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FOREWORD

The year 1g24 in which these lectures were given was the last
of Rudolf Steiner’s active life as a lecturer and was indeed cut

. short by illness at the end of September. But during those nine

months he gave an almost unbelievable variety of lectures,
including courses on Life after Death, on Karmic felations,
on Truth and Error in Spiritual Investigation, on Christian
Festivals, on Eurythmy in its two aspects as interpreter of both
Speech and Music, on Speech and Drama, on Medicine (for
Doctors) on Theology (for Priests) and on Agriculture (for
Farmers). Many of these were given in Dornach!in the so-
called “Carpenter’s Shop” where work had been done for the
first Goetheanum and close to which the new Goetheanum
was rising from the ashes of the old. Others, however, were
given in places as far apart as Stuttgart, Berne, Prague, Kober-
witz, Paris, Arnheim, Torquay and London.

In addition to the great variety of subjects listed above were
five courses on Education, given in five different places, of
which that here printed was the penultimate, the last being the
course for English teachers in Torquay, published under the
title The Kingdom of Childhood.

When Steiner was in Torquay for this last course, he
remarked to the teachers for whom he gave it that the English

‘do not like long names and titles. The full German title of the

lectures in this volume is The Educational’ Value of the
Knowledge -of Man and the Cultural Value of Education.
Prompted, as it may be said, by Rudolf Steiner himself the
Translator and Publishers have ventured to give them' the
shorter title of Human Values in Education. For this is their
constantly recurring theme. We make educational programmes
and systems but in making them we constantly forget t
human spiritual and cultural values by which the <child, 1
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teacher and civilisation itself can only truly live. In Steiner’s
view it is man who gives significance to the world: and the
lectures contain the terrible indictment that “the world signifi-
cance of modern education is that it is gradually undermining
the significance of the world”. The lectures show the way to
restoring to man the significance of the world and to the world
the significance of man.
A.CH.
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LECTURE I*
ARNHEIM, 17 July, 1924

For quite a number of years now Education has been one of
those branches of civilised, cultural activity which we foster
within the Anthroposophical Movement, and, as will appear
from these lectures, we may perhaps just in this sphere look
back with a certain satisfaction on what we have been able to
do. Our schools have .existed only a few years, so I cannot
speak of an achievement, but only of the beginning of some-
thing which, even outside the Anthroposophical Movement,
has already made a certain impression on circles interested in
the spiritual life of the cultural world of today. Looking back
on our educational activity it gives me real joy, particularly
here in Holland, where many years ago I had the opportunity
of lecturing on subjects connected with anthroposophical spir-
itual science, to speak once more on this closely related theme.

Anthroposophical education and teaching is based on that

~ knowledge of man which is only to be gained on the basis of

spiritual science; it works out of a knowledge of the whole
human being, body, soul and spirit. At first such a statement
may be regarded as obvious. It will be said that of course the
whole man must be taken into consideration when it is a
question of educational practice, of education as an art ; that
neither should the spiritual be neglected in favour of the
physical, nor the physical in favour of the spiritual. But it will
very soon be seen how the matter stands when we become
aware of the practical results which ensue when any branch of
human activity is based on anthroposophical spiritual science.
Here in Holland, in the Hague, a small school has been

*Dr. Steiner began his lecture by thanking Dr. Zeylmans van
Emmichoven and those who arranged the course,
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founded on the basis of an anthroposophical knowledge of
man, a daughter school, if T may call it so, of our Waldorf
School in Stuttgart. And I believe that whoever gets to know
such a school, whether from merely hearing about the way it is
run, or through a more intimate knowledge, will find in' the
actual way it deals with teaching and education, something
arising from its anthroposophical foundation which differs
essentially from the usual run of schools in our present civili-
sation. The reason for this is that wherever we look today we

- find a gulf between what people think, or devise theoretically,

and what they actually carry out in practice. For in our
present ‘civilisation theory and practice have become two’

fwidely separated spheres. However paradoxical it may sound

the separation may be observed, perhaps most of all in the
most practical of all occupations in life, in the business world,
in the economic sphere. Here all sorts of things are learnt
theoretically. For instance, people think out details of admini-
stration in economic affairs. They form intentions. But these
intentions cannot be carried out in actual practice. However
carefully they are thought out, they do not meet the actual
conditions of life. I should like to express myself still.more
clearly, so that we may understand one another. For example,
a man who wishes to set up a business concern thinks out
some sort of business project. He thinks over all that is
connected with this business and organises it according to his
intentions. )

His theories and abstract thoughts are then put into effect,
but, when actually carried out, they everywhere come up
against reality. Certainly things are done, thought-out ideas
are even put into practice, but these thoughts do not fit into
real life. In actual fact something is carried over into real life
which does not correspond with what is real. Now a business
that is;conducted in this way can continue for some time and
its maugurator will consider himself to be a trcmendously
practical fellow. For whoever goes into business and from the
outset has learnt absolutcly nothing outside customary practice
will consider himself a “practical” man.

LECTUREI 15

Today we can hear how really practical people speak about
such a theorist, He enters into business life and with a heavy
hand introduces his thought-out ideas. If sufficient capital is
available, he may even be able to.carry on for a time. after 2
while, however, the concern collapses, or it may be absorbed
into some more established business. Usually when this hap-
pens very little heed is paid to how much genuine, vital effort
has been wasted, how many lives ruined, how many. people

.injured or impaired in their way of life. It has come about

solely because something has been thought out—thought out
by a so-called “practical” man. In such a case however the
person in question is not practical through his insight but by
the use of his elbows. He has introduced something into reality’

fwithout considering the conditions of reality.

Few people notice it, but this kind of thing has become
rampant in the cultural life of today. At the present time the:
only sphere where such things are understood, where it is
recogniséd that such a procedure does not work, is in the
application of mechanical natural science to life. When the
decision is made to build a bridge it is essential to make use of
a knowledge of mechanics to ensure that the bridge will stand
up to what is required of it; otherwise the first train that
passes over it will be plunged into the water. Such things have
already happened, and even at the present time we have seen
the results of faulty mechanical construction. Speaking gen-
erally, however, this sphere is the only one in practical life in
which it can be stated unequivocally that the condltlons of
reality have or have not been foreseen.
~ If we take the sphere of medicine we shall se¢ at once that
it is not so evident whether or not the conditions of rcahty
have been taken into account. Here too the procedure is the
same; something is thought out theoretically and then:applied
as a means of healing. Whether in this case there-has been a
cure, whether it was somebody’s destiny to dié; or whether
perhaps-he has been ‘“‘cured to death”, this indeed is difficult
to perceive. The bridge collapses when there are faults in its
construction; but whether the sick person gets worse, whether
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he has been cured by the treatment, or has died of it, is not so
_easy to discover. :

In the same way, in the sphere of education it is not always
possible to see whether the growing child is being educated in
accordance with his needs, or whether fanciful methods are
being used which can certainly be worked out by experimental
psychology. In this latter case the child is examined by
external means and the following questions arise : what sort of
memory has he, what are his intellectual capacities, his ability
to form judgments and so on? Educational aims are
frequently found in this way. But how are they carried into
life? They sit firmly in the head, that is where they are. In his
head the teacher knows that a child must be taught arithmetic
like this, geography like that, and so it goes on. Now the
intentions are to be put into practice. The teacher considers all
he has learnt, and remembers that according to-the precepts of
scientific educational method he must set about things in such
and such a way. He is now faced with putting his"knowledge
into practice, he remembers these theoretical principles and
applies them quite externally. Whoever has the gift for observ-
ing such things can experience how sometimes teachers who
have thoroughly mastered educational theories, who can
recount admirably everything they had to know for their
examination, or had to learn in practice class-teaching, never-
theless remain utterly rémoved from life when they come face
to face with the children they have to teach. What has
happened to such a teacher is what, daily and hourly, we are
forced to observe with sorrowing heart, the fact that people
pass onc another by in life, that they have no sense for getting
to know one another. This is a2 common state of affairs. It is
the fundamental evil which underlies all social disturbances
which are so widespread in the cultural life of today : the lack

of paying heed to others, the lack of interest which every mamu

should have for others. In everyday civilised life we must
perforce accept such a state of affairs; it is the destiny of
modern humanity at the present time. But the peak of such
\;éloofness is reached when the teacher of the child or the

o
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educator of the youth stands at a distance from his pupil,
quite separated from him, and employs in a completely exter-
nal way methods obtained by external science, Wse can see
ghat the laws of mechanics have been wrongly applied when a
bridge collapses, but wrong educational methods are not so
obvious. A clear proof of the fact that human beings today are
only at home when it comes to a mechanical way of thinking,
which can always determine whether things have been rightly
or wrongly thought out, and which has produced the most
brilliant triumphs in the life of modern civilisation—a proof of
this is that humanity today has confidence only in mechanical
thought. And if this mechanical thinking is carried into edu-
cation, if, for instance, the child is asked to write down
disconnected words and then repeat them quickly, so that a
record can be made of his power of assimilation, if this is the
procedure in education it is a sign that there is no longer any
natural gift for approaching the child himself. We experiment
with the child because we can no longer approach his heart
and soul. .

In saying all this it might seem as though one had the
inclination or desire only to criticise and reprove in a superior
sort of way. It is of course always easier to criticise than to
build something up constructively. But as a matter of fact
what I have said does not arise out of any such inclination or
desire; it arises out of a direct observation of life. This direct
observation of life must proceed from: something which is
usually completely excluded from knowledge today. What sort
of person must one be today if one wishes to pursue some
calling based on knowledge—for instance on the knowledge of
man? One must be objective ! This is to be heard all over the
Place today, in every hole and corner. Of course one must be
objective, but the question is whether or not this objectivity is
based on a lack of paying duc heed to what is essential in any
particular situation. '

Now far the most part people have the idea that love is far
more subjective than anything elsc in life, and that it woul
be utterly impossible for anyone who loves Lo be objective.
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“this reason when knowledge is spoken about today love is

never mentioned seriously. True, it is deemed fitting, when a

" - young man is applying himself to acquire knﬁwlcdge, to exhort

him to 'do so with love, but this mostly happens when the
whole way in which knowledge is presented is not at all likely

to develop love in anybody But the essence of love, the giving
‘of oneself to the world and its phenomena, is in any case not
regarded as knowledge. Nevertheless for real life love is thes -
_‘greatest power of knowledge: ‘And without this love it is/

utterly impossible to attain to a knowledge of man which’

could form the basis of a true art of education. Let,us try to

picture this love, and see how it can work in the special sphere
of an education founded on a knowledge of man drawn from
spiritual science, from anthroposophy.

The child is entrusted to us to be educated, to be taught
If our thinking in regard to education is founded on
anthroposophy we do not represent the child to ourselves as
something we must help to develop so that he approaches
nearer and nearer to some social human ideal, or whatever it
may be. For this human ideal can be completely abstract. And
today such a human ideal has already become something
which can assume as many forms as there are political, social
and other parties. ‘Human ideals change according to whether'
one swears by liberalism,- conservatism,. or by some other,

programme, and so the child is led slowly in some particular

direction in order to become what is held to be right for'

-mankmd This is carried to extreme lcngths in prcsent—day

Russia. Generally speaking, however, it is more or less how
people think today, though perhaps somewhat less radically.
This is no starting point for the teacher who wants to

. educate and teach on the basis of anthroposophy. He does not

make an_*“idol” of his opmxons For an abstract pxcture of
many; towards which the child shall be led, is an idol, it is in

no sense a reality. The only reahty which could exist in this -

ﬁeld would be at most if the teacher were to consider himself

.- @S AN ideal and were to say that every child must become like ' -
SRR h1m Thcn one would at least have touched on some sort of

LECTURE I .19

reality, but the absurdity of saying such a thing would at once

-be obvious.’

What we really have before us in this young child is a
being who has not yet begun his physical existence, but has
brought down his spirit and soul from pre-earthly worlds, and "
has plunged into a physical body bestowed on him by parents
and ancestors. We look uponthis child as he lies there before
us in the first days of his life with indeterminate features and -
with unorganised, undirected movements. We follow day by
day, week by weck how the features grow more and more
defined, and become the expression of what is working to the
surface from the inner life of soul. We observe further how the
whole life and movements of the child become more con-
sequent and directed, how something of the nature of spirit
and soul is working its way to the surface from the inmost
depths of his being. Then, filled with holy awe and reverence,
we ask: “What is it that is here working its way to the
surface?” And so with heart and mind we are led back to the
human being himself, when as soul and spirit he,dwelt in the
soul-spiritual pre-earthly world from which he has descended
into the physical world, and we say: “Little child, now that
you have entered through birth into earthly existence you are
among human beings, but previously you were among spir-
itual, divine beings.” What once lived among spiritual-divine
beings has descended in order to live among men. We see the

divine made manifest in the child. We feel as though standing

before an altar. There is however one difference, In religious

‘communities it is customary for human beings to bring their

sacrificial offerings to the altars, so that these offerings may
ascend into the spiritual world; now we feel ourselves standing
as it were before an altar turned the other way; now the gods
allow their grace to stream down in the form of divine-
spiritual beings, so that these beings, acting as messengers of
the gods, may unfold what is essentially human on the altar of
physical life. We behold in every child the unfolding of cosmic
laws of a divine-spiritual nature; we see how God creates in
the world. In its highest, most significant form this is revealed -
2—HVIE
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in the child. Hence every single child becomes for us a sacred
riddle, for every single child embodies this great question—not,
how is he to be educated so that he approaches some “idol”
which has been thought out.—But, how shall we foster what
the gods have sent down to us into the earthly world. We
learn to know ourselves as helpers of the divine-spiritual world,
and above all we leamn to ask : What may be the result if we
approach education with this attitude of mind?

Education in the true sense proceeds out of just such an
attitude. What matters is that we should develop our edu-
cation and teaching ca the basis of such thoughts as these.

“Knowledge of man can only be won if love for mankind—in
this case love for the child—becomes the mainspring of our
work. If this is so, then the teacher’s calling becomes a priestly
calling, for then the educator becomes the steward of what it
is the will of the gods to carry out with man. B

Here again it might appear as though something obvious is
being said in rather different words. But it is not so. As*a
matter of fact in today’s unsocial world-order, which’ only
wears an outer semblance of being social, the very opposite
occurs, Educationists pursue an “idol” for mankind, not seeing
themselves as nurturers of something they must first learn to
know when actually face to face with the child.

An attitude of mind such as I have described cannot work
in an abstract way, it must work spiritually, while always
keeping the practical in view. Such an attitude however can
never be acquired by accepting theories quite unrelated and
alien to life, it can pnly be gained if one has a feeling, a sense

' for every expression of life, and can enter with love into all its
manifestations.

Today there is a great deal of talk about educational
reform. Since the war there has been talk of a revolution in

education. We have experienced this. Every possible approach

to a new education is thought out, and pretty well everybody
is concerned in some way or other with how this reform is to
be brought about. Either one approaches some institution
about to be founded with one’s proposals or at the very least

T
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one suggests this or that as one’s idea of how education should
take shape. And so it goes on. There is a great deal of talk
about methods of education; but do you see what kind of
impression all this makes when one surveys, quite 4vithout
prejudice, what the various societies for the reform of edu-
cation, down to the most radical, put forward today in their

- educational programmes? I do not know whether many people

take into account what kind of impression is made when one
is faced with so many programmes issuing from associations -
and socicties for educational reform. One gets the impression :
Good heavens, how clever people are today! For indeed
everything which comes about like this is frightfully clever. I
do not mean this ironically, but quite seriously. There has
never been a time when there was so much cleverness as there .
is in our era.

There we have it, all set out. Paragraph 1. How shall we
educate so that the forces of the child may be developed
naturally? Paragraph 2 ... Paragraph 3 .. .and so on. People
today of any profession or occupation, and of any social class
can sit down together and work out such programmes; every-
thing we get in this way in paragraphs 1 to 30 will be
delightfully clever, for today one knows just how to formulate
everything theoretically, People have never been so skilful in
formulating things as they are today. Then such a programme,
a number of programmes can be submitted to a committee or
to Parliament. This agair is very clever. Now something may
perhaps be deleted or added according to party opinion, and
something extremely clever emerges, even if at times strongly
coloured by “party”. Nothing can be done with it, however,
for all this is quite beside the point.

Waldorf School education never started off with such a
programme. I have no wish to boast, but naturally, had this
Leen our purpose, we could also have produced some kind of
programme no less clever than those of many an association
for .educational reform. The fact that we should have to
reckon ‘with reality might perhaps prove a hindrance and
then the result would be more stupid. With us however there
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‘was never ahy question of a programme. From the outset we
" were never interested in principles of educational method

which might later on be somehow incorporated in a legalised

educatlonal system. What did interest us was reality, absolute /
“true rca.hty What was this reality? To begin with here were,

children, a "‘mumber of child-individualities with varying’

'characterxstxcs {One had to learn what these were, one had to

get to know what was inherent in these children, what they
had brought down with them, what was expressed through
their physical bodies. First and foremost then there were the
children. And then there were teachers. You can stand up as
strongly as you like for the principle that the child must be
educated in accordance with his individuality—that stands.in
all the programmes of reform—but nothing whatever will
come of it. For on the other hand, besides the children, there
are a number of teachers, and the point is to know what these/

‘teachers can accomplish in relation to these children.’ The

school must be run in such a way that one does not set up an
abstract ideal, but allows the school to develop out of the'
teachers and out of the pupils. And these teachers and pupils
are not -present in an abstract kind of way, but are quite
concrete, individual human beings. That is the gist of the
matter. Then we are led by virtue of necessity to build up a
true education based on a real knowledge of man. We cease to
be theoretical and become practical in every detail.

Waldorf School education, the first manifestation of an
education based on anthroposophy, is actually the practice of

education as an art, and is therefore able to give only

indications .of what can be done in this or that case. We have
no great interest in general theories, but so much the greater is

our interest in impulses coming from anthroposophy which can -
. give us a true knowledge of man, beginning, as here of course
" it mst do, with the child. But today our crude observation
‘completely ignores what is most characteristic in the progres-

sive stages of life. I would say that some measure of inspiration
must be drawn from spiritual science if today we are to
develop a right sense for what should be brought to the child.

e

i
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At the present time people know extraordinarily little about
man and mankind. They imagine that our present state of
existence is the same as it was in the 14th, 15th and 16th
centuries, and indeed as it has always been. They picture the
ancient Greeks and the ancient Egyptians as being very similar
to the man of today. And if we go back still further,
according to the views of present-day natural science, history
becomes enveloped in mist until those beings emerge which are

. half ape, half man. No interest is taken, however, in penetrat-

ing into the great differences which exist between the historical
and pre-historical epochs of mankind.

- Let us study the human being as he appears to us today,
beginning with the child up to the change of teeth. We see
quite clearly that his physical development runs parallel with
his development of soul and spirit. Everything that manifests
as soul and spirit has its exact counterpart in the
physical—both appear together, both develop out of the child
together. Then, when the child has come through the change
of teeth, we see how the soul is already freeing itself from the
body. On the one side we shall be able to follow a develop-
ment of soul and spirit in the child, and on the other side his
physical development. The two sides however are not as yet
clearly separated. If we continue to follow the development
further into the time between puberty and about the 21st year
the separation becomes much more defined and then when we
come to the 27th or 28th year—speaking now of present-day
bumamty—-nothmg more can be seen of the way in which thcf

‘Lsoul-spmtual is connected with the physical body. What a man ,

does at this age can be perceived on the one hand in the J
isoul-spiritual life and on the other hand in the physical life,
but the two cannot be brought into any sort of connectlon At
the end of the twenties, man in his soul and spirit. "has
separated himself completely from what is physical; and so it
goes on up to the end of his life.

Yet it was not always so. One only believes it to have been
so. Spiritual science, studied anthroposophically, shows us
clearly and distinctly that what we see in the child today, at
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the present stage of human evolution—namely, that in his
being of soul and spirit the child is completely dependent on
his physical bodily nature and his physical bodily nature is
completely dependent on his being of soul and spirit—this
condition persisted right on into extreme old age—a fact that
has simply not been noticed. If we go very far back into those
times which gave rise to the conception of the patriarchs and
ask ourselves what kind of a man such a patriarch really was,
the answer must be somewhat as follows: Such a man, in
growing old, changed in respect of his bodily nature, but right
into extreme old age he continued to feel as only quite young
people can fecl today. Even in old age he felt his being of soul
and spirit to be dependent on his physical body.

Today we no longer feel our physical body to be dependent
upon what we think and feel. A dependence of this kind was
however felt in the more ancient epochs of civilisation. But
people also felt after a certain age of life that their bones .
became harder and their muscles contained certain foreign
substances which brought about a sclerotic condition. They felt
the waning of their life forces, but they also felt with this
physical decline an increase of spiritual forces, actually
brought about by the breaking up of the physical. “The soul is
becoming free from the physical body”. So they said when this
process of physical decline began. At the age of the patriarchs,
when the body was already breaking up, the soul was most
able to wrst itself free from the body, so that it was no longer
within it. This is why people looked up to the patriarchs with
such devotion and reverence, saying : “O, how will it be with
me one day, when I am so old? 'For in old age one can know
things, understand things, penetrate into the heart of things in
a way that I cannot do now, because I am still building up my
physical body.” At that time man could still look into a world >~
order that was both physical and spiritual. This however was ¥
in a very remote past. Then came a time when man felt this
interdependence of the physical and the soul-spiritual only
until about the 50th year. The Greek age followed. What
gives the Greek epoch its s'i)ccial value rests on-the fact that

-
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the Greeks were still able to feel the harmony between the
soul-spiritual and the physical-bodily. The Greek still felt this
harmony until the 3oth or 4oth year, He still experienced in
the circulation of the blood what brought the soul int6%a unity
with the physical. The wonderful culture and art of the
Greeks was founded on this unity, which transformed every-
thing theoretical into art, and at the same time enfilled art
with wisdom.

In those times the sculptor worked in such a way that he
needed no model, for in his own organisation he was aware of
the forces permeating the arm or the leg, giving them their
form. This was learned, for instance, in the festival games; but
today when such games are imitated they have no meaning
whatever., : ' }

If however we have such a sense for the development of
mankind then we know what has actually taken place in
human evolution. We know too that today we only have a
parallelism between the physical-bodily and the soul-spiritual
until about the 27th or 28th year, to give a quite exact
description. (Most people observe this parallelism only up to
the age of puberty.) And so we know how the divine-spiritual
springs up and grows out of the developing human being.

“Then we feel the necessary reverence for our task of develop-

ing what comes to meet us in the child, that is to say, of
developing what is given to us and not developing those
abstract ideas that have been thought out. :
Thus our thoughts are directed to a knowledge of man
based on what is individual in the soul. And if we have-
absorbed such universal, great historical aspects, we shall also
be able to approach every educational task in an appropriate
manner. Then quite another life will be brought into the class
when the teacher enters it, for he will carry the world into it,
the physical world and the world of soul and spirit. Then he
will be surrounded by an atmosphere of reality, of a real and
actual conception of the world, not one which is merely
thought out and intellectual. Then he will be surrounded by a
world imbued with feeling. Now if we consider what has just
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been put forward we shall realise a remarkable fact. We shall
see that we are foundmg an education which, by degrees, will
come to represent in many respects the very opposite of the
characteristic impulse in education at the present time. All
manner of humorists with some aptitude for caricature often
choose the so-called “schoolmaster” as. an object which can.
serve their purpose well and on whom thcy can let loose their
derision. Well, if a schoolmaster is endowed with the necessary
humour he can turn the tables on those who have caricatured
him before the world. But the real point is something
altogether different; for ‘f the teacher, versed in present-day
educational methods, carries these into school with him, and
has therefore no means of learning to know the child, while
nevertheless having to deal with the child, how can he be
anything other than a stranger to the world? With the school
system as it is today, he cannot become anything else; he is
torn right out of the world. So we are faced with a truly
remarkable situation. Teachers who are strangers to the world
are expected to train human beings so that they may get on
and prosper in the world.
'\Lct us imagine however that the things about which we
have been speaking today become an accepted point of view.
Then the relation of the teacher to the children is such that in
~each individual child a whole world is revealed to him, and
not.only a human world, but a divine-spiritual world mani-
fested on earth. In othier words the teacher perceives as many
aspects of the world as he has children in his charge. Through
every child he looks into the wide world. His education
becomes art. It is imbued with the consciousness that what is
done has a direct effect on the evolution of the world.
Teaching in the sense meant here leads the teacher, in his task
of educating, of developing human ‘beings, to a lofty concep-
tion of the world. Such a feacher is one Who bécomes able to 7
play a leading part in the great questions that face civilisation. )
The pupil will never outgrow such a teacher, as is so often the
case today. The following situation may arise in a school. Let
us suppose that the teacher has to educate according to some
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idea, some picture of man which he can set before himself.
Let us think that he might have 30 children in his class, and
among these, led by destiny, were two, who in their inborn
capacity, were far more gifted than the teacher himself. What

“would he want to do in such a case? He would want to form

them in accordance with his educational ideal; nothmg else
would be possible. But how does this work out? Reality ‘does
not permit it, and the pupils then outgrow their teacher.

If on the other hand we educate in accordance with reality,
if we foster all that manifests in the child as qualities of soul
and spirit, we are in the same situation as the gardener is in
relation to his plants. Do you think that the gardener knows
all these secrets of the plants which he tends? O, these plants
contain many, many more secrets than the gardener under-
stands; but he can tend them, and perhaps succeed best in
caring for those which he does not yet know. His knowledge
rests on practical experience, he has “green fingers”. In the
same way it is possible for a teacher who practises an art of
education based on reality to stand as educator before children
who have genius, even though he himself is certainly no
genius. For he knows that he has not to lead his pupils
towards some abstract ideal, but that in the child the Divine is
working in man, is working right through his physical-bodily
nature. If the teacher has this attitude of mind he can actually
achieve what has just been said. He achieves it by an outpour-

ing love which permeates his work as educator. It is his
attitude of mind which is so essential. '

With these words, offered as a kind of greeting, I wanted to

‘give you today some idea of what is to be the content of this

course of lectures. They will deal with the educational value of
a knowledge of man and the cultural value of education.



LECTURE II
 Arnheim, 18th July, 1924 ,

In this course of lectures I want in the first place to speak
about the way in which the art of education can be furthered
and enriched by an understanding of man. I shall .thereforc
approach the subject in the way I indicated in my introduc-
tory lecture, when I tried to show how anthroposophy can be -
a practical help in gaining a true knowledge of man, not
merely a knowledge of the child, but-a knowledge of .thc
whole human being. I showed how anthroposophy, just
because it has an all-embracing Jknowledge of the whole
human being—that is to say a knowledge (.)f the whole of
human life from birth to death, in so far as this ta.k@.s plaa? on
earth—how just because of tnis it can poix.lt out in a right
way what is essential for the education and instruction of the
Chlllg .is very ecasy to think that a child can bc e(%ucated and
taught if one observes only what takes place in chx.ldhood a_nd
‘youth; but this is not enough. On the contr.axy, just as w'1th
the plant, if you introduce some substance into the growing
shoot its effect will be shown in the blossom or the fn.ut, 50 it
is with human life. The effect of what is implanted. into the

child in his earliest years, or is drawn out of him dunflg those
years, will sometimes appear in the latest years of life; and
often it is not realised that, when at about the age ot: 50
someone develops an illness or infirmity, th(? cause lies in a
wrong education or a wrong method of teach.mg in the 7th or
8th year. What one usually does today is to study the

child—even if this is done in a less external way than I

described yesterday— in order to discover l}ow best to hc¥p

him. This is not enough. So today I should like to lay certain

R,
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foundations, on the basis of which I shall proceed to show
how the whole of human life can be observed by means of
spiritual science. sir

I said yesterday that man should be observed as 3 being
consisting of body, soul and spirit, and in yesterday’s public
lecture I gave some indication of how it is the supersensible in

man, the higher man within man, that is enduring, that

continues from birth until dcath, while the substances of the
external physical body are always changing, 1¢ is thercfore
essential to learn to know human life in such a way that one
perceives what is taking place on earth as a development of
the pre-carthly life, We have not only those soul qualities
within us that had their beginning at birth or at conception,
but we bear within us pre-carthly qualities of soul, indeed, we
bear within us the results of past earthly lives. All this lives
and works and weaves within us, and during earthly life we
have to prepare what will then pass through the gate of death
and live again after death beyond the earth, in ‘the world of
soul and spirit. We must therefore understand how the super-
earthly works into earthly life, for it is also present between
birth and death. It works, only in a hidden way, in what is of
a bodily nature, and one does not understand the body if one
has no undefstanding of the spiritual forces active within jt.

Let us now proceed to study further what I have just
indicated. We can do so by taking concrete examples. An
approach to the knowledge of man is contained in anthroposo-
phical literature, for instance in my book Theosophy, in An
Outline of Occult Science or in Knowledge of the Higher
Worlds. Let us start from what can lead to a real, concrete
knowledge of man by taking as a foundation what anthro-
posgphy has to say in general about man and the world.
There are two examples which I should like to put before
you, two personalities who are certainly well known to you all.
I choose them because for many years I made an intensive
study of both of them. I am taking two men of genius; Jater
on we shall come down to less gifted personalities. We shall
then sece that anthroposophy does not only speak in a general,
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abstract way, but is able to penctrate deeply into real human
beings and is able to get to know them in such a way that
knowledge of man is shown to be something which has reality
in practical life. In choosing these two examples, Gocthe and
Schiller, and so making an indirect approach, I hope to show
how a knowledge of man is acqulrcd under the influence of
Spiritual Science.

Let us look at Goethe and Schiller from an outward point
of view, as they appeared during the course of their lives, but
let us in each case study the whole personality. In Goethe we
have an individuality who entered life in a remarkable way.
He was born black, or rather dark blue. This shows:how
extraordinarily difficult it was for his soul-spiritual being to
enter into physical incarnation. But once this had taken place,
once Goethe had overcome the resistance of this physxcal body,
he was entirely within it. On the one hand it is hard to
imagine a more healthy nature than Goethe had as a boy. He
was amazingly healthy. He was so healthy that his teachers
found him' quite difficult; but children .who give no trouble
are seldom those who enjoy the best health in later life. On
the other hand, children who are rather a nuisance to their
teachers are those who accomplish more in later life because
they have more active, energetic natures. The understanding
teacher will therefore be quite glad when the children keep a

sharp eye on him. Goethe from his earliest childhood was very -

much inclined to do this, even in the literal sense of the word.
He peeped at the fingers of someone playing the piano and
then named one finger “Thumbkin”, another “Pointerkin”,

. and so on. But it was not only in thlS sense that he kept a
sharp eye on his teachers. Even in his boyhood he was bright
and wide-awake; and this at times gave them trouble. Later
on in Leipzig Goethe went through a severe illness, but here
westhust bear in mind that certain hard experiences and some
sowing of wild oats were necessary in order to bring about a
lowering of his health to the point at which he could be
attacked by the illness which he suffered at Leipzig. After this
illness we see that Goethe throughout this whole life is a2 man
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of robust health, but one who possesses at the same time an
extraordinary sensitivity. He reacts strongly to impressions of
all kinds, but does not allow them to take hold of him and
enter deeply into his organism. He does not suffer from heart
trouble when he is deeply moved by some experience, but
he feels any such experience intensely; and this sensitivity of
soul goes with him throughout life. He suffers, but his sufTer-

“ing does not find expression in physical illness. This shows that

his bodily health was exceptionally sound. Moreover, Gocthe
felt called upon to exercise restraint in his way of idoking at
things. He did not sink into a sort of hazy mysticism and say,
as is so often said : “O, it is not a question of paying heed to
the external physical form; that is of small importance. We
must turn our gaze to what is spiritual!” On the contrary, te
a man with Goethe’s healthy outlook the spiritual and the
physical are one. And he alone can understand such a person-
ality who is able to behold the spiritual through the mmqe of
the physmal

Goethe was tall when he sat, and short when he stood.
When he stood you could see that he had short legs.* This
is an especially important characteristic for the observer who
is able to regard man as a whole. Why had Goethe short legs?
Short legs are the cause of a certain kind of walk. Goethe took
short steps because the upper part of his body was heavy—
heavy and long—and he placed his foot firmly on the ground.
As teachers we must observe such things, so that we can study
them in the children. Why is it that a person has short legs and

-a particularly big-upper part of the body? Itisthe outward sign

that such a person is able to bring to harmenious expression in
the present earth life what he experienced in a previous life on
carth. In this respect also Goethe was extraordinarily harmon-
ious, for right into extreme old age he was able to develop
everything that lay in his karma. Indeed he lived to be so old -
because he was able. to bring to fruition the potential gifts
with which karma had endowed him. After Goethe had left

* The German has the word Sitzgrdsse for this condition.
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the physical body, this body was still so beautiful that all who
saw him in death were fulfilled with wonder. One has the
impression that Goethe had experienced to the full his karmic
potentialities; now nothing more is left, and he must begin
afresh when again he enters into an earthly body under
completely new conditions. All this is expressed in the parti-
cular formation of such a body as Goethe’s, for the cause of
what man brings with him as predisposition from an earlier
incarnation is revcaled for the most part in the formation of
the head. Now Gocethe from his youth up had a wonderfully
beautiful Apollo head, from which only harmonious forces
streamed down into his physical body. This body, however,
burdened by the weight of its upper part and with too short
legs was the cause of his special kind of walk which lasted
throughout his life. The whole man was a wonderfully har-
monious expression of karmic predisposition and karmic fulfil-
ment. Every detail of Goethe’s life illustrates this. -
Such a personality, standing so harmoniously in life and
becoming so old, must inevitably have outstanding experiences
in his middle years. Goethe was born in 1749 and he died in
1832, so he lived to be 83 years old. He reached middle age,
therefore, at about his 4ist year in 1790. If we take these
years between 1790 and 1800 we have the middle decade of
his life. In this decade, before 18oo, Goethe did indeed
experience the most important events of his life. Before this
time he was not able to bring his philosophical and scientific
ideas, important as they were, to any very definite formu-
lation. The Metamorphosis of the Plants was first published in
1790; everything connected with it belongs to this decade
1790-1800. In 1790 Goethe was so far from completing his
Faust that he brought it out as a Fragment; he had no idea

then that he would ever finish it. It was in this decade that ~ .
under the influence of his friendship with Schiller he conceived

the bold idea of continuing his Faust. The great scenes, the
- Prologue in Heaven among others, belong to this period. So in
" Goethe we have to do with an exceptionally harmonious life;
with a life morcover that runs its quiet course, undisturbed by
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inner conflict, devoted freely and contemplatively to the outer
world. A

As a contrast let us look at the life of Schiller, From the
outset Schiller is placed into a situation in life whith shows a
continual disharmony between his life of soul and spirit and
his physical body. His head completely lacks the harmonious
formation which we find in Goethe. He is even ugly, ugly in a
way that does not hide his glfts but nevertheless ugly. In spite
of this a strong personality is shown in the way he holds
himself, and this comes to expression in his features also,
particularly in the formation of the nose. Schiller is not
long-bodied; he has long legs. On the other hand everything
that lies between the head and the limbs, in the region of the
circulation and breathing is in his case definitely sick, poorly
developed from birth, and he suffers throughout his life from
cramps. To begin with there are long periods between the
attacks, but later they become almost incessant. They become
indeed so severe that he is unable to accept any invitation to a
meal; but has to make it a condition—as for instance on one
occasion when coming to Berlin—that he is invited for the
whole day, so that he may be able to choose a time free from
such pains. The cause of all this is an imperfect development
of the circulatory and breathing systems. _

The question therefore arises: What lies karmically, com-
ing from a previous earthly life, in the case of a man who
has to suffer in this way from cramping pains? Such pains,
when thcy gain a hold in human life, point quite directly to
a man’s karma. If, with a sense of earnest scientific responsi-
bility, one attempts to investigate thesc cramp phenomcna
from the standpoint of spiritual science, one always finds a

 definite karmic cause underlying them, the resuits of deeds,

thoughts and. feelings coming from an earlier life on earth.
Now we have the man beflore us, and one of two things can
happen. Either everything goes as harmoniously as with

- Goethe, so that one says to oneself: Here we hav ‘..dﬁ[g

with Karma; here everything appears as the result o '}K,oa.lﬁma Ny
Or the opposite can also happen. Through special «1 {uons ),< ;
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which arise when a man descends out of the spiritual world
into the physical, he comes into a situation in which he is
not able fully to work through the burden of his karma.

A B

Man comes down from the spiritual world with definite

‘karmic predispositions; he bears these within him. Let us
assume that 4 in the diagram represents a place, a definite
point of time in the life of a man when he shorld be able in
some way to realise, to fulfil his karma, but for some reason
this does not happen. Then the fulfilment of his karma is
interrupted and a certain time must pass when, as it were,
his karma makes a pause; it has to be postponed until the
next life on earth. And so it goes on. Again, at B there
comes a place when he should be able to fulfil something of
his karma; but once more he has to pause and again
postpone this part of his karma until his next incarnation.
Now when someone is obliged to interrupt his karma in this
way pains of a cramping nature always make their appear-
ance in the course of life. Such a person is unable fully to
fashion and shape into his life what he always bears within
him. Here we have something which shows the true character
of spiritual science. It does not indulge in fantasy, neither
dces it talk in vague, general terms about the four members
of man’s being; physical body, etheric body, astral body and
ego. On the contrary, it penetrates into real life, and is able

to point out where the real spiritual causes lie for certain

external occurrences. It knows how man represents himself in
outer life. This knowledge is what true spmtual science must
be able to achieve.

ZWas now faced with the question: In a life such as

Schiller’s, how does karma work as the shaper of the whole
- of life if, as in-his case, conditions are such that karma

cannot properly operate, so that he has to make continual

efforts to achieve what he has the will to achieve? For
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Goethe it was really comparatively easy to complete his great
works. For Schiller the act of creation is always vety difficult.
He has, as it were, to attack his karma, and tﬁg way in
which he goes to the attack will only show its results in the
following earthly life. So one day I had to put to myself the
following question : What is the connection betweén such a
life as Schiller’s and the more general conditions of life? If
one sets about answering such a question in a superficial way
nothing of any significance emerges, even with the help of
the investigations of spiritual science. Here one may not spin
a web of fantasy; one must observe. Nevertheless if one -
approaches straight away the first object that presents itself
for observation, onc will somehow go off on a side track. So
I considered the question in the following way : {How does a
life take its course when karmic hmdrances or other pre-/
{earthly conditions are present?

I then proceeded to study certain individuals in whom
something of this kind had already happened, and I will now
give such an example. I could give many similar examples,
but I will take one which I can describe quite exactly. I had
an acquaintance, a personality whom I knew very well indeed
in his present earthly life. I was able to establish that there
were no hindrances in his life connected with the fulfilment of
karma, but there were hindrances resulting from what had
taken place in his existence between death and a new birth,
that is in his supersensible life between the last earthly life and
the one in which I learned to know him. So in this case there
were not, as with Schiller, hindrances preventing the fulfilment
of karma, but hindrances in the way of bringing down into
the physical body what he had experienced between death and-
a new birth in the supersensible world. In observing this man
one could see that he had expericnced much of real, signifi-
cance between death and a new birth, but was not able to
give expression to this in life. He had entered into karmic -
relationships with other people and had incarnated at a time
when it was not possible fully to realise on earth what he had,
as it were, piled up as the content of his inner soul experience
I-UVIE v e
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between death and conception. And what were the physical
manifestations which appeared as the result of his not being
able to realise what had been present in him in the super-
sensible world? These showed themselves through the fact that
this personality was a stutterer; he had an impediment in his
speech. And if one now takes a further step and investigates
the causes at work in the soul which result in speech distur-
bances, then one always finds that there is some hindrance
preventing what was experienced between death and a new
birth in the supersensible world from being brought down
through the body into the physical world. Now the question

arises : How do matters stand in the case of such a personality

who has very much in him brought about through his
previous karma, but who has it all stored up in the existence
between death and a new birth and, because he cannot bring
it down becomes a stutterer? What sort of things are bound
up with such a personality in his life here on earth? '

Again and again one could say to oneself : This man has in
him many great qualities that he has gained in pre-earthly life,
but he cannot bring them down to earth. He was quite able to
bring down what can be developed in the formation of the
physical body up to the time of the change of teeth; he could
even develop extremely well what takes place between the
change of teeth and puberty. He then became a personality
with outstanding literary and artistic ability, for he was able to
form and fashion what can be developed between puberty and
the goth year of life. Now, however, there arose a deep
concern in one versed in a true knowledge of man, a concern
which may be expressed in the following question: How will
it be with this personality when he enters his thirties and
should then develop to an ever increasing degree the spiritual

or consciousness soul in addition to the intellectual or mind

soul? Anyone who has knowledge of these things feels the
deepest concern in such a case, for he cannot think that the
consciousness soul—which needs for its unfolding everything
that arises in the head, perfect and complete—will be able to
come to its full development. For with this personality the fact
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that he stuttered showed that not everything in the region of
his head was in proper order. Now apart from stuttering this
man was as sound as a bell, except that in addition to the
stutter, (which showed that not everything was in 6rder in the
head system) he suffered from a squint. This again was a sign
that he had not been able to bring down into the present
earthly life all that he had absorbed in the supersensible life
between death and a new birth. Now one day this man came
to me and said : “I have made up my mind to be operated on
for my squint.” I was not in a position to do more than say,
“If I were you, I should not have it done.” I did all I could
to dissuade him. I did not at that time see the whole situation
as clearly as I do today, for what I am telling you happened
more than 20 years ago. But I was greatly concerned about
this operation. Well, he did not follow my advice and the
operation took place. Now note what happened. Very soon
after the operation, which was extremely successful, as such
operations often are, he came to me in jubilant mood and
said, “Now I shall not squint any more.” He was just a little
vain, as many distinguished people often are. But I was very
troubled; and only a few days later the man died, having just
completed his 3oth year. The doctors diagnosed typhoid, but it
was not typhoid, he died of meningitis. '
There is no need for the spiritual investigator to become
heartless when he considérs such a life; on"the contrary his
human sympathy is deepened thereby. But at the same time
he sees through life and comprehends it in its manifold aspects
and relationships. He perceives that what was experienced

‘spiritually between death and a new birth cannot be brought

down into the present life and that this comes to expression in
physical defects. Unless the right kind of education can inter-
vene, which was not possible in this case, life cannot be
extended beyond certain definite limits. Please do not believe
that I am asserting that anybody who squints -must die at
30. Negative instances are never intended and it may well
be that something else enters karmically into life which enables
the person in question to live to a ripe old age. But in the case
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we are considering there was cause for anxiety because of the
demands made on the head, which resulted in squinting and
stuttering, and the question arose : How can a man with an
organisation of this kind live beyond the 35th year? It is at
this point of time that one must look back on a person’s
karma, and then you will see immediately that it in no way
followed that because somebody had a squint he must die at
30. For if we take a man who has so prepared himself in
pre-earthly life that he has been able to absorb a great deal
between death and a new birth, but is unable to bring down
what he has received into physical life, and if we consider
every aspect of his karma, we find that this particular person-
ality might quite well have lived beyond the g5th year; but
then, besides all other conditions, he would have had to bear
within him the impulse leading to a spiritual conception of
man and of the world. For this man had a natural disposition
for spiritual things which one rarely meets; but in spite of this,
because strong spiritual impulses inherent in him from previous
earth lives were too one-sided, he could not approach the
spiritual.

I assure you that I am in a position to speak about such
a matter. I was very friendly with this man and was therefore
well aware of the deep cleft that existed between my own
conception of the world and his. From the intellectual stand-
point we could understand one another very well; we could be
on excellent terms in other ways, but it was not possible to
speak to him-about the things of the spirit. Thus because with
his g5th year it would have been necessary for him to find his
way to a spiritual life, if his potential gifts up to this age were
to be realised on earth, and because he was not able to come
to a spiritual life, he died when he did. It is of course
perfeétly possible to stutter and have a squint and yet continue

.one’s life as an ordinary mortal. There is no need to be afraid

of things which must be stated at times if one wishes to
describe realities, and not waste one’s breath in mere phrases.
Moreover from this example you can see how observation,
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sharpened by spiritual insight, enables one to look deeply into
human life.

And now let us return to Schiller. When we consider the
life of Schiller two things strike us above all others, for they
are quite remarkable. There exists an unfinished drama by
Schiller, a mere sketch, called the Malteser. We see from the
concept underlying this sketch that if Schiller had wished to
complete this drama, he could only have done so as an

 initiate, as one who had experienced initiation, It could not

have been done otherwise. Up to a certain degree at least he
possessed the inner qualities necessary for initiation, but owing
to other conditions of his karma these qualities could not get
through; they were suppressed, cramped. There was a cramp-
ing of his soul life too which can be seen in the sketch of the
Malteser. There are long powerful sentences which never
manage to get to the full stop. What is in him cannot find its

way out.JNow it is interesting to observe that with Goethe,

too, we have such unfinished sketches, but we see that in his
case, whenever he left something unfinished, he did so because
he was too easy-going to carry it further. He could have
finished it. Only in extreme old age, when a certain condition
of sclerosis had set in would this have been impossible for him.
With Schiller however we have another picture. An iron will
is present in him when he makes the effort to develop the
Malteser but he cannot do it. He only gets as far as a slight-
sketch. For this drama, seen in its reality, contains what, since
the time of the Crusades, has been preserved in thc way of all
kinds of occultism, mysticism, and initiation science. And

‘Schiller sets to work on such a drama, for the completion of

which he would have had to bear within him the experience

of initiation. Truly a life’s destiny which is deeply moving for

one who is able to sec behind these things and look into the
real being of this man. And from the time it became known
that Schiller had in mind to write a drama such as the
Malteser there was a tremendous increase in the opposition to
him in Germany. He was feared. People were afraid that in
his drama he might betray all kinds of occult secrets.
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The second work about which I wish to speak is the-
following. Schiller is unable to finish the Malteser; he cannot
get on with it. He lets some time go by and wri‘tes all manner
of things which are certainly worthy of admiration, but which
can also be admired by so-called philistines. If he could have
completed the Malteser, it would have been a drama .calling
for the attention of men with the most powerful and vigorous
minds. But he had to put it aside.

After a while he gets a new impulse which inspires his later
work, He cannot think any more about the Malteser, but he
bcgiﬁs to compose his Demetrius. This portrays a remarkable
problem of destiny, the story of the false Demetrius \?r-ho ta!gcs‘
the place of another man. All the conflicting destinies which
enter into the story as though emerging out of the most
hidden causes, all the human emotions thereby aroused, would
have had to be brought into this drama, if it were to be
completed. Schiller sets to work on it with feverish activity. -It
became generally known—and people.were still more afraid
that things would be brought into the open which it was to
their interest to keep hidden from the rest of mankind for
some time yet. _

And now certain things take place in the life of Schiller
which, for anyone who understands them, cannot be accounted
for on the grounds of a normal illness. We have a remarkable

. picture of this illness of Schiller’s. Something trcmcndotxs
happens—tremendous not only in regard to its .grcatrfcs, but in
regard to its shattering force. Schiller is taken ill while writing
his Demetrius. On his sick bed in raging fever he continually
repeats almost the whole of Demetrius. It seems as though soine
alien power is at work in Schiller, expressing itself through hns
body. There is of course no ground for accusing anyone. But,in
spite of everything that has been written in this connection, one’

cannot do otherwise than come to the conclusion, from the

whole picture of the iliness, that in some way or another, even
if in a quite occult way, something contributed to the rapid
termination of Schiller’s illness in his death. That people had
some suspicion of this may be gathered from the fact that

.o

LECTURE I 41

Gocthe, who could do nothing, but suspected much, dared not
participate. personally in any way during the last days of
Schiller’s life, not even after his death, although he felt this
deeply. He dared not venture to make known the thétights he
bore within him. o

With these remarks I only want to point out that for anyone
able to see through such things Schiller was undoubtedly
pre-destined to create works of a high spiritual order, but on
account of inner and outer causes, inner and outer karmic
reasons, it was all held back, dammed up, as it were, within
him. T venture to say that for the spiritual investigator there is
nothing of greater interest than to set himself the problem of
studying what Schiller achieved in the last ten years of his life,
from the Aesthetic Letters onwards, and then to follow the
course of his life after death, A deep penetration into Schiller’s
soul after death reveals manifold inspirations coming to him
from the spiritual world. Here we have the reason why Schiller
had to die in his middle forties. His condition of cramp and his
whole build, especially the ugly formation of his head, made it
impossible for him to bring down into the physical body the
content of his soul and spirit, deeply rooted as this was in
spiritual existence, .

When we bear such things in mind we must admit that the
study of human life is deepened if we make use of what
anthroposophy can give. We learn to look right into human life.
In bringing these examples before you my sole purpose was to
show how through anthroposophy one learns to contemplate the
life of human beings. But let us now look at the matter as a
whole. Can we not deepen our feeling and understanding for
everything that is human simply by looking at a single human
life in the way that we have done? If at a certain definite
moment of life one can say to oneself : Thus it was with Schiller,
thus with Goethe; thus it was with another young man—as |
have told you-—then, will not something be stirred in our souls
which will teach us to look upon every child in a deeper way?
Will not every human life become a sacred riddle to us? Shall we
not learn to contemplate every human life, every human being,




)

42° ' HUMAN VALUES IN EDUCATION

with much greater, much more inward attention? And can we
not, just because a-knowledge of man has been inscribed in this
way into our souls, deepen within' us a love of mankind? Can
we not with this human love, deepened by a study of man which
gives such profundity to the most inward, sacred riddle .of
life—can ‘we not, with this love, enter rightly upon the task of
education when life itself has become so sacred to us? Will not
the teacher’s task be transformed from mere ideological phrases
or dream-like mysticism into a truly priestly calling ready for its
task when Divine Grace sends human beings down into earthly
life? :

Everything depends on the development of such feelings. The
essential thing about anthroposophy is not mere theoretical
teaching, so that we know that man consists of physical body,
ctheric body, astral body and ego; that there is a law of karma,

of reincarnation and so on. People can be very clever, they can-

know everything; but they are not anthroposophists in the true
sense of the word when they only know these things in an
ordinary way, as they might know the content of a. cookery
book. What matters is that the life of human souls is quickened
and deepened by the anthroposophical world conception and
that one then learns to work and act out of a soul-life thus
deepened and quickened.

This then is the first task to be undertaken in furthering an
education based on anthroposophy. From the outset one should
work in such a way that teachers a.id educators may become in
the deepest sense “knowers of men”, so that out of their own

- conviction, as a result of observing human beings in the right

way, they approach the child with the love born out of thit kind
of thinking. It follows therefore that in a training course for
teachers wishing to work in an anthroposophical sense the first
approach is not to say : you should do it like this or like that, you

shouldemploy this or that educational knack, but the first thing -

is to awaken a true educational sense born out of a knowledge of
man. If one has been successful in bringing this to the point of
awakening in the teacher a real love of education then one can
say that he is now ready to begin his work as an educator. .
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In'education based on a knowledge of man, such for instance
as the Waldorf School education, the first thing to be considered
is not the imparting of rules, not the giving advice as to how one
should educate, but the first thing is to hold Training Courses for
Teachers in such a way that one firids the hearts of the teachers .
and so deepens these hearts that love for the child grows out of ]
t\hem.\It is quite natural that every teacher believes that he
can, as it were, impose this love on himself, but such an im-

- posed human love can achieve nothing. Much good will may

be behind it, but it can achieve nothing. The only human
love which can achieve something is that which arises out of a
deepened observation of individual cases. ,

If someone really wishes to develop an understanding of the
essential principles of education based on a knowledge of man—
whether he has already acquired a knowledge of spiritual science
or whether, as can also happen, he has an instinctive under-
standing of these things—he will observe the child insuch a way
that he is faced with this question : What is the main trend of a
child’s development up to the time of the change of teeth? An
intimate study of man will show that up to the change of teeth -
the child is a completely different being from what he becomes
later on. A tremendous inner transformation takes place at this
time, and there is another tremendous transformation at puberty.
Just think what the change of teeth signifies for the growing
child. It is only the outer sign for deep changes which are taking
place in the whole human being, changes which occur only once, -
for only once do we get our second teeth, not every seven years.

-With the change of teeth the formative process taking place in

the teeth comes to an end. From now on we have to keep our
teeth for the rest of our lives. The most we can do is to have
them stopped, or replaced by false ones, for we get no others out.
of our organism. Why is this ?{It is because with the change of
feeth the organisation of the head is brought to a certain’

{ conclusion, If we are aware of this, if in each single case we ask

ourselves : What actually is it that is brought to a conclusion
with the change of teeth?—we are led, just at this point, to a
comprchension of the whole human organisation, body, soul and
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spirit. And if—with our gaze deepened by a love gained through
a knowledge of man such as I have described—mwe observe the
child up to the change of teeth, we shall see that during these
years he learns to walk, to speak and to think. These are the
three most outstanding faculties to be developed up to the
change of teeth.

Walking entails more than just learning to walk. Walking is
only one manifestation of what is actually taking place, for it
involves learning to adapt oneself to the world through acquir-
ing a sense of balance. Walking is only the crudest expression of
this process. Beforc learning to walk the child is not exposed to
the necessity of finding his equilibrium in the world : now he
learns to do this."How does it come about? It comes about
through the fact that man is born with a head which requires a
quite definite position in regard to the forces of balance. The
secret of the human head is shown very clearly in the physical

body. You must bear in mind that an average human brain.....
weighs between 1,200 and 1,500 grammes. Now if such a: -

weight as this were to press on the delicate veins which lie at
the base of the brain they would be crushed immediately. This
is prevented by the fact that this heavy brain floats in the
 cerebral fluid that fills our head. You will doubtless remember
-from your studies in physics that when a body floats in a fluid
it loses as much of its weight as the weight of the fluid it
displaces. If you apply this to the brain you will discever that
our brain presses on its base with a weight of about 20
grammes only; the rest of the weight is lost in the cerebral fluid.
Thus at birth man’s brain has to be so placed that its weight
can be brought into proper proportion in regard to the
displaced cerebral fluid. This adjustment is made when we rajse
ourselves from the crawling to the upright posture. The position
of the head must now be brought into relationship with the rest”
of the organism. Walking and using the hands make it neces- -
sary for the head to be brought into a definite position. Man’s
sense of balance proceeds from the head.
Let us go further. At birth man’s head is relatively highly
organised, for up to a point it is already formed in the embryo,
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although it is not fully developed until the change of teeth.
What however is first established during the time up to the
change of teeth, what then receives its special outer organi-

, sation, is the rhythmic system of man. If people wéild only
~observe physical physiological processes more closely they

would see how important the establishing of the circulatory and
breathing systems is for the first seven years. They would
recognise how here above all great damage can be done if the
bodily life of the child does not develop in the right way. One
must therefore reckon with the fact that in these first years of
life something is at work which is only now establishing its own

 laws in the circulatory and breathing systems. The child feels

unconsciously how his life forces are working in his circulation
and breathing. And just as a physical organ, the brain, must
bring about a state of balance, so must the soul in the first years
of life play its part in the development of the breathing and
circulatory systems. The physical body must be active in bring-
ing about a state of balance proceeding from the head. The
soul, in that it is rightly organised for this purpose, must be
active in the changes that take place in the circulation and
breathing. And just as the upright carriage and learning to use
the hands and arms are connected with what comes to expres-
sion in the brain, so the way in which speech develops in man is
connected with the systems of circulation and breathing.
Through learning to speak man establishes a relationship with
his circulation and breathing, just as he establishes a
relationship between walking and grasping and the forces of the
head by learning to hold the latter in such a way that the brain
loses the right amount of weight. If you train yourself to
perceive these relationships and then you meet someone with a
clear, high-pitched voice particularly well-suited to the reci-
tation of hymns or odes, or even to declamatory moral har-
angues, you may be sure that this is connected with special
conditions of the circulatory system, Or again if you meet
someone with a rough, harsh voice, with a voice like the beating
together of sheets of brass and tin, you may be sure that this too
is connected with the breathing or circulatory systems. But there
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is more to it than this. When one learns to listen to a child’s
voice, whether it be harmonious and pleasant, or harsh and
discordant, and when one knows that this is connected with
movements of the lungs and the circulation of the blood,
movements inwardly vibrating through the whole man, right
into the fingers and toes, then one knows that what is expressed
through speech is imbued with qualities of soul. And now
something in the nature of a higher man, so to say, makes its
appearance, something which finds its expression in this picture
relating speech with the physical processes of circulation and
breathing. Taking our start from this point it iz possible to look
up and see into the pre-natal life of man which is subject to
those conditions which we have made our own between death
and a new birth. What a man has experienced in pre-earthly
conditions plays in here, and so we learn that if we are to
comprehend the being of man by means of true human under-
standing and knowledge we must train our ear to a spiritual
hearing and listen to the voices of children. We can then know
how to help a child whose strident voice betrays the fact that
there is some kind of obstruction in his karma and we can do
something to free him from such karmic hindrances,

From all this we can see what is necessary for education. It is
nothing less than a knowledge of man; not merely the sort of
knowledge that says: “This is a gifted personality, this is a
good fellow, this is a bad one”, but the kind of knowledge that
follows up what lies in the human being, follows up for instance
what is spiritually present in speech and traces this right down
into the physical body, so that one is not faced with an abstract
spirituality but with a Spirituality which comes to expression in
the physical image of man. Then, as a teacher, you can set to
work in such a way that you take into consideration both spirit
and body and are thus able to help the physical provide a right
foundation for the spirit. And further, if you observe a child
from behind and see that he has short legs, so that the upper
part of the body is too heavy a burden and his tread is

consequently also heavy, you will know, if you have acquired’

the right way of looking at these things, that here the former
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carthly life is speaking, here karma is speaking. Or, for instance
if you observe somcone who walks in the same way as the
German philosopher Johann Gottlieb Fichte, who always
walked with his heels well down first, and eveh when he spoke
did so in such a way that the words came out, as it were “heels
first”, then you will see in such a man another expression of
karma. ' ‘

In this way we learn to recognise karma in the child through-
observation based on spiritual science. This is something of the
greatest importance which we must look into and understand.
Our one and only help as teachers is that we learn to observe
human beings, to observe the bodies of the children, the souls
of the children and the spirits of the children. In this way a
knowledge of man must make itself felt in the sphere of
education, but it must be a knowledge which is deepened in
soul and spirit. .

With this lecture I wanted to call up a picture, to give an
idea of what we are trying to achieve in education, and what
can arise in the way of practical educational results from what
many people consider to be highly unpractical, what they look
upon as being merely fantastic day-dreaming.

o]
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LECTURE III
Arnheim, 19th July, 1924

You will have gathered from the remarks I have made
during the last two days that therc is a fundamental change in
the inner constitution of the human being at every single stage
of his life. Today, certainly, modern psychologists and physi-
ologists also take this into account. They too reckon with these
changes which take place in the course of life, firstly up to the
change of teeth, then up to puberty, and again from puberty
into the twenties. But these differences are more profound than
can be discovered by means of the methods of observatiorn
customary today, which do not reach far enough, however
excellent they may be. We must take a further step and
examine these differences from aspects demanded by spiritual
science. You will hear many things that are already familiar to
you, but you must now enter more deeply into them. Even
when the child enters this world from the embryo condition,
that is, to take an external characteristic, when he adapts
himself to the outer process of breathing, even then, physio-
logically speaking, he is not yet reccived directly by the outer
world, for he takes the natural nourishment of the mother’s
milk. He is not nournished as yet by what comes from the outer
world, but by what comes from the same source as the child
himself. Now today people study the substances they meet with
in the world more or less according to their external, chemical,
physical properties only and do not consider the finer attributes
which they possess through their spiritual content. Nowadays
everything is considered in this way. Such methods are not to
be condemned; on the contrary they should be recognised as
justified. Nevertheless because the time came when man was
concerned only with the outer aspects of things, aspects which
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could not be so regarded in earlier civilisations, he has now
reached a point of extreme externalisation. If I may make a
comparison, things are observed today in some such way as this.
We say: I look upon death, upon dying; plants di€, animals
die, human beings die.. But surely the question arises as to
whether dying, the passing away of the various forms of life
with which we come in contact, is in all three kinds of living
beings the same process, or whether this only appears outwardly
to be so. We can make use of the following comparisons: If I
have a knife there is a real difference whethér 1 cut my food
with it, or whether I use it for shaving. In each case it is a
knife, but the properties of “knife” must be further differen-
tiated. Such differentiation is in many cases not made today.
No differcntiation is made between the dying of a plant, an
animal or a man.

We meet the same thing in other domains too. There are
people who in a certain way want to be philosophers of nature,
and because they aim at being idealistic, even spiritual, they
assert that plants may well have a soul; and they try to discover
in an cxternal way those characteristics of plants which seem to
indicate that they have certain soul qualities. They make a
study of those plants which, when they are approached by
insects, tend to open their petals. The insect is caught, for it is
attracted by the scent of what is in the plant. Such a plant is
the Venus Flytrap. It closes its petals with a snap and the inscct
is trapped. This is considered to be a sort of soul quality in the
plant. Well, but T know sonicthing else which works in the same
way. It is to be found in all sorts of places. The mouse, when it
comes near, feels attracted by the smell of a dainty morsel; it
begins to nibble, and—hey presto | snap goes the mousetrap, If
one were to make use of the same thought process as in the case
of a plant, one might say : the mousetrap has a soul.

This kind of thinking, however, although quite legitimate
under certain conditions never leads to conclusions of any
depth, but remains more or less on the surface. If we wish to
gain a true knowledge of man we must penetrate into the very
depths of human nature. It must be possible for us to look in a
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completely unprejudiced way at things which appear paradox-
ical vis-3-vis external methods of observation. Moreover it is
very necessary to take into consideration everything which,
taken together, makes up the entire human organisation.

In man we have, to begin with, the actual physical 6rganism
which he has in common with all earthly beings and parti-
cularly with the mineral kingdom. In man, however, we have
clearly to distinguish between his physical organism and his
etheric organism. The latter he has in common only with the
plant world, not with the minerals. But a being endowed only’
with an etheric organism could never experience feeling, never?
fattain to an inner consciousness.iFor this again man has his s

astral organism, which he has in common with the animal ,

world. It might appear that this is an external organisation, but
/in the course of these lectures we shall see how inward it can
be. In addition to this man still has his ego-organisation, which
is not to be found in the animal world and which he alone
possesses among earthly beings. What we are here considering is
in no sense merely an external, intellectual pattern; moreover,
in speaking, for instance, of an etheric or life-body, this has no
connection whatever with what an out-moded natural science
once called “life-force”, “vital-force” and so-on. On the con-
trary, it is the result of observation. If, for instance, we study
the child up to the age of the change of teeth, we see that his

development is primarily dependent on his physical organism. ,

The physical organism must gradually adapt itself to the outer
world, but this cannot take place all at once, not even if
considered in the crudest physical sense. This physical body,
just because it contains what the human being has brought with
him out of the spiritual world in which he lived in pre-earthly
existence, cannot forthwith assimilate the substances of the
outer world, but must receive them specially prepared in the -
mothér’s milk. The child must, so to say, remain closely con-
nected with what is of like nature with himself. He must only
gradually grow into the outer world. And the conclusion of this
process of the physical organism growing into the outer world is
indicated by the appearance of the second teeth at about the
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seventh year. At approximately this age the child’s physical
organism completes the process of growing into the world.

During this time, however, in which the organisation is
chiefly concerned with the shaping and fashioning of the bony
system, the child is only interested in certain things in the outer
world, not in everything.|He is only interested in what we
rhight call gesture, everything that is related to movement, Now
you must take into account that at first the child’s consciousness
is dream-like, shadowy; to begin with his perceptions are quite
undefined, and only gradually do they light up and gain clarity.
But fundamentally speaking the fact remains that during the
time between birth and the change of teeth the child’s percep-
tion adheres to everything in the nature of gesture and move-
ment and does so to such an extent, that in the very moment
when he perceives a movement he feels an inner urge to imitate
it. There exists a quite definite law of development in the
nature of the human being which I should like to characterise
in the following way.

While the human being is growing into the physical, earthly
world, his inner nature is developing in such a way that this
development proceeds in the first place out of gesture, out of
differentiation of movement. In the inner nature of the organ-,
Yism speech develops out of movement in all its aspects, and
‘thought develops out of speech. This deeply significant law
underlies all human development. fiverything which makes its

appearance in sound, in speech, is the result of gestur,é,
{mediated through the inner nature of the human organism., .
If you turn your attention to the way in which a child not

~ only learns to speak, but also learns to walk, to place one foot

after the other, you can observe how one child treads more
strongly on the back part of the foot, on the heel, and another
walks more on the toes. You .can ‘observe children: who in
le‘aming to walk tend to bring their legs well forward; with.
others you will see that they are more inclined to hold back, as.
it were, between two steps. It is extraordinarily interesting to
" watch a child learning to walk. You must learn to observe this.
But it is more interesting still, although much less attention is
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paid to it, to sec how a child learns to grasp something, how he
learns to move his hands. There are children who, when they
want something, move their hands in such a way that even the
fingers are brought into movement. Others keep their fingers
still, and stretch out their hands to take hold without moving
the fingers. There are children who stretch out their hand and
arm, while keeping the upper part of the body motionless; there
are others who immediately let the upper part of the body
follow the movement of arm and hand. I once knew a child
who, when he was very small and his high-chair was placed at
a little distance from the table on which stood some dish he
wished to get at, proceeded to “row” himself towards it; his
whole body was then in movement. He could make no move-
ments at all without moving his whole body.

This is the first thing to look out for in a child; for how a
child moves reveals the most inward urge of life, the primal life

impulse. At the same time there appears in the child’s move- -

ment the tendency to adapt himself to others, to carry out some
movement in the same way as his father, mother or other
member of the family. The principle of imitation comes to light
in gesture, in movement. For gesture is what appears first of all
in human evolution, and in the special constitution of the
physical, soul and spiritual organism of man gestuic is wivonrdly
transformed; it is transformed into specch. Those who are able
to observe this know without any doubt that a child who speaks
as though the sentences were hacked cut of him is one who sets
his heels down first; while a child who speaks in such a way
that the sentences run one into the other tends to trip on his
toes. A child who takes hold of things more lightly with his
fingers has the tendency to emphasise the vowel element, while
a child who is inclined to stress the consonants will bring his

whole arm to his aid when grasping something. We receive a -

very definite-impression of a child’s potentialities from his
manner of speaking. And to understand the world, to under-
stand the world through the medium of the senses, through the
medium of . thought, this too is developed out of speech.
Thought does not produce specch, but speech thought. So it is

LECTURE III ' 53

in the cultural development of humanity as a whole; human
beings have first spoken, then thought, So it is also with the
child; first out of movement he learns to speak, to articulate
only then does thinking come forth from speech. W& must
therefore look upon this sequence as being something of impor-
tance : gesture, speech, thought, or the process of thinking.

All this is especially characteristic in the first epoch of the
child’s life, up to the change of teeth. When little by little the
child grows into the world during the first, second, third and
fourth years of life, he does so through gesture; everything is
dependent on gesture. Indeed, I would say that speaking and
thinking take place for the most part unconsciously; both
develop naturally out of gesture, even the first gesture, There-
fore speaking approximately we can say : From the first to the
seventh year gesture predominates in the life of the child, but
gesture in the widest sense of the word, gesture which in the child
lives in imitation, As educators we must keep this firmly in mind
for actually up to the change of teeth the child only takes in what
comes to him as gesture, he shuts himself off from éverything
clse. If we say to the child: Do it like this, do it like that, he
really does not hear, he does not take any notice. It is only when
we stand in front of him and show him how to do it that he is
able to copy us. For the child works according to the way I
myself am moving my fingers, or he looks at something just as I
am looking at it, not according to what I tell him. He imitates
everything. This is the secret of the development of the child up
to the change of teeth. He lives entirely in imitation, entirely in
the imitation of what in the widest possible sense comes to meet
him from outside as gesture. This accounts for'the surprises we
get when faced with the education of very young children. A
father came to me once and said, “What shall I do? Something
really dreadful has happened. My boy has been stealing.” I said,
“Let us first find out whether he really steals. What has he
done?” The father told me that the boy had taken money out of
the cupboard, had bought sweets with it and shared them with
the other boys. I said “Presumably that is the cupboard out of
which the boy has often seen his mother taking money, before
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going shopping; he is quite naturally imitating her.” And this
proved to be the case. So I said further, “But that is not stealing;;
that lies as a natural principle of development in the boy up to
the change of teeth. He imitates what he sees; he must doso.” In
the presence of a child therefore we should avoid doing anything
which he should not imitate. This is how we educate him. If we
say : You should not do this or that, it does not influence the
_ child in the slightest degree up to the change of teeth. It could at

most have some effect if one were to clothe the words in a

gesture, by saying: Now look, you have just done something
that I would never do!—for this is in a way a disguised gesture.
It comes to this: with our whole manhood we should fully
understand how up to the change of teeth the child is an
imitating bemg During this time there is actually an inner
connection between the child and his environment, between all
that is going on around him. Later on this is lost. For however
strange and paradoxical it may sound to people today, who are
quite unable to think correctly about the spirit, but think always
in abstractions, it is nevertheless true that the whole relationship
of the child to gesture and movement in his surroundings has an
innate religious character. Through his physical body the child
is given over to everything in the nature of gesture; he cannot do
otherwise than yield himself up to it. What we do later with our
soul, and still later with our spirit, in that we yield ourselves up
to the divine, even to the external world, as again spiritualised,
this the child does with his physical body when he brings it into
movement. He is completely immersed in rehglon both with his
good and his bad qualities. W hat remains with us as soul and
spirit in later life, this the child has also in his physical organism.
If therefore the child lives in close proximity with a surly,
“bearish” father, liable to fall into rages, someone who is often
1rr1table and angry, expressing uncontrolled emotions in the
preséifce of the child, while the inner causes of such emotions are

not as yet understood by the child, nevertheless what he sees, he -

experiences as something not moral. The child perceives simul-
taneously, albeit unconsciously, the moral aspects of these out-
breaks, so that he has not only the outer picture of the gesture,
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but also absorbs its moral significance. If I make an angry
gesture, this passes over into the blood organisation of the child,
and if these gestures recur frequently they find expression in his
blood circulation. The child’s physical body is organised accord-
ing to the way in which I behave in his presence, according to
the kind of gestures I make. Moreover if I fail in loving under-
standing when the child is present, if, without considering him I
do something which is only suitable at a later age, and am not
constantly on the watch when he is near me, then it ¢an happen
that the child enters lovingly into something which is unfitted for
his tender years, but belongs to another age, and his physical
body will in that case be organised accordingly. Whoever
studies the whole course of a man’s life from birth to death,
bearing in mind the requirements of which I have spoken, will
see that a child who has been exposed to things suitable only
to grown-up people and who imitates these things will in his
later years, from the age of about 50, suffer from sclerosis. One
must be able to éxamine such phenomena in all their ramifica-
tions, Illnesses that appear in later life are often only the result
of edlucational errors made in the very earliest years of childhood.
This is why an education which is really based on a know-
ledge of man must study the human being as a whole from
birth until death. To be able to look at man as a whole is the
very essence of anthroposophical knowledge. Then too one
discovers how very strong the connection is between the child
and his environment. I would go as far as to say that the soul
of the child goes right out into his surroundings, expericnces
these surroundings intimately, and indeed has a much stronger
relationship to them than at a later period of life. In this respect
the child is still very close to the animal, only he experiences
things in a more spiritual way, in a way more permeated with
soul. The animal’s experiences are coarser and cruder, but the
animal too is related to its environment. The reason why many-
phenomena of recent times remain unexplained is because
people are not able to enter into all the details involved. There
is, for instance, the case of the “calculating horses” which has
made such a stir recently, where horses have carried out simple
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arithmetical operations through stamping with their hooves. I
have not scen the famous Elberfelder horses, but I have seen
the horse belonging to Herr von Osten. This horse did quite
nice little sums. For instance Herr von Osten asked : How
much is 5 + 7? And he began to count, beginning with 1,
and when he got to 12 the horse stamped with its foot. It
could add up, substract and so on. Now there was a young
professor who studied this problem and wrote a book about it
which is extremely interesting. In this book he expounds the
view that the horse sees certain little gestures made by Herr
von Osten, who always stands close to the horse. His opinion
is that when Herr von Osten counts 7 + 5 up to 12 and the
horse stamps when the number 12 is reached, this is because
Herr von Osten makes a very slight gesture when he comes to
12 and the horse, noticing this, duly stamps his foot. He
believes that it can all be traced back to something visible. But
now he puts a question to himself : “Why”, he says. “can you
not see this gesture which Herr von Osten makes so skilfully
that the horse sees it and stamps at the number 12?” The
young professor goes on to say that these gestures are so slight
that he as a human being cannot see them. From this the
conclusion might be drawn that a horse sees more than a
professor! But this did not convince me at all, for I saw this

wonder of an intelligent horse, the clever Hans, standing by |

Herr von Osten in his long coat. And I saw too that in his
right-hand pocket he had lumps of sugar, and while he was
carrying out his experiments with the horse he always handed
it one lump after another, so that feeling was-aroused in the
horse associating sweet things with Herr von Osten. In this way
a sort of love was established between Herr von Osten and the

horse. And only when this is present, only when the inner,
being of the horse is, as it were, merged into the inner being ~

of Herr von Osten through the stream of sweetness that flows
between them, only then can the horse “calculate”, for it
really receives something—not through gesture, but through
what Herr von Osten is thinking. He thinks: § + 7 = 12,
and by means of suggestion the horse takes up this thought
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and even has a distinct impression of it. One can actually see
this. The horse and his master are in a certain way merged in
feeling one into the other: they impart something to one
another reciprocally when they are united through the
medium of sweetness. So the animal still has this finer relation-
ship to its environment, and this can be stimulated irom
outside, as, in this case, by means of sugar.

In a delicate way a similar relationship to the outer world is
still present in children also. It lives in the child and should be
reckoned with, Education in the kindergarten should therefore
never depend on anything other than the principle of imi-
tation. The teacher must sit down with the children and just
do what she wishes them to do, so that the child has only to
copy. All education and instruction before the change of teeth
must be based on this principle.

After the change of teeth all this becomes quite different.
The soul life of the child is now completely changed, No
longer does he perceive merely the single gestures, but now he
sees the way in which these gestures accord with one another.
For instance, whereas previously he only had a feeling for a
definite line, now he has a feeling for co-ordination, for
symmetry. The feeling is awakened for what is co-ordinated or
unco-ordinated, and in his soul the child acquires the possi-
bility of perceiving what is formative. As soon as this percep-
tion is awakened there appears simultaneously an interest in
speech. During the first seven years of life there is an interest in
gesture, in everything connected with movement; in the years
between seven and fourteen there is an interest in everything
connected with the pictorial form, and speech is pre-eminently
pictorial and formative. After the change of teeth the child’s
interest passes over from gesture to speech, and in the lower
school years from seven to fourteen we can work most advan-
tageously through everything that lies in speech, above all
through the moral element underlying speech. For just as the
child before this age has a religious attitude towards the
gesture which meets him in the surrounding world, so now he
relates himself in a moral sense—his religious feeling being
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gradually refined into a soul expericnce—to everything which
approaches him through speech. ' ,
So now, in this period of his life, one must work upon the
child through speech. But whatever is to work upon him in
this way must do so by means of an unquestioned authority.
When I want to convey to the child some picture expressed
through speech, I must do so with the assurance of authority.
I must be the unquestioned authority for the child when
through speech I want to conjure up before him some picture.
Just as we must actually show the little child what we want
him to do, so we must be the human pattern for the child
between the change of teeth and puberty. Tn other words, there/
is no point whatever in giving reasons to a child of this age, in
trying to make him sec why we should do something or not
f_do it, just because there are well-founded reasons for or
against it., This passes over the child’s head. It is important to
understand this. In exactly the same way as in the earliest
years of life the child only observes the gesture, so between the
change of teeth and puberty he only observes what I, as‘a
human being, am in relation to himself. At this age the ohild
must, for instance, learn about what is moral in such a way
that he regards as good what the naturally accepted authority,
of the teacher, by means of speech, designates as good; he;
must regard as bad what this authority designates as bad. /The
child must learn : What my teacher, as my authority, does is
good, what he does not do is bad. Relatively speaking ‘chen,
the child feels: When my teacher says something is good, then
it is good; and if he says something is bad, then it is bad. You
will not attribute to me, seeing that 30 years ago I wrote my
Philosophy of Freedom,* a point of view which upholds the
principle of authority as the one and only means of salvation.
But through the very fact of knowing the true nature of
freedom one also knows that between the change of teeth and
puberty the child needs to be faced with an unquestioned
authority. This lies in the nature of man. Everything is

. * Also called The Philosophy of Spiritual Activity in some English
translations, - ' -

i
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doomed to failure in education which disregards this relation-
ship of the child to the unquestioned authority of the person-
ality of the teacher and educator. The child must be guided in
everything which he should do or not do, think or not think,
feel or not feel, by what flows to him, by way of speech, from
his teacher and educator., At this age therefore there is no /

sense in wanting to approach him through the intellect.-Dur-

ing this time everything must be directed towards the life of
feeling, for feeling is receptive to anything in the nature of
pictures and the child of this age is so constituted that he lives
in the world of pictures, of images, and has the feeling of

‘welding separate details into a harmonious whole. This is why,

for instance, what is moral cannot be brought to the child by
way of precept, by saying: You should do this, you should
not do that. It simply doesn’t work. What does work is when
the child, through the way in which one speaks to him, can
feel inwardly in his soul a liking for what is good, a dislike of
what is bad. Between the change of teeth and puberty the
child is an aesthete and we must therefore take care that he ,
experiences pleasure in the good and displeasure in what is,
bad.. This is the best way for him to develop a sense of -
r'noralﬂity.. i i

We must also be sincere, inwardly sincere in the imagery we
use in our work with the child. This entails being permeated to
the depths of our being by everything we do. This is not the
case if, when standing before the child we immediately experi-
ence a slight sense of superiority : I am so clever—the child is

so stupid. Such an attitude ruins all education; it also destroys

in the child the feeling for authority. Well then, how shall I
transform into a pictorial image something that I want to
impart to the child? In order to make this clear I have chosen
the following example as an illustration, A

We cannot speak to the child about the immortality of the
soul in the same way as to a grown-up person; but we must
nevertheless convey to him some understanding of it. We must
however do so in a pictorial way. We must build up the
following picture and to do this may well take the whole lesson.
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We can explain to the child what a butterfly’s chrysalis is, and
then speak in some such words as these : “Well, later on the
finished butterfly flies out of the chrysalis. It was inside all the
time only it was not yet visible, it was not yet ready to fly
away, but it was already there inside.” Now we can go further
and tell him that in a similar way the human body contains the
soul, only it is not visible. At death the soul flies out of the
body; the only difference between man and butterfly is that the
butterfly is visible and the human soul is invisible. In this way
we can speak to the child about the immortality of the soul so
that he receives a true picture of immortality and or: suited to
his age. But in the presence of the child we must on no account
have the feeling: I am clever, I am a philosopher and by no
means of thought can I convince myself of the truth of
immortality; the child is naive, is stupid, and so for him I will
build up the picture of the butterfly creeping out of the
chrysalis. If one thinks in this way one establishes no contact
with the child, and then he gets nothing whatever from what he
is told. There is only one possibility. We must ourselves believe
in the picture, we must not want to be cleverer than the chiid;
we must stand in the presence of the child as full of belief as he
is. How can this be done? An anthroposophist, a student of
spiritual science knows that the emergence of the butterfly from
the chrysalis is actually a picture of the immortality of the
human soul placed into the world by the gods. He can never
think otherwise than that the gods inscribed into the world this
picture of the emerging butterfly as an image of the immortality
of the human soul. In all the lower stages of the process he sees
the higher processes which ‘have become abstract. If I do not
get the idea that the child is stupid and I am clever, but if I
stand before the child conscious that this actudlly is so in the
world and that I am leading him to believe in something which.
I too believe with all my heart, then there arises an imponder-
able relationship between us, and the child makes real progress
in his education, Then moral imponderabilia continually enters
into our educational relationship. And this is the crux of the
matter,
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When we are quite clear about this we shall, out of the whole
nexus of our studies, come to seec how we can find the right
approach to an instruction which is truly educational, an
education which really instructs. Let us take an example:How
must the child learn to read and write? There is actually a
great deal more misery connected with this than one usually
imagines, though human intellectualism is far too crude ‘to
perceive it. One recognises that learning to read and write is a
necessity, so it follows that the child must at all costs be drilled
into learning reading and writing. But just consider what this
means for a child! When they are grown-up, people have no
inclination to put themselves in the child’s place, to imagine
what he undergoes when he learns to read and write. In our
civilisation today we have letters, a, b, ¢ and so on; they are
there before us in certain definite forms, Now the child has the
sound a (ah, as in father). When does he use it? This sound is

for him the expression of an inner soul experience, He uses this

sound when he is faced with something which calls upin him a
feeling of wonder, of astonishment. This sound he understands.
It is bound up with human nature. Or he has the sound e (eh,
as in they). When does he use this? He uses it when he wants to
show he has the feeling: “Something has come up against
me; I have experienced something which encroaches on my
own nature.” If somebody gives me a blow, I say e (eh).* It is
the same with the consonants. Every sound corresponds to some
expression of life; the consonants imitate an outer, external
world, the vowels express what is experienced inwardly in the
soul. The study of language, philology, is today only approach-
ing the first elements of such things,

Learned scholars, who devote themselves to research into
language, have given much thought to what, in the course of
human evolution, may have been the origin of speech. There
are two theories. The one represents the view that speech may
have arisen out of soul experiences in much the same way as

*In English we tend to prefix an aspirate to the vowel, saying

“Ha” when something astonishes us, or “Hch” when something
impinges on us, e.g. “Heh, stop it!”
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~of the consonants to imitate inwardly outer processes; and in

relate this to the sound “ah”
sphere of a young child’s comprehension. He feels it as a -
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this takes place in the animal, albeit in its most primitive
form—*moo-moo” being the expression of what the cow feels
inwardly, and “bow-wow” what is experienced by the dog. And
$0, in a more complicated way, what in man becomes arti-
culated specch arises out of this urge to give expression to inner
feelings and experiences. In somewhat humorous vein this is
called the “bow-wow theory”
from the supposition that in the sounds of speech man imitates
what takes place in the outer world. It is possible to imitate the
sound of a 'be_:ll, what is taking place inside the bell : “ding-
dong-—ding-dong”. Here thcre is the attempt to imitate what
takes place in the outer world. This is the basis for the theory
that in speech everything may be traced back to external
sounds, external event. It is the “ding-dong theory”. So we have
these two theories in opposition to one another. It is not in any

- way my intention to make fun of this, for as a matter of fact,

both are correct : the “bow-wow” theory is right for the vowel
element in speech, the “ding-dong” theory for the consonantal
element. In transposing gestures into sounds we learn by means
the vowels we give form to inner experiences of the soul. In
speech the inner and the outer unite. Human nature
homogeneous, understands how to bring this about.

. We receive the child into the primary school. Through his
Inner organisation he has become a being able to speak. Now
suddenly he is expected to experience—I say experience deliber:
a.tely weighing my words, not recognise, experience—a connec-
tion between astonishment, wonder, (é.h)
a. This is something completely foreign to
to learn something which he feels to be ut

, itself

him. He is supposed
. terly remote, and to
- This is something outside the

veritable torture if at the very outset we confront him with the
forms of the letters in use today. ’ '
‘ We can, however, remember something else. The letters
whlch,wg have today were not always there. Let us look back
to those ancient peoples who had a picture writing. They used

- The other point of view proceeds

and the demonic sign
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pictures to give tangible form to what was uttered, and these
pictures certainly had something to do with what they were
intended to express. They did not have letters such as we use;
but pictures which were related to their meaning. Up to a
certain point the same could be said of cuneiform writing.
These were times when people still had a human relationship to
things, even when these were fixed into a definite form. Today
we no longer have this, but with the child we must go back
to it again. We must of course not do so in such a way that we
study the cultural history of ancient peoples and fall back on
the forms which were once used in picture writing; but we
must bring all our educational fantasy into play as teachers in
order to create the kind of pictures we need. Fantasy, imagina-
tion* we must certainly have, for without it we cannot be
teachers or educators. And so it is always necessary to refer to
the importance of enthusiasm, of inspiration, when dealing
with some characteristic feature of anthroposophy. It never gives
me any pleasure, for instance, when I go into a class in our
Waldorf School and notice that a tcacher is tired and is tcach-
ing out of a certain mood of weariness. That is something one
must never do. One simply cannot be tired, one can only be
filled with enthusiasm. When teaching, one must be absolutely
on the spot with one’s whole being. It is quite wrong to be tired
when teaching; tiredness must be kept for some other occasion.
The essential thing for a teacher is that he learns to give full
play to his fantasy. What does this mean? To begin with I call
up in the child’s mind something that he has seen at the
market, or some other place, a fish for example. I next get him
to draw a fish, and for this I even allow him to use colours, so
that he paints as he draws and draws as he paints. This being
achieved I then let him say the word “‘Fish”, not speaking the
word quickly, but separating the sounds, “f-i-ssh”. Then I
lead him on so that he says only the beginning of the word
fish (f...) and gradually I transfer the shape of the fish into a

imagination than to fantasy. In this lecture the latter is
more appropriate.
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s

sign that is somewhat fish like, while at the same time gétfin‘g
the child to say f. .. And there we have it, the letter “f” |

Or I let the child say Wave (W-a-v-¢) showing him at the same
time what a wave is (see sketch). Once again I let him paint
this and get him to say the beginning of the word—w-—and
then I change the picture of a wave into the letter w.

A ave
W

Continuing to work in the same way I allow the written
characters gradually to emerge from the painting-drawing and
drawing-painting, as indeed they actually arose in the first
place. I do not bring the child into a stage of civilisation with
which as yet he has nothing in common, but I guide him in
such a way that he is never torn away from his relationship to
the outer world. In order to do this there is no necessity to
study the history of culture—albeit the writing in use today has
arisen out of picture-writing—one must only give free play
to one’s fantasy, for then one brings the child to the poip€ ‘at
which he is able to form writing out of this drawing “and
painting.

Now we must not think of this only as an ingenious and
clever new method. We must value the fact that the child
unites himself inwardly with something that is new to him when
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his soul activity is constantly stimulated. He does not “‘grow
into it” when he is pushed, so that he is always coming into an
unfamiliar relationship with his environment. The whole point
is that we are working on the inneg being of the child. &~
What is usually done today ? It is perhaps already somewhat
out-of-date, but not so long ago people gave little girls “beau-
tiful” dolls, with real hair, dolls that could shut their eyes when
onc laid them down, dolls with pretty faces and so on. Civili-
sation calls them beautiful, but they are nevertheless hideous,
because they are inartistic. What sort of dolls are these? They
are the sort which cannot activate the child’s fantasy, Now let
us do something diferent. ‘lie a handkerchief so that you have
a figure with arms and legs; then make eyes with blobs of ink
and perhaps a mouth with red ink as well; now the child must
develop his fantasy if he is to imagine this as having thc human
shape. Such a thing works with tremendous living force on the
child, because it offers him the possibility of using his fantasy.
Naturally one must do this first oneself, But the possibility must
be provided for the child, and this must be done at the age
when everything is play. It is for this reason that all those things
which do-not stimulate fantasy in the child are so damaging
when given as toys. As I said, today these beautiful dolls are
somewhat out-dated, for now we give children monkeys or
bears. To be sure, neither do these toys give any opportunity for
the unfolding of a fantasy having any relationship to the
human being. Let us suppose that a child runs up to us and we
give him a bear to cuddle. Things like this show clearly how far
our civilisation is from being able to penetrate into the depths
of human nature. But it is quite remarkable how children in a
perfectly natural, artistic way are able to form imaginatively a
picture of this inner side of human nature. '
In the Waldorf School we have made a transition from the
ordinary methods of teaching to what may be termed a teach-
ing through art, and this quite apart from the fact that in no
circumstances do we begin by teaching the children to write,
but we let them paint as they draw, and draw as they paint.
Perhaps we might even say that we let them splash about,
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which involves the possibly tiresome job of cleaning up the
classroom afterwards. I shall also speak tomorrow about how to
lead over from writing to reading, but, quite apart from this
painting and drawing, we guide the child as far as possible into
the realm of the artistic by letting him practise modelling in his
own little way, but without suggesting that he should make
anything beyond what he himself wants to fashion out of his
own inner being. The results are quite remarkable. I will
mention one example which shows how something very wonder-
ful takes place in the case of rather older children.

At a comparatively early age, that is to say, for children
between ten and eleven years old, we take as a subject in our
- curriculum the “Study of Man”. At this age the children learn
to know how the bones are formed and built up, how they
support each other, and so on. They learn this in an artistic
way, not intellectually. After a few such lessons the child has
acquired some perception of the structure of the human bones,
the dynamic of the bones and their interdependence. Then we
go over to the craft-room, where the children model plastic
forms and we observe what they are making. We see that they
have learned something from these lessons about the bones. Not
that the child imitates the forms of the bones, but from the way
in which he now models his forms we perceive the outer
expression of an inner mobility of soul. Before this he has
already . got so far as to be able to make little receptacles of
various kinds; children discover how to make bowls and similar
things quite by themselves, but what they make out of the
spontaneity of childhood before they have received such lessons
is quite different from what they model afterwards, provided
they have really experienced what was intended. In order to
achieve this result, however, these lessons on the “Knowledge of
Man’’ must be given in such a way that their content enters
rightinto the whole human being. Today this is difficult.

Anyone who has paid as many visits to studios as I have and
seen how: people paint and model and carve, knows very well
that today hardly any sculptor works without a model; he must
have a human form in front of him if he wishes to model it.
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This would have had no sense for a Greek artist. He had of
course learned to know the human form in the public games,
but he really experienced it inwardly. He knew out of his own
inner feeling—and this feeling he embodied without the aid of
a model—he knew the difference between an arm when it is
stretched out or when, in addition, the forefinger is also ex-
tended, and this feeling he embodied in his sculpture. Today,
however, when physiology is taught in the usual way, models or
drawings of the bones are placed side by side, the muscles are
described one after another and no impression is given of their
reciprocal relationship. With us, when the children see a ver-
tebra belonging to the spinal column, they know how similar
it is to the skull-bone, and they get a feeling for the metamor-
phosis of the bones. In this way they enter livingly right into
the different human forms and so feel the urge to express it
artistically. Such an experience enters right into life; it does not
remain external.

My earnest wish, and also my duty as leader of the Waldorf
School, is to make sure that wherever possible everything of a
fixed nature in the way of science, everything set down in books
in a rigid scientific form should be excluded from class teaching.
Not that I do not value science; no one could value science
more highly. Such studies can be indulged in outside the school,

_ if so desired; but I should be really furious if I were to see a
" teacher standing in front of -a class with a book in his or her

hand. In teaching everything must come from within, This -
must be self-understood. How is botany taught today for in-
stance? We have botany books; these are based on a scientific
outlook, but they do not belong to the classroom where there
are children between the change of teeth and puberty. The
perception of what a teacher needs in the way of literature
must be allowed to grow gradually out of the hvmg educational
principles I shall be speaking about here.

So we are really concerned with the teacher’s attitude of
mind, whether in soul, spirit and body he is able to relate
himself to the world. If he has this living relationship he can do
much with the children between the change of teeth and

S—HVIE * *
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puberty, for he is then their natural and accepted authority.
The main thing is that one should enter into and experience
things in a living way and carry over into life all that one has
thus experienced. This is the great and fundamental principle
which must form the basis of education today. Then the
conncction with the class will be there of itself, together with
the imponderable mood and feeling that must necessarily go
with it.

ANSWER TO A QUESTION

Question : There are grown-up people who seem to have
remained at the imitative stage of childhood. Why is this?

Dr. Steiner : It is possible at every stage of human develop-
ment for someone to remain in a stationary condition. If we

describe the different stages of development, adding to today’s ,

survey the embryonic stage, and continuing to the change of
“teeth, and on to puberty, we cover those epochs in whichya
fully developed human life can be formed. Now quite a sht;rt
time ago the general trend of anthroposophical development
brought it about that lectures could be held on curative edu-
cation, with special reference to definite cases of children who
had either remained backward or whose development was in
some respect abnormal.” We then took the further stcp of
allowing certain cases to be seen which were being treated at
Dr. Wegmann’s Clinical-Therapeutic Institute. Among these
cases there was one of a child of nearly a year oid, about the
normal size for a child of this age, but who in the formation of
his bhysical body had remained approximately at the stage of
seven or eight months embryo. If you were to draw the child in
outline with only an indication of the limbs, which are some-
what more developed, but showing exactly the form of the
head, as it actually is in the case of this little boy, then, lookig;g'
cursorily at the drawing, you would not have the faintest idea
that it is a boy of necarly a year old. You would think it an
embryo, because this boy has in many respects kept after his
birth the embryonic structure.

Every stage of life, including the embryonic, can be carried
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over into a later stage; for the different phases of development
as they follow one after the other, are such that each new phase
is a metamorphosis of the old, with something new added. If
you will only take quite exactly what I have already said in
regard to the natural religious devotion of the child to his
surroundings up to the change of teeth, you will sce that this
changes later into the life of soul, and you have, as a second
attribute the aesthetic, artistic stage. Now it happens with very
many children that the first stage is carried into the second, and
the latter then remains poorly developed. But this can go still
further: the first stage of physical embodiment can be carried
over into each of the others, so that what was present as the
original stage appears in all the later stages. And, for a
superficial observation of life, it need- not be so very obvious
that an earlier stage has remained on into a later one, unless
such a condition shows itself particularly late in life. Certai.. it
is however that earlier stages are carried over into later ones.

Let us take the same thing in alower kingdom of nature. The
fully grown, fully developed plant usually has root, stalk, with it
cotyledon'leaves, followed by the later green leaves. These are
then concentrated in the calyx, the petals, the stamen, the pistil
and so on. There are however plants which do not develop as
far as the blossom, but remain behind at the stage of herbs and
other plants where the green leaves remain stationary, and the
fruit is merely rudimentary. How far, for instance, the fern has
remained behind the buttercup! With the plant this does not
lead to abnormality. Man however is a species for himself. He is
a complete natural order. And it can happen that someone
remains his whole life long an imitative being, or one who
stands in need of authority. For in life we have not only to do
with people who remain at the imitative stage, but also with
those who in regard to their essential characteristics remain at
the stage that is fully developed between the change of teeth
and puberty. As a matter of fact there are very many such
people, and with them this stage continues into later life. They
cannot progress much farther, and what should be developed in
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later years can only do so to a limited extent. They remain
always at the stage where they look for the support of author-
ity. If there were no such people, neither would there be the
tendency, so nife today, to form sects and such things, for
sectarian associations are based on the fact that their adherents
are not required to think; they leave the thinking to others and
follow their leaders. In- certain spheres of life, however, most
people remain at the stage of authority: For instance, when it is
a question of forming a judgment about something of a scientific
nature people do not take the trouble to look into it themselves,
but they ask : Where'is the expert who must know about this,
the specialist who is a lecturer at one of the universities? There
you have the principle of authority. Again in the case of people
who are ill the principle of authority is carried to extremes,
even though here it may be justifiable. And in legal matters, for
instance, nobody today will think of forming an independent
judgment, but will seek the advice of a solicitor because he has
the requisite knowledge. Here the standpoint is that of an eight
or nine year old child. And it may well be that this solicitor
himself is not much older. When a question is put to him he
takes down a lawbook or portfolio and there again you have an
authority. So it is actually the case that each stage of life can
enter into a later one.

The Anthroposophical Society should really only consist of‘_

people who are outgrowing authority, who do not recognise any
such principle but only tiue insight. This is so little understood
by people outside the Society that they are continually saying:
“Anthroposophy is based on authority.” In reality the precise
opposite is the case; the principle of authority must be out-
grown through the kind of understanding and discernment
which is fostered in anthroposophy. The important thing is that
one should grasp every scrap of insight one can lay hold of in
ordlér to pass through the different stages of life.

LECTURE IV
Arnheim, 20th July, 1924

Arising out of yesterday’s lecture a further question has been
put to me in connection with our subject and I should like to
deal with it here. The question-is this: “With reference to the
law of imitation in a child’s movementsI regard asimportant an
explanation of the following fact. My grandfather died when
my father was between eighteen months and two years old.
When he was about forty-five my father visited one of my
grandfather’s friends who was astonished at the similarity of
all my father’s movements and gestures with those of my
grandfather. What was the cause of this, seeing that owing
to my grandfather’s early death there could hardly be any
question of imitation !

So a man died when his son was between cighteen months
and two years old and long afterwards, when the latter was in
his 45th year, he heard from this friend, who was in a position
to know, that as late as his 45th year he still imitated, or
rather had the same gestures as his father.

Of course we are dealing here with matters of such a nature
that it is scarcely possible to do more than give certain guiding

* lines, omitting detailed explanations. Unfortunately our courses

of lectures are short, and the theme, if it were to be gone into
fully, would need many lectures and ample time, six months for
instance, or even a whole year. Very many questions are there-.
fore likely to arise, and it may well be possible to answer these -
if they are brought forward. I must however point out that
owing (o the limited time at our disposal a certain lack of
clarity will inevitably arise and this could only be cleared up
if it were possible to enter fully into every detail. With.
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reference to the question which has been put I should like to
interpolate the following remarks.

If we take the first epoch of a child’s life, that is, the time
between birth and the change of teeth, the organisation of the
child 1is working and developing in such a way that those
predispositions are incorporated into the organism which I
described yesterday as consisting of walking, which includes the
general orientation of the human being, of speaking and thirdly
of thinking.

Now this is how things follow one another. Between the first
and seventh year of life the child is so organised that he is
mainly concerned with gesture; between approximately the
seventh and fourteenth year he is concerned with speech, as 1
explained yesterday; and, again speaking approximately,
between his fourteenth and twenty-first year he is so organised

that he is mainly concerned with thinking. What thus makes its -

appearance in the course of twenty-one years is however

already taking shape as predisposition in the first period of life, .,

between birth and the change of teeth. In so far as the
assimilation of gesture is concerned, and this includes walking
treely in space without need of support, so that the arms and
also the muscles of the face can move in an expressive way—in
other words a general orientation, finding a living relationship
with gesture and movement—all this is developed mainly in the
first third of these years, that is to say in the first 2% years. The
main development of the child during this tmmc lies in the
unfolding and building up of gesture. The gestures then con-
tinue to develop, but in addition something more intimate and
inward is now impressed into the speech organism. Although
the child has already uttered a few words nevertheless the
experience of speech as predisposition takes place after 2} years.

The actual experience and feeling for speech is fully developed

between the seventh and fourteenth year, but as predisposition
it is there between 2} and 4% years old. Naturally all this must
be taken as an average. From then on the child develops the
faculty of cxpcricncing inwardly the first beginnings of thought.

What unfolds and blossoms later, between the 14th and 21st
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year is already developing germinally between 4% and 7 years

old. The forming of gestures continues of course throughout
these years, but other faculties enter in. We see therefore that in
the main we have to place the time for the unfoldirig and
forming of gestures right back to the first 2§ years. What is
gained during this time lies deepest. This is only natural, for we
can well imagine how fundamentally the principle of imitation
works in the very first years of life,

If you take all this together you will no longer find anything
astonishing in what gave rise to the question that has been put
here. The grandfather died when the father was between 13
and 2 years old. Now this is precisely the time in which the
forming of gesture is working most deeply. If the grandfather
died then, the gestures the child imitated from him made by far
the deepest impression. That is in no way altered by what may
have been imitated later from other people. So just this parti-
cular case is extraordinarily significant when we consider it in
detail.

We tried yesterday to explain how in the second period of
life, between the change of teeth and puberty, the child in the
course of his development experiences everything that finds its
expression through speech, in which the self-understood author-
ity of the teacher and educator must play its part. The inter-
course between teacher and child must be of such a kind that it
works in a pictorial, imaginative way. And I pointed out how
at this age one cannot approach the child with moral precepts
but can only work effectively on his moral nature by awakening
in him such feelings as can be awakened by pictures: so that
the child receives pictures described by his teacher and edu-
cator, who is also his model. These work in such a way that
what is good pleases him and what is bad gives him a feeling of
distaste. Therefore at this preparatory or elementary school age
morality must be instilled in pictorial form by way of the
feelings.

I explained further how writing must be brought to the child
in a pictorial way and I showed how the forms of the letters

. must be developed out of the drawing-painting and the
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painting-drawing. Of all the arts this must be cultivated first,
for it leads the child into civilisation. Everything which
introduces the child at the very outset into the forms of the
letters, which are completely strange to him, is quite wrong
from an educational point of view; for the finished forms of
the letters used in our present day civilisation work on the
child like little demons.

Now in an education built up on a knowledge of mang,

learning to write must precede learning to read. If you want
to come near to a child of this age, immediately after the
change of teeth, you must as far as possible approach the
whole being of the child. The child when occupied in writing
does at least bring the whole of the upper part of the body
into activity; there is an inner mobility which is quite different
from when only the head is kept busy leamning the forms of
the letters. The emancipated, independent faculties of the head
can only be made use of at a later age. For this reason we can
make a transition by allowmg the child also to read what he
has written. In this way an impression is made on him.

By carrying out our teaching in this way at the Waldorf
School it transpired that our children learn to read somewhat
later than others; they even learn to write the letters a little
later than children in other schools. It is necessary however,
before forming a judgment in regard to this to be able really

to enter into the nature of man with understanding. With the -

limited perception and feeling for a knowledge of man usual
at the present day, people do not notice at all how detrimental
it is for the general development of the human being if, as a
child, he learns too early thmgs so remote from him as reading
and writing. Certainly nobody will experience any deficiency
in his capacity to read and write, whose proficiency in these
arts is attamed somewhat later than others; on the other hand
everyone who learns to read and write too early will suffer in
this very respect. An education based on a knowledge of man
must from the very beginning, proceed out of this ability to
read human evolution and by understanding the conditions of
life help the child in furthering the development of his own
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nature. This is the one and only way to a really health-giving
education.

To gain deeper insight we must enter somewhat into the
being of man. In man we have in the first place his physical
body which is most intensively developed in the first epoch of
life. In the second epoch the kigher, finer body, the etheric
body, develops predominantly. Now it is a matter of great
importance that in this study of man we should proceed in a
truly scientific way, and we must conjure up the same courage
as is shown today in other branches of science, A substance
showing a definite degree of warmth, can be brought into a
condition in which that warmth, hitherto bound up with
substance, becomes freed. It is liberated and then becomes
“free” warmth. In the case of mineral substances we have the
courage to speak scientifically when we say that there is
“bound” warmth and “free” warmth. We must acquire the
same courage when we study the world as a whole. If we
have this courage then the following reveals itself to us in
regard to man. '

We can ask: Where are the forces of the etheric body in
the first epoch of life? During this time they are bound up
with the physical body and are active in its' nourishment and
growth. In this first epoch the child is different from what he
becomes later. The entire forces of the etheric body are at first
bound up with the physical body. ‘At the end of the first
epoch they are freed to some extent, just as warmth becomes
frze from the substances with which it was formerly bound up.
What takes place now? Only a part of the etheric body is
working after the change of teeth in the forces of growth and
nourishment; the freed part becomes the bearer of the more
intensive development of the memory, of qualities of soul. We
must learn to speak of a soul that is “bound” during the first
seven years of life and of a soul that has become free after

- the 7th year. For it is so. What we use as forces of the soul in

the second seven years of life is imperceptibly bound up
with the physical body during the first seven years; this is why
nothing of a psychic nature becomes body free. A knowledge
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of how the soul works in the first seven years of life must be
gained from observation of the body. And only after the
change of tecth can any direct approach be made to what is
purely of a soul nature.

This is a way of looking at things which leads directly from
the physical to the psychological. Just think of the many
different approaches to psychology today. They are based on
speculation pure and simple. People think things over and
discover that on the one hand we have the soul and on the
other hand the body. Now the following question arises : Does
the body work on the soul as its original cause, or is it the
other way round? If they get no further either way, they
discover something so extraordinarily grotesque as psycho-
physical parallelism, the idea of which is that both manifesta-
tions run parallel, side by side. In this way no explanation
is given for the interaction of one with the other, but one
speaks only of parallelism. This is a sign that nothing is known

about these things out of experience. Out of experience one”

would have to say : In the first seven years of a child’s life one
perceives the soul working in the body. How it works must be
learned through observation, not throigh mere speculation.
Anthroposophy as a means of knowledge rejects all speculation
and. pruceeds everywhere from experience, but of course from
physical and spiritual experience.

So in the second period of life, in the time between the
change of teeth and puberty the etheric body of man is our
chief concern in education. Both teacher and child nced above
all those forces which are working in the etheric body, for these
release the feeling life of the child, not yet judgment and
thought. Deeply embedded in the nature of the child between
the change of teeth and puberty is the third member of the

human being, the astral body, which is the bearer of all feeling
life and sensation. During this second period of life the "

astral body is still deeply embedded in the etheric body.
Therefore, because the etheric body is now relatively free, we
have the task to develop it in such a way that it can follow its
own tendencies, helped and not hindered by education. When
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can it be so helped? This can happen when in the widest

possible sense we teach and educate the child by means of
pictures, when we build up imaginatively and pictorially every-
thing that we wish him to absorb. For the etheric bodyfs the
body of formative forces; it models the wonderful forms of the
organs, heart, lungs, liver and so on. The physical body which
we inherit acts only as a model; after the first seven years, after
the change of teeth, it is laid aside, and the second physical
body is fashioned by the etheric body. This is why at this age
we must educate in a way that is adapted to the plastic
formative forces of the etheri¢ body.

Now, just as we teach the child by means of pictures, just as,
among other things, he learns to write by a kind of painting-
drawing—and we cannot introduce the child too early to what
is artistic, for our entire teaching must be permeated with artis-
tic feeling—so must we also bear the following in mind. Just
as the etheric body is inseparably associated with what is
formative and pictorial, so the astral body, which underlies the

life of feeling and sensation, tends in its organisation towards

the musical nature of man. To what then must we look when
we observe the child? Because the astral body between the
change of teeth and puberty is still embedded in the physical
and etheric bodies every child whose soul life is healthy is
inwardly deeply musical. Every healthy child is inwardly deeply
musical. We have only to call up this musicality by making use
of the child’s natural liveliness and sense of movement. Artistic
teaching therefore must, from the very beginning of school life,
make use both of the plastic and pictorial arts and also of the
art of music. Nothing abstract must be allowed to dominate; it
is the artistic approach which is all-important, and out of what
is artistic the child must be led to a comprehension of the
world.

But now we must proceed in such a way that the child learns
gradually to find his own orientation in the world. I have
already said that it is most repugnant to me if I see scientific

text books brought into school and the teaching carried cut

along those lines. For today in our scientific work, which I fully
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recognisé, we have deviated inmany respects from a conception

- of the world which is in accordance with nature. We will how
ask ourselves the-following question, bearing in mind that in the
course of discussion other things may have to be added. At
about what age can one begin to teach children about the
plant world ? _

This must be done neither too late nor too early. We must be
aware that a very important stage in a child’s development is
reached between the gth and r1oth year. Those who see with
the eye of a teacher observe this in every child. There comes a
time in which the child, although he does rnt usually express
it in words, nevertheless shows in his whole behaviour that he
has a question, or a number of questions, which betray an
nner crisis in his life. This is an exceptionally delicate experi-
ence in the child and an exceptionally delicate sense for these
things is necessary if one is to perceive it. But it is there and it
must be observed. At this age the child learns quite instinc-
tively to differentiate himself from the outer world. Up to this
time the “I” and the outer world interpenetrate each other,
and it is therefore possible to tell the child stories about
animals, plants and stones in which they all behave as though
they were human beings. Indeed this is the best approach, for
we should appeal to the child’s pictorial, imaginative sense,
and this we do if we speak about the kingdoms of nature in
this way. Between the gth and 10th year however the child
learns to say “I” in full consciousness. He learns this earlier of
course, but now he does so consciously. These years, therefore,
‘when the consciousness of the child is no longer merged ‘with
the outer world, but when he learns to differentiate himself
from it, are the time when we can begin, without immediately
renouncing the pictorial element, to lead the child to an
understanding of the plant world, but to an understanding
imbued with feeling. .

Today we are accustomed to look at one plant alongside of
another, we know their names and so on; we do this as
though the single plant was there for itself. But when we study
the plant in this way, it is just as if you were to pull out a
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hair, and forgetting that it was on your head e).(a.mi'nc it f?r
itself, in the belief that you can know something: about.lts
nature and life-conditions without considering it as growing
out of your hcad. The hair only has meaning when. it is grow-
ing on the head; it cannot be studied for itself. IF is the same
with the plant. One cannot pull it up and study it sepa.ratejly,
but one must consider the whole earth as an organism to which
the plants belong. This is actually what it is, The plants
belong to the entire growth of the earth, in the same way ?.s
the hairs belong to our head. Plants can never be studied in
an isolated way, but only in connection with thc; whole nature
of the earth. The earth and the world of ‘plants belong
together. : :

Let us suppose that you have a herbaceous. plant,. an
annual, which is growing out of the root, shoou{xg up mtf)
stalk, leaves and flowers, and developing the fruit which is
sown again in the following year. Then you have the'carth
underneath, in which the plant is growing. But now, think of
a tree. The tree lives longer, it is not an annual. It develops
around itself the mineralised bark which is of suclil a na;.ture
that pieces of it can be broken off. What is' this in reality?
The process is as follows: If you were to pile up arO}lnd a
plant the surrounding earth with its inherent forces, if you
were more or less to cover it with earth, then you would bring
this about in an external, mechanical way, through human
activity, Nature however does the same thing by wrapping the
tree round with the bark; only in this case it is not completely
carth. In the bark there is a kind of hill of earth, the earth

" heaps itself up. We can see the earth flourishing and growing

when we see the growing tree, This is why what surrounds .thc
root of the plant must most certainly be reckoned as belonging
to it. We must regard the soil as belonging to the plant..
Anyone who has trained himself to observe. such things and
happens to travel in a district wberc he notices r'nany plafn?s
with yellow flowers will at once look to see what kind of soil it
is. In such a case, where specifically many yellow flowex:s ar.e
to be seen, one is likely to find, for instance, a soil which is
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somewhat red in colour. You will never be able to think about
the plant without taking into consideration the earth in .whitfh
it grows. Both belong together. And one should lose no time in
accustoming oneself to this; as otherwise one destroys in
oneself a sense for realities. _
A deep impression was made on me recently, when at the
request of certain farmers, I gave an agricultural course, at
the end of which a farmer said : Today everybody knows that
our vegetables are dying out, are becoming decadent and this
with alarming rapidity. Why is this? It is because people no
longer understand, as they understood in bygone days, as the
peasants understood, that earth and plants are bound togct%ler
and must be so considered. If we want to foster the well-being
of our vegetables so thart they flourish again we must under-
stand how to treat them in the right way, in other words, we
must give them the right kind of manure. We must give the

carth the possibility of living rightly in the environment of the~

plant roots. Today, after the failure of agricultural methods of
development, we need a new impulse in agriculture based on
Spiritual Science. This will enable us to make use of manure
in such a way that the growth of plants does not degenerate.
Anyone as old as I am can say : I know how potatoes looked
50 years ago in Europe—and how they look today! Today
we have not only the decline of the West in regard to its
cultural life, but this decline penetrates deeply also into the
kingdoms of nature, for example, in regard to agriculture. -

It really amounts to this, that the sense for the connection
between the plant and its environment should not be destroyed,
that on school outings and similar occasions the plants should
not be uprooted and put into specimen containers and then
brought into the classroom in the belief that thereby some-

thing has been achieved. For the uprooted plant can never -

exist just for-itself. Today people indulge in totally unreal
ideas. For instance theyv look upon a picce of chalk and a
flower as having reality in the same sense. But what nonsense
this is! The mineral can exist for itself, it can really do this. So
the plant also (they say: should have an independent existence;

s
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but it cannot, it ceases to be when it is uprooted from the
ground. It only has earthly existence when it is attached to
something other than itself, and that other only has existence
in so far as it is part of the whole carth, We must study things
as they are in their totality, not tear them out of it.

Almost all our knowledge based on observation teems with
unrealities of this kind. This is why Nature Study has become
completely abstract, although this is partly justified, as with the
theory of relativity. Anyone, however, who can think in a
realistic way cannot allow abstract concepts to run on and on,
but notices when they cease to have any relationship with what is
real. This is something he finds painful. Naturally you can follow
the laws of acoustics and say: When I make a sound, the
transmission of this sound has a definite speed. When I hear a
sound anywhere, at any particular place, I can calculate the
exact time its transmission will take. If now I move, no matter
at what speed, in the dircction the sound is travelling, 1 shall
hear it later. Should my speed cxcced the speed of the sound
I shall not hear it at all; but if I move towards the sound
I shall hear it carlicr. The theory of relativity has its definite
justificadion, According to this, however, we can also come to
the following conclusion: If I now move towards the sound
more quickly than the sound travels, I shall finally go beyond
it, so that I shall hear the sound before it is made! This is
obvious to anyone able to think realistically. Such a person also
knows that logically it is absolutely correct, wonderfully
thought out, to say that a clock (to take the famous comparison
of Einstein} thrown with the speed of light into universal
space and returning from thence, will not have changed in any
respect. This can be wonderfully thought out. But for a realis-
tic thinker the question must necessarily arise : What will the
clock look like on its return? for he does not separate his
thinking from reality, he remains always in the sphere of
reality. '

This is the essential characteristic of Spiritual Science. It
never demands a merely logical approach, but one in accord-
ance with reality. That is why people today, who carry
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‘abstractions even to the splitting of hairs, reproach us an-

throposophists with being abstract, just because our way of
thinking secks everywhere the absolute reality, never losing the
connection with reality, although here certainly the spiritual
reality has to be included and understood. This is why it is
possible to perceive so clearly how unnatural it is to connect
plant study with specimens in a container.

It is therefore important when introducing the child to plant
study that we consider the actual face of the earth and deal
with the soil and plant growth as a whole, so that the child will
never think of the plant as something detached and separate.
This can be unpleasant for the teacher, for now he cannot take

* the usual botany books into class with him, have a quick glance |

at them during the lesson and behave as though he knew it all
perfectly. I have already said that today there are no suitable
botany text-books. But this sort of teaching takes on another
aspect when one knows the effect of the imponderable and
when one considers that in the child the subconscious works still
more strongly than in older people. This subconscious is terribly
clever and anyone able to perceive the spiritual life of the child
knows that when a class is seated facing the teacher and he
walks up and down with his notes and wants to impart the
content of these notes to the children, they always form a
judgment and think; Well, why should I know that? He
doesn’t even know it himself! This disturbs the lesson tremen-
dously, for these feelings rise up out of the subconscious and
nothing can be expected of a class which is taught by someone
with notes in his hand.

We must always look into the spiritual side of things. This is
particularly necessary when developing the art of education, for
by doing so we can create in the child a feeling of standing

firmly and safely in the world. For (in lessons on the plant) he -
~ gradifally grasps the idea that the earth is an organism. And
~ this it actually is and when it begins to become lifeless we must

help it by making the right use of manure. For instance, it is
not true that the water contained in the air is the same as that
in the earth below. The water below has a certain vitality; the
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water above loses this vitality and only regains it when it
descends. All these things are real, absolutely real. If we do not
grasp them we do not unite ourselves with the world in a real
way. This then is what I wished to say in regard to the
teaching about the world of plants.
Now we come to the animal world and we cannot consider the
animals as belonging to the earth in the same way. This is
apparent from the mere fact that the animals can move about;
in this respect they are independent. But when we compare th'c
animals with man we find something very characteristic in their -
formation. This has always been indicated in an older, instinc-
tive science, the after-effects of which still remained in the first
third of the 1gth century. When however a modern man with
his way of looking at things reads the opinions expr’esscd t?y
those philosophers of nature who, following old traditions, still
regarded the animal world in its relation to the human world,
these strike him as being utterly foolish. I know that people have
hardly been able to contain their laughter when in a study circle,
during the reading from the nature philosopher, Oken, the
following sentence ocawrred 1 “The human tongue is a cuttle
fish.” Whatever could he have meant? Of course in actual fact
this statement of Oken’s can no longer be regarded as correct,
but it contains an underlying principle which must be taken into
account. When we observe the different animal forms, from the
smallest protozoa up to the fully developed apes, we ﬁnq that
every animal form represents some part of the human bem.g, a
human organ, or an organic system, which is developed in a
one-sided way. You need only look at these things quite crudely.
Imagine that the human forehead were to recede enormously
that the jaw were to jut right out, that the eyes were to look
upwards instead of forwards, that the teeth and their whole
nexus were also to be formed in a completely one-sided way.
By imagining such an exaggerated, one-sided 'development
you could get a picture of a great variety of mammals. By
leaving out this or that in the human form you can change it
into the form of an ox, a sheep and so on. And when you take
the inner organs, for instance those which are connected with

6—HVIE * *
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reproduction, you come into the region of the lower animals.
The human being is a synthesis, a putting together of the
single animal forms, which becomes softer, gentler, when they
are united. The human being is made up of all the animal
forms moulded into one harmonious structure. Thus when I
trace back to their original forms all that in man is merged
together I find the whole animal world. Man is a contraction
of the whole animal world.

This way of looking at things places us with our soul life once
more in a right relationship to the animal world. This has been
forgotten, but it is nevertheless true; and as it belongs tundamen-
tally to the principles of evolution it must again be brought to
life. And, after having shown the child how the plant belongs to
the earth, we must, in so far as it is possible today, proceed at
about the 11th year to a consideration of the animal world;
and we must do this in such a way that we realise that in its

various forms the animal world belongs, strictly speaking, to-

man himself. Think how the young human being will then
stand in his relation to animal and plant. The plants go to the
earth, become one with the earth; the animals become one
with him! This gives the basis for a true relationship to the
world; it places man in a real relationship to the world. This
can always be brought to the child in connection with the
teaching matter. And if this is done artistically, if we approach
the subject in a living way, so that it corresponds with what
the child in his inner being is able to grasp, then we give him
living forces with which to establish a relationship to life.
Otherwise we may easily destroy this relationship. But we must
look deeply into the whole human being.

What really is the etheric body? Well, if it were possible to
lift it out of the physical body and so impregnate it that its
form were to become visible—then there would be no greater
work of art than this. For the human etheric body through its
own nature and through what man creates within it, is at one
and the same time both work of art and artist. And when we
introduce the formative element into the child’s artistic work,
when we let him model in the free way I described yesterday,
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we bring to him something that is deeply related to the etheric
body. This enables the child to take hold of his own inner
being and thereby place himself as man in a right relationship
to the world. ' -

By introducing the child to music we form the astral body.
But when we put two things together, when we lead what is
plastic over, into movement, and when we form movements
that are plastic, then we have eurythmy, which follows exactly
the relationship of the child’s etheric body to his astral body.
And so now the child learns eurythiny, specch revealing itself
in articulated gestures, just as he learned to speak quite
naturaily in his earlier years. A healthy child will find no
difficulty in learning eurythmy, for in eurythmy he simply
cxpresses his own being, he has the impulses to make his own
being a reality. This is why, in addition to gymnastics,
eurythmy- is. incorporated into the curriculum as an obligatory
subject from the first school years right up into the highest
classes.

So you see, eurythmy has arisen out of the whole human
being, physical body, etheric body and astral body; it can only
be studied by means of an anthroposophical knowledge of man.
Gymnastics today are directed physiologically in a one-sided
way towards the physical body; and because physiology cannot
do otherwise, certain principles based on life-giving processes
are introduced. By means of gymnastics, however, we do not
educate the complete human being, but only part of him. By
saying this nothing is implied against gymnastics, only in th~se
days their importance is over-estimated. Therefore in education
today eurythmy should stand side by side with: gymnastics. I
would not go as far as a famous physiologist did, who once
happened to be in the audience when I was speaking about
curythmy. On that occasion I said that as a means of education
gymnastics are over-rated at the present time, and that a form
of gymnastics calling on the forces of soul and spirit, such as is
practised in curythmy side by side with the study of curythmy
as an art, must be introduced in addition to gymnastics as
usually understood. At the end of my lecture the famous
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p}wsiologist came up to me and said : Do you say that gymnas-
tics may have their justification as a means of cducati-on
because Physiol'ogists say so? I, asa physiologist, must say that
gymnastics' as a means of education are nothing less than
barbarism ! You would certainly be very astonished if I were to
tel-l you the name of this physiologist. At the present time such
things are already apparent to people who have some ﬁght to
speak; _and we must be careful not to advocate certain things in
a fanatical way without a full knowledge of what is involved
:To stand up fanatically for certain things i .
In connection with the art of education, .
dealing with the manifold aspects of kife. : :
When we approach the other subjects which children have to
be tapg\ht and do so from the various points of view which have
here been considered, we come first to the years during which
thc‘child can only take in the pictorial through his life of
fe<.:lmg. History and geography, for instance, must be taught in
this way. History must be described pictorially; we must paint
and- model with our words. This develops the child’s mind. For
during the first two stages of the second main epoch of life
thFre is one thing above all to which the child has no relation-
ship and this is what may be termed the concept
Before the 7th year the child should most certainly not go to
school.* If we take the time from 7 to 9 ye

e te 1 ars old we have
the first subdivision of the second main epoch; from 9 to 112

; 2 unti -

imately the age of 14 we have the third stage. Buri:gl i}llj:’ If‘ior)s(t \
stage of this second main epoch the child is so organised that he ‘
respondsyn{nedmtely to what is pictorial. At this age therefore ‘
We must speak as one does in fairy-tales, for everything must |
still be undifferentiated from the child’s own nat
must speak with one another, the minerals must speak with one
ancther; the plants must kiss one another, they must have
father and mother, and so on. At about gg- years old the time
has.come.which I have already characterised, when the egov
begins to differentiate itself from the outer world. Then

* . . . - - ' 3
Le. to school as distinguished }rom a kindergarten.

s utterly out of place
because here we are

of causation.

we can

ure. The plants ;

|
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make a more realistic approach in our teaching about plants
and animals. Always, however, in the first years of life history
must be treated in fairy-tale, mythical mood. In the second
subdivision of this longer epoch, that is to-say, from g} until
11% years old, we must speak pictorially. And only when the
child approaches the age of 12 can one introduce him to the
concept of causation, only then can one lead over to abstract
coricepts, whereby cause and effect can be allowed to:enter in.
Before this time the child is as inaccessible to cause and effect as
anyone colour blind is to colours; and as an educator one often
has absolutely no idea how unnecessary it is to speak to the
child about cause and effect. It is only after the age of 12 that
we can speak to him about things which today are taken for
granted when looked at from a scientific point of view.

This makes it essential to wait until about the 12th year
before dealing with anything that has to do with the lifeless, for
this involves entering into the concept of causation. And in the
teaching of history we must also wait until about this age before
passing over from a pictorial presentation to one which deals
with cause and effect, where the causes underlying historical
events have to be sought. Be ore this we should only concern
ourselves with what can be brought to the child as having life,
soul-imbued life. '

People are really very strange. For instance, in the course of
cultural development a concept has arisen which goes by the
name of animism. It is maintained that when a child knocks
himself against a table he imagines the table to be alive and hits
it. He dreams a soul into the table, and it is thought that
primitive people did the same. The idea is prevalent that
something very complicated takes place in the soul of the child.
He is supposed to think that the table is alive, ensouled, and
this is why he hits it when he bumps up against it. This is a
fantastic notion. On the contrary those who study the history of

culture are the ones who do actually “ensoul” something, for
- they “ensoul” this imaginative capacity into the child. But the
soul qualities of the child are far more deeply embedded in the

physical body than they are later, when they are emancipated.

¢

|
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and can work freely. When the child bumps against a table a
reflex action is set up without his imagining that the table is
alive. It is purely a reflex movement of will, for the child does
not vet differentiate himself from the outer world. This differen-
tiation first makes its appearance at about the 12th year when
a healthy child can grasp the concept of causation. But when
this concept is brought to the child too early, especially if it is
done by means of crude external methods, really terrible con-
ditions are set up in the child’s development. It is all very well
to say that one should take pains to make everything perfectly
clear to a child. Calculating machines already exist in which
little balls are pushed here and there in order to make the
operations of arithmetic externally obvious. The next thing we
may expect is that those of the same frame of mind will make
moral concepts externally visible by means of some kind of
machine in which by pushing somecthing about one will be able
to see good and evil in the same way as with the calculating
machines one can see that g plus 7 equals 12. There are, how-
ever, undoubtedly spheres of life in which things cannot be
made externally apparent and which arc taken up and
absorbed by the child in ways that are not at all obvious; and
we greatly err if we try to make them so. Hence it is quite
wrong to do as is often attempted in educational books and
make externally apparent what by its very nature cannot be
so treated. In this respect people often fall into really frightful
trivialities. ,

In the years between the change cf teeth and puberty we are
not only concerned with the demonstrably obvious, for when we
take the whole of human life into consideration the following
becomes clear. At the age of 8 I take in some concept, I do not
yet understand it fully; indeed I do not understand it at all as

far as its abstract content is concerned. I am not yet so .

constituted as to make this possible. Why then do I take in the
concept at all? I do so because it is my teacher who is speaking,
because the authority of my tcacher is self-understood and this
works upon me. But today we are not supposed to do this; the
child is to be shown what is visual and obvious. Now let us take
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a child who is taught everything in this way. In such a case
what a child experiences does not grow with his growth, for by
these methods he is treated as a being who does not grow. But
we should not awaken in the child ideas which cannot“grow
with him, for then we should be doing the same thing as if we
were to have a pair of shoes made for a three-year-old child
and expect him to wear them when he is 12. Evérything in the
human being grows, including his power of comprehension; and

~ so the concepts must grow with him. We.must therefore see to

it that we bring living concepts to the child, but this we can
only do if there is a living relationship to the authority of the
teacher. It is not achieved if the teacher is an abstract pedant
who stands in front of the child and presents him with concepts
which are as yet totally foreign to him. Picture two children.
One has been taught in such a way that he takes in concepts
and at the age of 45 he still gives things the same explanation
that he learned when he was 8 years old. The concept has not
grown with the child; he paid careful attention to it all, and at
45 can still explain it in the same way. Now let us take a
second child who has been educated in a living way. Here we
shall find that just as he no longer wears the same size shoes as
he did when he was 8 years old, so at a later age he no longer
carries around with him the same concepts that he lecarned
when he was 8. On the contrary; these concepts have expanded
and have become something quite different. All this reacts on
the physical body. And if we look at these two people in regard
to their physical fitness we find that the first man has sclerosis
at the age of 45, while the second has remained mobile and is
not sclerotic. How great do you think the differences are which
come to light between human beings? In a certain place in
Europe there were once two professors of philosophy. One was
famous for his Greek philosophy; the other was an old
Hegelian, an adherent of the school of Hegel, where people
were still accustomed to take in living concepts, even after the
age of 20. Both were lecturers at the same university. At the
age of yo the first decided to exercise his right to retire on a
pension, he felt unable to continue. The second, the Hegelian
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professor, was 91 and said: “I cannot understand why that -

young fellow is settling down to retirement already.” But the
conceptual life of this second professor had retained its mobility.
People criticised him for this very reason and accused him of
being inconsistent. The other man was consistent, but he
suffered from sclerosis !

There exists a complete unity in the child between the
spiritual and the bodily, and we can only deal rightly with him
when we take this into consideration. Today people who do

not share the views of materialists say that materialism is a-

bad thing. Why? Many will say that it is bad because it
understands nothing of the spiritual. This, however, is not the
worst, for little by little people will become aware of this lack,
and as a result of the urge to get the better of it they will come
to the spiritual. The worst thing about materialism is that it
understands nothing of matter! Look into it yourselves and
see what has become of the knowledge of the living forces of
man in lung, liver and so on under the influences of materi-
alism. Nothing is known about how these things work. A
portion is removed from the lung, the liver and so forth and
this is prepared and examined, but by means of present-day
‘scientific methods nothing is learned of the spirit working
actively in the human organs. Such knowledge can only be
gained through spiritual science. The material reveals
its nature only when studied from the aspect of spiritual
science. Materialism has fallen sick, and the cause of this
sickness is above allbecause the materialist understands nothing
of matter. He wants to limit himself to what is material but he
cannot penetrate to any knowledge of what is material in a real

sense. In saying this I do not mean the “thought-out” material,
- where so and so many atoms are supposed to dance around a
central nucleus: for things of this kind are not difficult to
_construct. In the earlier days of the Theosophical Society there

. W_é;ﬁg_theosophisté who constructed a whole system based on

'zifq'ft;iﬁgriand molecules; but it was all just thought out. What we
have: to do now is to approach reality once again. And if one
_actugll'y does this one has a feeling of discomfort when one is
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supposed to grasp some concept which is entirely devoid of
reality. One experiences pain when, for instance, someone
propounds a theory such as this: Fundamentally it is one and
the same thing whether I drive my car to a town, or whether
the car stands still and the town comes to me. Certainly things
of this kind are justified when looked at from a certain point of
view. But drawn out to the extent that occurs today among
those who hold completely abstract opinions, they impoverich
the entire life of the human soul. And anyone who has a sense
for such things expericnces great pain in regard td much of what
people think today, which works so destructively on teaching
methods. For instance, I see the tendencies of certain methods
applied already to little children in the kindergarten, who are
given ordinary cut-out letters and then learn to pick them out
of a heap and put them together to form words. By occupying
the child in this way at such an early age we are bringing him
somcthing to which as yet he has absolutely no relationship.
When this happens to him the effect is the same as if in real
thinking one were to say: I was once a man who still had
muscles, skin and so on; now I am merely a skeleton. So it is ~
today under the influence of this propensity for abstractions in
the spiritual life of mankind : one sees oneself suddenly as a
skeleton. With such an outlook, however, which is the bare
skeleton of reality, we cannot approach the child in education.

Because of this I wanted to show today how everything
depends on the teacher approaching life in a true and living
way.




LECTURE V
Arnheim, 215t July, 1924

At this point of our educational studies I want to interpolate
some remarks referring to the arrangements which were made
in the Waldorf School in order to facilitate and put into
practice those principles about which I have already spoken
and shall have more to say in the coming lectures.

The Waldorf School in Stuttgart was inaugurated in the
year 1919 on the initiative of Emil Molt,* with the purpose of
carrying out the principles of anthroposophical education. This

purpose could be realised through the fact that the direction®

and leadership of the school was entrusted to me. Therefore”

when I describe how this school is organised it can at the same
time serve as an example for the practical realisation of those
fundamental educational principles which we have been deal-
ing with here.

I should like to make clear first of all that the soul of all the
instruction and education in the Waldorf School is the
Teachers’ Conference. These conferences are held regularly
by the college of teachers and I attend them whenever I can
manage to be in Stuttgart. They are concerned not only with
external matters of school organisation, with the drawing up
of the timetable, with the formation of classes and so on, but
they deal in a penetrative, far-reaching way with everything on
which the life and soul of the school depends. Things are
arranged in such a way as to further the aim of the school, that
is to say, to base the teaching and education on a knowledge
of man. It means of course that this knowledge must be applied
to every individual child. Time must be devoted to the obser-
vation, the psychological observation of each child. This is

* Director of the Waldorf-Astoria cigarette factory.

LECTURE V .- 93

casential and muast be reckoned with in actual, concrete detail
when building up the whole educational plan, In the teachers’
conferences the individual child is spoken about in such a way
that the teachers try to grasp the nature of the human being
as such in jts special refationship to the child in question. You
can well imagine that we have to deal with all grades and
types of children with their varying childish talents and
qualities of soul, We are confronted with pretty well every
kind of child, from the one whom we must class as being
psychologically and physically very poorly endowed to the one
—and let us hope life will confirm this—who is gifted to the
point of genius.

If we want to observe children in their real being we must
acquire a psychological faculty of perception. This kind of
perception not only includes a cruder form of observing the
capacities of individual children, but above all the ability to
appraise these capacities rightly. You need only consider the
following : One can have a child in the class who appears to be
extraordinarily gifted in learning to read and write, or seems to
be very gifted in learning arithmetic or languages. But to hold
fast to one’s opinion and say : This child is gifted, for he can
learn languages, arithmetic and so on quite easily—this
betokens a psychological superficiality. In childhood, say at
about 7, 8 or g years old the ease with which a child learns can
be a sign that later on he will develop genius; but it can equally
well be a sign that sooner or later he will become neurotic, or
in some way turn into a sick man. When one has gained insight
into the human being and knows that this human being consists
not only of the physical body which is perceptible to the eye,
but also bears within him the etheric body which is the source
of growth and the forces of nourishment, the cause whereby the
child grows bigger; when one considers further that man also
has an astral body within him, the laws of which have nothing
whatever to do with what is being physically established bu: on
the contrary work destructively on the physical, and destroy it
in order to make room for the spiritual; and furthermore when
one considers that there is still the ego-organisation which is




04 ) HUMAN VALUES IN EDUCATION

bound up with the human being, so that cne has the three
organisations—etheric body, astral body, ego-organisation and
must pay heed to these as well as to the perceptible physical
body—then one can form an idea of how complicated such a
human being is, and how each of these members of the human
being can be the cause of a talent, or lack of talent in any
particular sphere, or can show a deceptive talent which is
transient and pathological. One must develop insight as to
whether the talent is of such a kina as to have healthy
tendencies, or whether it tends towards the unhealthy.

If as teacher and educator, one represents with the necessary
love, devotion and ‘selflessness the knowledge of man of which
we have been speaking here in these lectures, then something
very definite ensues. In living together with the children one
becomes—do not misunderstand the word, it is not used in a
bragging sense—one becomes ever wiser and wiser. One
discovers for oneself how to appraise some particular capacity
or achievement of the child. One leamns to enter in a living way
into the nature of the child and to do so comparatively quickly.

I know that many people will say: If you assert that the
human being, in addition to his physical body, consists of
supersensible members, etheric body, astral body and ego-
organisation, it follows that only someone who is clairvoyant
and able to perceive these supersensible members of human
nature can be a teacher. But this is not the case. Everyvthing
- perceived through imagination, inspiration and intuitié'n, as
described in my books, can be examined and assessed by
observing the physical organisation of the child, because it
comes to expression everywhere in this physical organisation.

It is therefore perfectly possible for a teacher or educator
who carries out his profession in a truly loving way and bases
his ‘Eeac‘hing on a comprehensive knowledge of man, to speak in
the following way about some special case : Here the physical
‘body shows signs of hardening, of stiffening, so that the child is
unable to develop the faculties which, spiritually, are poten-
tially present, because the physical body is a hindrance. Or, to
take another case, it is possible that someone might say: In

.3
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this particular child, who is about 7 or 8 years old, certain
attributes are making their appearance. The child surprises
us in that he is able to learn this or that very early; but one can
observe that the physical body is too soft, it has a tendency
which later on may cause it to run to fat. If the physical body
is too soft, if, so to say, the fluid element has an excess of
weight in relation to the solid element, then this particular
tendency causes the soul and spirit to make themselves felt
too soon, and then we have a precocious child. In such a
case, during the further development of the physical body,
this precocity is pushed back again, so that under certain
conditions everything may well be changed and the child
become for the whole of life, not only an average person, but
one even below average. In short, we must reckon with the
fact that what external observation reveals in the child must
be estimated rightly by means of inner perceptiveness, so that
actually nothing whatever is said if one merely speaks about
faculties or lack of faculties.

What I am now saying can also be borne out by studying
the biographies of the most varied types of human being. In
following the course of the spiritual development of mankind
it would be possible to cite many a distinguished personality
who in later life achieved great things, but who was regarded
as a child as being almost completely ungifted and at school
had been, so to say, one of the duffers. In this ¢onnection one
comes across the most remarkable examples. For instance there
is a poet who at the age of 18, 19 and even 20 was held to be
so ungifted by all those who were concerned with his edu-
cation that they advised him, for this very reason, not to
attempt studying at a higher level. He did not, however, allow
himself to be put off, but continued his studies, and it was not
so long afterwards that he was appointed inspector of the very
same schools that it had not been thought advisable for him to
attend as a young man. There was also an Austrian poet,
Robert Hamerling, who studied with the purpose of becoming
a teacher in a secondary school (Gymnasium). In the examin-
ation he obtained excellent marks for Greek and Latin; on the



96 HUMAN VALUES IN EDUCATION

other hand he did not pass muster for the teaching of the
German language, because his essays were considered to be
quite inadequate. Nevertheless he became a famous poet! We
have found it necessary to separate a number of children from
the others, either more or less permanently or for a short time,
because they are mentally backward and through their lack of
comprehension, through their inability to understand, they are
a cause of disturbance. These children are put together into a
special class for those who are of limited capacity. This class is
led by the man who has spoken to you here, Dr. Schubert,
whose very special qualities make him a born leader of such a
class. This task calls indeed for special gifts. It needs above all
the gift of being able to penetrate into those qualities of soul
which are, as it were, imprisoned in the physical and have
difficulty in freeing themselves. Little by little they must be
liberated. Here we come again to what borders on physical

illness, where the psychologically abnormal impinges on what -

is physically out of order. It is quite possible to shift this
borderland, it is in no way rigid or fixed. Indeed it is certainly
helpful if one can look behind every so-called psychological
abnormality and perceive what is not healthy in the physical
organism of the person in question. For in the true sense of the
word there are no mental illnesses: they are brought about
through the fact that. the physical does not release the
spiritual.

In Germany today* we have also to reckon with the
situation that nearly all school children are not only under-
nourished, but have syffered for years from the effects of
undernourishment. Here therefore we are concerned with the
fact that through observing the soul-spiritual and the physical-
corporeal we can be led to a comprehension of their essential
unity. People find it very difficult to understand that this is
essential in education. There was an occasion when a man,
who otherwise was possessed of considerable understanding and
was directly engaged in matters pertaining to schools, visited the
Waldorf School. T mysclf took him around for days on end.

* Just after the First World War.
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He showed great interest in everything. But after I had told
him all T could about one child or another—for we spoke
mostly about the children, not about abstract educational
principles, our education being based on a knowledge of
man—he finally said: “Well and good, but then all teachers
would have to be doctors.” I replied : “That is not necessary;
but they should certainly have some medical knowledge, as
much as a teacher needs to know for his educational work.”

For where shall we be if it is said that for some reason or
another, provision cannot be made for it, or the teachers cannot
learn it? Provision simply must be made for what is required
and the teachers must learn what is necessary. This is the only
possible standpoint. The so-called normal capacities which
man develops, which are present in cvery human being, arc
best studicd by observing pathological conditions, And if one
has learried to know a sick organism from various points of
view, .then the foundation is laid for understanding a soul en-
dowed with genius. It is not as though I were taking the stand-
point of a Lombroso* or someone holding similar views; this is
not the case. I do not assert that genius is always a condition of
sickness, but onc does actually learn to know the soul-spiritual
in learning to know the sick body of a child. In studying the
difficulties experienced by soul and spirit in coming to outer
manifestation in a sick body, one can learn to understand how
the soul seizes hold of the organism when it has something
special to express.

So education comes up against not only slight pathologcal
conditions, such as are present in children of limited capacity,
but it meets what is pathological in the widest sense of the
word. This is why we have also introduced medical treatment

for the children in our school. We do not, however, have a

doctor who only practises medicine and is quite outside the
sphere of education, but our school doctor, Dr. Kolisko, is at
the same time the teacher of a class. He stands completely
within the school as a teacher, he is acquainted with all the

* Italian criminologist.
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children and is therefore in a position to know the particular
angle from which may come any pathological symptom
appearing in the child. This is altogether different from what is
_possib_lc for the school doctor who visits the school on certain
formal occasions and judges the state of a child’s health on
what is. necessarily a very cursory observation. Quite apart
from this, however, in the teachers’ conferences no hard and
fast line jis drawn between the soul-spiritual and physical-
corporeal when considering the case of any particular child
The natural consequence of this is that the teacher has gra;du-.
.:ﬂl).r to acquire insight into thie whole human being, so that he
1s just as interested in every detail connected with physical
health and sickness as he is in what is mentally sound or
abnormal.

This is what we try to achieve in the school. Each teacher
should have the deepest interest in, and pay

1 ha the greatest
attention to the whole human being. It follows from this that

our teachers are not specialists in the ordinary sense of the
word. For'in effect the point is not so much whether the history
teacher is more or less master of his subject, but whether by
and large he is the kind of personality who is able to work upon
the children in the way that has been described, and whcglcr
he has an awareness of how the child is developing under his
care.

. I myself was obliged to teach from my 15th year onwards
sm.lply in order to live. I had to give private lessons and sc;
game.d direct experience in - the practice of education and
teaching. For instance, when I was a very young man, only 21
I undertook the education of a family of four boys. I becamt;
resident in t-hg family, and at that time one of the -boyé was 11
years old and he was clearly hydrocephalic. He had most

peculiar habits. He disliked eating at table, and would leave the -

dining;room and go into the kitchen where there were the bins
for refuse and scraps. There he would eat not only potato
peelings but also all the other mess thrown there. At 11 years
old he still knew practically nothing. An attempt had been
made, on the basis of earlier instruction which he had received,
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to let him sit for the entrance examination to a primary school,
in the hope that he could be received into one of the classes.
But when he handed in the results of the examination there was
nothing but an exercise book with one large hole where he had
rubbed something out. He had achieved nothing else whatever
and he was already 11 years old. The parents were distressed.
They belonged to the more cultured upper-middle class, and
everybody said: The boy is abnormal. Naturally when such
things are said about a child people feel a prejudice against him.
The general opinion was that he must learn a trade, for he was
capable of nothing else. I came into the family, but nobody
really understood me when I stated what I was prepared to do.
Isaid: If I am given complete responsibility for the boy I can
promise nothing except that I will try to draw out of the boy
what is in him. Nobody understood this except the mother, with
her instinctive perception, and the excellent family doctor. It
was the same doctor who later on, together with Dr. Freud,
founded psycho-analysis. When, however, at a later stage it
became decadent, he severed his connection with it. It was pos-
sible to talk with this man and our conversation led to the
decision that I should be entrusted with the boy’s education
and training.

In cighteen months his head had become noticeably smaller
and the boy was now sufficiently advanced to enter a secondary
school (Gymnasium). I accompanied him further during his
school career for he needed extra help, but nevertheless after
eighteen months he was accepted as a phipil in a secondary
school. To be sure, his education had to be carried on in such a
way that there were times when I needed 1} hours in order to
prepare what I wanted the boy to learn in a quarter of an hour.
It was essential to exercise the greatest economy when teaching
him and never to spend more time on whatever it might be than
was absolutely necessary. It was also a question of arranging the
day’s timetable with great exactitude: so much time must be
given to music, so much to gymnastics, so much to going for
walks and so on. If this is done, I said to myself, if the boy is
educated in this way, then it will be possible to draw out of him

7—HVIE * ¢
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"what is latent within him. Now there were times when things
went quite badly with my efforts in this direction. The boy
became pale. With the exception of his mother and the family
doctor people said with one accord : That fellow is ruining the
boy’s health !-—To this I replied : Naturally I cannot continue
with his education if there is any interference. Things must be
allowed to go on according to our agreement. And they went
on. '

The boy went through secondary school, continued his studies
and became a doctor. The only reason for his early death was
that when he was called up and served as a doctor during the
world war he caught an infection and died of the effects of the
ensuing illness. But he carried out the duties of his medical
profession in an admirable way. I only bring forward this
example in order to show how necessary it is in education to see
things all round, as a whole. It also shows how under certain
definite educational treatment it is possible in the long run to
reduce week by week a hydrocephalic condition.

Now you will say: Certainly, something of this kind can
happen when it is a case of private tuition. But it can equally
well happen with comparatively large classes. For anyone who
enters lovingly into what is put forward here as the knowledge
of man will quickly acquire the possibility of observing each
individual child with the attention that is necessary; and this he
will be able to do even in a class where there are many pupils.
It is just here however that the psychological perception of the
kind which I have described -s necessary, but this perception is
not so easily acquired if one goes through the world as a single
individual and has absolutely no interest in other people. I can
truly say that I am aware of what I owe to the fact that I
really never found any human being uninteresting. Even as a

child no human being was ever uninteresting to me. And“1"

know that I should never have been able to educate that boy
if I had not actually found all human beings interesting.

It is this width of interest which permeates the teachers’
conferences at the Waldorf School and gives them atmosphere,
so that—if I may so express mysclf-—a psychological mood
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prevails throughout and these teachers’ conferences then really
become a school based on the study of a deep psychology. It is
interesting to sec how from year to year the “‘college of tca;;hm”
as a whole is able to deepen its faculty for psychological percep-
tion. In addition to all that I have already described, the
following must also be stated when one comes to consider the
individual classes. We do not go in for statistics in the ordinary
sense of the word, but for us the classes are living beings also,
not only the individual pupils. One can take some particular
class and study it for itself, and it is extraordinarily interesting to
observe what imponderable forces then come to light. When one

studies such a class, and when the teachers of the different classes

discuss in college meeting the special characteristics of each class,
it is interesting for instance to discover that a class having in it
more girls than boys—for ours is a co-educational school—is a
completely different being from a class where there are more
boys than girls; and a class consisting of an equal number of boys
and girls is again a completely different being. All this is ex-
tremely interesting, not only on account of the talk which takes
place among the children, nor of the little love affairs which
always occur in the higher classes. Here one must acquire the
right kind of observation in order to take notice of it when this
is necessary and otherwise not to see it. Quite apart from this
however is the fact that the imponderable “being” composed of
the different masculine and feminine individuals gives the class
a quite definite spiritual structure. In this way one learns to
know the individuality of the different classes. And if, as with

~ us in the Waldorf School, there are parallel classes, it is possiole

when necessary—it is very seldom necessary—to make some
alteration in the division of the classes. Studies such as these, in
connection with the classes, form ever and again the content of
the teachers’ conferences. Thus the content of these conferences
does not consist only of the administration of the school, but
provides a living continuation of education in the school itself,
so that the teachers are always learning. In this way the con-
ferences are the soul of the whole school. Onelearns to estimate
trivialities rightly, to give duc weight to what has real

T o maguom
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~ importance, and so on. Then there will not be an outcry when
here or there a child commits some small misdemeanour; but
there will be an awareness when something happens which
fnigh-t endanger the further development of the school. So the
total picture of our Waldorf School which has only come about

in the course of the years, is an interesting one. By and large our .

children, when they reach the higher classes, are more able to
-grasp what a child has to learn at school than those from other
schools; on the other hand, as I have deséribed, in the lower
classes they remain somewhat behind in reading and writing
because we use different methods which are extended over
several years. Between the ages of 13 and 15, however, the
children begin to outstrip the pupils of other schools owing,
among other things, to a certain ease with which they are able
to enter into things and to a certain aptness of comprehension.

Now a great difficulty arises. It is a remarkable fact that
where there is a light, shadows are thrown by objects; where
there is a weak light there are weak shadows, where there is a
strong light there are strong shadows. Likewise in regard to
f:ertain qualities of soul, the following may be observed. if
insufficient care is taken by the teachers to establish contact
with their pupils in every possible way, so that they are models
on which the children base their own behaviour, then, con-
versely, as the result of a want of contact it can easily happen
that deviations from moral conduct make their appearance.
About this we must have no illusions whatever. It is so. This is
why so.much depends upon a complete “growing together” of
the individualities of the teachers and the individualities of the
pupils, so that the strong inner attachment felt by the children
for the teachers on the one side may be reciprocally experienced
by the teachers on the other, thus assuring the further develop-
ment of both. '

THése things need to be studied in an inner, human, loving
way, otherwise one will meet with surprises. But the nature of
the method is such that it tends to draw out everything that lies
potentially in the human being. At times this is exemplified in a
somewhat strange fashion. There is a German poet who knew

sy
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that he had been badly brought up and badly taught, so that
very many of his innate qualities—he was always complaining
about this—could not come to expression. This was because his
body had already become stiff and hardened, owing to the fact
that in his youth no care had been taken to develop his
individuality. Then one day he went to a phrenologist. Do not
imagine that I am standing up for phrenology or that I rate it
particularly highly; it has however some significance when
practised intuitively. The phrenologist felt his head and told
him all kinds of nice things, for these were of course to be
found; but at one spot of the skull he stopped suddenly, became
red and did not trust himself to say a word. The poet then
said : ““Come now, speak out, that is the predisposition to theft
in me. It seems therefore that if I had been better educated at
school this tendency to theft might have had very serious
consequences.”

If we wish to educate we must have plenty of elbow room.
This however is not provided for in a school which is run on
ordinary lines according to the dreadful timetable : 8 to g reli-
gion, g to 10 gymnastics, 10 t¢ 11 history, 11 to 12 arithmetic.
What comes later blots out what has been given earlier, and as,
in spite of this, one has to get results, a teacher is wellnigh driven
to despair. This is why in the Waldorf School we have what may
be termed teaching periods. The child comes into a class, Every
day during Main Lesson, which continues for the best part of
the morning, from 8 to 10 or from 8 to 11, with short breaks for
recreation, he is taught one subject. This is given by one
teacher, even in the higher classes. The subject is not changed
hour by hour, but is continued for as long as may be necessary
for the teacher to get through what he wishes to take with the
class. In arithmetic, for instance, such a period might last 4
weeks. Every day then, from 8 to 10 the subject in question is
carried further and what is given one day is linked on to what
was taught the previous day. No later lesson blots out the one
given earlier; concentration is possible. Then, after about 4
weeks, when the arithmetic period has been taken far enough
and is brought to a conclusion, a history period may follow,
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and this again, according to the length of time required, will be
continued for another 4 or 5 weeks. And so it goes on. Our
point of view is the very opposite to what is called the system of
the specialist teacher. You might for instance when visiting the
Waldorf School find our Dr. Baravalle taking a class for
descriptive geometry. The pupils sit facing him with their
drawing boards in front of them. Hc lcts them draw and his
manner is that of the most exemplary specialist teacher of
geometry. Now coming into another school and looking at its
list of professors and teachers you will find appended to
one name or another : Diploma in Geometry or Mathematics
or whatever it may be. I have known very many teachers,
specialists in mathematics for instance, who boasted of the fact
that when they took part in a school outing they were quite
unable to tell the children the names of thé¢ plants—But
morning school is not yet over and here you will see Dr.
Baravalle walking up and down between the desks and giving an
English lesson. And out of the whole manner and method of his
teaching you will see that he is speaking about all kinds of
things and there is no means of knowing in which subject heisa
specialist. Some of you may think gcography is his special
subject, or geometry or something else. The essential substance
and content of one’s teaching material can undoubtedly be
acquired very quickly if one has the gift of entering right into
the sphere of cognition, of experiencing knowledge within the
soul. So we have no timetable. Naturally there is nothing
pedantic about this. In our Waldorf School the Main Lesson is
given in periods; other lessons must of course be fitted into a
timetable, but these follow on after the Main Lesson.

Then we think it very important that the children should be
taught two foreign languages from the time they first come to,,

school when they are still quite small. We take French and. .

English. It must be admitted that in our school this can be a
perfect misery, because so many pupils have joined the school
since its foundation. For instance pupils came to us who should
really be taken into Class 6. In this class however, there are
children who have already madc considerable progress in

T
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languages. Now these new children should join them, but they
have to be put into Class 5 simply because they haven’t the
foggiest notion of languages. We have continually to r;ckon
with the difficulties.

Another thing we try to arrange is that whenever possxblc the
most fundamental lessons are given in the morning, so that
physical training—gymnastics, eurythmy and so on—is kept for
the afternoon. This however is no hard and fast arrangement,
for as we cannot afford an endless number of tcachers not
everything can be fitted in as ideally as we would wish, but
only as well as circumstances permit. You will not misunder-
stand me if I say that with ideals no beginning can be made.
Do not say that anthroposophy is not idealistic, We know how
to value ideals, but nothing can be begun with ideals. They can
be beautifully described, one can say : This is how it ought to
be. One can even flatter oneself that one is striving in this
direction. But in reality we have to cope with a quite definite,
concrete school made up of 800 children whom we know and
with between 40 and 50 teachers whom we must also know.
But what is the use (you may ask) of a college of teachers when
no member of it corresponds to the ideal? The essential thing
is that we reckon with what is there. Then we proceed in
accordance with reality. If we want to carry out something
practically we must take reality into account. This then is what
I would say in regard to period teaching.

Owing to our free approach to teaching, and this must
certainly be apparent from what I am describing to you, it
naturally comes about that the children do not always sit as still
as mice. But you should see how the whole moral atmosphere
and inner constitution of a class depends on the one who has it
in charge, and here again it is the-imponderable that counts. In
this connection I must say that in the Waldorf School there are
also teachers who prove to be inadequate in certain respects. I
will not describe them, but it can well happen that on entering
a class one is aware that it is ‘““out of tune”’, A quarter of the class
is lying under the benches, a quarter is on top of them and the
rest are continually running out of the room and knocking on
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tic door from outside. We must not let these things baffle us.
The situation can be put right again if one knows how to get
on with the children. They should be allowed to satisfy their
urge for movement; one should not fall back on punishment
but set about putting these things right in another way. We are
not at all in favour of issuing commands; on the contrary with
us cverything must be allowed to develop by itself. Through this
very fact however there also develops by itself what I have
described as something lying within the teachers as their life.
Certainly the children sometimes make a frightful noise, but this
is only a sign of their vitality. They can also be very active and
lively in doing what they should, provided the teacher knows
how to arouse their interest. We must of course make use of the
good qualities of the so-called good child, so that he learns
something, and with a rascal we must even make use of his
rascally qualities, so that he too makes progress. We do not get
anywhere if we are only able to develop the good qualities. We
must from.time to time develop the so-called rascally qualities,
only we must of course be able to turn them in the right
direction. Very often these so-called rascally qualities are
precisely those which signify strength in the grown-up human
being; they are qualities which, rightly handled, can culminate
in what is most excellent in the grown up man or woman,

And so ever and again one has to determine whether a child
gives little trouble because he is good, or because he is ill. It is
very easy, if one considers one’s own convenience, to be just as
pleased with the sick child who sits still and does not make him-
self heard, as with the good child, because he does not call for
much attention. But if one looks with real penetration into
human nature one often finds that one has to devote much
more attention to such a child than to a so-called rascal. Here
too it js a ‘question of psychological insight and psychological
tr:eatr‘r’lcnt, the latter naturally from the soul-spiritual point of
view. :

There is another thing to be considered. In the Waldorf
School practically all the teaching takes place in the school
itself. The burden of homework is lifted, for the children are
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given very little to do at home. Because of this, because all the
work is done together with the teachers, the children’sattitude
is a quite remarkable one. In the Waldorf School something
very characteristic comes about, as the following example will
show : There was an occasion when certain pupils had mis-
behaved. A teacher who was not yet fully permeated with the
Waldorf School education felt it necessary to punish these
children and he did so in an intellectualistic way. He said :
“You must stay in after school and do some arithmetic.” The
children were quite unable to understand that doing arithmetic
could be regarded as a punishment, for this was something
which gave them the greatest pleasure. And the whole class—
this is something which actually happened—asked : “May we
stay in too?”” And this was intended as a punishment ! You see,
the whole attitude of mind changes completely, and it should
never happen that a child feels that he is being punished when
he has to do something which he actually does with devotion,
with satisfaction and joy. Our teachers discover all sorts of ways
of getting rid of wrong behaviour. Once it so happened that
our Dr. Stein, who is particularly inventive in this respect,
noticed that during his lesson in a higher class the children were
writing letters and passing them round. Now what did he do in
order to put the matter right? He began to speak about the
postal service, explaining it in some detail and in such a way
that the writing of letters gradually ceased. The description of
the postal service, the history of the origin of correspondence
had apparently nothing to do with the misdemeanour noticed
by the teacher and nevertheless it had something to do with it.
You see, if one does not ask in a rationalistic way : ‘“What shall
I do” but is able to take advantage of a sudden idea because
one knows instinctively how to deal with any situation in class,
the consequences are often good; for in this way much more
can be achieved towards the correction of<the pupils than by
resorting to punishment. -

It must above all be clear to every member of the class that
the teacher himself truly lives in accordance with his precepts.
It must never come about that a choleric boy who makes a .
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mess of his exercise books, seizes his neighbour by the ears and
tweaks his hair, is shouted at by the teacher: “How dare you
lose your temper, how dare you behave in such a way ! Boy, if
you ever repeat such a performance I will hurl the inkpot at
your head !”* This is certainly radically described, but something
of the kind may well happen if a teacher does not realise that he
himself must be an example in the school of what he expects of
the pupils. What one is has far more importance than having
principles and a lot of knowledge. What kind of a person one i,
that is the point. If a candidate in the examination for teachers,
in which he is supposed to show that he is well-fitted for his
 calling, is only tested in what he knows, —well, what he knows
in the examination room is precisely what later on he will have
to look up again in his text books. But this can be done without
the need of sitting for an examination. But in actual fact no one
should enter a school who has not the individuality of a
teacher, in body, soul and spirit. Because this is so I can say
that in carrying out my task of choosing the teachers compris-
ing the College of Teachers at the Waldorf School, I certainly
do not regard it as an obstacle if someone has obtained his
teacher’s diploma, but in certain respects I look more closely at
one who has passed his examination than at another who
through his purely human attitude shows me that his indivi-
duality is that of a true teacher. It is always a matter of
concen when someone has passed examinations; he can
undoubtedly still be an extremely clever man, but this must be
in spite of having passed examinations.
It is remarkable how Karma works, for the Waldorf School,
which is intended to stand as a concrete example of this special
education based on the knowledge of man, was actually only

possible in Wiirttemberg, nowhere else, because just at the timg:_

when we were preparing to open the school a very old school
regulation was still in force. If at that time people had been
taken hold of by the enlightened ideas which later came forth
from the constitutional body of the Weimar National Assembly
(Nationalversammlung) with which we have constantly to con-
tend, because it wishes to demolish our lower classes, we should™
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never have been able to create the Waldorf School. It will
certainly become ever rarer and rarer for teachers to be judged
according to' their human individualities and not accordjog to
their qualifications. It will become even rarer in the lower
classes to be able to do this or that; for the world works—how
can one put it—towards *““freedom” and “human dignity”, This
“human dignity” is however furthered in a strange manner by
the help of the time-table and general arrangement of lessons.
In the capital city of a country there is a Ministry of
Education. In this Ministry it is known what is taught in each
school and class by means of regulations which apportion
exactly how the subjects are to be divided up. The consequence
is that in some out-of-the-way place there is a school. If
information is required as to what exactly is being taught for
instance on 21st July, 1924 at 9.30 a.m. in the 5th class of this
Primary School it has only to be looked up in the corresponding
records of the Ministry and one can say precisely what is being
taught in the school in question.—With us, on the contrary,
you have two parallel classes, 5A and §B. You go perhaps into
both classes, one after the other and are astonished to find that
in the one parallel class something completely different is going
on from what is happening in the other, There is no similarity.
Classes 5A and 5B are entrusted entirely to the individuality of
the class teacher; each can do what corresponds to his own
individuality, and he does it. In spite of the fact that in the
teachers’ conferences there is absolute agreement on essential
matters, there is no obligation for the one class to be taught in
just the same way as the parallel class; for what we seek to
achieve must be achieved in the most varied ways, It is never a
question of external regulations. So you will find with the little
children in Class 1 that a teacher may do something of this
kind* in order to help the children to find their way into
drawing with paintbrush and paint: you come into the class
and sce the children making all kinds of movements with their
hands which will then be led over to mastering the use of brush
or pencil. Or you come into the other class and there you see
* Dr Steiner made movements with his hands.

vy
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the children dancing around in order that the same skill may be
drawn out of the movement of the legs. Each teacher does what
he deems to be best suited to the individualities of the children
and his own individuality. In this way life is brought into the
class and already forms the basis of what makes the children
feel that they really belong to their teachers.

Naturally, in spite of that old school regulation, in
Wiirttemberg, too, there is school inspection; but in regard to

~ this we have come off quite well. The inspectors’ attitude

showed the greatest possible insight and they agreed to every-
thing when they saw how and why it was done. But such
occasions also give rise to quite special happenings. For
example, the inspectors came into a class where the teacher

- usually experienced great difficulty in maintaining discipline.

Time and again she had to break into her teaching and not
without considerable trouble re-establish order. Well, the inspec-
tors from the Ministry came into her class and the teacher was
highly astonished at the perfect behaviour of the children. They
were model pupils, so much so that on the following day she
felt bound to allude to it and said : “Children, how good you
were yesterday !’ Thereupon the whole class exclaimed : “But
of course, Friulein Doktor, we will never let you down!”
Something quite imponderabie develops in the pupils when the
teachers try to put into practice what I have stated at the

. conclusion of all these lectures. If children are taught and

educated in such a way that life is livingly carried over into
their lives, then out of such teaching life-forces develop which:
gontinue to grow and prosper.

LECTURE VI
Arnheim, 22nd July, 1924

Today, before going into any further explanations con-
cerning questions of method, I should like to add something
more to what I said yesterday about the teachers’ conferences.
We attach the greatest importance to our relationship with the
parents of our Waldorf School children and in order to ensure
complete harmony and agreement we arrange Parents’
Evenings fairly frequently, which are attended by parents of
children living in the neighbourhood. At these ‘meetings the
intentions, methods and the various arrangeménts of the school
are discussed—naturally in a more or less general way—and, in
so far as this is possible in such gatherings, the parents have the:
opportunity of expressing their wishes and these are given a
sympathetic hearing. In this way the opportunity is provided
actually to work out what we should seek to achieve in our
education and moreover to do this in the whole social milieu
out of which such aims have in truth their origin. The teachers
hear the ideas of the parents in regard to the education of their
children; and the parents hear—it is our practice always to
speak with the utmost sincerity and candour—about what is
taking place in the school, what our thoughts are about the
education and future of the children and why it is that we
think it necessary to have schools which further a free approach
to education. In short, by this means the mutual understanding
between teachers and parents is not only of an abstract and
intellectual nature, but a continuous human contact is brought
about. We feel this contact to be very important, for we have
nothing else to depend upon. In a state school, everything is
strictly defined. There cne knows with absolute certainty the
aims which the teacher must bear in mind; he knows for
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instance, that at g years of age a child must have reached a
certain standard, and so on. Everything is planned with
exactitude.

With us everything depends on the free individuality of each
single teacher. In so far as I may be considered the director of
the school, nothing is given in the way of rules and regulations.
Actually there is no school director in the usual sense, but each
teacher reigns supreme. Instead of a school director or head-
master we have the teachers’ conferences, in which there is a
common study and a common striving towards further progress.
There is therefore a spirit, a concrete spirit living among the
college of teachers which works freely, which is not tyrannical,
which does not issue statements, rules or programmes, but has
the will continually to progress, continually to make better and
better arrangements, in meeting the teaching requirements.
Today our teachers cannot know at all what will be good in the
Waldorf School in 5 years time for in these 5 years they will
have learned a great deal and out of the knowledge they will
have to judge anew what isugood and what is not good. This is
also the reason why what associations for educational reform
decide to be valuable is a matter of complete indifference in the
Waldorf School. Educational matters cannot be thought out
intellectually, they can only arise out of teaching experience.
And it is this working out of experience which is the concern of
the college of teachers. But just because we are in this situation,
just because we live in a state of flux in regard to what we
ourselves actually want, we need a diTerent kind of support than
is given to an ordinary school by the educational authorities,
who ordain what should be done. We need the support of that
social element in which the children are growing up. We need
the inner support of the parents in connection with all the
questions which continually crop up when the child comes to
school; for he comes to school from his parents’ Lome.

Now if the aim is to achieve an individual and harmonious
relationship, the teacher is concerned with the welfare of the
child possibly even more than the parents themselves to whom
he looks for support. If he does not merely let the parents come
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and then proceed to give them information which they can
make nothing much of, but if, aftera parents’ evening, he shows
a further interest by visiting the parents in their home, then in
receiving a child of school age, about 7 years old, into his class,
he has taken on very much more than he thinks, He has the
father, the mother and other people from the child’s environ-
ment; they are standing shadowlike in the background. He has
almost as much to do with them as with the child himself,
especially where physiological-pathological matters are con-
cerned. The teacher must take all this into account and work it
out for himself; he must look at the situation as a whole in order
really to understand the child, and above all to become clear in
his own mind what he should do in regard to the child’s
environment. By building this bridge between himsclf and the

- parents, as he sees them in their home, a kind of support will be

brought about, a support which is social in its nature and is at
the siune time both free and living,

To visit the parents in their home is necessary in order to
foster in the parents a concern that nothing should occur which
might damage the natural feeling a child must have for the
authority of the teacher. A lot of work must be done between
the college of teachers and the parent-body by means of an
understanding imbued with feeling, with qualities of soul. More-
over the parent too, by getting to know the teachers, getting to
know them pretty thoroughly, must break themselves of the
tendency to be jealous of them, for indeed most parents are
jealous of their children’s teachers. They feel as if the teachers
want to take the child away from them; but as soon as this
feeling is present there is an end to what can be achieved
educationally with the child. Such things, can, however, be put
right if the teacher understands how to win the true support of
the parents. This is what I wished to add to my previous
remarks on the purpose of the teachers’ conferences.

Now there is something else to be considered. We must learn
to understand those moments in a child’s life which are signifi-
cant moments of transition. I have already referred to one such
moment when the teaching, which up to this time has been
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imaginative and pictorial must pass over, for instance, into
teaching the child about the nature of the plants. This point of
time lies between the gth and 10th year. It shows itself in the
child as an inner restlessness; he asks all kinds of questions.
What he asks has usually no great importance in so far as the
content is concerned; but the fact that the questions are asked,
that the child feels impelled to ask questions, this is undoubtedly
of great significance.
The kind of relationship we establish with the child just at
this time has great importance for the whole of his life. For
what is it that indwells the soul of the child? It is something
that can be observed in every child who is not pathological. Up
to this age a child who has not been ruined by external
influences accepts the authority of the teacher quite naturally; a
healthy child who has not been ruined by being talked into all
kinds of nonsensical ideas also has a healthy respect for every
grown-up person. He looks up to such a person, taking him as
an authority quite simply and as a matter of course. Just think
back to your own childhood; realise what it means,
for the quite young child, to be able to say to himse
do what he does or what she does for they are good

people. The child really requires nothing else th
himself under an authority

particularly
If; You may
and worthy
an to place

In a certain sense this feeling is somewhat shaken between
the gth and 1oth year; it is shaken simply in the course of the
development of human nature itself. It i important to be able
to perceive this clearly. At this time human nat
something quite special, which does not however rise up into
the child’s consciousness, but lives in indefinite sensations and-
feelings. The child is unable to give it expression, but it is there.
What does the child now say to himself unconsciously ? Earlier
he said out of his instinctive feelings: If
something is good, then it is good;

ure experiences

‘my teacher says
if he says something is bad, .

+-it is bad; if he says something is right, it is right; if he says it is

wrongy it is wrong, If something gives my.teacher pleasure and
he says:it pleases him, then it is beautiful; if he says something
is ugly and it does not please him, then it is ugly. It is quite a
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matter of course for the young child to look upon his tca_cl?cr as
his model. But now, between the gth and I.Oth year tl}xs inner
certainty is somewhat shaken. The child"begl.ps to ask h;mself in
his life of feeling : Where does he or she get it all ff*orn. Who is
the teacher’s authority? Where is this authority? At this
moment the child begins to feel an inner urge to break thr?ugh
the visible human being, who until now has been for.hlm z:vt
god, to that which stands behind- him as supcrscns.xblc. or
invisible God, or Divine Being. Now the teacher, fa.cmg ic
child, must contrive in some simple way to confirm this feeling
in him. He must approach the child in such.ga way that .hc
feels : Behind my teacher there is something sup‘elx."sen&ble whxc?l
gives him support. He does not speak in an arbxtrgry way; he is
rer from the Divine,
’ lr(l)clsli::rrlr%::tf:ukc the child aware of tlhfs. ].Sut how ? T.east (')f
all by preaching. One can only give a.hmt in words, one will
achieve nothing whatever by a pedantic appr.oach._ B.ut if <?r11rel
comes up to the child and perhaps says something t‘o him whic
as far as content goes has no special importance, if one says a
few words which perhaps are quite unimportant but which are
spoken in such a tone of voice that l}c sees : He or she ha}f a
heart, this heart itself believes in what is standing be?nnd,—-—t er:r
something can be achieved. We must make the child aware 0
this standing within the universe, but we must make'hlm aware
of it in the right way. Even if he cannot yet take in ab'stracﬂt,
rationalistic ideas, he already has enough understandx'ng to
come and ask a question: Oh, 1 would-.so much hk.e to
know . ... Children of this age often come with such questions.
If we now say to him : Just think, what I am able to give you I
receive from the sun; if the sun were not. there I' sbou_ld not be
able to give you anything at all in life; if the. divine power of
the moon were not there to preserve for us while we slef,p what
we receive from the sun I should not .bc able to give ),IO”,
anything cither, In so far as its content is concerned we l).

8—HVIE * *
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which he asks these questions and in the majority of cases this
holds good for the whole of life. One must know that these
critical moments occur in the child’s life. Then quite of itself
the feeling will arise : Up to this time when telling stories about
the fir tree and the oak, about the buttercup and dandelicn, or
about the sunflower and the violet, I have spoken in fairytale
fashion about Nature and in this way I have led the child into
a spiritual world; but now the time has come when I can begin
to tell stories taken from the Gospels. If we begin to do this
earlier, or try to teach him anything in the nature of a
catechism we destroy something in the child, but if we begin
now, when he is trying to break through towards the spiritual
world, we do something which the child demands with his
whole being. ’ ‘

Now where is that book to be found in which the teacher can
read what teaching is? The children themselves are this book.
We should not learn to teach out of any other book than the
one lying open before us and consisting of the children them-
selves; but in order to read in this book we need the widest
possible interest in each individual child and nothing must divert
us from this. Here the teacher may well experience difficulties
and these must be consciously overcome.

Let us assume that the teacher has children of his own. In
this case he is faced with a more direct and more difficult task
than if he had no children. He must therefore be all the more
conscious just in this respect and above all he must not hold the
opinion that all children should be like bis own. He must not
think this even subconsciously. He must ask himself whether it
is not the case that people who have children are subconsciously
of the opinion that all children should be like theirs.

We see therefore that what the teacher has perforce to admit
touches on the most intimate threads of the life of soul. And
unless he penetrates to these intimate subconscious threads he
will not find complete access to the children, while at the same
time winning their full confidence. Children suffer great, nay
untold damage if they come to believe that other children are
the teacher’s favourites. This must be avoided at all costs. It is,
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not so easily avoided as people usually think, but it can be

- avoided if the teacher is imbued with all those principles which

can result from an anthroposophical knowledge of man. Then
such a matter finds its own solution. : i

There is something which calls for specxal attention in con-
nection with the theme I have chosen for this course of lectures,
something which is connected with the significance of education
for the whole world and for humanity. It lies in the very nature
of human existence that the teacher, who has so much to do
with children and who as a rule has so little opportunity of
living outside his sphere of activity, needs some support from
the outer world, needs necessarily to look out into this world.
Why is it that teachers so easily become dried up? It happens
because they have continually to stoop to the level of the child.
We certainly have no reason to make fun of the teacher if,
limited to the usual conceptual approach to -teaching, he
becomes dried up. We should nevertheless perceive where the
danger lies, and the anthroposophical teacher is in a position to
be specially aware of this. For if the average teacher’s com-
prehension of history gradually becomes that of a school text-
book—and this may well happen in the course of a few ycars’
teaching—where should he look for another kind of comprehen-
sion, for ideas in keeping with what is truly human? How can
the situation be amended? The time remaining to the teacher
after his school week is usually spent trying to recover from
fatigue, and often only parish pump politics plays a part
in forming his attitude towards questions of world impor-
tance. Thus the soul life of such a teacher does not wrn
outwards and enter into the kind of understanding which is
necessary for a human being between say, the ages of 30 and
40. Furthermore he does not keep fit and well if he thinks that
the best way to recuperate in lcisurc hours is to play cards or do
something else which is in no way connected with the life of the
spirit.

The situation of a teacher who is an anthropaosophist, whose
life is permecated with anthroposophy, is very different. His
perspective of the world is continually widening; his sphere of
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vision extends ever further and further. It is very easy to show

how these things affect each other—It is indicated by the fact
that the most enthusiastic anthroposophist, if, for instance, he
becomes a teacher of history, immediately tends to carry anthro-
posophy into his conception of history and so falls into the
error of wanting to teach not history, but anthroposophy. This
is also something one must try to avoid. It will be completely
avoided if such a teacher, having on the one hand his children
and on the other hand anthroposophy, feels the need of build-
ing a bridge between the school and the homes of the parents.
Even though anthroposophy is knowledge as applied to man,
understanding as applied to man, there are nevertheless neces-
sities in life which must be observed. How do people often think
today, influenced as they are by current ideas in regard to
educational reform or even by revolutionary ideas in this field ?
I will not at this moment enter into what js said in socialist
circles, but will confine myself to what is thought by those
belonging to the prosperous middle classes. There the view is
held that people should get out of the town and settle in the
country in order that many children may be educated right
away from the town. Only s0, it is felt, can they develop
naturally. And 50 on, and so on. But how does such a thought
fit into a more comprehensive conception of the world ? It really
amounts to an admission of one’s own helplessness. For the
point is not to think out some way in which a number of
children may be educated quite apart from the world, accord-
ing to one’s own intellectnial, abstract ideas, but rather to

discover how children may be helped to grow into true human .

beings within the social milieu which is their environment. One
must muster one’s strength and not take children away from the
social milieu in which they are living. It is essential to have this
courage. It-is something which is connected with the world
significiifice of education. ' ,

But then there must be a deep conviction that the world
must find its way into the school. The world must continue to
exist within the school, albeit in a childlike way. If therefore we

would stand on the ground of a healthy education we should -
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not think out all kinds of occupational activity intended only
for children. For instance all kinds of things are devised for
children to do. They must learn to plait; they must carry out
all kinds of rather meaningless activities which have absolutely
nothing to do with life, merely to keep them busy, Such
methods can never serve any good purpose in the child’s
development. On the contrary, all play activity at school must
be a direct imitation of life. Everything must proceed out of
life, nothing should be thought out. Hence,.in spite of the good
intentions lying behind them, those things which have been
introduced into the education of little children by Froebel or
others are not directly related to the real development of the
children. They are thought out; they belong to our rationalistic
age. Nothing that is merely thought out should form part of a

- school’s activity.

Above all there must be a secret feeling that life must hold
sway everywhere in education. In this connection one can have
quite remarkable experiences. I have told you already that the
child who has reached the stage of changing his teeth should
have the path of learning made smooth for him by means of
painting or drawing. Writing—a form of drawing which has
become abstract—should be developed out of a kind of painting-
drawing or drawing-painting. But in doing this it should be
borne in mind that the child is very sensitive to aesthetic
impressions. A little artist is hidden somewhere inside him, and
it is just here that quite interesting discoveries can be made. A
really good teacher may be put in-charge of a class, someone
who is ready to carry out the things I have been explaining,
someone who is full of enthusiasm and who says: One must
simply do away with all the earlier methods of education and
begin to educate in this new way! So now he starts off with
this business of painting-drawing or drawing-painting. The pots
of paint and the paint brushes are ready and the children take

- up their brushes. At this point one can have the following

experience. The teacher simply has no idea of the difference
between a colour that shines and one that does ﬁot shine. He
has already become too old. In this respect one can have the
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strangest experiences. I once had the opportunity of telling an
excellent chemist about our efforts to produce radiant, shining
colours for the paintings in the Goctheanum and how we were
experimenting with colours made out of plants. Thereupon he
said: But today we are already able to do much better—today
we actually have the means whereby we can produce colours
which are irridescent and begin to shimmer when it is dark.
This chemist understood not a word of what I had been saying;
he immediately thought in terms of chemistry. Grown-up
people often have no sense for a shining colour. Children still
have this sense. Everything goes wonderfully with very few
words if one is able to read out of the nature of childhood what
the child still possesses. The teacher’s guidance must however be
understanding and artistic in its approach, then the child will

find his way easily into everything his teacher wishes to bring to
him. o

All this can however only be brought about if we feel deeply -

that school is a place for young life; but at the same time we
must realise what is suitable for adult life. Here we must
cultivate a sensitivity as to what can and what cannot be done.
Please let no one take offence at what I am about to say. Last
year in the framework of a conference on anthroposophical
education the following took place. There was the wish to show
to a public audience what has such an important part to play
in our education : Eurythmy. This was done, but it was done
in the following manner. In this particular place children gave
a demonstration of what they had learned at school in their
curythmy lessons and a performance showing eurythmy as an
art was only given later. Things were not arranged so that first
people were given the opportunity of gaining some under-
standing of eurythmy, so that they might perhaps say : Ah, so-
that is eurythmy, that is what has been introduced into the.
school. It was done the other way round; the children’s
curythmy demonstration was given first place, with the result
that the audience was quite unconvinced and had no idea what
it was all about. Just imagine that up till now there had been
no art of painting : then all of a sudden an exhibition was held
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showing how children begin to daub with colours! Just as little
was it possible for those who were outside the anthroposophical
movement to see in this children’s demonstration what is really
intended and what actually underlies anthroposophy and
eurythmy. Such a demonstration only has meaning if eurythmy
is first introduced as an art; for then people can see what
part it has to play in life and its significance in the world of art.
Then the importance of eurythmy in education will also be
recognised. Otherwise people may well say: Today all kinds
of whimsical ideas are rife in the world—and eurythmy will
be looked upon as just such another whimsical idea.

. These are things which must lead us, not only to prepare
ourselves for our work in education in the old, narrow sense,
but to work with a somewhat wider outlook so that the school is
not sundered from life but is an inseparable part of it, This is
just as important as to think out some extremely clever method
in education. Again and again I have had to lay stress on the
fact that it is the attitude of mind which counts, the attitud~ of
mind and the gift of insight. It is obvious that not everything
can be equally perfect; this goes without saying. I do beg you
not to take amiss what I have just said; this applies also to
anthroposophists. I appreciate everything that is done, as it is
here, with such willing sacrifice. But if I were not to speak in
this way the following might well happen. Because wherever
there is light there are also strong shadows, so wherever efforts
are made to do things in a more spiritual way, there too the
darkest shadows arise. Here the danger is actually not less than
in the usual conventional circles, but greater, And it is parti-

- cularly necessary for us, if we are to be equal to the tasks with

which we shall be faced in a life which is becoming more and
more complicated, to be fully awake and aware of what life is
demanding of human beings. Today we no longer have those
sharply defined traditions which guided an earlier humanity.
We can no longer content ourselves with what our forefathers
deemed right; we must bring up our children so that they may
be able to form their own judgments. It is therefore imperative -
to break through the narrow confines of our preconceived ideas
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and take our stand within the all-comprehensive life and work

of the world. We must no longer, as in earlier times, continue to
{ind simple concepts by means of which we would seek to explain
far-reaching questions of life. For the most part, even if there is
nodesire to be pedantic, the attempt is made to characterise most

- things with superficial definitions, much in the same way as was

done in a certain Greek school of philosophy. When the question
wasput : what is a man ?—the explanation given was as follows :
A man is a living being who stands on two legs and has no
feathers.—Many definitions which are given today are based on
the same pattern,—But the next day, after someone had done
some hard thinking as to what might lie behind these portentous
words, he brought with him a plucked goose, for this wasa being
able to stand on two legs and having no feathers and he now
asserted that this was a man. This is only an extreme case of
what you find for instance in Goethe’s play, “Goetz von
Berlechingen,” where the little boy begins to relate what he
knows about geography. When he comes to his own district he
describes it according to his lesson book and then goes on to
describe a man whose development has taken place in this same
neighbourhood. He has however not the faintest idea that the
latter is his father. Out of sheer “‘erudition”, based on what he
has learned out of the book, he does not know his own father.
Nevertheless these things do not go so far as the experience I
once had in Weimar, where there are, of course, newspapers.
These are produced in the way that usually happens in small
places. Bits and pieces of news regarded as suitable are cut out of
newspapers belonging to larger towns and inserted into the
paper in questigm. So on one occasion, on 2and January, we in
Weimar read the following item of news Yesterday a violent
thunderstorm broke over our town. This piece of news had
however, been taken out of the Leipziger Nachrichten. !
Sinfilar things happen in life and
in the web of their confusion. People theorise in abstract con-
cepts. They study the theory of relativity and in so doing get the
notion that it is all the same whether someone travels by car to
Osterbeek or whether Osterbeek comes to him. If however

we are continually caught
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anyone should wish to draw a conclusion based on reality he
would have to say : If the car is not used it does not suffer wear
and tear and the chaufieur does not get tired. Should the oppo-
site be the case the resulting effect will likewise be opposite. If
one thinks in this way then, without drawing a comparison be-
tween every line and movement, he will know out of an inner
commonsense that his own being is changed when from a state
of rest it is brought into movement. Bearing in mind the kind
of thinking prevalent today, it is no wonder that a theory of
relativity develops out of it when attention is turned to things
in isolation. If however one goes back to reality it will become
apparent that there is no accord between reality and what is
thought out on the basis of mere relationship. Today, whether
or not we are learned or clever we live perpetually outside
reality; we live in a world of ideas in much the same way as
the little boy in Goetz von Berlichingen, who did not know his
father, in spite of having read a description of him in his geo-
graphy book. We do not live in such a way as to have direct
contact with reality.

But this is what we must bring into the school; we must face
this direct impact of reality. We are able to do so if above all we
learn to understand the true nature of man and what is
intimately connected with him. It is for this reason that again
and again I have to point out how easy it is for people today to
assert that the child should be taught pictorially, by means of
object lessons, and that nothing should be brought to him that is
beyond his immediate power of comprehension. But in so doing
we are drawn into really frightful trivialities. I have already
mentioned the calculating machine. Now just consider the fol-
lowing : At the age of 8 I take something in but I do not really
understand it. All I know is that it is my teacher who says it.
Now I love my teacher. He is quite naturally my authority.
Because he hassaid it I accept it with my whole heart. At the age
of 15 I still do not understand it. But when'I am 35 I meet with
an experience in life which calls up, as though from wonderful
spiritual depths, what I did not understand when I was 8 years
old, but which I accepted solely on the authority of the teacher
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whom I'loved. Because ke was my authority I felt sureit must be

true. Now life brings me another experience and suddenly, ina -

flash, I understand the earlier one. All this time it had remained
hidden within me, and now life grants me the possibility of
understanding it. Such an experience gives rise to a tremendous
sense of obligation. And one cannot do otherwise than say: Sad
indeed it is for anyone who experiences no moments in life when
out of his own inner being something rises up into consciousness
which he accepted long ago on the basis of authority and which
he is only now able to understand. No one should be deprived of
such an experience, for in later years it is the source of enthusias-
tic and purposeful activity in life.*

But let us add something else. I said that between the change
of teeth and puberty children should not be given moral
precepts, but.-in the place of these care should be taken to
ensure that what is good pleascs them because it pleases their
teacher, and what is bad displeases them because it displeases
their teacher. During the second period of life everything should
be built up on sympathy with the good, antipathy for the bad.
Then moral feelings are implanted deeply in the soul and there
is established a sense of moral well-being in experiencing what
is good and a sense of moral discomfort in experiencing what is
bad. Now comes the time of puberty. Just as walking is fully
developed during the first 7 years, speech during the second 7
years, so during the third 7 years of life thinking comes fully
into its own. It becomes independent. This only takes place
with the oncoming of puberty; only then are we really capable
of forming a judgment . If at this time, when we begin to form
thoughts out of an inner urge, feelings have already been
implanted in us in the way I have indicated, then a good
foundation has been laid and we are able to form judgments.
For instance: this pleases me and I am in duty bound to act in
accordance with it; that displeases me and it is my duty to
lcave it alone. The significance of this is that duty itself grows
out of pleasure and displeasure; it is not instilled into me, but

* Walter de la Mare has described this experience and the joy of
saying: “Ah, so that was the meaning of that.”
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grows out of pleasure and displeasure. This is the awakening of
true freedom in the human soul. We experience freedom
through the fact that the sense for what is moral is the deepest
individual impulse of the individual human soul, If a ¢Kild has
been led to a sense of the moral by an authority which is
self-understood, so that the moral lives for him in the world of
feeling, then after puberty the conception of duty works out of
his individual inner human being. This is a healthy procedure.
In this way we lead the children rightly to the point at which
they are able to experience what individual freedom is. Why
do people not have this experience today? They do not have
it because they cannot have it, because before puberty a
knowledge of good and bad was instilled into them; what they
should and should not do was inculcated. But moral instruc-
tion which pays no heed to a right approach by gradual stages
dries up the human being, makes out of him, as it were. a
skeleton of moral precepts on which the conduct of kife is
hung like clothes on a coathanger.

If everything in life is to form a harmonious whole, edu-
cation must follow a quite different course from the one
usually pursued. It must be understood that the child goes
through one stage between birth and the change of teeth,
another between the change of teeth and puberty and yet
another between puberty and the age of 21. Why does the
child do this or that in the years before he is 7? Because he
wants to imitate. He wants to do what he sces being done in
his immediate surroundings. But what he does must be con-
nected with life, it must be led over into living activity. We
can do very much to help bring this about if we accustom the
child to feel gratitude for what he receives from his environ-
ment. Gratitude is the basic virtue in the child between birth
and the change of teeth. If he sees that everyone who stands
in some kind of relationship to him in the outer world shows
gratitude for what he receives from this world; if, in confront-
ing the outer world and wanting to imitate it, the child sees
the kind of gestures that express gratitude, then a great dcal is
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done towards establishing in him the right moral human
attitude. Gratitude is what belongs to the first 7 years of life.

If gratitude has been developed in the child during this first
period it will now be easy between the 7th and 14th years to
develop what must be the activating impulse in everything he
does. This is love. Love is the virtue belonging to the second
period of life. And only after puberty does there develop out
of what has been experienced with love between the change of
teeth and puberty that most inward of human impulses, the
impulse of duty. Then what Goethe once expressed so beauti-
fully becomes the guiding line for life. Goethe usks: “What
is duty? It is when one loves what one commands oneself.”
This is the goal to which we must attain. We shall however
only reach it when we are led to it by stages: Gratitude—
Love—Duty. '

A few days ago we saw how things arising out of an earlier
epoch of life are carried over into later ones. I spoke about
this in answer to a question. Now I must point out that this
has its good side also; it is something that must be. Of course
I do not mean that gratitude should cease with the 7th year or
love with the 14th year. But here we have the very secret of
life: what is developed in one epoch can be carried over into
later epochs, but there will be metamorphosis, intensification,
change. We should not be able to carry over the good
belonging to one epoch were there not also the possibility of
carrying over the bad. Education however must concern itself
with this and see to it that the force inherent in the human
being, enabling him to carry over something out of an earlier
into- a later epoch, is used to further what is gocd. In order to
achieve this however we must make use of what I said
yesterday. Let us take the case of a child in whom, owing to
certain underlying pathological tendencies, there is the possi-
bilityzof moral weakness in later life. We perceive that what is
good does not really please him, neither does what is bad
awaken his displeasure. In this respect he makes no progress.
Then, because love is not able to develop in the right way
between the 7th and the 14th year, we try to make use of
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what is inherent in human nature itself, we try to develop in
the child a real sense of gratitude, to educate him so that he
turns with real gratitude to the self-understood authority of the
teacher. If we do this, things will improve in respect of love
also. A knowledge of human nature will prevent us from

setting about things in such a way that we say: This child is

lacking in love for the good and antipathy for the bad; I must
instil this into him! It cannot be done. But things will go of
themselves if we foster gratitude in the child. It is therefore
essential to know the part gratitude plays in relation to love
in the course of moral development in life; we must know that
gratitude is a natural development in human nature during
the first years of life and that flove is active in the whole
human organisation as a quality of soul before it comes to
physical expression at puberty. For what then makes itself felt
outwardly is active between the years of 7 and 14 as the
deepest principle of life and growth in man; it weaves and
lives in his inmost being. Here, where it is possible to discuss
these things on a fundamental basis, I may be allowed to say
what is undoubtedly a fact. When a teacher has once under-
stocd the nature of an education that takes its stand on a real
knowledge of man, when on the one side he is engaged on the
actual practice of such an education, and when on the other
side he is actively concerned in the study of the anthroposo-
phical conception of the world, then each works reciprocally
on the other. For the teacher must work in the school in such
a way that he takes as a foregone conclusion the fact that
love is inwardly active in the child and then comes to outer
expression in sexuality.

The anthroposophical teacher also attends meetings where
the world conception of anthroposophy is studied. There he
hears from those who have already acquired the necessary know-
ledge derived from Initiation Wisdom about such things as the
following.: The human being consists of physical body, etheric
body, astral body and ego. Between the 7th and 14th years the
etheric body works mainly on the physical body; the astral body
descends into the physical and etheric bodies at the time of
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puberty. But anyone able to penctrate deeply into these matters,
anyone able to perceive more than just physical processes,
whose perceptions always include spiritual processes and, when
the two are separated, can perceive each separately, such a
man or woman can discern how in an 11 or 12 year old boy
the astral body is already sounding, chiming, as it were, with
the decper tone which will first make itself heard outwardly at
puberty. And a similar process takes place in the astral body of
an 11 or 12 year old girl.

These things are actual, and if they are regarded as realities
they will throw light on life’s problems. It is just concerning
these very things that one cap have quite remarkable experi-
ences. I will not withhold such experiences. In the year 1906 I
gave a number of lectures in Paris before a relatively small
circle of people. I had prepared my lectures bearing these
people specially in mind, taking account of the fact that in this
‘circle there were men of letters, writers, artists and others who
at this particular epoch were concerned with quite specific
questions. Since then things have changed, but at that time a
certain something lay behind the questions in which these
people were interested. They were of the type which gets up in
the morning filled with the notion : I belong to a Society which
is interested in the history of literature, the history of the arts;
when one belongs to such a Society one wears this sort of tie,
and since the year so-and-so one no longer goes to parties in
tails or dinner jacket. One is aware of this when invited to dine

where these and similar topics are discussed. Then in the .

evening one goes to the theatre and sces plays which deal with
current problems! The so-called poets then write such plays
themselves. At first there is a man of deep and inward sensi-
bility, out of whose heart these great problems arise in an up-
right and honourable way. First there is a Strindberg. Later on
follow those who popularise Strindberg for a wider public. And
so, at the time I held these Paris lectures, that particular
problem was much discussed which shortly before had driven
the tragic Weininger to suicide. The problem which Weininger
portrays in so childlike yet noble a fashion in Geschlecht und
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Charakter (Sex and Character) was the problem of the day.
Alter T had dealt with those things which were essential to an
understanding of the subject I proceeded to explain that every
human being has one sex in the external physical body, but
bears the other sex in the etheric body. So that the woman is
man in etheric body, and the man is woman. Every human
being in his totality is bi-sexual; he bears the other sex within
him. I can actually observe when something of this kind is said,
how people begin to look out of their astral bodies, how they
suddenly feel that a problem is solved for them over which they
have chewed for a long time, and how a certain restlessness, but
a pleasant kind of restlessness is perceptible among  the
audience. Where there are big problems, not merely insignifi-
cant sensations in life, but where there is real enthusiasm, even
if it is sometimes close to small talk, then again one becomes
aware of how a sense of relief, of being freed from a burden,
emanates from those present.

So ‘the anthroposophical teacher always looks on big prob-
lems as being something which can work on him in such a way
that he remains human at every age of life; so that he does not
become dried up, but remains fresh and alert and able to bring
this freshness with him into the school. It is a completely
different thing whether a teacher only looks into text books and
imparts their content to the children, or whether he steps out of
all this and, as human being pure and simple, confronts the
great perspectives of the world. In this case he carries what he
himself has absorbed into the atmosphere of the classroom when
he enters it and gives his lesson.
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LECTURE VII
Arnheim, 231d July, 1924

From the lectures which have been given here, dealing with
an art of education built upon the foundation of a knowledge
of man, you formed a clear idea of what should be the relation
between teacher and taught. What lives in the soul, in the
whole personality of the teacher, works in hundreds of’ unseen
ways from the educator over to the children his pupils. But it
only works if the educator bears within his soul a true and
penetrating knowledge of man, a knowledge which is appreach-

ing the transition leading over into spiritual experience. And’

today I must precede my lecture with a few remarks which
may serve to clarify what is to be understood in the anthroposo-
phlcal sense by spiritual experience, for Just in regard to this the
most erroneous ideas 2bound.

_ It is so easy to think that in the first place spiritual percep-
tion must rise above everything of a material nature, Certainly
one can flttain to a deeply satisfying soul experience, even
though this may be coloured by egotistical feeling, when, risin
above the material, one ascends into the spiritu;l worl,d Wi
must do this also. For we can’only learn .
when we acquire this knowledge in the re
anthroposophy must deal in many ways
and spiritual beings which have nothing to do with the physical
world of the senses. And when it is a question of learning to
k'now’yyha't is 50 necessary for modern man, to know about the
life between death and a new birth, the actual supersensible life
?f man before birth or conception and the life af ter death, then
We must certainly rise up to body- ’
physical perception. But we must of course act and work within
the physical world; we must stand firmly in this world. If we

:0 know the spiritual
alm of the spirit; and
with spiritual realms

free, supersensible, super-
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are teachers, for instance, we are not called upon to teach
disembodied souls. We cannot ask ourselves, if we wish to be
teachers; What is our relationship to souls who have passed
through death and are living in the spiritual world ?—But if we
wish to work as teachers between birth and death, we must ask
ourselves : In what way docs a soul dwell within the physical
body? And indeed we must ccnsider this, at any rate for the
years after birth. It is actually a question of being able to gaze
with the spirit into the material. And Anthroposophy, Spiritual
Science, is in this respect largely a matter of looking into
the material with the spirit.

But the opposite procedure is also right : one must penctrate

. with spiritual vision into the spiritual world, penetrate so far

that the spiritual seems to be every bit as full of “living sap” as
anything in the sense world; one must be able to speak about
the spiritual as if it radiated colours, as if its tones were audible,
as if it were standing before one as much “embodied” as the
beings of the sense world. In anthroposophy it is first this which
causes abstract philosophers such intense annoyance. They find
it exceedingly annoying that the spiritual investigator describes
the spiritual world and spiritual beings in such a way that it
seems as if he might meet these beings at any moment, just as he
might meet human beings; that he might hold out his hand to
them and speak with them. He describes these spiritual beings
just as though they were earthly beings; indeed his description
makes them appear almost as if they were earthly beings. In
other words, he portrays the spiritual in pictures comprehensible
to.the senses, He does this in full consciousness, because for him
the spiritual is an absolute reality. There is some truth in it, too,
because a real knowledge of the whole world leads to the point
at which one can “‘give one’s hand” to spiritual beings, onc can
meet them and converse with them. That strikes the philoso-
pher, who is only willing to conceive the spiritual world by
means of abstract concepts, as being paradoxical, to say the
least of it; nevertheless such a description is necessary. On the
other hand it is also necessary to look right through a human
being, so that the material part of him vanishes completely, and
9—HVIE * *
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he stands there purely as a spirit. When however a non-
anthroposophist wishes to look upon a man as spirit, then this
man is not only a ghost, but something much less than a ghost.
He is a sort of coat-hanger on which are hung all kinds of
concepts which serve to activate mental pictures and so on. In
comparison a ghost is quite respectably solid, but a human
being as described by such a philosopher is really indecently
naked in regard to the spirit. In anthroposophy physical man is
contemplated by means of purely spiritual perception, but
nevertheless he still has brains, liver, lungs and so on; he is a
“concrete human being; he has everything that is found in him
when the corpse is dissected. Everything that is spiritual in its
nature works right down into the physical. The physical is
observed spiritually, but nevertheless man possesses a physical
body. He can even “blow his nose” in a spiritual sense; spiritual
reality goes as far as this. Only by becoming aware that in
contemplating the physical it can become completely spiritual, .
and in contemplating the spiritual it can be brought down
again so that it becomes almost physical, only by this awareness
can the two be brought together. The physical human being
can be contemplated in a condition of health and illness; but
the ponderable material vanishes, it becomes spiritual. And the
spiritual can be contemplated as it is between death and a new
birth and, pictorially speaking, it becomes physical. Thus the
two are brought together.

Man learns to penetrate into the real human being through
the fact that there are these two possibilities, the possibility of
beholding the spiritual by means of sense-perceptible pictures
and the possibility of beholding spiritual entities in the world of
the senses. If therefore the question arises : How may spiritual
vision be understood in its real and true sense >—the answer-
must be : One must learn to see all that appertains to the sensés
in a spiritual way, and one must look at the spiritual in a way
that is akin to the senses. This seems paradoxical, but it is so.
And only after entering into what I have just said and realising
its truth, can one reach the point of looking at the child in the
right way,
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I will give you an example. A child in my class becomes
paler and paler. I see this increasing pallor. It shows itself in the
physical life of the child, but we gain nothing by going.to the
doctor and getting him to prescribe something that will bring
back the child’s colour; for, should we do so, the following may
well be the result : The child grows pale and this is observed, so
the school doctor comes and prescribes something which is
intended to restore the lost colour. Now even if the doctor has
acted perfectly correctly and has prescribed a quite good
remedy, which he must do in such cases, nevertheless something
rather strange will be observed in the child who is now “‘cured”.
Indeed in a sense he is cured, and anyone in a position of
seniority to the doctor, who might be called upon to write a
testimonial for the authorities, could well say that the docior
had cured the child—later, however, it is noticeable at school
that the child who has been cured in this way is no longer able
to take things in properly; he has become fidgety and restless
and has lost all power of attention. Whereas previously he used
to sit in his place, pale and somewhat indolent, he now begins
to pommel his neighbour; and whereas previously he had
dipped his pen gently into the inkwell, he now sticks it in with
so much force that the ink spurts up and bespatters his exercise
book. The doctor did his duty but the result was the reverse of
beneficial, for it sometimes happens that people who have been
“cured” suffer later on from extraordinary after-effects.

Again, in such a case it is important to recognise what
actually lies at the root of the trouble. If the teacher is able to
penetrate into the soul-spiritual cause of what finds its outér
physical expression in a growing pallor, he will become aware
of the following. The power of memory which works in the
soul-spiritual is nothing else than the transformed, metamor-
phosed force of growth; and to develop the forces of growth
and nourishment is just the same, albeit on a different level, as
it is, on a higher level, to cultivate the memory, the power of
recollection. It is the same force, but in a different stage of
metamorphosis. Pictured systematically we can say : During the
first years of a child’s life both these forces are merged into one
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another, they have not yet separated; later on memory separ-
ates from this state of fusion and becomes a power in itself, and
the same holds good for the power of growth and nourishment.
The small child still needs the forces which later develop mem-
ory in order that he may digest milk and the stomach be able to
carry out its functions; this is why he cannot remember any-
thing. Later, when the power of memory is no longer the
servant of the stomach, when the stomach makes fewer
demands on it and only retains a minimum of these forces, then
part of the forces of growth are transformed into a quality of

soul, into memory, the power of recollection. Possibly the other’

children in the class are more robust, the division between the
power of memory and of growth may be better balanced, and
50, perhaps, the teacher pays less heed to a child who in this
respect has little to fall back on. If this is the case it-may easily

happen that his power of memory is overburdened, too much

being demanded of this emancipated faculty. The child grows
pale and the teacher must needs say to himself : “I have put
too much strain on your memory; that is why you have grown
so pale.” It is very noticeable that when such a child is relieved
of this burden he gets his colour back again. But the teacher
must understand that the growing pale is connected with what
he has done himself in the first place, by overburdening the
child with what has to be remembered. It js very importaont to
be able to look right into physical symptoms and to realise that
if a child grows too pale it is because his memory has been
overburdened.

But I may have another child in the class who from time to
time becomes strikingly red in the face and this also may be a
cause for concern. If this occurs, if a hectic red flush makes its
appearance, it is very easy to recognise certain accompanying
c.ondmo_ns in the child’s soul-life; for in the strangest way, at
times when one would least expect it, such children fall into a
passion of anger, they become over-emotional. Naturally there
can be the same procedure as before : A rush of blood to the
head—something must be prescribed for it. Of course, in such
cases too, the doctor does his duty. But it is important to know
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something else, namely, that this child, in contrast to the other,
has been neglected in respect of his faculty of memory. Too
many of these forces have gone down into the forces of his
growth and nourishment. In this case one must try to make
greater demands on the child’s power of memory. If this is done
such symptoms will disappear.

Only when we take into our ken the physical and the
spiritual as united do we learn to recognise many things in the
school which are in need of readjustment. We train ourselves to
recognise this interconnection of physical and spiritual when we
look at what lies between them as part of the whole human
organisation, namely, the temperaments. The children come to
school and they have the four temperaments, varied of course
with all kinds of transitions and mixtures: the melancholic, the
phlegmatic, the sanguine and the choleric. In our Waldorf
education great value is laid on being able to enter into and
understand the child according to his temperament. The actual
seating of the children in the classroom is arranged on this
basis. We try for instance to discover which are the choleric
children; these we place together, so that it is possible for the
teacher to know : There in that corner I have the children who
tend to be choleric. In another, the phlegmatic children are
seated, somewhere in the middle are the sariguines and again
somewhere else, grouped together are the melancholics. This
method of grouping has great advantages. Experience shows
that after a while the phlegmatics become so bored with sitting
together that, as a means of getting rid of this boredom, they
begin to rub it off on one another. On the other hand the
cholerics pommel one another so much that quite soon this too
becomes very much better. It is the same with the fidgety ways
of the sanguines, and the melancholics also see what it is like
when others are absorbed in melancholy. Thus to handle the
children in such a way that onc sees how “like reacts favourably
on like” is very good even from an external point of view, quite
apart from the fact that by doing so the teacher has the possi-
bility of surveying the whole class, for this is much easier when
children of similar temperament are seated together.
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Now however we come to the essential point. The teacher
must enter so deeply into the nature of the human being that
he is able to deal in a truly practical way with the choleric, the
sanguine, the melancholic temperament. There will naturally be
cases where it is necessary to build the bridge of which I have
already spoken, the bridge between school and home, and this
must be done in a friendly and tactful way. Let us suppose that
I have a melancholic child in the class, with whom I can do
scarcely anything. I am unable to enter into his difficulties in
the right way. He broods and is withdrawn, is occupied with
himself and pays no heed to what is going on in the class. If
one applies an education that is not founded on a knowledge of
man one may think that everything possible should be done to
attract his attention and draw him out of himself. As a rule
however such a procedure will make things still worse; the child
broods more than ever. All these means of effecting a cure,

thought out in such an amateurish way, help but little. What__
helps most in such a case is the spontaneous love which the:-

teacher feels for the child, for then he is aware of sympathy,
and this stirs and moves what is more subconscious in him. We
may be sure that anything in the way of exhortation is not only
wasted effort, but is actually harmful, for the child becomes
more melancholic than before. But in class it helps greatly if
one tries to enter into the melancholy, tries to discover the
direction to which it tends, and then shows interest in the
child’s attitude of mind, becoming in a certain way, by what
one does oneself, melancholic with the melancholic child. As a
teacher one must bear within oneself all four temperaments in
harmonious, balanced activity. And this balarice, which is in
direct contradiction to the child’s melancholy, if it is continued
and is always present in one’s relationship to the child, is

perceived by him. He sees what kind of man his teacher is by -

what underlies his words. And in this way, creeping in behind
the mask of melancholy, which the tcacher accepts, there is
implanted in the child his teacher’s loving sympathy. This can
be of great help in the class.

But now we will go further, for we must know that every
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manifestation of melancholy in a human being is connected
with some irregularity in the function of the liver. This may
seem unlikely to the physicist, but it is nevertheless a fact that
every kind of melancholy, especially if it goes so far hr'a child
as to become pathological, is due to some irregularity of this
kind. In such a case I shall turn to the parents of the child and
say : “It would be good to put more sugar in his food than you
usually do.” He needs swcet things, for sugar helps to normalise
the function of the liver. And by giving the mother this advice :
“Give the child more sugar”—I shall get school and home
working togcether, in order to lift this melancholy out of the
pathological condition into which it has sunk and so create the
possibility of finding the right constitutional treatment,

Or I may have a sanguine child, a child who goes from one
impression to another; who always wants what comes next,
almost before he has got hold of what precedes it; who makes a
strong start, showing great interest in everything, but whose
interest soon fades out. He is not dark as a rule, but fair. I am
now faced with the problem of how to deal with him at school.
In everything I do I shall try to be more sanguine than the
child. I shall change the impressions I make on him extremely
quickly, so that he is not left hurrying from one impression to
another at his own sweet will, but must come with me at my
pace. This is quite another story. He soon has enough of it and
finally gives up. But between what I myself do in bringing
impressions to the child in this very sanguine way, and what he
does himself in hurrying from one thing to another in accor-
dance with his temperament, there is gradually established in
him, as a kind of natural reaction, a more harmonious con-
dition. So I can treat the child in this way. I can present him
with rapidly changing impressions, always thinking out some-
thing new, so that he sees, as it were, first black, then white,
and must continually hurry from one thing to another. I now
get in touch with the mother and I will certainly hear from her
that the child has an inordinate love of sugar. Perhaps he is
given a great many sweets or somehow manages to get hold of
them, or maybe the family as such is very fond of sweet dishes.
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If thx.s Is not so, then his mother’s milk was too sweet, it
R Y 3 )

cgnf:amed too much sugar. So I explain this to the mother and

advise her to put the child on a diet for a time and reduce the

amount of sugar she gives him. In this way,

: by arranging with
the parents for a diet with little sugar, co-operation iflb;gouglht

about between home and school. The reduction of sugar will
g'rad}lally help to overcome the abnormality which, in the case
o.f thl.S child also, is caused by irregularity in the ac’tiviiy of the
liver in respect of the secretion of gall. There is a very slight
barely noticeable irregularity in the secretion 'of all I-? ,
too I shall recognise the help given me by the parentsg S
. Sc;( w}e1 mu’st..know as a matter of actual fact wh.ere, so to
“I,);; t,h ::: ;p}i)fi:rjlaclz.ll stands within the spiritual, where it is one
I‘t is possible to go into more detaj] and say : A child shows a
rap.ld power of comprehension, he understands everything ve
easily; but when after a few days I come back to whgat }:y
gras‘ped so quickly and about which I was so i)leascd it h N
vanished; it is no longer there. Here again I can do a o;d d a?
at scbool to improve matters. I shall try to put fongx,'ard aflil
c.xplam something which demands a more concentrated atte
tion than the child is accustomed to give. He understands thi o
too quickly, it is not necessary for him to make enough i ner
effort, so that what he learns may really impress itself oi hlixxlr?e;

various things. What I am now saying will not hold good in
every case, but T want to give some indication of the patgh tob

pur§uFd. I shall have a tactful discussion with the motherc
avoiding any suspicion of riding the high horse by talking dow ’
to her g_nd giving her instructions. From our conversition rIl
shall ﬁ'r.id out how she caters for the family and I shall most
likely ‘dJSCCtVCI" that this particular child eats too many ‘tatoe:
The ‘stl_t_uatlo'n'is a little difficult because now the'motll)l(; ma :
say, “Well, you tell me that my child,eats' too many potatoe’s};,
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but my neighbour’s little daughter eats more still and she has
not the same failing, so the trouble cannot be caused by
potato-eating.” Something of this kind is what the mother may
say. And nevertheless it does come from eating potatoes,
because the organisation of children differs, one child being able
to assimilate more potato and another less. And the curious
thing is this. The condition of a particular child shows that he
has been getting too many potatoes; it is shown by the fact that
his memory docs not function as it should. Now in this case the
remedy is not to be found by giving him fewer potatoes. It may
even happen that this is done and there is some improvement;
but after a time things are no better than before. Here the
immediate reduction of the amount of potato doecs not bring
about the required effect, but it is a question of gradually
breaking a habit, of exercising the activity needed in order to
break a habit. So one must say to the mother, “For the first
week give the child a tiny bit less potato; for the second week a
very little less still; and continue in this way, so that the child is
actively engaged in accustoming himself to eating only a small
amount of potato. In this case it is a question of breaking a
habit, and here one will see what a healing effect can be
induced just by this means,

Now idealists, so-called, very likely reproach anthroposophy
and maintain that it is materialistic. They actually doso. When
for example an anthroposophist says that a child who com-
prehends easily but does not retain what he has learnt, should
have his potato ration gradually decreased, then people say :
You are an absolute materialist. Nevertheless there exists such
an intimate interplay between matter and spirit that one can
only work effectively when one can penctrate matter with
spiritual perception and master it through spiritual knowledge.
It is hardly necessary Lo say how greatly these things are sinned
against in our present-day social life. But if a teacher is open to
a world conception which reveals wide vistas he will arrive at
an understanding of these things. He must only extend his
outlook. For instance it will impress a teacher favourably and
help him to gain an understanding of children if he learns how
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little sugar is consumed in Russia and how much in England.
And if he proceeds to compare the Russian with the English
temperament he will readily understand what an effect sugar
has on temperament. It is advantageous to learn to know the
world, so that this knowledge can come to our assistance in the
tasks of every day. But now I will add something else. In Baden,
in Germany, there is a remarkable monument erected as a
memorial to Drake. I once wanted to know what was specially
significant about this Drake, so I looked it up in an encyclo-
paedia and read: In Offenburg a monument was erected in
memory of Drake because he was thought, albeit erroncously, to
be the man who introduced the potato into Europe. There it
stands in black and white. So a memorial was erected in honour
of this man because he was considered to be the one who
introduced the potato into Europe. He didn’t do so, but
nevertheless he has got a memorial in Offenburg.

The potato was, however, intoduced into Europe in compar--
atively recent times. And now I am going to tell you something -
about which you can laugh as much as you like. Nevertheless it
is the truth. It is possible to study how the faculties of
intelligence in human beings are related in their development
from the time when there were no potatoes to the time when
they were introduced. And, as you know, the potato is made
use of in alcohol-distilleries. So potatoes suddenly began to play
an important part in the development of European humanity.
If you compare the increasing use of the potato with the curve
of the development of intelligence, you will find that in compar-
ison with the present day people living in the pre-potato age
grasped things with less detail, but what they grasped they held
fast. Their nature tended to be conscrvative, it was deeply
inward. After the introduction of the potato people became

quicker in regard to intelligent mobility of comprehension, but

what they tock in was not retained, it did not sink in deeply.
The history of the development of the intelligence runs parallel
with that of potato-eating. So here again we have an example
of how anthroposophy explains this materialistically. But so it is.

And much might be learned about cultural history if people™
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everywhere could only know how in man’s subconsciousness the
external physical seizes hold of the spiritual. This becomes
apparent in the nature of his desires. e
Let us now choose as an example someone who has to write a
great deal. Every day he has to write articles for the newspapers,
so that he is obliged “to chew his pen” in order to produce what
is necessary. If one has been through this oneself one can talk
about it, but one has no right just to criticise others unless one
speaks out of personal experience. While cogitating and biting
one’s pen one feels the need of coffee, for drinking coffee helps
cohesion of thought. Thoughts become more logical when one
drinks coffee than if one refrains from doing so. A journalist
must needs enjoy coffee, for if he does not drink it his work takes
more out of him. Now, as a contrast, let us take a diplomat. Call
to mind what a diplomat had to acquire before the world war.
He had to learn to use his legs in a special, approved manner; in
the social circles in which he moved he had to learn to glide
rather than set his foot down firmly as plainer folk do. He had
also to be able to have thoughts which are somewhat fleeting and
fluid. If a diplomat has a logical mind he will quite certainly fail
in his profession and be unsuccessful in his efforts to help the
nations solve their dilemmas. When diplomats are together—
well, then one does not say they are having their coffee but they
are having tea— for at such times there is the need to drink one

“cup of tea after another, so that the interchange of thought does

not proceed in logical sequence, but springs as far as possible
from one idea to the next. This is why diplomats love to drink
tea; tea releases one thought from the next, it makes thinking
fluid and fleeting, it destroys logic. So we may say : Writers are
lovers of coffee, diplomats lovers of tea, in both cases out of a
perfectly right instinct. '

If we know this, we shall not look upon it as an infringement
of human freedom. For obviously logic is not a ‘product of
coffee, it is only an unconscious, subconscious help towards it.
The soul therefore remains free.

It is just when we are bearing the child especially in mind
that it is necessary to look into relationships such as these, about
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which we get some idea when we can say : Tea is the drink for
diplomats, coffee the drink for writers, and so on. Then we are
also able gradually to gain an insight into the effects produced
by the potato. The potato makes great demands on the di-
gestion; moreover very small, almost homeopathic doses come
from the digestive organs and rise up into the brain. This
homeopathic dose is nevertheless very potent, it stimulates the
forces of abstract intelligence. At this point I may perhaps be

- allowed to divulge something further. If we examine the sub-

stance of the potato through the microscope we obtain the
well-known form of carbohydrates, and if we observe the astral
body of someone who has eaten a large bportion of potatoes we
notice that in the region of the brain, about 3 centimetres
chind the forehead, the potato substance begins to be active
here also and to form the same eccentric circles. The move-
ments of the astral body take on a similarity with the substance
of the potato and the potato-eater becomes exceptionally intelli-
gent. H@ bubbles over with intelligence, but this does not last, it
Is quite transient. Must one then not admit, provided o’nc
concedes that man possesses spirit and soul, that it is not
altogether foolish and fantastic to speak of the spirit and to
speak of it in images taken from the world of sense ? Those who
want always to speak of the spirit in abstract terms present us |
with nothing of a truly spiritual nature. It is otherwise with
those who are. able to bring the spirit down to earth in
sense-perceptible pictures. Such a man can say that in the case
of someone bubbling over with intelligence potato-substance
tal'ces on form in the brain, but does so in the spiritual sense. In
t.hlS. way we learn to recognise subtle and delicate differen-
tiations and transitions. We discover that tea as regards its
effects on logic makes a cleavage between thoughts, but it does
not stimulate thinking., In saying that diplomats have a
predilection for tea one does not imply that they. can produce
thoughits. On the other hand potatoes do stimulate thoughts
Swift as lightning they shoot thoughts upwards,. only to Ict‘
Fhem vanish away again. But, accompanying this swift upsurg-
ing of thoughts, which can also take Place in children, there
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goes a parallel process, an undermining of the digcestive system.

"We shall be able to sec in children whose digestive system is
upset in this way, so that they complain of constipation, that all
kinds of useless yet clever thoughts shoot up into their heads,
thoughts which they certainly lose again but which nevertheless
have been there.

I mention these things in detail so that you may see how the
soul-spiritual and the physical must be looked upon as a whole,
as a unity, and how in the course of human development a
state of things must again be brought about which is able to
hold together the most varied streams of culture. At the present
time we are living in an epoch in which they are completely
sundered from one another. This becomes clear to us however
when we are able to look somewhat more deeply into the
history of the evolution of mankind.

Today we separate religion, art and science from one
another. And the guardians of religion, do all in their power to
preserve religion from being encroached upon in any way by
science. They maintain that religion is a matter of faith, and
science belongs elsewhere. Science has its base where nothing is
based on faith, where everything is founded on knowledge. But
if one is to succeed in separating them in this way, the spiritual
is cut off from science and the world is cut off from religion,
with the result that religion becomes abstract and science
devoid of spirit. Art is completely emancipated. In our time
there are people, who, when one would like to tell them
something about the supersensible, assume an air of clever

superiority and regard one as superstitious: “Poor fellow ! We
know all that is sheer nonsense !”—But then a Bjornsen or
someone else writes something or other in which such things
play a part; something of the kind is introduced into art and
thereupon everybody runs after it and enjoys in art what was
rejected in the form of knowledge. Superstition sometimes.
appears in strange guise. I once had an acquaintance—such
actual examples should most certainly be brought into the art of
education, an art which can only be learned from life—I once
° had an acquaintance who was a dramatist. On one occasion I
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met him in the street; he was running extraordinarily quickly,
perspiring as he went. It was 3 minutes to 8 o’clock in the
evening. I asked him where he was going at such a pace. He
was, however, in a great hurry and only said that he must rush
to catch the post, for the post office closed at 8 o’clock. I did
not detain him, but psychologically I was interested to know the
reason for his haste so I waited until he returned. He came
back after a while in a great heat, and then he was more
communicative. I wanted to know why he was in such a hurry
to catch the post, and he said, “Oh, I have Just sent off my
play.” Previously he had always said that this play was not yet
finished, and he said the same again now; “It is true that it is
still unfinished, but I wanted particularly to get it off today, so
that the director may receive it tomorrow. I have just written
him a letter to this effect asking him to let me have it back.
For you see, if a play is sent off before the end of the month it
may be chosen for a performance; there is no chance
otherwise !”—Now this dramatist was an extremely enlightened,
intelligent man. Nevertheless he believed that if a play was
despatched on a definite day it would be accepted, even if,
owing to being unfinished, it had to be returned. From this
incident you can see how things which people are apt to despise
creep into some hole and corner, out of which they raise their
heads at the very next opportunity.

This is especially the case with a child. We believe we have
managed to rid him of something, but straightaway there it is
again somewhere else. We must learn to look out for this. We
must open our hearts when making a study of man, so that a
true art of education may be based on an understanding and
knowledge of the human being. Only by going into details shall
we be able to fathom all these things.

Today then, as I was saying, religion, art and science are
spoken about as though they were entirely unrelated. This was
not so in long past ages of human evolution. Then they were a
complete unity. At that time there existed Mystery Centres
which were also centres for education and culture, centres
dedicated at one and the same time to the cultivation of
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religion, art and science. For then what was imparted as
knowledge consisted of pictures, representations and mental
images of the spiritual world. These were received in such an
intuitive and comprehensive way that they were transfétmed
into external sense-perceptible symbols and thereby became the
basis of cultic ceremonial. Science was embodied in such cults,
as was art also; for what was taken from the sphere of
knowledge and given external form must perforce be beautiful,
Thus in those times a divine truth, a moral goodness and a
sense-perceptible beauty existed in the Mystery Centres, as a
unity comprised of religion, art and science. It was only later
that this unity split up and became science, religion and art,
cach existing by and for itscll. In our time this separation has
reached its culminating point. Things which are essentially
united have in the course of cultural development become
divided. The nature of man is however such, that for him itisa
necessity to experience the three in their “oneness” and not
regird them as sepavate, e can only experience in unity
religious science, scientific religion and artistic ideality, other-
wise he is inwardly torn asunder. For this reason wherever this
division, this differentiation, has reached its highest pitch it has
become imperative to find once more the connection between
these three spheres. And we shall see how in our teaching we
can bring art, religion and science to the child in a unified
form. We shall see how the child responds’in a living way to
this bringing together of religion, art and science, for it is in
harmony with his own inner nature. I have therefore had again
and again to point out in no uncertain terms that we must
strive to educate the child out of a knowledge that heisin truth
a being with aesthetic potentialities; and we should neglect no
opportunity of demonstrating how in the very first years of life
the child experiences religion naturally and instinctively.

All these things, the harmonious coming together of religion,
art and science must be grasped in the right way and their
value recognised in those teaching methods about which we
have still to speak.




LECTURE VIII
Arnheim, 24th July, 1924

You will have seen that in anthroposophical education great
value is laid on what lies in the consciousness of the teacher:
there must live in his consciousness a knowledge of man that i;
whole, that is complete in itself. Now, as various examples

“have already shown you, the conception of the world which is
usual today is ill-adapted to penetrating deeply into the
human being. The following explanation will make my
meaning clear. In studying man, we have to distinguish
between his constituent parts: firstly his physical body, his
physical organisation, then the finer ether or life-body which
contains the formative forces, the forces which live in growth
and in the processes of nourishment, and which, in the early
years of childhood, are transmuted into the forces of memory.
Then we have to add everything that the plant does not
yet possess, although it, too, has growth and nourishment
and even to some extent lives in memory, in so far as it,
always retains and repeats its form. The next member of his
being man has in common with the animal; it is the sentient
body, the astral body, the bearer of sensation. Added to this

- we have the ego-organisation. These four members we have to

distinguish from one another, and in so far as we do this we
shall gain a true insight into the bein
human evolution.

To begin with man receives his first physical body, if I may
S0 express myself, out of the forces of heredity. This is prepared
for hifn by his father and mother. In the course of the first 7
years of life this physical body is cast off, but. during this time it
serves as a model from which the etheric body can build up the
second body. Today people make the things confronting them so

g of man and into
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frightfully simple. If a ten-year-old child has a nose like his

father’s they say it is inherited. But it is not so simple as this, for

as a matter of fact the nose is only inherited up to the time of

the change of teeth. For if the ether body is so strong that it

rejects the mode! of the inherited nose, then in the course of the
first seven years its shape will change. If on the other hand the
ether body is weak, it will not be able to free itself from the
model and at the age of 10 the shape of the nose will still be
the same. Looked at from an external point of view it scems as
though the concept of heredity might still have the same
significance in the second 7 year period as it had in the first 7
years. In such cases people are wont to say : “Truth must be
simple.” In reality things are very complicated. Concepts
formed today are mostly the result of a love of ease rather than
the urgent desire for truth. It is therefore of real importance
that we learn to look with understanding at this body of
formative forces, this etheric body, which gradually in the
course of the first 7 years creates the second physical body, that
in its turn also lasts for 7 years. The etheric body is therefore a
creator of form, a sculptor. And just as a true sculptor requires
no model, but works independently, while a bad sculptor makes
everything according to the model, so in the first life period,
and working towards the second period, the ether body, or body
of formative forces, fashions the second physical body of the
human being. Our present day intellectuality enables us to
acquire knowledge of the physical bodys; it serves this purpose
admirably, and anyone lacking intellect cannot acquire such
knowledge. But our university studies can take us no further
than this. For the cther body cannot be comprehended by
means of the intellect, but rather by pictorial, intuitive percep-
tion. It would be immensely important if the teacher could
learn to understand the ether body. You cannot say : We surely
cannot expect all our teachers to develop clairvoyance and so be
able to describe the ether body !—But let the teacher practise
the art of sculpture instead of studying the things which are so
often studied in University courses. Anyone who really works at
sculpture and enters into its formative nature will learn to

. JO—HVIE * ¢
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experience the inner structure of forms, and indeed of just those
forms with which the human body of formative forces is also
working. Anyone who has a healthy sense of form will experi-
ence the plastic, sculptural element only in the animal and
human kingdoms, not in the plant kingdom. Just imagine a
sculptor who wanted to portray plants by means of sculpture !
Out of sheer anger one would feel like knocking him down !
The plant consists of the physical body and the ether body;
with these it is complete. The animal on the other hand
envelops the ether body with the astral body and this is. still
more the case with man. This is why we can learn to com-
prehend the human etheric body when, as sculptors, we work
our way into the inner structure of the forms of Nature. This,
too, is why modelling should take a foremost place in the
curriculum of a training college, for it provides the means
whereby the teacher may learn to understand the body of

formative forces. The following may well be taken as a fun-

damental principle : A teacher who has never studied modelling
really understands nothing about the development of the child.
f‘\n art of education based on the knowledge of man must
Inevitably induce a sense of apprehension because it draws
attention to such things as these and makes corresponding
demands. But it can also induce apprehension because it seems
as though one must become frightfully critical, rejecting every-
thing that is common practice. '.
Just as the ether body works at freeing itself in order to
become independent at the time of the change of teeth, so does
the astral body work in order to become independent at
pubf:rty. The ether body is a sculptor, the astral body a
musician. Its structure is of the very essence of music, What
procefeds from the astral body of man and is projected into
form is purely musical in its nature. Anyone able to grasp this
knows that in ‘order to understand the human being a further
stage of training must develop receptivity towards an inner
musical conception of the world. Those who are unmusical
understand nothing whatever about the formation of the astral
body in man, for it is fashioned out of music. If therefore we”
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study ‘old epochs of culture which were still built up out of
inner musical intuition, if we enter into such oriental epochs of
culture in. which even language was imbued with music; then
we shall find a musical conception of the world entering even
into the forms of architecture. Later on, in Greece, it became
otherwise, and now, especially in the West, it has become very
different, for we have entered an age when empbhasis is laid on
the mechanical and mathematical. In the Goetheanum at
Dornach an attempt was made to go back again in this respect.
Musicians have sensed the music underlying the forms of the
Goetheanum. But generally speaking there is little understand-
ing for such things today.

It is therefore necessary that we should gain in this way a
concrete understanding of the human being and reach the point

at which we are able to grasp the fact that man’s physiological _

and anatomical form is a musical creation in so far as it stems
from the astral body. Think how intimately a musical element
is connected with the processes of breathing and the circulation
of the blood. Man is a musical instrument in respect of his
breathing and blood circulation. And if you take the relation-
ship between the breathing and the circulation of the blood ; 18
breaths in a minute, 72 pulse beats in a minute, you get a ratio
of 4 : 1. Of course this varies individually in many ways, but by
and large you find that man has an inner musical structure.
The ratio 4 : 1 is the expression of something which, in itself an
inner rhythmical relationship, nevertheless impinges on and
affects the whole organisation in which man lives and experi-
ences his own being, In olden times the scansion of verses was
so regulated that the line was regulated by the breath and the
metrical foot by the circulation.

Dactyl, Dactyl, Caesura, Dactyl, Dactyl. Four in one, the line

expressive of the man.
But what man expresses in language is expressed still
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earlier in his form. i
Whoever understands the human being from out of the very essence of music emerges that which forms man

a .mllxsica.tl aspect knows that sound, actual tones, are workin
within him. At man’s back, Just where the shoulder blades meegt
and f'rom there are carried further into the whole human bein
formx.ng and shaping him, are those human forms which argc;
constituted out of the prime or key-note. Then there is a
corrc.spondt;_nce in the form of the upper arm with the second
anc{ in the lower arm with the third. And because there is 2;
major and minor third—not a major and minor second
—we have one bone in the upper arm, but two in the
Iovs{er arm, the radius and the ulna; and these correspond to the
major and minor third. We are formed accordine to the notes
of the scale, the musical intervals lie hidden wi?hin us. And
those who only study man in an external way do not lcno;v that
the human form is constituted out of musical tones. Coming t
the h.and, we have the fourth and fifth, and tilen ing .
experience of free movement, we go right out of ourselv::sl' then
as it were, we take hold of outer Nature. This s the reas’on fo;
the. particular feeling we have with the sixth and seventh
feeling enhanced by experiencing the movements of eurythn:x )
You must bear in mind that the use of the third made 1)t’s
appearance comparatively late in the develepment of music
The experience of the third is an inward one; with the third.
man comes into an inner relationship with himself whereas at
the time when man lived in the seventh he exper;cnced most
fully .t-he going outwards into the world beyond himself Thse
experience of giving oneself up to the outer wor.ld. li
especially strongly in the seventh. o
And just as man experiences the inherent n
"thc forms of his body are shaped out of music itself. Therefor
if t.he teacher wishes to be a good music teacher he \.vill make .
point of taking singing with the children from the very begi -
ning7of their school life. This must be done: he mu:ty ungi:rxl‘-
stand as an actual fact that singing induces e’mancipation* .fox:
the astral body has previously sung and has brought forth, the
for'ms of the human body. Between the change of teeth and
puperty, the astral body frees itself, becomes emancipaicd. And

the

ature of music, so
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and makes him an independent being. No wonder then that the
music teacher who understands these things, who knows that
man is permeated through and through with music, will quite
naturally allow this knowledge to enrich the singing lesson and
his teaching of instrumental music. This is why we try not only
to introduce singing as carly as possible into the education of
the child, but also to let those children with sufficient aptitude
learn to play a musical instrument, so that they have the
possibility of actually learning to grasp and enter into the
musical element which lives in their human form, as it eman-
cipates and frees itself.

But all these things will be approached in the right way if

only the teacher has the right feeling and attitude towards
them. It is important to understand clearly that every training
college should in fact be so constituted that its curriculum
should run parallel with medical studics at a university. The
first approach should lead to the intellectual understanding
which can be gained from a study of the corpse; this should
lead further to an artistic understanding of form, and it can
only be acquired when, side by side with the study of physical
anatomy, the student practises modelling. This again should
lead to a musical understanding. For a true knowledge of man
is not attained unless there is added to the earlier medical
studies a comprehension of the part music plays in the world.
During his college training the student teacher should acquire
an understanding of music, not in a purely e‘):ctemal way, but
inwardly, so that he is able by means of this inner perception to
see music everywhere. Music is truly everywhere in the world;
one only has to find it. If however we wish to obtain an
understanding of the ego-organisation it is essential to master
and make one’s own the inner nature and structure of some
language. :

So you see, we understand the physcial body with the
intellect, the etheric body through an understanding of form,
the astral body through an understanding of music; while the
ego, on the other hand, can only be grasped by means of a
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deep and penetrating understanding of language. It is just here,
however, that we are particularly badly oft today, for there is a
great deal we do not know. Let us take an example from the
German language. In German something is described that rests
quietly on our body, is round and has eyes and nose in front. It
is called in German Kopf, in Ttalian testa. We take a dictionary
and find that the translation of Kopf is testa. But that is purely
external and superficial. It is not even true. The following is
true. Out of a feeling for the vowels and consonants contained
in the word Kopf, for instance, I experience the o quite
definitely as a form which I could draw : it is, as eurythmists
know, the rounded form which in front is developed into nose
and mouth. We find in this combination of sounds, if we will
only let ourselves experience it, everything that is given in the
form of the head. So, if we wish to express this form, we make
use of larynx and lungs and pronounce the sounds approximat-
ing to K-o-pf. But now we can say: In the head there is
something which enables one person to speak to another. There
is a means of communication. We can impart to another person
the content of something which we wish to make known—a will
or testament for instance.—If you want to describe the head,
not in relation to its round form, but as that which imparts
information, which defines clearly what one wishes to commun-
icate, then language out of its own nature gives you the means
of doing so. Then you say testa. You give a name to that which
imparts something when you say testa; you give a name to the
rounded form when you say Kopf. If the Italian wanted to
describe roundness, he too would say Kopf; and likewise, if the
German wanted to express communication, he would say testa.
But both the Italian and the German have become accustomed
to expressing in language something different, for it is not
possible to express totally different things in a single word.
Therefore we do not say exactly the same thing when we speak
the word testa or Kopf. The languages are different because
their words express different things.
Now let us try to enter into the way in which a member of a
particular nation lives with the language of his folk-soul. The
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German way of living in his language is a way of plastic
formation. German language is really the language of sculptural
contemplation. That has come about in German because ifi the
whole evolution of speech German is a further continuation of
the Greck element up into Central Europe. If you study Italian
and the Romance languages in general you find the whole
configuration is such that they are developed out of the motor
function of the soul. They are not contemplative. Italian has
formed itself out of an internal dancing, an internal singing, out
of the soul’s participation in the whole organism of the body.
From this we see how the ego stands within the substance of the
Folk-Soul; through making a study of the inner connections,
the inner make-up of language, we learn to know how the ego
works.

This is why it is necessary for the teacher to acquire not only
a feeling for music, but an inner feeling for language—taking as
a starting point the fact that in the more modern languages we
have only retained soul experiences, experiences of feeling, in
the interjections. For instance, when in German we say
“etsch!”—it is as though someone had slipped and fallen and
we want to express this, together with the amusement it has
caused. In the interjections we still have something in language
which is felt. In other respects language has become abstract, it
hovers above things, no longer lives in them. It must, however,
again become living and real. We must learn to wrestle with
language, we must feel our ego going right through the sounds.
Then we shall feel that it is something different whether we say
Kopf and thereby have the feeling that we should like to draw
the form of the head straight away, or whether we say testa and
immediately have the feeling that we want to dance. It is just
this feeling one’s way into the activities of life which must be
developed quite specially in the teacher.

If therefore the teacher can accustom himself to regarding
the physcial and the soul-spiritual together—{or they are indeed
one, as I have repeatedly impressed upon you—and if he
succeeds in doing this ever more and more, he will not be
tempted to enter into abstractions and intellectualities, but he
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will have the will to keep his teaching and educational practice
between the change of teeth and puberty within the sphere of
the pictorial. There is nothing more distasteful, when one is
accustomed to think pictorially about real things, than to have
someone coming and talking intellectually in a roundabout way.
This is a frightfully unpleasant experience. For example, one is
accustomed to seeing something in life as it actuall
one only has the wish to describe it as it is,
completely in the picture of it; then somebody comes along
with whom one would like to come to an understanding, but he
forms his judgment purely on the basis of intellect and im-
mediately begins with : It was beautiful, or ugly, or magnificent
or wonderful—all these things are one or the other—and one
feels in one’s'soul as if one’s hajr were being torn out by the
roots. It is especially bad when one would really like to know
what the other man has experienced and he simply does not
describe it. For instance, [ may have made the acquaintance of
someone who raises his knee very high when he walks—but
this man starts immediately with : “He walks well” or “he has
a good carriage.” But in saying this he tells us nothing about
the other man, only about his own ego. But we do not want to
know this; we want an objective description.Today people find
this very difficult. Hence they do not describe the things, but
the effect the things make upon them, as “beautiful” or “ugly.”
This gradually enters even into the formation of language.
Instead of describing the physiognomy of a face, one says: “He
looked awful”—or something of the kind.

These are things which should enter
a teachers’ training,
with reality.

y takes place,
one is living

into the deepest part of
to get rid of oneself and to come to grips
If one succeeds in doing this, one will also be able
to establish a telationship with the child. The child feels just as
I described, that his hair is being pulled out by the roots if the

teacher does not get to the point, but speaks about his own

. feelings; whereas, if he will only keep to what is concrete and

real and describe this, the child wi

: I enter into it all jm-
mcdibﬁtély.

It is therefore of great importance for the teacher

‘that hcx"'d():es not overdo—his thinking. I always feel it to be a

LECTURE VII 155

great difficulty with the teachers of the Wal.dorf §chool if b}lizy
think too much, whereas it gives me real satlsfacuon. when td S);
develop the faculty of observing even the smallest things, atr; -
discovering their special characteristics. If someone were 2
to me : “This morning I saw a lady who' was wearmgh a vxhad
dress; it was cut in such and such a -fa',shlon and hcr. fs oeseone
high heels” and so on—1I should like it bettcx: than i somh ne
were to come and say : Man consists of physical bod)é, etvt (; y
body, astral body and ego,—for the one proves t};gt }cl s ather
firmly in life, that he has developed his ethefxc body, t e % ¢
that he knows with his intellect tha}tl there is an etheric body
this does not amount to much.
etci Irsrll:st express myself drastically %n this way s0 th;t we 1}61::’1:
to recognise what is of the greatest 1mp<?rtancc int ; tc:.c o
training; not that he learns to spin out .hxs thoughts a 0}111 m blz
things, but that he learns to observe .hfe'. That hc' is then a ;
to make use of such observation in life is somet%nng t a;{ g(;lc_s
without saying. Everything is ruined, hc?wevef', }f he racks nle
brains over how he should make use of xt This is why anyo 1
who wishes to describe something arising out 'of Splr.xtua
Science should make very strong efforts to 'avoxd using ordm;r);
abstract concepts, for by so doing he.: gets .ng.ht away fml;l wt }zlle
he really wants to say. And cspec1alﬂl.y it is the cas;. t atin ¢
impression made on anyone who tries to grasp t }lr;gs s
characteristic way will be such that he leaxzns to desc.:rx et mlg
in the round, not with sharp edges. ch? is a drastic c.:)iz‘xerr‘lhp e.
To me it is unpleasant to say iu certain oxrcumstancesh. . ::;:
stands a pale man.” That hurts. On t},xe :?thcr z.mThcre
sentence begins to breathe and 'hav¢ rcahty.‘lf I say: .
stands a man who is pale,—in other words, if I do no.t ngc'ti
description in stiff, ordinary concepts, but .characterlse wi A
ideas that enclose it. And one will find that children have rn(lixc
more inner understanding for things when they are expx:essg gn
relative form, than they have for bare nouns qualified by

When I say to them : “There stands a pale man”—it is /1@ a8~

if I was hitting at something with a hammer; but if

Do sx /P
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“There stands a man who is pale”—it is like a stroking
movement of my hand. Children find it much more possible to
adapt themselves to the world if things are presehted in this
second form rather than by hitting at them. A certain fineness
of feeling must be developed in order to make oneself a sculptor
in the use of language in order to put it to the service of the art
of education. It also lies in the sphere of education as an art if
one strives to gain a sufficient mastery of language to enable
one to articulate clearly in the classroom and to know when
teaching how to emphasise what is important and to pass lightly
over the unimportant.

We lay great value on just these kind of things, and again
and again in the teachers’ conferences attention is drawn to the
imponderable in teaching. For if one really studies a class, one
natices all sorts of things which can be of immense help. For
instance, suppose one has a class of 28 boys and girls and one
wants to give these children something which they can make:
their own, something which will enrich their inner life. It may.
perhaps be a little poem, or even a great poem. You try to
teach this poem to the class. Now you will observe the follow-
ing : If you let them all recite in chorus, or even a third or half
of the class, each child will speak and be able to say it; but if
you then test one or other of the pupils in order to see if he can
say it alone you will find that he cannot. It is not that you have
overlooked him and failed to see that he was silent, for he can
speak it perfectly well in chorus with the others. The fact is that
a group spirit pervades and activates the class and one can
make use of this. So if one really works with the whole class,
regarding the children as a chorus, it seems at first that this
calls up in them a quicker power of comprehension. One day,

however, I had to point out the shadow side of this procedure

and so I-will now entrust you with a secret. It is this. There are
also shadow sides in the Waldorf School! Gradually one finds
one’s way and discovers that handling the class as a chorus and
allowing the ¢hildren to speak together goes quite well; but if
this is overdone, if one works only with the class, without taking

T ——
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the individual child into account, the result will be that in the
end no child by himself will know anything.

We must consider the shadow side of all thosc things and be
clear as to how far we can go, for instance, in handling“the
class as a chorus and to what extent it is necessary to take the
individual child seperately. Here theories do not help. To say
that it is good to treat the class as a chorus, or to maintain that
things should be done in this or the other way is never any use,
because in the complexities of life what can be done in one way
can also, given other conditions, be done in another way. The
worst that can happen in educational science—which indeed is
art rather than science—the worst that can happen is that
directions are given which have an abstract character and are
based on definitions. Educational instructions should consist
solely in this, that the teacher is so guided that he enters with
understanding into the development of this or that human
being, and by means of the most convincing examples is led to
a knowledge of man.

Method follows of itself when we proceed in this way. As an
example let us consider method in the teaching of history. To
want to teach history to a child before the gth or 10th yearis a
quite futile endeavour, for the course of history is a closed book
to the child before this age. It is only with the gth or 10th
year—you can observe this for yourselves—that he begins to be
interested in individual human beings. If you portray Caesar, or
Achilles, Hector, Agamemnon or Alcibiades simply as persona-
lities, allowing what belongs to history to appear only as a
background, if you paint the whole picture in this way the child
will show the greatest interest in it. It will be evident that he is
eager to know more about this sort of thing. He will feel the
urge to enter further into the lives of these historical persona-
lities if you describe them in this way. Comprehensive pictures
of personalities complete in themselves; or comprehensive pic-
tures of how a meal-time looked in a particular century, and
in some other century; describe plastically, pictorially, how
people used to eat before forks were invented, how they were
accustomed to eat in Ancient Rome; describe plastically, pic-
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torially, how a Greek walked, conscious of each step, aware of
the form of his leg, feeling this form; then describe how the
people of the Old Testament, the Hebrew people walked, hav-
ing no feeling for form, but slouching along, letting their arms
loose; call up. feelings for these quite separate and distinct
things which can be expressed in pictures; this will give you
the right approach to the teaching of history between the 10th
and 12th years. '

At this latter age we can take a further step and proceed to
historical relationships, for it is only now that the child becomes
able to understand such concepts as cause and effect. Only now
can history be presented as something that is connected, that
has cohesion. Everything that lives in history must, however, be
worked out in such a way as to show its gradual development.
We come to the concept of growth, of becoming. Call up before
you the following picture. We are now living in the year
1924%. Charles the Great lived from 760 until 814, so if the
year 800 be taken as the approximate date, we find he lived
1120 years before us. If we imagine ourselves now living in the
world as a child and growing up, we can reckon that in the
course of a céntury we can have : son or daughter, father or
mother, grandfather and perhapseven a great-grandfather, that
is to say 3 or 4 generations following one after the other in the
course of a hundred years. We can show these 3 or 4 gener-
ations by getting someone to stand up and represent the son or-
daughter. The father or mother will stand behind, resting their
hands on the shoulders of the one in front; the grandfather will
place his hands on the shoulders of the father, and the great-
grandfather his hands on the shoulders of the g"randfather. If
you imagine placing son, father and grandfather one behind
the other in this way, as people belonging to the present age,
and behind them the course of the generations in a further ten
centugies, you will get all told 11 times 3 or 4 generations, let us
say 44 gencrations. If therefore you were to place 44 people
one behind the other, each with his hands on the shoulders of
the one in front the first can be a man of the present day and

* The date of the lectures.
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the last can be Charles the Great. In this way you can change
the time relationships in history, which are so difficult to
realise, into relationships which are purely spatial. You can
picture it also in this way: Here you have one man who is
speaking to another; the latter turns round and spea..ks to the
one behind, who in turn does the same thing, and so it goes on
until you come right back to the time when Pecter spoke to
Christ. In doing this you get the whole development of the
Christian Church in the conversation between the people
standing one behind the other. The whole apostolic succession
is placed visually before you. .

It really amounts to this. One should seize every oPRortunxty
of making use of what is pictorial and tangible. This is all.the
more necessary because in this way one learns to enter into
reality, thereby learning also to form everything in accordance
with what is real. It is actually quite arbitrary if I place 3 beans
before the child, then add another g beans and yet another 3 or
maybe 4, and then proceed to teach additior.l P 3 pl}Js 3 plus 4
equals 10. This is somewhat arbitrary. But it is quite anothf:r
thing if I have a small pile of beans and do not know to 'begm
with how many there are. This accords with t-hf: reality .of
things in the world. Now I divide the pile. Thl.s the child
understands immediately. I give one part to one child, another
part to a second child and a third part to a third child. So you
see, I divide the pile, first showing the child how many beans
there are altogether. I begin with the sum and pr‘oceec.i t.o the
parts. I can let the child count the beans because that is just a
repetitive process, 1, 2, 3 and so on, up to 12. But no.w I.d1v1de
them into 4, into 4 more and still another 4. If I bcgn:x \:Vlth t.hc
sum and proceed to the addenda the child will take it in quxt‘e
easily. It is in accordance with reality. The other way is
abstract, one just puts things together, one is intellectualistic. It
is also more real if T get the child to the point when he must
answer the following question : If I have 12 apples and some--
body takes them, goes away and only brings 7 back, how many
has he lost? Here one starts with the minuend and goes from
the remainder to the subtrahend; one does not subtract, but
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goes from the remainder, that is to say, from what remains as
the result of a living process, to what has been taken away.

Thus one’s efforts are not everywhere directed towards
abstractions, but find their outlet in reality; they are linked with
life, they strive after life. This reacts on the child and makes
him bright and lively, whereas for the most part the teaching
of arithmetic has a very deadening effect. The children remain
somewhat dead and apathetic, and the inevitable result of this
is the calculating machine. The very fact that we have the
calculating machine is a proof of how difficult it is to make the
teaching of arithmetic perceptually evident. We must however
not only do this, but we must learn to read from life jtself.

Lol

LECTURE IX
Arnheim, 24th July, 1924

It can be said with truth that what our schools are able to
accomplish forms part of the whole culture and development of
civilisation. It does so either in a more direct way, in which case
it is easy to see how a civilisation comes to expression in its art
of education, or it lies unnoticed within it. To be sure, civili-
sation is always an image of what is done in the schools, only
very often this is not observed. We shall be able to characterise
this by taking our own epoch as an example, but first we will
begin with oriental culture.

We really have very little intimate knowledge about the older
oriental culture and what still remains of it. Oriental culture
has absolutely no intellectual element; it proceeds directly out
of the whole human being, that is the human being in his
Oriental form, and it seeks to unite man with man. Only with

~ difficulty does it rise beyond the principle of authority. The

forms it takes arise, more out of love, in the way of nature. In
the whole nexus of the oriental world we cannot speak of a
separated teacher and a separated pupil, as in our case. There
you do not have the teacher and educator, but you have the
Dada. The Dada shows the way : through his personality he
represents what the growing human being should absorb. The
Dada is the one who shows everything, who teaches absolutely
nothing. In oriental culture to teach would have no sense.
Herbart, a very famous European educationalist, whose views
on educational questions were widely accepted in Central
Europe, once expressed himself as follows : I cannot think of an
education without teaching. With him everything centred on
how one taught. The Oriental would have said : I cannot think
of an education based on teaching, because in education,
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everything which should come to fruition in the pupii is
contained in living demonstration and example. This holds
good right up to the relationship between the Initiate, the Guru,
and the Chela, the Disciple. The latter is not taught, he learns
by example.

By entering more deeply into such things, what follows will be
more easily understood. All Waldorf School education is direc-
ted towards the whole human being. Our purpose is not to separ-
ate spiritual and physical education, but when we educate the
body—because we do this o1t of fundamental spiritual prin-
ciples, which are nevertheless extremely practical—our edu-
cation reaches even into illnesses with all their ramifications.
Our aim is to let the spirit work actively in the body; so that
in the Waldorf School physical education is not neglected, but
is developed out of the knowledge that the human being is
§ou1 and spirit. In every way our education contains all that
is required for the training of the body.

Further, one must learn to understand what was understood
by the Greeks. Greek education was based on gymnastics; The
teacher was a gymnast, that is to say, he knew the significance of
human movement. In the earlier Greek epoch it would have
been more or less incomprehensible to the Greek if one
had spoken to him about the necessity of introducing
children to logical thinking. For the Greek knew what
was brought about when children were taught health-
giving gymnastics—in a somewhat milder way in the
case Iof the Athenians, in a harder, more arduous way
in the case of the Spartans. For him it was perfectly clear: “If I
know how to use my fingers when taking hold of something, so
that‘ I do it in a deft, and not in a clumsy way, the movement
goes.up into the whole organism and in the agile use of my limbs
I learn %o think clearly. I also learn to speak well when I carry
out gymnastic movements rightly.” Everything belonging to the
so-called training of spirit and soul in man, everything tending
towards abstraction, is developed in a quite unnatural way if it is
done by means of direct instruction. Schooling of this kind
should grow out of the way in which one learns to move the

LECTURE IX 163

body. This is why our civilisation has become so abstract. Today
there are men who cannot sew on a torn-off trouser button.
With us in the Waldorf School boys and girls sit together and
the boys get thoroughly enthusiastic over knitting and crochet;
and in doing this they learn how to manipulate their thoughts.
It is not surprising that a man, however well trained in logical
thinking is nevertheless unable to think clearly, if he does not
know how to knit. In this connection we in our time may
observe how much more mobile the thought world of women
is. One has only to study what has followed the admittance of
women to the university in order to see how much more
mobile the soul-spiritual is in women than in men, who have
become stiff and abstract through an activity which leads away
from reality. This is to be observed in its worst form in the
business world. When_one observes how a busipess man con-
ducts his affairs it is enough to drive one up_the wall,

These are things which must once again be understood.
I must know that however much I draw on the board,
children will learn to distinguish the difference between
acute and obtuse angles much better, they will learn to
understand the world much better, if we let them practise
holding a pencil between the big and next toe, making
tolerable and well-formed angles and letters—in other
words, when what is spiritual in man streams out of the
whole body—than by any amount ‘of intellectual, con-
ceptual explanation. In Greek culture care was taken that a
child should learn how to move, how to bear heat and cold, how
to adapt himself to the physical world, because there was a
feeling that the soul-spiritual Jevelops rightly out of a rightly
developed physical body. The Greek, educated-as a gymnast,
took hold of and mastered the whole man, and the outer
faculties were allowed to develop out of this mastery. We
today, with our abstract science, are aware of a very im-
portant truth, but we know it as an abstraction. When we
have children who learn to write easily with the right hand
we know today that in man this is connected with the centre
of speech situated in the left half of the brain, We observe
11—HVIB * =
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the connection bctween movements of the hand and
speaking. If we go further we can in the same way learn
through physiology to know the connection between move-
ment and thinking. Today therefore we already know, albeit
in a somewhat abstract way, how thinking and speaking arise
out of man’s faculty of movement; but the Greek knew this in
a most comprehensive sense. So the gymnast said : Man will
learn to think in a co-ordinated way if he learns to walk and

jump well, if he learns to throw the discus skilfully. And when

he learns to throw the discus beyond the mark he will also
comprehend the underlying logic of the story of ““Achilles and
the Tortoise”; he will learn to grasp all the remarkable
forms of logic, which the Greeks enumerated. In this
way he will learn to stand firm in reality. Today we
usually think somewhat as follows: Here we have a lawyer,
there a client; the lawyer knows things which the client does

not know. In Greece, however, because it was quite usual to

throw the discus beyond the mark, the Greek understood the
following : Assuming that a learned lawyer has a pupil whom
he instructs in legal matters, and this pupil is so well taught
that he must inevitably win every law-suit, what may ensue?
In the event of a law-suit involving both pupil and teacher
the position would be this: The pupil would inevitably win
and inevitably lose! As you know, the case is then left hang-
ing in the air! Thus thinking and speaking developed out of
an education based on gymnastics: both were drawn out of
the whole human being.

Now let us pass on to the Roman civilisation. There the
whole man receded into the background, although something
of him still remained in the pose of the Roman. Greek move-
ment was still living, pristine and natural. A Roman in his
toga looked very different from a Greek; he also moved
differently, for with him movement had become pose. In the
place of movement education was directed towards only a
part of the human being; it was based on speech, on beautiful
speaking, This was still a great deal, for in speech the whole
upper part of the body is engaged right down into the
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diaphragm and the bowels. A very considerable part of man
is engaged when he learns to speak beautifully, Every effort
was made in education to approach the human being, to make
something of the human being. This still remained when cul-
ture passed over into mediaeval times. In Greece the most im-
portant educator was the gymnast, who worked on the
whole man; in the civilisation of Rome the most im-
portant educator was the rhetorician. In Greece all cul-
ture and world-perspective . was based on the beautiful
human being, conceived in his entirety., One <cannot
understand a Greek poem, or a Greek statue if one does not

know that the Greek’s whole world-perspective was centralised

in the concept of man in movement, When one looks at a
Greek statue and sees the movement of the mouth, one is led to
ask : What is the relationship between this movement and the
position of the foot, and so on? It is altogether different when
we come to consider Roman Art and culture. There the
rhetorician takes the place of the gymnast; there the entire
cultural life is centred in oratory. The whole of education is
directed towards the training of public speakers, the develop-
ment of beautifully formed speech, the acquisition of eloquence,
and this continues right on into the Middle Ages, when edu-
cation still worked on man himself. You will see that this is so,
if you ask yourselves the following : What was the substance of
education in the Middle Ages, to what end and purpose were
people educated? There were for instance the Seven Liberal
Arts: Grammar, Rhetoric, Dialectic, Arithmetic, Geometry,
Astronomy or Astrology, and Music. To take one example:
Arithmetic was not practised as it is today, but was taught in
order to develop the faculty of working with and entering into
the nature of forms and numbers. The study of music enabled
the pupil to gain a deeper experience of the whole of life. And
astronomy : this helped him to develop the capacity for cosmic
thinking. In all these studies the approach was made to man
himself. The so-called exact sciences of today played a neglig-
ible part in education. That the pupil should understand
something of science was held to be of little value. It was
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considered much more important that he should move and
speak well and be able to think and calculate. That he should
acquire some sort of ready-made truth was of lesser importance.
Hence all culture, the perspective of civilisation developed along
lines which produced men able to play a part in public life and
affairs and willing to devote themsclves to this. Pride was felt in
men able to hold their own as public orators, men who were
thoroughly representative human beings.

The stream of culture which carried this into later times,
in some measure, indeed, right into the present, is the Jesuitical
schooling, which, from its first establishment and on into the
18th century, had as its main purpose the training, one might
almost say the drilling of human beings, so that they became
characters possessing great will-power and as such could be.
placed into life. From the beginning this was the aim of
Jesuitical culture. And it was only in the course of the 1gth
century, in order not to remain too much behind others, that
the Jesuits introduced the exact sciences into their teaching. By
these methods the Jesuits developed strong, energetic characters
so that today, even if one is an opponent of Jesuitism, one finds
oneself obliged to say : If only human beings could be trained
to work with such consciousness of purpose for the good, as the

Jesuits have trained them to work for the deca

dence of
mankind ! '

This trend in the development of man first makes its appear-
ance in the Roman civilisation, when out of the gymnast there
emerges the rhetorician. We see therefore, in a civilisation
which has as its foundation a rhetorical education, what
tremendous value is laid on everything in life which can assume
world significance in the sphere of rhetoric. Now try to look
back on the whole life of the Middle Ages. Everything reveals
the fact that life is regarded from the point of view of speech,
of rhetorical speech, and this entersinto such things as how one
should behave, how one man should greet another and so on.
All this is not taken for granted, but practised according to a
conception of beauty, just as in rhetoric a manner of speaking
which conforms to a conception of beauty gives aesthetic
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pleasure. Here you see arising everywhere the world'-signiﬁ-
cance of a rhetorical education; while the world-sigmﬁcar.xcc
of the Greek education lies in that which comes to expression
in human movement.

And now with the 16th century we come to more rr'lodem
times, although in point of fact some prcparatio'n for it may
already be seen in the 15th century. Once again s.omethmg
that still represented much in the human being, in this case .thc
rhetorical, is pushed into the background. Just as t_hc.: rhetorical
had pushed back gymnastic training, so now tl}cre is a furthes
step, the rhetorical is pushed back and the}'e isa Stlll‘, greater
limitation, an ever increasing striving after intellectuality. Just
as the Roman educator was the rhetorician, so is our educator
the doctor, the professor. If the gymnast was still a.complc.tc
human being, if the rhetorician, when he appe?.re(.i in public,
wished at least to be a representative human being, S0 our
professor has ceased to be a human being at all. He de.mcs the
human being and lives more and more in sheer abstract.lons; all
he is now is a skeleton of civilisation. Therefore, m.morc
modern times at any rate, the professor adopts the fashion of
dressing like 2 man of the world; he no longcr.cares to wear
cap and gown in the lecture room, but dre:sscs in such a way
that it is not apparent immediately that he is mcr(?ly a skclcfon
of civilisation. Ever since the 16th century our entire educatlc?n
has been focused on the professor. And those Yvho educate in
the sense of this view of what is of importance in the world no
longer take with them into the school.s any understanc?mg of
human development and human training, but they impart
knowledge to-the child. The child is expected to ‘absorb know-
ledge; his true development is ignored, 'but he Is cxpcc-teai to
know something; he is expected to acquire leax:nmg. Certainly
those in favour of reform in education complain loudly abotxt
this academic attitude, but they cannot get away from it.
Anyone who is fully aware of thcsc. things and has. a clear
picture in his mind of how a Greek child was cduc:atcd, anyone
who then turns his attention to what }}appcns in a modern
school where, even though gymnastics are taught, the
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development and training of the human being is completely
overlooked and scraps of knowledge taken from the sciences
are given to the youngest children, must perforce say: It is
not only that teachers become skeletons of civilisation, are such
already, or if not, regard it as their ideal to become $o in one
way or another, or at any rate to look upon it as an essential
requirement—it is not only that the tcachers are like this, but
these little children look as if they were small professors. -And
should one wish to express what constitutes the difference
between a Greek child and a modern child, one might well
say : A Greek child was a human being, a modern child all too
casily becomes a small professor.

This is the great change that has taken place in the world as
far as the shaping and development of culture is concerned. We
no longer look at the human being himself, but only at what
can be presented to him in the way of knowledge, what he

s}.lo'u'ld .know and bear as knowledge within him. Western. .
civilisation has developed downwards to the point at which the .

gymnast has descended to the rhetorician and the rhetorician to
the profcssor. The upward direction must be found again. The
most important words for modern education at the present time
are th?sc : The professor must be superseded. We must turn our
attention once more to the whole man. Now consider how this
comes to expression in the world-wide significance of edu-
cation. Not long ago, in Middle Europe, there was a university
which had a professor of eloquence. "f we go back to the first
half of the 1gth century we find such professors of eloquence <;f
rhcto.rical speech, in many places of learning; it was all tl’lat
rc.mamcd of the old rhetoric. Now at the university I have'in
mind there was a really significant personality who held the post
of professor of eloquence. But he would never have had anyone
to listen to him if he had been this only,
felt the. faintest inclination to listen to
lectures only on Greek archaeology. In the University Register
he was entered as “Professor of Eloquence”, but actually onc
could hear only his lectures on Greek archaeology. He had to
teach something leading to the acquisition of knowledge, not to

for no one any longer

eloquence. He gave -
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the acquiring of a capacity. And indeed this has become the
ideal of modern teaching. It leads out into a life in which
people know a tremendous amount. Already it hardly seems to
be an earthly world any more, where people know 50 enor-
mously much. They have so much knowledge and so little
ability, for that function is lacking which leads from knowledge
to ability. For instance, someone is studying for the medical
profession, and the time comes for his final examinations. He is
now told, quite officially, that as yet he can do nothing, but
must now go through years of practical training. But it is
absurd that students during their first years are not taught in
such a way as to be able to do something from the very
beginning. What is the purpose of a child knowing what an
addition sum is—if he can only add? What is the purpose of a
child knowing what a town is—if he only knows what the town
looks like? Wherever we are, the whole point is that we enter
into life. And the professor leads away from life, not into it,
The following example can also show us the world-wide
significance of education. It was still very apparent in Greece
when people came to the Olympic Games. There they could see
what it was on which the Greeks laid such value; there they
knew that only the gymnast could be a teacher in the schools.
Tt was still similar in the time of the rhetorician. And with us?
There arc certain people who would like to resuscitate the
Olympic Games. This is nothing but a whimsical idea, for in
prescnt-day humanity there is no longer any need for them. It
is a mere piece of external imitation and nothing is to be gained
by it. What penetrates right tiough the man ol today is
neither centred in his speech, nor in his studied bearing and
gestures, but is something centred in his thoughts. And so it has
come about that science now has a positively demonic signifi-
cance for the world. The cause of this demonic world-wide
significance lies in the fact that people believed that things
thought out intellectually could further the development of
culture. Life was to be shaped and moulded according to
theories. This holds good, for instance, in modern Socialism, the
whole tenor of which is to fashion life in accordance with such
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concepts. i i i '
pts. It was in this way that Marxism came into the

idea what will sprout from a seed, so the people had no idea of
what was to grow out of the seed they had planted Thl o ?
ls)aw the consequences when the seed began to gr;>\~' ?‘,h?: 1);
o?iﬁz‘se man no longer understands the great inter-relationship
iy :Eh: fvc;rld-mgfnﬁcance of modtirn intellectualistic education
at it c:?.ds right away from life. We see this if we simpl
::onildcr quite external things. Before the world’ war we ;11;(;,
!;;)oks. ch.ll, as you know, one masters the content of these
OXs tor just so long as one is reading or making notes
them. Otherwise they remain in the library, which is the coﬂio:

" of the spiritual life. And only when somebody is perhaps

obliged to produce a thesis, does he have to-take out the books
ernal way, and the person concerned

LECTURE IX 171

world : .

. "S?lr:;llilsav:ﬁr;’,,::gizrzldi::igord{natcd concc;?ts, such as But now let us look into life. We have the economic life, the
ordered. Nobody then saw the o> llf.c was to be judged and life of rights, and the spiritual life. This all goes on, but we do

But a survey of the totalin s o bs::);)nn;:ctlons and consequences. not think any more about it. We do not think any more at a}l

place in the more wcstirl utely ncf:&ssary. Let us gotoa about inner realities, we think in terms of bankfbooks. What .1s

decades ago a philosopher zvaI;a:t O}f‘ Middle Eumpc_, Some s'till contained in banking of real concern to our economic

had anything from life. for Lo b c(:;c ing there whf) no longer life—or even to our spiritual life, when, for' example, the

) form of concepts. He be’licvcd " a g ftuvmed everything into the accounts of schools are prepared? These contain the abstract
| twally. This belief he ut fo atdl .CCOl:lld be formed concep- figures on the balance shect. And what have \t-tlese ﬁgurc-s
| preference for RusSianp ﬂeriflr hm his lectures. He had a brought about in life? They have brought it about’that man is
2 philosophy found its Ir):gic,lo Wl.Om-_ he flad many, and his no longer personally bo.und up with what hf’ does. =Gradua11.y a
| himself remained an ofdina 2l rea 1satxor} in Bolshevism. He ppint.is reached at which it is all one to him whether he is a
 that time he had not the fa'ryt’ up.ng}!t, middle-class citizen; at c?rr_l merchar}'t or an outfitter; for trousers mean as much to

: in sowing the seed of b mhf:st inkling of what he was doing him as anything else. Now he only calculates what profits are
! nevertheless, -the. ren ]l(s ]f] tlosophy. There grew out of it, brought in by the business; he only looks at the abstract figures,
g BO]Shcvism.’The secdm(; faBe] }}:la{lt that has blossomed in with an eye for what is likely‘to prove more lucrative. The
; universitics of the West. i olshevism was first sown in the bank has taken the place of a living economic life; One draws

_ abstract, intellcctualistic’ . was sown in the thoughts, in the money from the bank, but apart f.rom this, leaves banking to its
o ation, Just as somenns o :catxon given to the rising gener- economic abstractions. Lverything has been changed into
0 knows nothing about plants has no abstract externalities, with the result that one is no longer

humanly involved in things. When the ba'nk was founded, it
was still closely bound up with human beings, because people
were still accustomed to standing within the living work of
existence, as was the case in earlier times. This was still so in
the first half of the 1gth century. Then the director of a bank
still impressed into it a personal character; he was still actively
engaged in it with his will, he still lived with it as a personality.
In this connection I should like to relate a little story which
describes how the banker Rothschild behaved when a represen-
tative of the king of France came to arrange for a State credit.
At the time of the ambassador’s arrival Rothschild was having
a consultation with a dealer in leather. The ambassador, whose
visit was concerned with making arrangements for this credit,
was duly announced. Rothschild, whose business with the dealer

in leather was not yet finished, sent a message, asking him to

wait. The minister could not understand how an ambassador, ,'-66;111&45
_from the king of France could possibly be kept waiting and FZ’O(/ N ?73

desired to be announced once more. To this Rothschild said {! )

- ads.glad when thei ' i i
« P ':"i‘f(;%- penetratcthelr C;)ntt;i‘lt o.nly enters into his head and does
vy oty e any further into his being. This is
;. eveiywhere, g. This is the case
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am now engaged in business concerning leather, not with state
affairs. The minister was now so furious that he burst open the
door into Rothschild’s room, saying : “I am the ambassador of
the king of France!” Rothschild replied: “Please, take a
c.hair.” The ambassador, believing that he had n<;t heard
rightly, repeated: “I am the ambassador of the king of
France.”—for he could not conccive that anyone in his position
f:‘ould be offered a chair. Whereupon Rothschild replied :
Take two chairs.” » .
So we see how the personality at that time still made itself
felt, f?r it is there. Is it still there today? It is there in
exceptional cases, when, for example, someone breaks through
pL.xblic officialdom. Otherwise, where once there was the pexsogn—
ality, there is now the joint-stock company. Man no longer
stands.as a personality in the centre of things. If one asks:
W h?.t 15 a joint-stock company ?—the answer may well be : A
Society consisting of people who are rich today
tomorrow. For things take quite another course t
d}d formerly; today they pile up, tomorrow they are again
dmsolvcsi; human beings are thrown hither and thither in this
ﬂuc.tuatmg state of affairs, and money does business on its own
$o it .happcns today that a man is glad when he comes into a\.
situation where he can amass a certain amount of
money. He then buys a car; later on he buys a second
one. Things proceed in this way until his situation changes
and now money is scarce. He perforce sells one of the
cars and soon after the other one also. This points to the fact
thaF man is no longer himself in control of economic and
busgncss life. He has been thrown out of the ob jective course of
b}lSlncss life. T put this forward for the first time in 1908 in
Nuremberg, but people did not understand much about it. It
was the same in the spring of 1914 in Vienna when [ said :
Everything is_ heading towards a great world catastroph(;
because human beings are now outside the real and concrete
?xnd are growing ever more and more into the abstract. and it
is clear that the abstract must inevitably lead into cha’os Yet
people would not understand it. '

and poor

oday than they .
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Now what must be borne in mind above all else, if one has a
heart for education, is that we must free ourselves from the
abstract and again work our way into the concrete, realising
that everything turns on man himself. Hence emphasis should
not be laid too strongly on the necessity for the teacher to have
a thorough knowledge of Geography and History, of English or
French, but rather that he should understand man, and should
build up his teaching and education on the basis of a true
knowledge of the human being. Then, if need be, let him sit
down and look out in the encyclopaedia the material he
requires for his teaching; for if a man does this, but as an

educator stands firmly on the ground of a real understanding -

and knowledge of man, he will nevertheless be a better teacher
than one who has an excellent degree, but is totally lacking in
true knowledge of the human being,

Then we come to the world-significance of the art of

education; then we know that what happens in the school is,
reflected in the culture of the outer world. This could easily be
secen in the case of the Greeks. The gymnast was to be seen
everywhere in public life. When the Greek, no matter what he
was like in other respects, stood confronting the Agora, it was
apparent that he had been educated as a gymnast. In the case
of the Romans, what lived in a man’s schooling came less into
external form.

With us, however, what lives in the school finds its expres-
sion only through the fact that life escapes us more and more,

- that we grow out of life, no longer grow into it; that our

account books have their own life to a degree of which we
have scarcely an inkling, a life so remote that we no longer
have any power over it. It takes its own course; it leads an
abstract existence, based only on figures.

And let us look at human beings who are highly educated.
At most we recognisc them because they wear glasses (or
perhaps they don’t) on their attenuated little organ. Our
present day education has world significance only through the
fact that it is gradually undermining the significance of the
world.
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We must bring the world, the real world into the school
once more. The teacher must stand within this world, he must
have a living interest in everything existing in the world. Only
when the teacher is a2 man or woman of the world, can the
world be brought in a living way into the school. And the
world must live in. the school. Even if to begin with this
happens playfully, then in an aesthetic way, thus finding its

-expression: step by step, it is nevertheless imperative that the

world lives in the school. Therefore today it is much more
important to draw attention to this approach of mind and
heart in our newer education than ever and again to be
thinking out new methods. Many of the old methods still in
use are good. And what I wanted to say to you is most
certainly not intended to ‘put the excellent exponents of edu-
cation of the 1gth century in the shade. I appreciate them
fully; indeed I see in the teachers of the 1gth-century men of
genius and great capacity, but they were the children of the
intellectualistic epoch; they used their capacity to work to-
wards the intellectualising of our age. People today have no idea
of the extent to which they are intellectualised. Here we touch
precisely on the world significance of a new education. It lies
in the fact that we free ourselves from this intellectuality.
Then the different branches of human life will grow together
again. Then people will understand what it once meant when,
education was looked upon as a means of healing, and this
healing was connected with the world significance of the
human being. There was a time when the idea, the picture of
man was thus: when he was born into earthly existence he
actually stood one stage below the human, and he had to be
educated, had to be healed in order to rise and become a true
man. Education was a healing, was of itself a part of medical
practice and hygiene. Today everything is separated. The
teacher is placed side by side with the school doctor, externally
separated. But this doesn’t work. To place the teacher side by
side with the school doctor is much as if one looked for tailors

who made the left side of a coat, and for others who made the
right side, without having any idea who was to sew the two |
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separated parts together. And in the same way, if one takes

is quite unschooled in
» the measurements of the teacher who is q

medicine—the right side of the coat—and then takes t}}c
measurements of the doctor, who is quite unschooled In
education—the left side of the coat—who is going to sew them
together nobody knows! Action must therefore be. taken. We
must rid ourselves of the “left” tailor and the “right” tailor
and replace them once again with the tailor able to make the
whole coat. Impossible situations often only become ap]')arent
when life has been narrowed down to its uttermost limit, not
where life should be springing up and bubbling over. o
This is why it is so difficult for us to gain an um.ierstan.d{ng
of what is meant by the Waldorf School. A sectarian striving
away from life is the reverse of what is intendcfl. 0{1 the
contrary, there is the most intensive striving to enter into %xfe.
In such a short course of lectures it is clearly only possible to
give a short survey of all that is involved. This I have.at-
tempted to do and I hope that it may have proved stimulating.
In the final lecture I shall bring the whole course to a
conclusion.



LECTURE X*
Arnheim, 24th July, 1924

As I am now coming to the concluding words of this course
of lectures on education, I should like first of all to take the
opportunity ¢ expressing the deep satisfaction I feel that our
friends in Holiand, who have set themselves the task of fostering
the anthroposophical conception of the world, had the will to
arrange this course. Such an enterprisc always involves an
immense amount of hard work for the organisers. And we
ourselves, just because we have very many things to arrange in

Dornach, know best of all what goes on behind the scenes on,

such occasions. all the work that has to be done and how much
effort and energy are cailed for. It is therefore obvious that,
before leavinz Holland, I should €xpress my very warmest
thanks to those who have worked together in order to bring
about this wiiole conference. An educational course has taken
place and in my closing words I may perhaps be allowed to say
something about the parr played by the art of education within
the whole sphere of the anthroposophical movement.

An educational art has grown up within the anthroposo-
phical movement, not, so to speak, as something which has
found its wav into the movement through some abstract inten-
tion, but it has arisen with a certain necessity out of the
movement itseif. Up to now few activities have grown out of
the anthropossphical movement so naturally and incvitably as
this art of education. In the same way, simply as a matter of
course,-eurytiny has grown out of the anthroposophical move-
ment through Frau Dr. Steiner, medicine through Frau Dr.
Negman; and educational art, as with the other two, has, I

¥ Lectures VII[ and IN were given on the same dav, Lecture X
consists of conciu iing words o Lecture 1N,
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may venture to say, arisen likewise in accordance with destiny,
with karma. For the anthroposophical movement as such is,
without any doubt, the expression of something which corres-
ponds to human striving through the very fact that humanity
has arisen on the earth, »

- We need only look back into those ancient times in the
evolution of humanity when Mystery Ceritres were to be found
here and there, in which religion, art and science were cul-
tivated out of experiences of the spirit, and we become aware
how in those old, sacred centres human beings have had, as it
were, intercourse with beings of the supersensible world in order
to carry spiritual life into external, physical life. We can pursue
our way further into the historical development of humanity
and we shall discover ever and again the urge to add what is
supersensible to what man perceives with his senses. Such are
the perspectives which open up when we penetrate into the
historical evolution of humanity and see that what lives in
anthroposophy today is ceaseless human striving. As anthro-
posophy however it lives out of the longings, out of the en-
deavours of human souls living at the present time. And the

following may in truth be said: At the turning point of the

19th to the 20th century it has become possible, if one only has
the will, to receive revelations from the spiritual world which
will once again deepen the whole world-conception of mankind.

These revelations from the spiritual world, whi¢h today must
take on a different manifestation from the old Mystery Truths,
must accord with modern scientific knowledge. They form the
content of anthroposophy. And whoever makes them his own
knows also that out of the conditions of our present age many,
many more people would come to anthroposophy were it not
for the tremendous amount of prejudice, of pre-conceived
feelings and ideas, which put obstacles in their path. But these
are things which must be overcome. Out of the small circle of
anthroposophists must grow an ever larger one. And if we call
to mind everything which is living and working in this circle we
may perhaps—without in any way wishing to declare that
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anthroposophy is itself a religious movement—we may perhaps
allow a deeply moving picture to rise up before us.

Call to mind the Mystery of Golgotha. Only a hundred
years after the Mystery of Golgotha, the most brilliant Roman
writer, Tacitus, writes about Christ as if he were someone
almost unknown, who had met his death over in Asia. At that
time therefore, in the height of Roman civilisation, of Roman
spiritual and cultural life, where people were living in the
traditions of the previous several thousand years, even there
nothing was known of Christ. And it is possible to paint a
word-picture of a significant fact : There above is the Roman

- civilisation—in the arenas, in brilliant performances, in every-

thing that takes place in Roman social life, in the life of the
state. Below, underground, are those regions known as the
catacombs. There many people gather together, gather by the
graves of those who, like themselves, were believers in the
Mystery of Golgotha. These people must keep everything secret.
What goes on under the earth only comes to the surface on
those occasions when, in the arena, a Christian is smeared with
pitch and burned as an entertainment for those who are
civilised citizens. Thus we have two worlds : above, the life of
Roman civilisation, based on old, resplendent traditions; below,
what is developing in secret under the earth. Let us take the
brilliant writer of this epoch. He was able to write what
amounts to no more than a brief reference in his notes to the
coming into being of Christianiiv, while his writing table in
Rome may well have stood over one of the catacombs without
his knowing anything whatsoever about what was taking
beneath him, :

Let us take several hundred vears later. What earlier had
spread over the world in such 2 spectacular way has now
disappeared; the Christian civilisation has risen to the surface of
the-earth and Christianity is beginning to expand in Europe
where previously there had been the Roman culture. Keeping
such a picture in view one sees how things actually proceed in
the evolution of humanity. And often, when contemplating the
present time, one is inclined to "sayv: To be

place

sure,
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anthroposophists today do not bury themselves under t%xc
earth; that is no longer customary, or they would have to'do it;
externally they find themselves in surroundings as beautiful as
those we have here; but now ask yourselves whether thosF
from outside, who regard ordinary, normal civilisation as their
own, know more about what is taking place here than the
Romans knew about what was taking place in the catacombs.
One can no longer speak so precisely; the situatio.n has
passed over into a more intellectual sphere, but it remains the
same. And when in thought one looks forward a few hundred
years, onc may at any rate indulge in the courageous hope
that the picture will change. Of course, those who know as
little about anthroposophy today as the Romans knew about
Christianity find all this very fantastic; but no one can work
actively in the world who is unable to look couragcously at
the path opening out before him. And anthropo%oph}sts would
fain look with the same courage at the way which lies ahead.
This is why such pictures risc up in the mind’s cye. .

From time to time we must certainly turn our attention to
all the opinions about anthroposophy which are held today.
Gradually it has come about that scarcely a wecl.( goes by
without the appearance of some sort of antagonistic book
dealing with anthroposophy. The ?pponans take anthro-
posophy very seriously. They refute it every week or so, not
indeed so much from different standpoints, for they are n.ot
very inventive, but they nevertheless I‘Cfl}t& it. It.ls quite
interesting to observe how anthroposophy is dealt with when
approached in this way. One discovers that very ;1earne$l people,
or people who should have a sense of responsibility, write books
on some subject or other and introduce what they have .read
about anthroposophy. Very often they have not read a s_1ngl_c
book whose author is an anthroposophist, but they gather their
information solely from the works of opponents. . '

Let us take an example. There was o.nc.e a Gn?sxs, of w.h}ch
scarcely anything exists except the Pls?txs-Sophla, a writing
which does not contain very much and is moreover extremcl?'
difficult to understand. All those who write about the Gnosis
12+-HVIE * *
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today-—for at the present time this realm is very much in the
forefront—know little about it, but nevertheless regard them-
selves as its exponents. They belicve that they are giving some
explanation of the Gnosis when they say it originated out of
Greek culture. I must often think of how it would be if
everything related to anthroposophy went the same way; if, as
many people often wish, all anthroposophical writings were to
be burnt; then anthroposophy would be known as the Gnosis is
known today. It is interesting that today many people say that
anthroposopliy is a warmed-up Gnosis. They do not know

anthroposophy because they do not wish to know it, and they -

dz? not know the Gnosis because no external document dealing
with .it exists. Nevertheless this is how people talk. It is a
negative example, but it can notwithstanding point in a definite
direction. It can certainly only point to this : Courage and
strength will be needed if anthroposophy is not to go the same
way as the Gnosis, but is to develop s0 as to unfold its intrinsic
reality. When one looks such things in the face, a feeling of -
fieep satisfaction arises when one sees all the various undertak-
ings which come about, of which this conference is an example;
fo.r such things taken together should ensure that ant.hroposoph);
will work powerlully into the future. In this educational course
ar'lthroposophy has, as it were, only peeped in through little
windows. Much however has been indicated which may serve to
§how how anthroposophy goes hand in hand with reality, how
it penetrates right into practical life. Just because everything
real is permeated with spirit, one can only recognise and
.understand reality when one has an eye for the spirit. Of course
1t was not possible to speak here about anthroposophy as such.
On the other hand it was perfectly possible to speak about a
sphere of activity in which anthroposophy can work fruitfully
I'mean the sphere of education.

In the case of curythmy for instance it was destiny itself that
§pokc. Today, looking at things from outside, it might well be
Imagined that at a certain moment someone was struck with a
sudden thought : We must have a eurythmy. This was not so,
but at that time there was a family whose father had died.
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There were a number of children and the mother was con-
cerned about their welfare. She was anxious that something
worth while should develop out of them. The anthroposophical
movement was still small. The question was put to me : What
might develop out of the children? It was in conncction with
this question that the first steps were taken to come to something
in the nature of eurythmy. To begin with the attempt was
confined to the very narrowest limits. So it was out of these
circumstances that the first indications for eurythmy were given.
Destiny had spoken. Its manifestation was made possible
through the fact that there was an anthroposophy and that
someone standing on anthroposophical ground was seeking her
life’s career. And soon after—it did not take so very long—the
first pupils who had learned eurythmy themseves became
teachers and were able to carry eurythmy out into the world.
So, with the help of Frau Dr. Steiner, who took it under her
wing, eurythmy has become what it is today. In such a case one
may well feel convinced that eurythmy has not been sought :
eurythmy has sought anthroposophy. 3

Now let us take medicine. Frau Dr. Wegman has been a
member of the Anthroposophical Society ever since there was a
Society. Her first attempts to heal out of an artistic perception
gave her the predisposition to work medically within the
Anthroposophical Movement. As a whole-hearted anthroposo-
phist she devoted herself to medicine. So here too medicine has
grown out of the being of anthroposophy and today exists
firmly within it because its growth has come about through-one
particular personality.

And further. When the waves of the world war had subsided,
people’s thoughts turned in all possible directions: Now at last
something really great must happen: now, because human
beings have experienced so much suffering, they must find the
courage to achieve something great; there must be a complete
change of heart. Immense ideals were the order of the day.
Authors of all kinds, who otherwise would have written on
quite other subjects, wrote about “The Future of the State” or
“The Future of the Social Order” and so on. Everywhere



i

182 HUMAN VALUES IN EDUCATION

thoughts were turned towards what could now come about out
of man himself. On anthroposophical sojl many such things
SPrang up and faded away. Only in the realm of education
there was very little to show up to this time. My little book,

this child be given a yellow bed-cover or that child a red one? I
was also asked what one or another child should eat, and so on.
This was an admirable striving in an educational direction but
it did not amount to very much. :

Then in Stuttgart, out of al] these confused ideals, there
emerged Emil Molt’s idea to found a school for the children of
the workers at the Waldorf-Astoria cigarette factory. And Emjl
Molt, who is present today, had the notion to hand the
direction of the school over to me. That was a foregone

*It was then possible that a State law

S might prevent children
from entering the school before the fifth class, -
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Well, then anthroposophy took over the school, or one might
equally well say, the school took over anthroposophy. And in a
few years the school grew in such a way that children were
entered coming from very different backgrounds and belonging
to all classes of life. All kinds of people wanted their children -
to attend Waldorf School, anthroposophists and non-
anthroposophists. Very strange opinions weré held. Naturally
enough parents are fondest of their own children and of course
want to send them to an excellent school. To give one example,
we have had the following experience. There are many oppo-
nents whose opposition is based on scientific grounds; and

- they know that anthroposophy is so much foolish, unscien-

tific rubbish. Nevertheless they send their children to the
Waldorf School. They even discover that the Waldorf
School  suits their children admirably, Recently two
such people visited the Waldorf School and said—But this
Waldorf School is really good, we notice this in our
children; but what a pity that it is based on
“Theosophy”. Now the Waldorf School would not be
there at all if anthroposophy were not there. So, you sce,
the judgment of many people amounts to this: It is as if one
would say: That is an excellent dancer; the only pity is that
he must stand on two legs. Such is the logic of opponents,
One cannot do otherwise than say that the Waldorf School is
good, for nothing whatever in this school is planned in order
to make it a school with a definite “world-conception”, In
regard to religious instruction, the Catholic children are
taught by a Catholic priest, the evangelical children by an
evangelical clergyman; and only because in Germany there
are a great many non-churchmen who belong to no religious
community, are we obliged to arrange for a free religion
lessen, Otherwise these children would have had no
religious teaching at all. I have great difficulty in finding
teachers for these free religion lessons, for they are over-full.
There is no inducement whatever to persuade the children to
come, for we only want to be a modern school. All we want is to
have practical and fundamental principles for the instruction
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and education. We have no wish to introduce anthmposophyw

.into t'hc school, for we are no sect; what we are concerned with
1s umversally human. We cannot however prevent children
fron:t leaving the evangelical and Catholic religion lessons and
coming to the free religion lesson. It is not our fault, but they
come. And so we have ever and again to see to it that this free
religion lesson is continued. '

The Waldorf School is growing, step by step. It now has about
‘800 children and between 40 and 50 teachers. Its growth is well
in hand—not so its finances. The financial situation is very
precarious. Less than six weeks ago there was no means of
knowing whether the financial position would allow the Waldogf
ScI}ooI to exist beyond 15th June. Here we have an example
?vhlch shows clearly how difficult it is today for an undertak-
ing to hold its own in the face of the terrible state of €conomic
affairs in Centra] Europe, even though it has proved beyond

mner intensity without an chanc i 1
three months time they willybe unerflp(l)cf)yﬁg.owmg whether in
Nevertheless anthroposophical education has grown out of
Fhe Anthroposophical Society. What has been least sought for
1s what prospers best. In other words, what the gods have
given, not what men have made, is most blessed with ood
'fortunc. %t is quite comprehensible that the art of educftion
1s something which perforce lies especially close to the hearts ©
of an.throposophists. For what is really the most inward]
beautxﬁfl thing in the world? Surely it is the growiny
developing human being. To see this human bein frori’
the spiritual worlds enter into the physical world tirough

©
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birth to observe how what lives in him, what he has car-
ried down in definite form is gradually becoming more and
more defined in his features and movements, to bghold
in the right way divine forces, divine manifestations working
through the human form into the physical world—all this has
something about it which in the deepest sense we may call
religious. No wonder therefore that, wherever there is the striv-
ing towards the purest, truest, most intimate humanity, such a
striving as exists as the very foundation of anything anthroposo-
phical, one contemplates the riddle of the growing human being
with sacred, religious fervour and brings towards it all the work
of which one is capable. . ’

That is something which, arising out of the deepest impulses

of the soul, calls forth within the anthroposophical movement
enthusiasm for the art of education. So one may truly say : The
art of education stands within the anthroposophical movement
as a creation which can be nurtured in no other way than with
love. It is so nurtured. It is indeed nurtured with the most
devoted love. And so many venture to say further that the
Waldorf School is taken to the heart of all who know it, and
what thrives there, thrives in a way that must be looked upon
as an inner necessity. In this connection I should like to
mention two facts.

Not so very long ago a conference of the Anthroposophical
Society was held in Stuttgart. During this conference the most
varied wishes were put forward coming from very different
sides. Proposals were made as to what might be done in one or
other sphere of work. And just as today other people in the
world are very clever, so naturally anthroposophists are clever
too; they frequently participate in the cleverness of the world.
Thus it came about that a number of suggestions were inter-
polated into the conference. One in particular was very inter-
esting. It was put forward by pupils who were in the top class
of the Waldorf School and it was a real appeal to the
Anthroposophical Society. The appeal was signed by all the
pupils of the 12th Class and had more or less the following
content : We are now being educated in the Waldorf School in
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a genuine, human way; we dread having to enter an ordinary
university or college. Could not the Anthroposophical Society
also create an anthroposophical university ? For we should like to
enter 2 nniversity in which our education could be as natural
and human as it is now in the Waldorf School.—The
suggcstion thrown into the meeting stirred the idealism of the
members and as a result the decision was actually taken to found
an anthroposophical university. A considerable sum of money
was collected, but then, in the time of inflation, millions of
marks melted away into pfennigs. Nevertheless there were
people who believed that it might be possible to do something
of the kind and to do it before the Anthroposophical Society
had become strong enough to form and give out judgments.
Well, we might certainly be able to train doctors, theologians
and so on, but what would they be able to do after their
training? They would receive no recognition. In spite of this,
what was felt by these childlike hearts provides an interesting
testimony to the inner necessity of such education. It was by no
means unnatural that such a suggestion was put forward. But,
to continue the story, when our pupils entered the top class for
the first time we were obliged to take the following measures.
We had been able to give the young people only what con-
stituted a living culture, but now they had to find access to the
dead culture essential to the Abitur examination.* We had
therefore to plan the time-table for the top class in such a way
that our pupils could take the Abitur. This cut right across our
own curriculum and in our teachers’ meetings we found it
extraordinarily difficult to reconcile ourselves to putting the
-examination work as the focal point of the curriculum during

the final year of this class. Nevertheless we did this. I had a far .

from easy time when I visited the class, for on the one hand the
pupils were yawning because they had to learn what they must
know later for the examination, and on the other hand their
teachers often wanted to fit in other things which were not
necessary for the examination but which the pupils wanted to
know. They had always to be reminded : But you miust not say

* The German matriculation.
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that at the examination. This was a real difficulty. And then
came the examination. The results were passable. However, in
the college of teachers and in the teachers’ meetings we were—
pardon the expression—~t-horoug-h-_ly fed up. We said : We have.
already established the Waldorf School; and now, when we
should crown our work during the last school year, we are
unable to carry out our intentions and do what the school
requires of us. And s0, there and then, in spite of everything,
we resolved to carry through the curriculum strictly to the ¢nd
of the final school year, to ‘he end of the 1ath class, and
IMoreover to suggest to the parents and pupils that we should
add yet another year, so that the examination could be taken
then. The pupils accepted this with the greatest Willingness for
they saw it as a way out which would ensure the realisation of
the intentions of the Waldorf School. We experienced no
opposition whatever, There was only one request which was
that Waldorf School teachers should undertake the coaching
for the examination.

You see how difficult it is actually to establish within present
~day so-called reality something originating purely out of a
knowledge of man. Only those who live in a world of fantasy
could fail to see that one has perforce to deal with things as
they are, and that this gives rise to immense difficulties. And so
we have on the one hand the art of education within the
anthroposophical movement, something which is loved quite as
a matter of course. On the other hand we have to recognise
that the anthroposophical movement as it exists in the social
order of today is confronted with formidable difficulties when it
endeavours to bring about, precisely in the beloved sphere of
education, those things of which it perceives the deep inner
necessity. We must look reality in the face in a living way. Do
not think that it would occur to me for a single moment to
ridicule those who out of inner conviction are inclined to say :
Well, really, things are not so bad; too much is made of it all,
for other schools get on quite all right. No, that is not the
point! I know very well how much work and effort and even
spirit are to be found in the schools of today. 1 fully recognise



188 HUMAN VALUES IN EDUCATION

this. But unfortunately human beings today do not look ahead
in their thinking. They do not see the threads connecting
education, as it has become in the last few centuries, with what
is approaching us with all the violence of a storm, threatening
to ravage and lay waste our social life. Anthroposophy knows
what are the conditions essential to the development of culture
in the future; this alone compels us to work out such methods
as you will find in our education. Our concern is to provide
humanity with the possibility of progress, to save it from
retrogression. ,

I have described on the one hand how the art of education
stands within the anthroposophical movement, but how, on the
other hand, through the fact that this art of education is
centred in the anthroposophical movement, that movement is
itself faced with great difficultics in the public life of today.

When therefore it so happens that to an ever Increasing extent
a larger circle of people, as has been the case here, come together
who are desirous of hearing what anthroposophy has to say on
the subject of education,-one is thankful to the genius of our
time that it is possible to speak about what lies so closely to
one’s heart. In this particular course of lectures I was only able
to give a stimulus, to make certain suggestions. But when one
comes down to rock bottom, not all that much has been
achieved; for our anthroposophical education rests on actual
teaching practice. It only lives when it is carried out; for it
intends nothing mo. e nor less than life itself. In actual fact it
cannot truly be described, it must be cxperienced. This is why
when one tries to stimulate interest in what must necessarily be
led over into life, one has to make usc of ¢very possible art of
speech in order to show how in the anthroposophical art of
education we have the will to work out of the fullness of life.
Maybe I have succeeded but ill in this course, but I have tried.
And so you see how our education has grown out of anthro-
posophy in accordance with destiny.

Many people are still living in anthroposophy in such a way
that they want to have it only as a world conception for heart
and soul, and'they look askance at anthroposophy when it
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widens its sphere of activity to include art, medicine, education
and so on. But it cannot be otherwise, for anthroposophy

which is intended to stand before the world with the cool
reasonableness of mathematics (al beit, as soon as one cnters into
the spiritual, mathematical coolness engenders enthusiasm, for
cnthusiasm is a word that is connected with Spirit* and one
cinnof help becoming cnthusinstic, even if one is quite cool jn
the mathematical Sense, when one has to speak and act out of
the spirity—cven if anthroposophy is stj] looked upon today as
an absurd fantasy, it will gradually be borne in og people that
‘n_is based on absolutely real foundations and strives in the
widest sense of the words to embody and pré.ctisc life. And

possibly this can be demonstrated best of all today in the spherc
ol education, ' |

Stnving a way to continue in the practice of life what these
lectures were intended to inspire,
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