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. CONSIDER THE CHILDREN
— How They Grow

By Elizabeth M. Manwell and
Sophia L. Fahs

Revised edition

Research and experimentation in the field of
child development during the last x!ccnde have
provided important NEw insights in the psy-
chology of growth. These New insights have
brought about significant changes in the pro-
cedures of dealing with young children. That
is the reason for a revision of this book, which
has become a standard work in the ten years
since the appearance of the first edition. The
present study is addressed to everyone to whom
the development of “the whole child” is 1m-
portant.

Primarily this volume is concerned with the
sound development, emotionally and psycholog-
ically, of the child up to five years of age. The
authors are particularly interested in the study
of how children actually do grow most whole-
somely in their religious development — a field
of inquiry which the great universities and
foundations have practically ignored in their
experimental studies. Indeed, most general
books on child development have also ignored
(he religious phase of the child’s gmwtﬁ — Or
have given only a few traditional remarks to 1t.

That is a lack which this work seeks to
supply. As the authors say in their Foreword
to the Second Edition: “Whatever else this
book may do, the authors hope that it may lead
to a bettﬁer understanding between professional
leaders in general education and psycholo
and professional leaders in our chur i

~ irches and
synagogues. We send this book forth with the
conviction that the beginnings of religious ex-
perience lie deeply imbedded in the child’s
everyday emotional and active living, and that
the nature of these experiences should be dis-

(Continued on back flap)
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Introduction
(to the first edition)

BECAUSE IT 1S WRITTEN by Elizabeth Moore Manwell, a
mother of young children who is also a specialist in nursery
school education, and by Sophia Lyon Fahs, an outstanding
leader in religious education, this book will attract the atten-
tion of both nursery school and church school teachers, as
well as of parents of young children.

In practical fashion appropriate to a church nursery group
the book presents the picture of the developing child in the
nursery school years and his education according to approved
nursery school standards. It tells how to organize and plan a
church nursery group according to these standards. But more
than this it gives the authors’ philosophy of the development
of the spiritual child and suggests how this may be nurtured
at home or in the church school.

My own belief is that the spiritual child is developing
twenty-four hours a day, three hundred and sixty-five days in
the year. With this point of view the authors of this volume
agree. What, then, can or should the Sunday morning group
session do to help in this process? Has it a special part to play
in these earliest years? I believe it has, and with this, too, the
authors of this book agree.

Between them Mrs. Manwell and Mrs. Fahs have a back-
ground whose appropriateness for the task could not be ex-
celled: intimate, extended, firsthand contact with young chil-
dren individually, at home, and in groups, close acquaintance
with what science has so far contributed toward our knowledge

of child development in the early years, thorough understand-
Vil
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ing of all that has been done in religious education, wide ex-
perience 1n thinking and feeling creatively in the field, deep
spiritual insight.

The book challenges us, as well as informs. To parents who
vaguely, or more definitely, feel that religious education should
begin in the early years it will bring a challenge. To specialists
in nursery education who have not considered the value of such
education in the church school it will suggest new opportuni-
ties. To those of us who have worked with the youngest chil-
dren in a church school it will come as a bright light upon the
path we are trying to tread. We shall not always agree with the
authors’ statements; we may wish to go farther or less far in
some particulars; but questions it will rouse in us — questions
which each would covet the opportunity to discuss (as I have)
with the authors, to meet their challenge with further challenge,

to find (as I have) how deep is their sincerity, their humility,
their faith.

ABIGAIL A. ELIOT

January, 1940
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Foreword
(to the revised edition)

JUST TEN YEARS AGO the first edition of this book appeared.
During the time since then the authors have felt the impact of
research and experimentation done in the field of child de-
velopment. As a result of the new insights gained we have
been changing in certain important ways our procedures in
dealing with young children. Also, with the added years of
experience, we have been rebuilding our general philosophy.
Since this book is still being depended on by large numbers of
parents and nursery and kindergarten teachers, however, we
have been persuaded to rewrite those chapters and sections
where our changed points of view really should make a dif-
ference.

Furthermore, the first edition was written primarily for
teachers and parents of preschool children who are related to
our churches. In spite of this religious slant in the first edition,
we have been delighted to find that the book has been so widely
used by leaders working in so-called “secular” institutions, and
by parents of differing faiths, as well as by many who have no
religious affiliations at all. We have, therefore, written this
revision with this larger constituency in mind. Indeed, we have
addressed ourselves to all those to whom the development of
“the whole child” is important.

The changes we have made, however, have not led us to
delete from the book the consideration of those problems usu-
ally thought of as being peculiarly “religious problems,” such
as questions regarding God, prayer, death, and religious cere-
monies. In fact, the chapters dealing with these subjects have
been enriched, and we have added a special chapter in which

IX
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the basic nature of religious experiences in the liff: of young
children is examined, as was not done so fully in the first
edition. |

To us the mental and emotional health of young children
and their spiritual or religious health are interd?pendent:
each must be examined in the light of the other. This goal we
see as primary, and we regard the imparting of the teachfngs
of any sectarian group as secondary. In fact, to our I'l'l]I:ldS
such sectarian teaching is better postponed in the education
of young children until they are beyond the ages with which
this book is concerned — namely, children of five and under.
The first five years of life are the golden years for making
sure that children experience those basic feelings that are at
the root of any spiritual living.

This enlarged audience has led us to omit entirely the last
two chapters of the former edition, in which practical hints
were given to parents and teachers working in our church
schools. These practical suggestions, adequately and more
fully expressed, are now to be found in a book entitled Mar-
tin and Judy for Parents and Teachers, by J osephine T. Gould.

This is a practical guide for use with the Martin and J udy
stories.

' As a result, then, of these ten years of growing and chang-
Ing, the authors have rewritten about one-third of the book.
Certain portions present ideas different from those presented in
the first edition. Other portions present our thoughts more
fully than they were set forth before; while still oth; portions
have been omitted entirely. No doubt more revisions will be
needed as the years continue to g0 by. The next time, how-
ever, we hope that someone else wil] write an entireliy new
bm:')k_ on this general subject, and that by then the child’s
religious growth will have been more carefully studied thm;

it has been to date, as an e
. = ntegral and living part of hj
personality structure. 5P his total

After ten years of significant advance in the study of child
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development it must still be said that experimental studies
of how young children actually grow or might most whole-
somely grow religiously have been almost entirely ignored.
It is as 1f the great universities and foundations, and the
leaders 1n education and psychology regarded religion as
something unchangeable which needs no special re-examina-
tion. Religion seems to be thought of as something that may
or may not be added to a child’s experiences according to a
parent’s preference: something to be taken cognizance of
now and then, but which really is inconsequential in its bear-
ing on the child’s personality. One is given the impression
that many educators regard religion as a series of rituals such
as the saying of prayers, the singing of hymns, or participa-
tion in religious ceremonials, which they think have no im-
portant meaning to either the child or the adult population.
It would seem that religion is lightly thought of as something
a child will have to discard anyway when he is grown, so the
less meaning it has the better. In most general books on
child development the religious part of living is ignored or
passed by with a few traditional remarks, and in most of the
books written specifically for religious workers the religious
teachings presented remain quite untouched by modern psy-
chology.

Whatever else this book may do, the authors hope that
it may lead to a better understanding between professional
leaders in general education and psychology, and professional
leaders in our churches and synagogues. We send this book
forth with the conviction that the beginnings of religious
experience lie deeply imbedded in the child’s everyday emo-
tional and active living, and that the nature of these experi-
ences should be discovered and analyzed. Some beginnings
retard and even dwarf mental and emotional development.
Other beginnings nourish growth. Whichever they do they

are of the deepest importance.
This book belongs with a set of four juvenile volumes,
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ublished by the Beacon Press, which embody in concrete fml*:?
If}car children the philosophy of spiritual growth Wthh. this
book explains in theory to adults. These other books are:

Martin and Judy In Their Two Little Houses, Vol. 1, by
Verna Hills. |

Martin and Judy In Sunshine and Rain, Vol. [1, by Verna
Hills and Sophia L. Fahs.

Martin and Judy Playing and Learning, Vol. 111, by Verna

Hills. | ‘
Martin and Judy Songs, compiled by Edith Lovell Thomas.

A fifth volume is the practical guide especially prepared for
church school teachers and parents, entitled Martin and Judy
for Parents and Teachers, by Josephine T. Gould. _

Although Consider the Children can be un_.derstood‘qmt‘e
apart from any of these other volumes, yet its meaning is
made clearer in the light of these books for children in which
the philosophy is implemented. In these juvenile volumes
are stories and songs based upon some of the most universal
of all childhood experiences which, we believe, have in them
the germinal elements of spiritual living: the experiences that
awaken religious sensitivities and social appreciations. We
hope, therefore, that parents reading this book will also read
to their young children these stories of Martin and J udy.

Many people have encouraged and helped us in the writ-
ing of this book, and again in revising it. We wish to express
our gratitude to all of them. A few we feel we should specifi-
cally name:

The Rev. W. W. W. Argow of the First Unitarian Church
of Baltimore; the Rev. Gene Bartlett of the First Baptist
Church, Evf}nston, lllinois; Dr. Abigail A. Eliot, Director,
Nl:lrsery Training Scho.ul of Boston; Miss Rosamond Praeger,
EI;ZE:ZL ;f lial‘lg Chllc?hood and _Parent Education of the
ig Parent El:luéZtioChmlS’ Mrsﬁ. MﬂI;lOI] S Jeogre; Congultant

n of the Children’s Bureau, Federal Security
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Agency, Washington, D.C.; Mrs. L. P. Gould, Director of the
Church School of the May Memorial Unitarian Church, Syra-
cuse; Mrs. Barbara P. Griggs, Acting Chairman, Department
of Family Life and Child Development, College of Home
Economics, Syracuse University; and Dr. Reginald D. Man-
well, Professor of ZoGlogy, Syracuse University, for reading
all or parts of the manuscript.

We are especially indebted to Miss Ruth Perry, Director of
the Nursery and Kindergarten Department of Riverside
Church, New York City, for sharing with us her invaluable
experiences with children as we were struggling for the philoso-
phy explained in Chapter XV.

We also wish to thank Dr. Lois Fahs Timmins for writing
Chapter I for us, since she has been able to speak not only
from the point of view of an educator, but also as a mother
who is practicing her theories with her two young children.

Unceasingly, through the years, we have been undergirded,
criticized, and encouraged by the members of the Curriculum
Committee of the American Unitarian Association, and by
the Editor in Chief of the Beacon Series in Religious Educa-
tion, the Rev. Ernest W. Kuebler.

EL1ZABETH M. MANWELL
SopPHIA L. FAHS

March, 1951
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1

Spiritual Beginnings in Infant Emotions

The love that is kindled at home expands itself over the

race of man.
— ASOKA, EMPEROR OF INDIA
274-236 B.C.

A CHILD’S SPIRITUAL DEVELOPMENT is usually thought to be-
gin when he first sets foot within the doors of an organized
church school or synagogue, or when he is first taught to say
a prayer. Actually, the foundations of the child’s spiritual
health are laid even before he is born. They are to be found,
first of all, in the emotional maturity of the parents, in the
soundness of their own personal and social relationships, and
in their acceptance of the experience of childbearing and child
care without fear or resentment and with enthusiasm and de-
votion.

Young parents who wish their children to have the best
opportunities for physical, mental, and spiritual development
will begin before marriage to work to solve their own emo-
tional problems, to improve their own education regarding
child development, and to clarify their own points of view on
how character grows. In primitive societies, where social
patterns remain unchanged through many generations, it is
quite safe for parents to deal with their children in the same

Note: This chapter is the contribution of Dr. Lois Fahs Timmins.

3



4 Consider the Children — How They Grow

ways their parents did before them. But in a society that li
as complex and changing as our own, tf.?here new ways o
child nurture are being experimented with, tested, ‘and re-
ported on in books available to all llterat? parents, it woupd
seem dangerous not to prepare oneself to join intelligently in
these changes — as dangerous as to drive an automﬁoblle
with one’s children in it without first learning the techniques
of safety.

What, then, is it, so importantly different from the ways of
our parents and grandparents, that is now being advocated by
students of children’s behavior? And what are the reasons
for these changes in attitudes and practices?

The newer philosophy is called the “developmental theory,”
since its tenets are based primarily upon the knowledge of
child development which experimental psychology has yielded.
Let us attempt to see how the application of this developmental
point of view is affecting the attitudes and practices of parents
toward their babies, even during the earliest months of life.
Let us also examine the workings of this newer philosophy
alongside the old “disciplinary theory,” or the philosophy of

“habit training,” for it is only when one sees the new alongside

the old that the extent of the changes involved can be under-
stood clearly.

To believers in the developmental theory, the primary aim of
parenthood is to give each child a warm feelin

and to build up in him a sense of well-being,
accomplishment.

Most parents through

g of security,
happiness, and

Most the centuries have undoubtedly loved
their children. Yet it can hardly be said that to give emo-

ti*on‘al security has been their primary aim. Under the dis-
ciplinary then_rjif,, parents have been taught that too much love
iezdslto spoiling,” that children should, above all else, be
cd along certain “right” paths, that good habits sh |

, ould be
;ostered early, and that bad habits should be inhibited at their
rst appearance. It has been said that when the parent’s will
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and the child’s will conflict the child should be made to follow
the parent’s will with prompt obedience, whatever the cost in
emotional wear and tear upon either adult or child. With the
developmental approach, however, much of this age-long fear
of spoiling children by loving them is slowly disappearing,
and parents are being freed to express their enjoyment in their
children, and the love they naturally feel toward them.

Dr. Charles Aldrich, a pioneer in pediatrics, summed up his
experiences with “spoiled” children when he wrote: “I have
never seen one [spoiled child] who was spoiled because his
parents consistently planned his life to meet his basic needs.
In my experience most spoiled children are those who, as
babies, have been denied essential gratifications in a mistaken
attempt to fit them into a rigid regime. Warmth, cuddling,
freedom of action, and pleasant associations with food and
sleep have been pushed out of the way to make room for a
technique. The lack of these things is so keenly felt by the
time babyhood is past that such children have learned their
own eflicient techniques of whining and tantrums as a means
of getting their desires. In this way is fostered the belligerent,
fussy, unpleasant personality of the typical “spoiled” child,
who insists on undue attention because he has missed this fun-
damental experience. A satisfied baby does not need to
develop these methods of wresting his efforts from an unre-
sponsive world.”*

Building emotional security begins when the mother first
takes the newborn infant into her arms and lets him know
that he is wanted and loved. Basic is the belief that the in-
fant’s cry is not a random wail or a symptom of the baby’s
selfishness, but an expression of pressing physical need which
should be satisfied. The mother’s problem then becomes one
of learning to understand the meaning of her infant’s cry, and
of meeting his needs as they arise, rather than following a

I Numbers refer to Acknowledgments and References at the end of the
book.
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pattern of a certain number of regular feedings per day,: with
naps and diaper changes at set hours. This flexible point of
view is sometimes known as the “self-demand theory,” and
with it the mother can recognize the infant’s new abilities as

they appear, and can change her own way of doing things
so that she helps her child to grow.

In this conviction regarding the importance of emotional

security the mother has the support of many scientific studies.
Case records from quite a few child guidance clinics have
shown the tragic results in the warping of personalities that
have come about when children have felt deprived of the
security of mother-love. Pediatricians also have joined with
the psychologists in studying what happens, even during the

first few months of life, to babies who are not given enough
mother-love.

Dr. Margaret Ribble reports a study made of a number of
infants who had to be kept in the hospital beyond the usual
week or ten days after birth, and who consequently received
no affectionate mothering, Although the most meticulous
physical care was given to these babies, and although none
of them had any organic disease. they quickly developed un-
healthy symptoms. One such infant failed ta gain in weight,
was generally inactive, had a cold and flabby skin, wrinkled
and wasted arms and legs, enlargement of the head in propor-
tion to the body, a round and widely flaring chest, and an
enlarged liver. These Symptoms later disappeared when con-

§iste.nt motherly care was given, but the emotional life of thig
infant had already

damagedﬂ been deeply and perhaps permanently

‘ In seeking the satisfaction of his basic physical needs the
Infant turns to his mother

» Who represents to him the only
that he knows. He finds a

OIDPﬂy satisfied. In addition
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quent changes of body position, holding the baby in the arms
and providing close physical contact. Further, it includes the
whole gamut of small acts which show consistent love of the
mother for the child: the physical contacts of feeding and
bathing, fondling, caressing, rocking, singing, and speaking.®

Some modern hospitals are already acting upon such findings
as Dr. Ribble’s. Babies who are believed to be suffering from
lack of sufficient mothering are specially cared for. The letters
T.L.C. are put on the baby’s chart, meaning that the nurses
in charge must give ten to fifteen minutes of “tender, loving
care” to the baby after each feeding.

As the newborn infant grows to toddler, to two-year-old,
and then to nursery school age, consistent love from parents
continues as the single and most important factor in the child’s
emotional growth. By loving her baby consistently throughout
his period of helpless infancy, the mother teaches her baby to
love, and creates the emotional beginnings needed in develop-
ing the capacity to love. Affection and social approval from
others in the family, and from those in the child’s nearby social
world, later contribute their part to emotional security and
personality development. This emotional security is, then,
the first fundamental necessary to make possible spiritual
growth.

The second fundamental, from the point of view of modern
psychology, is an understanding of the child’s natural schedule
of development in which change is the characteristic; and the
direction of change is more significant than specific achieve-
ments or behavior at any level. The child is a dynamic human
being, who changes day by day, and while he moves almost
inexorably toward adult behavior, he seems to insist on doing
it in his own way and at his own speed. Any attempts by
parents to prod, threaten, or punish the child in an attempt to
urge him to grow up at a speed other than his own, seem to
bring few positive results, and often stimulate rebellion which
inhibits progress.




8 Consider the Children — How They Grow

This point of view implies a denial of the common concep-
tion of habit training. Things done in childhood do not be-
come habits unless the needs these activities satisfy persist
into adulthood. On the contrary, the child of ten who is inde-
cisive is the one who was not given sufficient opportunity to
make up his mind between the ages of one and three, when
the first discernment of alternatives is learned. The adult who
always has to have his own way may be one who was prohibited
from having his own way before he was five years old, and
S0 was unable to move on to a more mature level of emotional
response.

A child’s behavior patterns at any particular age are re-
garded as natural parts of his exploration into an expanding
material and social world. It is expected that these patterns
will change as the child’s abilities and needs change. The
parent attempts to understand what the child is trying to ac-
complish, and to appreciate how natural and valuable his
intentions are. Whatever particularly annoying or incon-

venient activities he may engage in during one stage of his
development, the mother can relax, or at least is not usually

alarmed, because of her assurance that in a brief time the
child’s behavior patterns will be different. The new behavior

pt, but the type of annoyance
| have changed.

t of view, for example, crying

teaching the infant he will not
get what he wants by crying, but rather an expression of need

which should bring the mother promptly, if possible, to the
baby’s side to discover his difficulty. Because a twenty-two-
month-old girl eats salad with her fingers, throws bread at
people, and strflﬁs a whole piece of chocolate cake into her

that she will do the same

Or inconvenience, at least, wil
From a developmental poin
is not a habit to be broken by
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will come as a natural result of watching others when the
adequate physical development provides the necessary inner
control. Table manners, politeness, honesty, and neatness
come with time, and with being surrounded by others who
themselves exhibit these traits, and who respond appreciatively
to the child’s attempts to do likewise.

Actually, what we have meant by “habit training” is forcing
a child, by one educational method or another, to accept and
practice adult standards of behavior, or at least adult concepts
of how a child of a given age should behave. Frequently these
arbitrary standards have been quite out of keeping with our
present knowledge of average child development, and more
often than not, have been out of keeping with the development
of any particular child.

A good example of this is the adult attempt to “train” a
child to be generous. We frequently see parents attempting
to get a one-year-old to share his toys with another child.
According to our present knowledge of child development, a
one-year-old has no concept of possession. He will play with
one of his toys, and will scream madly if someone tries to
take it away from him. However, in a few minutes he will be
playing with a playmate’s toy, and will exhibit the same fervor
In retaining it if someone tries to take it away. Even at the
age of two the concept of possession is still very vague. A
two-year-old will say “Jimmy’s car,” “Jimmy’s bus,” “Jimmy’s
tree,” without much discrimination between that which belongs
to him and that which belongs to someone else. Frequently
he will claim possession when he only wishes that it were his.

How is it possible to give away, or to share something which
you are not aware of owning? Our ideas of generosity and
many other “character traits” must be rethought in terms of
our knowledge of child development.

Moralistic concepts of child behavior affect parental atti-

tudes, even towards babies. How often we hear it said, “What
a good baby!” By this the adult speaking usually means that
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the baby is not asking for food at an unusual heur, or hr.?wling
for a clean diaper in the middle of the monthly mietmg of
the Ladies’ Aid. As someone has wisely remarked: When_ a
child first learns to walk we all stand around and loudly praise
his accomplishment, but when he first learns to make up h}s
own mind we say ‘Bad boy!” ” It is still all too easy to think in
terms of “good children” and “bad childreq.".

With the developmental philosophy we eliminate, therefore,
from our minds this placing of adult moral judgment upon the
behavior of babies and children, and in its place we learn to
accept their behavior as it is at any particular age, with the
understanding that the standards to be used should be based

on the particular child’s mental, physical, and emotional de-
velopment.

A mother who follows the self-demand theory of feeding
does not think of her baby in terms of “good” or “bad.” When
the baby cries he is not “bad” but hungry, or tired, or consti-
pated, or lonesome, or sick. When he is quiet he is not “good,”
but full, rested, relaxed, and emotionally and physically secure.

When a toddler empties all the bureau drawers it is an
expression of need for exploration. When he dumps water
all over the bathroom floor it is an expression of need for
manipulation. When he hits baby sister it is aggressive be-
havior expressing jealousy. For doing any of these things
the child should not be punished or called “bad,” nor should
he be praised or called “good” because he refrains from doing
them. The solution to these problems lies not in punishment
or praise for behavior exhibited, but in meeting the needs
expressed by the behavior,

A third fundamental for spiritual growth is supplied when
parents show a democratic appreciation of the importance
of eacb individual child. With this philosophy even the new-
bnrn.mfa‘_nt Is a person with certain rights and privileges,
W'hD 1n his owr} way can express his own needs and provide
his share of satisfaction and happiness to others in the family,
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Each baby is recognized as a human being, dlfferenl:: fr?:.n
all others. The mother accepts the f::;lCt‘ Lha't the l::{aby ast blS
own ways of eating, sleeping, and eliminating which mus i
discovered and accepted. Baby care becomes a process O
sensitivity, discernment, and co-operation bet*:veen mother aI:ld
child. In a home where this democratic philosophy prevails
children have their rightful place as equalﬁ members o_f the
family. What a baby wants is usually what is good for him to
have, and unless there is some strong reason to the contrary,
the parent is wise who yields to his spontaneous demands.
The small child is not expected to conform to the patterned
regularities of adult life in the home. His own interests at
the moment, and his understanding of time concepts are taken
into account when moving him from play to meals, bath, or
bed, and he is given time to adjust to the new activity at his
own speed. Obedience as a virtue in itself is discarded.

Situations which place the child in direct conflict with the
parents are avoided when possible. Often the request can be
phrased in a positive manner. Instead of saying “no,” alterna-
tives may be proposed. Interests may be shifted to new activi-
ties. Foreseeing situations often allows for an easy, relaxed
approach which eliminates conflict. In the rare instances
when, for safety’s sake, obedience is necessary, it should be
asked in such a way that neither parent or child needs to “lose
face” in the process of remaining safe.

A home should not be one for adults only, but a home
where the planning and organization of schedules and posses-
sions are done with consideration of the children as co-
members of the family. Iragedies to material possession —
broken toys, glasses, or dishes, marred furniture, torn books,
soiled clothes — are all unimportant in relation to what hap-
pens to the child and to the family through their experiences
together. Breakable objects, work materials, and all other
articles which must not be touched by the children should
be placed, if possible, out of their reach. Writing on walls
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can be avoided by providing large areas of brown paper tacked
to the walls at working levels for the child. If the child is
allowed to go outside after a heavy rain he is not to be blamed
if he walks in all the puddles, and returns with his clothes
covered with mud. Clothes, like all other material possessions,
were created for use, and their purpose and function must
be kept in mind. We are frequently very inconsistent about
our possessions and their value. Children are sometimes pun-
ished for breaking a dish which could be replaced for little
more than the cost of an ice cream cone. A home should be a
living space for people, not a museum for things.

These, then, are ways of thinking and acting on the part of
parents that provide the fertile soil in which children grow
in body and spirit: providing emotional security for the child
and the accompanying sense of accomplishment and individual
importance; a willingness to let the child grow at his own
speed and to restrain the desire to impose arbitrary adult
standards upon him; and., finally, a democratic appreciation
of the value of the individual from the day of his birth as a
member of the family “with all the rights and privileges per-
taining thereto.”

ane a study has been made of this developmental point
of view, certainly including home discuss;

side group discussion, and its basic ten
stood and accepted, the problem remains of applying the
tthﬂry In the day-by-day home relationships with one’s own
children. This is by

| 10 means the easiest part of the whole
experience.

ets have been under-

, the most im that point

who are thoroughly
t other times, or who
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sistent parental environment. Many factors contribute to our
failure to work through a day-by-day consistency with our
children.

Some parents still have not completely resolved their intel-
lectual point of view into a unity. Some mothers, for instance,
feel like giving their babies more attention than they give,
but refrain because of their outdated psychological concepts
or because their physician advises them otherwise. They say,
“It hurts me to hear him crying like that, but I don’t want him
to get spoiled.” Other parents unconsciously fall back upon
concepts of strictness and discipline when they say, “I spank
my child only as a last resort, or when it is a question of
danger” — as if the theory worked better when the situation
was more dangerous, or when used as a last escape instead
of a first approach. Doubts will arise when a choice has to be
made between the urge to begin “habit training” and the new
idea of responding sympathetically to the child’s expression
of his immediate needs and desires.

In addition, there are our own problems to surmount. We
are frequently too tired or too busy to deal with a child pa-
tiently. Perhaps our own emotional attachment to a certain
object makes us respond violently when it is broken, whereas
we would accept quite calmly the breaking of a similar object
for which we had no such liking.

Often our own behavior is an attempt to fulfill our own
emotional needs, or to compensate for what we feel to be
the deficiencies in our own childhood experiences. The hus-
band takes out on his children the resentment he feels against
his wife, or the wife demands an undue dependency from
her children because her husband does not give her the affec-
tion she requires. Parents who have always faced poverty try
(o providﬁ: their children with everything, or parents who
have been given everything become unduly strict with their
children, believing they should learn to make their own way
in the world.
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ntly, husband and wife disagree on eduﬁcatlonal Pol-
jcyl,:rseoqlilia? }iyn their cam‘bined behavior Lﬁﬁ}[{] f?ﬂf:; cat?éléerz
consistency. Sometimes it becomesf the mother’s LBy
provide love and the father’s function to do the discip Ining,
or vice versa. A child was once asked what llaPPened in his
home when he was “bad,” and he recited the fz'irmhar sequence
of events as follows: “First I do something bad. Then
Mommy tells me Daddy will spank me when he gets home.
Then Daddy comes home and he spanks me. .Then I go to
my room and cry. Then Mommy hears me crying anq comes
into the room and asks me ‘What'’s the matter?’ ” Tl:lIS Is an
example of a home where the functions of love and discipline
are clearly divided between the father and the mother, and
where there could be no consistency except in the endless repe-
tition of this process.

Furthermore, the results of research in child development
and modern educational thought have penetrated but shallowly
into our cultural behavior. The pressures of long-accepted
customs and ideologies are still strong. Parents attempting to
follow the newer methods of education will have to face a
constant stream of comments from well-meaning relatives
neighbors, and friends, such as: “What! You pick up your
baby every time he cries? You’'ll certainly spoil him!” “A
child of his age still drinking out of a bottle? Why, it’s the
silliest thing I ever heard!” “Wearing diapers at two? He
ought to be ashamed.” Parents wil] have to develop a convic-
tion strong enough to withstand considerable social pressure

and criticism, and be able and willing to uphold their point
of view.

Despite the difficulties in achieving unity j
point of view, and despite the problems
It Into consistent practice day by
fine art of child care s worth
success, in practicing the wis
knows, depends the physical

involved in putting
day with our children, the
struggling to learn. Upon our
€St procedures our generation
and emotional health of our
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children, and upon their emotional health depend their future
possibilities for spiritual and religious growth.

When later religious instruction is given, when the child’s
horizons broaden, and he learns of the larger reaches of his
world, when he hears adults talk of a God who in some way
is over all and 1n all, what he will absorb out of what he hears
will depend on the emotional shading in the picture of his
world that he has already made and accepted. If the child
feels that he is fighting against odds in combating too severe
parental authority, he may accept belief in a stern and arbi-
trary God, or he may rebel against all religious beliefs as a
handicap. If he feels small and inadequate and ashamed of
himself, he may accept as reasonable a kind of God who will
confirm his pattern of deep guilt feelings. If he is, however,
happy and outgoing and courageous, he may be able to think
through the religious confusions he discovers in his commu-
nity, and to work out a religious philosophy of life that will
further establish his courage, and brighten his growing love
for others. In a very real sense the beginnings of religion are
to be found in the emotional flavor of a baby’s first environ-
ment, and in the warmth and happiness of his early childhood
experiences.

Whatever may be our own professions of faith, if we seek
the fullness of life for the whole child we stand together on
common ground regarding the fundamentals. We should,
therefore, feel sufficiently secure in our aims to profit by an
exposure of our differences, and to work out together the diffi-
cult changes we need to make in the art of parenthood.



2

Developmental 1asks During the
Nursery Years

I am persuaded that a man without religion falls short of
the proper human ideal. Religion, as I use the term, is a
spiritual flowering and the man who has it not is like a
plant that never blooms.

— JOHN BURROUGHS

WE MAY BE NOW AGREED that a child’s emotional hungers take
precedence over all his other needs; and the greatest of all
these is hunger for consistent and understanding love. Parents
who wish to provide this kind of affection will try to under-
stand and accept the natural schedules the child chooses for
his growing, and they will unfailingly respect him as a person
in his own right. These three emotional needs have sometimes
been spoken of as the three “A’s”: affection, acceptance,
achievement,

Although these emotional needs are especially urgent during

babyhood and early childhood, some satisfaction of the basic

wants seems to be necessary for all individuals throughout all
of life. The difference be

‘ tween young and old is not a dif-
ference between basic emotional needs, but rather a difference

In the kinds of task we set for ourselves in order to satisfy
these needs. Some degree of initiative — some dynamic
urge —1s required of each individual

16

, iInner
if these fundamental
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wants are to be met. Even in the baby’s first moments, there
appears this dynamic quality. Perhaps unconsciously, but
nevertheless with apparent directness, the newborn child sets
for himself the tasks needed to meet his needs. With the suc-
cesstul accomplishment of one of these developmental tasks,
he moves on to another, and so he grows in physical prowess
and in mental and spiritual power.

Dr. Havighurst has defined a developmental task as one
that “arises at or about a certain period in the life of the in-
dividual, successful accomplishment of which leads to his
happiness and success in later tasks, while failure leads to
unhappiness in the individual, disapproval by society, and
difficulty with later tasks. . . . When the body is ripe, and
when society requires, and the self is ready to achieve a certain
task, the teachable moment has come.”? These tasks differ
as the individual advances in years, and they range all the way
from learning to clasp a bottle in early infancy, to learning to
keep a job in early adulthood, accepting responsibilities for
parenthood, and learning to face pain, loneliness and the frus-
trations of limited strength in old age. During the early years,
the child’s own initiative in setting these developmental tasks
outweighs the influence of society in determining their charac-
ter. It is because of the modern psychologist’s deep respect for
the wisdom in nature’s own schedules for growth, that such
great care has been taken to study the spontaneous activities
of babies and young children. It has become a basic assump-
tion in all recent studies of childhood that by understanding
the meaning of the spontaneous tasks young children set for
themselves, the educator or parent discovers his soundest guid-
ance in dealing with the child.

These developmental tasks are many and varied, but they
seem to have at least six important aims. These may be out-

lined as follows:
1. To learn ways of physical locomotion and agility in

bodily movements generally.
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2. To achieve skill in the use of the hands, in particular
as a tool for learning the nature of the world, for

manipulating and creating things.

3. To learn to talk. .
4. To establish friendly relations with other children.
5

. To hold the affection and support of adults without sur-
rendering the felt need for independence.

6. To work out some understanding of the nature of the

world and to find some set of values to live by.

The young child does not undertake these tasks in the order
named. In fact he works at all of them simultaneously, al-
though with different emphases at different stages of his matu-
ration. Itis comparatively easy for parents to observe a child’s
advancing steps toward bodily agility and control. They ex-
pect the child to advance from turning the body in the crib, to
raising his back, to sitting up, to standing, to crawling, to
walking, to running, and to skipping.

This urge to use his limbs the child makes plain at birth, as
anyone will testify who has tried to put dry clothes on a baby
whose small feet are pumping like the arms of a windmill in a
gale. Today’s parents are encouraged to create the conditions
that will make it possible for the baby to do these gymnastic
exercises he so apparently wants to do. Light and loose cloth-
ing, space enough for turning and kicking, and later for creep-
Ing and running are recommended. Toddlers are given pedal
toys, low steps for climbing, boxes and bridging planks to
jump from and free spaces to run in,

Saf?:t){, of course, must be provided for, but within the neces-
:;r_'tyhiuift;sﬂ HI:I?}S]t tpﬂl’EHIS plal% tor a child’s physical freedom
with adults’ beloi ?Eﬁ?saggimbl& e o
make many rﬂstrgintgs :neces;iessant e heonitia teey

y. Nevertheless, most parents

n’s need for these activities an '
make them possible, i

There are, however, times when the playpen is necessary —
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when noise and racket are forbidden by other adults, or
mother and father have not the patience to accept their own
frustrations. It is then that it becomes easy to believe that the
quiet child is the good child. It is in facing such dilemmas that
parents need to be assured of the grounds of their point of
view so that they may find a solution of their problem that will
result in as little thwarting of the child’s basic need for activi-
ties as is possible.

The case of Larry is to the point. Up until his fourteenth
month, Larry had been a sunny child. Then, as it were, all at
once he began to be cross and fretful. His parents tried to
explain the cause by coming teeth; but could find no tangible
signs of physical disturbance, no fever. One Sunday after-
noon his parents took him for a drive, primarily to give his
mother a respite. They visited a recently abandoned airport
and went into an empty hangar. Larry, who had just learned
to walk a few steps alone, stood for a moment looking at the
vast space around him. Drawing a deep breath of excitement,
he clutched his father’s finger and began to walk. This he
kept up for nearly an hour. His face took on a contented
eager look. On the way home he chuckled and played.

When he reached home he grabbed his mother’s hand and
walked her around and around the living room. At bedtime
his parents tucked in a tired but contented child. The next
day, with patience born of understanding, the mother cleared
several intervals of time in her day so that she could give
Larry the support he needed in his walking. With pride and
eagerness he walked around and around every room. From
then on his irritability began to disappear. He was no longer
a baby, helplessly frustrated by his inability to get about, but a
person of achievement, with this basic urge satisfied.

It is through such experiences as these that character de-
velops. If we agree with Dr. Albert Schweitzer® that reverence
for life is at the heart of religion, then those who honor and
accept these basic developmental tasks children set for them-
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selves and who help children to acpiew? success are Lhe trﬁc
spiritual leaders. Religious edl‘lcatlon is far more : an :_h e
teaching of graces to say, bedtime prayers- to rep?a'h : ?;- the
learning from Bible stories. It concerns 1tse-lf wit ah 6
processes of a child’s grewth,.and must provide at each age
level the opportunities to achieve those‘dfvelopmental tasks
that the child feels the need of accomplishing. .

The child’s urge to develop skill in the use of his hands as a
tool of manipulation and discovery is another det:eIOP{xlental
task that begins early and continues long. The moving pictures
taken under Dr. Gesell’s supervision at the Yale clinic give
striking evidence that in learning to grasp and use his hands
the child is impelled by a life force similar to that which leads
him to walk. Upon this developmental task the baby starts at
once after birth. He waves his arms as well as his legs to ex-
press his emotions. He clenches and unclenches his fists, grasps
and clings to things which touch his hands. Then comes the
epochal day when he perceives his own hand for the first time
and discovers that he can make it move as he watches it, thus
entering into a new high of self-awareness. Swiftly follow the
days when he shakes his rattle at will, reaches for or rejects
his bottle of milk or fruit juice, and finally picks up a toy with
thumb and forefinger.

With his hands the child learns to feed himself, dress him-
self, defend himself, express his hostilities and return his
parents’ petting,

With his hands he learns to feel and to distinguish between
hard and soft, hot and cold, light and heavy, wet and dry,
smooth and rough, near and far, high and low, small and
large, pleasant and painful.

With his hands he learns to grasp, and to release, to push
and to pull, to build and to tear down, to accept and to reject.
~ With his hands he experiments in block building, in paint-
Ing, modeling, sand play and hammering. As he nears the
school years he learns to print and to write, and from then on
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he can move to the many marvelous skills which the human
young alone can learn.

Again it is through such experiences as these that character
develops. Three-year-old Becky illustrates the point.

Becky came daily to the nursery with her thumb in her
mouth. Having asthma, she was often choked up and uncom-
fortable. Because she could not play outdoors in inclement
weather, and because she often had to have the doctor come
when the spasms were worst, Becky was naturally timid and
often worried. In the playroom she would sit listlessly, thumb
in mouth, waiting for a teacher to read to her. From time
to time, a staff member gently suggested playing with some
of the materials the other children were using, or she would
draw other children near Becky at the table where the clay lay.
Now and then Becky would touch a piece of clay or she would
manipulate it a little. Gradually but slowly, she showed more
interest, until one day near Easter, she made a nest, six eggs
and a mother hen brooding on them. Becky’s eyes shone.
Both hands were muddy with clay up to her wrists. Her voice
lost its weariness. The teacher encouraged her to show her
work to the other children, and to her mother at noontime.
During the weeks that followed, Becky’s thumb was less and
less a means of consolation. Instead her hands became creative
tools for work with clay, with crayons, with paints, with wood,
until she became a self-confident and socially accepted person
whose thoughts were freed to take interest in the world around.
Through these experiences Becky grew not merely in manual
dexterity, but in her spiritual stature, in her belief in her own
worth, and in her desire to be friendly toward others.

Another important developmental task which young chil-
dren undertake is to talk. How difficult this undertaking must
be for a child, no adult can surmise. That the average young-
ster of three is able to acquire a vocabulary of about a thousand
words must be attributed in no small degree to the encourage-
ment parents give their children in learning the art of speech.”
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The modern parent who feels free to Bn-joy her child begins
encouraging speech even with the bab-y just home from t_he
hospital. She does not bathe the baby 5}lently, bl_lt laughs with
him, makes sounds for him to hear, sings to h}m. ‘v‘.fe have
seen a baby as young as six weeks repeating 1n delight t1'1e
very vowel sounds the mother has made. More than th]g,
parents today are encouraged not only to talk with their
children, but to talk slowly and distinctly, to shun baby talk,
and to repeat names of things over and over whenever the
child’s attention is drawn to these things. The modern parent
does not hurry the child in his learning the art of speech, nor
does she make fun of his crude efforts. She tries to understand
and she responds to what he says. She sympathizes with him
in his struggling, she knows how thwarting it must be not to be
able to say what one wants. She does not scold, if his inability
brings on a temper display. She experiments with her child

by trying to guess what he is saying; and, if at all practical, she
tries to grant his wish.

Fortunately, young parents are now living in an era when
it is considered permissible to let young children use words
which express their feelings of hostility as well as their feelings
of good will. The modern parent is not alarmed by the occa-
sional outburst: “I hate you!” “Run away! I don’t want you!”
or even “I'm going to kill you!” We are learning from the play-
therapists that one clue to a child’s innermost feelings is to be
found in his speech, and that if we close that channel by our

disapproval we may never have a chance to get at what 1s
really disturbing him.*

Thus we see that the child is impelled in all directions to

BrOW up; but, being inexpert, he does many things in his
efforts which are either sociall

0 are y unacceptable, dangerous, or
at least bewildering to the adult and often frustrating. As the
adult trie?, to guide this behavior he is almost sure to arouse
SOmMe major or minor feelings of hostility in the child, which
may lead to ageression. These aggressions may, in turn, call
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out similar feelings in the adult. Such interplays of emotion
we now regard as normal and a part of healthy growth, but we
realize that to keep them healthy we must do our utmost to
understand both the child and ourselves. If we can remember
to think of the child’s behavior as evidence of pressures caused
by his growing, rather than as “wrongdoing,” we may become
more accepting and more self-confident in our permissiveness.’

The last three types of the six primary developmental tasks
are the most difficult to observe and consequently the hardest
to deal with from the developmental point of view. We have
reference to the child’s efforts to make friends with other chil-
dren, his experimenting to find out how best to balance his
independence over against his dependence on his parents, and
his exploratory efforts to work out some larger understanding
of the nature of his world and to find a set of values to live by.
These are developmental tasks in which the child’s emotions
are directly involved. The child himself is quite unconscious
of what he is trying to learn. He does not say to himself before
playing with Jackie: “I am going to find out how to make
Jackie my friend.” Rather he is impelled to want companion-
ship, and quickly senses whether he is touching something
warm or cold, and his own emotional temperature rises or falls.

Anthony was a three-year-old who, upon his arrival at the
nursery school, seemed to feel hostile to adults and children
alike. Each time he was even slightly bumped he would strike
fiercely at the offender. There were days when he needed a
special adult by his side just to protect the other children from
the fierceness of his tempests. But the adult took a friendly
role, not a punitive one. When she saw his small shoulders tense
and his fists raised to strike, she would draw him to her gently
and say: “I know how you feel, Anthony. You feel you must
hit someone. Would you like to hit this tom-tom instead as
hard as you can?” Then, after his rage had subsided, she
would add: “Donald is sitting in the fire truck. Would you
like to roll this hose over to him? Donald may want a fire-

man.”
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There were weeks of these patient attempts to help Anthony
feel that he was understood and accepted by his teachers, and
admired for his skills by the other children. We can appreciate
this teacher’s delight when one day, some twelve weeks after
his entrance into the group, he was sitting in the sandbox
with several other children, and she heard him say to them
thoughtfully and cheerily: “You know, Pm nice:” “I'm mice,
too,” said Betsy. “So am I, said Nan. It remained for Lisl,
the most sensitive child of the group, to express her awareness
of what Anthony’s remark meant to him. With an approving,
joyous smile she said radiantly, “We're all nice!”

Such an achievement in happy social relations and in each
child’s awareness of his own personal value is of the essence
of spiritual development. But this was achieved here not by
pointing out to Anthony how naughty it was for him to want
to hit and hurt, nor by holding up to him for admiration other
children who were gentle and kind. Anthony was not isolated
from the other children until he was ready to be “good.” No
Bible verse such as “Beloved, let us love one another” was
taught. Nor did the teacher illustrate unselfishness by telling
the story of Abraham’s generous gift to Lot. Anthony was
not asked to pray and ask God to help him to be good. The
teacher’s whole philosophy was based on her belief that, if she
could see behind Anthony’s hostilities, she would find that he
I‘e'ally wanted to feel he belonged with friends; but because of
mlsunrflerstandings at home he had been so often rebuffed
t‘t}at his resentments over being rejected had piled up within
gﬁ: Cilﬁglzﬁgwneedgd a fri?:nd who would respect him and
1o focii un erstanding of the nz}turalness of his dis-

gs. With such a person beside him to help him,

Anthony was slowly able to like hi : .
¢ himself and :
surance to like others also. elf and with this as

r It 1s;bhard .for H:lOSt of us to accept the fact that the child
arns best his ethical standards through his own experimenta-

tions In social relations. In order that these learnings may lead
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to emotional health, adults must provide an atmosphere of
understanding love and respect, just as sunshine and the
proper foods and opportunities for active play are needed to
make possible the child’s physical growth and health. We
speak of a child developing rickets because of lack of vitamins
in his diet. Should we not with equal understanding assume
that a child who has become hostile and aggressive is one who
has lacked the feeling of security in his social nourishment?
Or that the child who does “wrong” may never have had ade-
quate encouragement when in his early years he was fumbling
toward desirable behavior?

It is in dealing with social or ethical behavior that the con-
trast between the old “disciplinary” or “habit training” philos-
ophy of child care and the developmental theory is most in
contrast. It is comparatively easy for parents and teachers to
note and accept signs of children’s immaturity in body and
mind and to encourage them in the developmental tasks which
they set to achieve physical and mental skills. What adult
would slap a child for stumbling or falling, or who would pun-
ish a child for not talking plainly? These matters do not
traditionally call for a parent’s moral judgment.

But when a child experiments to see how far he can assert
his independence of his parents, he is likely to be met with
rebuke. “Do what I say. I don’t want to hear any talking
back.” The ancient law “children, obey your parents” has
conditioned generations of adults to regard any infringement
of this principle as morally weak. Or if the child in his play
does not share his toys, he is likely to be called “selfish.”
Such attitudes have long been sanctioned by religious authori-
ties. They are not easily changed. Many indeed think that
to change from the way of teaching general principles of
“right” and “wrong” to the way of learning “morality” by
experimentation, would mean to lose what is of most worth in
religion. To modern child therapists, however, the loss of
the rigidities of the Puritanical way of inculcating virtue makes
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possible the finding of greater sEiritual values, and ;n the B{ld
may bring a more frlendllly society. There. must be regula-
tions, of course, for disciplines are inherent 1n all hea}thy and
resilient growth. But when regulatlonsi are necessary, the adult
will help define the channels by which the C':hlld ‘may seek
to express himself, rather than thwart the basic drives them-
selves. .

This newer point of view leads to a true respect for imma-
turity, both in the child and in the adult. The old ways
developed an attitude that is still very common. The child
is made so aware of the gap between his accomplishments and
those of someone older that he becomes discouraged at his
own limited achievements. The strain of competition with
older brothers and sisters, and the resulting feelings of inade-
quacy lead to irritation, tenseness, resistance and jealousies.

Contrasted with the child who lacks self-confidence is the
one who is aware that while others excel him in some ways,
on the whole he has established a good reputation for himselt.
He expects to make mistakes. Everybody does. Mistakes are
not pleasant to face. Sometimes they make trouble and suf-
fering. But some good can always come from a mistake for a
mistake gives one an opportunity to learn better. Thus even
so-called “moral” infringements can be faced without leaving
permanent feelings of self-depreciation and self-distrust.

.The sense of unworthiness is confused, moreover, in the
H.m.lds of many with humility, and is thus accepted as a re-
ligious attribute, but we do injustice to the goal of spiritual
living in accepting this association. Spiritual growth implies
that a person glimpse his own touch of greatness.
coﬁ;;“;ggeﬁjte;iaihitﬂp by step the chilfi lean%s his social
the realization -that hi e =S Daliellopa il play, and

: _ S toys are his library and his playroom
his social laboratory — these new insights have brought to
pass the great differential contrasti 4 i

. ng modern and conserva-
tive homes and schools. From this poi lew i '
point of view immaturity
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18 good. The rosebud is not evil because it is not yet a full-
blown rose. No gardener desires to scold. punish, shake or
do violence to a rosebud because it has not yet opened. Rather
he addresses himself with patience to providing the best pos-
sible environment for the unfolding of the bud. Just so in deal-
ing with the child.

Having done whatever seems possible to provide an en-
vironment for the child that is rich in experiences of growth,
there is a further step that parents and teachers may well take
even during these preschool years to help the child gain
some perspective on his own growing up. This may be done,
first of all, by helping the child to compare or contrast his
own todays with his own yesterdays. A few moments may be
given to the beginnings of reflection on his own progress, not
in comparison with others, but by comparing himself of a
short while past with what he is in the present. The new things
discovered or the new things done may be talked of at the
close of the day. Children’s achievements in their social rela-
tions, as well as their gains in physical prowess, may be com-
mented on and sometimes even celebrated. These comments,
however, should call the child’s attention to the concrete tech-
niques he used in his play that brought the happier feeling of
friendliness, rather than express praise for the child in general
terms of goodness or kindness.

In the nursery group, there are opportunities also to help
a child clarify in his mind the relationship between older and
younger, and thus to help him to keep a happy poise between
undue pride and discouragement as he sees himself maturing.
The doll corner is a rich source of learning as well as for enjoy-
ment. The fun of playing house, of caring for the dolls, of
dramatizing family relationships are of enchanting interest for
both boys and girls during the preschool years.

In some groups, it has been found that a low bulletin board

or scrapbook displaying pictures of parents or even grand-
parents when they were babies or runabouts is of great interest
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to the children. These show that parents were once themselves
children. Such a collection of pictures may even be supple-
mented with an occasional display of little dresses, suits, shoes
and toys belonging to the parents when they were small.

In the home the child may be allowed to look at the family
album. His picture as a baby and Father’s and Mother’s baby
photographs may be placed side by side. Grand_parents may
be encouraged to tell stories of what Father was like as a little
boy, or some of the things that Mother used to do. In this way
the child may come to think of himself as someone going
through the same process of growth through which his parents
have gone, thus giving him a sense of kinship with the parents
whom he so much admires, and who now seem SO tall, so com-
petent, and so remote from childish mistakes.

It takes more patience and understanding to be a gardener
than to be a tailor. The tailor cuts the cloth according to a
prepared pattern and places the completed garment upon the
child’s shoulders. The gardener nourishes what is already
growing, trusts in nature, and allows the creative forces to
produce a new and unique life by the slow process of growing.

Religion “is a spiritual flowering and the man who has it not
is like a plant that never blooms.”
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And an old priest said, Speak to us of Religion.

And he said:

Have I spoken this day of aught else?

Is not religion all deeds and all reflection,

And that which is neither deed nor reflection, but a wonder
and a surprise ever springing in the soul, even while the
hands hew the stone or tend the loom?

And he to whom worshipping is a window, to open but also
to shut, has not visited the house of his soul whose windows
are from dawn to dawn.

Your daily life is your temple and your religion.
— KAHLIL GIBRAN

ALTHOUGH THE VERY EARLY HOME LIFE determines the funda-
mentals of the child’s spiritual growth, this question arises: at
what age is a child ready for wider social contacts with a
group of other children? Should he enter a weekday nursery
group or one meeting only once a week in church or syna-
gogue? Or should the child attend both groups? On what
basis may a parent assess the probable value of a given nursery

group for his child? _
These important questions can best be answered if first we

review in our minds some of the chief needs and interests of

children of two, three, and four years of age. From the point

of view of the children’s social interests, are they ripe for
29
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entering an expanded society? If so, into what kind of a group,
in what sort of place, and under what type of leadership?

The Two-Year-Old

At two years the normal child can walk alone, and can
climb up stairs and down, but is unsteady and still needs a
broad base. He has a small vocabulary, chiefly in nouns and
verbs, and often has difficulty making himself understood.
His sentences are usually no longer than three or four words.
He is likely to speak in a monologue form, and many of his
questions seem directed toward establishing personal relations
between himself and another person, rather than to gain in-
formation. In a year’s daily observations of two-year-olds in
their nursery groups at the University of Towa, it was found
that two-year-olds spent seven out of every twenty minutes
watching, and that each talked as much when he was alone
as when he was with a group of other children.’

At two years the child shows an eager, exploratory interest
in his environment, but because of this very eagerness (O €X-
plore everything, and because of his delight in each new
discovery, his interest shifts rapidly from one object to another
and he is easily confused by a large amount of social stimula-
tion. Even though there are other children in the room, he

plays alone a great deal. He is interested in other children,
bl{t content to watch them for considerable lengths of time.
His contacts with them are inexpert and clumsy. He may push

and slap to gain his point. He reacts readily with rage and
Tlfzars at being frustrated in his desires. A study made In
B L0 voyeanolds in group play have
e utbursts fﬂur.tlmes as often as do four-year-olds.”

eliort to care for himself, as in using the toilet, in wash-

ing his ' : :
g s hands, or in putting on his wraps, he needs patient
SUpervision and some assistance

R * s
stag:c{?fggzmlg’ then, that two-year-olds are at the general
clopment briefly outlined above, is it desirable to
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have them join a nursery group that meets regularly five
mornings a week or a church nursery group meeting once a
week? Although no rule applicable to all two-year-olds can
be made, it may be said that the trend today is toward post-
poning until three years of age the entrance of a child into a

nursery group that is not a part of the child’s immediate
neighborhood or home. As Dr. Katherine Read expresses it,

most children “seem to need three years in which to ‘live out’
the period of depending on parents, to achieve sufficient
security in the home, and with their parents, to be ready to
belong in a school group and to identify with the adults outside
the home. Taking this step too soon may distort growth just
as much as failing to take it when the time is ripe.”® This
advice is especially applicable to children living in comfortable
and happy homes. Even for children less privileged, however,
social agencies recently have been trying to provide foster
day care in private homes, whenever possible, for two-year-
olds whose mothers must work outside the home, rather than
to set up nursery schools.

In some communities it is possible for a group of parents
to organize a co-operative play group in the backyard belong-
ing to one of the families. Two-year-olds need to be out of
doors daily and their safety must be provided for. The average
mother cannot easily spend as much time from her housework
or other indoor responsibilities as is needed to provide super-
vision alone. If two or three mothers can take the responsi-
bility in rotation all concerned will be blessed.

Perhaps one yard will be chosen as being central or larger
or safer than the others, or two or three adjacent yards may
be thrown together. One couple may finance the simple
fencing, another the building and painting of a large sandbox,
while another may provide some large, strong, well-planed
packing boxes and planks. _

There should not be more than five or six children in a
group of such young children, with perhaps each mother going
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out two days a week, and, if possible, two mothers at a time.
The group may well be set up only for fair weather. Although
the plan may not be easily worked out, yet all the very real
offort it takes will seem more than worth while in the joy and
growth such a plan makes possible for each child. Parents
will be surprised to find how much insight and pleasure they
themselves gain from working with their neighbors in planning
and supervising such a group.

Some one mother has to initiate such a plan, and her success
will depend largely on how she begins and how cordially she
is able to solicit the co-operation of all the parents concerned.
If it can be done, some effort should be made in order that
the group of parents involved understand one another’s points
of view regarding child care. Perhaps a friendly “study group™
can be started to meet once a week at a definitely scheduled
hour, to read, and to discuss the best modern thinking regard-
ing the bringing up of children. In this way higher standards
governing the care of the children may be promoted and con-
sistent practices with the children developed.

As the possibility of such a backyard play group is dis-
cussed, it may be that the mother of one of the nearby neighbor
children will refuse to join. “My boy’s all right playing on
the sidewalk. . . . He knows I'll give him a licking if he
crosses the street. . . . I haven’t time to go out there and
watch a whole morning.” One’s first impulse in the face of
su'c:h an attitude may be to go ahead and form a play group
wvfhaut this child. But what will it do to this child and to the
children of the co-operating mothers if through the months
to come he is left alone on the outside of the fence looking in
2:;-131? four who are happily playing there? The only healthy
o }?tllil:awould seem to E)e that the co-operating mothers share
e I;EIEFS}blhty involved in including the one uncared
i ﬂﬂt'car 11; IS f:lone, however, it is hoped that the mothers

ry ieelings of resentment at the injustice of the
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situation or harbor pity for themselves, but that they will find
their recompense in the greater happiness of all the children.
In a neighborhood as in the world at large, it is indeed true
that “every child is my child.”

The Three-Year-Old

The three-year-old child can usually climb stairs without
holding to the railing. He is not so easily enraged at physical
restraint as the two-year-old, perhaps partly because he has
gained more resourceful techniques for adapting himself to
cramped quarters. His vocabulary has increased to nearly
a thousand words — still, however, concrete terms — but we
find the beginnings of inflection and more complex sentence
construction.

The attention span is a little longer at three than it was a
year previous, though many studies indicate that it still aver-
ages only about eight minutes. The three-year-old is still very
active, manipulating, investigating, exercising, constructing,
dramatizing. He slaps and pushes less, but he is still inexpert
in his social techniques, and he is normally still in the stage of
trying to satisfy his own wants and urges rather than of con-
sidering the feelings of others. He needs a tranquil and secure
environment before he can distinguish clearly enough between
persons in the room to take first steps toward friendships.
Studies have shown that the three-year-old in his relations with
adults is at the peak of resistance, conflicts, and food refusals.

The three-year-old’s sense of time is still very vague. Lewis,
at thirty-six months, has just three divisions in his expressions
for time — “soon,” “right now,” and “yesterday” (or “a big
yesterday” for two days previous or last week or last Christ-
mas or last summer). Anything happening further back than
when he was born is apparently quite inconceivable. Nor is
the concept of distance any more distinct in his mind. In a
nursery group one day, several three- and four-year-olds were
digging industriously. Some twelve inches down they reached
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an old piece of pipe. “We've got to China!l We've got to
China!” was the eager chorus.

Some parents of three-year-olds may still prefer the natural-
ness and inexpensiveness of the neighborhood group. Others,
particularly those who, because of the presence in the home
of a baby, or some other factor which deters them from set-

ting up their own play group, may look for a professional
nursery school. Many will begin to think of enrolling their
child in their church or synagogue nursery group. Before mak-
ing a decision, it will be well to ask certain questions. Is there
space enough in the room and are there enough playthings so
that your child may be physically active, and yet occasionally
may stand apart and watch the others without such close
personal contact that he must push and slap? Is there the
minimum of thirty-five square feet of space for each child as
recommended by nursery school authorities? Does the nursery
provide for health examinations so that your child will not be
unnecessarily exposed to contagious diseases? Are there
enotigh adults so that each child may have the care and guid-
ance he needs in coatroom and lavatory, or must he be
hurried along as part of a large and regimented group to be
washed and dressed like a helpless doll? Is the group small
ex}ough so that your child will not feel confused? Can he feel
himself an important member with a few friends whom he
can come to know? Or are there five- and six-year-olds also in
the group who are likely to control the activities, leaving the

two- and three-year-olds to follow or merely watch and per-
haps become overstimulated?

Lastly and most important of all, with what objectives is
:13 nUrsery group planned? If it be in a church school, it will
u: QEISB; 5 lfsm th‘e lfiﬂds of stories, pictures and songs being
oldsf; Ifr:h = w“hm* the understanding of most three-year-
i wzlp:;gfﬂm is centered largely around a service of
to dmpb ; thr?e“year"-"ld understand what he is asked

¢ Can he, who is accustomed to speaking usually to one
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person only and even then has some difficulty in making him-
self understood, comprehend what is said to twenty or thirty
children? How long should a child, whose nature still urges
him to be active most of the time, be asked to sit and listen?

Even though weekday and church nursery schools at their
best may have much to offer children of three, it is equally true
that a poorly planned group may do harm. Parents should
hesitate long before sending a small child to a group which
will regiment him, treat him without deep respect, frighten or
confuse him. Surface aspects are often misleading, especially
in what may be called “religious education.” It takes a dis-
criminating adult to recognize what is good and what may
be harmful in a given experience for a small child. Although
the number is growing, it is still the unusual church or syna-
gogue nursery class that has the large room space that is
important, the play equipment for the young children’s normal
activity, and the needed number of skilled nursery school
leaders to give to these small children an adequate mother-
substitute relationship. These are particularly needed where
the time between sessions is long, and therefore the adjust-
ment of the child to strangers is slower.

The Four-Year-Old

The four-year-old has acquired more skills in social rela-
tions during the added year of his age. In habits of self-help
he needs far less attention from the teacher. His group play
is more likely to be planned and organized by his peers. He
can include a larger number of children in his play_ and
the personalities of the other children have more reality to
him. He has more skills in manipulating materials. He can
stay at one project for a longer period of time, though still
his attention span for listening is quite short.

In many other ways, however, the four:year—.old has not
changed much in his basic needs. He still delights in and needs
boundless general activity. He is inept in his attempts to lead
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others. He is curious about things in the here and now, but
he has only confused ideas of time and distance. He still
becomes overstimulated easily. He does not yet understand
the orderly working of cause and effect in nature and tends to
personify inanimate things, or to assign some personal cause
to0 a natural event. We watched a four-year-old boy building
a tower within the playhouse in a nursery group. The space
being small, he kept accidentally touching his tower and
knocking it over. Each time he did so, he turned swiftly to

the nearest child, said fiercely, “You trash,” and then went on
with his rebuilding.

Minimum Essentials for All Preschool Children

We see then that for all preschool children, it is important
that there be space and room arrangements for vigorous and
spontaneous play. A well-ventilated room, perhaps thirty by
twenty-one feet, 1s needed for eighteen children if the standard
requirements are fulfilled. A nurse or someone capable of
examining the children regularly in order to protect them
from the oncoming of contagious diseases is important. The
child’s needs for expansion of personality cannot be adequately
met }mless there are materials, tools, and equipment for
creative activities in such fields as music, painting, modeling,
block-building, doll play. For growth in habits of self-help,
there are needed low hooks or lockers for the children’s wraps,
low shelves for their supplies, low arrangements for toileting.
For growth in continued security, teachers are needed who
F;EDW the sarﬁne individual kindliness and understanding which
hlﬂtlf:ilid;:;n s mothers g_ivf.e:, and who encourage the children

e n;ﬂgr;béem solving. For grojmth in friendships, the
il 2 Plﬂm_lﬂd*}for small informal groupings.
Bt schﬂolsm? esseutlials are to be found in most weekday
Bttt o Tioie ‘; professional standing, even in those carried
fiined ted budget. These essentials can also be main-

Ined, and are, in many church nurser

'y groups. Many others,
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however, are still meeting in dingy and cramped quarters,
with play equipment permitting only very controlled forms of
activity. Where the session is a brief hour or hour and a half,
the program is likely to be patterned after the usual adult
stereotypes, permitting little child initiative.

Until communities, social agencies, churches and syna-
gogues are prepared to spend more generously of their finan-
cial and spiritual resources for enriching the lives of small
children, and preparing their leaders for more intelligent child
guidance, parents who sense the need for higher standards will
hesitate before entering their children in these nonprofessional
nursery groups. The challenge under these conditions is to
parents: for them to be instrumental in creating better nurs-
ery group experiences for the children of the community.
One well-informed, enthusiastic parent can do much to mo-
bilize the latent resources in his church, synagogue, or com-
munity in building a nursery environment of excellent stand-
ards. Many parents have found that such a vision is contagious.

Even when a church or synagogue nursery group of high
educational standards is available, there still remains an im-
portant question to be answered: What are the values for
these preschool children in joining a group meeting only half
a day once a week? Speaking after considerable practical
experience rather than as a result of careful research, we have
found that many children from three to five have been bene-
fited even by the short weekly group experience. The child’s
horizon has been expanded at an age when he is most ready to
respond. Through being introduced to a group beyond the
confines of his own home and neighborhood, he has discovered
new standards of self-help and new social techniques. He
has caught new ideas for creating and constructing things,
and he has gained new and better concepts of himself, leading
to feelings of greater security and courage. The child has
found joy in making new friends. In short, he has become a
person of greater importance.
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Many parents, also, have gained through their children’s
experiences. They have watched successtul, positive methods
of child guidance, such as encouragement, wholesome praise,
giving reasons simply and clearly, allowing harmless vents to
hostilities, relaxed and gentle relationships. They have seen
that teachers do not need to slap, spank, raise their voices, or
be harsh, in order to win co-operation from a child. They
have noticed how a child is patiently given time to work out
his adjustments; they have observed that teachers can be per-
missive toward antisocial behavior when the other children
are not directly harmed, and at the same time be firm in
checking behavior that brings danger to the group and does
the child no good. Teachers who have thought through the
implications of the developmental theory have been able to
explain to parents why permissiveness does not “spoil” the
child, and how it is possible to be firm without building up
hostile feelings and buried resentments.

Since the church nursery meets but a few hours a week, it
may recognize even more frankly than do some weekday
schools that only through the parents can the basic educational
needs of the child be met. Thus, it may try more seriously to
help the parents, and to permit them every opportunity pos-
sible to look to the nursery session as a highlight for their
St learning as well as for the pleasure of their children.

i.li:: lanost church schools must be largely parent co-opera-
» aS contrasted with nursery groups run by a specialized

silaﬁ on a tuition ha§i§,_ the parents, through this very need to
share the responsibilities of the school, may be in a more

EKE;?:? ntaitituds for learning all they can from the experience.
school EE::;’ It); rents who enroll their children in a church
want their cﬁﬂdreﬂﬂtextent, e 2 certain decision. ‘They
b i Thein 0 have something that is called “religious
vy greaﬁ ; I conceptions of what this may mean Wwill

Y> but We can assume that at Jeast they are searching
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for high values for their children. This is a rich resource (o
depend upon.

Perhaps most important of all, the church is one of the few
:stitutions in our society which includes the whole family in
its fellowship. A little child may find delight in the nursery,
his older brother and sister can enjoy the young people’s pro-
gram, and his parents may take part in the adult activities.
Each one, whatever his stature, finds status and fellowship.
Friendships between whole families are made through sharing
in the varied church projects, and these friendships often last
through the years. Families help each other in time of sorrow
and stress, as each faces in its turn these universal tragedies
of life.

Thus when a church or synagogue offers 1ts best to the small
child in the nursery, it may be laying the foundation for rela-
tionships with him and his family for years to come. There is
no adequate measure of the constructive stabilizing influence
upon the personality of the child. The church nursery school

of high standards has a challenging opportunity.

And an old priest said, Speak to us of Religion.

And he said:

Have I spoken this day of aught else?

Is not religion all deeds and all reflection,

And that which is neither deed nor reflection, but a wonder

and a surprise ever sprin ging in the soul . . . 1

There must be readers who have been feeling as did the
priest that thus far in our presentation religion has been left
out. Must all learning in @ NUISCTY group, especially 1n one
carried on under religious auspices, be so casual, based entirely
on the spontaneous play of little children? Is there no time in
the program for some direct religious instruction, some Ie-
ligious stories, sOme prayers and songs of simple rituals? If
not, what is the difference between the secular and the religious
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nursery school? These are necessary and important questions
to consider, but we ask your patience. Let us take them up
more fully in the later chapters in this book.

In the meantime, we reiterate what we believe to be deeply
true. All growth is a religious experience. The bases for men-
tal or emotional health, and even for religious health, are the
same. The child’s social and ethical development should fol-
low the same slow course of growth as his physical and
nutritional progress require. We believe that even his religious
faith should also grow in a similarly natural way. For re-
ligious understanding we must wait with patience for the
growth of comprehension in the child. The three- and four-
year-old needs the simplest of explanations, with the way left
open for his own wonderings and questions. For spiritual
depth and insight we must give the child time to mature
through experiencing for himself the delights of rich and
poignant living. To hurry past the beginning steps and experi-
ences and on to verbal acquaintance with adult religious ideas
and adult forms and rituals beyond the child’s grasp and
appreciation can only confuse or make rigid his thinking.
Religion as a tailor-made garment will soon be outgrown and

discarded. Religion as a growing seed will come to its own
maturity.
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Awakening to the World of Nature

Out of the coming of spring, dancing sunlight, bright
flowers, the song of birds, a gurgling, splashing brook, a
blustering wind, or the scurrying of little woods animals,
children read a message of happiness. And this, I believe,
s natural, cosmic happiness. It is perhaps in manifesting
this quality that children show, more than any other way,

that they and nature are one.
— BERTHA STEVENS

FOR THE CHILD'S PHYSICAL GROWTH we dO our utmost to keep
him in the out-of-doors, where in sunlight and in pure air, by
seaside or in meadow, 1n the garden or by the brook, he may
grow naturally and simply, as other living things grow, to
which he is so closely akin. The mental and spiritual growth
of the child also needs this close relationship with nature for
its development. Urban living may encourage a kind of mental
alertness which gives the child facility in responding to intel}j-
gence tests, but the reasoning developed may lead to a sophis-

ticated point of View and a thoughtless attitude toward the
efforts involved in securing the benefits of life. The artificiality
of living apart from the out-of-doors seems (O d'eplate men’s
spiritual resources, and to rob life of much of 1ts elemental
ruggedness and native understanding. |

Most weekday nursery schools spend as much time outdoors
as the weather permits. Church nursery leaders also might

41
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well have more out-of-door sessions for the children, instead
of “instructions” in rooms which are sometimes crowded, dark
and commonplace. Who can predict the learnings that might
take place were children in small groups permitted to feed the
birds or the squirrels in the park, to run in an open field with
and against the winds, to lie on the grass and look up at the
clouds, to listen to the sounds of rustling leaves, to watch the
ripples and the colors in some little pool, to see a mother bird
teaching her young to fly, or to watch ants building an ant
hill? With no immediate instruction, with no quotations from
the Bible spoken, the experiences themselves, entered into with
the wholehearted abandon natural to young children, would
be warm with the thrill of enjoyment and vital with an out-
going curiosity. Little by little, out of many such direct ex-
periences as these, should grow in the child’s inner life what
Bertha Stevens so wisely calls a “cosmic happiness.” What

sounder foundation could one lay for a vital belief in a cosmic
God?

The wonder of the world seems naturally to take hold of
young children, provided the adults with whom they associate
are still sensitive to this same wonder. Children are thrilled by
sights which have long since become commonplace to adults’
eyes — a beetle crawling across the walk, or a spider’s web
on a lilac bush. In the Martin and J udy volumes,™ ? the chil-
dren watch in quiet wonder the white snow falling, and love
to make footprints in its soft flakiness. Judy’s first real ex-
perience with a gorgeous sunset is a glorified moment. Little
chﬂdra}l need many such times of gladness, not only because
of the immediate joy that such experiences bring, but also be-

cause they build into the soul a certain strength that makes it
possible later in times

of disappointment or tragedy to face
undaunted the world of immutable laws. ey

Willinigness to take the universe straight, and to acknowl-
edge one’s relative position with regard to the great immutable

forces of life, is a sign of mental health. Conversely, the
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qeurotic is characterized by an inability to accept the neutral
justice of life; he develops an attitude of self-pity because he
cannot modify natural laws for his own comfort. Just so the
little child can easily acquire the habit of flouting his small
world — he may smash his building in a rage because his tower,
carelessly piled, starts to tumble; he may kick the stool over
which he stumbles, or throw the doll on the floor if it “won’t”
cry as it should when squeezed. To accept with good grace
the laws of nature is an art which no individual, however adult,
ever fully learns.

Some thoughtful readers may well ask: “Well, if you do not
1ot the child blame his blocks for falling, are you not causing
him to form a habit of blaming himself?” Our answer would
be that we wish him to learn neither 10 “blame” the blocks nor
himself, but rather to let the incident challenge him to find
out a new way, a better way, by which he himself as a free
agent can build so well another time that the blocks will not

need to fall down.

Another question which a student of the newer procedures
may ask is: “If you do not permit the child to €Xpress his
frustration at falling over the stool by kicking it, are you not
preventing him from expressing his hostility in a harmless way
and even forcing him to exXpress his feelings on persons instead
of things, or, wWorse yet, forcing him to retain hidden resent-
ments which may accumulate or boil over later?” To this
very valid question We suggest this answer. We do not advo-
cate preventing the child from kicking the stool. Rather, we
would be entirely permissive toward his doing so. It we were
near him, we might even try (o reflect by words his feelings
to him by saying, “When you fell it hurt, and now you feel
Jlike kicking and kicking that stool. Lots of us feel like kicking
when we get hurt.” But— and this is our main point — when
the child’s emotion has thus been expressed outwardly (instead
of internally through perhaps a tensing of his digestive sys-
tem) and he finally cubsides, it is wise to say (o him: “But
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after all, kicking the stool now doesn’t take care of next time.
Where can you and I put it so that next time none of us will
fall over it when we start to run again? When we put the
stool in the right place nobody falls over it.”

In Volume I of the Martin and Judy series, three stories are
included in which the children begin to sense the control of

nature as being in some way beyond the powers of human
beings. The first story, called “Off to the Duck-Pond,” empha-
sizes the fact that the forces of nature move quite independ-
ently of our special desires. Sometimes they bring pleasure;
sometimes they bring disappointment. We should be pre-
pared to accept our turn at each. In a second story, “Wish-
ing for Rain,” we find the children still wishing for the rain
that would fill up their duck pond. Here the thought is added
that the forces of nature are greater than the powers which
human beings possess; the fact that rain is beyond human
control. Finally, with the story, “Five Little Ducks All in a
Row,” the long-awaited rain comes, and the children find
their pond and in it their ducks. One of nature’s cycles has
been observed. The children are given their turn at gladness.
In Volume II of the same series is a story entitled “Blow,
Wind, Blow!” and in Volume III, “The Littlest Picnic.” In
these stories the greatness and power of the winds and storms
and the littleness of men are contrasted, and the thought is
added that all mankind shares this sense of inadequacy and
dependence — and also a yearning to understand. In Martin
and Judy Songs, the songs, “Whoe-ee! Whoe-ee!” “Hark
Thunder anwls,“ and “Rain” have been prepared to highlight
these experiences.

| In addition to these c’hallenging experiences of facing the
mpersnngl workings of nature’s laws, there is another need
young ch.ﬂdren have: to learn the difference between animate
a1|1d man_nmate things. This learning is facilitated b. the spe-
cial fascination that almost any kind of 4 ¢

: living creature has for
the young child. The young robin trying tggﬂy or the y;ung
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chick struggling out of its shell will hold a group of small
children spellbound. A child seems easily able to identify him-
<elf with other small creatures, who like himself must try and
try again to find new ways of doing things. He senses a bond
between himself and other young beings who need to be taken
care of, as contrasted with adults who seem so sober, SO Cer-
tain, so capable, so wise. In response to his mother’s ques-
tion, “Why do you like baby animals better than grown-up
animals?”’ a seven-year-old answered: “Well, you see, baby
animals play the way they want and not just the way they
think they ought to.” Such keen interest surely should be con-
<erved and utilized in planning for child development.

But the young child also easily identifies himseli with non-
living things that resemble living creatures in form. The two-
year-old child will talk to his toy dog or Teddy bear as vividly
as to an adult; the three-year-old often shows as much concern
over tucking in her doll for a carriage ride as if it were a living
baby. Who can say that this concern is recognized by the
child as imaginative play? We have no evidence as yet indi-
cating at what age the child becomes sure that one group of
loved objects is alive while he merely pretends the other is

alive.
The writer once had the experience of taking individually

some eighty children, ranging in age from two to six years, tO
a university museum to study the children’s expressed re-
sponses to @ New world of interest. We found that there were
many children among the five-year-olds who either took it for

granted that the stuffed animals in the show cases were alive,
or else who were so eager o discover whether or not they were

alive that they talked to the animals. Some even tried to pat
them, or wished to feed them. Dr. Piaget of Geneva speaks of

the phenomenon of animism among very youlg children, and

of the childish conception according to which they endow

moving objects with an activity of their OWn.

This tendency of the little child to animate his universe 1S
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similar to the experience of the race and 1t still appears
among primitive people. Indeed, even in our own culture
group, there are individual adults who still Wfag:uely fra'el ﬂ'l:?it
some objects about them are animated. This is fnamfest_ in
such superstitions as avoiding the thirteenth chair, opening
an umbrella only outdoors, throwing the app-lc_ peel over the
right shoulder, and also in some formal rellgmus* practices.
Even though such instances as these may seem 1lloglci;11.to
the minds of many who have grown up under religious training
free from many mystical rituals, yet who among us can claim
complete emancipation from the impulse to kick the obstacle
against which he has stumbled, or to slam the open dxzawer
against which he has hurt himself, or to blame the scissors
which are “always disappearing”? |
This, being true of adults, is even more true of little chil-
dren. While the child’s mind needs time and leisure for
growth and maturity of concept, greater happiness is certain
to come to the child if the occasion for unnecessary confusion
18 lifted from him. The contented, expressive “Oh,” or “I
see now,” which all of us hear little children say when they
have asked a question and have been given a satisfying answer,
is all the encouragement we need to continue helping them
to set their houses in order
A group of stories has, therefore, been prepared to guide
the child in his understanding regarding living things. In
Volume I of the Martin and J udy series, the first of these stories
is “Baby Sister and Sarah the Doll,” where Judy weighs and

measures her doll each time her mother weighs the baby, and
finds that Sarah, the doll, does not really grow. In “Baby
and Dolly Go Riding, Riding,” Judy learns that bumps do
not really hurt dolls, and dolls do not Cry.

The purpose in such stories, however, is not to rob children
of their delight in imaginative

T : play. This impulse to imagine
mnanimate objects as alive ig

_ a valuable asset for the child’s
enlargement of feelings and should not be discouraged. But to
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lead children to recognize such imagination as play rather
than as representing reality should not lessen the pleasure but
rather lead the way to an even freer use of the imagination.
Perhaps a warning is appropriate. Parents ard teachers should
not hurry the child in his acceptance of the distinction be-
tween the animate and the inanimate things. It may take some
children four or five years, and even longer, to reach a con-
sistent and clear distinction.

The purpose in leading a child to think about the difference
IS @ more positive one: it is to develop in the child a growing
awareness of the significance of being alive, of being born, of
growing and learning. This Mystery of Life is the basic in-
tangible fact of our existence. The yearning to grasp its mean-
ing is the eternal religious quest. To help children to see living
creatures in contrast to man-made likenesses of them is one of
the ways by which they may catch a feeling for this mystery.

In Volume II of the Martin and Judy series there are three
stories, “Martin Goes to Kinny’s Farm,” “Something New in
Judy’s Yard,” and “Something New in Martin’s Yard,” in
which this intangible mystery of being alive is especially sug-
gested. The two children puzzle and question regarding the
chicks, the ants, and the spider. In noting the surprising
powers of these small animals, a child may sense something
of the mystery in his own aliveness — a “wonder part” beyond
the comprehension or the making of any man. Indeed, in story
after story in all three volumes of Martin and Judy, the “won-
der part” in many things is spoken of. Many of the songs also

are related to such experiences.

In any nursery group, then, children may well be given
many opportunities in the out-of-door world with the forces
of nature and with other living creatures. When they have
glimpsed creative life in so small a world as a spider’s web
or an ant hill, when they have humbly faced the greatness and
blessing of wind and rain and sunshine, when they have sensed
the bit of the “wonder part” in a few life forms, then and not
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till then are they mature enough to conceive worthily of a
Creator of all. Whether God be named to these children or

not may perhaps be of minor significance. It is having the
experiences themselves that is important, provided that these
are rich in emotional tone and that the thinking about them
is sound. These experiences would seem as essential to the
spiritual growth of young children as are food and sunshine

to their physical development, or the security of parental love
to their emotional stability.

After the children have had these challenging opportunities
in directly experiencing nature, the adult leader of a nursery
group may find many ways of making the experiences more
meaningful through encouraging the children to relive them
indoors. Songs and piano music to accompany the children’s
rhythmic play are rich in possibilities. The falling leaves,
ducks swimming, rain falling, playing in the wind, walking in
the snow — all these the children may express in movement,
each according to his own feelings or interpretation.

Pictures also will give supplementary help, showing scenes
from nature or portraying children in action. Such pictures
may be borrowed by the teacher from library or museum, they
may be bought by the school, or best of all, they may be
collected by a committee of mothers and filed by them in some

orderly way in the supply room where they may easily be
reached whenever needed.

: rying aptitude :
choice should be given t%le ; s and temperaments. Free

I children for the themes of their
1::1;21;% or sc'tlllpture. Some may never elect a subject related
© story told by the teacher, For the younger children it is
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now and again they add similar stories and songs of their own,
built upon their children’s own experiences. Mothers, too,
may have phonograph music or songs and dances which they
play on the piano to supplement interest. They may mount
in removable frames appropriate pictures for their children’s
rooms. They, too, may have easels, plasticine and finger-
painting materials for creative expression. They may even be
on the alert for their children’s spontaneous poetry and songs,
indicating their new interests.

In closing, we return to the fact that the attitudes toward
nature shown by parents and teachers will do far more than
anything else to lend significance to what children learn. If
the adults themselves are sensitive to the great mystery within
all existence, if they accept with grace and frankness the laws
of nature, if they have keen awareness of the out-of-doors, a
delight in it, and a sense of oneness with it, and if they can
renew the freshness of their own curiosity and wonder with
each morning’s sunrise, their children are sure to catch some-
thing of greater worth than words can convey.
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Experimentz}zg in Social Behavior

The view that the child s born egocentric, evil, in “sin,”

is widely held. . . . Such a view IS not supported by the
facts. The facts, on the contrary, show that the child is
born as an actively CO-Operating organism. .

— ASHLEY-MONTAGU

THE CHILD comEs nTo HIS WORLD through the orderly yet
Intricate union of (WO parent germ cells, through the multi-

his mother. He survives only because he is ministered to by

Creasing feelings of love toward
dent. If treated with permissive-
» content, confident. If de-
, timid, or aggressive. He

, then, is all-impﬁrtant
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One of the great insights which has come to us from scien-
tific studies in mental hygiene is that children’s social attitudes
develop, and are as orderly in their progression as all other
natural growth. The child does not inherit his personality.
He inherits, rather, a highly flexible nervous system which per-
mits social learning, and which has indeed become well started
in tendencies to co-operate even by the time of birth. His long
period of infancy will permit him to grow slowly but surely
toward social maturity if he is given a wholesome social en-
vironment.

The young child is not “selfish” as he seeks love and pro-
tection. Rather he is following a course essential to becoming
a whole person as he makes known his needs for care and
affection, and he must have enough approval so that he can
esteem himself. Adults, through giving him warmth and se-
curity and recognition in this earliest period, are nourishing
the life of a self, capable of broadening to include other selves
in its search for fulfillment.

To provide a healthy social environment for a child is a
more complex task, however, than to provide him with the
right physical food. One of the complexities is the fact that
the child’s emotional needs may at times conflict with those of
his parents, and in these conflicts love may seem to turn to
hostility, at least temporarily. Thus, at times, the mother may
have to act in a way which arouses anger in a child. Then
the child may in his rage blindly thwart his mother, and thus
arouse momentary hostility on her part. The adjustments
which these small crises necessitate, if they are met con-
structively, can have a healthy effect on the social growth of
all concerned; on the other hand they can be bewildering.
Perhaps we can feel less bewildered if we understand specifi-
cally what we can do as the child experiments in his social
behavior.

First of all come those myriad ways in which fathers and
mothers can express naturally and directly their delight in
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caring for their children. The mother contentedly nursing
her baby, the father offering to make his child’s blocks, the
three enjoying a meal together: these in truth provide the
basic ingredients for the child’s social growth.

Next come the ways of helping the child feel important by
letting him contribute to the family’s well-being in small and
sensible ways. The baby may give his mother a bit of his cus-
tard, the toddler may share his Teddy bear for a moment, the
runabout may place the silver on the table, or bring in the
milk bottles. The five-year-old may pay the newspaper boy, or
take the guests’ wraps. By such real efforts at helping others
the child earns approval, and he tends to repeat the behavior
which wins him this recognition. He becomes the person he
sees reflected through his parents’ feelings toward him. An
understanding mother makes it possible for her child, even
in his very early childhood, to give what Erich Fromm® calls
“productive love.” That is, she lets him become aware that
he contributes to the well-being of those he loves — not that
she :weighs him down with responsibilities, or makes him over-
anxious to please, but rather she lets him give as well as
receive little pats of affection, perhaps. She lets him share a
bit of his zweibach with his puppy. She accepts his gesture

to let h.el‘ occasionally manipulate his xylophone or his chimes.
Conspicuous praise for his “unselfishness” is undesirable, but

instead there can be a quiet interchange of looks and light
c?resses which indicate to the child that his efforts to give
pieasure to others are successful and are appreciated. Out of

SuC : : o AR |
: h €Xperiences, 10 receiving, then in giving, comes the social
evelopment of the individual,

Again, parents foster wholesome
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and in establishing a satisfying acceptance of parental author-
ity.

J"In a situation that becomes tense a parent or teacher may
help a child to foresee what are the possible alternatives that
confront him, so that he may choose his action intelligently
in the light of the probable results. These alternative conse-
quences the child should recognize as growing naturally out
of his conduct, rather than as imposed arbitrarily by the parent
either as rewards or punishments.

For example, Arthur, aged four, has been building with a
large number of blocks in the living room, and it is almost time
for supper. His father has an errand to do at the nearby
drugstore. The father may say, “Son, I'm going to the store in
ten minutes, and Mother says after that supper will be ready.
Do you want to pick up your blocks now so that you will be
ready to come with me, or do you want to stay home and
play a little longer?” Or, when the child asks for a story the
mother will not say, “Run along and play; 'm too busy this
morning to read to you,” but, “Right now I'm busy finishing
these dishes. If you will help me we’ll have time for reading
after that.”

Most adults talk too much and too rapidly to little children.
They themselves have neural pathways so well worn, so per-
fected in their connections, that they fail to realize how inept
are the newly formed reaction patterns of nursery-age children.
Binét and Simon found long ago, in developing intelligence
tests among French children, that only three-fourths of the
children as old as five could carry out in order three simple
commands given at the same time. How much less should
we expect of children under five! Yet what parent among us
has not thoughtlessly given such a command as this:. “Put-
your-blocks-away - wash - your-hands-put-on-your- b:b-fmdu
hurry!” — a succession of requests which must surely be:.wﬂder
a three-year-old mind. To try to hurry, as we sce again and
again, merely confuses and excites the young child, and adds
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the emotions of fear or resentment to a process which should
be natural. In fact, were we writing a decalogue for parents,
we should be tempted to include as one of the commandments,
“Thou shalt not use the word ‘hurry’ in the nursery; thou, nor

thy son, nor thy daughter, nor thy manservant, nor thy maid-
servant, nor the grandparent within thy gates.”

The analogy between the growth of children and of plants
Is suggestive, although we are reluctant to accept it. The
flower takes time to root, to sprout, to bud, to blossom; any
success at forcing is paid for at the price of loss of hardiness.
So with the child’s growth in his social controls — the whole
process from root to flower takes time, and has orderly laws
for its unfolding. Whenever a sensitive mother, who has tried
to cultivate wisely the roots of security and courage for her
own child’s social growth, finds that other mothers obtain
instant obedience, she may well ask herself about these other
children, “At what price the training?” We can train a child
into almost any kind of response, but the price may be fear,
insecurity, or a wrong sense of proportion.

Akin to the child’s need to learn that his parents’ behavior
is dependable is his need for becoming aware also of the cause
and consequence in his own behavior. “You helped me wipe
the silver so now I have time to play a game with you.” “You
saved the cookies Mrs. Smith gave you, so now we -can have
them for our dessert.” Such remarks may bring to a child his
first awareness of his power to achieve a future larger good by
postponing a present good. “There is a law to protect the

trees from fire, so we may not light a bonfire without asking

the man at the fire station. Perhaps he will think it is not safe
until after it has rained.

If we should light it when it is too
dry perhaps we might n

_ ot be able to put it out.” All such
explanations from adults help little children to set their mind’s
house in order.

The teacher as well as the

arent may help thi f
understanding. “John, let : Il e BIOCeRy o

me tell you what will happen if
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ou keep on skipping around in the opposite way _from the
rest of the children when the piano plays. Rosemary is smaller
than you are. You are her friend. But when you go this way
you bump into her. We know you don’t want to hurt her.
Wouldn’t it be fun if you skip the way the rest do and let Rose-
mary have a good time too?” After such a chance to think
John is likely to choose the alternative which conforms to the
good of the group, especially if he is having plenty of other
chances through the morning to express freely his individual
preferences. In recognizing the reason for conforming his
social consciousness is enhanced, and he feels himself acting
as a free agent rather than as a passive unit to be commanded.

It is true that when children are in a group some agree-
ments, well thought out in advance by the staff, are needed to
facilitate group living. The teacher may say at one of the
early sessions of the group, “Let us make a plan for carrying
our chairs when we need to, so that the legs won'’t stick out and
hurt anybody. How do you think it can be done, Naomi?”
“Let us decide now where we can put our cups and where
we will throw our paper napkins when we have finished our
snacks.” Such agreements on routine matters, if settled early
in the group experiences, will help the children to set stand-
ards, and will free their minds from having to make daily
decisions on such details. In this way their thoughts are re-
leased for decisions on more creative interests. And even in
matters where children cannot make individual choices, as in
fire drills or in making rules for their own safety, the fact
that adults have always expected the children to be reasonable
and responsible in free situations will enable them to give more
co-operation where absolute obedience is imperative.

Among the stories of Martin and Judy are included a num-
ber which seek to clarify the child’s understanding of his social
relations. Judy, in the story “Whose House Is It?” comes to
see why her home belongs to the whole family, rather than to
herself alone. “Work for Big and Little” brings to both Martin
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and Judy the realization that by their helping they may share
the larger good which follows. So also do the stories “Cooks
— Little and Big,” “Martin’s Mother Pretends,” “The Wrong
Side of the Street,” and “Fun with a Third-Grade Boy.”

Especially for this purpose has this sequence of stories been
planned: “Martin Has Money for Something,” “The Leaking
Roof,” and “Money Enough for the Train Book.” Here Mar-
tin goes to the store to buy a much-desired book, only to find
that it costs more money than he has at the moment. He faces
as an alternative choice the possibility of spending his present
earnings for a lesser toy. He is tempted by an immediate good.
But then comes the process of thinking. If Martin spent his
money today his purse would stay empty a week. When would
he ever buy his Train Book?

Such procedures should be distinguished from the use of

approvals and disapprovals as personal levers to control chil-
dren’s conduct. Arbitrary and emdtionally given approvals
and disapprovals are likely to impede children in their learning
to guide their own conduct on the basis of the real causes and
efiects in the total social setting in which they are, even though
the immediate results obtained in the child’s behavior appear
to be gratifying.

Nor should the teacher of young children use the child’s
respect for Jesus or God as a personal means of control. Such
phrases as the following, not infrequently spoken to children,
afe open to grave question: “Jesus will be pleased by what
you are doing,” “God does not like naughty children,” “God
will punish you for that.” Such a method for molding chil-
dren’s behavior should be discontinued for the same reasons
that we should not control children by our own personal
approvals and disapprovals. Indeed, the former may be more

harmful,‘ since Jesus and God are unseen beings whom chil-
dren believe are very powerful,

Letting the child give love as

well as receive it, being de-
pendable and reasonable in our :

relations with him, helping
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him to take note of the consequences of his own social be-
havior, and to change his behavior if he wishes different
results: these are all basic to the maturing of a healthy social
person. If a child has experienced and continues to experience
these relationships, his social development is probably assured.

But what of the child who has already been so thwarted in
finding friendly and warm relations that he is already fighting
his society and his own disappointment with himself? Shall
the adult relationship still be permissive when the child is not
able to be reasonable? In her wise and understanding book,
The Nursery School, Katherine Read gives the following ac-
count of the way in which one nursery teacher helped a certain

small boy:

Sam is an outstanding example of a child who had been pushed around
in many ways without much loving and giving on the part of the
adults in return for their heavy demands. He was expected to behave
like a little gentleman on every occasion when there were visitors at
home, and usually came to school dressed in a suit instead of play
clothes like the other children. His speech was more like that of an
adult — even his vocabulary of swear-words! He was advanced In
his development but he was also burdened with a tremendous load.of
hostility. It came out in the frequency and cruelty with which he at-
tacked younger children and animals, and in his verbal attacks against
the adults when he discovered that these would not be punished. In-
stead of trying to identify with authority, he fought it on every occa-
sion.

As the group was coming in from the playground one day he sav-
agely attacked a friendly little boy who got in his way. The teacher
separated them quickly and firmly. Sam exclaimed: “That was fun.”
The teacher merely said “It wasn’t fun for Jim. It hurt him,” and told
Sam to stay outside. As soon as the others were inside she returned
and sat down beside him. They knew each other well, and she felt
sure that he could accept her presence without feeling threatened by
it. “I wonder why it makes you feel good to hurt Jim and the other
children,” she speculated quietly, not knowing whether he could give
her any clue. He immediately launched into a description of how
his uncle had brought him a gun, and he and his “little friend” (an
imaginary friend) could use it.

Again the teacher answered, “I wonder if it makes you feel big to
have a gun and it makes you feel big to hurt someone.” With apparent
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relief the child answered, “Yes.” They discussed how people wanted
to feel big and how sometimes it wasn’t fun to be little. The teacher
mentioned that sometimes being friendly made people feel big. Sam
stuttered as he talked and was near tears, something that almost never
happened with him. He seldom dared to relax his defenses enough
to cry!

At last the teacher told Sam that it was about time for them to go
inside. He said, almost crying, “I could stay out here until afternoon.”
“Yes,” she said, “you could.” She busied herself picking things up
and then asked, “Well, now you can either come in with me or stay
outside. I wonder which you are going to do.”

He got up and said rather sadly, “I don’t know.” At that the teacher
knelt down and put her arms around this hurt, bewildered little boy
and for the first time he could accept her loving and nestled close
against her, no longer “tough.” She said “I know how it is,” and then
suggested, “You might paint a big picture inside.” He nodded and
took her hand and they went inside. He went straight to the finger-

painting table where he knew there was a chance for him to express
more of what he felt.

Sam did gain in the nursery school and became better able to play
with others. He was imaginative and resourceful and found a place
for himself as his hostility decreased. When he was “graduated” he was
a less hostile child, but still needed careful, understanding handling,
There seemed little likelihood that he would continue to receive this
handling. Although his mother had gained some insight into the child’s
problems, father would accept none of this “sissy stuff” and continued
to rely on repression and a generous use of the rod to bully his little
son into “good” behavior. Sam in his turn seemed destined to become

a bully on the school playground some day as he continues his efforts
to feel “big.” 2

This illustration shows the two opposite philosophies (dis-
cussed in Chapter 1) of child guidance at work at the nursery
school level. On the one hand was the teacher of understand-
Ing who companioned the child, not merely on the superficial
!evel of his outward conduct, but entered as a friend into the
ner room of his emotions. Instead of condemning him she
helped the child to understand his feelings. Instead of holding

to which he was obliged to conform,

sh; shﬁt'lwed him a simple choice he could make freely; and
When she saw that even this Opportunity bewildered him she
gathered him into her arms ; ; I

and identified her feelings with
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his. On the other hand was the parent who could not char::ge
his long-held convictions regarding discipline, and whc: bullied
his son into a resentful conformity. The sequel to this story,
alas, is the tragedy which is taking place in the lives of thou-
sands of children in our confused culture. But when a child
has known one such understanding friend there is hope.

Other children, as well as adults, may sometimes help the
troubled child handle his aggressions, provided the teacher or
parent can give a tactful suggestion, or will grant the freedom
of opportunity. Retaliations are not so likely to be heaped
upon the troubled child if the teacher says: “Sally seems to be
having a hard time today. Can you think of any way to help
her? Do you remember how she lent you her doll carriage
yesterday when you felt cross?” At times a child may be
helped by another child who states to him the direct truth.
Recently a nursery teacher sat quietly by when three-year-old
Peter asked Ruth Ann: “Do you like me, Ruth Ann?” “Yes,
I do like you, Peter. But I don’t like you when you hit me
and it hurts.” “Oh,” said Peter thoughtfully, and was very
gentle with the little girl the rest of the morning.

Adults, children, and sometimes even things may help a
child find release from his hostile feelings. Hammer toys,
punching bags, tin cans to stamp on and flatten out for the
waste basket, are outlets which many nursery schools and
homes provide. Sometimes a brisk play out of doors with
a companionable adult will suffice. For some children certain
kinds of music are a help.

Some teachers find that they can help certain children if
they introduce to them possible roles to play which they may
not have tried before. Seeing herself as the leader of the or-
chestr_a may erase from Becky’s mind the thought of herself
as bcﬁmg inadequate. Allowing Billy to spend most of the
mornm.g making a tom-tom for the group may crowd out
from his mind his previous picture of himself as a destructive
person. Encouraging Mary Louise to be the mother in the
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doll house may help her to find satisfaction as protector and
leader, deeper than the satisfactions she has been having as
the baby of her family. Holding up for the recognition of the
group the painting made by small Lucy, who has been treated
as a Dresden doll by her admiring, capable, high school sister,

may help her to feel the first stirrings of awareness of her
own accomplishments.

Most of us who teach understand so little of what is back
of a child’s social behavior patterns — and even less of the

wisest ways of redirecting the conduct in more wholesome
patterns — that we should move with sensitive tread. For
some steps a teacher’s own intuitive judgment will be a safe
guide. For others she will do well to wait for more observation
and study of the child before making any plans. The too-cer-
tain adult is a dangerous one. Only to the ignorant does child
guidance seem simple. Although we know that faulty environ-
ment may cause great damage to children’s lives, we do not
know with equal assurance just how to improve the environ-
ment. We may never be sure exactly which pressures are doing
the greatest damage, nor which outlet should be tried first.

The sensitive leader, then, will begin with simple steps. She
will first see that the relations between herself and the children

are free from strain and are happy. She will remedy, if pos-
sible, the most obvious blights in the environment, such as the
continuing of the habit of overdomination of the group by
some one child, or constant criticism by some overanxious
relative. She will give the group freedom to manipulate, to
create, to experiment, and to

play constructively together.
She will give them acceptable A

outlets for their feelin f
hostility. She will help the childre o

n to learn how to guide their
own behavior through a growin g .

_ ! understanding of cause and
effect in human relations? rather than throy
personal love or to fear of punish

large use of personal approvals an
Children, of course, need ad

gh an appeal to
ment, or even through any
d disapprovals.

ults who have enough self-
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confidence to be comfortably firm and consistent in their
social guidance. But they also need adults who realize that
children arrive at the knowledge of effective social behavior
only through experimenting all along the line from birth to
adulthood, just as they must experiment in the physical world
to learn the laws of nature. Children have a deep longing and
readiness for affection, acceptance, and social recognition, but
their love at times turns to hostility as they come into conflict
with themselves, when they are at times pulled in two direc-
tions by their urge toward security on the one hand, and to-
ward achievement on the other hand. While they are young
they are still inexpert in seeking solutions to these conflicts, but
the way is less hard, less destructive for their development, if
they are undergirded by accepting, approving, and wise adults.
We can help them more easily if we remember that back of all
the social behavior of the child, acceptable or inacceptable,
lies his impelling groping toward maturity, and his yearning
for love.
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Religious Festivals and the Young Child

From hand to hand the greeting flows,
From eye to eye the signals run,

From heart to heart the bright hope glows;
The seekers of the Light are one.

— SAMUEL LONGFELLOW

CELEBRATIONS OF HARVEST-TIME, of midwinter, and of spring-
time are age old, and have been observed throughout the whole
world by peoples of many religions. Celebrations in memory
of sainted leaders, of great national victories, and of unforget-
table days when nations were born, or of great causes finally
come to fruition — these, also, have been days for special
communal festivities of gladness and thanksgiving or of peni-
tence and dedication.

Some of these festivals have been times of peculiar happiness
for children, because they accent the warmth of friendships,
and of family and national ties. Children are sensitive to these
expanded feelings of community. Festive gatherings for feast-

ing, for singing, for the giving and receiving of gifts, and for

games and dances are pleasant breaks in the ordinary routines
of commonplace ha

Ol ppenings. Children naturally welcome
these festivities.

Historical meanin

gs lie back of these vari i
for the adults ive to arious festivals, and

these occasions their peculiar significance.
62

-
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These historical meanings are not simple to explain to young
children of five and under. Yet thoughtful parents and adults
in general are not quite satisfied to have the great religious
festivals become completely secularized. Many children, for
example, think of Thanksgiving as a day when an elaborate
dinner is served. Christmas and Hanukkah have become sea-
sons when children are taken to big department stores to see
Santa Claus and the lavish displays in toyland; while the Easter
and Passover seasons have become primarily times for new
clothes, colored eggs, jelly beans, bunnies, and little more.
Very naturally the church and synagogue have tried to

combat such a commercialization of their chief festivals; yet
to attempt to explain the historical significance of these holi-
days to young children five and under presents many difficul-
ties. Children’s short lives have not yet given them an
appreciation of times long ago and lands far away; nor can
they imagine periods when conditions were different from
those they know. Young children are likely to imagine Moses
living as long ago as when grandfather was a boy, and the
baby Jesus as alive in the present, being someone to whom
they can actually give a birthday gift.

Nor do young children think in terms of nations and causes.
They cannot grasp the meanings adults give to victory in war,
to the enslavement of one nation by another, or to the birth
of nations. The very names that divide the adult world re-
ligiously — Christian, Jewish, Mohammedan, Buddhist, Hin-
du, Confucianist can have no valuable meaning to pre-
school children. Nor can these young children understand the
theological concepts imbedded in the stories of the miraculous
birth of Confucius, Buddha, or Jesus, nor can they realize
the difference between symbolic and real angels, or know the
meaning of the poetry in myth. Most children under six have
as yet not learned the simple facts regarding their own births.
How can they grasp the mystery in the birth of a man said to
be not like other persons — a divine being sent from heaven?
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How can such adult language have for young children either
the meaning an orthodox parent desires, or the meaning that
seems appropriate to a liberal parent?

Let us not be led astray by the fact that children can easily
be persuaded to say words without meaning if parents and
teachers ask it of them. Some children will even insist they
understand, when in reality they misunderstand. The de-
velopment of a child’s integrity in his use of language begins
to be involved. It is difficult for us as adults to identify our-
selves with small children’s thinking and to be sensitive to
their little pretenses, especially when these pretenses are car-
ried through to please us.

Furthermore, children may thoroughly enjoy rituals even
though they do not understand their meanings. In church and
synagogue where children are usually given few opportunities
for activity, such rituals supply a need for movement and
dramatic participation, again regardless of the historical mean-
ings these rituals have. But let us beware of the dangers in-

volved if children learn to equate religious feelings with mere
movements and ceremonies.

There is a further risk involved in imposing adult language
on children when the meanings in these external acts are not
understood or felt. This is the danger of outright misunder-
standing and the gaining of ideas contrary to those which the
teachers intended to convey and which as adults they might
€ven scorn. Such mistaken ideas will have to be unlearned

later on and the shock of being disillusioned may bring a re-
sentful rejection of all religion,

Helen’s father was a Pro
kindliness. He and his wife
the stories of the bab

testant minister of integrity and
had told Helen of Santa Claus and

¢ y Jesus, assuming that both were delight-
ul tales €very young child should have opportunity to enjoy.

Playing the manger scenes with her neighbor friends had been
ahfrequent pastime for Helen. But there came the day when
she heard from her older brother that Santa Claus was not a
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real person, that her parents had just been playing a game
with her when they had pretended that Santa was real.

In distress Helen ran to her father’s study and asked him
point blank: “Is Santa Claus real, Daddy, or have you just
been fooling me about him?” The father told his daughter
the truth. “No, Santa is just a play person.”

“Then,” said Helen, “have you just been fooling me about
Jesus and God, too?”

It was the father’s turn to be shocked. He tried hard to set
himself right with his daughter and to explain the difference
between Jesus and God on the one hand and Santa Claus on
the other. Santa as a play person Helen could accept without
devastating disillusionment, but her belief in Jesus and God
had been a real support to her feelings every night and morn-
ing, and now she felt deserted. It took a long time for her to
rebuild her confidence in her father’s religious instruction.
Such an experience is probably not as unusual as we may think.
Our cities and towns are peopled with thousands of disillu-
sioned children grown to adult years, who now make light of
their early religious teaching, and who have left the churches
and synagogues in disappointment. True to the unthinking
patterns encouraged in childhood they have never taken pains
to work out a realistic faith worthy of their intelligence. Nor
have they ever discovered that true religion is more fundamen-
tal than the repeating of religious forms of words and the
retaining of old ritualistic celebrations.

If, then, teaching young children the historical meanings
back of the great religious festivals is so difficult, how shall
we introduce preschool children to them? Which of the expe-
riences connected with these festivals give promise of con-
tributing in the most wholesome way to the child’s next stage
of growth?

Thanksgiving
Thanksgiving, a religious festival for all the United States,
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regardless of sect or particular faith, is probably the simplest
of all to explain to the very young. |
To children living in the country the time of the ingathering
of fruits and grains, at whatever season of the year it comes,
is naturally a season for gladness. Children who live in our
large industrialized cities, where markets are filled the year
round with products from the ends of the earth, may miss this
feeling for nature’s thythm. For them, some marked celebra-
tion of the bounty of the earth is especially important.

Thanksgiving is a time for talking about all that has been
required for bringing fruits into ripeness. The rain, the sun-
shine, the winds, the earth, the seeds of life have all worked
together to bring the harvest. Man’s very existence depends
on this co-operation. Thanksgiving is a time for telling stories
of the animals in their summer and winter homes, of the birds
that fly south when the cold days begin, of groundhogs and
bears that sleep in protected shelters while the cold lasts, and
of the animals who wisely store away food gathered in the
summer for their winter’s supply. Through actual experience
in watching these animals and birds, and through hearing
stories about them, the child may develop his first vague feel-
ing for the rhythm of nature. Such experiences may serve as
the little child’s vivid introduction to the passing of time —

and a thrilling introduction it may be if he begins to feel the
stately and dependable nature of the great “dance of life.”

In addition to awakening this emotional response to the
ripening of nature’s growing life, Thanksgiving may bring to
the child an increased awareness of his relation to his family
bf:ylond* that of his immediate home circle. For many, Thanks-
giving is the day of days to visit relatives, or to have a stranger
in the home to whom the family may stand in lieu of his rela-
tives. “Over the river and through the woods to grandfather’s
house we go” may no longer be associated in the child’s mind

with the one-horse sleigh, but the thrill in the assurance of

secure welcome is as great in this decade as it has ever been.
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Many adults have found that their happiest childhood memo-
ries are associated with the joys of such family experiences.

There is also the opportunity for the child in a more privi-
leged home to learn that his parents have made sure that the
laundress, or the paper boy, or the milkman, or the rural de-
ivery man are also able to have a good Thanksgiving dinner.
If the young child is asked to contribute a gift, however, to
someone outside the home it is important that the child knows
the recipient and feels friendly towards him.

It is doubtful whether any good can come to such small
children if they are asked to bring to the church or school
some “food for the poor children.” One mother attempted
patiently to persuade her four-year-old daughter to give one
of her dolls to a poor child who had none. When Anne
finally carried the prettily wrapped package to her church
nursery the mother was much pleased. But Anne, on enter-
ing the room, looked about and asked: “Where are the poor
children?” When she learned that they were not coming and
that they lived far away she said: “Well, then I'm not going
to give them my doll.” This kind of philanthropy, bestowed
upon unseen people in need, is appropriate for older children
and for adults, since they have the ability to identify them-
selves with people whom they have never seen, but 1t can
have little meaning to preschool children. If such outward
forms of generosity, imposed upon children by the persuasive
powers of adults, are repeated through childhood they may
eventually serve as barriers to a true and imaginative social
sharing and planning. On the other hand, some simple and
natural experience in sharing his belongings with another per-
son who is real to the child may become a milestone marking
the child’s imaginative emotional entrance into the larger
neighborhood community of which he is a part.

When young children are gathered together in nurseries
and kindergartens during the Thanksgiving season the ques-
tion naturally arises: What songs and prayers of thanksgiving
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shall we teach them to sing and say? Some are convinced
that there are great hymns, and beautiful Biblical exXpressions
of praise, and prayers in the prayer book which are all parts
of the child’s rightful heritage, and that familiarity with the
language should begin even before the meanings can be under-

stood. Itis believed that later in life the words will be remem-
bered and come to have rich meaning.

In the light of what has previously been said, however, it
would seem that other more childlike ways should be found
in which children may express their feelings of gratitude than
for them to be trained to chant beautifully worded liturgies or
to sing hymns that are great from the point of view of adults
rather than meaningful to young children. “Out of the full-
ness of the heart the mouth speaketh” might well be para-

phrased into “Unless there be fullness of heart what does it
profit a child if the mouth speaketh?”

Having in mind children’s natural ways of expression, there-

fore, we should prefer to use in these group gatherings word-
less music to which children may dance their feelings with
spontaneity, pantomiming, if they wish, the movement of har-
vesters or of animals gathering and storing their food.
Short but natural conversations while the group is gathered
together may help five-year-olds to recall especially happy
times. “What am I glad about? What am I thankful for?”
said a serious five-year-old one Thanksgiving season. “Why,”
he said very slowly, “I'm thankful for the shining kitchen
pans.” Most young children are likely to think in just such
concrete terms when they are asked to say their “Thank you’s”!
It 1s for the new kittens, the new electric train, the new doll
thgt the young child is likely to feel grateful. Even for such
things, however, many do not easily put their gratitude into
words unless adults ask them to do so. What three-year-old
1S likely to thank his father for bui]ding a fire or his mother
for cooking his dinner, or for the happy home in which he
lives? Children’s appreciations are expressed in other ways
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than in words — by sparkling eyes, a lilting dance, a waving of
the arms, heartiness in eating, or perhaps merely by an im-
mediate absorbed attention in the new gift.

When adults try to have children go beyond these natural
expressions of gladness to say their thank you’s to God, the
source of all that is, then difficulties are likely to arise.

A mother asked her four-year-old to thank God in his
prayer for his new express wagon. “But God did not give me
my wagon,” he protested. “It was Auntie Bess.” Again the
child’s reasoning was sound. For him Auntie Bess was the
one to whom thanks were due, and to be glad for what she
had done was natural thankgiving enough for so young a
child. If children do not first learn to show their thankfulness
to those whom they can see and know, how can they learn to
express true thankfulness to an invisible God? To begin with
such concrete and special blessings, and to try to lead the
young child back at once to the ultimate source of all that
we have — namely to God — is to ask him to take a bigger
step than his experience has as yet prepared him to take.

In Volume I of the Martin and Judy series there is a story
entitled “Whose House Is It?” In this story, Judy for the first
time feels that her house belongs to everybody in the family.
She moves from the feeling “it is mine” into the feeling “it 1s
ours.” This seems like a small step in social expansion, but
it is one a small child can take for himself if he can first have
the kind of experience Judy had. In the second volume of the
series are four stories in which Martin’s and Judy’s curiosity
and sense of mystery are awakened by their first direct con-
tact with things such as are available to every child. “Some-
thing New in Judy’s Yard" is an ant hill. “Something New In
Martin’s Yard” is a spider in his web. In the story “Judy Looks
At the Moon,” she sits in her father’s lap as she thinks and
wonders about the moon. In “Judy and the Bright-Colored
Sky” they watch the sunset together and feel its glory. To
small children the world is new. Things old and common-
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place to adults children discover for the first
glow of surprise.

A two-year-old for the first time caught sight of a bright-
colored butterfly flitting through the air. The child ran after it,
her face lifted up, her eyes glowing, her hand outstretched
all the while and her finger pointing toward the circling beauty.
Although she could not talk, she seemed to be saying to her
mother, “Look! Look! I'm seeing a new wonder!” Such ex-
periences as these, coming one after the other as the days go
by, furnish the young child with the real vitamins for his
spiritual growth. The bigger feelings and more expansive
thoughts needed for sensing the intelligence and creative élarn
vital in the whole universe and in all Jife will naturally come

later if the child is not pushed into unreal forms of expression
prematurely before he feels the larger need.

time with the

The Midwinter F estivals

In the midwinter s€ason our western

vided in their celebrations, the Jews observing Hanukkah
and the Christians observing Christmas. This fact presents
difficulties to parents who are sensitive to the prejudices which
now divide the adult world and who hope that the younger
generation will be able in jts time of adulthood to live in a

utual understanding and brotherhood than
achieved. Furthermore, both Hanukkah

based upon historical happenings nearly
tWo thousand years past. How an a Jewish parent explain

Christmas? And how can a Christian parent explain Hanukkah

» and five-year-old children? Or how, indeed,
celebration?

communities are di-

W€ ourselves have
and Christmas are
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and our rituals in their presence the more sincere the celebra-
tions can be for the children.

Nor are these the appropriate years in which to begin
building up in the child a special loyalty to a special group,
whether it be Jewish, Christian, Mohammedan, Hindu, or
Buddhist. Mankind 1s already too much influenced by un-
thinking emotional loyalties established in personalities be-
fore the age of intelligent appreciation. Most of us feel that
there are high values in our own special inherited customs
and ideologies, but these special values can be more heartily
taken over and preserved, with tolerance for differing values,
if they are explained to children after they have had enough
experience with life to be able to imagine and to criticize these
particular traditions.

It would seem wise, therefore, for both Jewish and Chris-
tian parents, if we desire our children to be reasonable in
their religious attitudes, to bring into our own celebrations
of Hanukkah and Christmas those elements that are shared
by both traditions. It may be necessary to say to a child:
“Some families call this time Christmas. Other families call
the time Hanukkah. But the name does not matter to us.
Sometime we will explain it all to you. What we want you to
know now is that this season is an especially happy time for
all of us.”

The Jewish practice of spreading a little of the celebration
over an entire week, or rather over eight days, is a feature that
might well be taken over in other homes. “We light a candle
this first night,” mother or father may say. “Tomorrow we
shall light two candles, and the next night three, until on the
last great night we shall have eight candles in our candlestick!™
Such a beautiful ritual might well be participated in by Chris-

tians as well as Jews.
May the time come also when in Jewish homes as well as

in Christian homes children may freely enjoy the gaiety of
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lighted and decorated trees. The tree is an ancient symbol of

the greatness of life, used in pre-Christian Europe and in the
Orient. The tree has a universal appeal and Christians should
not be permitted to monopolize its symbolism.

Furthermore, we all like to play that a fairy named Santa
Claus goes around secretly to all homes and brings gifts for
all children and for everybody. In modern nursery schools
young children are asked to join in this Santa Claus play by
making and delivering gifts themselves so that from the very
earliest years Santa is as real as their own, and other people’s,
interest in others is real. Such a delightful good-will play
should be the privilege of all children everywhere regardless
of their parents’ special historical connections.’

Both Christmas and Hanukkah, however, have their special
historical meanings. Although reference to these may not be
entirely omitted from our celebrations for young children, we
can try to keep these references as simple as possible. We
should seek to place the emphasis not upon what is peculiar
to our own particular group, but upon those factors which
have universal value which all children can appreciate. What
then are these shared historical values?

These festivals are times for remembering the long, long
ago. Christmas i1s a time for remembering a good man who
lived long ago. Everyone likes a truly good man. And a grown-
up person is always a baby in the beginning. So the birthday
of the baby that grew to be Jesus, the good man, is important.

Christmas has become a time also when we remember how
important all babies are.

Hanukkah is also a time for remembering a happening long
ago when a certain people stopped fighting. Their war was
over and at last they could live happily and freely without
being afraid. The “peace on earth” that the angels are said
to have sung on the night of Jesus’s birth is the theme of

Hanukkah also.
Christmas and Hanukkah, then, are times for special hap-
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piness and for the giving and receiving of gifts to show our
love for one another. These festivals are like “everybody’s
birthday” celebration.” We cannot give presents to the people
who lived in the long ago, but we can give presents to each
other. These are days when we hope that every single person
will find that someone likes him enough to give him at least
one present, and that every single person will give at least
one present to someone else. We want everyone to know that
someone is glad that he was born. Christmas and Hanukkah
are, therefore, days for candles and many beautiful things.
When we think in terms of these larger meanings we wonder
why we should have so much difficulty in promoting the feel-
ing of a common celebration.

It is when we try to explain the concrete differences in our
customs rather than our basic likenesses, and when we try to
explain our theological interpretations, that difficulties arise
with young children. These peculiar features in our separate
ancient ceremonies, however, are the very parts which many
adults insist must be presented forever and ever the same, else
the special values transmitted through our separate traditions
will be lost. Is it not appropriate, however, to ask if we should
not rather, in this age of magnified change and newness, be
searching for new customs, NEW music and art, and new re-
ligious rituals to express Our changed ideas and feelings? At
least for the children’s sake should we not be creating new
forms of celebration to €Xpress the universal meanings that
lie imbedded in the old events, the meanings that are the
really important emphases for our day? Sometime we may be
even courageous enough to choose new events to honor.

I et us take as an example of our problem the question:
how may children be Grst introduced to Jesus so that a real
interest in him as a person significant 1n the history of man-
kind will begin? Since .1 our modern age, miraculous hap-
penings, contrary to the known laws of life, are under doubt,
is it wise when introducing Jesus tO children for the first time
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to emphasize his babyhood so exclusively and to present him
as being born in a way unlike all other babies? Does not a

scientific age call for a more natural approach to the world’s
memory of Jesus?

Furthermore, the theological implications of the stories of
the birth of Jesus as told in Matthew and Luke, whether
taken as fact or as legend, cannot be understood by children
under six, and to tell them at this early age is almost sure to
be confusing. Most young children of three and four are just
beginning to ask questions about how babies come, and most
of them have as yet been told little or nothing. There is so
much of mystery and wonder inherent in the facts that are
true of all babies that the simplest of these facts are enough
for a young child to face. It is unnecessarily confusing if the
fitst conception of the birth of babies is made glamorous with
angels. Even though parents may themselves believe the Bibli-
cal stories of the birth of Jesus to be representations of the
truth, why introduce little children to this unique birth before
they know the facts of an ordinary birth and, therefore, be-
fore they have even the least means by which to estimate for
themselves the truth regarding an extraordinary birth? If the
wonder stories of the birth of Jesus are told, the sense of mys-
tery may be shifted from the place where it should be focused,
and the halo placed upon a lovely myth — an adult symbol
that stands in place of the mystery.

Such logical and austere reasoning, however, is difficult
to live by, for we are part of a cultural group that prizes its
traditions. Deep emotions are so woven into our attitudes
toward these Christmas stories that as adults we are quite
unable to be objective. Then too, our Christmas customs
bring these stories continually into the picture, whether we
wish it or not. Our much-loved caroling assumes the stories.
Some of these carols are taught to little children in almost
every nursery school in the land — even in public nurseries
professing no religious bias. Consequently, even the staunch-
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est advocates of a more intelligently directed approach to
Jesus for small children find themselves obliged to make com-
promises, or to evade the issues.

This is sometimes done by singing the carols without any
effort at explaining their meanings, and by telling the old
stories of the miraculous birth merely because children like
the stories. Since childien of this age do not distinguish
clearly between fact and fancy the stories are left as wonder
tales to stand alongside those of Grimm. Such parents and
teachers trust the child’s growing intelligence to help him work
through the confusions and they hope that in the end he will
appreciate the symbolic meanings that adults find in these
legends regarding the wonder of life in its first manifestations.

Such procedures may be necessary at the stage of cultural
development in which we as a generation now live. They can
scarcely be regarded, however, as educationally sound proce-
dures. We hope that someday a more natural kind of birthday
celebration in honor of Jesus, the man whose historical sig-
nificance has reached across national and racial boundaries,
will become common, and that both Christians and Jews can
join in the celebration.

Whatever we may do with the historical backgrounds of
these religious festivals, however, we can take courage In
the assurance that the feeling tones and the community rela-
tionships that prevail during our celebrations of Christmas and

Hanukkah are the things that really count with young chil-
dren. These festivals are well worth all the efforts they call

for if our children feel the warmth of our common fe:el_ings_ of
good will, and if they have opportunities for p_ammpaung
through their own choices and original creations 1l the shar-

ing of this common kindliness and love.

Spring Festivals

In the springtime also, our
festivals because of our differing

ur society is divided in its religious
historical backgrounds. Fol-
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lowing the same general point of view for these Spring cele-
brations as we have suggested for the midwinter festivals, it
would seem desirable for both Christians and Jews to accent

in their ceremonies for young children the natural and unj-
versal experience of rebirth, the renewal of life forms with the
coming of the spring.

The passion, the crucifixion, the burial, and the resurrection
of Jesus are clearly not within the young child’s field of won-
der and understanding. The nursery and kindergarten are not

appropriate places for the story of a martyr or of a God dying
and living again. Nor is the story of Israel’s escape from Egypt,
the traditional Passover story, one that fits the needs of young
children. It involves conceiving of two nations, one enslaved
and the other powerful, one unjustly treated and the other
cruel, and of a God who protected and blessed the oppressed

group by means of special miracles. For the preschool child
such a story can have no valuable meaning.

Why therefore in our celebrations with young children of
Passover and of Easter can we not simply abandon all effort
to explain the special historical backgrounds of the two festi-
vals, and instead let the younger children celebrate the pri-
mary natural event — the coming of spring with its newly
awakened life. The word Easter comes from an old Teutonic
word — Oestre — meaning Spring. Christians can have no
exclusive claim to the name. The Passover festival developed
out of the ancient spring sacrifices of the first-born of the flock,
and the date of Easter has been set as the first Sunday after
the first full moon after the vernal equinox. Spring festivals
have been common in nations the world around: China, India,
Persia, Greece, Egypt were observing spring festivals centuries
before Christ was born or ever the Hebrew people were en-
slaved in Egypt.

The young child knowing as yet little of life cannot know
death or resurrection, slavery or freedom. Why not begin

with what he can experience? To appreciate the spring a



Religious Festivals and the Young Child 79

child does not need to know history. Spring he experiences
for himself. Even in tropical climates there is the revival of
nature that comes after the months of drought. Everywhere
there is spring. The glory of it is all around the child. He
finds it in the crocus peeping out of the dark earth. He finds it
in the pussy willows and the leaf buds bursting to bring color to
the trees. He finds it in the daffodils and the tulips in his own
lawn and garden.

The young child may even participate in bringing the new
life forms into being by planting bulbs and seeds, by watch-
ing them, sunning them, and waiting for the signs of new life.
The mystery of a seed transforming itself into a flower or a
tree is an ageless mystery before which young and old alike
stand in awe.

The egg has been a symbol of this life mystery from the
earliest days. Colored eggs were exchanged in Egypt and
Persia long before Christ was born or the Passover feast was
ever observed. Sometime, during the early years of childhood,
city children as well as farmers’ children should know the
thrill of seeing small chicks just hatched from their shells. Our
little Humpty-Dumpty Easter eggs, before we have robbed
them of their sparks of life, are really more wonderful than
anything “all the King’s horses and all the King's men” can
make. Once destroyed, an egg can Never be put together
again. It is because of this mysterious thing we call life within
the shell that the egg became a sacred symbol, and later was
turned into a plaything. Little children can be led to sense
the real miracle here, and from this experience they may begin
to know the miracle within the eggs from which they them-

selves have grown.

In the Martin and J
Songs, experiences with birth an
things, of seeds and {lowers, and o

pressed in story and song.
No matter in what latitude a

udy series and in the Martin and Judy
d the wonder of growing
f growing animals, are ex-

child may live, nature will re-
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veal some kind of rhythm in its changes. Daytime always fol-
lows nighttime. The sun shines high in the sky at noon and
dips its head in the sunset clouds at dusk. Flowers grow from
bulbs and seeds, and seeds come from flowers. Chickens come
only from eggs, and eggs come from chickens. In homes and
nurseries many opportunities may be given for little children
to watch these rhythmic changes — dependable, and seem-
ingly unending. “Nobody can make the morning,” said a child
in wonder. Children need such direct experiences with earth
and sky, with plant life and animal life — with flowers, fishes,
rabbits, kittens, chicks. To appropriate music children will take
delight in pantomimic dancing, expressive of growth and
change — in animals and plants, in rivers and seasons. These

are the great experiences that the common seasonal festivals
may emphasize and enrich for young children.

The Child’s Own Birthday

Both in the home and in the nursery group the celebra-
tion of the child’s birthday may have true spiritual value. The
birthday, as does no other festival, emphasizes in the mind of
the child his own peculiar value and importance. The child
may well be led to feel that through the group’s celebration
of this, his own day, his friends and family bear witness to
their delight in him as an individual.

Every group and every family will, of course, have its own
tradition in the celebration of the birthdays within its circle.
In most nursery groups a special song is sung. Some have the
pleasant custom of letting that child whose birthday is to be
celebrated be the host at the simple midmorning lunch, his
mother providing the fruit juice and wafers for that day, and
perhaps adding festive napkins. In some groups it is the cus-
tom for the child to give some gift, a story book or a picture,
to the room or the school on his birthday.

In the home other lovely traditions may mark the birthday
milestones. Certain measurements may be recorded, or mov-
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ing pictures taken. The lighted cake is well-nigh universal.
In the mind of the little child, it is a party if there is a simple
supper, a lighted cake, and one or two guests. A party, with
only a few guests, where natural, constructive play with whole-
some equipment is encouraged, rather than adult-directed
games, is sufficiently exciting to little children. Sometime dur-
ing the birthday, fathers and mothers should find an oppor-
tunity to speak intimately to their child and to tell him once
more of the delight which they experienced on the day of his
birth, and to assure him of the continuing joy he has been
bringing them through the succeeding years.

The mother who wants the experience of giving a party to be
of the largest possible value to her child will let him help to
do‘the shopping for the decorations, help to plan the menu,
and help to buy perhaps some little token for each of his guests.
In short, she will try to have the child realize that he is giving
pleasure to others through his birthday. Then when the party
comes, and the excited child in delight and glory opens his
gifts from his friends, as they sit in eagerness about him, as
he blows out his candles and cuts his cake, the thrill of being
so much the center of attention is well balanced by the experi-
ence he has previously had of giving to his friends. Such thrills
are indispensable if the child is to become secure and radiant,
a well-adjusted personality.

Equally important to wholesome adjustment is the experi-
ence, most gracefully learned when young, of being one of
those in a group in such a celebration, on a day when it is not
one’s own birthday. The art of giving pleasure when one feels
his own self important is no more valuable than the supple-
mentary art of being an inconspicuous but co-operating mem-
ber of a group when someone else is in the spotlight.

Not all parties need to be in the afternoon. One family regu-
larly celebrates a May birthday by morning play on the beach
at a nearby lake, with a simple dinner at noon. The celebra-
tion is held on the Saturday nearest the birthday. Some parents
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give their children a choice of methods — one year a trip to
the zoo, another to see a marionette play, another a picnic, -

Even more important than the young child’s discoveries
regarding the wonder of living things and of the constancy of
nature, which should come with the seasonal festivals discussed
in this chapter, is the child’s unconscious but real experience
with a constancy in his relationships with his parents and
teachers. Each child needs to feel the reality of a love that
never fades. Whatever else may fade or change, this at least
abides. To be sure, at birthdays and at Christmas or Hanukkah,
children will receive unusual expressions of this love. Like
the ocean tides, evidences of affection rise and ebb. Yet always
underneath, the love is found — dependable, irresistible, un-
ending — as is the constancy of nature.

Children privileged to live in the presence of such spiritual
constancy, along with its natural rhythm, even though they
are not conscious of what is happening to them, are being
undergirded for the stresses and disappointments of life. Some

day when they are older they will be able to know, through
their own experiences, the meaning of those ancient words in

Deuteronomy: “The eternal God is thy dwelling place, and
underneath are the everlasting arms.” As a small seed grows —

“first the blade, then the ear and then the full corn in the ear”
— 80 grows faith in the essential goodness of the universe.
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Experiences with the Dark and with Dreams

I am not one
Who must have everything; yet I must have
My dreams if I must live, for they are mine.
Wisdom is not one word and then another
Till words are like dry leaves under a tree;
Wisdom is like a dawn that comes up slowly
Out of an unknown ocean.
— EDWIN ARLINGTON ROBINSON

BEDTIME, WHICH IDEALLY SHOULD BE the signal for the happy
contented child to slip willingly into relaxation after the con-
stant activity of his day, and then to sleep, may on the
contrary be a period of fearfulness, rebellion, crying or of
adroit intrigues for attention. How many parents develop in
their young children a readiness for rest when bedtime comes?
It is the rare parent indeed who has not at times felt frustrated
in solving this problem.

“We tuck our children into bed at night,” said President
Herbert Hoover at the First White House Conference on
Children and Youth, “with mingled feelings of tenderness and
relief.” The “relief” is the adult’s private privilege, but for
the child it is the “tenderness” that is the fundamental feeling
to communicate. Going to sleep means a withdrawing from
companionship. It brings a vague sense of aloneness; a feeling
of going away somewhere. The young child needs a parting
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kiss and special expression of love at this time, and assurance
that the parent or parent-substitute is near by.

Many a child feels more secure if, as the adult leaves him,
he finds himself with the comforting presence of one or more
of his favorite toys. These may be a doll, a soft furry animal,
sometimes even a piece of soft cloth, or lacking these, his own
thumb. To take such a companion as a Teddy bear to bed
seems to us so natural a pleasure that we recommend it.

Besides these evidences of affectionate care, the young child
needs to be physically ready for bed. He should have had
enough outlets for his energies, especially in the outdoors, so
that he is really ready. Having an even sequence of active
experiences, alternating with quieter ones during the day, he
usually becomes accustomed to relaxing for sleep at about the
same time every night. By an even sequence of his day’s activi-
ties, we do not mean a rigid schedule, but a fairly consistent
order from day to day, for meals, baths, play out of doors and
quieter times in the house. A mother who wishes her child
to have a nap directly after lunch will do well to arrange for
this regularly, without permitting him on frequent occasions
to go out to play for a little while first or to run to the store
with her.

The daily sequences need adjustment from time to time to
keep in tune with the child’s development, and no parent is
able to be so sensitive to his child’s changing needs that all
occasions for rebellion are avoided, yet we know that sleep
blesses most quickly those who are not fighting against it.
While the little child may not be able to tell time, he can
easily understand when the adult says: “Very soon it will be

time to put your doll to bed and then for you to go to sleep
yourself.” Or “after you have parked your tricycle you will
be ready to park yourself for the night,” rather than the you-
step-now-or-else type of order which unnecessarily catches the

child half through what may be to him a very important busi-
ness, and sends him, unsatisfied, storming off to bed.
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The type of pleasure which the adult arranges for the child
just before his bedtime is also important. Those parents are
probably wise who arrange, even though it means a consistently
late bedtime, to permit Father some playtime with the child;
but this is not the time for romping, or exciting dramatic ac-
tivity. Rather it is the time for quiet play or for stories,
perhaps a little singing, chatting, at times confiding, all of
which are as much within the abilities of the father as of the
mother.

The room, too, should suggest sleep. Even though it may
have served as a playroom through the day, it is well for the
mother to slip up alone to it before sleep time, finish putting
away the toys and other distractions, lower the shades and
open the bed, before the tired child arrives to undress.

The words and actions of the adult in the presence of the
child should be such as to foster relaxation. That is why the
suggestion of “hurry” at this time is so fatal for accomplishing
its mark. This sense of hurry on the part of the adult, even
though she may be most careful not to say a word, is almost
inevitably communicated to the child.

While being put to bed should not be used as a punishment
__for obvious reasons — at times there seems to be wisdom
in associating rewards with bedtime. kFor example, if a mother
is in the hospital for a period of time while an inexperienced
person has been a mother-substitute, the mother may find upon
her return that the child’s bedtime has been considerably
delayed, and the child may balk at returning to his earlier
hour. If for a few nights, the child, as he is asked to go to bed,
is told that when (never “if”) he goes to his room he will
find a little surprise under his pillow, this may help him “over
the hump” of his temporary resistance. Such a procedure may
also prove helpful when such other innovations in the home
as a new baby, or illness of some other member of the family,
or a frightening experience, has thrown the child off schedule.
How much and when to use such special delights to foster new
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associations must depend on the parent’s own good judgment,

One thing, however, is of all things most important in the
child’s bedtime experience: this is that he be put to bed by
someone who enjoys the hour and who glimpses its possibilities
for happiness, to the child and to himself. Whether the adult
be father or mother, or someone else, let him not fix his adult
mind upon the next events of a busy evening. If an evening

engagement necessitates the parents’ leaving the house at an
exact time, let the child be started off so early that the parent
can put him to bed, and yet feel unhurried and relaxed. The
evening story or, for the three-year-old, the singing together
of some beautiful lullaby, may come to have in the anticipa-
tion of the child so important a place that to deprive him of

it and hurry him into bed largely to suit adult convenience is
likely to send him to sleep disappointed and resentful.

“Parents, enjoy your children!” is an injunction second only

In importance to the more widely accepted adage “Parents,
love your children!”

Developing Confident Attitudes Toward the Dark

If from early infancy the child has experienced security
and gentle dealing at bedtime he is not likely to be concerned
as to whether it is dark or light when he goes to sleep. But
sometimes experiences which the parent cannot control intro-
duce fearful feelings as the child grows older. These may come
about through the radio, a superstitious helper in the home,
an older child who has told him something “scary,” or a real
experience such as a nighttime fire next door. Among experi-
ments by other parents which have been found helpful in re-
ducing such fears, the following may serve as suggestions:

‘ Playing an interesting but not exciting game, where running
1n and out of the dark is involved, such as hunting for a doll or
a hidden toy.

Interesting the child in the stars

‘ Or moon which can best
be seen from his bedroom window

when the lights are out.
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Furnishing the child with a flashlight or long string to his
ceiling light, so that he feels he has power over his environ-
ment.

Reading to the child of other little children and young ani-
mals going happily to sleep.

Singing quiet lullabies to the child to induce the feeling of
restfulness and security.

Whenever possible, helping to dispel the cause of the child’s
fear or giving the child a closer acquaintance with the force
that has frightened him, yet at the same time, avoiding all
unnecessary talk about the child’s fearful behavior.

Associating during the daytime, if possible, pleasant ex-
periences with the thing the child fears at night.

Giving the child assurance of the physical nearness of the
adult during the period when fear is most acute (as in allowing
the child’s door to be open or even sleeping in the room with
the child if a serious fear situation has arisen). After the child
becomes more secure, the adult can gradually wean himself
away.

Rest Time in the Nursery Group

In an all-day nursery, a period for rest, and if possible for
sleep, seems just as necessary as in the home. The problem
of creating the mood, however, where a number of children
are together in one room, is perhaps even more difficult to
solve. An even sequence in the schedule, regularity in the time
of the rest period, and the quiet assumption that “This is now
rest time” are as much needed in the nursery as in the home.
Individual cots, with some kind of screen or curtain between
them, should be arranged, if possible, in order to limit the
distraction caused by seeing other children tossing. The tea(:th-
ers will move about quietly, and calmly, and will deal with
each child very gently. At no time is it more necessary for
the nursery teacher to remember she is acting as a mother-

substitute than at the child’s rest time.
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For a nursery group meeting for only a half-day session,
whether weekly or merely Sundays, the question of the de-
sirability of a rest time has been re-examined during the past
few years. Teachers should make their plans on this score with
open minds, trying to base their procedure upon the children’s
physiological and psychological needs rather than on tradi-
tion. These are some of the questions being asked: Would
the children rest in the middle of the morning if they were at
home? Would they choose to rest at the school if they were
given a free choice? When the children are told at a certain
hour to lie still and be quiet, how large a proportion of them
really do relax? What happens to the child’s growing desire

for self-direction, if he is made to be quiet when he feels no
need for rest?

Some leaders, after experimentation both with and without
the rest time, have solved the problem by having a rest period
for those who wish it (with some silence and later some mu-
sic), allowing those who do not choose to lie down to play
quietly in an adjoining room. Others have found that, if the
sequence of activities is well planned, a quiet period, about
halfway through the morning, for listening to music or for a
story 1s all the quietness most of the children need or wish.
Some leaders of church school nurseries have found that the
rest time, especially if the shades have been pulled down, has
been the time when timid children have most missed their

mothers, and a few have, as a result, developed a dislike of
their Sunday nursery.

But even in a nursery or Kindergarten group meeting but
once a _week we would have, if possible, a quiet corner Or
room with a cot or two or a few comfortable clean ru gs, where
a child who feels the need may seek a little rest. Moreover,

teachers have an old resource to offer when needed. Did not
Grandmother, when noticing a small child '
coming too high strung, gather him up to re
and secure arms, and sing to him her soothin

drooping or be-
st in her capable
g lullabies?
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Helping the Child Deal With His Dreams

Children, like all adults, dream. They probably dream long
before they are old enough to talk about their dreams. By
four and five they are able to report them.

At Columbia University, Dr. Arthur Jersild and his asso-
ciates asked 400 children, from five to twelve years old, a num-
ber of questions regarding the things they were afraid of.
Among the responses were 140 instances where these children
spoke of fear in connection with the dark, of being alone at
night, of hearing noises at night, of dreaming and of appa-
ritions. Of those with high intelligence (I.Q. 120 or above),
nearly twice as many reported fears of these kinds as did those
of average intelligence.! Some two years later another study
was made of the same children. It was found that although
fears of many kinds had decreased during the interval between
the two studies, there was a marked increase as the children
grew older, in the “frequency of fears of imaginary, fanciful,
subjective, supernatural, or remote dangers (including fear
of the dark and imaginary creatures associated with the dark,
fear of matters associated with death and corpses, of being
alone, of bogies and other imaginary creatures, . . . and also
fears arising during dreams and nightmares). These cate-
gories accounted for 5 per cent of the fears when the children
were first studied, as compared with 24 per cent of the fears
reported in the follow-up study.”*

The dreams of children, however, are not always terrifying.
Dreaming may be one of the most exhilarating experiences
that an individual can have, thrilling him with the realization
that his mind may at times transcend the prosaic confines of
time and space and lead him far toward some goal or some
solution of a problem he is ambitious to solve. Dr. .Tersﬂc},
however, when questioning the 400 children about their
dreams, found that the children reported a greater frequency
of unpleasant than of pleasant dreams. Of recurrent dreams
reported, 163 were unpleasant and only 67 pleasant. He found
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that 14 per cent reported as their chief fear that of being alone

in the dark or in strange places, and 12 per cent had had
dreams of these same experiences. Those children with intelli-
gence quotients of 120 or above had unpleasant dreams twice
as often as pleasant dreams and were more likely to dream

of strange people and the dark than were their less alert class-
maftes.

Whether pleasant or unpleasant, the experience of dream-
ing, if left entirely unexplained by the adult, must be confus-
ing to a little child, and one would expect it to lead him to
seek some explanation from a trusted adult as to what is real
and what i1s 1maginary. Perhaps as parents and teachers we
have not done enough to lead small children to a beginning
of an understanding of this amazing power. The young child
with his afternoon nap time and his early bedtime spends a
considerable fraction of his hours in bed. To be alone in the
dark means that there is considerable time for the free use of
the imagination. Whether this fancy will be directed by the
child to the realm of pleasant constructive experiences, or will
be concerned with thoughts of dangers, of fear, of unresolved
problems which have been disquieting, depends to a large ex-

tent upon the child’s relations with the adults nearest and
dearest to him.

In trying to discover the nature of the young child’s dream
life, the adult needs to be especially discerning. Not to the
tortoise alone has Nature given the privilege of withdrawing
into his shell at the approach of danger. Like the tortoise,
many children appear to be self-sufficient, calm, and contented
when at heart they feel most insecure. They have learned,
even at this early age, to defend themselves from real and
fancied danger by drawing into their own shells. Such chil-
dren may be highly sensitive, aquiver with inarticulate fears.

They may sleep. lightly and restlessly and cry out in their
dreams. The wise teacher or parent will strive to learn to

distinguish between the quiet born of inner resourcefulness
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and the withdrawing which comes from social insecurity, and

will try to give special care toward reassuring the more re-
pressed child.

In view then of the significance of children’s attitudes toward
the dark and toward their own dream life, a series of narratives
and songs relating to bedtime and to dreaming have been in-
cluded in the Martin and Judy series. “Hiding in the Dark”
and “Darkness Hides All Things” are intended to associate in
the child’s mind his own bedtime experience with the thought
that other children find the dark a source of fun and interest.
“Nighttime” has been written to suggest to children ways of
helping themselves solve their own problems. There follow
two stories of dreaming. In the first, Martin has a pleasant
dream; in the second, he has an unhappy dream. The manner
in which the parents in each case deal with the child’s dream
may be suggestive.

When a child runs to his parents’ room after a bad dream,
the parent will comfort him calmly and help him to settle down
to sleep again in the security of the parent’s presence for a
while. If at the time or later when the daylight comes, the child
can talk over the dream, the parent may be able to help him
to see that there is no reality to dream objects and therefore
nothing for him to fear. The dream, however, may make clear
to the parent that the child is unhappy about something in his
daily experiences which the parent has in his power to change;
at least he can reassure the child of his love. Such a dream
might be one in which the child thought that his father had
taken a trip and could not get back home, or a dream in which
the child feared that he himself had gone away from home and
when he returned found that a baby had taken his room and
that his parents had no place for him, or a dream in which he
was frightened by some big animal. | |

If such dreams are recurrent,® parents may well give special
attention to them. A check on the child’s health and eating

habits is the first step. Do certain foods when eaten at supper
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give him discomfort? Does he have too much and too irritating
a diet so far as roughage goes? Is he constipated? Often a
physician or a psychologist may unearth the cause.

The parents may also try harder than before to help the
child resolve his conflicts and problems as they arise during
the day or, at least before he is left for the night, so that he
does not have unsolved issues facing him as fears before he
goes to sleep. When Judy and her mother, in the story “Judy
Makes a Mistake™ (Vol. III), talk over how Judy can pay
back the nickel she has taken from the mother’s purse, they
settle it then and there. This is much wiser than to have Judy’s
mother put off the issue by saying, “We'll see about that in
the morning.”

Parents of a child who has bad dreams will be especially
careful to arrange for the general tenor of the child’s days to
be as tranquil as possible. Picnics, walks to the park, jolly
games and spontaneous fun are, of course, to be encouraged.
But for the high-strung child these treats should be simple and
sensible. Certain other experiences, even though many other
parents do plan them for their children, may be unwise and
quite unnecessary for the happiness of a given preschool child.
Such include the trip to the circus, a day at the State Fair, the
downtown parade (how little a small child really can see of a
crowded parade!), a movie, a hurried, fairly long, week-end
trip. Even though it sometimes seems necessary to have the
child go through such experiences for the sake of values to
t:'.)ﬂzlﬂl' members of the family, where they must act as a unit, it
s important to keep the contacts simple for the preschool child.

If the child having the disturbing dreams has a vivid imagi-

I_1ati0_n, t}le Ingenious parent can do much to channel this
imagination into wholesome outlets durin

ways as playing with finger puppets, story-telling, dramatiza-
tion, and art work, so that the child’s energies need not be
spent- exclusively on playing make-believe at bedtime.

It is well known that the radio is responsible for the terrify-

g the daytime in such
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ing dreams of many children. Parents of an only child are
fortunate in that they can postpone until well beyond the pre-
school years his interest in the radio or television, simply by
having such an instrument on only during the comparatively
few periods when there is an excellent program. When there
are older children in the family it is much harder to protect
the younger child from overstimulation. One way, perhaps
the best, is openly to enlist the co-operation of big brother
and sister in protecting the younger child. A mother may read
to the preschool child in his own room while big brother uses
the family radio in the living room. The parent may even be
clever enough to devise a reading time so attractive to both
big and little brother that the radio or video loses out. But all
should agree that hair-raising programs should not be offered,
at least to younger children. Happy, active companionship
between the parents and each of the children in a family often
precludes the need for a child to seek passive absorption in
his “programs.”

Praying at Bedtime

Whether children of three and four should be encouraged
to pray at bedtime is a question too large and too important
to be included in this chapter, and will be discussed later. But
one element present in prayer at its best should be mentioned
here, for it is possible for all parents, orthodox, agnostic, or
uncertain. Many have found it valuable enough to include as
a part of the bedtime procedure, at least several times each
week. This is the opportunity the hour presents for quiet,
friendly talk and meditation over the day’s events. “Some
parents who no longer feel natural in asking their children to
kneel in prayer are planning similar periods for them when,
either alone or with some grown-up, the children may quietly
think and talk over frankly the day’s conflicts and joys. Such
occasions for little children might make possible their first
steps away from an unmeditative snatching of life in momen-
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tary pieces and toward a taking of a longer-time view of them-
selves and of their growing social world. If the modern child
18 encouraged to live without some periodic opportunities to
reflect in quiet and he becomes accustomed hastily and super-
ficially to snatch the scraps of life that are immediately at hand,
he will miss much. Children have not infrequently found this
value in the act of prayer. Such experiences tend to deepen the
stream; to give life fullness of meaning. . . . [But] the talk-
ing over of everyday events with children calls for a fine art if

children themselves are to be given the opportunity to take the
major steps in the thinking process.”*
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The Courageous Child

Out of the infinite heart of love we have come through
you but not of you, into the now. We are the ever-new, yet
ever-old miracle of the incarnation—God coming to dwell
among men.

Encumber us not with tawdry things, but give us a
chance to grow souls sensitive to beauty, vibrant with good
will, and hungry for the imperishable values of life,

Wither us not with fear, but touch with faith’s wand the
mystic springs of courage in our trusting souls.

Open unto us doors of reverence for all brave deeds,
yearning for all true facts, and the high responsibility of
duty.

%’alk with us in understanding comradeship to the
house of prayer where together we may know the meaning
and purpose of life.

We give thanks for you, for all you have given us, for all
you have hoped for us. We will not fail your dream for us
when we at last beg leave and take our place as the builders

of the new tomorrow.

We are your children.
—W. WALDEMAR W. ARGOW

TRINTJE WAS STANDING back against the iris border watching

the older children in her play-group marching one by one
across the walking-board, a twelve-foot two-by-four raised

some three inches above the grass. She herself, aged twen}ty-
ventured to try it. The mother-in-

charge looked across from the jolly little group about her to
where Trintje stood watching,

93

the sunlight flecking down
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through the cherry blossoms to dance in light and shade across
the earnest face, brown eyes intent upon the marching chil-
dren. “Trintje, would you like to try it too?” invited the
mother. Trintje hung her head and tightened her hold upon the
rubber ball she carried. “See, Trintje, the other children will
wait. You may have a turn all alone. Donald, Russell, you
wait now! Let Trintje try!” Slowly, along the border of scarlet
tulips and white hyacinths, came Trintje, her brown eyes
shining. Past the big box and ladder, past the slide, to the end
of the walking-board. Carefully one small foot essayed the
board, slowly the other was lifted from the ground, carefully
the crossing was begun. Brown eyes were aglow now, cheeks
red with excitement. Carefully, slowly, inch by inch, progress
was made. Once one foot nearly went to the ground, only to
be swung back into place, as with a run the last few steps were
covered and the child flung herself triumphantly into the arms
of the waiting adult.

In their delight at this accomplishment of their youngest,
the group stood back and let her go again and again across
the thrilling heights, until finally she walked it with ease, and
the adult could give her attention to some other activity in the
play yard. Trintje had met and mastered with courage a new
challenge in her environment.

Courage in the little child, like the southwest breeze, 1S
fanned by currents from two directions — in one are the atti-
tudes of his parents, and in the other are his own daily ex-
periences. Of all the patterns and habits of life which develop
while the child is young, none is more fundamentally set
during the preschool years than the attitude of courage. This
fact is a challenge to parents and teachers. To realize this

should also bring us great relief and security, for it simplifies
many of the demands we make on ourselves.

'What specific evidences of courage in adults are nursery
children most likely to observe? There are the attitudes of
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parents toward special circumstances. When the first sharp
thunderclap of the summer is heard in the nursery playroom,
one may notice almost every child looking quickly at the
adult for an interpretation of the strange sound. If the adult
goes quietly and cheerfully on with her regular activity, the
children will usually go happily on with their play. But let
the adult feel inwardly anxious, let her hurriedly slam all the
windows shut, caution the children tensely about playing near
the fireplace, call to another teacher to hasten in from out-

doors, it is almost certain that the children’s first association of
fear with the storm has bzen set up.

So it may be with automobile driving. Let the mother who is
holding the baby in the car tighten her hold on the child with
each approaching intersection, let her draw in her breath or
call the driver’s name whenever the driver handles the car
in an unexpected way, and no other word need be spoken to
develop in the child a feeling of apprehension toward driving.

So it may be in social situations. The parent who fears to
mingle with those of another race or nationality will almost
certainly have children who reflect these fears. The father
who fears business reverses, the mother who fears that her
mother-in-law will not like her housekeeping, the parents who
unduly fear accidents to their children, are likely to have
children who reflect apprehension in their relations with other
children, with guests in the home or with any newcomers they
may meet.

But not all fearless parents have fearless children. Important
as are the intangible influences of parent attitudes, a second
series of factors have an important determining effect on the
child’s approach to life: these are the daily experiences of the
child himself in facing hardships, and the degree of success
with which he meets them.

A mistake we easily fall into when trying to develop in a
child courage to meet his difficulties is described best by two



96 Consider the Children — How They Grow

illustrations. First, we have in mind Jack, aged three, whose
father, vigorous, athletic and jolly, was eager for his son to
love the water. The day after the family arrived at the beach,
Jack, dancing with delight, ran beside his father over the sand.
But as he approached the edge of the water he slackened his
pace. With his first step in the water he drew back. A second
step and he was pulling back vigorously. This the father
noticed. “Come on, little fellow, Daddy’s got you. Suppose I
carry you out over these waves.” Before the child could es-
cape, he was hoisted upon his father’s broad shoulder and
carried out as far as his father could walk. “Now, isn’t this
fine? Just look here, you're not afraid. See, Daddy will teach
you how to swim. Just lie out on my hand.” Jack, now
screaming in resistance, was laid on the water where the
father’s firm grip kept him from being submerged, though it
could by no means keep the salt waves from exploring the
recesses of his open mouth. In vain the father reassured and
joked. In vain he urged Jack to notice the progress in swim-
ming of young Joseph who was responding to similar treat-
ment from his father with delight and valiant effort to learn.
Jack continued to scream, trying in his panic to clutch at his
father’s form — his hair, his arms, his neck. Finally, the exas-
perated father carried the child back to the shore and with
more good humor than irritation deposited him beside his little
sister, saying, “There, you’d best play here with the baby.
Yau’r? not the man I hoped you were.” Thus, Jack’s first
experience with the water met with failure and ignominy in
the eyes of the one he most admired.

Russell was a two-year-old whose parents, instead of trying
to ’.nurry him to success, saw the significance of first steps, first
att{tudes. When he was about to take an overnight ride on a
train, his parents read him in advance stories of trains, showed

g P ict_u res of busy porters opening berths, of children
sleeping in small berths, made up stories to include the special
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details of this particular trip that was projected. When the
time came, the parents boarded the train early, settled Russell
happily before the train started to move, recalled to him the
similar adventures of the boy in the story, sang him his accus-
tomed lullaby, placed his familiar Teddy in his arms. Then
the parents sat chatting together in a nearby vacant section
until their boy fell asleep. His first experience in sleeping away
from home and crib he had met with pleasure and success.

The roots of courage and of timidity are deeply imbedded in
just such complex experiences as these. Obviously there are
wide individual differences in disposition, in temperament, in
sensitivity to environment. Methods used with one child in a
specific environment may be unsuccessful with another child.
We have no first-class research upon this great problem of the
causes and factors in the development of courage and self-
reliance, yet common sense, observation and experience do
give us some guidance.

1. For most children, perhaps barring the extremely ven-
turesome or impulsive, the attitude of courage must be learned
in step-by-step fashion, and is built up out of weeks and months
of increasingly more difficult challenges successfully met, espe-
cially during the period from six months to four years of age.

2. These steps in the development of courage can be taken
during simple, everyday experiences common in the lives of
all young children. Among such experiences are the approach
of a stranger in the home, meeting a strange child, stair-climb-
ing, thunder storms, trips to new places, putting high orna-
ments on a Christmas tree, using a seesaw, swing, or walking-
board, and the coming of the doctor.

3. Children, if they are to grow in self-reliance, need to
have their experiences interpreted to them to such an extent
that they sense adult approval and family rejoicing over small
evidences of such growth. If the child’s feelings of pride over
well-earned achievement have been sanely built up, he has
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small need to resort to resistant behavior, “showing off,” or
other unsocial behavior to get the attention he craves and
needs.

Since, then, the encouragement of positive, expectant atti-
tudes in life is one of the major needs of the child of nursery
age, a need far more basic than training in skills of memory
or of words, there are in the Martin and Judy volumes several

stories which are especially intended to bring out this ex-
perience in courage.

In “The Barking Dog” we find Martin and Judy faced with

the problem of passing a dog which barks at them. They
remind themselves that this dog may feel as friendly as their
own dog, and they learn that by their walking along without
panic, the dog does them no harm. “A Five-Cent Piece Rolls
Away” is also written to encourage a child to utilize his own
resources in case of need. We find Martin facing the problem
of his lost coin, and we read how step by step he works this
problem out successfully. In “Martin Helps Himself” we find
that Martin gets himself home safely by stopping to think.
“Judy and the Doctor Help Each Other” and “This Is the
Hospital” likewise suggest the value of developing in the child

confidence in his ability to meet the hard situations which
sickness sometimes brings.

The nursery teacher can do much to supplement these stories
in building confidence in the child. First of all, she herself will
tI‘y to be a calm and confident person. While she tries to be
vigilant and attentive to each child’s needs, she will try neither
to §h0w anxiety nor to feel overly apprehensive toward their
activities and emergencies. She will have her first-aid kit at
hand, her windows and banisters puarded against falls, her
own plans clear as to action in case of fire, but having taken
thesc. pr@autions she will trust the future and will not be
worried inwardly over possible catastrophes. Moreover, it is
ideal for little children to be in the presence of a teacher who
herself loves wholesome adventure, who lives freely and richly,
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who “considers the Universe safe in the hands of the Al-
mighty.” This positive, serene attitude toward life 1s bound to
be reflected in the attitude of the sensitive, alert children by
whom she is surrounded.

Specifically in her relations with the children, the teacher
will keep the positive approach. “Watch your tray carefully,”
rather than “Look out, don’t spill,” to the child who is return-
ing the fruit juice cups to the kitchen. “See how well Joe will
pour his orange juice. It will go in his cup, every drop,”
rather than “Now don’t spill any.” When the child is success-
ful, quiet but genuine celebration is made. When he fails, as
in this matter of spilling, quietly again the teacher may say,
“We all spill sometimes, Joe. Tomorrow you will get a better
start.” Nor is this friendly encouragement and praise to be
construed as a bar to the occasional need for saying firmly
and frankly to some careless or attention-seeking child, “You
can do much better than that, Dickie. Tomorrow we want
you to do as well as you did yesterday. Remember how care-
fully you built that house?”

It 1s also good nursery group practice to encourage a child
who has attempted and failed, to try the same activity again,
with the teacher beside him to insure his success on the second
trial. Thus the child may go home at the end of the morning,
not with the feeling of defeat, or of a fear which may lead
him to an avoidance of that activity the next week, but with a
feeling of pride and self-confidence.

Again the teacher may help the children develop an aware-
ness of their own sources of courage by praising them quietly,
but in the presence of others, for fortitude in meeting minor
bumps and hurts. “Isn’t Sally fine? She sat very still so I
could take out the splinter quickly,” may be the beginning
of helping Sally to feel that she is not the “baby” she is reputed
to be at home. “Did you notice that when Tommy fell down
a fe*:ar minutes ago he picked himself right up and went on
playing?” Such comments must be genuine, but they will
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teacher helped her to guide. The boat took shape, was finished,
and painted a bright red. For the first time since her enroll-
ment, Anne ran into the playroom ahead of the teacher, and
held up her boat with a triumphant smile. Thus Anne had
found a channel deeply satisfying to her and approved by the
group. When, later, she was helped to make a birdhouse
which the group actually could put to use, it was clear that she
had begun to gain a concept of herself not as a belligerent, but
as a friendly person.

The rhythm band, like woodwork, may have a special func-
tion here. For the little child who has been brought up “not
to touch™ the piano at home, the vigorous use of cymbal or
drum has real release value. For the shy child who fears to
be conspicuous, it may be an invigorating experience to feel
himself one of a group and able to express freely his love of
rhythm. And perhaps even more essential as an avenue of
healthy self-expression and free activity is the interpretive
dancing or individual rhythmic play period where each child
may be encouraged to respond in the way “the music makes
him feel.”

Physical equipment for vigorous play is also desirable in
the indoor playroom: a walking-board, small ladder, play
house, or jungle gym, or a rope for climbing.

At home the mother may continue all these avenues of in-
terest — stories, rhythms, painting and crayoning. But in ad-
dition, she has an Opportunity to build up for the child a
reputation for being calm in émergency, courageous in ap-
proach. “Isn’t it splendid, Father,” she may say quietly at
supper, “Helen went way to the top of the slide today. She
has been wanting to do that for a long time.” Or, “Tommy
got a deep cut today, Daddy. T had to work a long time to

clean it out. He sat very still to let me work at it He was
really brave.”

O}lr aim in m.attf::rs calling for fortitude should not be to
forbid young children or shame them out of expressing fear
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or hurt, but rather to help them build up in themselves a
belief, based on previous successful experiences, that they
“can take it,” that the future is not full of unknown, fearful
possibilities, that life essentially is good. Keeping this in mind,
we realize that tears are only natural, and often even thera-
peutic, bringing about a healthy release of tension. If the
basic sense of self-confidence is gradually being built up, we
may be content.
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The Secure Child

A home is such a vital element
To go into the making of a son!

Chair, rug or spoon his baby fingers bent,
Are bred into his being, every one.

The way he stands, the way he holds his head
Can alter with the changing of a room.

A softer lamp beside his little bed,

A moment with a paint-brush or a broom,

A picture on the wall, a yellow bird,

All these are part of him forever after.

All these — called “home”; there is no sweeter word —
Will shape his heart for courage and for laughter.

— MARY EL1ZABETH COUNSELMAN

DAVID, WITH THE EARNEST INTENTNESS born of an eighteen-
months’ sojourn in this world, was eating his lunch at the
family table. His mother had two guests at lunch, comparative
strangers in the home. The conversation, of course, concerned
itself with the interests of the three adults, and although there
were brief smiles for David, no special concern was shown
him. Apparently in busy contentment, David finished his first
course and started on his dessert. Just then, to his mother’s
surprise, she heard him cough, once, and then again. Was he
choking? Or did he have a cold? She watched him from the
corner of her eye, but her quUery was answered even as she
watched, for with a little smile, “ompounded of pride and
104
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self-consciousness, he deliberately, conspicuously, grasped his
small pitcher of milk, took a quick glance at the guests, and
carefully, slowly, filled his own glass without spilling a drop.
A quiet, understanding guest smiled recognition of his achieve-
ment, and the episode was over. The adult conversation was
continued, and David soon went to nap willingly. His moment
of importance had been apparently a sufficient crown and
glory.

We have spoken of the basic urge of all life for an upward
and outward reach, for outlets of self-expression and of
achievement, for opportunities to venture, to essay. Inex-
tricably bound up with these essential experiences is that other
need of which we have already spoken, especially in Chapter
I: the need for security. This is so elemental that all parents,
we repeat, should consider it the first desideratum for their
children. Yet its attainment is so elusive that some parents
miss it who strive hardest, while other homes provide security
where the adults seem least conscious of its importance. In
human relationships there is never a tangible, static environ-
ment wherein the parents may feel certain that the child is
secure. Nor would we, even if we could, surround our children
with complete security. To do this would be to deny them
the feeling of needing to achieve. Yet security, thus qualified,
our children need. Can it be defined? Can it be attained?
Can it be increased? How may it be threatened?

Considering the whole range of children’s development,
physiological and psychological, we realize that security 1n-
volves not only wholesome food, shelter, and nursery care,
but the nourishment of children’s ideas, interests, and feelings
of self-importance. Specifically it implies that they be sur-
rounded by adults who like them, who maintain for them some
stability of routine, who expect well of them, ant_:l 1.vi.fh::::- ha_ve
time to plan for them and with them. More than this, it implies
that those adults surrounding the child be themselves moder-
ately adjusted to life's major demands for common S€nse,
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fortitude, and buoyancy, and that between the adults in the
home there be mutual respect and basic affection. The “fair
guest-chambers, open to sunrise and the birds,” of which Whjt-

tier wrote, are especially characteristic of homes which give
the child security.

That security in this full measure is often not attained is ob-
vious when we scan the records of juvenile delinquency, of
school failures, of child guidance clinics, and later of marriage
maladjustments, and of that legion of individuals who may not
have failed signally, but who carry personality scars, or
unhealed hurts due to early experiences in feeling unloved, un-
justly treated, inadequately respected. These areas of insecur-
ity show themselves in a variety of ways, in anxiety, apprehen-
slveness, suspicion, retreat, sometimes in anger, in ready tears,
in irritability, in continual attempts at self-assertion and domi-
nation. Both the compulsion to retreat and the tendency to at-
tack, when confronted with a conflict, are modes of behavior

due to insecurity, which may be woven during the earliest years
Into one’s personality patterns.

In a desire to increase their children’s security, parents at-
tempt on occasion to do more for their children than has been
their custom. For some, this is altogether wholesome. It is
good for the parent to show interest in equipping the backyard
playground, to give time to painting and maintaining an attrac-
tive, colorful playroom, a restful, harmonious bedroom, to
select appurtenances in bathroom, kitchen and dining room
\.whjch encourage self-help and comfort for the child. But, as
in the case of sunlight upon the child’s tender skin, so in the
case of parental attention to the child’s delicate tendrils of self-
direction, he may not flourish under too concentrated EXpo-
sure. One of the most important balances which the parent
must learn to maintain is the balance between doing enough,
but not too much, for his child. Perhaps, indeed, one of the
best criteria of wholesome parenthood is suggested by the
question, “How much do these parents let the child do for
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himself?” In doing for the child those services which he cannot
do for himself, and in letting him do for himself in those areas
within his range of ability, we are in the heart of the problem
of character development, of religious nurture. In our longing
to protect our children, to give them memories of happiness
during their precious, fleeting preschool years, let us not neglect
the fact that deep inner happiness and security come not alone
from comfort and generous care, but also from the dawning
conviction that one has inner resources of steadfastness and of
self-direction.

When, we may now ask, is a child’s feeling of security most
likely to be ‘hreatened? Primarily, research answers, when the
child is faced with forces which he fears and which are still
beyond his control. Among the fiercer fears which may beset
him may be listed his awareness of deep antagonisms between
his parents, his feeling that his parents are frightened by finan-
cial or racial insecurity, his belief that he is not loved or ad-
mired as much as some of his brothers or sisters, his conviction
that he is not trusted or not wanted, his knowledge that he has
made what his elders consider grave failures in the past and
that they expect these to be repeated, his fear that certain real
or fancied physical handicaps are socially conspicuous, his
cealization that he does not know how to hold his own with
others of the same age, his acceptance of what he considers
the adults’ belief that there is no one thing he can do well.

These factors are so subtle, so difficult to measure, that they
have eluded many attempts of research workers to understand
them. One of the most illuminating studies is that by Francis
and Fillmore on The Influence of Environment upon the Per-
sonality of Children. A psychiatric and social study was made
of two groups of fifty-six children each, in contrasting areas in
a small city: one had sordid, degenerate physical surroundings,
the other was in a fine residential district, with large lawns and
attractive homes. While it was found that there was juvenile
delinquency in the first area and none in the second, it was also
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found that in only about half of the underprivileged homes
studied were the parents’ attitudes significantly worse than
those of the parents in the better residences: and it appeared
that the attitudes of the parents rather than the physical en-
vironment were of major importance in influencing the de-
velopment of personality. The authors conclude: “Although
a sharp difference between the two areas in respect to physical
conditions was found by both observation and statistical analy-
sis, the physical factors do not assume importance in relation
to personality development. . . . The main point so far as
these results are concerned is that parental attitudes do shape
the personality of a child, while his material surroundings are
not of vital importance.”?

Other recent studies point to similar conclusions — that
within homes of fairly similar physical attractiveness there may
be subtle differences in parental attitudes which provide secu-
rity for one child and deny it to his neighbor, and that likewise
in homes widely dissimilar in economic comforts there may be
almost equal security or equal insecurity. These differences
may occur even as between brothers and sisters in the same
family.

Behavior is a language highly inflected and capable of being
understood only by the discerning and sensitive. And strangely
enough, what the child is trying to say in his behavior is often
related to this one theme: “Do you really like me?” “Where
do I belong?” Sometimes his longing for more reassurance
leads him to aggressive, attention-getting behavior highly an-
noying to the adult, and then mistaken for overassurance.

Under the same urgency some children retreat, and seek, by
evasive behavior, to make themselves i.ncmnspicuaus and thus
not open to criticism. Many children seek compensation
through nail-biting, enuresis, prolonged thumb-sucking to get
the attention from adults they had when younger; others may
show by extremely cautious behavior and apprehensive man-
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ner that they are uncertain of their own adequacies. “Actually
a child is never SO much in need of love as when he is most
unlovable, and parents who understand will spontaneously rise
to the occasion. He needs extra reassurances of love, by dem-
onstrated affection and richer companionship until he has ad-
justed to the shift demanded by the growth process.” *

Fortunately, we are appreciating more fully today the con-
tribution grandparents may make to the child’s happiness.
When the little child has parents who are secure enough to let
their parents feel secure in their relations to the child, much
contentment in living may flow through all three generations.
Sometimes a grandparent, through his or her greater leisure
and necessary concessions to life, has the time and under-
standing to give glimpses to the young child of a way of life
which gives him great security.

In the nursery school there are many Wajys of giving to the
child this feeling of belonging. The way he is greeted by the
teachers, the way the nurse makes her morning inspection, the
finding of his own emblem where he hangs his wraps, and
seeing the room arranged in attractive order for his interests;
all these speak to the child a kind of personal welcome.®
Added to this more pervasive atmosphere are concrete ways
in which the teacher may help the child attain social recogni-
tion. Through the child’s co-operating in routines he may gain
certain feelings of importance. «How well David dries his own
hands. And he remembered tO throw his towel in the waste
basket.” Such recognition gives & fecling of glow even at
thirty-six months. «Alice waits for her mother inside the play-
room. We can always depend on her,” may send some diffident
child home with a happy heart. It is good for a child to feel
that the adult counts on him to feed the goldfish, or to put away
the box of musical instruments, Of to pass around the paper

napkins. ‘ | _
Through creative achievement the child may also gain social
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recognition. Whoever has watched the expression of a little
child at an easel, or at the tool-bench, realizes how necessary

to the integration of personality is this early feeling of impor-
tance. “Tell your grandmother of the big present Daddy had
for Christmas,” suggested a mother to her seven-year-old,
thinking he would speak of the bicycle she had given her hus-

band. “Oh,” said the boy, his eyes shining, “I made him a
bookcase.”

Through his friends the child may gain added feelings of
importance. “Dere. We are all weady. My frwends are coming
toon,” said a two-year-old as he awaited the arrival of the small
neighborhood group who gathered daily in his backyard. We
have little research to tell us how many and what channels are
best for very early friendships, but the evidence is clear that it
is desirable for even the three-year-old to have a small circle

of friends of his own age among whom he feels he has a posi-
tion of importance.

Setting Limits for the Child

We have been speaking of ways of giving a child security
through accepting and encouraging him. But he may also gain
security by the way we limit him, at those times and in those
directions when his behavior cannot be approved. No parent
wants his child to grow up lawless and irresponsible toward the
weltare of the larger groups of which he is a part. What is the
place of discipline in the child’s growth? What are the known
facts which might guide parents here? First: What about
spanking?

This may seem an unnecessary question to discuss with
readers interested enough in child development to read this
book, for few of these, on principle, would approve of spank-

ing, even though in practice they may resort to it when their

feelings are aroused. But each reader of this book must know
relatives, acquaintances,

‘ neighbors who not only resort to it
in emotional stress, but who actually believe in it and are
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critical of those who do not. There are still occasional maga-
Jine articles approving .« What are the research findings
which might strengthen us, should we be asked our Upinion?

There is no evidence, either through clinical studies, per-
<onal records, biographies, or statistical correlations, to sup-
port 4 belief that corporal punishment is an aid to a child’s
growth toward maturity and self-discipline. On the contrary,
there are a number of studies which show that corporal punish-
—ent tends to make a child tae] insecure in his relations to his
parents. Since parents for so long a time constitute the child’s
world, the sense of insecurity, of fear, of resentment, of hos-
tility or of submissiveness which the child feels toward such
parents, as he steps from home into the surrounding world,
largely determines the attitudes which he holds toward other
adults. Case studies of juvenile delinquents,* of neurotics,® of
young people who failed in school,*™* of adults whose mar-
riages were unhappy,” '° reveal a large proportion Who had
severe discipline in early childhood.

There is also evidence that fear hinders learning rather than
helps it.!* Fear seems (O <ot in motion protective devices in the
qutonomic nervous system SO that neither digestive tract, 10T
circulation, nor mental processes function effectively for an
extended period of time. Fear always induces some inner state
of tension or panic: this may produce the immediate obedience

desired, but it does not bring bout constructive learning, Or

n maturity. «The child learns to fear and yielcl to brute

growth 1
d self-reliance 18

force, and a little of his dignity, courage an

destroyed with each blow.” "
There is evidence, 1n addition, that adults who use corporal

punishment choose to use it mainly to give vent to their own
fear rather than to COI-

{1l humor or feelings of frustration Or !
rect behavior of serious significance or tO help the child learn.

In a study of the kinds of guidance given by parents to their
children, Dr. Gertrude Lafore observed normal nursery school
children with their parents in their homes. Her observations
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reveal that many of the parents used corporal punishment
frequently and for behavior of trivial importance on the part
of their children. Tony’s mother slapped him for getting on a
bed, for making faces at her in retaliation, for crying when she
washed his face. Caroline’s mother slapped her when she hit
her mother and again when she pushed her little brother,
Candy’s mother slapped her when she would not stand still
enough to be dressed, and spanked her when she would not
remain on the toilet seat. Nancy's mother slapped her when
she ignored admonitions to leave the sink. Soap in the mouth
and the police were used as threats to control Enid and Caro-
line. Surely all readers would agree that greater understanding
and a more relaxed attitude on the part of the parent would
have prevented the need of creating scenes like these. Of
course, some of the parents observed were gentle and construc-
tive in the guidance of their children, and all of them gave evi-
dence to the observer of their deep regard and affection for
them. Moreover, all of the children seemed to be normal and
lively, engaged in the usual preschool practices. But “it
seemed to the observer that all of them wanted to behave as
the parent desired, but did not know how to reconcile their
natural inclination with the wishes of the parent. In many
cases the total situation aroused in the investigator a feeling of
deep pity: the parent was trying so hard to be a good parent
and the child was trying so hard to be a good child and in the
eyes of each the other was a failure,” 14

What about other penalties imposed arbitrarily by parents,
such as isolating, depriving of a pleasure, scolding?
' Here again, research has a few answers. With regard to
isolation, for example, it has been found that the behavior of
many children who do things which lead adults to think they
need “being put in their room,” “sent out of the group,” “left
at h-:?me when we have a picnic,” are children who for real or
fan:r::le;_d reasons, already are insecure, and who, therefore, in
their inexpert way, may use any kind of behavior to get ad-
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miration and love. In such cases to cut them off even tem-
porarily from all attention has sometimes aggravated their need
instead of helping it. There are times, of course, when the
quiet of one’s room may steady a child, but it should be offered
him as a resource, not as a punishment.

The other methods included in our question need the same
kind of analysis. When a child is disturbed or confused in his
social behavior, does it clarify his thinking to have arbitrary
retaliation from his parents? Does scolding him help him to
learn? Does embarrassment clarify thinking? The only guide
for thoughtful parents who want to know the worth of these
methods is to keep a simple record of their use and thus see for
themselves whether their written anecdotes do indicate that
the methods are really getting at the causes of the children’s
behavior.

Are there other limitations, then, to be recommended?

Yes. Children are more secure when they sense consistent
firmness in the adults around them, and when they have
learned to accept through understanding the necessary no’s in
life. What matters are the ways in which the limitations are
set up. Wholesome ways are those which enable the child to
see clearly cause and effect, to count on his social universe, and
especially those which enable the child to become his own
agent in setting his boundaries to conform to society.

For example, when Janet’s mother felt that Janet might be
old enough to play outdoors without her mother’s constant
presence, she and Janet hunted up a piece of red chalk. They
walked together south down the sidewalk until they were just
beyond their own property line. “Now, Janet, tell me how far
you can go down this street and still be where you and I can
see each other when I come out on the porch?” Janet thought-
fully backed down a few feet, her eyes on the porch. “This
far,” she said. “That’s fine,” said her mother. “You see, you
need to know where I am and I need to know where you are
when you are playing. What would you think of making a
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line here to help you remember where you may play and
where you may not? What kind of a light reminds me to stop
our car?” “Red,” said Janet. “Well, will you make a red
line across the sidewalk here? and” (after repeating the con-
versation at the northern limits) “here?”

Thus Janet saw the reason for her limitations, helped to
set them, and thus to remember them. Her subsequent be-
havior led her parents to feel that in her play she was more
secure because of the red lines than she would have been had
she had a wider but less definite freedom. When she was older
the barriers were extended to the corners of the block, and
finally, still with very definite understanding, they were re-
moved altogether. Why did she not persist in overstepping her
bounds? Because individuals are not likely to flaunt the laws
they make themselves.

Of course, not all children are exactly like Janet. Michael’s
mother followed the same practice with each of her three
children in turn. Each of the three overstepped the boundaries
once. When this happened, the mother kindly, but firmly,
brought the child in the house to play, explaining that he
was not ready to go out again until he had thought long enough
to remember not to cross the red line again. But here again, it
is the way in which he is brought in and later released,
the calmness born of inner confidence on the part of the
mother in the child’s ability to learn, and in the rightness of
her attitude, which determines whether the half hour will be
one of bitter resentment toward the mother or honest ac-
ceptance by the child of his own mistake.

Similarly with choice possessions in the house. Sensible
parents may put out of reach during the child’s runabout
years Wedgwood and crystal. But they should be able to
have some necessary valuables around which the child should
not feel free to handle. For example, a choice encyclopedia
may fit best in the lower shelves of the living-room bookcase.
Aaron, age eighteen months, in creeping about, may reach
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for a volume. The father, of course, may easily settle the
problem for the time being by slapping his hands and pulling
the book away. In this case Aaron’s father had a sounder way
of limiting the boy. He knelt on the floor beside Aaron and
cleared a space on the lowest shelf. On it he put a magazine
Aaron had just enjoyed, next he took Aaron to the nursery
and they collected two or three of his favorite picture books,
and then they explored the living room and found a few more.
These he and Aaron stacked in Aaron’s section of the book-
case. Then the father took Aaron’s hand and they touched
the newly arranged books. “Aaron’s books — yes.” Then,
touching the encyclopedias, “Daddy’s books — no.” Aaron
gave a slow, understanding smile as his father returned a brief,
approving hug.

For several days the lesson was patiently repeated. If Aaron
started to touch one of the adults’ books, his nearest parent
would take one of Aaron’s off the shelf saying, “Here, Aaron’s
book — yes.” And, gently taking the adult book, or some-
times guiding Aaron’s hand, he would return the other book,
always saying, “Daddy’s book — no.”

Children do not usually will to be destructive or defiant or
annoying. If treated reasonably they are likely to respect
reasonable laws, especially those they help to make. Without
limitations we would all be lost in this world. But if children
are to gain the security which wholesome limitations can give
them, these must be established calmly, reasonably, firmly and
with the lightest touch that will work. And even though nearly
all parents resort at times of fatigue or anxiety or tension to
some unfairness toward their children, they need not feel too
guilty if their general course in defining the limits of their
child’s liberties is such as squares with their principles.
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Attitudes Toward Life and Love

The night has a thousand eyes,
And the day but one;

Yet the light of the bright world dies
With the dying sun.

The mind has a thousand eyes,
And the heart but one:

Yet the light of a whole life dies
When love is done.

— FRANCIS WILLIAM BOURDILLON

THE CHURCH BLESSES MARRIAGE as a sacrament and speaks
of the holy state of matrimony. The minister, rabbi, or priest
hopes that the words he may say during the half hour of the
wedding ceremony will deeply influence the young couple and
may give them an overview to guide them in their new rela-
tionships; yet it is clear that Whether that particular marriage
will be happy or not depends not very much on the marriage
ceremony, but on habits and attitudes which have already been

firmly formed through childhood experiences within the per-
sonalities of the man and th

But, we may ask
the later school years, w
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periences in early childhood which are related to sex educa-
tion, where early attitudes and early adult-child channels of
confidence are all-important.

The love nature of every individual starts with the begin-
ning of his life. It develops through the quality of warmth and
devoted loving care he receives from his very first day. That
is the fundamental reason for the new rooming-in plan now
in its experimental state in some hospitals: that the newborn
infant and his mother may respond to each other in a one-to-
one love relationship. Maternal warmth, protection, devotion
give the child the ground in which his affectional life takes
root, and without which it may not fully flower. Caresses are
important, basic also is the privilege of sucking, at the breast
if possible. The child needs to be held securely and tenderly
when fed, instead of having his bottle propped up for him.
He needs to be played with, rocked a little, laughed with,
treated as a person of delightful importance. In all these
tender early physical ministrations he learns that in love he
lives and moves and has his being. “In the beginning, psychic
and bodily interests — or, as they may be more appropriately
termed in babyhood, affectional and bodily interests — are
clearly allied. They cannot help but be, with both the gift and
the giver of life’s sustaining forces united in one warm and
milky source.”*

Nor should this kind of loving attention, this sex education,
stop at the end of the first dozen or so months, though it so
often does, especially when a second child is born in the
family. In our culture, the little runabout of one or two years
has stopped feeding at the breast, but he may still enjoy his
bottle for sucking some of his milk. Certainly he still needs
caressing, some rocking, lullaby-singing, mother-play and
father-play. He needs too a brief time for play under careful

*Quoted from The Normal Sex Interests of Chf!dr:enl from Infancy to
Childhood, by Frances Bruce Strain (1948), by permission of Appleton-
Century-Crofts, Inc.
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supervision with perhaps one other child of his age so that
his idea of himself may be expanded by perceiving some one
of the same age who is not himself. If he hits or bites at this
age 1t i1s not because he is “unkind” but because loving and
biting often go hand in hand with early affectional develop-
ment. It is all-important that the first tendrils of his expres-

sion of love, this reaching out to pat his parent or to touch
another child in friendly play, be successful.

More than any other part of our natures, our sex natures have been
injured — often irreparably injured — by wrong methods of training.
Nobody was to blame. Until recently, nobody knew there was such a

nature in childhood to save from injury. That is one of the things we
have come to know.

The love impulse, being part of child nature, is constantly cropping
out in fashions all its own— not grown-up fashions but childish
fashions. As constantly as it appears must we, the parents, give recog-

nition to this impulse that it may develop through the years into final
and free expression in normal productive maturity. . . .

In all of us from the very first the sex impulse is twofold in its nature.
It is an attribute of mind and feeling as well as an attribute of body.
It is an energizing force which urges us on not only to strong personal
attachments but, we believe, to high personal achievements; not only
to the procreation of families and children, but to the creation of the
arts and sciences. Bridges, towers, paintings, gardens, drama, music,
sculpture — these are not conceivable without some driving force

rooted in the very nature of man himself and brought forth by love
of man for man or love of man for his Maker.1

This early period is also important in laying wholesome
attitudes toward sex because of the fact that so large a share

of the toddler’s time is connected with toilet routines. As we
have pointed out, many mothers are eager to establish for
their children the habit of keeping dry. Often they fall thought-
lessly into the use of shaming or punishing when the child
shows lack of control in his habits of elimination. The child

Who when Very young has developed a sense of shame regard-
ing the functions of toileting is likely to carry over some of
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this feeling into later life in relation to his generative functions.
The child who is natural in one respect is more likely to be
natural and free from undesirable inhibitions in the other.

Moreover, the early years are the language-forming years.
During the bath, the undressing and dressing, the child from
two to five asks many questions about his own body. And it
i1s indeed fortunate if he is in the care of an adult who will tell
him, naturally and simply, correct terms for any parts of his
body he asks about. “What dat?” asks young Arthur, pointing
to his stomach. “That,” his mother may say, as she continues
his bath, “is your navel. And that is your elbow. And that
IS your penis. And that is your nose. And those, Arthur, are
your fingers that need scrubbing. Right now they look like
the five little pigs that went to market.”

Parents’ attitudes toward their own marriage,* ® toward their
sex adjustments,”® and toward their own love of life and
parenthood are quickly caught and reflected in the personality
of the little child. *Quarrels, harsh voices, rough treatment,
laughter, tears, love, tenderness between others pass over to
him and leave delicate tracings upon his spirit. Long before
children can talk, they understand language. Long before they
understand language they appear responsive to moods, emo-
tions, and feelings that are current in their surroundings.”®

The years from three until six are fully as important as the
three earlier ones. The wise mother, while she will continue
her expressions of genuine affection, will not keep the attach-
ment so close that the child takes refuge in her sole company
when he might be playing with another child of his own age.
The first step in his unfolding social life is now before him,
and whether the mother finds it easy or not, she must share
her two-to-three-year-old with a group of his own friends.

Hannah was a little girl of four years whose grandmother
was shocked at the mother’s decision to put her in a nursery
school. The grandmother was given the special privilege of
staying with the nursery group during the first few days of the
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child’s adjustment. But imagine our surprise to find that
whenever Hannah stepped into the sunshine, the grandmother
jumped from her chair on the sidelines to hold an umbrella
over her. When she went two or three steps up the jungle-gym,
the grandmother was there to caution her against falling; and
when she sat by the edge of the little wading pool, grand-
mother was there to caution her against drowning. This little
child, already pinched, apprehensive, tremblin g at the ap-
proach of any other child in play, was being almost predestined
at the early age of four to a life of inhibited social experiences,
of thwarted, fearful love development.

The age from three to six is the period of first questionings
about the origins of life and the coming of babies. These are
the golden years for information to be given as readily and
as naturally as answers to “Where does Daddy go to every
morning?” “Why do you wear glasses, Mummy?” “What makes
the teakettle boil over?” Moreover, it is the experience of
many parents that while children at this time do ask many di-
rect questions: “Where did Mrs. Jones get her new baby?”
“Where did you get me, Mother?” it is equally true that they
do not linger on their questions, but go on to others of a dif-
ferent nature, or else they run off to play before the mother
has given half an answer. During these years, in fact, what
the mother gives by way of information is not so important as
how she gives it, and especially whether the child feels that in
his mother and father he has an open gate to more knowledge
whenever he wishes it. Tt i the child whose questions are
repressed, who feels he is being denied access to a great secret,

who is Iik.ely to develop undue curiosity, intense longing and
often furtive efforts to find out,

There is one other wel]
which makes it Importan
the early years.

hood play group
MINor nature is

-nigh universal experience of children
L to give wholesome sex education in
Children find themselves in some neighbor-
Where sex talk or sex play of a more or less
going on. Mothers are dismayed to hear the
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sound of children’s hurrying feet going up the stairs, the quiet
barring of the bathroom door, the giggles and whispers from
around the toilet seat. Fortunate is the child whose mother
on such an occasion can breezily follow the crowd up, not too
hurriedly and never stealthily, knock cheerfully on the door
and call out, “Who wants some of the hot cookies I have down-
stairs? Who wants to come and help me make some more?”
There need be no reproach, no investigation; no harm has
been done unless the adult has acted shocked or angry. A
change of interest is often the only necessary step to take.

If a similar episode should happen several times, or if some
one child seems a ringleader and by no means to be satisfied
with suggested changes of occupation, it may be wise for the
parent to find out a little about this child’s needs or opportuni-
ties for learning. Does he call the crowd up because he wants
to see how a little girl looks when undressed? If so, it might
be arranged for him to assist at the bath of a little girl baby
some day. Is it because he feels he has special information
to impart? Then possibly he can be helped to excel in some
other field of knowledge, so that he is no longer so insecure he
feels the need of showing off. Is it because he feels he has a
“nuisance” reputation in the neighborhood and therefore feels
that he has to shock the crowd in order to get a place in the
sun? Then perhaps concerted and kindly neighborhood action
can be taken to help him feel he is a trusted member of the
community. Every situation of this sort needs individual
handling.

The important point 1s this — that in all neighborhoods, in
all countries, among the rich and the poor, in homes of trained
and of untrained parents, children (girls as well as boys) have
occasional play of this sort and may try to include nursery-age
children. Sometimes it is over the exciting secret of urinating
out-of-doors, sometimes it is making secret rhymes they think
adults might forbid, sometimes it is undressing in front of
each other. These activities are due partly to curiosity, partly
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to vague desires to be part of the gang, partly to lack of more
interesting possibilities for play, and partly to the delight of
having a secret and of being chased. They are also expres-
sions, clumsy though they may be, of a universal urge of chil-
dren to grope toward a fuller understanding of the mysteries
which make life possible. If the adult understands the mean.
ings of these activities in terms of the child’s deeper needs, it
will be easier to deal with them more wisely.

In this connection, one of the most thrilling realizations tha
can come to an earnest parent is to catch a glimpse of the good
she may accomplish within her own neighborhood by main-
taining a wholesome, co-operative attitude toward neighbor-
hood play in all the boy and girl relationships. First of all,
she may act as the stabilizing factor in an organized neighbor-
hood play group for her youngest children and their friends,
or in a well-supervised club for her older child and his friends.
She may serve as a source of information and guidance to other
mothers in their attitudes on sex, and she may act as a kind of
committee of one to build up a better reputation for the neigh-
borhood bully, so that mothers of little girls need not fill their
heads full of fears of older boys. Such a mother may not be
received at first with Open arms: neighbors may resent her
frankness with her own children. They may, out of their very
flefensiveness, even delight in noting little signs of imperfection
In her children. But if she quietly and serenely goes on, mak-
Ing her home a neighborhood rendezvous, her cellar a Santa
Claus workshop, her attic a glorified property box, she will
sao}n cor_wince her neighbors of the sincerity of her interest In
their children’s happiness. The next step, that of leading the
neighborhood to a little closer co-operation, even of group

::Eli{;_m of building up a vacant lot playground, may then

first time she comes

Pt upon any furtive play of th t described,
if in her excitemen 4 A et e

t she tells the neighbor’s child to go home
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and never to come back again, she has taken a great risk.
She may have put an end temporarily to further misdemeanors
of this nature on the part of her own child, but the feelings of
guilt and self-distrust built up in the neighbor’s child may last
for years, and may even contribute to a barrier against free
and happy marriage relationships. She may also, by startling
her child with the force of her harsh and frightened feeling,
build in him a lasting memory which otherwise might have
been forgotten quickly.

Because sex education is so vital a part of wholesome re-
ligious development, several stories related to this theme are
found in the second Martin and Judy volume. They are
planned especially for the mother who is about to have a sec-
ond baby and who would like suggestions for ways of helping
the first child anticipate the coming of the new brother or
sister.

“Martin Learns a Secret” is the first of these. This story
suggests ways in which a mother may tell her first-born of
the coming arrival of a second child. It is followed by another
story “Martin Tells a Secret,” where Martin is allowed to open
the gifts or purchases for the baby, to arrange them in the
small dresser drawers, to display them carefully to mother’s
friends (“Here is a new sweater for our new baby”), to play
with the little clothes on mother’s big bed (with hands that
have been carefully washed), and to share other activities with
mother which will lead Martin to feel he is participating in
the preparations for the expected arrival. In “Martin Takes
Care of His Mother” the suggestion is again made that the
older child be helped to feel responsible and necessary in the
planning for the new baby.

Some jealousy, however, cannot be entirely preventt?d by
all the careful thought in the world. Perhaps to a certain €x-
tent some jealousy is healthful, and a source of wholesome
tensions. We have known instances where, in their eagerness
to avoid causes for jealousy in the first child, parents have
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given him such undue praise and consideration that he be-
came self-centered and overly dependent upon protection and
attention. But the basic principle is still important. Parents
should share their secret with the elder child, and should help
him to feel important in relation to the new baby' and should
take wholesome pains to see to it, after the birth of the second
child, that the first still feels loved and sought after.

As to the nursery teacher’s relation to sex education, only
a few suggestions are needed. It may not be wise for her to
read all the stories to the group as a whole, until the mothers
or fathers have read them to their children at home first, if
they prefer. If one child in the group is to have a new baby
in his family, the teacher may decide this is the ideal time to
introduce these stories, but she should guard against arousing
the hopes of the others of some similar events in their families.

As incidental questions come up from individual children
in the group, the teacher, like the mother, should give free and
natural replies, answering no more than the child has asked,
and then going on easily to other topics of interest. For the
awakening of such interests, the keeping or bringing of pets
into the nursery is especially to be recommended, since in the
coming of the young canaries, or puppies or kittens, much can
be learned that is valuable for the child.

In a second way, teachers may be of help in this field. In a
group of fifteen to twenty children, there are likely to be one
or two who, when they are not otherwise occupied, try to
handle their genital organs. If this practice is repeated over
and over, the wise teacher will treat not the symptom but the
cause. Is the child bored? Perhaps he needs more interests.
I*:a he insecure? Perhaps he needs more attention and affec-
tion. _Is he trying to escape from reality? Perhaps he needs
help in making friends with the group. Is he physically un-
comfortable? Perhaps the mother should consult a doctor as

tr::) diet or n.circumcision, or perhaps she herself may make some
simple adjustment.
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Peter was a rosy-faced six-year-old who suddenly one day
at school began such self-play. After it continued at increas-
ingly frequent intervals for a week, the teacher went one
evening, long after his bedtime, to see his mother. The mother
then realized that the little jersey suit which Peter had been
wearing, which had fitted him in the fall, was now after re-
peated washings much too small for his fat little legs, and was
irritating him. She bought him a new suit the next day, and
that ended the problem completely. Olive, however, was get-
ting into the habit for a different reason. She had a new baby
at home which suddenly diverted to itself the mother’s atten-
tion. Olive had found real emotional and physical satisfaction
in riding on the big rockinghorse. No other interest could
be found as a substitute for her, until the horse was put away
from her sight and thought, and she was thus led to be more
active in social forms of play, and became happily responsive
to the increased friendly advances of the teachers and the
other children.

Teachers can sometimes help parents to realize that han-
dling one’s sex organs, like thumb-sucking, is almost universal
at some period in the growing-up process, that it sometimes
serves as an escape from an unsatisfying environment; that
sometimes it is a sign of boredom, sometimes a sign that more
vigorous physical play is needed; that sometimes 1t serves as a
defense against the necessity of active efforts to make friends.
At all events, in the normal home, with the normal child, there
is nothing to fear about these habits in themstelves. Mﬂre
risk is run in making a problem of them than in creating a
happy environment and in trusting to nature and to growth.
Only in the most warped or inadequate home f:nvlronments,
and with extremely maladjusted children, is either of these
habits likely to last long. _

One final suggestion to the teacher. Through the first six
months of the new baby’s life, but especially the first two
months, the older child is likely to feel upset and insecure, no



126 Consider the Children — How They Grow

matter how carefully his parents have tried to prepare him,
In the nursery group, this insecurity may show itself in whin.
ing or frequent crying, in reverting to immature habits of
wetting, thumb-sucking or food refusals. Or it may, contrari-
wise, show itself in hyperactivity, aggressiveness, even defiance.
The teacher can do much to help if she sees that her staff
gives the child extra security, extra loving-kindness, extra im-
portance at this time. He will need acceptance, understanding,
and a feeling of being loved; that is, he needs to learn that he,
too, can be loved and wanted without having to resort to the
behavior he attributes to the baby in order to get his wants
known.

Not only can the discerning teacher help the child in the
nursery group, but sometimes she can suggest to the parents,
especially to the father, ways of practical help in meeting the
child’s needs in one of the most difficult adjustments he will
ever have to make. A nursery teacher recently said to a
mother who was criticizing her daughter’s whining after the
new baby had been at home only a week, “Wait until your

husband gets his second wife, and you'll understand just how
your daughter feels!”
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Il imes of Crisis in the Home

There was a child went forth every day,

And the first object he look’d upon, that object he became,

And the object became part of him for the day or a certain
part of the day,

Or for many years or stretching cycles of years.

The mother at home quietly placing the dishes on the sup-
per table,

The mother with mild words, clean her cap and gown, a
wholesome odor falling off her person and clothes as
she walks by,

The father, strong, self-sufficient, manly, mean, anger'd,
UDjUSTEIN:

The family usages, the language, the company, the furni-
ture, the yearning and swelling heart,

Affection that will not be gainsay'd, the sense of what is
real, the thought if after all it should prove unreal.

These became part of that child who went forth every day,

and who now goes, and will always go forth every day.
— WALT WHITMAN

When a Second Baby Comes
We have been discussing the value to preschool children of

being told truthful answers to the question, “Where :::lo babies
come from?” and of being given as much infonna.tlon about
the origin of life as they are ready for. But especially fm:tu-
nate is that child whose mother makes the most of the occasion

127
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of the second child’s arrival to build security and anticipation
in the older child.

The knowledge itself that a brother or SIster is to arrive i
usually a thrilling thing, Perhaps even more delightful is the
privilege the parents may give the three- or four-year-old of
participating in the preparations. Getting down from the
storeroom the child’s own outgrown baby clothes and deciding
which ones are still nice enough for the new baby IS an ex-
perience many mothers have shared with an older child. Help-
ing to wash these tiny clothes, to hang them on the line to
sun, and to arrange them in a bureay drawer — these are wel]
within a three-year-old’s ability. When visitors come to call,
and to bring gifts during the later months of the mother’s preg-
nancy, the older child himself may be given the fun of taking
the layette out to show to the visitor. Some mothers have
given their older children many happy rainy-day hours by
letting them dress and undress their big dolls in these baby

older child as much of her time after the coming of the baby,
she needs to build up in the child’s mind so real and whole-
some a feeling of importance, especially in relation to the
care of the new baby, that he does not feel the need of the
usual amount of personal ministration. Sometimes this feeling

Of importance is best given to a child by planning nursery
school experience for him, where he will not only acquire

status in his own right, but where he will find new interests
and chances of adventure, It is seldom wise, however, to send

just when the baby is
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Probably the younger a child learns that the parent’s love,
like the sunshine, can envelop more than one child without
being reduced by the numbers it includes, the sturdier he will
be; our hope is to give him a gradual maturing experience
without the warping fear that he no longer has a real and last-
ing place in our affection. All children feel some resentment,
of course, and the story “Martin’s Baby Pictures” has been
written to suggest to the parents ways of understanding this
feeling. Children who are sure their parents understand and

accept their occasional turmoil almost always weather the
stress and develop a rich sibling relationship.

Children’s Illnesses

When illness comes to a child, insecurity is likely to strike
at both parents and child. How the parents (especially the
mother in her responsibility as nurse) may keep their courage
at such a time, and how they may maintain their assurance
that all will turn out well, is beyond the limitations of this
book to discuss. Suffice it here to recognize that such appre-
hensiveness may be a deep and devastating experience, indi-
rectly affecting the child. All the philosophic calm and all the
courage which parents can practice at such times is important
for the child’s ultimate recovery. Not only do many parents
fear for the future, but they live in the grip of remorse over
some neglect or omission in the child’s past care, of which
they fancy they have been guilty, or they criticize their earlier
care of the child in the light of present knowledge and torture
themselves with the thought, “Oh, if only I had known more
and had not left that window open so wide the first day of
the cold, this pneumonia would never have developed.” Parents
might well help one another to attain a first footing on the
long climb to serenity in such matters through frankness in
constructive discussion groups.

One practical step which parents may take is to build up
in the child’s mind a feeling of trust toward the doctor and
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the nurse. The doctor’s visit should not, except in a rare
emergency, come as an unexpected shock, but should be ex.
plained to the child, with possibly some song about the
doctor’s coming, as in Martin and Judy Songs, “The Doc-
tor.” To the child the doctor should be a friend who helps
children get well.

Children often have great capacity for courage if they know
in advance what to expect. In so far as the parents can prepare
the child for what is to come, in a matter of fact yet confident
way, the child is more likely to feel secure and to co-operate
as he is asked. It may be well, for example, for a mother to
let her child accompany her on one or two of her own visits
to the dentist, thus allowing him casually to get acquainted

with all the strange lights and machinery, before the visit when
the child himself is to be the patient.

If pain is to accompany the doctor’s treatment, it is probably
best not to tell the young child long in advance. Just a few
moments before the treatment is to occur, it is often wise to
say, “This will hurt you some, Bill, but only for a little while.”
One pediatrician of our acquaintance often says to his young
patients, “You say ‘ouch’ when it hurts so much you think we
had better stop.” Then if the work involves pain, the child
will feel that the doctor has been honest with him, yet the
child has not had long to dread the experience. There may,
of course, be certain delicate treatments which the doctor must
make where the child’s Co-operation can be assured only if he
h'as no warning of pain, but for the large majority of situa-
tions, 1t is the safest Plan to be frank with the child in advance
and thus to keep his confidence.,

. Much more important, however, than what is told the child,
s the manner of the adult when he speaks. If the mother is

calm, if she has confidence in the doctor, if she takes the long
view and realizes that most children have difficulties from
time to time and yet do recover, she is likely to reflect this
assurance. But unless she has thus worked out her own
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philosophy and has herself in hand, she is almost certain to
communicate fear to the child, even while she tries to give
him reassuring words, and thus to hinder the great recupera-
tive forces of nature.

Martin and Judy have illnesses, too. The story, “J udy and
the Doctor Help Each Other,” is presented to suggest some
of the practical ways by which the child may be taught to co-
operate with the doctor. So, too, is “Doctor Smith and Doctor
Martin.” “This Is the Hospital” has been planned especially
to suggest to the mother ways of helping the child to anticipate
a hospital visit and operation, if such an occasion should occur.
The small son of one of the authors was prepared in a similar
manner by his father and went through his operation calmly
and with full co-operation. He was preceded into the operating
room by a child whose only preparation for this experience
had been his mother’s statement that he was going on a picnic.
With no more explanation than this, she left him with the
operating-room nurse, who thus bore the full brunt of the
lad’s violent resistance and struggle to get away. It is hardly
necessary to add that this boy took a much longer time to go
under the ether, and that he was much more apprehensive dur-
ing the subsequent day and night while he was in the ward
than the boy who had been given an opportunity to co-operate
intelligently.

The child’s character development may be radically changed
by illness, not so much because of the pain and inactivity suf-
fered, but because during the illness the family may have
developed certain attitudes of special protection toward the
child which may continue after he has become physically
normal.

Bobby was a nursery-school child, thirty-three months of
age. His frequent outbreaks of temper puzzled the teachers,
for he would throw himself on the floor, beat his hands and

legs and head against it; and, if picked up by the teacher to
remove him from harm’s way, he would beat a tattoo up and
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down her shins in his rage. Since the immediate causes of
these outbursts at the school seemed so insignificant, the
teacher visited his home to learn from the mother all that she
might about their possible deeper roots. She learned that
Bobby had had a very even and sunny disposition until the
age of eighteen months, when he had contracted whooping
cough. He then had such severe coughing attacks that the
doctor advised the mother to pick him up and hold him when-
ever he coughed, and furthermore, to cross him as little as
possible in order to avoid making him cry and choke up.
As the mother was relating this to the teacher, she said sud-
denly, “You know, I believe I have the answer to our question
about Bobby’s temper. I believe we are still treating him as if
he were ill. His father and his sisters and I grew so used to
trying to please him, to avoiding issues, and to satisfying all
his desires that I am sure we are still overprotecting him and
giving him no occasions for self-control. I think you’ll see a
change at the nursery school if we at home can change our
attitude toward him.” Being a highly intelligent, well-poised
young woman, the mother did change, and within two months
Bobby became one of the sunniest, most serene children in
the group.

Whenever possible, then, let us encourage parents to let
their children go back to a normal physical and psychological
regime after their physical illnesses are over. But let us not
forget that there will be parents unable to make this transfer
completely. The habits, which the crisis brings out, may
merely be the cxaggerated justification for habits of over-
caution and fear that have persisted for years. Let us realize
that such parents are themselves unhappy and insecure, and
that they need all of our patient friendliness and understanding
rather than our reproval. However much we may wish they
would relax or use more common-sense methods, let us not
expect the impossible of them, knowing that their attitudes

have become imbedded deep]y in their emotional history, and
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cannot be reached solely by appeal to reason or to will power.
[t is as important for nursery leaders to “accept” parents as to
“accept” children.

Traveling and Moving the Home

The experience of having his home moved from one neigh-
borhood or one city to another may be quite devastating to a
child. It takes him from his familiar room, play yard and
surroundings. It involves seeing all his belongings in turmoil,
with strangers entering briskly and, with apparent ruthlessness,
tearing to pieces many settings that have been near and dear
to him. The move is usually accompanied by fatigue and
strain on the part of all the adults involved, by irregularity in
the child’s personal routines, and by the presence in the home
of numerous friends who come to help or to say good-by.
There are last minute errands and business arrangements
which necessitate for the parents hurried trips and conferences.

For at least a week after the family’s arrival at the new
home, there is again a period of confusion and irregularity in
the child’s daily schedule. Strangers come to the home, and
new adjustments to new demands are involved. If the distance
between the homes has been a long one, there is the added
excitement of the trip, of meals in public, and of sleep in
strange places.

But more significant than these upheavals in the physical
surroundings is the threat to the child’s security that may lie
in the breaking of the circle of his friendships. Probably some
children forget the past much more quickly than others. A
new experience may be so delightful an adventure that the j::}y
of the present may crowd out the memory of former associa-
tions. But for other children, the transition is much more
difficult, and they literally pine for their former friencl?. Fc:r
these children, the tearing loose from old roots, especially if
the experience is repeated, may be so devastating that the
later development of their personalities 1s changed. They may
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tend to withdraw into the security of their family circle, sens.
ing apparently that it is safest not to tie to a shifting buoy, or
they may try to compensate for their insecurity and fear of
further change by overeagerness to make new friends; their
very determination may drive them restlessly to make increas-
ingly more contacts.

Thoughtful parents may do much to offset these disadvan-
tages and to have the experience of moving become an occa-
sion for a broadening adventure. If the parents accept the
change sensibly, if they themselves look forward with ex-
pectancy to finding new friends, and to making a happy new
home, if they accept the task of moving as a matter of course
and not as a hectic hardship which they can hardly weather,
the children will probably be calm and feel adequate to help.
It is in the way parents rise to meet special stresses and strains
that children acquire the overtones which make for richness
in character development.

In practical ways, the mother may do much to keep for
the children the semblance of the familiar in the midst of the
strange. A favorite toy animal as companion in the sleeper,
or a little suitcase full of self-selected toys for the trip, the
child’s own bib and silver at the restaurant — these may Sym-
bolize security. Reading stories and sharing pictures with
the child in advance of the trip may give him a feeling of
knowing what to expect. Acquainting him with the purpose

of the men who come into the home to help in the moving
may prevent needless shock.

Three-year-old Alexander dashed into his own room,
Slaflflmﬂd the door and stood himself in the farthest corner
against the wall, his face set. His mother left her conversation
with two stocky, swarthy men who were busy at work tearing
off the_- molding of the baseboard in the bathroom preparatory
to laying linoleum, and went to the little boy. “Why did you
shut'your door, Alexander? Why did you come to this cor-
ner?” she asked, drawing him on her lap. The sobs burst forth

B e
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quickly. “Dey are breaking it all up. Dey are breaking it all
up. Don’t let dem tum in here.” With no previous warning
that the men were coming, or that they would have to rip
things up to accomplish their purpose, this child was taken
aback at their bursting into his home, and with such haste
throwing his well-known quarters into confusion. After his
mother had explained what the men were doing, Alexander
was willing to take her hand and watch them from a distance,
but his fear had been so real that he was not willing to stay
alone on the same floor with the men, even though usually he
had delighted in watching workmen use tools.

In order to bridge the gap between two circles of friends
and to encourage the child to feel that friendships once made
may continue throughout life, it is probably wise for the
mother to help the child continue through the mail his contact
with special friends. These touches with the past should not
be so absorbing that the child looks backwards rather than
forwards in his friendships, but occasional exchange of cards
of greeting and anniversary gifts will serve to give children
the feeling that roots in life may grow deeper with the years,
and that few need to be severely broken.

Adoption and Remarriage

Even in the usual home where children live from infancy
to late adolescence with their own parents, strains are felt
at times and children lose their assurance of security in family
relationships. When, however, children live in foster homes
or are obliged to adjust to step-parents, with the memory of
tragedy and loss in the background of their experience, the
probabilities of insecurity are multiplied.

David was adopted by his foster parents at the age of five
years. During his short life he had previously been placed
in at least six different temporary homes. The new foster
parents in this succession made the most careful preparations
for David’s adoption. His play yard was equipped with toys
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and apparatus that would delight an
_ | y five-year-old ang 1
friends; his bedroom was furnished with taste and tlwught]f:l;?

care. In addition, the couple sincerely loved the child and

showed their affection in many ways. But to their dismay

ber and constrained.

They looked in vain for expressions of happiness and Spon-

taneous eagerness. Finally, one night unexpectedly the clye
to David’s slow acceptance of the security offered him came
as he was being tucked into bed. “Oh, Mummy, don't Jet

them take me away again, will you?” He could not believe
that at last he had found a permanent home.

There are other cases where it is the adopting parents them-
selves who feel insecure' and their insecurity is reflected in
the child’s behavior. There are at least three causes for such
uncertainty common in the hearts of many foster parents, each
one of which may be largely dissipated if freely faced.

One cause is the fear that the child will necessarily be upset
if he knows the facts of his adoption. This fear leads to a
desire to shield the child from finding out that he is not bound
to the parents by blood ties. This fear to tell the truth is
usually increased if the child’s true parents are still living or
if his birth was illegitimate. In any case, foster parents are
usually puzzled to know the correct age at which the truth
should be permitted to slip out.

For the adults’ sake, as well as the child’s, it is well to have
the child know the truth at as early an age as the matter woulﬂ
be of interest to him. He may be told that he is a *“chosen
child as soon as he is old enough to be told about birth itself

(around three or four). Not too frequently, but whenever it
Is natural, and comfortable for the parents, he should hear
the words “adopted child” with as warm an emotional conno-
tation as “a fine child” or “a dear child.” He should be told
the pleasure the parents felt in choosing the very child they
wanted. Thus he has nothing to unlearn in later childhood
and yet the reality of the love of his foster parents for him
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becomes of more importance to him than the specific aspect
of his natural ancestry. The child who has read love and ad-
miration from the eyes and the touch of his adopting parents
can safely be told, sometime during the first six years of his
life, facts which the parents may wish were less harsh, without
having his security undermined. Experiences speak louder
to young children than words, and this truth should be a con-
stant comfort to adopting parents. In the story “Uncle Bill's
Surprise” are suggestions for enhancing this experience for
the young child.

A second fear common to many foster parents is due to
faulty ideas of inheritance. Among the parents who have
come for consultation with the author was a foster mother
who wanted advice about Doris, aged four, to protect her
from becoming “wayward,” from becoming imprudent with
young men when she became mature. Doris was the natural
child of unmarried parents, and the day before had been found
in the bathroom watching her new playmate, a boy of three,
use the toilet. Did this not mean that this beloved little foster
daughter had inherited abnormally weak sex control? The

mother’s relief was profound when she was assured not only
that immnrality is not an inherited trait, but that children’s
interest in anal affairs and differences between the sexes 1S

universal and normal.
Perhaps other parents may be relieved of similar fears if

they clearly understand that character traits are not inherited.
When we speak of the child’s inheriting “traits” we mean
such physical or neurological characteristics as the nature of
the body build, the color of hair or eyes, the sl?eed of react.mn
to stimulus, facility for forming verbal associatimns, or musical
sensitivity. These things, however, are not in the realm of
morals. A child may inherit a facility with words, but upon
his environment will depend whether this ability 1s to be

expressed in street rhymes or in sonnets. He may inhe'rit a
tendency to wide swings of emotion, but whether this will be
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expressed in uncontrolled reactions of anger, or in the finegt

consecration to high causes, will again depend on the environ-
ment.

A third fear which may come to the foster parent is due
to the desire, which all parents share, to have perfect children,
All parents are frustrated in this desire, but biological parents
may not be so easily frightened by unconventional behavior
as foster parents, for the child’s normal misdemeanors may
awaken memories of kindred behavior in their own childhood,
Perhaps ministers, nursery teachers, or leaders of church
parent groups may help such parents realize that no child i
perfect, that no two children can be fitted into the same mold,
and that patterns of behavior which were natural to an adored
child, who may no longer be living, should never be held up
as the sole desiderata for a newly arrived stranger in the
tamily. Clinical records are full of the tragedies caused by
parents trying in vain to make a rebelling foster child fit a
mode of behavior natural to a child previously idealized in
the same home,

We have spoken of three possible sources of fear on the
part of adopting parents, all of which are avoidable when
there is first an understanding of the essential phases of the
normal child’s growth in security and self-confidence. Parents
who are themselves secure in their love and sincerity need
only a few suggestions for practical steps directly to foster
the child’s security. One is to let the child realize that he is
especially loved because he was especially chosen. Another
is to keep the child as free from feeling the burden of a “debt
of gratitude” for his care as one would wish to keep all
children free. Ellen, a fine and sensitive young woman, who
Was adopted as a child, postponed her marriage for years,
until it was dangemus]y late to have children, because she
felt she ought not to desert her infirm adopting parents “be-

. -~ A third important step is either to
provide the first adopted child with a second child adopted
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into the family, or else to make ample provision for early and
regular group play experiences for him, so that he will not
be weighed down by too much attention and solicitude from
the two adults in the home who have waited to have this one
child in their midst, and who have exalted expectations for him.

Let us turn now to a related problem, that of the coming
of a step-parent. Here again it is the security of the relation-
ship of the two parents with each other that will bring most
security to the child. Only when both parents make earnest
and sustained efforts to respect the needs and the longings
of each other and of each child who may be in the home can
a child-step-parent relationship be wholesome. Because such
efforts may not be made equally by each partner, and because
the tensions which may be aroused over hurt feelings may
be so charged with memories of the past or with fears for
the future, the guidance expert or the minister may find he
can be of great help in such a family. The father who feels
bitterly that his natural child is not receiving as much loving
care as his stepchild, the mother who senses that her child
annoys and receives harsh treatment from his stepfather, may
be greatly helped by being able to confide in a trusted con-
sultant and thus be led to see the problem more constructively
and with less fear.

For all that we have said of difficulties which may come
with the adopting of children or the entrance of a step-parent
into the home, we should add that we have found that large
numbers of such relationships work out happily. Both the
experience of adopting a child and that of a child’s acquiring a
step-parent are so fraught with possibilities for delight and
security that it seems worth the effort for each one concerned
to enter upon these experiences with as much understanding

and anticipation as possible.
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When Death Comes

Come lovely and soothing death,

Undulate round the world, serenely arriving, arriving,
In the day, in the ni ght, to all, to each,
Sooner or later delicate death.

Prais’d be the fathomless universe,

For life and joy, and for objects and knowledge curious,
And for love, sweet love — but praise! praise! praise!
For the sure-enwinding arms of cool-enfolding death.

Dark mother always gliding near with soft feet,
Have none chanted for thee a chant of fullest welcome?
Then I chant it for thee, I glorify thee above all,

I bring thee a song that when thou must indeed come,
come unfalteringly.

— WALT WHITMAN

MUCH AS WE MIGHT WISH 1t to be otherwise, it seems well-
nigh impossible for a child to reach the age of three years
rm has been thrust upon his thoughts.

It may come through a father’s warning on crossing the street.
It'may come through the death of 2 goldfish or a pet kitten.
Like the mother of Gotama Buddha, we should like to keep
ildren in beautiful gardens completely sheltered

from all tragedy, but we find our efforts thwarted by unex-

pected exigencies, In fact, the young child may first come
140
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upon death in some experience SO commonplace to :f.tdults
that the parent may find himself using the ':mrd dead in the
child’s presence without the parent even being aware he has
done so. This was recently the experience of one young mother
whose two-and-a-half-year-old’s first question about death
came when the mother was swatting a fly — not exactly a
choice moment for serious explanation!

Fortunately, the young mother did not take the matter too
seriously. She realized that her child needed a minimum of
explanation, that any words she might say could have but scant
meaning for the child. To Marcia the killing of a fly was
probably no more than the breaking of a small toy, for she had
had no experience to arouse in her a realization of the essential
differences between living and non-living things. Not yet hav-
ing been awakened to the wonder in being alive, how could
she be prepared to sense the loss in being dead?

This lack of experience on the part of young children with
the wonder of living explains, perhaps, how easily they can
forget what they have seen of death and how fleeting their
disturbance over it often proves to be. Let us then not feel
the need to give more of an explanation about death than
the child seems to be asking for. Rather let us turn our atten-
tion first toward giving these young children experiences to
waken the beginnings of thoughtfulness at the mystery of life
itself. Let us share with them the wonder in newborn plants
and animals and human babies, and dwell with them in
thoughtfulness on the amazing power of living things to grow
and to change. Then when the time comes that the child
witnesses a form from which the spark of life has fled, he will
be able to sense a little of the mystery and meaning of dying.

If we should again learn from the child, Gotama Buddha,
we should recall that it was not until the boy had seen sick-
ness, old age, and death that he was awakened from his easy
and luxurious existence to a determination to search after the
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true meaning of life. It was his own experience face to face
with tragedy that urged him into the real world of men to
seek enlightenment. Instead then of bemoaning the fact that
we cannot protect our children from a knowledge of death,
let us recognize that these very experiences may perhaps be-
come the vitalizing moments when somehow a dynamic ig
born for purposeful living. Difficult as it is to know what to
say or what to do at such times, let us ry to think of these
moments as opportunities for the expansion of the child’s
thoughts and feelings, and therefore as times to prepare for
and to cherish.

Quite contrary to this attitude, however, has been that of
many parents. Children’s questions about death have been
feared and evaded with much the same feeling of walking into
tabooed territory as the past generation experienced when
dealing with questions about sex and the birth of babies.

The whole subject has been an area of childhood experience
much neglected by students of psychology. A few studies have
recently been made which give us some guidance.”? But
none of these as yet has thrown much Ij ght on the first attitudes
and ideas regarding death among children under five. Until
more adequate studies are available, we must write our obser-
vations made from less scientifically studied experiences. We
hope that the few suggestions we venture to set forth may prove
to be at least provocative of greater thoughtfulness regarding
the problem. |

Perhaps it is well at the outset to remind ourselves of the
Waysiin which small children differ among themselves in their
I€actions to death. Not a few, like many of their elders, are
completely silenced in the presence of this overpowering mys-
tery. Children who are perpetual question boxes on most
subjects, in the presence of something dead will drop their

heads in a wordless awe. With some children this silence may

€xpress a lack of thoughtfulness. With others, however, it may
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betoken a timid hiding of the self from this overmastering
phenomenon. We feel we would give anything to be able to
enter the chamber of their thoughts but we know not how even
to knock at the closed door.

There are other children to whom death once seen becomes
a recurring nightmare. Already insecure in their relationships
in their homes, these children meet death unfortified, and
exaggerated fears lay hold upon them. Restless tossing at
night, and screaming, because of terrifying dreams, sometimes
result. Although in each case, unfortunate conceptions of
death may need repeated correction, the fundamental cause
of the difficulty may often lie in a deeper need of the child for
a steadier love and a more understanding intimacy from the
parents. There is another type of child who, even at four or
five years, begins to philosophize and who, unsatisfied with a
simple explanation regarding death, will bring forward ques-
tions night after night.

What and how much the parent then may say depends upon
the type of child with whom he deals, and the emotional rela-
tionship which already holds between parents and child. What
the parent may say depends also upon the attitude and beliefs
of the parents themselves regarding the meaning of death.
Their whole religion or philosophy of life is involved. On so
profound a subject, and on a subject about which so many dif-
fering beliefs are held, it would not be seemly to dictate any
one type of philosophy as the best to present to small children.
It may be of help, however, if we look at some of the various
possible beliefs and see, if we can, how each one of these
beliefs may be expressed in language suitable for little children.

It may seem, on first thought, that those parents have a
great advantage who sincerely believe in a personal immor-
tality, and in some kind of beautiful heaven where eventually
all those who lead good lives may meet. Such parents may
say with simplicity and assurance, “Grandmother, we say, 1S
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dead. But it is only her body that is dead. Grandmother her.
self has gone to live in a beautiful place where every one is
happy, where no one is ever sick, or feels pain, and where
every one is kind.” Probably most young children to whom
death is so explained accept the picture without question and
feel satisfied.

There are other young children, however, who, with a
keen penetration, will go straight after the difficulties involved
in such a picture of everlasting life. Gerald, for example, was
six when his playmate across the street died. His grandmother
explained that John had gone to heaven. Night after night
just before going to bed, Gerald plied her with searching
questions. “Is he alone? Who is with him? Why didn’t his
mother go with him? Or his father? Are there any other chil-
dren there? Can he play with them? Can he play all he wants
to? Can he do the least bit of a naughty thing? Will I go as
soon as I'm as old as John? Will I stay here until I'm big?
Until T am a hundred years old? Or two hundred years old?”

“No,” said the grandmother to this last question. “All your
friends would be gone then, t0o.”

“But they all go sometime, don’t they?” added the six-year-
old philosopher. “They all come like little baby sister came.
They all come, and they all go.”

Four-and-a-half-year-old Elizabeth was first challenged by
the death of her pet cat. She, too, seemed determined to ex-
tract from the episode all the wisdom she could reach. Her

mother, attempting to be equally frank, tried to explain about
people dying as well as kittens, and expressed her own belief

that after we die we shall wake up again to live somewhere n
greater happiness than we now know.

“But when we die, will we wake u

acain really?” asked
Elizabeth. b ¢

“Yes, we think we shall,” said her mother. “Jesus said we
would if we tried to be good.”

“Will we really wake up again?” came the question again.
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the mother’s expression of her faith.

Again came .
ht and we might not,” answered this four-year-

“But we mig

old skeptic. .
Fortunate, indeed, are those «mall children who have such

friendly adult companions in the home .who are not'disturbed
by their children’s persistent questionings, and with whom
they feel free to speak out their doubts. In both cases, these
children seemed to have sensed that the adults to whom they
were talking shared with them the feeling of being in the
presence of a mystery. The parents, 100, saw as “through a
glass darkly,” and in the sincerity of an intimate companion-
ship, the children were not afraid. Gerald was strong enough
and keen enough to come through with the acceptance of
death as a universal something analogous to birth that comes
sometime to everyone. Such an experience marks a great
day in a child’s life. Few achieve it until long past the age of
<ix. Elizabeth was able to be vocal even about her doubting.
She brought into the open what her mother had kept veiled —
the acknowledgment that really we cannot know. To accept
the fact that the full meaning of death is hidden from men’s
eyes and then not to be afraid of going to meet the dark, is
also a great achievement.

It would seem then that even for parents who are most con-
fident in their faith regarding life after death, it is well to be
humble — to let even the small child know that what dying
really means is after all a mystery — in child language, a secret
that none of us knows. So also is what we were before we were
born. If birth has seemed good, why not expect that death also
initiates something good?

There are other parents who are just as sincerely confident
as this group just described. This second type believe that
death is the complete end of all that can be called personality.
To be sincere with their children in the presence of death, they
must say something like this: “Grandmother is dead. Her
life is finished, like a story that has been told. Like stories,
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our lives have their beginnings. Like stories, our lives also
come to an end sometime. Grandmother’s life was like a lon
and beautiful story that has come to an end. We shall misg
her but she will not miss us, for her time for knowing us and
loving us is gone. Dying is perhaps something like going ta
sleep — a sleep so sound that we never dream and a sleep out
of which we never wake.”

So dogmatic a negativism regarding death, however, will
seem to many to be scientifically unjustified. How do we know
that dying is the end of us? Our birth was certainly not the
beginning of us. A continuous stream of living substance
somehow links us with unnumbered generations. In fact, a
little of us must somehow have been in the very first living
piece of protoplasm on the earth. Psychologists, as well as
biologists, are setting forth evidence out of our subconscious
dream lives that there are within each of us remnants of the
feelings and thoughts of countless generations. They speak
in terms of a “collective unconscious.” It seems as if there were
some all-pervading, everlasting life of which each one is a part,
like a drop in a flowing river. Both the psychologists and the
biologists seem to be hinting that part of each of us has ap-
parently come out of a seemingly endless stream of life. Why
not then assume that part of each of us will continue in that
everlasting life? This enduring part, however, of which we
speak, belongs to the here and now, and to a future on this
earth (so long as our earth remains habitable), instead of
implying a different existence in a far-off heaven.

How a life after death may be thus extended in succeeding
generations is beyond our imagination to conceive. The con-
tinuing element does not seem like personality in any sense in
which we are accustomed to use the term. In fact, what is it
about an individual which is constant even from the cradle
to the grave? We cannot say. Neither can we doubt the reality

of th?s continuing unifying element. If then we are not able
to think clearly about the continuance of personalities as We
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know them in the flesh, how can we expect to think clearly
about personalities after death?

A third group of parents who cannot conceive of a personal
‘mmortality in heaven, and who are also unwilling dogmati-
cally to assert that death ends all that can be equated with
the personality, hold this position just outlined. To them such
2 belief in the unending quality of something of which each
one is a part seems important. Whether or not this ongoing
be conscious and personal does not concern them. It is enough
to recognize that the significance of a person's life, whether
small or great, seems permanently to affect the larger currents
of life, and that the nature and value of this unending element
depends upon the nature and value of the individual life. Such
o belief can make a profound difference in one’s attitude
toward living.

Such philosophizing may S€eI rather far afield from the
practical problem which we are discussing; namely, how shall
we speak to three- and four-year-olds about death? Such
thoughts are clearly beyond the comprehension of small chil-
dren, to say nothing of many of us who claim to be adults.
The more abstractly we think, the more difficult we make
our problem. There is one satisfying return, however, for any
long struggle after a satisfying philosophy and that s gaining
the humility that inevitably comes, and the realization that
any dogmatism regarding the efiect of death upon the more
intangible elements of the personality would seem (o be pre-
sumptuous.

If such reasoning be sound, it will follow that in such a
background for our approach to young children regarding
death, we may do well if we accomplish but three things, and
even all of these should not usually be attempted through the
first conversation. First, young children should know that
in dying the live part— or the wonder part as We may call
it — in any living thing leaves the body. The body is then
as useless as a dry leaf or a wilted flower. The bird or the
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kitten or the person that we have known is no longer in
the body. It is dead. This may be enough to say in the firgt
conversation. Any further comments may best be left untj]
the small child asks, “Where has the wonder part gone?”
Then will come the opportunity for the second important
thought. The parent may say, “I do not know. I wish |
knew. The answer to your question is a secret none of us
knows.” For most parents this would seem enough to say,
were the object of questioning a dead animal or fish or bird.
If, however, the parent 1s speaking about a person whom
the child has known, a third thought may be introduced in
some such remark as this: “I do not think that the wonder
part has really gone into nothing. I think it 1S somewhere. I
think that somehow it is still with us, even though we cannot
see Mrs. Brown or talk to her any more.”

Among the stories in the Martin and Judy series, two in
the second volume deal with this problem of facing death.
One is about a time when the children found “The Bird That

Could Not Fly.” The other tells what happened when “Judy
Hears about Grandmother.” In writing these stories, the
author had in mind the three values named above.

In a third story, entitled “Judy and Her Father Play a
Game,” the attempt has been made to suggest a little game
through which small children may be led to realize that in
each one of us there is something very important that can

never be touched or seen — something that we cannot take
hold of in any way and say, “Lo, here it is.”

Judy’s father closed his eyes and asked, “Where is my Judy?”
:HEIE she is, Daddy. Here’s Judy sitting beside you.”
Oh, sure enough. My Judy’s right here,” said Father. “Then 1
surely can touch her. I want to touch the part of her that I like the best.

I want to touch Judy’s love. Are you near enough for me to touch
that, Judy?”

Then after touching her hands, her hair and her knee, and
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not finding Judy’s love, the father, still insisting it 18 some-

where, sings this sOng:

[ can feel Judy’s love when she kisses.

[ know Judy loves by her eyes.
But the real part of Judy that loves me,

Oh where, or where does it hide?

If the story of which this is a brief excerpt is read to a
child or if a similar game is actually played with him by his
mother or father, he may begin to glimpse the fact that there
are realities in life which we call spiritual and which cannot
be seen or touched. The game may be varied to include, for
example, trying to guess each other’s thoughts, or trying to
touch the place where the happy feelings or the angry feelings
are. We have found such dramatic play to be of interest tO
young children, and an encouragement to a wholesome type
of thoughtfulness that enhances the child’s feeling of personal
worth.

Such an attitude seems also to fortify children for the day
of tragic loss when it comes. One mother, who tried to protect
her child from the devastating effects of the ruthless language
of the older children around the block who talked in his
presence about his tather’s death, said to the boy one day:
“Son, you remember when we talked about Daddy, we said
that the real Daddy is a spirit. But if the children outdoors
say to you that your Daddy is in the ground, you can say,
‘Only my Daddy’s hands and feet and body are there. They are
in the ground because Daddy does not need them now. But
my real Daddy is still alive. That is his spirit.” ” The child
was silent for a moment. Then he asked, “Do they always put
people’s bodies in the ground when they die?” “Usually; but

they couldn’t put their spirits there, could they?” said the
mother.

Having made these suggestions, we cannot refrain from
a few warnings. First of all, let us relieve our consclences
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_ _ guard, if possible,
against the small child’s overhearing the old traditional formu-

las used so often in adult conversation regarding death, such
as these: “God has taken our sister to be with Him In heaven”:
“God needed her more than we”; “It would be selfish for ug
to wish her back with us.” Such remarks sometimes ferment
a long time in the minds of the unsuspected listeners and
become especially damaging when the basic experience with
death has deeply affected the child’s emotions and has threat-
ened his fundamental security. Unable to understand and
afraid to ask questions, he may develop a bitter feeling of
resentment and injustice which in turn can bring forth hatred
of God himself. In addition, when such devastating emotions
are repressed because of fear of adult censure, and if the child
really feels that he is selfish in wishing his loved one back or
that he is wicked in hating God, there may grow a deep sense
of guilt to rise up even in adult life as a mysterious uncongquer-
able specter in the unconscious. How much of antagonism to
religion has come from just such unfortunate childhood ex-
periences, no one can measure.

For the sake of avoiding some of these possible dangers, it
may sometimes be desirable to let a trusted neighbor take care
of the child during the period of the most severe crisis. The
funeral service and burial, with all the emotional overtones that
adults bring to them, are beyond the level of the little child’s
emotional comprehension. If the child is old enough to ask
questions, however, and he senses even vaguely the seriousness

of the family situation, it is important that he should not feel
entirely isolated from all participation in the event.? Parents
should plan ways of telling the child what has
should give the child Oopportunity to
in the outpouring love, on his own |

happened and
share in the sorrow and
evel of feeling. It 18 sur-
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prising to and how easily young children of five can sometimes
take the straightforward physical facts, and how sensitive they
often are to the thought that the body no longer contains the
“eal and wonderful part of the personality. Sometime during
childhood, the spoken words should be supplemented by the
direct experience of seeng a human corpse, under as favorable
conditions as possible. Without this, death may have an ab-
normal fascination, and the child’s imagination may produce
some grotesque result of which parents remain unaware. The
mystery and the loneliness that death brings are inescapable.
These may be more easily accepted when the child has actually
seen for himself what human eyes can sec.

The ability to understand the finality of death is dependent
on a child’s stage of development. Young children can easily
imagine the dead as coming back to life. A child may an-
nounce to his playmates, “My Daddy died last week. He’s
never coming back again. My Mother will have to find a new
Daddy for me.” And then a little later he may say; “But my
Daddy will come back next summer I think.” Such comments
need not be corrected by the listening adult. The child’s imma-
turity is his natural protection from toO great a shock.

It has been found that wonderings about death are often
contemporaneous with a child’s first real interest in numbers
and in counting the days on the calendar as they pass. It is
appropriate at this stage that a child should be helped to note
how each life has its span —4d birth at the beginning, a grow=
ing up, a growing old, and finally an end. The thought of his
own dying in that distant future and the death of older people,
2 child can usually take with COMPOSUIE: A grandmother sick
i bed was a bit surprised 0ne afternoon to have her grandson

comfort her by saying, «Never mind, Granny, you will soon
be dead,” but on reflection she realized how wholesome and

natural for him were his thoughts.
Let us suppose that, in spite of all our €
experience With death does come. What are

fforts, an intimate
some of the
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symptoms in the children’s behavior for which w
be prepared, and what may we do about them? The studies
made to date suggest that a bereft parent left in a home with
children should expect that, to some extent, they will fee]
their own emotional security threatened. This does not usually
mean that these children will worry about their own deaths.
It means rather that they will feel robbed of their full chance
at life. If the death has been that of a parent and if the child
Is very young, a parent substitute may fill the emptiness rather
quickly. If the child is old enough to remember the one who
has gone, and if the tie between the two has been close, then
life will inevitably take on a loneliness never before felt.
Such a situation calls for maintaining an especially close in-
timacy between the surviving parent and the child. He needs
to feel that his welfare is a matter of deep concern to the
parent and that on the level of his emotional comprehension
there is a bond of sympathy between them. If the child feels
his safety and his care have really been threatened he is likely
to regress to childish behavior in order to force greater atten-
tion to his needs.

Again, a death in the family often leaves, in the uncon-
SCIOUS Or Semi-unconscious part of the mind, a feeling of guilt.
No amends can be made after death for the unkindnesses, the
bad tempers and the Jealousies we may have shown to the
deceased. Since the dead are usually idealized and spoken of
with praise, the living are left to carry the entire burden of guilt.
A child afraid to tell his feelings hides them in the darkness
of his own loneliness, where they may spread until they poison
the inner life. These hidden feelings of guilt may be expressed
In various ways: in periods of sulkiness, lack of ambition, with-
drawal from playmates, or sudden manifestations of temper.

Another cause of such feelings of guilt among younger chil-
dren is said to be their primitive and magical outlook on life.
Stffmg? as it may seem to adults, little children have a naive
belief in the power of their own wishes. Not having graspﬂd

€ should
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of a law-abiding universe, children _ofte:n
being much like the fairies and witches

books, and feel that their wishes have a magical

power. Suppose; for example, a child 18 jealous of his younger

brother and at some special time of irritation, he wishes the
brother were dead. Then suppos€ that 1ate1: t?n ﬂlﬂ_ brother
really does die. It has been found that the living child often
actually believes that his wish has killed the brther. _For
tear of condemnation, the child cannot express his feelings
openly to his parents. His sense of guilt becomes apparent
only to one who can understand the symbels of dreams.

It is thought wise, therefore, for parents to assume that
when death comes in the home, feelings of guilt may be
present for one or another reason. To help relieve this Inex-
pressible feeling of guilt, parents will try to build up the self-
respect of those who remain in the home, and by loving and
sympathetic treatment reveal adult trust. It is also desirable
that conversations regarding the dead should be carried on
as naturally as possible and that occasionally mention should
be made of faults as well as virtues.

One more rather common but unfortunate result of an inti-
mate exposure to death is the feeling of resentfulness and hate
toward the aggressive power that is believed to have caused
the death. In times of violence this consequence is likely to
appear more frequently than under ordinary circumstances.
This hate may be directed toward some hostile or violent
person or group, or it may be directed toward God.

Such an unfortunate consequence of death cannot be
handled effectively through condemnation, for such a method
Floes not remove the hate but merely pushes it down further
into the unconscious. In this world of imperfection we must
ﬂn.d'a way to share the blame for the unnecessary tragedies
of life. Hate usually disappears in the open light of true

pndarstanding. It is better to let hate wither in the sunlight
than to attempt to pull it up by the roots.
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Although such unhappy aftermaths of death as these two —
the development of a sense of personal guilt and of feelinos of

resentment or hate — are quite common among children, they
are not likely to be long continued in homes where the children
have been happily adjusted to life. It is more often true of
those who have been overprotected by anxious parents, or
who have long harbored jealousies of brother or sister. Such
children are the most apt to be abnormally upset by the death
of someone in the family. In any case, if parents are prepared
to look upon any form of unusual behavior as a natural result
of feelings which the child is unable to express directly, rather
than as symptoms of naughtiness, they can find ways to lessen
the disturbance and to shorten the period of upheaval.

We are back then, after this short inquiry into the problems

that death may bring to our homes, to the basic element of
importance with which we began namely, our own adult

attitudes and philosophy in regard to death. There is so much
that has been unwholesome in traditional teachings about
death, that we need a new orientation to the subject. We can-
not helpfully share our own thoughts until they are clarified
and assimilated into our own being. To this more basic re-
quirement, we need to add a growing understanding of our
children’s emotional problems so that we can psychologically
prepare them for a crisis when it comes. A happy and pur-
poseful adjustment to life, both for ourselves and for our
children, makes possible a courageous facing of death. But a
twisted and false notion of death may stimulate the abnormal
growth of negative attitudes already acquired toward life.
Understanding life and understanding death should advance
step by step together. Life and death are opposites, but they

are not enemies. They are the Chinese Yang and Ying that

embrace each other, and together make the full circle of
meaning.*
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When Should Come a Consciousness of God?

The minute that a young child’s mind makes an excur-
sion into the unknown, we hurry to aid with explanations
and measurements. We fairly post “keep out” and “ver-
boten” on deep curiosities. We forget that the probing of
strange phenomena, creation, God, death, magic, has made
our scientists, our artists, our religious leaders, throughout

the ages.
— C. MADELEINE DIXON

OF ALL THE QUESTIONS raised in parents’ groups that meet to
consider the religious education of their small children, one
seems to be more persistent and more widely asked than any
other: How shall we tell our children about God? This con-
cern seems quite natural. Praying is the customary first re-
ligious exercise for a young child and he cannot pray unless
he has some idea of the One to whom to pray- Moreover, a
person’s thought of God and attitude toward God are usually
regarded as the center and heart of his re]igiqn. How can we
get anywhere in teaching a child religion until we have given
him the first and most fundamental thought? Such reasoning
seems quite logical and religious education has long prt?ceeded
upon these assumptions. But it is exactly at this point tl}ﬂt
we have the most misgivings, and our reasons for questioning
this procedure will be apparent as we go forwarii. |
First of all, when one individual wishes to give a nNew idea
155
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to another, the only psychologically sound thing to do is to fingd
out what background that person has from which to look at
this new idea. What experience has he already had to which
the new may be related? What are the limitations of his
vocabulary, and what are his interests and his prejudices?
Small children should be made no exception if we are to
introduce them to a new concept so important as that of God.

Suppose then we consider the four- and five-year-old chil-
dren who have reached the age when the majority of Christian
and Jewish parents think they should have an explanation of
God. What are the limitations in the experience of such chil-
dren which would cause them difficulties in conceiving of God?

To begin with, we note the child’s limited vocabulary, com-
posed mainly of words to describe things and people and
activities that he himself has seen or touched or heard. Al-
though he has seen both toys and living things, he does not
distinguish clearly between them. He easily personifies sticks
and stones, and yet he forgets that his kitten has feelings
when he pulls her tail. The wonder of being alive, involving
consciousness and the power to choose between courses of
action, has not yet impressed him. Although he is beginning
to ask his whys and his hows, he still knows little about the
things around him, how they work and how one thing causes
another in reasonable succession. He finds life full of sur-
prises. He can easily imagine unseen fairies and elves doing
amazing things, just as his father and mother again and again
accomplish things as if by a magic process that he never Sees.
The world of natural law has scarcely come into his ken. He
but vaguely notices the passing of time, for each moment he
lives absorbingly in the present. Unless he has actually been
confronted with the birth of animals or children, it has pmb-
ably not really simmered into his consciousness that there was
once a time when he was not. And his outlook toward the
fUtura is equally vague. His life as an inclusive unit, having
1ts potential span including birth, growth, maturity, and death,
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thinking. He thinks of his life

as going on and on, much like the stories ﬁe te:jlsl, iil;li}:l;
meets it vividly as 1t COMES, without m{::dna. on g
meaning. For such an EKiStBI]Ce'hIS plologlcal urges,
their emotional compulsions, are his main gmdﬁes.j 0

In view of these limitations in the young child’s expenc:?cc,
one cannot help ask: “Does he nged God as yet? And if a
parent does attempt O explain the idea and nature of God to
him, what, if anything, 1S accomplished?”

Let us suppose, for example, that a four-year-old shouli
ask, “Who makes the Kittens?” or “Who makes the sgow?
and the parent answers, “God,” and attempts to explain the
Creator back of or within the universe. What is likely to be
the outcome? First of all, the child accepts the answer without
question. He has 1o experience or knowledge with which to
refute the statement. All he can do is to compare this Creator
with people whom he has seen making things — perhaps his
father. The child begins a habit of regarding the natural
phenomena of the world around him as the products of the
personal labors of some unseen person who can do anything
at any time, as he may feel inclined. During his summer vaca-
tion, five-year-old Byron had been visiting his grandmother
who gave him his first teachings about God. She told stories
of God who made the flowers and birds and who sent the rain
and sunshine. Later, on his return home, Byron was looking
through a book of photographs and saw pictures of the New
England hurricane. “God made the hurricane,” he said. “Of
course he did. If he makes the rain and the snow, he must
make the wind, too. Next time I meet God, I’'m going to punch
him in the nose for sending the hurricane.” Mary’s mother
also attempted to explain the greatness of God. She was dis-
turbed, however, when one day her five-year-old Mary said

to her, “God can do anything, can’t he, Mummie? He makes
cars run over people.”

In both these cases adults had tried to teach the greatness

has not become a part of his
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of God as the creative

power back of or within the COSmMOg.
thy conception of God, whether

supernatural and transcendent F;
Cause or whether they conceived of Him as '

the creative element within all living forms and working now
within each of us. But the meaning these small children gave
to the words they heard was very different. To them God
became an arbitrary worker of magic, as it were, acting from

motives which even the children could not respect, or doing
things that seemed to them bad.

Again, parents may attempt to explain to young children
two other attributes of God — his invisibility and his omni-

presence. Now even adults must struggle to hold in mind
these two attributes as applying to the same being at the
same time, unless they attempt to think of something othgr
than personal. They must try to conceive of intangible quali-
ties or potentialities such as the forces of love or truth or
creativity. But what can a small child do with such u.rol.rds?
When he has not yet sensed such intangible and spu}tual
forces within himself or in others, the best he can do is 'to
imagine a fairylike person that can move quickly and eaSQ}’
from place to place without being seen. Children in a certain
nursery class were afraid to go into the coatroom. “The bogey-
man is there,” said one, “or maybe God.” Three-year-old
Bobby, contrary to his usual custom, began crying when ‘hﬁ
was told to go to bed. “God is under the bathtub,” he in-
sisted, “and he is being hurt.” How the child could. have
come to imagine so weird a place for God to hide was incon-
ceivable to the mother. Janet puzzled over God’s being every-
where. “How can God be in my house and Mary’s house at
the same time when the vacant lot is between?”’ she asked
emphatically. |
In order to guard against such fantastic anthropomorphic
1deas of God, other parents tell their small children that God
IS a spirit within our hearts, helping us to think and to know
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what is good. Small children have had many an argument
together trying to figure out how this may be. “God is too
big to be in our hearts,” said one. “He’s as big as the whole
world.” “Oh, but he can make himself little. God can be
so little you can’t see him at all,” came the reply. “Is God
in your heart still?” asked four-year-old Sam of his mother.
«Well, he’s in my stomach,” continued the boy. And there
was Jean — as old as five — who was about to take a drink
from the kitchen faucet when she turned to her mother and
asked, “If I swallow this water, will T swallow Jesus?” Once
more, with such episodes in mind, we realize how very little
four- and five-year-olds know about themselves and the way
their bodies work. Food and drink are the things that they
have learned by experience as entering within them, and the
stomach is the usual name given to the place where these
things go. What more natural inference than that God
should be like these? If spirit has a different meaning, it is
likely to represent some tiny elf that can live inside one’s body.
A friend tells how she used to imagine God as a pygmylike
creature, and even in her maturer years whenever the word
God was mentioned, the picture of this little creature insisted
on coming into consciousness (O hinder her achieving other
thoughts of God. Finally, she found she had to abandon the
term God entirely in order to attain any worthy quality of de-
votions or meditations.

If such examples of young children’s fantastic pictures of
God were really unusual, we could dismiss these illustrations
as of little importance, but such stories are far too easy to
collect to lead one to think them uncommon. Indeed, when
we really understand the meager background in experience
which these four- and ﬁve—year-ﬂlds have had, the logic of
their thinking seems quite natural. The cause _Cff their gro-
tesque misconceptions is not the children’s inability to think,
but rather the nature of the data from which they reason.

Such results raise for us a disturbing question. Are children
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SO young benefited or handic
ideas? If we admit that they a

are raised regarding long established and widespread methods
having the tacit approval of the ministerial leadership in the
majority of the synagogues and churches of the world.

Thus far we have been considering only the small child's
limitations and his meager experience. Let us now ask what
significant things he has already achieved by the time he ig
three and how he has been learning. Practically all schools
of psychology, however much they differ at many points,
agree that the first two or three years are the most s; gnificant
and influential of all life. Dr. Alfred Adler was one of the

first psychologists to propound the theory that even before the
end of the first year the child has formed what he called “a
philosophy of life,” unworded to be sure, but manifest as a
pattern molding all his behavior. This the child has formed
not through conscious meditation and decision. Rather it has
grown unconsciously out of his emotional reactions to his
world. Since then the painstaking work of such scientific

students as Dr. Margaret Ribble! and Dr. Spitz*® have given
concrete confirmation of Dr. Adler’s insight.

In short, if we can think of religion not merely in terms of
a worded philosophy that centers in God, but rather in terms
of a vital attitude toward life, then we must admit that a
three-year-old child has already a kind of religion of his own.
The warp and woof out of which he has woven it are made
of his wishes and fears, his satisfactions and his protests, his
urges and his thwartings. The relative intensity of the colors
of the different threads produces the pattern’s ensemble —
whether it be weak or strong, full of antagonism or of love,
dominated by timidity or enlivened by courageous social in-
terest. This emotional picture of his universe that the young
child has painted may be untrue to reality — from the point
of view of an adult. It will necessarily be sketchy, inadequate,
childish, and very narrow in its Scope. Any large sweep of

How They Grow

apped l:.'y the gaining of gyeh
re handicapped, serious doubts
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consciousness into either time or space is quite out of the
question. Nevertheless, this picture of life — this childish
religion — 18 surprisingly potent in its influence upon the
child’s further development.

To think of giving a child religious instruction without
knowing the nature of this unverbalized religion which he
already has acquired would seem like being concerned with
the outside of the cup and saucer without any reference to
what was within. If the child is in protest against his parents’
domination, how can he welcome a greater parent whose
pleasure and displeasure is even more significant? If the child
pictures a world where he feels free to be adventurous and
alert and trusting, in what ways may God be explained soO
that these qualities are encouraged rather than stunted”

In writing of the psychological significance of religious
doctrines presented to adults, Dr. Georges Berguer has written
these challenging words: “Man becomes religious not because,
at a certain moment in his development, he has encountered
a certain group of dogmatic ideas, doctrines, or formulas
which he has been pleased to adopt, but first and foremost
because his desires, needs and feelings — one whole side of
his psychic life — impel him in the direction he adopts. The
religion does not exist in the dogmas, the doctrines, and the
ceremonies before it exists in man himself. It is because it
exists first in the psychic life of the individual that he later
finds it again, so to speak, and accepts it, in the intellectual
systems that are presented to him or in the ceremonies and the
rites which correspond to his conscious and unconscious as-
pirations.””

If the whole psychic
direction of the religion he

side of the adult impels him in the
adopts, how much more this must

be true of the young child, because his ability to judge and_ta
discriminate is so embryonic. Unable to deny the authority
of the parent’s instruction, with no _basis in his own experience
by which to judge the iruth or falsity of the statements, need-
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ing to accept the words of instruction literally at their face
value, the child has to fit the new portrait of God somehow

into the picture he has already painted. It is not strange if hig
emotional needs determine just which parts of the new he shal]
choose and which he shall try to forget. Let us give two
illustrations to indicate how the psyches of two small children
actually seized upon the religious instruction given and made
it serve their dominant emotional needs.

Chucky was a red-haired, freckle-faced little boy, and from
the point of view of the casual observer in the church nursery
the first morning he arrived, he was “bad.” He pulled the girls’
hair, he untied their hair ribbons, and he threw books on the
floor. When at the end of the morning his mother came to
take him home, she asked if he had been a good boy. To the
surprise of all who heard, he answered, “Yes, I showed ’em I
was a boy like God wanted me.”

Upon investigation later, the teacher learned that Chucky
was the youngest of a family of six boys. When he was born,
his parents had been keenly disappointed that he was not a
girl. Apparently they had revealed something of their regret
to Chucky and had said to him, “But God wanted you to be a
boy.” Around that one thought Chucky had woven his whole
life philosophy. God had put something over on his parents.
Chucky, too, would put things over on them because God
was on his side. This belief tended to exaggerate a protest
that Chucky already had against his parents because he in-
tuited their disappointment in him. His belief in God’s fa-
voritism for boys also lessened his respect for girls. God
became, in short, his personal champion, and justified a con-

tinuance of a pattern of antagonism to his environment which
he had already developed very early in life.
A second illustration, comin

of‘twelve apparently “usual” children, illustrates the same
point. Danny’s three older brothers had been coaxing their
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mother to let their youngest come to Sunday School, and
when he reached his third birthday, she consented. Danny
had been looking forward eagerly to this new experience.
It was a great surprise, therefore, when the child cried per-
sistently throughout the first three Sunday morning sessions.
Strange to say, during the week at home he talked as though
he had had a good time. Finally, the teacher called at the
home to discover, if possible, what was wrong.

She found an idle and discouraged father who had been
unemployed for many months, and a mother in poor health
struggling heroically to secure the basic necessities with the
meager resources of a relief stipend. She was the one who
always collected the monthly food rations and she was the
one who always said grace at table, expressing thanks to God
for His goodness to them. When the teacher asked Danny,
“Why do you cry in Sunday School?” his answer was the
cryptic statement, “He likes me.” “But not when you cry,”
protested his mother. Danny, looking up in surprise, said,
“Yes, he does. He likes me. He likes you when you cry.”
More puzzled than ever, the teacher sought the mother alone
to find out when Danny had seen her cry. The mother re-
called that, on several occasions while saying grace at meal-
time, she had broken down and cried. She admitted also
that several times when Danny was saying his prayers, tears
had come to her eyes. Then, (0O, there had been occasional
heated arguments between husband and wife, which the child
had overheard. At such times the mother often warned her
husband that God would not help them unless he did his
part. Furthermore, the child had been told that when he
went to the church he would be going 1nto God’s house.

At last the teacher felt she could understand Danny’s strange
behavior. Putting together as best he could the iﬂlpIES:SiDI]S
he had been given in an atmosphere surcharged with E:I]]:.‘Jtlﬂ[!;al
insecurity, Danny felt his hopes Wwere dependent primarily
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upon his mother and God. His mother was the one whq
really cared for him and his mother used tears to preyaj]
upon the mercy of that Greater One without whose prg..
viding hand they would all be lost. So Danny, having been

told that in going to Sunday School he was going to God’s
house, adopted his mother’s technique even though it mean
sacrificing Sunday after Sunday the joys of participation in
the nursery activities toward which he had been looking
forward so keenly. One marvels at the utter “commitment”

of a three-year-old based upon his own unworded belief in
God.

In both these instances, that of Chucky and that of Danny,
one is impressed by the strength of purpose shown by such
young children. We marvel at the dynamic that each of
them found in one idea and how they used it to feed an un-
satisfied craving for security. The religion they had themselves
emotionally worked out, their determination to strive at any
cost to hold on to love, wherever it might be found in their
limited world, had ten times the vitality of the intellectual
worth of the words themselves. Indeed, these children were
able to twist and mangle the meanings in the words in such a
way as (o turn truth to falsehood in order that the beliefs
they were taught might fit securely into the warped and anti-
social philosophies by which they were already living.

Many similar cases might be cited. Indeed, we have known
of so many of their kind that we have come to doubt whether
any child, who is not already quite normally adjusted to the
real world, is able to make out of even the best instruction
in religious ideas anything that will prove in the long run to
be enriching and expanding. The child’s own intuited religion
may speak so loudly in his heart that he cannot hear what
we are saying,

At any rate, it is clearly no simple task that we face when
we decide to help young children to grow religiously. It is
something vastly more difficult and complex than the giving
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of words and the introducing of children to rituals. It is a
task needing the keenest psychological understanding and the
deepest religious insight attainable.

It is because we have come to recognize these hidden but
potent elements contributing to the religious education of the
young child, that we have come to the conclusion that in
ost communities and homes we have been beginning at the
wrong end, and have lacked insight into the natural ways Dy

which children might grow in religion.

Instead of beginning with the giving of a religious vocabu-
lary or with the establishment of habits of worship or prayer,
we should start with the unverbalized philosophy of life that
the child already has formed. If, on observing his behavior
in some natural setting where inner drives are not restrained
by repression, we note that the child’s pattern of life is anti-
social or timid, let us provide a different kind of environment
for him — one that will encourage an outgoing and interested
response toward other persons. Let us remove, if we can,
the cause for his painting a false picture of life, and give
him an opportunity to draw for himself a new pattern. If
the child seems already secure, socially interested and co-
operative, let us give him time to enlarge his picture, putting

into it more and more experiences of being 2 creative partici-
pant in an interesting life in a world full of adventure and

the learning of new things. _
Then, in order that these young children may begin (O

learn the values of meditative thoughtfulness, let us have
informal conversations with them OVer the little happenings
of the common days, sharing, if we can, something of the
freshness of their enthusiasms. Stories of other children, such
as those of Martin and Judy, may well be read to quicken
thoughtfulness about similar experiences they thﬂms_e!v.es have
had. and to encourage the germs of religious sensitivity and
aspiration. When the first philDSﬂphiCal questionings b{lagm,
let us share the wondering, and not be in a hurry to cut it off
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why all people do not think alike, and let us
belief in God as being our own sincere

gorically as fact, like the hour of the da

Seeking to make possible such a slow and natural growth in
religion is a far cry from the usual authoritative instruction,
in which adults simply assume that God is thus and S0, and
teach little children what to think. Since it is important that

this contrast should be clearly recognized, we shall give an
illustration to point it up.

A singing teacher had just been teaching a group of five-
and six-year-olds the song, “Who made ocean, earth and sky?
God, our Heavenly Father.” Later during an intermission,
she overheard this conversation among three boys.

“God did not make the earth and sky,” said Dickinson,
whose father was a brilliant physician.

“Why, Dickinthon, ’courth he did. If God hadn’t made
the earth, it would have juth been a great big ball of gath
floating up there. It thayth tho in the Book of Knowleth,”

said Andrew, whose father was 2 conservative, highly intelli-
gent lawyer.

“God did too make the sky. It says so in the Bible,” said
David, whose mother was an ardent church-school teacher.

.'God did not make the earth,” repeated Dickinson slowly
and solemnly, his €yes scowling out below thoughtful brows.
“The world always has been, and is and always will be, and
God didn’t have 2 thing to do with it. My father told me so.”
| “Thath not tho,” said Andrew. “I’'m going home and look
1t up in the Book of Knowleth.”

“Well me, I’'m going home and look it up in the Bible,”
said David eagerly.

And

CXpress our own
faith rather than cate-

there the conversation ended.
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Here we find three children, so young and yet so intelligent
that they might have gone far in their own searchings, already
having been given by their respective parents not only words
with which to peg down their thinking, but each believing
that back of his beliefs 1s an unchallengeable authority. In-
«tead then of being able to profit by the differing points of
view and to discover that men have given different answers
to this great question, and that no person is justified in speak-
ing with final authority on the subject, the boys were compelled
to begin in their small way a verbal war of religious fanaticism.
Such fixed and absolute religious beliefs are out of tune with
the finer movements of our day toward worldwide and pro-
gressive understanding, and the mutual and friendly sharing
of the blessings of culture.

Furthermore, such authoritatively accepted ideas do not
lend themselves easily to change, especially when they have
become emotionally bound up with parental love. To accept
2 belief about God because father or mother or teacher has
given the idea — the child not knowing why he believes it
to be true, or that any other way of believing could be right
__leaves one with something fixed and outside of one’s self.

On the other hand, to gain a thought of God as a result
of one’s meditation on actual experiences, even though the
word for the thought 1s given by another, is to discover some-
thing alive that has roots both within and without. Knowing
how the belief was gained, the individual knows how it also

may be changed. When the opportunity comes (O compare
this belief with those of others, the child can understand and

appreciate the other point of view and may even revise his own

in the added light he obtains. Thus a growing religion iS pos-

sible and toleration and appreciatiﬂn of differing points of

view become natural.
To allow children tO discover God for themselves would

require a reserve which most religious parents would find it
hard to maintain, for the thought of God is t0O important
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in our adult culture for us to be able to protect children for
very many years from all contact with it. We should bear in
mind, however, the possible truth in the warning given by
Frances G. Wickes in The Inner World of Childhood, “When
we tell a thing prematurely, we destroy a possible individual
creation, and substitute for living process a dead form.”

In most schools of religion, we have not learned how to
cherish an “individual creation” of faith. Indeed, we seem
rather to be doing all within our power to make impossible
for the child “an original relation to the universe” such as
Emerson declared to be the birthright of every person. We

spend years trying to instill into children the “faith of their
fathers.” In Christian churches we assume a Christian God,

believing it to be our duty to pass on to our children the
products of the best minds of the past, even though these
beliefs must come second hand. We excuse ourselves on the
ground that small children cannot think for themselves on

such great matters. Recent studies of young children reveal
clearly, however, that small children can think for themselves
with an amazing directness, provided they have adequate
data on which to base their thinking. It is when we expect
children to think before the necessary data are available to
them, and when they have no interest in doing the thinking,
that they seem to be incapable. It is dangerous even for an
adult to try to think in fields where he has no learning. Con-
fucius put this insight succinctly when he said, “Learning
without thought is labor lost; thought without learning is
dangerous.” If we applied this wisdom to our dealings with
young children, we should keep always close to their actual
experiences, providing for them wider and wider contacts as
data for their meditations. Then having done these things,

we should trust more largely the children’s own abilities to
think for themselves, and their own fundamental need to

have a working and satistying philosophy of life.
If God really is everywhere, he surely may be found any-
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where, through any experience of life, if one only has the
eyes to see and the ears to hear and the persistence to search.
Children — if they are old enough to be told of God — are
also old enough to be told that the opportunity is theirs to
search freely for hints of Him anywhere they may find them
and as long as they live. To wait until after they have been
indoctrinated, until the stirrings of adolescence, to expect an
“original creation” is too late. The more satisfying the religion
has been throughout childhood, the more difficult it will be to
rethink it and let it grow. Rather, the process of growing in
religion is the other way around — first the rich unverbalized
experiences, and then slowly and wisely the sharing of the
thoughts of others. First the seed, then the blade, then the
ear, then “the full grain in the ear.”
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Prayer at the Nursery—Age Level

I cannot invent

New things,

Like airships

Which sail

On silver wings;

But today

A wonderful thought

In the dawn was given,

And the stripes on my robe,

Shining from wear,

Were suddenly fair,

Bright with a light

Falling from Heaven —

Gold, and silver, and bronze

Lights from the windows of Heaven.
— ToyoHIKO KAGAWA

AFTER OUR WORDS OF CAUTION in the preceding chapter
against too early instruction in religious matters, there comes
the question, “Then what?” Can it be that so many young
mothers and teachers have been entirely wrong in teaching
young children of four and five to pray? Are there not some

simple rituals in which nursery children may proﬁtably en-

gage? Is the use of language beyond the comprehension Of
small children always harmful to their growth?

We should be blind, indeed, were we to deny that high
values have been achieved through direct religious instruction

170
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given even to four- and five-year-olds. When parents and
teachers are themselves religiously sensitive, when they reveal
their intimate feelings and aspirations with a natural sincerity,
young children no doubt often recognize something true and
valuable, quite apart from the meanings they may ascribe
to the words spoken. They may, indeed, recognize an honor
in being asked to stretch their thoughts toward an adult level;
and, in the effort, they may gain an exhilaration of feeling that
there are things beyond their present understanding that wait
for their exploring. Such experiences may be truly uplifting
to those children whose relationships to life in general are
already secure enough so that they are not impelled to clutch
some formula that may give them a false sense of protection.
Whether or not such normally adjusted children of four and
five, if left religiously untutored until a few years older, would
develop a more lively curiosity regarding the deeper meanings
of life, and, in the end, a more original and vital faith, we
cannot assert with assurance until more experimentation has
been carried on along the lines proposed in the last chapter.
We can merely suggest the pﬂssibility. To us, the slower, less
verbal procedure seems (O promise truer and more radiant

spiritual results.

So drastic a change, however,
from the home life for small children and from the Sunday
morning period for the nursery class, should not be made
without the substitution of some other practices comm?nsurate
in worth with prayer. More positive and constructive pro-
posals, therefore, deserve consideration. A‘nnther set of ques-
tions needs answering. Why has the habit of prayer on the
part of small children sometimes encour?ged a desire to grow
up rather than a desire to remain childish? Why has prayer
for some children strengthened inner controls and inspired a
more realistic appmach to life? If guch values have b;;g
found in prayer at its best, just what is it that the.nursery C
may miss if prayer be eliminated from the morning’s program

as the deletion of all prayer
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of the nursery school? Or just what may a small child Jack

if he is not taught at home to pray at bedtime? May thege
values be found through other ways than prayer?

In a young people’s meeting, a young woman told how
for a number of years she had not been able to pray. Never-

theless, a vague feeling of loss clung to her, till at last she
began to wonder if in order to achieve and to maintain her

intellectual honesty, it was necessary to abandon everything
that had been involved in the prayer habit. So she began
setting aside a period each day for quiet meditation alone.
During this time she thought back on the day’s experiences,
tried to discover wherein she had made mistakes, and, in the
light of the understanding acquired, she resolved to do dif-
ferently as new opportunities emerged. With the progress
of her experiment, the young woman felt the sense of loss
disappearing. She found spiritual refreshment and purpose-
fulness through this simple ritual of her own making.

The experience of this young woman suggests one element
that has always been found in prayer at its best, and which
should not be lost out of the life even of a small child. This
is free yet purposeful meditation on the happenings of each
day.

A grandmother, grown weary at the close of the day with
the many foolish escapades of -her young grandson, finally
said, “Jack, I think you had better go upstairs to bed now
and ask God to help you to be a good little boy.” “I don't
want to be good,” was the emphatic rejoinder, “and even if -I
did, I wouldn’t have to ask God to help me. I could do 1t
myself.” In the presence of such forthrightness, the grand-

mother realized that saying a prayer was but the final step in
a larger process, if the prayer itself was to have any meaning.
First of all, Jack needed to stop and think over what he was
trying for and whether or not the things he had been doing
had helped or hindered him in gaining his real desires. In

short, Jack needed a quiet period of unforced meditation.

Grow
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Meditation on the five-year-old level, however, is quite a
different matter from meditation on a grandmother’s level. In
the presence of judges who talk in terms of “good little boys™
and “naughty little boys,” small children are thrown on the
defensive. They shut up their confidences tight against ex-
posure. On the other hand, in the presence of adoring parents
who feed their children on praise as they would hand out
candy awards, children dress themselves up in adult phrases
and parade unreal thoughts in order to win further attentions.

To learn how to participate with children in quiet thinking
times without imposing adult standards that may destroy the
sincerity of the children’s own interpretations of facts and
their own expressions of desire is a much more difficult art
than teaching children to repeat words ot prayer. Yet there
are parents who have been venturing along these lines and
who have planned daily periods with their children, when
together and without the sense of hurry they may talk over
the day’s happenings. A certain father is dated ahead by
his three children in turn for such a time of personal fellowship

before going to bed.
In both the church nursery group and in the home, these

periods of quiet thoughtfulness may sometimes be i.ntrqduced
by reading from a story book the experiences of other children.
The three volumes about Martin and Judy have been written
for just this purpose. The hearing of such stﬂries may hﬂlp
some children to discover their own inner thoughts, and to
find a more radiant thrill in their own contacts with things
and people through learning that other childre‘n have had
similar stirrings. Fortunate, indeed, are th:a ‘C'hll(%rﬂﬂ whose
parents or teachers remember their own activities 1n terms Of
sense experiences and who are able to Uus€ the vocabulary

natural to children. | |
In one church nursery class, instead of a stereotyped service

of worship, the group Wds accustomed to a period of ]istenjr-lg
to what they called «music stories.” “What do you hear 1n
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the music?” the teacher would ask. “I hear birds singing.”
“00-00-00-00, the wind is blowing.” “The rain is goin tun'-...
pity-tumpity-tumpity on the window.” “The children are play-
ing in the snow.” “They are running and laughing.” “The
church bells are ringing.” Such remarks would accompany
or follow the playing of the music. The children found happi-
ness in discovering these stories in the music. Sometimes they
would ask the organist to play those special stories that they
liked best, and he would improvise to their great delight —
“the children running down the hill,” “the children playing in
the sunshine,” “the rock-a-bye song,” “the pussy cat song,”
“the glad children.” So without words to help them, these
four- and five-year-olds were reliving over and over their espe-

cially happy experiences. They were lifting out of their days
certain intangible qualities and enjoying them vividly. We
may well call such experiences, relived through the intangible
medium of music, the beginnings of meditation on a four- and
five-year-old level.

After these times of thoughtfulness, either in the home or in
the nursery class, some adults may find it natural, and there-
fore valuable, to lead the children in a few simple words of
prayer, gathering up into words some of the thoughts and
desires that seem to be already present in the children’s minds.
We cannot speak with assurance regarding the value in thBS.ﬁ
spoken words of prayer. The attention of young children 18
at best fleeting, and they are very imitative and can so read%ly
accept the pattern of a group formality without catching 1ts
meaning. Whether or not the words are grasped, and whether
or not they express truly the children’s own desires, the little

ritual may convey to the child a vague sense that the time of

quiet has been worthwhile and may add to his feeling of se-
curity within the group.

A second value often found in the practice of prayer, even
by small children, has been an added appreciation of the
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bountifulness of life, the largeness of the resources available
to us in our universe that encourage learning and growing.
Some of these blessings come through the love and thoughtful-
ness of parents and friends. Others fall upon us like rain
entirely apart from human effort. Indeed, in most books of
prayers for small children this element of thankfulness is

emphasized.

Any nursery school teacher, however, who has guided
«mall children in such prayers of thank you to a personal God,
must be aware of certain difficulties that may arise. It 1s
exceedingly easy for small children to develop a feeling of
special privilege in the universe, and it is equally easy for
their gratitude to change to resentment if misfortunes and
deprivations come. We should avoid giving small children
the impression that God is like a good fairy who will send
blessings merely for the asking and who will withhold these
blessings if children do not say their “thank you’s” or if they
are not good.

Nature is indeed lavish with her blessings and deserves
appreciation. The potentialities of life are good beyond our
imagination and we should now and then bathe ourselves in
the joy of life. On the other hand, nature is also SD]IIE:E.iI!lE:S
hostile, threatening our very existence. Our hope of gaining
the good things that are possible in life is dependent upon Our
understanding of these forces of nature within us and ufithnut
us. Our hope of understanding rests upon the essential de-
pendability and reasonableness of the universe. For all these

possibilities we should be profoundly gratﬂful‘. .Small children
seem to be able to feel the exuberance of this joy even more

absorbingly than adults, but their understanding of the sOUrces

e.om which these blessings come must develop slowly. S'tep
nces, each contributing

by step through many direct experie
it}:;’ smsll quota of understanding, We should seek to develop

‘1 children a conscious appreciation of the intelligence and
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unity and essential goodness back of all phenomena, and 4
growing sense of being a part of the élan vital in the 1:niverse
— or as the religionists may call it, being one with God.
Some leaders, instead of encouraging children to express
their thanks in prayers to God, encourage more natural ex-
pressions of gladness. When the giver of a good gift is some

one person or group whom the children know, these leaders
would let the children express their thanks directly to these
people. If the source of the blessing is largely beyond human
control, and is not yet an object of wonder or questioning
on the part of the children, mere expressions of gladness are
encouraged and the directing of thanks directly to God is
reserved until a larger thought of the Great Unity 1s pos-
sible. In any case, whether prayers are spoken or left unsaid,
the important thing for children to know is the experience
of gladness over the goodness of life.

There is a third element found in high-minded prayer which
seems to have enriched and expanded life even for young
children. This element, difficult to describe, is that inde-
finable emotional something that comes with the reaching
beyond and beneath the surface happenings toward greater
and deeper meanings. It involves the feeling of looking forth
in the direction of universality or infinity or eternity. It may
be a fleeting glimpse of the great mystery. Some would call
it the feeling of standing face to face with God. A friend 1n
recalling her childhood experiences said that her father 1n
leading family prayers always used to begin with these wordﬁ,
“O Thou that dwellest in the heavens and rulest in the uni-
verse.” Although she felt but vaguely the meaning of those
words, they stood in her mind for an outreach of thought tO
the greatest lengths of which her child mind was capable.

Such experiences come to small children probably moOIe
often in other ways than through the saying of prayers.
Madeleine Dixon tells of a nursery child who had been look-
ing through a microscope at snow crystals, and suddenly ex-
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claimed, “Miss Dickie, how do you make worlds?”’* An
amazing leap of thought — from snow crystals to worlds!
How could the child feel himself both in the presence of
something so tiny as a SNOW crystal and something so vast as
worlds? Is it not because in the one mystery in the micro-
scopic piece of snow he intuited the greatest mystery he could
yut into words? His thinking was vague. He could have
profited little, if at all, by any explanation from an adult,
More important than to know the facts was to cherish this
brief sensing of the wondrous vitality and power in the uni-
verse.

That nursery school teachers and parents in the home should
be watchful to recognize, if possible, these fleeting moments
of children’s wonder has been the burden of much that we
have already written. «“Bach child,” says Miss Dixon, “must
plumb vastness and infinity. Let him call it what he will —
fire, water, death, God, worlds, stars. And somehow he must
share his curiosity and his awe before he has too many static
answers. More than factual answers he needs communica-
tion of his inherent wonder, fear, curiosity.”* Whether on
such occasions the adult speaks Of God and puts a simple
prayer into words, Or whether the child eXpresses his feeling 1n
his own natural ways — 1 dance or in song or in silent awe,
the important thing to cherish is the experience. At least, we
may somehow in our manner let children kKnow that we sh-are
<ome of their feelings; that We, too, have the same humbling

but glorifying moments. s
A fourth element in prayer is that which 1s at the core of all

namely, the expression of the deepest de-

petitionary prayer
sires of the heart. In the words of the old hymn,

is the soul’s sincere desire,

The motion of a hidden fir
That trembles in the breast.
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Prayer at its worst has degenerated into a begging ritual,
Children have been mistakenly led to think of God as a

Santa Claus to whom they may go with special requests for
special favors with the expectation that their petitions will
be granted, provided the children are obedient and kind
according to parental standards. In prayer at its best, however,
many children have felt that they could lay their inmost desires
before Some One who understood their strivings. Light from
the face of such a Personality at the heart of the universe
has sometimes helped children to see the real values in their

wishes and to become more mature in relating them to a real
world. Such an experience may be creative.

Whether or not children express their wishes in prayer to
God, it would seem desirable that they should at least be
able to express their wishes to someone who understands and
who will not condemn them for their desires. “If you could
have just three wishes, Jimmie, what would you wish for?”
asked a mother of her five-year-old son. After a few moments
of quiet, the child answered, “I wish, Mother, that you would
never die. I wish that nobody in all the world would ever die.
And I wish there would be no more wars.”

How much more significant of the boy’s inner longings
were these three spoken wishes than are the petitions little
children usually put into their evening prayers! The boy’s
feeling was deeper than simply in respect to the needs of
the hour. He was reaching farther than to wishes for himself
or his family. He was revealing a yearning shared by count-
less generations for a longer and firmer security than his
family could give. Indeed, the fact that he was not addressing
his prayer to God from whom he hoped to secure the ful-

fillment of his wishing may have helped him to dig deeper
into his soul for the largest desire that he could conceive.
Such an experience followed by the mother’s sharing of her

own thoughts about these wishes might well be called an
experience of prayer.
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Children sometimes unwittingly lay their desires before
us by telling of their nighttime dreams. Even though parents
may not be psycholc:gically trained so that they are able to
interpret the meanings in dreams, all of us may cultivate the
art of listening. We may learn to recognize the fact that
behind the grotesque animal and giant figures that so often
appear 1n children’s dreams, there stand powers of which
the children are afraid, relationships burdening them, CiI-
cumstances that thwart the gaining of their secret goals.
Sometimes the mere telling of a dream may lighten the child’s
burden. The two stories about dreaming told in the first
volume of the Martin and J udy series suggest simple ways
possible to all parents Of talking with children about their

dreams.
One should not belittle, MOreoves, the advantage that under-

standing may bring. Especially should we seek to understand
the undercurrents affecting the direction of our ownl activities
in order that we may be able more objectively to deal with
our children’s inner struggles. We need to learn how {0 share
with our children our Owh wishes for our Oowi living, those
which we had as children, those which we still have as adults,
those which we still need to change, and those which we
believe are worth cherishing. We need to learn never (O
condemn a wish or O instill a sense of shame for any sincere
longing, lest these tender things fly back into the dark and

forgotten chambers of the mind where they cannot be exam-
ined. Behind each desire we need to look fqr the need that

prompts the desire. Merely condemning

into its place a better longing, ' o
may destroy the 100t and clear the <oil for a new growta O

desgfi ther or not children express their desires in words of
e they tell of their wishes

ther
rayer addressed 1O God, or th? the .
l;ﬂ Zome friendly adult; we believe 1t 15 unfortunate if the

child seeks for help entirely apart from his own purposeful
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efforts. It is better at the outset of life that a young child

should learn to rely upon his own inner resources, using
them to the full, and to seek in natural ways the help of others
n achieving his ends rather than that he should be taught
to believe in the possibility of special divine dispensations
given for the asking. Gradually as he comes to feel in fuller
and fuller measure the amazing possibilities in human effort,
he may reach to the belief that all life is somehow undergirded
or permeated with a creative strength in which each of us
may trust and of which each may richly partake. To transmit
such a belief to a child through words, however, before he has
had some experiences with which to interpret the words, is
to cut short the process and to ruin potential values in the
result. Only tnose who feel the presence of this larger Creative
Life through experiences of participation with it can thor-
oughly believe in its reality.

There are, then, these four values which men through the
ages have found in prayer — a poise and self-understanding
gained through quiet meditation, an appreciation of the bOI:‘lL}-
tifulness and essential goodness of life, an elevation of spirit
that comes through glimpsing the essential mystery of the
universe, and finally the release and clarification that COME
through laying bare one’s sincere desires and working ones
way through toward purpose regarding them. In some small
measure these values may come into the lives of small chil-
dren. Whether we cling to traditional modes of prayerﬁﬂl‘
whether we experiment with more informal ways of securing
these high values, let us realize that finding them is like catch-
ing the melody of the bird on the wing. Opportunities may
come unexpectedly, displacing the smooth movement of our

routines. We may well cultivate the art of being sensitive

and the readiness to meet the events of any day in the “sun-
light of surprise.” %4
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“Speak to Us of Religion 2

_ Man’s capacities have never been measured; nor can we
judge of what he can do by any precedents, so little has

been tried.
— HENRY THOREAU

LET US NOW RETURN to the questions asked in Chapter III.
Is there a place for some kind of religious instruction in a
nursery or kindergarten carried on in the liberal church or
synagogue? What do small children learn about God? What
do the stories and songs teach that is religious? How do such
nursery schools and kindergartens differ from secular schools?

Those who have followed us thus far in our discussion of
the young child’s spiritual development, must recognize the
importance we attach to the child’s own direct experiences.
His playroom at home or school is his laboratory for experi-
mentation in living. His toys arc his books. His paints and
clay are his pen and pencil. The youls child discusses his

problems by reliving in dramatic play the situations he has

known or which he wishes he might enjoy. He meditates most
uch, sight or sound,

vividly when in actual contact, through to |
omes curious about

with real phenomend. For example, he becomes
his body when he S€€s and feels his naked self in the bathtub.

He questions, 1n a wondering mood,

baby or kitten, Of watches a chick s
181
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The child learns the worth of other persons when he has his
fumbling contacts with other children, experiences conflicts
in his play, and discovers that others also have feelings.
Thus the learnings in nursery and kindergarten seem casual.
Observers watching the children’s doings often say, “Oh, they
do nothing but play,” as if that were a trifling matter. Yet
trom the point of view of the developmental theory of spiritual

education, it is largely in these play activities that the child’s
learnings take place.

Even for the children themselves, the program is far from

being simply play for there are responsibilities to be carried,
there are tasks to be done, there are projects to be planned,
there are other children to understand and learn how to play
with, there are questions to ask and answer. From the teacher’s
point of view, all that quickens sympathetic imagining, that
awakens sensitivity to other’s feelings, all that enriches and
enlarges understanding of the world; all that strengthens
courage, that adds to the love of living; all that leads to de-
veloping skills needed for democratic social participations —
all these put together are the curriculum through which these
children learn. Such learnings are not easily observed or
measured; they nevertheless can be planned for, to some ex-
tent, and the children themselves can determine in no small
measure what the learnings shall be.

“All this is fine!” someone thinks to himself. Any good
nursery school or kindergarten teacher would agree. But isn'’t
there any religious or spiritual plus in a church or synagogue
school? Our position at the time of writing is that under the
circumstances which prevail in our American democracy, the
difference between good education and good religious educa-

tion is one of emphasis rather than something added to the
content of the curriculum. Let us explain.

In our thinking, religion is the dynamic and personal philos-
ophy of life by which one lives. It is found in the meanings

one gives to daily living. It involves one’s attitudes and deeds
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in relation to other human beings, and also one’s understand-
ing and attitudes toward the physical universe and other forms
of life apart from the mere human realm. It involves one’s
understanding of himself, and his estimate of his own value.
It involves one’s attitude toward sex, birth, and death. It in-
volves the balance one€ maintains between his fears and hostili-
ties on the one hand, and the warmth of his friendly relations
on the other. It involves his attitudes toward what he cannot
know as well as toward what he can know.

For most of us our religion is not a consistent and clearly
thought out philosophy. It is more often something felt rather
than reasoned through. The ability to express one's religion
in words is the fruit of maturity rather than a gift which can
be added to a young child’s thoughts.

Most religiously minded parents and teachers, however,
think that very young children should be told the one most in-
clusive and all important idea (usually contained in a religious
philosophy of life): namely, the idea of God. This procedure
s advocated, even though the idea has to be simplified and
sometimes even changed from a big idea into a little one in
order to fit into the consciousness of a small child. Such an
approach is based on the conviction that young children ne?d
to believe in God as a source of security and as an authority
for living a good life. Some advocate the use of the word God,
even though it may have NO meaning at all, because of the

value of parﬁcipation in the religious ceremonials of the fam-
‘ icit 1 ch a statement as the

es of the child are not religiqus

ous respons
P consist at first of trifling

The first apparently religt

lly social in SRl
;lltfii?il:s: :;;hw;uh}n'wmg the head oOr folding the hands, and soon after

' To the child these are
' eat simple prayers or hymns.

i ll'i}aj:li;g;: ;:Eshing thlL reeth or shaking the hands, or any ;:E;?:
pointless habits required f him by well-meaning but trying P _
The rituals are learned b
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Such a process of child guidance is just the reverse of the
process we have attempted to set forth in this book. Instead
of first giving the words and the forms of rituals, which in
themselves have no meaning for the child, we would begin
with the kinds of natural experiences that can have meaning
to the child, and the kinds of words that can be understood,
and the kinds of rituals that can express the child’s true emo-
tions. From these experiences we would lead the small child
step by step toward a reasonable and emotionally rich philos-
ophy of life. This is the natural way of religious growth in

contrast to the long prevailing way of adult instruction which
fosters unthinking participation in the cultural ceremonials.
We cannot endorse any philosophy of child guidance that
demands of children conformity to outward acts and forms
that are “pointless” to the child. Even the brushing of teeth
should have valuable meaning to the child or else it should

receive no parental encouragement. How much more should
the child feel the meaning of his prayers!

But is it possible for the young child to grow religiously or
spiritually without such specialized instruction in some one
group of religious rituals and doctrines? How can a httl_e
child build his own philosophy of life out of his own experi-
ences? In order to find some answers to these questions, we
gathered records from families and nursery groups where
young children were observed. We asked: on what occasions
and about what matters do the children’s philosophic qUESﬂUﬂS
arise? What kinds of experiences awaken feelings of wonder?
or fear? or heightened moments of delight? What reactions
do small children have when brought in contact with the
immensities of space and power? What evidences are there
that small children sense the reality of things invisible?

While gathering these records, we began to study also the
more recent books written by anthropologists and students of
early forms of religion. We wanted to find out how religious
beliefs and practices first began in the history of the human
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race. Did they arise full-orbed as a result of some special
revelation to the first man? Or did mankind in his racial

childhood build up his religion naturally out of his own ex-
periences with life? If the latter, what kinds of experiences

challenged him most strongly?

The answers to this second line of inquiry were clear. Man
became religious because of the very nature of his world and
because of his own needs. Before he had learned to make
arrows, or to cultivate the soil, primitive man felt his world
alive with power. He felt it in the wind and rain, in thunder

and lightning; and he sought ways of control and protection.
He felt power in things both large and small —in animals,
trees, fire, water. He was awed by the rising and setting of
the sun, and was both comforted and frightened by the waxing
and waning of the moon. Primitive man felt such a kinship with
animals that he learned to ask their forgiveness before killing
them and eating their flesh. Primitive man felt the mystery
of life: he felt it whenever he witnessed the birth of animals

or saw his own newborn offspring. When that unknown cave-
man first molded an image of divinity in the form of a preg-
nant woman, he was expressing his feeling for the wonder of
creation. And when Neanderthal man first buried his dead

and laid beside the motionless COTpSE a chain of beads or @
stone knife, he was expressing his feeling that death did not
destroy all. He had recognized that in his sleep something
invisible within him could transcend the body; sO in death he
saw a similar possibility. The world of spirit was Very real
man. He felt himself immersed in mystery, 'and
rate it. In spite of all the superstitious
1st be admitted that it Was the
d not civilized man. The un-
Id neither read nor count
was the one who began
ever attempted™*—
f life which would

to primitive
he set out to try to penet
content of his thought, it m
savage who created religion an
tutored cave-dwelling man, who cou
nor even perhaps converse cohereujﬁly,
“the biggest experiment that mankind has

namely, toO feel his way
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keep his heart warm in spite of all the terrors he experienced.
Primitive man began to experiment not only to find out the
nature of the world he could see, but also the nature of the
invisible forces he could not see. In short, mankind’s religious

beliefs and practices grew naturally out of his experiences
with life and because of his own inner emotional needs.

And what of the results of our study of the experiences of
small children today? Our interest grew as we gathered more
and more records, for we discovered a remarkable parallelism
between the kinds of experiences which had aroused primitive
man, and the kinds which occasioned young children’s ques-
tionings. We found that children under five, even in our
protective culture, had to face the three major mysteries of
existence — birth, sex, and death — and were both fascinated
and awed by their contacts. We learned also that young
children feel the threat and overpowering greatness of the
large forces of nature — the wind, rain, storm and Lhunder.-—-
and often find real difficulty in adjusting their personal dBS.ll'E?S
to realities. We found that even during the preschool period,
children often become aware of their dreaming, and sense the
privacy of their own feelings and thoughts and begin to woncflf':r
about themselves, to feel the mystery of their own real invisl-
bility. We found also that feelings of great excitement and
sometimes of distress came with their first awareness of great
spaces and the movement of the earth. We found young chil-
dren awakening to vague feelings for the passing of time, the
realization that once they were not existing and that sometime
they might be living when their parents would be dead. In

short, as a result of our observations we realized quite clearly
that life long ago and life today are basically the same. We
became confident that there are elements in the very nature
of our world and of ourselves that challenge us to yearn for a
larger and more understanding security than our parents and
our scientific civilization can supply. We became convinced
that as a result of the very nature of life, small children have
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emotional experiences that have within them the seeds of
religious sentiment: and that the natural way of spiritual
guidance would be to begin with these experiences and let
the larger understandings grow slowly as the experiences In-
creased.

Does such a natural way of guidance mean then that young
children today should be left to flounder in superstition with-
out guidance? Must the modern child begin where the cave
people began? Yes — and no! It does not mean that the
modern child should be deprived of the guidance which our
greater knowledge can give him; but it does mean that each
new individual should be permitted to feel to the full the
natural challenge in his own real contacts. In short, each child
should feel the force of his own direct relations to the universe.

It means, in this general area of life, as well as in all the
other areas in which learnings may take place, that we can
wisely give our major attention to the child’s having these
primary experiences. [t means that as adults we will be alert
to them; we will respect their signiﬁcance; we will sympathize
with the children in their feelings; and we will answer their
queries not only in ways that will give them knowledge of
facts, but in ways that will preserve the emotional challenge.
It means, instead of evading these primary experiences DY
casual and cryptic remarks or by religious phrases whiqh may
dry up the feelings of outreach, that W€ wil! share _w:.th the
child the little that he can understand and will let him know
that there is more that we, too, keep wondering about. 'It
means that we can trust the Very nature of life to keep alive
the child’s yearning search, and that when he really needs tO
think of an all-embracing POWET, he will come upon thf‘i
thought, partially at least, on his own initialive. We will feel -

no need to hurry the growing, by giving words *:vlthﬂut meand-
ing or by encouraging rituals that are mere copies of outwar

postures and word saying.
It was with such thoughts

qs these 1n Our minds that the
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stories of Martin and Judy were planned and written, I

children have an opportunity to discover that they are not
alone in having such experiences, the very significance of the
personal episode is increased. A nursery or kindergarten
group affords such opportunities for the exchanging of ex-
periences. But the kinds of experiences about which we have
been writing are not always easy to talk over. In many homes
parents feel tongue-tied; their only words are the traditional
phrases. Furthermore, these primary experiences are so chal-
lenging to young children that not infrequently feelings of
fear and guilt are left hanging about them. A child needs the
encouragement of a story about some other child of his same
age, who has had the same feelings as himself, so that he
can talk about his own more freely. Martin and Judy are
symbols of any children, and listeners can project their own
feelings into the stories. ‘

Choosing the episodes for the Martin and Judy narratives
was not a casual matter, then, or a mere thinking up of epl-
sodes that would interest children. Nor were the plots worked
out in order to teach the children to be honest or kind or to
tell them about God. The choice of the episodes grew out of
our study of the kinds of experiences that had been found to
be most provocative of feeling and thoughtfulness. These can
be outlined in the following types:

l. Experiences in which young children must face the
great forces and things of nature, such as the wind, the rain,
the snow, the sun and moon.

2. Experiences in which the contrast between animate and
inanimate things becomes apparent. When a child becomes
aware that a living baby or animal can feel, and move, an_d
grow, and that a doll or toy koala bear cannot do so, he 18
brought face to face with the mystery of being alive.

3. In experiences such as those of seeing newborn kittens,
hatching chickens, or of watching a newly born baby, wherein
a child meets a dramatic presentation of the mystery of life.

young
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Such experiences often bring questions. Where did I come
erom? How was I “borned”? Where was I when mother was
a little girl? The acceptance of the fact that there was once a
time when he was not may bring a painful feeling of aloneness
and separation. Yet out of this very pain may grow a realiza-
tion of uniqueness and of private responsibility for one’s own
life. Anything of deep significance in a child’s religion is
dependent on this discovery.

4. The discovery of death in animal companions and 1n
the human family. The child’s first acceptance of death as a
natural part of living marks a significant step in his spiritual
growth. To find that one’s own life has a beginning and an
end brings perspective to the individual’'s outlook. A young
child can sense but a small measure of its meaning, but know-
ing death comes early. The experience may cast a dark shadow
of fear over a child’s days, or it may put stamina into his attI-

tudes toward life.

5. Experiences with bodily pain and sickness; these are
often crucial in a child’s spiritual growth. Sickness sometimes
leads to increased respect for the body and to the learning of

self-control under painful and trying circumstances. On the

other hand, sickness sometimes leads to the growth of fear of
to feelings of undue dependence and helpless-
4 some unwholesome trends are latent

as possibilities 1n children’s early experiences with sickness.
have a universal fascination

6. Play with shadows, which
me leave-over Of

for children. Perhaps they are reflecting some .
ctions. If so, they need to be relieved of fear

and led to understanding and enjoyment of their shadows.
7. Experiences With dreaming, wh‘mh become cnngcmu;
during these early years. The df'stjnctlon between the worl.
of reality (as we frequently call it) and the world of fancy is
not easy for a child to make. When he really begins to sense

the difference, he is Detter able to cope 1_#ith his fears. It must
be a time of awakening when a child 1s first aware that his

unseen dangers,
ness. Some high values an

primitive rea
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thoughts can travel unseen, and that in fancy he can go beyond
the boundaries marked by his hands and feet, or his ears and
eyes. There 1 something thrilling in the thought that our
greatest powers are invisible — our powers to think, to imag-
ine, and to feel. How can a child really catch the significance
of the invisibility of God, until he has first realized the in-
visibility of his own real psyche?

8 The child’s feeling of social relatedness to others, some-
times within the family circle, and sometimes in the larger
community beyond the home. These are germinal experiences
without which the larger feelings of human brotherhood among
all mankind cannot begin. The warm sense of belonging, the
discovery that other people have feelings like his own, that
each is but one member of a larger group, and that each makes
» Little different contribution from that of any other person.
These are feeling experiences dramatized in one type of Mar-
tin and Judy narrative.

9. Experiences that bring feelings of isolation, hostility,
rejection. In these, the child is challenged to look for the
reasons for these undesirable conditions, to study cause and
effect in social relations. Experiences with other children
whose conduct is annoying are portrayed. These problem
situations call for beginnings in self understanding, and 1n
learning how to identify one’s feelings with those of others 1n
order to understand them. Such experiences may lead either
Ei a narrowing of one’s interest, or to a broadening of sympa-

es.

10. Interesting personal achievement — the creation of
something new and valuable or the doing of something origi-
nal. Such experiences are like medicine to the spirit.

| 11. Experiences in which choices have to be made. Some-
times a present good is compared with a future postponed
good. Sometimes the choice made leads to unhappiness.

Lean_fmg by one’s mistakes is often even more fruitful than
learning by one’s successes.
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12. Experiences in independence. T]:Eere are stories in
which Martin and Judy take steps on their own in order to
overcome difficulties, and so feel themselves growing in inde-
pendence and inner resourcefulness.’ |

13. Experiences with ideas of God and prayer. In the third
volume are stories which portray Martin or Judy struggling
with a thought of God, and taking their first steps in prayer.
In these, thinking of God is brought about by the child’s own
wonderings and the ritual of prayer is presented as a natural
activity that has meaning for the child.

14 The celebration of religious ceremonials. In these
stories, only those features are presented which can be appre-
ciated by these young children. The feelings that can be
shared by all alike are accented.

These then are the major types of experiences that we re-
card as especially worthy of accent in a program of nursery
or kindergarten education where spiritual or religious values
are of concern. In a limited sense, it may be said that in these
stories is to be found the substance of the curriculum for these
nursery and kindergarten groups. But the stories are not told
because it is important that children know about the two
children, Martin and Judy, or because the stories contain
certain facts or teachings which children should be told. The
Martin and Judy stories are intended to be projections of the
life stories of all children (to the extent that imagined people
c‘an serve as objects of projection). Itis hoped they will high-
light the children’s own experiences — different to be sure,

but also basically similar. Through playing Martin and Judy,
children may rehearse their own experiences: they may feel

free to talk and to question. In the leisure of play, they may
h_ave their quiet moments of wondering. The stories should
{also suggest ways in which children may have equally challeng-
Ing experiences of their own.

f We have.-, been attempting here to describe a new philosophy
or the spiritual guidance of young children, and the story
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books represent our effort to implement the philosophy in
concrete form. Itis based on an emphasis which is being made
everywhere by all serious students of child life. We have merely
applied it in the field of religious development. This emphasis
is on the desirability of following the child’s own schedule of
natural growth.

A number of careful, scientific studies have been made of
babies and young children, who have been observed growing
physically and emotionally under conditions where their
emerging needs and demands have been heeded and met.
These studies have resulted in marked and even revolutionary
changes in the care of babies and young children. We now
plead for still more extended studies of young children to dis-
cover if there may not be a natural schedule of growth in
religious sentiments and feelings, which may be accepted as a
basic guide in adult methods af spiritual guidance.

It has now been made clear that emotional and physical
development cannot be separated. It would seem true also
that the spiritual growth cannot be separated from either the
physical or the emotional. Yet we believe that an important
omission in all such studies has been made to date. There are
certain primary and natural experiences universally linked
with religious beliefs which have not yet been given the study
they merit. There 1s urgent need to inquire whether the be-
liefs usually attached to these experiences by adults today en-
hance the possible feeling values in these experiences, Or
whether the imposed teachings tend to destroy the germs of
feeling and wonder which in fact need a different kind of nour-

ishment. These primary experiences with the basic nature of
the universe and of life start to come to young children during

these early years. Yet how little attention has been given (0
discover their meaning!

Perhaps the lag in this area is due partly to feelings of guilt
__ which no one cares to admit —because as adults we feel

an inadequacy in our own religious sentiments and beliefs.
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Perhaps many of us in maturing have lost much of the native
sensitivity to feelings. Perhaps unconsciously we are afraid
to open up the whole field of religious beliefs. It is much
easier to stop struggling for a philosophy of life that will in-
clude all the unseen as well as the seen. It is simpler to pass
religion by or keep it in a formal category, to use only on
special occasions. In such a mood, it is also simpler to keep
to the traditional and the formal in dealing with our young
children.

Whether or not such resistance is holding back capable
students of child life from a more scientific approach to chil-
dren’s religious growth, we know there are great difficulties
inherent in any such undertaking. Yet we make our plea. In
religion also let us Consider the Children: How They Grow.
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, Four outstanding boolks for youngsters L
based on the rosearci in CONSIDER THE CHILDREN ,i

S e — ——

MARTIN AND JUDY SONGS | $3
Cﬂmpﬂgﬂ by Edith Lovell Thomas

With _-tﬂl full-page illustrations in color, musical scores, lyrics, and a
wealth of “tested” snggestions for “acting it out.”

"Tike the famous MARTIN AND JUDY series, this book is based on years of
pﬂychulﬂglcal research and iesting. Obicct: to discover just which experiences
of childhood have the most lasting effects in the lives of human personalities.

The songs, pictures atic suggested activities were built around these basic
experiences. This book is more than “amusement” which children will recognize
and understand — here are scientifically siunned presentations to help children

develop healthy attitudes which will stand by them all their lives.

MARTIN AND jJUDY
in Their Two Little Houses $2
By Verna Hills
K With 22 full-page illustratiors in color by Charlotte Ware

“The reader and the child both get an education that will add to the health of
the child’s growth.” — Christia: Herald.

“The book helps us to understand why we should provide experiences first
before we try to tcach by what we say.” — Children’s Religion.

! MARTIN AND JUDY

; ire Sunshine and Rain S2

By Verna Hills and Sophia L. Fahs
With 26 full-page illustrations in color by Charlotte Becker

“These books, which have many full-page drawings in black and red, have a
particular place in mauy families: T have often heard of them and sometimes
have seen them in action. They read aloud admirably, and in fact are meant
to be heard.” — New York Herald Tribune.

MARTIN AND JUDY
Playing and Learning o $2

By Verna Hills and Sophia L. Fahs ~;
With 26 full-page illustratior . in color by Eleanora Madsen l

“This is the third volume of a carefuily-worked-out series about a small boy and
girl who have the experiences all children do, and wonder about them. ‘Now
Martin and Judy are at school. and onc¢ SCCS how they — and their parents —
meet school and home expericnces.” — Parents’ Magazine.
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