.
Let the child be made to fear earning a bad mame:
Let him fear physical injuries that may com¢ from
rash actions. Let him fear God and conscience,

EMOTIONS AND HEALTI.

Theire is an mtimate connection between emotions
and health. Bodily health is affecked favourably or
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anfavourably by the arousal of certain emotions. The
emotions have been classified from the point of view
of health into contracting or depression type and
cxpanding type. Constant arousal of the emotions of
the former type, e.g, fean, anger, impairs health, whereas
ihe arousal of the emotion of the latter class such as
Jove ard joy improves it. ®Certain emotions go along
with a2 normal flow of gastric and salnary juices and
others with a slowing or even stopping of the process,”
Ingestion is accelerated or retarded in this way., If
4 man is given to fits of emotions of a depressing or
contracting type, he might sufier fiom chrouic disorder
of the digestive process. (onverscly, health may be
mmproved if one usually feals nobler or expanding
cwotions,  People  whu are too often subjected to
anger and fear cau never remam healthy; whereas those
who habitually love others enjoy abounding health.
\What 1s true in the case of bodaly health 1s much
‘more true in the tase of mental health In a state
of depression we nevitably dwell on misfortunes.
These may be real or tmaginary. We very often invite
nusfortunes by dwellmg on them. If a person 1s
subjected to a depressing emotion too oftgn he develops
4 habit of living in a state of depression’  Such a habit
15 called melancholia. Infemority complex 1s also deve.
loped 1n this way. A man suffering from 1t thunks that the
whole world is jealous of him and 1s up against m =

TRAINING OF EMOTIONS

From what 1s said above the need of training
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EMOTIONAL HABITS

_An _emotion after itis over gives rise to a M oud, .
A mood is a hang over of an emotion, A It may
give rise to the same emotion a second time or may cause
another emotion. A mood lasts longer than an
emotion. This is to be distinguished from temperament.
Temperament is an  emotional predisdosition that
is more or less stable. X It "disposes an individual to
feel in a particular way.,” This is to be distingui-
shed from a sentiment. ®*A sentiment is g8 emotional
attitude towards some object.™It is afff emotional
disposition or a tendency to feel in a particular way
at the presence of a particular object™"1t is generated
by repeated arousal of a particular emotion in relation
to the given object. \When once formed, it gives rise
to different emotions according to changes in situation.
“Thus constant aiousal of the tender cmotion towards
the child creates a sentiment of love in the mingd of
the mother™” This sentiment may give rise to emotions
of love, anger or fear on different occasions. 1f the
mother seces her child being caressed by a new person
she feels love towards him% if she sees some one
injuring him, she_feels angry; and if she comes to know
that his life is in danger, she feels fear.

\A sentiment is regarded by McDougall rot only
as an emotional habit but as a conative-affective
disposition. It makes an individual feel in a particular
way as well as to act in accordance with the disposi-
tion. Like an instinct it is the basis of ourac\mﬁzl
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The instincts, however, are inhgrited, whereas senti-
ments are acquired dispositions. They determine the
interest of an individual in Dmsticular objects. They
are the basis of .voluntary attention., They also deter-
mine conduct and character. As a matter of fact,
according to McDougall, the character of an indi-
vidual is nothing but the organisation of his senti-
ments, the chief among which is the sentiment of self-
regard.\/ One who has many healthy sentiments has
also a.good character? 1Ience' the problem of building
a good character can very well be viewed as the pro~
blem of building healthy sentiments in the child. We
may here outline how a healthy sentiment may be built.

BUILDING .A SENTIMENT

The teacher can do a great deal in building a
number of healthy sentiments in the mind of the child.
While teaching the regular subjects of the syllabus,
he can create in the child mind a love for his coantry
and society. He can create an attitude of revereace
towards (od. He can also create a laove for virtues,
like honesty, courage, and industry. The child is to
be made to feel at different objects in the proper
manner. The constant arousal of feelirgs at such
objects creates a sentiment for them.

Let us take an example. Patiigtism js a healthy
sentiment The teacher can build this sentiment by
referring to the glories of his country whenever occa-
sions arise. He may compare the deeds of the great
men. of his country with those of other countries.

7
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He may lead them to sing songsin the praise of his
country or its heroes. He may encourage students
to join scouting and go on excursion, to become
.directly acquainted with the conditions of the different
classes of people in the couptry. Thus in a thousand
ways he can create an attitude of love and reverence
for his country. A sentiment so built is called Patrio-
tism. It becomes the source not only of many worthy

emotions but of many noble actions as well, .

EXERCISES

1. Point out some of the important characteristics of
Emotions, Is it correct to identify emotions with
bodily changes ?

2. “We are afraid because we run’ —Discuss.

3. How are emotions related to bodily health » Explain
in this connection the physiology of emotions.

4, What is meant by training of emotions ? Should
emotions be repressed at times

5. Give examples of sublimation of emotions. How does

the process of sublimation difier from that of
redirection of emotions ?

6. Whatis a sentiment ? How is it related toan emotion ;
7. By some concrete example show how a healthy

sentiment may be bwlt by a teacher in the miud of
the student. What is the value of such a sentiment ?
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CuartER VII
ATTENTION
NATURE OF ATTENTION

Attention is the activity of mind by which we
get am object or anidea clearly before our conscious-
ness. “To attend to a thing” says Wordsworth “is to
be keenly conscious of that thing, it is to respond to
that thing and disregard other things, and it is to
expect something more from that thing.” The aim
of attention is to know a thing well. [tis ad activity
of the mind that results in knowledge. It is conation
determining cognition,

CHARACTERISTICS OF ATTENTION.—There are
certain marked characteristics of attention. When
one attends to a thing his mind is concenirated on one
thing. One is disregardful of others. The consciousness
is focussed to a point and everything else is kept off
the stage. Attention is Selective. Suppose one is
reading an interesting book on Physics or is solving 3
problem in Mathematics. When attention to reading or
solving problems is very keen, one becomes insensible
to the stimuli that are assailing from without on the
various organs, Not only this, when some of them
draw one’s attention to them they are annoying, Thus
when a student is busy with his studies he feelsit
annoying if some one sings or plays a musical instru-
ment nearby, Pleasant sensations loose their pleasantness
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and become unpleasant. In an intense state of attention
the individual becomes insensible even to pain stimuli.
When a foot.ball player gets some bruise g cut in the
middle of the game he is very often insensible to
pain arising from the bruise or cut. He becomes
conscious of the pain only when the game is over.
Similarly soldiers in battle-field becoms insensible to
injuries received during the heat of the action

The attentive process involzes analysis of the
situation one attends to. It is through such an
activity that one understands the object better. Besides,
attention is coustructive. As we attend to a thing
new elements of it appear. The object of our attention
in a way changes. In other word , we are making
the object anew .by the process of attention. All
our knowledge is built up by analysis and synthesis
of experience. Attention is fundamental to analysis
and synthesis The flower which aitracts our attention
first as a visual sensation does not remain the same
after we have carcfully attended toit. We come to
know certain aspects of it which were unknown to
us before, After the process of attention the flower
has become a new flower. We always live in a
world of our own creation, The creation depends
upon the different elements of knowledge we have and
what use we make of them. In the last resort, it

depends on the process of attention.

Attention is always guided by some purpose. We
attend to things we are interested in. Things that
portend evil or those that promise some good are keenly
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attended to. Attention, in other words, satis:ﬁes a
conative urge, It is through attention that the
individual protects himself from harm or improves
himself. From this it also follows that attention has
an anticipatory character, It prepares oneself to
meet a situation. When a military officer shouts to a
soldier “Attention”, the soldier becomes ready for
action, He prepares his mind for the next order.

There are certain motor adjustments that take
place when one is attending to a thing. Attention
by its very nature is a preparation for action. It puts
the body in readiness for it. One can distinguish a body
attending to a lesson from the one not attending to
it, by the very manner of his sitting or standing and
physical expressions. When one is hearing to anm
mteresting lecturer, one pulls out his neck, the eyes
are wide open and the body is alert. Drooping eyes
and easy postures are a sign of inattention.

Attention is always on the move, It shifts from
one object to another or from one aspect of the same
object to another. This characteristic is known as
the mobdity of attention. A moviog, changing or a
complex object may hold attention for sometime,
but, a simple, motionless, unchanging object cannot
lold attention for any length of time This fact is of
utmost importance in controlling attention One
cannot so control his attention as to make it fixed on
a specific thing. We cannot hold attention to a simple
thing for more than eight or ten seconds. Hence
control of attention does not lie in keeping it from
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shift::ng but in directing its shifts. Attention will surely
shift but the next thing to which it will shift can be
controlled. One can continuously attend to an ebject
only if the object develops or new aspects come before
the mind. In reading a book, we find a succession
of ideas and topics. Thus attention becomes steady.
but it is not immobile.

CONDITIONS OF ATTENTION

There are two kinds of conditions that determine
attention—the subjective and the objective. Both the
conditions are inter-related, but they may be viewed
separately. Let us take the objective conditions first.

OsjecTive  ConbpITIONS—Change  of  stimmli
whether in size or intensity attracts attention. A steady
noise ceases to be noticed after a while, But if it
changes, it is at once noticed. The regular ticking of
the clock is not noticed, but if it suddenly stops it is
noticed. Sudden changes are more likely to attract
attention than slow changes. If a noise dies out
gradually, it may pass unnoticed, but a sudden stop
will be noticed. The change may be either in
increase or decrease in the intensity of the stimuli.
Objects that grow and move attract attention. This
happens so because new aspects are always presenting
themselves to the mind. The object shows new
possibilities. In giving a lesson to a class this fact
is to be borne in mind, Let the teacher change
topics, draw maps, charts, dJiagrams, make children
do things to hold their attention. ' ‘



ATTENTION 103

Intensity of the stimulus isa factor of advantage,
A loud noise is likely to attract attention more than
Jlow murmur, bright colours attract attention better
than dull ones. Children are specially sensitive to
strong stimuli. The teacher’s voice should be suffi.
ciently loud. The picture he presents to the class
should be full of colours, Bigger objects attract atten-
tion more than smaller ones. The teaeher has to
write bold letters on the board while teaching infants.

Repetition of stimulus is another factor of ad-
vantage. Repeat a cry or a call and it will be noticed,
though it may not be noticed the first time. ILecturers
repeat the important part of their statements to catch
the ear of tlie audience, Teachers should do the
same. The most important point in the lesson should
be repeated so that it may be fully attended. But
repetition should not be over done, else monotony will
ensue and repetition will no more attract attention.

Striking quality or contrast attracts attentron. A
coloured picture is attended to better when placed beside
pictures that are i merely black and white. A dwarf
or specially tall man attracts attention, whereas
persons of normal size pass unnoticed. .\ll deviations
from normality attract attention.

SuBjectivE CoNDITIONS.—There is one chief sub-
jective condition determining attention—it is interest
in the thing attended to. ‘This interest may be primitive
or it may be acquired. Primitizve intercst is deter-
mined by the instincts or innate tendencies of the
individual. Thus the child attends to what is new



104 CONDITIONS CF ATTENTION

or changing because it excites his curiosily. He
attends to delicious food because it excites his
hunger. He attends to the activities of other
children because of his play teadencies. Acqwired
interest is determined Dby habit, sentiments and
ideas one gathers during the course of his life
experience, that is, his apperceptive rhass. The child
has no other interest in books except to handle them
and to tear them They do not satisfy his other
native urges. It is difficult to make him read them,
But the adult will attend to books for several
reasons. He has developed a habit of reading, perhaps
he has a sentiment for a particular book. Again, he
can attend to one subject rather than to another,
because e has 1deas of the former and not of the
Jatter One boy is interested in literature and another
in science for the same reason. Such attention is known
as apperceptive attention.  As the knowledge of a child
‘about a particular subject grows, s power to attend
to that subject also grows.

TYPES OF ATTENTION
Attentinn may be classified as follows—

ATTENTION
- ! —
Volitional Non-Volitional
L S
I
Explicit Impliat Spontaneous KEnforced

We attend to an object either by an effort of the
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will or without it. The former kind of attention is
called volitional and the Ilatter non-volitional. When
the effort of the will is conscious and deliberate, attention
is said to be explicitly Volitional, when it is habitual,
attention is implicitly volittonal. There is no effort
of the will in non-volitional attention. We attend to
objects as impelled by cur instincis or the force of
outside stimulus. \When our instincts impel us to
attend to an object the process is named as spontane-
ous non-volitional attention. But when one has to
attend a thing inspite of his will, attention is forced.
Our attentton to reading a difficult book is explicitly
volitional; to reading newspapers is implicitly volitional,
A mother’s attention to the cry of her baby is spon-
tancous non-volitional, while her attention to a shcut
from without is forced. Volitional attention develops
with the growth of ideas, habits and sentiments, 1t is
determined by acquired interests. Non-volitional atten-
tion, on the other hand, is determined by native interests.
IIence children can have little of volitional attention.
it grows with the growth of experience.

ATTENTION IN EDUCATION

The education of the child is possible only by secur-
ing his attention to the lesson in hand. The capacity
of a child to learn depends on s capacity to atterd.
The teacher should know the peculiasities of children’s
attention and he should know how to control it.

PECULIARITICS OF CHILDREN’S ATTENTION—The
child cannot attend *to many things at the same time,
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or changing because it excites his curiosity. He
attends to delicious food because it excites his
hunger, He attends to the activities of other
children becausc of his play tendencies. Acgqwired
intcrest is determined by habit, sentiments and
ideas one gathers during the course of his life
experience, that is, his apperceptive mass, The child
has no other interest in books except to handle them
and to tear them. They do not satisfy his other
native wges Tt is difficuit to make him read them
But the adult will attend to books for several
reasons. ITe has developed a habit of reading, perhaps
he has a sentiment for a particular book  Again, he
can attend to one subject rather than to another,
because lic has ideas of the former and not of the
latter. One boy 1s interested in literature and another
in science for the same reason. Such attention is known
as apperceptive attention.  As the knowledge of a child
“about a particular subject grows, his power to attend
to that subject also grows.

TYPES OF ATTFNTION
Attention may be classified as follows—

ATTENTION
| .
Volitional Non-Volitional
] -
Explicit Implicit Spontaneous Enforced

We attend to an object either by an effort of the
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will or without it. The former kind of attention is
called volitional and the latter nond-volitional. When
the effort of the will is conscious and deliberate, attention
is said to be explicitly volitional, when it is habitual,
atlention is implicitly volitional. There is no effort
of the will in non-volitional attention., We attend to
objects as impelled by cur instincts or the force of
outside stimulus. When our instincts impel us to
attend to an object the process is named as spontane-
ous non-volitional attention. DBut when one has to
attend a thing inspite of his will, attention is forced.
Our atfention to reading a difficult book is explicitly
volitional ; to reading newspapers is implicitly volitional,
A mother’s attention to the cry of her baby is spon-
tancous non-volitional, while her attention to a shout
from without is forced. Volitional attention develops
with the growth of ideas, habits and sentiments, 1t is
determined by acquired interests. Non-vohtional atten-
tion, on the other hand, is determined by native interests.
Hence children can have little of volitional attention.
It grows with the growth of experience.

ATTENTION IN EDUCATION

The education of the child is possible only by secur-
ing his attention to the lesson in hand. The capacity
of a child to learn depends on his capacity to atterd.
Tl teacher should know the peculiaeities of children’s
attention and he should know how to control it,

PECULIARITICS OF (IILDREN’S ATfENTION-~The
child cannot attend *to many things at the same time,
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His span of atiention is limited. The number of things

one can attend to’ at the same time depends on one’s
experience or the appercetive mass. As ‘experience
grows the power to attend to manhy things also grows;
for then relationship between different objects is appre-
hended. It also depends on habits. 1Vhile learning
typing, the novice can attend only to the letter he is
actually typing. But later on he can attend to the
whole sentence. It is because habits have made it
possible for him to focus attention on one thing and do
another, at the same time. Again, change of attention
is als?é‘,made easy by habit.
hile teaching children, this fact is to be borne in
mind, Children should not be required to do two
things at the same time. \When an adult writes any
thing, he pays attention to the matter as well as the
manner in which thoughts are expressed. He takes
care, at the same time, of the spelling of words, the
grammatical structure of the sentences and the system-
atic presentation of ideas., Children, however, cannot
attend to more than one thing at a time. If they attend
to the matter, the handwriting or spelling suffers; if, on
the other hand, they attend to handwriting or spelling,
matter suffers, Similarly, while reading a passage if
children pay attention to the pronunciation of words,
they fail to grasp the meaning of the passage read;
if they try to umderstand the meaning, they commit
mistakes in pronunciation.
Children differ from adults in the d¥ration of
aitention also. Children’s attention is more mobile

L
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than that of the adults, Concentration of attention
to one thing requires an effort of the will. It involves
expenditure of energy. Children can neither make an
effort of the will nor have they much energy. Hence
they cannot attend to a thing for long. Again the
power of attending to a thing for long depends on
understanding ifs meaning. This too is limited in
children. Tegchers should bear this fact in mind
while teaching children. The length of the school periods
should differ according to children’s age, and in the
same lesson-period constant change should be intro-
duced in work. J{andwork and head work should
alternate with each other. If the children have been
reading some book, let them resort to writing down
something in their note books.

Children’s attention is of the sensorial type,
whereas that of adults is mostly intellectual. Children
are moved by bright colours, loud noises. sudden
changes. things that grow and move, They are attractepl
by pictures, paintings, eventsin the street rather than
by some striking idea. This also explains why children
attend to more objects than adults do. To the adults
the sense stimulus is the starting point of many thoughts;
it is not so to children. The objects of their attention
are preceptual and in the absence of these they go
to sleep.

Another peculiarity of their attention is the lack
of volitional akéention. Children’s attention is usually
of the non-volition type. Volitional attention requires
the sacrifice of the presené pleasure for the sake of the
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future good This canuot be expected of children.
It grows with growth of ideas and sentiments,
Ilence we should not expect children to have too
much of volitional attention. Lessons should be
taught mn such a way that only spontaneous attention
is made use of in the beginning.

Tiie CoNTROL OF ATTENTION.—The control of
attention depends on the culture of inteiests in the
mind of the child. We attend to what we are inte-
rested in. The child in the beginning has only primi-
tive mnterests, He attends to objects of curiosity, play
etc. Later on he begins attending to objects of
derived interest. This happens due to the former class
of objeets becommg associated with the latter. This
process is just like the conditioming of reflexes The
child likes attending to pictures, but not to the
alphabets written below the picturcs. But when he
learns that the alphabets tell the secrets about the
pictures, he begmns to attend to them., We should
conaect what 1s uninteresting to sometlung that 1s
interesting to the child.

Doing helps attention. The ehild should be
led to use his hands and specch as much as pos-
sible. Let childrem answer and ask quéstlons, fet
them wrnte something i their note books, let them
read alou‘d, come to the blackboard, draw maps and
charts and they will never grow listless

Control the slufis of attention. This can be done
by changing subjects and topics. The teather canunot
make children fix their attention to the same thing
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for long, but he can easily eontrol the movement of
attention, He can direct children’s attenion to a
thing which he likes they should attend to.

RELATION BETWEEN THE INTERESTING AND
THE AMUsING~—We have pointed out before that
education is possible only by securing the child’s
attention to the lesson in hand, and this is done
by making it interesting, Here it 1s necessary to
understand clearly the meaning of the word
“mteresting” and to distinguish it from what is “amu-
sing ” An interesting lesson is that which secures the
attention of the child and benefits him by adding to
lus knowledge; an amwsing lesson, on the other hand,
merely sccures the atlention but does not ben fit the
child. 1he amm of a teacher shuld be to make his
Jesson interesting but by no means amusing to child-
ren, ln making a lesson mteresting, the teacher has
not simply to excite the uatural impulses of the child,
he has also to arouse his apperceptive mass and to
appeal to lus sentiments, mcluding the sentiment of
self-tegard. As the ¢huld grows, he will be more and
more impelled by acquired motives rathier than by the
mnate ones. Unless the teacher does so, neither the
child’s knowledge nor his chaiacter will grow. When
the teachier catpers simply to the whims of children, he
caunot educate them though he may amuse them.
The solving of problems in mathematics or science,
the learning of spellings etc, can seldom be made
interesting in themselves. Here the sentiment of self-
regard will have to be appealed to.
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Tae DoctriNe oF Sorr Pepacocics.—The doc-
trine of soft pedagogics requires a teacher to make
every thing easy and pleasant to the child. As a
baby runs to get milk from its mother, so should a
child run to get lessons from his teacher, This view,
however, betrays an ignorance of the purpose of educa-
tion. All the task that is done in the school can
not be made pleasant. The child has to do much that
is unpleasant. A child who fails in doing such task
has to be punished. The teacher who merely appeals
to the native interests of children does them both moral
and intellectual harm. The development of intelli-
gence requires the subordmation of impulses to
reason, The higher centres have to be made active.
The child instead of living at the sensational level 1s
to be made to live at the 1deational level. This
requires sacrifice of immediate interests. The deve-
lopment of morals also requires the control of one’s
impulses by reason.

By what is said above it must not be understood
that a teacher should make lus lesson unnecessarily
difficult to train the will of the children. This traming
1s even otherwise attained. There arc easy subjects
1n the school curriculum and there are difficult ones...
The difficult ones will naturally train the will, Hence
the easy ones need not be made difficult,

EXERCISES
*

1. What is meant by saying that attention has an anticj-

patory character ? How does 1t affect motor adjust-
ments ?
\
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. “Control thke shifts of attention rather than contro} it
from shifting”—Explain and point out the pedagoglc
value of the doctrine.

. Enumerate some of the objective conditions of atten-
tion. Why does change attract attention ?

. Distinguish “primitive interest” from ‘“‘acquired inte-
rest”. How are the two made use of in the education
of the child ?

. Classify attention. Which kind of attention is common

among children ?

. How does children’s attention differ from that of adults?

\What is the pedagogic significance of the difference?

. 1Tow can you help the child to control his attention ?

\When 1s the control possible ?

. What is the difference between the amusing and the

interesting ¢ Why 1s the doctrine of :oft pedagogics

regarded unsound ?
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Cuaprer VIII
SENSATION AND PERCEPTION
NATURE OF SENSATIONS

WHAT ARE SENsSATIONS P—Sensation is the most
elementary form of cogmition. It is an awareness
produced in the mind by the stimulation of sense
organs. Woodworth calls sensation as ‘the first
response of the brain to the external stimulus.”

The stimulus acts upou the sense oigans or the
periphery of the esensory nerves, This results in the
stimulation of the sensory nerves, They iarry the
stimulation to the nerve ceatre i the Lramn. The
awareness so produced is sensation. The stimnli may
be atherin the hody or outside 1t. Thus sensations
of colour. sound, taste, smell ete. are produced by
stimuli that are outside the body, whercas organic
sensation, such as, sensations of hunges, thirst, head-
ache are produced from within the body

SeENSATIONS 1IN RrinuimoN 1o Avunt Minps—
Sensations are the stuff out of which perceptions and
other foims of cognition develop. They are, so to say,
the raw material of all knowledge. But though they
are so fundamental to all knowledge, in their pure
form they are seldom availsble to the adult mind.
Sensation is the awareness of a stumulus when meaning
has not been added to1t. As soon as meaning is given
to any form of awareness, it ceases to be sensation
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and at once becomes perception. What we usually
become aware of are not sensations as such but
objects, that is, the sensations are interpreted in terms
of past experience; they are apprihended as objects
as soon as they enter adult consciousness. From this
it is evident that only a few days old baby can have
pure sensations, since it has no capacity to add meaning
to them. So far as the adult mind is concerned a pure
sensation is, as Ward says, “a psychological myth,”

ATTRIBUTES OF SENSATIONS.—Sensations have
certain marked characteristics.  These are called
attributes of sensations. They are-quality, intensity,
duration and extensity.

One sensation differs from another in guality. Thus
sensations of colour, sound, taste etc. differ from each
other in quality., Then there are differences in colours
and sounds. Green is different from red; musical sound
is different from noise. They are signified by differences
in quality. The former kinds of differences are called
generic differences, the latter are called specific diffe-
rences. In the generic differences, there are different
kinds of stimuli, different kinds of sense organs, and
different kinds of sensory nerves. It is not s0 in the
case of specific differences in quality,

Sensations also differ from each other in intensity.

The differences in intensity occurs in the same quality

of sensations. Thus bright light is different in intensity

from a dim one; a faint sound from a loud one; a strong

smell is different from a weak one. Generally a power-
8
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ful stimulus produces sensation of greater intensity and
a weak stimulus produces sensation of less intensity.
Duration is another attribute in which one sensa-
tion may differ froln another. A sound that lasts for
a minute produces a different effect in the mind than the
one which lasts only for a second. The intensity of the
sound may be the same, but due to difference in duration
the sensation produces different effect in the mind,
Another characteristic in which sensations
differ is their extensity or voluminousness, Extensity
of the sensation is due to the area of the sensory
surface being affectedl by a stimulus, Thus the
impression produced by looking at a star is different
from the one produced by looking at the moon. The
touch of an object by a finger tip is different from the
touch of the same object by the palm of the hand.
Weser FecENER Law —Different ndividuals
have different powers of recognising differences in in-
tensity of sensations. Thus one may distinguish finer
shades in colour much more readily than another indi-
vidual can; another man may distinguish differences in
weight more easily. But there is umiformity with regard
to all persons’ power of recognising difference in the
intensity of sensations in relation to the original
stimulus. Thus given a certain stimulus, it can be
told how much of intensity should be added to itin
order that the subject may become aware of the
change. The amount differs for different kinds of
stimulus, Thus for lifted weights, it is about one-
thirtieth ; for pressures on finger tips it is one-twentieth,
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for brightness one-hundredth, and for sound one.third.
These differences are called differential threshold for
different kinds of sensations

Weber's Law states that individuals do not become
aware of a difference in the sensation due to anin-
crease in them by an absolute amount, they become
aware of it only when the difference bears a certain
relation to the original stimulus, “The just appreciable
difference depends on the ratio of that difference to
the magnitude of the object, and not on the absolute
difference between the magnitudes.” Thus one gram
of weight added to 100 grams will not be recognised,
while the same weight adied to 10 grams will easily
be 1ecognised. For one gram is only ,), of 100
grams, whereas it is %, of 10 grams. Similarly one
candle light added to a hundred candle light will not
produce such an appreciable awareness of intensity
as when the same amount 1s added tc a place hghted
by ouly ten candles.

SENSE TRAINING

Tiue Aix Or Spnse TraiNINc —Sense Training
may have two aims—~first, increasmg the sense acuity
of the individuals and secondly, to develop in them
an ability to use their senses properly. By the sense
acuity of an individual is meant the power of the
senses to be stimulated by a weak ora strong stumulus
and to appreciate differences in intensity of the sensa-
tions. In other words, it means sharpness of the
senses, Many psychologists hold _that! so far as acuity
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ful stimulus produces sensation of greater intensity and
a weak stimulus produces sensation of less intensity.
Duration is another attribute in which one sensa-
tion may differ froln another. A sound that lasts for
a minute produces a different effect in the mind than the
one which lasts only for a second. The intensity of the
sound may be the same, but due to difference in duration
the sensation produces different effect in the mind.
Another characteristic in which sensations
differ is their extensity or voluminousness. Extensity
of the sensation is due to the area of the sensory
surface being affected by a stimulus. Thus the
impression produced by looking at a star is different
from the one produced by looking at the moon. The
touch of an object by a finger tip is different from the
touch of the same object by the palm of the hand.
WEeser FecaNer Law —Different ndividuals
have different powers of recognising differences in in-
tensity of sensations. Thus one may distingmish finer
shades in colour much more readily than another indi-
vidual can; another man may distinguish differences in
weight more easily. But there is uniformity with regard
to all persons’ power of recognising difference in the
intensity of sensations in relation to the original
stimulus. Thus given a certain stimulus, it can be
told how much of intensity should be added to itin
order that the subject may become aware of the
change, The amount differs for different kinds of
stimulus, Thus for lifted weights, it is about one-
thirtieth ; for pressures on finger tips it is one-twentieth,
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for brightness one-hundredth, and for sound one-third.
These differences are called differential threshold for
different kinds of sensations:

Weber’s Law states that individuals do not become
aware of a difference in the sensation due to an in-
crease in them by an absolute amount, they become
aware of it only when the difference bears a certain
relation to the original stimulus, “The just appreciable
difference depends on the ratio of that difference to
the magnitude of the object, and not on the absolute
difference between the magnitudes.” Thus one gram
of weight added to 100 grams will not be recognised,
while the same weight added to 10 grams will easily
be recognised. For one giam is only ,!, of 100
grams, whercas it 1s |\, of 10 grams. Similarly one
candle light added to a hundred candle light will not
produce such an appreciable awareness of intensity
4as when the same amount 1s added tc a place Jighted
by ouly ten candles.

SENSE TRAINING

Tue Aim OF SeNnsc TRaiNING —Sense Traming
may have two aims—first, increasmng the sense acuity
of the individuals and secondly, to develop 1n them
an ability to use their senses'properly. By the sense
acuity of an individual 1s meant the power of the
senses to be stimulated by a weak or a strong stimulus
and to appreciate differences in intensity of the sensa-
tions. In other words, it means sharpness of the
senses, Many psychologists hold _that} so far as acuity
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of the senses is concerned, it is a native quality, and
it canuot be increased by any amount of training.
Hence, what sense training has to aim at, {s to increase
the efficiency of the senses in performing the work
that they are meant by nature to do, and so to increase
their usefulness to the individual. Sense training thus
aims to give practice to the child in the proper use of
his senses

Monressort MerHoD.—There are various methods
of training the senses, Madam Montessori has devised
a very ingenious method of training the senses, This
is known as the Montessori Method. Her methad
consists in isolating each sense and training it with the
help of the didactic appargtus. This apparatus is
devised by herself and its useis a special feature of
the Montessori Method. The apparatus consists of
many play-things for children. While children are
engaged in their play with the apparatus, their different
senses are trained. Thus they are imparted training
in recognising weights, distinguishing colours, sizes |
and shapes of objects and distinguishing sounds,

This method has been applauded by most educa-
tionists and it is now spreading everywhere through-
out the civilized world. There are, liowever, some
cntics who think that there are very glaring defects
in the method which its admirers have overlooked.
Thus William Stern pomnts out that the principle, of
isolating the senses from one ancther for the purpose
of tramning them is pedagogically unsound. The
individual who is so trained may have nice discrimina-

*
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ting power, so far as the sensations themselves are
concerned but he may not be able to use his senses
better.  For this practice in coordinating the work
of the senses is necessary, Children’s ordinary expe-
rience of touching, sceing and hearing things gives this
practice better than what can be gained by the Mon-
tessori apparatus: for the very purpose of the use of
the apparatus is not to give this training, The individual
who is so trained will not be one who can intelligently
use his senses; and if an individual trained under this
method uses his senses properly, 1t is inspite of the
training rather than because of it. The apparatus is so
mechanical, and the whole method so artificial that
rather than developing intelligence through the proper
use of senses, it is calculated to cripple its growth.
Hence, William Stern advises that the senses of children
should be trained through our ordinary familiar method
of habituating children in their use.

PROPER USE OF THE SENSE ORGANS

The cfficiency of the sense organs is increased
by their proper use. In this connection the teacher
has to learn specially the proper use of the eyes by
children. There are some children who have inborn
defective eyes, but there are many more who acquire
defects due to the improper use fo the eyes.

The most common defect among children is short
sightedness. This is acquired through children’s 1eading
small prints from a very early stage or through doing
much writing task or needle work. When children are
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required to read too much, the early strain results in
making children’s eyes unfit for seeing distant objects.

Faulty method of holding the book or keeping it
too near the eyes while 1eading, results in another defect,
namely, convergence, Whilc seeing near objects, the
eye-balls have to converge more than while seeing distant
ones. When the balls are required to couverge, too
often a permanent defect in the eye is created.

These defects can be partially remedied by eye
glasses, It is the c uty of teachers to detect the defects
early, else children sufier irom many physical ailments
and emotional instability. They have headaches, nervous-
ness and irrjtability: of temper. They Jose the power of
quick compreliension and thus become mentally retarded,

There are some children who have some inborn
defects in the ear. These cannot be removed. Dut
an early detection of these defects is necessary, for then
the method of teaching them can be so modified as to
yield the greatest Lenefit to them for children themselves
seldom leain that they have defective eyes or cars, It is
for teachers to find them out and give suitable advice
to the parent or guardians,

PERCEPTION

PERCErTION ANn SCNsiTION ~—Perception is an
awareness of sensation with meaning. The pracess
of perception thus consists in the interpretation of
sensations. Suppose a dim noise is heard at
distance, and one’s attention is drawn to it, The
first awareness of this noise is a mere sensation. But
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soon one begins to think as to what kind of noise it
is—whether it is the noise of a crowd of people, or the
noise of moving trains or of ringing bells, As soon
as the sound sensations are so interpreted they become
percepts and cease to be mere sensations. Sensations
are presentative, whereas percepts are presentative-
representative in character,

It is characteristic of our consciousness that noth-
ing in it remains as an isolated fact even for a moment.
When any awareness is created in our minds this
awareness is at onee related to some previous expe-
rience; it is given a definite place in the whole setting
of one’s experience In other words, all awareness
comes with meaning. Hence it was said that a pure
sensation is a myth. Meaning is introduced in sensa-
tions even when we recognise them as belonging to
one class and not to another.

PERCEPTION AND TpEATION—AINl  perceptions
involve memory and imagination. I see a Jong rope-
hke thing in the dark. I think it is a snake. How
was it made possible ? Surely it is memory of the
previous experience that enabled me to interpret the
visual sensation as a snake. I hear a noise at the
door; I interpret it as the sound of the footstepsof a
friend whom I was expecting. Here it is imagination
that got mixed up with the actual experience. It is
sometimes said nine-tenth of our perception is mere
inference, The saying is correct, as we see that
without previous experience a perceived object can
acquire no meaning, Much of our ordinary perception
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is apperception or interpretation of what is actually
perceived.

DevELoPMENT oF PERCEPTION.—AS experience
grows the power of perception develops. Suppose
a child is given an orange, He has no experience
of an orange before. He becomes acquainted with
this object through a series of sense impressions, All
the information he receives must come through some
one of his senses, He sees the object at a distance
and gets the visual sensation of yellownegs. e tries
to grasp the orange and gets the touch sensations The
orange feels soft and cold. He breaks it, Dbites it, and
presses it and thus gets sensations of pressure and taste.
These various sensations are blended together into a
unity. This unity is the percept we call orange. It
is the child’s experience of orange, When the child
has thus known through the experience of various
sensations what an orange is, he no more requires to
go through the previous processes of the mind to know
an orange. The mere sight of a yellow patch 1s sufii-
cient to cause the perce;tion of orange; for at the
sight of the patch previous experienee connected with
it is aronsed and thus the total experience is not of a
yellow patch but of an object. This experience has
both memory as well as sensory elements in it,

NATURE OF CHILDREN’S PERCEPTS
Children’s percepts are fragmentary, unstable and

mixed up with imagination. The child cannot sce an
object for long; its attention is of a very fleeting nature.
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Hence the child can seldom observe the complete
features of an object. The child while looking ata
bird, will not observe its beak, wings and legs at the
same time. For it has no patience to see so many
things. Hence its knowledge * remains fragmentary.
it Jacks in details.

The second feature of children’s percepts is that
they are unstable. The child cannot see an object
for long for lack of devcloped interest. It is only
people who have developed interest that keep on to
one percept for a long time, since they examine the
various features of the object, ‘The child’s lack of
names also makes its percepts unstable.

The third f{eature of children's percepts is that
they are mixed with imagination. The chmld may
look at a coat hanging on the wall and may tell his
mother that he has seen a giant in the room. This is due
to the rise of fear in his mind. This stirs up his imagi-
nation and so al) kinds of pictures are called up. They
vitiate his perceptions. Thus children’s evidences af®
not to be relied on.  Children are also very much suscep
tible to suggestion. A child begins seeing what he
wants to see or what he is told he should see.

The child has limited power of interpreting the
sense experience. Ilence he can not perceive as many,
things at the same time as an adult can do. Nor can
he perceive them as quickly as we do. While teach-
ing children this fact is to be borme in mind.
Only one thing should be presented to them at a
time. What is told to them should be done slowly.
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clearly and distinctly.  Children require to spell
every word they read, Similarly, they must hear
every word of what is said in order that the matter
may be understood. The adults do not need it;
for their greater power of interpreting sense experience
enables them to fill in the gaps between words with
the help of imagination. Tt is the power'of filling in
gaps by the help ofi magination that accounts for the
quick comprehension in thec ase of adults and the
lack of it in the case of children.
OBSERVATION .

Its NaTure —Observation is a higher process of
the mind than mere perception. It is defined by some
writers as regulated and concentrated perception. But
it is much more than this, Observation involves a
clear consciousness of purpose. 1t is perception
directed by thought. The more developed the think-
ing capacity of a person the better would be his
observation. Children are supposed to be better
Observers than adults. But this is wrong. They ask
many questions about the objects that they come
across. This is due to their tack of knowledge of
thosc objccts. Adults lLave all such common know-
ledge of the objects: hence the questions that arise
in children’s mind “about them do not arise in their
minds. But whencver they observe an object they do
s0 better than cluldren; for they have better thinking
power and more developed interests.

TraiNIN  OpservariON.—Children are ever
looking for new things and asking questions about them
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The adults should not discourage this tendency, but
rather by proper answers to their questions should
encourage them. The teacher can direct the obser-
vation of the child by suitable questions. The child
may be allowed to handle the object and make a
drawing of it Such guidance from the teacher is
necessary because the independent observation of
children is mixed with fancy. “The child is guided
in his observation by feelings, impulses, and fancies
of the moment rather than by any desire for accuracy
and truth. .

The teacher has a larger stock of ideas. He is
like the expert doctor pointing out the symptoms of a
disease to an amateur. Tf the child is left to himself
in observing a thing, he would observe only those
aspects which he knew beforehand or those which
at the moment strike him as queer, There is lack of
purpose in most of his observation It is the duty of the
teacher to suggest the view pomt from which the thing
15 to be looked at, Observation becomes meaningful only
when a pomt of view is developed in the child’s mind.

Children <hould be required to tell what they
observe This is. very necessaiy in order to develop
the power of observation. Effectiveness and accuracy
of observation is to a large extent determined by the
ideas one possesses and these in turn are determined by
the use of words. ldeas and words develop in close
inter-relation; hence in requiring children to make
proper use of words, we are requiring them to frame
clear ideas, Thus expression in clear language of what
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children observe is not only atest of their observa-
tion, but it is also a means to fix and classify the ideas
that the child possesses.

Lessons in Nature study and object lessons are
intended to train the power of observation of children,
In these lessons, the teacher should develop a point of
view in the child. The teacher himself should not tel}
the children what heé’ sees. He should, by carefully
framed questions, lead the child to see various aspects
of the object. Then he should require the child to
describe his completed observation.

EXERCISES
1. What are sensations ? How can they be dsstinguished

from perceptions ?

* 2, What is meant by sense training ? Describe some
educational method that aims to train the senses.

3. How does perception develop in children 2 In
what respects do the children’s percepts differ from
those of adults ?

4, Distihguish between observation and perception,
How can children be ttained in observations ?

5. Are children better observers than adults ? In what
respects are their observations defeclive ?

6. Describe a lesson in observation. What are the
aims and special features of such a lesson ?

Reference:—

1. Dumville: Fundamentals of Psychology.

2. Norsworthy and Whitley: Child Psychology.
3. Stern: Psychology of Early Childhood.




CuaprEr IX
MEMORY

NATURE OF MEMORY

WaaT 1s MEMoRY.—Memory is a knowledge of a
former state of the mind with the added consciousness
that it has occured before. There is a tendency in the
mind to conserve its own past experience,esso that it
may be available for future use. It is the basis of
reccgnition of new objects and the growth of know-
ledge. We have seen before that in all perceptions
memory is involved. In other words, the past experience
determines the nature of the present experience. ‘Lhus
remembering or memory is a fundamental fact of human
consciousness. All thinking is based on memory.

Lower animals as well as men have the power of
remembering to « certain extent; but whereas in the
case of the former remembering is implicit, in the case
of man it i» explicit, Animals cannot recall their
experiences as well as we can do. This is due to their
having a less developed brain, They have no power
to make use of words which stabilise experience and
make it available for future use. Thus men are superior
to animals in memory and the capacity to think.

Facrors oF MEMoRy.—~Memory is constituted of
four factors—Learning, retention, recall and recognition,
These factors are not separable from one another.
Each is so intimately involved in other factors that
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description of any of them involves a description of
the others also. We may, however, for a systematic
exposition of the subject take them up separately.

LEARNING

VALUE 0F LEARNING—Learning is fundamental
to remembering. What is well learnt is well retained
and can also be recalled when needed. Thus learn-
ing is one of the basic factors of memory. Learning
implies retention; for the only proof that a thing has
been learnt well is that itis properly retained in the
mind, What helps learning helps rentention also.
Some writes for this reason do not take up the problem
of learning while discussing memory They content
themselves with giving conditions of retention and in so
domng describe all the essential conditions of learning.

We have dealt with learning generally in a previ-
ous chapter. Here we may consider learning speci-
fically as an intellectual process.

Mernobs or LEARNING —There are two mamn
ways of learming—learming through mere repetition and
learning through observation. Mere repetition fixes
an impression in the mind. \When the material to be
learnt 1s a set of non-sense syllable, this 1s perhaps the
only method that one can adopt. But while learning
sensible material we try to discover the meaning of
words, their mutual relationships, and the general sense
of the passage. We learn with the help of meaning and
laws of association. For fixing a passage of prose or
poetry in mind, the essential thing is to see the sense.
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If the student gets the point with absolute clearness,
he has pretty well committed the passage to memory.
Even in the case of non-sense syllables, such as
nok, koj, wok, pan, zut, hip, seg, ron. piz, leammg
is helped by obszrvation. One might discover simila
rities and contrasts between different syllables,  read
meaning into them or may group them into pairs
or discover* rhythm. We have scen before how
doing helps learning. Now this doing may be with the
hand or it may be with the head. Observation isa
form of doing; it is thinking and trying to find meaning.
lence it makes learning easy. :
EcoNomy IN MeMorisiNG —Much of the school
work requires memornsing. llence it is important to
know what are the best methods of memorising a given
material. We have already observed that mere rvepe-~
tition is not as etficient a method of sturdy as observant
study directed towards finding out the relationship of
parts and the meaning of the whcle jassage. Experi
ments have been made with difiereut methods and the
results show that some methods are better than others,
Ve shall briefly show the best features of these methods.
Rrcitarion Muraop —Recitation method consists
in reciting to oneself a piece after it has been read
once or twice and looking to the passage when one is
forgetting it. Learning with recitation is more
economical than continuous reading of the passage,
In the case of sensible material recitation ought to
begin earlier than in the case of nonsense syllables,
and it is more effective also in the long run, In an
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experiment conducted by Gates, it was found that in
the case of 16 non-sense syllables learnt for 9 minutes,
the students could remember only 35 percent of the
material when all time was given to study, theycould
remember 50 percent when } of the time was given to
recitation ; 54 per cent when % of the time was given to
recitation and so on. In the case of sensible material
also there is a distinct gain when learning is accom-
panied by recitation.

Learning with recitation is effective because it is
more stimulating and more satisfying. When one
learns with a view to recite to oneself, one is more
observant than otherwise. One tries to grasp the
pe:uliarities of the words, their relationships and the
meaning of the passage. Agawn, recitation shows the
amount of success one has attained and thus increases
interest in the task. OUne tries to find the pecaliarities
of the unlearnt parts and thus they are eusily mastered.
The greatest point of advautage in recitation is that it
makes one do the sam® thiug as one has to do to
the end of learning. Tf faultless recitation 15 the end
which one wants to achicve, the best method would be
to practise oneself in recitation. In recitation method
one does the same thing with the help of some prompt-
ing object as one would have to do later without it.

SPACED AN UNSPACED LEARNING.~-Spaced learn-
ing is more economical than unspaced learning. It is
better to read a given passage a number of times, then
Jeave a gap and then read it again rather than
read it at a stretch, The results of spaced and un-
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spaced learning as found in experiment by Jost are
given below :—
EPFFEOT OF SPACED STUDY ON ECONOMY OF MEMORISING

Distribution of Total score Tota] acore
24 readings of B. of M.
8 readings a day for 3 days 18 7
0 12 ” 4 » 39 :1 1
2 ” » 12 »” ’ 53 55

Iere we see that the widest distiibution gives the best
result. Hence if we want children to commit a certain
poem or a passage to memory, 1t is always profitable
to make then read it two or three times a day for
several days rather than make them learn the poem
on one day, It fixes also the matter more durably in
the mind, \Vhat 1s crammed m just before the exami.-
nation by continuous repetition is soon forgotien after
the examination.

Spaced repetition is more effective than unspaced,
because in the Jatter case the work becomes boring
due to monotony; the freshness of the mind whichisa
factor of advantage 1n spaced learning is absent in the
case of unspaced learning. Moreover during periods
of rest, the learnt material becomes better set in the
mind by the process of subconscious cereberation.

\VHOLE AND PART LEARNING —Whole learning is
more efficient than part learning. If sucha poem as
«The Psalm of Life” or “Solitude of Alexander Silkirk”
is to be learnt , it 15 more profitable to read the whole

9
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poem several times, rather than to learn it stanzawise.
In an experiment conducted by Pyle and Synder it was
found that witha poem of 240 lines, twenty per cent
of the time was saved by learning through the whole
method. Here are the findings of the experiment-—

WHOLE AND PART METHODS OF LEARNING
( rASSAGE oF 240 LINES )

Number of days Total number of

Method of study required Minutes required

30 lines memorised per
day, then the whole
reviewed tiil it could
be recited. 12 431

3 readings of whole
per day till it could be
recited. 10 348

|

The factor of mterest works in favour of the whole
method. The apprehension of meaning of the passage
helps in learning it. Moreover false associations that
are created by the part method arc absent in the whole
method, Only right associations between parts are
created. Thus if one is commutting to memory “The
Psalm of Life”, the desirable associations are between
the last word of the first stanza and the first word of the
second, whereas in learning by the part method assocaia-
tion beiween the last word of the first stanza and the
first word of the same stanza are formed. Thus—
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Teli me not in mournful numbers

Life is but an empty dream,
For the soul is dead that slumbers

And the things are not what they seem.
Life is real, Life is earnest,

And the grave is not its goal,
Dust thou art, to dust returnest

Was not spoken of the soul.

Here desirable associations are between “seem’ and
slife” and not between “seem” and “tell”. In learning
by the whole method, since it re.juires the attention to
go from “seem’ to “life”, the dewirable as<ociations alone
are formed; whereas in the pairt method association is
formed between “‘seem” and “tell” since attention goes
from “seem” to “tell”. The formation of wrong
associations hinders the speedy learning of the poem,

RETENTION

Narure oF RETENTiON—Retention is a resting
state of the impressions. The deeper the impressions
formed during the process of learning, the better the re-
tention Some persons have better retentive power than
others. This depends on the quality of the brain they
possess. One cannot improve this brute retentivity; it
is given by Nature once for all. Children differ in their
power of retention, hence some are better memorisers
and more intelligent than others. In order to make an
impression retained, one should try to make it strong.
Now the strength of the impressions depends both on
the nature of the brain and on the manner and the
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number of times the impressions are received. Thus
the following conditions determine the strength of
impressions -

( i ) Recency of impressions.

( ii ) Frequency with which they are received.

(iii ) Interest going along with impressions,

{ iv) The associations formed between different
impressions.

Let us consider the above conditions one by one

Recency.~Recent impressions are likely to be
bedter retained than remote once, With lapse of time
an impression becomes weak and tends to disappear,
If this were not so we would remember all the
experiences we ever had inour lives. There are some
people who believe that what is once known is never
really lost from the mind But such a statement is
extravagant. It would mean all the lessons we ever
learnt, the lectures we ever heard, the stories we ever
read and scenes and happenings ithat ever got our
attention are still remembered by wus. There is no
evidence for such a view. There are, on the other
hand, experimental evidences to show that as time
passes a learnt fact tends to be lost.

FreQuENcY —The more frequently is a lesson
revised the better it is retained by the mind. Frequent
revision makes the original impressions deeper. Besides,
frequency also works on the side of recency, for if an
impression is being frequently made, much time would
1o have been allowed to lasps when 1t is recalled.
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INTEREST.—~The retention of an impression is also
determined by the interest with which it is originally
received. One remembers a thing that one desires to
remember. Even the dullest student has a good
memory for certain class of events. The merchant
remembers prices of articles, the lawyer the names of
his cliants and law cases, the cricket player the names
of the best players and the scholar the contents of books
studiel by him In each case retention is determined
by intercst. Interest in the material makes one turn
it in the mind over and over again In this way the
impressions not only deepen but they remain fresh.
Moreover there is another factor also that begins to
operate, namely, association of ideas.

AssocratioN.—When two impressions are received
together they become associated with each other, so
that when one is recalled the other also tends to be
recalled. The excitation of one impression serves as
a stimulus to another impression associated with it.
The better an idea is associated with other ideas, the
greater are the chances of its being well retained. For
due to association when one of the ideas is excited, the
others tend to be excited and thus impressions about
them become deep. An isolated idea is likely to be
lost from the mind due to atrophy or through disuse.

How are associations between ideas formed? There
is only one principle determining the association of
ideas, namely, attention. What is attended to together
is associated together in the mind. Supposing the child
has always heard only the school bell, and never heard



134 RETENTIONS

the temple bells or church bells, then the bell and
school will become intimately associated with each
other. Whenever the child thinks of the bell, he will
think of the school, But if he has heard bells from
different places, the impression of the bell will become
associated with the impression of those places also.

LAWS OF ASSOCIATION

Psychologists have tried to formulate certain
laws according to which ideas become associated
with one another. There are three fundamental laws—
The law of contiguity, the law of similarity and the
law of contrast,

CoNTIGUITY.—When an idea is received in the
mind just after another idea, the two become so
associated with each other that when the second is
recalled, the first will also tend to be recalled. Thus
one stanza of a poem recalls another stanza because
they are associated by contiguity. This is due to the
fact that attention is paid to them one after the
other in immediate succession.

SiMILARITY.—Similar ideas tend to be associated
with one another. Thus the idea of one bird becomes
associated with the idex of another bird, one city with
another city, one poet with another poet. This
happens because when an idea is received in the
mind, it serves as a stimulus to other similar ideas
and they are partially recalled at the reception of
the idea, As a matter of fact till they become re-
excited the new idea is not fully apprehended. We
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always understand thenew in terms of the old. Thus
a new impression becomes associated with other similar
mpressions at the very time it is received by the mind.
Now, since links are formed between the new and the
old, they tend to recall one another.

Conrrast.—Contrasted ideas also become associa-
ted with each other in the same way as similar
tdeas, When we apprehend an idea, we not only
try to see its similarity with other ideas but we try to
see the difference also. Thus in both cases of simi-
larity and contrast, ideas become associated with one
another because they are attended to together. Nero
may remind us of Asoka and Aurangzeb may
remind us of Akbar.

Some writers think that the law of contrast is not
an indspzndent law; it is only a form of the law of
similarity, Absolutely contrasted things do not remind
us of each other. The swan iay bring to mind the
contrasted idea of a crow or a stork, since both are
birds; but it will not bring the id=a of a tiger. In the
apprehension of the “swan’”’ idea of animals is not needed
but of birds is needed. This shows that no association
1s formed batweea absolutely dissimilar facts.

The teacher who wants to make his Jesson well
fixed in the minds of the students should take help of
the above laws of association. He should make use of
time-charts, geneological tables, compare one fact or
character with another, and bring out points of con.
trast. 1f the students themselves do it, they will have
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all the greater benefit from the lesson. The teacher’s
work should generally be one of guidance,

RECALL

NaTURE oF REcALL.—~Recall is a learned response
to a stimulus. Recall is determined by retention on
the one hand and by the presence of an adequate
stimulus on the other. If two ideas are associated
with each other in the process of learning, the one
tends to recall the other, that is, each idea serves a
stimulus to bring the other to consciousness. The
conditions that determine recall are the same that
determine retention, namely, association of ideas. 1If
in actual experience one idea has been received after
another, since they have become knit together by
law of contiguity, the one will help in the recall of
the other. Likewise, similar and contrasted ideas
tend to recall each other due to association by simi-
larity and association by contrast.

BLockING oF RECALL—Sometimes a well learned
fact does not come up to the mind just when we want 1t.
That therc are mmpressions of it in the mind is proved
by the fact that it comes up to consiousness when it
is no more needed. We sometimes forget the name
of a person just when we want it, though later on it
comes up automatically to consciousness.  Students
sometimes forget the answers to the questions in the
examination hall; they remember them when they come
out of the hall. It is seen that sometimes a speaker
forgets the link between the ideas of a well learnt speech
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just when ke comes up to the stage. This usually
happens with beginners. .

In all such cases as cited above there is some sort
of inhibition or interference that blocks recall, One
type of interference is emotional. Fear may paralyse
recall. This is so in the case of the examinees forgetting
answers to the questions. Anxious self-consciousness
or stage-fright prevents the recall of a speech by novices
in the art of speaking. They all the time think of
making a striking success of themselves This makes
them over-anxious and self-conscious, and thus they fail.
Distraction is another factor that blocks recall, If there
are similar ideas associated with each other they
sometimes get into each other’s way during recall.

Hcres in Reca.—A Confident tranquil attitude
of the mind isa proper condition of good recall,
One should avoid self-consciousness and worry when
recalling something. One should not doubt, for doubt
is a great distraction. It interferes recall as nothing
else does. Auto-suggestion 1s of great help in this
connection

Oue should drop the matter for a while when one
finds himself set on a wrong track, and after some
time come to it again when fresh. \Worry and doubts
make interference strong. They die away or become
weakened when the matter 1s dropped for some time. It
18 why one can recall better in the second attempt,

From the fact of “blocking of recall” a teacher
has to learn certain important lessons. \While teach-
ing a lesson he should present it in an orderly
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fashion, else ideas not properly associated with each
other will get into each other’s way during recall.
In early stages wrong forms of words should not be
allowed to get into the mind, else they would act
as distractions during the recall of correct forms.
When a student has learnt the wrong spelling of 2
word and later on learnt the correct spelling, the
wrong spelling creates a doubt in the mind when
the correct one is being called up to the mind. Hence
wrong forms should never be presented on the board
or repeated by the teacher. He should givé only the
correct forms and get them repeated by the student.

There are many educationists who question the
value of dictation in teaching spelling “Dictation.”
says Tomkinson, “has never taught and can never
teach spelling.” The aim of dictation exercises is to fix
spelling already learnt and not to teach new ones.
Hence ateacher should not give to students such
dictation ex~rcises as cannot be written by them with
the fewest possible mistakes. For, when a student
commits a mistake in writing a word, the wrong form
of the word gets impressed in his mind and this
impression is seldom completely wiped out., So cven
when the student has written the correct form a
number of times, the impression of the wrong form
creates doubt during the process of recall, A teacher
might question-why should dictation exercise be
given at all, if it be so easy that all the students write
it correctly ? The answeris:it fixes the spellings
already learnt by the students. 1If the students
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would not have done the exercise, they would have
forgotten what is already learnt, Hence dictation
makes firm what is learnt by students,

RECOGNITION

Recognition consists in knowing the object as
having been experienced before. It may be more or
Tess complete. At its minimum, it is simply a feeling of
familiarity with the object; at its maximum, it is
locating the object precisely in the past experience.
Recognition is not dependent on recall One may not
be able to rezall the exact situations when one mer
a person and yet o1e may recognise him at once
as one who met before e can recognise many
things which we cannot recall. Ve recognise faces
and names that we cannot recall. The recogni.
tion vocabulary of a person is much greater than
his application vocabmlary. The words he can
understand are much more than those he uses in
his own speech. \We may characterise recognition
as partial recall. In the case of recall the stimulus is
not as powerful as in the case of recognition,

Our power of understanding things depends on our
power of recognition. For the process of apperception,
which is essential to wunderstand things, involves
recognition. There are some students whose power
of recall seems to be weak as judged by the ordinary
examinations, yet they may be quite bright and their un-
derstanding may be good. For understanding depends
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on recognition which comes without much effort.
Recall, on the other hand, requires mental effort.

This must not, however, lead us to suppose that
there is no relation between recognition and recall. As
a matter fact, the greater the puwer of recognition 1n
a man, the greater is his power of recall.

FORGETTING

Forgetting may be du: to the weakening of
origingl impressions or it miy be duc to blocking of
recall. Besides these there may he cases of active
forgetting. Ideas that are associated with unpleasant
experiences do not come up to consciousness, even
when an adequate stimulus is present. Such ideas
are withheld by the mind so that they may not revive
unpleasant memories. But the memories themselves
do not die away. They are present in a hidden
chamber of the mind and continue to act in some way.
They become associated with similar other ideas and
thus form complexes. In pathalogical forgetting it is
such complexes that work. Thus a lady may forget
the face of a person whom she loved before, just
because there is a complex of hatred in her mind
regarding him. Children forget lessons taught by
an unsympathetic teacher. Poetry lessons learnt in
detention class are forgotten for the same reason,

Leaving such cases aside one might like to know
the rite of forgetting in normal cases. Ebbighaus
made some very important experiments to determine
the rate of forgetting with lapse of time, He utilized
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what is known as the learning and saving

The method consists in making the subject

given material. Then some time isallowed ' |
After this he is made to learn the same material over
again. It was found that the subject takes much less
time in learning the material a second time.

Forgetting is quick in the beginning then it be-
comes slow. 1f itbe represented by a curve or a
graph there is a sudden {all in the begimning. Then there
is a gradual flattening of the curve. The curve tends
to meet the zero line but never reaches it., What
is once learnt 15 never completely lost from memory.
What seems to be absolutely forgotten, has still a
value, It determines the reception of new ideas. What
1s known as the culture of a man is mostly made up
of such 1deas as seem to have bezn lost from memory,
\While teaching a lesson this fact is to be borne in
mind. One should not think that if a student cannot
recall something to mind, 1t is lost from s memory
and learning has done him no good. It facilitates
the learning of other things by him.

TRAINING OF MEMORY

Educationists in the past believed that memory
can be impraved by practice, Hence exercises were
given to the students to train their memory. Students
thus committed to memory pages of books not for the
sake of the material contained in them but for mere-
ly improving their memory. Psychological experiments
conducted in modern times, however, show that this
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on recognition which comes without much effort.
Recall, on the other hand, requires mental effort.

This must not, however, lead us to suppose that
there is no relation between recognition and recall. As
a matter fact, the greater the puwer of recognition in
a man, the greater is his power of recall.

FORGETTING

Forgetting may be duz to the weakening of
originsl impressions or it may be due to blocking of
recall. Besides these there may be cases of active
forgetting. Ideas that are associated with unpleasant
experiences do not come up to consciousness, ‘even
when an adequate stimulus is present. Such ideas
are withheld by the mind so that they may not revive
unpleasant memories. But the memories themselves
do nnt die away. They are present in a hidden
chamber of the mind and continue to act in some way.
They become associated with similar other ideas and
thus form complexes. In pathalogical forgetting 1t is
such complexes that work. Thus a lady may forget
the face of a person whom she leved before, just
because there is a complex of hatred in her mind
regarding lum. Children forget lessons taught by
an unsympathetic teacher. Poetry lessons learnt in
detention class are forgotten for the same reason.

Leaving such cases aside one might like to know
the rite of forgetting in normal cases. Ebbighaus
made some very important experiments to determine
the rate of forgetting with lapse of time, He utilized
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what is known as the learning and saving

The method consists in making the subject

given miterial, Then some time isallowed'

After this he is made to learn the same material over
again. It was found that the subject takes much less
time in learning the material a second time,

Forgetting is quick in the beginning then it be-
comes slow, If itbe represented by a curve or a
graph there is a sudden fall in the beginning. Then there
is a gradual flattening of the curve. The curve tends
to meet the zero line but never reaches it. What
is once learnt 1s never completely lost from memory.
What seems to be absolutely forgotten, has still a
value, It determines the reception of new ideas. What
is known as the culture of a man is mostly made up
of such ideas as seem to have bezn lost from memory.
While teaching a lesson this fact is to bc borne in
mind. One should not think that if a student cannot
recall something to mind, it is lost from Ins memory
and learning has done him no good. It facilitates
the learning of other things by him.

TRAINING OF MEMORY

Educationists in the past believed that memory
can be impraved by practice, Hence exercises were
given to the students to train their memory. Students
thus committed to memory pages of books not for the
sake of the material contained in them but for mere.
ly improving their memory. Psychological experiments
conducted in modern times, however, show that this
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kind of training has little value. Memory cannot be
improved in this way. Our remembering of facts
depends on two things, the power of retention which
the brain possesses and the method of learning. It is
now accepted nearly by all psychologists that no
improvement can be made in the first by practice.
As Wilbam James says, the brute retentivity is a
physiological quality of the brain and this is given
1o an individual once for all at birth, It isan inherited
quality. Hence any hope of inprovement can lie only
in improving the method of memorising. A boy,
practised in remembering long picces of proee or
poetry or in remembering dates and facts of history,
can do similar work much more easily than the one
who is not so practised ; for, he discovers some method
of doing the work quickly. He learns to apply himself
intelligently to his task, develops habit; of concentrat-
ing attention, observing the matter properly, discover-
ing relationships among facts, distinguishing the
essential from the non-essential and thus does the
work more quickly and efficiently than the one who
has no such habit. The teacher who wants to
improve the memory of his students should teach
them proper methods of memorising facts rather than
drill them in memory woik.

Thorndike conducted many experiments to deter-
mine how much truth there is in the theory of formal
training. According to the theory of formal training.
school subjects are to be taught primarily not for
the worth of the matter but for the discipline they
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impart to the mind, or for the training of various
mental faculties, such as, observation, memory, imagi-
pation and reasoning Thus Classics were taught to
train memory and the reasoning power of the students,
Thorndike showed there is no truth 1n this theory.
The training that one receives in one subject is
useful in learning another only if there are elements
common to both  Thus there is no veal transfer of
traiming. If a student has been practised in commit-
ting to memory long poems, he would improve
in commiting to memory only poems or pieces
of prose and not multiplication tables or formulae
of Chemistry, This happens because there are common
elements in the first case bectween the material used for
practice and the material later on used; on the other
hand, in the Jatier case there are no common; elements.
Hence if we want children to do a particular kind
of memory work in later life, it is better to practise
them in memorising only material of a similar nature,

Again efficiency of work depends very much on
interest in it., However much the students may have
been practised in memory work they make little
progress in remembering what they do not want to
remember, or what they have no interest in remember-
ing. Hence the most important device to improve
memory is to increase the interast of the students in
the work they have to do

EXERCISES
1. What is memory ? What is its importance in the
mental life of an individual.
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What is the best method of learning a poem ? Why is
learning with the help of recitation more efficacious
than con‘inuous learning ?

On what does retention depend ? Can it be improved
by pra:tice ?

Explain the Laws of Association. How do they help
recall ?

What is meant by “blocking of recall” ? How can
it be prevented ?

“Dictation has never taught and can never teach
spelling”—Elucidate the statement and show what
exactly 1s the value of dictation exercises in the
school work.

. Distinguish between recogmition and recall. What is the

value of each in the mental development of the child ?
Why do children forget lessons learnt in the deten-
tion class ? What should a teacher do if he wants to
fix a lesson well in the minds of the students ?
What do you understand by “transfer of training” ?
WWhat is the exact value of committing poems and
prose pieces to memory ?
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CuarTER X
IMAGINATION
NATURE OF IMAGINATION

Imagination is the revival of the experience that
occurred in the past and its arrangement into new
patterns. The basis of both memory and_imagination
is_past experience, but whereas in the case of memory
the past experience 1s simply reinstated in the old
manner, in the case of imagination the past experxence
is utilized in constructing a new structure, Mempry
thys can be called reproductive imagination; imaging-
tion proper, on the other hand, is productive, When 1’
think of the scenes of the cinema film as I saw them
last night, I am said to be exercising memory, but
when on the basis of the old experience I construct 2
new story, I am using my imagination. Imagination
ja-thus not an exact reproduction of the past experien-
ces as memory is. The contents of the past are
reproduced and combined in 2 new order. I have
seen heads of men and bodies of horses. Imagination
combines the two and I can think of a Forse with
a human head. “Imagination”, says Woodworth, “is
mental manipulation. When the individual recalls
facts previously observed in reality and then proceeds
to arrange them into new patterns, he is said to show
imagigation. A product of imagination is composed

- 10



g

146 IMAGINATION

of parts received gt different times' and later recalled
and combined, as a centaur is composed of man and
horse, and a mermaid of 2 woman and fish,”

*  ReraTioNn To Memory.~We have pointed above
that both memory -and imagination have past expe-
rience as their basis. But whereas memory simply
reinstates what happened in the past, imagination
makes a new creation on its basis. Memory,‘~ moreover,
involves recognition. There is a feeling of familiarity
with the experience In the case of .imagination
it is not so. Memory always refers to the past, but
imagination mnyﬁefer to the futuie. Thus, when I
am thinking of a house in which I hved five years
ago I am using memory but when I think of a house
that I am going to build, I am using imagination,

Imagination depends on memory. Memory is
concerned with reminding past experiences. Without
it imagination of a new situation 15 impossilble. Ima-
gination cannot create the new material; it can simpiy
Juhl:ze what is given. Thus a man born blind cannot
umagme coloured pxctures Sometimes memory involves
imagination. When we think of places we visited a
few weeks ago, we do not rcmember all that we saw ;
but we supply the gaps with the help of imagination
and complete a picture to the mental eye which other-
wise would be fragmentary.

INDIVIDUAL DIFFERENCES IN MENTAL
IMAGERY

We think with the help of images. Images ars
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necessary to recall the past experiences,zs well asto
make schemes for the future. Thus both memory
and nnagmatmn require the use of images. There are
individual differences in mental imagery of different
persons, Some can recall seen things better, others can
recall things heard better. In other Words, some people
think of their past experience in terms of visual images,
others think in terms of auditory images. Similarly
motor images, touch images and olfactory images enter
more or less in the mental imagery of tifferent persons.
Usually men think with the help of many kinds of
images. But thg visual images of a person may be clearer
than his auditory images and vice versa. People who
think purely in terms of visual images are called wisiles,
those who think only with the help of auditory images
are called audiles. Similarly there may be motiles, and
tactiles, The normal individual makes use of all kinds
of images, llence to make an impression indelible,
it must be conveyed through different senses. Children
will remember spellings better, if they are taught through
the eye, the ear and the sense of touch rather than
when only one sense is used. Tofixa new word in
the mind of the boys, the teacher should pronounce
it aloud; the word should be uttered by the boys; it
should be written on the black board, and copied
down by the boys in their note-books Thus when
one kind of memory fails, the student ¢an yet remem.
ber the word with the help of other images,
Children as a rule have better visual imagery than
agdults. Hence while teaching™ them appeal [showld be
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made to visual experiences. Things presented to the
eye are better remembered by them than those heard.
The imagery of children is also very lively. This
sometimes leads them to mistake things imagined for

things actually seen, This is a source of many lies
of children. ¢ T

Children’s power of thinking with the help of word
is vety limited, Thinking in terms of words requites
a degree of abstraction of which children- are not
capable. When.we uotter a word before a child, the
corresponding visual picture of the object denoted hy
the word comes up to his mind. The word has no
meaning unless this picture is visualised. But this takes
time. Hence children are slow in theught, While
speaking™ to children one must speak slowly and
distinctly. It is only after much experience that the
mind adopts the short-circuit movement of substituting
words for visual or other kinds of imagery.

CLASSIFICATION OF IMAGINATION

Imagination has been classified by different writers
in different ways. Below is given one kind of classi-
fication.

IMAGINATION
- |
|
Reproductive Productive
- b

Receptive Creative

l

I |
Pragmatic Zisthetic

\ }
Practical Theoretical Artistic = Phantastic
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Here the word imagination is used for calling up
mental pictires in the absence of the ob;ect Some

writers use for this kind of general expenence the word
sideal representation”” When the ideal representation
is of a purely reproductive type, it is called memory;
when it is productwe, it is called “imagination” proper.
In other words an xmagxm.hon is proddétive. Now
this productwe imagination is said to be receptive or
imitative when the imaginative activity follows the
lead of another person, Thus when a child is hearing
a story told by his grandmother, he calls up mental
pictures to understand the story. His imaginative
activity is not original; it is directed by another
person’ s mind. Such imagination is called receptive
imagination. When the child constructs his own story...
or thinks of purchasing several articles in a fair, his
imagination is crestive. It is original, Creative
imagination is called pragmatic when the ends to which
the imaginative activity is directed is the accomplish-
ment of some thing in the real world, The scheme
for visiting a2 new place or solving an arithmetical
problem are examples of “pragmatic imagination, This
type of imagination is controlled by the world of reality
and its laws, Esthetic imagination, on the other hand,
is relatively free. The imagination of the poet, imagin-
ing the clouds as carrying a message of a lady to

her lover, is an illustration in point, In the poetic ima-
gmiﬁtm, there are still some rules which guide the
artistic creation; when no rules arc followed, when
imagination is absolutely free, as in day-dreaming, it
is said to be phantastic.
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TRAINING CHILDREN'S IMAGINATION

Mapban MoNTEssorr’s ViEws.—There is a con-
troversy among educationists as to whether or
not children’s imagination should be developed.
According to Madam Montessori, children have too
muth of imagination and their imagination requires
to be controlled rather than develuped. To emceur-
age them in their imagination is to cut them off from
reality. Such children miserably fail when they have
to face hard realities of life. Ience, Madam Montessori
d:scourages telling stories to children. Stories of
birds; ™ aflimals, and giants in which children delight
do them no real good. If edugation is a preparation
for life these stories instead of helping, inder in the
achievement of that aim,

"

There are many educatiomsts who think these
contentions of Madam Montessori as unsound. If
we cut off the child from his life of imagination wg cut
him off from all that 15 of joy to him, The life of the
Child is full of hardships, but his imagination helps
him to ignorej the hardships and live ablissful exis-
tence. As Stevenson points out, he eats the cold mutton
with the grandeur of a king; his craddle is the fairy
boat carrying him to the land of etermal merry-
making. Most of the plays of children involve the
use of imagination. If the imaginative part from
children’s plays is taken away, the play will ccase lo
be a joyful activity. It would no more expand his life
or develop originality and spontaneity in him, The
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new types of plays with wooden apparatus, that Madam
Montessori has devised, are not a proper substitute for
the ordinary imaginative games of children. It is
feared that they will make the life of the child
wooden. William Stern has questioned the value
6f the games with “the didactic apparatus” im
expanding the lifc of the child. The criticism of
Stern seems to suggest that Montessori has altogether
eliminated the principle of play from the education of
the child. In this respect the Kindergarten method of
Froebel is much superior to the Montessori method.
The Kindergarten method advocates the telling of
stori _e_q' to children; it encourages games of personation,
and in a thousand ways develops the imagination and
self-activity of the child, We think that the Kindergarten
metfiod is psychologically more «ound. Though it 18
true that the child has to Yive in a world ruled by
scientific laws, he necd not be made aware of this fact
too early. His mind is not ripe for scientific knowledge.
Before it becomes ready to receive it, it has to pass
through the stage of imagination and makebelieve.
As T. P. Nunn points out, the makebelieve of the
child is not an indication of the decay of his perso-
nality; it is rather an indication ef its growth.

‘:w ofF TralmiNG JNMAGINaTION—We can
train AN of fhe-\-é%"-tmrstories. In

the beginning children will hear stories. This will
develop their receptive imagination, Then they will
recite the stories heard by them or make their own
Stories. This will develop their creative imagination.
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Dramatisation of stories also develops creative
imapgination. Great works of art have their roots in
such small performances of children,

In the games | of children their constructive imagi-
nation 13 de veloped. Scoutmg has proved very helpful
ip.this respect, The scouts have to make schemes of
their excursions, distribute duties to each member and
to anticipate various difficulties that they might meet
on the way. All this traing the construetive imagina-

. tion of the child.

The umagmatxon of the child can be trained
tluough | the ordinary school-work also. Literature
thus develops the wsthetic imagination of the child.
Scientific imagination or pragmatic imagination of a
theoretisal kind can be developed through teaching
science by the heuristic method. This method requires
the child to think out, under the gwidance of the
Yeacher or independently the causes of the plienotnena
he is studying. Practical imagination, in its various
forms is developed Dby the project method. In this
method the child faces a problem and studies the

& method of solving 1t 1 a natural setting,

-

EXERCISES

1. In what sense is imagination a reproduction of past
experiences® What 1s its exact relation with memory ¢
2. What are the special characteristics of the unagery

of children? How should a teacher handle a class
keeping in view the nature of children’s imagery ?
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. Classify imagination. Show how the different kinds

of imagination can be developed in children.

. Discuss the view which says that the imagination of

children should not be developed.

. Suppose you have to teach anew word to achild; how

would you proceed to ensure its permanence in their
memory. Give reasons,

. “The child’s makebelieve is a phennomenon of expansion

or growth”—Elucidate.

. What is the value of telling stories to children ?

What kind of stories do infants like most ? Why ?
“There can be no castles on earth without castles in the
air,”—comment on the statemcnt so as to bring out the
value of imagination in the life of an individual.
What is the difference between a poet’s imagination
and the imagination of a day-dreamer> \Which kind of
imagination do we find in children more ? How can
we prevent the child from indulging in day-dreaming.
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Cnarter X1
THINKING

NATURE OF THINKING

Erements oF THINKING~Thinking is an activity
of the mind in which past experience is made use of
tg"solve a problem. In thinking we attentively analyse
and arrive at an interpretation of an object or situation
which faces us or which we anticipate and we map
out a course of action with reference to it. Thus
thinking is an activity of the mind in which we are
aware ‘of the pugposc and are mentally striving hard
to achiéve the purpose. \Woodworth has given the
oNBWTig Fve elements of the process of thinking :—

(i) Orientation towards a goal.

(ii ) Exploratory movement to reach the goal.

(iii ) Recall of the previonsly obseived facts,

{ (iv ) Grouping of the facts into new patterns.
| { v ) Inner speech and gestures.

Let us take an example to sce how the above
elements are involved. Suppose, a studcnt goes away
from his room without locking it and on his return
finds that two of his books that were lying on the
table have been taken away by some onc. He thinks
ast5 who should have taken them away. He thinks of
asking his neighbours if any one came to his room,
buf he does not do so as he 15 reminded that they were
alsoaway. Then he thinks if some one of his friends
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needed ihe.hooks. - Incidentally, he is reminded that
a certain friend had asK¥ im fo lend one of the books
and that he had consented to do so. e thinks of
approaching the friend, hut he says to himself that the
friend . could _not have taken two books Then he
thinks, perhaps “anothér ‘person has removed the books
for teaching him.a lesson. He is reminded that the
gentleman did a similar thing on a previous occasion.
Thus he is satisfied for the moment, He reaches the
solutiori of the problem. ”

Here the problem that initiated the thinking
activity was finding the cause of the removal of the
books. It was followed by many exploratory thought
movements ; relevant facls of previous experience were
recalled and a theory constructed that satisfied the
casc in hand. During all this time inner speech was
going on. Thinhing. 15 trial and error method of.
arnvmg at the solutlon of a problem carried on with
the help of ideas instead of actual bodily movements.

T hmkmg 15 an analytico-synthetic activity of the
mind. \Whena personis faced with a new situation,
its various features aic anmalysed and discriminated.
Then those elements that aie common between this
new experience and some old experictice arc apprehen-
ded, and an inference i- arrived at on the basis of the
past cxperience. I find that a boat is overloaded;
T know this from certain smigne that the boat shows.
Tam reminded of what happens to overloaded boats,
hence I fear that it may sink. The thought movement
here is analytico-synthetic. The analysis was carried
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on while I was recognising the essential features, and
the synthesis was done when the old experience was
applied to the present case.

LeveLs or TRINKING.—When the word “thinking”
is used in Psychology we generally mean conceptual
thinking. Some writers, however, have recognised
thinking as having different levels, Thus thmkmg may
be perceual, 1magmatwe of conceptual Perceptual
t'rnkmg is gmded“By a.ctual seuse stimulus, This is to
be found in animals. Imaginative thinking is donc
with the help of images Man alone can do this kind
of thinking. Animals are not capable of having
images. I-Ience they canmot think interms of images,
The highest kind of thinking is concepfugl, In this
anly concepts are used. It is carried on mainly with
the help of words that stand for concepts,

Thinking is sometimes classified as “associative
thinkmg and “conceptual thmkmg, Associative
thmkmg is carried with the help of images, whereas
conceptual thinking is carried on interms of concepts.
In associative thinking the previous associations be-
tween images are recalled, 1n conceptual thinking the
concepts are analysed tosec il there arc common
clemepts between two concepts. [t may be the discovery
of a new meaning in the old concept, that is, the
application of a cuncept to a new situation; it may be
formulation of a concept to cover many concrete cases

CONCEPTION

Naitvrc or A CoNcerr:—A concept is ayjgencral
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idea designated by a word, The word stands for a
class of %ts The formation oi concepts isa com-
plex mental process, of which only developed minds
are capable. The following mental processes are
involved in forming a concept'—

( i) Observatiéii 6f several individual objects,

(ii) A’xﬁﬁ"ﬁ"‘d’f the component qualities of each,

(ii1) Companson of the qualities,

(iv) Mental unification of simlar qualities,

(v) Naniing the unified qualities.

A child sees many such ammals as cats, dogs and
goats. The child notes the several qualities of each
different kinds of animals. Suppose, it has the concept of
the cat and the dog already and it has to form tbe con-
cept of the goat. When the child for the first time sees
a dog he notes__hs,mmus qualities. of the amimal. He
finds that there are striking points of simlarity between
this new animal and the dog, andthere are striking
differences between 1t and the cat. He classifies the
new object in the dog category and callsita dog. As
a matter of fact, a child seeing a kid for jthe first time
called it tutu ( dog ). But as the child comes across
more goats, he finds that there are striking points of
difference between dogs and the new anmmals though
there are many points of similarity among the new
animals themselves. All dogs bark at the approach of
strangers but the goats do not bark The bleating sound
of goats is also different from the barking of the dogs.
The.‘goats eat grass, the dogs do not do so. Similarly
other points of similarity between the different goats

-~
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are noted; at the same time the child notes the points

of difference between the dogs and the goats. Now

the child has theidea of a new animal, This idea

requires {o be named by a new word, It asks fora
. name and usually the adults supply the name.

Here we see, to have the concept of the goat
the child had to observe many goats with a view to find
out what common qualities there ate among the goats
themselves and in what qualities they differ from
each other as well as from animals of another class,
The child had to onaslysc the various qualities of
thkammals Then he made comparison of the qualities
of the .animals of the same class and contrasted them
with qualities possessed by animals of a different class.
He finds that therc are ample common qualities
among the new class of animal and those qualities are
to be found in no other ammal; hence the qualities
are menially united. They require to he designated by
a new name and accordingly a name is given.

The above account of the formation of concepts

}should not lead usto suppose that one always sets out
| deliberately and consciously to do such a task, As
outlined above, the task seemsto be very arduous.
But in actual practice it1s notso. Just as the actual
pracess of assimilating food is not a difficult one, though
an account of the process would make it seem very
difficult, so too it is the case in the formation of con-
cepts, We have given an analysis of what actually
occurs very quickly and rather imperceptively.
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Conception is an analytico-synthetic activity of the
mind, This is evident from the above account of
the actual formation of a new concept; observation,
analysis and comparison of qualities was followed by a
synthesis of them, that is, by the processes named
mental unification and naming. As a matter of faet,
the analytico-synthetic activity is fundamental to all
thinking; conception, being a kind of thinking, also
involves analysis and synthesis of experience.

ancepts are sgxpetimes classified as concrete con.
cepts and abstract concepts. Concrete concepts stand
for classes of things, abstract concepts stand for
qualities. An alstract concept may stand for a single
q?fality, such as, greenness or yellowness or it may
stand for a number of qualities, such as, virtue, man-
liness. Thus, an abstract concept may be simple or
complex.

RELATION ©OF CONCFPT IS WITH WORDS.—There
is a very intimate relation between coucepts and words.
Many psychologists hold the view that one cannot
have a concept. without the corresponding word to
name the concept. According to Max Muller there is
identity between thought and speech. *“Speech is
thought,” says he, “and thought speech”. " There can
be no thought without speech. William James who
does not hold such an extreme view, still emphasises

the importance of words in the growth of concepts,'

The word stabilises the concept and makes it available
for future use, If there be no word to name an idea
the latter would not come to the mind, and even if it
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came some how to the mind, it would not stay there,
William James says, “Nation who have no names
for particular virtues do not possess the virtues”,
Th,ig statement shows the importance of words in the
growth of concepts.

' GROWTH oF Concerrs.—The growth of the
number of concepts is determined by the growth of
e;:perience ‘on the one hand, and increase in the size
of i¢ Vocabulary on the gther. As the experience of
an individual giows, he comes across with many
objects dissimilar from those he observed before, he
comes across ideas not known to him before. Along
with the expansion of experience he also learns new
names. As a matter of fact, the growth of the language
goes on apace with the growth of ideas. Iience we ean
accurately judge the intellectual development of a
person by the size of his vocabulary. Backward races
have very few words to express their thoughts; civilized
ones have many. Similarly, the intelligent child has
a large stock of words at s command, asis scen by
his 'ﬂuency in speech; the backward child, on the
other hand, gasps for words, This is evident from his
slowness in speech. The Jack of words, in fact, is
due to lack of thought, and the mastery of language
is indicative of possession of thought, Thus persons
who speak a language fluently are generally more
intelligent than those who fumble of gasp for words.

A given concept grows either by increase in its
connotafion or in its denotation. As our experience
grows we may learn that a particular word has
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meaning that we did not know Lefore, Thus a person
may “have known that “Nazxsm" is_the doctrine of
racjal spperiority. But later, he nnght learn that
«Nazism” isa kind of socialism. The meaning of the
concept has thus become more dcfinite. This is growth
of the concept by increase in its connotation. A con-
cept may grow by increase in its denotation also, that i<,
by increase in the number of cases which the concept
stands for. Thus we know that German people are
called “Nazis’'; later on we might learn that people of
other nations may also be Nazis. In the beginning, to
the child the word “dog” stands for "thé” familiar street
dog which sometimes visits the house, but later on,
it bhegins to stand for the terrier, the greyhound, the
bulldog etc. Here the denotation of the term ha-
expanded. Thus the concept has grown.

TEACHING OF CONCEPTS

IMpoRTANCE OF TEACHING CoNceprs.—To impart
new concepts to the chuld is one of the chief aims of
education. “The process of education,” says William
James, “taken in a large way, may be described as no-
thing but the process of acquiring ideas or conceptions,
the best educated mind being the mind which has the
largest stock of them, ready to meet the largest possible
variety of the emergencies of life. The lack of educa-
tion means only the failure to have acquired them,
and the consequent liability to be floored and rattled
in the vicissitudes of experience,” * Concepts are
necessary both for the development of intelligence as

® Talks to Teachers. P. 148.
11
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well as character, All intcllectual growth ineans
growth of concepts and their proper use, The deve-
lopment of character also is determined by concepts,
in as much as, an indnvidual is not likely to adopta
patticular course of action, however good or noble it
may e, unless ideas about it exist in his mind,

Trne McrBop or TiacHinNG CoNcErTs.—in teach-
ing concepts the teacher las to refer to the actual
cxperience of the child. Where the corresponding
experience does not exist the teacher should first lead
the child to haic the experience. Then there is the
mampulation of the expericnce. This consists in its
analysis and synthesis. The process has leen already
outlined hefore . the teacher has simply to help in the
proces= bya cet well-dirccted questions, Then he
has to -upply a name.

The teaching of concepts mu<t not he mistaken
for teaching of words. Thi 1~ very often done by young
teachers. VWhen a new word occur: in a text, the
teach: r gives mecaning of it in terms of some other
words. He. at times, gives ready made definitions of a
concept. The students thus become learned without
groning iu intelhgence.  If we want a child to have
a real knowledee of concept- we must not hasten.
We must proceed slowly. We have to proceed from
the concrcte to the abstract. The child has a mastery
of only those concepts which he acquires by his
own mental cffort. The tcacher has simply to guide
the mental activity of the child. Thus if the teacher
has to teach the concept of “porosity” to children, he
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should show them objects that are porous and those
that are not porous. The children are to be led to
analyse the qualities of each clase: of objects and
compare them. They are thus to be led to observe
a peculiar quality in some of the substances, namely,
*porosity.” When the students have noted this common
yuality well, a name is to be supplied.

In early childhood, mental analysic should be
accompanied by actual manipulation with the hand,
During seven or eight years of age children arc inte-
rested in sensible propertics of objects,  The comstruc-
tive instinct is most active in thi~ perind. The child
is ever maaipulating different objects, putting them
together and taking apart. The teacher is to utilize
this instinct in the growth of the child’s concepts. This
is done in Object-lessons, Nature-study, Manual train-
ing and Drawing. The chief aim of such lessons is
uot to impart physical dexterity to boys or to make
them nice workmen but to make their concepts clear
and well-defined. The lessons named above bring
the child in actual touch with the concrete. A person
whose ideas are thus based on the concreté is always
at hcme with the world.

The doctrine, “proceed from the concrete to the
abstract”, must not be supposed to mean that we should
lead the child to the concrete even when he has
got the abstract concept. The child should not fe-
main too long in the concrete. Ile must froceed; when
too much fetish of the concrete is made, the resalt is
not intellectual development, but intellectual retarda-
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tion. Sometimes teachers unnecessarily introduce the
concrete to make their lessons look impressive.
Pictures and epidiscopes are used where hone are
needed. Such devices bring intellectual laziness
"among children, They get into the habit of always
Jooking for something sensational, It is not educa-
tion but the very negation of it. If a lesson does
not lead to the growth of new ideas in the mind of the
child, it cannot be said to have benefited him.

JUDGMENT

NATURE OoF JUDGMENT.—When concepts are
referred to each other in thought, the product is g
judgment. It is a mental process in winch two or
more ideas are compared to each other. Relationships
between two things, or between a thing and a quality
or between two qualities are established by the process
of judgment, Thus when Isay, “Dog is an animal”
relationship between two classes of things is established ;
when I make the judgment “Ice is cold”, relationship
between a thing and a quality is established, and when
I make the statement, “Heat is unpleasant”, or
“Honesty is the best policy”, relationship between
two qualities is established, A judgment is 3 unit of
thought. Though elements, of which a judgment is
made, are concepts, they are not psychologically prio:
to it. A concept is the result of a series of judgments.
The child from the earliest time begins making such
judgments as, this is a cat, that is a dog. When
the child says “a cat ”, it really means, “itis a cat”,
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“the cat is coming”, etc, The word stands for somme
judgment,

The concepts of a child grow as he is required to
us¢ them in judgments. They become definite and
clear, When a child is required to describe an object,
he has to make many judgments about it. The various
ualities are thus analysed and apprehended by the
child, 1t is the duty of the tcacher to see that the
child mokes use of his concepts in judgments. He
should also enable them to frame new judgments.

The judgments may be analytic or synthetic. The
analytic judgment explains the meaning which the
concept has already acquired. A synthetic judgment,
on the other hand, brings new information, or adds to
the meaning of the concept. Thus, “honest men are
truthful” is an analytic judgment: whereas the judg-
ment, “honest people prosper in lif¢?® is synthetic, The
former class of judgments does not require \erification
in actual world. Children should be led to make both
kinds of judgments.

REASONING

Narise oF ReasoNiNg=—The highest type of
thinking is rcusoning. It is carried on through judg-
ments or propositions. A proposirtion is a judgment,
vxpressed in speech. \Vhen the truth of a new pro-
position is deduced from the truth of the known
propositions, by discovering the various implications
of the latter, the process is called reasoning. In Logic,
the lmown propositions are called premises and the
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deduced proposition is called an inference. Thus
reasoning begins with a proposition and ends in a
proposition. Reasoning is directed to the solution of
a problem. The activity begins with a problem and
ends in the solution of a problem, which may be prac-

tical or intellectual. This may be illustrated by an
example.
A man hears a great noise at distance and wonders

what it is. There are many possibilities, A play might
be going on, a marriage procession might be coming,
or a riot might have broken. He now carefully analyses
the naturc of the noise. He (inds that the noise is
steady and does not becomc more or less. That shows
it is not the noise of a marriage procession; for in the
noise created Dy marriage processions there is no
steadiness, Similarly, he examines other possibilities;
he tries to gather more information. 1lle consults his
memory. In the end he comes to the conclusion, that
it is the noise of workers of a mill, who are making
a "demonstration of their discontent, The other possi-
bilities are climinated. The conclusion is based on a
similar experience that had occurred before. The
previously known truths are here made use of in

understanding a new situation or arriving at a new
truth or inference.
Tyres or Re\soviN¢.—Recasoning consists either

in the application of a ‘hnown general truth to a parti-
cular case or in discovering 2 new truth from observed
facts. In logic the former type is cailed deductive and
the latter is called inductice. Let us illustratc ecach
with examples.
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It is a known trath that studeuts who are weak
in Janguage are weak in history; we find a student
weak in language and infer that he mwust be weak in
history also. Of course, as actually occurring in the
mind, the process of reasoning has not the above
sequence. Reasoning as an actual mcatal event will
begin with a problem, say the problem is: how a
particular student will progress if he takes up history,
asonc of his subjects of study. To get to the solution
of the problem one’s past cxperience will be ran-
sacked. During this process, one might hit upon the clue,
namely, the weakness of the student in language. This
clue 13 the middle term which leads to the solution:
for it is known by the reasoner that students weak
in lJangnage are weak in history also.

The above example iMustrates deductive fype of
reasouing The actual difticulties of such reasoning
consist in finding out the cluc or the middle term.
To get the clue the situation has to be very carelully
analysed. .\ny mistake in analysis may bring a wrong
solution, The reasoner must know what general
propositions are applicable. This depends on a careful
analysis of the case, A careful analysis of the case
is thus half way in solving the problem. Very often the
solution of the problem comes during the process of
analysis itself.

In geometrical reasoning what is most important
is to analyse the problem well. \While tcaching boysa
lesson in geometry this is to be borme in mind. The
studedts have to be taught how to anzalyse a prublem
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rather than how to apply known propositions to solve
the problem. But analysis is not enough. Analysis
18 always done with a view to arrive ata solution.
All the relevant known knowledge is called to memory.
What will not help the solution is rejected at once.
Thus after much rejection the clueis reached which
leads to the solution-of the problem,

Most teachers do not realise the importance of the
trial and error process involved in scarching out the
clue. They usually suggest the clue. Where the clue
is suggested, there is no training in reasoning. No
wiental efiort has been made. If the reasoner docs not
himself make the mental effort, he gains little. The
type of reasoning that we usually find done by boys
in the classroom is imitative rather than original.
It is simply a reproduction of the mental activily that
has been gone through by another person.

The second type of reasoning is inductive. This
consists in arriving at a general proposition from known
cases. Itsaimis toadd a truth to one’s knowledge.
Of course, the enquiry is always initiated by a problem,
ie, the aim is practical (taken ina broad sensc).
Suppose, tlie child sees a rainbow and wonders what
itis, He asks the question to his mother. He gets
the answer, it is the bow of god Indra. Heis usually
satisfied and asks no further question. But a child
with a maturer mind will nol be satisfied with this.
e will push the enquiry further. He may recollect
that he saw similar colours when he was looking
through a prism, He tries to find out sométhing
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conupon between the two. He analyses facts one by
ome. He may find nothing. Here he needs the
teacher’s help. Under his guidance a hypothesis may
be framed. Ife frames the hypothesis that it is light
itself which has somehow caused the scven colours,
1Ie performs some experiments. These experiments
~how that the white ray when passing thirough a prism
splits itself in seven colours. This leads him to the
veneral proposition that the whitc ray consists of seven
colours. This proposition may be verified by more
evperiments or new cascs. It may be verified in
unother way. The seven colours may be mixed in the
proportion in which they are found in a prism. If
the result is the production of whiteness then
there may be left no room for doubt. The rotating disc
of seven colours is thus used to verify the truth of the
proposition that the white ray consists of seven colours.
ITere we mark five stages of reaching the .truth:

{ i) Initiation of a problem.

(ii ) Collection of the data: their analysis and

classification.

(iii) Framing of the hypothesis.

{ iv) Verification of the hypothesis,

( v ) Arriving at a lav.

The main difficulty of inductive reasoning lies in
the collection of the data and their analysis and classjfi-
cation. What actual data are, the reasoner does not
kmow. The collection of thc data depends to a great
extent on the hypothesis, the rea somer has in mind,
and this depend: on his insight. Thus the collec-
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tion of the proper data is the most important step in
arriving at the solution of the problem,

The teacher has to train the students in collecting,
classifying and analysing the data. The lheuristi
mothod of teaching aims (0 train students in indepen-
dent rcasoning. Here, the student is encouraged
to find out the solution of the problem for himself.
But there are limits to this. The student cannot be
wholly in the position of (he original discoverer. Neither
has he the time to discover all iruths for himself, nor
the ability. \Vhat is expected of him is to think out a
few steps of the reasoning process. Much of the induc-
tive reasoning in the classroom is, as a matter of fact,
imitative sud it has necessarily to be 3o.

We must not, however, think that we cannot
train students in inductive reasoning. A lesson in
science and a lesson in grammar aim to do it.
In a lesson in grammar, the tcacher takes a large
number of sentences as actually spoken by students.
They are then classitied as they involve or do not
involve a particular rule (... according to some simi
larity in them. The students are led 1o sce the rule
working in them. This rule is inferred. The rule is
fixed in mind by further application.

Similarly in a lesson in scicnce, 2 law may be
inferred from particular cises. The students are
familiar with expansion of metals, as seen in railways.
They are initiated with a problem. A hypothesis is
framed It is during the ot days only that the rails
expand; hence heat may be the cause. I"xperiment-
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are performed to see it. The students note the results,
Thus they arrive at the law that heat expands solids.
“This may be further verified by an appeal to ¢xperience.

Exercrses

1. Analyse thinking asa mental process. \What are
its different levels ?

2. Distinguish between associalive thinking and concef -

tual thinking. \Vhat kind of thinking Jo we finl

in children more 2 Why,

What is a concept * llow iy it formed > Nlus-

trate your an-wer with suitable examples,

»
:

4. What is the importance of words in the growth of
concepts ? What should a teacher do to increa-e¢
the concepts of the child -

‘Proceed from the concrete (o the abstract’ Ilxplain
and discuss

wn
.

6. By a concrete example show how a concept may b
taught toa child. What should be done to secure the
permanence of the concept in the mind of the child ?

7. \Whatis a judgment * How is it related to ~oucepts -
Whyisit nece=sary to require childrento give deserip-
tion of objects scen by them or ideds they have in
their minds =

72

IVhat are the steps of the process of rea~oning ; [lins.
trate your answer with examples.

7. Distinguish hetween Jeductive and inductic c reasoun-
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[4

ing. What are the main difficulties in each type of
reasoning.

10 How can the children be traincd in reasoning. Ilus-
trate your answer by taking an example from »
lesson in geometry or u lesson in science.

Reforences s

1. Dumville: Fundamcntals of Psychology.
2, Gault and Howard: 4n Outlinc of Psvchology.
3. Woodworth: Psychology.



Cuarrrr XII
WILIL. AND CHARACTER
NATURIE OF WILL

MeaniNG oF Witr.—Will is a word which 1s
used quite frequently in common speech. We often
hear such statements as, “Washington was a man
of strong will”, “A coward is a person of weak will™,
When the word “will” is used in such statements, 1t
stands for a significant idea. It is, however, difficult .
to define the idea. Psychologists have not come to
agreement as to the exact connotation of the word
will. According to some, will is the verysoul of the
man and the term “free-will” is used to mean soul.
According to others, will is “the sum total of ali our
impulses towards activity”, or it is “the whole man
active’’. In the latter concept of will all the various
impulses of the man are included. Will is not some-
thing over and above these impulses but just an aggre.
gate of them. This view of the nature of will is
in direct contrast with the 1view which states that there
is a “free will” that governs the impulses of man. Tlie
nature of the will, however, can best be understood by
what the will does, Hence let us turnto the functions
of will.

FuNcrioNs oF wiLL.—\Ve can easily recognise
two functions of will. They are .=~
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( 1) Deciding the course of action wlien we are
confronted with many alternatives,

{ 2) Controlling the impulses and directing them
to rational ends.

We become aware of will in us whenever we
have to decide between two or more alternative courses
of action. Ilere it would be advantageous to know
the various elements of a voluntary action or an action
Jdirected by will.

ANALYSIN o VOLUXTARY ACTION.~A voluntary
action may pe analysed as follows:—

- (1) The risc of an impulse in the mind.

{2) Conversion of the impulse into desire.

(3) Conflict of desires or motives,

(4) Deliberation.

Q)] Decision.

{0) Action,

Itis always a consciousness ol want or a rise
of an impalsc that initiates mental activity. The feeling
of want may be due to some instinctive craving or
due to some intellectual. moral or aesthetic nced. Man
is prompted to action for the satisfaction of a want,
the consciousness of which is always disagreeable.

When this consciousness of want is viewed in
relation to the nature of the self it becomes a desire.
An appctite is blind, a desire, on the other hand, is
enhightened by self-consciousness. In desire the idea
of the cnd i~ present and this end is recognised as
good. There is also a knowledge of the means,
Animals are not capable of having desires. All their
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actions are impulsive as they have their origin in
instincts. Most of children’s actions are also impul.
sive, but as the self of a man grows, e no longer acts
from impulses but from motives, that is, he always has
a clear consciousness of the end that he is going to
realize. *

The third stage of the voluntary acition iz the
condlic of desives or motives. This occurs when a
desire comes in conflict with another desire, incompa-
tible with the first Wc cannot satisfy all our desires.
One cannot sit for study and goout for a walk at the
same time. Both are desirable ends, but the satis.
faction of one means renouncing the satisfaction of the
other. In such a situation, the two desires are pullffig
against each other.

‘The above state of affairs is followed by delibe: a-
lion. In deliberation there is arrest of action. The
self judges the merits and demerits of each one of the
motive. The pros and cons of the different courscs
of action are considered. Each one of the alternatives
is mentally scen how it would affect the self of the
man. The process of elimination takes place in order
to choose one course of action and reject others,

The state of deliberation is very painful. The man
is ina mental seesaw. He is feeling the push and
pull of different desires. Much of his energy is thus
lost. it is, however, a very necessary stage. One
who does not deliberate, is a thoughtless person. But
one who keeps on deliberating too long is not a
successful man in the world.
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{ 1) Deciding the course of action whea we arc
confronted with many alternatives.

( 2 ) Controlling the impulses and directing them
to rational ends.

We become aware of will in us whenever we
have to decide between two or more alternative courses
of action. Ilere it would be advantageous to know
the various elements of a voluntary action or an action
directed by will.

ANALY-I» ol VOoLUNIARY AcTioN~—A voluntary
sction may pe analyscd as follows:—

- (1) The risc of an impulse in the mind.

(2 Conversion of the impulse into desire,

(3) Conflict of desires or motives,

(+) Dchiberation.

(5) Decision.

{0) Action.

Itis always a constiousness of want or a rise
of un émpulse that initiates mental activity. The feeling
of want may be due to some instinctive craving or
due to some intellectual, moral or aesthetic nced. Man
is prompted to action for the satisfaction of a want,
the consctonsness of which is always disagreeable.

When this consciousness of want is viewed in
relation to thic nature of the self it becomes a desire.
An appctite is blind, a desire, on the other hand, is
enlightened by sclf-consciousness. In desire the ides
of the cnd is present and this end is recoganised as
good, There is also a knowledge of the means.
Agpimals are not capable of having desires. All their
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actions are impulsive as they have their origin in
instincts. Most of children’s actions are also impul-
sive, but as the self of a man grows, he no loager acts
irom impulses but from motives, that is, he always has
a clear consciousness of the end that he is going to
realize. .

The third stage of the voluntary action is the
conflict of desires or motives., This occurs when a
desire comes in conflict with another desire, incompa-
tible with the first. We cannot satisfy all our desires.
One cannot sit for study and go oul for a walk at the
same time. Both are desirable ends, but the satis-
faction of onc means renouncing the satisfaction of the
other. In such a situation, the two desires are pullfig
against each other.

‘The ahove state of affairs is followed by delibeia-
lion. In deliberation there is arrcst of action. The
self judges the merits and demerits of each one of the
motive. The pros and cons of the different courses
of action arc considered. Each one of the alternatives
is mentally seen how it would affect the self of the
man. The process of elimination takes place in order
to choose one course of action and reject others,

The state of deliberation is very painful, The man
is ina mental seesaw., He is feeling the push and
pull of different desires. Much of his energy is thus
lost. 1t is, however, a very nccessary stage. One
who does not deliberate, is a thoughtless person. But
one who keeps on deliberating too long is not a
successful man in the world.
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Deliberation ends when decision emerges. In deci-
siont choice of one of the motives is made. With this
motive the self identifies itself. The other motives then
disappear or keep on lingering but with little power,

Now the question arises: how does deliberation
end ? Between the conflicting motives, who makes
the choice ? One wiew is that the choice is always
made in accordance with the strongest motive; there
is nothing which makes a choice among motives, The
strongest siotive wins whenever thereisa tug of war
between motives, This fact itself is called decision.
Another view is, there isa free will that chooses
between the conflicting motives. The choice is donc
b the fiat of the free will. This free will is itself
indeterminate. It is not determined by what it did in
the past. The third view 1s that the decision is made

by the self that is by omels character. The man
deliberating considers whether a particular course
of action isin accordance with his character or not.
He sees whether it will or will not, satisfy his social,
spiritual, as well as his material self. A ratioaal
action always involves such a consideration.

Decision is followed by action. Here it is the
kineasthetic impression of the past that plays an impor-
tant part. A man is prone to do as he has done before,
If a man is not habituated to a life of action, the state
of indecision keeps on for a long time and often his
decision does not emerge in action,

DereaMiNiNG TENDENCIES:—In reaching a deci-
sion the will is determined by a number of conscious
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and unconscious factors. Besides the impulses of
moment, the factors are the ideas and ideals of the
man, some of which are concious and others are
unconscions, Then there are his habits, and senti-
ments and other impulses, All these in one way or
the other affect the decision of the moment, It 1s tliese
that make up the character of the man or his total
personality. 1Vl s nolhing but character sn action A
man may understand that a particular course of action
1s generally good but he may decide that for him it
is not good; for it may not be in consonance with his
ideals of life or his present needs and circumstances.
Again, a man may decide that he ought to act in a
particular way, but he may not be ableto act up to
his own 1deals, for lack of proper sentiments or habits
of action Thus to fashion the will of a man, one has
to fashion his character.

WEAKNESS OF WILL

We may class:ify weakness of will nto two main
hinds: (i) Impulsiveness, (u) Indecision.

There are some persons who without considering
the pros and cons of the siuation come to decision.
The impulse of the moment initiates action. In the case
of children, we amply find this. Impulsiveness is due
to lack of habit of thimking or education in seli-govern-
ment. Impulsive people do not exercise a rational
control over their desires. Such persons have 'often to
repent for their actions. As a person’s experience
grows, sentiments and ideas develop in his mind. His

12
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impulses then are better governed. He acquires the
ability to inhibit the impulses of the moment. In
enabling the individual to have a perfect control over
his impulses lies the education of will. Impulsiveness
is overcome by deliberately postponing the satisfaction
of the impulse. Let a child have what he wants bat
not just when he wants The child has to be taught
to control himself. As proper sentiments develop and
as the habit of postponing the gratification develops,
he would lose impulsiveness,

Another form of weakness of will is indecision
This is due to lack of habit of action. One who keeps
on deliberating too long exhausts his energy in mere
thinking Such a persou is incapable of effectual
action. fust as impulsiveness is iadicative of imma-
turity of character, so indecision s indicative of its mal.
formation \Where contemplation and action are not
proper’y balanced in life, the result 1s a habit of
inducisic .. eople with very high ideals and  small
achievements are of this nature [dabit is a great
factor in determining the will of a man. One is prone
to do what he s used to. The kinaesthetic impressions
that an action leaves, enable one to act with ease a
second time In order that child may not contract
the habit of indecision, he should from the very start
be made to hive a life of action ,

Besides the above two forms of weakness which
are normal, there are certain abnormal forms of weak-
ness. Such weakness may be classed as pathological.
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We may note here two forms of it, namely obstinacy
and aboulia,

Obstinacy is akind of impulsiveness. It is impulisve.
ness of a pathological order. A child insists on doing a
certain thirg, however much he may be prevented
from it Threats and punishmeat do not avail here.
Obstinacy is a kind of fixation whith the child himself
cannot get rid of. This is due to the presence of some
strong impulse in the mind of the child. The impulse
originates from a complex, i. e. an undesirable senti.
ment; hence it cannnt be treated in the ordinary way.
The ordinary impulses can be inhibited by punishment;
it is not so in the case of impulses having their origin
in a complex. The treatment for such cases is often
just the reverse of the one we meet out for ordinary
cases, The obstinate child instead of being chastised
i> to be treated with sympathy. Obstinacy originates
from harsh treatment received by the child. The
cuntinuance of such a treatment simply aggravates
the disease. It is by an expression ol sympathy only
that we can hope to dissolve the complex which is at
the root of obstinacy. -

Abouhia is an extreme form of indicision of will,
The patient cannot decide anything, Someone else
has to decide for him. He has to be pushed into even
the behaviour of dressing for breakfast. There is no
good in rebuking or giving advice to such a person,
He should be led to act He should be allowed to act
whichever way his imterests take him

A milder form of this disease is fickle-mindedness,
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impulses then are better governed. He acquires the
ability to inhibit the impulses of the moment. In
enabling the individual o have a perfect conitrol over
tis impulses lies the education of will. Impulsiveness
is overcome by deliberately postponing the satisfaction
of the impulse. Let & child have what he wants but
not just when he wants. The child has to be taught
to control himself. As proper sentiments develop and
as the habit of postponing the gratification develops,
he would lose impulsiveness.

Another form of wecakness of will is indecision
This is due to lack of habit of action. One who keeps
on dcliberating too long exhausts lus energy in mere
thinking Such a person is incapable of effectual
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to do what he s used tu. The kinaesthetic impressions
that an action leaves, enable one to act with ease a
second time In order that child may not contract
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be made to live a life of action_,

Besides the above two forms of weakness which
are normal, there are certain abnormal forms of weak-
ness, Such weakness may be classed as pothological
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We may note here two forms of it, namely obstinacy
and aboulia.

Obstinacy isa kind of impulsiveness. It is impulisve-
ness of a pathological order. A child insists on doinga
certain thirg, however much he may be prevented
from it Threats and punishment do not avail here.
Obstinacy is a kind of fixation whizh the child himself
cannot get rid of. This is due to the presence of some
strong 1mpulse in the mind of the child. The impulse
originates from a complex, i. e. an undesirable senti-
ment; hence it cannnt be treated in the ordinary way.
The ordinary impulses can be inhibited by punishment:
it is not so in the case of impulses having their origin
in a complex. The treatment for such cases is often
just the reverse of the one we mect out for ordinary
cases The obstinate child instead of being chastised
is to be tieated with sympathy. Obstinacy originates
from harsh treatment received by the child. The
continuance of such a treatment simply aggravates
the disease. It is by an cxpressiun of sympatiy only
that we can hope to dissolve the complex which is at
the root of obstinacy.

Abouha is an extreme form of indicision of will,
The patient cannot decide anything, Someone else
has to decide for him. He has to be pushed into even
the behaviour of dressing for breakfast. There is no
good in rebuking or giving adwice to such a person.
He shonld be led to act. He should be allowed to act
whichever way his interests take him

A milder form of this disease is fickle-mindedness.
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The man changes his mind so often that his life
becomes a burden 10 him. This is often due to the
ence of some complex. A good case of it, cited
y Morgan, s given below.
“A young gentleman suddenly began to suffer from

self-reproach He suffered in very trivial matters. One
day he went into a store to buy a straw hat. Iie
selected one that suited his fancy, put it on and left
the store. Hardly was he outside the door when the
thought came upon him, “You ought not to have bought
that hat”. Absurd as it may seem, the sense of having
done wrong which he experienced was of very great
intensity. He continued on bhis way, arguing with
himself to the effect that his feeling was absurd, that
he had done nothing wrong, yet all the while the
sense of self-reproach remained. Fnally his distress
was so great that he turned and began to retrace lus

steps towards the store, intending to excnange the hat
for another one, On the way he was assailed with

new doubts, for he kept thinking <May be it would
be better 1f 1 kept this hat. Aay be, 1 am making a
mistake if I take it back”. By the time he had reached
the store, he had decided that it would be better to keep
the hat, so he started for home again with Ins purchase
still on his head. Before he had gone very far, the
first sense of guilt had again assailed him and finally
he did return to the store auad, exchanging the hat for
another, felt considerably, if not entirely relieved He
went through a similar performance on another occasion
when he had gone to his bank to get a new cheque book.,.*

*Morgan: , The Psychology of the Unadjusted School Child,
P, 131, 132, y;
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The abnormal behaviour of the young man was
due tothe presence of a complex in his mind. He
had been disappointed in love and he had harboured
ill feelings against the lady who had caused the
disappointment. These feelings were combined with
other undesirable feelings present in  his mind,
These were feelings of hostility against his father
who used to pumish him in childhood. His moral
self, however, rebuked him for entertaining such evil
feelings, Hence, a complex was formed. He became
over.cautions about his own conduct Ile feared
doing wrong to some one. This manifested itself in the
fickleness of mind, descrited above.,(

NATURE OF CITARACTER

Character is often defined as a completely fashioned
will. When an action is repeated again and again,
it creates a habit in one’s mind. Character is a habit
of willing. He whose actions are guided by fore-
thought and reason, develops a well-organised rational
character, whereas one, in whose life impulsive
actins predominate, develops an 1ll-organised cha-
racter, which, in other words, means no character
According to ethical writers there is character in a man
to the extent to which there is the power of self deter-
mination and self control in him,

Cuaracter IN REerartoN To \WiLL.—Character
and will are mutually determined by each other. A
good character naturally expresses itself in good con-
duct, ie, rational acts of will. Similarly good con-
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duct produces good character, Character is an abiding
structure of the mind, whereas will is that which acts.
Character is created by will. But the will in turn is
determined by character i.e., by previous willing.

There are some psychologists who do not believe
in the doctrine of free will or a will over and above
character. According to them, character is not a
creation of will in the sense as a building is a
creation of an artist. Character is the man himself
and will is only a functiou of character. The
determination of the character by will simply means
determination of the self by the self. Character and
will are names of the same thing. Tt is the man
himself who acts When we view him as an enduring
personality, we speak of character; when we :iew

him as an_active being, we speak of will.

Rerarion WIiTH SENTIMENTS.—A sentiment is
an enduring structure of the mind, as character is,
According to McDougall, character is simply an orga-
nisation of sentiments. There are various sentiments in
the mind of a man, such as sentiments for material
possessions, sentiments for relatives and friends, <tnti-
ments for ideas and ideals. These sentiments are
orpanised under the dominant sentiment of self-regard.
Thie sentiment is at the root of self-respect and the deve~
lopment of moral ideas. It develops very gradually,
and in its development Jies the growth of character.

McDougall here views a sentiment, not simply as
habit of feeling towards a particular object, which is the
usual meaning of the word. but as conative.affective
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structure, It is, in other words, a habijt both of feeling
and of action, A sentimemt is associated with an
idea; hence all the three aspects of the mind, viz,
cognition, affection and conation, are equally compre-
hended in the concept of sentiment. Thus an organi-
sation of sentiments would naturally mean organisa-
tion of character.

But whatever meaning we may attach to the
word sentiment, it caunot be gainsaid that a man with
noble sentiments can be better trusted than a man
with keen intelligence and high ideals of life but
lacking in the corresponding noble sentiments. If a
person has not well-developed sentiments for worthy
objects, he has nothing to check him from immorality
and vice. As Cyril Burt points out, sentiments act a$
4 breah and a briddle, without whichi a man would
go beadlong into all kinds of sensuous gratificalinns.
Hence those who aim at building character in the child
have to aim at developing Lealthy sentiments m him.

CIIARACTER IN RELATION T0 1DEAS AND IDEALS —
Though we are taking up last the place of ideas and
ideals in character, it is not the least important. Cha~
racter consists in a ratronal control of one’s impulses.
1t is only when ideas and ideals of a man develop that this
rational control is made possible. It is for this reason
that Socrates said, *Knowledge is virtue,” fle meant
by that saying, that if a man knows what is right, he
will do the right, We may not fully agree with Socrates
in the proposition that the knowledge of right actions
creates thase action, but it cannot be gainsaid that
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a man will not do what is right.ygnd avoid doing what
is wrong, unless he has a knowledge of the right and
the wrong. ‘There is great truth in the saying of
Herbart, A stupid person cannot be virtuous.” A
stupid man may doa good act, but unless he knows
that the act is good and is moved to do it because it
is good, he cannot be said to have acquired a merit
by doing the act. Tt is the motive and not the
overt act that is judged when we judge the conduct
of aman or his character. What the man does not
know, cannot be a motive of his action. A man who
khows only two ways of spending his leisure time,
namely, going to play tennis and reading newspaper,
cannot be “expected to take part in a literary debate,
Such a person is naturally gravitated to sense indul-
gence or to indolence when his two favourite occupa-
tions of leisure be not available to him, Tlence the
more we develop ideas in the mind of an individual,
the more we make him immune from vicious tempta-
tions and so the more we increase the worth of his life,

The development of ideas in another way indirectly
affects character. There is an inverse relation bet-
ween intellectual occupation and a life of emotions.
Emotions can be controlled by keeping the mmd
engaged in thought. Their force is thus weakened
and they can be easily directed to worthy ends.
When they are not so directed they create disturbances
of personality and result in mal-formation of character.

This must not, however, lead us to suppose that
by merely having ideas and ideals in life, character
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will be formed. A man may have good ideas, but
he may not act up to his own ideals. Ideas become
forces in life when feelings are attached to them, and
this happens when they are held on with tenacity.
What is thought again and again, naturally acquires
a feeling tone and becomes a sentiment in life, It then
determines conduct and character. It is not one
single thought of good that makes a man good but it
is the habit of thinking good that makes him so.

FORMATION OF CHARACTER

We have outlined above the nature of character
and how it is related to will, sentiments and ideas
Character is determined by conduct; the latter depends
on will, which in turn depends on ideas and sentiments.
Hence to form the character of a person, we have
to cducate the head and the heart as well as the
band. The whole process of education rightly vnewed,%
consists in nothing but formation of character. On
character depends the success of life, character is
destiny. We shall briefly describe the means by which
this object can be achieved We shall speciaily con-
sider here the place of instruction, imitation, suggestion,
coercion and appreciation in the formation of character.

MoraL InsTRUCcTION.~One of the means of
building character is to impart moral instruction.
This may be direct or indirect. Indirectly moral
ideas may be communicated through literature, history
as well as other subjects of the school curriculum,
Herbart. howeveer, places History and Literature first
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in the curriclum of studies as  they abpund- -in
mozal -ideas. All troe Literature is moral, as all art is.
Art usually is net didactic, but its influence on the
soul ig elevating. Literature properly taught, not only
imparts noble ideas, but creates noble sentiments
without which ideas would not be forces in life.
Music, said Aristotle, is the catharsis of the soul. Simi-
larly all good literature purges the soul of undesirable.
feelirg. Not only this, it awakens noble feelings,
charms the evil propensities and sends them to sleep.
Thus it makes a man imperceptively good,

For chidren the best form of literature is fables
and stories. Children love stories, hence they can be
utilized for their moral education Plato had seen
the value of fiction in forming character. A fiction
has a lie in it, but this lie is ouly 2 mask which truth
puts on in order to appzar pleasing to untutore ! minds.
The stories of children should have a moral purpose
but it should not be open. Tt should be concealed
and the child should discover it as he grows inature
in experiences

The child can imbibe moral ideas through poems
also. Poems arouse emotions and so through them
good sentiments can be formed. The child who has
been properly taught the poem on Patriotism, will have
patriotic feelings. Similarly, other noble feelings can
be created through the teaching of poetry and drama.

The more advanced children will learn History.
History is .the record of bhuman, achievemeuts. Of
course, it abounds in errors and failures also. But
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when it is properly presented it would teach how
success in life can be achieved. In the long rum it
is not vice' that succeeds, but virtue. This is what
History is to show. History is philosophy teaching
by, examples. It should not be a mere record of
fajlures or of successes cleverly won History teaches
that there is a just Soul in the universe. It is this which
ordains events and no one can cheat Him There is
4 moral purpose in the universe. Further it supplies
the best examples for imitation. It moves emotions
agd creates sentiments of love for the worthy and
hatred agamnst the vicious. It is such sentiments that
are effective inhibitors of vice and crime iu one’s own
life. As Carlyle has pointed out m Heroes and Hero-
aorship, nuone cin be himself a hern who dnes 10t
tuve and worship huoes, Moral lessons wan be very
effectively taught through lessons in History. -

As to the value of direct teacling of murahity
educationists are not of one opinion, Some say, formal
moral nstruction does no good in  building the
character of the clLild Sometimes it suggests vices of
which children may have rcmained otherwise innocent.
Moral instruction becomes specially harmiul when the
teacher is known to be 2 man of weak character or
when he does not command the respect of the
students. In such cases, the impulse of contra-sugges-
tion is aroused and then the stujents do just what they
are forbiddea to do.

Roussean speaks agamst imparpng moral instruc
tion to young children, Children have no power to
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distinguish the right from the wrong, hence instruction
in morality in their case simply becomes imbibing
dogmas, which they cling to tenaciously in later life,
These dogmas shut the eye of reason, so that the
child who has been thus educated can do any irrational
act without compunction,

But, perhaps, the views cited above are extreme
Moral instruction has also a great value in forming
character. This is specially so when it is combined
with religious teaching. Of course, no one hasa right
to become a teacher of religion and morality whom
the students regard as morally weak. Asa matter of
fact, a teacher who does not command the respect of
the students for his character is not worthy of his job,
whatever be the subject lie may teach. This does not
mean that the teacher has to be a paragon of perfection;
but he should certainly be above such weaknesses
as are obvious to the eyes of children  An irritable
unsympathetic and indolent .person cannot teach
morality to children, just as Lie cannot influence others
by his precepts.

IsitaTioN —One of the effective means of forming
character in children is to arouse their impulse of
imitation, whenever a worthy ideal is found. {ixample
teaches betfer than precept. Suitable examples are to
be selected from the environment m which the child Jives
as well as from Hisfory and Literature. The teacher
himself should be a modet for the boys, The boys
unconsciously copy him. Children also learn a great
deal from their companions.  Perhaps, there is nothing
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that inflaences the character of 2 man so much as the
character of his own friends. The teacher should
bring to prominance one whovis a suitable model for
others to copy. One of the laws of imitation iy that
it flows like water from a high to a low level. But
here what 1s high and what is low has to be recognized.
When a child recognises some one as superior to him
in certain virtues, those virtues will gradually flow to
him. Let the spirit of hero-worship be developed in
children. Then they will have fine characters

SuccestioN —In forming character, suggestion
also has an impoitant place The appeal of precept
is to the conscious mind; whereas the appeal of
suggestion is to the unconscious. Children are much
more suggestible than adults, hence many good habits
can be formed in them through proper suggestions.
Ihe teacher carnes with him prestige suggestion.
Hence, he can easily implant 1n the mind of the child
what he thinks as good. Higher natures over-power
lower onus through the force of suggestion.

But the teacher has to be very guarded in his use
of suggestion, He should not arouse the impulse of
contra-suggestion in their minds. \When there 1s a Jack
of sympathy between the teacher and the taught, the
impulse of contra-suggestion begins to work. It has
a harmful effect on character of children.

There are, however, limitations to the use of
suggestion. Subjecting children, too often to suggestion,
weakens their character. Suggestion works in the
absence of the cntical faculty. With the dawn
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reason, suggestion yields place to retional thought.
Much suggestibility in a2 person, indicates weakness of
will. Such a person is credulous and can be led to do
whatever a man of strong will wants him to do.
Hence the teacher should gradually develop rational
thought in children, so that they might judge indepen-
dently what is good and what is had for them.
There is no character in a man who lacks 1n the power
of independent thinkingos

PunisaMeNT—The value of punishment in the
education of the child is a much debated question of
our days. The dictum of the old pedagogis was:
spare the rod and spoil the child [t was believed
that unless the child's will be properly disciplined it
will grow perverse. The christian teachers of the
Mediaeval age believed that the cluld is born with evil
and he is to be reclaimed from it Punishment purges

the soul of the cluld of this evil. The schoo]l thu-
bécame to the chuld a place of chastizement rather
t-an a place of learmng Comminius called 1t “the
slaugliter house of the young’

Roussean brought a change in tlus attitude
According to him the inborn nature of the child 1s good ;
it is society that corrupts Fim “Every thing is good.”
says he, “as it comes from the hands of the Author of
Things ; every thing corrupts in the hands of men”
Thus by punishing the.child we do not make him
noble but spoil him He grows umud in nature, and
Joses all power of independent thinking. Ile acquires
the habit of doing what others require him to do.

The changed attitude 15 reflected these days in the
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Montessori and Kindergarten systems of education.
it is also to be found in Herbartian couception of
discipline. Discipline should not be forced from with-
out, butit should grow from within. In the develop-
ment of such a sense of discipline lies the growth of
character. The researches of New Psychology have
also lent support to the views of Rousseau. Excessive
use of punishment is responsible for many cases of -
disturbances in personality Many vices of character
are contracted not due to lack of punishment but due
to an excess of it. The implanting of virtues requires
strengthening of the tendencies that are for good,
as well as weakening of those that prompt man to evil.

The wuse of punishment, however, cannot be
absolutely dispensed with 1 the school. There are
certain cases of moral lapses which can be cured
only by punishment Roussean had advocated the
doctrine of education by nawural consequence But
the child should not wait to learn all his lessons from
Nature, Nature is often slow m teaching her lessons,
and the cost that the learner has to pay is too much.
The burnt chill dreads the fire. Punishment that
society inflicts is artificial fire which aims to prevent
the child from evil,

Punishment may be retributive, preventive, elimi-
nitive or reformative. Retributive punishment consists
in making the culprit compensate for the wrong donef
by him; preventive punishment aims to preveut the
individual from repeating the mistake and teachiog,
others through him not to do a wrong act; eliminitive!
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panishment is directed to isolate the person from
society 8o that others may not be cgntempated by the
v vice in him; reformative punishment seeks to reform
\the will of the individual. Now in every punishment
each one of the above objects is achieved; but we
characterise punishment one way or the other according to
the predominant motive with which it is administered.
The predominant motive of punishment in the school
should be to reform the child. All punishment in the
school has to be thus reformative or educative.

Punishment, to be educationally valuable, should
be realised by the offender as some-thing deserved by
him. He should feel thatitis for his good that he is
being punished. It should bring penitence from him.
Uniess punishment awakens the moral sense of the
oitender, 1t cannot be educationally justified. For
tlis, 1t is necessary that the motives of the inflictor of
punishment shouli be above suspicion. Punishment
1s effective when the offender knows that the teacher
has sympathy for him

The actunal nfliction of punishment should be
regulated by the following rules;—

t; The offender must be conwcted. When
pumshment is award=l to innocent persons, respect
for authonity vanishes The’ penalising authority loses
moral hold on the offender; - lience, 1t can bring no
ieform in him.

2. Punishment must be proportionate to the
nature of the offence. 1t 18, however, very difficult to
determine what exactly 18 the measure of pumshment
to be inflicted in each case. Ilere the guiding consi-
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deration should be eliciting repentance from the
offender. It should tomch the conscience of the
offender.

3. Punishment should be analogous to the nature
of the offence. 1t should strike the will at the right
point. ‘‘Starve the greedy, humble the insolent, compel
the idle to work, or the heedless to retracc false steps
with leisurely care. Only thus will the imposition go
home to the offender” The child who comes late
to the school should go to the detention class; one
who quarrels with his class fellows in games should
be deprived of games till be is cured of his bad habit.

4. Punishment showld be prompt and certain.
When punishment follows the offence in immediate
succession, the association between the two becomes
strong and this fact prevents the recurrence of the
offence, When punishment is delayed too long, it is
not felt as a natural conscquence of the offence.
Further, ample time 1s allowed to the offender to devise
tricks to escape punishment,

Punishment must be certain. If it be otherwise
& has little moral effect. It is thea thought as depen-
ding on the will of the penalising authority. The
cleves person will try thousands of means to escape it.

5.% It showld not be repeated too oftem. Children
wilt have only a general attitude of fear, if they are
punished too often. What is needed is that they
should fear doing immoral things only. Some times,

*Maounn: The Making of Character. P, 137,
13 -~
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punishment is not feared atall. When such a condi-
tion occurs, punishment no more remains an  agent
of moral education. It makes the offender a confirmed
criminal.

We may repeat again that for building character
we should not depend too much on punishment, It
should be rarely used. It is at best only a negative
factor in education. it may succeed in preveating
the child from doing evil but it cannot lead him to
do good. For it, other means, such as, example,
moral instructiou etc, will be needed.,

ArraeciatioN.—The value of appreciation in the
building of character is perhaps not fully realised by
educators. Just as evil tendenctes can be most effec-
tively.iuhibited by punishment, so too good ones can be
properly strengthened by appreciation. As a plant re-
quires bota pruning and feeding fof its proper growth, so
too the child needs both punishment and appreciation
for the proper development of lus personality; rather
the latter process is more important in either case. A
teacher who does uot appreciate the merits of his pupil
can do him lttle good through punishment. Sucha
teacher has no night to punish him. In the absence
of love and apprecistion, pumshment becomes an
exhibition of wickedness, pure and simple. Teachers
who Thake excessive use of pumishment to gain control
over the pupils require to be cured of their perverse
mentality. They have some complexes in their minds
formed in early life. Inferiority complex usually resnlts
in exhibition of cruelty ou the wards. The teacher’s
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attitudc towards his pupils has to be like that of a
mother towards her child, The mother may beat the
child, but it is done out of love. She has a right and
a moral duty to punish him, simply because she loves
him and appreciates him as no one else can. The
child grows because of it,

The teacher should be quick to see any thing
good done by the child. The child should be praised
for it, Usmally children do not attract our attentiom
when they do something good. They attract our
Jattention only when they do evil. There is a desire
in human being to do something that will attract
attention and if doing good will not do so one naturally
turns to evil. Hence often children become morally
perverse due to lack of appreciation of their good
conduct '

Apprecnauon of the good in the child makes him
spirited and full of hope. [t is spiritedness and hope-
fulness that build character and make one's life a
success. They make a man optimistic in all his under-
takings. It issaid ‘nothing succeeds like success’, A
child should know not only his weaknesses but his
merits also. An individual who is too much aware of
his weaknesses can achieve little in the world.

The teacher has to create in the child the habit

self-criticism and gelf-appreciation. It is these that
Eﬂy improve him morally. Here again, we have to
rin mind that too much self-criticism is bad. 1t
may make a person melancholic and bring no improve-
ment in him, Let the thoughts of a man be positive
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mther than anegative. Let him place before himself

a reachable idea) of life and let him exert forit. Let

him take stock of his achievements each day, and

think of makisg amends jfor any wrong done. Let

Mm not keep on- repenting for misconduct too long.

It simply weakens the will “New actions” says

Emerson, “are the only apologies and explanations of

the old which the noble can bear to receive or to

offer.” Hence one should recognise his mistakes not
_to weep over them but to make amends for them. This

s the attitude of mind we have to develop in children.

Neither pure idealism nor reckless action bulds

charecter. To build character a healthy, hopeful

attitude of mind which reconciles idealism to practi-
cability is needed. Thus both self-criticism and
self-appreciation are needed to make the child a
healthy and weil developed personality,

Exercises

1. What is meant by will ? How does it determine
conduct and chaiacter ?

2- Analyse a voluntary act. Illustrate your answer by
suitable examples.

3. What is meant by determining tendencies ? Bripg
out fully the conscrcus and unconscious factors that
affect decision.

4, “Character isacompletely fashioned wili”—FElucidate,
How are sentiments related to character ¥

5. “Knowledge is virtue”— Discuss,

6. What psychological reasons does Herbart give m
support of his doctrine that a stupid person cannot be
virtuous ? Examine them,
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7. Discuss the relative importance of the growth of ideas

and sentiments in the development of character.

8. What is the value of moral instruction in the formation

of character ? How can it be best imparted ? .

9. “Example teaches better than precept.”-~Why ?

10.

11,

“Punishment can at best be & negative factor in the
education of the child”—~Comment on the statement,
so as to bring out clearly the value of punishment in
the growth of character.

When and how should punishment be inflicted to be
morally useful. What are the limitations of the use
of punishment.

12. “Repentance is doubly bad, for one who repentsis

13

4.

weak and is conscious of his weakness”—How far
do you subscribe to this view of Spinoza ? What is
the exact value of repentance in building character.
How can you account for the tendency in some
teachers to beat children at the smallest pretext ?
What Jessons can be learnt from the abservation of
such phenomena.

“Nothing succeeds like success’’—Why ? How far
is it true in moral spheres ¢ Keeping this doctrine
in view, how can a teacher effeetively help in building
the character of his pupils ?
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MENTAL TESTING
THE AIM OF MENTAL TESTING

In a previous chapter we have noted that there
are certain inborn  individual differences among
children. In tastes, temperaments and intelligence
no two individuals are alike. ~Some of the differences
are created by environment, but others are congenital.
The differences in intelligence and temperament are
believed to be of the latter kind. Mental tests aim

.10 test these congenital mental differences. They are
not intended to measure those differences which are
created by education or environment. They sort out
the mentally backward and superior children from
the normal ones, so that suitable methods of education
may be used in each case.

As a measure of intelligence, mental tests are
superior to class examinations or teacher’s estimates.
Class examinations measure the actual achievement of
the child. High achievement may be due to his innate
capacity or hard lahour. An intellectually inferior
child may score higher than one superior to him scores
because of hard work. Very often the inteliectually
bright child does not put forth the maximum amount
of effort that he is capable of, since he can compete
with his class-fellows of normal intelligence without it.
It is the duty of the educator to find out what each child
is capable of, so that maximum work may be exacted
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of him. The intellectually inferior child Suffers when he
is putin a class of normal children, since he does not
profit 88 much by the instruction imparted therein as
the others do. His presence simply retards the progress
of normal children. Thus, the system of education,
which does not take note of congenital mental differ-
ences, cannot be regarded as psychologically sound.
To a certain extent each class of children suffer in it.
The bright children become mischievous, since they
get ample leisure after doing the minimum work
required to keep pace with normal children. The
duller ones become still more dull, and have to give
up their studies, since they cannot, mspite of their
best efforts, go with the normal ones. The normal
child also suffers as he hasto wait for the subnormal
to come up o him.

EARLY MENTAL TESTS

Dr. Alfred Binet (1857-1911), a French Psycho-
logist, devised the first mental tests. He was faced
with the problem of f6nding out intellctually back-
ward children in the schools of Paris, so that they
could be educated separately by improved methods.
[e with the help of his colleagae Simon constructed
the first suctessful tests for measuring intelligence
in 1904, The scales they idevised have been revised
and translated into various languages

Binet framsd a number of questions which required
information that every child is expected to possess at a
particular age without schooling. These questions
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were given to thousands of children. Those questions
which could be answered by 75 % of the tested
children of & particular age were deemed fit for that
age. Thus the mental age of a child could be measured
by giving him tests for a particular age. He would be
regarded as having the mental dge whose tests he can
successfully answer, Binet had framed tests upto the
age of fifteen. Here are some specimen of his tests:=

BINET’S TESTS
THREE YEARS.

-
-

Where is your nose 7 Eyes ? Mouth ?

2. Say these numbers: 6-4 (8-3) (7-5) [Three attempts
one success].

. Whatdo you see here ? (showing objects in a picture)

What is your name ?

Say what I say: «It is hot | Let me stop”

L

FOUR YEARS,

Are you a little boy or a littie girl ?

2. What is that thing * (key, knife, half penny)
| Three attempts one success]

Say these numbers:7-2.9 (8-5.7) (4-9-3)-

4. Which of these two lines is longer ?

FIVE YEARS.

1. Which of these two boxes is heavier ?
3 gr. and 12 gr.

b
.

@
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6 gr. and 15 gr.

3 ” »” 12 ”

Draw this for me (square).

Say what 1 say., “My name is John. What a
naughty kitten 1

Count how many half-pennies there are here (4)
Put those together so as to make a shape as this
(oblong card).

SIX YEARS.
Ts it morning or afternoon ? (a. m.)
Is this afternoon or morning ? (p. m)
What is a fork ? Table » Chair ? Horse ? Mother?
(3 right)
Draw this for me (diamond shape)
Count how many half pennies there are here (13)
\Vhich of these two faces is prettier » (3 right)

SEVEN YEARS.

Show me your right hand. Show me your left ear.
Tell me what you see here (pictures)
Put this key on the chair over there. Then shut the
door. Then bring me that box.
(3 penuies and 3 half-pennies). I want you to put
your finger in turn on each coin and as you do it,
count aloud how much you have, always connting
in half-pence,
What colour is this >

EIGHT YEARS.
How is a butterfly the same on a fly ?
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Count backward from 20 to 0.

What is missing in this face ?

What is the date to day ?

Say these numbers: 7.3.5.2.8 (94-1 -6-3) (2-5-9-3-8)
(1 right).

GRADATION OF INTELLIGENCE.

N

INTELLIGENCE QUoTIENT.—The tests of Binet
have been mod:fie! and igproved upon in many ways.
One important improvement consisted in the intro-
duction of the concept of Intelligence Quotient, Binet
used to express retardation in terms of years. Thus a
six year old child who could only answer questions
meant for five years of age was taken to be retarded by
one year. Similarly a ten year old boy who could only
answer ¢uestioni meant for nine years was also con-
sidered as rctarded by one year. But clearly the
retardation in the two cases is not thc same. The
retardation in the former case 15 much mote sersous
than in the latter case.

Wilkam Stern ntioduced the conception of
Intelligence Quotient or 1. Q  This expresses the
intelligence of a person smuch better than the device
of Binet. The Intelligence Quatient is the ratio of
the mental age to the chronological age.  This ratio
is usually muitiplied Ly bhundred. Thus we have
the formulae:—

1.Q-8 A x100
Here M. A, stauds for the mental age of the
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subject, C. A., for his chronological ageand I. Q, for
Intelligence Quotient.

InteLLrcTUAL GRADES !~Children are classified
according to their intelligence as fcljows:—

Class LQ
Near genius or gemus ‘e .. Above 140
Very superior intelligence .. .. 120—140
Superior ‘e . . .. 110-120
Normal or average e - .. 90—110
Duli . . . .. . 80— 90
Bosderline deficiency .. . 70— 80
Feeble-minded { Moron ) .. oo 50— 70
Imbecile ‘e ‘e . . 25--50
Idiot . . " .. 0=25

TYPES OF TESTS

INmIvIDUAL AXD  GROUP TESIS «=The tests framed
by Binet were individual tests Individual tests are
administered to one person ata time. The examiner
watches carefully the reaction of the subject (o each
nf the questions of the tests, If a Jarge number of child-
ren were to be examined much time would be required.
They also require on the part of the examiner a know-
ledge of the technique of mental testing and a traiming
m administering the tests Hence intelligence tests
did not become popular so long as new types of tests
were not framed The new tests are growup tests.

Group tests are administered to a large number of
subjects at the samec time. They were framed first in
America tosselect efficient persons to serve in the army
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during the Jast Great-War. There were two types of
these tests, one for the literates and the other for illite-
rate men. These are known as the Alpha Army Tests
and the Bela Army Tests. Later on the group tests
were framed h England and elsewhere. Now-a-days it is
these tests which are more popular. Asa large number
Pof persons can be examined at the same time, they
* do not require much time in being administered. More-
" over they do not also require a highly specialised
" training on the part of the examiner. The actual
marking can be done by even clerks with thé help of
the answers givn in the key.,

PrrrorMANCE Trsts —DPerformance tests are
meant for those persons who are poor in language, who
cannot read and write. A large number of such tests
has been devised for infants and for illiterate adults
Such tests are individual rather than group tests. While

dministering the tests the examiner notes the number
f mictakes committed by the subject in a given task
“The Formboard Testisa good illustration of the per-
formance tests. This consists of 3 board with openings
of varions shapes cut outof itand blocks which must
be fitted in the openings. There is a great number of
different types of formboards. The exact type of the
block is to be fitted in the proper opening. The errors
committed by the subject are carefully noted. The
test requires recognition of shapes of the opening and
the blocks. The more intelligent person completes
the performance quickly and with few mistakes, where-
as the mentally deficient takes a very long time.
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Another good illustration of the performance test
is the Boll and EicldTest-of Terman. A circle is
¢rawn about two and a half—-inches in diameter with a
gap. Thu rgprggma.amund field with _an open gate.
The subject is told to imagine thata ball has been’
Jost somewhere in the field. Its whereabouts and
the direction from which it came are unknown. He
is then given a pencil and then asked to mark out the
path he would actually take in his search for the ball,
beginning at the gate 30 as to be sure of not missing it,
This 1ests quite useful for children of ten years of age.

ACHIEVEMERT TESTs.~Intelhigence tests measure
the innate abshty of an individual; achlevement tests
measure the, resgls, of ,school. .education. The former
measure inpate intelligence; ihe latler measure result
of iptelligence plus_applicasion. A teacher in adddion
to his knowledge of the innmate ability of his pupils
needs to know his skill and the achievement as a
result of his teaching, By giving achievement tests to
aclass in different subjects, the teacher can deter-
mine the progress of each student Jeach subject.

The idea of testing achievement like the idea of
testing ntelligence was first conceived by Binet,
There have been many developments since then,
The old. fashioned examination has many draw-
backs. In the first place, it cannot examine students
in the whole syllabus within three hours of time
Secondly, very often the questions are not carefully
framed- so as to be suttable for every studem
of the class. A student who applies to the selective
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study of subject may do very well in the examination
without thoroughly studying the subject. An achieve.
ment test is freé from these defects. It is prepared
like an intelligence test which requxres brief answers-
he questions cover the whele' syllabue, so that no
om is left for chance. The administering of an
achievement test does not take more than an hour,
1t can be marked quickly; even a clerk can do ity, -

SCALES OF INTELLIGENCE,

There are two scales used in measuring in®ligence.
One is the age scale, and the other is the powmt scale,
1n the case of the age scale there are different t tests for
different ages. A test for a particular age :cpresents
what 2 normal chﬂd of that age should be able todo.
If a “particular boy can #9® only do the test meant
foc his age, but can du tests for higher ages also, he
is considered superior in intelligence. 1f, on the
other hand, he fails to do the test for his own age, he
would be considered as mentally backward,

In the case @ the point scale the test is the same
for different ages, but the standard of achievement in
the test for different ages i> different. Thus, if a test
contains ninety questions, 1t may be expected of 3
boy of the age of fifteen to give correct answers to
eighty, whereas a twelve year old child may be expected
to give correct answers to su:ty only. These would be
the norms for the twoages. Now. if a boy scores in
the g;v\e'n"l?ii more than what is expected of his age, he
would be considered as meatally superior; if he scores
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fess, he is mentally deficient; similarly if he scores
just what is expected of him by the norms fixed,
he is to be considered normal. *

“The norms, in the case of either scales, are deter-
mined by giving the tests fo a very large number of
s_lfl';.igcti and ascertaining what an average boy is
capable of. In“making age norms, those questions
of the test, that an average boy of a particular age
cmntumﬁagswer. are eliminated from the test
meant &‘ Only such questions are retained
as the age boy can answer. ‘lo find out what
an average boy of a particular age can do, we should see
that 75% of the boys of that age succeed i the test.

“In the case of point scales, the average achieve-
ment of a particular age is determined by actually
finding out what the boys of that age do i the test,
This 1s to be divided by the number of boys examined.
This gives the achievement of the average or the normal
boy. It would be the standard for that age.

By the above two kinds of scales the Intelligence
Quotient of a person can be determined, which is the
ratio of the mental age to the chronological age. But
they are useful for children up to the age of sixteen only.
For adults different kinds of tests have to be framed,
or age consideration bas to be eliminated. It is be-
lieved by psychologists that there is no growth of
intelligence after the age of sixteen. At least, it is
not possible through the tests to mgasure the wtelli-
gence which grows after that age. In measuring
intelligence of adults the measure called percentile
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rank is used, The percentile rank of a person is the
rank which a person occupies when he is compared
with hundred perfons of varying abilities. The aver-
#ge man has the fiftieth percemtile rank; superior
ones will *have higher percentile ranks and inferior
ones, lower percentile ranks, .

NATURE OF INTELLIGENCE

Tafelligence testing went on merrity many
years before the awkward question—what 19® intelli-
gence, arose.  One psychologist defined intelligence in
one way and another in another. Some would include
the power of sustained attention, retention or imagina-
tion among intellectual qualities, whereas others would
pot. They tried to come to an agreement by meeting
in conferences called for the purpose But the more
the problem was discussed and efforts to reach at
an agreement made, the more divergence of views
was revealed among the leading men. “No common
nucleus of meaning is discoverable”, says Ballard
“unless it be that intelligence is something that is
measured more or less exactly by Binet's Scale and
by the American Army Tests, Nor do the views of
European psychologists show much more unanmmmity.”
According to Ballard himeelf, intelligence is a com-
posite thing, and means more thana synthetic power;
the one importaant factor of intelligence is the power
to integrate experience; there may be other factors
correlated with this but what the factors are, and
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how they are corelated with this main factor his
investigations do not show. :
TueEorns  on INTLLIGrNor—~Charles  Spear-
nan, who is regarderd asa great authority on the sub-
1ect, classifies the current theories of intelRgence into
three main types: “the momarchi * “the oligarchic and
* the anarchic’. The monirchic view regards intelligence
4% a mitary faculty which determines the level of a
nan's achievement i any intellectual enterprise he
may pursue, It s tins facuity wlich en’es an
mdividdl  to adjust himself  cttectivety to changing
environment,  Toe  olyarchic vaew (lield by Thom-
-on amd Kelly) sbes not regard miethgence as one
angle faculty but o conposite of 2 few muin unre.
tuted powers. v person who s ol at  mathe-
natics  may be laching v the power to leamrn
langitige  flence hic abiity in one subject does not
give us  a sure hasts of jqulgment as 1) s abildy in
wnother. I'he auarchic view 1s an extreme form of tins
theory. - ftn el exponent s 17, 1., Thorhke. Accor-
Jimg to this view, *the mind s 4 Lot of mgnly parti-
salariced and mdepe vient faculties”. 1 tus be true
we can say obsolutely nothing about the abihty of a
man to do a anen task from fns ability to do une,
requirmg  the use of different meatal powers. The
tlal intelligence of a man is the sum of all his
abilities. The prooi of the valilbty of either of the
theories Jepends not vn some aprioi .r cmtical con-
suleratigns but  on  guantitative mea-urement. High
uathematical ability 15 nee led to follow the arguments
4
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Injelligence testing went onm ylerrily many
years before the awkward question—what intelli-
gence, arose.  One psychologist defined intelligence in
one way and another in ahother. Some would include
the power of sustained attention, retention or imagina-
tion ameong intellectual qualities, whereas others would
sot, They tried to come to an agreement by meeting
kin conferences called for the purpose. But the more
the problem was discussed and efforts to reach at
an agreement made, the more divergence of views
was revealed among the leading men. “No common
pucleus of meaning is discoverable”, says Ballard
“unless it be that intelligence is something that is
measured more or less exactly by Binet's Scale and
by the American Army Tests, Nor do the views of
Buropean psychologists show much more unanimity.”
Acrording to Ballard himself, intelligence is a com-
posite thing, and means more thana synthetic power;
the one importast factor of intelligence is the power
to integrate experience; there may be other factors
correlated with thie but' what the faetors ure, and
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how .they are correlated with this main factér bis
investigations do not show. crt
Tarorizs  or, INTELLIGEN(E~—Chatles Spear-
man, who is regarded nsa great authority on the sub-
ject, classifies the current theories of inteifigence inte
three main types: “the monarchic” “the oligarchic and
* the anarchic’. The monarchic view regards intelligence
as a wnitary faculty which determines the level of a
man's achicvement in any intellectual enterprise he -
may pursue, It is this faculty whizh en.es an
individ®¥1 to adjust himsclf effectively to changing
environment. The -olnrirchic view  (held by Thom-
son and Kelly) does mot regard intelhigence as one
single faculty but a compuaite of a few main unre.
lated powers. .\ person who 1s gyl at mathes
matics may be lacking wm the power to leatn
language. flence his ability mn one subject does not
give us  asure basis of judgment as to s ability in
another. The anarchic view is an extréeme form of thia
theory. - 1ts chief exponent is 1. 1.. [homdike. Accor-
Jding to this view, “the mind is 2 host of highly parti-
cularised and mdepeadent faculties”. 1f this be true
we can say absolutely nothing about the ability of a
man to do a giten task from his ability to do one.
requiring the use of different meatal powers. The
total intelligence of a man is the sum of all his
abilities, The proof of the validity of either of the
theories depends not on some aprioi cr cmitical con-
siderations Lut on uantitative mcasurement. High,
mathematical ability 1s nee led to follow the arguments
14
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oo vither side. The- expunents try to - establish Co-
~eliciemt of correlstion® between different abilities, A
-high correlation between two abilities shows their great
similarity whereas low correlation. shows little siimi-
larity, If*there De some amount of similarity in
different abilities it would prove the presenceof a
sommon factor. Spearman affirms the existence of
such a common factor among all abilities whereas
Thosndike denies it.
#MEASUREMENT OF ACHIEVEMENT

To measure achievement we have first ‘t‘o deter-
mine the educational age of the child, and then to
find out the Achievement Quotient,

.FpucarioNAL acc.—Education age is determined
by “finding out achicvement age of a boy in

*Co-efficient of correlation is an index, which shows how far ona
ability is akin to another, Bupposing that two given abilities are
found by experiment und comparison of results throngh statistier
to be of a like nature, tlien the facts would Le expreased by saying
there 19 perfect ¢orrelation between them, or that the correlation
co-efficient of the abilitjes a1, if, however, it i» found that u;
inereaye in ¢ ne abiiity is invariably sccon panied by & corrveapon-
ding decrease 1n avother, then theie would be said to exist 4
perfect negstive correlution hetween she two abilities, or the
oorzelation co-cfficient i~ —1. Thus there may be a high degree
of correlation between alulities requiied to learn a langnage and
to learn history The correiation co-eficient muy by, for iostanes
*86 and thers may be little correlation between learuing a langu
age and learning mathematics —the correlation co-efficient may
be “2, or there may be no cotreiation at all. that 1s, nothing may
be predictuble about one ability from knowing faets about an
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different subjects and dividing it by the aumbéc of .the

Jubjéets. Achievement age in' a sabject of study is fousd
6ut in the same way as the mental ageis found while
measuring intelligence. If a boy, whese chronologieat
age is eight years, reads as well as a normal boy of ten
years does, then the achievement age of the boy in
reading would be considered as ten years. The
achievement ages of the same person in different
subjects may be different. By finding out the average
of the achievement in various subjects we ‘get the
educatson gge of the hoy,

ACHIEVEMENT QuoTIENT.—Achievement Quotient
is the ratio of the education age to the mental age of

the subject. It is multiplied usually by 100. Thus
we have the formulae:—

A. Q.-ﬁ:% x 100.

other. This woull be she case when any Increase 1n lingulstie
nbility is not 1mrarwbly accompanied by either a corresponding
inoreuse oc decrease iu wathematical abiluy, I€ there ia concom-
mitant variation in the sawme direction, the correlation would
be positive, 1f the variation is :a the opposite direcsion, the
correlatiorn would de negative. Spearmav’s own theory ultimately
rests upon the fact that there 18 always some degree of positive
correlation between all cognative abilities, Thus positive corrs-
intion obtuins, due to the faot that in all intellectual functitns
there is the genoresl factor ‘g’ slways working, Should itrbe
conuvlunively proved thut thereare some ahilities briween which
nu positive corcelation exists—that is, if they have either negative
correlation or no correlavion at all, the theory of ITwo Factors
will fall 1o pieces. There will be left no bums for suppomtion
of the general factor ‘g’
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- The Achievement Quotient of "a person wmay. be
high or low according to as he exerts himself or not
as required by his intelligence. Thus two boys of the
sune chronological age but of different mental ages,
doiag equally well in the schoal work will show
different Achievement Quotient, 1f a boy with superior
intelligence does only as well as a normal boy, his
Achievement Quotient will be low. Heis not making
full vse of the powers,

INTELLIGENCE TESTING IXN INDIA

Difrtcvrries  IN rraMiNG tHE TEsts.—There
ars many difficulties in framing intelligence tests
in Indra. There it Jack o i workers in the
fietd. Then there is the 1 ge difficully, the difficalty
of determining the exact ages GF ¢hillren, and that
of proper sampling.  The last difficulty is perhaps the
most serious. Duec to lack-of universal and compulsory
education, it is difficult to find the average achievement
of a boy of a particular age, All intelligence tests are,
as a matter of fact, administered in schools. Where
there is compulzory education, the age variation in the
same class of a school is not great. [here is usually
a difference of one or two years between the ages of the
boys reading in the same class; for they ali start their
school career at the same age. This is not ~o in India,
Children in this country come to school at different ages,
it being.left by the Government tn the option of the
parents tu <end children to school whenever they please,
Hence we iind that in the same class students read
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wheee ages vary by five or six years. In such circom.
stanced reliable age norms cannot be framed. For, in
a test due to the same schooling, 2 boy of fifteen may
do only .as well asa boyof ten. Mr. S. S, Jalota, who
has put forth considetable amount of labour in
standardising the tests framed by him, had to frame
not opily age norms but grade norms as well. This
shows (hat the intellectual achievement differs mot
only according to the age of a child but also according
to his grade or the class in which he reatls. But grade
sornts can measure only achievement and not inteHi-
gence of children.  As for the age norms. they aie not
relisble due to much age variation in the same class, .

This difficulty seems to be unsurmountable, since
the factor of schouling cannot be eliminated while
measuring intelligence. \Vhen we measure the intelli-
gence of a person we measure his ability to profit by
experience. But if the child has not had the opportu-
nity of having the required experience at zall or exer-
cising his intelligence, how can we know that he lacks in
the innate capacity. {n India due to lack of a good system
of education the intelligence of cluldren is not properly
developed. To measure intelligence in the absence of
ample facilities of growth, is to build on unreliable data.

WoRKERS IN THe FIELD.—~We must, however,
adinire the efforts of the pioneers in this field
They lave tried to achieve whatever under the
circumstances 13 possible.  Jntelligence tests have
been framed using both the age scale as well as the point
scale.  Some of them are considercl as standaidiced,



others are in the proceéss of standardisation. The
workers in the field are Dr. Gopalswami of Mysore
University, Dr. Reverend Manziel of Raipure, Dr. Royce
of Allahabad, Mr. S.8, Jalota of Lakore, Dr, V. V. Kamat
of Belgaon. One of the earliest attempts at framing
intelligence tests to suit Hindi speaking chrldren of this
country is that of Rai Eahaaur | I Jha. When he
was the principal of the Teachers'”'l‘n‘i'ﬁmg College,
Benares, he framed tests on the of Simplex
G_l_‘tﬂ"_l:g&;and Terman's Group Tests. They were
administered to quite a large number of boys and an
effort at standardisation was made. Mr. V. G. Jhangrin
carried on the work further. He has also framed
his own tests.* They are not as yet standardised.

Cd

Exercises

1. Whatisan Intelligence Test ¢} How does it differ
from the ordinary examinations ?

2, What are the special features of the tests framed by

" Binet ? In what respects are they improved ¥

3. What is Intelligence Quotient? How are individuals
graded according to their intelligence ? .

4, How are intelligence tests framed ? Give a specimen,
of the questions contained in a test.

5. Point out the comparative advantages of individual
and grouptests ? How are the two tests administered ?

6. How can we test the intelligence of the literate
persons ? Describe some tests meant for them ?

" * Sas Appendix.



10.

11,

12,

Give a1 account of the Two Factor Theory of intelli-
geace. Compare it with thie Theory of Multiple
Factors.
What is an age scale ? Howis it framed ?
Outline the procedure of constructing a point scale.
In what respects does it differ from the lage scale ?
What are the difficulties involved in constructing
suitable intelligence tests for Indian children ?
What effort is made in this direction ?
What is an achievement test ? \Vhat are its advan-
tages over periodical class examinations ?
Explain the following terms :—

Educational (Juotient, Achievement Ratio,
Mental Defficiency.

References: —

1
2.
3.
4.

Freeman: Mental Tests.

Tred Gold: Mental Deficiency.

Mec. Call: How to Experiment in Education,
Thomson : Instinct, Iutedligence and Character.
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Give an account of the Two Factor Theory of intelli-
geace. Compare it with the Theory of Multiple
Factors,
What is an age scele ? Howis it framed ?
Outline the procedure of constructing a point scale.
In what respects does it differ from the jage scale ?
What are the difficalties involved in constructing
suitable intelligence tests for Indian children ?
What effort is made in this direction ?
What is an achievement test ? \Vhat are its advan-
tages over periodical class examinations ?
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Mental Defficiency.
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THE UNCONSCIOUS
CHANGE IN TITE CONCEPTION OF THE MIND

We have defined Psychology as the science of the
mind: The concept of the mind, however, has been
changing {rom time to time. At one time the mind was
regarded as an aggregate of faculties; at another, as
totality of mental processes. In recent years ducto
discoveries made by people who had to deal witly
mental diseases, the conception of mind has undergone
a fundamental change. These discoveries have given
birth to a new science called Psycho-analysis. which
is also sometimes called New Psychology.

Tue.  THRer Lrvits:=—Accurding to Psycho-
analysis, the mind which we ordinarily lknow and
study is only a fringe of the total human wind  The
mind in which mental processes, that are studied
through introspection, go on is the conscious mind.
Below this conscious mind is the wancenscious mind
Sometimes the portion of the mind beyond con-
ciousness is viewed as consisting of two parts—the
preconscious mind and the wnconscions mmnd

Tre Conrtexts b tHE Coxsciovs —The cons-
cious mind is the mind in which thoughts and
feelings of which we are aware go on. It is the miud
which guides conscious human activity, All the pry-
cesses of the mind that iuvolve attention are m the
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conscions mind. This mind makes each of us feslasa
personality. It is therefore called by the psycho-
logists as the Fyo.

Twe Preconsciovs Mixp.~The second part of
the mind is called the preconscious, In this' part of
the mind all experiences are retained. In this mind
wleas stay before t ey are called to consciousness. This
part is responsible for memories and for ideas of
fmagination. Tt is,in a word, the storehouse of the
vast experience that we ever had and which is available
to us whenever we need.

Tue Uxconscinte miNn—~—Thre unconscioss is
that portion of the mind wherein repressed memories,
feelings and desires arc present. This portion is
inaccessible to consciousness, that is, we cannot know
the contents of our own unconscious mind even if we
desire to know it. Tt is not so in the case of precons-
cious, The rvepresse! feelings, memories and desices
are present in the unconseious, but they avoid
coming up to conscicusness. These wishes du not
lie idly there, Lut they are highly active. They are
always making effust to come up to consciousness.
They sometimes appear in semi.conscious states as in
dreams, They also disturb the work vf the conscious
mind now aud then. Thus they are responsible for
slips and omiwions, lapres of memory, idio-vncracies
of men, and distuthbances of personality, such as,
hysteria and dual personality. They also cause abaor-
mal behaviour on the pait of individuals. Delinquen-
cies of children are alw caused by them, Thusina
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thougand and ome ways they obstruct the smooth
flow of life,

Tur Eco, 1D AND THE Surm-Em-—-Smnmme&
the mind has been conceived of as made of three parts,
called Fgo, ID and the Super-Ego. The Egois the
comscious mind; the ID is the unconscious and the
Super-Ego is that which represses undesirable tenden-
cies and wishes from coming up to consciousness.
These differ much in their nature  The ID is uncons.
cious: it is a-moral; it is dominated by pleasure-pain
principle; it is illogical; it is the seat of all igstinets,
habits and sentiments. The Ego is conscious, logical,
it deals with p-rcepts, reality and the outer work: it
adjusts relations between the internal wishes, the moral
sense and external reality. The Super-LEgo rules the
ego; it is largely inaccessible to the Iigo; it is the
mosdl sense of the individual or his counscience; 1t
maintains a censor to hunt out or repress undesirable
tendencies in the mind.

If we compare the whole mind to atheatre, the
conscious part will be comparable to the stage where
the actors play their part, the unconscious to the
anti-chamber where the actors stay when they are
not actually acting and the Super-Ego would be
the critic who determines whether a particular actor
is fit enough to come up to the stage or not.

2. DREAMS AND DAY-DRFAMS

ﬁe wishes that are denied gratification during
the waking consciousness appear in dreams, Dreams,
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acvording t0 Freud are caused by repressed wishes.
In dream consciousngss they are partially gratified:
The greater the repression, the more will be the ten-
dency of the wishes to seek their fulilment in dreams,
Thus the saying of Plato that saints content themselves
with dreaming what the sinners do in waking life is
bome out by the evidences of Psycho-analysis.

We do not, however, recognise our dreams,
Much of what we dream is forgotten and what is re.
membered seems to have no meaning. This is due to
the work of the censor.  The repressed wishes usually
pertain to animal wants. They cannot freely come to
consciousness in the waking life. But during dreams
also they put on garbs so that they may not be detected
by half-conscious censor and be repressed. Thus the
gratification of wishes in dreams is symbolic. Freud
has tried to interpret with great ingenuity the dream
symbolism. Much of dream symbolism refers to sex
wishes, e forget our dreams, so that the memory of
them may not be painful to us; we forget any thing that
might bring to us tortures of conscience.

Day-dreams are also caused by repressed wishes,
Children are given much to day-dreaming, This is
due to the fact that many of their wishes remaia
ungratified, If we were to study the day-dreams of
children we would be able to trace out the respressed
wish, Morgan gives the case of a child whoywas often
day-dreaming that his father was running away from
home. This was due to 2 repressed wish on the part
of the child to see the father run away from home.
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Too much of day-dreaming on the part of children
i§ bad. Tt makes them impracticable in their life.
Children's day-dreams should be utilized in developing
constructive and creative imagination. The child
should be brought nmore and more in coatact with
reality, Thus will the day-dreaming of the child be
curtailed.

MENTAL CONFLICT

As pointed above, when a desire or a feeling
is repressed, it does not die away; it recedes
back in the unconscious mind. But here it becomes
a conspirator against the conscious mind. \Vhen
several such desires are rcpressed, they get associated
with each other and form a complex. A complex thus
is made up of a number of repressed feeling. and
desires. There may be many complexes in the mind
of an individual. Tliese complexes create mental
conflict, that is, a conflict between the conscious and
the unconscious mind, Due to this conflict, there ig
much loss of energy and efficiency in the behaviour
of on individual.,  When the complexes are very strong,
they create such phenomena as insanity and hysteria,
In ordinary hfe also they are responsible for many
forms of ahnormal behaviour.

CHILDHOUD AND THE UNCONSCIOUS

Childhood is the period when many complexes
are formed. Ilence the study of childhcod i«
very useful from this point of view, DTuaremts and
teachers should see that children do not form
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complexes which will later on make their life burden to
them. The child Jives much at an unconscious level.
The experiences of childhood are held on tenaciously
by the individual. The adults should see that the
child gets no such experience as will becomea source
of camplex in future hie.

DeLingueNcies  oF  CHILDReN.—Delinguent  be-
haviour of various kmds, which we find among
children, has its origin in complexes. Due to
complexes children contract such bad habits as boast.
ing, bdullying, lying, teasing others, complaining,
hackbiting and spoiling the articles of the school,
These are all reactions of the inferionty complex.
These children whose instinct of ceif-assertion has been
repressed, who have been denied the Jove and affection
of the guardians, wha are not appreciated for their
merits, become the disturbeis of peace. There is a
desire in the heart of every individual to gain the
appreciation of others, that is, {0 mske bimscf recug':
msed by others as someone-n-particular, When a
person fails to guin public recognition for s merits,
he makes himseli recognised for his demerits.  No one
would like to be ignored; particularly a child with
energy would never bear to be ignored.

When a particular child finds that another child
is being appreciated whereas he himself is being
ignored, he becomes an enemy of this child and begins
doing all kinds of mischief against him. \Wrong use of
punishment is a great factor in creating delinquencies
among children. They begin to hate the teacher who
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sdeministers such punishment.” 'They dldo begin to
hate any child who escapes the punishment. “They
complain against him to the teacher and -become his
enemy, Thus the child who is 2 favourite of the teabhers
suffers most. The tone of the class caunot be morally
high when the teacher is suspected of being unjust in
the administration of punishment. The observations
of Morgan in this connection deserve attention.

“Any child tends to dislike those who make him
uncomfortable, inefficient unintelligent, immoral, fear-
ful, ashamed. or unimportant. Such dislike becomes
iutensified if he thinks that he has been a victim of
unfairness or prejudice. If a child is punished at the
sime time that another child, whom he regards as
being equally gwmlty i> not punished, is not the child
likely to hate both the other child and the adult who
judged the case and administered the punishment ?
Such hatred makes a child feel that he is justified in
making the hated individual suffer on any possible
occasion. Ile feels highly pleased if he can out-wit
the teacher and have his enemies punished; his attitude
is one of bitterness The habit of blaming others when
combined with hate makes a most pernicious com-
bination»*,*

Undue emphasis on rigid discipline also creates
many undesirable tendencies among children. When
discipline is very rigid and constant use of punishment
is made for breech of rules, there is a tendency to invent
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jies ‘tp deceive the teacher and escape punishment,
When the awarding of punishinent becomes too
frequent, children do not view it as something deserved
by shem. They begin thinking that they are being
punished due to the ill-will of those who award punish.
ment. Hence they feel a secret pleasure in putting such
persons to difficulty. Even where consciously they behave
as good boys, their unconscious mind is always desiring
to inflict pain on those who inflict pain on them. Thus
children do miSchief in the class even without making
any, plan for mischief. They would unknowingly
commit such mistakes in conduct that the teacher would
be annoyed. Consciously they might like to please the
teacher, but as the unconscious does not want it, they
succeed only in displeasing him.

This makes it evident that njudicious use of
punishment and rigid discipline create the very atmos.
phere which the teaclier avoids to create in the class,
It deforms the character of the child. The only
educational justification for punishment is when
punishment 1s a direct consequence of the act of tha
child himself. 1f a punishment comes dirgetly and
automatically, it creates a healthy attitude of mind
in the child. The child fears doing wrong, and thus
is led on to do the right. But when the punishment is
delayed, uncertain, is too often repeated, the child
sees no connection between his guilt and the punish.
ment. Such punishment deforms character. The
child then takes pleasure in deceiving the teachea
and annoying him.

a
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RerAzDATiON 1N Stopy.~Repressed complexes
cause retsrdation in study also. Childeen saon forget
poems learnt in the detention class. Thisis due to
the fact that the poem has hecome associated awith
an experience; of pain and shame. Alemory of such
experiences is repressed. Hence, whatever is associa-
ted with them is forgotten. Similarly children will
forget Jessons taught by a teacher who punishes them
tuo often; whereas lessons taught by a sympathetic
teacher will be remembered all their life. jlence no
Jesson thst is forced in proves of any ialue to the
child. What is learnt with interest and joy alone
proves useful in after-life,

There are cerlain subjects of study that become
distusteful t2 school childreu due to a wrong manper
of presennng than. Thus history becomes a difficult
subject to Indian students due to the fact that much
of it is werely presentation of dates and nmmes. The
events and the personalities themeelves are so presented
as to be disgracing to the Indiun child. No one likes
to remember cvents connected with one's own shame,
Sumiltarly, events connected with the defeat and shame
of one's nation cannot be remembered. 1t is agaiust
the patriotic instincts. The history of a nation should
present its glories and the progress it has made Where
errurs are shown by historians, they should be so pre-
sented as to be a lesson for future success. Thisis
hardly to e found in the lnstory of a nation written
by foreigners, particularly wheo they happeno to be
vonquerors of the nation. They would be interested

-
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in ‘Yhowing what is useful to themselves. We miy con.
trast the history of India written by some foreign writer
with that of England written by a Britisher, Hence
there is ng wonder, that the stadents of this country
fail in effectively mastering the events of history,
Since the time Indians themselves have been writing
history and giving new interpretations of past events,
history is becoming a popular subject amoag the students,

Some children have a permanent aversion towards
studies due to a mishandling of them by their parents
and teachers. Anna Freud in her book Psycho-
analysis for Teachers gives the case of a boy who
began to suffer form mental retardation due to neglect
and lack of appreciation of his ments on the part of
the parents. The same child when handled with
sympathy showed remarkable progress. Dumville cites
the case of King Edward VI1 as having an aversion
to all kinds of serious studies. This was-caused by
an carly wrong education. His father wanted to
make him learned too scon and he took every care
to keep the child busy with studies all the time  But
this did not bring love for studies in the mind of the
child but created an aversion to them for all time,

We should take lessons from such cases. No-
thing should be taught to the child tvo early. We
must follow the laws of mental growth, if we want to
do real benefit to children,

EXERCISES

1. Describe briefly the changes that the concept of the
mind has undergone in the present century. \Vhat

15
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is their importauce from the point of views of
the educater ?

2. How are dreams caused ? Why do we not know
most of our dreams ?

3. What are day-dreams ? What is the duty of the
educator in respect of the day-dreaming of children?

4. Explain the psychology of complaining. How
can we effectively check this tendency as found
among children ?

5. What causes delinquent behaviour among children
according to psycho-apalysis # IHow can such
behaviour be prevented ?

6. “The child who is a favourite of the teacher suffers
most"—Why ? What should a teacher do to
promote a healthy moral tone in the class ?

7. When is punishment educationally justified * \What
are the consequences of injudicious use of
punishment ?

8 How does a complex cause mental retardation ?
How can such retardation bLe got rid of ?

9., What is an inferwority comples *  How can we
prevent the formation of this complex in the mmid
of the child 3
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