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EDUCATION
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"THE DEVELOPMENT of the creative powers in the child" is the subject of this conference. As | come
before you to introduce it | must not conceal from you for a single moment the fact that of the nine
words in which it is expressed only the last three raise no question for me.

The child, not just the individual child, individual children, but the child, is certainly a reality. That in this
hour, while we make a beginning with the" development of creative powers," across the whole extent of
this planet new human beings are born who are characterized already and yet have still to be
characterized—this is a myriad realities, but also one reality. In every hour the human race begins. We
forget this too easily in face of the massive fact of past life, of so-called world-history, of the fact that
each child is born with a given disposition of "world-historical" origin, that is, inherited from the riches
of the whole human race, and that he is born into a given situation of "world-historical" origin, that is,
produced from the riches of the world's events. This fact must not obscure the other no less important
fact that in spite of everything, in this as in every hour, what has not been invades the structure of what
is, with ten thousand countenances, of which not one has been seen before, with ten thousand souls
still undeveloped but ready to develop—a creative event if ever there was one, newness rising up,
primal potential might. This potentiality, streaming unconquered, however much of it is squandered, is
the reality child: this phenomenon of uniqueness, which is more than just begetting and birth, this grace
of beginning again and ever again.

What greater care could we cherish or discuss than that this grace may not henceforth be squandered as
before, that the might of newness may be preserved for renewal?
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Future history is not inscribed already by the pen of a causal law on a roll which merely awaits unrolling;
its characters are stamped by the unforeseeable decisions of future generations. The part to be played
in this by everyone alive to-day, by every adolescent and child, is immeasurable, and immeasurable is
our part if we are educators. The deeds of the generations now approaching can illumine the grey face
of the human world or plunge it in darkness. So, then, with education: if it at last rises up and exists
indeed, it will be able to strengthen the light-spreading force in the hearts of the doers—how much it
can do this cannot be guessed, but only learned in action.

The child is a reality; education must become a reality. But what does the" development of the creative
powers" mean? Is that the reality of education? Must education become that in order to become a
reality? Obviously those who arranged this session and gave it its theme think this is so. They obviously
think that education has failed in its task till now because it has aimed at something different from this
development of what is in the child, or has considered and promoted other powers in the child than the
creative. And probably they are amazed that | question this objective, since | myself talk of the treasure
of eternal possibility and of the task of unearthing it. So | must make clear that this treasure cannot be



properly designated by the notion of “creative powers," nor its unearthing by the notion of
"development."

Creation originally means only the divine summons to the life hidden in non-being. When Johann Georg
Hamann and his contemporaries carried over this term metaphorically to the human capacity to give
form, they marked a supreme peak of mankind, the genius for forming, as that in which man's imaging
of God is authenticated in action. The metaphor has since been broadened; there was a time (not long
ago) when "creative" meant almost the same as "of literary ability"; in face of this lowest condition of
the word it is a real promotion for it to be understood, as it is here, quite generally as something
dwelling to some extent in all men, in all children of men, and needing

- pp. 111 -

only the right cultivation. Art is then only the province in which a faculty of production, which is
common to all, reaches completion. Everyone is elementally endowed with the basic powers of the arts,
with that of drawing, for instance, or of music; these powers have to be developed, and the education of
the whole person is to be built up on them as on the natural activity of the self.

We must not miss the importance of the reference which is the starting-point of this conception. It
concerns a significant but hitherto not properly heeded phenomenon, which is certainly not given its
right name here. | mean the existence of an autonomous instinct, which cannot be derived from others,
whose appropriate name seems to me to be the "originator instinct." Man, the child of man, wants to
make things. He does not merely find pleasure in seeing a form arise from material that presented itself
as formless. What the child desires is its own share in this becoming of things: it wants to be the subject
of this event of production. Nor is the instinct | am speaking of to be confused with the so-called instinct
to busyness or activity which for that matter does not seem to me to exist at all (the child wants to set
up or destroy, handle or hit, and so on, but never "busy himself "). What is important is that by one's
own intensively experienced action something arises that was not there before. A good expression of
this instinct is the way children of intellectual passion produce speech, in reality not as something they
have taken over but with the headlong powers of utter newness: sound after sound tumbles out of
them, rushing from the vibrating throat past the trembling lips into the world's air, and the whole of the
little vital body vibrates and trembles, too, shaken by a bursting shower of selfhood. Or watch a boy
fashioning some crude unrecognizable instrument for himself. Is he not astonished, terrified, at his own
movement like the mighty inventors of prehistoric times? But it is also to be observed how even in the
child's apparently "blind" lust for destruction his instinct of origination enters in and becomes dominant.
Sometimes he begins to tear something up, for example, a sheet of paper, but soon he takes an interest
in the form of the
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pieces, and it is not long before he tries—still by tearing—to produce definite forms.

It is important to recognize that the instinct of origination is autonomous and not derivatory. Modern
psychologists are inclined to derive the multiform human soul from a single primal element—the"
libido," the "will to power," and the like. But this is really only the generalization of certain degenerate
states in which a single instinct not merely dominates but also spreads parasitically through the others.
They begin with the cases (in our time of inner loss of community and oppression the innumerable
cases) where such a hypertrophy breeds the appearance of exclusiveness, they abstract rules from
them, and apply them with the whole theoretical and practical questionableness of such applications. In



opposition to these doctrines and methods, which impoverish the soul, we must continually point out
that human inwardness is in origin a polyphony in which no voice can be "reduced" to another, and in
which the unity cannot be grasped analytically, but only heard in the present harmony. One of the
leading voices is the instinct of origination. This instinct is therefore bound to be significant for the work
of education as well. Here is an instinct which, no matter to what power it is raised, never becomes
greed, because it is not directed to "having" but only to doing; which alone among the instincts can grow
only to passion, not to lust; which alone among the instincts cannot lead its subject away to invade the
realm of other lives. Here is pure gesture which does not snatch the world to itself, but expresses itself
to the world. Should not the person's growth into form, so often dreamed of and lost, at last succeed
from this starting-point? For here this precious quality may be unfolded and worked out unimpeded.
Nor does the new experiment lack demonstration. The finest demonstration | know, that | have just got
to know, is this Children's Choir led by the marvellous Bakule of Prague, with which our Conference
opened. How under his leadership crippled creatures, seemingly condemned to lifelong idleness, have
been released to a life of freely moving persons, rejoicing in their achievement, formidable
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and forming, who know how to shape sights and sounds in multiform patterns and also how to sing out
their risen souls wildly and gloriously; more, how a community of achievement, proclaimed in glance
and response, has been welded together out of dull immured solitary creatures: all this seems to prove
irrefutably not merely what fruitfulness but also what power, streaming through the whole constitution
of man, the life of origination has.

But this very example, seen more deeply, shows us that the decisive influence is to be ascribed not to
the release of an instinct but to the forces which meet the released instinct, namely, the educative
forces. It depends on them, on their purity and fervour, their power of love and their discretion, into
what connexions the freed element enters and what becomes of it.

There are two forms, indispensable for the building of true human life, to which the originative instinct,
left to itself, does not lead and cannot lead: to sharing in an undertaking and to entering into mutuality.

An individual achievement and an undertaking are two very different matters. To make a thing is mortal
man's pride; but to be conditioned in a common job, with the unconscious humility of being a part, of
participation and partaking, is the true food of earthly immortality. As soon as a man enters effectively
into an undertaking, where he discovers and practises a community of work with other men, he ceases
to follow the originative instinct alone.

Action leading to an individual achievement is a "one-sided" event. There is a force within the person,
which goes out, impresses itself on the material, and the achievement arises objectively: the movement
is over, it has run in one direction from the heart's dream into the world, and its course is finished. No
matter how directly, as being approached and claimed, as perceiving and receiving, the artist
experiences his dealings with the idea which he faces and which awaits embodiment, so long as he is
engaged in this work spirit goes out from him and does not enter him, he replies to the world but he
does not meet it any more. Nor can he foster mutuality with his work: even in the legend Pygmalion is
an ironical figure.
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Yes; as an originator man is solitary. He stands wholly without bonds in the echoing hall of his deeds.
Nor can it help him to leave his solitariness that his achievement is received enthusiastically by the
many. He does not know if it is accepted, if his sacrifice is accepted by the anonymous receiver. Only if
someone grasps his hand not as a “creator" but as a fellow-creature lost in the world, to be his comrade
or friend or lover beyond the arts, does he have an awareness and a share of mutuality. An education
based only on the training of the instinct of origination would prepare a new human solitariness which
would be the most painful of all.

The child, in putting things together, learns much that he can learn in no other way. In making some
thing he gets to know its possibility, its origin and structure and connexions, in a way he cannot learn by
observation. But there is something else that is not learned in this way, and that is the viaticum of life.
The being of the world as an object is learned from within, but not its being as a subject, its saying / and
Thou. What teaches us the saying of Thou is not the originative instinct but the instinct for communion.

This instinct is something greater than the believers in the “libido" realize: it is the longing for the world
to become present to us as a person, which goes out to us as we to it, which chooses and recognizes us
as we do it, which is confirmed in us as we in it. The child lying with half-closed eyes, waiting with tense
soul for its mother to speak to it—the mystery of its will is not directed towards enjoying (or
dominating) a person, or towards doing something of its own accord; but towards experiencing
communion in face of the lonely night, which spreads beyond the window and threatens to invade.

But the release of powers should not be any more than a presupposition of education. In the end it is
not the originative instinct alone which is meant by the “creative powers" that are to be "developed."
These powers stand for human spontaneity. Real education is made possible—Dbut is it also
established?—by the realization that youth-
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ful spontaneity must not be suppressed but must be allowed to give what it can.

Let us take an example from the narrower sphere of the originative instinct—from the drawing-class.
The teacher of the “compulsory" school of thought began with rules and current patterns. Now you
knew what beauty was, and you had to copy it; and it was copied either in apathy or in despair. The
teacher of the “free" school places on the table a twig of broom, say, in an earthenware jug, and makes
the pupils draw it. Or he places it on the table, tells the pupils to look at it, removes it, and then makes
them draw it. If the pupils are quite unsophisticated soon not a single drawing will look like another.
Now the delicate, almost imperceptible and yet important influence begins—that of criticism and
instruction. The children encounter a scale of values that, however unacademic it may be, is quite
constant, a knowledge of good and evil that, however individualistic it may be, is quite unambiguous.
The more unacademic this scale of values, and the more individualistic this knowledge, the more deeply
do the children experience the encounter. In the former instance the preliminary declaration of what
alone was right made for resignation or rebellion; but in the latter, where the pupil gains the realization
only after he has ventured far out on the way to his achievement, his heart is drawn to reverence for the
form, and educated.



IV
THE EDUCATION OF CHARACTER
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EDUCATION WORTHY of the name is essentially education of character. For the genuine educator does
not merely consider individual functions of his pupil, as one intending to teach him only to know or to be
capable of certain definite things; but his concern is always the person as a whole, both in the actuality
in which he lives before you now and in his possibilities, what he can become. But in this way, as a whole
in reality and potentiality, a man can be conceived either as personality, that is, as a unique spiritual-
physical form with all the forces dormant in it, or as character, that is, as the link between what this
individual is and the sequence of his actions and attitudes. Between these two modes of conceiving the
pupil in his wholeness there is a fundamental difference. Personality is something which in its growth
remains essentially outside the influence of the educator; but to assist in the moulding of character is his
greatest task. Personality is a completion, only character is a task. One may cultivate and enhance
personality, but in education one can and one must aim at character.

However—as | would like to point out straightaway—it is advisable not to over-estimate what the
educator can even at best do to develop character. In this more than in any other branch of the science
of teaching it is important to realize, at the very beginning of the discussion, by fundamental limits to
conscious influence, even before asking what character is and how it is to be brought about.

If I have to teach algebra | can expect to succeed in giving my pupils an idea of quadratic equations with
two unknown quantities. Even the slowest-witted child will understand it so well that he will amuse
himself by solv-
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ing equations at night when he cannot fall asleep. And even one with the most sluggish memory will not
forget, in his old age, how to play with x and y. But if | am concerned with the education of character,
everything becomes problematic. | try to explain to my pupils that envy is despicable, and at once | feel
the secret resistance of those who are poorer than their comrades. | try to explain that it is wicked to
bully the weak, and at once | see a suppressed smile on the lips of the strong. | try to explain that lying
destroys life, and something frightful happens: the worst habitual liar of the class produces a brilliant
essay on the destructive power of lying. | have made the fatal mistake of giving instruction in ethics, and
what | said is accepted as current coin of knowledge; nothing of it is transformed into character-building
substance.

But the difficulty lies still deeper. In all teaching of a subject | can announce my intention of teaching as
openly as | please, and this does not interfere with the results. After all, pupils do want, for the most
part, to learn something, even if not overmuch, so that a tacit agreement becomes possible. But as soon
as my pupils notice that | want to educate their characters | am resisted precisely by those who show
most signs of genuine independent character: they will not let themselves be educated, or rather, they
do not like the idea that somebody wants to educate them. And those, too, who are seriously labouring
over the question of good and evil, rebel when one dictates to them, as though it were some long-
established truth, what is good and what is bad; and they rebel just because they have experienced over
and over again how hard it is to find the right way. Does it follow that one should keep silent about



one's intention of educating character, and act by ruse and subterfuge? No; | have just said that the
difficulty lies deeper. It is not enough to see that education of character is not introduced into a lesson
in class; neither may one conceal it in cleverly arranged intervals. Education cannot tolerate such politic
action. Even if the pupil does not notice the hidden motive it will have its negative effect on the actions
of the teacher himself by depriving him of the directness which is his strength.
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Only in his whole being, in all his spontaneity can the educator truly affect the whole being of his pupil.
For educating characters you do not need a moral genius, but you do need a man who is wholly alive
and able to communicate himself directly to his fellow beings. His aliveness streams out to them and
affects them most strongly and purely when he has no thought of affecting them.

The Greek word character means impression. The special link between man's being and his appearance,
the special connexion between the unity of what he is and the sequence of his actions and attitudes is
impressed on his still plastic substance. Who does the impressing? Everything does: nature and the
social context, the house and the street, language and custom, the world of history and the world of
daily news in the form of rumour, of broadcast arid newspaper, music and technical science, play and
dream—everything together. Many of these factors exert their influence by stimulating agreement,
imitation, desire, effort; others by arousing questions, doubts, dislike, resistance. Character is formed by
the interpenetration of all those multifarious, opposing influences. And yet, among this infinity of form-
giving forces the educator is only one element among innumerable others, but distinct from them all by
his will to take part in the stamping of character and by his consciousness that he represents in the eyes
of the growing person a certain selection of what is, the selection of what is "right," of what should be. It
is in this will and this consciousness that his vocation as an educator finds its fundamental expression.
From this the genuine educator gains two things: first, humility, the feeling of being only one element
amidst the fullness of life, only one single existence in the midst of all the tremendous inrush of reality
on the pupil; but secondly, self-awareness, the feeling of being therein the only existence that wants to
affect the whole, person, and thus the feeling of responsibility for the selection of reality which he
represents to the pupil. And a third thing emerges from all this, the recognition that in this realm of the
education of character, of wholeness, there is only one access to the pupil: his confidence. For
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the adolescent who is frightened and disappointed by an unreliable world, confidence means the
liberating insight that there is human truth, the truth of human existence. When the pupil's confidence
has been won, his resistance against being educated gives way to a singular happening: he accepts the
educator as a person. He feels he may trust this man, that this man is not making a business out of him,
but is taking part in his life, accepting him before desiring to influence him. And so he learns to ask.

The teacher who is for the first time approached by a boy with somewhat defiant bearing, but with
trembling hands, visibly opened-up and fired by a daring hope, who asks him what is the right thing in a
certain situation—for instance, whether in learning that a friend has betrayed a secret entrusted to him
one should call him to account or be content with entrusting no more secrets to him—the teacher to
whom this happens realizes that this is the moment to make the first conscious step towards education
of character; he has to answer, to answer under a responsibility, to give an answer which will probably
lead beyond the alternatives of the question by showing a third possibility which is the right one. To
dictate what is good and evil in general is not his business. His business is to answer a concrete question,



to answer what is right and wrong in a given situation. This, as | have said, can only happenin an
atmosphere of confidence. Confidence, of course, is not won by the strenuous endeavour to win it, but
by direct and ingenuous participation in the life of the people one is dealing with—in this case in the life
of one's pupils—and by assuming the responsibility which arises from such participation. It is not the
educational intention but it is the meeting which is educationally fruitful. A soul suffering from the
contradictions of the world of human society, and of its own physical existence, approaches me with a
question. By trying to answer it to the best of my knowledge and conscience | help it to become a
character that actively overcomes the contradictions.

If this is the teacher's standpoint towards his pupil, taking part in his life and conscious of responsibility,
then everything that passes between them can, without any
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deliberate or politic intention, open a way to the education of character: lessons and games, a
conversation about quarrels in the class, or about the problems of a world-war. Only, the teacher must
not forget the limits of education; even when he enjoys confidence he cannot always expect agreement.
Confidence implies a breakthrough from reserve, the bursting of the bonds which imprison an unquiet
heart. But it does not imply unconditional agreement. The teacher must never forget that conflicts too,
if only they are decided in a healthy atmosphere, have an educational value. A conflict with a pupil is the
supreme test for the educator. He must use his own insight wholeheartedly; he must not blunt the
piercing impact of his knowledge, but he must at the same time have in readiness the healing ointment
for the heart pierced by it. Not for a moment may he conduct a dialectical manoeuvre instead of the real
battle for truth. But if he is the victor he has to help the vanquished to endure defeat; and if he cannot
conquer the self-willed soul that faces him (for victories over souls are not so easily won), then he has to
find the word of love which alone can help to overcome so difficult a situation.

* * *



