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INTRODUGTION

: Herbart was one of a small number of philosophers who have
‘fﬁﬁén active in education, and his influence in this field has
; b¢éh,far—reach1ng. He was born at Oldenburg, Germany, in 1776.
;IHib}Wh013 career was qulet and simple, though part of his life
éW§$ 1ived in an age of military and political turmoll. He was

fafpﬁecocious youth and very early became interested in the high-
f‘$§ studie3, having begun the study of logic‘at the age of eleven,

:aﬁé'metaphysics at twelve. From 1788 to 1794 he attended the
f;éidenburg Gymmasium during which time he delighted in reading
~;phiiosophy and in writing metaphysical essays, and at his gradu-

§ ﬁi6n he made an impressive speech on the ”Gauses of the érowth

and decay of morality amongst the common people®. He continued
;his formal education for the next three years at the UniVersity
iqﬁ.Jena where he became a student under Fichte whose attention
'3ﬁeﬁattracted by his essays on "The Science of Knowledge". In
ﬁlVQS'he also wrote an important monograph on "The Puty of the
 §tété‘in Qducation".

 fﬂ‘ After leaving Jena, Herbart became the tutor of the three
' ¢5;1qren of Herr Von Steiger, governor of Interlaken, Switzer-
;{iéﬁd. Here he remained two or three years and then went to
kfﬁﬁgﬁgn to prepare himself for an academic career in the univer-
aiby. His chief studies were CGreck and mathematics, but at this
fg;iﬁé‘he also wrote philosophical and pedagogical essays one of
Lﬁhieh was "A Critique of the Conception of the Ego". He was a
f@ﬁiﬁersity teacher in the capacity of Privat Docent at G8ttingen
foﬁém‘1802 to 1809, From there he was called to the chair of
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5 §ﬁiios0phy et K8nigsberg where he remained for twenty-four years.
« He raturned to G8ttingen in 1833, and died in 1841. |
| To test his theories of educatlion, Herbasrt established and _
’ maintained at K8nigsberg a pedagogical seminary and practiece school.
f;His disciples founded similar institutions elsewhere and it was
,fth;qngp‘these schools, attended also by foreign students, that the
 H§5baft1an doctrines were extended to other lands. 'A number of
!A@##ican’students who attended the German schoéls were. instrumenteal
finibrihging Herbartisnism to the United States. Here its influence
~ $pié§d'more rapidly than in any other country outside of Germeny.
fAt Saratoga, in 1892, an Herbartian Club was formed which publish-
;ed annually a volume devoted for the most part to an exposition of
 He?bartian doctrines,
' - The Herbartlian movement in America did not proceed without
'cﬁpcsition. At the Cleveland meeting of the Department of Super-
,intendence, N. E. A., in February, 1895, a debate between the
§Hegelians and Herbartians was precipitated by the report of the
Lcemmittee of Flfteen, of which William T. Harris was chairman.
?In this debate one of the Hegelians, defending the position of
 tranacandental freedom, said in substance and in part, "Can the
fhnman Ego inhibit the stream of causation in which it finds it-
%selﬁ?“ Answering his own question, he stated that "If I cannot
§modify the stream of causation in which I find myself I am not
 res9ons1b1e for my actions snd am therefore not a moral being."
 “Byfﬁéans of tfanscendental freedom," he continued,"one may be
iike;a’tug boat with power to go against the stream instesd of a
‘lpg dfifting with the current. By means of transcendental free-

fdém;ieaus could meet the devil on the mount and decline an offer
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;cf the world with thanks. By means of transcendental freedom the
:martyr ‘¢an willingly and deliberately bow his head before the block."
: . From the Herbartians came the reply: "What was it that enabled
;Jééusfto overcome the temptations of the devil and fefuse to wor-
_ship him? Examining the sccount we find that Jesus answered the
 devi1 by saying, 'It is written, Thou shalt worship the Lord thy
:fGod and him only shalt thou serve'"™. Moreover, the Herbartians
‘continued, "And not even the martyr can bow an empty head."

T‘In this éiscussion of the wiil the participants were appasrent-
1y cé#cerned with the nature of the humsn Ego though at other times
;ﬁhéy/WOuld seemingly disregard the conception of the Self, or con-
 sider it of no importance for their pedagogical theories,

’ Philosonhers, as a rule, have not concerned themselves with
Jthe eﬁucational implications and applications of thelr theories of
fbeing. To this rule, Herbart is one of the few marked exceptions
‘in;médern times. Educators, however, are not in agreement on this
~péiﬁt;i Some of them maintain that an ultimate understanding of his
‘pédagpgy must rest upon a lmowledge of his psychology and philoso-
”phy;'while others contend that his philoséphy is something apart
 ff6ﬁVhis educstional theories and has no consequences whatever for
5them.  The latter seems to have been the prevailing view, at least
;amaﬁg American educators.

;  13Am0ng those who deny that there is any necessary relation be-
{tﬂééﬁ the metaphysics of Herbart and his pe@agogics may be mentioned
yﬁhé'foilowing:

| | (1) willism T. Hars is seys, "To make use of Herbart
'in pedagogy we must to some extent ignore his philosophy. His use-

ﬁfulnassvin education is proportional to his uselessness as a philos-
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jﬁpheﬁ;;7What can we do with a philosopher who omits the will from
 tﬁé\three departments of the mind and retains only intellect and
feeling?" (N.E.A., 1895, p. 345)

| (2) Writing to Harris in 1895, Rudolph Bucken says,
 ﬂmy7position with reference to the question at issue is quite
:giﬁilar to yours, and especially do I share your view on Herbart;
'éééording to which he may doubtless be regarded a great pedagogue,
!bﬁt_nét & leader in philosophy. This is the convictién of most
flearned men in Germany. Herbart's metaphysics scarcely finds a
disciple among the younger generation. However, among teachers
 his padagogy, owing to 1ts systematic'structure and careful elabo-
:fatién, justly finds many disciples; but alas! thesé disciples afe
V#etﬁ'apt to fall into the danger of adqpting his dry aﬁd unspiritual
“viaw of ﬁhe world owing to the usefulness of his pedagogy. A good
ﬂpértfbf the strength of Herbart's pedagogy rests upon the faet that
‘no other well elaborated system is placed in opposition to it." (Ed.
iReview, Sept., 1895, p. 207)

(3) F. P. Graves states that "Herbart's metaphysical

,psychology grew out of his interest in philosophy, and was probably
an aftar thought to his educational doctrines, It seems to have
}beenflargely developed to afford a scientific basis for the method
3Gf pedagagical procedure that he had worked out of his experience
fas e, ﬁutor and his acquaintance with the Pestalozzian practice." ﬂ
'(Histf,ef Ed., in }od, Times, pp. 197-98)

; '  (4) George P. Brown declared, "I do not understand
~1£,(Herbartianism) to be a system of metaphysics at all, but a me-
fﬁh@d;' Herbartisn psychology seems to me to have little lnspiration

in it. Herbartian metaphysics I can find no use for." (Randels'
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iﬁéhéiﬁb¢trines of Herbart in the U.S.)

| (5) Confining his statement to one phase of Herbart's
k;?é&&gegy, John Dewey has sald, "I do not see how the psychology
} and pedagogy‘of interegt among Herbartians can possibly be made to
;ésquare with each other." (Randels, ps 36)

o (6) 1In 1895 Nicholas Murray Butler stated, apolopeti-
',G&liy;,that "Tt is undoubtedly true that we cannot accept Herbart's
f §sychOlogy as a gatlisfactory eﬁplanation of mental life. But it

ié‘ﬁ§t:necessary that we sﬁould do so in order to secure the benefit
 :0f‘the~educational theory and the educational practice that bears
7’ ! ,,‘Hve{zsb,art's, neme." (N.E.A., 1895, p. 349)

- (7) Even Charles De Garmo, a recognized leader among
7ramerican Herbartians, accepted the doctrine of interest and then
j'’fa:i.de---stzezpped the 1ssue in assertlng that one need not feel called
nrupon Mto bread any lances in behalf of Herbart s psychology".
 f(Rande1s, P. 22)

- On the other hand we find representative opinions such as
,gthe fo11owing: , ’ |
"‘,H (1) "He (Herbart) linked his psychology closely to
? hi$x@etaphysicé." — Christian Ufer (Ed. Review, Oct., 1896, p. 211)

(2) "The labors of Herbart in psychology are initiatory.

‘,In“pedagogy they mark a summlit. That ultimately this educsator and
 ’psychc1ogist is, like Locke, s philosopher, we have already stated.
’Thara are thus firm foundations for our Occidental pedagogy." —

ffWilliam J. BEckoff (Herbart's ABC of Sense Perception, p. 10) .
' (3) "The serious defects in the psychology of Herbart

,fh&#éfled some of the thoughtful advocates of his system of pedagogy
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 tb‘ciéim, that an acceptance of his pedagogy does not involve ah

aécepténce of his psychology; but the fact i1s, Herbart's system of
‘pedagogy is besed on his psychology, and so a rejection of the 1at-
ﬁ'ter removes the basis on which the former rests, Instead of his
fgygtem of pedagogy, you have left only elements which may be utilized -
"frﬁiﬁful suggestions; but the system as such is in fragments.” —
'-E‘,.”E..’White (N.E.A., 1895, p. 346)

S (4) "It is likely that his educational doctrines are
but elements in his general metaphysic, and that they will suffer
-ﬁh§ fate of his general philosophy . . . Herbart always remained a
 psyéhblog1st in his handling of the problems of education.! ———
~ Joseph Kinmont Hart ( Dem. in Ed., pp. 322-23)

(5) "Herbart derived his conception of education from
‘ ph11o3Qphy as he derived 1ts aim from ethics " —  Paul Monroe
 ( g,Brief Course in the Hist., of Ed., p. 322)
| L (6) "Only after great oppositioﬁ on the part of his
- friends was Herbart allowed to indulge his inclination for philos-
~ ophical thought, which went hand in hand with an interest in theo-
~retical and practical pedagogics." — Harald H8ffding (Hist. of
Mod Philos. vol. 2, p. 249)
v_,l, (7) "His educational principles flow directly from
‘ihislphilosophy.“ (Kiddle & Schem's Cyclopaedia of Ed., p. 419)

: "~  (8) "Herbart dealt the power theory of mind its death
blow; 'So far, he may be accounted a 'new' psychologist, Neverthe-
*'1353,‘he still based his psychology directly upon metaphysics.
' The syatem of competing ideas which he substituted for the older
yifaculties is mesningless and unsubstantial unless it is backed up

 by his metaphysical system. — E. B. Titchener (Readings in Hist.
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| of‘Ed, Cubberly, pp. 644-45)
i | (9) Finally we have Herbart's own testimony in
; whighfhe says, "I, for my part, have for twenty years calleﬁ to
my,éid metaphysics and mathematics, besldes self observation; ex-
périénce and experiments, in order only to find the foundation of
1'truefpéychologic knowledge." (Felkins' Intro, to Herbart's Seci.
riénd £rac. of Ed., p. 185) Again, "Psychology is the primary aux-
_'iiiary science of the teacher; we must have it before we can say
‘éf‘a;ﬁingle lesson what has been t&ught‘rightly and what wrongly."
(Ib1d., p. 7)

.  ,Such, then,are the opinions, pro and con, on the relation
{bétween‘Herbart‘s metaphysics and his pedagogics., What are the
 £§¢€3? Does Herbart's metaphysical conception of the Self have
 aﬁy 1@plications or consequences for his pedagogics? To answer

this question 1s the object of the present undertaking.
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HERBART'S THEORY OF BEING

byThe central pfinciple of Herbart's thinking 1s the abstract v
"1awlef contradiction, namely, that contradiction is not permissible.
‘anterpreted metaphysically, nothing can be ultimately real of

’ lwhiah two contradictory predicaetes can be asserted, To predicate
iafunity,and multiplicity of the same object is contradictory. Hence
| raéivbeing,is one, without the manifold, and is therefore without
,change. The inherent contradiction in human thought was observed
~1by tha Greek Skeptics, especially by those of the school of Pyrrho
;:wh@ ‘taught that: (1) "We can know nothing of the nature of things,
"but only of the states of feeling into which they put us; (2) The
*,‘fi,enly correct attitude of mind is to withhold all judgment and re-
;fistrgin’all action; (3) The result of this suspense of judgment is
; fatar$xia, or imperturbability." (Cushman's Hist, of Philos, ﬁol.
1;”p; 266) Thus thought was discredited, for its contrédictipns
. are 1nsoluble. Hence truth, for these Greeks, does not exist _
| Hegel, on the other hend, mainteined just the opposite view.
1;Isfthought,self contradictory? What of it? Ip 13 the very nature
 ¥0£ thought to be sélf-contradictory and to know this 1s the high-

fjaat truth. Instead of denying reality because of contradictions

f~¢gﬂth@ught, unlike Herbart, Hegel incorporated thess contradic-
;ftiéhs as the very warp and woof of his theory of being., In doing
 ftﬁi§¥he was forced to renounce the first principle of fqrmal logic,
inéméiy; that a thing cannot be different from itself, But for him
 g€he3gfeatest truth was the cosmic law of contradiction,

For Herbart philosophy did not mean skepticism, To philos-

~ ﬁphize is to free our conceptions of their vieious self-contradic-
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e*tions by simplifying and revising them. Cushman illustrates
,,ﬁeﬁbart's point of view in the following words, — "We think of"
’the world as consisting of things, persons, relations, and laws;
j_ﬁut,sueh a view of the world is founded upon the fallacy of think-
;éé an object at the same time as one and as many. This general
,‘ﬂe;lecy takes four specific forms: inherence, change, continuity,
ané selfhood. For example, it is conéradietory to think of a
7 91eht as one thing in which many qualities inhere; i1t is contradic-
:fﬁaryxto think of a plant as the same when 1t passes through mﬁny
, ehénges; 1t is contradictory to think of space as continuous and
eVYBE divided into parts; and it is contraaictory to think of the
,Zeeif as always the same and yet as a stream of conscilous states."”
. (Hist. of Philos. vol. 2, p. 534) |
o The self~contradictions of experience proved to Herbart that
ffhey are phenomena and are not real. Phenomena point to reality
as‘their background. Seeming implies being. Appearances must be
;éppearances of something. If nothing existed, nothing would ap-
: pear to exist, but things are not what they seem,
’ Herbart and Kant both held that we can experience only phenom-
1feﬁa. They also agreed that the nature of things-in-themselves
: o&nnot be known. But Kant reasoned from phenomena to conscious-
'{ness, while Herbart reasoned from phenomena to things~-in-themselves.
,ifqr‘Kant phenomena are the creatlve work of consciousness; for
Aﬁeébart consciousness has no creative power, but itself depends on
the existence and independence of a plurality of independent reals,
‘Thus all the independent functions that Kant attributed to con-
1e$clousness were glven by Herbart to things-in-themselves.

To account for reality and phenomena, the method of Herbart
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fi;ﬁgé"to‘posit a world of many reals and explain the phenomena in
f ktérmsiof the relation existing between these reals. The reals
f“haye only simple and unchangeable determinations., They are sub-
"jeét‘to no phenomenal limitations; they may even occupy one point
- fospace at the same time., They have absolute position and exist
‘ffﬁd£ 1n phenomenal but in "intellectual” space. They cannot limit
j g9nekanother. They can be disturbed but not destroyed. The only
‘ cayacity which they have, in and of themselves, is that of self-
;:préservation through resistance.
| | Besides the simple and unchangeable relations among the reals,
4}*H§rbaft also conceives them as "coming and going in intelligible
ﬁapa¢e*. Why and how the reals act and interact he does not ex-
"' p13iﬁ, not even how they get and exercise their one function of
:;,gélfﬁpreservation. The ‘actual relations betweén the reals we
‘;ééﬁhot‘know. They are not essential to any of the reals. Neither
'dQ thay have their basis in the reals. We can know only the seem-
| ing‘relations among them, the relations of phenomenal space} —
‘6£-inherence, continuity, and change. These Herbart calls "con-
 ‘tingent views" (Zuffillige Ansichten). Though Herbart would begin
}  an&[end his metaphysical system withiexperience, experience for
‘égﬁi@fié thus not real, but phenomenal,
  iif5*T6 explain the’multiplicity of phenomena 1t was necessary
f~f§§ghim to posit a plurality of monads or reals instead of a single
 §3§1. »His system is therefore one of pluralism. In attributing
;vté;ﬁﬁings-inwthemselves the basis and starting point of all act-
 i1#ities rather than to consciousness, his doctrine becomes a real-
~"iém;fhgerbart also turns away from materialism since for him matter

_ 1s not reality.
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The Soul

v Amongrthe many reals of Herbart's world sre found also the
3 $6&1~?6&18- Of 2ll the reals the Soul Monad is the most important
réndfﬁerbart makes it the foundation upon which he erects the
‘superstructure of his psychology.

}5 ,The Ancient Greeks thought of the Soul as something static
;Twhile the modern philosophers have held it to be dynamic., Mental
‘life was explained by Democritus as the impinging of atomic ef-
'fluxes from wilthout upon the fire atoms of the Soul. For Plato

the &gnl 1s as passive as wax and consists of thmee parts of func-
_tiéﬁé;-ﬁnn'reasan, the will, and the sensuous appetites. Aristotle
,defiﬁés the Soul as the entelechy of the body, that is, the eni-
‘fﬁating essence of the body, He thinks of the mind as a non-materisl
isubstance and emphasizes its functional aspects.

. Locke conceived the Soul to be & substance dbut demled that

,itsfnature could ever be known. For him the mind is a tabula rasa

1ﬁhi&h recelves its ideas through the senses. By means of abstract-
Uign;’ﬁhe faculties, which the mind is supposed to possess, render
fﬁhﬁSs‘;deas intelligible. Hume denied the existence of a Soul sub-
fé#énée. Impressions, senéations, and feellngs are not experiences
éééﬁsad by the Self. These experiences and the Self are one and
 £5§’§ame. Bain and Sully held a like view; and James also has
,£§k§n ¢ssentia11y the same position in his "stream of thought"
'hyp§tﬁesis. For Hegel the Soul isa dynamic living totality which,
fas aﬁ effect, reveals the cause thus manifested., Feuerbach in-
;verted this view into a nominalistic materlialism, He conceived

fthe Soul as nature "in 1ts otherness". Voltaire thought of mind
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| és ﬁater1a1; "I am body, and I think; more I do not know", (Perry's
yzﬁg.-to Philos. p. 261)
' - For Herbart the metaphysical Soul is a real, a simple and
3unchahging Monad or Being originally without any plurality of
g“ététes and without any inherent capacities, activities, or powers.
ffhié is the state of the Soul before 1ts union with the body; and
}a§ ﬁﬁ@h has no content, a view supported by Locke in his proof of
ﬁh@“non—existence of innate ddeas, Herbart himself describes the
"5&5; &8s "a simple essence (Wesen), not merely without parts, but
 ’§iéo¢w1thout eny kind of dlveraity or multipliclity in its quality;
:-@Qgcefit has no space relations. In'thinking it, however, with
chér'essences, i§ is included necessarily in space, and for evefy
‘moment of time it is located in a definite place., This place 1is
k £ha simp1e in space, or what is the same, the nothing in space, a
; mg£h§matica1 point. PFurthermore the Soul has no time relations.
' iﬁ:thinking, howevér, wherein it isiinclﬁded with other essences,
1t must be concelved as in time and indeed as in eteralty, although
this eternity, and still more the temporal duration, must not be
~predibated of the Soul. The Soul has no innate natural talents
fnobkfaculties whatever, either for the purpose of receiving or

4k¢for the purpose of producing., It is, therefore, no tabuls rasa

  ;@;the”sense‘that impressions foreign to itself may be made upon
_it; moreover, in the sense indicated by Leibnitz, 1t is not a
vf}subatanee which includes in itself original activity. It has

1?5 5al1y neither concepts, nor feelings, nor desires., . It knows.

; ;Qi;ng of itself, and nothing of other things; also in it 1lie no
forms of perception and thought, no laws of willing and action,

Qaﬁﬁ &@t even a remote predisposition to any of these, The simple
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1fnéture (Das einfache Was) of the Soul is totally unknown sand
:‘W111 forever remain so". (Par. 150-53, Herbart's Text Book in
x?sychology, smith's trens.)
' one's conception of the nature of the Soul very largely
; determines the nature of his philosophy of education. The three
;;parennial problems of education are, (1) What 1s the nature of
the Being to be educated? (2) Wherein does education consist?
’:And;(S) What is the result simed et in education?l One can
kscafcély consider the means and method and aim of education until
he has accepted as =& working hypothesls some definite view of
‘whgt the being to be educated really is. XNo one was more keenly
 aware of this than Herbart, and 1t 1s difficult to imagine Her-
; bért the metaphysician who had a very definite metaphysical doc-
“ trine with regard to the nature of the Soul, turﬁing to the prob-
fiém,of edﬁcation with no reference to such conception. It is
equélly difficult to understand what grounds there are for sup-
~ posing that Herbart proceeded to build his pedagogics without any
referénce to the Being for which it was intended,, In reality there
1é»nb valid reason for assuming that h; did this, and, as we shsll
’éﬁtempt to show, there is nothing in his pedsagogics which is nec-
,éésarily inconsistent with his metaphysical system., Herbart
Tldﬁéteé, for example, that "the Self, according as one conceives
kit, is either the most fruitful principle or the most dangerous
 enemy of psychology". (S8mmt. Werke, Hrsg. von G. Hartenstein,
- vol. 2, p. 318) Again, he says that "in the example of the Soul

psychology shows us an excellent internal development of a simple

e 1
" See Davidson's Education as World Building, p. 326 Ed. Review,
Nov. 1900.
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;fééééﬁee“j snd further, "we cannot have a correct definition of
:,’l:ii‘féwithout the help of psychology." (Text Book in Psychology,
r;'smth"s' trans. p. 124) Herbart believed that it is frultless to

: vdi;sc‘ourse on things which we know nothing sbout. "What 1s the use
~ of the interpretation of things," he  says, "and of words about

: thém, as to what they ostensibly mean, before one knows what the

'~things are?" (SBmmt. Werke, Hrsg. von G. Hartenstein, vol. 2, p.293)
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THE PEDAGOGICS OF HERBART
v For Herbart the human Soul is not a germ which develops,

 11£3 a plant, in accordance with a pre-determined end., Orginally
 ~tﬁQfmind is undetermined either for good or ill, and herein is
~‘f§ﬁna the necessity for education. |

’k The aim of education is the development of moral'chafacter, -_
5fthé formation of the good will which is founded upon right insight.
,The worth of an individual consists not so¢ much in what he knows,
 bﬁt,in how he wills. Hence the task of education is one of govern-
yfméﬁﬁ, iInstruction, and discipline, by means of which a circle of
‘ ﬁhéﬁght méy be created as the source of the will. 5Those only
 ‘possess the full power of education," says Herbart, "who ¥now how
kfé cultivate in the youthful: Soul a large circle of thought closely
' c6nnécted in a1l its parts, possessing the power of dvercoming

; Whét is unfavorable in the environment and dissolving and absorb-
Lying.into itself all that 1is favorable." (p. 31, Allgemeine

fP&dQQOgik, Hrsg. von Theodor Fritzsch)

Instruction

: Fdr Locke instruction is the least part of education, Her-
.:ﬁért; on the other*hand, considers it the most important part,
’Bﬁt he recognizes no instruction which does not educate. In a
, 1§ttér to Jachmenn in 1811 he said, "Instruction will form the

aihcle of thought, and education, the character. The latter is
‘,ﬁothing Without the former — herein lies the whole sum of my

' pedagogy." (p. 236, Allgemeine PHdagogik, Hrsg. von Fritzsch)
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:  The child geins experience through its contacts with nature
'ffém which knowledge arises; and attains to sympathy from inter-
:édufse with humen beings. Thus a cirvcle of thought is already
_ formed by the time the formal education of the child begins. The
1C¢hild's world, however, is necessarily defective and incomplete.
kiRéferring to these deficiencies, Herbart writes, "The gaps left

*fﬁﬁ,intercourse in the 1little sphere of feeling, and those left by
:'experience in the larger circle of knowledge, are for‘uSaalmost
“§qua11y great, and in the former, as in the latter, completion by
~iﬁ$£ruction mist be équally welcome.” (p. 136, Science of Educa-
tion, Felkins' trans,) The first task of the teacher is to exam-
 iﬁe the mental world of the pupil and make it the stafting point
§f'in5truction. The content of the child's mind must be supple-
'ménte& and modified but not suppressed. The material presented
k,by £he teacher can be understood or apperceived by the'pﬁpil only
g Whenyit is related to the idess already in the child‘; mind, and
wﬁeﬁ'it is explained in the light of these same ideas.
‘ - The course of instruction advocated by Herbart consists of
two groups of studies: (1) The historical, whigh includes sacred
:and'profane history, literature, language, and art; and (2) the
;nétural sciences, including mathematics, natural history, geo-
  gr&phy,‘etc. Herbart would make use of this material analytically
‘;aﬁd éynthetically. Aﬁalytio instruction pertains chiefly to the
' m&téf1a1 of the child's experiences and his intercourse with human
beings. "The contemporaneous environment can be anslyzed into
k séparate things, the things into their component parts, and these
  1§§£<ggain, into properties.” (p. 155, Sclence of Ed.,, Felkins'

| tfans.) Intercourse cen also be znalyzed. "A genuine understand-
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,¥¥i§éi5f the feelings of others presupposes the comprehension of
"f;ﬁ§é$ own. Therefore we must analyze the youthfql‘soul to itself;
 fit §hon1d discover in itself the type of the ﬁnVeﬁents of tﬂe
yihgﬁgn mind." (Ibid. pp. 171-73) Herbart thinks that "synthetic
 iﬁ§€ruction which builds with its own stohes, 1s incomparsbly
égriéherfthan the individual environment of the child".
o '1Instruction must supplement experlience and intercourse be-~
11¢aﬁ$s:'(1) experience is insufficient; 1t is a mass of "dispersed
,‘aﬁdfformless fraogments'y (2) sympathy is insufficient for "it is
.n@t,ths spirit of intercourse"; and (3) both are insufficientqur
fthéy do not bring the child into contact with the ideal. Instruc;
‘tiénwalone shows "that contrast between the actual and what ought

’;to:bé, which is indispensable to action'.

Interest
The final aim of instruction is morality. But to reallze

thié'aim a nearer aim is essential, namely, a many-sidedness of
; 1nterest. Herbart defines interest as "that species of mental

activity which instruction must create, but which has no place in
,mqfa~knowledge.‘!F9r we conceive the latter as a store which the
f man.may entirely dispense with, and yet be no other than with it.
' §31who; on the contrary, holds his knowledge firmly and seeks to
, é££and gglis interested in it." (Felkins‘ Intro. to Herbart!'s Sci..
“ §ﬁd §rac. of Bd., p. 94) There asre two kinds of intereét, ~ re-
ffgéptive, and apperceptive. The teacher arouses the former that
: tﬁ§ p§§i1 may memorize as quickly and easlily as possible, The aim
;ofkregeptive interest 1s simply to impress the material upon the

-childfs mind and nothing more., 1In apperceptive interest the object
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1;15 £6 enable the pupillto understand what hé learns in terms of
 ‘wh§t.he learned before, His apperceptive masses, or existing
’jsﬁaﬁe of ideas, gives meaning to the new material,
k ' .The desirable qualities of interest are: (a) far-reéching,

“(b)’immediate, (c) meny-sided, and (d) balanced. A‘far—reaching
: 1nterest is manifested in a 1ife aim and tenacity of purpose, and |
M‘is the source of both desire and will. Interest must be 1mmed1at$.
;'It must arise through a feeling of value in the work at hand, and
f not‘from the hope of some external reward., A man&-sided interest
‘:is necessary to widen the cirele of thought and to prevent egotlism.

And finally, in order to avold narrowness amidst a many-sided

1nterest, 2 balanced interest is essential, that is, the individual
;;must be interested equally in all the classes of many-sidedness,
?;gnd ngt emphasize one or more of them to the partial neglect of

l'the-remaining classes.,

Many~sided Interest

“Of the different qualities of interest, Herbart stresses, in
~particular, that of many-sidedness, "Many-sided interest,” he |
'séys, "originates in the wealth of interesting objects, and to

 §¢:éate and develop it is the task of instruction."
S He divides many-sided interest into two main classes each of
Y;Whiah is subdivided into three other classes as follows:
: 1. Interest arlising from knowledge
(2) Empirical
(b) Speculative
(¢c) Aesthetic
2. Interest arising from human intercourse
(a) Sympathetic

(b) Socilal :
(¢c) Religious ;
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"Yg jEmp1rical interest arises from knowledge gained by experlence
  éﬁafdbservation. It is interest chiefly in the novel, and is
;lérgely sensory. Speculative interest arises from the conscious-

ness of the hidden and the mysterious and seeks the causes and
1fméaning of phenomena,., Aesthetic interest 1s the embtional“re-
1 5§§ﬂ§é'to the good and the beautiful. It has its origin neither
:liﬁfﬁhenomena nor in their cauges, but in "the approval which their
‘ harmony and adaptability to an end win from us", Sympathetic

interest has its source in the joys and sorrows of others, and is
aroused by the reproduction of these emotlons in the individual.

'Social interest 1s aroused through a feeling of sympathy whlch

extends beyond the horme ties and encompasses the wider human re-

latianships.x Religious interest springs from an enlarged sympathy,
.ﬁfrom a feeling of dependence and need, and the contemplation of

tha destiny of man.

The Formal Steps of Method

f}%The Herbartian method of presenting a lesson to the child is
 bas9ﬁ‘upon'psycho1ogic principles and is embodied in the four for-
'_méi Steps of: clearness, assdéiation, system, and method.l Her-
:iﬁﬁrt considered these the necessary steps to broduce reflectlve
? £§¢?ght in the pupil. Buﬁ he looked upon them as factors in the
process of thinking rather than the logical subdivisions of &
'51§§$on period, He prescribes the use of the formal steps in

stating that "in every group of its objects, instruction must

1
This classification of Herbart was modified by his disciples
‘Hinto the five steps of: prepﬁration, presentation, association,

_generalizatlon, and appllcatlon.‘
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f *é§?é equally and in regular succession for clearness of every
 §aﬁtieu1ar, for association of the manifold, for coherent ordering
of what is associated, and for a certain practice in progression
thrb@gh this order'. (Felkins' Intro. to Herbart's Sci. and
f,;Préé. of Ed., p. 108)

; j Clearness is attained by means of (1) analyzing the pupil's
  minﬁ to determine whether he has the necessary apperceiving ideas,
 1andiwhether these are in the right order and sufficiently clear

’ﬁo:réceive the new material, The deficiencies in the child's
°;§iréle of thought must be corrected as far as possible before the
'}Qubstande of the lesson is presented. (2) The material of in-
k'sﬁfuction must not be presented haphazardly, but with clarity and
“éfdér; Not only are the individual parts of an object to be learn-
,e@,fbut also the relation of these parts to the Whole.. Thig_ig ac-
lcé@plished through alternation of concentration and reflection, that
i$; éoncentration upon the parts, and reflection upon the meaning
,Qf these in their relation to each other and to the whole. When
the presented facts are learmed, they_are compared and contrasted
fwitﬁ other known facts. Hence the pupil is led to see the causal
1;raia#ien$ in phenomena, and to formulateﬁlaws and truths for him-
_fééif. This step is lkmown as association.
|  ‘:To further clarify and unify the concepts of the learner,
” £5§ associatéd materiél i1s arranged in a coherent and logical
“drdbﬁ, or system, Herbart defineS»system as "the right order of a
i e¢piqus reflection”, '"Die rechte Ordnung einer reichen Besinnung
“heiézt System." (pe. 69, Allgemeine PHdagogik, Hrsg. von Fritzsch)

"jethod is the improvement of reflection.” "Der Fortschritt

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



  }der”Besinnung ist Methode." "It permeates system, produces new
- élements of the same, and watches over the consequences of its
~ applicetion.” (Ibid. pp. 69-70) In other words, method is the

‘yaﬁplication of system to new data.

Government

The object of government, in connection with pedagogy, is to
f'qreate a spirit of order and check all tendencies which hinder
'the:work of instruction and discipline, It is only an indirect

f‘ﬂfactor in the development of character. The function of govern-
1, ﬁ£ht applies only to the present whereas both instruction and
‘dis’cipline build for the future,
~”  fThe measures employed for the government of ehildren are:
1_fo¢éupation, supervision, threatening, and punishment.
4  ~ Herbart would make occupation the basis of all government.
 What the child learns in connection with this phase of government
 ia~immateria1 80 long as his evil tendencies are thwarted or
‘ subduéd. 6hildren should be allowed, as far as possible, to se- .
;~ lé¢b=their own occupations. Play is a valuable form of occupation
in~that 1t prevents the formation of wrong habits that usually
‘ﬂ;g?;Sé from idleness,
"“f,i.'strict supervision is opposed by Herbart on the grounds that
  §hi1dfen resort to deceit in order to escape it, and that it |
‘fﬁﬁétfoys gself~reliance. It defeats the very end of all education,
,fﬁhé,formation of character. Mere passive obedience fosters de-
 »Qp§gdénce, and when supervision is removed the child is left with
~ no moral stamine with which to fight his own battles.

When occasion demends, threats may be used in government, If
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 ;}ﬁ§§s; should prove unavailing, punishment should follow. The

| wﬁéﬁe of government is "short and-sharp". Punishment should be
wadministered without exciting the mind of the child with any ex-
‘yﬁlanation as to why it was inflicted, While corporal punishment
 should be rarely applied, it cannot entirely be dispensed with.
‘ Hérbart thinks that 1t does not hurt the boy to remember that

 hé sometimes had the rod when & child,

Discipline

- Instruction forms the cirele of thought without which character
is impossible. It gives the individual moral insight, the capa-
 ’eiﬁy‘to distingulsh between right and wrong. But the knowing of
fight and wrong is no guarantee that the will arising from mere
?_inéﬁruction will always be employed in accordance with the under-
/:standing of right., The will may be in harmony with moral insight
~\ undér‘ordinary clrcumstances when life runs smoothly, and then
"break down when vicissitudes arise. It is to destroy such a
ff)paéaibility that discipline 1s essential. A éapricious willxmust
 ﬁ$§ prevented and one formed, instead, which will remain firm in
“ tﬁégstress and storm periods of 1life as well as in those of se-
i-rénity and ease,
'{f;‘  D1§cipline consists in determining, restraining, and regulating
¥;¢éﬁduet. Giving joy by deserved approbation Herbart calls "the
fine art of discipline®. Reproof should be resorted to only when
 1£~threatens to caneél an approbation already won. Through fre-
‘qﬁéﬁtidrill and exercise of the moral judgments habits of life

_,aré'forﬁed that will always remain in harmony wilith moral insight.
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 THE INFLUENCE OF HERBART'S THEORY OF THE SELF UPON HIS PEDA~-
e GOGICAL DOCTRINES

~ With the foregoing sketch of Herbart's metaphysical doc-
m*ﬁfine with regard to the nature of the Soul, and the essentisal
” i£éatnres of his pedagogical theory before us, we turn to the
‘\jpféblem with which this thesis is especially concerned.
. Is there no relation whatever between them as many of his
; ¢r1tics have contended? Or, on the other hand, is there an
;gintiméte relation between them as an equal number of critics
1fhave held? Are there any weak points in his pedagogics? If so,

“ﬁwhat are they, and are such defects traceable to the influence of

5 ;;_‘metaphysical conception of the Self? What are the strong
'ﬁi@@iﬁth;in his pedagogicai system, and are they in any wdy traceable
113§§»his metaphysics? Is it true that one who makes moral character
'»tﬁsféorner stons of his pedagoglecal system denies the freedom of
‘ thgfw111 without which moral character is inconceivable? In view
quffthé fact that his pedagoglcs was written before his metaphysics
| s&all we say that he wrote the latter in support of the former as
 fé§me:have contended? |
- Whether or not there is any relation between the metaphysical

'?fﬁﬁ§ pedagogica1 systems of Herbart, depends upon the construction
whiah can be placed upon a metaphysical concept which is suffi-
i*éipﬁtly vague to admit of more than one interpretation. It is not
fwthé'purpose, here, to support or defend either his metaphysics or
- his pedagogics. The sole purpose of the inquiry is to ascertain,

:fas far as supporting facts can be found, the extent of the relation
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7§f:cqnnection betweén them; In é word, the purpose is to show

: ﬁh§€her Herbart's whole system of thought is consistent with it-

“éélf;‘and inasmuch as Herbart himself was a staunch advocate of
the principle of consistency, thils fact lends added interest to

the inquiry. |

L What, then, are the consequences of Herbart's concept of

‘:thé Self with regard to the major aspects of his pedagoglcs?

The Aim 3£ Education

What are the consequences for the aim of education? For
f‘Hefbart the aim of education is the development of moral character,
thé“product of an enlightened will in harmony with the understand-
Jing,‘ Right insight 1s the principle of the will, and all actions

'!ﬁbhférm to the ideas in the Soul. Since the metaphysical Soul
;hgs origina1ly no faculties or content whatever, and no power ex-
 §ép£ that of self-preservation thréugh resigtance, the individual
,bé#cmes solely the product of external forces, Herein lies the
‘{péssibility and necessity of education, and the opportunity and
raspOnsibility of the educator. Herbart's metaphysical system is
 mﬂc%anica1. His psychology conforms to mathematical law. The
,fiaw‘éf cause and effect is not suspended in the mental world any
,“méfé;ﬁhan in the physical; consequently one can never escape the
:effécts of his education., The presentations from without formdthe
oircle of thought, and action generates the will out of desire,
ﬁlfhef¢ontinued exercise of the will in hsrmony with morsl insight
yfinally becomes habitual agd thus fhe character 1s eternally fixed.
- ‘It was imposéible for Herbart to conceivé of a will indepénd—
‘ent of ideas. The mind cannot think in a vacuum. The Hegelians

i;wonld say that action is unworthy of the name unless the individual
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_}5130 has the power not to act; that action 1s apart from the
’fméfive, Herbart held that to deny motive is to abolish the stand-
' ard of moral worth, He maintained that the freedom of the will is
fhet‘incompatible with determinism. The will becomes free in pro-
‘pertion as the circle of ideas is extended. It therefore is the
} ré$u1t‘of knowledge. '"Ye shall know the truth and the truth shall
.‘méke you free." | |
’  "'Herbart was uncompromising in denying transcendental freedom
_fpf the will, Such a will is capricious and destroys the possibil-
itj of education. His own words follow: "Not the faintest breath
‘kof:transcendental freedom may blow through any cramny into the
~ domain of the educator. What in the world can he do with the
1 1§@1§33 miracles of a supernatural essence whose help he cannot
 gebﬁnt on and agalhst whose disturbing influences he can use neither
: féfésight nor precautions? Is he to furnish occasions, to re;
‘;mcéé hindrances? After all, ﬁhen, that sgbsolute faéulty was hin-
‘deréd? After all, are there, then, occasions for it outside of
| 1£s own purely original commencing? After all, then, the intelli-
; gible, again, is immeshed in the mechanlism of the objects of nature? .
k;pet ds hope the philosophers will reflect better upon theif own
fiéencept. Besldes, transcendental:free&om neither should nor éag
‘,héffbundkin consciousness, as if it were an internal phenomenqn.
* Bﬁt:that freedom of choice which we all find within ourselves,
jwhiﬁhywe‘honor as the falrest phenomenon of ourselves, snd which
 ,w§1wcu1d like to emphasize among all the phenomena of self, is
 exactly what the educator strives to effect and retain." (p. 96,
f»gérbart*s ABC of Sense Perception, Eckoff) Again, "could the eye

’ 8§§‘its own seelng, man would be able to perceive immediately that
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ﬁfﬁills only representations, or, to speak more exactly, that
{;ihiéiknowledge is only a perfected and his volition a checked re-
 5surgent representation.” (Ibid., p. 58) In opposing transcen-
 ”denta1 freedéﬁ, Herbart argues as follows- "Those who sssume a
~7'tranacendental freedom of the will are bound to attribute to 1t
ffgn‘infinite smount of power over the passions, or otherwise incur
‘7#h§ charge of the grossest inconsistency. For the word transcen-
~dénta1,‘in this connection, indicates an opposition to all causal~
iity df nature; hence the natural power of the passions would be
capable‘of nothing whatever against such a freedom. The relation,
 ‘pbwever, of nothing to something is as something to infinite mag-

_knitude' so that if the power of passion be considered something,

fftranacendental freedom must be considered infinitely strong. It

} 1s5nnnecessary here to discuss further the fact that, on account
{;cf~its own action, transcendental freedom falls into the same
 causal vels tion from which 1t ought to be free." (Note 1 Sec. 235,
“‘Text Book in Psy., Smith's trans.)

| On the question of morality, Herbart held essentially:-the
 Socratic view, namely, that virtue is knowledge. This position
,‘wgs_the inevitable consequence of his denial of the transcendental
ﬁ?fﬁeedom of the will. It might be objected that thls leaves out
f~the ignorent man from any claim to morality; and that, furthermore,b
 there are well informed men who are not moral, In reply, Herbart
_‘wauld re-assert that ignorance is vice; that the moral man is not
‘§;gnorant, and that the kmowledge of the immoral individual is
bgnij apparent — that he lacks the large c¢ircle of thought closely
Vf¢qﬁnected in all its parts, without which character is impossible.

'Oné‘s character is grounded in his desires; and he desires what he
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;ipersistently thinks about.
e As commonly understood, one is moral if he follows his con-
 fsc1ence. "Let conscience be your guide," is the popular injunct-
{iéh{ According to Kant, consclence 1s an inherent understanding
| bf-thé right and wrong, a spark of divinity with which all human
5;beings are endowed prior to their coming into the world, Herbart,
,fon the other hand, would deny the categorical imperative and
 mak§«consc1ence the result of education., The idea of right and
;ﬁfongkmust be acquired., It is a matter of lkmowledge. Knowing 1is
 dding; The individual 1s born ﬁith no moral insight,vno will,
énd no character, Hence the child, as such, is not a responsible
 §6£@5, a fact recognized in jurisprudence where juvenile delin-
ijqﬁéncies are treated in a different manner than the misdemsanors
 6£ éduits who are presumed to know the moral law. The cémman ex-~
preasions such as, “that will teach him s lesson", and "you ought
!to know better" are only simple ways of consciously or unconscious-
jlygexpressing the dependency of morality upon understanding. And
 fnrthermore, it was this same thought, that knowledge is the key-
knété”pf character, which inspired Jesus on the cross to pray for
“his enemies and say, "Father forgive them forvthey know not what
ithay do". ' ;
. One's conduct is considered moral in so fer as it conforms
‘ t6~the ethical standards of the society of which he is a part.
~$ih§e these standards differ in time and place, morality and con-
kgaiehcé are not absolute, but relative, terms. An act may be
 ?¥§@% in one age and wrong in the next; moral in one country and
~i@@0ra1 in another. "The virtues of Piccadlilly are the vices of

lﬁérﬁ?ﬂ Thus the Spartan youth could conscientiously violate the
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~seventh commsndment, while for the Athenian such conduct was

::Vfﬁiéiﬁly immoral, Again, in the seventeenth century, for example,

 Aparents in the Connecticut Colony were justified in putting to

 death their obstinate and rebellious children, but such behavior

"6ﬁ.the part of parents today is not only immoral but criminal,

‘  Facts, such as these, are consistent with the theory af

 _7H6rbart that the source of morality is knowledge; for if mankind

. were endowed with the idea of right and wrong from the same difine

:f o§1gin, morality should be a constant and not a variable. A
‘~universa1 morality does not exist because, in Herbartlan terms,

the circle of thought in the minds of the people is limited by

 ‘ the‘eu1ture of their own particuler land and age, In other words,

'7,a broéd sympathy, a profound, enlightened human understanding,
;caﬁ be effected only through a common experience gréunded in
[knowledge.

- Such, in brief, is the relation between Herbart's concept of
"tha Self and his aim of education., The consequences of the former
f  for the latter may be summarized as follows: (1) Character can be
‘ ’rea1ized only through education - thfough the presentations
‘f.bfought to the Soul from without; for the Soul has no activity of
¥f its,own and originally no content; (2) Since morality is grbunded
 ‘;in(EhoW1edge, "the limits of the c¢ircle of thought are the limits

‘f§? the character™; (3) Achieving the aim of education is of more
ij;mpértance,eand places a greater responsibility upon the educator,
:“‘£ﬁgﬁ:if the’Soul were regarded as endowed with self-activity or

 as}having a content originating from within,

The Means 2£ Education

? , - What are the conseqﬁenoes for the choice of subject matter,
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,$ §ﬁrangement, school government, and disclipline?
;?1;~;&fhé means of education for Herbart consists in instruction,
}Hgévernment, and discipline — factors which contribute to the ul-
 timate aim of education. The chief of these is instruction,which
15ﬁag~t6 do with the selection and arrangement of subject matter,
”\Iﬁ'his whole scheme of pedagogy Herbart ever held in view the final
;ﬂéim‘éf‘education, and he did nothing and advocated nothing which,
‘ 1n}ﬁis mind, would not contribute directly or indirectly to this
éﬁd. ~He considered the nearer aim of a many-sided interest a nec-
kesSgry means for realizing the ultimate aim of moral character.
l H§hcejthe subject matter should be conducive to a meny-sidedness of
'finﬁaggst. Herbart recognized the inadequacy of experience and human
 fiﬁ£éf;ourse. These processes, alone, produce beings of narrow,
 4§ﬁ§;¢on¢eived ideas over which, in time, even truth itself cannot
yipreﬁail. Men are brought up in their own communities, imbibe the
: cuétdms of the group, and repeat them until habit renders the.1n~
dividuels incapsble of thinking themselves into the minds of the
 gresﬁ’of their fellow men. And "this is what happens,” says Herbart,
1;“Whéﬁe society 1s composed of men of widely different modes of
fgthdught; each brags of his own individuality, and no one understands
; ﬁi§nfé11QWs." (Sci. of Ed., Felkins' trans., p. 142) ¥Not only
f w§ﬁid Herbart destroy the prejudices of these groups; he would even
IngbeYond the State. Fichte advocated a national and civic educa-
 kti¢n§v'Herbart, on the contrary, was concerned with the individual
f’and h1s relation to all menkind. "Interest in education,” he says,
 ;"is on1y‘an expression of our whole interest in the world and in

,fhnmanity.“ (Sci. of Ed. p. 141) Again, "Let no one say that we

;;Germans are too cosmopolitan as it 1s., Too little patriotic —
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u“‘théfgalas! unfértunately is true: but-is it necessary for me
15 he§é‘to reconcile patriotism and cosmopolitenism"? (Ibid. p. 167)
ifféﬁééking further on the limits of experience and intercourse, he
fkééysgk"If we again remember our aim — many-sidedness of interest -
',it,eaSily occurs to us how limited are the opportunities which
‘~ §i§cnmstances afford, and how far beyond them the really culti-
iffisﬁéd,mind travelé. Besides,.the most advantageoué environment is
,séyyy‘l‘imited,\ that we could not by any means take the responsibility
 §f»confin1ng the culture of a young men within it, if not compelled
 ;by’necessity. If he has leisure and a teacher,nothing exempts
:,-tbe‘latter‘from the duty of enlarging his pupil'é mental scope
. Ey,descript1on, from teking from time the light of the past, and

 ff ?éa1ing the ideas of the immaterial world." (Ibid. p. 138)
:' 556 ”1ight of the past’ is revealed in the historical subjects,
' 7§5é?languages, literature, and art, which Herbart would use to
;,éuﬁ?lement humen intercourse., The science courses, inciuding
i{sﬁﬁjects such as mathematics, natural history, and geography, are
 ;a¢§éa$afy to modify and complete experience.
| ‘”‘That Herbart should formulate and stress the doctrine of =
:?,many&sided interest is a naﬁural consequence of his theory of the
 $€§1. Since the Soul is a passive Monad'with no faculties and no
 p6ﬁer of self-realization, 2 well informed being — one with an _
ﬁiéﬁiightened ﬁnderstanding?must be the product of the widest possi-
~;b;§ touch with the world about him. As a logical consequence of
 déﬁjing the "faculties" of the Soul, Herbart left no foundation
,’for;the doctrine of formal discipline, namely, that the value of
;ﬁthéfmental training which a subject may give -~ such as improving

: the_memory, enhancing the faculty of reason, developing the powers
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f;;bfjihagination and observation, ahd strengthening the will -~ is
; ﬁ§ﬁff1c1ent to justify it even if it has no content value to meet
'“ §#33¢r_the_rea1 needs of life. The supposed advantages accruing
JfrOmfthis,doctrine Herbart would achieve by means of a many-sided
5interest. Mcdern research has proved the formal discipline theory
'¥te be untenable. However, from the concept of a self-active meta-
‘~’physica1 Soul a consistent theory may be constructed either for
t’or against the doctrine of formal discipline. But once granting
 ,Herbart's view of the Soul, only one deduction is”p0331ble,.ﬁamely,
f the denial of formal discipline.
‘ As a further consequence of the theory of an inert Soul, in-
struction becomes almost omnipotent. The Soul is entiraly at the
~f mercy of the external world. The human Ego ddes not construct
  the world; it receives the world. If there are no inherent, na-
k ;tive tendencies 1n the Soul to aild instruction, neither are there
any~such to hinder the educator from presenting at will what he
’thinks the Soul should receive. The only limitations of instruct-
; ion are the bodlly conditions of the pupil and his acquired ex-
f_pariences and humsn intercourse. The Souls of all human beings
~E afe\origina11y alike, All pupils with identical educational in-
“[ffluénces would develop exactly allike, provided fhat (1) their
Zbédily constitutions were completely identical; (2) their acquired

capsbilities were the same; (3) the hidden and uncontrollsble in-

'fiuénces which assist in education were in their minutest details
 ~1@6$£10&1 as to quality and degree.l This statement could not be

' ‘true'of beings having Souls with inborn tendencies to shape their

1
- 8ee p. 4, Ufer's Pedagogy of Herbart, Zinser's trans.
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1 9ﬁn destinies — unknown varisktles which the educator cannot
'  §§én‘determine, much less, control,
"v , School government is only an indirect means of achieving
tha;aim of education. Its purpoée is neither to add new pre-~
- Séﬁiétions nor to make habifual older concepts. It is a negative
j~éé¢d; Pupils sre prevented from disturbing'the normal work of
 €instruction; but are allowed to particlipate in harmless exercises;
f ﬁQ£ for the purpcse of self—realization,but for the sole aim of
eia#Qiding undesirable presentations. This mechanical scheme is
 in"ﬁarmony with Herbart's whole system of education and meta-
fphygics. Had he thought of the Soul‘as self-active and as having
an individuality of 1ts own, the occupations of the children
~Hw0uld not have been looked upon &8s a necessary evil, but, on the
-7c0ntrary, 1t is conceivable that he would have considered these
 :erre1ses essential to the development of the pupil, if not, in-
  &§6&,,the very essence of education ltself,

e Discipline has for its object the fixation of character
 !§thugh the exerclse of the'will. Its use presupposes a knowledge
rafkright and wrong on the part of the pupil, and therefore begins
t~later than instruection and continues parallel with it. It is "the

fim@thod by which the ‘cirele of thought may be brought to generate
7¥the good will", The pupil submits to discipline becsuse he sees
[jthe;reason for it. "He who wastes time must lose pleasure; he
iQh&ispoils his things must be deprived of them; he who eats too
kmuch mist have bitter medicine." (p. 163, Int. to Herbart's Sei.
‘;and Prac, of Ed., Felkins') The moral judgments must be exercised
‘ 5£§peébed1y that they may become habitual and remain firm against

- 81l the undesirable presentations in after life.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



' Whatever their theories of the Self, educators have almost
 'ﬁn1versa11y recognized the value of the formation of right habits,
‘fﬁuusseau, who contends that the only habit to form is that of

forming no habits at all, seems to be the one outstanding ex-
ception; though he, too, well undérstood the effect.of'habit; it
waé,only through his ﬁisguided theory of society that he would
;,free the individual from the thrall of social custom and make of
‘him a "noble savage". ,
,'To what extent educators have derived the theory of habit
from experience, and to what extent fromrtheir conception of the
 8elf, is difficult to determine. Likely, for the most part,
k;frdm experience., Educators are seldom profound philosophers.
~/ﬁefbart, however, was a notable exception; and whether or not his
 pg§ition with regard to discipline and habit is a consequence of
A hié’concept of the Soul, it is at least not inconsistent with 1t,
indeed, he has a more valid claim to it, from the standpoint of
“metaphysics, than those who assume a self-aétive Being; for if
 habit is changed at all, it is effected solely through external
> forces since the Herbartian Soul has no capricious "undisciplined
lgpontaneity" or transcendental freedom with which to disturb or
déstroy the work of the educator in forming the habits of youth,
Thus the consequences for the means of education are: (1)
~3Ih~allowing the Soul no dynamic power or faculties, Herbart dis-
'7eabdéd the formal discipline theory and substituted, as a means
f'féf producing a well balanéed, educated individual, the doctrine
qf a many-sided interest; (2) Since the metaphysical Soul is
’given 0n1y a "vigorous life of inertia”,instruction beéomes well-

“‘nigh omnipotent, its limitations being the bodily conditions
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] ﬂgnd the acquired capsbilities of the pupils; (3) The children's
‘:QXéreises in school government are negative functions instead of
_ vital acts of self-realization; (4) The effect of discipline,
| when rightly achieved, is permanent; for the individual is for-
tified against harmful external presentations and the Soul has

no power to interfere from within.

The Method gf_Education

, What are the consequences for his theory of apperception
 and the formal steps of instruction?
| Apperception is the process by which the ideas in the Soul
- recelve and assimilate new presentations., It 1s based upon the
fpower to see likenesses and differences, If the new presentations
';ﬁré‘analogous, that 1s, if they have elements 1in common with the
1deas already in the Soul, they become fused or blended with them
fih the appercelving process; but 1f the ideas are either identical
With those in the Soul, or wholly unlike them, they are not ap-
' péreeived. The former simply coalesce to make the presentations
,dleargr than before, while the latter, unrecognized, are cast
~aside. ’
| What 1s in the Soul, then, at any given time, determines
’ fwhat shall be admitted later. The existing apprerceptive masses
méy be therefore either an aid or a hindresnce in the acquisition
ﬁ§ éfffurther knowledge, and hence suggest: the kind of material to
 }§§ used. and the method of approach for the instructor.
{ ‘fAccording to the older faculty psychology, any kind of ma-
~terial can be learned. The faculties of the Soul have the power

;lt6 receive this material and, through abstraction, incorporate
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@ 11£]iﬁto the mental system. As a consequence of this theory ed-

j'f‘’’il*t‘siéa,”«ik;:l.'on becomes a pouring-in process. The task of the pupil con-
'féists chiefly in memorizing the various rules and formulae and
'@thef data which the master may present.

- On the other hand, Herbart's théory of the learning process
 admits of no such implications. The mere memorizing of materisl
ffgfcr which there is no'sufficient apperceptive background 1s
 Hf¢é§ﬁing1ess and useless, and is therefore not actual learning.

' é#éﬁ his doctrine of apperception Herbart derived the formal

| éteps of method. He would tske the pupil as he is and analyze
3 fhis mind to discover the points of contact for the new material,
 : The presentations must be detailed and clear, they must be associ-
f&iated with previously known facts, the associated material arranged
f@:in,a coherent logical order, and finaelly epplied to new data._

ok As & further 1mplicstion of his doctrine of apperception,

fﬁﬁ%rbart regarded individual instruction as prefersble to group

"f'}:’f‘ins‘kmction.~ He would have the child taught in the home, if
“'ﬁoésiﬁie, for in the public schools the pupll necessarily comes

kiﬁto contact with children unequal morally aﬁd intellectually.
,1f$ehca uniform instruction is difficult, for the materisl cannot
UffSé(made to suit the minds of all alike. Furthérmore, the coming
“7ﬁ#éer;different masters from ﬁime‘to time,desﬁroys the standard
. of suthority snd lowers the efficiency of instruction, for the
5 ;néw;master is unacquainted with the apprerceptive masses of the
"fi§ﬁild and is therefore unable to apply the material of instruétion
 ‘ to’ﬁhe best advantage. |

e The formal steps of method, then, and the importance which

Herbart attaches to individual instruction long continued under

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



ji,énéfmaster, are direct and necessary conseguences of the doectrine
 f:6f~appercept1on which, in turn, is traceable to his metaphysical
1ﬁiq¢néept of the Soul. Apperception is a mechanical process of
éﬁmééting ideas — of complexes, blendings, and arrests, the
| ,fqrces of which Herbart would determine mathematically. It
Vf w6ﬁ1d be impossible to calculate the forces of opposing concepts
.,ffcrpa Soul having an unknown and unknowable individuality of 1ts
ff;ﬁwﬁ; That his theory of mental activity is derived from his
d 6¢ncept of the Soul, we have no better authority than the words
of Herbart himself who says, "The eaéily conceivable metaphysical
raasoh why opposed concepfs resist one another is the unity of
k,ﬂﬁhe soul, of which they are the self-preservations. This reason
7 t§xp1ains without difficulty the combination of our concepts (which
?';cémbination is known to exist). If, on account of their opposition,
vﬂ théy did not suppress one another, all concepts would compose but
xiqne~act of one soul; and, indeed, in so far as they are not di-
"~ vided into a manifold by any kind of arrests whatever, they really
,‘éqﬁéﬁitute but one act." (p. 16, Text Book in Psy. Smith's trans.)

The consequences, then, for the method of education may be

fiéﬁﬁmeraged as follows: (1) Only that kind of material can be
fﬂf@¢£ﬁa11y learned which contains elements in common with it already
: ;ig]the Soul. It is the duty of the instructor therefore to de-
‘i{términe'the points of contact, znd to select and present the
‘ﬁ“ma%érial in such a way that it can be readily assimilated. This

~ method of instruction 1s embodied in the four formal steps, end

~  iéva direct consequence of the doctrine of apperception; (2) As a
’;fﬁﬁther consequence of this doctrine, Herbart would prefer indi-

'vidhal instruction to group instruction, and that, also, under one
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ifmééﬁer; for uniform group lnstruction is difficult,since the ap-
,fiﬁgﬁeeptive masses of the pupils are not alike, and the changing
’  6f mésters disturbs the contacts for authority  and for the
 ’§§a§entétion of new material; (3) The mechanical doctrine of
  §§§erception is consistent with the theory of a barren unit Soul;
9 £6#;1f the Soul were 8 manifold, concepts would not oppose each
  6ther and the unity of consclousness would be destroyed; and
 3furthermore, if the Soul contained a vital essence of its own,
.,ﬁéntal 1ife could not be subjected to a mathematical regimeAas the

,dgctrine of apperception implies.

In addition to the foregoing consequences for the aim, the
f megns, and the method of education, it may be noted here that
i":"zif;n'j't‘he case of the educational theory of Herbart, at least three
,:éf its major principles seem to merely filter through a psycholo-
‘“gieal medium in the course of their derivatioh from a rarer meta-
1f§bysical source, They are (1) that education is not real, for
:Mfeality is unchangesble, and the educator can only manipulate
ﬁhe iridescent colors on its surface; but for Herbart true worth
' is~derived from‘appearances and not from reality, as the value
’ f§f,a diamond may be sald to reside in its fires. (2) Bducation
‘;is:not free, Ideas arise from the interactions of resls ofer
f ﬁhich the Self has no power, Freedom exists as an externally
‘¥pr§duoed harmony, but it is not real and has no tendency toward
} b§¢om1ng transcendental, (3) Education does not proceed by an
; éfgaﬁic or e&olutionary unfolding of the human spirit., It is
  #0t a development in the strict sense. While it 1s true that .

 the blendings and fusions of the mental elements partake of the
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‘ﬁ,néﬁﬁre of development, it seems to be a fundamental and con-
vf}éiétent assumption of the mathematical psychology of Herbart that
}1£hé ideational units remain true throughout every fusion to their
'(Hisélation, ihdependence, and mutual externality.l
| The agssumption that all human Souls are originally alike
jAEpreéludes the theory of mental heredity. But for Herbart pro-
;;g?éés is not an evolution of the human Soul but consists in
3 3§§ropriating the achievements of the race, or, in his own term-

,”inGIOgy, it is attained through the aesthetic revelation of the

world,

1 ]
' See Cole's Herbart and Froebel: An Attempt at Synthesis,
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CONCLUSION

. Thus we have attempted to show the consequences of Herbart's
"tﬂéory of the Soul for the major problems of hils pedagogics, and
:;fﬁrfhis system of education in general, It might still be object-

ed, however, as Graves has intimated, that his metaphysics was
  5n£fén afterthought elaborated to support a preconceived pedagogil-
’ f&a1 the0ry, a fact which would account for the harmony existing
f;beﬁwean the two systems,

| It is true that the metaphysics was published later than the

~;pedaéogics. Herbart's chief work on education, General Pedagoglcs,
z;i@a$ 1ésued in 1806. But in the same year he also wrote the Chief
 ;fé§iht§kbf'Metaphysics, though his General Metaphysics did not ap-
‘ ¢9§$r“unti1 1829, Herbart himself contended that his pedégogy was
' 35£ apart from his metaphysics and practicsl philosophy; and as
7Jﬂégaiﬁst Graves' opinion we have Herbart's own statement: "My
5[*éagéra1 ?édagogy, though it appeared earlier than the Practicsal
igffhi}ésophy, was acquainted with the latter. The completed sketches
‘;:Qf;hcth, as well as the sketch of the metaphysics lay side by side...

s?é bémcve, however, the possibility of anybody's fancying that the
i‘fi @k pretended to be understood altogether by itself, the explana-
l~;t1@n of the maln concepts was intentionally given with such aph~

7 ﬂ0:wist1c brevity as to make its insufficiency patent to everybody."

:,f(pp. 285-86, Herbart's ABC of Sense Perception, Eckoff) Again,

«&ng to Jachmann who criticised the General Pedagogics, he said,
ff'fM ina PBdagogik war nichts ohne meine Ansichten der Metaphysik und

," prak¢ischen Philosophie.” (p. 229, Allgemeine PHdagogik, Hrsg. von
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: ‘eoéar Fritzsch) These statements of Herbart, together with the
E;ffact that he was a student of metaphysics from the time he was
;;;twalve years old, and a philosopher at twenty, as Compayré points
" cut; prove that the misgivings of those who hold that the meta-
;f phyﬁiés was designed to support his pedagogics, are not well taken,
" E‘kConcerning the subject of interest, Dewey thinks of the temrm
 f¥ésfm£aning that self and world are engaged with esch other in =
 : &eﬁeléping situation"., He would connect interest with sction.
‘ For Herbart interest arises externally; it is caused by a presen-
_jﬁéﬁion more prominent than others which are therefore repressed
jfand obscured., But action does not take place objectively until
 liﬁ£érest passes into desire; though inner action does occur along
 ¥fwith interest. Since interest has its source in external objects
1  and not in a self-active Soul, it is something which instruction
 ~must create. This mechanical theory of interest seems entirely in
~A édcofﬁ with Herbart's mechanical theory of being. It 1s true that
3fen£ may not be able to see how the mechanically competing presen-
jfitations - the self-preservations of a static Soul against other
fi?rgals — can single out one presentation 1n preference to another;

7ffﬁgﬁgit i1s also true that the ultimate cause of the capacity to see

SSjiigaﬁesses and differences, no matter what the nature of the Soul
‘fﬁ&éﬁﬁﬁéd, we do not know., Whether Herbart's theory of interest is
fficarrsct or not, it is not inconsistent, as Dewey would have 1it,
éjwith.his metaphysical and pedsgogical systems,

' Harris contended that Herbart's usefulness in education is

; 5prprrtiona1 to his uselessness as a philosopher. "What can we do

:Qﬂﬁifgfa philosopher,” he says, "who omits the will from the three

 departments of the mind?" The fact is, as we have shown, that
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ﬂ r ;rt makes the will the central principle of his pedagogics,

o ané the freedom of the will progresses with the attainment of
  kncw1edge. Harris, like most of his contemporaries, could not
;»éonéeiva of a will without transcendental freedom, the freedom

, wh1ah enables one, like a tug boat, to go against the stream; but

:p th3 fallacy of likening transcendental freedom to the power of a
A?Etug boat is that this power of the boat is mechanical and originates
"7frgm without. It is precisely this supplying of power from with-
1 ?§ﬁtlwhich constitutes the task of education for Herbart. Trans-
75&éﬁdéntal freedom for him 1s incompatible with a passive Monad
 ;Sou1,jand is furthermdre an indeterminable phenoménon which de~

f“ét?é#s the possibility of certainty in the work of education. Her-

"’»?ﬁ"*~b"é&.~‘t "will not believe himself understood," as Eckoff insists, "by

f;>any ane to whom 1t still remains a riddle how determinism and mor-
;”:ality can coezist." Compayré has stated that "there is little re-
  1gtienship, it would seem, between the laborious genius of Herbert
fféhﬁ”ﬁhé~intelleot, clear, but at times rather superficlzal, of the
;g;americans. That the pedagogy of Herbart was accepted and his
Lﬁmetaphysics re jected by his followers may partly be explained by a

f;  rther observation of Compayre, that "humean indolence gladly re-
f;ptseégon the soft bed of ready-made doctrine, in which everything,
;Qev n to the smallest detsils has been foreseen.’

‘T ' ‘Herbart's concept of the Soul and his theory of pedagogy are
 &§Q§entia1ly consistent. The ism in Herbartianism, as Tompkins
;fééyS; 1s born of Herbart's philosophy. The central principle of
ﬁé§i§ thinking is the abstract law of contradiction which harmonizes

fféilj#he details of his metaphysicael and pedagogical systems.
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