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Editorial 

A Moral Conception of Man and the World 

One of the things educators seem to do almost anything to 
avoid nowadays is that of giving children any positive, moral 
conception of man and the world with which they can live. By 
the same token they do not give them a negative one, either. 
They prefer to avoid the matter altogether. The fear of indoctrin­
ation is so strong in our time that conceptions, ideas about life, 
are something one avoids at all costs. 

But can we really avoid them? Does not some conception or 
the other about life get in by default, as it were? 

Even if education should be regarded as nothing but the 
teaching of certain items of knowledge, we should surely still need 
to answer the question of why we do even that; and if it is only 
that the student may be able to earn a good living, or make his 
way successfully in the world, or perhaps even become a good 
citizen, all these are reasons that are based on the educator's 
conception of life. They will pervade his teaching in one way or 
another, if only under exasperation or duress; for how many 
teachers can put their hands on their hearts and swear that they 
have never said to a student something like, "You'll never get 
on in the world if you don't do better than that", or "What good 
will you be to anybody if you don't learn all you can now?" Look 
at it which way we will, it is impossible to educate without some 
idea making itself felt of what we think life is all about. 

The pretense of a voiding any such conception stems of course 
from a strong reaction to any kind of religious educatjon. Re­
ligion is so important to religious people, and the differences in 
religious forms so divergent that it is impossible to do justice 
to it in school without upsetting somebody. Moreover, the idea 
that religion has no basis whatsoever in fact, which has caused 
so much opposition in our day from non-religious people to 
teaching it in schools at all, has made it easy to abandon it alto­
gether. And with religion seems to have gone any extra-utili­
tarian conception of life, too. 

But this has not necessarily rid education of Erny life con­
ception whatsoever, nor enabled it to escape from the charge of 
indoctrination. We have simply changed the indoctrination of 
religion for something else. Children are no longer taught in 
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school to believe in God and to live a good life so that they can 
go to heaven when they die, but they are no less indoctrinated 
with ideas of a purely materialistic origin when they are told 
that the world is just a vast and complicated mechanism, that 
man is a higher animal, and that the only thing that persists 
is the operation of physical laws and forces. It is true that they 
are not gathered together at stated times of the day to recite 
a credo about all this, and to sing songs about it, and to hear 
homilies from their teachers about it, but this conception of the 
world and man is just as thoroughly accepted and promoted in 
all sorts of subtle ways in the whole educational process. 

Even alternative forms of education cannot wholly escape 
this charge, including those radical ones that advocate perfect 
freedom and unstructured programs. They are based on a con­
ception of life which can be just as arrogant and dogmatic as 
the old religious one. We all start educating on the basis of ,vhat 
we think education should be, and what education should be 
is determined entirely by our conception of life itself. 

Seeing, therefore, that we cannot escape it, we ought to 
pay all the more attention to what conception we base our edu­
cation on, which is all the more difficult because it is not easy 
to find something which does not lay us open to the charge of 
sectarianism. 

There is therefore only one foundation on which to build 
such a conception, and that is on the experience of kno\vledge 
itself. After all, the business of education is knowledge; and un­
less we think of it only in terms of its immediate practical pur­
poses we are obliged to look at its wider implications. If we do, 
then it is obvious that we cannot study· the simplest thing with­
out coming up against its relationship to the whole ·world both 
in space and time. And once that really gets hold of us - of the 
teacher first and then the student - a conception of the world 
and man must begin to take shape if we are not wholly deficient 
in imagination to let it do so. 

We have to teach children, for instance, about what is hap­
pening in the world around them. But those things didn't just 
happen today. The people concerned in them are not the first 
people on the earth, nor will they be the last. Any item of our 
present experience and knowledge is linked by invisible threadg 
to what happened yesterday and elsewhere to other people, and 
ultimately to the whole universe and the whole of tin1e. Every­
thing can only be seen properly in the perspective of evolution, 
and Man, as the end-product of that evolution, is an epitome of 
the whole evolutionary process, and the heir to all human ex­
perience. It all had to happen for him to be there. In other 
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words, the whole of what we do in education is centered in Man, 
evolving, ongoing, developing Man. 

It might be argued that the same logic could be used to 
justify the existence of anything else in our environment - a 
stone, or a tree; and of course it could. But the point about man 
is that he can know this, the tree or the stone cannot; and know­
ing it, he is set apart from everything else which depends en­
tirely on natural law. Man, however, is not just a creature of 
natural law. He himself discovered the law which explains his 
own natural being and that of every other creature. Knowledge 
therefore makes him free of that law to the extent to which he 
is willing and able to take up the freedom and responsibility it 
endows him with. 

This is the fundamental truth which arises out of the con­
cept of knowledge. This is the self-knowledge of man as a moral 
being, and we can only fail to see it in so far as we are obsessed 
by evolution in terms of external forces acting on us from with­
out. They are now forces acting within us ; indeed they are us, 
and quite apart from any divine being who may or may not be 
operating these forces, they are an expression of cosmic crea­
tivity on the part of something or someone in which we have 
become a partner. It need not have happened like this. Nature 
might have let us remain creatures like the animals without 
knowledge, living entirely out of instinct in accordance with 
external law. But it hasn't happened that way, and we know it. 
In knowledge we have got hold of one of the secrets by which the 
world exists. We know something of how it happens; and know­
ing that makes us different from all other creatures. We can 
begin doing something about it. 

Na tu rally there may not be much we can do as yet. This is 
a comparatively recent development of evolution but awe-in­
spiringly real in its potential and responsibility. We shall make 
mistakes; have done so already-hideous and terrible ones, some 
of them; but we can learn, for as a knowing being nothing can 
keep man back but his own unwillingness and folly. 

And this is a conception of life which can be talked about 
. without fear of indoctrination or dogmatism, and one which 

allies itself with the highest conceptions of being. It sets at rest 
forever any excuse of man's ineptitude on the basis that he is 
after all nothing more than a 'higher' animal. The animal has 
some sense of being, too; but it is impossible that he has knowl­
edge of being in this sense. That is why the animal must live 
entirely in obedience to evolutionary forces at work in his or­
ganism. Man need not; and just because he need not, he can set 
himself goals which have nothing to do with the natural process 
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of evolution . Only ,~lhen ,:ve look at man as just an object of 
natural evolution is he insignificant. When we remember that 
he is also the starting point of a moral evolution, then he is 
son1ething entirely different and higher. When we look at our­
selves in the mirror we know there is a profound difference be­
t,veen the image and ourselves. We have to remember this when 
,:ve look at ourselves in the mirror of our present knowledge of 
Nature. 

,vhatever our knowledge tells us of the world and ourselves, 
it is our knowledge, and in so far as that knowledge is true of 
Nature, it is true of us too. But if that knowledge does not in­
clude our self-knowledge as knower, then there must be some­
thing wrong with it. We must go over the figures again to see 
where the mistake lies, for it cannot be that we have evolved 
through countless ages to a point where ioe can know not only 
Nature but ourselves, only to discover that we - the knower -
aren't worth knowing anyway. 

But although all knowledge goes to show that man is the 
most favoured creature Nature has yet created, there is no in­
dication that she will continue her favours. It depends on how 
,:ve appreciate them. She will not be insulted; and the hopeless­
ness of modern materialism, which pervades our culture and 
with which our children are ceaselessly indoctrinated, is the 
greatest insult that man has yet made to the Nature that brought 
him forth and gave him everything he has - including his ability 
to know. 

It is on the basis of a reverence for Nature and a sense of 
gratitude and responsibility for the share man has been given 
in her further creation that Waldorf education was founded. 
This is a conception which we not only put before the students, 
but which animates every aspect of learning and knowledge 
that we touch upon. How susceptible this is to the charge of in­
doctrination we leave others to judge; how essential it is to pro­
mote, particularly in our day, is something about which we 
haven't a shadow of a doubt. A.H. 



Fairy Tale Hunger 

The child's soul has an overpoiuering need to let fairy tale 
substance flow through itself, - just as the human body 
needs to let food substance ci1·culate through it. 

Rudolf Steiner 
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A true fairy tale speaks pictorially of transformation, en­
chantment, release, telling over and over in this way the secrets 
of human existence. Man's spiritual origin, his challenges, his 
victories and deliverances, all are described in child-language 
for a childlike humanity. And a child can accept the imagery 
as a foretelling and a forewarning . The so-called "gruesome" 
scene of the little goat-children dancing around the well in which 
the wolf has just been drowned, which an intellectual adult 
thinks he should regard as shocking, is to the child nothing else 
than the blessed victory of good over evil. A child proclaims this 
victory by the trust with which he is so marvellously endowed 
for his first steps on his life path. 

A healthy three- or four-year old will listen a hundred times 
to the story of "The Star Pennies", with an interest that steadily 
increases from evening to evening. There is no more convincing 
proof than this that the child is experiencing an "Imagination", 
a soul-picture, from the fairy tale. It is only the intellect that has 
already had enough when it has heard it once. A work of art, a 
poetic creation, a religious truth, continues to move us, to stir 
us with ever fresh power. It fills us with a pure delight ; we are 
uplifted and strengthened for whatever activity we are engaged 
in. 

Everyone needs a field, a working space, for his inner life, 
for his willing- and feeling-soul, even for his thinking-soul. And 
a child needs such space in which his soul-forces can be active, 
just as much as any adult. If I do not offer him the imagery and 
the language of fairy tales, his soul-space will be filled by the vul­
gar and ordinary: auto and plane models, concern about money, 
empty, trivial commonplaces take over, and a field full of weeds 
is the result. 

As a child's treasure of words increases, so too does his 
capacity for experience, and with it his creativeness ... his 
inner wealth. The fairy tales the children hear over and over go 
directly into their imaginative play; they become the princes and 
frogs and giants. And it actually comes about that the children 
of a first grade that has had fairy tales do surpass their peers 
who have been deprived of the fairy tale world: they have a 
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greater range of feeling, they experience more, they are able to 
express themselves more fully in words or with crayons or per­
haps "only" in the power of pure reverence that they possess. 
They are able to listen more carefully. And they can more easily 
unfold joyful, creative initiative. 

-HELMUT VON KUGELGEN 

Translated by Glacly,c; Hahn 

Translated by Gladys Hahn from, an article, "Miirchenhunqe,·" 
in ERZIEHUNGSI(UNST (pU:blished by the Waldorf ,t;chools oi 
Germany), January, 1958, 'With the permission of the author. 

The editor recommends to all teachers and parents the arti­
cle by Bruno Bettelheim in the New Yorker for December 8, 
1975: The Uses of Enchantment - an eloquent plea for telling 
fairy tales to children. 

" ... The idea that by learning to read one may be able later 
to enrich one's life is experienced as an empty p1·omise when the 
stories that the child listens to or reads a1·e vacuous. For a story 
to truly hold the chilcl' s attention, it must entertain him ancl 
a1·ouse his curiosity. But for a story to enrich his life it must 
stimulate his imagination, help him to develop his intellect and 
to clarify his emotions, be attuned to his anxieties and aspira­
tions, give full recognition to his difficulties, suggest solutions 
to the problems that perturb him, and promote confidence in 
himself and his future ... 

" ... But my interest in fairy tales is not a result of such 
technical analyses of their merits. It is, on the contrary, a conse­
quence of my asking rnyself why, in my experience, children­
normal and abnormal alike, and at every level of intelligence 
-have found folk fairy tales more satisfying than all other chil­
dren's stories. The more I tried to understand why these stories 
are so successful in enriching the inne1·~ Uf e of the child, the 
clearer it became to me that, in a much deeper sense than an11 
other reading material, they start where the child really is in 
his psychological and emotional being. 

" ... I have known many young people 'who, particularly 
in late adolescence, come to a belief in magic, to compensate for 
their having been deprived of it p1·ematurely in childhood. It is 
as if such young people felt that now was their last chance to 
make up for a severe deficiency in their life experience - that 
without having had a period of belief in magic they 'Would be 
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unable to rneet the rigors of adult life. Many of the young people 
who today suddenly seek escape in drug-induced d1·eams, ap­
prentice themselves to a guru, believe in astrology, p1·actice 
"black magic", or in some other fashion escape from reality i-nto 
daydreams about magic experiences, 'Were prematurely pressed 
to view 1·eality as adults view it." 

Dr. Bettelheim has seen the child in a clear, true light. His 
terms and reasoning seem at first to spring only from his psy­
chological-scientific background, but from his wide experience 
with the normal and abnormal he has added the artistic, imag­
inative approach that Waldorf education sees necessary for a 
complete understanding of the child. Bettelheim stands tall and 
looks over the fence that most modern educators have erected­
and he sees far into the distance. What has been described by 
Rudolf Steiner as the heavenly origin and spirit-birth of both 
child and fairy tale could well be a further step in understanding 
their close relationship. 
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Marionettes in the Kindergarten 

In former days when most children grew up in large famil ­
ies and smaller communities, morning and evening devotions 
and Sunday worship was often a part of their early experience. 
Life then was less hurried and provided the child with many 
archetypal pictures, food for his urge to imitate, as he watched 
the adults go about their work. 

Today's children are exposed to a multitude of sense im­
pressions having little to do with their own everyday life's needs; 
hence many of their impressions are quite incomprehensible to 
them. As a result, our schools are filled with nervous, "hyper ­
active" children who can't concentrate, children with weak will 
forces. What the village community gave the growing child no 
more than thirty years ago just by its own everyday function­
ing, we must now create for him in a different form. 

The marionette show is a tool to bring into the life of to­
day's child a reverent mood, archetypal pictures as expressed in 
the true fairy tale. A simple melodic experience, expressed in 
lyre playing and singing in the pentatonic mode, can accompany 
it. 

The performance of fairy tales by string puppets can be 
soul-festivals in the lives of small children, particularly when 
they accompany the changing seasons of the year. In a pre­
school of various groups they can be the joyous gathering of 75 
to 100 children, full of quiet anticipation as they enter the room 
where the stage has been arranged. When everyone has settled 
down, the sounds of the lyre ring through the absolutely quiet 
room. Soon the children recognize the songs they have learned 
in the weeks past, and when the lyre has ended they all burst 
forth to join in the songs. Then another hush falls as some of 
their teachers move to the puppet stage. The string puppets are 
guided by teachers behind a stage but in full view of the chil­
dren. The experience of the puppet being guided from above is 
an archetypal image that should not be mysteriously hidden. The 
stage is primarily a symphony of colored veils that suggest in 
their various greens and browns the woods, in their royal reds 
and purples the King's palace, according to the needs of the 
fairy tale. The puppets themselves are a bare suggestion of the 
human form, but made from colors carefully chosen to give the 
right image of the character portrayed. As Rudolf Steiner sug­
gested: "The puppets do not talk". Another teacher will read 
the fairy tale to which the puppets move. In its selection and in 
the songs the children sang together the mood of the season can 
speak to the children's imagination. 
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It is not always easy to find a tale suitable for string pup­
pets and expressive of the season. St. George and the Dragon 
is a wonderful story for Michaelmas and the children enjoy it 
more and more as it is repeated. The confrontation and over­
coming of evil is a theme in many fairy tales suitable for the 
fall. A tale that brings the mood of Advent without being a 
Christmas story is harder to find. Some of the legends of St. 
Nicholas might be suitable. A fine story that can be adapted 
for the purpose is "The Golden Footprint" by Henry Barnes, in 
which the essential elements are giving and receiving. After 
the Ch:ristmas holidays the Three Kings story must be brought 
to the children with particular vividness. In our time the Christ­
mas mood carries very little into the new year. But the beaming 
of the star and the gifts of the Kings are both themes that speak 
deeply to the children's hearts. The story of King Casper and 
the Lion (taken from Jakob Streit's Dreikonigsbuch*) has these 
t,vo motifs and can be very adequately performed by string pup­
pets. What story then can better depict the late winter mood 
with its hope of spring than "Mother Holle" ( Grimm) ? A fairy 
tale of transformation, such as "The Frog Prince", leads us into 
the wonder of spring; and the ripe mood of midsummer fills the 
story of "Jorinda and Joringel" (both Grimm). These are only 
a few examples of the content that string puppets can give us 
as we progress through the year. 

At the end of a performance, the children's singing, pre­
ceded once more by the tones of the lyre, will bring the festival­
gathering to a close. When the children return to their individual 
groups to play, they are nourished in their soul and strengthened 
in their will. Thus a contribution can be made to the religious 
needs of the children in their pre-school years. 

-KUNDRY WILLWERTH 

*Waldorf teacher in Switzerland. Can be ordered thrDugh St. George Book 
Service, Spring Valley, New York. 

Rudolf Steiner spoke of marionette theatres as "healing 
,·emedies for the ills of civilization." He himself, at a time dur­
ing World War I iohen his work on social and political questions 
was most harassing, gave many hours of help to the creation of 
such a theatre for children at a day-nursery in Berlin. It was the 
project of several artists, one of whom - Hedwig Hauck - be­
ca-,ne the crafts and handwork teacher at the first Waldorf 
School. Leopold van der Pals composed the music pla·yed before 
the curtains rose and at "certain important moments such as 
transformations." There were three front curtains of different 
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colors, raised one at a ti-,ne so that the child-audience would 
conie slowly into an imaginative realm far removed f 1·om the 
everyday world. 

"The marionettes must hang on strings and be guided from 
above; this is the only kind of puppet to use for fairy tales. The 
strings should be fastened to the fingers, not hang from a cross­
bar." Perhaps the most i1nportant advice of Dr. Steiner was: 
"Someone should read the tale quite simply and naturally, char­
acterizing each creature or person with a pleasant voice; she 
should sit in front of the audience in a big special chair and 
should look charming!" . . . "Colors and textures of the cos­
tumes are iniportant; for instance, the Prince's gold tunic 01· 
robe has to convey the image of the ego. The Bad Fairy must 
have a dark grey dress. Gnomes and dwarves should not be cari­
catures but show immense liveliness. The stage-lighting must be 
carefully wo1·ked out: for example, everiJ time the Wicked Queen 
appears, a strong red light should illuminate the stage." 

After much effort in Berlin to produce "Sleeping Beauty," 
the transformation of the hedge of thorns into roses had to take 
place from the top downwards. "Well, in fairy tales," remarked 
Rudolf Steiner, "roses do grow from heaven down to earth!" He 
was concerned about the sniallest details, so that stage and 
performance would be absolutely right. "We muBt do everything 
in ou1· power to help the children develop imagination." In his 
fourth Mystery Drama, The Souls' Awakening, he let Felicia 
Balde, the teller of tales, speak out this hope: 

... "I saw in spirit all my fairy princes, 
my fire souls, too, dance merrily on thousands 
of puppet-stages, shaped 'With artistry. 
And so, with inner happiness, I left them, 
to find their· way to many, many children." 

-R.P. 
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A Pitfall of Commitment in Teaching 

I may be accused of unpardonable indulgence. In an era 
of educational aridity, should anyone question the oasis of com­
mitment? Perhaps the fact that knowledge of the potential dan­
ger of commitment comes from insight into my own experience 
as a teacher will soften naissant criticism. And the insight is 
finally constructive, since it illuminates the neglected strength 
of a committed educational community such as that which exists 
within the Waldorf schools. 

But commitment to what? Not to the teaching of a subject 
for itself, or improvement of students on objective tests, al­
though these results may follow from more important gains. 
Rather, to a belief that each student ought to be helped towards 
a sense and respect for himself as an autonomous human being 
with feelings and ideas that are his own and could, with encour­
agement, respect, and discipline be articulated and creatively 
developed. The source of what began for me as an intuitive con­
viction is undoubtedly traceable to the fourteen rather rebel­
lious years I spent as a student at the Rudolf Steiner School 
where this conviction was taken for granted. Only a brief sojourn 
in a public High School taught me that such commitment was 
not universal. Until a gym teacher there bitterly lectured an 
enormous class on the injustice of her salary, it had never oc­
curred to me that teaching involved anything other than con­
siderations of the welfare of the students. While adolescent self­
centeredness may have accounted for my naivete, my narrow as­
sumption was also a tribute to the dedication of which I had 
been the beneficiary. 

I do not wish to criticize the gym teacher. The conditions 
under which many teachers teach deprive them of the human 
satisfactions necessary to motivate them to thinking about their 
students as human beings. Lesson plans, sterile mandatory work­
books which do all the thinking, petty regulations generating 
endless clerical work, administrators bent on hyping the reading 
scores and insistent on pretty bulletin boards, all these things 
interfere with creative teaching. It is difficult to believe in, act 
_by, and communicate a conviction of human autonomy when one 
is crushed by a system which makes one feel less a human being 
than a member of a production line. Surely in the gym teacher's 
complaint lay concealed a plea to be considered a person of 
,vorth. 

A long recognized principle of reciprocity is at work. The 
anger unvented against regulations and administrators will out, 

©Gail Simon Reed 1975 
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if not in loud comp]aints, then deviously, in inordinately long 
homework assignments, or authoritarian demands for conf ormi­
ty, or resigned indifference. These attitudes, in turn, stimulate 
bitter resentment in the students, generating a cycle of educa­
tion-in-anger which is a continually reinforcing one. It is rather 
a miracle that many teachers still struggle against this demoral­
izing cycle to remain committed and creative. 

Anonymity is another kind of demoralization, one endemic 
to universities. I do not mean sheer bigness. One may be known 
to colleagues, sit on committees with them, even eat with them, 
but the academic community, organized around specialized 
knowledge, is only incidentally a community of teachers. Often 
determined by administrators, common concerns tend towards 
the latest publications, course enrollments, and departmental 
budgets. The doubts, satisfactions, insights, and ideals evolved 
from teaching often remain unshared. While benign neglect has 
certain advantages, and is infinitely preferable to a rigidly im­
posed curriculum, it nevertheless leaves the teacher feeling un­
appreciated. There is something lonely about a passionate com­
mitment unrecognized. When entirely other criteria for measur­
ing one's worth, notably publication, are utilized, loneliness, too, 
turns to anger. 

A teacher who works under such unfavorable circumstances 
yet wishes to work for his students' autonomy thus labors under 
the additional burden of his own resentment; moreover, it may 
smolder far beneath the surface, pushed from recognition by 
the intensity of the commitment to ideals. A dangerous situa­
tion arises: the teacher's only professional satisfaction comes 
from the success of the students in developing the qualities he 
deems important. Their success confirms his worth, and confirms 
it no matter how dehumanized or anonymous he may feel. 

The danger in this interdependence lies in the correlation 
between the teacher's satisfaction and the student's success. 
Since successful results are those that the teacher deems im­
portant, this is hardly the best path towards the development of 
autonomy. In addition, it is the bright, quick student, the easy 
learner, who is most likely to respond to an enthusiastic and in­
teresting teacher. What of the student who is afraid to try, who 
is confused or less confident, or who is threatened by the teach­
er's intensity? Such a student is in more need of the fruits of a 
teacher's committed patience. Unfortunately, given the inter­
dependence between the success of students and the teacher's need 
for satisfaction in a cold environment, the student is less likely 
to benefit and more likely to evoke the hostility lying dormant 
beneath the commitment. He is the student who defensively will 
not respond, who sulks in a corner, fiddles with his fingers, looks 
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defiantly bored, and silently declares war. His weapon is a good 
one, for intuitively understanding the teacher's needs, he with­
holds desired satisfaction by his lack of success. An indifferent 
teacher will meet his indifference tit for tat. A teacher who cares 
is likely to be hurt and angered. 

Such provocative behavior, whether subtle or overt, needs 
compassion and understanding. Students who provoke in this 
way need a teacher secure enough of his own worth to accept 
expressions of anger so that a mutual trust can be established. 
Yet how often can a teacher who derives sorely needed satis­
faction from a student's success understand and respond to 
failures? From whom can he draw the needed emotional re­
serves? 

Few of us ever attain the inner strength and security to 
surmount a need for appreciation of our work. Thus, when a 
barren educational environment belittles the teacher so that the 
only satisfaction available to him resides in the student's re­
sponse, that environment sends the teacher into the classroom 
seeking self-verification. And the smaller he feels, the more the 
need for self-verification verges on a need for self-glorification. 

Conversely, in an educational community where teaching 
is a means by which teachers work together towards the realiza­
tion of the students' autonomy, teaching may become partici­
pation, may become a richly shared experience rather than 
an isolated way of handling angry feelings of insignificance. 
Common endeavor of this kind furnishes a sense of dignity, 
worth, and satisfaction outside the classroom, so that the teach­
ing within it is free to serve the students' needs rather than the 
ego of the teacher. The purest and most consciously constructed 
example of such a community is undoubtedly the "therapeutic 
milieu" of the University of Chicago's Orthogenic School where 
counselors embark on a voyage of self-discovery to learn the way 
in which their o,vn needs influence their work with the seriously 
disturbed children in their care.* At each Waldorf School, of 
course, there thrives an educational community of a different 
kind also capable of sustaining purpose and providing satisf ac­
tion. While no organizational system can abolish human frail­
ties, such a shared and dignified commitment makes the pitfall 
of the title considerably and happily less likely. 

-GAIL SIMON REED 

•See generally Bruno Bettelheim, A Home for the Heart ( New York: Alfred A. Knopf, 1974.) 
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Valedictory Speech 
June 6, 1975 

On another Friday morning, last fall, just about the time 
of day at the school that Mr. Root would abandon our history 
text to point out the evils of American politics, I found n1yself 
sitting across a large teak desk opposite a college admissions 
officer. As this was not my first college interview, I vvas al­
ready accustomed to gathering up all the odd and distinguish­
ing characteristics of my life and education into a neat and at­
tractive looking package for public display. Just as I was dis­
cussing high school, this gentleman, who was being unusually 
attentive, asked me how many there were in my graduating 
class . I told him there were twenty-four of us, and after rais­
ing his eyebrows, he asked if all our classes were that size. I 
said that they were, more or less. Well, he looked at me very in­
tently, the way those interviewers seldom do, and he kind of 
leaned over that enormous teak desk toward me. "Now, I know 
you're a good student," he said, "otherwise you wouldn't be ap­
plying here. So tell me what it is about this tiny school of yours 
that made you stay there for fourteen years." Well, this was 
not one of those questions I'd been expecting, so I had to think 
about it for a while. I thought for so long that when I finally 
glanced back in his direction, he was looking at his wrist watch 
to see how much of my precious half hour was left. 

"I go to a most remarkable school," I said. "You may know 
that it is based on the educational philosophy of Rudolf Steiner, 
but exactly what that is I can't tell you, for I know very little 
about it directly. In fact, l think that part of the philosophy is 
that the students shouldn't know anything about it consciously 
(that made him chuckle). All that I know of what Steiner in­
tended is how it's worked out with me and my class. 

"Certainly such a long period of time in the same school 
has had an influence on rri.y personality, yet I think that I have 
been given a chance to develop my character as an individual in 
a freedom that is scarce. To take advantage of it fully, I think 
it was necessary for me to stay in the same place for all those 
years, for elementary school is a foundation without which the 
freedom of high school never sets quite right. The way I see it, in 
the elementary school I was given a certain picture of the world 
through my teachers. In high school the aim was to allow me to 
develop an individual outlook on life (maybe that's why they 
never told me anything about Steiner's philosophy), so in that 
sense I was very free. Now this is not to say that at the end of 
eighth grade these are the reasons I decided not to send myself 
to another school. My parents had something to do with all of 
this. But looking back on things now, I can understand them in 
this way and be glad I stayed ." 
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"I see ... " said my admissions officer - by this time he had 
removed his glasses and was rubbing them earnestly with his 
handkerchief, " ... but the disadvantages of such a small school, 
surely they must have bothered you after a while?" 

"I confess there was a time when I thought seriously of leav­
ing," I told him. "In tenth grade, right around the middle of 
February, when things have a way of really getting to you. Sure 
I was bothered. I began to wonder whether I wouldn't be better 
off someplace else. Some place where I could go to gym more 
than once a week and not have to take the bus there, or choose 
my own courses from a thick catalogue, or have a modern, 
spacious, air-conditioned classroom. So I looked around at other 
schools, and some of them did have enormous electives programs, 
and swimming pools and tennis courts, but all of them lacked 
something - and shortly it occurred to me that none of my 
friends in these other schools knew anything of their teachers 
more than the drone of their voices at the front of the room. 
Nor did they care to. In these larger classes very few were ac­
quainted with all the others. How could they hope to build the 
familiarity and unity that I felt so important? So I stayed. Be­
sides, I'd gotten kind of attached to my class." 

"Has everyone in your class been there as long as you 
have?" 

"Of course not! We'd be a mighty peculiar bunch if they 
had! No, as important to me as the unity of my class are the 
influences of its newer members - people coming in with new 
ideas and fresh insights. They are as vital as the ones who have 
been around for fourteen years." 

"So I guess you could say that you are very much a product 
of the Steiner system," he ventured. 

"I am a product of the Steiner pedagogy," I said, "inas­
much as I have been educated in accordance with its principles . 
but as for my character as a human being, I would say that I 
am a product of myself. I think that all my teachers hoped to 
do was unlock my own individual nature, not to impose on me 
theirs or any other. I suppose that's what you could say a prod­
uct of the Steiner system is, an individual who is true to himself." 

So we conversed in this manner, the admissions officer and 
I, and as it turned out, that interview lasted an hour and a half. 
Later on, I walked olltside into the cool October air and wondered 
to myself just what this individual nature of mine I'd spoken of 
was; while all around me stood the centuries-old buildings of 
the college, covered with ivy, and exuding wisdom. 

-THOMAS SOYBEL 
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The School Smithy 

Report on the crafts work in the Waldorf School 
am Kraherwald, S,tuttgart, Germany 

"But where are all the boys?" exclaimed the third-grade 
teacher as the class came back from lunch; after seeing that the 
girls were settling down quietly, she rushed out to find the boys. 
Soon a sharp rhythmic hammering drew that wise lady to the 
cellar. Yes, of course! There they were, all the lot of them, the 
rascals - crowding around the forge, staring wide-eyed at the 
fire, watching entranced as the soft iron changed its shape under 
the mighty hammer-blows of a big ninth-grader. She took in the 
situation at a glance and ran back to get the girls, so that they 
all could see how the older boys made their hooks and chains, 
their chisels and screwdrivers. And while the youngsters 
watched, it was as though they were the fire, they were the melt­
ing iron, they were the anvil and the hammer. 

This is a simple incident from our school life, but it takes 
us to the heart of the problem of present-day education. Chil­
dren are imitators, but where can they find anything now that 
is worth imitating? Adolescents want activity, but where can 
they find any activity that is meaningful and that can be learnt 
by observation, as used to be the case with the old crafts? Factor­
ies with locked gates, assembly lines of mechanized work, ma­
chines and more machines! And how rare is a pottery, a weavery, 
a smithy or a carpenter shop! To have a healthy understanding 
of our present mechanized world and to keep a healthy relation 
to it, a child first needs these old crafts where objects are pro­
duced directly by a human being's skill and strength. We must 
bring into the schools the fundamental crafts - for they are dy­
ing out- as a living experience. This is the basic thought out of 
which our crafts work has grown. 

Relevant to this are the observations we made in our ninth 
and tenth grades, that is, among our fifteen- and sixteen-year-old 
students. Individual students, even groups of students, suddenly 
"copped out" and lost their initiative; they no longer wanted to 
learn anything . What followed depended on their temperament: 
either they were apathetic or they were rebellious. Some dropped 
out of school and got a job and tried to make good in it; others 
simply sat through their classes without interest. And yet all of 
them had gone through eight years of elementary school par­
ticipating in the classwork with complete enthusiasm. We had 
to face the question: what has happened? 
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Children develop up to their fourteenth year in conformity 
'\\·ith general laws. Therefore a unified curriculum is right for 
those years, a curriculum built on those very laws of inner de­
velopment. But with their fourteenth year the children become 
differentiated, in their talents and interests as well as in sex. 
They grow out of the closed world of childhood into the life 
around them. With respect to talents two main groups emerge: 
one leans more toward intellectual pursuits, the other' toward 
practical work. Both groups must be encouraged and .helped to 
follow their own bent; at the same time the one can share the 
other's interests, giving to each a healthy balance. Their most 
important need, however, is that they should have their educa­
tion together until their eighteenth year. 

"And you will see, if some day the students of cabinetmak­
ing and mechanics sit together in the same history classroom 
with the student who is perhaps going to be a teacher, then 
something new will have been established . . . And this kind 
of school will then contain everything a young person is going 
to need for his life - which if it were not there would by its 
omission bring us still further into social deterioration than we 
are already. Knowledge essential for life situations is what all 
education must now provide."* 

"What we need for the student who is steering toward an 
intellectual profession, is to give him as broad a picture as possi­
ble of practical work - and on the other hand for the student 
who thinks he wants to go into practical work, to make him ac­
quainted within certain limits with the various professional 
careers. But I must make it quite clear here that the practical 
work should first be taken up in school. Manual work should not 
be taught by suddenly throwing young people into a factory 
among a lot of adults. We must make it possible to present the 
practical side of life ·within the school itself. Then a young per­
son can carry away the small amount of experience and practice 
he has had in a model situation for his work out in the world. 
And making use of a model-situation can immediately be so 
practical that articles the students produce in school are placed 
directly on the market. If prisoners are allowed to work at pro­
ducing things that are then thrown into the general economy, 
I see no reason why things should not also be made in student 
workshops and then sold in the everyday world. The young per­
son should stay as long as possible within his school environ­
ment; this is the healthiest possible procedure. We must realize 
this. For it is in keeping with man's inner nature to enter only 
gradually into life, not to be thrown suddenly into it."* 

*Rudolf Steiner: Drei Vortriige uber Volkspiidagogik, Lecture I, May 11, 
1919, in Stuttgart, Germany. (Not yet translated) 
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This advice and our own observations led then - in 1952 -
to our establishing from ninth grade on an intensified crafts 
course for students who showed particular talent for crafts. We 
felt that our program up to that time had not been altogether 
fair to this group of students. And simply to add this course 
to their other subjects did not make sense either: they would be 
hopelessly overburdened. It was therefore decided that those 
who elected the new course would discontinue their French 
course (they had acquired a foundation in French through eight 
whole years in elementary school) ; they would still continue 
the other foreign language, English. In all their other courses 
the two groups would still be together as formerly. The choice, 
special crafts or continued French, was to be made by the par ­
ents after consultation with the teachers. 

The special course is given eight hours a week, from ninth 
through twelfth grade . The following crafts alternate in "block" 
periods: carpentry, ceramics, ironwork, metalwork , and tail­
oring. The course begins in the woodwork shop; the students 
have already received a good foundation here in the regular 
handwork instruction they were given from fifth grade through 
eighth grade, therefore they can now be led fairly quickly 
through the first steps of fine carpentry, planing of boards and 
the making of simple joints. The second half of the term is de­
voted to ceramics: the careful shaping and glazing of various 
kinds of pottery . During the third quarter they have their first 
ironsmithing and other metalwork. For the last quarter the boys 
are again in the carpenter shop, to put whatever skill they have 
so far acquired into a small cabinet-making project, while the 
girls work in the tailor shop. These blocks are repeated in tenth 
grade• smithing and metalwork take on increasing importance, 
and ii{ all the crafts the students work more independently. For 
instance, in ninth grade carpentry the manual work is performed 
first and the technical drawing of the task is made after­
ward but in tenth grade the work is usually done from the work­
ing drawings. In eleventh and twelfth grades the crafts are 
still the same , but more and more stress is laid on independent 
work, even to making the drawings for the projects assigned. 

Throughout the four years, two of the eight work hours each 
week are used for the students to write up their work reports, 
including calculations and drawings, also for instruction con­
cerning tools and materials. For this is really our purpose: to 
follow in thought what the hands have already accomplished in 
action - as the saying goes, "from doing to understanding." 

*Rudolf Steiner, Lectures to Teachers, Dornach, December, 1921, Lecture 14. 
op 
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What we want to accomplish can perhaps be seen most clear­
ly in the smithy - the place that to some people would seem 
farthest removed from schoolwork! But whoever has once ham­
mered at a forge, or even watched a blacksmith, will understand 
what intense interest this particular craft can arouse and also 
what discipline it requires. 

From their very first attempts in ninth grade at stretching, 
shortening, and bending iron, the students make important dis­
coveries. They make them as soon as they start to heat the iron : 
if it is too hot it splatters; if it is not hot enough, it cannot be 
shaped, it becomes brittle and cracks. They have to find the 
happy medium - an image of what they must find within them­
selves at that age, fifteen. Then when they have brought the iron 
on the anvil nearly to white heat, they must make an instant de­
cision and summon instant strength to hammer it, for it must 
keep its heat as long as possible under their shaping hammer­
blows, and they must keep hammering it as long as it is hot! 
This strengthens their power of decision. Strength alone ac­
complishes nothing in the smithy; what is essential is a strong 
feeling for form and for material. The students are constantly 
learning that the best smith is not he who is strongest but 
rather he who can feel most vividly what form is needed and 
who knows how and where he must strike with his hammer. 
We once had a student who could re-hammer all the poor forms 
his classmates turned out, and he was by far the smallest boy 
in the class. He was a remarkably lively fellow and right down 
on his feet for practical life, but when it came to intellectual 
matters he was almost hopelessly ungifted. Nevertheless, just 
because he outshone all his classmates in the smithy work, they 
always relied on him to calculate the so-called circular arcs, in 
order to cut the material into the proper lengths - a mathe­
matical task that presented enormous difficulties to him. And 
so it ,vas precisely in his practical work that he came to re­
alize that even arithmetic is not wholly unnecessary, and he 
finally began to exert himself to study seriously. 

In tenth grade each student forges his own tools: hammer, 
chisels and screwdrivers, center-punches and plain punches. This 
has a significant result. If someone has made a tool for himself, 
he treats it tenderly. He never has to be told to be careful of the 
tools; he takes care of them as a matter of course. At the end of 
the year the tenth grade students were allowed to choose wheth­
er they would take home their beautiful drawn-copper mug or 
their hammer. Surprisingly the majority chose their hammer -
with this kind of reasoning: "If I take my hammer, I'll always 
be able to make something at home." 

The eleventh grade smithy assignment is a task that is diffi­
cult as well as beautiful : the forging of fire tongs - a piece of 
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work that demands quite a little skill, also endurance, also a 
steady visualizing of the form. 

For twelfth grade we usually give large assignments to be 
carried out by the whole class as a cooperative piece of work. 
There are many opportunities to be found in the school itself 
for this kind of task, particularly contributions to a new school 
building, as for example, iron railings for a bridge, a terrace 
or st~ps. 

One can realize the particular value of ironwork training 
if one remembers that originally all work was performed in 
rhythm. One can still experience this occasionally in isolated 
rural districts, or in a small village where grain is threshed by 
hand. Work is easier when it is done in a definite rhythm; in­
stead of tiring the worker, it actually enlivens him, strengthens 
him. And for ironwork, rhythm is very important indeed. And 
so one might say, the smithy is the heart of our many-sided 
crafts activity. 

And now, of course, it could be argued that just this many­
sidedness in our crafts program must lead to a shocking dilet­
tantism. Admittedly, that danger exists. On the other hand we 
have had the experience that just because of the variety, each 
single craft feels supported and encouraged by all the others. 
In this connection one might point to the fine results they are 
getting at the vocational training school Hibernia in Wanne­
Eickel, which is organized on a similar plan of a many-sided 
fundamental training.* Our purpose is not to present an isolated 
body of knowledge in this or that field, but to use the practical 
work as a pedagogical tool, to use the disciplines of a craft -
such as precision, objectivity - as a means to develop character. 
The work extends beyond mere physical performance; it in­
cludes a training of thought that stays close to reality. That a fine 
general dexterity is gained precisely from the many-sided train­
ing is of great value to those young people who go out after­
wards to an apprenticeship. We always expect their try-outs to 
show that the usual contract time can be shortened. 

It is still too soon to assess the results of this practical 
crafts program; it must be observed for several years. But one 
can already state definitely, it is obvious that the practical work 
influences the students' will-to-work in their other studies. An­
other particularly happy result is that former students who 
participated in this program and who were not always the easiest 

•For this, see article "Apprentices to Culture: the Hibernia School" by Alan 
Howard in "Education as an Art," Winter 1965, Vol. 25, No. B (single 
copies available, 35 cents.) 
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students to handle have been able to hold down outside jobs 
very satisfactorily. And this is the moment to mention with grati­
tude that many of these former students now come back to school 
one evening of each week to contribute their skills toward the 
expansion of our workshops. Already they have given over a 
thousand work-hours to the school. 

It is also apparent that the practical course has a good in­
fluence on the craftswork of the entire class. In eleventh grade 
there is a workshop "block" that gives a short introduction to 
smithing. Both groups have this together, the French group as 
well as the crafts group. Here the craftsmen really help the 
others, behaving like assistant teachers; naturally this is very 
important for the social structure of the class. But the influence 
spreads beyond the single classes. A third grade teacher who was 
teaching housing took his children down to the smithy and let 
the boys forge a clamp under the expert supervision of some 
eleventh grade students. The older boys held the hot iron and 
watched the little smiths with fatherly concern, for the young­
sters had to hold the big forge-hammer with both hands as they 
struck the iron to stretch it and bend it. Enthusiasm and deep 
satisfaction among the young boys! One result of this visit was 
described by a parent: her young daughter came home from 
school, threw her schoolbag in the corner and - muttering to 
herself - vanished . After quite a search, the mother found her 
in the cellar in front of the open door of the furnace, a hammer 
in one hand and some iron - getting pretty soft - in the other. 
To her mother's anxious questions she gave this laconic answer: 
"He wouldn't let us girls hammer at all!" 

-MICHAEL TITTMANN 

(Translated by G.H. and reprinted with the kind permission of 
Erziehungskunst, September 1961.) 
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Book Reviews 

THE EXPERIENCE OF KNOWLEDGE: ESSAYS ON AMER­
ICAN EDUCATION by John Fentress Gardner. Waldorf Press. 

"In the core of his being, man is eternal spirit. Inevitably, 
he will try to live from this spirit. Inevitably, the goal of the 
education he gives his children 'Will be to help them activate 
this deepest center of being in themselves. He will seek 
methods that show promise of being able to awaken, draw 
forth, and strengthen what lies in them as the seed of all 
creativeness and joy in living." 

A newly published book of essays on American education 
penetrates to the foundation of what ails modern schools. Does it 
matter for teaching: whether man is only a biological organism 
or "a being of body, of soul, and of spirit"; whether or not we 
can really know anything of the world except its surface appear­
ance; whether man's individuality is what distinguishes him 
from all other men or is exactly what unites him with others; 
whether education is properly a function of the state or belongs 
to the area of private conviction? 

This book is The Experience of Knowledge: Essays on 
American Education by the former Faculty Chairman of the Wal­
dorf School, in Garden City, New York. The writer identifies 
a fundamental misconception about the nature of man and the 
nature of thinking. He then examines the consequences of this 
misconception for teaching methods, for discipline, for human 
freedom, for schools within a democratic society, and for Ameri­
ca's position in the world. What he has to say is important for 
educators but equally so for thinking people in any sphere of 
life who are concerned about America and the awakening minds 
of young people. 

This is not a superficial, easy-going book, nor can it be 
lightly summarized. On the other hand, it is written with clarity 
and beauty; nothing in it is abstruse or superfluous. It brings 
to light many painful problems facing America; yet it is, also, 
a hopeful book. As diagnosis is the starting point of healing, a 
realization of the nature of the problem carries with it the possi­
bility of wholehearted change. 

Here is a book that can make a difference. 

-CORNELIA SCHWARTZ 



From "Morality and the Experience of Knowledge," Chap­
ter 7 of The Experience of Knowledge, by John F. Gardner 
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A man is replenished through love. "What a man loves, that 
he has .... " When one loves the environment he lives in, the 
people he meets, the ivork he does, the world fills him with its 
oivn positive content. He grows generous and charitable. His 
overflowing goodwill is felt by others as a blessing, 'Which they 
gladly return in their goodwill to him. 

But the man ivho does not love has not this ever-renewed 
fullness. He is like a ivell whose water not only does not over­
flow as a spring, but whose water level is progressively drop­
ping. Because this man looks upon the world a1·ound him frorn 
a distance, 'With indifference or distaste, he finds nothing in 
it to touch his hea1·t. For him, events do not yield their secret 
life. They are all mask. 1l1asks cannot be loved . When love fails, 
the ivells7Jrings of the affirmative self sink. The receding waters 
create a kind of suction that iue may call negative self hood, or 
selfishness. The self does not flow out'wards into life, bu,t seeks 
to draw Zif e in to'wards itself. It tries to fill its lack of being by 
much having. And this is a chief characteristic of modern West­
ern 1nan. He is addicted to possessions. He seeks happiness pri­
marily through the quest for money, powe1·, and P'testige. 

The difficulty is, a dying spring cannot be revlenished by 
pouring into it 1nore 'water, but only by a 1·enewed uvwelling 
from its oivn devths. No arnount of desire to vossess things can 
make up fo1· the failu.1·e to love things. "What a man loves, that 
he has; but by desire he robs hi-mself of that love." Desire is 
selfishness; its suction comes f'rom inner emptiness. This empti­
ness is a state of non-being. Non-being is a hunger that asks to 
be fed. The only food that ivoulcl genuinely still the hunger of 
non-being is being. But our culture, instead of recognizing what 
is 'Wrong and learning hoiv to 'remedy it, has hastened still f'ur­
ther along the road that brought it in the first place to hunger 
instead of satisfaction. It pursues its insatiable appetite for ma­
terial goods and services, ivith a drive that threatens to devas­
tate the en,tire earth. 

Who does not love, cannot create. And the man who can 
ne'ithe1· love no1· create is no real ma.n. To beco1ne creative one 
niust kno ·w ho'lu to rise above per8onal limits and take inspira­
tion from the other and the higher. And then one must know how 
to find his way back, alloiving this inspiration to flow th1;ough 
hiniself into deeds of initiative. To br'l·ng poiuer from beyond 
the self into the self, that it may flow out again through loving 
acts, this is to become creative. Th1'.s is the gain of right cogni­
tion, and the loss to be expected from wrong cognition. 

"The man who ca.n enter and leave at will is at home," said 
George MacDonald. Through right cognition man finds the way 
out of himself lovingly, and back into hi'mself creatively; and 
thus he makes himself at home, yet free, in the universe. 
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BETTER LATE THAN EARLY: A NEW APPROACH 
FOR YOUR CHILD'S EDUCATION 

by Raymond S. lltJoore & Dorothy N. Moore. 

Reader's Digest Press, New York, 1975. $7.95 

As we have reached the middle of the 70's, common sense 
seems to gain ground. Out of the chaos of the decade, we are 
gradually coming to our senses. We have learned to question 
practices long taken for granted. We preserve and protect more 
than we have done in the past. 

One of the positive symptoms of this shift is the fact that 
Reader's Digest Press .has published Bette1· Late Than Early. 
This book takes a hard look at the prevailing attitudes towards 
early schooling. It advocates the child's need for protection, 
warmth, "parenting'', "homing" (vs. schooling) for a much 
longer time than the accepted norm in this country; and school 
learning should begin "better late than early", after the child has 
reached an integrated maturity level, because premature intellec­
tual teaching results not only in an enormous amount of wasted 
effort by parents and teachers who feel compelled to teach the 
young child facts and skills for which he is not yet ready, but it 
will also result in actual damage to the child, possibly leaving 
him scarred for life. 

The authors have all the ammunition needed to make their 
points. They present the most complete and the best organized 
research material available in the field of early education. (The 
bibliography lists 161 entries.) This represents the mature fruit 
of a lifetime's work. The evidence is so solid that the foreword 
can challenge the reader: "If ... you find any research contrary 
to the evidence and conclusions presented here, we will be in 
your debt if you will send it to us." 

The text is permeated with life experience. All the com­
mon objections, theories, and doubts, are painstakingly an­
swered . In addition, valuable suggestions are given concerning 
the young child's learning power of imitation in such fields as 
play; discipline; language; character building; forming of hab­
its· suggestions, for example, for letting the child help alongside 
th; mother in the daily housework, until he will later assume 
independent tasks within the family life. 
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The book is divided into two parts. While Part II provides 
some interesting advice, it is Part I that gives the book its unique 
value. A list of its chapter headings may help to convey its scope: 

1. Behind the Early Childhood Scene 

2. Making the Laws 

3. Some Common Fears and Questions 

4. When They Are Ready for School 

5. Developing Attachments 

6. Opportunity for Parents 

7. Time and the Senses 
Vision 
Hearing 
Intersensory Perception 

8. Learning to Reason 

9. Comparing Early and Late Starters 

10. Comparing Home and School Costs 

The material presented in this book will be invaluable to 
those parents and teachers of young children who really want 
to know about the issues of early childhood education. Waldorf 
teachers will find detailed research support for their firm stand 
against early school entrance, and for the artistic, non-intellectual 
approach in their kindergartens and primary grades that can 
fortify them against the ever-recurring pressures for early 
reading. The book should also provide them with incentives for 
continuous close ,vork ,vith parents through study groups, work­
shops, conferences, or private discussions, so that home and 
school can work closely together for the welfare of the young 
child. 

-GISELA T. O'NEIL 

A newspaper reports on the ever-increasing intelligence 
tests for Pre-school and Kindergarten children. Sometimes, 
however, the adult has to admit that tots' replies show greater 
wisdom than the examiners. There was the picture of a cat, for 
instance, a cat without a tail, looking somewhat mournful. 

Question 26: What is missing in this picture? 

"They forgot to give Pussy his bowl of milk!" was the an­
swer of a good-hearted little girl. 
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A WIZARD OF EARTHSEA, by Ursula K. Le Guin Parnassus 
Press, Berkeley, California, 1968. 205 pages. Also ~vailable in 
Canada as a Puffin Book. 

A class teacher often wishes to set aside some time in class 
during the week - perhaps an extra lesson - to read a book 
aloud to his children. Or sometimes the opportunity presents it­
self to suggest a book to a child to read on his own, for instance 
over the summer vacation. If the child or children are about 
eleven or twelve years old, a book that can be highly recommend­
ed is Ursula Le Guin's A Wizard of Earthsea. 

Earthsea is an imagined archipelago comprised of many 
central islands surrounded by four Reaches. In the northern sea 
on the island of Gont, a land famous for wizards, a young boy 
called Sparrowhawk begins his career, which is to culminate in 
his becoming both dragonlord and ... 4\.rchmage. In the Deed of Ged 
and in many songs his life is told, ". . . but this is a tale of the 
time before his fame, before the songs were made." 

Young Sparrowhawk realizes his powers early and is ap­
prenticed to Gont Island's Master Wizard who gives him his 
true name, Ged. But Ged is impatient to "enter at once into the 
mystery and mastery of power" and so leaving the Master Wiz­
ard, who proceeds too slowly to suit Ged, and his home island 
he joins the School for Wizards in the south. Driven by pride and 
jealousy Ged is· tempted to try certain dangerous powers too 
soon and a terrible evil shadow is let loose by him in the land. 
The shadow pursues him and tries to take hold of his very being, 
to turn him into an instrument for evil, "devouring him out from 
within, owning him", turning him into a gebbeth. After some 
perilous journeys Ged returns to the old Master Wizard, Ogion, 
who tells him: "There is no safe place . . . the shadow seeks to 
destroy your true being ... you must turn around ... seek what 
seeks you .. you must hunt the hunter." 

And Ged goes hunting. The last third of the book tells of his 
quest and in good literary style (which pervades the whole work) 
maintains a rhythm of breathtaking suspense and relief-giving 
release. Finally Ged sails out beyond the islands of the Eastern 
Reach in his little boat Lookfar, out on the Open Sea "beyond 
the sources of the sea and eastward behind the gates of daylight." 
He comes to a place where the Open Sea seems land and he walks 
away from the boat. A shadow comes towards him over the sand. 

"At first it was shapeless, but as it drew nearer it took on the 
look of a man." Indeed, it took on the shapes of all the men who 
had played some part in Ged's life. As the shadow becomes black­
er and more grotesque, Ged lifts his staff which burns ever 
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whiter and more radiantly. "In silence, man and shadow met face 
to face . . . aloud and clearly Ged spoke the shadow's name, and 
in the same moment the shadow spoke without lips or tongue, 
saying the same word : Ged. And the two voices were one voice 
... Light and darkness met, and joined, and were one." 

Ged's quest ends with the conquering of self and so the story 
ends, but presumably this is just the beginning, for Ged now 
enters upon his legendary career, begins his real work. This in­
terlude was merely the preparation before taking up his life's 
task. How apt for a child just about to enter that period of his 
life when intellectual independence and pride play counterpoint 
with emotional turmoil and struggles of the soul, when inner 
development and refinement are preparing the way for posses­
sion of the threefold being of man by the ego. In this mythical, 
pre-Christian narrative, replete with dragons, witches and wiz­
ards, the religious striving to discover the nature of one's true 
being is presented to the reader in a highly readable and satisfy-. 
1ng way. 

To quote from The Creation of Ea, ,vhich tells how the is-
lands of the Archipelago and the Reaches were created: 

Only in silence the word, 
Only 1n dark the light, 
Only in dying life. 

-MEL BELENSON 

A mother has solved the violence-on-television problem in 
her home. Her children may watch an evening show until some­
one gets hurt or killed. Then the TV has to be turned off. Every 
evening shouts of "Don't hurt him! Don't hurt him!" come from 
the family room. 

Time in front of the set is down to about 5 minutes a night. 
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BOOKS ON EDUCATION BY RUDOLF STEINER 

Discussions with Teachers $4.95 
Education as a Social Problem 5.50 
Education as an Art (by R. S. and others) 1.95 paper 
Human Values in Education 5.50 
The Kingdom · of Childhood 6.75 

3.50 paper 
A Modern Art of Education 6.95 

3.50 paper 
The Education of the Child in the Light of 

Anthroposophy 1.50 paper 

BY OTHER AUTHORS 

Edmunds, L. Francis, Rudolf Steiner's Gift to 
Education $2.95 paper 

Frommer, Eva K., Voyage through Childhood: 
a description of child development 5.00 paper 

Glas, Werner, Speech Education in the Primary 
Grades 3.50 paper 

Glas, Dr. Norbert, Conception, Birth and Early 
Childhood 2.50 paper 

Grahl, Ursula, The Wisdom in Fairy Tales .95 paper 
Grunelius, Elisabeth, Early Childhood Education 2.00 paper 
Harwood, A. C., The Recovery of Man in Childhood 4.95 paper 

The Way of a Child 2.50 paper 
Konig, Dr. Karl, Brothers and Sisters 2.25 pap·er 

The First Three Years of Childhood 5.50 

von Baravalle, Dr. Hermann, Introduction to 
Astronomy 3.50 paper 
Rudolf Steiner as Educator 1.25 paper 

von Heydebrand, Dr. Caroline, The Curriculum of 
the First Waldorf School (with supplement 
for English schools) 2.95 paper 

zur Linden, Dr. Wilhelm, A Child is Born: 
pregnancy, birth and first childhood 6.95 

3.50 paper 

Order from Anthroposophic Press or St. George Book S ervice: 
addresses in the ad section. 



Waldorf Teacher Training 
THE WALDORF INSTITUTE OF SOUTHERN CALIFORNIA 

at HIGHLAND HALL 
17100 Superior Street 

Northridge, California 91103 

announces Hs Fourth Annual Waldorf Teacher Training Program 
commencing September 20, 1976 to June 10, 1977. This intensive 
one-year Program is housed at Highland Hall, a Waldorf School, 
with grades Nursery through Twelfth. For full details please send 

for our brochure. 

ADELPHI UNIVERSITY 
E WALDORF INSTITUTE FOR LIBERAL EDUCATI 

GARDEN CITY, NEW YORK 11530 

Dr. John F. Gardner, Director 

...unaa ... • 

An intensive, full-time, one-year course for the Master of Arts degree 
in Elementary Education, examining the foundations and practice 
of Steiner's pedagogy in a Waldorf School setting . 

Brochure on request. Limited enrollment. 

WALDORF INSTITUTE OF MERCY COLLEGE OF DETROIT 
8469 EAST JEFFERSON 

DETROIT, MICHIGAN 48214 

Directors: Werner Glas, Hans Gebert, Ralph Marinelli 

* ORIENTATION YEAR: A study of the wide span of Steiner's research lead­
ing to new vocations and opportunities for service. 

* TWO PROGRAMS IN WALDORF TEACHER TRAINING: One with and one 
without State Certification. 

* A SPECIAL COURSE IN WALDORF EARLY CHILDHOOD EDUCATION: Lead­
ing to work in Kindergartens, Nursery Classes and Day Care Centers. 
Also valuable for parents. 

Financial Aid Available. 

Accredited by the North Central Association of Colleges and Secondary Schools. 



A Journal for Contemporary Education 

Published twice yearly by the Steiner Schools Fellowship of Great Britain 

July 1975 issue: THE FREE SCHOOL 
Then and Now ................. .......... .... ................... Eileen Hutchins 
The Idea of a Free School ................. ... , ......... ....... . Rudolf Lissau 
Waldorf Education, a World Movement ........ L. Francis Edmunds 

January 7976 issue: THE USE OF IMAGE 
In factual teaching 
In the Class-Teacher period 
In fostering moral insight 
In art teaching 

Articles, comments and book reviews .............. .. $1 .50 a copy 

from ANTHROPOSOPHIC PRESS 
258 Hungry Hollow Road 
Spring Valley, New York 10977 

'eDrJ.e BD~" 
g(fJICe 

The MELN I KERS 
P.O. BOX 225 

SPRING VALLEY, N.Y. 10977 
Tel. (914) 623-7852 

We ca·rry the most complete stock of books on 
WALDORF EDUCATION by RUDOLF STEINER and other authors: 

Also in stock : 

BETTER LATE THAN EARLY- ------·---- by R. & D. Moore $ 7 .95 
COMPLETE GRIMM'S FAIRY TALES illus. by J. Scharl $12 . 95 
COMPLETE RUSSIAN FAIRY TALES ______ by Afanes'ev $12.95 
A WIZARD OF EARTHSEA ________ by Ursula K. LeGuin $ 6.50 

We pay postage on orders of $8.50 and over. 
On orders under $8.50, please add 50c for postage and handling. 
N.Y. State residents , please include applicable sales tax. 
Write to us for a free list of books on Waldorf Education . 



"Love is the golden thread throughout all education for individuality and free­
dom. He who at any stage loves, is living his own life. For the youngest child, 
imitation is active love; for the elementary school pupil, obedience and trust are 
feeling love; and at adolescence, a burning· idealism becomes thinking love. 
But the all-important love of the young for parents and teachers, which makes 
all later love possible, is a function of their faithfulness to the role fate asks the,m 
to fill with their 'authority.' Who shirks legitimate, needed authority fails to 
educate through love." ' -from the new book by John Fentress Gardner 

THE EXPERIENCE OF KNOWLEDGE 
Essays on American Education 

The director of the Waldorf Institute fOf Liberal Education, of the Myrin Institute 
for Adult Education, and former head of the Waldorf School in Gorden City offers 
his analysis and proposals for the renewal of education, based on 25 years, teach­
ing and administrative experience. This book is a landmark in relating Waldorf edu­
cation to the mainstream of American life . It is written with exceptional clarity, depth, 
and beauty of style. 

WALDORF PRESS, PUBLISHERS 
Adelphi University, Combridge Ave. 
Garden City, New York 11530 

(Cloth, $8.95; paper, $4.50. Postage and handling, 35c) 

and Your Baby'' by 
a list of our baby 
our complete mail 

SPRING VALLEY, N.V. 10977 



MAN AND WORLD 
IN THE LIGHT OF 

ANTHROPOSOPHY 

by 

Stewart C. Easton 

Here is an important and comprehensive introduction to Rudolf 
Steiner's work and thought written by one well-qualified to produce 
such a book. Dr. Easton has been active in anthroposophical enterprises 
for forty years. His interest in anthroposophy has led him to look after 
"children in need of special care of the soul," study biodynamic farming, 
and take part in the administrative affairs of the Anthroposophical 
Society in the United States and Canada. 

Man and World in the Light of Anthroposophy is presented in an 
easily readable style. The first part of the book discusses anthroposophy 
as a body of knowledge; the second, the role of anthroposophy in prac­
tical life, includes chapters on education, science and the arts. Extensive 
references to Rudolf Steiner's works and those of other anthroposophists 
terminate each chapter, and a full index is included. All-in-all a remark­
ably complete introduction to the broad field of anthroposophy. 

544 pages, indexed Paperback, $6.95 

-·-
Rudolf Steiner's 

STUDY OF MAN 

Fourteen lectures given in Stuttgart, August 21st-September 5th 1919, 
to the teachers of the original Waldorf School as a preparation for their 
tasks in the first school to be founded on the work of Rudolf Steiner. 
These lectures are not, however, only concerned with education; they 
contain Steiner's fundamental views on the psychology of man. 

192 pages Cloth, $10.50 Paperback, $4.95 

ANTHROPOSOPHIC PRESS, INC . 

Booksellers & Publishers 
258 Hungry Hollow Road 

Spring Valley, N. Y. 10977 



THE PFEIFFER GARDEN BOOK, Bio-Dynamics in the home garden ·---·----·-·-····$ 3.55 

AGRICULTURE, A course of eight lectures ........ ·--···R. Steiner.· - --·····-··PaPerbound 5.75 
hardcover 8. 75 

COMPANION PLANTS AND HOW TO USE THEM 
H. Philbrick and R. Gregg .. ····-···---··-··-··-···-············-····--···-·-··••··········-·····-·-····-·---·-- 5.20 
Beneficial and harmful effects of plants on each other . 
Includes description of the Pfeiffer Sensitive Crystallization method and its 
use in the study of plant relationship. 

THE PLANT .. ·-·········-···-··· ·········-····-G. Grohmann .·--········· ···-·-··--······-······Paperbound 7.95 
hardcover. 15.00 

THE BUG BOOK-Harmless Insect Controls .. -················-····-·····J. and H. Philbrick 4.20 
GARDENING FOR HEALTH AND NUTRITION .............. .. _.J. and H. Philbrick 1.50 

BIO-DYNAMIC FARMING ( Articles 1942-62 ) ............. ·-·············-·-···E. E. Ffeiffer 2.80 

THE METAMORPHOSIS OF PLANTS.·--·-·-----··-··-·-·-···-··········-····-·.J, W. v. Goethe 2.10 
WEEDS AND WHAT THEY TELL ·--·-··-----····--···-- ············ ····· ······ ·····--E, E. Pfeiffer 1.95 
NINE LECTURES ON BEES ... ·-· --···-----····-····----··--·--··-·- ·-······--·· ·Rudolf Steiner 6.20 
THE HERB CHART 18" x 36". ·················-··E. Speiden-Gregg ..... ·--·-·-··-······Jolded 1.25 

rolled 1.65 
THREE LECTURES ON BIO-DYNAMICS 

H. H. Koepf ( B. D. Mag. No. 88 )--· -············-···············-···········- ···-·····-·-·---·-··- 1.60 
BIO-DYNAMICS, THREE INTRODUCTORY ARTICLES. ·-····--···· ···E. E. Pfeiffer 1.00 

NITRATE, AN AILING ORGANISM CALLS FOR HEALING ... ·-···-H. H. Koepf 1.90 
EFFECTS OF METHODS OF PRESERVATION ON FOOD VALUES 

H. H. Koepf .. _............. ---- -····-- ------·--·--· ·--·-··-----------·-····-·-···--·······----··--··········--· .50 
COMPOST, WHAT IT IS, HOW IT IS MADE, WHAT IT DOES ...... H. H. Koepf .75 

BIO-DYNAMIC TREATMENT OF FRUIT TREES, BERRIES, SHRUBS 
E. E. Pfeiff er··-· ·-····· ····- - ··- ····· ··-·-·- ···--·-- -· ··············· -· ····- .. -.... .............. .. _..... 1.00 

BI O-DYN AMIC SPRAYS_···· ·-··-··-·-· .. ----·-----··-····-······ ····-····-····-·E. Speiden-Gregg . 75 
BIO-DYNAMIC COMPOSTING ON THE F ARM ........ .......... ·-····-······-·---·P. Blaser .60 

FROM SEED TO SEED----- ---·-······-··-- ·-·-·-····------··--··· -··-· .. ····-- ······-· ····-······ 1.00 
HOW MUCH COMPOST SHOULD WE USE? .... ..... ·-························E. E. Pfeiffer .50 
ART AND SCIENCE OF COMPOSTING-The Chromatographic Method.. __ ··-·· .75 

UNDERSTANDING THE HONEY BEE ...... ·-·····--···· ·····-···· ······ ·······C. T. G. Baker .80 

THE ART OF BEEKEEPING· - ··············· ·-·········-······ .. ····- ········ .. ······Paul M. Allen 1.10 

PRIMER OF COMPANION PLANTING·-··············-····· ············-··········-······· .......... _ .75 
THERE IS A DIFFERENCE ( shown by chromatograms) ········· ···- ······V. E. Irons 1.00 
HERBS IN NUTRITION ...................... ....... M. Geuter ......... .............. - ... paperbound 2.50 

hardcover 3. 95 
R ULNI MOON CALENDAR ....... ... ···•-- ·••······•-• ·••·················- ···········-·--······-·· ·····- ·· I.IO 
Any 10 available back issues of Bio-Dynamics ....... ·--· .. ·······-·······-·-··-·-····-·····--- 6.00 
Membership in the Bio-Dynamic Association, includes subscription ............ ·-··· -·- ··· 8.00 
Subscription to BIO-DYNAMICS Quarterly only, per year ........ ............. ......... _......... . 4 .00 
Single copy of BIO-DYNAMICS Quarterly..... ........ ............................... ____ 1.00 

Order from: Bio-Dynamic Literature 
Box 253 
Wyoming, Rhode Island 02898 

Please include payment with order. 
All prices of books include postage. 
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A real introduction to the use of herbs. 

May we suggest to Include this combination In your gift shopping: 

S 3.95 perbox 
S 7 .50 for two 
S 10.00 for three 

Add 50¢ per box for shipping. 

MEADOWBROOK HERB GARDEN 
Wyoming, RJ. 02898 



THE WALDORF SCHOOLS OF NORTH AMERICA 

Detroit Waldorf School 
2555 Burns Avenue, Detroit, Michigan 48214 

Green Meadow School 
Hungry Hollow Road, Spring Valley, New York 10977 

High Mowing School 
Wilton, New Hampshire 03086 

Highland Hall 
17100 Superior Street, Northridge, California 91324 

Kimberton Farms School 
Phoenixville, R.D. 2, Pennsylvania 19460 

Mohala Pua School 
Niu Estates, 350 Ulua Street, Honolulu, Hawaii 96821 

Pine Hill Waldorf School 
Wilton Center, New Hampshire 03086 

Rudolf Steiner School 
15 East 79th Street, New York City, New York 10021 

Toronto Waldorf School 
9100 Bathurst St., Thornhill, Ontario, Canada L3T 3N3 

Sacramento Waldorf School 
3750 Bannister Road, Fair Oaks, California 95628 

Vancouver Waldorf School 
2260 Philip Avenue, North Vancouver, B.C., Canada 

Waldorf School, Adelphi University 
Cambridge Avenue, Garden City, New York 11530 

Washington Waldorf School 
Hearst Hall, Wisconsin Avenue and Woodley Road, N.W. 

Washington, D.C. 20016 


