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Series Editor’s Preface

Education is sometimes presented as an essentially practical activity. It is, it seems, about teaching and learning, curriculum and what goes on in schools. It is about achieving certain ends, using certain methods, and these ends and methods are often prescribed for teachers, whose duty it is to deliver them with vigor and fidelity. With such a clear purpose, what is the value of theory?

Recent years have seen politicians and policy-makers in different countries explicitly denying any value or need for educational theory. A clue to why this might be is offered by a remarkable comment by a British Secretary of State for Education in the 1990s: ‘having any ideas about how children learn, or develop, or feel, should be seen as subversive activity.’ This pithy phrase captures the problem with theory: it subverts, challenges and undermines the very assumptions on which the practice of education is based.

Educational theorists, then, are trouble-makers in the realm of ideas. They pose a threat to the status quo and lead us to question the common sense presumptions of educational practices. But this is precisely what they should do because the seemingly simple language of schools and schooling hides numerous contestable concepts that in their different usages reflect fundamental disagreements about the aims, values and activities of education.

Implicit within the Bloomsbury Library of Educational Thought is an assertion that theories and theorizing are vitally important for education. By gathering together the ideas of some of the most influential, important and interesting educational thinkers, from the Ancient Greeks to contemporary scholars, the series has the ambitious task of providing an accessible yet authoritative resource for a generation of students and practitioners. Volumes within the series are written by acknowledged leaders in the field, who were selected both for their scholarship and their ability to make often complex ideas accessible to a diverse audience.

It will always be possible to question the list of key thinkers that are represented in this series. Some may question the inclusion of certain thinkers; some may disagree with the exclusion of others. That is inevitably going to be the case. There is no suggestion that the list of thinkers represented within the Bloomsbury Library of Educational Thought is in any way definitive. What is incontestable is that these thinkers have fascinating ideas about education, and that taken together, the Library can act as a powerful source of information and inspiration for those committed to the study of education.

Richard Bailey

Roehampton University, London


Foreword

Rudolf Steiner, his anthroposophy and Waldorf education have remained popular topics of public discourse in Germany since the early twentieth century. The foundation of private universities according to Steinerian principles (as in the German town of Witten-Herdecke), the prominence of Waldorf education in politics (as in the case of Otto Schily, a member of German Chancellor Gerhard Schroder’s cabinet) and the apparently consistent popularity of the so-called ‘FreeWaldorfSchools’ all factor into this renown. This attention has always been critical in nature; the esoteric background of the teachings, the distance, indeed the secrecy and seclusion separating the anthroposophical community from the general public have always been topics of this critical discourse (including the current accusation of an affinity to racist worldviews). But it has always been primarily Steiner’s concept of education which has polarized.

Heiner Ullrich’s work in this context forms a part of this perennial debate. His special position, visibility and exceptional accomplishments within this area are results of his success at reinvigorating controversies long since discussed to surfeit through the introduction of an ingenious question and thoughtful argumentation. His question, ‘Why are the Waldorf schools so successful?’, is particularly intriguing in light of the clear discrepancy between the insightful criticism of observers representing various theoretical, philosophical and political points of view, on the one hand, and the fact, on the other hand, that Waldorf schools (alongside denominational schools) are supplied with a continuous stream of new students and now represent the most successful model for private schools in German-speaking regions.

His explanation, which continues to fascinate, is predicated upon his linking of two seemingly irreconcilable arguments: in a first step, Ullrich identifies the putative weaknesses of Waldorf education as its decisive strengths: its esoteric form of self-justification, its largely traditional methods – including a sort of pedagogy which, despite various idiosyncrasies, is teacher-centred – as well as its highly selective recruitment and active fostering of an intimate attachment of students, parents and teachers to their school. In other words, he thus confirms the tried and true axiom according to which a good school requires a parent–teacher covenant.

In a second step, he protects himself against being taken in by Waldorf educators. He does so by declaring their ability to do just this – to take in, to co-opt people – as the secret of their success, which necessarily, irrevocably and basically characterizes all successful pedagogy – from the Jesuits until the present day. Ullrich has identified the ‘myth and ritual’ of Waldorf pedagogy as the logical basis of its practical application beyond the binary opposition of ‘correct vs false’. His analysis then led to the provocative and logically consequent suggestion that ‘myth and ritual’ are the fundamental principles on which all good pedagogical praxis is based. He argues against overzealous theoreticians and against the pedagogical illusion, ‘good school practices’ could be derived from ‘correct science’. His counterargument is that schools represent their own kind of reality – a type of reality consisting of a symbiosis of each school’s own goals, good arguments (among them scholarly ones), but also of a large contingent of routine procedures, practical methods and beliefs, all of which can only be tested and proven useful in their particular milieu and context (and which, of course, can benefit not only from anthroposophy). Guiding principles of any pedagogical persuasion, such as ‘nature’, ‘development’ or ‘education’, as well as the attitude towards children and their envisioned future do not only possess scientific reality, but they also exist primarily within the world of their pedagogical users and producers. As our modern world challenges us to found the pedagogical world on science, we tend to discredit other constructions and bases as mere ‘weltanschauungen’, like Steiner’s worldview. We thus fail to admit that, even within the scholarly field of pedagogy, knowledge and convictions only merge into a unified whole of a specific type of school by developing their respective myth and ritual.

In this sense, considering Steiner, anthroposophy and Waldorf pedagogy is a worthwhile pursuit. Such a pursuit is especially useful when an insightful author such as Heiner Ullrich demonstrates to us that, when mirrored in the alien and other, we can discern how our own world is constructed. He also lets us understand what we would miss if we refused to perceive ourselves in this very mirror.

Heinz-Elmar Tenorth

Humboldt-Universität, Berlin


Prologue

Perhaps no other figure in the history of education in the twentieth century has had as strong and ever-increasing pedagogical and life-reforming effect, while at the same time having received so little recognition within his field, as Rudolf Steiner. Impulses from his reforms are now found globally and are extraordinarily strong, not only in Waldorf School areas, but also in healing and therapeutic social work, psychosomatic medicine, biological-dynamic agriculture, corporate organization, fine arts, and architecture. There is perhaps no other educational reformer whose thought and influence have been so controversially judged over such a long period as those of Rudolf Steiner. The spectrum of reactions ranges from enthusiastic admiration of his genius (especially among his anthroposophical students), to polite attempts at recognition of innovative potential, right through to radical skepticism and a polemic dissecting of his fundamental ideals as pure syncretism. Those who wish to form their own opinion of Rudolf Steiner’s educational philosophy must at some point take a critical look at its fundamental teachings on humans and their place in nature and society. They are recorded in his many writings and gigantic rhetorical oeuvre which consists of a countless number of speeches given in a period spanning more than two decades of travel, not only in Germany, Austria and Switzerland, but also in Scandinavia, Italy, Hungary, France, the Netherlands, and Great Britain. The collected works of Rudolf Steiner encompass roughly 400 volumes, most of which are available only in the German. Yet not only the sheer volume of Steiner’s works, but also their divergent components and their genesis made the study and adequate reception of his views on education more difficult. While Steiner’s early works were directed mainly at a broad and scientifically competent readership, his remaining publications open up his philosophical and life-reforming anthroposophical program for the general public. The greater part of his papers is by and large comprised of uncorrected and unauthorized writings from the inner circle of his theo- and anthroposophical followers. Perhaps the greatest hurdle to a scientific discussion of Rudolf Steiner’s educational views is in the often foreign and seemingly esoteric, more visual than content-based terminology, which he uses for his fundamental ‘extrasensory beings’ in a comprehensive view of humanity. With these hurdles in mind, I feel it is easiest to access his work and influence through his intellectual biography. This method is also more attractive because Steiner had not yet begun to write his memoirs at the high point of his influence in December 1923 (cf. Steiner CW 28, 1999). Due to his unexpected death in the spring of 1925, the incomplete stream of his life’s memories only reaches May 1907. This autobiography of this charismatic and philosophical leader also contains obviously apologetic moments, a reflection on the often heavy criticism of his contemporaries. It stresses the internal continuity of his life, which outwardly appeared to be characterized by breaks and change. Although Steiner’s memoirs remain fragmented and include some harmonizing image cultivation, ‘Mein Lebensgang’ must be considered the most important source of any intellectual Steiner portrait. Even the most recent standard Steiner biography (cf. Lindenberg 1997) toes the line of Steiner’s view of his ‘outer’ life as a rise out of poverty and rejection, right through to the success of his ‘inner’ life as a continuous process of self-awareness, from his determination through ideas to transcendental cosmic beings and destinal chains. The ambivalence and discontinuity in Steiner’s view of Nietzsche and Darwin’s contemporary ideas, of Christianity and theosophy (which are always stressed by non-anthroposophs), are neither exposed in terms of their problems, nor treated in any detail here. A ‘critical’ biography of Rudolf Steiner which clearly accentuates for example, the ideational discontinuity between his Darwinistic–Goethean and anthroposophical phases remains an urgent research desideratum.

Heiner Ullrich

Professor of Education

Johannes-Gutenberg-Universität, Mainz, Germany


Part One

Intellectual Biography

1.  Childhood and Youth Abroad: Scholastic Success and Intellectual Curiosity

Steiner was born on 25 February 1861 in the village of Kraljevec (in what is today Croatia, but at the time in Hungary), the first of three children of an Austrian railway telegraphist. He was born into a modest, uneducated environment and was baptized as a Roman Catholic. Just as little Rudolf was born, in the distant United States of America the civil war was beginning and in neighboring Italy unification had just been completed. The English throne was in the midst of its third year of political domination over India. At approximately the same time, prominent fellow citizens of the Austrian Danube monarchy were born, such as Sigmund Freud (1856), Edmund Husserl (1859) and Gustav Mahler (1860). Among his contemporaries in the broader sense were philosophers such as Henri Bergson (1859) and Benedetto Croce (1866) in Europe and John Dewey (1859) and George Herbert Mead (1863) in North America, as well as the sociological classicists Emile Durkheim (1858) and Max Weber (1864), the educational reformers Jane Addams (1860) and Maria Montessori (1870) and the Spanish architect Antonio Gaudi (1852). In contrast to most of his famous contemporaries, Rudolf Steiner did not grow up in the artistically aware, educated middle class, but rather in the rural and unpropertied lower middle class of the German-speaking diaspora. Rudolf Steiner experienced his childhood as an Austrian born abroad, as a foreigner in his village, and – because of his intellectual curiosity – as a stranger in his own family. Geographical and social unrootedness also characterize his life beyond his childhood. The eleven stages of Steiner’s life, which took him via Vienna to Weimar, Berlin, Stuttgart, and finally to Dornach (Basel) in Switzerland, did not allow him to establish a true home. Nowhere did he set up a permanent residence, buy his own home or work in a solid middle-class profession. Neither of the marriages he entered into later in life produced any children.

Steiner’s love of learning and his interest in education were decisive for the road his life took. His success in school allowed him grow out of his small-town milieu and provided access to the zeitgeist. His social ascent and career were built on his scholastic performance. His father recognized his son’s talent at an early age and saw to it that he received extra instruction in addition to that offered at the elementary school. So that his son might later attend the (more prestigious) academy and become a railway engineer, his father agreed to be transferred to a train station near Wiener Neustadt (near Vienna). Achieving good grades in school, Steiner was accepted as a pupil at the non-Latin ‘Oberrealschule’, a type of secondary modern school, on a scholarship; his parents therefore had to pay no tuition. At 15 he began to contribute to his own sustenance by earning money through tutoring. He passed his final exams (Maturität) with the grade ‘outstanding’ and thereby acquired the prerequisite for a scholarship to study at a technical post-secondary institution. Despite his scholastic success, the cultural horizon of this up-and-coming star had to this point been very limited. At home, literature, art, and religion played no role at all, and he had no access to music. At his secondary school, math, physics, and chemistry dominated at the expense of classical and modern languages. Steiner found his own way to literature and intellectual history.

As a passionate autodidact, as a pupil he became acquainted with philosophical works of German Idealism (Immanuel Kant and Johann Friedrich Herbart, among others). In his later autobiography, Steiner traces his interest in philosophy and religious worldview issues to his transcendental-intellectual experiences. These began with the telepathic perception of his aunt’s suicide at the age of seven (cf. Lindenberg 1997, p. 31), but this skill is not recognized by his family. From that point on, the reality of the intellectual world is as certain as the sensory world.

I would have said that the objects and events seen by the senses exist in space, the space outside the human being; but a kind of soul-space exists within as the setting for spiritual beings and events. I could not see anything in thoughts that was like pictures we form of things; rather they were revelations of a spiritual world on the stage of the soul . . . I had two mental images that, although still undefined, played an important role in my inner life even before my eighth year; I differentiated between things that are visible and things that are invisible.

(Steiner CW 28, 1999, p. 23)

















































































Bloomsbury Academic

An imprint of Bloomsbury Publishing Plc



	
50 Bedford Square


	
1385 Broadway





	
London


	
New York





	
WC1B 3DP


	
NY 10018





	
UK


	
USA






www.bloomsbury.com

First published 2008 by Continuum International Publishing Group

Paperback edition first published 2014 by Bloomsbury Academic

© Heiner Ullrich, 2008

All rights reserved. No part of this publication may be reproduced or transmitted in any form or by any means, electronic or mechanical, including photocopying, recording, or any information storage or retrieval system, without prior permission in writing from the publishers.

Heiner Ullrich has asserted his right under the Copyright, Designs and Patents Act, 1988, to be identified as Authors of this work.

No responsibility for loss caused to any individual or organization acting on or refraining from action as a result of the material in this publication can be accepted by Bloomsbury Academic or the author.

British Library Cataloguing-in-Publication Data

A catalogue record for this book is available from the British Library.

ISBN: PB: 978-1-4725-1889-7

ePUB: 978-1-4411-7457-4

Library of Congress Cataloguing-in-Publication Data

Ullrich, Heiner, 1942–

Rudolf Steiner/Heiner Ullrich; translated by Janet Duke and Daniel Balestrini.

p.  cm. – (Continuum library of educational thought)

Includes bibliographical references.

ISBN-13: 978-0-8264-8419-2 (hardcover)

ISBN-10: 0-8264-8419-0 (hardcover)

1. Steiner, Rudolf, 1861–1925. 2. Educators–Biography. 3. Anthroposophists–Biography. 4. Education–Philosophy. 5. Waldorf method of education. I. Title. II. Series.

LB775.S72U5713   2008

370.92–dc22

[B]

2007032284

Typeset by Aptara

OEBPS/images/cover.jpg
[

EDUCATIONAL THOUGHT

Rudolf Steiner

HEINER ULLRICH

BLOOMSUBURY





OEBPS/images/logo.jpeg





