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THE JOURNAL O EDUCATION.

theseye (reading) are not completely mastered until they are re-
produced to the eye by writing,

That, as the child learns its early language indireetly, while in
pursuit of amusement, or gtifying its curiosity, or thinking onl{
of expressing its feclings, so its eavly language may be best extemd-
el by extending its spﬂem of general knowlede.

That, therefore, reading for information and amusement should
form a prominent. part of school exercises, distinet fro reading
for elocutional purposes; and that all knowledpe so obtainw
should be re-produced in writing or speaking.

That a practical knowledge of' the Lng\islﬂm\gungc,-thc ability
to speak it, read t, and write it corrcetly inats simplest forns g
and a familiar acquaintance with a few of our best authors,—~forny
the only sure foundation on which to comnence the analytical
study of English Granunar.

ELEMENTS OF NATURAL SCIENCE IN SCHOOLS.

I kuoow full well that the extent and varicty of subjects said to
bo taught to young children in the Prussian Schools, have been
often sucered at. *What,’ say the objectors, ¢ teach children
Botany, and the unintelligible_and almost unspeakable names,
Monandria, Diandria, Triandria, &c.;—or Zoology, with such
such techinical terms as Mollusea, Crustacea, Vertebrata, Mam-
malia, &e.—the thing is impossiblel  The Prussian children are
not thus taught. For years their lessons are free from all the
technicalities of science. The knowledge they already possess
about common things is made the nucleus around which to collect
suore; and the Janguage with which they are already familiar be-
comes the mediwn through which to communicate new ideas, and
by which, whenever necessary, to explain new terms. There is
no difficulty in explaining to a child, seven years of age, the dis-
tinctive marks by which nature intimnates to us, at first sight, whe-
ther a plant is healthful or poisonous; or those by which, on
inspecting the skeleton of an animal that lived thousands of years
ago, we know whether it lived upon grass or grain or flesh, "It is
in this way that the pupil’s mind 'is carricd forward by an actual
knowledge of things, until the time arrives for giving him classifi-
cations and nomenclaturcs.  When a child knows 2’ great many
{))grticular or individual thiugs, he begins 10 perccive resemblances

tween some of them 3 and they then naturally assert themselves,
as it were, in his mind, aud arrange themselves into different
groups. Then, by the aid of a teac?ncr, he perfects 2 scientific
classification smong them,—bringing into cach group all that be-
long toit. But soon the number of individuals in each group
becomes so numerous, that ke wants a cord to tie them together,
or a vessel in which to hold them. Then from the nomenclature
of science, he receives a name which binds all the individuals of
that group into one, over afterwards. It is now that he perceives
the truth and the beauty of classification and nomenclature. An

infant that has more red and white beads than it can bold in its !

hands, and to prevent them from islling about the floor and being
lost, collects them together, putting the white in one cup and the
red in another, and sits and smiles at his work, has gone through
with precisely the same description of mental process that Cuvier
and Linnaus did, when they summoned the vast varieties of the
animal and vegetable kingdoms into their spiritual presence, and
commanded the countless hosts to arrange thcmsel':-cs into their
respective genera, orders and species.  Our notions respecting the
expediency or propriety of introducing the higher branches, as
they are called, into our comnmon schools, are formed from & know-
ledge of our own school teachers, and of the habits that prevail in
most of the schools themsclves. With us, it too often happens
that if a higher branch,—gcometry, natural philosophy, zoclogy,
Lotany,—is to be taught, both teacher and thss must ﬁave text-
books. At the bcginnin% of these text books, all the techinical
names and definitions belonging to the subject are set down.
These, before the pupil bas any Practicnl idea of their meaning,
must be committed to memory.” The book is then studied, chap-
ter by chapter. At the bottom of each page, or at the end of the
gcctions, are questions printed at full Iength. At the recitations,
the teacher holds on by these leading strings.  He introduces no
collateral knowledge. “He exhibits no relation between what is
contained in the book and other kindred subjects, or the actual
business of men and the affairs of life. At length the day of ex-
amination comes. The pupils rebearse from nemory with a sus-
flClO\xs fluency; or, being asked for some useful application of their
<nowledge—somo practical connection between that knowledge
and the concerns of life, they are silent, or give some ridiculous
answer, which at once disparagcs science and gratifies the ill-
humor of some ignorant sativist.” Of course, the teaching of the
higher branches falls into disrepute in the minds of all sensible
men,—as, under such circunstances, 1t ought to do. But the
Prussian teacher has no book. He needs none.  He teaches from
a full mind. He cumbers and darkens the subject with no tech-
nical phrascology. Ho obscrves what proficiency the child has
made, and then adagts his instructions, both in quality and amount,
to the necessity of the case. He answers all questions.  He solves
all doubts. Itisone of Lis objects, at every recitation, so to pre-
sent idcas, that they shall start doubts and provoke questions. He
connccets the subject of each lesson with all kindred and collateral
ones; and shows its relation to the every-dsy duties and business

of life 5 and should tho most ignorant man, or the most destitute
vagrant in society, ask him *of what we knowledge can be?’ he
will prove to him, in a word, that some of' his own pleasures ov
means of subsistence are dependent upon it, or have been ereated
or improved by it.  In the mean time the children are delighted,
Their pereeptive powers are exercised.  Their refleeting faculties
are developed.  “Lheir woral sentiments are cultivated.” All the
attributes of the mind within, find answedng qualities in the world
without.  Instead of any longer regaiding the eavth as a huge
mass of dead matter,—without variety and without life,~its beau-
tifiul and boundless diversities of substance, its latent vitality and
energies, gradually dawn forth, until, at length, thoy illuminate the
whole son‘;l, challenging its admiration for their utility, and its
homage for the bounty of their Creatov.—FHorace AMann.

CHARACTERISTICS OF LESSON.GIVING.

FROM CUBRIE’S “ RARLY AND INFANT EDUCATION.”

Interest fo the fing roquisito fa a Lesson,

In giving a brief view of the clements of criticisin as applicable to the
practice of teaching, it is desirnble to assign to them no higher impors-
ance than what properly belongs to them.™ It is for themost part points
ot form with which they deal; and the greatest attention to these, whilst
it i3 highly necessary and becomiug, will rot of itself make a good
teachier. 1ot it be amd, then, at the ontset of.lhis chapter, that the first
requircinent of an infunt-school lesson is that it be interesting. Interest
is the life of teaching. It is an antecedent consideration of all rules of
form. If the teacher show that symFuthy with the children and that
tact in addressing them which enable him to engage their attention, his
Yessons will be very gently eriticised in other yespects.  But nothing can
compensate for the absence of interest ; not the most claborate design,
the most symmetrical structare, the most fuultless Janguage aud posture.
I€ this be understood, the teachier may go on to study the following
precepts.
The ‘Tlan’ in a Lesson,

Every lesson must have n design, both general and specinl. - Supposc
the lesson is on & ‘pin,’ it must be viewed (1.) as one of o serics of
lessons designed to exercise the perceptive power of the child, and (2.)
as an individunl Jesson, desigoed to teave on his mind the impression of
the particolar thing (a pin). Unless thero be a distinct aim, and a dis-
tinct_conception of the steps by which this aim is t+ bo attained, no
training is imparted.

Procedure from tho kuown to the usknown,

Lessous shoald be so constructed that the minds of the children shall
immediately come into contact with something they have observed and
can sympathize with, By cxciting their activity this at once excites
their tnterest. It scrves a double p so3—{3.) It engnges their at-
tention for the new matter that is to follow ; and {2.) It becomes the
means for explaining it. There is no slcrcotyfcd plan, therefore, even
for lessons of the same kind.  On an animal, for instance, we may be-
gin with its ¢ structere’ and ‘parts,” aud then consider its ¢ hatats,” as
in the case of the sheep, cow, or other domestic animal ; but we may, in
some cases, find it best to beging with tho * habits” before we cxamine
the “stracture,’ as with the wolf, camel, and most of the non-domestic
animals. The same difference holds in lessons upon things: with ¢salt,”
or ‘cosl,’ or ‘glass’ we may begin with ‘uses;’ whilst with “sealing-
wax,” ‘gold,’ or ‘pepper,’ we may begin with ¢ qualities.” The teacher
should uniforinly ask Em&clf this question before nrranging his mate-
rials~What is it that the children are likely to know of the particular
thing *—and he should conncct with that all he intends to say.

Beginuing, middle, and end.

Apart from the arrangement of the lesson with respeet to the succes-
sion of ideas, thero is a convential view of it which 1t serves some pur-
H»osc to take. 'We may recognize in o Jesson three distinet parts, with
different functions—the beginning, the middie, and the eud.  The begin-
ning, or introduction, is specially designed to arouse the attention of the
ﬁ:y\ils. It gives themn the key-note of the lesson ; and the teacher should

uccordingly very carcful in striking it. It should be bald or pictur-
esque; either imaginative in its com})lcxion, or calling the children to
some excreise of activity. The middle is the lesson strictly so called.
‘The end, or concluslon, is designed to apply what bas been taught in the
lesson = shortness, clearness, and force in personal appeal should be its
features.

Faults in the Plan of a Lesson,

Elaborate and pretentious plans aro to be avoided. A lesson is not a
treatisc ; and cffect is not to bo sacrificed to logic. Tho aim of the teach-
cr should be, not to say all that can bo said ou the subject, but only
what the children can profitably receive. Each act of instruction should
eave them with the desire for a continuance of it, for which purpose it
should just be 2 narrow outline, clearly put, and happily illustrated.

Notes of Lexsons,

It is a good practico for the young teacher to pre a sketeh, or
what is called Puotcs,’ of his hgson beforchand. epx‘:\‘:y hope by so
doing to communicate his justruction with great confidence and clear-
ness.  This sketeh should contain merely the beads of the lesson, and
any illustration which ho intends to uso under ecach. The notes should
be lodged in his mind, however; the freedom n  t0 a suecessful
infant-school Jesson is quite incompatible with frequenf refevence to o

written plan.
Undaoe display of Plan. .

The ‘glxm' of o lesson, it miist be understood, is for the teacher, and
not for the children.  Thero is a great diffcrence botween having a plan
and making a show of it. Whilst, thercfore, Iessons must be logically
constructed, there must be no parade of construction. A lesson may
be com to the scene upon & stage, which has two sides; on theone
somo pictorial effect designed for the audience ; .on the other, the sovergl



