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I Introduction
Christopher Bamford

Although each of Rudolf Steiner’s
courses of lectures on what has come to be known as Wal-
dorf education has its own special quality and value, cer-
tain seminal courses shine out with a unique light.
Human Values in Education (originally entitled “The peda-
gogical value of knowledge of the human being and the
cultural value of pedagogy”) is certainly one of these. It
was held in July1924, which was the last glorious year of
Steiner’s active life—he died in 1925. The context was a
summer teachers’ conference, set in an unusual part of
Holland among wooded hills. Participants were united
not only by lectures, but also by meals, excursions, and
almost continuous discussion and conversation. Thus
they created what Gunther Wachsmuth described as an
“a splendid mood of intensive community.” Two months
later, Steiner would give his last lecture, the so-called
“final address” (September 28, 1924).

It is not only sentiment that makes Steiner’s last active
year remarkable. The year began with the founding of the
General Anthroposophical Society with Steiner at its
head (January 1, 1924). This was more than simply an
important event: it represented the flowering and culmi-
nation of Steiner’s entire life and work. What followed in
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the next nine months, as it were, cast the seeds of this fru-
ition forth into the world. As he united his own karma
with that of the Society, Steiner had said that he did not
know how the spiritual world would regard his action.
He warned members that his sources of inspiration might
dry up. The spiritual world might not be willing to coop-
erate. Fortunately, this was not the case. Far from aban-
doning Steiner, the spiritual world heaped grace upon
grace upon him and he, out of his own inner forces,
responded with a newfound simplicity, contemporaneity,
and directness. It was as if he had fulfilled his obligations
to his historical, spiritual lineages—theosophical, occult,
and so on—and could now speak directly from the heart
in the common language of human experience. This is
what gives Human Values in Education its freshness as an
overview of the unique qualities of Waldorf education—
what makes it special.

Waldorf education is, of course, based on knowledge of
the human being acquired on the basis of anthroposophy
or spiritual science, which means that it starts from pre-
cise, phenomenological observation of the whole being as
body, soul, and spirit. As such, there is nothing “theoreti-
cal” about it. Education today, like so much else, suffers
from a split between theory and practice or actuality.
Most educational philosophies are theoretical and
divorced from life. They experiment with children,
because they are no longer able to approach them with
their hearts and souls. Education therefore does not deal
with the reality that lives between teachers and students.
For Steiner, this is symptomatic of “the fundamental evil
behind all the frequent social disturbances in today’ soci-
ety”: “the failure to acknowledge others and the lack of
interest people should show for one another.” It is a sad
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fact, but mostly we pass each other by without ever
knowing or recognizing each other. To overcome this
abyss, teachers must learn to love again. Without love, it
is possible neither to gain the knowledge necessary to
teach, nor to teach.

From the point of view of love, children are entrusted
to us for their education. They are a sacred trust we
receive. Our job as parents and teachers is not to develop
them toward some abstract ideal, but to welcome them
and midwife their entry into earthly life. Steiner is quite
clear: “When we deal with young children, we are faced
with beings who have not yet begun physical existence;
they have brought down soul and spirit from pre-earthly
worlds and plunged into the physical bodies provided by
parents and ancestors.” When we observe a child what
we see is soul and spirit seeking to take hold of life. A
divine being who previously lived in the spiritual world
has come to live among us. Those who greet this being
“have a sense of standing before an altar.” But the usual
function of the altar is reversed. Rather than holding our
offerings, this altar is for the gods to reveal to us the
divine, spiritual-cosmic laws by which the world was cre-
ated. Every child becomes a mystery and poses a ques-
tion. Not how to educate him or her to some
preconceived end, but rather how to nurture what the
gods have sent to earth. Waldorf education is a pedagogy
based on the reverence and love that necessarily follow
from this kind of thinking. In this light, the teacher is not
so much an instructor, as an artist, whose calling is more
priestly than profane.

There is nothing programmatic about this. It is not a
guestion of applying principles, but of responding to real-
ity, that is, to the individual children, each of which
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brings to earth certain inherent characteristics that we
must learn to intuit and nurture. Meeting the children
(besides the parents) are those we call teachers, who are
also individual beings. Between the two, individual
teachers and students, the relationship that is education
germinates, grows, and, if successful, flowers. To become
a teacher in this context is more like becoming a gardener.
One must know one’s plants, as well as the soil and cli-
mate, and on the basis of this knowledge, one’s “green
thumb,” become an improvising, loving artist.

Observing the unfolding of children in this way, we
notice first that the process of entering earthly life occurs
through progressive, developmental stages. Steiner
explains that these begin before birth, continue through-
out life, and constitute an interconnected whole, so that
what happens earlier has a consequence later. He also
emphasizes the importance of recognizing that they are
not fixed. Children’s development today is not the same
as it was five hundred, a thousand, or four thousand
years ago. Again, it is necessary to be absolutely realistic
and responsive to what is before one. And what is before
is always an individual. In that individual, a whole world
is revealed—*“not just a human world, but also a divine
spiritual world manifested on earth.” Each child repre-
sents a world and an aspect of the world; and is an oppor-
tunity for teachers to enrich their understanding with a
new perspective. Every class is thus a kaleidoscope of
perspectives—of evolving beings. Learning to work with
these, a teacher becomes an artist, aware that what he or
she does has significance for world evolution.

The nine lectures that make up Human Values in Educa-
tion fill out this picture of child and teacher engaged in
the complex dance of body, soul, and spirit that we call
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“education.” Throughout, Steiner weaves seamlessly and
lightly between micro- and macro-perspectives. In the
second lecture, he considers the process if incarnation in
terms of a whole human life, taking the German poets
Goethe and Schiller as his examples. (These would have
been familiar to his audience; had he been talking in
America today, he might well have drawn on Emerson
and Thoreau.) From this, he turns to the miraculous
events of learning to walk, speak, and think—and from
these to the three stages of childhood (from birth to the
change of teeth, from the change of teeth to puberty, from
puberty to adulthood.) At every opportunity, he moves
from the detail to the whole, from the specific to the uni-
versal. Above all, Steiner practices what he preaches:
these lecture are alive.

The volume falls into three movements. We begin with
lectures that weave around the development of the child
into a full human being of body, soul, and spirit. This
allows us to understand the practical pedagogic aspects
of the education. It is followed by a couple of profound,
insight-filled lectures discussing more the more social--
spiritual aspects of education as practiced in Waldorf
schools: teachers’ conferences and parent-teacher meet-
ings. Finally, in his last lectures, Steiner turns to questions
arising under the general rubric of the temperaments as
these relate, once again, to body, soul, and spirit.

No such lecture cycle is ever complete in an encyclope-
dic way, but each nevertheless covers “the basics” in its
own way. Any lecture by Rudolf Steiner also has its own
incomparable value. Yet this sequence is truly extraordi-
nary and incomparable in a different way, both because it
is the last that Steiner gave on education and because, in
his last months, Steiner was graced with a remarkable
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clarity and penetration that allowed him to address old
topics (as well as new) with uncanny spiritual luminosity,
precision, and sheer humanity. If anyone is looking for
the “last word” on Waldorf education, this is perhaps it—
in more ways than one.






ll The Need for Understanding
the Human Being

July 17,1924

For quite a few years now, education
has been an area of civilized cultural activity that we nur-
ture in the anthroposophic movement. And it will
become obvious in these lectures that it is specifically in
this area that we can look back with some satisfaction at
what we have done. Our schools have existed for only a
few years, so | cannot really speak of accomplishment,
but we can speak of the beginning of something that,
even outside the anthroposophic movement, has already
left an impression on groups interested in the spiritual
life of culture today. In reviewing our educational activ-
ity, it gives me real joy to speak again on this closely
related theme—particularly here in Holland, where many
years ago | had the opportunity to lecture on subjects
related to anthroposophic spiritual science.

Anthroposophic education and teaching is based on
knowledge of the human being, which is acquired only
on the basis of spiritual science; it works from our knowl-
edge of the whole human being as body, soul, and spirit.
Initially, such a statement may be seem obvious. It will be
said that, of course, the whole person must be considered
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when it comes to education as an art—that spirit should
not be neglected in favor of the physical, nor should the
physical be neglected in favor of spirit. The situation will
soon be obvious, however, once we see the practical
results that arise from any area of human activity that is
based on spiritual science.

In The Hague, here in the Netherlands, a small
school—a daughter, so to speak, of our Waldorf school in
Stuttgart—was established on the basis of an anthropo-
sophic knowledge of the human being. | think that any-
one who becomes aware of such a school, whether from
merely hearing about its practices or in a more intimate
way, finds that its methods arise from an anthroposophic
basis and are essentially different from the typical school
today. This is because, wherever we look today, we find a
gap between what people think or theorize and what
they actually do in practice; in our present civilization,
theory and practice have become widely separated.
Although it may sound paradoxical, perhaps this separa-
tion can be seen above all in the most practical of all occu-
pations in life—in the world of business and economy.
Here, all sorts of things are learned theoretically. For
example, people think through the details of admini-
stration in economic affairs. They form intentions, but
those intentions cannot be performed, because no matter
how carefully they are thought through, they do not meet
the reality of life.

I would like clarify this so we can understand each
other. Let’s say a man wants to set up a business. He
writes up a business plan, considering everything related
to this business and organizing it according to his inten-
tions. Then he acts on his theories and abstract thoughts,
but here they must deal with reality. Certain things are
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done; invented ideas are put into practice, but the think-
ing does not fit real life. In fact, something is carried over
into real life that does not correspond to reality. A busi-
ness conducted in this way may continue for awhile, and
those who start such businesses may consider themselves
to be very practical. Those who go into business and
never learn anything beyond the customary practices
generally consider themselves to be “practical” people.

Today we can hear truly practical people speak of such
theorists, who enter the business life and introduce their
theories with a heavy hand. If enough capital is available,
they may be able to continue for awhile, but with time the
business fails or may be absorbed into another, more
established business. Usually when this happens, very lit-
tle attention is given to how much genuine, vital effort
was wasted, how many lives ruined, and how many peo-
ple were injured or hindered in life. It has happened only
because something has been theorized—thought out by
“practical” people. In such cases, however, their practical-
ity has not come through understanding but through the
intellect. They introduced something into reality without
considering the actual situation.

Few people notice, but this sort of thing has become
rampant in today’s society. Now the only area where such
matters are understood—where it is recognized that such
a procedure does not work—is in the application of
mechanical engineering. When a decision is made to
build a bridge, it is essential to use the knowledge of
mechanics to ensure that the bridge will hold up to what
is required of it; otherwise, the first train to cross it will
plunge into the water. Such things have happened, and
even today we see the results of defective mechanical
construction. In general, however, this is the only area of
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practical life where it can be said unequivocally whether
or not the conditions of reality were foreseen.

If we consider the practice of medicine, we see immedi-
ately that it is not so obvious whether or not the condi-
tions of reality have been properly considered. Here, too,
the procedure is the same; something is theorized and
then applied as a method of healing. It is indeed difficult
to perceive when there is in fact a cure, when it is a per-
son’s destiny to die, or when one has simply been “cured
to death.” The bridge collapses because of defects in con-
struction; but it is not so easy to see what causes a sick
person to get worse, to be cured, or to die.

Likewise, in the realm of education, it is not always
possible to see whether growing children are being edu-
cated according to their needs or according to the fanciful
methods of experimental psychology. In the latter case, a
child is examined externally, and then one asks about the
child’s memory, intellectual capacities, ability to form
judgments, and so on. Educational goals are frequently
formed in this way. But how are they carried into life?
They sit firmly in the head; that is where they are. Teach-
ers know in their heads that a child must be taught arith-
metic one way, geography another, and so on, and then
the intentions are to be put into practice. Teachers must
consider all that they have learned and recall that,
according to the precepts of scientific educational meth-
ods, they must proceed in a particular way. Then, when
faced with putting their knowledge into practice, they
recall various theoretical principles and apply them in an
external way. Those who have a gift for observing such
things can experience how teachers—even when they
have thoroughly mastered educational theories and can
recite everything they had to learn for examinations or in
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practical classroom teaching—may nevertheless remain
completely separate from life when faced with the chil-
dren they must teach. What happened to such teachers is
the same thing we are forced to observe with sad hearts,
daily and hourly: the fact that people pass one another
by in life; that people have no sense for really getting to
know one another.

This situation is common and the fundamental evil
behind all the frequent social disturbances in today’s soci-
ety. It is the failure to acknowledge others and the lack of
interest that people should show toward one another. In
everyday life, we must accept this state of affairs; it is the
destiny of modern humanity at the present time. But such
aloofness reaches its apex when the teachers of children
and young people stand separate and apart from their
students, while employing conventional scientific meth-
ods in a completely external way.

When a bridge collapses, we can see that the laws of
mechanics have been applied incorrectly, but wrong edu-
cational methods are not so obvious. People today are
comfortable only when it comes to mechanical thinking,
which can always determine whether things have been
thought out rightly or wrongly, and which has led to the
most brilliant achievements in modern civilization. This
is clear from the fact that humanity today has confidence
only in mechanical thinking. It is an indication that peo-
ple no longer have a natural talent for approaching chil-
dren themselves when mechanical thinking is carried
into education—when, for example, children are asked
to write out disconnected words and then repeat them
guickly, so that the teacher can record their powers of
assimilation. We experiment with children because we
are no longer able to approach their hearts and souls.
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Having said all this, it might seem as though we are
merely inclined to criticize and reprove with an air of
superiority. It is, of course, always easier to criticize than
to build constructively. As a matter of fact, however, what
I have said does not come from such an inclination or
desire; it comes from observing life in a direct way. And
such observation of life must arise from something that is
usually completely absent from today’s knowledge. What
kind of person does it take to pursue a calling based, for
example, on knowledge of the human being? One must be
objective. This can be heard everywhere today, in every
hole and corner. Of course, we must be objective, but the
guestion has to do with whether or not such objectivity is
based on a lack of attention to what is essential in any
given situation.

In general, people have the idea that love is the most
subjective thing there is in life, and that it would be
impossible for anyone to love and be objective at the
same time. Consequently, when people speak of knowl-
edge today, love is never mentioned in a serious way.
True, when young people apply themselves to acquiring
knowledge, it is considered appropriate to encourage
them to do so with love, but this is usually done while the
whole presentation of knowledge is very unlikely to
develop love in anyone. In any case, the essence of love—
giving oneself to the world and its phenomena—is cer-
tainly not considered to be knowledge. Nevertheless, for
real life, love is the greatest power of knowledge. And without
this love, it is impossible to acquire knowledge of the
human being, which forms the basis of any true art of
education.

Let us try to picture this love, and see how it can work
in the special sphere of an education based on knowledge
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of the human being, as drawn from spiritual science, or
anthroposophy.

Children are entrusted to us for their education. If our
thinking in regard to education is based on spiritual sci-
ence, we do not view a child as something to be devel-
oped toward some human ideal of society, or some such
thing; a human ideal can be completely abstract. Such a
human ideal has already assumed as many forms as there
are political parties, societies, and other interests. Human
ideals change according to one’s adherence to liberalism,
conservatism, or some other program, and thus children
gradually taken in some particular direction to become
whatever is considered proper. This is carried to extremes
in Russia today. In general, however, this is more or less
the way people think today, though perhaps somewhat
less radically.

This is not the place to start for teachers who want to
educate on the basis of spiritual science. They do not idol-
ize their own opinions. An abstract image of the human
being, toward which children are to be led, is an idol; it
has no reality. The only “reality” that could exist in this
sense would be for teachers to consider themselves the
ideal and then require children to become like them. Such
teachers would at least touch some sort of reality, but the
absurdity of saying such a thing would be obvious.

When we deal with young children, we are faced with
beings who have not yet begun physical existence; they
have brought down spirit and soul from pre-earthly
worlds and plunged into the physical bodies provided by
parents and ancestors. We see a baby before us in the first
days of life, having undeveloped features and unorga-
nized, random movements. We follow daily and weekly
how the features become more and more defined and
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express what is struggling to the surface from the inner
life of soul. We observe how the life and movements of the
child become more purposeful and directed and how
something of the spirit and soul is working its way to the
surface from the inmost depths of that child’s being. Then,
filled with reverent awe, we ask: What is it that is strug-
gling to the surface? Thus, with heart and mind, we are
led back to the human being, when soul and spirit lived in
the spiritual, pre-earthly world, from which this child
descended into the physical world. And we might say:
Little child, now that you have entered into earthly exist-
ence through birth, you are among human beings; previ-
ously, however, you were among spiritual, divine beings.
What once lived among spiritual divine beings
descended to live among human beings. We see the
divine manifested in the child. We have a sense of stand-
ing before an altar. But there is one difference; in religious
communities, it is normal for people to bring sacrificial
offerings to their altars, so that those sacrifices can ascend
into the spiritual world. Now, however, we have a sense
of standing before an altar turned the other way; the gods
allow their grace to flow down in the form of divine
spiritual beings, so that those beings, acting as messen-
gers of the gods, may reveal what is essentially human on
the altar of physical life. We see in every child the revela-
tion of divine spiritual, cosmic laws; we see the way God
creates in the world. In its highest, most significant form
this is revealed in the child. Hence, every single child
becomes a sacred mystery to us, because every child
embodies this great question. It is not a question of how
to educate children to approach some ideal that has been
dreamed up; it is a question of how to nurture what the
gods have sent to us in the earthly world. We come to see
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ourselves as helpers of the divine spiritual world, and
above all we learn to ask what will happen if we
approach education with this attitude of mind.

True education proceeds from exactly this attitude. The
important thing is to develop our teaching on the basis of
this kind of thinking. Knowledge of the human being
cannot be gained unless love for humankind—in this
case, love for a child—becomes the mainspring of our
efforts. If this happens, then a teacher’s calling becomes a
priestly calling, since an educator becomes a steward
who accomplishes the will of the gods in a human being.
Again, it may seem as though something obvious is being
said here, though in a slightly different way, but this is
not the case. Indeed, the very opposite occurs in today’s
antisocial world order, which merely wears the outer
semblance of being social. Educators pursue an “idol” for
humankind, failing to see themselves as nurturers of
something they must first come to understand when fac-
ing a child.

A mental attitude such as | 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 that are unre-
lated and alien to life; it can be gained only when you
have a sense for every expression of life and are able to go
with love into all its manifestations.

There is a lot of discussion today about reforming edu-
cation. Ever since the war, there has been talk of a revolu-
tion in education, and we have experienced this. Every
conceivable approach has been tried, and almost every-
one is concerned one way or another about how to carry
out these reforms. One either approaches an institution
about to be established, proposals in hand, or at least
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makes this or that suggestion about ways to shape educa-
tion. And so it goes. There is much talk about methods of
education, but do you see the kind of impression all this
makes when, in an unbiased way, you look at what the
various reform groups, down to the most radical, present
as their educational programs? | don’t know if very many
people consider what sort of impression it makes when
we are faced with so many programs from groups advo-
cating for educational reform. One certainly gets the
impression that people are very smart today. Indeed, all
these solutions are tremendously clever. And | do not say
this with irony, but quite seriously. There has never been
a time when there was as much ingenuity as there is in
our time.

It’s all there, set out for us: Paragraph 1. “How to edu-
cate so that children’s forces will develop naturally.”
Paragraph 2.... Paragraph 3.... And so on. Today, people of
any profession, occupation, or social class can sit down
together and work out these programs; everything we
get, in paragraphs one through thirty, will be delightfully
ingenious, because we really know exactly how to form
theories. People have never been so good at formulating
things as they are today. Then a program, or several pro-
grams, can be submitted to a committee or legislature.
This again is very resourceful. Something may be
changed, deleted, or added according to party opinion,
and something very ingenious emerges, even if it is
sometimes strongly partisan. Nothing can be done with
it, however, but this is really beside the point.

Waldorf education never began with such a program. |
don’t want to brag, of course, but if this had been our
purpose, we could also have produced a program at least
as clever as those coming from many associations for
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educational reform. The fact that we have to deal with
reality might prove a hindrance, and so the result would
be more stupid. With us, however, it has never been a
matter of a program. From the very beginning, we were
never interested in “educational principles” that might be
incorporated into a formalized system of education. What
we were really interested in was reality—absolute reality.
What is this reality? First, there were children, individual
children with various characteristics. We had to learn
what these were and get to know the children’s inherent
characteristics that they had brought down with them;
we had to understand what was expressed through their
physical bodies.

First and foremost, then, there were the children. Then
there were the teachers. You can adopt, as much as you
like, the principle that children should be educated
according to individuality (this is part of every reform
program), but absolutely nothing will come of it. On the
other hand, aside from the children, there are the teach-
ers, and it is important to know what the teachers can
accomplish with children. The school must be run in such
a way that we do not establish some abstract ideal; rather,
we allow the school to develop out of the teachers and
students. Those teachers and students are not present in
any sort of abstract way; they are very real, individual
human beings. That is the gist of the matter. Then, by vir-
tue of necessity, we are led to build up a true education
based on a real knowledge of the human being. We cease
to be theoretical and become practical in every detail.

Waldorf education, the first teaching method based on
anthroposophy, is in reality the practice of education as
an art; thus it is possible to give only indications of what
can be done in various situations. We have no interest in
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grand theories, but so much the greater is our interest in
impulses of spiritual science, which can give us real
knowledge of the human being—beginning, as it must,
with the child. Today, however, unrefined observation
completely ignores the most important characteristics in
the progressive stages of life. | would say that we must
draw some inspiration from spiritual science if we wish
to develop the right sense for what we should bring to
children.

People today know very little about the human being
and about humankind in general. People imagine that
our present state of existence is the same as it was in the
fourteenth or sixteenth century and, indeed, that it has
never been any different. They picture the ancient Greeks
or Egyptians as being pretty much the same as we are
today. And, going back even further, today’s views see
natural scientific history enveloped in mist—to the
degree that beings emerge who are half ape and half
human. There is no interest, however, in penetrating the
great differences between the historic and prehistoric
epochs of humankind.

Let us study human beings as they appear to us today,
beginning in infancy up to the change of teeth. We see
very clearly that physical development runs parallel to
the development of soul and spirit. Everything that man-
ifests as soul and spirit has an exact counterpart in the
physical; both appear together, both develop out of the
child together. When children have gone through the
change of teeth, we see how the soul is already freeing
itself from the body. On the one hand, we can follow the
development of soul and spirit in children and, on the
other, their physical development. These two sides, how-
ever, have not yet clearly separated. If we continue to
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follow the development until the time between puberty
and about the twenty-first year, the separation becomes
much more defined, and then when we reach the twenty-
seventh or twenty-eighth year (speaking now of modern
humanity), we no longer see how the soul and spirit is
connected with the physical body. What a person does at
this age can be perceived, on the one hand, in the life of
soul and spirit and, on the other hand, in the physical
life; but the two cannot be connected. By the end of the
twenties, a person’s soul and spirit has separated com-
pletely from what is physical, and so it goes on until the
end of life.

Nevertheless, this is not the way it has always been; it
is merely a belief to think that it was. Spiritual science,
studied anthroposophically, clearly shows us a fact that
has simply not been noticed. What we see in children at
the present stage of human evolution persisted, at one
time, right into extreme old age; in their being of soul and
spirit, children are completely dependent on the physical
body, and their physical nature depends completely on
their being of soul and spirit. If we go very far back, to the
times that produced the concept of a “patriarch,” we can
ask ourselves what sort of man a patriarch was. The
answer must be something like this: Such a man, in grow-
ing old, changed in terms of his physical nature, but, even
at an extremely old age, he continued to feel as only very
young people feel today. Even in old age he sensed that
his being of soul and spirit was dependent on his physi-
cal body:.

Today we no longer have the sense that our physical
body depends on the way we think and feel. But in
ancient times, a dependence of this kind was experi-
enced. After a certain age of life, however, people also felt
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that their bones became harder and that their muscles
contained certain foreign substances that brought about a
hardened condition. They felt their life forces waning, but
along with this physical decline they also experienced an
increase of spiritual forces, brought about by the breaking
up of the physical. The soul was being freed of the physi-
cal body; this is how they experienced the beginning of
this process of physical decline. Having reached the age
of a patriarch, the body was breaking up, and the soul
was most able to free itself 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. They knew
how it would be for them one day in old age. In old age,
one could know and understand things, penetrating to
the heart of matters in a way that was not yet possible
while one was still building up the physical body.

During those ancient times, one would be able to look
into a world order that was both physical and spiritual.
But this was in a very remote past. Then came a time
when people felt this interdependence of the physical and
spiritual until only around the fiftieth year. This was fol-
lowed by the Greek age. The special value of the Greek
epoch rests on the fact that they were able to feel the har-
mony between the spirit and the physical body. The
Greeks felt this harmony until their thirties or forties. In
the circulation of the blood, they still experienced what
united the soul with the physical. The wonderful culture
and art of the Greeks was based on this unity; it trans-
formed everything theoretical into art and, at the same
time, filled their art with wisdom.

In those times, sculptors worked in such a way that
they had no need for models, because, in their own orga-
nization, they were aware of the forces that permeate the
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arms or legs, giving them form. This was learned, for
example, in the festival games. Today, however, even
when such games are imitated, they have no meaning.

If, however, we have a sense for the development of
humankind, we know what has really taken place in
human evolution. To be precise, we also know that today
a parallel exists between the physical body and the spirit
only until the age of twenty-seven or twenty-eight. Most
people observe this parallel only until the age of puberty.
Thus, we know how divine spirit springs up and grows
from the developing human being. We then feel the nec-
essary reverence for our task of developing what meets
us in a child—that is, to develop what is given to us, not
abstract, theoretical formulas.

Our thoughts are thus directed to knowledge of the
human being, based on the individuality in the soul. If we
absorb these universal historical aspects, we will also be
able to approach every educational task in an appropriate
way. In this way, another life is brought into the class
when the teacher enters it; the teacher carries the world
into it—the physical world and the world of soul and
spirit. The teacher is thus surrounded by an atmosphere
of reality, a real concept of the world, not one merely
thought out and intellectual. The teacher will then be sur-
rounded by a world imbued with feeling.

Now if we consider what has just been presented, we
realize a remarkable fact. We see that we are establishing
an education that, by degrees, will represent in many
ways the very opposite of the characteristic impulse in
education today. All sorts of comedians who have some
knack for caricature frequently choose the school teacher
as an object for the purpose of derision. And any teacher
with the necessary sense of humor can turn the tables on
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those comedians—hbut this is not the point. Even when
teachers are versed in modern educational methods and
take them into school with them, if they lack the means to
understand the children they must deal with, how can
they be anything but strangers to the world? With the
school systems we have today, one cannot be anything
else; teachers are torn out of the world. We are faced,
therefore, with a truly remarkable situation. Teachers are
alienated from the world, but they are nevertheless
expected to train human beings to go out and prosper in
the world.

Let us imagine, however, that the things we have been
speaking of today become an accepted viewpoint. The
relationship between teachers and children is such that,
in each individual child, a whole world is revealed, and
not just a human world, but also a divine spiritual world
manifested on earth. In other words, the teacher per-
ceives as many aspects of the world as there are children
in the class. Through each child, the teacher looks into the
wide world. Thus, education becomes art. It is imbued
with an awareness that whatever one does directly affects
world evolution. Teaching in this sense leads teachers, in
the task of educating and developing human beings, to a
lofty worldview. Such teachers are those who gain the
ability to play a leading role in the great questions that
face civilization. The student will never outgrow such a
teacher, as they so often do today.

Consider this scenario in a school. Imagine that a
teacher has to educate according to some idea or precon-
ceived image of the human being. Let’s say that she has
thirty children in her class. Among them are two who,
through an innate capacity and guided by destiny, hap-
pen to be far more gifted than the teacher herself. What
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should the teacher do? She would want to shape them
according with her educational ideal; anything else
would be impossible. And how does this turn out? Real-
ity does not permit it, and the students outgrow their
teacher. If, on the other hand, we educate according to
reality, we nurture all that manifests in children as quali-
ties of soul and spirit. Thus, we are like gardeners with
our plants. Do you think that gardeners know all the
secrets of the plants they tend? Plants contain many,
many more secrets than gardeners understand, but they
can tend them, nevertheless, and perhaps succeed best in
caring for those that they do not yet know. Their knowl-
edge rests on practical experience, a “green thumb.”

Similarly, it is possible for teachers who practice an art
of education based on reality to stand as educators before
children who have genius—even when they themselves
are certainly not geniuses. Such teachers know that they
have no need to lead students toward some abstract ideal,
rather, in the children, the divine is working in the human
being, right through the physical body. Teachers who
have this attitude can achieve what we’ve just talked
about. They do this through an outpouring love that per-
meates their work as educators. It is this mental attitude
that is so essential.

With these words—offered as a kind of greeting
today—I hoped to give you some idea of the essence of
this lecture course. It will deal with the educational value
of understanding the human being and the cultural value
of education.



I Incarnation of the Human Being
in a Physical Body

July 18, 1924

In this lecture course, 1 want to begin
by speaking about how the art of education can be
advanced and enriched by an understanding of the
human being. Therefore, | will approach the subject as |
mentioned in my introductory lecture, when | tried to
describe how anthroposophy, in a practical way, can help
toward a genuine understanding the human being—not
just the child, but the human being as a whole. | showed
how, because spiritual science has an overall knowledge
of the whole of human life from birth to death (to the
degree that this takes place on earth), it can correctly
show us the essentials of childhood education.

It is easy to think that we can know how to educate
children by simply observing the events of childhood and
youth; but this is not enough. On the contrary, it is like
working with a plant; if you introduce a substance to the
growing shoot, its effect shows up in the blossom or fruit.
It is similar for human life; the effect of what we instill in
children during the earliest years—or what we draw
from them during those years—will occasionally appear
in the latest years of life. It is seldom realized that, when
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someone develops an illness or infirmity around the age
of fifty, it has been caused by incorrect methods of teach-
ing during the person’s seventh or eighth year. People
today usually study the children (though perhaps less
externally than | described yesterday) to discover the best
ways to help them. This is not enough. Today | would
like to lay some foundations on which | will show how
we can observe the whole human life by means of spiri-
tual science.

Yesterday, | said that human beings should be seen as
made up of body, soul, and spirit. And | gave some indi-
cation of how it is the suprasensory nature of human
beings, our higher being, that endures from birth until
death, whereas the physical body’s substances are always
changing. It is essential, therefore, to understand human
life in such a way that we see events on earth as an out-
come of life before birth. We have not only the soul quali-
ties within that began at birth or conception, but we also
carry pre-earthly soul qualities—indeed, we even carry
the results of previous earthly lives within us. All this is
alive and active in us, and during earthly life we must
prepare everything that will eventually pass through the
gate of death and live again in the world of soul and
spirit, beyond earthly life. Consequently, we must come
to understand how the suprasensory works into earthly
life, because it is present between birth and death. It acts
in a hidden way within our bodily nature, and we cannot
understand the body if we fail to understand the spiritual
forces acting within it.

Let us now look at what I have just suggested. We can
do this by considering actual examples. Anthroposophic
literature such as my books Theosophy, An Outline of Eso-
teric Science, and How to Know Higher Worlds describe
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ways to understand the human being.” Let us begin with
what leads to a true, concrete knowledge of the human
being, based on anthroposophic statements about
humankind and the world. | would like to give you the
examples of two people who are certainly familiar to you.
I chose them because | studied them both very intensely
for many years. These are two men of genius; later, we
will consider less gifted individuals. We will see then that
anthroposophy does not speak only in general, abstract
ways, but penetrates real human beings with such under-
standing that knowledge of the human being is shown to
have practical reality for life. By choosing Goethe and
Schiller as my examples, and by approaching them indi-
rectly, | hope to show how knowledge of the human
being is acquired through spiritual science.

Let us consider Goethe and Schiller, just as they
appeared outwardly during their lives. In each case, we
will look at the whole personality.

Goethe was an individual who entered life in a remark-
able Way.Jr He was born black—or, rather, dark blue. This
shows how very difficult it was for his spirit to enter
physical incarnation. But once this occurred and Goethe
had overcome the resistance of this physical body, he was
completely in it. On the one hand, it is difficult to imagine

* These three books along with Intuitive Thinking As a Spiritual Path: A
Philosophy of Freedom, are considered Steiner’s fundamental written
works. Please see “Further Reading” for these and other references.

t Johann Wolfgang von Goethe (1749-1832) acquired knowledge of
Greek, Latin, French, and Italian as a boy. At about sixteen, he began to
study law. He also studied art, music, anatomy, and chemistry. Goethe’s
first dramatic success was G0tz von Berlichingen, the story of a sixteenth-
century robber baron. It represented his youthful protest against the
establishment and a demand for intellectual freedom. The writing of
Goethe's Faust, the best known of his works, extended throughout most
of his literary life. It was finally finished when he was eighty-one.
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a more healthy nature than the boy-
hood of Goethe; he was amazingly
healthy. Indeed, he was so healthy
that his teachers found him difficult.
Those who present no problem as
children seldom enjoy good health in
later life. On the other hand, children
who are a nuisance to their teachers
tend to accomplish more in later life,
because they have more active and energetic natures.
Understanding teachers, therefore, are happy when chil-
dren keep a sharp eye on them.

From his earliest childhood, Goethe was inclined in this
way, even in the literal sense of the word. He watched the
fingers of someone playing the piano and then named
one finger “Thumby,” another “Pointy,” and so on. But
beyond this, even in childhood, he was bright and wide
awake, and this occasionally gave his teachers trouble.
Later, in Leipzig, Goethe experienced a severe illness.
Bear in mind, however, that certain difficult experiences
and sowing of wild oats were needed to bring about a
decrease in his health—to the point where he could be
attacked by the illness that he suffered in Leipzig. After
this illness, Goethe’s whole life was one of robust health,
but at the same time he was extraordinarily sensitive. He
reacted strongly to all kinds of impressions, but he did
not allow them to take hold or go deeply into his organ-
ism. He did not suffer from heart trouble when deeply
moved by some experience, but he experienced any such
event intensely. His sensitivity of soul followed him
throughout life; he suffered, but his suffering was not
expressed as physical illness. Thus his bodily health was
exceptionally sound.
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Furthermore, Goethe felt called upon to show restraint
in his way of looking at things. He did not sink into
vague mysticism or adopt the frequently held belief that
there is no need to look after the outer physical form, but
merely gaze at the spiritual. It was just the opposite; to
one with Goethe’s healthy worldview, spirit and the
physical are one. He was alone in understanding that one
can observe spirit through the image of the physical.

Goethe was tall when he sat, and short when he stood.
When he stood you could see that he had short legs. This
characteristic is especially important to those who can
observe the human being as a whole. Why were Goethe’s
legs so short? Short legs lead to a certain way of walking.
Goethe took short steps, because the upper part of his
body was heavy and long, and he placed his foot firmly
on the ground. As teachers, we must observe these things
so that we can study them in children. Why would a per-
son have short legs and a large upper body? This is an
outward indication that, in the present earthly life, a per-
son can harmoniously express what was experienced in a
previous life on earth. Goethe was extraordinarily
harmonious in this way; even in very old age, he was able
to describe what lay behind his karma. Indeed, he lived
to such an advanced age because he was able to bring to
fruition the potential gifts of his karma.

Even after Goethe left his physical body, it was still so
beautiful that those who saw him after his death were
filled with wonder. Our impression is that Goethe expe-
rienced his karmic potential to the fullest extent; now
nothing is left, and he must begin afresh when he enters
an earthly body again under completely different condi-
tions. This is expressed in the particular formation of a
body such as Goethe’s. The cause of what we bring with
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us as predispositions from earlier incarnations is
revealed mostly in the formation of one’s head. Goethe,
from the time of his youth, had the beautiful head of an
Apollo, from which only harmonious forces flowed
down into his physical body. His body, however, was
burdened by the weight of its upper part and his legs
that were too short, and this led to his peculiar way of
walking, which lasted throughout his life. His whole
being was a wonderful, harmonious expression of his
karma and karmic fulfillment. Every detail of Goethe’s
life illustrates this.

Such a person, living harmoniously until a ripe old
age, must experience outstanding events during middle
age. Goethe lived to be eighty-three. He thus reached
middle age in 1790, at around forty-one years of age. If
we consider the years between 1790 and 1800, we have
the central decade of his life. Indeed, during that period,
Goethe experienced the most important events of his life.
Before that time, he found it impossible to formulate his
philosophical and scientific ideas in any definite way,
important though they were. The Metamorphosis of Plants
was first published in 1790; everything related to it is
connected with the decade between 1790 and 1800. In
1790, Goethe was so far from finishing Faust that he pub-
lished it as a “fragment.” At the time, he had no idea
whether he would ever be able to finish it. During that
decade, influenced by his friendship with Schiller, he
had the bold idea of continuing Faust. The greatest
scenes, including the “Prologue in Heaven,” were from
this period. Thus, in Goethe we see an exceptionally har-
monious life, a life that runs its quiet course, undis-
turbed by inner conflict and devoted freely and
contemplatively to the outer world.
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By contrast, let us consider the life
of Schiller.” From the very beginning,
he was placed in a life situation that
reveals disharmony between his soul
and spirit and his physical body. His
head lacked the harmonious forma-
tion that we find in Goethe. One
could even say that he was ugly—in
a way that did not hide his gifts, but
ugly nonetheless. In spite of this, his strong personality
revealed itself in the way he held himself, and this was
also expressed in his features, especially in the forma-
tion of his nose. Schiller was not long in body, and he
had long legs. On the other hand, everything between
his head and limbs—in the area of circulation and
breathing—was definitely sick and poorly developed
from birth. He also suffered from cramps throughout his
life.

At first, there were long periods between attacks, but
later they became almost incessant. They became so
severe, in fact, that he could not accept invitations to
meals. Instead, he was forced to make it a condition that
he would be invited for the whole day—for instance,
when he came to Berlin on one occasion—so that he
could choose a time when he was free of such pain. The
cause of all this was an imperfect development of the cir-
culatory and breathing systems.

* Friedrich von Schiller (1759-1805) wrote several plays before devoting
himself to historical studies. In 1794, he established a close friendship
with Goethe, who encouraged him to return to writing plays, which led
to Wallenstein's Camp, Mary Stuart, The Maid of Orleans, William Tell, and
others. In 1799, he moved to Weimar, where he and Goethe collaborated
to make the Weimar Theater one of the finest in Germany. Schiller died
of tuberculosis at the age of forty-six.
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So, what is the karmic reason from a previous earthly
life that causes one to suffer from painful cramps? When
pains such as these take hold of one’s body, they point
directly to karma. If we adopt a sense of earnest scientific
responsibility and attempt to investigate these cramp
phenomena from the standpoint of spiritual science, we
always find a specific karmic cause behind them—the
results of actions, thoughts, and feelings from an earlier
earthly life. We are faced with this man, and one of two
things may arise. On the one hand, everything goes just
as harmoniously as it did with Goethe, and we can say
that we are dealing with karma; everything manifests
through karma. On the other hand, because of certain
conditions that result while descending from the spirit
world into the physical, one meets a condition in which
the burden of karma cannot be worked through com-
pletely. We descend from the spirit world with certain
karmic predispositions, and we carry these in us.
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Imagine that A in this diagram represents a specific
time in the life of a man. At this point, he should be able
to realize, or fulfill, his karma in some way, but for some
reason this does not happen. The fulfillment of his karma
is interrupted, and a period of time must pass while his
karma “pauses.” Fulfillment must be postponed until the
next life on earth. And so it goes. Point B becomes
another place when he should be able to fulfill his karma
in some way, but again he must wait and postpone this
aspect of his karma until the next incarnation.
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When we are forced to interrupt karma in this way,
painful cramps can appear in life, and thus we are unable
to fully fashion life through through our inherent nature.
This demonstrates the true nature of spiritual science. It
does not indulge in fantasy, nor does it speak in vague,
general terms about the four members of the human
being—the physical, etheric, astral, and | beings. On the
contrary, it penetrates real life and shows the true spiri-
tual causes of various outer manifestations. It knows how
we represent ourselves in ordinary life. This is the knowl-
edge that real spiritual science must be able to achieve.

Now the question arises: In a life such as that of
Schiller, how does karma shape the whole life if, as it hap-
pened in his case, conditions prevent karma from func-
tioning correctly, and thus he has to make continual
efforts to accomplish what he wills to do? For Goethe, it
was relatively easy to complete his great works. For
Schiller, the act of creation was always very difficult. He
had to “attack” his karma, and the way he goes on the
attack will not reveal its results until his next earthly life.

One day | had to ask myself: What is the connection
between a life such as Schiller’s and the more common
conditions of life? If we try to answer such a question
superficially, nothing significant emerges, even with the
help of spiritual scientific research. We cannot spin a web
of fantasy; we must observe. Nevertheless, if we
approach the first object of observation in a direct way,
we will become sidetracked. Thus | considered the ques-
tion as follows: How does a life proceed in the presence of
karmic hindrances or other pre-earthly conditions?

I then began to study certain individuals in whom
something like this had already occurred. | will give you
an example. There are many similar examples, but | will
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use one that | can describe exactly. | had an acquaintance,
a person | knew very well in his present earthly life. | was
able to establish that there were no hindrances in his life
related to the fulfillment of karma; but there were hin-
drances from what had taken place in his existence
between death and rebirth—that is, in the suprasensory
life between his previous earthly life and the one in which
I came to know him. In his case, there were not, as there
were with Schiller, hindrances that prevent the fulfillment
of karma. But there were hindrances that blocked his
incorporation of what he experienced between death and
a new birth in the suprasensory world. Observing this
man, one could see that his experiences between death
and a new birth had real significance, but they could not
be expressed in earthly life. He had entered karmic rela-
tionships with others, and he also incarnated at a time
when it was impossible to realize fully what he had
“piled up” as the substance of his inner soul experience
between death and conception.

So, what manifested physically because this man was
unable to realize what had been presented to him in the
suprasensory world? He stuttered; he had a speech
impediment. If we take another step and investigate the
causes working in the soul that lead to speech distur-
bances, we always find that there is a blockage that pre-
vents suprasensory experiences between death and
rebirth from entering the physical world through the
body. Now the question arises: What is the situation for
one who carries very much within him that was brought
about through previous karma? It was all stored up in the
existence between death and a new birth, and, because he
cannot bring it into life, he becomes a stutterer. What sort
of things are connected with such a person in earthly life?
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Again and again, we could say that this man carries
many great qualities gained during pre-earthly life, but
he cannot bring them down to earth. He was able to
incarnate what he could develop in forming the physical
body until the change of teeth; he even had a strong abil-
ity to develop what takes place between the change of
teeth and puberty. He also developed an outstanding lit-
erary and artistic capacity, because he had been able to
form all that can be developed between puberty and the
thirtieth year.

Now, however, for one who has true knowledge of the
human being a deep concern arises, a concern that could
be expressed this way: What will be the situation for this
person when he enters his thirties, when he should
increasingly develop a spiritual, or consciousness, soul,
in addition to the intellectual, or mind, soul? Those who
have knowledge of such matters will feel the deepest con-
cern in such cases, because they can see that the con-
sciousness soul (which develops through all that arises in
the head, perfect and complete) will be unable to develop
fully. For this person, the fact that he stuttered showed
that something in the area of the head was not in proper
order.

Apart from stuttering, this man was as completely
sound—with the exception that, in addition to his stutter
(which showed that not everything was in order in the
head) he suffered from a squint. Again, this indicated that
he had been unable to incarnate in this life all that he had
absorbed in the suprasensory life between death and
rebirth. One day he came to me and said, “l decided to
have surgery done for my squint.” | could only say, “If |
were you, | would not have it done.” | did everything |
could to dissuade him. At the time, | did not see the
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whole situation as clearly as | do today; what | am
describing happened more than twenty years ago. But |
was very concerned about this operation.

In the end, he did not follow my advice; the operation
went ahead, and this is what happened. Shortly after the
operation, which was very successful (as such surgery
generally is), he came to me in a happy mood and said,
“Now | will not squint anymore.” He was a bit vain, as
distinguished people frequently are. But | was troubled.
A few days later, the man died, having just completed his
thirtieth year. The doctors diagnosed typhoid, but it was
not typhoid; he died of meningitis.

Spiritual researchers do not need to be heartless when
considering such a life. On the contrary, sympathy is
deepened. One can nevertheless see through life and
comprehend its manifold aspects and relationships. We
perceive that spiritual experiences between death and
rebirth cannot be brought into the present life and that
this is expressed as physical defects. Unless the right edu-
cation can intervene—which was impossible in this
case—life cannot be extended beyond certain limits.

Please do not think | am implying that everyone who
squints will die at thirty. Negative implications are never
intended, and it certainly could happen that other karmic
influences will enter life and allow such a person to live
to a ripe old age. In this case, however, there was good
reason to be anxious, because the demands placed on the
system in the head resulted in squinting and stuttering.
One had to ask: How can a person with an organization
like this live beyond thirty-five? It is at this point that we
must look back at a person’s karma. We see immediately
that it was not a given—that one who has a squint must
die at thirty.
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Those who have prepared themselves in pre-earthly
life and have absorbed a great deal between death and a
new birth may nevertheless be unable to incorporate
what they received into physical life. If we consider every
aspect of karma in the case | described, we find that cer-
tain individuals might very likely live beyond thirty-five.
Besides all the other conditions, however, such people
would have to possess an impulse that leads to a spiritual
view of humankind and the world. This man had a natu-
ral disposition for spiritual matters that is rarely encoun-
tered; but despite this fact, powerful inherent spiritual
impulses from previous earthly lives were too unbal-
anced, and he was unable to approach the spiritual.

I assure you that | can speak of such a matter. | was a
close friend of that man and therefore well aware of the
deep cleft between my own worldview and his. Intellec-
tually, we could understand each other very well; we
could be on excellent terms in other ways, but it was
impossible to speak to him of spiritual matters. Conse-
guently, at thirty-five he would have had to find his way
into a spiritual life; otherwise his latent gifts could not be
realized on earth. He died when he did because he was
unable to accept a spiritual life. It is, of course, quite pos-
sible to stutter or have a squint and nevertheless con-
tinue life as an ordinary mortal. There is no cause for fear
as a result of what we must say to describe realities
instead of wasting our breath in mere phrases. Moreover,
this example shows how observation, sharpened by spir-
itual insight, enables us to look deeply into human life.

Now let us return to Schiller. When we consider his
life, two things strike us most of all, because they are so
remarkable. There is an unfinished drama by Schiller,
only a sketch. The title of that work is Die Malteser (“The
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Maltese”).” We see from the concept behind this sketch
that, if Schiller had wanted to complete his drama, he
could have done so only as one who had experienced
initiation. It could not have been finished otherwise. To
a certain degree, at least, he had the inner qualities
needed for initiation, but because of other karmic condi-
tions, these qualities could not get through; they were
suppressed, or cramped. There was a cramping of his
soul life, too, and this can be seen in his sketch of the Die
Malteser. There are long powerful sentences that never
come to a full stop. Whatever is in him cannot find a
way out.

It is interesting to observe that, for Goethe, too, we
have unfinished sketches such as this, but, in his case,
when he left something unfinished, he did so because he
was too easy-going to carry it any further; he could have
finished it. This would have proved impossible for him
only at a very advanced age, after sclerosis had set in. For
Schiller, however, we see another picture. He had an iron
will when he tried to develop the Die Malteser, but he
could not do it. He could write only a slight sketch,
because his drama, in reality, contains something that,
since the time of the Crusades, has been preserved in the
various kinds of occultism, mysticism, and initiation sci-
ence. Schiller went to work on this kind of drama, but to
complete it he would have had to experience initiation.

This is truly a life’s destiny that deeply moves those
who are able to look behind such things and see into the
real being of the person. Once it became known that
Schiller intended to write a drama such as Die Malteser,
there was a tremendous increase in opposition to him in

* Friedrich Schiller’s incomplete work, Die Malteser, was a dramatic trag-
edy based on the Turkish siege of Malta in 1530.
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Germany. He was feared. People feared that he might
betray all kinds of occult secrets in his drama.

I also want to say something about another work.
Schiller was unable to finish Die Malteser; he could not get
through it. He let time slip by, and he wrote all sorts of
things that certainly warrant admiration, but these can be
admired by any “philistine.” If he had been able to com-
plete Die Malteser, it would called for the attention of indi-
viduals with the most powerful and vigorous minds. But
he had to set it aside.

After some time, he received a new impulse that
inspired his later work. He could no longer think about
Die Malteser, but began to compose Demetrius. It portrays
a remarkable problem of destiny, the story of the false
Demetrius who takes the place of another man. To com-
plete this story, Schiller would have to include all the
story’s conflicting destinies, emerging from hidden
causes, and all the human emotions thus aroused. As he
went to work on it with feverish activity, people became
aware of it and were even more afraid that certain things
would be exposed, and they had an interest in keeping
such matters hidden from the rest of humankind for some
time yet.

And now certain things occurred in Schiller’s life that,
for those who understand them, cannot be attributed to
an ordinary illness. We have a remarkable picture of this
illness; something tremendous happened—not just in
terms of its severity, but also in its shattering force.
Schiller became ill while writing Demetrius. In a raging
fever on his sick bed, he continually repeated almost all
of Demetrius. It seemed as though an alien power was at
work in him, expressing itself through his body. There is
no ground for accusing anyone, of course, but, despite
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everything written about this, we must look at the whole
picture of this illness and conclude that, one way or
another—even in an essentially occult way—something
contributed to the rapid culmination of Schiller’s illness
in death. We know that some people suspected this
because Goethe, who was unable to do anything but sus-
pect, refrained from participating personally in any way
during Schiller’s final days—not even after his death,
although he felt it deeply. He did not dare to make his
inner thoughts known.

These remarks are intended only to point out that, for
anyone who can see through such things, Schiller was
undoubtedly predestined to create works of a high spiri-
tual order, but because of inner and outer karmic reasons,
it was all held back, “dammed up,” within him. | venture
to say that, for spiritual investigators, there is nothing
more interesting than to study Schiller’s achievements
during the final ten years of his life—from the Aesthetic
Letters on—and then to follow the course of his life after
death. A deep penetration of Schiller’s soul after death
reveals manifold inspirations coming to him from the
spirit world. This is why Schiller had to die in his mid-
forties. His condition of cramps and his build as a whole,
especially the ugly formation of his head, made it impos-
sible for him to incarnate physically the essence of his
soul and spirit, which was deeply rooted in spiritual
existence.

Bearing such things in mind, we must acknowledge
that the study of human life is deepened through the use
of what spiritual science provides. We learn to see right
into human life. In presenting these examples to you, my
sole purpose was to show how one learns through
anthroposophy to contemplate the life of human beings.
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Let us now look at the matter as a whole. Can’t we
deepen our feeling and understanding for everything
human just by looking at an individual human life, as we
have done here? At a certain moment in life, if we can say:
This is how it was for Schiller and Goethe and for the
other young man | told you about; doesn’t this stir some-
thing within our souls, teaching us to look at every child
in a deeper way? Doesn’t every human life become a
sacred mystery to us? Will we learn to contemplate every
human life, every human being, with much more inner
attention? And, because knowledge of the human being is
instilled into our souls in this way, can’t we deepen our
love for humankind? And with this human love, doesn’t
our study of the human being give depth to the innermost
sacred mystery of life, and with this love, won’t we be able
to truly enter the task of education because life itself has
became sacred to us? Won’t the teacher’s purpose be
transformed from mere ideological phrases and dreamlike
mysticism into a truly sacred calling, ready to do its work
when divine grace sends human beings into earthly life?

Everything depends on the development of such feel-
ings. The essence of spiritual science is not mere theoreti-
cal teaching; we don’t merely learn that human beings
consist of physical, etheric, astral, and | beings or that
there are laws of karma, reincarnation, and so on. People
can be very bright and know everything; but these are not
anthroposophists in the true sense of the word, just
because they know these things in an ordinary way, as
one might learn the contents of a cookbook. The impor-
tant thing is for the life of human souls to be enlivened
and deepened by the spiritual scientific worldview, and
that we learn to work and act from a soul life that has
been deepened and made alive.
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This is the first task in fostering education that is based
on anthroposophy. From the very beginning, one should
work in such a way that teachers and educators know the
human being in the deepest sense, so that out of the con-
viction that arises from observing human beings correctly,
they approach children with love that is born from such
thinking. And so it follows that, when teachers train to
work in an anthroposophic way, we do not begin by say-
ing you should do it like this or like that, or you should
use this or that educational trick. First we awaken a true
educational sense, born from our knowledge of the
human being. If we have been successful in awakening
this real love of education in teachers, then we can say that
they are ready to begin their work as educators.

In education based on knowledge of the human being,
as is Waldorf education for example, the first thing to
consider is not conveying rules or advice about how one
is supposed to teach; the first thing is to hold training
courses for teachers in such a way that we find the hearts
of the teachers and deepen those hearts so that love for
the children grows from them. It is natural for teachers to
believe that they can “impose” such love on themselves,
but imposed human love achieves nothing. There may be
good intentions behind it, but it will achieve nothing. The
only human love that can do anything arises from a deep-
ened observation of individual cases.

If you really wish to develop an understanding of the
essential principles of education based on knowledge of
the human being—whether you have already gained
knowledge of spiritual science or, as also happens, you
have an intuitive grasp of such matters—you will observe
children in such a way that you are faced with a question:
What is the main thrust of a child’s development up to
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the change of teeth? An intimate study of the human
being reveals that, up to the change of teeth, children are
completely different from what they become later on. A
tremendous inner transformation takes place at this time,
and another tremendous transformation occurs at
puberty.

Just consider what this change of teeth means for grow-
ing children. It is only the outer indication of deep
changes that take place in the whole human being,
changes that occur only once; we get our second teeth
only once, not every seven years. With the change of
teeth, the formative process in the teeth ends. After this,
we retain our teeth throughout life. The most we can do is
have them filled or replace them with false ones, because
our organism will not produce more. The reason for this
is that, with the change of teeth, the organization of the
head is brought to a certain conclusion. If we are aware of
this in each case and ask ourselves what is really being
concluded with the change of teeth, we are led at this
point to comprehend the whole human organization of
body, soul, and spirit. And if we observe a child up to the
change of teeth—with our view deepened by love gained
through a knowledge of the human being, as | have
described—we see that it is during these years that chil-
dren learn to walk, speak, and think. These are the three
most outstanding faculties that are developed up to the
change of teeth.

Walking involves more than just learning to walk.
Walking is only one manifestation of what actually takes
place; it means learning to adapt to the world by gaining
a sense of balance. Walking is only the most obvious
expression of this process. Before learning to walk, chil-
dren do not need equilibrium in the world, but now they
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learn this. How does it come about? It happens because
we are born with a head that requires a certain position in
relation to the forces of balance. We can see the secret of
the human head very clearly in the physical body. Bear in
mind that the average human brain weighs between one
and one and a half kilograms. If this much weight were to
press down on the delicate veins at the base of the brain,
it would quickly crush them. This is prevented because
the weight of the brain floats in the cerebral fluid that fills
the head. No doubt you recall from your studies in phys-
ics that a body floating in a fluid loses weight in propor-
tion to the fluid that it displaces. Apply this to the brain
and you discover that our brain presses on its base with a
weight of around twenty grams; the remaining weight is
lost in the cerebral fluid. Thus, at birth the brain is posi-
tioned so that its weight will be in correct proportion to
the displaced cerebral fluid. This is adjusted when we lift
ourselves from crawling to an upright posture. The posi-
tion of the head must now be brought into relationship to
the rest of the organism. Walking and using our hands
require the head to assume a certain position. Our sense
of balance proceeds from the head.

Let’s take this a step further. At birth, our head is rela-
tively highly organized; until then, it is formed in the
embryo, though it will not become fully developed until
the change of teeth. It is the rhythmic system that is first
established during the time before the change of teeth,
when it receives its special outer organization. If you sim-
ply observe physiological processes more carefully, you
can see the importance of establishing the circulatory and
breathing systems during the first seven years. Above all,
you recognize how much damage can be done if the
physical life of a child does not develop properly. We
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must face the fact, therefore, that in these first years of life
something is at work that is now establishing its own
laws in the circulatory and breathing systems. Children
sense unconsciously how their life forces work in their
circulation and breathing. A physical organ such as the
brain must establish a state of balance; likewise, the soul
in the first years of life plays a role in the development of
the rhythmic systems. The physical body must actively
bring about a state of balance proceeding from the head.
The soul, to the degree that it is organized correctly for
this purpose, must be active in the changes in the circula-
tion and breathing. Our upright bearing and the use of
our hands and arms are related to what is expressed in
the brain; similarly, speech develops in us in a way that is
related to the systems of circulation and breathing.

By learning to speak, we establish a relationship with
our circulation and breathing. In the same way, we estab-
lish a relationship between walking and dexterity and the
forces of the head by learning to hold the head so that the
brain loses the correct amount of weight. If you learn to
perceive these relationships and then meet someone with
a clear, high voice, particularly well-suited to reciting
hymns or odes, or even to moral harangues, you can be
certain that this is related to certain conditions of the cir-
culatory system. Or if you meet someone with a rough,
harsh voice, like beating sheets of brass and tin, you may
be sure that this, too, is connected with the breathing or
circulatory systems.

But there is more to it than this. When we learn to listen
to a child’s voice, whether harmonious and pleasant or
harsh and discordant, and when we understand that this
is related to movements of the lungs and to the blood cir-
culation—movements inwardly vibrating through the
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whole person right into the fingers and toes—we know
that this speech expresses something imbued with soul
qualities. And now something like a “higher being”
appears, finding expression in this image that relates
speech to the physical processes of circulation and breath-
ing.

Beginning with this, we can look up and see into the
prenatal human life that is subject to the conditions we
claimed between death and a new birth. What one experi-
enced in pre-earthly conditions plays a role here, and so
we can see that, if we are to comprehend the human
being by means of true human understanding and
knowledge, we must train to hear spiritually when we lis-
ten to children’s voices. Then we know how to help a
child whose strident voice betrays the fact that there is
same kind of karmic obstruction, and we can do some-
thing to free that child from those karmic hindrances.

All this enables us to see what is needed in education—
nothing less than knowledge of the human being. This is
not merely the kind of knowledge that recognizes a gifted
child or which children are “good” or “bad.” This kind of
knowledge follows up what a human being carries—for
example, what is present spiritually in speech, tracing it
right into the physical body, so that you are not faced
with abstract spirituality but the kind of spirituality that
is expressed in the physical image of a human being.
Then, as teachers, you can work in such a way that you
consider both spirit and body and, thus, can help the
physical provide the right foundation for spirit. Further-
more, you might observe a child from behind and see that
the legs are short, that the upper body is too heavy, and
that this makes the child’s walk too heavy, and thus, if
you have acquired the right way of looking at these
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things, you recognize that the child’s former earthly life
and karma are speaking. Or you may see another expres-
sion of karma in someone who walks as did the German
philosopher Johann Gottlieb Fichte, for example, who
always walked with his heels placed firmly first; even
when he spoke, it seemed as though the words came out
“heel first.”

Thus we come to recognize karma in children through
observation based on spiritual science. This is extremely
important, and we must investigate and understand it.
Our single aid as teachers is our ability to observe human
beings, to observe the children’s bodies, their souls, and
their spirits. In this way, knowledge of the human being
must make itself felt in education, and this knowledge
must be deepened in soul and spirit.

With this lecture | wanted to invoke a picture that gives
an idea of what we are trying to achieve in education. It
can arise in the way of practical educational results,
though many people consider it to be very impractical
and fantastic daydreaming.
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You may have gathered from my
remarks during the past two days that a fundamental
change takes place within a human being at every stage
of life. Today, certainly, modern psychologists and physi-
ologists also take this into consideration. They, too, deal
with these life changes: first, the period before the change
of teeth, then up to puberty, and again from puberty into
the twenties. These changes, however, are more profound
than we can discover through ordinary observation,
which does not go far enough, however excellent one’s
means may be. We must go further and examine these
changes from the perspectives required by spiritual sci-
ence.

You will hear much that is already familiar to you, but
now you must go into them more deeply. Even when a
child enters this world from the embryo—Ilooking at it
externally—and adapts to the outer process of breathing,
even then the child is not yet received physiologically by
the outer world; this requires the natural nourishment of
the mother’s milk. At this stage, children are not yet
nourished by what meets them from the outer world, but
by what comes from the same source as the children
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themselves. People today study the substances they
encounter in the world, more or less according to the
physical, chemical properties alone, and they do not con-
sider the finer attributes that they possess through their
spiritual essence. Everything today is viewed in this way.
We do not condemn such methods—on the contrary, we
must recognize them as appropriate. Nevertheless, the
time came when people were concerned only with the
external aspects of phenomena. This was impossible in
earlier times, but now we have reached a point of extreme
externalization. For the sake of comparison, phenomena
are observed today somewhat like this: people say, “I see
death and dying; plants die, animals die, human beings
die.” But we must ask whether dying—the passing of the
various forms of life around us—is the same for all three
kinds of living beings, or whether this is merely an exter-
nal appearance. Consider a few comparisons. If | have a
knife, there is a big difference between cutting food with
it and using it to shave. In either case, it’s still a knife, but
the qualities of “knife” must be differentiated further.
This is often ignored today. The ways that a plant, animal,
or human being die are not differentiated.

We encounter this phenomenon in other areas as well.
There are those who, in a sense, want to be natural philos-
ophers, and because their aim is to be idealistic, even
spiritual, they assert that plants very likely have souls;
they try to ascertain, in an external way, the characteris-
tics of plants seem to indicate certain soul qualities. For
example, they study plants that tend to open their petals
when approached by insects. The insect is caught, having
been attracted by the scent in a plant such as the Venus
flytrap. It snaps its petals closed, and the insect is
trapped. This is thought to be a soul quality in the plant.
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But there is something else that works in the same way,
and it can be found in all sorts of places. A mouse
approaches it and is attracted by the smell of a dainty
morsel; it begins to nibble, and the mousetrap snaps
closed. If we were to use of the same thought process as
that used in the case of a plant, we might say that the
mousetrap has a soul.

This kind of thinking, although legitimate in certain sit-
uations, never leads to conclusions of any depth, but
remains more or less on the surface. If we desire true
knowledge of the human being, we must penetrate to the
very depths of human nature. We must be able to look in
a completely unbiased way at phenomena that appear
paradoxical compared to an external view of things.
Moreover, we must consider everything that, together,
constitutes the entire human organization.

First of all, like all earthly beings—especially those of
the mineral kingdom—as human beings, we have a
physical organism. Nevertheless, we must clearly distin-
guish between our physical body and our etheric organ-
ism, which we have in common only with the plant
world—not with the minerals. A being having only an
etheric organism, however, cannot experience feelings
nor acquire an inner consciousness. For this purpose,
human beings have an astral organism, which we have
in common with the world of animals. This might seem
like an external organization, but in these lectures you
will see how inward this can be. In addition to this,
human beings have an I being, which cannot be found in
the animal world; we alone possess this among earthly
beings. What we are speaking of is in ho way merely an
outer, intellectual pattern. Further, when we use the
term ether body (or life body), this is completely unrelated
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to the outmoded terms life force, vital force, and so as
used in natural science. Rather, it is the result of obser-
vation.

If we study a child before the change of teeth, for exam-
ple, we see that development depends mostly on the
physical organism. The physical body must adapt gradu-
ally to the outer world, not all at once, even in the crudest
physical sense. The physical body contains what we
bring from the spirit world before earthly existence, and
it cannot immediately assimilate the material of the outer
world, but receives specially prepared mother’s milk. A
child must remain closely connected, so to speak, with
another being of like nature, growing only gradually into
the outer world. This process of growing physically into
the outer world is indicated by the appearance of the sec-
ond teeth around the seventh year, when the child’s
physical organism completes the process.

During this time, when the organization is concerned
mainly with forming the skeletal system, children are
interested in only certain things in the outer world. They
are interested only in what we might call “gesture,” or
everything related to movement. Now consider the fact
that, initially, a child’s consciousness is dreamlike and
shadowy; perceptions are vague, and they light up and
only gradually gain clarity. Fundamentally, however, the
fact remains that, in the time between birth and the
change of teeth, a child’s perception adheres to every-
thing related to gesture and movement; it does so to the
extent that, at the very moment when they perceive a
movement, they feel an inner urge to imitate it. This is a
definite law of development in human nature, which |
would like to describe for you.

While growing into the physical, earthly world, inner
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human nature is developing in such a way that it pro-
ceeds initially from gesture and from the differentiation
of movement. Within the organism, speech develops
from all the aspects of movement, and thought develops
from speech. This law has deep meaning and forms the
basis of all human development. Everything that appears
as sound, or speech, is the result of gesture, mediated
through the inner nature of the human organism.

If you turn your attention to the way a child not only
learns to speak, but also learns to walk, placing one foot
after the other, you can see how one child steps more
strongly on the heel, and another more on the toes. You
can observe children who, while learning to walk, tend to
bring their legs well forward and how others are more
inclined to hold back, as it were, between steps. It is very
interesting to watch a child learning to walk. You must
learn to observe this. And it is even more interesting,
although it is given less attention, to see the way a child
learns to grasp and to move the hands. There are children
who, when they want something, move their hands in
such a way that the fingers move as well. Others keep
their fingers still and reach out to grasp without moving
their fingers. Some children stretch out their hand and
arm, keeping the upper body motionless; others immedi-
ately allow the upper body to follow the movement of
arm and hand. I once knew a child who was very small,
and when his high chair was placed at a distance from the
table and some dish he wished to reach, he would “row”
himself toward it; his whole body was moving. His whole
body moved with every movement he made.

This is the first thing to look for in a child: the way a
child moves reveals the innermost, primal life urges. At
the same time, a tendency to adapt to others appears in
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children’s movements, as they try to perform the same
movements as the father, mother, or other family mem-
ber. This principle of imitation is revealed in gestures and
movements. Gesture appears first in human evolution. In
the special human constitution of physical, soul, and spir-
itual organisms, gesture is transformed inwardly into
speech. Those who can see this, know without doubt that
children who speak as though sentences were being
hacked out of them are the ones who place their heels
down first. On the other hand, children who speak in
such a way that sentences run into one other tend to step
more on their toes. Children who take hold of things
more lightly with their fingers tend to emphasize vowels,
whereas those who tend to stress the consonants also
tend to use the whole arm when grasping. We receive
very definite impressions of children’s potentials from
the ways they speak.

Understanding of the world through the senses and
thought is also developed out of speech. Thought does
not produce speech, but the other way around. This is the
way it is for the cultural development of humanity as a
whole; human beings spoke first, then thought. So it is for
children; first they learn to speak and articulate out of
movement, then thinking arises from speech. We must
therefore see this sequence as something important: ges-
ture, speech, thought, and thinking.

This is all especially typical of the first period of a
child’s life, up to the change of teeth. Gradually, children
grow into the world during their first to fourth years of
life, and they do so through gesture; everything depends
on gesture. In fact, | would suggest that speaking and
thinking occur unconsciously for the most part; they
develop naturally out of gesture—even the first gesture.
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Therefore, we might say: From the first year to the sev-
enth, gesture dominates the life of a child—gesture in the
broadest sense of the word, which lives in a child as imita-
tion. As educators, we must keep this firmly in mind,
because up to the change of teeth children takes in only
what meets them as gesture; they shut themselves off
from all else. If we tell children how to do various things,
they really do not hear or take any notice. But when we
stand in front of them and demonstrate a way to do some-
thing, they are able to imitate the action. Children act
according to the way | move my fingers, or they look at
something just as | look at it, not according to what | say.
They imitate everything. This is the secret of development
in children up to the change of the second teeth. They live
completely through imitation of what comes to meet them
from outside as gesture, in the widest possible sense.

This accounts for the surprises we experience when
teaching very young children. A father came to me once
and said, “What can | do? Something terrible has hap-
pened; my boy has been stealing.” | said, “First, let’s find
out whether he really steals. What did he do?” The father
told me that the boy had taken money out of the cup-
board and bought candy, which he shared with the other
boys. | replied, “I presume that the boy has often seen his
mother taking money from that cupboard before going
shopping. It is quite natural that he would imitate her.”
This was confirmed, so | said, “That is not stealing; it is a
natural principle of development in the boy before the
change of teeth. He imitates what he sees; he must do so.”

In the presence of children, therefore, we should avoid
doing anything they should not imitate. This is how we
educate them. If we tell them not do something, it has
absolutely no influence on a child before the change of
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teeth. It might have some effect if you clothe the words in
a kind of gesture, perhaps saying: Now you have done
something that | would never do. This is a kind of dis-
guised gesture.

It comes down to this: With our whole humanity we
should fully understand how, up to the change of teeth,
children are imitating beings. During this time, there is
indeed an inner connection between children and their
surroundings and everything happening around them.
Later on, this is lost. This may sound strange and para-
doxical to many today, because they are unable to think
correctly about spirit and think only in abstractions. Nev-
ertheless, it is true that the relationship between children
and gesture has an innate religious quality. Through the
physical body, children are given over to everything that
has the quality of gesture; they cannot do other than yield
themselves to it. Later on, with our soul, and even later
with our spirit, we give ourselves to the divine—even to
the external world—as once again spiritualized. This is
what children do with the physical body when they bring
it into movement. They are completely immersed in reli-
gion, with both their good and their bad qualities. Also
present in a child’s physical organism is what remains
with us as soul and spirit later in life. Consequently,
although children may not understand the inner causes
of what they see, they experience something immoral
when they live in close proximity to a surly, bearish father
who is likely to give in to rages, who is often irritable and
angry and expressing uncontrolled emotions in the chil-
dren’s presence.

Children perceive, however unconsciously, the moral
nature of such outbreaks, so that they not only have the
outer image of the gesture, but they also absorb its moral
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significance. If | make an angry gesture, this passes into
the blood system of the child, and if these gestures occur
frequently, they find expression in the child’s circulation.
The physical body of children is organized according to
the way | behave in their presence, according to the kinds
of gestures | make. Furthermore, if | fail to provide love
and understanding when children are present—if, with-
out thinking of them, | do something that is suitable only
at a later age, and if I am not constantly on the watch
when they are nearby—it may happen that they lovingly
get into something that is unsuited to their tender years,
but belongs to another age, and the physical body will be
organized accordingly.

Those who study the whole course of a person’s life
from birth to death—keeping in mind the requirements |
have mentioned—will realize that children who are
exposed to things suitable only to adults and who imitate
such things will later on, after the age of about fifty, suffer
from sclerosis. We must be able to examine such phenom-
ena in all their ramifications. llinesses that appear in later
life are often merely the result of educational errors made
during the earliest years of childhood.

This is why an education based on a knowledge of the
human being must study human nature as a whole, from
birth until death. To be able to look at a person as a whole
is the very essence of spiritual science. You also discover
how strong the connection is between children and their
surroundings. | would go so far as to say that children’s
souls go right out into their surroundings; they experi-
ence those surroundings intimately and have a much
stronger relationship to them than during later periods of
life. In this sense, children are still very close to the
animal, except that they experience things in a more spir-
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itual way and in a way more permeated with soul. An
animal’s experiences are coarser and cruder, but animals,
too, are related to their environment.

This is why many phenomena of recent times remain
unexplained; people are unable to go into all the details
involved. There is, for example, the case of the “calculat-
ing horses,” which have made such a stir recently. These
are horses that do simple arithmetic by stamping their
hooves. | have not seen the famous Elberfelder horses,
but I have seen the one belonging to Herr von Osten. This
horse performed addition. For instance, von Osten would
ask the horse for the answer to 5 + 7. Von Osten would
begin to count with 1, and when he got to 12, the horse
would stamp its foot. It could add, subtract, and so on.
Now there happened to be a young professor who stud-
ied the matter and wrote a very interesting book about it.
In this book he claims that the horse was able to see cer-
tain little gestures made by von Osten, who would
always stand close to the horse. In his opinion, when von
Osten counts up to 12 and the horse stamps, this is
because of a very slight gesture from von Osten when he
reaches 12, and the horse, noticing this, stamps his hoof.
He believes that it can all be traced back to something vis-
ible. But then he asks: Why can’t you see this gesture
made so skillfully that the horse sees it and stamps at the
number 12? The young professor continues by saying
that the gestures are so slight that, as a human being, he
cannot see them. This conclusion might lead us to think
that a horse sees more than a professor.

But | was unconvinced. | saw this wonderful, intelli-
gent horse, the clever Hans, standing next to von Osten in
his long coat. | saw, too, that in von Osten’s right pocket
he had lumps of sugar, and during his experiments with
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the horse he handed it one lump after another, which
aroused a feeling in the horse that associated sweets with
von Osten. In this way, a sort of love was established
between the man and the horse. Only when this is
present—only when the inner being of the horse is
merged, as it were, with the inner being of von Osten
through the flow of sweetness between them—only then
could the horse “calculate,” since it really did receive
something, not through gesture, but through von Osten’s
thinking. He thinks “5 + 7 = 12,” and by means of sugges-
tion, the horse takes up this thought and even has a dis-
tinct impression of it. One can actually see this
happening. The horse and master are, in a way, merged in
feeling one into the other; they impart something to each
other reciprocally while united through the medium of
sweetness. So the animal has this finer relationship to its
environment, and this can be stimulated externally—in
this case, by means of sugar.

In a delicate way, children have a similar relationship
to the outer world. It lives in them and needs to be
addressed. Kindergarten education should rely on the
principle of imitation exclusively. Kindergarten teachers
must sit with the children and do only what they wish the
children to do, so that the they simply have to imitate the
teacher. All education before the change of teeth must be
based on this principle.

After the change of teeth, this changes, and a child’s
soul life is completely different. Children now perceive
more than single gestures; they see how gestures work
together. For example, previously children had a sense of
only a certain line; now they have a feeling for coordina-
tion, or symmetry. A feeling is awakened for whether
something is coordinated, and a child’s soul acquires the
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ability to perceive formative qualities. Once this percep-
tion is awakened, an interest in speech is simultaneously
awakened. During the first seven years of life, there is an
interest in gesture and everything related to movement.
During the time between seven and fourteen, there is an
interest in everything related to image, and speech is pri-
marily pictorial and formative.

After the change of teeth, children’s interest shifts from
gesture to speech, and in the early school years, between
seven and fourteen, it is best to work with everything
involved in speech, and, above all, through the moral ele-
ment behind speech. Before this age, children have a
“religious” attitude toward the gestures they encounter
in the surrounding world; now that their “religious” feel-
ing has gradually refined into a soul experience, they
relate in a moral way to everything they encounter
through speech.

So, during this period of children’s life, we must work
with them through speech. And however we work with
them, we must do so by means of unquestioned author-
ity. When | want to communicate an image expressed
through speech, I must do so with the assurance of
authority. | must be the unquestioned authority for that
child whenever | want to invoke an image through
speech. With the smaller children, we want to show them
what to do; now we must become the human pattern for
children between the change of teeth and puberty. In
other words, there really is no point in reasoning with
children at this age, trying to make them see why some-
thing should be done or not, just because there are good
reasons for or against it. This goes right over children’s
heads.

It is important to understand this. During the earliest
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years of life, children observe only the gesture; likewise,
between the change of teeth and puberty, they observe
only what I, as a human being, am in relation to them. At
this age, children must learn, for example, about morality
in such a way that they naturally accept the authority of
the teacher, so that anything designated good through
speech is deemed good by the children. Whatever this
authority designates as bad, the children should also con-
sider bad. They must learn that everything their teacher
does, as the authority, is good; what the teacher does not
do is bad. Relatively speaking, the child feels that if the
teacher says something is good, it is good; if the teacher
says something is bad, it is bad.

You will not credit me with a view that maintains a
principle of authority as the single means of salvation,
given that | wrote Intuitive Thinking As a Spiritual Path
[Die Philosophie der Freiheit] thirty years ago. Neverthe-
less, by knowing the true nature of freedom, we also
know that, between the change of teeth and puberty,
children need to be faced with an unquestioned author-
ity; it is part of human nature. Everything in education
that ignores this relationship between children and the
unquestioned authority of a teacher is bound to fail.
Children must be guided in everything that they should
or should not do, think or not think, feel or not feel,
according to what flows to them by way of speech from
the teacher. Thus, at this age there is no point in
approaching children through the intellect. Everything
must be directed toward the life of feeling, because feel-
ing is receptive to images, and children at this age are
constituted in such a way that they live in a world of pic-
tures, and they have the sense of welding separate
details into a harmonious whole. This is one reason why
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morality cannot be presented to children through pre-
cepts, or by saying that they should do this or not do
that. It just doesn’t work. What does work is when chil-
dren, by the way we speak to them, feel an affinity in
their souls for what is good and a dislike toward what is
bad. Between the change of teeth and puberty, children
are aesthetes, and we must make sure that they experi-
ence pleasure in the good and displeasure in everything
bad. This is the best way for children to develop a sense
of morality.

We must also be sincere inwardly in the imagery we
use with children. This means being permeated to the
core of our being by whatever we do. This is not the case
when one stands in front of children and immediately
experiences a slight sense of superiority, imagining that
one is much smarter than the children. This attitude
destroys all education; it also destroys any feeling for
authority in the children. How, then, should | create an
image out of what that | want to communicate to the chil-
dren? | have chosen an example that illustrates this.

We cannot speak to children about the immortality of
the soul as we would to adults. Nevertheless, we must
convey some understanding of it, and we must do it in a
pictorial way. We should build up a picture such as this,
which might well take up a whole lesson. We explain to
the children what a butterfly’s chrysalis is; then we say
something like this: Later on, the finished butterfly flies
out of the chrysalis. It was inside all the time, but it was
not yet visible; it was not ready to fly away, but it was
already present inside. Now we can go on and tell the
children that, similarly, the human body contains a soul,
which is invisible. At death, our soul flies out of the body;
here, the only difference between a human being and a
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butterfly is that the butterfly is visible and the human
soul is invisible.

This is how we might describe the soul’s immortality to
children in order to give them a true image of immortal-
ity—one that is especially suited to their age. Whenever
you are with children, however, you must avoid any
sense of being smart or a philosopher, and you should
have absolutely no thought that, whereas you may
understand the truth of immortality, the children are
naive or simple and need the image of a butterfly creep-
ing out of its chrysalis. If you think in this way, you can-
not really connect with the children, and , consequently,
they will get nothing at all from what they are told. The
only way is to genuinely believe in the picture yourself;
you must never want to be smarter than the children but,
instead, stand in their presence just as full with belief as
they are. How can you do this?

As students of spiritual science, we know that an
emerging butterfly is a true image of the immortal human
soul, which is placed into the world by the gods. We have
to imagine that the gods inscribed this picture into the
world—that is, the emerging butterfly being an image of
the human soul’s immortality. We see the higher pro-
cesses abstracted in all the lower stages of the process. An
imponderable relationship arises between you and the
students; and the children make real progress in their
education as long as you do not get the idea that they are
ignorant and you are clever; you must stand before the
children, aware that this is a fact in the world, and that
you are leading them to believe in something that you
yourself believe with all your heart. This is how moral
imponderables continually enter the educational relation-
ship. This is crucial.
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If we are clear about this, the whole focus of our studies
leads us to see how we find the right approach to educa-
tion, one that is truly instructional and teaches. For exam-
ple, how should children learn to read and write? There is
really a lot more misery connected with this than people
typically imagine, though intellectuals are far too superfi-
cial to see it. We recognize that learning to read and write
is necessary, so it follows that children must be driven to
learn reading and writing at all costs. Just consider, how-
ever, what this means for the child. Once children become
adults, they are not the least inclined to place themselves
in the children’s position and imagine what they experi-
ence as they learn to read and write. In today’s civiliza-
tion, we have letters, a, b, ¢, and so on; they present
themselves to us in definite forms. The children have the
sound “ah.” When do they use it? To them, this sound
expresses an inner soul experience. They use this sound
when faced with something that invokes a feeling of
wonder, or astonishment. They understand this sound; it
is connected with human nature. Or they have the sound
“eh.” When do they use this sound? They use it when
they have the feeling that something has come up against
them; they have experienced something that encroaches
on their own nature. If somebody hits me, | say “eh.” And
it is the same for the consonants. Every sound corre-
sponds to an expression of life; consonants imitate an
external world, and the vowels express inner soul experi-
ences. Today’s study of human speech, or philology,
approaches only the first aspects of these things.

Scholars who devote themselves to researching lan-
guage have given much thought to the course of human
evolution and the possible origins of speech. There are
two theories. One represents the view that speech may
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have arisen from soul experiences in much the same way
that this takes place in animals, albeit in the most primi-
tive form: “moo” being the expression of what a cow feels
inwardly, and “bow wow” the experience of a dog. Thus,
in a more complex way, human speech arises from an
urge to express inner feelings and experiences. In a some-
what humorous vein, this has been called the “bow-wow
theory.”

The other view comes from the supposition that, in the
sounds of speech, people imitate events in the outer
world. It is possible to imitate the sound of a bell, or what
takes place in a bell: “ding dong, ding dong.” This is an
attempt to imitate what takes place in the outer world. It
is the basis for the theory that everything in speech can be
traced back to external sounds or events. It is the “ding
dong theory.”

So we have these two opposite theories. It is certainly
not my intention to make fun of this; in fact, both theories
are correct. The bow-wow theory is right about the vowel
element in speech, and the ding dong theory is right
about the consonants. By transposing gestures into
sounds, through the consonants we learn to imitate outer
processes inwardly; in the vowels, we form the inner
experiences of the soul. In speech, the inner and the outer
are united. Human nature itself is homogeneous and
understands how to accomplish this.

We take children into our primary school. Because of
their inner organization, they have become beings who
can speak. Now, they are suddenly expected to experi-
ence (I use the word experience deliberately, weighing my
words, not recognize) a connection between astonishment
or wonder and a demonic sign, the letter a. This is com-
pletely alien to them. The children are expected to learn
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something that they experience as completely remote,
and to relate this to the sound “ah.” This is outside the
comprehension of young children. They feel it as a kind
of torture when we confront them from the very begin-
ning with the forms of the letters as used today.

We can nevertheless recall something else. The letters
that we use today were not always present. Let us look
back to the ancient people who used a pictorial form of
writing. They used images to give tangible form to what
was spoken, and those pictures were certainly related in
some way with what they were intended to express. They
did not have the kinds of letters we use, but images
related to their meaning. Until a certain time, the same
could be said of cuneiform writing. In those times, people
still had a relationship to phenomena, even those fixed in
a definite form. We no longer have this relationship, but
with children, we must return to it. Of course, we
shouldn’t do this by studying the cultural history of those
ancient people, falling back on forms that were once used
in picture writing. Rather, as teachers we must use all our
educational imagination to create the pictures we need.

Fantasy, or imagination, is absolutely necessary, since
we cannot teach without it. Likewise, it is always neces-
sary to speak of the importance of enthusiasm, or inspira-
tion, when dealing with some characteristic feature of
spiritual science. It never gives me any pleasure, for
example, when | enter a class in our Waldorf school and
notice that the teacher is tired and merely teaching in a
certain mood of weariness. We must never do this; we
simply cannot be tired, but must always be filled with
enthusiasm. When teaching, we must be absolutely
present with our whole being. It is wrong to be tired
when teaching; tiredness must be reserved for some other
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time. It is essential for teachers to learn how to give full
play to fantasy. What do | mean by this?

First of all, I evoke in the children something that they
have all seen at the store or some other place—a fish, for
example. Then | get the children to draw a fish, and |
even allow them to use colors, so that they paint as they
would draw, and draw just as they paint. | then have
them say the word fish, not saying the word quickly, but
separating the sounds,
“ff-ii-ssh.” Then 1 lead
them to say only the
beginning of the word
fish  (“fff”), gradually
transferring the shape of £2. %
a fish into a sign that is
somewhat fishlike, while also getting them to say “f.”
And there we have it, the letter f.

Or | have the children slowly say “wave,” picturing for
them, at the same time, a wave. Again, | ask them to paint
this and have them speak the beginning of the word, “w,”
and then | change the picture of a wave into the letter w.

Continuing in this way, | allow the written characters to
emerge gradually from the painted drawing, or drawn
painting, as indeed they
actually arose in the first % L
place. | do not bring the T
children into a stage of " ;
civilization with which /
they still have nothing in ; ﬁ/
common; instead, | guide '
them so that they are never torn out of their relationship
to the world around them. To do this, there is no need to
study cultural history, even though today’s writing did

el
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arise from pictorial writing. We must only allow free play
in our imagination, for then we bring the children to the
point where they can form writing from their drawing
and painting.

Now, we must not consider this merely an ingenious,
clever new method. We must value the fact that the chil-
dren unite themselves inwardly with something new to
them while their soul activity is constantly stimulated.
They do not “grow into it” when they are forced and
always entering unfamiliar relationships with their sur-
roundings. The whole point is to work on the inner being
of the children.

What do people usually do today? Maybe it is already
somewhat dated, but not long ago people gave little girls
“peautiful” dolls, with real hair, with pretty faces, with
eyes that close when the dolls are laid down, and so on.
Modern society considers them beautiful, but they are
hideous, because they show no artistic qualities. What
sort of dolls are these? They are dolls that cannot activate
a child’s fantasy. Now let us try something different. Tie 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 a child must develop
imagination to see the human form. This kind of thing
works with tremendous living force on children, because
it offers them the possibility of using fantasy.

Of course, we must do this ourselves first. But the pos-
sibility must be provided for children, and this must be
done at the age when everything is play. This is why all
the toys that do not stimulate fantasy in children are so
damaging to them. As | said, today those “beautiful”
dolls are somewhat outdated, because now we give mon-
keys or bears to children. Nor do such toys provide an
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opportunity for developing an imagination related to the
human being. Suppose a child runs up to you, and you
offer a bear for the child to cuddle. This sort of thing
clearly shows how far our society is from being able to
penetrate the depths of human nature. But it is remark-
able how children, in a perfectly natural and artistic way,
can form an imaginative picture of this inner side of
human nature.

In the Waldorf school, we have shifted from the ordi-
nary methods of teaching to what we may call “teaching
through art.” We never begin by teaching children to
write; rather, we allow them paint as they draw, and
draw as they paint. We could even say that we let them
splash around, which involves the sometimes tiresome
job of cleaning up the classroom afterward. Tomorrow, |
will speak of how we lead from writing to reading. Apart
from painting and drawing, however, we guide the chil-
dren as far as possible into the realm of art by letting
them practise modeling in their own ways, without sug-
gesting that they should make anything except what they
want to make out of their inner being. The results are
remarkable. | will mention one example that shows how
something very wonderful takes place in the case of older
children.

At a relatively early age, for children between ten and
eleven, a subject in our curriculum is the study of the
human being. At this age, children learn how the bones
are formed and built up, how they support one another,
and so on. They learn this in an artistic way, not intellectu-
ally. After a few such lessons, the children have gained
some perception of the structure of the human skeleton,
the dynamics of the bones, and the nature of their interde-
pendence. Then we move to the crafts room, where they
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model plastic forms, and we observe what they make. We
see that they have learned something from their lessons
about the bones. Not that the children imitate the forms of
the bones; but from the way they now model the forms,
we perceive the outer expression of an inner flexibility of
soul. Before this, they have already advanced far enough
to make various kinds of small receptacles; the children
discover how to make bowls and similar things all by
themselves. But what they create through the spontaneity
of childhood before such lessons is very different from
what they model afterward, provided they have truly
experienced what was intended. To achieve this, however,
our lessons on knowledge of the human being must be
given in such a way that their essence enters the whole
human being. Today, this has become difficult.

Those who have paid as many visits to art studios as |
have, observing the way people paint and sculpt and
carve, know very well that hardly any sculptor today
works without a model; they need a human form in front
of them before they can sculpt it. To the ancient Greek art-
ists, this would have made no sense. Of course, they had
learned the human form at the public games, but they
truly experienced it inwardly. They knew, out of their
inner feeling—a feeling they embodied without a
model—the difference between an arm that is stretched
out and an outstretched arm with the forefinger extended
as well, and they embodied this in their works.

Today, when physiology is taught in the conventional
way, models or drawings of the bones are placed side by
side, the muscles are described one after another, and no
impression is offered concerning their reciprocal relation-
ship. At out school, when the children see a vertebra of
the spinal column, they recognize its similarity to the
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skull, and they get a feeling for the metamorphosis of the
bones. In this way, in a lively way they enter directly into
the various human forms and thus feel an urge to express
it artistically. Such experiences go right into life; they do
not remain external.

It is my earnest wish and my duty as leader of the Wal-
dorf school to eliminate from the classroom, whenever
possible, everything of a scientific nature that is fixed,
including textbooks written in a rigid scientific way. |
value science—no one could value it more. Such studies
may be pursued outside of school, if so desired, but |
would become very upset if | saw a teacher standing
before a class holding a book. When teaching, everything
must come from within; this should be self-evident. How
is botany taught today, for example? We have botany
books based on a scientific view, but they do not belong
in any classroom in which the children are between the
change of teeth and puberty. The perception of what sort
of literature a teacher needs must grow gradually from
the living educational principles | will speak of here.

We are indeed concerned with the mental attitude of
the teachers and whether they can relate to the world in
soul, spirit, and body. If they possess a living relationship,
there is much they can accomplish with children between
the change of teeth and puberty, because, through this
method, they can become the naturally accepted author-
ity. The important thing is to get into and experience mat-
ters in a living way, bringing to life everything you have
experienced in this way. This is the great, fundamental
principle that must become the foundation of education
today. Then one’s connection with the class will arise
automatically, along with the imponderable mood and
feeling that needs to go with it.
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Rudolf Steiner’s answer to a question:

Question: Some adults seem to have remained at the
imitative stage of childhood. Why does this happen?

Rudolf Steiner: At any stage of human development, it is
possible to remain in a fixed state. If we describe the vari-
ous stages of development, including the embryonic
stage in today’s survey and continuing through the
change of teeth and on to puberty, we cover periods in
which a fully developed human life can be formed.
Recently, the general trend of anthroposophic develop-
ment made it possible for lectures to address therapeutic,
or curative, education, with particular reference to spe-
cific cases of children whose development was either
retarded or in some way abnormal. We then took the step
of showing certain cases that were being treated at Dr. Ita
Wegman’s clinic. Among these, there was a child who
was almost a year old and about the average size for a
child of that age. However, this child’s physical body had
remained at the embryonic stage of approximately seven
or eight months. If you were to draw an outline of the
child with only an indication of the limbs, which were
somewhat more developed, and show the exact form of
this little boy’s head, then, looking closely at the drawing,
you would not have the slightest idea that this boy was
nearly a year old. You would think it the picture of an
embryo, because this boy had, in many ways, retained an
embryonic structure after his birth.

Every stage of life, including the embryonic, can be car-
ried over into a later stage; the different phases of devel-
opment, as they follow one another, are such that each
new phase is a metamorphosis of the previous, with
something new added. Consider exactly what | said
about the natural religious devotion that children have
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toward their surroundings up to the change of teeth; you
can see that this changes into the life of soul as well as a
second attribute, the aesthetic, or artistic, stage. It hap-
pens with many children that the first stage is carried into
the second, which then remains poorly developed. But
this can go even further; the first stage of physical
embodiment can be carried over into each of the others,
so that attributes of the original stage appear in all the
later stages. Even to superficial observation, it doesn’t
need to be very obvious that an earlier stage has been
retained in a later one, unless it doesn’t show up until
particularly late in life. Nevertheless, it is a fact that ear-
lier stages are carried into later ones.

Consider the same phenomenon in a lower kingdom of
nature. A fully grown and developed plant usually has a
root and a stalk with cotyledon leaves, followed by green
leaves. These are then concentrated in the calyx, the pet-
als, the stamen, the pistil, and so on. There are plants,
however, that do not develop as far as the blossom, but
remain at the stage of herbs and other plants in which the
green leaves remain fixed, with merely rudimentary fruit.
Notice, for example, how far the fern remains behind the
buttercup. In a plant this does not indicate abnormality.
Human beings, however, are of a species that forms a
complete natural order. And it can happen that, through-
out life, one remains at the imitative state or requires an
authority figure. In life, we are dealing not only with peo-
ple who remain at the imitative stage, but also with those
who remain essentially at the stage that develops fully
between the change of teeth and puberty. In fact, there are
many such people, and for them this stage continues into
later life. They cannot go much further, and the attributes
that should develop in later years can do so only in a
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limited way. They remain at the stage where they look for
the support of authority. If such people did not exist,
there would be no tendency today to form sects and the
like, because sectarian associations are based on the fact
that their followers are not required to think; they leave
the thinking to others and follow their leaders. In certain
areas of life, however, people remain largely at the stage
of authority. For instance, when it is a matter of forming a
judgment about something scientific, people do not take
the trouble to investigate it themselves, but ask for the
conclusion of an expert or specialist who lectures at a uni-
versities. This is the principle of authority.

In the case of those who are ill, the principle of author-
ity may be carried to extremes, though this may be justifi-
able. And in legal matters, for example, no one today
would consider forming an independent judgment but
seek the advice of a lawyer, who has the necessary knowl-
edge. Here the perspective is that of a child of eight or
nine; and the attorney is probably not much older. When a
lawyer is asked a question, a lawbook is generally con-
sulted, and once again we have an authority. So it is cer-
tainly true that each stage of life can enter a later one.

The Anthroposophical Society should really consist
only of those who are outgrowing authority and who rec-
ognize only the principle of true insight. This is little
understood by people outside the society, who continu-
ally assert that anthroposophy is based on authority. In
fact, the exact opposite is true; the principle of authority
must be outgrown through the kind of understanding
and discernment fostered by anthroposophy. The impor-
tant thing is to grasp every scrap of insight we can get
hold of to pass through the various stages of life.



4' The Three Stages of Childhood

July 20, 1924

As a result of yesterday’s lecture, | was
asked about our subject, and | would like to answer it
here. The question is this: “In regard to the principle of
imitation in a child’s movements, | would like you to
explain something. My grandfather died when my father
was around a year and a half to two years old. Later,
when he was about forty-five, my father visited one of
my grandfather’s friends, who was astonished at the sim-
ilarity between my father’s movements and gestures and
those of my grandfather. What was the cause of this?
Because of my grandfather’s early death, it could hardly
be a matter of imitation.”

A man died when his son was a year and a half to two
years old, and long afterward, when the son was forty-
five, he heard from this friend, who was able to know that
even as late as forty-five years old, he imitated, or rather,
had the same gestures as his father.

Here we are dealing, of course, with matters in which
one can do little more than provide certain guidelines,
without any detailed explanations. Unfortunately, our
lecture courses are short, and to cover this theme fully
would require many lectures, perhaps six months or even
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a year. Many such questions are likely to arise, and it may
be possible to answer them if they are presented. But |
must point out that, because of our limited time, there
will be a certain lack of clarity, which cannot be made
clear unless it were possible to go into every detail fully.
With reference to the question asked, | should like to offer
the following remarks.

If we consider the first period of a child’s life, between
birth and the change of teeth, a child’s organization
works and develops in such a way that predispositions
are incorporated into the organism. | described this yes-
terday as walking (including the general orientation of
human beings), speaking, and thinking. And this is how
events follow one another. Between the first and seventh
year of life, children are organized so that they are con-
cerned primarily with gesture; between around the sev-
enth to fourteenth years, they are concerned with speech,
as | explained yesterday; and, approximately, between
the fourteenth and twenty-first years, they are organized
so that they are concerned mainly with thinking. What
thus appears in the course of twenty-one years is already
taking shape as predispositions during the first period of
life, between birth and the change of teeth.

During the first third of the first period of life, or dur-
ing the first two and a third years of life, the assimilation
of gestures takes place. This includes walking freely with-
out support, so that the arms and the muscles of the face
can move in an expressive way—that is, a general orien-
tation and finding a living relationship to gestures and
movements. The main development of children during
this period is the development of gestures, which then
continue to develop; but now something more intimate
and inner is impressed into the speech organism. Even if
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a child has already spoken a few words, the experience of
speech as predisposition does not occur before children
are a little older than two and a half. The actual experi-
ence and feeling for speech is fully developed between
the seventh and fourteenth year, but as predisposition it
is present between two and a third and four and two
thirds years. Of course, this must be taken as an average.
After that, children develop a faculty for the beginning of
the inner experience of thought. What develops and blos-
soms later, between fourteen and twenty-one, is already
germinating between four and two thirds and seven
years old. The formation of gestures continues, of course,
throughout these years, but other faculties also come into
play. Thus we see that, essentially, we must place the time
of gestural development and formation back to the first
two and a half years. What we gain during this time lies
deepest. And this is only natural, since we can certainly
imagine how fundamental the principle of imitation is
during those first years of life.

If you consider all of this together, you will not be sur-
prised by the events that led to this question. The grand-
father died when the father was between one and a half
and two years old—precisely the time when the forma-
tion of gesture is working most deeply. If the grandfather
died then, the gestures the child imitated then made the
deepest impression. This does not alter what may have
been imitated later from others. So this particular case has
extraordinary significance when considered in detail.

Yesterday we tried to describe how, as children develop
during the second period of life, between the change of
teeth and puberty, they experience everything expressed
through speech, in which the natural authority of the
teacher must play a role. The interaction between teacher
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and child must work in a pictorial, imaginative way. |
pointed out how, at this age, we cannot approach chil-
dren with moral precepts; rather, we can affect their
moral character only by awakening feelings in them with
pictures. In this way, the children take in images
described by their teacher, who also acts as their model.
The images work in such a way that goodness pleases
them, and they develop a distaste for what is bad. Conse-
guently, at the elementary school age, morality must be
instilled through pictures by way of feelings.

I also explained that writing must be presented to chil-
dren through images, and that the forms of letters must
be developed through drawn paintings and painted
drawings. Of all the arts, this must be cultivated first,
since it leads children into culture. From an educational
perspective, it is totally inappropriate to begin by intro-
ducing children to letter forms, which are alien to them;
the fixed forms of letters as used today work on children
like little demons.

When education is based on knowledge of the human
being, children must learn to write before learning to
read. If you wish to approach children of this age (imme-
diately after the change of teeth), as much as possible you
must approach the whole being of the children. When
children are writing, it activates the whole upper body;
the inner flexibility of children is different that it would
be if only the head is busy learning the forms of letters.
The liberated, independent faculties of the head cannot
be used until a later age. Thus we can create a transition
by allowing children to read what they have written,
which makes an impression on them.

Because of this method of teaching at the Waldorf
school, our children learn to read a bit later than others
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do, and they learn to write letters later than the children
in other schools. One cannot really judge this fact, how-
ever, without a true understanding of human nature.
Usually, people today have a limited perception and
sense of the human being and do not notice how harmful
it is for general human development when children learn
reading and writing too early; these things are too far
removed from them. Certainly the children whose profi-
ciency in these arts is attained somewhat later than others
will not experience any lack in their capacity to read and
write. On the other hand, those who learn to read and
write too early will certainly suffer in this respect. Educa-
tion based on a knowledge of the human being must,
from the very beginning, arise from this ability to “read”
human evolution; by understanding the conditions of
life, we can help children develop their own nature. This
is the only way toward a truly healthy education.

To gain deeper understanding, we must penetrate the
human being. First, the human being consists of a physi-
cal body, which is developed most intensively during the
first period of life. The main development during the sec-
ond period is the higher and finer body, the ether body. It
is very important that, when we study the human being,
we do so in a truly scientific way, and we must invoke a
degree of courage equal to that shown in other areas of
modern science.

A substance that shows a certain degree of warmth can
be brought to a state in which that warmth, which has
been bound up with substance, is freed. It is liberated and
becomes “free” warmth. In the case of mineral sub-
stances, we have the courage to speak scientifically when
we say that there is “bound” warmth and “free” warmth.
We must have the same courage when we study the
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world as a whole. If we have the courage, the following
reveals itself to us in regard to the human being.

Where are the forces of the ether body during the first
period of life? They are bound up with the physical body
and are active in its nourishment and growth. In this first
period, children are different from what they become
later. All the forces of the ether body are initially bound
up with the physical body. At the end of the first period,
they are freed to some extent, just as warmth is freed from
a substance with which it had been bound. What happens
now? After the change of teeth, only part of the ether
body is active in the forces of growth and nourishment;
the part that has been liberated now carries on the more
intensive development of memory and soul qualities.
Because it is a fact, we must learn to speak of the soul as
“bound” during the first seven years of life, and to speak
of the soul as “liberated” after the seventh year. What we
use as soul forces during the second seven-year period of
life is, during the first seven years, imperceptibly bound
up with the physical body, when nothing psychic can be
free of the body. We can gain knowledge of how the soul
works during that first seven years by observing the
body. Only after the change of teeth can we directly
approach what is purely of a soul nature.

This way of viewing matters leads directly from the
physical to the psychological. Consider the myriad
approaches to psychology today. They are based on spec-
ulation, pure and simple. People think matters over and
discover that, on the one hand, we have a soul and, on the
other, a body. We must ask: Does the body give rise to
and work on the soul, or does it work in the opposite
direction? If they do not manage to get any further either
way, people discover something extraordinarily bizarre:
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“psychophysical parallelism,” the notion that both
manifestations run parallel. As a result, no explanation is
given for the interaction between them; one speaks only
of parallelism. This indicates that nothing is known
through experience about these matters. Experience leads
one to say that, during the first seven years of life in chil-
dren, one perceives the soul working in the body. The
way this works must be learned through observation, not
merely through speculation. Spiritual science, as a way of
knowledge, completely rejects speculation and always
proceeds from experience—physical and spiritual experi-
ence, of course.

So, during the second period of life between the
change of teeth and puberty, the human ether body is
our main concern in education. Above all, both teacher
and child need the forces at work in the ether body,
because they release the child’s feeling life, not judgment
and thought. Deeply embedded in the nature of children
between the change of teeth and puberty is the third
member of the human being, the astral body, which
bears all feelings and sensations. During this period, the
astral body is still deeply embedded in the ether body.
Thus, because the ether body has now become relatively
free, it is our task to develop it so that it can follow its
own tendencies, which are helped by education, not hin-
dered. When can it be helped? This happens when we
teach children through pictures, in the broadest sense;
everything we wish them to absorb we build imagina-
tively and in images. The ether body is the body of for-
mative forces; it models the wonderful forms of the
organs—the 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
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aside, and a second physical body is formed by the
etheric body. This is why, at this age, our educational
methods must be adapted to the formative forces of the
ether body.

We must proceed in such a way that children gradually
learn to find their orientation in the world. | have already
said that | find it very repugnant when | see a scientific
textbook that has been brought to school for the purpose
of teaching along those lines. Today’s science, which |
acknowledge fully, has deviated in many ways from a
worldview that truly accords with nature. Now let’s just
ask ourselves a question—bearing in mind that, as our
discussion proceeds, other matters may need to be
added—What is the approximate age when we can begin
to teach children about the plant world?

We teach children by means of pictures, and they learn
to write through painting and drawing; indeed, it is never
too early to introduce children to the arts, since all our
teaching must be imbued with a feeling for art. In the
same way, we must also keep this in mind: Just as the
ether body is inseparable from the human formative and
pictorial aspects, the astral body, which underlies the life
of feelings and sensations, tends toward the musical
nature of a person. So what do we look for when observ-
ing children? Because the astral body is embedded in the
physical and etheric bodies of children between the
change of teeth and puberty, if the soul life is healthy it is
also deeply musical. Every healthy child is profoundly
musical. To invoke this musicality, we need only call on
the children’s own natural liveliness and sense of move-
ment. Artistic teaching, from the very beginning of school
life, should thus employ both the visual arts and music.
We should never emphasize abstraction; an artistic
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approach is most important, and children must be led to
comprehend the world out of the artistic.

This must not be done too late or too early. We must be
aware of a very important stage in the development of
children between the ages of nine and ten. Those who
look with the eyes of a teacher see this in every child.
Although they do not usually express it in so many
words, a time comes when children reveal through their
behavior that they have a question or several questions
that betray an inner crisis. This is an extremely delicate
experience in children, and we need an exceptionally del-
icate sense for such things to perceive it; it is present and
can be observed. At this age, children learn intuitively to
differentiate themselves from the surrounding world.
Before this age, the “I”” and the outer world interpenetrate
each other, and so we can tell the children stories about
animals, plants, and rocks whose actions make them
seem human. Indeed, this is the ideal approach, because
we should appeal to their pictorial, imaginative sense,
and we do this by speaking this way about the kingdoms
of nature. Between ten and eleven, however, children
learn to say “I” in self-awareness. They learn this earlier,
of course, but now they do it consciously. Once their con-
sciousness is no longer merged with the outer world, and
once they have learned to distinguish themselves from it,
we can begin to help children understand the plant world
with feeling, but without immediately renouncing the
element of image and imagination.

Today we are used to looking at one plant next to
another; we learn their names and related information,
and we do this as though a plant were there indepen-
dently. But when we study plants in this way, it is like
pulling out a hair, forgetting that it was on your head, and
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examining it as though you can understand its nature and
life-conditions without considering that it grew from your
head. The hair has meaning only when we consider the
fact that it grew on a head; it cannot be studied in isola-
tion. It is the same for a plant. We cannot pull it up and
study it separately; we must consider the earth as an
organism to which the plant belongs. This is what it is.
Plants belong to the entire growth of the earth, just as a
hair belongs to the head. Plants can never be studied in
isolation, but only in relation to the whole nature of the
earth. The earth and the world of plants belong together.
Suppose you had a herbaceous plant, an annual, grow-
ing from its roots, shooting up into a stalk, leaves, and
flowers, and developing the fruit that is planted again the
following year. Then you have the earth in which the
plant grows. Now think of a tree. A tree lives longer; it is
not an annual. It develops a mineralized bark around
itself, from which pieces can be broken off. In reality,
what sort of process is this? If you were to build up the
surrounding earth and its inherent forces around a plant,
more or less covering it with earth, then you would recre-
ate this process synthetically in an outer, mechanical way.
Nature does the same thing, however, by wrapping the
tree with the bark; but in this case it is not made com-
pletely of earth. The bark forms a kind of earth mound
that piles itself up around the tree. When we look at a
growing tree, we see the earth flourishing and growing.
This is why the earth that surrounds the root of a plant
must be considered a part of it; the soil belongs to a plant.
If you have learned to observe such things and happen
to travel in an area where you see many plants with yel-
low flowers, you will immediately try to see the sort of
soil they grow in. In particular, wherever we see many
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yellow flowers, for instance, we are likely to find some-
what reddish soil. You will never be able to think about
the plant without considering the earth in which it
grows; they go together. We should quickly become
accustomed to this fact; otherwise, we destroy our sense
for reality.

I was deeply impressed recently during an agricultural
course | gave at the request of some farmers.” At the end
of the lecture course, a farmer said, “Everyone today
knows that our vegetables are dying out and becoming
decadent with alarming speed.” Why is this? It is because
people no longer understand, as peasants used to, that
earth and plants are connected and must be considered in
this way. If we want to nurture our vegetables so that
they flourish again, we must understand how to treat
them correctly; in other words, we must give them the
right kind of manure. We must make it possible for the
earth to live properly in the environment of the plant
roots. Today, because agricultural methods of cultivation
have failed, we need a new agricultural impulse based on
spiritual science. This will enable us to use manure in
such a way that plant growth does not degenerate. Those
who are as old as | am know what European potatoes
looked like fifty years ago compared to the way they look
today. Today, we see more than just a decline of Western
culture; this decline also penetrates deeply into the king-
doms of nature, including agriculture.

It really amounts to this: Our sense of the connection
between plants and their environment should not be lost.
On school outings and similar occasions, plants should

* See Spiritual Foundations for the Renewal of Agriculture (8 lectures, Kober-
witz, Silesia, June 7-16, 1924), Kimberton, PA: Bio-Dynamic Farming and
Gardening Association, 1993.
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not be pulled up, placed in specimen containers, and
brought to the classroom in the belief that we accomplish
something by doing this. Uprooted plants cannot exist by
themselves. People today indulge completely false ideas.
For example, they view a piece of chalk and a flower as
having the same sort of reality. But this is nonsense. A
mineral object can exist in itself; this is a fact. So people
believe that the plant should also have an independent
existence; but this is impossible, since it ceases to be a
plant once it is pulled from the ground. It maintains its
earthly existence only while it is attached to something
other than itself; and that “other” has existence only inso-
far as it is part of the whole earth. We must study phe-
nomena within the whole, not tear them out of it.

Almost all knowledge based on observation is filled
with unrealities of this kind. This is why natural science
has become so abstract, though this is partially justified,
as it is for the theory of relativity. But those who can think
realistically do not allow abstract concepts to run on and
on without noticing the point where they cease to have
any relationship to reality. That would be painful. Natu-
rally, you could use the principles of acoustics and say:
When | make a sound, the sound travels at a certain
speed. Wherever | hear a sound, | can calculate the exact
time it took to reach me. If I move in the same direction in
which the sound travels—regardless of my speed—I will
hear it later. And if | were traveling faster than the speed
of sound, | would not hear it at all. But by moving toward
the sound, I hear it earlier. The theory of relativity is defi-
nitely reasonable, but according to this principle, we
could also say that, if | were to move toward the sound
more quickly than the speed of sound, | would go beyond
it and hear the sound before it is made.
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This fact should be obvious to anyone who can think
realistically. Such a person also knows that it is absolutely
logical and wonderfully thought out to say that if a clock
(to use the well-known comparison of Einstein) is thrown
at the speed of light into universal space and returns, it
will not have changed at all. This can be thought through
in a wonderful way. But those who think realistically
must ask: What will the clock look like on its return?
Realistic thinking does not separate the thinking from the
reality, but always remains in the realm of reality.

This is the essential characteristic of spiritual science; it
requires more than mere logic; it approaches matters in
accordance with reality. This is why people today—who
carry abstractions to the point of splitting hairs—accuse
anthroposophists of being abstract, simply because our
way of thinking always looks for absolute truth and
never loses its connection with reality, which must
include an understanding of spiritual reality. This is why
it is possible to see how unnatural it is to associate botany
with specimens in a container.

When we introduce children to botany, therefore, it is
important to consider the earth’s face, dealing with the
soil and the growing plants together so that children will
never think of plants as detached and separate. This can
be unpleasant for teachers who would simply like to
bring the usual botany books to class, give them a quick
glance during lessons, and then act as though they under-
stand it all. | already said that there are no suitable text-
books on botany these days. And this sort of teaching
assumes another aspect once we understand the effect of
imponderables, and when we consider that the subcon-
scious works even more strongly in children than it does
in older people. The subconscious is very clever, and
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those who are able to perceive children’s spiritual life
know this: when students are faced with a teacher who
walks around the class with notes while trying to convey
the substance of these notes, the children always wonder
why they should learn such information; after all, the
teacher doesn’t even know it. This becomes a tremendous
disturbance to the lessons, because those feelings arise
from the subconscious; nothing can be expected of a class
taught by a teacher using notes.

We must always look at the spiritual aspect of matters.
This is especially true when we are developing an art of
education, since this is how we give children a sense of
standing firmly and safely in the world. They gradually
come to understand that the earth is an organism—and,
in fact, this is what it is. When soil begins to lose its vital-
ity, we must help it by using manure in the right way. For
example, it is not true that water in the air is the same as
water in the earth. The water below has a certain vitality;
the water above loses that vitality, which it regains only
as it descends. These are facts and absolutely real. If we
fail to understand them, we cannot unite with the world
in a real way. This then is what | wished to say in regard
to teaching about the plant world.

Now we come to the animal world, and we cannot
view animals as belonging to the earth in the same way.
The mere fact that the animals can move about makes this
obvious; in this sense, they are independent. But when
we compare animals with humankind, we find some-
thing characteristic in their formation. This was always
indicated in the older instinctive science, the effects of
which still existed at the beginning of the ninth century.
Because of the way modern people look at things, how-
ever, when they read the views of natural philosophers
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who, following old traditions, considered the animal
world’s relationship to the world of humankind, their
ideas seem foolish. | realize, for example, that people in a
study group can hardly contain their laughter when they
read this from the natural philosopher Oken: “The
human tongue is a cuttlefish.”” What could he have
meant by this? In fact, this statement from Oken can no
longer be considered correct, but it contains an underly-
ing principle that we must take into account.

When we observe the various animal forms, from the
tiniest protozoa to the most fully developed apes, we find
that they all represent some part of the human being—a
human organ or an organic system—that has developed
in a one-sided way. You don’t need to look at these things
in a very deep way. Just imagine that the human forehead
enormously withdrawn; the jaw jutting out; the eyes
looking upward instead of toward the front; the teeth and
their whole organization formed in a one-sided way. By
imagining such extreme developments you can picture a
great variety of mammals. By eliminating one thing or
another in the human form, you c