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From the Association

A New Five-Year AWSNA Strategic Plan

'The celebration of a century of Waldorf Education
begins this fall. The best way for us, as an association of
Waldorf schools and institutes, to prepare for the next
one hundred years is to have a vision and a strategy for
the strengthening and advancement of Waldorf Edu-
cation in North America. To that end, AWSNA will
launch a new five-year strategic plan in the summer

of 2019. The previous strategic plan was implemented
from 2014 to 2018. The strategic planning process is
being led by the Executive Team of AWSNA with af-
firmation by the Leadership Council and approval by
the Board of Trustees.

One of the core values of the
Association is collaboration in
leadership and decision-mak-
ing. Thus, the process for de-
veloping the new plan has and
will continue to involve input
from all key individuals and
groups in the Association. The
process actually began in the
fall of 2017 with the identifi-
cation by the Executive Team
of some of the strategic priorities for the Association.
In January 2018, the Board of Trustees and Leadership
Council of AWSNA completed a SWOT analysis—
strengths, weaknesses, opportunities, threats—for the
identified priorities. During the remainder of 2018,
input was gathered from all stakeholders in the Associ-
ation: school and institute delegates, the administrative
network of AWSNA, the Leadership Council, and the
Board of Trustees.

Along with developing the strategic priorities, objec-
tives, and goals, the leadership has focused on “inno-
vating for the next 100 years” as an overarching theme
for the strategic plan. The stability and growth of our
schools, institutes, and Association is predicated on
our collective ability to address real issues facing our
communities, acting from an impulse appropriate for
the time and place. We need to respond to the new and
ever-changing conditions in classrooms and in school
communities and, through research and collaboration,
bring forth new impulses in Waldorf Education.

At present, four strategic priorities have been identified
for the next several years. They are:

1. Enhance and strengthen teacher quality

Many factors contribute to student achievement, but
research indicates that among school-related factors,
teachers have the greatest influence on student learn-
ing. Thus, it is critical that we take steps to ensure that
talented, creative, and committed educators enter the
Waldorf teaching profession, that they are well pre-
pared for the classroom, and that they receive ongoing
professional development.

2. Strengthen school and institute capacities for in-
creasing diversity, equity, and inclusion (DEI)

Wialdorf Education is founded on the absolute dignity
of each human being. It is intended to be relevant for
all children. Our schools value diversity, including, but
not limited to, diversity in race, religion, social and
economic class, and sexual identity. Schools strive for
all members in the community to feel that they are full,
equal, and important members of that community, and
that the curriculum, pedagogy, and festival life of the
school are relevant to them.

3. Strengthen skills and capacities of school leaders

In a Waldorf school, the faculty, administrative staff,
and board of trustees work collaboratively in admin-
istering and leading the school. The decision-making,
social, and leadership skills of all involved are crucial
for the healthy, synergistic, and effective governance of
the school.

4. Celebrate 100 years of Waldorf Education and look
forward to the next 100 years

Waldorf100 provides us with an exciting and fun op-
portunity to celebrate the history and impact of Wal-
dorf Education throughout the world and to enhance
its visibility and reach. The Association is planning
various events to mark the anniversary. Also, member
schools have been encouraged to mark the centennial
in some way;, either on their own, or in cooperation
with other Waldorf schools. The Association will also
support and participate in celebratory events in other
parts of the world. The centennial will help deepen our
awareness of and connection to the worldwide Waldorf
movement. It is a signiﬁcant opportunity to recom-
mit to Waldorf Education and its goal of social and
cultural transformation. ©

—Stephanie Rynas, MBA
AWSNA, Executive Director, Operations and

Member Resources



From the Editor

AN Exercise in Gratitude

We are about to celebrate the centennial of Waldorf
Education. Begun in Stuttgart, Germany, shortly after
World War I, Waldorf Education today is a thriv-

ing international movement. We can look ahead with
confidence and optimism to the future. And we can
also look to the past and present—with deep gratitude
to the countless individuals and groups who have been
and who are part of the movement. They have helped
create and sustain an important educational, social, and
cultural initiative. They include:

¢ Rudolf Steiner, who formed the core idea of a new
approach to education early in his career as a spiritual
teacher and cultural visionary and waited patiently—
for over ten years—until he could incarnate those ideas
in an actual school for children.

¢ Emil Molt, factory owner in Stuttgart, who asked
Rudolf Steiner if there were an education that could
help children become adults who would not make war,
and then helped Steiner establish just such a school.

¢ 'The teachers at the first school in Stuttgart, most of
whom were established and successful professionals
and intellectuals, who abandoned their careers to teach
at the pioneer school.

¢ The committed pioneers who spread Waldorf Edu-
cation, first to the other European countries, then

to North America (New York, 1928), and ultimately
around the world, so that today there are 1092 schools
in sixty-four countries, including China, Brazil, Russia,
Australia, India, and Kenya.

¢ The founders of each of those schools around the
world. Some were Waldorf educators from elsewhere,
but most have been local parents and teachers with a
desire and a will to create a Waldorf school.

¢ The Pedagogical Section of the School for Spiritual
Science, which has guided and supported the world-
wide Waldorf movement from its home at the Goethe-
anum in Dornach, Switzerland.

¢ The Association of Waldorf Schools of North Amer-
ica (AWSNA), based in Longmont, Colorado, which
guides and supports Waldorf Education in the United
States, Canada, and Mexico.

¢ 'The teachers—early childhood, grades, high school,
and specialty—who have devoted themselves to the
tull, healthy development—in head, hands, and heart—
of their students.

4 School administrative and maintenance staff, who
have helped keep schools efficient, well-organized,
solvent, and clean.

¢ 'The teacher training institutes and the faculty in those
institutes, who have strived to prepare aspiring Waldorf
teachers for a unique, challenging, and satisfying vocation.

4 The board members of schools and institutes, who
have volunteered their time and talents in support of
the schools and teacher training institutes.

¢ 'The parents who have entrusted their children to a
Waldorf school and have self-

lessly given time, energy, and fi-

nancial resources to support the

school. Also, those grandparents

and other family members who

have shared this commitment.

¢ The children who attended

a Waldorf school and, in addi-

tion to learning to read, write,

do math, and observe and study

nature, also learned to knit, do

eurythmy, sing, play an instrument, perform on stage,
paint, sculpt, garden, and see the beauty in the world,
thereby brightening their own lives and ours.

¢ 'The educators and public officials who have made the
education available in the Public Waldorf movement.

¢ The businesses that have produced and made avail-
able the necessary accessories to Waldorf Education,
including beeswax crayons, wooden toys, silk fabrics,
and natural dyes. Many of those businesses have finan-

cially supported AWSNA and/or individual schools.

¢ 'The writers, editors, and publishers who have pro-
duced books and magazines about Waldorf Education,
including all the people who have made the publication
of Renewal possible for the past twenty-seven years.

¢ Whatever sublime, benevolent, invisible beings and
powers who may exist beyond our perception and who
support, protect, and inspire what is good, true, and
beautiful. o

Thank you! Spasibo! Arigato! Gracias! Danke Schon!
Merci! Xiexie!
Shuukran Jazilaan! Asante! Dhyanawaad!

—Ronald E. Koetzsch, PhD
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Alumni Forum

Preserving the
Art of Basketry

BY LEAH ROSE HUNT

Leah Rose Hunt was born into a Waldorf family. She attended a Waldorf-inspired preschool that her mother
created in their home. She then went to the Portland Waldorf School where her mother taught kindergarten and

her father taught Spacial Dynamics. At age ten, she moved to Northern California with her mother and attended
Summerfield Waldorf School and Farm. After graduating from Summerfield in 2001, she spent a gap year in Italy
and then attended Santa Rosa Junior College, where she studied art history and environmental economics. Waldorf
Education imbued her with a passion for preserving endangered traditional folk arts such as basketry. Today, she
lives in a tiny home on the coast in Washington State with her husband and two dogs, and works as a health and

environmental consultant.

Before the Industrial Revolution, the practical hand-
crafts played a central role in daily life in North Amer-
ica and Europe. Gathering the necessary materials and
tools, making the craft object—be it a basket, eating
utensil, farm implement, or article of clothing—and
using the finished product in daily life were important
activities that held the community together. Today, this
once-central part of human life and creativity has all
but disappeared in the so-called developed world. It

is also under serious threat among indigenous peoples
around the world.

My interest in handcrafts began when I was a child.
Both my parents were Waldorf teachers, and my first
experience of working with my hands was finger
knitting in the Waldorf kindergarten. Throughout my
childhood, both at my home and in school, the arts and
crafts—and the life of the imagination—were culti-
vated as much as
reading and other
academic skills.
Allowed to dream
and imagine as a
child, I was able
to go through my
developmental
stages at my own
pace. I learned to
play the recorder,
flute, violin, and
guitar, learned
woodworking, and
did clay model-
ing, watercolor
painting, basketry,

A peck basket (left) and a harvest
basket, both made from willow,
using the twining technique

—R.E.K.

knitting, and crocheting before the age of fifteen. I
sometimes longed for a more “mainstream” experience.
However, in my adulthood, those skills and experi-
ences have greatly enriched my life. Mly growing up
was also blessed with much oral lore—creation myths,
fairy tales, and legends from many cultures—and their
primordial imaginations and wisdom have lived and
grown within me since then.

My family life, imbued with the values and practices
of Waldorf Education, was a key factor. As C.W.
Sullivan III writes, “The family is the first folk group
within which children learn traditional materials.”
Routines, family practices, habits, and customs were
first introduced to me through my family and my early
education. Imaginative play, ceremonies to celebrate
the seasons, and the experience of nature were key
elements in our home life. According to Rudolf
Steiner, “We can find nature outside us only if we have
first learned to know her within us.”

Rudolf Steiner taught that thinking, feeling, and will-
ing are the three central activities of the human soul
and that, in the developing child, each must be fostered
and exercised. I was fortunate in that I was encouraged
to seek knowledge, my feelings were honored, and 1
had opportunities to do what my mother calls, to this
day, “will work.” “Willing” means our desire to achieve
that which we set our minds to—to realize in activ-

ity and practice what we imagine. For me as a child,
this included cross-country skiing, collecting sticks

for a fire, using a bucket to move dirt, and making
sandcastles. In the garden at school, a student having

a difficult time would be tasked with double-digging a
garden bed. This allowed the expression of will through

Photo at top: A basket weaver's toolkit



manual labor, and the strenuous, repetitive work
calmed the mind. This lesson became useful to me as I
grew and had hard days of my own.

I believe that my love for working with my hands has
enabled me to appreciate cultural practices of the past.
Until recently, civilizations have depended upon the
creation and use of handmade objects. Today, the an-
cient crafts seem obsolete and anachronistic. I believe
they are of great importance to us individually and to
our cultural life. I hope to continue to develop these
skills, and teach them to others as well.

Recently I interviewed my mother, Ronni Sands, about
the art of basket weaving. She was once my teacher,
and she has both a deep appreciation of her craft and
a unique understanding of it. One term she uses in her
class is “Finger Intelligence.” She explains that there are
many nerve endings in our fingers, and, as signals are sent
to the brain, new neural pathways are formed. Repetition
and improvement in dexterity develop those highways
of information. Through this highly tactile work, “the
fingers begin to hear the materials speak.” Adjustments
in the material are communicated to the brain and
indications come from the brain on how to proceed. In
weaving a basket, the basic pattern—ower, under, over,
under—creates a pattern in the brain and an inner sense
of balance, beauty,
and well-being.

My mother teaches
basketry to middle
and high school
students, who

often struggle with
identity issues. She
holds that learning
to make a basket
can help strengthen
the adolescent’s
sense of self. The
construction of a
basket resembles the
student’s own incar-
nation into the physical body. The forming of rim and
ribs, spokes and sides, is an analog of the human body
coming into form. Also, the basket has an inner space
and an outer space. This corresponds to the student’s
own inner space or self as distinct from what lies outside.
'Thus, the basket is a kind of mirror for the student.

An egg basket, made of
honeysuckle, cedar roots, and
iris leaves

Basket making also can school sensitivity to “the other.”
The materials resist being shaped, and the student

must work to create a form that is both functional and
pleasing. He/she must be sensitive to and respond to

what is outside and learn to relate to “the other”in a
positive and creative way.

Basket weaving has been an important activity in
almost every civilization in history. The Pomo tribe, an
indigenous people in Northern California, had over
one hundred different uses, both ceremonial and prac-
tical, for baskets. Baskets were used for storing personal
items, transporting foraged food, carrying burdens,
storing seeds, hunting, fishing, winnowing grain, carry-
ing water, carrying babies, building homes and fences,
cooking, and in performing religious ceremonies. A
similar dependence on handwoven baskets can be
tfound in civilizations throughout history and around
the world. In many cultures, making baskets was a
social event. Members of the community gathered, sat
in a circle, and, as they wove their baskets, told stories,
shared experiences, and exchanged bits of news. In this
activity, useful products were created and the social
tabric was strengthened.

These skills and traditions, completely lost to the peo-
ples of the First World, are in danger of disappearing
among indigenous peoples as well. As native peoples
have assimilated into modern society, the ceremonies
and arts of the community have diminished in practice.
One can buy an industrially produced basket, rather
than go through the trouble of making one by hand.
But the art of basketry, like other traditional crafts
and arts, still has a substantial value for all people. As
we become more and more distanced from nature, we
are also less nurtured by the arts associated with the
natural world around us. Basket weaving can help us
regain the creativity and the ability to work with our
hands that have been compromised by technology and
modern life.

Without committed teachers and
interested students, basketry and
other folk crafts and arts—passed
down for generations—will be lost
forever. It is up to the current gen-
eration to cultivate and perpetuate
that which came before us. True
ambassadors of the crafts and
new individuals carrying them

on are needed to preserve these
arts. As I begin to see both the
natural world and the spirit world
through the eyes of a weaver, I see
that these elements of traditional
culture are extremely valuable, and
I am determined to help ensure
that they are preserved and passed
on to future generations. ©

Leah Rose Hunt
in Amsterdam

Baskets in lower two photos made by Ronni Sands, all photos courtesy of Leah Rose Hunt



Sauerkraut in the
Waldorf Curriculum

BY JESSICA CRAWFORD, MA

T'he work of the Waldorf class teacher is based on an
understanding of the natural development of the child.
Applying this understanding pedagogically, the teacher
seeks to engage the students in a manner appropriate
to their stage of development. Children, particularly
children in the early grades, learn best through direct,
hands-on, creative activities. Through such experiences,
they feel a meaningful connection between themselves
and the outer world.

Part of the third-grade curriculum focuses on how
human beings in different parts of the world tradition-
ally built their homes and clothed and fed themselves,
relying upon what was available in their environment.
We explore gardening and farming, animal husbandry,
and food preservation—key aspects of human survival
and of present-day life on our planet. To involve the
children in a practical, experiential way, we start by
planting a garden.

For about one week in the spring of my class’s second-
grade year, my twenty-eight students and I walked
daily from the school to a house two blocks away. The
owner had generously donated part of her yard for our
use. The students carried shovels, rakes, and hoes, and
pulled a wagon filled with bags of compost and mulch.
First, we removed a thick layer of wood chips from the
ground. Next,
we pulled up
lots of prickly,
stubborn
thistles, turned
over the soil,
and worked in
bags and bags
of compost.
Then, after all
that hard work
and sweat, came
the exciting
moment—the
planting of

the seeds and
seedlings. We planted herbs in a spiral. We set tomato
and pepper plants and carrot and cabbage seeds in the
soil in rows. We also planted marigolds to discourage
marauding rabbits. Washing up with the garden hose

The writer’s students, as second
graders, plant in the spring a garden
whose bounty they will harvest
months later as third graders.

6

was a favorite part of the gardening day. When I let
the students drink water from the hose, they gleefully
soaked their faces, laughing and shrieking.

We watered, weeded, and inspected the garden a few
times over the next weeks until school ended for the
year, each time looking for the first tender sprouts with
great anticipation. During the summer, the families

A refreshing drink and splash after hard work in the garden

and I took turns tending the growing plants. In the
fall, the students—now third graders—and I returned
to the garden and marveled at how it had completely
transformed in just a few months of sunshine and
water. We harvested everything and ate most of the
vegetables raw, right there in the classroom, as fresh
and delicious additions to our lunches. We tied sprigs
of oregano, thyme, and mint together for drying in the
classroom. These the children took home to share with
their families.

On a table at the back of the classroom, we created an
“altar” to farming and food preservation. On it sat a
dehydrator, in which we dried cranberries flavored with
orange zest. At each end of the table perched a hand-
powered grain mill. The students used the mills to
grind into flour the grains—wheat and barley—grown
in the school’s tiny garden. We used the wheat flour

Photos and drawing courtesy of City of Lakes Waldorf School



to make cinnamon buns and the barley flour to make
traditional, unyeasted flat bread.

'The cabbages from the garden had a special destiny:
they were to become sauerkraut. The students cut the
cabbages into small pieces, put the pieces into bowls,
liberally salted the chopped leaves, and massaged them
by hand. We observed how the tough and rubbery
leaves became much softer, and how, magically, a pool
of liquid appeared at the bottom of the bowl, even
though we had added no water! We tasted the leaves,
which were very salty and not at all fermented yet.
Next, we packed the leaves tightly inside jars, poured
in the natural brine, placed stone weights on top of the
mixtures, and tightened the lids. Finally, we placed

the jars on the altar table at the back of the room. Over
the next days, we watched bubbles form in the brine
and “burped” the jars a few times, by loosening the lids
to release excess air.

At last, after three days of waiting, the cabbage was
ready to taste again. We opened the jars, and the room
was filled with a pickley, wonderfully stinky smell. The
raw cabbage had transformed into tangy sauerkraut!
Every child
ate a forkful.
Some loved it,
while others
made a polite-
ly funny face
as they tasted
it. We packed
the kraut into
small jars for
the children
to take home.
The jars were
a reminder of
the children’s
connection to
people around
the world who feed themselves with the bounty of the
earth, even through the cold, hard winter.

The autumn harvest included
carrots, peppers, beets, and cabbages.

There was an artistic element in this block, as well. The
students drew pictures of and wrote about cabbages
and making sauerkraut, as well as other forms of food
preservation, such as drying and canning.

'The gardening and sauerkraut-making gave the chil-
dren a real experience of the world—how people have
lived for centuries and how many people all over the
world szi/l live. They saw how planning, cooperation,
and hard work are necessary to create the food on

which our lives
depend. Also,
they saw that
cabbage has
water hidden
in it, that salt
has a transfor-
mative power,
that fermenta-
tion changes
the way foods
taste and
makes them
lasting and
storable, and
that the inter-
action of two
ingredients (salt and cabbage) can create something
entirely new.

The cabbages, transformed into
tangy, healthful sauerkraut

Later in their school careers, the students probably will
study the chemistry behind what they experienced as
third graders. They may also learn that fermented foods
are digested differently than non-fermented foods, that
the microbes causing the fermentation process have
health benefits, and that the eating of traditional fer-
mented foods may be related to increased life expectancy.

Meaningtul, enjoyable, soul-nourishing experiences

such as growing cabbage and making sauerkraut are an
opportunity for the children to engage with the world
around them and to contribute to that world with their
own activity and work. These experiences also provide
tertile soil in which critical, independent, and creative
thinking—essential capacities for making wise and
moral choices as young adults—may grow and bloom. o

JESSICA CRAWFORD is a grades
teacher at City of Lakes Waldorf School in
Minneapolis, where she has been teach-
ing since 2003. Her current class is in the
sixth grade. She has a BA in anthropology
from St. Olaf College and an MA in fine
arts from the University of Oregon, Eugene. She taught
photography and design at the college level before discov-
ering Waldorf Education and the philosophy of Rudolf
Steiner. She completed the Waldorf teaching certificate
program at Rudolf Steiner College in Fair Oaks, Cali-
fornia. Jessica’s three adult children are all graduates of
City of Lakes Waldorf School. She lives in Minneapolis
and enjoys spending time in nature, writing poetry, and
fermenting all kinds of food and drink.




Revisiting wWaldorf
Traditions in the
Teaching of Art

BY VAN JAMES

Since Waldorf Education was founded one hundred years ago, many distinctive pedagogical practices have
become standard in Waldorf schools. Most of these are based on specific indications or general principles
expressed by Rudolf Steiner in the founding of the original school in Stuttgart,Germany. Some, however,
have a less clear origin. Even after a hundred years, it is necessary and important to examine and review
these practices. Here, a veteran Waldorf art teacher examines two cherished and longstanding traditions
in the teaching of art in Waldorf schools. One is the teacher’s chalkboard drawings, a familiar element in
all classrooms, at least through grade eight. The other is the emphasis on amorphous watercolor exercises

in the early grades.

Chalk drawings can
evoke the magic of
a fairy tale, such as
“Star Money” (left)
or of a fable, such as
“The Fox and the
Grapes” (below) . . .

—R.EK.
Chalkboard Drawings

In first grade, the teacher seeks to guide the
unfolding and refinement of the child’s learning
skills, including those of drawing and painting. The
teacher’s chalkboard drawings, seen by the child
every day at the front of the classroom, are meant
to contribute to this process. These colorful visual
images complement the teacher’s storytelling and
other oral presentations. In this way, an oral and
visual teaching—what Rudolf Steiner referred to
as a musical (audible) and sculptural (pictorial)
approach—is practiced.

Out of this has grown the tradition of the Waldorf
class teacher spending time in the classroom after
school or on the weekend, drawing a beautiful,
finished picture on the blackboard for the students
to see the next school day. Many hours are often
spent on these renderings of fairy tales, legends,
historical events, and natural phenomena.

However valuable these drawings are, there is a
place in Waldorf Education for chalkboard draw-
ings created in another way—drawings created as
the children look on.

In alecture in 1923, Rudolf Steiner, who often
made chalkboard drawings during his talks to
illustrate an important concept, said:

Drawing at top: Teacher's chalk drawing by Van James for a high school art history block;

drawing at middle left by Hans Thalen; drawing at lower left by Van James



here, the Age of Exploration,
studied in the seventh grade . . .

I have made drawings before your eyes that arose
wholly out of each moment. You could see what
I meant by every stroke. You could think along
with me without any mediation. This is another
thing to be included in the teaching of children
today. As far as possible avoid finished drawings.
As much as possible allow the children to see the
drawing proceeding from the moment—allow
them to see each stroke as it is born. In this way,
the child becomes inwardly involved in the work
and we encourage them to become inwardly
active. . .. What matters is to lead the children to
independence.

So, for Steiner, creating chalkboard drawings in
class and in front of the children is pedagogically
important. The children are engaged and have a
learning experience
when they observe
the drawing gradu-
ally unfolding,
coming into being
step by step. Show-
ing the children
the steps taken in
creating the draw-
ing can be the most
helpful way to lead
them into drawing
or painting a pic-
ture. Math, reading,
writing, and other
subjects are taught
by this same step-
by-step method.

. or of an historical period—

. or a wonder of nature—here, the reef trigger
fish (humubumunukunukuapua’a) of Hawaii that
can be studied as part of the human and animal
block in the fourth grade.

As part of the astronomy block, the sixth-grade teacher
creates, in class, striking images of some of the planets.

In ancient times, the myths, legends, and historic
tales of the community were shared around the
magical setting of a campfire, under a dark, star-
strewn night sky. In the Waldorf classroom, those
same archetypal stories are depicted in visual, pic-
torial form by chalkboard drawings. These drawings
can emerge gradually from the mysterious, night-
like darkness of the blackboard as colorful, radiant,
starlike pictures shining into the classroom. The
drawn picture, like a well-told story, can be expe-
rienced by the child as manifesting stage by stage
over time with a beginning, middle, and conclusion.
Thus, while there is perhaps a place in the Waldorf
classroom for the elaborate, finished chalkboard
drawing done by the teacher in solitude, there is
certainly a need for the in-class drawing done with
the students attentively watching.

Painting in the Early Grades

Starting from kindergarten, Waldorf students are in-
troduced to and learn to use watercolor paints. Much
of the painting they do

involves color exercises in

which the paint is applied

and moved by the brush

on wet paper without an

attempt to form a distinct

image or form.

However, in first grade,
the exercises in color
can gradually move to
greater articulation of
shape. Proper instruc-
tion in blotting wetted
paper and wiping the

A first-grade blue and

yellow watercolor study
not intended to develop
into form

Photo at top right by Eric Limon, courtesy of Rudolf Steiner School of Great Barrington; drawing of fish by Van James



In the wings of this butterfly, a
hint of the letter B
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dipped brush on the edge of the paint jar to get
excess fluid out of the bristles are essential fac-

tors for this. But the introduction of elementary
figurative pictures is also important. These lead the
children to an experience and understanding of the
letters of the alphabet.

Steiner’s indications for painting in the early
grades are clear that first-grade painting should
be the starting point for pictures that will take on
distinct forms:

Right from the start, we give our young pupils
the opportunity of working artistically with
colors, not only with dry crayons but also with
watercolors. In this simple way, we give the child
something from which the forms of the letters
can be developed.?

When introducing writing to the children . .. we
must communicate in the form of pictures. This

is possible, however, only when we do not begin
by introducing the alphabet directly, nor reading
as a subject, but when we start with painting. As
teachers, we ourselves must be able to live in a
world of imagery. . . . First [we work with] a form
of drawing with paint (leading the child from
color experience to form), out of which writing is
evolved. Only then do we introduce reading. . ..
One finds that between the second dentition and
puberty one has to approach all teaching pictorial-
ly and imaginatively, and this is certainly possible.®

Painting the letters of the alphabet in first grade can
start with a brief story told by the teacher about, for
example, a butterfly. Then, with the teacher guid-
ing them, the children bring color to their papers,
painting simple forms that grow and change and
ultimately become a big, beautifully bright butterfly
shape, the wings
of which sug-
gest the letter B.
Then the chil-
dren draw the
butterfly with
crayon into a
lesson book and
write the let-

ter B alongside
the drawing

as part of the
story. Eventu-
ally, the children

write out the

After painting
the butterfly,
the children

draw a more
formed version
with crayons.

In the next
step, the
children write
out in words
what they have
drawn.

little story and read their own writing aloud. This
completes a cycle that goes from oral storytelling to
painting, drawing, writing, reading, and retelling of
the story.

Rudolf Steiner gave several letter-pictures as ex-
amples of this process, including B for bear, F for
fish, and M for mouth. However, he encouraged
teachers to make up their own picture-to-letter
figures, adding that these need not be objectively
accurate but should be original in order to be fully
alive and to engage the children.

Don't rely on what other people have done in the
past. Set your own free but controlled imagina-
tion to work, and have faith in what you find out
for yourself.*

It will always give you joy, albeit a quiet joy, to
transfer to a letter the shape you have yourself
made out of some animal or plant. And your joy
will live in what you make out of your pupil.®

Photos courtesy of Van James



We should
not under-
estimate the
powerful
effect that
the teacher’s
own pictorial
imagination
and origi-
nality can
have on the
student.

'The point here is that the painting of plants and
animals, even if quite simple in shape, is clearly
appropriate, beginning in first grade. While water-
color paintings without form have a place in the
first three grades, the painting of letter-pictures
and other forms is very important. Abstract con-
cepts and symbols such as numbers and letters are
best brought to the child first by way of practical,
concrete learning and an artistic, creative process.
Young children learn best when their will and feel-
ing life are engaged, not when we appeal to their
undeveloped intellectual capacities. By activating
the will, engaging the limbs through rhythmic
activity, and stimulating the feeling life through
pictorial imaginations and our own enthusiasm,
we awaken the child’s thinking capacity. Rudolf

Steiner said:

We shall allow writing to arise gradually out of
painting and drawing. Step by step the forms of
writing will arise out of the forms of our draw-
ings, and then we shall move on to reading.®

'Thus, we teachers can reconsider perhaps how and
when we create our beautiful chalkboard drawings

Early-grade painting exercises can lead to specific
forms, such as these images from the natural world:
a tomato plant . . .

Drawings at top by Van James after Rudolf Steiner

and when we introduce form in painting exer-
cises of the early grades. There are other com-

mon practices in the teaching of art in Waldorf
schools—and, no doubt, in other disciplines—that
need to be reviewed, researched, and evaluated. As
we enter into our second century, doing this will
keep Waldorf Education alive, relevant, and able to
meet the true needs of children. ©

.. and a crystal.
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Today, the natural world seems to be on the edge of an

abyss. The pollution of the atmosphere, water, and soil,
the phenomenon of climate change, and the increasing
occurrence of natural disasters—wildfires, hurricanes,

and earthquakes—point to a deep, unprecedented crisis.

Children and young people look to their parents and
teachers for guidance in how to respond to these world
conditions. They need the adults and teachers around
them to model true love and care of planet Earth.

To help our children develop the deep love of nature
that will enable them to participate in solving the
current crisis, we adults ourselves need to develop

that deep love of nature. We can each find a way to

let nature speak to us. By spending time in nature, we
can establish a deep relationship to it. Plant observa-
tion, sketching a particular plant, flower, or tree, sitting
in silence in a certain place every day, or walking in
meditation in the woods—these are effective ways of
experiencing nature’s beauty and wisdom.

One interesting exercise involves the focused expe-
rience of nature through each of the senses. Go to

a forest or other place in nature—a meadow or an
ocean beach, perhaps. First focus on what you see, on
the variety of forms and colors. Then close your eyes
and just listen. You may hear the songs of birds, the
wind rustling the leaves of trees, or crickets and frogs

Children and adults both can benefit from sitting
quietly and observing nature.
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sounding their songs to their community. Then focus
on the scents and smells in the air, and then on the dif-
ferent textures you experience when you touch a plant
or a tree or the soil.

This same exercise can be done by children—even very
young children—and by adolescents. Taking time to
use and pay attention to each sense allows the child to
go from self-centeredness to nature-centeredness. Im-
mersed in nature, children can sense the special quality
of life that dwells there. A transformation begins to
take place in their soul. They can breathe in the beauty
and mystery of the natural world and all its life pro-
cesses. Interest and curiosity are aroused and over time

A walk in nature is a typical part of life in a Waldorf
kindergarten.

lead to a deeper kind of knowing—an understanding of
the interrelatedness of all things and a caring love for
the totality of nature. Children who learn to interact
with nature from a young age develop lifelong habits of
respecting, enjoying, and protecting the natural world.

'The Waldorf curriculum and, in particular, the gar-
dening curriculum help children establish a positive
relationship with nature. In the Waldorf kindergarten,
every day the children are immersed in nature and

the elemental world. There is typically a daily walk

in nature. Outdoor play is a large part of the day and
includes the exploration and utilization of sand, wood,
water, soil, rocks, trees, and (little) dams. In the school



garden, the children help plant and water, and watch
the bees and butterflies. They discover worms and other
decomposers in the compost pile. The nature stories,
fairy tales, seasonal songs, and circle games that punc-
tuate each day encourage the love and care of nature

and of Mother Earth.

A central aim of the first- and second-grade curricu-
lum is to help the children experience that the world
is full of goodness, truth, and beauty. Taking the chil-
dren daily into nature and allowing them to experi-
ence all that can be seen, heard, smelled, and touched
helps them to experience that the part of the world
we call nature is good, true, and beautiful. From this
comes care and respect for everything—the ultimate
basis of sustainability. The children also take part in
the life of the garden. They learn to weed, bring food
scraps to the compost pile, and save seeds for the next
growing season.

As third graders come to a stronger sense of self, they
can be given the real work of caring for the garden.
Provided with tools and instruction, they now engage

Third graders weeding

their own will to perform important tasks. They loosen
the soil, plant seedlings, water the beds, pull weeds,
and, at the end of the growing season, harvest and
enjoy the bounty of the Earth. They may make bread
from the wheat they have grown. The children experi-
ence the processes of nature and see that everything
has a beginning and a source. They may even ask: Is the
source sustainable?

In the fourth-grade geography block, the children
explore the local natural environment by getting to
know the nearby rivers, creeks, woods, and meadows,
as well as the pathways to and from their school. They
usually make a map of the local area and thus deepen
their sense of place as well as sense of direction. They

study local history and thus gain an understanding of
what the area was like in the past. This is a good time
for them to become

caretakers of the local

environment through

activities such as re-

moving litter, planting

trees, counting birds,

and building trails.

The fifth grade is a
time to learn about
the plants, wild and
domesticated, in the
local environment.
Fifth graders observe
and draw plants in
the garden and in
nearby natural areas.
'They come to under-
stand that throughout
history, changing
patterns of vegeta-
tion have changed the
surface of the Earth.
With a foundation in botany, children of this age can
help preserve the diversity that is necessary for the sur-
vival of endangered species. Planting certain plants for
honeybees, Monarchs, and other butterflies helps the
children to understand the need for natural habitats
for all creatures. This work gives the fifth grader insight
into the processes of nature and a sense of purpose.

A fifth grader’s drawing of

a dandelion

For the sixth, seventh, and eighth graders, the garden
is a neutral place to become less self-conscious and to
focus on the work needed. Students learn to use garden
tools in an efficient and precise way. Students carry out
their tasks, breathe deeply, and touch the Earth. They

begin to have solid ground beneath their feet, a sense of

Twelfth graders working in the garden at Summerfield
Waldorf School and Farm, Santa Rosa, California

Photo above left courtesy of Spring Garden Waldorf School, Copley, Ohio
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accomplishment, and a true sense of self. The greater the
challenge is, the better. Double digging, splitting wood,
planting, and harvesting give the students a sense for
the life forces around and within them. Growing food
at this age teaches sustainability, independence, and

Learning to take care of the farm animals is an
important part of the farming/gardening curriculum.

self-sufficiency and can lead toward a caring interest in
the natural world. Cooking and enjoying the food that
they themselves have harvested nourishes their souls

as well as their bodies. Food preparation and cook-

ing skills, once mastered, can be used in service to the
community, in preparing meals for homeless persons or
catering a meal for a schoolwide event.

Once children, particularly adolescents, know that
they have the skills to be participants in sustainable
daily practices, they have the self-confidence to ap-
ply their idealism in practice. They show respect for
the Earth’s resources and take action to see that those
resources are used carefully and then are recycled and
reused. They realize that we must take less and use less
so that others in the future will have access to needed
resources. The students’innate wisdom and their

A twelfth grader and her two first-grade “buddies”
enjoying figs direct from the tree. Seniors and their
buddies work together in the garden through the year.
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respect and love for the Earth find expression in the
choices they make in their daily lives.

One way that I work with adolescents on sustainability
is through a “Green Team.” This team is like a club,
and students join out of choice and interest. We meet
once a week at lunchtime. At the outset, I ask, “What
is important to you, and what do you want to do?” The
students share their areas of interest and concern. Then
we start to put some of their interests together with
next steps. Sometimes we bring in a specialist to begin
work toward a specific goal. For example, if we want to
reduce our waste stream we might call in our garbage
hauler and start to consider practical measures. The stu-
dents initiate and carry out the projects. I am there as a
mentor; this gives them more freedom and responsibil-
ity. We have taken up many different projects over the
years, including a garbage audit, a recycling relay race,
replacing paper towels in the bathroom with electric
hand dryers, and installing water catchment tanks.

Members of the high school Green Team clear trash and
debris from the banks of Santa Rosa Creek near the school.

We have a high school Green Team and a seventh/
eighth-grade Green Team. Last year, a high school
junior helped to lead the seventh/eighth-grade team.
She decided to make climate change the focus of her
senior project, and during the summer she went to Los
Angeles to study with Al Gore and participate in the
Climate Reality Project. This year, she has been mak-
ing presentations to many different groups, including
student groups and local city councils, encouraging
discussion about and action on climate change. “Cli-
mate Literacy”is offered as an elective course in the
high school and brings structure to the study of envi-
ronmental concerns and solutions.

In high school, the students study gardening and farm-
ing, nature, and environmental issues from a scientific
point of view. They study the carbon cycle, acids and
bases, microbiology, the composition of soil, and how
to keep the soil vital and life-giving. They learn about

Photos courtesy of Summerfield Waldorf School and Farm



In an elective course—Earth, Art, Ecology—students
use art to focus on environmental concerns. Here, the
Earth Mother weeps at how she is being treated.

statistical data and how to access and analyze it. They
study different farming methods—organic, biodynamic,
and permaculture—as well as the four methods of plant
propagation: seeding, cuttings, layering, and dividing.

'The high schoolers also study water and related phe-
nomena and issues. Watershed, water catchment,
water-wise gardening, water table, wetland, water
cycle, wastewater, well water, city water, and aquifer
are all terms they learn so as to understand water and
its place in nature and in human life.

Tending fruit trees and growing berries, vegetables, and
herbs are essential archetypal human skills that give
students the possibility of, later in life, raising their
own food and being independent, at least in part, of
the global food system. The students also study culinary
and medicinal herbs, choose several favorites, cultivate
those, and do research about them.

Other topics that the students deal with include

social justice, hunger, poverty, urban agriculture,
eco-economics, forestry, waste streams, and zero waste.

A student painting depicting the effects of climate change

The Earth Mother and all her creatures rejoice
when she is treated with care and love.

An acquaintance with and concern about these issues is
part of becoming a true citizen of the world.

With these studies and practical experiences, the
twelfth grader is ready to consider the question, “How
do I bring all that I have made my own out into the
world, and how may I be of service?”

Social and environmental activist Orland Bishop
has said:

We are the hosts of a conscious future, a future with the
Earth at the center of our hearts, and to which we dedi-
cate our love. The door to this healing future is open.

Today, the environmental crisis calls every person to
become a steward and keeper of the Earth, to love and
care for the natural world, and to learn how to live

with the smallest footprint. We parents and teachers,

by providing our children with a model of stewardship,
giving them opportunities to learn about and experience
nature, and teaching them skills of environmental care,
can help this generation become human beings dedi-
cated to the sustainability of nature into the future. ©

RONNI SANDS has been a garden
teacher at Summerfield Waldorf School
and Farm in Santa Rosa, California, for
the past 26 years. She teaches biodynamic
agriculture, as well as herbal studies,
basket weaving, and cooking. She has
created a developmentally appropriate garden curricu-
lum for students K—12 and is the coauthor of the book,
Growing Sustainable Children, A Garden Teacher’s
Guide. She and her co-author, Willow Summer, are
offering an intensive, three-day garden teacher train-
ing at Summerfield this summer, July 6,7,8. For more
information, please write figwortrs@gmail.com
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BooOK Review

The Adventures of Scoochie Mouse

BY THERESA ROACH MELIA

ILLUSTRATIONS BY MARCIA ALLYN NILSSON

'This charming children’s book features a shy, curious
mouse named Scoochie. But it is as much about a
young family, their farm, and their idyllic life together.
It is also about the spiritual beings who inhabit and
enliven their little world.

‘The day-to-day life of Mom and Dad, older children
Tom and Jessica, and baby Lianne is strikingly whole-
some. Their day starts with a morning verse/prayer:

To the Great Lord of Life
Whose life is our life

Whose life is all life

To you we bow and pray.

To all good helpers

Of earth, water, fire, and air,
We bless you for your care
And give thanks for you

And for this new day.

'The children spend their days gladly helping with farm
chores, swimming in the pond, exploring and observing
Nature, playing with their rescue dog Woof, doing hand-
crafts, and otherwise enjoying themselves. Although the
story takes place in the present time, there is no mention
of a television, computer, or cell phone in the home.

In the evening, the family
sings together and often reads
a story aloud. Some of these
are incorporated into the
book, including a Grimm’s
fairy tale and a story about

a group of young knights,
both men and women, going
off into the world but then
finding their way back home.
'The day ends with the fam-
ily standing around a lighted
candle as Mom recites an
evening prayer:

Our work, our words, our play,
Our deeds throughout the day
In us become a light.

The Christmas tree
fairy appears to

Scoochie.

We carry it along ‘til stars shine
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Through the night.
To the stars we give
our light,

Filled with love,
shining bright.

A chorus of “Amen” is followed by hugs and kisses all
around. In the holiday season, the family celebrates
both Hanukkah and Christmas, reading the stories that
depict each of the holidays.

'The family extends its warmth and love beyond itself.
'They befriend and then adopt into their home an old,
lonely, and malnourished man named Birdie, who has
lost his own family. The family’s care and love bring

Birdie back to health and peace of mind.

Meanwhile, another community of beings, visible

and invisible, also is living on the farm. This includes
Scoochie, who observes and enjoys vicariously the fam-
ily life. Scoochie has befriended the farm’s chickens to
the extent that she often sleeps under Henrietta, one
of the hens. This community also includes Spitzer, the
gnome lord of the farm, and his many helper gnomes
who protect and support all the animals, plants, trees,
and rocks. Angels, fairies, and elemental beings—
sylphs, undines, and salamanders—are also part of

the life on the farm. Scoochie and Spitzer have vari-
ous adventures together, including going to the city to
bring back gnomes in need of the healing energy of life
in the country.

Author Theresa Roach Melia, a longtime Waldorf
kindergarten teacher, depicts a place, a little world,
where—as the back-cover summary observes—the
“most important of things are evident in abundance: a
deep reverence for the natural world, an abiding kind-
ness toward all creatures, and love and goodness.” It is
also a place where all phenomena are interconnected
and form a sacred unity.

The Adventures of Scoochie Mouse is a testimony for
children and a reminder for adults that ultimately the
world is good, true, and beautiful.

—R.E.K.

152 pages » $12.95 ¢ Lindisfarne Books *
Great Barrington, MA, 2017



Waldort Education
and Technology
Changing the Narrative

BY JOHN TREVILLION

“Waldorf schools—aren't they anti-technology?”

At one time or another, most Waldorf teachers have
heard this sentiment expressed either as a question or
as an assertion by adults or students. Whether we agree
with it or not, this is the prevalent narrative in our time.
Today, this has a very narrow but significant meaning:
Waldorf schools are anti-digital technology. In a world
increasingly reliant upon digital technology and where
digital skills are necessary for being a successful and
responsible participant, being perceived as anti-technol-
ogy does not serve Waldorf Education well.

Are Waldorf schools anti-technology? The short an-
swer is no, they most certainly are not against technol-
ogy—digital or otherwise. The founder of Waldorf
Education, Rudolf Steiner, made it abundantly

clear that if we use technology without
understanding how it works, we become
enslaved to it. Steiner also made clear that
the study of technology, as an outcome

of and spur to the growth of scientific
knowledge, is an important part of the
Waldorf curriculum. This surely makes it
imperative that we introduce our stu-
dents to digital technology in a thought-
tul and deliberate manner aligned with
our principles of child development.

For most of my career, I have taught

students of middle school age. As a human being born
into the age of the Industrial Revolution, I have felt an
enormous responsibility to teach my students about the
remarkable times in which we live and the technologies
and individuals that have shaped these very times. Like
most of my colleagues, however, I have long harbored
ambivalent feelings about the digital realm. I make
practical use of the technology and am grateful for
being able to do so. 1 am frequently filled with wonder
at its “world-at-my-fingertips” possibilities, particularly
with the advent of the smartphone. But as far as young
people are concerned, I have been deeply aware of the
dangers it presents, and I have counseled parents to
shield their children as much as possible. “Give them
dumb-phones!” has been my advice.

Photo at top: Yes, this is a Waldorf classroom!

A quarter of all children have
experienced cyberbullying.

In recent years, however, I have found that response to
be insufficient for the following reasons:

1.1 experienced direct evidence—from having recently
taught two cycles of grades five through eight—that
my colleagues and I were falling short in address-
ing the powerful effects of the digital world on
middle school students. The compelling evidence
included cyberbullying and sexting. Indeed, it was
the appearance of these uncivil behaviors in one
of my eighth-grade classes that introduced me to
these very terms. Clearly, many of my students were
swimming in waters that neither they nor I had
charted—nor ever discussed.

2.'There is growing evidence that my school, Chicago
Wialdorf School, has been losing students—par-
ticularly in the transition from grade school to high
school, and particularly among boys—on account
of our lack of an organized, comprehensive
approach to the digital realm. We have had
classes that involved the use of computer
technology, but these classes could not in
any sense be described as comprising a
coherent computer science education. We
were using the technology incidentally
without much attempt to truly under-
stand and penetrate it. Along with several
colleagues, I became convinced that my
school must find a way to address these
issues. How?

To address the need for a healthy introduction to the
digital world, many schools have adopted Cyber Civics,
a program created by Diana Graber, a parent at Journey
School in Orange County, California. This three-year
program, designed for students in grades six, seven,

and eight, provides a coherent set of lessons aimed at
cultivating digital citizenship or, more to the point,
citizenship in the age of digitally based social relations.
Because of this broad intent, the actual use of comput-
ers is not necessarily part of the course. The lesson con-
tent is thoughtful and imbued with a sense of fun that
engages the students for whom it was designed. Diana
Graber came to our school and gave a lengthy work-
shop providing the rationale of the program and some
taste of it to the entire K-12 faculty. Afterward, the
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school decided to implement Cyber Civics in the three
middle school grades, beginning in September 2018.

The course is currently taught in our school by one
teacher, the intention being to give the three-grade
curriculum a continuity in terms of content and pre-
sentation. However, this will change. There is clear
evidence that, generally speaking, the class teacher has
the kind of intimate relationship with students that
optimizes receptivity to and participation in the Cyber
Civics curriculum. Therefore, in the 2019—-20 academic
year, the class teachers for each grade will present
the program to their own
students. They will receive
guidance and advice from
a supervising teacher, who
will oversee the whole
three-grade program.

We are also currently
examining the question of
what, when, and how to
introduce instruction in
digital skills in the middle
grades. Cyber Civics
focuses on good citizen
behavior rather than the
introduction of practical
digital skills. At this point,
we offer a keyboarding
class for the eighth grade
but are seriously consider-
ing introducing those same
skills in sixth grade, and
adding other digital skills—word processing, photo
manipulation, and multimedia skills—in the seventh

and eighth grades.

Eighth-grade key-
boarding class at

Chicago Waldorf School

To address the need for a genuine penetration of the
digital realm, some Waldorf high schools in North
America have designed and implemented computer
science curricula, spread over three or four years. My
school invited Charles Weems to present his thinking
on computer science education at the high school level.
Dr. Weems is associate professor of computer technol-
ogy at the University of Massachusetts and teacher of
computer science at Hartsbrook Waldorf High School.
He is also the author of several articles on teaching
computer science at the high school level—in Renewal
and the Research Bulletin of Research Institute for
Waldorf Education. Following a full-day workshop

in which the entire faculty engaged with Dr. Weems
through discourse and practical experiences, the faculty
chose to implement the first year (for the ninth grade)
of an intended four-year high school computer science
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program. In the 2018-19 academic year, this program is
being carried by one teacher.

In neither of these initiatives is our school breaking
new ground. What may distinguish our programs,
however, is that we understand them as part of a new,
comprehensive narrative—that, as a Waldorf school,
we provide a pathway for our students toward a healthy
relationship with digital technology. The teachers of
both the middle school Cyber Civics program and the
high school computer science program are committed
to this narrative. However, we do not see that commit-
ment as sufficient in itself for an effective education.
Rather, we see it as essential that the entire faculty
understand, support, and be ready to communicate this
narrative for the following reasons:

¢ These two programs aimed at middle and high school
students, respectively, are the obvious, visible compo-
nents of the larger “healthy pathway.” Less obviously
connected to computer education, but also important,
are the aspects of Waldorf Education that counter-
balance the students’ engagement with the digital
realm. In early childhood and much of the elementary
school years, one of these elements is the emphasis on
healthy, imaginative, physically active play. Important
also, throughout the grades, is the students’ ongoing
engagement with the
arts, music, wholesome
movement (eurythmy
and gymnastics), and
handcrafts. Another key
aspect in the early years
is the avoidance in school
of screen technologies

of all kinds. The debate
about when and to what
extent children should
start using digital devices
is alive in the main-
stream culture as well as
in the Waldorf world.
Fortunately, mainstream
researchers are developing
“slow-tech media guides”
to inform the discussions
that should take place in
every school community about the powerful influence

of digital devices on children.

Tenth graders
disassembling a computer

¢ All teachers in a Waldorf school, at every grade level,
need to own and communicate their commitment to
this positive narrative regarding digital technology.

To do otherwise sows confusion and misunderstand-
ing among parents and students as to the school’s



relationship to digital technology. This is especially
true for early childhood and early grades teachers who,
for excellent reasons, promote the message that we

do our children a great favor by limiting or, better yet,
eliminating exposure to screens of all kinds, especially
those of computers. This message, motivated by the
deepest concern, can have the unintended consequence
of delivering the message that “Waldorf schools are
anti-technology.”

Waldorf teachers
at every level, even
if they recommend
caution about
early exposure to
the digital world,
need to be seen
by students and
parents as hav-
ing developed an
informed, practi-
cal relationship to
this technology. A
Luddite—or even,
dare I suggest, an
anthroposophi-
cally derived—
gesture of antipathy to it will almost certainly fail to
inspire our students. This can be challenging. I, for
example, resist the many possible modes of engage-
ment that my smartphone makes possible only because
it requires effort. I benefit from and am grateful for
the help of indulgent friends, colleagues, and students.
And, in spite of everything, I hang on to my smart-
phone.

Nick Novak, computer science
teacher at Chicago Waldorf
School, helps tenth graders iden-
tify the parts of a computer.

¢ Each new “breakthrough technology” in history has
challenged the human being’s sense of what it means to
be human. While strolling in the English countryside
in 1803, the poets William Wordsworth and Samuel
Taylor Coleridge chanced upon a functioning steam
engine with its whirring centrifugal self-regulator and
wondered aloud—sufficiently so for their reaction to
become recorded fact—if they were in the presence of
a man-made intelligent being. Just twelve years later,
the eighteen-year-old Mary Shelley was imagining and
writing about a creature “created” by one Dr. Franken-
stein and animated by that mysterious, invisible energy
known as electricity. After a few more decades, the in-
ventor Charles Babbage devised his “diftference engine,”
a machine that “could think,” and his colleague, Ada
Lovelace, devised the first “computer program.”

With the advent of the modern computer in the
twentieth and twenty-first centuries, the temptation

All classroom photos by Jason Greenberg, CWS Communications Director

to believe that “computer
intelligence” will match or
surpass human intelligence
has never been greater.
Each new technology
presents a new mirror in
which to see ourselves—for
who (or what) we are and
for who (or what) we are
not. As an education that
devotes itself to and prides
itself on “educating free
human beings who out of
themselves impart purpose
and direction to their lives,”
we should be helping our
students acquire not only
practical skills in the use of technol-
ogy but also a clear understanding
of what it is—and is not.

Babbage’s “difference
engine,” or automatic me-

chanical calculator (1822)

I am convinced that providing a
pathway for our students toward

a healthy relationship with digital
technology is one of the paramount
challenges of our time, and one with
which Waldorf schools are uniquely
prepared to engage. To the extent
that we take up this challenge, to the
same extent will we fulfill our core
mission. To the extent that we avoid
this challenge, to the same extent we
will risk becoming irrelevant.

Ada Lovelace
(1815-1852),
writer of the
first computer
program

Meeting this challenge calls for conversation and
research within each of our schools—conversation and
research that engage the entire faculty and community.
It also calls for conversation among schools, most obvi-
ously in conferences. Finally, it calls for a commitment
to the challenging but doable task of replacing a long-
standing and dubious narrative regarding Waldorf Edu-
cation and technology with a new and positive one. ©

JOHN TREVILLION has been a class
teacher for eight middle school cycles,
roughly half at Detroit Waldorf School
and half at Chicago Waldorf School. In
recent years, he has been the chairper-
son of the college of teachers at Chicago
Waldorf School and continues to teach occasional science-
based blocks in its middle school. He has written many
class plays, including three musicals in collaboration
with more musically gifted colleagues.
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Cyber Civics—Teaching Cyber Literacy in the

Middle school

BY DIANA GRABER, MA

In 2011, my two daughters were students at Jour-
ney School, a charter school in southern California
that is part of the Public Waldorf movement. That
year, when my eldest daughter was in eighth grade,
our small, close-knit school community experi-
enced its first cyber incident. Girls in the class were
posting photos on Facebook that were unflattering
to one another. It was not quite cyberbullying, but
teelings were hurt, and students, parents, and teach-
ers were upset. The warm, nurturing social environ-
ment of the school had been compromised.

Having just completed a master’s degree in media
psychology and social change, I believed I knew
what was needed—digital literacy. I received per-
mission to use a one-hour class each week, formerly
devoted to the teaching of civics, to teach “Cyber
Civics.”I hoped that the course would empower
students to use technology thoughtfully, ethically,
and competently, and thus prevent future problems.

Three Years to Digital Literacy

'The initial one-year course went very well. Parents,
teachers, and the students themselves were happy
with the progress the students made in handling
their online lives. We soon discovered, though, that
with weekly one-hour class lessons, it would

take three years to cover all the concepts and

skills that constitute “digital literacy.” Conse-
quently, we developed a three-year curriculum

and began using it at Journey School. Since

then, the Cyber Civics program has been

adopted by 121 other schools in the Waldorf
Education movement in the United States and

Canada, and one in both England and Peru.

The first year of the program teaches Digital
Citizenship, which is “the safe and respon-
sible use of online tools.” It is recommended
for sixth grade, but some schools wait until
seventh or even eighth grade. The lessons—
about fifty minutes long—are taught entirely
without actual technology. This is because,

as experts agree, the most important media
literacy skills are “social and behavioral skills,”
and these are learned through engagement

Students also learn
that whatever they post
on the internet becomes
part of their permanent
personal history.

with other human beings, not with a machine.
The students learn how a computer works, how to
avoid cyberbullying and digital drama, and what
steps to take to protect their personal information.
They also learn what it means to be a member of
a community—online or offline—and that their

Students learn that being a responsible member of
any community—online or in real life—requires
the following traits: Honesty, Respect for Others,
Courage, Compassion, and Responsibility.

online behavior affects others
and also affects their own
reputation. The students do
problem-solving and role-
playing around digital media
topics. The students also
create beautiful illustrated
lesson books to record their
discoveries.

'The second year—
Information Literacy—
teaches students to use digital
tools to do research. They
learn what “keywords” are and
how to write effective search
queries. They learn about
copyright, plagiarism, fair

use, public domain, Creative

Drawings above by students in Cyber Civics, year one



Commons, Wikipedia, and more. Perhaps the most
important thing students learn in this second year
is that when they search for something online,
Google gathers up their personal information and
then feeds them information it thinks they want.
These “filter bubbles,” the students discover, lead to

Another key lesson is that whatever is entered into
the searchline Googles remembers and henceforth
Jfeeds us information accordingly.

a one-sided exposure to information and perspec-
tive, and are in part responsible for the divided
world we know today.

'The third year of the Cyber Civics course, Me-

dia Literacy for Positive Participation, brings all
these concepts and skills together. The students
use their critical thinking to analyze media mes-
sages. They explore fake news stereotypes in media,
photoshopped images, online hoaxes, and more.
They also use their information and media-literacy
skills to do research, write papers, and prepare

for the creation and presentation of their eighth-
grade projects. But, most importantly, they are
encouraged to work with media in positive and

A hoax text message scam
attempting to lure the
unwary into divulging per-
sonal and financial data.

Being able to identify an image—such as
“Superkitty’—as photoshopped is an essential
capacity for those using the internet.

productive ways. Our aim is that they know how
to wield powerful and constantly developing tools
to make the world a better place.

Concern about the effect of electronic media

on children, particularly young children, is well
tounded. Some of the leaders in the tech industry
have protected their own children from the devices
they themselves developed and are selling. The
nurturing Waldorf curriculum of the early grades
should be preserved. But at some point the chil-
dren will have to enter the cyber world of today.
We hope that providing them with the appropriate
knowledge and skills will help them become re-

sponsible and productive citizens of that world. ©

DIANA GRABER is a longtime
parent and teacher at Journey
School, a charter school that is part
of the Public Waldorf movement.

A media producer with an MA in
media psychology and social change,
Graber writes about technology’s impact on human
behavior. She is the author of Raising Humans in

a Digital World: Helping Kids Build a Healthy
Relationship with Technology. She is also founder
of CyberWise.org and CyberCivics.com, organi-
zations dedicated to helping adults and students
learn digital citizenship and literacy skills. She has
served as adjunct professor of media psychology at
the Massachusetts School of Professional Psychology
(MSPP) and was awarded the 2017 Media Lit-
eracy Teacher Award by the National Association of
Media Literacy Education.
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“But, Mom, I Haven't Killed the Dragon Yet”
Preserving Family Life in the Age of Screens

BY HENRY M. TRAURIG, MA, LLP

We are not human beings having spiritual experiences.
We are spiritual beings having human experiences.

—Teilhard de Chardin

Humanity stands upon a threshold. With the children
born during the emergence of the technology age in
the 1980s and 1990s now having children, we are in a
time when the presence of and reliance on electronic
devices is the norm. Many children grow up in families
and schools where screens are ubiquitous. For parents
wishing for more human and nature-based experiences
for their child, the challenges are especially acute. With
due respect to these difficult choices and situations
parents face, I would like to offer some practical advice
that may support efforts in addressing the prevalence
of screens in our society.

¢ Spend time in thought and reflection to develop your
own coherent philosophy about the role of electronic
devices in family life. Ask yourself: Why this device at
this time? What will the consequences be for my child
and for our family? Is this really just a toy, or a machine
designed to foster addiction?

¢ Consider delaying social media usage and the play-
ing of video games until after age twelve. Then, establish
and uphold family guidelines for the kind of media and
games allowed and the amount of time spent on them.
Encourage your child’s school to ofter a middle school
“Internet citizenship” program such as Cyber Civics. This
course prepares children to

use social media in a con-

scious and responsible way.

¢ Delay the cell phone “rite
of passage.” Mainstream
movements like Wait Until
8th have excellent resources
for parents. My own pref-
erence is to wait until at
least ninth grade for a child
to have this privilege and
responsibility.

4 Create screen-free time
and/or spaces in the home.
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The jigsaw puzzle, very popular throughout the
twentieth century, can still be a source of family fun.

Make conscious choices about when and where to use
technology, and when and where not to. Model and
involve children in screen-free activities—such as play-
ing board games, putting together a jigsaw puzzle, and

doing handcrafts.

¢ Have the courage to retrieve an inappropriate device.
Sometimes we provide a child with an electronic device
or allow access to social media, but then realize that the
device or the access is premature. In such a case, simply
and honestly explain, “I made a mistake in giving this
to you. I did not realize what it would do. You may

use it when you are older.” The child may react with
anger and sadness and wish to challenge the decision.
Suggest an alternative, fulfilling activity, and hold your
ground. If your mistake was in allowing too much ac-
cess to a device, set clear rules and enforce them.

¢ Meet with other class parents to reach a consensus

on practices involving electronic devices. Two such

gatherings each year can create a shared commit-

ment to providing a wholesome environment for the

children in the world of technology. Have at least one

such meeting in someone’s home in order to create an
intimate social environment
tor the class parents. Develop
respectful “contracts” that
specify how electronics will
be used during playdates
and sleepovers. Children and
young people need face-to-
face, ego-to-ego interactions.
'This is how they develop
trust and deep connections
with their peers.

¢ Model and support the
reading of books as a part of
daily life. Reading is medita-

tive in form and function,



both calming the brain and mood and supporting
creative, imaginative thinking.

¢ Provide opportunities for your child to play outside
daily for extended periods of time. The fundamental
work of childhood is play. Play prepares the child for
adult life by continually involving the child in imag-
ined roles and by testing skills and endurance.

¢ Allow plenty of opportunity for boredom to occur
in the daily life of a child. Every waking hour does

not need to be programmed with activities or filled
with entertainment. The experience of boredom can be
the springboard to creative thinking and imaginative
play. Children are developing resilience when they can
respond to and overcome boredom with “I think I will
practice the piano for a while” or “Hey, I know—Ilet’s

build a fort!”

¢ Provide opportunities for purposeful work. Chil-
dren and teens need to develop gratitude, patience,
and empathy—cornerstones of a healthy human life.
Useful work within the home, beginning at age three
and continuing through adolescence, fosters these
positive qualities. Children can take part in cooking
and baking, housecleaning, yard work, and garden-
ing—working with parents or independently when
they are ready. Purposeful work done in the home with
the approval of parents creates in the child self-respect,
a sense of belonging, and a feeling of empowerment.
'The child realizes that he or she is able to make a real
contribution to family life.

¢ Take walks together daily in nature or the neighbor-
hood and talk about concerns, problems, hopes, and
dreams. Children and teens still need experiences in
nature to ignite wonder and to enliven all the senses.
'They also need opportunities to communicate with
adults in a meaningful way. Traveling together in a car
can also be a time for sharing.

¢ Find opportunities for teens to interact with model-
worthy adults. Seek out a leader in your school or
community who can serve as a guide to lead young
teens in rites of passage that include challenges and
adventure. Whether given a spiritual intent or not,
such an experience speaks to the young soul’s search
for meaning. In my area, there is a small group of
women who help girls make the transition into young
womanhood through an ongoing group called the

Young Maiden’s Circle.

¢ Cultivate family life. It is sacred. The souls who
come to us as our children call out for protection,
attention, and care. The warm, loving bonds formed

between parents and children will provide strength and
inspiration throughout life. Therefore, it is important to
share activities and pleasures as a family. You can play
games together, go on outings, and visit museums and
theme parks. There are many ways to have fun together.

¢ In particular, cultivate the life of the family hearth.
For millennia, families in all cultures gathered in the
evening around a warming fire. Today, if no actual
fireplace is available, even a single burning candle can
function as a hearth. The word Aearth comprises “heat,”
the “earth,” and the “heart,” and the hearth can be a
place of belonging, safety, and love. Around the hearth
one can talk about the events of the day. Share your
life experiences and what you have learned from them;
listen to the hopes and struggles of your children.
These conversations will make a profound impression
on your children. Read stories together as a family and,
when children are old enough, read full-length books
together. Sto-

ries nourish and

enrich the human

soul and spirit.

Perhaps the great-
est gift we offer
our children of all
ages is the time
spent loving them,
guiding them,

and simply being
together. Life
today is compli-
cated. But parents
and children can
thrive through our mutual love and support and through
healthy human and nature-based experiences. ©

A family in Victorian England
gathered around the hearth in
the evening

HENRY M. TRAURIG is a practicing
psychotherapist who has worked with
children, families, and adults for over
four decades. He lives in the Detroit
area, where his two daughters attended
several Waldorf schools, including the
historic Detroit Waldorf School. Focusing on the spiritu-
ality in being, he provides lectures, long-distance consul-
tations, and workshops for Waldorf parents and schools
on the challenges that the age of technology presents for
humanity. His wife Diane’s diagnosis with multiple
sclerosis a quarter-century ago brought an end to her
work as a Waldorf home-based preschool teacher. Diane’s
care has become his second vocation and has served as a

powerful teacher of the sanctity of family.
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Buildings That Embody Waldort Values

BY DAVID SLOAN and AMY ESHOO

All Waldorf educators know that the warm, caring, open relationship between teachers and students is at the heart
of Waldorf Education. They also know that the physical space in which learning takes place is also an important
Sfactor. Therefore, in every Waldorf school much effort is made to bring light, color, and organic forms into the
classrooms and common spaces. Schools whose buildings have a priot, non-Waldorf history typically do much imagi-
native retrofitting. Some schools are blessed with the opportunity to design and build a purpose-built structure.
Maine Coast Waldorf School had such an opportunity with its new high school building. The school sought to create
a physical environment that would support the learning of its students and also embody Waldorf ideals.

I£, as Winston Churchill once famously declared, “We
shape our buildings, and thereafter they shape us,”
then surely the schools we construct in our Waldorf
communities need to be designed with consciousness
and care. Inside classrooms, Waldorf teachers strive to
“sculpt” lessons that foster the students’soul capacities.
In serving that end, we must be committed to shaping
the very environments in which students learn.

Rudolf Steiner often stressed the importance of ar-
chitecture, the crucial relationship between “inner”
function and “outer” form. Steiner held that the design
of a building needs
both to support and
to visibly express

the activities taking
place within its walls.
'This does not mean,
though, that a struc-
ture has to literally
and externally depict
the primary mission
of an organization, as
the executives of the
Longaberger Basket
Company in New-
ark, Ohio, decided

in 1997, when they
built a seven-story

The Longaberger building
was sold in 2018 for $1.2
million to a developer who
specializes in preserving and
restoring historic buildings.
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office complex in the shape of a gigantic wicker basket,
complete with handles!"

Designing a building that will express and support the
varied activities in a complete K-12 Waldorf school is no
simple matter. A central tenet of Waldorf Education is
that there are distinct
stages of development
in childhood and that
the young child, the
elementary school
student, and the high
school student each
need a distinct cur-
riculum, pedagogy,
and physical and soul
environment in order
to thrive. A Waldorf
early childhood cen-
ter anywhere in the
world will be charac-
terized by a sheltering
gesture, softly col-
ored, billowy fabrics,
protected nooks, toys
made from natural
materials, and proximity to outside play areas. Inner and
outer spaces work in concert to encourage the exercise of
the young child’s imagination and will.

Students in class at the
Goderich Waldorf School in

Sierra Leone



Waldorf elementary school buildings vary
greatly—from the elegant, stately manor house

of Michael Hall School in Forest Row, England,
to the newly constructed straw-bale classrooms

of the Lakota Waldorf School on the Pine Ridge
Indian Reservation in South Dakota, to the rustic,
corrugated-roof, open-air structure of the God-
erich Waldorf School that serves war orphans and
refugees in Sierra Leone.? In every Waldorf school,
the aim is to create an aesthetically pleasing struc-
ture and space that will support the all-important
relationships between teachers and students, so

A wing of Aarhus
Rudolf Steiner School,
characterized by the
angularity appropriate
for high school students

that the heart forces of the children, as well as
their academic and practical skills, will develop.

Many Waldorf school buildings incorporate angled
rooflines and strive to avoid the rectilinear form

of most institutional spaces. As architect Morten
Schmidt writes of his 2009 addition to the Rudolf
Steiner School in Aarhus, Denmark, the building
“creates engaging, colorful areas for students to
explore, providing both intimate and open-plan
areas that cater to the school’s range of learning
activities.”

Waldorf high schools often integrate elements of
both early childhood and elementary school build-
ings—organic forms, dynamic rooflines, colorful walls,
and easy access to the outdoors. However, just as a
maturing teenager no longer fits into her nine-year-
old clothes, high school students no longer “fit” into
the more intimate classrooms of their younger years.
‘They can benefit from spaciousness, separate and
distinct areas for learning and socializing, and large
windows opening to the wider world. As art historian,
professor, and author David Adams has written, “That
which is softer, more rounded, and more unified in
the preschool and early elementary years will gradual-
ly become firmer, more articulated, and more angular
as students advance through their schooling.™

In the high school years, intellectual capacities
begin to blossom. Waldorf teachers strive to help
their students develop their logical and reason-
ing capacities. However, they are also interested in
having the students develop holistic, creative cog-
nitive faculties—the ability to think “outside the
box.” It may be that box-like, institutional build-
ings predispose students to “in-the-box” thinking,
while “organic architecture (will) offer greater sup-
port to the organically related, mobile, and flexible
thought processes that Waldorf teachers hope to
develop in their students.”

Several years ago, Maine Coast Waldorf High
School began to outgrow its rented space and de-
cided to build a new building on its seventy-plus-
acre campus in Freeport. This would unite a school
that had been located on two campuses twenty
minutes apart by bus. In addition, it would also
provide an opportunity to design a high school
building that would meet the needs of its high
school students and also exemplify the aims and

ideals of Waldorf Education.

Maine Coast’s mission statement echoes those
of many Waldorf schools: “The mission of Maine
Coast Waldorf School is to awaken the highest
potential in every student by fostering clarity of
thought, warmth of heart, and strength of resolve
to make a difference in the world.”®

The last phrase of the statement—"“make a differ-
ence in the world”—became the focal point of the

planning group responsible for the building design.

'This aspiration could have manifested in myriad
ways, but Maine is extremely environmentally
conscious, and the planning group quickly recog-
nized that the project was an opportunity for the
school to manifest its commitment to the care of
the environment in a practical, concrete way. With
the support of the board, the capital campaign

Maine Coast Waldorf High School building viewed
from the southeast

All photos of Maine Coast Waldorf School by Chuck Choi, courtesy of Briburn Architects
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committee, and the wider community, the planning
group decided to push for a sustainable, net-zero build-
ing that would demonstrate the school’s commitment
to responsible, long-range stewardship for the Earth.
A net-zero energy building is one in which the total
energy consumed in a year is roughly equivalent to the
total renewable energy that the building generates.

Maine Coast

is one of many
‘Waldorf schools
committed to
the stewardship
of the environ-
ment. Among
them, Shin-

ing Mountain
Waldorf School
in Boulder,
Colorado, stresses
environmental
stewardship and
has sustainabil-
ity guidelines

for its campus.” Denver Waldorf School’s vision of
social renewal includes sustainability of humankind and
stewardship of the Earth.® Minnesota Waldorf School’s
mission includes a statement declaring children’s respon-
sibility for themselves and the world around them.’

While windows look out to the
wide world, students in the
science lab study nature in its
smaller manifestations.

Maine Coast Waldorf School applied this principle of
environmental responsibility directly to the design of the
high school structure. The building would demonstrate
environmental stewardship, as well as foster creativity,
inspire curiosity, and honor the learning spirit of its oc-
cupants. The high school building, designed by Briburn
Architects in Portland, Maine, is comprised of flexible,
light-filled classrooms for learning, as well as angled halls,
attractive office spaces, and creative community areas. The
building achieves net-zero energy through a passive solar
design, high insula-
tion levels, efficient
HVAC systems,
day-lighting con-
trols, and shading.

Working closely
with the architects,
the planning group
stayed true to the
profile of typical
Waldorf classrooms.
Electrical outlets
and computer

jacks were kept to

Mixed-grade dance class in the
school movement room
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a minimum. Instead of white boards and connectors
to link the students’ electronic devices to those of the
teachers, the committee asked for blackboards and for
walls on which artwork could be tacked.

While these requests, based on Waldorf pedagogy,
were seemingly anachronistic, the design of the systems
supporting the classrooms are high tech and state of
the art. Interior lighting is tied to occupancy sensors
that switch lights off when no one is in a given room.
Water faucets also are automatically turned off as
necessary. Heat pumps in virtually every room provide
very efficient heating and cooling. An energy recovery
ventilator (ERV) in each classroom floor retains as
much thermal air conditioning as possible, which gives
a healthy indoor environment through constant fresh
air ventilation. The building is so well insulated and
airtight that the people, computers, and equipment
provide significant heating in the winter, and the heat
pumps are there only to make up the difference.

In the student center, students play chess, study, and
relax on mushroom posture stools.

The elements that contribute to the building’s ef-
ficiency and the passive house gains are also features
that embody signature Waldorf building aesthetics.
'This high school building is oriented to the south for
maximum solar gain. The solar array on the metal roof
is sized to produce at least as much electricity as the
building is projected to use, and an online program
keeps track of this. The triple-glazed pane windows are
strategically located to capitalize on solar heat gain in
the winter. Deep overhangs on the south-facing win-
dows prevent overheating from the sun during warm
months. Also, the windows allow for abundant natural
light to fill the teaching spaces and offices. The views
they afford to playing fields and woods connect the
students with the outdoors and offer vistas to the rest
of the campus and woods beyond.

'The sheltering overhangs and the portico function as
protection from the elements and also define a social
space for the students to gather, rest, and play. They also
enable the faculty to hold outdoor classes as weather



permits. Thus, the high school students can continue to
experience the vital connection between what goes on
inside and what goes on outside the school building.
For most of them, this is a continuation of what they
experienced earlier in their Waldorf years as elemen-
tary school and even kindergarten students.

As a result of this intensely “green” design, Maine
Coast Waldorf High School became the nation’s first
and only public or independent high school to be certi-
fied as a “passive house.” The Passive House Institute
US (PHIUS)—the leading passive building standard-
setter, information provider, and research, training, and
certifying institute in North America—awarded the
certification. The school also received a Maine Ad-
vanced Buildings certificate from Efficiency Maine.
'The hallmarks of a net-zero, certified passive house
building are its efficient insulation, continuous air-
sealing, high-performance windows, proper building
orientation, and balanced heat-recovery ventilation.

Beyond the welcome accolades and certifications,
perhaps the most telling testimonials about the success
of the design have come from the students who have
spent their school days there.

One observant rising senior wrote, “Aesthetically speak-
ing, what is most remarkable about the building is that
we don't actually feel as if we are even in a school. What
often weighs on high schoolers is the idea of feeling
‘trapped’in a gray, monotonous building, but in our new
high school the natural light pours in from outside, the
walls curve and bend . . . and the floor is colored in blues
to give the illusion of a flowing stream.”

Such student sentiments about the appealing nature of
their new learning environment validate the vision that
the planning
group and ar-
chitects held
throughout
the design
process.
However, an
even deeper
hope of
Maine
Coast’s

high school
project team
was that

the build-
ing would demonstrate to the students and the com-
munity at large what it means “to make a difference,”
not only in our local region, but in the wider world.

This general purpose classroom also
looks out into field and forest.

'The building embodies the
unwavering commitment to so-
cial responsibility that Waldorf
educators have espoused for a
century. ©

Notes

1. Barbara Eldredge, curbed.com,
“Iconic basket building finally
sold for $1.2M” (www.curbed.
com/2018/1/8/16862310/0hio-
basket-building-sold-longaberger)

2. www.goderichwaldorf.org

3. Isabelle Lomholt, “Waldorf School
Aarhus, Denmark,” September 9,
2016 (www.earchitect.co.uk/den-
mark/waldorf-school-aarhus)

4. David Adams, “Organic Function-
alism: An Important Principle of
the Visual Arts in Waldorf School
Crafts and Architecture” (www.waldorfresearchinstitute.
org/pdf/BACraftsArchtRev.pdf)

5. Ibid.

6. www.mainecoastwaldorf.org/about/

7. www.shiningmountainwaldorf.org/all-school-2/our-school/
environmental-sustainability/

8. www.denverwaldorf.org/mission-vision-values-history/

Above the blue of
a hallway floor,
the architectural
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toward a triangle

of blue sky.

9. www. https://mnwaldorf.org/mission/
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“How Do They Do Out There?”
Transitioning from Waldorf to a Mainstream High School

BY PETER LAWTON, EdD

'They are used to studying natural phenomena

28

T'he first Waldorf school in Stuttgart, Germany,
provided a full K-12 education, from kindergar-
ten through high school. In North America today,
however, only 42 of the 119 AWSNA member
schools have a high school and can offer a twelve-
or thirteen-year Waldorf experience. The other
schools are K-8, and their graduates must continue
their education at a local public high school or at
another independent high school.” Even in areas
with a viable Waldorf high school option, some
Waldorf elementary graduates choose to transfer
to other schools. Among the reasons often given
are the desire for broader social experiences, more
developed athletic programs, and opportunities for
varied academic concentrations.

'The educational experiences of a student who
has attended Waldorf school through grade eight
differ in many ways from those of students who
have attended mainstream public or independent
schools. Waldorf graduates have had much less

Among the aspects of life in a typical, large public
high school that will probably be new to the Wal-
dorf eighth-grade graduate are a large, imposing
school building—bhere, Central High School in
Little Rock, Arkansas, . . .

contact with computers as an educational tool.
They have had less experience taking tests, particu-
larly those that are purely quantitative in measure
or that focus on the retention of facts. They have
had little experience with traditional textbooks.

through observation and personal experience
rather than through abstract concepts and formu-
lae. They are used to the integration of academic
study and artistic activity. And they are used to the
intimate and supportive social environment of a
relatively small school, and of classmates, teachers,
and community members whom they may have
known since kindergarten.

As a Waldorf elementary teacher in a school lack-
ing a high school, I have been very interested in
two questions:

* How do our graduates fare in their transition to
mainstream public or independent high schools?

* Is there anything more we can do to prepare
them for this transition?

These questions were the focus of research for my
doctoral dissertation. In considering how to an-
swer the first question, I decided that first-person
descriptions of the actual transitional experiences
of Waldorf elementary graduates would be more
important than any outward measures of suc-
cess such as GPAs or class standing. And because
student experiences entail emotional states related
to feelings of competence, belonging, and, per-
haps most importantly, meaning, I decided that
in-depth interviews would be the best way to
understand those experiences.

I conducted interviews with students who had
attended a Waldorf school through eighth grade
and were attending non-Waldorf high schools.

I compiled over five hundred pages of written
transcript in the process. I interviewed only high
school seniors and recent graduates because I was
concerned about the ability of a freshman—or

even a sophomore—to contextualize or interpret
transitional experiences while in the midst of the
transition process. And, in fact, all of the interview-
ees shared the experience of later reevaluating and
reinterpreting their initial transitional experiences. I
also consulted research into the normal high school
transition experience—the transition to high school
from traditional elementary, middle, and junior
high schools. Finally, I compared the transitional
experiences of the Waldorf interviewees to the



typical or normal high school transition experience
described in the scholarly literature.

The Academic Transition

From my research, the common concern that
Waldorf graduates might be at a disadvantage with
regard to specific academic content—what they al-
ready know about any specific subject area—seems
unfounded. None of the participants mentioned
feeling unprepared in any specific content area,
including science and technology. Neither did any
participant mention feeling underprepared in other
content areas such as math, language arts, or world
languages. And I should be clear: Interviewees did
not report a complete absence of content gaps—
that would be surprising in any school change.
But, as they explained, those gaps did not pose any
important transitional challenges. The overwhelm-
ing majority of participants reported doing very
well academically their freshman year, and half the
interviewees described their high school academic
programs as basically “easy.”

Participants reported that their academic adjust-
ment to high school pertained more to new in-
structional methods and learning styles—how
teachers teach and how students learn—than to
specific academic content. Instruction in high
school was more teacher-centered and visually
oriented and included an increase in the use of
textbooks, lectures, and supplemental worksheets.
Grading and testing were more quantitative, ab-
stract, and fact-based. Learning itself became more
passive in nature. The artistic, experiential, and
cooperative social modes of learning that students
experienced during their Waldorf years were, for
the most part, not present. The students’ comments

.. an instructor-centered, lecture-style teaching
method, . . .

on testing and grading were consistent. Most of
the students were motivated to achieve high grades,
although many felt grading was one-dimensional
and heavily weighted toward the reproduction of
facts. Despite the substantial dissonance between
Waldorf and mainstream high school pedagogy,
the students were able to adjust in a relatively short
time—about a semester for most.

... emphasis on fact-based exams and letter or
number grades, . . .

Participants reported that the main challenge to
achieving desired grades initially involved, again,
acclimating to new instructional methods and

not to any academic content per se. One impor-
tant area of adaptation involved learning “how to
work for a grade.” One student described receiv-
ing poor grades on his first few history tests. At
first, the student thought he was “bad” at history,
or was, perhaps, unprepared for high school. Then
he realized his teacher was not looking for him to
reinterpret or synthesize content in his own words,
but to rewrite the boldface sections of the textbook
from memory!

As I stated earlier, the transition experience not
only entails emotional states related to feelings of
competence (i.e., grades), but also emotional states
related to meaning. Participant adjustment to new
instructional methods and learning styles came at
a cost. In fact, every one of the Waldorf graduates
I interviewed reported their intrinsic connection
to academic material declined in high school. They
were less interested and engaged in their studies
and found less meaning in their schoolwork. Nev-
ertheless, students maintained their motivation to
do well academically and achieve desired grades.

Waldorf students are not alone in their need to ad-
just to new instructional methods in high school.
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Research shows the biggest transitional concern
for students coming from a public elementary or
middle school regards “academic nuts and bolts.”
Aspects of academic life that may be new and
challenging include testing and grading practices,
homework protocols, attendance requirements,
lack of coordination between different academic
departments, and prerequisites for certain courses.
Also, new students need to figure out where to go
for academic or other help. Research shows that
while Waldorf students experience a certain “nuts
and bolts” adjustment, the same probably applies to
any high school freshman. But it bears repeating—
the academic adjustment period for the majority of
participants lasted less than one semester.

The Social Transition

Going to a new and, in most cases, much larger
school invariably involves social challenges. These
include making new friends, becoming part of a
social group, developing a sense of belonging, and
learning how to relate to teachers. In this process,
school size is crucial. One hundred percent of

the interviewees who transitioned to larger high
schools reported feeling a less personal connection

... large class size, and . . .

with teachers and a less familiar connection with
the student population in general than at their
Waldorf schools. Half of the participants attend-
ing smaller high schools reported having a positive
experience of their school community. That seems
encouraging, though it means the other half of
students did not have a positive social experience,
even at a smaller school.

Waldorf alums are not alone in the social
challenges they face in their transition to high
school. Mainstream research confirms that many
of the social emotional challenges reported by
Wialdorf grade eight graduates, including relational

challenges, anxiety, and a decrease in motivation,
are also experienced by students from mainstream
schools. Research has also shown that school size is
one of the most important structural characteristics
associated with academic and social success across
the high school transition. Positive academic

and social outcomes, including feeling a sense of
belonging, occur more often in smaller high schools
with student populations under one thousand.

In assessing their own transitional social
challenges, participants explained that the initial
difficulty they experienced in making new friends
and developing a general sense of belonging in
their new high schools was not due only to the size
and newness (to them) of the school. It also related
directly to the new instructional methods and
learning styles described above. A majority of in-
terviewees explained that passive, teacher-focused
instructional approaches and the de-emphasis on
artistic, experiential, and cooperative social modes
of learning hindered their ability to make new
friends and experience a sense of community and
shared purpose. Artistic, experiential, and coopera-
tive social modes of learning are not only inherent-
ly more meaningful, they also help foster a deeper
sense of community and belonging.

Implications

In general, it can be said that Waldorf graduates fare
well academically in their new high school envi-
ronments. Still, there may be things that Waldorf
elementary schools can do to prepare students for
their academic transition. This preparation might
include familiarizing students with some of the aca-
demic “nuts and bolts” they will soon experience in
high school. This familiarization process need not be
formal or constitute the central content of any unit
of study. Starting in the middle school years, teach-
ers may want to begin introducing terms such as
“syllabus,” “rubric,” and “performance vs. proficiency
grading.” They may want to discuss different ways

in which grades are calculated or weighted and the
pros and cons and the advantages and pitfalls of dif-
ferent grading practices. They may even want to give
students the opportunity to study and rehearse best-
practice strategies for taking various types of tests.
And, it goes without saying, teachers will want to
continue to provide regular, imaginative, and explicit
descriptions of desirable student work habits—
habits that will prove successful in any educational
environment. I have emphasized the importance of
hard work and a good attitude to my current eighth
graders 101 times and in 101 different ways.



However, with regard to the main transitional
academic challenge reported by Waldorf graduates,
it is perhaps not advisable to expose elementary
school students to passive, abstract teaching and
learning strategies they will encounter later on.
Given the possible damaging, long-term effects of
passive learning and performance-oriented grad-
ing schemes on children before age thirteen or
fourteen, and their dubious efficacy in preparing
students for future competitive environments, and
given the relatively short “nuts and bolts” adjust-
ment period in high school, it may be enough to
simply give Waldorf eighth graders a “heads-up”
on some of the more unhealthy, traditional instruc-
tional methods they will encounter.

Imagining how Waldorf schools can better prepare
students for their social transition to high school
is a much harder exercise. This is in part because,
as research indicates, the social adjustment to high
school is difficult for a// students, including those
coming from mainstream schools. Some of the
social challenges Waldorf graduates experience
may simply be “baked in” to the system. Or, put
differently, potential social remedies may exist not

. the central role of computers in the learning process.

in the students’ former schools, but in the high
schools themselves. Anxiety, relational challenges,
and declines in motivation are all part of the “nor-
mal” high school transition experience. They seem
to be challenges experienced by freshman regard-
less of their former school. Thus, the concern that
Waldorf students may be disadvantaged by having
been schooled in a small, protective “social bubble”
may be unfounded.

Nevertheless, there may be ways to help make the
social adjustment smoother for the students who

will leave us after eighth grade. Certainly, schools
could ofter formal counseling to families about

Class of 2017 graduating eighth graders at the
Housatonic Waldorf School, Newtown, Connecticut

choosing an appropriate high school for their child.
The class teacher and other professional staff could
work with the parents and the student to discern
what kind of school would best meet the student’s
unique emotional, social, and academic needs. An
outgoing, resilient student will likely thrive in a large
high school, while a shy, anxious student might be
happier in a smaller, more intimate school setting.
Counseling could also include what to expect in any
normal high school transition. Sometimes the value
of a small, supportive social environment will have to
be weighed against a rich and challenging academic
program that is available in a larger school.

We parents and teachers can do much to help prepare
the young people in our care for the next step in their
education. However, we can take comfort in the fact
that, assuming we have done our job in raising and
educating them, the vast majority of Waldorf eighth-
grade graduates will survive and thrive wherever they
continue their education—at a Waldorf high school or
at a mainstream public or independent institution. ©

*Some Waldorf eighth-grade graduates attend High
Mowing School, a Waldorf boarding high school in
New Hampshire, or transfer to other Waldorf high

schools with boarding or homestay options.
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City of Lakes Waldorf School in Min-
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in policy and administration from the University of
St. Thomas, and a Waldorf teaching certificate from
the Arcturus Rudolf Steiner Education Program. Be-
fore becoming a Waldorf teacher, Peter taught math in
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Photo at top right courtesy of Housatonic Waldorf School and The Newtown Bee
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Waldorf Pedagogy

Cultivating Inner Wisdom, Outer Wakefulnhess

BY DOUGLAS GERWIN, PhD

We shape our self
to fit this world
and by the world
are shaped again.
The visible
and the invisible,
working together
in common cause,
to produce
the miraculous. . . .

Thhe teacher stepped to the board and, with a
quick, frechand gesture, sketched a slightly ellipti-
cal form representing the pathway of Earth around
the Sun. At one of the ellipse’s two foci, he drew a
miniature sun, then posed the question: “What do
you suppose is located at the other focus?”

‘Though the presentation by this tenth-grade
teacher lasted less than a couple of minutes, the
question he put at the end of it has lingered in my
mind for well over fifty years. For it turns out that
the question is not easily answered. Since Earth’s
orbit around the Sun is only slightly elliptical, the
two foci are closely aligned. As a result, the radi-
ance of the Sun at one focus blocks out any ob-
servation of the second focus. Indeed, it has been
calculated that the Sun is so huge that the second
focus may actually be located somewhere within its
glowing circumference.

Now, where is that second focus?

Our teacher knew this, of course, which means

he did not intend for us to answer the question or
come up with hypothetical explanations. He was
simply stirring our intellectual faculties and store
of knowledge and giving us something to ponder
lastingly in our hearts.

A more common inter-

change in a classroom

would be the reverse:

students posing questions

and teachers supplying

the answers. Socrates,

however, that most

venerable role model of

teachers, was well aware

that teaching by sup-

plying answers, whether

in the form of information or explanation, is a
losing game. What we today call “the Socratic
method” arose from his insistence that the teach-
er simply reminds students of what they already
know. “There is no such thing as teaching, only
recollection,” he proclaimed, “for seeking and
learning are in fact nothing but recollection.”

In this view, children learn not by receiving
information from without—the literal derivation
of the term “in-struction”—but rather by
fashioning images from within. Though at a
young age children may imitate those around
them—indeed, they need to be surrounded

by other human beings if they are to become
educated—still the fundamental act of learning
arises from within; it is not inserted by some
outside instructor.

As they grow older, children respond to outer
“input” with inner resonance. They say, “Yeah,
that makes sense.” Now the teacher is akin to a
vocalist singing a note into an open piano, and
the students, like the exposed strings within the
instrument, vibrate if the sung note is true. If the
students cannot resonate with what their teacher
is telling them, all they can do is memorize
without really “getting it.”



In the words of Rudolf Steiner, the teacher is there
to provide support and remove obstacles to learn-
ing so that the child can teach himself:

It is really the child who educates himself
through us. We only educate when we behave

in such a way that through our own behavior the
child can educate himself.?

Here, a widely accepted view of teaching is over-
turned. Rather than filling children with infor-
mation, a Waldorf teacher enters the classroom
with the assumption that at some level—however
deep and however unconscious—the child already
knows the lesson that is to be taught. The task
of the teacher, far from “delivering content,”is to
draw forth the lesson (the original meaning of the
word “e-ducate”) from out of the students. As one
of the twelfth graders at Chicago Waldorf School
exclaimed to me during a discussion of their edu-
cation: “I get
it: Waldorf
isnota
process of
insertion, it’s
a process of
extraction!”

'This simple
statement is
a fair sum-
mary of the
Waldorf
method of
teaching. It
does not in-
sert into the
child what
was not
previously
there; it
teases from
the child
what, in some sense, is already present. In this way,
ultimately, children educate themselves.

Plato and his student Aristotle,
who developed a philosophy quite
different from that of his teacher

Teachers unfamiliar with this way of working with
the child may find it daunting to upend their tra-
ditional understanding of the educational process,
and yet nothing less is required if they are to en-
gage students in this fundamentally different way.
Prospective and even practicing Waldorf teachers
need to undergo a complete involution—a “turn-
ing inside out”™—of their pedagogical praxis, and

this radical transformation will be the hallmark of
any successful Waldorf teacher education program.

Letting go of old habits and suppositions is
difficult, even under the most favorable and
sympathetic of circumstances. The question, then,
remains: How to achieve this? Here, Rudolf
Steiner offers a simple yet profound response:

Education is the Art of awakening what is
actually there within the human being. ... [But]
first of all, the teachers must be awakened, and
then the teachers must awaken the children and
the young people. . . . Every human being is a
teacher, but he is sleeping and must be awakened,
and Art is the awakener.?

Put differently, the preparation of teachers, like any
form of education, is a process of gradually awak-
ening them from within, rather than of stimulat-
ing them from without. That is why, in Waldorf
teacher training programs—even in those geared
specifically to prepare subject or high school
teachers, for whom specific content is very impor-
tant—easily fifty percent of the time is spent in the
practice of both fine arts and performing arts, even
if these teachers will never have to conduct a single
class in these subjects.

As part of their training, aspiring Waldorf teachers

practice various arts, including sculpture, . . .

'There are many reasons for placing the arts so
centrally in the training of Waldorf teachers. A
key one is this: Inasmuch as they are expected to
draw forth from their students what already re-
sides within them, Waldorf teachers need to have
developed organs of psychological and spiritual
perception that can discern what lies hidden as
potential in their students. Here again, the arts
help teachers develop this more subtle—one might
say “meta-physical’—form of perception. With

Depiction above: detail from Raphael's The School of Athens; photos pages 33 and 34 courtesy of Bay Area Center for
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enhanced powers of observation made possible
by artistic practice, teachers learn to see into the
hearts of their students where lie concealed the
buried riches of knowledge waiting to be lifted
gently into the broad daylight of consciousness.

This is not to deny the importance of a teacher
“knowing her stuff ” and being a skilled practitio-
ner of her craft—classroom management, parent
relations, administrative responsibilities, and so
forth. And yet, beyond the necessary skills of this

profession lies the art of teaching, which entails

... drawing with pastels (shown here), as well as
painting, singing, . . .

awakening students to the world around them
in such a way that they recognize something of
themselves in it. In perceiving the world, they
begin to discover themselves.

A further step on this path of discovery—which

is a2 Waldorf education—involves the student not
simply awakening to the world but beginning to
pose thoughtful questions of it and about it. This
leads beyond the immediacy of sense experience
to the far reaches of metaphysical conundrums.
As in the outcome of a rewarding discussion,
students graduate from this kind of education with
a proliferation of lingering questions, rather than
a set of pat answers or hypothetical explanations
masquerading as fact. After all, in the words of the
poet Johann Wolfgang von Goethe, “Hypotheses
are lullabies that teachers use to put their students
to sleep.”

So, what is it that resides at the other focus of our
elliptical journey around the Sun? I don't really
know—but something has been awakened through

... eurythmy (shown here), speech, drama, and
instrumental music.

this question that makes pondering it some five
decades later still immensely nourishing. ©

... So may we, in this life
trust to those elements
we have yet to see
or imagine,
and look for the true shape
of our own self,
by forming it well
to the great
intangibles about us.

—David Whyte, “Working Together”

Notes

1. Plato, Meno, 81d.

2. Rudolf Steiner, The Younger Generation (Spring
Valley, NY: Anthroposophic Press, 1967), 144.

3.1bid., 23.
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Awakening Connections: Creating Community
Biography Work in Waldort School Communities

BY PATTI SMITH, EdD

Rudolf Steiner (1861-1925) often wrote and spoke
about the stages of human life, from birth through
old age, and about the characteristics and meaning
of each stage. His understanding of the first three
stages—Dbirth to age seven, seven to fourteen, and
fourteen to twenty-one—was the foundation on

which the Waldorf pedagogy and curriculum were
built.

Bernhard Lievegoed (1905-1992) was a Dutch
medical doctor, psychiatrist, and author. As a young
man, he discovered and became interested in Rudolf
Steiner and Anthroposophy, particularly in Steiner’s
ideas about social and economic organization. He
also deeply studied Steiner’s teachings about the
stages of human life and development.

After many years, Lievegoed
published a book titled
Phases—The Spiritual
Rhythms in Adult Life. Using
Steiner’s insights as a basis, he
asserted that each individual’s
path in life is “a unique work
of art” through which the
higher self (or I-being) of

the person is creating what it
needs for its further develop-
ment. Nevertheless, the inner
quality and the particular
opportunities, challenges, and
. milestones of each stage of life
Bernhard Lievegoed are shared by all. g
Since Phases was published, “biography work” has
become an important initiative in the anthro-
posophical world. The review and analysis of an
individual’s own life path has been developed and
used as a therapeutic technique by medical doc-
tors and psychologists. This same autobiographical
retrospective, done in a group of individuals and
mutually shared, has become a powerful tool in
building empathy, mutual interest, compassion, and
a sense of community. Biography workshops have
taken place in Waldorf schools, Camphill Villages,

and anthroposophically oriented hospitals, clin-

Workshop photos courtesy of CBSA

ics, businesses, and
senior communities
all over the world.
These workshops
include talks about
the significance of
one’s biography,
general discussions,
group sharing, and
artistic activities such
as painting, eurythmy,

and clay modeling. Biography workshop

A person who has exercises include remember-
P leted ial ing a person you knew when

froargi)rfgein Ekl)is(f);rcighy you were young and sharing

that memory with another

work leads and facili- person; and . . .

tates the workshop.

The Center for Biography and Social Art (CBSA),
based in Northampton, Massachusetts, promotes
biography work in the United States and Mexico.
Recently the Center received a grant to provide
biography workshops in Waldorf school communi-
ties. These workshops are specifically designed to
help faculty, parents, staft, and board members get to
know each other and to work together. This aca-
demic year, the Awakening Connections program

is being held at seven schools around the country.
Each workshop series consists of three sessions of at
least four hours each,

and the sessions are

scheduled through

the academic year.

Each workshop

is conducted by a

trained facilitator.

The first session
focuses on childhood
and adolescence
(birth to age twenty-
one), the second on
young adulthood
(twenty-one to forty-
two), and the third
on early middle age

. remembering a person
who opened a door for you
and sharing that memory
with a partner; and . . .

continued on page 44 35



Memoir and Self-Discovery in the
Tenth Grade

BY ANDREW MAY

Memoir, from the French mémoire, meaning memory or reminiscence. A memoir is a first-person account
of a specific period or series of events in a person’s life. Memoir writing goes back to ancient times—
Julius Caesar’s The Gallic Wars—and has been a much-used literary form throughout history. Henry
David Thoreau’s Walden; Or, Life in the Woods is a classic in memoir genre.

In some ways, writing a memoir is knocking yourself out with your own fist, if it’s done right.
Sure, there’s the pleasure of doing work guaranteed to engage you emotionally—who’s indifferent to
their own history? The form always has profound psychological consequences on its author. It can’t

not. What project can match it for that?

As1 bravely stared down at my teaching assign-
ments heading into my first year at Sacramento
Waldorf School, I suddenly felt punched in the
gut. I had been handed the memoir course for
tenth-grade English. To say I felt overwhelmed
would be an understatement.

Tenth grade is a difficult year, perhaps the most
difficult year of high school, for the students

as well as the teachers and parents. One reason
is the students, no longer children and not yet
adults, can become deeply self-absorbed and so-
lipsistic—literally “alone with the self.” Students
at this age can become and feel figuratively lost.
'The opening lines in Dante’s Divine Comedy,
which they will study in grade eleven, are quite
pertinent. “I found myself within a Dark Wood /
For the right way had been missed.”

—DMary Karr, The Art of Memoir

English course. The students would read the
memoir in sections, we would analyze and discuss
the text, and we would critique Yousafzai’s writ-
ing style through the lens of

Mary Karr’s book on memoir

writing. Material on Pakistan’s

history and culture would pro-

vide a context. We might in-

clude a few tableaux vivants

along the way—static living

pictures in which students,

through gesture and facial

expression, depict a particular

moment in the narrative. Near

the end of the course, the class

would be engaged in a crisp,

orderly, three-week literary

analysis writing project. Pretty

Malala Yousafzai’s
Memoir recounts
her struggle for the
educational and
civil rights of girls
and women in a
patriarchal society.

straightforward stuft.
'The question for me as a teacher quickly became,
“How can this course really help my students?”
That they would become more proficient and
savvy users of language was a given expectation
for any English class. I wanted the experience

In the end, I kept the tab-
leaux and the discussions, but
the writing project turned
into something else entirely.
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to go beyond academic skills. I wondered how 1
could help them through a typically unsettling

and alienating time on their way to adulthood.

I was already a fan of memoirists and the power
of their writing; Joan Didion’s series of three
memoirs literally saved my life. Also, I was quite
familiar with the assigned reading for the course,
I Am Malala, the 2013 memoir by the young
Pakistani civil rights activist, Malala Yousafzai. I
envisioned a fairly straightforward high school

Here’s a sampling of what the
students produced:

“Why did you leave?” I asked him. He sat there,
just a little too big for the carved wooden chair
and in a silence so long that I started to think he
wouldn’t answer. But eventually he did. “I wasn't
ready to be a father then.”

It didn’t occur to me until afterward what a
crappy answer that was. Fatherhood isn’t always



something you get to be ready for. But that was
the closest I've gotten to an explanation from
him. That old familiar feeling of resentment still
hovers in the back of my mind, some days more
prominently than others. I don’t know if I'll ever
be able to forgive my father for what he did, but
I can always fall back on the knowledge that,
despite all of his flaws, he loves me. And in the
end, I think, that’s all that really matters.

Picture me turning into a weepy puddle at my
desk, my correction pen frozen above this gut-
spilling, soul-purging writing. Here is another
student’s recollection:

But one day, I realized that the things I was most
afraid of, the things I would die for before shar-
ing with anyone, could actually be shared in the
form of written words.

One day, I realized that my thoughts and ideas,
no matter how weird and messed up they might
seem, could create words in a sequence that no
one else’s could.

And one day, when I was sitting at my desk and
a tiny voice in some dark corner of my mind
asked me what good reason I had for living,
another voice responded, “Think of all the words
you have to tell.”

And from another student . ..

Writing a memoir and anxiety go hand in hand.

With an anxious mind, you go through life twice.

I would relive every minuscule moment that had
happened that day as I sat in bed rocking back
and forth, holding my head, trying to get the
thoughts to stop. So when I go to write these
memories down on paper, it’s easy. These memo-
ries stick to my brain with super glue, and they
aren't planning on leaving anytime soon. I've had
my fair share of crazy stories, but I chose to write
about my anxiety for a reason. It truly has shaped
me as a person. The good and the bad. And it
will always be a part of me whether I like it or
not. Having said all of this, anxiety does give you
a surreal sense of empathy. What had isolated
you before now connects you with others like bus
stops on a map. You're all going different places,
but this is one thing you all share.

The memoir course has become for the students a

meeting with the Self at a point in life when the

In Walden, Henry David Thoreau (1817—
1862) recalls the two years he lived alone in
a small cabin on the shores of Walden Pond,
in Concord, Massachusetts.

Self begins to be doubted and even abused. It is a
meeting with a Self that transcends the youthful
narcissism teenagers typically fall prey to. Creative
non-fiction is perfect for this kind of catharsis.

Sometimes a student complains that they have
lived an uneventful sixteen years and they don't
have material significant enough for a writing
assignment. I remind them that they are the only
person on this planet who has walked in their
shoes, and they are the only one who can tell
their story. Sometimes the topic comes quickly.
Other times it’s a knock-down fight to discover
“The Thing.” But everyone eventually lands,
builds an angle, plays with “The Story,” and, with
memory and with time, the writing process takes
over from there.

I have often found myself sitting at my desk in
tears—a fine replacement for that punch-in-the-
gut feeling I had before—because of how beautiful,
how meaningful, how honest, and how vulnerable
my students are able to be in this memoir form.

It has changed who I am as a teacher, and I think
it has changed my students as well. Taking them-
selves seriously enough to write about their lives
has ultimately changed how they see themselves in
the world. Recognizing that their story matters has
been transformative. And, really, that’s why I do
what I do. ©

ANDREW MAY grew up
in California and has been
a high school teacher there
for ten years. He is currently
a high school humanities
teacher at Sacramento
Waldorf School and is completing a trans-
disciplinary master’s in education program

at Antioch University New England.
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The study block on the English Romantic poets
is a mainstay of the eleventh-grade Waldorf cur-
riculum. The block celebrates the natural world
and its salubrious effects on the human spirit. In
the poetry of William Wordsworth (1770-1850),
for example, we discover the value of contemplat-
ing nature in solitude. The block also

depicts, in the poetry of William

Blake (1757-1827), for example, the

damage industrialization does to the

landscape and the quality of human

life. But there is another aspect to the

English Romantic poets that strongly

appeals to the eleventh-grade

student—an intense desire for cama-

raderie and creative collaboration.

In the years after the founding of the
first Waldorf school, Rudolf Steiner
spoke of the young person’s longing to
connect with others. Although Steiner
is observing the youth of almost a
century ago, his description applies to
the young people of today:

It is a fact that what young people miss most of
all today is the finding of other human beings.
Wherever they go, they find, not human be-
ings, for the human beings have died, but masks,
everywhere masks! This has had a natural con-
sequence: a search by human beings for one an-
other. ... Young people want to join with others;
they are looking in others for the human being.
This is quite comprehensible. Because the human
being was no longer there spiritually, each one
said to himself: “But I feel, all the same, that the
human being must be there.” And they looked for

the human being, looked for him in community.!

Today, the communities of young people are
mostly digital ones, held together by electronic
communication. Technology has permitted young
people, who otherwise may never have met, to

find individuals with similar interests. But a vir-

tual community rarely fulfills the longing for the

human spirit that Steiner describes. Face-to-face

social interactions cannot be replaced by email

exchanges and Facebook posts. Many students

are aware that they and their friends are wearing
masks in their social networking. And
they readily confess that they feel iso-
lated and lonely after spending time
on social media.

Both the first generation of Ro-
mantic poets—Wordsworth and his
contemporaries—and the second
generation—Shelley and his peers—
offer an engaging model of compan-
ionship and creativity. Wordsworth
and Samuel Taylor Coleridge
(1772-1834) were very close friends.
Students love to hear tales of Word-
sworth and Coleridge’s famous walks
through England’s Lake District,
where the local people watched
suspiciously, wondering if the two strangers might
be spies. The collection of poems, Lyrical Ballads,
published in 1798 and marking the beginning of
the Romantic movement, includes poems by both
poets. It is an inspiring, concrete example of artis-
tic, intellectual, and spiritual collaboration.

Two of Wordsworth’s poems in the collection,
“Expostulation and Reply” and “The Tables Turned;
An Evening Scene, on the Same Subject,” can be
the model for a student exercise in collaboration.
In the first poem, a speaker identified as Matthew
admonishes his companion for dreamily observ-
ing nature instead of taking up his books. In the
second, the speaker encourages his friend to quit
his books, lest he “grow double.” I have my students
discuss the two poems. Then they work in pairs

to draft their own contrasting poems, each poem
expressing a different perspective on a topic of their
choice. The students, approaching the end of their

Background photo at top: The Lake District in northwest England where Wordsworth lived for fourteen years and
among whose rugged peaks and pristine lakes he and Coleridge often roamed together



high school career, often choose questions of im-
mediate personal relevance. Should I go to college
or enter the workforce? Should I openly express my

identity? Should I let myself fall in love?

Developing the ability to look at an issue from
different points of view is important for the
individual student. But it is also important for
the community. According to Rudolf Steiner, a
healthy social life depends on the ability of the
community’s members to view a question from
different perspectives:

What matters is that a person should have a
sound will and a sound heart in order to look

at the world from every standpoint. But people
today do not want what they can glean from
different standpoints. The egoistic assertions of
their own particular standpoints are more impor-
tant to them. Yet, they thus shut themselves oft
in the most rigorous way from others. If other
people say something, they do not really enter
into it, because they have their own standpoint.
However, people do not get closer to each other
by such means. We can only come closer to each
other when we know how to place our different
standpoints in a world that is common to all.?

The second wave of Romantic poets, young and
radical in their social and political thinking, are yet
more appealing to students. Students delight in
the story of lesser-
known Romantic
poet and journalist
Leigh Hunt, which
offers an inspiring
model of friend-
ship, support, and
collaboration in
the service of social
and political ideals.
In 1813, Hunt was
imprisoned for
libel against the
United Kingdom’s
Prince Regent.
Hunt turned his jail
cell into a veritable
drawing room, complete with cozy furniture and
flowers, where he entertained friends and admirers
interested in ensuring that Hunt’s radical news-
paper, The Examiner, flourished. Author Daisy
Hay calls Hunt’s circle “a group of friends [that]
could constitute their friendship and support of

Leigh Hunt (1784-1859)

each other as an act of political resistance.” Hay
also claims that Hunt’s “experiment in living . ..
elevated the rituals of friendship—communal din-
ing, music making, letter writing, and shared read-
ing—so that . .. these rituals took on a cooperative,
oppositional significance.”™

Mary Wollstonecraft Godwin (1797-1851)
Percy Bysshe Shelley (1792-1822)

Students also readily relate to Percy Bysshe Shelley
and his archetypal, albeit extreme, early biography.
Shelley grew up in a bucolic environment with
four loving and admiring younger sisters. At the
age of ten, however, he was sent off to boarding
school, first to Syon House and then to Eton. At
both places, Shelley was an outsider who searched
in vain for true companionship. This search for
true human connection continued, with more
success, throughout Shelley’s life. During his brief
stint at Oxford University, he met and befriended
the barrister Thomas Jefferson Hogg. Later, Shel-
ley met and married Mary Wollstonecraft God-
win, and they traveled together through western
Europe, accompanied at times by Mary’s stepsister
Claire Clairmont, and George Gorden, a.k.a.
Lord Byron. Shelley spent his final years in Italy.
'There he was, at long last, surrounded by friends
who shared his radical ideals, indulged his fanciful
imagination, and challenged him with their own
literary successes. One of the literary fruits of this
period is Mary Shelley’s Frankenstein, which was
conceived among such friends in an amiable com-
petition one dark and stormy summer’s night.

'The study of Mary Shelley’s Frankenstein by

the eleventh graders can be an exploration of

the human desire for companionship—and the
devastating effects of work conducted in egoistic
isolation. One insightful student suggested that
the monster’s terrifying appearance and malicious
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behaviors were the direct result of Frankenstein,
the monster’s father—creator, working sequestered
from friends and family and not having any regard
for the spiritual life of his creature. In this sugges-
tion we hear the echo of Steiner’s words:

One cannot find the human being in another
person unless one knows how to look for him in
a spiritual way—for man is in fact a spiritual be-
ing, and if one approached a man only externally,
he cannot be found, even if he is there.’

'Thus, while the monster and Frankenstein cross
paths several times, neither sees into the heart of the
other, until such communion becomes impossible.

By studying the biographies and works of the

English Romantics, students can begin to consider

A winter landscape—with hibernating fox—
painted collaboratively by two eleventh graders

how collaboration with others can enrich their
perspectives and elevate their individual passions
in service to their communities. As we conclude
the study block, I ask students to research the
role of collaboration in other, more contemporary
social movements.

Most recently, the students have looked at young
people collaborating in protests against what they
see as complacency in government, perhaps the
most obvious example being the movement begun
by the survivors of the mass shooting at Marjorie
Stoneman Douglas High School in Parkland,
Florida. Our own students worked together to
organize a local rally to support stricter gun laws
in Illinois. While these events are often based on
a specific action—a rally or a march—we discuss
how artists can support political causes through
their artistic work. Whatever they choose to inves-
tigate, students inevitably conclude that a key to
any successful social movement is recognizing, as
Steiner entreated us, the spiritual nature of those
who surround us. ©

Notes

1. Rudolf Steiner, “Youth in an Age of Light,”
lecture, Breslau, June 9, 1924.

2. Rudolf Steiner, lecture, Stuttgart, October 3,1922.

3. Daisy Hay, Young Romantics: The Shelleys,
Byron, and Other Tangled Lives (New York:
Farrar, Straus, and Giroux, 2010), 11.

4.1bid., 41.

5. Rudolf Steiner, “Youth in an Age of Light.”

KATE GOODWIN is a humanities
teacher and class advisor at Chicago
Waldorf School. She has a BS in
English Education from Miami
Uniwversity (of Ohio) and an

MA in English Literature from
Middlebury College. She has seventeen years of

teachin g experience.

Background photo at top: Exmoor Heath in southwest England, a source of inspiration for the Romantic poets



Getting Ready for the Real World
A Twelfth-Grade Economics Block

BY LISA MAHAR

Students typically enter twelfth grade with a collec-
tion of disconnected ideas about economics. Eco-
nomics has something to do with the stock market,
they think, or world trade, or how the price of a
product is established. And, it’s related to money
and earnings and is always in the news. But, students
typically don’t have a clear idea of what economics
encompasses, nor do they see their own direct rela-
tionship to the subject.

'The Waldorf high school economics block typically
comes in the students’ senior year. This is the culmi-
nating school year, brimming with the promise of
new freedoms for the twelfth graders—freedoms both
alluring and unsettling. As students gaze out to that
farther horizon, they often meet curriculum ofterings
with the question, “What does this have to do with
me and my immediate future?”

'The following is a look at one school’s approach to
the twelfth-grade economics block. The block is
taught by Katie Schwerin at Monadnock Waldorf
School in Keene, New Hampshire. Schwerin brings
a unique blend of expe-
rience and skills to her
high school economics
teaching. She is a trained
Waldorf teacher, both for
the grades and the high
school, and was a class
teacher for twelve years
at Monadnock Waldorf
School. She is currently
the chief operating officer
at W.S. Badger Com-
pany in Gilsum, New
Hampshire—a successful,
growing, family-led busi-
ness making natural and
organic body care prod-
ucts. Badger is a “benefit
corporation,” dedicated to
the triple bottom line of
Katie Schwerin, a benefit people, planet, and proﬁt.
corpom{‘ion COO and the  The company is consis-
economics block teacher tently recognized for its

efforts to create a family-friendly work environment
and for its positive contributions to the well-being of
the community. Katie Schwerin was recognized as New
Hampshire’s Outstanding Woman in Business in 2017.

Schwerin offers a block that
gives students purposeful
information, opportunities

to explore, imaginative chal-
lenges, and methods to connect
and synthesize economic
ideas and insights. This is

all done in a way that is
appropriate for their stage of
development and that serves
them as they step out into the
wider world.

Basic Economics and the Human Community

Schwerin begins this morning main lesson block with
the basics. At the outset, she presents a simple box of
tissues to the students. She asks them to estimate how
many people have played a role in the creation and
distribution of this simple household product. A lively
discussion identifies the forester, the logging truck
driver, the worker at the paper mill, the designers of
the box, the machinists who set up the printing, those
who made the ink, the shipper who packed the cases,
the store clerk who stocked the shelves,and ...and ...

Also, early in the block, Schwerin draws two parallel
lines on the board, going from left to right. The upper
line represents money, and the lower line represents
the goods and services that are produced and distrib-
uted in society. In ancient societies, economic life was
connected to the earth and paralleled our immediate
human relationships through barter and the exchange
of money for goods. Partway across the board, Schwer-
in draws the upper line rising up, while the other line
continues its steady path. This depicts that money,
initially a medium facilitating exchanges, over time has
separated from basic human activity. It has become a
kind of commodity unto itself. The class is asked to
consider how that increasing disparity between money
and the basic exchange of goods and services is re-
flected in today’s hedge funds, “magical” investment
schemes, and the money-making-money cycle.
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Through these initial exercises, the students grasp a key
point of economics. Economics is about people work-
ing together to provide goods and services for other
people. Economics involves agreements, partnerships,
collaborations, afhiliations, relationships, associations,
and connections—people linking their work with the
work of others in order to achieve a shared goal. This
simple yet remarkable reality is largely hidden to us

in our daily lives. We take for granted that the box of
tissues will be there for us when we need it, but we

are not aware of the huge amount of complex, coordi-
nated, cooperative human activity that has gone into it.
Economics is about human beings working together to
make human life possible.

Unfolding the Economics Block

Next comes a review of classical capitalism and

of other economic systems and theories. Through
classroom presentations and reading assignments, the
students are introduced to different theories about
economics, some of which strongly influence current
economic realities. Readings include selections from
Aristotle and Thomas Aquinas, Adam Smith’s Wealth
of Nations, The Communist Manifésto by Karl Marx
and Friedrich Engels, World Economy by Rudolf
Steiner, and essays from Rethinking Globalization,

edited by Bill Bigelow and Bob Peterson.

As each reading assignment is reviewed and discussed,
students are asked if they think the themes, theories,
and insights still pertain today. For example, lively and
thoughtful discussions take place around the Bible verse
from the Gospel of Matthew that states: “The poor you
will always have with you.”Is that still true? A proverb
counsels: “Never charge a friend interest!” Still good ad-
vice? The students are ready with ideas, points to debate,
compelling
tollow-up
questions, and
inquiry about
their own
emerging
insights.

For many stu-
dents, read-
ing excerpts
from World
Economy is
their intro-
duction to the
work of Ru-
dolf Steiner.

The New York Stock Exchange, one
major nexus of the “‘money-making-
money” economy
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Steiner introduced his view of
the threefold nature of social
relationships after the devasta-
tion of Europe during World
War I. He identified three dis-
tinct areas of human relation-
ships: the economic sphere,
the political sphere, and the
cultural sphere. Each domain
carries its own focus, laws, and
purpose. Steiner asserted that a
healthy social life results when
each of the three domains
retains its separate integrity
and there is a dynamic balance
among the three.

Rudolf Steiner in
1919, during the
period when he was
prapo;ing a new eco-
nomic and social order
for Central Europe

Study of this threefold nature of social life leads the class
to an exploration of “the ethical human being” and what
Steiner called “the fundamental social law.” This law
states that the more a person works for the benefit of the
community, and the more the community is structured
to provide for the needs of each individual, the greater
the well-being of the whole community will be.

A variety of homework assignments encourage
students to begin to form their own economic
thinking. One assignment asks the students to research
a global social justice organization. This research must
include what the organization says about itself and
what others say about the organization. Students use
their research to write an opinion piece answering a
variety of questions: What are the serious problems
the organization was created to address? What actions
does the organization take, and what actions does it
urge others to take to address these problems? How
does it measure success? Is the organization addressing
the root of the problem it strives to address? If so, how?

To form a deeper understanding about the global
nature of economics, the class follows the life cycle of a
tee shirt from its beginnings in the cotton fields of one
country, to its manufacture in another country, and to
its sale and use in yet another. Is it practical and logical
for the production and consumption of an item to in-
volve so much transport around the globe? Next comes
a field trip to the local headquarters of a large interna-
tional company. How does a company with thousands
of employees in different countries approach growth,
engage in problem-solving, manage inventory, commu-
nicate effectively, and review performance?

The students take field trips to various other local
businesses and host visits from local entrepreneurs.



‘They prepare questions and then consider and compare
the answers they receive. Looking at the life cycle

of a tee shirt, visiting a modern global company, and
interviewing business leaders—all of these activities
help students appreciate the scope of modern
economics and give rise to conversations and insights
into the role and significance of local and global
economics.

The Entrepreneur

'This is all heady stuft,

and it becomes obvi-

ous that the students

are ready for something
practical. So, now comes the
core element of the econom-
ics block: Each student con-
ceives an idea for a business
and develops that idea into

a business plan. Students are
then asked to think about
their individual strengths
and skills and consider

what interests them. They
are also asked to think
about the community in
which we live and to ask themselves what the commu-
nity needs. Next, they are challenged to meet a com-
munity need with their own strengths and skills and to
come up with their own unique business idea.

This unassuming
cotton tee shirt
has probably been

around the world.

Instruction on building a spreadsheet, capitalization,
profitability, and marketing all add to the students’
growing business knowledge. The business plan in-
cludes an overview, a statement of mission and pur-
pose, a plan of operations, a pro forma budget, and a
capitalization plan. Market research leads to a market-
ing plan, and consideration is given to socially respon-
sible business practices in creating a wage structure and
sourcing materials.

Students have developed proposals for all sorts of busi-
nesses, including a music and dance venue for local
bands, a food truck, an acting studio, a breakfast place, a
noodle shop, a bowling center, a music school, a detec-
tive agency, a made-to-order shoe store, a photography
studio, a bus service to Boston, and an organic plant
care service. This is an exciting and engaging part of the
block, requiring imagination, inspiration, and focused
work. The block culminates with the students present-
ing their business plans, using the PowerPoint presenta-
tions they have developed. The enthusiastic audience
consists not only of parents and friends but also of

interested community business leaders, who ask ques-
tions and offer expertise, advice, and encouragement.

In this block, the students learn about the role of
economics in human life and the different economic
theories and systems that have appeared in human his-
tory, including those of the present time. They have an
opportunity to develop a personal economic ethic, to
understand economic life from a local and an inter-
national perspective, and to imagine how they might
contribute to economic life in a positive way. Having
this block close to the end of senior year supports the
students as they look to their future lives.

Comments on the block from seniors over the past
several years include:

“What resonated with me in this block was the con-
flict of different economic systems like guilds, colo-
nialism, communism, and the threefold social order.”

“I find myself thinking about every business I walk
into: how they are making a profit and how [they]
made their vision

come to life.”

“The field trips
were really
important for
engagement and
for seeing how
these things ap-
ply in real life.”

“I enjoyed creat-
ing my busi-

ness plan and
learning about
ecosystems and
about all the
different types of
seafood that can
be harvested.”

A young entrepreneur with an idea
for a cheese company named The
Mouse Trap uses a PowerPoint
presentation to give an overview
of his enterprise, and then . . .

“I learned that
everything that
happens in our
life seems to have
a connection to
economics. And
€conomics is

not only about
money.”

... fields comments and questions
from a hungry audience.
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“Thank you for this
block. Not many
high schoolers get
the opportunity to
do something at this
level of realism.”

Katie Schwerin
reflects on the
economics block:

What begins
with a recogni-
tion of the coop-
eration required
to create

the items we need to live, ends with the vision ofhow
each individual student can enter the economic life of

A twelfth-grade entrepreneuse
presents her idea for a fine dining
restaurant.

Smith, continued from page 35

(forty-two to sixty-three). In each session, participants
recall and share their own journeys at that time of life.

This year’s parent participants have reported that sharing
life stories is a wonderful way for people to see the
humanity in one another. They also say that biography
practices such as journaling, deep listening, and develop-
ing observation skills are transferrable to professional and
home lives. One participant in a biography workshop at
the River Valley
School in Penn-
sylvania wrote
the facilitator the
tollowing note:

Thank you
for such a
wonderful
afternoon
yesterday!

I spoke to
several par-
ents who felt
both more
connected
and freer in
self by the end of the day. Me too! One of the exer-
cises was brought to the board meeting last night and
it was well received. I am eager to bring this work to
the Parent Council meeting. Also, it was powerful to
step out of the busy-ness and connect with others,

... drawing a picture of yourself in three
communities you have been part of.
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today’s world and out of his or her own effort find a
place. What we have done together is open a doorway
to a deeply important human activity, one that sup-
ports our daily lives and creates possibilities for the
tuture. ©

LISA MAHAR worked for twenty years
as the school administrator at Monad-
nock Waldorf School in Keene, New
Hampshire. She is a founding member of
the Administrators Network of AWSNA
(ANA) and now advises and consults
with Waldorf schools in the areas of governance, commu-
nity building, administrative review, mentoring, team
building, envisioning, and administrative planning.

She can be contacted at lisamahar5@gmail.com

and to be reminded to pause to connect with myself. I
heard over and over from colleagues how invigorating
the day was.

In the next academic year, there will be Awaken-

ing Connections workshops at seven other Waldorf
schools. Once the two-year pilot stage is completed,
the program will be available to all Waldorf schools
interested in strengthening relationships within their
community.

Anyone interested in implementing biography work
for their school community can contact CBSA at

center4biography@gmail.com or 413-320-1723. More

information is available at: biographysocialart.org o

PATTI SMITH is an educational
researcher who for twenty-five years
has worked to increase high school
graduation rates, college attendance, and
employment opportunities for tradi-
tionally underserved students in urban
school districts. She was a Waldorf kindergarten teacher
for eight years. She currently serves as a member of

the Board of CBSA and as a facilitator for the Center
for Courage and Renewal. She has produced a film—
Taking a Risk in Education: Waldorf Inspired Public
Schools—and is co-editor of More Lifeways, a book on
parenting. She lives in southern Rhode Island.
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KANSAS: Prairie Moon Waldorf School KENTUCKY: Waldorf School of Louisville LOUISIANA: Waldorf School of New Orleans
MAINE: Ashwood Waldorf School » The Bay School « Maine Coast Waldorf School * Seacoast Waldorf School MARYLAND:
Waldorf School of Baltimore ¢ Washington Waldorf School MASSACHUSETTS: Berkshire Waldorf High School ¢ Great
Barrington Rudolf Steiner School * Hartsbrook School *« Waldorf High School of Massachusetts Bay * Waldorf School of
Cape Cod ¢ The Waldorf School of Lexington ¢ Waldorf School at Moraine Farm MICHIGAN: Detroit Waldorf School °
Rudolf Steiner School of Ann Arbor ¢ Waldorf Institute of Southeastern Michigan MINNESOTA: City of Lakes Waldorf
School * Minnesota Waldorf School MISSOURI: The Waldorf School of St. Louis NEVADA: Nevada Sage Waldorf School
NEW HAMPSHIRE: Center for Anthroposophy ¢ High Mowing School * Monadnock Waldorf School « White Mountain Waldorf
School NEW JERSEY: Waldorf School of Princeton NEW MEXICO: Santa Fe Waldorf School NEW YORK: Alkion Center ¢
Aurora Waldorf School * Brooklyn Waldorf School * Green Meadow Waldorf School « Hawthorne Valley School ¢ Ithaca
Waldorf School ¢ Lakeside School at Black Kettle Farm ¢ Mountain Laurel Waldorf School * The Otto Specht School * Rudolf
Steiner School of New York City ¢ Sunbridge Institute « Waldorf School of Garden City * Waldorf School of Saratoga Springs
NORTH CAROLINA: Emerson Waldorf School OHIO: Cincinnati Waldorf School ¢ Spring Garden Waldorf School OREGON:
Cedarwood Waldorf School * Corvallis Waldorf School « Eugene Waldorf School * Portland Waldorf School ¢ Shining Star
Waldorf School ¢ The Siskiyou School ¢ Swallowtail Waldorf School and Farm ¢ Waldorf School of Bend * Waldorf Teacher
Education Eugene PENNSYLVANIA: Camphill Special School * Kimberton Waldorf School ¢ River Valley Waldorf School °
Susquehanna Waldorf School * Waldorf School of Philadelphia * Waldorf School of Pittsburgh PUERTO RICO: Escuela Micael
RHODE ISLAND: Meadowbrook Waldorf School SOUTH DAKOTA: Lakota Waldorf School TENNESSEE: Linden Waldorf
School TEXAS: Austin Waldorf School VERMONT: Lake Champlain Waldorf School ¢ Orchard Valley Waldorf School °
Upper Valley Waldorf School VIRGINIA: Charlottesville Waldorf School * Potomac Crescent Waldorf School * Richmond
Waldorf School WASHINGTON: Bright Water School * Madrona School * Olympia Waldorf School ¢ Seattle Waldorf School
¢ Sound Circle Center ¢ Sunfield Waldorf School & Biodynamic Farm ¢ Tacoma Waldorf School « Whatcom Hills Waldorf
School ¢ Whidbey Island Waldorf School WISCONSIN: Great Lakes Waldorf Institute ¢ The Madison Waldorf School °
Pleasant Ridge Waldorf School ¢ Prairie Hill Waldorf School ¢ Tamarack Waldorf School * Youth Initiative High School

CANADA

ALBERTA: Calgary Waldorf School ¢ Waldorf Independent School of Edmonton BRITISH COLUMBIA: Comox Val-
ley Waldorf School ¢ Nelson Waldorf School ¢« Okanagan Waldorf School * Squamish Waldorf School ¢ Sunrise Waldorf
School ¢ Vancouver Waldorf School ¢ West Coast Institute for Studies in Anthroposophy ¢ Whistler Waldorf School
NOVA SCOTIA: South Shore Waldorf School ONTARIO: Halton Waldorf School * London Waldorf School ¢ Mulberry
Waldorf School * Rudolf Steiner Centre Toronto ¢ Toronto Waldorf School ¢ Trillium Waldorf School * Waldorf Academy
QUEBEC: Ecole Imagine ¢ Ecole Rudolf Steiner de Montreal ¢ Institut Rudolf Steiner au Quebec

MExico

AGUASCALIENTES: Colegio Waldorf Amanecer GUANAJUATO: Colegio Yeccan Waldorf JALISCO: Waldorf de Guadalajara
MORELOS: Centro de Desarollo Antroposofico * Escuela Waldorf de Cuernavaca OAXACA: Papalotes Oaxaca * Papalotes
Puerto Escondido PUEBLA: Escuela Raices Iniciativa Waldorf Puebla QUERETARO: Escuela Libre Lila K’erendarhu
QUINTANA ROO: Ak Lu’um Waldorf School ¢ Del Mar Waldorf Initiative Cancun ¢ Ximbal, Iniciativa Waldorf Cancun
STATE OF MEXICO: Colegio Inlakesh

ASSOCIATION OF WALDORF SCHOOLS OF NORTH AMERICA
ADMINISTRATIVE OFFICE
515 KIMBARK STREET #106
LONGMONT, CO 80501
612-870-8310
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Explorations

This new program offers weekend study workshops in the arts

at a central “hub” location, supplemented by “satellite” study
seminars. Locations this year are planned in Florida,

Georgia, and Maryland. Further communities interested in hosting
a “hub” program should contact the Center for Anthroposophy for
an onsite information/orientation session.

Building Bridges

Customized for practicing teachers and leaders in Waldorf schools
who are seeking Waldorf teacher education and continued
professional development. This streamlined program includes the
option of earning advance standing credits in the Waldorf Teacher
Education Program at Antioch University New England, leading to
a fully-accredited Master’s degree in Waldorf Education. Each year,
this program is offered in a different host site.

Waldorf High School Teacher Education Program:

June 30-July 27

Offered each July, this 3-summers program prepares high school
teachers in the specialized disciplines of arts and art history,
English, history, life science, earth science, mathematics, computer
science, physics, and chemistry. A new cycle is launched each year
in Wilton, NH, including the option to earn a fully-accredited
Master's degree in Waldorf Education.

Renewal Courses: June 23-28, June 30-July 5

2 weeks of 5-day retreats in Wilton, NH, for Waldorf teachers and
those seeking personal rejuvenation and professional renewal
through anthroposophical study, artistic immersion, good food,
and fun.

Waldorf Elementary Teacher Education
Three different programs offered by Antioch University
New England:

*Year Round Waldorf Teacher Education—
2 summers in Wilton, NH; 1 fall semester in Keene, NH; 1 spring
semester internship; plus online Master's Project leading to M.Ed.

*Summer Sequence Waldorf Teacher Education—
3 summers in Wilton, NH; online studies and internship in a
Waldorf school; plus online Master’s Project leading to M.Ed.

*Healing Education (Advanced Track)—
2 consecutive summer sessions in Wilton, NH, for experienced
Waldorf educators and anthroposophical practitioners. Program in
partnership with Camphill Academy.

Waldorf Administration and Leadership Development
Intended for those serving as administrators and leaders in Waldorf
schools. This streamlined program (two five-day institutes in Keene,
NH; one Renewal Course in Wilton, NH) includes mentorship and
online group dialogue on assigned readings.

info@centerforanthroposophy.org, Phone: (603) 654-2566
antioch.edu/new-england/degrees-programs/education, Phone: (603) 283-2311

CENTERFORANTHROPOSOPHY.ORG
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Week I:
June 23rd to June 28th

The Art of the Child Study
with Christof Wiechert

Grade I:
The Journey Begins
with Regine Shemroske

Grade 2:

From Form to Solid
Foundation

with Michael Gannon

Grade 3:

Awakening to Self and
Surroundings

with Kris Ritz

Grade 4:

Norse Mythology and the
Mantle of Responsibility
with Shannon Wiley

Grade 5:
The Golden Age
with Monica Lander

Grade 6:

From Romans to Knights
and Ladies

with Lynn Thurrell

Grade 7:

A Year of Reawakening
and Exploration

with Alison Henry

Grade 8:

From Revolutions and Modern
History to the Role of the
Individual in a Free Society
with Phil Fertey

The Roadmap to Literacy
for Grades 1-4

with Janet Langley and

Patti Connolly

o Daily Morning Lectures

with Christof Wiechert (Week )
o Science with Roberto Trostli
(Week 1)
o Singing with Meg Chittenden
(Week 1)
o Drawing, Painting, or Clay
with Elizabeth Auer (Weeks 1&2)
o Eurythmy with Cezary Ciaglo
(Weeks 1&2)

o Movement with Julianna Lichatz
(Weeks 1&2)

Also Featuring:

o Singing with Eleanor Winship
(Week 2)

Welcome to Renewal 2019!

For Waldorf teachers and administrators—
along with parents, trustees, artists, and thinkers
seeking to deepen their lives through Anthroposophy

Painting by Karine Munk Finser

Register online at:
centerforanthroposophy.org

Renewal Courses sponsored by
Center for Anthroposophy
Wilton, New Hampshire
Karine Munk Finser, Director
info@centerforanthroposophy.org, 603-654-2566

4 )

Other part-time programs offered by
Center for Anthroposophy:

Explorations: Workshops in the Arts and
Contemplative Practices
Clusters available on demand around the U.S.

Waldorf High School Teacher Education Program
June 30th - July 27th, 2019

Three-summers program specializing in Arts/Art History
\Biology * English ¢ History * Math ¢ Physics & Chemisty

Week 2:
June 30th to July 5th

Meeting Social and
Behavioral Needs in
the Classroom

with Kim John Payne

Experiencing Singing and
Eurythmy as Paths to
the Spirit

with Eleanor Winship

and Leonore Russell

Hidden In Plain Sight:
Writing Creatively
with Paul Matthews

and Patrice Pinette

Learning from the

Essence of Nature:

School of Elemental Beings
with Karsten Massei

Gender and Sexuality in the
Light of Waldorf Education
with Lisa Romero

Art as a Bridge over
Troubled Waters: Pastel
and Watercolor

with David Newbatt

Beyond 100: Preparing Future
Adult Educators

with Torin Finser,

Douglas Gerwin, Leonore Russell,
and Eleanor Winship

Philosophy of Mathematics:
An Adventure in Thinking
with Jamie York

The Interplay Between
Concave and Convex in
Wood and Clay

with Daniel O’Connors
and Robert Thurrell

Living Thinking
with Michael D'Aleo

Fundamentals of
Anthroposophy:
Observation, Contemplation,
and Self Development

with Signe Motter et al.

The Human Encounter and
Community Building: Waldorf
School Administration and
Governance

with Carla Comey

and Torin Finser
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Embark on a journey of self development and discovery

Study with us to become a Waldorf Teacher

www.bacwtt.org
Early Childhood, Grades and High School Tracks itfany@bacwtt.org

415 479 4400
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Phone: (603) 876-3342 | Email: office@glenbrook.org
35 Glenbrook Rd., Marlborough, NH 03455
www.glenbrook.org
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Standing up for the rights of the Earth

and ALL human beings. Class trips in New England,

California, Southwest US,
and Ecuador

Marlow, NH | kroka.org | 603-835-9087

HAWTHORNE
VALLEY e

JUNE 16 - 21
History through Music Eric G. Miller

Watercolor Layer Painting Martina Angela Miiller | Clay Sculpture Patrick Stolfo
Eurythmy Lynne Stolfo

Singing and Playing the Lyre in the Mood of the 5th Diane Barnes
Early Childhood Festivals Andree Ward

JULY 16-20

Leading with Spirit: The Art of Administration and Leadership in Waldorf
Schools — Working Together in Community w/ Mara D. White and Lisa Mahar

FOR COURSE DESCRIPTIONS AND REGISTRATION, VISIT
ALKIONCENTER.ORG

alkion center ANTHROPOSOPHY, ART & TEACHER EDUCATION
330 County Route 21C, Ghent, NY 12075 * 518-672-8008 * info@alkioncenter.org * www.alkioncenter.org
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Discover the
power of the
spoken word,
build skills, and
< develop artistic

o/& mastery
TRANSFORMY

STEINER SCHOOL OF
SPEECH ARTS

THREEFOLD EDUCATIONAL CENTER, CHESTNUT RIDGE, NY

2019-2020 PROGRAMS

~ Foundation Year Course
~ Four-Year Training in Speech Arts
~ Weekend Workshop Speech Intensives

CORE FACULTY

Barbara Renold, Helen Lubin, Jennifer Kleinbach

Sb
(0)
Ken worp

visit www.steinerspeecharts.org
or contact barbararenold@yahoo.com

Renewal

© One-year subscription $17 or o Two-year subscription $31
o Three-year subscription $41
© One-year international subscription outside North America $37
Begin: o Fall/Winter 20___ or © Spring/Summer 20___

Name (please print)

Address
City State  Zip
Phone Number E-mail Address

o Check Enclosed o Visa o MC o AMEX

Card Number Exp.

Signature

Thank you! Please mail or fax this form with payment to:

Renewal Subscription Office
351 Fairview Avenue, Unit 625 Hudson, NY 12534
Tel: 518-828-9999
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TARA

PERFORMING ARTS HIGH\SCHOOL

« Engaging Academics
« Compelling Theatre
- World Travel

IN BOULDER, COLORADO
303.440.4510 - www.tarahighschool.org

7N MAINE COAST
# WALDORF SCHOOL

At Maine Coast Waldorf School

we encourage students to develop
inner strength through challenging
academics, invigorating arts, and
extracurriculars.

Founded in 1984, Maine Coast Waldorf School
in Freeport serves some 285 students from
early childhood through high school.

Visit MaineCoastWaldorf.org
or call us at 207.865.3900, Ext. 103
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Physically Grounding

Artistically Nourishing

The Vancouver

aldort
ChOO

EDUCATION TOWARDS FREEDOM

Experience

High School

on Canada’s West Coast

Early Childhood to Grade Twelve
info@vws.ca | 604-985-7435 | vws.ca

Academically Stimulating
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The Early Childhood Teacher

Education Center at Sophia’s Hearth

2019 Summer Institute Courses

New Course! Incarnational Support
JUNE 24 - 28 WITH JANE SWAIN, JANENE PING,
NANCY MELLON, MICHELLE BROOKS

How To Be a Healing Storyteller
JUNE 24 - JuNE 28 WITH NANCY MELLON,
JANENE PING

Introduction to Waldorf Early Childhood
Education

JuLy 8 = 12 witH HEATHER CHURCH,

MICHELLE PRINGLE

Strengthening Parent/Child Work in Community
JuLy 8 — 10 wiTH SUSAN WEBER, NANCY MACALASTER,
KATHERINE SCHARFF

Child Development | & II
Juy 1 =5, Juy 8 - 12

450-hour Teacher Education Course
in Waldorf Early Childhood Education
a Full Birth-to-Seven Training
New Cohort Begins June 30
Recognized by WECAN and IASWECE

WALDORF EARLY CHILDHOOD
ASSOCIATION OF NORTH AMERICA
FULL MEMBER INSTITUTE

For details and on-line registration, visit
sophiashearthteachers.org

Sophia’s Hearth

.
Family Center
sophiashearthteachers.org 603.357.3755
700 Court St., Keene, NH 03431

Pioneering affordable tuition model bvwaldorf.org
Optimal urban/rural balance in sunny Colorado (303) 652-0130
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Wakdor| Teacker Training in Carada

Waldorf Early Childhood Educator Training

Next intake, June 30, 2019

July session in Duncan, Vancouver Island;
fall & spring in North Vancouver, BC

2 year part time program — 5 weeks each year.
3 weeks in July, 1 week in fall and spring with additional
mentoring, observation and practicums.

Mentoring: Transforming  The Unexpected Gifts of

Ourselves to Meet the Other  the Mystery Children

“We are all just walking
each other home” —Rumi

June 30 to July 5, 2019

with Louise deForest,
Heather Church and
Wendalyn von Meyenfeldt

—learning to see these
children with new eyes

July 14 to 19, 2019

with Adola McWilliam,
Marjorie Rehbach and
Robin Laskowski

For more information about Early Childhood please contact Ruth Ker
email: mrker@shaw.ca, phone: 250-748-7791

Waldorf Grades Teacher Training

Next intake June 30, 2019

July session in Duncan, Vancouver Island;
fall & spring in North Vancouver, BC

3 year part time program — 5 weeks each year.
3 weeks in July, 1 week in fall and spring with additional
mentoring, observation and practicums.

Grades Summer Conrses

Teaching with Heart
Experiencing the
Waldorf approach
July 7 to 9, 2019

with Kate Reynolds,
Rebecca Watkin
and others

Remedial Aspects;
Understanding and
working with
learning differences

July 8 to 12, 2019

with Ute Grimm,
Adola McWilliams
and others

For more information about Grades please contact Lisa Masterson
email: WClGrades@gmail.com, phone: 949-220-3193

Visit our website to apply or register for any of the above

British Columbia, Canada
www.westcoastinstitute.org | info@westcoastinstitute.org
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/‘h INDEPENDENT HIGH SCHOOL
, Of T he Willamette Valley

Opening in Bugene, Oregon September 2020
with a 9th Grade class

Books and Resources for Parents and Educators

“ildhood.org  info@wa/~

The mission of the Waldorf Early Childhood Association of North America is to foster
a spiritually-based impulse for the work with the young child from pre-birth to age seven.

WECAN is committed to nurturing childhood as a foundation for renewing human culture.
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Looking for educational

opportunities and resources on

biodynamics?

Wfﬁusucmlws

WANT INSPIRATION ABOUT HOW TO FIND THE BEST IN YOU FOR YOUR CHILD?

BLOGS, BOOKS, IDEAS + HOPE
WWW.WALDORFPUBLICATIONS.ORG
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A holistic education
on 300 acres of
forest and farmland
in New Hampshire.

Grades 9-12
boarding and
grades 5-8
homestays for U.S.
and international
students.

HIGH MOWING SCHOOL pinehillorg/vsi

Waldorf Preschool — Grade 12 + Boarding and Day highmowing.org/visit
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Wouldn’t your child love to study in this magical place

: Where
Honolulu Waldorf School EAST Meets WE ST

DIVERSITY « SUSTAINABILITY « HAWAIIAN STUDIES ¢ LANGUAGE ARTS LAB « HOUSING SUPPORT

Honolulu Waldorf School is seeking domestic and international students to join our school community for the
educational experience of a lifetime. Hawai'i, the melting pot of the Pacific, is the perfect place for high school
students to stretch their wings and connect to our global future.

Please call or email to find out more—we are looking forward to hearing from you!
Joyce McCarthy, Enrollment Coordinator | 808.377.5491 | admissions@honoluluwaldorf.org

” Outdoor Adventures,
Service Projects &

-___l__,,  —ii -, .. Community Building
adventure O 6th-12th Grade

& v
@)
20YEARS § Destinations Worldwide:

5 \é& Alaska, California, Costa Rica, Four
yQN!S =8 Corners, Hawaii, Idaho, East Coast, Maine,
Oregon, Patagonia, Peru, Utah,
Washington and Wyoming.

Entirely Customized,
All-Inclusive Trips:

Healthy Meals, Outdoor Gear Included,

i " . Ly / Friendly/Professional Staff, Waldorf
Ifcontjnue to be impr hé high qualit¥$ e Aligned Curriculum

professional and ci h that Lifésehool puts into™

their work. You are tr nodel of excellence in Outdoor

Education. Thank you for making a difference in so many www..GoAdventhure.org
. Go Adventure is a program of Lifeschool, a

individuals. | will continue to highly recommend you. non-profit organization 501C3.
- Ron Charles, Teacher

707.876.3071
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Berkshire GREAT BARRINGTON
Waldork RUDOLF STEINER SCHOOL

High School

Berkshire Waldorf High School
provides a college preparatory
education that seeks truth,
develops imagination, nurtures
growth, fosters responsibility,
and honors inner freedom in
an atmosphere of academic
excellence, artistic fulfillment,
openness, and mutual respect.

SEVIS certified for
International Student Visas

Small School.
s el Academic excellence energized with

e moving, making, music and joy - visit us
14 Pine Street to see how learning comes alive.
Stockbridge MA 01262
(413) 298-3800 Waldorf Education in the Berkshires
berkshirewaldorf.com Babies-8th Grade | gbrss.org | 413.528.4015

The Blessing of Baptism
Services for Children

Religious Education
Rich Festival Life

Children have an inborn reverence for the
Summer Cdmps divine. From the blessing of baptism to the
. rite of passage at confirmation, we strive to
Conﬁrmdtzon inspire in the child a heartfelt awareness of

God’s working here on earth. The Christian
Community is a world-wide movement for
religious renewal that seeks to open the path
to the living, healing presence of Christ in
the age of the free individual.

Learn more at
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A STOCKMAR

WATERCOLOUR PAINTS
COLOURED PENCILS
OPAQUE COLOURS
MODELLING BEESWAX
WAX CRAYONS
DECORATING WAX
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Quality products for

Waldorf schools and kindergartens

The best quality products at fair prices. We are
able to achieve this through constructive collabo-
ration with customers, suppliers, sheltered work-
places and resellers. This way we work together
with respect for the environment and humanity.

merc%eS sense’

art

Mercurius USA - 4323 Anthony Court, Unit 4 - Rocklin, CA 95677 - T. 916 652 9696 WWW.mercurius-usa.com
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RIGOROUS ACADEMICS
INSPIRED CREATIVE ARTS
STEWARDSHIP OF THE LAND

413-586-1908 | www.hartsbrook.org

Come See What Makes Us Shine!

Gorgeous 55-Acre Pioneer Valley Campus
Bucolic yet Cosmopolitan Five Colleges Area
Pre-K through High School Waldorf Curriculum
Sliding Scale Tuition Model

Domestic and International Home Stays

Robust Land Stewardship Program
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- Scholarships Available For Our
u n rI e Teacher Education Students,
Including Our New

Diversity Scholarship

Now Enrolling New Summer 2019 Cohorts
In These Waldorf Teacher Education Programs

Elementary Teaching® ¢ Early Childhood Completion Track*
World Language Intensive

*Fully-accredited SUNY MEd with Waldorf concentration available

Now Registering Summer Series 2019
Professional Development and Introductory Courses & Workshops

Literacy in the Early Grades * Chalkboard Drawing for Class Teachers ¢ Collaborative Leadership
Introduction to Waldorf Early Childhood Education * Exploring Waldorf High School Education
The Power of Traditional Country Dancing in Grades 1-8 « Working With Parents
Approaching the Grades (1-8) « Essentials of Anthroposophy  Waldorf Weekend

Learn more at

Full member: AWSNA / WECAN

C Inspiring Education Since 1967) Chestnut Ridge, New York




Excalibur for boys, ages 10 to 12
Designed to be a first adventure away from home, Excalibur celebrates boyhood and the need to take risks, test one's
mettle, seek adventure, and find the hero within!

The call to adventure.

A hero’s journey begins...
Northern Lights for girls, ages 11 to 14

Cultivating community, creativity, confidence and adventure in girls crossing the bridge from childhood to adolescence.
Northern Lights celebrates the unique gifts we bring to this world and connects each girl to her authentic self.

Northwaters & Langskib Wilderness Programs | northwaters.com | 866.458.9974





