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Editorial:
A MATTER OF DISCIPLINE

There is probably no aspect of the theory and practice of
education around which at the present time so much controversy
rages as that of discipline, ranging from the advocacy of the
authoritarian imposition of law and order, to the permissive
connivance at personal freedom. That there could be two such
extremes, numbering among their supporters on both sides
people of sincerity and intelligence, and among their arguments
reasons which are founded on experience and logic, seems at
first incredible.

The explanation, however, is quite simple. Both are justi-
fied by necessity, but only when both work together in con-
formity with the two-fold nature of man: as an individual,
and as a member of a group. Controversy arises when either
method is held to be the only one possible, or when either is
claimed to be sufficient for all aspects of human behaviour. In
the one case the individual tends to suffer from too much re-
straint, in the other the community can be held up to the ransom
of personal liberty. Man as an individual is certainly a free
being who legitimately seeks the unfolding of his full individu-
ality, but he is also a member of an ordered community which
he has the responsibility to uphold and promote. Both require-
ments must be attended to; and discipline is the adjustment of
the former to the latter, with the authority to demand it where

it is not given.

Discipline then is morality in action; and the aim of any
moral law it serves is to establish an ordered as against a
chaotic environment. As no individual can achieve anything
worthwhile except in a stable environment, neither individual
opportunity nor social harmony is possible without it. Man as
a consciously evolving being must have an ordered environment
in which to evolve. We build houses and public buildings be-
cause we can the better conduct our business in them than we
could without; and we create societies, the rules and regulations
of which form the structure by which they are held together,
for the same purpose. Discipline, whether implemented by force
or mutual agreement, is the means by which they are maintained.

A society, then, is something which exists for the benefit
gf thg group as a whole. Every man as an individual, however,
is chiefly concerned with living his life in entirely his own way;



if he could do this or like Robinson Crusoe were obliged to do
this, he would be subject to no discipline save that of Nature.
But no man can really live apart from society; therefore his
desire for individual freedom must come to terms with the moral
law which holds society together.

A simple example makes this quite clear. We are obliged
by law to drive on one side of the road, because to drive any-
where else would make driving neither safe nor enjoyable for
anyone; and we punish anyone who disobeys that law by some
form of penalty or restraint until he agrees to abide by it.
Obedience to such a law is discipline, and must obtain for all
laws if they are to be effective.

_ Complications arise, however, when the laws are not so ob-
vious, or when to superior minds they are either corrupt or fool-
ish. Then they must either be replaced by better, or the discipline
breaks down and conflict breaks out — with the victory going
invariably to the stronger and not necessarily to the wiser of
the contending parties. All social unrest, activism, riots, revo-
lutions, even wars happen in this way.

. What then can eventually improve such a situation, for
it certainly cannot be improved immediately, the situation be-
ing far too complicated and man too immature? Only education;
education is the widest application of that concept, in which
certain fundamental truths have to be taught.

A great help to such teaching can be obtained if we first
overcome the belief that the moral law is some eternal, incontro-
vertible mandate laid down by God or some supernatural power
for the continuing conduct of human life. This gives an unfair
advantage to the human deputies empowered to enforce it, and
provokes instinctive opposition in those who have to suffer it.
Moral law is a creation of man. It has its origin in the thoughts
of men, who, faced with a certain situation work out the best
way of dealing with it; and then by the right vested in a chosen
few, or by the agreement of all, make it obligatory. But as ideas
can be improved upon as man'’s ability to intuit them progresses,
the moral law must progress too. It was once held as immutable
moral law, for instance, that an eye should be taken for an eye
and a tooth for a tooth, and although this practice hasn’t ceased
to operate in unfortunate personal expressions of revenge, it
has long since been discarded as an unworthy principle of social
morality. It must also be recognized that the basic motive of all
men is selfishness or egoism. This is not to indulge in cynicism,
but simply the recognition of the fact that individuality is at
first nothing but a strong sense of self. But selfishness is not
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the highest possibility of individual development. It is a step
on the way to true individuality; but the goal is the recognition
of the individual’s responsibility for the welfare of all men

among whom and by whom each one of us lives.

It is the basic task of education to assist in the devglopment
of true individuality. To do this, education must take into con-
sideration not only the age at which men are, but the highest
level of moral maturity they can be expected to reach in any
given case. The first, in so far as it concerns the growing child,
will be largely a matter of learning to accept and respect the
ways of the society into which he has come, until he is mature
enough to show, either by example or by thgz exercise 9f his
social rights, a better way of doing things. This is education as
it applies to homes and schools; and as such the school must,
and the home should, have and exercise the authority to do this.
How that authority shall be exercised is a matter for the art
of discipline which will depend on the methodology adopted; but

however much that may vary the result aimed at should be the
same. A.H.

T F

(Helen’s) past experiences and associations were all against
me. I saw clearly that it was useless to try to teach her lan-
guage or anything else until she learned to obey me. I have
thought about it a great deal, and the more I think, the more
certain I am that obedience is the gateway through which
knowledge, yes, and love, too, enter the mind of the child.

From A WORLD OF DARKNESS by Anne Mansfield Sul-
livan, letters she wrote to the director of the Institute for the
Blind when she began to teach Helen Keller, then siz years old.






direction of their own? The fact that imitation, instead of self-
direction, is so pronounced among adolescents raises an edu-
cational question. Was imitation, which is the learning mode of
the very young child, given its proper due during the early
childhood years? What did they imitate at home as young
children?

Here we approach a sad chapter of upbringing today. The
old norms are gone. Modern mothers seem often to be without
instincts for the real needs of a young child. There are no tra-
ditions to fall back on, only uncertainty, at best, hopelessly un-
workable theories about treating the child “as a person.” You
only need visit a modern home or observe a family meal — and

you know it all!

“What would you like?”’ “What do you want?’ — These
questions in many variations form the atmosphere surrounding
the young child. However well intended, the continuous cater-
ing to his wants acts as a poison to the young soul. It awakens
premature consciousness of his likes and dislikes, his wants and
don’t-wants, as if these were of greatest importance to him and
to others. They become an integral part of his vocabulary and
of his responses at the dinner table, at getting dressed or going
to bed, during leisure time, and in and out of school. The child
becomes prey to the whims of the moment: now I want to do it,
now I don’t want to do it! This forms hindrances in his social
conduct and creates discipline problems, causing a bleak outlook

for growing up.

In the very young child, the likes and dislikes may sound
cute and amusing; in the long run, however, they breed the
worst form of egotism, self-centeredness, and blindness to the
needs of others or of a situation. They narrow down his inter-
ests to what rises within him at the spur of the moment. He
may not feel like doing things that need to be done, resulting in
lack of discipline on all fronts.

The consequences of this child-centered upbringing come
to full force with the awakening of the critical faculties at
puberty and during the stormy years of adolescence. They mani-
fest themselves then as moodiness, arrogance, criticism, rejec-
tion, irresponsibility, raw egotism, doing things for kicks, or
even vandalism and destructiveness. In milder forms they show
up in the attitude of taking things continuously for granted,
having things done for them, given to them, without apprecia-
tion or even awareness of the effort, the cost, the work, the
source, the giver involved.

& & X

What then can be done? Should be done? If the forming
from outside has become obsolete (although a modicum of cour-



tesy and good manners should not be abandoned), can we help
the child by other means to develop eventually into a mature,
responsible person? And how can this be done?

Let us use an analogy: every gardener knows that in order
to enjoy blossoms and fruits, careful early work is required in
preparing the soil, planting the seeds, tending the growing
plants. Roots, stems, and leaves need much care in order for
blossoms to appear. Pruning may be necessary; insects and
weeds must be eliminated.

Education, like gardening, is a life-process that requires
time and care. Like the plant, the child goes through various
phases of maturing: and the educator (the parents or teacher)
can well be likened to a gardener who cannot harvest through
neglect. The gardener will not be able to change a rose into a
lily, but he can certainly, with the proper know-how, nurture
the rosebush until it bears blossoms; and so can the educator aid
the child to bring out his innate human qualities which, without
adequate help, might suffer the fate of the rosebush that blooms
sparsely or not at all.

We are now talking about the education of the moral ]ifp,
not about intellectual training. And we have to look at it In
three phases: the early childhood years, the elementary:schoo]
age, and adolescence. They relate to the growing child, just as
the root, the stem with leaves, and the blossoms relate to the
unfolding plant.

If the goal is responsibility, inner discipline, the willingness
to do one's share, and eventually the ability to give oneself di-
rection and purpose in life, the soil for this blossoming will have
to be prepared early in life.

Responsibility grows out of love, which in turn has grown
out of gratitude. Rudolf Steiner gave this sequence in an 9Qu-
cational lecture in Holland, in 1924,* as the three soul-qualities
to be fostered during the three phases of growing up: than}cful-
ness during the years of the preschool child; love as the virtue
for the elementary-school years; responsibility as the outgrowth
of these qualities during the adolescent period.

If these concepts seem startling to begin with, they become
ever so obvious to one working with children and reflecting
upon life in general. Isn’t thankfulness and appreciation the
mother-soil for love? And then, doesn’t genuine love, not infatua-
tion, lead to the wish to reciprocate, to help, to do one’s share? It
is so in life, and it works also in the education of the child.

During the early years, when everything is given to the
child and he is solely a recipient, isn’t thankfulness the natural
response? Fortunate is the child who can learn early in life to

*Rudolf Steiner, Human Values in Education. Ten lectures given in Arn-
heim, Holland, July 1924. Lecture Six. Rudolf Steiner Press, London, 1871.



bow his head in reverence and gratitude at the dinner table,
while the family says grace; fortunate is the child who, before
going to bed, is led to look up to the stars and the moon at night
in thankfulness and security for their watching over him while
he sleeps; fortunate is the child who is guided to speak a prayer
in bed, in thankfulness for the varied gifts of the day; fortun-
ate is the child who can even thank the sun for shining or the
rain for watering the trees; fortunate is the child who can live
in a family atmosphere where gratitude and appreciation are
expressed for the work and care that father and mother con-
tribute daily. Indeed, fortunate is the child who can thus 1m1t?.te
the very gestures and language of gratitude, thereby learning
from early years to turn his attention to the source of the many
and varied gifts of life, instead of concentrating on his own

wants.

In the above-quoted lecture Rudolf Steiner summarized the

child’s need to experience thankfulness:

Why does the child do this or that in the years before
he is seven? Because he wants to imitate. He wants to
do what he sees being done in his immediate surround-
ings. But what he does must be connected with life, it
must be led over into living activity. We can do very
much to help him bring this about if we accustom the
child to feel gratitude for what he receives from his en-
vironment. Gratitude is the basic virtue in the child be-
tween birth and the change of teeth. If he sees that
everyone who stands in some relationship to him in the
outer world shows gratitude for what he receives from
this world; if, in confronting the outer world and want-
ing to imitate it, the child sees the kind of gestures that
express gratitude, then a great deal is done towards es-
tablishing the right human moral attitude. Gratitude
1s what belongs to the first seven years of life. (Page
125)

During times of loss and loneliness — times that will be
encountered by everyone — it has become part of folk wisdom
to learn to “count one’s blessings.” This means to find consola-
tion by actively replacing self-pity with the feeling of gratitude
for the gifts of life that remain. How much richer, happier, and
more fulfilled the lives of our children could be if, instead of an
impoverishing self-centeredness, their parents and teachers were
to foster the life-habit of thankfulness for the many blessings
around them, which otherwise remain unnoticed and unap-
preciated.

E ] E

The cultivation of thankfulness should not cease with the
elementary-school years, but as the child becomes ready to leave
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the small family unit and go to school, a new learning force,
beyond that of imitation, comes to the fore. “Do as I do” is grad-
ually replaced by “love as I love”. Love for learning and love
for his teachers now expand his inner horizon. (However, pre-
mature schooling before the child is ready and longing for it,
will certainly suffocate this love of learning.) Again, fortunate
is the child who can learn from loving and enthusiastic teachers
in an atmosphere of sympathy—from teachers who can open his
soul to the beauty and wonders of nature, and to the achieve-
ments, struggles, and possibilities of man as they are depicted
first in myths and legends, and later in historical figures. Fortun-
ate is the child who can glow for heroes, legendary or historical,
for their courage and their victories over adversity, who can iden-
tify with the good forces that prevail, and can develop antipathy
for base deeds. A student who can react with anger and indigna-
tion, even outrage, to unjust or destructive actions as they have
occurred in history, is well on his way towards responsibility. He
will not tolerate destructiveness and irresponsibility in his en-
;;i_ronment, because moral feelings are implanted deeply within
im.

Here we have to say a word about the prevalent indiscrim-
inate television-viewing by children, where misfortune and de-
struction become funny and provide amusing entertainment.
There the child lives in an amoral climate, his values become con-
fused, his feelings callous, his responses paralyzed. Any parent
who cannot see this detrimental influence on the moral develop-
ment of a pliable, vulnerable child, must be blind.

But what about the child who displays amoral tendencies
through his indifference towards good and evil, to whom all is
the same, whose heart forces are inactive? Love cannot be taught
directly. Rudolf Steiner, in the above-mentioned lecture, sug-
gested that

If we perceive that what is good does not really please

him, neither does what is bad awaken his displeasure

... & knowledge of human nature will prevent us from

setting about things in such a way that we say: this

child is lacking in love for the good and antipathy for

the bad. I must instill it in him! This cannot be done.

But things will go of themselves if we foster gratitude

in the child. It is therefore essential to know the part

gratitude plays in the course of moral development in

life. (Page 126)

Love grows out of gratitude; the feeling of responsibility, as
the blossoming of the earlier stages, awakens with adolescence.
Although there are some children who may show this quality
in earlier years, they are the exception. This does not mean
that, until it awakens, children should not be asked to do things,
gshould have everything done for them — far from it!

¥ t »



Children love to participate. The toddler wants to be around
his mother, yearns to imitate what she does, wants to do with
her what she is doing. If she does not respond, but instead puts
him out of her way, she is laying the foundation for no partici-
pation in the years to come. Parents create the situations In
which they later find themselves. And if the teenagers still
come to the table and leave the table without moving a finger
to help, or sit in front of the television while mother slaves in
the kitchen or is cleaning the house, these are only the natural
consequences of her having put them out of her way (and in
front of the box) in the first place. If instead, young children
are permitted to be ‘under foot’, are encouraged to ‘help’ and
to ‘work’ alongside the mother, at first in the spirit of imitative
play, they will be happily engaged. In time their untrained
fingers will become skillful, their clumsy hands become capable,
and many of the tedious household chores can be accomplished
cheerfully (remember, we are still in the imitative phase) to-
gether with the mother, and later alone. “Come and be my
helper” should be the initial attitude towards establishing the
family habit of everyone is to help, everyone is to participate.

Children who learn early to be useful, to do constructive
work, to contribute in small and then in larger ways, having
their work appreciated and valued, will not easily become dis-
cipline problems. But children who are non-participating, un-
occupied, bored and ever dependent on stimulation from outside
for entertainment, expecting constantly to have things done
for them, will be far less cooperative at home and in school.
And their path to maturity will be blocked by poor habits and
attitudes.

% W

Adolescence need not be a time of instability and confusion.
It can be a period of learning, of intense idealism, of love for
the whole world. A youth who has been taught in early child-
hood to look in thankfulness to the source of the many gifts of
life, who has been guided during the school years to love the
good and to abhor evil, will have a moral basis for his intellec-
tual capacities and judgments as they awaken with puberty.
He will be able to act and to judge out of his own insight, with-
out the need to imitate his age-peers. He will also know his
proper place in life, in proportion to other people’s contribution.
He will want to build upon, not tear down the work of others.
He can look forward to the future, with all the idealism of youth,
to the time when he will be able to make his contribution to
society.
By way of gratitude and love, he will come to responsibility.
These are the goals for an education of the moral life; and
reality will often fall short of the attainable ideals. But, unless
we know firmly the direction, we will never find the way.
—Gisela T. O’Neil
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came into the house. Someone flew out for the mail and handed
it round (normally a counselor’s task). Soon they were out
again to fix lunch. It all seemed to be down on paper. Two went
off to the garden. Two had the small children. Two did the blue-
berries. Half a dozen tackled the sandwich job. I began to
breathe more easily, and when finally they sat down on the grass
for their meal, I stole downstairs to forage for mine.

Presently to my delight someone broug_'ht the small children
up for their naps, usually a counselor’s job. A new lot were
clearing up the lunch. Now, I thought, the long afternoon and
no swimming! I braced myself for trouble. Well, they lolled
about: no fights, everyone looked too bored. Lo! at 3 P.M. on
the dot they all jumped up for snack and the small children were
brought down with their hair nicely brushed. Then they went
in a bunch to the end of the lawn and — yes! — began to re-
hearse our play, a fairy tale we had just started to work on in
the evenings. The chief actors were taking charge. There were
noisy arguments, but they got all the way through it — and
then flopped on the grass. Eventually they trooped off to the
barn; normally some of them had chores there at this hour and
I wondered whether they would do them. But, I thought, they
can’t be angels much longer, and I ran out to put some chocolate
bars on the table and a great pot of soup. When they returned,
sure enough with the milk pail and eggs, I could hear, “more
sandwiches”, but then a shout as someone spied the soup and
chocolate. Some of them looked up at my window, grinning, but
I kept out of sight. Again the boy appeared with his paper, and
they accepted their supper jobs from him quite meekly. I no-
ticed a few yawns as they ate on the grass again, and many lay
full length when they reached the chocolate moment; they were
all pretty quiet. I felt sorry for them.

Soon the small children were brought up to bed, just as the
counselors would have done; all signs of food cleared away out-
side; I could hear the dishes being washed in the kitchen, and —
to my utter amazement — the diningroom tables being set for
breakfast: they had thought of that! Yes, but still more hours
to get through. Some went off for volley ball. Two actually wa-
tered the garden. Finally it was dark, and I heard them clumping
into the house, running baths. And lo! at 9:30 on the dot, on the
dot, a quiet house. I would have loved to go and give everyone
of them a big hug.

And now imagine our gay, noisy breakfast the next morn-
ing! They told their stories over and over. Obviously they knew
that they had put on a good performance. I told them joyfully
that I was proud of their response, and that I thought we were
all quite a bit older than we had been two days ago. “So now,
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empty one in front of him and proceeded in the most nonchalant
manner to gobble up Lenny’s food, still chatting with the others.
The children opposite were absolutely aghast — their mouths
dropped open. I didn’t look to see how Lenny was taking it. It
was only a couple of minutes, of course, when having eaten his
food I could signal for the plates to be taken and dessert brought.
Lenny ate his dessert right up. Not a word did I say about the

happening.

The next day I repeated the procedure as if it were the
most matter-of-course event. Again the children were shocked.
Nancy and I kept up our cheerful talk. Lenny gobbled his dessert

as usual.

The third day he managed a few bites and looked sheep-
;s.hly at the other children as I put my empty plate in front of
im,
On the fifth day when I reached for his plate, it was empty!
He looked up at me and grinned. And the children, who were
watching, shouted. I laughed too, and said, “Now we can all en-
joy our dessert.”

That was the end of my trouble with Lenny. I still had to
watch him carefully, particularly at snacktimes. But by the end
of the summer he had gained weight and had learned to eat

vegetables,

That’s a simple story, but again there’s the element of sur-
prise and the fact that there was no scolding, no sign of my
genuine concern; on the contrary, as gay and casual an atmos-
phere as I could create. Those are factors I have found helpful
when suddenly there has been a need for “discipline”.

—Gladys Hahn

FRKE
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The Festivals of the Year

The Waldorf schools all over the world consider the cele-
bration of the great seasonal festivals as part of their curricu-
lum. Each festival — Michaelmas (Sept. 29), Christmas, Easter
— is preceded by a time of intense preparation in story telling,
reciting, eurythmy, learning a play, singing, painting, model-
ling. The actual celebration takes place in every classroom and
also on the stage for the whole school population. Some festivi-
ties even take place outside, particularly on St. John’s Day —
Midsummer — if the school has a summer program. All these
preparations and celebrations create a certain atmosphere in
the school and certain moods in the children. Moods are power-
ful tools of education. Not in the first place for intellectual
education. But, as you know, the intellect does not take first
place in our schools, since it does not take first place in the
natural development of the small child either. For the emotional
and social maturing and for the strengthening of the forces of
creative will, no means are as powerful as the rhythmic expec-
tation of recurring moods, the artistic repetition of preparation,
production and enjoyment. The time our children spend at school
is for Waldorf teachers not only a preparation for later. ‘“Later”
for us is the natural consequence of “now”. And so we do our
utmost, aided by the curriculum, to help the children every day
in their efforts to become at home in the world, by nurturing
their emotional life and by training their ability to start and
complete work.

Human life takes place on earth in many realms at the same
time. One of the essential realms is that of time. To the children
time is of the greatest importance, for to those fast and rhytl'}—
mically growing beings time has deeper articulations than it
has to adults, who take time as the shadow of their calendar. We
therefore commemorate each child’s birthday in class. We ob-
serve a natural division of activities during the school day,
striving to cultivate thinking in the morning, art in the after-
noon. A block of main lessons in one subject takes about.a
month ; the days of the week have each one a countenance of its
own. The days in their sequence become especially important 1n
the month of preparation for a festival, when “every day we
come closer.” But the essential division of time is the “mqmber-
ing” of the year into the four seasons. In today’s way of life we
have emancipated ourselves from the characteristic rhythms
of nature. Our earthly life has therefore become to a great ex-
tent “unnatural”. It could just as well take place in an artificial
environment on the moon. Not living with the rhythms of nature,
of which we are a part, makes us strangers on the earth. As
teachers we feel it our task to help our children develop the
power to overcome neurotic tendencies, which are the result of



15

living in such an alienated way. A basic consideration of Rudolf
Steiner’s unique Waldorf curriculum is: the rhythmical repeti-
tion of pedagogical moods that bring the year in its transforma-
tions alive for our children.

—Leo Heirman

TR

Many of us first learned about Waldqrf.educati?n
through Cecil Harwood's masterly description of its
methods and curriculum in his book, THE RECOVERY
OF MAN IN CHILDHOOD, or through his short intro-
duction (such a lovable one!) that was written
earlier, THE WAY OF A CHILD. B.oth books have
been helpful guides to several generations of Waldorf
teachers able to draw on the imaginative, humorous_,
thoroughly experienced common sense that was Cecil
Harwood’s legacy to us all. R.P.

A. C. Harwood — A Tribute

Alfred Cecil Harwood died on December 22, 1975, at the
age of 77. We speak of him here, although perhaps the majority
of parents will only know his name, because he was one of the
five teachers — the other four were intrepid women — who
opened the doors of Michael Hall in 1925 as the first Steiner
school in this country. It was at first called The New School,
an appropriate enough name, since it was offering something
intrinsically and not only superficially new in the education of
the children of an unimaginably new age. In a land of long-
established, deeply regarded private schools it was essential, as
Rudolf Steiner emphasized, that it should prove itself a ‘good
school.” That Michael Hall is still there after half-a-century with
at present 600 pupils under its wings tells something of the care,
the courage, the wisdom, the sheer work of the founding teachers
and, as all who knew them would testify, of Cecil Harwood in
particular.

When he left Oxford he had certainly had no intention of
teaching children. As a highly successful editor of his college
magazine, it was towards a life of writing he was steering when
he came upon Steiner’s thought. He soon realized he had also
been steering toward this, and realized too without much delay
what task he was now to put his hand to. As always his hand
took firm hold, and it was this inner firmness and solidity, which
had to do with honesty and directness as well as determination
and ‘nerve’, which helped so much in placing the school firmly on
the ground. There was also exceptional intelligence in him,
however, an alertness of mind to what he was dealing with, and
this he could wing with an imaginative power beyond the ordi-
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nary. This not only meant that the pupils who had him as class-
teacher and later as specialist in history, literature and classics,
the audiences at his lectures, the readers of his articles and
books, the spectators of his plays, could rejoice in the glance
apd p}ay of his mind, but also that he could give an effective
direction and order to practical affairs, so that already seasoned
organizers were ready to pay him tribute. More than as teacher,
even of older children, it was to him as chairman or treasurer
of the College of Teachers — he carried these responsibilities
for many years — that the School owes him its greatest debt.
But his contribution as such a central personality could prove so
valuab_le only because he was lit up with a living idea of man
and his education, and could splendidly enliven others with it.
He.alway§ tended towards the larger connections of things, even
while noting those between the details.

His colleagues found Harwood a colleague indeed. How-
ever little he wore it on his sleeve he had an extraordinarily
warm heart, and it was the ever-developing intercourse between
'_Chls, the clarity of his thought and his immense will to the work
in hand that made him so good for the school. It need only be add-
ed here that for two-thirds of the thirty-odd years that Cecil Har-
wood was fully engaged at the School he was also carrying
heavy responsibilities as chairman of the Anthroposophical
Society in Great Britain, a position he had held for close on
forty years when ill-health obliged him to withdraw from it
under two years ago. He was always ready to meet the demands
which life made on him, and do it cheerfully.

—Jesse Darrell

Reprinted from the Michael Hall (Sussex, England) Parents

Letter, with the kind permission of the editor.

Jesse Darrell began to teach at The New School in London soon

after it was founded and retired from Michael Hall only recently.

He was class teacher for several classes, religion teacher, history

gaaltl:her in the upper school and is presently active at Emerson
ollege.

Class Three had been hearing the story of the expulsion
from Paradise of Adam and Eve and of the Angel set to guard
its doors, and were now illustrating the story in their books.
Mary (with awe) to her neighbor Ann: Have you ever seen an

angel?
Ann: No.
Mary: Have you ever seen an archangel?
Ann: No.
Mary: Then that’s a very good drawing you're doing.

From CHILD AND MAN, January, 1976.
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Stories

Many times parents have inquired, “What can we do for
our children at home?” My response will be given not only from
a teacher’s standpoint but also from what I remember as a
child. Tell them stories! I remember the magic of storytime
and that storytime was entirely too infrequent. Children love
stories. They are deeply moved by stories. Stories uplift children
for days and memories of them last for years. More stories
would be told to children if teachers and parents were aware
of their true value.

The value of the story is manifold. “A story well told is
perhaps the best model of organization that a child can find
amidst the confusion of the visible and apprehensible world.”
(James E. Higgins, Beyond Words, New York, 1970, p. 50) In
a well-told story material is presented in such an imaginative
and natural way that the details are amazingly easy to recall.

The Little House books by Laura Ingalls Wilder provide the
perfect example. Through these stories the children receive a
detailed account of pioneer life in America. In the context of
the story they learn how the family smoked bacon, prepared
maple syrup, built a log cabin, and more.

Stories are also psychologically beneficial. They enable the
children to live in their emotions, to clarify their emotions, and
to arrive at values. With “Snow White and the Seven Dwarfs,”
rather than reasoning that the stepmother’s vanity is wrong,
the children are inwardly repelled by her actions. They do not
consciously decide that the dwarfs’ loyalty is admirable, rather
their hearts are warmed by the vigil the dwarfs keep for the
dead Snow White. “Only when a scene is viewed emotionally,
when it produces a shock of pleasure, does it become a possession
of the mind.” (William Henry Hudson, Afoot in England, Lon-
don, 1911, p. 5)

A good story totally involves the child. It stills him and
holds him captive." His eyes are opened wide with interest and
anticipation. He is completely engaged. Such total involvement
contains a basic element of freedom. The child is completely
lost and completely present.

A story is a shared experience. Its communication gives
rise to community. It is a quiet, inner experience that can pro-
vide a moment of peace and togetherness for the entire family
at the end of the day. As a continuing event it will be looked
forward to with anticipation. The Story has in the past been a
central part of the family life of all people. It is only recently
that it has disappeared. Children would rejoice at its return.
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The Western Waldorf Schools Conference
In Sacramento, February 1976

Spring comes to Sacramento in mid-February and so this
is a pleasant time for a conference which draws teachers from
Waldorf schools all over the West. From so far do'they come,
in fact, that it is a problem to find a name for the region covered.
It extends over 3000 miles east-west from Denver to Honolulu
and nearly 1500 miles north-south from Vancouver to Los An-
geles, an area which now includes 12 schools and well over 100

teachers.

This year's conference lasted for a whole week, which re-
quired some re-arranging of calendars to allow the schools to
be closed. The theme was the inner life of the teacher. To explore
this in its many aspects, eight seminar groups were formed
which worked in their own ways, with the intention of reporting
back to a general assembly. As an example of this way of work-
ing, my group looked at the particular form of. medltation_whlch
Steiner had suggested for teachers and considered the impor-
tance of this in determining what distinguishes a Waldorf teach-
er or a Waldorf school from others. The discussion also related
this to Steiner’s basic path of spiritual development, and the
question of what could reasonably be expectec} of a teacher was
considered. Another group handled the theme in a more personal
and specific way, going into the individual efforts or experiences

of each member of the group.

The whole assembly met in the evenings to hear a series of
lectures by Francis Edmunds on Goethean Perception and
Thinking. The central theme of these talks was the unification
of the contrasting concepts sinnlich-sittlich (sense perceptible-
moral), in relation to the history of science.

On the second day of the conference there was a general
assembly to bring together the results of the separate groups’
discussions. This turned out to be unsatisfactory, apparently
for two main reasons. First, the whole group was much too large
for a discussion to be able to involve most of the participants, and
second, a report cannot recreate the original discussion though
the latter may have been very interesting and fruitful.

The fourth day was spent in groups working on one of the
five specific subject areas: (a) speech, (b) natural history and
science, (c¢) foreign languages, (d) the balance of world views
and anthroposophical views in the high school, and (e) pre-
school. I found the one I attended, (d), very interesting thanks
to Donna Wilson’s analysis of external historical developments
in many fields which all indicate accelerating change leading to
a crisis or turning point in the next few years. It was unfortun-
ate, though perhaps necessary, that a choice had to be made be-
tween some of these topics in planning the conference. For ex-
ample, (b) and (d) would obviously be of interest to largely
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Comment

‘COMMENT’ — That’s what this column is to be called;
comment on what other people are doing, saying and thinking
about education anywhere in the world. It is hoped that it will
become a regular feature of EDUCATION AS AN ART; but
that will depend largely on whether we receive anything — news
clippings, magazine articles — to comment about. It needn’t be
confined to that, of course; but could be questions raised by
readers themselves, as for instance that raised by a reader as
to why it is that so many people, who, by their remarks in the
press and elsewhere, are obviously sympathetic to the values of
Waldorf education, never seem to have heard of it. This par-
ticular reader even volunteers his own explanation: “So often
I have the impression that anthroposophists talk only to them-
selves, and that they take their lack of outreach and impact on
society as proof that they are right and society is wrong.”

Well, one could ‘comment’ to some length on that, but we
will let it stand for now. It is not wholly without justification,

perhaps.

Out of a bunch of newspaper clippings we have received
so far, however, what strikes us most is that there seems to be
a growing reaction in favour of traditional methods in educa-
tion, and concentration on the so-called basics. Prince Georges
County, Md., is opening a special alternative education program
according to the New York Times, which will stress the three
R’s plus a big D for discipline — and a P for patriotism! The
aim is, ‘to stress discipline of mind and character through sys-
tematic instruction and training in concepts of facts, truth, jus-
tice and virtue.”

X kSounds as though Plato’s REPUBLIC will be their basic
ook.

In Clayton, Mo., they’'re even making an effort to achieve a
“no-fail” education for all its pupils, by a comprehensive home-
pased early childhood education program, geared toward achiev-
ing the infant’s optimum educational success. They argue that,
:‘1f a child is six months behind in language and problem solv-
ing at age three he is not likely to be successful in his educational
career.”

The question that raises, however, is, Will they stop at age
three? By their own argument you would have to start at age
two and a half to make sure the child isn’t behind at three; and
if for any reason he shouldn’t be ready to start at two and a half,
there’s no knowing how far back they might have to go.
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Meanwhile a mother in Queens has got herself in trouble
with the Family Court for having taken her boy out of Grade
One because they weren’t teaching him fo read properly. She
didn’t want to have to supplement at home what they should
be doing at school, so she took the law and her child’s education
into her own hands, and kept him away from school altogether.

But this lack of proficiency in the basic skills seems to be a
really serious and essential matter everywhere and at all ages.
At the University of British Columbia in Vancouver they have
had to set up a special department for teaching basic English.
So many students come to them who can’t really put two or three
coherent and grammatical sentences together that something
has to be done about it before they can proceed to degree work
— and this with students who often get A’s for English in their
high school! And UBC is no exception — as an article Macleans
ran in a recent issue on the subject shows.

An interesting sidelight on this matter of basic learning
was revealed in an article in the New York Times on Chinese
education. In the Peoples’ Republic according to independent
American observers, it seems that they are not only educating
“by methods that we have rejected as outmoded and ineffective”.
but are achieving outstanding success with them. They have
fewer children with learning problems, even though their meth-
ods demand that all attention shall be on the teacher, with the
whole class doing the same thing at the same time. “From the
class there were no questions, only answers. The learning was
rote; no conversation, no freedom of movement, no projects, no
discovery. But the children appeared to learn nevertheles&::.”
Moreover, the American observers ‘‘scarcely ever saw a child
being reprimanded, let alone punished.”

Whether that proves anything about educational methods is
anybody’s guess: but when the Chinese authorities were asked
what was the motivation behind it, and why they didn"q study
the differences in children at least as much as they studied the
differences in plants — which they apparently do very thorough-
ly — they simply replied, “All plants are different from eacl"}
other, but it is important to believe that children are the same.

And nobody could extend the principle of equality much
further than that.

A welcome aspect of the return to the traditional and
‘basics’ for many teachers is the demise of the New Math. As
one writer, who was unwilling to let it be completely written off
as a dead loss, rather naively put it, “It showed up the need for
the old-fashioned and rote memorization of addition facts and
multiplication tables.” But the same writer pointed to the “next
hazard to hard learning — the ubiquitous, hand-held electronic
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calculator. “Those gadgets,” he claims, “are here to stay, and
are as much a challenge to understanding arithmetic as televi-

sion was to basic reading skills.”

Which opens up, of course, the whole problem of the impact
of modern gadgetry on learning skills, and more particularly
on understanding what is learned. Fourth Grade children in Lex-
ington, Mass., are already having ‘conversations’ with a com-
puter, which helps them apparently with learning the parts of
speech. It seems that Johnny gets more interested in nouns, ad-
jectives and verbs when he chooses them at random and feeds
them into the computer; especially when the computer incor-
porates them all into a story — like the one about Little Red
Riding Shoes and the green frog who robbed her of the basket
of pickles she was taking to her grandmother!

Sixth Graders in California are even ‘firing’ retro rockets
by computer in order to bring spacecraft to a safe landing on
the moon; and the computer will report in a flash on a screen
whether the craft landed, or — if a mistake was made in the
programming — whether it simply crashed and blasted a new
lunar crater — with no survivors, of course.

Over twenty percent of the public school districts in the
States use computers in learning programs, while in Oregon,
Minnesota and Connecticut the percentage of schools using them
is as high as eighty. The argument supporting their use is, on
the face of it, quite plausible: “Some persons object to using
the computer in education, contending that it is ‘dehumanizing’.
Interestingly enough, that same objection was raised when books
were first invented. The answer is the same today as it was in
the fourteenth century: Students need interaction with human
teachers, but the teacher needs all the help available, whether

it be a book or a computer.”
Note—*‘the students need interaction with human teachers.”

In all this one realizes that two important questions of edu-
cational philosophy have still not been hammered out: Is knowl-
edge just something with which you have to fill a child; and,
Should any clever gadget that modern technolegy comes up with
be immediately pressed into service for the purpose? Of course
a child must ultimately have knowledge and be able to use it,
but he has to grow to the point of doing so first; and knowledge
during the growth process is also nourishment for the develop-
ment of soul and spirit, to be ‘fed’ to him by human beings of
soul and spirit. You can’t just unload it on him with the twenti-
eth-century end-product of thousands of years of human civilisa-
tion and research. He has to share with another human being
something of the experience of how that came to be, It is no good
to argue in favour of computers on the negative ground that
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books were once as ‘dehumanizing’ as computers are now. Not
only is that not correct, but it only makes it all the more im-
portant to concentrate on the ‘humanizing’ process, whatever
that is. A child isn’t ready for independent existence until it has
gone through an evolutionary recapitulation in its mother’s body
which, so far, no gadget can replace. And a child isn’t ready for
the twentieth century until he has ‘gone through’ with other
human beings all it has taken, and all it means, to be man in this
century. Otherwise he has no concept of what evolving man is.
He merely knows it in its twentieth century cross-section, and
that isn’t likely to ‘humanize’ anybody.

Rudolf Steiner once said that one of the causes of the lack
of real social feeling among people was because they made use
everyday of all the wonders of modern civilisation without a
thought of what has gone into them in terms of human ingenuity,
labour and the mastery of Nature. A wiser generation than ours
may well not allow a young person to use a computer or an elec-
tronic calculator until he not only knows how it works, but has
an appreciation of how it came to be as a result of man’s striv-
ing for knowledge. It is the ability to understand how man be-
came what he is, and what he yet can be, that makes him human,
and that can still only be done by “interaction with human
teachers.”

So let’s end on a note which shows that other people are
thinking about this too. It comes from Joseph Featherstone's
review of David Hawkin's book THE INFORMED VISION, in
The New Republic.

“For all its confusion, the most recent round of the new
education has raised important questions. It questions
the passive conception of children’s minds on which so
much standard educational thinking seems to rest. And
it questions the equally passive notion of teachers as
mere conduits of educational polictes, curriculums and
administrative decrees’” — and, we can’t resist adding,
mere technicians of knowledge-processing gadgetry
— “We are more of one today than we were in the past,
and it 18 probably true that more thoughtful, often
baffled, professionals and parents share a greater belief
in childhood as a time of construction than ever before.”

That’s a good note to end on — “Childhood as a time of con-
struction.” —Alan Howard

Child to a grown.up: “I'm not at all as small as I look
from the outside.”
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School Report: Vancouver

The Waldorf School in Vancouver experienced an unusgal
transformation during the February mid-term break. The entire
school moved from its cramped, rented facilities at the United
Church to a building situated on two acres of beautifully treed
land near the former location. An enormous effort on the part
of parents, teachers and students removed walls and partitions,
added new doors, repainted all the new classrooms and moved
the furniture, supplies and outdoor equipment so efficiently that
school could continue without losing a single day.

The Waldorf School has grown to over 100 children in the
first seven grades from the original 12 students in September,
1971. There are over 50 children in two kindergartens, one of
which will continue to occupy the school’s old. facilities under a
continuing lease. One senses a change which is deeper than the
move to our own independent and versatile building and grounds
(including a complete woodworking shop, crafts room with kilns,
indoor heated swimming pool, music room, kitchen and dining
room). There is a mood of strong anticipation .and new self-
awareness, as if the school organism in approaching its seventh
year is really prepared to make its mark in the northwestern
part of the continent and in the Greater Vancouver community.

For the faculty, Hiram Anthony Bingham

Book Review

SHEPHERD'S SONGBOOK FOR GRADES I, II and III of
WALDORF SCHOOLS, by FElisabeth Lebret (privately pub-
lished). 72 pages, 85.

One of the most rewarding activities one can engage in with
little children is singing. Especially in groups, the little ones
easily enter into the rhythmic and melodic atmosphere and if
the pictures that are presented through the words are imagina-
tive and interesting then a real enthusiasm takes hold. A group
of children singing, clapping and dancing rhythmically is a
marvelous thing to behold, for in such activity a uniquely human
capacity finds and creates expression. It is with a feeling of
reverence and sense of responsibility that all educators and par-
ents should approach the whole realm of children’s music.

It is precisely in this sense that Elisabeth Lebret has
worked on and with music for children over a period of many
years. Her newest publication, the Shepherd’s Songbook, pre-
sents numerous songs and melodies for children in the six-to
nine-year-old age range. Although specifically designed for
teachers in the first three grades of Waldorf schools, the ma-
terial can also be used by parents and others who wish to expose
their children to the right kind of music at the right age.

Considering the enormity of the task and the abundance of
material (much of it inappropriate) in this field, Mrs. Lebret
has undertaken a tremendous work in choosing examples from
the treasure houses of folk songs as well as her own original
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Waldorf Teacher Training

THE WALDORF INSTITUTE OF SOUTHERN CALIFORNIA
at HIGHLAND HALL
17100 Superior Street
Northridge, California 97103

announces its 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

THE WALDORF INSTITUTE FOR LIBERAL EDUCATION
GARDEN CITY, NEW YORK 11530

Dr. John F. Gardner, Director

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 SELECTED LIST
OF NEW BOOKS

MAN AND WORLD IN THE LIGHT OF
ANTHROPOSOPHY by Stewart C. Easton.
Man and World in the Light of Anthro-
posophy 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
practical life, includes chapters on educa-
tion, science and the arts. Extensive refer-
ences to Rudolf Steiner's work and those
of other anthroposophists terminate each
chapter, and a full index Is included. All-
In-all a remarkably complete introduction
to the broad field of anthroposophy.
Paperback, 544 pp., indexed, $6.95

EURYTHMY EXERCISES by Lisa D,
Monges. This book addresses itself to stu-
dents of eurythmy in the English language.
It presupposes a knowledge of the basic
principles of eurythmy. It includes vowel
exercises, forms for the vowels, spirals,
exarcises for color, forms for the elements,
exercises for kindergarten, 1st and 2nd
grades, and much more.

Spiral binding, 107 pp. $4.95

SPIRITUAL SCIENCE, ELECTRICITY AND
MICHAEL FARADAY by Emst Lehrs. The
first part of this essay deals with the rela-
tionship of elsctricity to man's body and
soul as found by Rudolf Steiner in his
spiritual scientific investigations. The sec-
ond part of the essay conveys a picture of
the personality of Faraday.

Paper, 30 pp. $2.25

PRINCIPLES OF SPIRITUAL SCIENCE by
Carl Unger. This book Is a product of the
collaboration of Rudolf Steiner and Carl
Unger. [t was Rudolf Steiner who gave to
Cari Unger the task to further develop the
splritual scientific theory. Principles Of
Spiritual Science Is .not an easy book but
will be rewarding for those who work
through il Paper, 80 pp. $2.95

THE STUDY OF MAN by Rudolf Steiner
(Stuttgart, August-September, 1919). These
lectures were given as a preparation for
their task to the teachers of the original
Waldorf School in Stuttgart, the first
school to be founded on the work of Rudolf
Steiner in 1919, They are not, however,
only concerned with education; they con-
tain Steiner's fundamental views on the
psychology of man.  Cloth, 193 pp. $10.50

Paper, $4.95

OCCULT SIGNS AND SYMBOLS by Rudolf
Steliner (Stutigart, September 13-16, 1907).
In these four lectures Rudolf Steiner dis-
cusses Noah's Ark, the Gothic Churches,
animal forms, fish, bee, numbers, man and
much else. Seven illustrations.

Paper, 74 pp. $1.95

SEVEN YEAR OLD WONDER BOOK by
1sabel Wyall. This book is what we grown
ups might call a collection of fairy tales. But
to Sylvia, a sensitive and imaginative girl of
six going on seven |t is a very real and very
special experience. From the very first
pages you and your children will be en-
thalled by her vivid imagery and tales of
mystery, magic, and mythical creatures
like snow birds, fairy princesses, witches,
gnomes, and even The Dragon.

Paper, 185 pp. $5.95

ROAD TO SELF KNOWLEDGE and THE
THRESHOLD OF THE SPIRITUAL WORLD
by Rudolt Steinar. "It is the endeavor of
this treatise to convey spiritual scientiilc
knowledge concerning the being of man.
The method of representation is arranged
in such a way that the reader may grow
into what is depicted, so that, in the course
of reading, it becomes for him a kind of
self conference.”” From Introductory Re-
marks by Rudolf Steiner.
Cloth, 174 pp. $8.95
Paper, $5.75
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A WALDORF BOARDING SCHOOL
/ bt .

High Mowing School Wilton, New Hampshire

We are a coeducational boarding school, beautifully situated in hilly,
wooded country, about 65 miles northwest of Boston (Enroliment 100-
110; boarding, grades 9-12; day students, 7-12).

Since our founding as a Waldorf School in 1942, we have prepared
hundreds of students who have entered a wide variety of careers: gov-
ernment, business, medicine, education, and the arts and crafts. Quite
a number of our alumni send us their sons and daughters to educate.
We offer the following program:

Academic Arts & Crafts Practical
(4 years each of) Drama Biodynamic

Engiish Music Agriculture
History Eurythmy Forestry
Mathematics Art Carpentry
Science Weaving Building
French Pottery Construction
German Wood Carving Motor Mechanics

Sports are largely noncompetitive. Where possible, we raise our own
food; and our kitchen serves nutritious, well balanced meals for both
meat eaters and vegetarians.

We are neither traditional nor “free” in form. Students live and work
within a definite educational and social structure and yet have freedom
within the framework of expectations and requirements. The atmosphere
is friendly, informal, and homelike. A capable and devoted faculty works
closely to help each student find his own direction and purpose in life.

HIGH MOWING SCHOOL, Abbot Hill Road, Wilton, N.H. 03086
Telephone (603) 654-2391
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WALA

DR. R. HAUSCHKA COSMETICS

The cosmetics of Wala Heilmittel have been well received during
the past five years. People who tried them have become loyal and

satisfied customers.

The products contain natural substances only and are free of
chemical coloring agents, emulsifiers, preservatives and scents.
We can make the honest statement that Dr. Hauschka Cosmetics
are decades ahead of their time in concept and manufacturing
methods and currently are probably the safest cosmetics on the

U.S. market.
Send for brochure.

MEADOWBROOK HERB GARDEN
COSMETICS DEPT.
WYOMING, RHODE ISLAND 02898

WALA

Skin care and heaith needs can be met by the cosmetics and
pharmaceutical preparations of the
WALA-HEILMITTEL-LABORATORIUM
Eckwalden, West Germany whose founder,
Dr. Rudolf Hauschka, followed up indications by Rudolf Steiner
as to methods of conservation of the virtues of plants.

Mail orders and requests for price lists in Canada should be sent to:

GERALD LAWRENCE-“DAYSPRING”-2125 Hall Road
VICTORIA, British Columbia V8S 2P4 Phone 605-598-4269







Dawne-Leigh Publications was formed expressly to publish
children’s books that both inspire and reflect the wonderfilled
years which young people at the famous Waldorf schools enjoy
from nursery school through 12th grade.

The Waldorf system has been with us for over 50 years,
with more than 100 schools throughout Europe and the United
States. The goal of Waldorf Education, as expressed by its
founder, Rudolf Steiner, is “. . . to develop free human beings
who are able in themselves to impart purpose and direction to
their lives.” It is not, however, that at Waldorf schools children
do whatever they like, but rather that they like what they do.

Waldorf schools operate in a rich structure which fosters
self-discipline and the joy of accomplishment as much as it
nurtures positive expression of the child’s inner self, The goal
is a balance that will allow the individual to function wholly
and happily throughout life.

Creativity, inquiry, independence, and responsibility are em-
phasized throughout the Waldorf years by well-trained educators
who relate to the world and to others as Waldorf education
teaches children to do. A child imitates. He actually becomes
whatever he experiences. Waldorf schools take care to see that

the people, the surroundings, and the activities are all worthy of

imitation.

Dawne-Leigh Publications takes this concern a step fur-
ther — into the books children read . . . into delightful fantasy
to nourish and stimulate the developing child’s world view.








