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Nothing is easier, or more dangerous, than to treat an author of 300
years ago as modern and claim to find in him the origins of contemporary or
recent trends of thought 1. A typical example of the difficulties this kind of
interpretation meets with is the controversy about the significance of Francis
Bacon’s work (and the example is of particular interest here, since Bacon, as
we know, was one of Comenius’ sources of inspiration and was frequently quoted
by him). Some authorities hold Bacon to be one of the precursors of modern
experimental science; others find in his empiricism the whole residue of
pre-scientific ways of thinking and emphasize how, as a theorist, he missed
contact with the real science of his time, that of Galileo. Comenius could
likewise be represented either as a precursor of evolutionary theory, genetic
psychology, teaching methods based on child psychology, functional education
and international education; or as a metaphysician who had no idea of the
requirements of experimental psychological or even educational research, and
who substituted the discussion of ideas for the analysis of facts. Yet all
these extreme judgements would be incorrect.



The real problem is to find in Comenius’ writings—our knowledge of
which has been so much enriched by the discoveries of the group now working at
the Comenius Institute in Prague—not what is comparable with modern trends, to
the neglect of the rest, but what makes the vital unity of the thinking of the
great Czech specialist in theory and practice; and to compare this with what we
know and want today. Either Comenius can have no immediate interest for us at
the present time or his interest for us depends on that central core of thought
which is to be found in any system and which it should be possible to express
in the form of a few simple ideas. In the first part of this introduction, we
shall therefore try to discover the dominant ideas in Comenius’ thinking; then,
in the two succeeding parts, we shall seek to bring out the aspects of the
great educationist’s work which are still important for us, in the light of
these central ideas restated in terms accessible to us.


  I



When we go through the mass of Comenius’ writings, however, it is
extremely difficult to pick out the guiding ideas of the system, which is full
of obscurities and, sometimes, apparent contradictions.


In the first place, how are we to account for the fact that a
theologian enamoured of metaphysics and imbued with the speculative spirit of
the seventeenth century should have concerned himself with education to the
point of creating a ‘Great Didactic’? There were indeed many educational
institutions in which certain special methods had been developed; and these had
been described. Ratke and Alsted, for instance, were probably the first to draw
Comenius’ attention to teaching problems, especially in the field of language
instruction. But there was a long way to go before building up a whole
philosophy of education and centring a still broader system around it. Thinkers
and philosophers, from Montaigne and Rabelais to Descartes and Leibniz, had likewise made profound remarks about
education, but only as corollaries to their main ideas. Not only was Comenius
the first to conceive a full-scale science of education but, let it be
repeated, he made it the very core of a ‘pansophy’ which, in his thinking, was
to constitute a general philosophic system. How can we explain so original and
unusual a statement of problems, in the middle of the seventeenth century?


The spirit in which Comenius sought to write the unfinished work
known as the ‘General Consultation’ was the best proof that the art of teaching
was intended to be the core of ‘pansophy’ itself; it also, incidentally, accounts
for the failure of the enterprise. Instead of building up in the abstract that
total, indivisible body of knowledge, that universal science that was to be
pansophy—the doctrine of the progressive achievement of the ‘world of ideas’
within the superimposed worlds whose parallel strata form the universe—Comenius
was forced, because he was pursuing a didactic as well as a philosophical aim
(and this, by the way, is the most interesting aspect of the work), to make
simplifications and assimilations which finally proved too much for him. He
wished to construct his own system, but he also cherished the ambition of
providing a kind of introduction to philosophy for all. Such an undertaking was
unique in the seventeenth century. Hence the same problem: how are we to
explain this merging of the need for a systematic basis for education with
general philosophical speculation?


There is another difficulty. The foreword to The Great Didactic contrasts,
with calm daring, the a priori method the author intends to follow with the
empirical or a posteriori teaching experiments characteristic of the
educational work of his predecessors.

We
venture to promise a Great Didactic ...
the whole art of teaching all things to all men, and indeed of teaching them
with certainty, so that the result cannot fail to follow… Lastly, we wish to
prove all this a priori, that is to say, from the unalterable nature of the
matter itself … that we may lay the foundations of the universal art of
founding universal schools. 2

But this promise of an a priori science of education, an ‘enormous’
undertaking, as Comenius himself admits, seems to come to nothing when we seek
the basis for this science teaching, for example, and find that Comenius is
content with the theory of sensation: ‘the truth  and certainty of science depend more on the
witness of the senses than on anything else’, or ‘Science, then, increases in
certainty in proportion as it depends on sensuous perception 3. There often seems
to be some contradiction between the general principles the author proclaims
and the quasi-sensualistic empiricism of so many of his formulae. Here again,
it must therefore be assumed that there is an original connection between these
somewhat irreconcilable statements, and that there is a synthesis linking man
with nature so as to show why the educative process is the keystone of this
philosophy.


But there is still more to the problem. Education, according to
Comenius, is not merely the training of the child at school or in the home; it
is a process affecting man’s whole life and the countless social adjustments he
must make. Society as a whole is considered by Comenius sub specie educationis. The
great principles of peace and the international organization of education that
make him a forerunner of so many modern institutions and trends of thought
likewise stem, in his work, from this unique synthesis between nature and man,
which we have just suggested as the central element of his speculation and as
the explanation of the mystery of an educationist’s philosophy in an age when
education was a matter either of techniques unsupported by theory or of general
observations without any attempt to constitute a science of teaching or
education.


The key of these difficulties can be discovered only if we can find
more complex basic concepts  in  Comenius’ 
philosophy  than  those 
which  are  ordinarily 
taken  as  sufficient—concepts whose very pattern is such as to make it possible to
restate the central ideas of the system in modern terms. This explains the
twofold impression of outmoded form and up-to- date substance which one
continually receives when reading the great educationist’s works.


In this respect, Comenius’ metaphysics lies between scholasticism as
inspired by Aristotle and the mechanicalism of the seventeenth century.
Everyone can see the kinship between his philosophy and Bacons but, in respect
of empiricism, this direct connection should not be overstressed; the main
points to be kept in mind are the return to nature and the instauratio magna. The Aristotelian
language used by Comenius is evident enough; but he constantly tends to replace
the immobile hierarchy of forms by the concepts of advance and emergence, and
by the idea of parallelism or harmony among the various kingdoms. In other
words, he often sounds a neo-Platonic note, and Jan Patocka has quite rightly
laid stress on this influence, and on that of Campanella. 4


This approach to the question does away with some of the
difficulties and sheds an unexpected light on the main outlines of the work.
The central idea is probably that of nature as a creator of forms, which, being
reflected in the human mind, thanks to the parallelism between man and nature,
makes the ordering of the educational process automatic. The natural order is
the true principle of teaching, but the sequence is dynamic, and the educator
can carry out his task only if he remains a tool in nature’s hands. Education
is thus an integral part of the formative process to which all beings are
subject and is only one aspect of that vast development. The descent or
‘procession’, in which the multiplication of beings consists, is matched by the
upward motion at the level of human activity; and this upward motion, which
will lead us to the Millennium, merges into one spontaneous development of
nature and the educative process. Education is therefore not limited to the
action of school and family but is part and parcel of general social life.
Human society is an educational society: although this idea was not explicitly
stated until the nineteenth century, Comenius’ philosophy gave him a glimpse of
it. Hence the disconcerting ambition of the ‘pansophic’ conception—‘to teach
all things to all men and from all points of view’—and the fundamental union
between the educational ideal and the ideal of international organization.


We can thus gain an idea of how Comenius as a metaphysician, and
Comenius at grips with the countless practical problems he encountered as a
language teacher and organizer of schools, managed to achieve an inner unity,
finding it in the elaboration of a philosophy based on education. Comenius’
genius lay in grasping the fact that education is one aspect of nature’s
formative machinery and so integrating the educative process into a system in
which this process is indeed the essential axis.


We can see at the same time how the proclamation, at the beginning
of The Great Didactic, of an a priori science of education can be reconciled with the
apparent sensualism of so many passages in that work. Comenius was not a
sensualist, though, as we shall see, he possibly failed to make sufficient use
of the parallelism between the ratio and the operatio to emphasize the
active character of cognition. In his view, however, sensation creates
knowledge in that it provides signals, as it were, that set off the spontaneous
activity of the mind and link it up with the spontaneous activity that creates
material things. Just as art imitates nature, according to the Aristotelian
formula, so sensation (and this is a departure from the views of the peripatetics)
makes it possible to re-establish the harmony between the active order of
things, which teaches, and the spontaneity of the perceiving subject. 5


Finally, we can understand why Comenius became the apostle of
international collaboration in education itself. No doubt the fratricidal
struggles that constantly forced him into tragic exile and ruined his career
both as theologian and as educator gave him reasons for his internationalist
convictions, just as his experimental work as a teacher provided the
starting-point for his thinking on education. But just as his thinking on that
subject was integrated into a conception of the world where education proceeds
from the formative action of nature, so his social and international ideas
eventually became an integral part of his general doctrine of harmony and
advance.


In short, Comenius’ system is internally consistent; and the main
constituent links of that coherence, though not immediately apparent, account
for the major educational principles, applying to social and international as
well as to scholastic affairs, which the master continually expounded.
Comenius’ significance for our time must therefore be sought by reference to
the axes of his system; or, in other words, we must try to bring a modern point
of view to bear upon the system as such, rather than upon mere individual
aspects of it which, if isolated from their context, would give rise to
arbitrary interpretations. Despite appearances, Comenius is really closer to us
in his conception of man’s development as part and parcel of that of nature
than in most of the special theses he defends in his Great Didactic.


  II



Except in a few cases, the real difference between Comenius and us
is the difference that lies between seventeenth- and twentieth-century ways of
thinking. We no longer believe that metaphysics will enable us to understand
the development of the child or of man in society, or the interaction between
man and nature, to say nothing of the laws of nature. We have put a series of
separate sciences in the place of simple speculation, and Comenius’ central
ideas must be transposed into the context of the present day with due regard to
this fundamental change in method. Such a transposition is quite legitimate; in
the history of the sciences, ideas have often been presented philosophically
before being built up scientifically into a more elaborate structure or
subjected to systematic scientific checking. Atomistic concepts, those of
conservation, etc., may be cited among countless possible examples.


Notwithstanding this difference in method, Comenius may undoubtedly
be considered as one of the precursors of the genetic idea in developmental
psychology, and as the founder of a system of progressive instruction adjusted
to the stage of development the pupil has reached.


With regard to the first of these two points, Comenius has been
interpreted either as a proponent of the theory of innate faculties—mental
development being attributed to a mere maturation of preformed structures—or as
an empiricist who considers the mind as a receptacle gradually filled by
knowledge derived from sensation. This dual interpretation is, in itself,
indicative of the author’s real position. Like all partisans of spontaneity and
activity in the subject, he is accused sometimes of leaning towards preformisin
and sometimes of exaggerating the part played by experience. Comenius’ concept
of the parallelism of man and nature should be closely scrutinized in
connection with this particular point. Such parallelism is open to the two
objections mentioned above if it is conceived as static, but it is a doctrine
of dynamism to the extent that it links together the formative order of the
material world and that formative order, inherent in the subject’s actions,
which, according to Comenius, represents both the law of development and the
educative process itself.


With regard to the second point—application to teaching—Comenius
works out all the implications of his belief in development. He distinguishes
four types of schools for what we should now call the four major periods or
stages in education: infancy, childhood, adolescence and youth. And, with
really remarkable intuition, he grasps the fact that the same forms of
knowledge are necessary at each of the different levels, because they
correspond to permanent needs; and that the difference between these levels
lies mainly in the way in which the forms of knowledge are re-outlined or
restated. In a passage of The Great Didactic to which J. Piobetta rightly calls attention in the introduction to
his French translation, Comenius presents the following proposition regarding these successive types of schools,
which shows deep psychological understanding:

Though
these schools be different, we do not wish them to teach different things, but
rather the same things in a different manner. I mean, all things which can make
men truly men, and the learned truly learned; they should be taught in
consideration of the pupil’s age and the standard of his prior preparation,
which should always tend gradually upward.

This is a very accurate anticipation of the successive
reconstructions of the same kind of knowledge from stage to stage (e.g. from
action to simple representation and thence to reflection), according to the
system of consecutive development which modern genetic psychology bas enabled
us to analyse.


More generally, in the sixth of the ‘Principles for Facilitating
Teaching and Study’, Comenius derives from the idea of spontaneous development
the following three rules, which might be written in letters of gold on the
door of every modern school—so applicable are they still, and unfortunately so
seldom applied:

1. 
If the
class instruction be curtailed as much as possible, namely to four hours, and
if the same length of time be left for private study.


2. 
If the
pupil be forced to memorize as little as possible, that is to say, only the
most important things; of the rest they need only grasp the general meaning.


3. 
If
everything be arranged to suit the capacity of the pupil, which increases
naturally with study and age. 6

In other words, if the child is really a being in process of
spontaneous development, then individual study, independent exercises, and the
transformation of capacities with age are possible; the school should therefore
take advantage of such possibilities instead of ignoring them on the assumption
that ail education can be reduced to external, verbal and mnemonic transmission
of adult knowledge through the teacher’s words to the pupil’s mind. True, in
many other passages, Comenius seems to lay stress on receptivity. The role of
images and sense data, the metaphor of the funnel into which knowledge is
poured, and many other similar texts, appear to contradict these other
statements. But if we bear in mind the idea of the parallel between formative
nature and the training of man, it is impossible not to regard the above three
rules as indicative of a recognition of the role of active development.


If we now go into the details of this theory of education based on
spontaneous development, we are struck by the modern sound of a whole series of
statements, despite the absence of a clear-cut theory of the relationship
between action and thought.


To take this last point first, Comenius’ general theory involves a
concept of parallelism or corresponding harmony rather than dependence between
the cognitive functions or organs (mens, cerebrum, ratio) and activities themselves (manus,
operatio, artes). But as soon as he comes to deal
with teaching, he corrects his approach and steadily affirms the primacy of
action:

Craftsmen do not hold their apprentices down to theories;
they put them, to work without delay so that they may learn to forge metal by
forging, to carve by carving, to paint by painting, to leap by leaping.
Therefore in schools let the pupils learn to write by writing, to speak by
speaking, to sing by singing, to reason by reasoning, etc., so that schools may
simply be workshops in which work is done eagerly. Thus, by good practice, all
will feel at last the truth of the proverb: Fabricando
fabricamur. 7

Comenius goes as far as to defend this principle even in language
teaching, stressing particularly that examples must precede rules: as the
natural course of development consists in acting first and only afterwards reflecting on the circumstances of
the action, examples cannot be deduced from a rule unless the rule is
understood, but understanding of the rule derives from the retroactive
organization of examples already utilized in spontaneous practice. 8


This principle of prior activity is interpreted by Comenius in the
broadest sense, in accordance with his doctrine of spontaneity, as calling into
play simultaneously needs and interests, or affective motivation, and
functional practice as a source of knowledge. In other words, Comenius does not
want exercises in a vacuum or mere breaking-in through action, but activity
based on interest. P. Bovet 9, in this connection, quotes several remarkable
passages. The first ones among them are interesting for their broad scope: ‘Do
not undertake any teaching without first arousing the interest of the pupil’.
And again: ‘Always offer something which will be both agreeable and useful; the
pupils’ minds will thus be primed and they will come forward eagerly, with
ever-ready attention." A third passage is interesting from the point of
view of psychology. When a subject of teaching does not meet any clearly
determined need, Comenius suggests recourse to the procedure of beginning
something and then breaking off in order to create a gap—to start telling a
tale or a little story, for instance, and break it off in the middle. What
Comenius is using here is not exactly a need, but what the psychologist K.
Lewin, who has studied the effect of such interrupted action, has called
‘quasi-needs’.


This functional character of the activity or spontaneity in which
Comenius believes naturally leads him to take a clear stand with regard to the
relationship between practical and formal methods. The question is discussed in
an interesting way in connection with the second principle of the ‘Necessary
Conditions for Teaching and Learning’, which is expressed as follows: ‘Nature
prepares matter before giving it a form.’ After a few reflections upon the need
for school equipment (books, pictures, specimens, models, etc.) before lessons
begin, Comenius takes up the central question of the relations between speech
and the knowledge of things. As a former teacher of Latin and other languages
he pronounces this decisive verdict:

Languages are learned in schools before the sciences, since
the intellect is detained for some years over the study of languages, and only
then allowed to proceed to sciences, mathematics, physics, etc. And yet things
are essential, words only accidental; things are the body, words but the
garment; things are the kernel, words the shells and husk. Both should be
prevented to the intellect at the same time, but [and the stress is mine] particularly
the things, since they are as much objects of understanding as are
languages. 10

In other words, behind the Aristotelian language of matter and form,
or substance and accident, Comenius reverts to the progressive sequence of
structure building; and, as a teacher, he is fully aware of the harm done by
that enduring curse of education—verbalism or pseudo- knowledge (flatus vocis) associated with
mere words, as distinct from the real knowledge created by the action of the
pupil upon the objects of his study. Generally speaking, the terms of the
second of the ‘Principles for Facilitating Teaching and Study’ are still more
eloquent than those of the other second principle just mentioned: ‘Nature’,
says Comenius, ‘prepares the material, before she begins to give it form 11.’ From the
educational point of view, this amounts to saying that functionally acquired
knowledge (‘in any event, young pupils must be imbued with the ardent desire to
know and learn’) tends spontaneously to become organized; it can therefore be
co-ordinated with logical and verbal structures wherever such co-ordination is
based upon a sound, ‘form-desiring’ initial content. Formal instruction that
precedes understanding of the content, on the other hand, leads us back to
verbalism.


Two of these ‘Principles for Facilitating Teaching and Study’
deserve special mention because they emphasize what we should now call the genetic
aspect, and the functional aspect, of Comenius’ ideas on educational
psychology. Principle VII is stated as follows: ‘Nature imparts stimulus only
to fully developed beings who wish to break out of their shell.’ Principle
VIII: ‘Nature helps itself in every possible way.’ Comenius draws from these
statements the following two corollaries which once again clearly assert the
twofold need for education by degrees in accordance with the different stages
of mental development and for a system of teaching that does not reverse the
natural sequence of matter and form: ‘Now the faculties of the young are
forced: (i) if boys are compelled to learn things for which their age and
capacity are not yet suited; (ii) if they are made to learn by heart or do
things that have not first been thoroughly explained and demonstrated to them.’ 12


But the statement which probably gives the clearest indication of
the genetic trend in Comenius’ ideas on education is Principle I itself:
‘Nature awaits the favourable moment.’ After recalling that animals reproduce
and plants grow according to the seasons, Comenius urges that the favourable
moment for exercising the intelligence be seized upon, and that exercises ‘all
be performed gradually following a fixed rule’. This is again tantamount to
stressing what, in modern parlance, would be called the sequence of stages of
development.


We all know, however, how misleading such principles may be with
regard to the actual practice of teaching. How many schools invoke the ideas of
development, interest, spontaneous activity, etc., though, in real fact, the
only development is that laid down in the curriculum, the only interests are
imposed, and the only activities suggested by adult authority! The true measure
of active teaching (a form of education that is perhaps almost as rare today as
in the seventeenth century) appears to, be the way in which truth is
established. There is no authentic activity so long as the pupil accepts the
truth of an assertion merely because it is conveyed from an adult to a child,
with all the aura of explicit or implicit authority attached to the teachers
words or those of the textbooks; but there is activity when the pupil
rediscovers or reconstructs truth by means of external, or internal mental,
action consisting in experiment or independent reasoning. This all-important
fact appears to me to have been clearly grasped by Comenius. At the last school
of which he was head, at Saros Patak in 1650, he was led to reduce his
fundamental principles of teaching to three:

1 .  Proceed
by stages (Omnia gradatim).


2. 
Examine
everything oneself, without submitting to authority [what Comenius called, in
the etymological sense of the word, ‘autopsy’].


3. 
Act on
one’s own impulsion: ‘autopraxy’. This requires, with reference to all that is
presented to the intellect, the memory, the tongue and the hand, that the
pupils shall themselves seek, discover, discuss, do and repeat, without
slacking, by their own efforts - the teachers being left merely with the task
of seeing whether what is to be done is done, and done as it should be. 13

Such an ideal of intellectual education is bound to go hand in hand
with ideas on moral education, and these will serve as a kind of cross-check to
verify to what extent Comenius has value for us today. In an age when the cane
was a teaching instrument (it was still recommended by Locke!) and the only
school morality was that of obedience, could Comenius, as we do today, extract
from the concepts of development and spontaneous activity a form of moral
education that would also be an extension of those formative tendencies of
nature to which the great educationist constantly refers in the parallel he
draws between nature and man?


The touchstone in such a matter will be the question of retributive
justice or punishment. And Comenius is radically opposed to corporal
punishment:

Indeed, by any application of force we are far more likely
to produce a distaste for letters than love for them. Whenever, therefore, we
see that a mind is diseased and dislikes study, we should try to remove its
indisposition by gentle remedies, but should on no account employ violent ones.
The very sun in the heavens gives us a lesson on this point. In early spring,
when plants are young and tender, he does not scorch them, but warms and
invigorates them by slow degrees.... The gardener proceeds on the same
principle, and does not apply the pruning-knife to plants that are immature. In
the same way a musician does not strike his lyre a blow with his fist or with a
stick, nor does he throw it against the wall, because it produces a discordant
sound; but, setting to work on scientific principles, he tunes it and gets it
into order. Just such a skilful and sympathetic treatment is necessary to instil a love of learning into the
minds of our pupils, and any other procedure will only convert their idleness
into antipathy and their lack of interest into downright stupidity. 14

But these decisive arguments against corporal punishment are not the
only ones put forward by Comenius. His whole chapter on school discipline shows
his effort to use positive sanctions (encouragement, emulation, etc.) rather
than negative ones. In short, his disciplinary pedagogy shows the same spirit
as his philosophy, where the theologian really gives little emphasis to
original sin but speaks in constant praise of nature ‘in perpetual progress’
(cf. the title of Principle VII concerning the soundness of education and the
school).


Besides these ideas on sanctions, Comenius’ central concept of moral
education is again a functional one, illustrating his preference for practice
by experience as against compulsion or verbal instruction:

The virtues are learned by constantly doing what is
right.... it is by learning that we find out what we ought to learn, and by
acting that we learn to act as we should. So then, as boys easily learn to walk
by walking, to talk by talking, and to write by writing, in the same way we
will learn obedience by obeying, abstinence by abstaining, truth by speaking
the truth, and constancy by being constant. But it is necessary that the child
be helped by advice and example at the same time. 15

But he who shows the way is not necessarily an adult. In a curious
passage of the Methodus linguarum novissima, quoted by P. Bovet, Comenius lays stress on imitation and group
games, bringing his systematic mind to outlining the seven characteristic
factors of such games. He appears, in this connection, to, have recognized the
role of the social relationship set up among players of games, as well as the role
of competition and the rules imposed upon players by the game.


After having emphasized that these main concepts of Comenius’ theory
of education are still very valid today, we must say a few words about his
ideas on school organization. This topic will lead us, in the last part of out
Introduction, to the social and international aspects of his doctrine.


At a time when education had neither stable institutions nor general
programmes of study, Comenius endeavoured both to build up a rational
administrative structure and to develop graduated, coherent programmes. All
this elaborately detailed planning was dominated by a twofold requirement of
unity: horizontal unity in respect of curricula at a given level and vertical
unity in the hierarchy of the stages of education.


In the first of these two respects, it is striking that Comenius, in
the sphere of science teaching (which does not appear to have been his
favourite subject), has a very lively, very modern feeling of the
interdependence of the sciences, necessitating co-ordination of the syllabuses:

From this [thoughts on the interaction of the parts of a
system] it follows that it is a mistake to teach the several branches of
science in detail before a general outline of the whole realm of knowledge has
been placed before the student, and that no one should be instructed in such a
way as to become proficient in any one branch of knowledge without thoroughly
understanding its relation to the rest. 16

It is also interesting to see the importance Comenius attributes to
the principle of the integration of previously acquired knowledge with that
acquired later, following a pattern which is now matched even in our concepts
of development.


As regards school organization, mention has already been made of the
principle of subdivision into different levels corresponding to the various
stages in mental development: the nursery school (or ‘mother’s knee’) for
infants; the public or national school for children; the grammar school or
secondary school for older children; and academies for students. But another very interesting point about this organization is that
Comenius wishes it to be the same for everyone—one school system for all:

all the young of both sexes should be sent to the public
schools.... they should first be sent to the Vernacular School. Some writers
are of the contrary opinion. Zepper and Alsted would persuade us that only
those boys and girls who are destined for manual labour should be sent to the
Vernacular Schools, while boys whose parents wish them to receive a higher
education should be sent straight to the Latin School.... From this view my
whole didactic system forces me to dissent. 17

But Comenius is not satisfied merely with these general principles.
He expresses astonishingly prophetic views on a number of questions. Two
examples may be given here.


One of them concerns the education of girls. In this regard, he
insists upon complete equality of the sexes, in accordance with his pansophic
principle that everything must be taught to everyone:

Nor can any good reason be given why the weaker sex (to give
a word of advice on this point in particular) should be altogether excluded
from the pursuit of knowledge (whether in Latin or in their mother-tongue)....
They are endowed with equal sharpness of mind and capacity for knowledge (often
with more than the opposite sex) and they are able to attain the highest
positions, since they have often been called by God Himself to rule over
nations ... to the study of medicine and of other things which benefit the
human race.... Why, therefore, should we admit them to the alphabet, and
afterwards drive them away from books? 18

But if these statements in favour of girls’ education are a logical
consequence of his system (and that in no way diminishes Comenius’ merit in
remaining consistent), another corollary is much more surprising for the middle
of the seventeenth century. It is his plea for the backward, ‘the naturally
dull and stupid’. He states that ‘this renders more imperative the universal
culture of such intellects. The slower and the weaker the disposition of any
man, the more he needs assistance.... Nor can any man be found whose intellect
is so weak that it cannot be improved by culture.’ 19


We thus see how the architecture of a system in which a parallel is
established between man and perpetually formative nature inspires not only a
functional system of education, but also a conception of the general
organization of education. This leads us on to the social and international
aspects of the doctrine.


  III



An attempt has been made in the foregoing to show how up-to-date are
Comenius’ ideas on education and, in particular, how modern his methodology.
The most surprising, and in many respects the most modern, aspect of his
doctrine has been kept till the last—his ideas on education for everyone and
for all peoples, and (what is still more astonishing) on the international
organization of public education. This side of his work is what is most likely
to interest UNESCO, and in some respects Comenius may be regarded as one of
that Organization’s precursors.


The starting point of the sociological aspect of his educational
philosophy is the statement of the universal right to education on a basis of
equality. If we bear in mind Comenius’ conception of society as an educative
society, this is simply a direct corollary of his ideas on man’s place in
nature. But the corollary is an extremely bold one, when we consider this ideal
of democratic education in its seventeenth-century historical context.

If this universal instruction of youth be brought about by
the proper means [says Comenius], none will lack the material for thinking and
doing good things. All will know how their efforts and actions must be
governed, to what limits they must keep, and how each must find his right
place.... The children of the rich and the nobles,









  or those holding public office, are not alone born to such
positions, and should not alone have access to schools, others being excluded
as if there were nothing to be hoped from them. The spirit bloweth where and
when it will. 20


In a word, the system of education proposed by Comenius is universal
by its very nature; as he says, it is ‘pansophic’. It is intended for all men,
irrespective of social or economic position, religion, race or nationality. It
must be extended to all peoples, however ’underdeveloped’, as we say today,
they may be; and Comenius would have commended the modern literacy campaigns
undertaken for the purposes of fundamental education and social reintegration.


Comenius has sometimes been criticized for neglecting individuality.
It would be easy to show that this is not the case; the importance he
attributes to spontaneity, to interest, to the pupil’s own ability to verify
statements, and to ‘autopraxy’ would be meaningless if there were no respect
for each child’s individuality and the ways in which it differs from others.
But he was mainly concerned about the universal application of his doctrine. In
radical opposition to Jesuit education, which, at that time, was designed exclusively
for those on the top rungs of the social ladder, Comenius defended his
universalistic scheme, and its intensely democratic implications, with his
ideas of a single school system and the obligation of the upper classes to see
to the education of a nations entire youth. The democratic character of
Comenius’ reform is not his least title to fame; it explains why he is included
among the great forerunners of Soviet education as well as that of other
countries.


But the ‘pansophic’ plan of teaching everything to everyone, and
from every point of view, had many other implications, since, from the outset,
it was intended to lead to a re- education of society, an emendatio rerum humanarum. To
have a method is not enough: the means to apply it must also be found; that is,
it must be introduced into a body of legislative provisions designed to ensure
its propagation.


Nothing is more moving, in following Comenius’ career, than the fact
that this eternal exile, eternally a member of a minority group, never tired of
drawing up plans for international collaboration: general schemes for universal
peace, proposals for collaboration between the Churches, more specialized plans
for international societies for erudite research, but, above all, plans for the
international organization of public education and the final project for a Collegium lucis, which was to be
a kind of international ministry of education.


But in order to understand these various points, we must very
briefly outline Comenius’ wandering life and his countless schemes that were
thwarted by events. It would have been rather banal and academic to begin this
Introduction with a sketch of Comenius’ life (with which everyone is familiar) 21; but it will be
well to remind the reader of certain features of it in connection with the
study of his successive efforts and undertakings in the international field.


Born on 28 March 1592 at Uherský Brod in Moravia, he was left an
orphan at an early age, and his guardians gave so little thought to his
education that he was 16 before he could begin his Latin studies at the school
in Prerov. His position as an orphan deprived of primary education no doubt did
more to make him think about the relationship between school and personal work
than a normal school upbringing would have done. With other young men belonging
to the community of the Moravian Brethren (the famous Protestant sect), he was
later sent to the University of Herborn where he studied Protestant theology,
attended Alsted’s courses, and became familiar with Ratkes famous memorial on
language teaching. He soon began to write a book of the same kind for the Czech
public, and also embarked on a Latin-Czech glossary which he continued to
perfect over a period of forty years. On his return to Moravia, he became a
schoolmaster and later the church pastor at Fulnek; but the insurrection in
Bohemia, which marked the beginning of the Thirty Years War, was the start of
his misfortunes. He fled from his home, lost his wife and young children, and
began to wander from one lordly domain to another, writing works of consolation
for his co-religionists and preaching a resigned withdrawal into the inner life of the mind.
Expelled from Bohemia, he took refuge at Leszno in Poland, where the Moravian
Brethren had a centre and there, at the town’s secondary school, resumed
teaching. It was then that he developed his ideas on education, basing himself
in particular on Bacon and Campanella, those ‘happy restorers of philosophy’.
And it was then, too, that he started to grapple with the great problem of his
time, that of method. He wrote his Janua linguarum
reserata, which was extremely successful, and his The Great Didactic (originally
written in Czech). But in his eyes these works were only stepping-stones to far
more important objectives: he aimed at nothing less than a radical reform of
human knowledge as well as of education. The
Great Didactic itself was full of general ideas,
but Comenius wished to unite and systematize them in a universal science or
‘pansophy’ (a term in fairly current use at that time).


This was the beginning of his international vocation, for such a
systematization of knowledge, to his mind, was bound up with the co-ordination
of universal currents of ideas. Starting from that moment, all his undertakings
were accompanied by efforts at co-operation on a larger or smaller scale.


His first objective was the reconciliation of the Churches. Certain
English friends, who were also interested in the movement for conciliation,
sought to get him away from Leszno and brought his work to the attention of
Louis de Geer, a Swedish philanthropist of Dutch origin; they then published
Comenius’ pansophic programme, without his knowledge, under the title of Pansophiae prodromus (a book
that attracted the attention of Mersenne and of Descartes himself) and in 1641
invited him to London to help bring about an understanding between King and
Parliament and to found a circle for pansophic collaboration.


These attempts failed; yet from them Comenius derived fresh ardour
with which to pursue his schemes for reforming human society and learning in
general. A choice was open to him between an invitation from Richelieu to found
a pansophic college in France, and one from Louis de Geer to reform Swedish
schools. He chose the second offer, hoping, no doubt, to obtain Swedish
political support for the Bohemian refugees. On the way, he met Descartes at
Endegeest, and Jungius and Tassius in Hamburg, and found difficulty in
realizing that they hardly shared his views on the forming of an international
circle for pansophic research. In Sweden he was well received by court society,
but his particular Protestant views were viewed with some dubiety by Lutheran
public opinion. He settled at Elbing in East Prussia (which was then Swedish
territory) and wrote his Methodus linguarum
novissima. But this work he regarded as of merely
secondary importance, his great problem being, more and more, the reform of
human affairs.


After taking part in the Colloquium Charitativum held at Thorn in
1645 with a view to reconciling the Churches, he fell into disgrace with the
Swedes (he had foreseen that this would happen but had persisted in his course,
which does credit to his character). He also escaped the lures of the Catholic
party, which had thought to make use of him, and without having achieved any
practical gains, but having acquitted himself with dignity in difficult
circumstances, he resumed a scheme for a work on the universal reform of human
society by the following means: (a) unification of learning and its spread by an
improved school system under the supervision of a kind of international
academy; (b) political co-ordination through international institutions aimed
at maintaining peace; (c) reconciliation of the Churches in a tolerant form of
Christianity. The title of the work, General
Consultation on the Reform of Human Affairs, shows
that his idea was to submit a programme to those taking part in the great
negotiations which had aroused and disappointed so many hopes during the
seventeenth century.


Promoted to the rank of Bishop of the Moravians, Comenius returned
to Leszno. In 1650, however, he went to Saros Patak in Transylvania in
the—again ill-starred—hope of founding a pansophic college. There he wrote the Orbus sensualium pictus, the
first illustrated textbook, which met with great success. In 1654 he returned
to Leszno, which was razed on 25 April 1656 during the Swedish invasion of
Poland. In the disaster, Comenius lost his library and many of his manuscripts,
including the Latin-Czech glossary on which he had  been working since his youth.


After this new misfortune, he went with his family to stay with
Laurenz de Geer (the son of his former patron) in Amsterdam. He refused a
teaching post but consented to the publication of his complete didactic works.
He still sought to complete his General Consultation, but had not yet been able to do so when he died at Amsterdam in
November 1670.


One of the reasons why this last work was not completed was probably
the fact that its philosophical and theological basis was in contradiction with
the trends of the time, which were towards the development of individual
sciences, particularly mathematical physics. The total, indivisible, knowledge
Comenius dreamed of had already been outstripped by the new ideal of emergent
modern science. But the main reason for the failure is probably the one given
earlier: the conflict between the didactic need to write a philosophy for
everyone and the desire to build up pansophy itself.


None the less, this unfinished work is perhaps the one that most
clearly shows the deep philosophical, educational and social consistency of
Comenius’ thought. The then widespread neo-Platonic idea of a ‘procession’
followed by a ‘return’ of things to their source takes on a new, and a
concrete, significance in Comenius’ system, because the return can occur only
at the level of human activity, of that artificial world’ which he had the
considerable merit of interpreting as natural, that is, as participating in the
formative mechanisms of nature itself.


Comenius’ international projects, therefore, cannot be divorced from
his educational ideas or from his philosophy as a whole. Peaceful international
organization and the sort of international ministry of education that the Collegium lucis was intended to
be are not merely the outcome of the dreams with which a man whose tragic life
had always prevented him from carrying out his educational intentions consoled
himself. As we have seen in running through the stages of his life, Comenius
constantly sought, with direct relation to his pansophic ideal, to lay the
foundations for that co-operation which was at least as close to his heart as
his ideal of teaching. He must, therefore, be regarded as a great forerunner of
modern attempts at international collaboration in the field of education,
science and culture. It was not incidentally or by accident that he conceived
such ideas, fitting in fortuitously with certain modern achievements, but as a
consequence of the general conception of his system, which fused nature, human activity
and the educational process into a single whole. UNESCO and the International
Bureau of Education owe him the respect and gratitude that a great intellectual
predecessor deserves.


  IV



As a conclusion, let us consider in what sense we may say that Comenius
has a significance for our time.


His modernity does not lie in his methods of demonstration, since he
was not master of the science of his time and did not understand the reasons
that were bringing his contemporaries to develop separate sciences distinct
from philosophy. But, by a paradox that is extremely instructive from the
standpoint of the history of science, this metaphysician with his dreams of a
complete knowledge of all things contributed, when he wrote his The Great Didactic and his specialized
treatises, to the creation of a science of education and a theory of teaching, considered as independent disciplines. This may probably
be said to be his main claim to glory, without, as we have seen, underrating
his social and international action.


What accounts for the paradox and explains, in general, why Comenius
is still so up-to- date despite his antiquated metaphysical apparatus is the
fact that, in all the matters he took up, he was able to give an extremely
practical significance to the key concepts of his philosophy. His two central
ideas were no doubt that of nature as a creator of forms and that of the
parallelism between the activity of man and the activity of nature. It matters
little, therefore, that he should have been content with global, partly
mystical, ideas about nature’s forms and those of human organization. By making
a more scientific study of the evolution of living beings, child development
and social structures, we can rediscover Comenius’ great truths, simply
enlarging Comenius’ framework but not destroying it. Whatever the terms used to
describe these facts, it is true: that children develop according to natural
laws; that education must take such development into account; that human
societies also evolve according to certain laws; and that education is likewise
dependent upon social structures. Comenius is thus among the authors who do not
need to be corrected or, in reality, contradicted in order to bring them up to
date, but merely to be translated and elaborated.


The normative principles set forth by Comenius—his central idea of
democratic education and his other basic idea of the need for international
organization (in all fields, but especially in education)—far from being
weakened by such a transposition, emerge yet sounder and of more present
application.


But the supreme merit of the great Czech educationist lies in the
fact that he raised a series of new problems. Theories may pass away, but
problems endure. They are ceaselessly renewed and diversified and ever retain
their initial virtue of guiding and inspiring investigation. In this respect,
even inadequate or inaccurate theories have often, in the history of science
and technology, been of decisive importance, just because of the new problems
they have raised.


From this point of view, it matters little whether the genetic
conception of education propounded by Comenius, and his ideas on mental
development, were drawn from neo- Platonic theories about the ‘return’ of
beings or derived from some other philosophical source. The important thing is
that, by placing this reascension at the level of human activity and in
parallel with the formative processes of nature, he created a series of new
problems for his century ; mental development, the psychological basis of teaching
methods, the relationship between school and society, the need to organize or
regulate syllabuses and the administrative organization of education, and
lastly, the international organization of research and education. To have
realized that such problems exist and to have lost no opportunity of drawing
attention to their vital importance for the future of mankind is the greatest
claim to fame of  the celebrated
educationist.
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Didáctica Magna























Tratado da Arte Universal de Ensinar Tudo a Todos













ou

Processo seguro e excelente de instituir, em todas as comunidades de qualquer Reino cristão, cidades e aldeias, escolas tais que toda a juventude de um e de outro sexo, sem excetuar ninguém em siveiarte alguma, possa ser formada nos estudos, educada nos bons costumes, impregnada de piedade e, desta maneira, possa ser, nos anos da puberdade, instruída em tudo o que diz respeito à vida presente e à futura, com economia de tempo e de fadiga, com agrado e com solidez.

Onde os fundamentos de todas as coisas que se aconselham são tirados da própria natureza das coisas; a sua verdade é demonstrada com exemplos paralelos das artes mecânicas; o curso dos estudos é distribuído por anos, meses, dias e horas; e, enfim, é indicado um caminho fácil e seguro de pôr estas coisas em prática com bom resultado.

A proa e a popa da nossa Didática será investigar e descobrir o método segundo o qual os professores ensinem menos e os estudantes aprendam mais; nas escolas, haja menos barulho, menos enfado, menos trabalho inútil, e, ao contrário, haja mais recolhimento, mais atrativo e mais sólido progresso; na Cristandade, haja menos trevas, menos confusão, menos dissídios, e mais luz, mais ordem, mais paz e mais tranqüilidade.

Que Deus tenha piedade de nós e nos abençoe! Faça brilhar sobre nós a luz da sua face e tenha piedade de nós! Para que sobre esta terra possamos conhecer o teu caminho, ó Senhor, e a tua ajuda salutar a todas as gentes (Salmo 66, 1-2).














Saudação aos leitores













1. Didática significa arte de ensinar. Acerca desta arte, desde há pouco tempo, alguns homens eminentes, tocados de piedade pelos alunos condenados a rebolar o rochedo de Sísifo, puseram-se a fazer investigações, com resultados diferentes.


  2. Alguns esforçaram-se por arranjar compêndios apenas para ensinar mais facilmente, esta ou aquela língua. Outros procuraram encontrar os métodos mais breves para ensinar, mais rapidamente, esta ou aquela ciência ou arte. Outros fizeram outras tentativas. Quase todos por meio de algumas observações externas recolhidas com o método mais fácil, ou seja, com o método prático, isto é, 
  a posteriori
  , como lhe chamam.



  3. Nós ousamos prometer uma 
  Didática Magna
  , isto é, um método universal de ensinar tudo a todos. E de ensinar com tal certeza, que seja impossível não conseguir bons resultados. E de ensinar 
  rapidamente
  , ou seja, sem nenhum enfado e sem nenhum aborrecimento para os alunos e para os professores, mas antes com sumo prazer para uns e para outros. E de ensinar 
  solidamente
  , não superficialmente e apenas com palavras, mas encaminhando os alunos para uma verdadeira instrução, para os bons costumes e para a piedade sincera. Enfim, demonstraremos todas estas coisas 
  a priori
  , isto é, derivando-as da própria natureza imutável das coisas, como de uma fonte viva que produz eternos arroios que vão, de novo, reunir-se num único rio; assim estabelecemos um método universal de fundar escolas universais.


4. Na verdade, a promessa que fazemos é enorme e corresponde a um desejo muito vivo, mas podemos facilmente imaginar que haverá pessoas que nela verão mais um sonho que um propósito fundado na realidade. No entanto, quem quer que tu sejas, leitor, suspende o teu juízo, até que tenhas conhecido a substância das coisas; então terás a liberdade, não somente de julgar, mas também de te pronunciares. Com efeito, eu não desejo, para não dizer que não ambiciono, arrastar ninguém, com os artifícios da persuasão, a dar o seu assentimento a uma coisa que não oferece qualquer certeza. Mas, com toda a alma, advirto, exorto e suplico, a quem quer que olhe o nosso trabalho, que nele fixe o seu próprio olhar e que o fixe com toda a sua penetração, pois é o único meio de se não deixar perturbar pelas opiniões fascinantes de outrem.

5. O assunto é realmente da mais séria importância e, assim como todos devem augurar que ele se concretize, assim também todos devem examiná-lo com bom senso, e todos, unindo as suas próprias forças, o devem impulsionar, pois dele depende a salvação de todo o gênero humano. Que presente mais belo e maior podemos nós oferecer à Pátria que o de instruir e educar a juventude, principalmente quando, pelos costumes e pelas condições dos tempos atuais, a juventude, como diz Cícero 
1, entrou num tal caminho que, com os esforços de todos, deve ser travada e refreada? Filipe Melanchton, com efeito, escreveu que a educação perfeita da juventude é coisa um pouco mais difícil que a tomada de Tróia 
2. E S. Gregório Nazianzeno pensa da mesma maneira quando diz: isto é, "a arte das artes está em formar o homem, o qual é o mais versátil e o mais complexo de todos os animais". 
3

6. Ensinar a arte das artes é, portanto, um trabalho sério e exige perspicácia de juizo, e não apenas de um só homem, mas de muitos, pois um só homem não pode estar tão atento que lhe não passem desapercebidas muitíssimas coisas.

7. É por isso que, com razão, peço aos meus leitores, mais ainda, em nome da salvação do gênero humano, suplico a todos aqueles que tiverem ocasião de lançar um olhar sobre a minha obra: primeiro, que não imputem à presunção o fato de ter havido alguém que, não apenas tenha tentado, mas ousado prometer levar a bom termo tão grande empresa, pois esta foi empreendida com um objetivo salutar. Segundo, que não desesperem se a experiência não resultar logo ao primeiro ensaio, e não der completamente os resultados desejados. É necessário, com efeito, que primeiro germinem as sementes das coisas; estas virão a seguir, gradualmente, segundo a sua natureza. Por mais imperfeita que seja a minha tentativa e não chegue a atingir o objetivo que eu me havia proposto, o meu exemplo trará, todavia, ao menos, a prova de que foi percorrida uma longa etapa que jamais havia sido percorrida e que o cume a escalar está mais próximo que até aqui. Enfim, peço aos meus leitores que prestem atenção, sejam corajosos e julguem com liberdade e perspicácia, como convém nas coisas da máxima importância. Dito isto, é meu dever, por um lado, indicar em poucas palavras aquilo que me proporcionou a ocasião de empreender este trabalho, e, por outro lado, resumir as principais características das novidades que ele contém, antes de o entregar, com inteira confiança, à boa fé e às ulteriores investigações de todos aqueles que julgam com sensatez.

8. Esta arte de ensinar e de aprender, levada ao ponto de perfeição que parece agora esforçar-se por atingir, foi, em boa parte, desconhecida nos séculos passados e, por esse fato, os estudos e as escolas curvavam ao peso de fadigas e de caprichos, de hesitações e de ilusões, de erros e de faltas, de tal maneira que apenas podiam adquirir, à força de lutar, uma instrução sólida, aqueles que tinham a felicidade de possuir uma inteligência divina.

9. Mas, desde há algum tempo, Deus começou a propiciar-se do século nascente, verdadeiramente novo, direi quase uma aurora, e suscitou, na Alemanha, alguns homens de bem que, desgostosos com a confusão dos métodos utilizados nas escolas, se puseram a investigar um método mais curto e mais fácil para ensinar as línguas e as artes; depois dos primeiros vieram outros, e precisamente por isso alguns obtiveram sucesso maior que outros, como se revela evidente pelos livros e ensaios didáticos por eles publicados.

10. Quero referir-me a Ratke 4, Lubin 5, Helwig 6, Ritter 7, Bodin 8, Glaum 9, Vogel 10, Wolfstirn 11 e àquele que deveria ser nomeado entre os primeiros, João Valentim Andrea 12 (o qual, assim como pôs a claro os males da Igreja e do Estado, assim também, aqui e além, nos seus escritos puros como ouro, mostrou os males das escolas e, em vários lugares, indicou os remédios), e a outros, se os há, os quais nos são ainda desconhecidos. A própria França começou a rebolar esse rochedo, quando Jean-Cécile Frey 13 publicou, em Paris, em 1629, uma excelente didática, sob o título Novo e rapidíssimo método que conduz às ciências divinas, às artes, às línguas e aos discursos improvisados.

11. Tendo-se-me apresentado a ocasião de toda a parte, pus-me a ler os livros desses escritores; e se dissesse quanto prazer experimentei e como foram grandementc aliviadas as dores em mim provocadas pela ruína da minha pátria e pelo triste estado de toda a Germânia, ninguém me acreditaria. Comecei, na verdade, a esperar que a Providência divina não fazia coincidir em vão todos esses infortúnios, uma vez que, à ruína das velhas escolas correspondia, ao mesmo tempo, a eclosão de escolas novas no quadro de projetos novos. Com efeito, quem projeta construir um novo edifício começa habitualmente por aplanar o terreno, indo até à demolição do velho edifício, pouco cômodo e a ameaçar ruína.

12. Este pensamento despertava em mim uma bela esperança acompanhada de um doce prazer; mas, a seguir, apercebi-me de que, pouco a pouco, a esperança se diluía, uma vez que, querendo desentulhar o terreno completamente, de baixo até cima, julgava não ser capaz de tão grande empresa.

13. Por isso, desejando possuir informações mais completas sobre certos pontos e dar a minha opinião sobre alguns outros, escrevi a um, a um outro e depois a um terceiro dos autores atrás citados, mas em vão, pois, por um lado, quase todos guardaram ciosamente segredo a respeito das suas descobertas e, por outro lado, as minhas cartas foram-me devolvidas sem resposta, porque os destinatários eram desconhecidos no endereço indicado.

14. Só um deles, o eminente J. V. Andrea, me respondeu, dizendo que, de bom grado, me daria quaisquer esclarecimentos, e encorajando a ousadia do meu empreendimento. Foi assim que, picado, por assim dizer, pela espora, me pus de novo a pensar mais freqüentemente neste trabalho e que, finalmente, um ardente amor do bem público me obrigou a tentar a empresa, começando pelos fundamentos.

15. Postas, portanto, de lado as descobertas, as opiniões, as observações e as advertências dos outros, decidi-me a refazer tudo por mim mesmo e a examinar o assunto e a procurar as causas, os métodos, os processos e os fins daquilo que, com Tertuliano 14, chamamos, se isso nos é licito, aprendizagem (discentia).

16. Dai nasceu este meu tratado, onde o tema é, assim o espero, desenvolvido mais longamente e mais claramente do que nunca o foi até ao presente. Escrito inicialmente em vernáculo, para uso do meu povo, sai agora, a conselho de alguns homens eminentes, vertido em latim, para que, se possível, aproveite a todos.

17. Com efeito, a caridade manda que o que Deus manifestou para salvação do gênero humano (assim fala o eminente Lubin da sua Didática 15, se não esconda dos mortais, mas se manifeste a todo o mundo. Efetivamente, é da natureza de todos os bens (continua o mesmo Lubin) que sejam comunicados a todos; e quanto mais é a riqueza e se põe em comum, tanto melhor é e tanto mais cabe a todos.

18. É também uma lei de humanidade que, se se conhece qualquer meio de ir em auxilio do próximo para o tirar das suas dificuldades, não se deve hesitar; sobretudo quando se trata, não de um homem só, mas de muitos, e não apenas de muitos homens, mas de muitas cidades, províncias e reinos e, digo até, do gênero humano inteiro, como é o caso presente.

19. Se, todavia, houver algum espírito tão impertinente que pense que é coisa estranha à vocação de um teólogo estudar os problemas escolares, saiba que esse escrúpulo pesou tão fortemente sobre o meu coração a ponto de o fazer sangrar. Apercebi-me, porém, de que não poderia libertar-me dele de outra maneira senão prestando homenagem a Deus e pedindo publicamente conselho a todos acerca de tudo aquilo que uma intuição divina me sugeriu.

20. Deixai-me, ó almas cristãs, falar-vos com toda a confiança! Quem me conhece muito de perto sabe muito bem que sou homem de fraca inteligência e quase de nenhuma instrução; e sabe também que choro os infortúnios da nossa época e desejo vivamente suprir, se isso é possível, quer com as minhas invenções, quer com as dos outros (todas as invenções derivam, de resto, do nosso bom Deus), a tudo o que nos falta de mais importante.

21. Se, portanto, encontrei agora alguma boa idéia, ela não deve ser minha, mas d’Aquele que costuma obter louvores da boca das crianças 16, e que, para se mostrar de fato fiel, veraz e benigno, dá a quem pede, abre a quem bate e oferece a quem procura (Luc., II, 9), porque até nós cumulamos de dons aqueles por quem deles fomos também cumulados. O meu Cristo sabe que tenho um coração tão simples que não há para mim diferença alguma entre ensinar e ser ensinado, advertir e ser advertido, entre ser mestre dos mestres (se me é lícito falar assim) e discípulo dos discípulos (se acaso posso esperar algum progresso).

22. Por isso, as observações que o Senhor me concedeu fazer, eis que as ponho em público e em comum com todos.

23. Se alguém encontrar melhor, faça o mesmo, para não ser acusado pelo Senhor de colocar os seus dinheiros no cofre e de os esconder, pois o Senhor quer que os seus servos negoceiem, para que os dinheiros de cada um deles, postos no banco, rendam outros dinheiros (Luc., 19).


  É lícito, foi lícito e sempre será lícito procurar as coisas grandes. E nunca será em vão o trabalho começado em nome do Senhor.
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