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Editorial Introduction:

Nursery Education ¢

z{ %

Who would have guessed ﬁ%‘ e tWo innocent
words sensitive and areajwouldhg eTJeen press-
ganged into an alhancea%hat wethn
a sense of detached, polﬁ;.cal’ de
alarming rate at which yrbantyiolénc :
tive areas’ is overtaking tl{er?:ﬁz},s abili Ve
with it? R Py
But we must surely have taken a stab a
wrong ‘channel’. Let’s switch:to angther,
remote from our theme, the Nursery ~ e
The scene is the coast of Flnlan} O cgurse
there is granite in the landscape - gran asjfanas
the eye can see or the foot can gntﬁjly treacL
Somehow - as it supports its regally forested
islands, holding every inch of its’ grdund as it
repels the lapping waters that swell mcessantly
around it — it embodies Divine Purpose. @r eveh‘
—through the fact that its presence evokes some-
thing of the grandeur of a mountain masmf itself,
while at the same time, through havmg been..,
scoured and levelled by gigantic glacial pos\?er, it

-z%t movemen%ﬁ it of the

pat ~that | Divine Proml

the shore ‘lfxyke royaksceptres, snl\fer-llfted through
the bird s§onged canopy of green.
- Evelyishere light: it,dances incessantly - a

thousan 3os in one, purged of their
meg:ﬁang@g_ . v'?ﬁmmted with silence*and
transubstafifiatedetthe’ ltar of-wonder. Every-
*Wﬁeﬁp its Sjd _w§~ l%z shlftmg\shroud like

across Yh}e rl, in of‘theasharp-alred\lakes and
1nlets‘é 01; dappling a,%g Ehb‘b‘mg in the snller
‘W00 ckshoree

mfen dchildis born, those, prwf[ege(j'to follow

its early%levglopment become beholdert of a meta-
phor of 1ig b, grander and morerubtle ihan the
1magmat1 ean conjure and of-T more £ublime
origin than ﬂi ‘dinary consc:ousnes?sf can aspire
to. Towards tﬁe shitire.of eathly life,we are aware
that an Ego is sallmg g!%m:are needs telling
naw atmg at the helm as
their new baby embar voyage. Voyage (o
where? We watch, eagéﬂy, as we see signs of the

~vEgo taklgé‘lzgg,oﬁfle little body — the movement

leaves the sky wide open (be it cloudy- pearled .. of-every finger, toe and eye-lash; or signs of

ominous or merely radiantly blue) — open and
about to tumble head-long into the glorious sheet

communication, such as when tiny fist clutches
adultware-ﬁnger (more than likely guiding the

of water below at one’s feet ~ DiVine*Promises~—" ﬁngerdetenmnedly tothejuiciness of tooth-packed

But as we look at the scene, it is the light that
quickly claims the attention; light that entrances
and entertains, that quickens sight and soul
with its splendour, its delicacy, its playfulness,
its joy in being. At one moment it spotlights the
white sails of a boat leaning its way into the
shimmering waters; at the next it laughs with the
pendulous birch twigs that frill and fan the blue-
washed air; or trembles with the excited aspen
leaves in the breath of early morning; drenches
the nodding rowans with their reddening clusters
of cheer-bomn berries; pauses at the enshrining
threshold of dim twilight with which each tower-
ing conifer is dowager-clad; and rejoices in the
bark-white trunks of the birches, soaring from

gums!). Other signs, too, to help us realise that
these are the first steps ~ psycho-somatically and
spiritually unified steps — towards independence
and human freedom. A long voyage indeed.

A child happily at play is an island of peaceful
consciousness where the light and shadow of the
dawning personality belong just as much to the
island as do its wooded shores. A child bent on
exploration is heading towards the peninsula of
life. For a time it will be satisfied with what it
finds at the tip of the peninsula, but one day the
link with the mainland will be sought and bridged.

It is probably after the child has crossed
the bridge of the “I” that the parents may
start to think in terms of Nursery education.

It goes without saying that the voucher
proposal, recently anpounced by the British
Government (immediately after the early 1995
summer leadership ‘battle’), tomake £1,100p.a.
available to parents who wish to place their 4/5
year-old in a Nursery school was politicaily
motivated. However tiring it may be for the
listener, one must expect the drone of political
mileage to churn away when a Party takes out its
bagpipes and plays a new tune. (Even Finland
cannot claim totally unpolluted air and waters.)
But let us be grateful a) that it is a new tune and
b) that at least there appears to be an opportunity
for genuine parental choice. This issue of Steiner
Education has been conceived as a support to
making that choice an informed one. It is per-
haps, a fortunate coincidence that the first theme
under the new title of the former Child and Man

(see page 34) addresses ‘the early years’: “Begin -~

as you intend to go on” - and all that!™

As to choice, first must come the question of
whether, i.e. saying Ygs’or No to Nursery educa-
tion as such, a dec;smn which no-one would be
recommended {6 take lightly. After all, the
Michelangelos: and Hilarys of this world man-
aged to get to the top (whether in the sense of art
or altitude, Sistine ceiling or Camp6...), without
receiving ajgovernment voucher at the age of
4/5 years! Only second, then, comes the exercis-
ing of one’s right as a parent: to determine which.

Naturally, practical considerations will be as

much in the foreground as anything else:

Is the Nursery conveniently placed?

Maybe oniour bus route?

Is the physwal set-up adequate, not only
for the inispectorate but also for our own
standards?

Et cetera.

There will be socidl questions, too:

Does the ‘mix’ séem compatible with our

family’s existing connections?

What access to the Nursery teachers and their , &w,

assistants will we parents have?
Is the teacher male or female? e
But if we pass on from what we may regard for
present purposes virtually as pre-requisites, to
other matters, we may find ourselves in a less
obviously analytical position, a less obviously
box-ticking exercise and having to navigate

through subtleties and imponderables, such as
the feelgood factor, or intuitions that lie deeper
than hand-in-glove logic, and that therefore may
not always be easy at first to come to terms with.
For we are, after all, dealing with the future when
weare concerned with education of any kind, and
ipso facto the earlier the education, the more of
the future there is to be influenced by it.

But even if a measure of our consideration is
based on ‘hunch’ (rather than clinically clear
educational concepts), and even if we allow
ourselves to be guided by it, it is probable that at
least we will want to check out a few items. At
this stage, parents often split roles: one predomi-
nantly wears the logic ‘hat’, leaving the other free
to access that rather uncanny feeling ‘in one’s
bones’ that is often there at life’s turning points.

Parents will have their own pet points on the

“ check list, as likely as not, but these may well

include:questions such as the following:

How caring is the attitude in the Nursery to-
wards the-child?

In view of the i mcreasmg amount of stress on
children in mo“@gm life, is the Nursery
going to compoufd this stress or, con-
versely, protect agdipst it?

How attuned is the N urs&y to childhood —e.g.
inits acknowledgement»of achild’s charac-
teristics and faculties: fai tasy, sensitivity,
empathy, wilfulness, inn%::nce, utter open-
ness, vulnerability, wondér at the world. ..?

How is discipline and order dchieved?

What kind of an atmosphere is there?

How is that created?

Or looking into more detail on $his score:

How does the Nursery’s attifude towards the
environment manifest? j‘-‘

What kinds of materials, célours and textures

_ are used inside? 7
What is the level of th¢ use of ‘energy’?
So Jow do they eat the:r food at break-time?

" How do they %c‘lxspose of waste?

< == HEWS the outside play area organised?

In what way do the children participate in the
care of the environment?

The answers to these and other similar-veined

questions, that verge on educational philosophy

and are all ultimately rooted in a world outlook,

will give parents some basis for assessing how



their child might fit into the life the Nursery
offers and also in what way that life in the
Nursery will help to prepare their child for the
future. However sternly academic a parent’s am-
bition for the future, the happiness of a child,
particularly in the early years, is a vital factor in
the equation.

Human childhood is very long compared with
other ‘species’ on earth. For instance, there can
be as many as 432 generations coming and going
of certain Siphonaptera, to take an extreme case,
each tiny flea having its ‘childhood’ — *learning’
how to jump, ‘learning” how to suck blood etc. —
during the time it takes for a human baby to leave
the cradle and enter university. Nevertheless,
human childhood can sometimes seem rather on
the short side when one contemplates the fact
that it is going to need to prepare adequately for
the chilling winds of a hostile future. Even the
‘childhood” of a fox or a vixen, a mare or a
stallion is soon over by comparison. Yet snug
in her den or foraging for her food on the
outskirts of Helsinki. Ms Vixen does not have
to cope with elements such as international
powerlessness in the perpetration of genocide,
and refugees fleeing their camps for fear of
enforced repatriation, skilful thieves getting
employment within Securicor firms, world
reaction to atom tests with some politicians
nonchalantly laughing off the effects of radiation
on genetic mutation, the debilitating noise level

thudding through the wall from the neighbours®*" -

CD player, business ‘mismanagement:to- ‘the
tune of millions, hidden and exposed corruptlon
within government... and all those as“yet un-
specified ‘news items’ which w111 contnbute to
chaos without and to the cymmsm and rage
within that today’s 4/5 year-olds, the captains
of industry, the social workers and the traffic

wardens of AD 2025, will have to encounter and
contend with. o7

them, sensitive areas). It reported on 13-16
year-olds being sucked inexorably into crime:
Le. delinquents getting younger by the year:
rampant, petty thieving; casual disrespect for
life; group violence accelerating towards the
point of being trivialised in the *public mind’;
weapons being used more and more readily;
profitable rackets on the increase (forged ID
cards and other documents...); the police under
constant threat, with the tailgating and ramming
of police cars etc.; illegal trafficking gathering
momentum; constant increase in teachers report-
ing sick; and so on.

And so on... but not, please not, ad infinitum.

We can’t turn the sensitive areas of Glasgow,
Chicago and Johannesburg into idyllic lakeside
summer cottages with their saunas and rowing

boats; but maybe we can — given the kind of

education that welcomes the sky falling head-
long into its lakes — restore some sanity and
sensitivity into such areas.

We? Those 4/5 year-olds, the ‘we’ of

tomorrow and, of course, however indirectly, the
parents, teachers and teacher-trainers of today.

Education cannot vouch for the future. Nor
can anything else. It can, however, attempt to
serve those Egos who, in crossing the bridge
from the islands and peninsulas of childhood
to the mainland of life, do so-in such a way
that . they will- mature” sufficiently to join

: ~ William Blake’s swelling chorus:

“I will not cease from mental strife;

Nor shall my sword sleep in my hand..."
and play their part in enabling the sentiments
cxpressed therein to begin to find their feet,
gram[e-ﬁrm at some point in the not-too-distant
future. -

We seem to be back viewing our orlomal S

channel.
Without appearing to have any scare- mﬁnoe

ing axe to grind, on July 21st 1995 Le Mond?
published an article expressing social despalf ~

concerning “‘urban blackspots” (or, as when
wearing the kid-gloves of ‘unsoiled’, non-
participative consciousness, we prefer to call

Why We Chose a

Steiner Nursery

by URMILLA STOUGHTON

Before our children were born, my husband and
I discussed what sort of education we wanted
them to have. This was difficult to imagine as we

ourselves had had such negative experiences of

education, and so we ended up discussing the
education we did not want them to have. David had
been to prep and public school and been deeply
unhappy at both. I had been to a series of schools —
State and private —in Indiaand England. Although

we had had the odd teacher who was both
nurturing and inspiring, the majority had been
indifferent, sarcastic or downright brutal, and
teaching had often been unnecessarily boring and
unimaginative. Although we had both done well
academically and ended up with degrees, we both
felt it had cost us the magical experience which
childhood should be for everyone.

The pressure which was put on me at school to
achieve, and the regimented methods which took
no account of different personalities, destroyed

any enjoyment or enthusiasm I might have felt
for learning. It also taught me to distrust people
and life. Many parents, I believe, make choices
for their children because they do not want their
children to repeat painful experiences they them-
selves have had.

In India, where I grew up, education is re-
garded as a sacred privilege and parents make
enormous sacrifices to invest in their children’s

future. As aresult children are under a great deal
of pressure to do well academically and are
subjected to constant testing in school. The dan-
ger of this is that it can make children who are
slow developers, or who are not star academic
performers, develop apermanent inferiority com-
plex. I do not argue that we should not make
demands of children. Children benefit from be-
ing constantly stretched, but the demands need to
be related to the individual character of the child
and presented in a way the child can respond to.



The problem with constantly sitting tests and
failing todo well is that children become discour-
aged and lose all interest in learning, because
they equate it with work and not fun.

I no longer believe that work and fun are
mutually exclusive, although I did as a child. If
more children had fun at school, they would
develop an enthusiasm for learning which would
last them a lifetime. And by fun I do not mean lax
discipline and allowing children to do as they
like. I mean providing children with an environ-
mentin which they can develop naturally, each in
their individual way, and in which their confi-
dence can grow because they are appreciated for
who they are and what they are capable of,
whether it is academic ability, a sense of humour
or a kind heart. In the end.each child will play a
leading role in his or her own life, whether or not
they are clever; and §

his was what we wanted for our children—an
education that would teach them to trust them-
selves and life. But did such an education exist?

Even if it did we would almost certainly nog}fg

able to afford it. et
Our daughter was two and a half and we were

they have?conﬁdence and.

thersAhsy wilVnmke a -~ %y thmy my daughter gai

¥ schools w

and the promise of Steiner education to educate
“the whole person—head, hand and heart” seemed
to us a good one.

The first year in the Kindergarten was an
interesting one. A lot of the time I found myself
angry and struggling with my scepticism. I began
to worry that the environment was too airy-fairy
- unlike the real world. Such innocence, such
happiness, was surely impossible outside the
garden of Eden. The teachers were too good to be
true. My childhood had taught me that a pleasant
exterior often concealed a nasty interior. It took
me a couple of years to realise that what I was
feeling was disbelief and envy because my chil-
dren were experiencing something I had lost
sight of and had ceased to believe in — the
inherent goodness of the world.

Through the simple activities-of the Kinder-
w»g-artdmyé.,’haking. We‘%\%ng, plg lgg‘, singing,
c nfldeitce«m

herself and in the world. She developed an‘ébrhty

to concentrate on the task in hand. The main
Agfﬁerénowbetween her and her friends at other
viS *hoﬁmnuch she loved going. When
she was ill, she was up%gt that she couldn’t go to
school. Through play she learnt about social
rggte_g;actrons. about negot‘mtmg and sharing.

still debating what to do when we§§aw an adver- _.~***Through s&ngs poems and p‘amtma herimagina-

tisement for a Steiner School QOpen Day, We had
once met someone who ha

education had alsé made us'si
ronment was atttactlve ome}y, a great

of thoughtand §me haf goneinto the curncu
and the teache?s wer

ted — we could sg? A¥was a’vocanon, not _]0{)
Despite our 1(le*als, w¢ were both concerned
about the delayin children learning to read and

wrrte, p y because we ourselves had learnt to
@n h w.gy consider tlus
sorneth e ploutid e~also kfg tha(:

the energy that had gone into readrng and the”
world of books at such a young age meant that we
had not developed socially or physically and had
been too serious and quite lonely as children. We
hoped that our children would be more balanced,

ously deeply CP m _‘5.

tion and sense, of language deyeloped Through
eurythmy and ghysrcal play she developed grace
and aglllty The: ’bnly unknown quantity was the
academic side oﬁthmgs ¢
This year my son is in his seeond year in
Kindergarten and itis astomshmg to watch the
development ln his character+in"the last two
years.Heisa sensmve chlld,fas my husband was,
and has difficulty in assemng himself with oth-
ers. Wrthotft the dlstracuon of academic work it
7 has been‘] possnble for both his teacher and me to
~wnotice and concentrate on physical and social
difficulties and to work together on building up
the strenthgnd confidence he needs in these
éas Fhis is % hg\lm\rsgare in educa-
S Lb%alﬁaaﬁner belweeh. ,te heépand
parent in working tow&hr“ds the dévelopmem of
the child in every area — physical, emotional,
social and mental.
In the meantime, my daughter has completed
Class 1. She has been learning to write, both

printed letters and cursive writing. She has mas-
tered this astonishingly quickly and her reading
is progressing rapidly too. She is learning French all
and German and has developed an’ exce, lent c
accent in both. She has learnt to playxa aisical ,,;’?
instrument, is extremely artrstrcr»has lear o knit>
and embroider and is learnmg?to do;ﬁddltin%
subtraction, multiplication and dms;on as well
as Ieammg her times tables Shé i

i'

ite s Je%m 2
She has had a thoroyg "' won,dé’ﬂﬂl yé{r d

her teacher is the kifid nd of person '-Ié‘z(aycd she'

would have - warmy lovmg and h -
also veryfrrm She has gampd the}ﬁrldren stfudt

sgven yeai's and will be ablg

every child in the class now...” Unlike a teacher

pstordinary schools she will not have to start
ver again next year with a new class. She will
tinue to teach the same clags for the next

‘l; build on her
famlhes and their

them where
p commitment to

*géarh child’ § de,velopment{ which goes far be-
fond the migl’ ly academicy 1s'w1}¥, put children
j the Steiner School,

4
?

i‘f’z

7 £ ] / {/ x
- ? Grmilla ug p;ifd&been long involved as a

"Brighton St;m}r School and is

and brmgs out the bgst in all ofthem. Atglfe edgf omngittedl to thg chool’s wé eing. Herwriting
of this (sutnmer) tefip sheisdid tora g ehs 4 skill§ $ar&constaptly being ca {ted upon for exter-
parents, “It:eally feel a, A / nal yub city puffposes and sphorﬂ lzterature

‘\
CAPTIONS F

Page % i
2 Age 2571 young chlld sp1 Ihnjé{
Age'! 0: joﬁ'nng up thecircle— n off‘I"-dentity.
,Age 3.6: com:ng to terms wr h vgti a‘hty (the first
* lines) and hontontahty

S8

W

)

n

seifand body moves on apac¢ a
the *space’ within is explo
Age 3.6: the “heavenly’ hq‘meechoes on. ﬂf

Age 3.6: the connection wgh fthe periphery"strearfi§ 1; 27,

in and out. \

8 Age 4.0: The impulse to- Hescend more firmly takes A ‘;.' 29
hold - above, the circle: the descending vegtical line; s ! “Kf
and the cross shading strgngthening the i paise !

9 Age 3.9: The"fadder” is fcommon symhp! mdu:at;ng 31
a hardening process inzhe organism. The lp\genng
symbol of the Buman béing still has no feet¥f 3"(

10 Aged. 9: adoorforthe ifdwelling human bemg top 32a
in and out of and an opdhing of the scns¢S;fw1 oy s)
towards the woild. ¥

It Age6.0:as the clld drafvs near to the er,ﬁ of the ﬁrst
seven-year cyclenthe triangle appeavsf- a protecting

“tent” as life anucrgntest e next phase of separation. 32b

14 Age 4.6: the animg} form has appeared. . - .

15 Age 4.10: betwecn»the age$ 2.4 and 4. 8 the devel-
opment of the trun i .

17a/b Age 3.0 and age ‘2:7 th chtld's *self-portrait’
increasingly shows dhe bok form as the child
approaches age 4.0. "™

18 Age 4.0: joie de vivre as th:‘child steps across the four
year-old threshold.

19 Age 4.3: crosses. rectangles an\a“‘émergmg feet -
symbols of descent.

drawings show how ;***s
26

~ &\

{‘
Age 3.6: once the circle has Zee}{ med the fusionof ./ 24{25 AgeS.

7 drawings re#al flrmiflg up in all respects - and the

chimney is smoking!;
Age 6.0: the ‘human’being is burgeoning with life
forces, as /z}ret treels branches.
Ain pamtmg, the rich, emergmg feeling life of
thecldld is given room for expression.
4:0; in ve;y-del}cate colours, the painting brush

Areads, watiy’ overthe page.
-Age 5.0: the. colours,.are still sensitive but a new
«confidence is v;d’ t in the brush strokes.
Age6.5:t otif of the Rapunzel tower appears as
the child azes ‘dewn more consciously at earthly
" Yie,"oftevi m edmgneassunng

Ages T e it): colour, motifs and fantasy
pourforth omoth age — the fortunate adult will have
‘heard" the story of the picture as it is drawn.
Agc 5.2: atypicalimage of the Nursery-aged child’s
* world, where lovrﬁg. positively-motivated adults, an
inviting surrounc ing and an orderly, meaningful way
of life are vital mgredrents ingivingthe child the right-
foot start that it needs as a foundation for the future.
Age 5.6 shegr joy in filling the page with colour is a
common experience for the soul at this time.

34, 35,36 %

Ages 5.0, 5.113and 6.6: the child's need to ‘illustrate’
takes on fom'l fire engine, spider’s web and boat
afloat.

W,
Steiner Education wishes 1o acknowledge the help of Erika
Grantham (Director of the Michael Hall Kindergarten Train-
ing Course), Janet Klaar (Elmfield School, Stourbridge).
Peter Ramm (’I'obias" School of Art, East Grinstead) and

20 Age 4.6: sun, house and tree - the child’s cosmos ™ ~... Matthew ShalloMLondon Waldorf Teacher Training Semi-

21 Aﬂe 5.0: as the young ‘personality’ develops, the

“har)in genervusly lending original material for the above.



Nursery-Aged Children

A Developmental View
by CHARLOTTE COMERAS

In the past few years a lot of thought has been
given to the subject of Nursery education. Both
the Government and the Labour Party have been
looking into the question of what kind of educa-
tion is appropriate for three and four year-olds. It
has been generally agreed that the reception
classes in Primary Schools, as they are set up at
present, do not really meet the needs of these
younger children. The National Campaign for
Nursery Education calls for an ever deeper un-
derstanding of child development in order that
the best provision can be made. It is precisely
from this same starting point that Rudolf Steiner’s
Waldorf education has been developed. He
pointed out that human development can be seen
as a succession of seven-year phases. Until the
age of 21 these phases are marked not only by
distinct changes in the way in which the child
relates to the world, but also by actual changes in
the physical body. The completion of the first
phase can be seen by the change
of teeth sometime between the
ages of six and seven: the com-
pletion of the second phase and
start of the third is around the
time of puberty. In Waldorf
schools, pre-school education
continues up until the end of the
first seven-year phase.

When looking more closely
at the developmental stage of
the four year-old child, it is
helpful to see it in the context of
the first seven years of child-
hood because, of course, the four
year-old stands right in the
middle of this phase.

From birth the child is
engaged in the important task
of building up a strong, healthy
body. The organs of a newborn

baby are not yet fully formed and it is during
these early years that most of the organs are
developed, particularly the brain and the
nervous ‘system. The sense organs also have
to go through a process of development and
refinement. This takes time. The eye, for
example, is not fully completed until the child
is eight years-old.

There are two sides to this process of bodily
growthand development which need to be under-
stood: the one is carried out from within the
individual, the work of the formative forces within
the child, the other being the influence of the
environment to which the child is deeply suscep-
tible. Rudolf Steiner describes the human being
as being made up not only of the physical body
butalsoa ‘life body’, sometimes referred to as the
etheric body, an astral body and an ego organi-
sation. It is the etheric body which bears the
forces of growth which are continually building

upand maintaining the physical body. During the
first seven years of achild’s life, the etheric body
is not yet individualized. Just as the physical
body is born and separates from the mother, so,
Steiner held, the etheric body becomes separated
not only from the mother’s etheric body, but also
from the etheric environment at around the ageof
seven. This process of individualization is often

child can walk. He can also use his arms to hold
things and his hands are able to pick up tiny
objects. After the age of 2'1,-3 years the chest
broadens. Although there is as yet no indication
of a waist line, the tummy does not appear quite
so large as the whole trunk has now filled out.
The legs and arms are still fairly small in propor-
tion to the head and trunk until the child is about

called the ‘birth’ of the etheric body. There is a
similar ‘birth’ at the age of fourteen when the
astral body is individualized, and then again at
the age of 21 when finally the young person
stands in the world ready to take on full respon-
sibility for life and further development.
Although the birth of the etheric body is not
completed until about the age of seven it has
actually happened gradually. When observing
the way in which the physical body of the child
grows and develops during this time, something
very mysterious becomes obvious. Growth pro-
ceeds from the head down to the feet. The tiny
baby is born with a beautiful large round head,
whereas the trunk and limbs, although perfectly
formed are small. The arms and legs wave and
kick in apparently random movements. The tod-
dler still has the large head, while the chest is still
quite narrow and the tummy very round. Now the

five, then suddenly there is a growth spurt and
those rather short legs grow and the child can
now run and leap with an agility that the four
year-old didn’t have.

Through such phenomena we can see how the
growth of the child takes place in three different
phases. From birth till about 2/, years the growth
forces have been most active in the head, devel-
oping the brain and the nervous system. Then
after this the emphasis changes and it is the
middle part of the child, the chest, which is the
centre of the growth activity. This is then fol-
lowed by the next stage, starting when the child
is nearly five. The limbs grow and begin to ‘catch
up’ with the rest of the body. At the completion
of each of these phases some of the growth
forces, the etheric forces which have hitherto
been bound within the body, are freed and trans-
formed into forces which are available for the
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inner life of the child. For example, when at the
age of 2'/, a certain stage of development within
the head organization has been completed, the
etheric forces that are then freed endow the child
with the inner faculties of fantasy and memory.
Fantasy, from this point of view, may be de-
scribed as growth forces working in the soul.
Understanding of this stage is extremely im-
portant for anyone working with three and four
year-olds. When the child enters the next growth
phase at the age of 4%, some of the etheric
forces that have been active within the chest,
working in the rhythmic organs of heartand lung,
are freed and become available for a quality of
imagination different to the unbounded fantasy
of the young child. Finally, as the last phase of
growth, during the first seven years, draws to its
completion some of the forces which have been
engaged in the limbs and metabolism, when
freed, give the child a new faculty which Rudolf
Steiner describes as “belief in grown up people
and susceptibility to guidance”. The child also
has the capacity to obey observations he has
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grasped in a way that he has not been able
to do before now.

Although during the first seven years the’

nerve sense activity, the rhythmic activity of
breathing and circulation, and movement and
metabolism are all inter-playing, it is the nerve
sense activity which predominates. Therefore it
can be said that the young child lives in the world,
participating in his surroundings, through his
senses rather than through feelings and thoughts.
The life of thoughts and the life of the senses are
still unity, not yet divided. That is why the child
can imitate and ‘understand’ immediately what
is going on. Children can ‘understand’ intui-
tively their sense experiences in the moment they
are occurring. For the young child, thoughts are,
in a way, more tiring. They experience not only
the outer reality of what they see but also some-
thing of the inner reality. The child is neither
fully awake nor is he asleep. His consciousness
is in between, like a dream. Yet, paradoxically
it may seem, within this dream consciousness
the child is alert to the world and takes everything

in. This unity with all that surrounds him means
that all the sense impressions are experienced in
an extremely vivid way, not only impressions of
what is touched, tasted, seen and heard but also,
to a certain extent, impressions of the feelings
and attitudes of those around him. It is of vital
importance that this is realized by those who
are responsible for creating a healthy environ-
ment for children because not only does the
child imitate all that he experiences in a most
intimate way, but also the sense impressions
go sodeeply into him that they can actually affect
the formative processes going on within the
organism. As the child moves from one phase
of development to another the almost total
immersion in the world around them gradually
diminishes. When children of three or four years-
old come to the Kindergarten, they have already
taken a significant step on the path to realizing
themselves as individuals. Sometime between
the age of 2'/,-3 years the child has said ‘I’ of
himself. Up until that time he has referred to
himself either as me, or by his own name. The
three and four year-old is still, however; very
much at one with the world around and this calls
forth their new inner capacity for fantasy. Play is
stimulated from outside so the more simple and
‘unfinished’ the toys are, the more scope there is
for them to be inwardly engaged. This inner
activity of the fantasy forces in turn stimulates
the formative processes within the body. By the
time the child is five the capacity for this kind of
fantasy grows less and the stimulus for play no
longer comes so much from outside but is more
inwardly directed, from an inner picture. Whereas
the four year-old picks up a stick and says, “Here
is my sword,” a five year-old child will say, “I
need a sword,” and goes off to find a stick.

At a recent conference in Holland, Joop van
Dam, an anthroposophical doctor, drew attention
to the importance of speech and language for the
child of three and four years-old. Although, as
Rudolf Steiner makes clear, the actual experi-
ence and feeling for speech is developed in the
second seven years of childhood, he also points
out that from the age of 2'/,-4, years the child
has a predisposition for the experience of speech.
Joop van Dam noted that a rich language helps
develop both the body and the intelligence. It is

important that those who work with young chil-
dren love language and that words are spoken
with as much consciousness of their quality as
possible. Then the words will be filled with
pictures and brought to life. This not only has an
upbuilding effect on the body, but brings about a
certain movement within the etheric body from
which intelligence is developed.

As well as being endowed with the gift of
fantasy at the age of 2, years, the young child
gains the faculty of memory. In early childhood,
memory is still united with the physical body and
sense impressions. A memory arises in response
to something seen or heard. Later on, after the
birth of the etheric body, memory separates from
the sense impressions and abstract memory
awakens. The child can then form an inner pic-
ture of something he has seen or experienced. Up
until this time the young child does not yet make
an innerimage when he remembers something. It
is, of course, possible to ask little children to
recall past experiences but when they do this, one
should be aware that they are drawing on life
forces which would otherwise be building up a
strong foundation in the physical body for the
development of soul capacities later on.

The above is a general outline of child devel-
opment in the first seven years, focusing more
specifically on the three and four year-old. It
must be said, however, that terms like ‘the
change of teeth’ can only be seen as an
approximation for the time when a certain devel-
opmental change takes place. Each individual
child will go through these phases in a slightly
different way and at a slightly different rate.
It is necessary that we, as adults who have the
privilege of working with young children, train
our capacity for devoted observation. By com-
bining this with the knowledge and experience
of others, our understanding can grow in order
to provide an educational environment where
both the needs of all young children are met and
each individual child can unfold and blossom in
their own time.

Charlotte Comeras has been a Steiner Kinder-
garten teacher for eleven years and is now
working as an adviser and teacher-trainer
throughout the U.K.
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Take Our Seed...

by DIANA REYNOLDS

“Mother Earth, Mother Earth:
Take our seed and give it birth."

“I know it was real Mother Earth”, said a four
year-old, “because she had warm hands.” So
spoke a little girl after our Michaelmas Festival
one Autumn, her words revealing a lasting im-
pression of a special day.

The children had been involved in days of
preparation, the smell of wheat sheaves and ap-
ples filled the room, and produce had been brought
in from field and garden. We'd baked harvest
loaves decorated with ears of corn, and heard the
story of the Spindlewood Tree in which a little
girl with help from Wise Owl finds her way to
Mother Earth, who keeps safe all the seeds and
bulbs as they sleep soundly until next Spring. On
the festival day the music of the lyre filled our
room, and we sang and hummed as each child
planted a hyacinth bulb in a tub of soft brown
earth, watched over by a golden sun angel. Nearby
in a bower, decked with Michaelmas daisies, sat
a kind and wise figure from the story, Mother
Earth, with flowers and berries in her hair. In turn
the children went to her, and she pressed an apple
into each child’s hands and told them something,
but I'm afraid I cannot tell you what she said, for
I couldn’t hear. Even the shyest child stepped
firmly towards her, and they all came away with
a smile.

The mood of this celebration, as with all our
other festivals through the year, was quiet and
gentle. and through it the children experienced
deep reverence. In contrast, the feast that fol-
lowed was a more vigorous event, for children
should also experience a festival through their
stomachs. But for one little girl, even though
she’d eaten her fill of harvest bread and jam, the
touch of Mother Earth’s warm hands had stayed
with her.

And that is how it is for the Kindergarten
child. The world around is experienced through
the senses, a wonderful world of colour and
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sound, life and movement, tasted. breathed in,
felt, continuously being absorbed in one way or
another. So as a teacher of these young children
one must meet their needs, bringing all that is
beautiful and good to nourish this vulnerable
stage of life.

Celebrating festivals through the year and
moving gently onwards with the changing sea-
sons is one of the joys of Kindergarten work. The
children especially love the festivities of Advent.
and one feels their experience of waiting, antici-
pating the time they love the best, Christmas.

The story corner in the classroom is decorated
with seasonal offerings and is changed slowly as
the months go by, giving us time to enter deeply
into the elements of nature and the natural world
—aworld with which the young child is closely in
touch. We can encounter the ancient world of the
elemental beings, gnomes and crystals in the
coldness of the earth in winter. undines of the
flowing stream and the rising sap in springtime.
and sylphs and salamanders, the fairies of the air
and warmth of summer. We can also reach up
each day to the starry heavens and bring the sun
and moon into our songs and stories, having
reverence for all that is above us, and wonder for
the world in which we live.

Stories open a door. We are carried into the
imaginative world, a world of dreams, and in this
world the young child is very much at home.
It is not through books but through the
storyteller, as of old, that the story should come.
Among the many stories I have told are the
gentler fairy tales, which the children love. These

old tales are full of wisdom, they sow seeds of

courage and lay a moral foundation in the child.
Stories that one has made up oneself are also well
received, because the images are strong and
spring from one’s own experience of life.
Storytime is very special. We light a candle. sing

our song. and wait very quietly for the story to
come... “Once upon a time.,."

Songs come 10 us as well. We have songs for
ringtime and songs for curythmy. Songs of the
miller and the baker help us 10 knead the dough.
Our rainbow song calls the colour fairies to come
and dance on our paintings; and singing carries
us from one activity to the next through the
morning. Like a song, our morning has a strong
rhythm ofits own: activity then rest, activity then
rest (playtime then story, ringtime then
breaktime). The week also has its rhythm, baking
day, painting day. sewing day, and so on. Like the
adult, who looks up at the night sky and finds
security in the fixed stars. the child finds security
in fixed points on Earth through the daily and
weekly rhythm.

Inthe Kindergarten we try to give the children
the time and space to really be children. Here is
a glimpse into my room during the first hour of
the morning, where sixteen boys and girls aged
four to six are playing.

The room quickly becomes dappled with pretty
coloured lengths of muslin as clothes-horse

*houses’ spring up. In a space on the wooden
floor an old blue curtain is spread out and a table
turned upside-down on it to make a boat, then a
mast and sail are added. As it sails around the
room one has to make sure that it doesn’t get
entangled with the seasonal wreath hanging from
the centre of the room (on a previous occasion the
Whitsun wreath with doves conveniently be-
came a cliff with seagulls). A harbour is created
with shells and fish, and fishermen with magnets
on their lines gather; and as there are only three
rods, others wait to have a turn. Similarly at the
rocking-horse, a row of chairs has been lined up
to form a queue. (It happened once that a boy
decided it was much easier to wait if he sat down
on achair, and so it grew, and after that it became
a feature and a good place to have a chat before
one’s ‘go’.)

By now there are problems with someone
having too many baskets in their house, another
has got both teapots and a third has taken all the
dolls’ clothes. Three girls ask for the crowns
because they want to be princesses, and a four
year-oldis having trouble with his buttons. Amidst
this continuous movement and creativity a group
is crayoning industriously, while at another table
others with sticky fingers are helping to butter the
bread for the midmorning snack. At the edge of
the room two of the younger ones are happily
playing on their own, one with adolls’ house, the
other threading beads.

Beside me, with thumb in mouth and the free
hand clamped firmly to my skirt, is a new little
boy. Wherever I go, to rescue a falling house or
vase of flowers, to tie a bow or find the glue, he
comes too. He follows me around taking in every
gesture, learning through imitation.

Meanwhile the fishermen have left their nets,
and suddenly the room is populated with
potential knights clamouring for cloaks and
shields — the sword problem having been solved
long ago when one knight had the brilliant idea of
an invisible sword. One can learn a lot from
children! Whilst the golden shields and cloaks
(old velvet skirts with one seam opened) are tied
on, a cry goes up from the children crayoning,

At one with nature: the Kindergarten garden.
Photo: Charlotte Comeras.



and turning around I find that half the tables have
been taken to make a castle. “But they weren’t
using these ones,” the knights protest...

Well, all good things come to an end, and
when tidy-up time comes and everything has
been neatly put away, one would never guess
what had happened in the room.

Kindergarten is about laying a foundation for
later life. Playing together, with its opportunities
for sharing and listening, is the most important
aspect of each morning. Squabbles and unkind-
ness have to be dealt with, and some play needs
transforming by teacher or helper before it dete-
riorates into chaos. One can start things off for the
four year-old — build a scene with animals or
make tea for the dolls —and they will happily join
in and add to it. But, by five, and more so by six,
they want to bring their own ideas and do it all
themselves. Then, when they ask for help, one
must provide it.

One year I got some splendid marbles which
gave a boy the idea of a snooker table. I used a
trestle table leg as a horizontal frame, while he
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put little baskets in the corners and together we
smoothed suitable sticks. The children took turns
playing in pairs, the younger ones being allowed
to watch. On another occasion they wanted a
restaurant with proper napkins and candlelight. It
was vegetarian with conkers and nuts, tissue
paper vegetables (carrots and lettuce being most
successful) and fish which was permissible be-
cause it went well with the clothes-peg chips. 1
cut the fish shapes out of card and the children
coloured them, placing them in a communal
basket. This proved to be adifficult social gesture
for certain children, but a valuable experience in
making something for others. Children who were
excluded from creating the restaurant were able
tojoininas customers later on, choosing from the
menu and complaining to the waiters.

Another time a child who had just had a hole-
in-the-heart operation wanted to play hospitals.
She placed lots of cushions on the woodwork
bench and lay down, while a boy, announcing he
was the doctor, put on the gardening gloves, one
of the ‘nurses’ tying a scarf over his mouth.

When all was ready the patient

the room ‘into theatre’. The
doctor then opened the drawer
of the woodwork bench and
pulled out a saw. That was
enough for the patient. She van-
ished. But it was an important
scenario, based on real experi-
ence transformed into play,
drawing in other children who
interacted socially together.
The four year-old seems to
move around in a dream-world
ofitsown, as though surrounded
by an invisible protective bub-
ble. Their drawing at this stage
indicates this and is a fascinat-
ing study. It is important to let
children draw and paint freely,
and notto interfere or influence
them. Say: “That’s lovely™, but
don’t ask “What is it?”: they’ll
tell you when they're ready...
Children develop at very differ-
ent rates and one has to be

was pushed to the other side of

awake to individual needs, but at the same time
dealing with the group as a whole.

Between five-and-a-half and six the child
develops to a new stage which shows physically
in the lengthening of the limbs. With this move
onwards, emotional changes can arise which are
aglimmer of what will manifest at around fifteen.
Protest, defiance, wild behaviour in the boys,
tearfulness in the girls, are all signs of insecurity
as this new phase is met. Confrontation with
a six year-old gets one nowhere — difficult situa-
tions can be solved with humour, and if that
doesn’t work, then reaching the adult in them
usually does the trick. Once, a girl climbed up on
top of the toilet partitions and refused to come
down. I told her that the only way I could get her
down was to stand on a chair, but that would
put both of us in danger. “Oh alright”, she said,
and descended.

The six year-old is a challenge as well as full
of beautiful surprises and sometimes one is privi-
leged to catch a glimpse of the qualities which
will emerge later in adolescence.

Finally, a few words on the importance of
working with the economics and social patterns
of our present fast-moving world, which de-
mands that many mothers with young children
have to work full-time. These parents have a lot
to cope with, and problems arise, especially
when a child falls ill. We should never forget the
effort that some parents make in order that their
children may attend a Steiner school. Children
love unconditionally; they are forgiving. Like
rays of sunshine, they bring us joy. They give
flowers, drawings, a cake they made. They bring
life and spontaneity. It is our task to provide the
care that they need. When there is a bond of trust
between parent and teacher, the child knows it,
and feels secure.

In that security, the seed that is within the
child can indeed be nourished and grow — up-
wards into the delicate shoot that is childhood,
but also downward so that firm roots are devel-
oped that will help provide a foundation for the
whole of life.

Diana Reynolds taught in the Kings Langley
Kindergarten for seven years. She is now on
sabbatical leave.
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Lifting a Veil on Language
in the Kindergarten

by JOSIE ALWYN

An Hlumination of the Thinking behind Gesture and Speech; and the
Use of Fairy Tale in the Pre-School Work of a Steiner Teacher.

“All things are marvelous

If only we look well;

Is the little seed more marvelous,
Or roses! — Who can tell?...""

Behind the muslin veils and apparent dreaminess
of the Waldorf Kindergarten live strong guiding
principles for the teacher. These include a highly
differentiated understanding of child development
and of children’s receptivity at various phases;
of the importance of environment — including
surrounding adults; and of the effects of early
experiences on all later stages of life. This article
is especially focused on the background to chil-
dren’s early experience of gesture and speech as it
relates to their cognitive development, acquisition
of literacy and later intellectual capacities.

The guiding principles for this work with chil-
dren’s language development are to be gleaned
from Steiner’s books and lectures. He invited teach-
ers to work freely and creatively from the indica-
tions he gave, just as artists in a community create
very individual work from the same kind of mate-
rials. In order to illuminate such individually
creative Kindergarten work, I offér here a picture
of the theoretical background and then an outline of
Dr. Steiner’s observations on the young child’s
linguistic and cognitive development. His indica-
tions are especially illuminating when set in a
context of other influential 20th century theories
for, despite the fact that starting points may be in
different worlds of thought, much current research
and theory comes to the same conclusions about
children and about children’s development, thus
providing confirmation of Steiner’s approach to
children’s education and development.

I Anon from A Journey through Time in Verse and
Rhvine.
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A crucial question in children’s development
is where the balance lies between the forces of
‘nature’ and those of ‘nurture’: Is it the innate
forces of growth or the environmental shaping
forces which are the stronger influence on devel-
opment? 20th century theorists can usefully be
characterised by the position they hold.

Jean Piaget saw innate forces of development
operating in discrete stages with 0-7 years as the
first stage (“concrete operations™). He placed
the child’s self-directed actions at the centre of
learning: learning how to act on the world and
discovering the logical consequences of action,
form the bedrock of thinking. Any attempt at
the intellectual instruction of children under 7
years is bound to fail if children do not have the
necessary mental operations to make sense in
logical terms of what they are taught. Piaget's
influence helped to make infant education
‘play centred’” and to protect young children
from over-intellectual instruction from the
1960s to the 1980s. Theories of language acqui-
sition in the same period had all been profoundly
influenced by Naom Chomsky. who worked
with the idea that children have an innate
capacity to discover how language is structured.
This presented a powerful challenge to Piaget's
theory of cognitive development, which obser-
vation and research has only served to confirm.
So weakened, Piaget’s theoretical framework
seems finally to have been dismantled by the
architects of the National Curriculum. His per-
ception of 7-year stages in development was
rejected at the same time without, as far as I
know, its validity or an independent idea ever
being tested. It seems that the way had been
made clear for earlier and earlier intellectual
instruction of children.
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The American Behaviourist School, led by
B.F. Skinner, also dominated the understanding
of how children learn throughout this period. In
1988 Professor Wood combined behaviourist
approaches with information processing theory
o present a theory of the human being as a
“limited information processing system”. (In his
definitively entitled book How Children Think
and Learn). Wood describes the only differences

between adult and child as being “reflections of

different levels of expertise” (Wood p12/13).
That is. there is no separate stage of childhood
requiring a different educational approach, the
child is merely a smaller, less skilled adult (with
the implication that the earlier he or she can

P B
Al

L Rp s WR e SRS IREL LA PRI

become ‘expert’ the better!). This school of think-
ing views the infantas atasula rase —to be shaped
entirely by external forces; except that the meta-
phor is not now the child as a blank sheet but as
a computer, and so the forces of ‘nurture’ now
become equated with computer programming!

It is most interesting, however, that Wood
picksup on the work of Len Vygotsky (the Soviet
psychologist of the 1920s and early 30s) to help
him deconstruct Piaget's framework for cogni-
tive development and to brilliantly agree that
language development is the precondition of
conceptual thinking, rather than vice versa. In the
1920s Vygotsky's work had been at odds with
the prevailing Behaviourism from Pavlov, and it
had been banned by the Stalinist regime
and so his main work on Thought and
Language first appeared in English as late
as 1962. However, as Martyn Rawson
writes (March '95), itisonly in very recent
years that much non-interventative obser-
vational work has cast doubt on
prevailing theoretical frameworks and
interest in Vygotsky has reawakened.

There are striking similarities between
the developmental paths described by
Vygotsky and Steiner. Both see develop-
mentproceeding through gesture and speech
tothinking. “The gesture.” writes Vygotsky,
“is the initial visual sign that contains the
child’s future writing as an acorn contains a
future oak”™ (Vygotsky p107/8). Both also
describe a ‘viamedia’ between the extreme
‘nature’ and ‘nurture’ positions. For me,
Vygotsky's great gift lies in showing that it
is social communication which givesrise to
all uniquely human higher cognitive proc-
esses; and I am also grateful to Rawson
whose clear explanation of that develop-
mental process I follow closely below:

In the beginning, language has,
according to Vygotsky, an “entirely
affective-volitional character™. Even the
babbling, smiling, pointing and gesturing
of the first few months are media for
social contact, that is, for interacting
with and learning from surrounding peo-

’:Wg:&g(éhﬁi“e}?“’x’?:*'”i"‘" ple. Only in the second year do speech

and thought beginto emerge as the child

becomes aware of the meaning of language and
of a “will to conquerit”. “The most significant
moment in the course of intellectual develop-
ment occurs when speech and practical activity,
two previously completely independent lines of
development, con-verge.” (Vygotsky and also
see Rawson p20)

From social interaction with the environment,
things and people, children move through a vital
transitional stage of ‘speaking to themselves’
(private speech) before inner speech (thinking)
can develop. “As Vygotsky saw it, as children
learn, each stage of development is characterised
by what he called a *zone of proximal (or poten-
tial) development’. This refers to the spectrum of
tasks, behaviours or skills that lie just beyond the
child’s ability range and which can only be
acquired and mastered with the guidance of an
adult or more skilled peer.” In other words, the
home situation, daily family life with relatives
and friends —and the classroom situation are both
zones of proximal development. The child incor-
porates the language used by older members of
society into his or her private speech and uses it
to guide independent efforts at problem solving.

“As children gain new skills and otherwise
work with situations unfamiliar to them, they use
private speech as a tool. Such dialogues with
oneself need not occur in full grammatical sen-
tences” and recent research shows how “‘children
tend to omit words and phrases that refer to
things they already know about a
given situation. They state only
those aspects that seem puzzling.
Once their ‘cognitive operations’
become well practised, children
start to think the words rather
than speak them out loud. Thus
private speech is a transition to
internalised speech, otherwise
known as thought.” (Rawson p21)
There is one further developmen-
tal step that children take before
they can become literate according
to psycholinguistic work (see
Garton and Pratt 1989): children
develop through gesture into
speech and through private speech
into thought, but they must also

accomplish a shift in thinking itself if they are to
read and write. It is called the shift to
‘metalinguistic awareness’ which means the birth
of an ability to reflect on language as a structure
independent of oneself.

We have now gleaned the theoretical field and
have before us a clear set of developmental
stepping stones from the beginning of life to
the achievement of literacy: from gesture to
speech to private speech to internalised speech
(thinking) to metalinguistic thought (thinking
about language). We may also be inclined to
view this field of developmental theory as a
battle field; since the various elements — of
cognitive, linguistic and physical development —
are so intensely fought over and occur in
different patterns in competing theories which,
at different times, gain dominance! One thing
which is strikingly illuminated by the work of
Professor Wood is how his enthusiasm is kindled
when he focuses on awakened intellectual
powers, and his argument for how they develop
is both brilliant and convincing. However, be-
cause his model of the human being is that of a
sophisticated machine, he shows no feeling for
processes of growth in development and is thus
unable to view the awakening of the intellect as
aflowering, something new in form, but depend-
ent on years of previous growth and patient
tending of root, stem and leaf. For Wood and
those who hold similar theoretical views, there is




good reason 1o feed the right programmes into
children as early as possible, but for those who
hold amore organic view of human development
itwould be like trying to make the blossom grow
out of the root.

Now the teacher will naturally ask, “What
then are the right educational programmes for
voung children?” But it is here that Wood’s
focus becomes somewhat hazy. He shows no
real interest in wmainstream educational
practice (for example, erroneously referring
to “the advent of schooling at around age six
or seven” (Wood pl16) and admits that the
lengthy processes of one-to-one contingent
instruction he envisages are impossible to put
into practice under current classroom condi-
tions. He also raises worrying questions about
classroom practice but offers no remedy:

“Children are usually taught how toread some
years before the learning processes that we have
been discussing have run their course. This raises
anumber of questions. First,toread and write...?"
(Wood pll11)

“Yes!" reply a chorus of teachers: but it is clear
that Professor Wood's central interestis theory not
practice. He has given us the theoretical
framework, spot-
lighting language
and literacy as the
keys to developing
intellectual powers,
and 1t IS up to
practitioners to take
it from there!

Unfortunately
this kind of gap be-
tween theory and
practice can often
seem more like
an abyss 1o teach-
ers.  who are
often made pain-
fully aware of the
consequences of
getting educational
methods wrong. for
example. the dis-
concerting:

“Premature
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formal instruction may cause anxiety. failure
torelax, retardation of neuro-muscular devel-
opment and result in unnecessarily low
standards of work at all future stages [my
italics]™ (Inglis p7).

In my experience, on the other hand. teachers
find sensitive, practical guidance on how to *get
itright” much less available. Many teachers share
a feeling of awesome responsibility, as Steiner
describes below:

“You see if you really think out these matters
in keeping with full reality then you get the
feeling of the immeasurable responsibilities con-
nected with education and teaching. For you
arrive at the idea: What I do now with the child
will form the person beyond their twentieth
year..." (Steiner 1975 p71) Moreover, “The Kin-
dergarten period... is the most important period
of all in the education of the child” (ibid p11).

Steiner’s work with child development and
education is concerned with the detail of organic
processes and he focuses equally on each phase
of development, seeing the relationship between
the whole and the parts, and not valuing the stage

of *flowering’, for example, more than that of

‘foliage’. The theoretical framework is. simply.

‘given’ — which may understandably frustrate
theorists — but the framework he gives for lin-
guistic and cognitive development is virtually
identical to the conclusions of current theory:
“While the human being is growing into the
physical ... world, its inner nature is developing
in such a way that this development proceeds in
the first place out of gesture, out of differentia-
tion of movement. In the inner nature of the
organism, speech develops out of movement in
allitsaspects, and thought develops out of speech.
This deeply significant law underlies all human
development™ (ibid p32). It is practitioners who
can find much that illuminates their experience
and furthers their work in Steiner’s patient, de-
tailed observations of human evolution.
Looking at the first epoch of a child’s life,
between birth and the change of teeth, we see that
“predispositions are incorporated into the organ-
ism of walking; ...of speaking and thirdly of
thinking”. Now, says Dr. Steiner, “this is how
things follow one another. Between the first and
seventhyearoflife, children are so organised that
they are mainly concerned with gesture; between
approximately the seventh and fourteenth year
they are [mainly] concerned with speech... and,

again speaking
approximately.
between their
fourteenth and
twenty-first

year they are so
_ organised that

f they are mainly
concerned with
thinking. What
thus makes its
appearance in
the course of
twenty-one
yearsis however
alrcady taking
shape as predis-
position in the
first period of
life, between
birth and the
change of teeth.
Inso far as the
assimilation of gesture is concerned all this is
developed mainly in the first third of these years,
that is to say in the first 2/, years” (ibid p35).

In other words, by the time children enter
Nursery education, all that is connected with
their physical orientation in space (control of
hands, arms, legs, facial expression, digestive
processes elc.) is already established at a
fundamental level. The ‘unfolding and building
up of gesture’ is a vast field of work; however,
it is of paramount importance for the early
years teacher to observe children’s gesture “for
how a child moves reveals the most inward
urge of life™ (ibid, p32): and, equally. to be
aware of one's own gesture since, from the
beginning “there appears in children’s move-
ment the tendency to adapt themselves to
others, to carry out some movement in the same
way as their father or mother, or other family
member. The principle of imitation (a key 1o all
Kindergarten work) comes to light in gesture. in
movement” (ibid p32).

‘Gesture’ is thus to be taken in its widest
sense. This will include the ‘gesture’ of the
Kindergarten space (the colours on the walls.
the furniture and playthings, the mood of the
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room) and the teacher’s disposition (including
the “gesture’ of the voice: clear, gentle, and
warm, little conversation, few directives and
no sharp tones!). Psychologists have now
apparently offered evidence® of young children's
extra-sensitivity, confirming that they need a
peaceful, rather than a stimulating, environment
and a teacher who is calm, warm and gently firm.
Children build up their own behaviour from the
whole gesture of their environment. Moreover
Steiner describes “how the way a child engages
in the mastery and co-ordination of physical
movementand balance isreflected in the melody,
rhythm and sentence structure of their individu-
alised speech. The development, for example, of
harmonious arm movements is the precondition
of well formed language, the fine control of the
fingers determines the feeling for modulation in
speech. Gesture is the basis for all the sounds that
make up speech. Initiated gesture transformed
through the inner being of the child becomes
vocal sound™ (Rawson p21).

Thus gesture continues to develop while other
faculties enter in and although “the child has
already uttered a few words, nevertheless the
experience of speech as predisposition takes
place after 2'/, years. The actual experience and
feeling for speech is fully developed between
the seventh and fourteenth year, but as predispo-
sition it is there between 2'/, and 4%, years-old.
Naturally all this must be taken as an average”
(Steiner p35).

In lifting a veil on the field of speech work in
Kindergarten (and/or Nursery), it is important to
draw attention first to the connection between
speech and the establishment of the child’s
rhythmic system during these early years — for
“the way in which speech develops in the human
being is connected with the systems of circula-
tion and breathing” (ibid p29). We establish a
relationship with our circulation and breathing
through learning to speak; and listening to the
young child’s speech is thus an essential element
of the teacher’s diagnostic work.

In Kindergarten the rhythm of the morning is
often described as a breathing process. The child
often arrives ‘breathless’ from the stress of the

2 Alison Soutter, Luton University, speaking at
UNESCO Right to Childhood Conference 8.3.95.
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morning rush: variably happy experiences of
waking and of family breakfast, travel by public
transport or car, taped music en route etc. It is
impossible to avoid the stress of noise. rush and
pollution (witnessed by the increasing amount of
asthma and related respiratory difficulties there
are nowadays) and children exhibit their distress
in various ways. However, the peaceful mood of
the Kindergarten and the imperturbable calm of the
teacher, purposefully going about the morning’s
activities, helps to calm the child’s own breathin Q.
After a while children ‘breathe out’ and join in
with the Kindergarten's morning rhythm.

Ring-time (after creative play and the craft, or
domestic activities of the morning) is a time when
the teacher can take hold of this breathing process
and work with it educationally. through the princi-
ples of imitation, gesture, rhythm and repetition.
By the particular combination of action songs or
verses, finger games and traditional circle games
the teacher can create ring-times which address
specific developmental needs of individuals
while also working beneficially for the group. In
addition to the pleasure of these games (which
gradually change through the seasons) and the
essential expanding and contracting (breathing)
movements of ring-time, the teacher is also
working directly with the child’s language
development. It matters not whether the child
understands the meaning of the words; develop-
mental psycholinguists now agree with Steiner
that what matters most is the rich variety and clarity
of spoken language, the pleasure in playing with
the sounds and the quality of the adult’s speech.
“The child initially cannot unite any thought with
the sound. At first the child only combines the
sound with feelings; the thought, that subsequently
arises, must develop itself out of the language”
(Rawson, translating Steiner, p22).

As the child develops towards the change of
teeth new qualities may be observed entering
into the language play (remembering verses
and saying them quicker than the teacher, con-
sciously experimenting with rhyming sounds,
taking pleasure in nonsense etc.) and we begin
to see the development of thinking. This “faculty
of experiencing inwardly the first beginnings
of thought”, which will unfold and blossom
“between the fourteenth and twenty-first year, is

already developing germinally between 4% and
7 years-old™ (Steiner p35). ‘

Itis at this stage that many educators begin to
work directly with the child’s emergent thinking
and beginto teach literacy skills. The Steiner pre-
school teacher, however, presses on with spoken
language for longer, strengthening and enriching
the foundations of the child’s ‘inner speech’
(thought) so that the shift in the child’s thinking
which is necessary for the achievement of lit-
eracy (what psycholinguists call the shift to a
‘metalinguistic consciousness’) occurs from an
enriched and strengthened position after approxi-
mately 7 years of age.

Whenearly years teachers work with a fairy tale
or puppet show at story time they are directly
addressing this first development of thinking by
helping the child to make ‘inner pictures’. Story
time is another central part of the Kindergarten’s
daily rhythm which often occurs between outdoor
play and going home time. Stories are told by the
teacher, rather than read and there are no picture
books (whose images, like cartoon films, turn “the
imagination which [otherwise] blossoms from lov-

ingly spokendescriptive words into fixed, industri-
ally manufactured pictures”. Manufactured pic-
tures “break into the sanctuary of the child and
stamp stereotypes onto the children’s souls” = Von
Kugelgen p4). Story telling is very different. A
healthy three or four year-old will listen to the fairy
tale of Star Money, for example, over and over
again withonly increasing interest. “There is no
more penetrating proof than this that the child
experiences an imagination, a painting for the soul
in the fairy tale. It is only the intellect, not the
feeling or will, that is ever done with a matter in
whichit has once taken an interest. We stand before
art, imagination... ever stirred anew; we are el-
evated, and the impulse of our will is strengthened
to its best” (ibid p4). By five years of age children
can carry awhole string of pictures within themand
we begin to see how they are nourished by them.
Fairy tales are ancient and speak figuratively of
trials and transformations within the human
psyche; that is, all the characters, every aspect of
the landscape and all the events of a story are
depictions of what is within each of us — moving
pictures of our inner kingdoms. The fact that the
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adultdepicts such pictures for the children strength-
ens them for their future paths of life; children take
from the stories their own vivid pictures of the
moral and practical consequences of actions and of
the courage that is necessary for truthand goodness
to prevail.

As Von Kugelgen points out, everyone needs
a field of activity for their inner life and “if I do
not present the child with the image and the
language of fairy tales, then... trivial, unimagina-
tive bits of everyday conversation (such as makes
of car or money concerns), will rule the field of
their soul. resulting in a field filled with weeds.

“As the vocabulary of a child grows, so does
its capacity for experience. With the capacity for
experience grows the joy in creativity, the inner
kingdom. The fairy tales which are told over
and over again [are] acted out by the children;
they live and deal with the vital fairy tale charac-
ters” (ibid p4). According to Von Kugelgen,
these children are well prepared to cross over
the bridge from Kindergarten to school work,
for “they are open, can listen better, and
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display greater pleasure in creative endeavours.
They form their thoughts into well-structured
sentences, [which include words that are unu-
sual for a child’s] vocabulary”(ibid p4).

Fairy tale images seem to speak out of a
realism that lies just behind everyday reality, and
appear in the world to nourish and heal (Ann
Druitt, speaking at a Teachers Conference, Easter
'95), just as the teacher’s warmth and creativity
in other aspects of language work nourishes and
helps the children in their developmental paths.
Fairy tales especially nurture a sense of wonder
in earthly reality, which is an essential element
of all human intelligence for, “in a sense we
may say thatall knowledge must have wonder for
its seed” (Steiner p99). Indeed, Owen Barfield
wonders, “How if knowledge without imagina-
tion is not knowledge at all, but only a kind of
cataloguing? And if knowledge without love
cannot be knowledge with imagination?” (1982
foreword to Orpheus p9).

So we see, in glimpses of the pre-school
Steiner teacher's language work, how the

Kindergarten and Nursery are aptly named, for
it is here that teachers may be most likened to
gardeners: watching over each young child’s
development, removing obstacles in their path,
patiently nurturing the young plants, in the
knowledge thatit will be years before they flower
and bear fruit and eventually mature as seed for
future growth!

There are no books and no direct intellectual
instruction for children in Kindergarten but, for
the teacher, each child is a living text and, as I
have described above, there is much thinking
work involved in reading that text accurately and
providing the best experience of gesture and
speech to help each child accomplish the awe-
inspiring developmental tasks of the early years.

Having first specialised in English Renaissance
literature at Sussex University (initial degrees,
research and teaching), Josie Alwyn trained as a
Waldorf teacher in London. She now teaches in
the Brighton Steiner School Kindergarten.
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A Long Journey

by TESSA CARIAS

He sat alone on a bench by the coat pegs, lears
running down his face. [ had arrived thirty min-
utes earlier than the time due to pick him up and
he was already waiting: coat, boots and scarf on,
looking slightly like a parcel. He was two years-
old. An image 1o tug at the heart strings but,
beyond that, a picture of a child lost in an adult
world of efficiency and convenience. There was
a fairly reasonable explanation of why he was
dressed and left to wait so long before I was due,
but somehow reason was inadequate in the face
of my certainty that this environment was not
right — for him or for me.

So began a journey in search of a different,
better way of nurturing and educating my child.
The process was a painful one, being born of
anxiety and necessity, the double legacy of being
a first-time mother and in a full-time career. For
along time. I did not realise that [ was searching,
let alone what for; my motivation was the nega-
tive one of feeling dissatisfaction and this was
the trigger for a lot of thinking, observing and
questioning. The more I did this, the simpler the
issue seemed (and with hindsight is glaringly
obvious!). What was missing from the various
forms of pre-school care was a clear, coherent
appreciation of the child’s needs. Provision was
made for answering parents’ needs and anxieties
about their children’s progress and learning,
because parents” expectations for their children
are high profile. Parents are constantly being
encouraged to ask themselves what they want for
their children. But round the question “What
does the child need?” there was blurring and
confusion. I was no exception, willing as I was
to override the nagging inner voice of instinct
when. each day, Ben’s face — his whole body —
would register panic. then crumple, when I left
him. Of course he adjusted. and of course he was
reflecting back some of my own anxiety: but still
I was not convinced that the process was at all
helpful as his first and formative experience of
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separation. “They have to learn to be independ-
ent sometime,” was the stock response when
I voiced my worries until, totally ironically, my
anxiety was overlain with guilt at feeling over-
protective. What I could not see then was the

underlying need that my son was expressing for

a rhythm that he could relate to: a daily pace
which would not bewilder him.

The scene I have just described occurred on
Ben's first day at this particular Nursery. He
reacted to it in the only way he could — with his
whole body. Within hours he developed a raging
temperature, wentdown with ‘flu and never went
back. Several other incidents are still vivid from
that period, all of them contributing to a picture
that eventually I could not ignore. One is of Ben,
at four, being keptin at playtime for reluctance to
say his ABC. Another is of an infant school
teacher classifying her five year-old pupils into
those who were ‘university marerial’ and those
who were not. Yet another is of a playgroup hall
with children literally wading knee-deep through
toys, discarding one after another in seconds. For
some of this time, my general response was to
wonder why my child did not appear to fit the
mould. Only gradually did I question the mould

itself and whether it was fit for. in the sense of

worthy of, the child.

Just before my son was seven, I heard a short
radio feature about Steiner education. It jogged
memories of reading about Steiner’s colour theo-
ries long before and thinking they made sense. 1
found myself wishing there was a school locally.
Within days I discovered that a school was in-
deed just opening, happily only ashort walk from
the house we had moved to in Brighton only three
months before. Since then, Ben has completed
eight years in aclass, my two younger boys have
hz;d the good fortune to go through Nursery and
then Kindergarten and my youngest child is
about to start. Our children teach us such a
lot if we are alive to the lessons they bring. and

what he taught me,
whole family.

Although he led us 1o Steiner education, my
cldest son missed the Kindergarten himself —
sadly, for what I found in the education as a
whole is distilled in those precious few pre-
school years. And what drew me were not so
much the theories, nor the aesthetic sense, re-
vealedin the soothing simplicity and harmonious
colours of the environment (though these were
important), but the attitude towards the children
that saturates the education. I was struck by the
detailed discussions we had with the teachers
before my son joined the Brighton school. We
talked over aspects of his life — such as the
manner of his birth—that I had always considered
important and relevant, but had never before
been asked in connection with his education.

What this points to and what is present so
fundamentally, is a respect for the individuality
of each child, a recognition of the different
strengths and weaknesses existing within an in-
dividual and an aim of balancing these qualities,
rather than an overall aim of achieving intellec-
tual targets. I was keenly aware, no doubt in the
light of our personal experience, of a framework
within which each child might develop at his
or her own pace. To be allowed to unfold gradu-
ally, to breathe out, seems a rare gift in this
age of pressure from all sides to grow up, achieve
targets, perform. For many
children and for many
parents, 100, the experience
of  the Kindergarten's
regularity and rhythm has
been a healing force in
lives that have become
[ragmented for one reason
or another. As Words-
worth wrote:

“The world is too much

with us: late and soon,

Getting  and  spend-

ing, we lay waste our

powers,

insistently, has benefited our

Lirtle we see in nature
that is ours;

We have given our hearts
away..."
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How much more is this a danger today, when the
world bombards our children from the moment
they are born.

What I see at work in Steiner education is a
desire to keep the heart, mind and body of the
child if not intact, then as integrated as possible.
In this sense its impulse is a protective one and as
such it is at odds with the strong tide of opinion
in favour of exposing children to as much stimu-
lation as possible from an early age. Ironically,
those of my children who have been through a
Steiner Nursery and Kindergarten, were less ob-
viously needy of protection in this way but ben-
efited from its pace and rhythm none the less.
Deprived of the protection he so needed from his
environment, my eldest son developed a protec-
tive layer within himself and in this way guarded
himself against the world, or in other words,
learnt to cope.

Often when I tell someone that my children
are at a Steiner school, the response is: “Well,
that’s very nice, but it's not the real world, is it?
They have to learn to get on in the world out
there.” This way of thinking covers up adeep fear
that if children are allowed to experience self-
worth and wellbeing in their infant years, they
will be letdown later, or be too *soft’ to cope with
the harsh pressures they will inevitably meet.
From what I have seen, the opposite is true: that
from a secure early basis children are better able
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to face what the world brings. The belief that
lives in the Kindergarten and which underlies the
later curriculum, that each human being brings
something unique to the world to make it richer
and that we each must recognise and work to
fulfil our potential, produces young people who
are confident, not with a confidence that rests on
feeling superior to others, but more a sense of
belonging in the world.

This is not to say there are no expectations of
the children, or that the tasks they are given are
easy, but that the expectations are of a different
order to those where academic ideals are the
yardstick. Having been through an academic
education myself, I value the riches to be gained
from it, but true learning can only take place ina
meaningful context. Where, from a child’s point
of view, the meaning is obscure and the context
random or unrelated to their world, learning is a
surface thing and will not last.

For some of my friends, the Steiner principle
of delaying formal learning until children are
seven seems a perverse denial of childhood po-
tential, but rather it is a different perception of
needs that is at work. In working through each
task, from the smallest (such as folding blankets)
to the grandest (such as making a wooden bird
table), the children are using and developing
their will. In learning songs and rhymes, devel-
oping dexterity through baking or craftwork or
building a *house’ with blocks of wood, they are
preparing a rich ground for later intellectual
thought and for good memory. And the freedom
which is encouraged is where freedom should
reside for young children — in the imagination
and in play.

Each day is centred round tasks in which the
children are fully involved at all stages, whether
itis kneading the dough which will be the bread
eaten for break, or chopping the vegetables to go
into the soup, or rehearsing for a play. And when
the older Kindergarten child learns to weave,
he or she begins by making the frame with
wood, nails and string before beginning to
weave on it. Learning to make something
useful and producing a beautiful artefact with it
is a challenge at any age. For a five or six year-
old to complete a project like this is immensely
satisfying and adds more to their knowledge
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and understanding than any amount of verbal
information on the subject of weaving could do.
When I saw my second son absorbed in this
activity in the Kindergarten, I was reminded
by contrast of Ben, at the age of six, bringing
home a photocopy of a cross-section of the
human eye to label.

Many first time visitors to the Kindergarten
are struck by the beauty of colour and yet the
lack of clutter which they encounter. For me,
the appearance of both classrooms and Kinder-
gartens was evidence again of sensitivity to
children’s real needs. Is this concern with
harmony and beauty of surroundings a super-
ficial one? Not at all, rather the manifestation
of the conviction that our environment deeply
affects our whole being. So each classroom
and particularly each kindergarten room has
flowers, paintings, objects from nature brought
in by teacher and child and changing colours to
reflect the season. Natural textures are impor-
tant. too. From wooden frames and coloured
muslin, children make houses, shops, boats, peo-
pled with dolls of all shapes and sizes made
from wool, silk and cotton. When the children
paint, it is with diluted watercolour onto wet
paper, a journey in pure, transparent colour and
fluid movement.

And the children who inhabit this colourful
microcosm? They are the same children as you
will find anywhere; by turns charming, angry.
boisterous, cheeky, joyful or petulant, their es-
sential innocencerevealed in the integrity of their
emotions and willingness to reveal these openly.
When the seventeenth century poet Henry
Vaughan wrote,

“Happy those early days! when 1

Shin'd in my Angell-infancy,”
he was recognising a truth, not indulging in
sentimentality. Every child does — or could -
shine, and deserves to have their ‘angel’ quality,
their wholeness of vision, not trodden on but
nurtured and, perhaps, healed.

Tessa Carias is a parent of four boys, the ‘mid-
dle’ nwo being at the Brighton Steiner School.
She has teaching experience and is a freelance
editorandwriter, withaprofessional background
in publishing.

Childhood Fantasy

A Passage to Adulthood
by DAMIAN MOONCIE

A late summer evening: two children at play in
the garden aged four years and two years. The
elder fully immersed in the pools of fantasy:
drivinghercar (tricycle), stopping at traffic lights,
buying bread at the bakers, having a chat, asking
the way home, the journey home, unlocked the
door to her house with stone ‘keys’. The younger
has pleasure in the door to the house opening and
closing, of calling good-bye and waving—aflight

of fantasy beginning but still steeped in the
wonder of imitation.
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Atthe dawning of ahuman being’s life, many
a giftis bestowed. Of these gifts one shines most
splendidly amongst the rest; for in its unveiling
it heralds the means by which the awakening
child will manage to weave the tapestry of its
unfolding life. The gift hidden beneath this
glimmering shroud is that of the power of imita-
tion. For in the grasp and weaving of its resource
and possibility of imitation, the young child is
allowed the means to accommodate the world
about him within himself.
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The ability to imitation proyides the develop-
ing child the OPportunity to assimilate all the
manifest realities about him, (0 harmonise him-
self to the realities of his surroundings, to find
security in that environment, and 0 harness its
means for communication. The role of imitation
in the developing child is to enable the panorama
and sense-perceptory environment about him, to
be taken in upon him, that is: it's the means by
which we orchestrate ourselves inwardly to that
which occurs in our outer environment. So the
realm of imitation is the architecting of our inner
self: an assimilation of outward gestures and
realities which *play upon’ the child and which
the child ‘takes hold of* and lays down as foun-
dation stones within him. Examples and gestures
in the environment of the young child are of
utmostimportance, for they are the primary steps
in the disciplined lesson of self tuition, and form
the bed-rock of an ascendance to knowledge. In
the gift of imitation we recognise the seeds for
deep understanding, and that depending on the
virility of the young developing child’s immedi-
ate surroundings the abilities and potential future
deeds of that child may be hindered or promoted.
For imitation is the means by which we take the
living world around us in upon ourselves and in
so doing with these impressions we architect
within us a kingdom: the kingdom of man. If
these impressions are rich and vibrant, and wor-
thy of imitation, then the kingdom architected
within will be full of all these glories.

After the unveiling of the gift of the ‘power of
imitation’ another giftis received by the develop-
ing child, a gift which when coupled with the
former will radiate about the child as a golden
light. This giftis the “strength of fantasy’. Where
imitation can be likened to the harp of the bard,
fantasy is the sonnet which spills upon the
strings. For fantasy is the outer deployment of
that held within. In imitation the child ‘takes in’
the surrounding world, by fantasy the child ‘takes
on’, wears as a garment the world that is within.
In a child’s fantasy we listen to the depths and
majesty of the kingdoms within him, and bear
witness (o his individual nature.

In the discourse between these two processes
of imitation and fantasy in the young child
we observe the advent and the rising of their

individuality. For the individual nature of the
child is exhibited in their marriage.

Imitation, that of taking in upon oneself,
leads the individuality to security and self-
knowledge; while fantasy, that of ‘taking on’
upon oneself, leads the individuality into a
social realm of group interactions and relation-
ships, that of an outer experience which holds the
seeds of wisdom.

When these two processes are recognised and
given importance two things become apparent.
That the current realm of childhood and its
educational applications are heavily balanced in
the favour of the process of imitation. That we
ask children to ‘take in” all the things presented,
and have little regard to the second process, that
of fantasy, where in childhood we take on or act
out that which had previously been given. The
result of not sponsoring the flight of fantasy
in the child is that as an adult he will lack the
abilities to act out and upon his environment,
both in regard to himself and others, but will
demonstrate a strong inner aspect; but its social
reality will be one of solitude.

Fantasy heralds the manner by which we may
rejuvenate our consciousness towards others and
that as a gesture and wish it speaks of freedom.

Damian Mooncie teaches at the Plumtree Steiner
Nursery in Brighton, which has been established
Jfor six years. The Plumtree Nursery caters for
children of 0-4 year and their families.

Back Numbers of ‘Child and Man’
Price £1.50 (post free) from the Secretary,
Steiner Education, The Sprig, Ashdown Road,
Forest Row, East Susex RH18 5BN.

Vol. 20 No. 2 Educating Social Awareness
Vol. 22 No. 2 Non-Denominational Religion
Vol. 23 No. 2 Twelvefoldness

Vol. 24 No. 1 Teacher Training

Vol. 24 No. 2 Teeth

Vol. 26 No. 1 Money

Vol. 26 No. 2 Europe

Vol. 27 No. 1 Festivals

Vol. 29 No. 1 Gender




Changing the Title of

Child and Man

If you have ever met a good friend after a gap
of some years, to learn that they have changed
their name, their first name, you will know that
it can be an odd experience. Certainly it
indicates that there has been something of an
identity change — or even crisis. In changing the
title of Child and Man, this is not the case.
It is a complex story, summarised below; but
the Board hopes that the upshot of it will be that
the identity of the journal becomes still more
apparent than before, including that moment
when the eye falls on the front cover.

So to share some of the process that we have
gone through:-

During the rising tide of the feminist move-
ment, Child and Man has been frequently
approached about the suitability of the title of the
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journal. Sometimes this was little more than a
niggling footnote scribbled at the bottom of an
invoice; but at the other extreme on one occasion
a leading figure in the anthroposophical move-
ment (not in this country) took the initiative to be
spokesperson, informing us of some people
known to him who would not even purchase the
journal on account of the title.

We have tried various ways of ‘putting the
other side of the question’. Our main trump card
was, of course, to point to Wordsworth’s Ode,
Intimations of Immortality from Recollections of
Early Childhood, even though this risked the
danger of over-saturating a Waldorf readership
with references to the poem (“The glory and the
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begin to close...”; ete. as well as
the particularly pertinent .. The
Child is father of the Man,”),

Reference to this certainly
seemed to meet warm-hearted
resonance in one quarter or an-
other, but sooner or later the
identical problem would raise its
head in another.

Responses to consultation
baffled any hope of consensus.
Comments ranged from the dis-
missing — mostly from women
(“petty”, “footling”) — to one —
from a man — who considered the
matter a major gall-stone in the
anatomy of Waldorf that would
make all its aims and ideals painful for the
average enquirer to swallow.

So we experienced a fair amount of ‘devil’
and a deluge of ‘deep blue sea’ but where was
the ‘twixt’?

The Board's reluctance to make change is
easily understood. Being the oldest of such
journals (Erziehungskunst was founded in
1932, a few years after Child and Man), we felt
that change simply wasn’t on. Moreover, the
backlash against feminism which we are now
experiencing seems to be vindicating what
might have been interpreted as too doggedly
conservative a stance to take.

In the meantime the debate about gender
continued in the market place and, in order to
address this, an issue on the theme was brought
out in January 1995. Even though the aim was to
explore some of the deeper veins that the theme
offered, it was felt that we could not possibly do
this without referring the matter of the title to our
readers once again, inviting correspondence to
the editor. Bafflingly, none of our critics replied
(though three letters received are published in
this issue, under Correspondence).

Notwithstanding the support expressed in
these letters we have now had second thoughts
or, to be more precise, third thoughts, not actually
connected with the feminist forum, although
without it we might have coasted along without
the subject of the title ever getting on the agenda.

When the matter of the title first came up for

discussion it was noted that any sexist connota-
tion it may have had had not proved an obstacle
to the journal’s winning a National Award in
insularity a bit of a shake up! If Channel
Tunnel and Maastricht, why not Waldorf — and
even Shteiner!

But where did all this lead? Yes, we had
diversity. Yes, we had autonomy. Yes, we had a
link with the world movement. But... later it
transpired that there was a downside: the name
Waldorf introduced confusion in a way that did
not appear to have been there to the same
extent before. It was not what one normally
thinks of as confusion — getting muddled be-
tween two things — the kind of confusion that
Shakespeare conjured into his comedies and
revelled in unravelling, keeping his audience
spellbound and mirthbound until the last ‘cur-
tain’. Rather the opposite: as the profile of the
movement was raised (in our Nelson's telescope
of acountry) became more palpable, asignificant
proportion of people ‘out there’ supposed that
Waldorf was one thing and — when they eventu-
ally heard of it — Steiner was something else.
Worse still, the confusion was bolstered by the
fact that as soon as one got beyond first
acquaintance, neither Waldorf nor Steiner edu-
cation was easy to apprehend. And although
architecturally we may ‘cut corners off’ our
school buildings, we tend not to take many short
cuts with our explanations. The pamphlets are
fine, it is said, but what happens when the

35



person-in-the-street, innocently looking for a
school for Johnny or Sandra, stumbles upon
Occult Science, The Theosophy of the
Rosicrucians, The Karma of Untruthfulness and
a whole library of other titles?

Jesters, in their day, wore two-coloured hats
successfully and meaningfully enough, but was
Steiner-Waldorf (or should it be Waldorf-
Steiner?) attempting the impossible in trying to
convince the public that the difference in its two
colours was only apparent.

This aspect of the debate not only smouldered
within Board meetings: fuel was added from two
unexpected sources.

The first of these originated in academic
circles. When one tuned into the academic
short-wave one heard ‘Steinerian’ as part of
the supposedly normal jargon. Fair enough: if
Froebelian, Montessorian, Herbartian,
Pestallozzian ... then Steinerian slips rationally
into place (even if it doesn’t slip all that
affectionately off the tongue of the zealot!).

The second was when it was pointed out that
Steiner himself had not considered Waldorf an
appropriate name. This is not the place to assess
the part that Emil Molt played in the founding
of the school for the children of the Waldorf-
Astoria work-force. But, judging from Steiner’s
remarks, it has to do with that — not with any
overtones that might be connected with smoking.

Well, smoke or not, in the fire of renewed
enthusiasm about the identity — and title — of
the journal, the Board naturally re-evaluated
the charred fragments of earlier arguments

(consuming faggots like ‘Waldort Hotel’ and
‘Waldorfsalad’ in the process). Italso, at least for
completeness sake, looked at the obvious:
‘anthroposophical’. If anthroposophical medi-
cine —and recent years have seen the importance
of political lobbying to get the term included in
European legislation — why not steer in that
direction re Waldorf? But who could imagine
the following. Granny (visiting): “And where
do you go to school darling?”’ Four year-old:
“Mummy takes me to the Llansantffraid
Cwmdeuddwr Anthwopothophical Playgwoup
on Tuesday mornings.” But in all seriousness,
if the arm of anthroposophical medicine-
manufacture is known as Wala or Weleda...
then the arm of an anthroposophical approach to
education must also have its publicly distin-
guishable nomenclature.

So bearing all the above in mind - the award
winning adjudicators’ comments, the subsumed
academics’ term of reference, Steiner’s own views
on the inappropriateness of Waldorf, the
ungainliness of the double-barrelled Steiner-
Waldorf for the front cover of a magazine — the
Board, at its meeting on Midsummer Day 1995,
opted for Steiner Education, with the serial num-
bers continuing, both for the sake of librarians
and for general reference.

We would be grateful if our readers could make
the background to this new phase in the history of
what was formerly Child and Man known.

Brien Masters
On behalf of the Board
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KATHRYN SUN

It is hard to see any connection between my
schooldays at Michael Hall ang my current work as a
finance solicitor in the City of London.

Almost everyone | knew or was related to was
connected with Waldorf education, as pupil, former
pupil, teacher or former teacher. I always knew that |
would go to Michael Hall when I was old enough. |
have vivid memories of Michael Hall, goingrightback
to the Nursery class.

I started in Mrs Jones’s class in the Nursery. 1
suppose I was three or four years-old. It was a happy,
secure place, with lots of singing games, in French
and German as well as English. We each had a coat
peg marked with our name for our winter coats. No-
body ever told me which peg was mine, and I was too
proud to ask, so I spent the first winter pretending 1
didn’t feel the cold, so I wouldn't have to wear a coat
to Nursery. After that I worked out how to read,

Going into Class 1 was an important occasion.
There was still aschool uniform, worn at the beginning
and end of term and for the class photograph. We put
on our brand new uniforms and went to the Nursery.
Then we were led up to our classroom in what is now
the old (and was then the only) building. My class
teacher was Margaret Shillan, who started by asking
each of us to draw a straight line on the blackboard
and taught me for the next eight years.

In Class 4, Miss Shillan made a cake to celebrate
her birthday. She explained that we could work out her
age from the number and position of the candles on the
cake — but not by simply counting them. We worked
out that she must be either 81 or 27, but could not
decide which. [ now think she was probably 35, but
maths was never my strong point.

My memories of my early years in the Lower
School seem filled with sunshine and warmth. I sup-
pose 1 must have been unhappy sometimes, but it
made little impression.

However, by Class 6 1 began to feel bored and
unchallenged by the work. Then Miss Shillan suggested
that [ should write a play for the class. I wrote King
Caractacus, a short play in verse, which the class
performed that term. Having got the drama bug, I
went on to write two pantomimes (one in collaboration
with Paul Carr, who composed the music), two musicals
and a straight historical play. These plays were done
with groups of friends from various classes, unsuper-
vised and unofficial but enormous fun and popular
both with the actors and with the audiences. 1 don’t
know why I stopped writing plays, but I have never felt

inspired since then. Perhaps the need will come back
one day.

The highlight of the Upper School was A-levels,
when at last [ faced an academic challenge. I did
English Literature, French and German. French and
German had always been well taught at Michael
Hall. They were taught purely aurally from the
Nursery to Class 4, when reading and writing were
introduced. Even the least academic of pupils who
had been in the Nursery or at least the Lower School
could hold a conversation in either language with little
or no English accent.

I loved the academic analysis demanded by the A-
level courses and the reward of high marks for hard
work reproduced under pressure in the exams. The
other, far greater, reward was being accepted by
Trinity College, Oxford, to read Chinese.

Why Chinese? I wanted to learn something new,
something I would probably never have another chance
to learn. There was China, enormous, isolated and
with a history and culture wholly alien and wholly
unknown, and here was my chance to find out about it.
AndIwaseighteen, when youmake rash decisions and
believe you can do anything.

This particular rash decision paid off. Learning
classical Chinese, modern Mandarin, Chinese history
(ancient and modern), philosophy and literature was
slow, difficult, demanding work, but as a new world
spread out in front of me it was worth it, and I have
never regretted the effort.

After graduating, I studied law, qualified as a
solicitor and ended up working for Freshfields, a large
law firm in the City. I find law as fascinating as
Chinese. I do mainly aircraft finance, and spend most
of my time negotiating and drafting documents. The
work is international, and 1 do a lot of transactions
involving Chinese airlines, whose representatives of-
ten need complex financial structures explained in
everyday Mandarin. From September, I will be based
in Hong Kong, where I can make more use of my
Chinese skills.

I can see no theme, no obvious path that leads from
Michael Hall to Freshfields, I have never met another
Waldorf pupil in the course of my work, so I can’t
compare notes. Perhaps there is some ability to accept
and communicate with all sorts of people that I
learned at Michael Hall and now use. My school days
were not “the happiest days of my life”, but I like to
think I gained something from them that makes me
able to be happy now.
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BOOK REVIEWS

Peter’s Book of Rounds by Peter Oram and Phil Forder,
Starborn Books sb.

This is a delightful collection of rounds, a worthy successor
to the Pentatonic A Change in the Year.

It contains many treasures set to texts by well known
names like Blake, Shakespeare and Shelly, but also many to
new words by the composer himself.

The songs are very ‘singable’, sometimes with interesting
new harmonies.

There is a helpful list in the index classifying the songs
into ‘E’asy “F'airly easy, ‘G’etting harder and *H'arder and
harder. Also the ‘notes’ on some of the songs are worth taking
into account as they might prevent some frustration e.g. in

Rivg Ov
,(Round n 4 f‘"ts)

N

School as a Journey by Torin M. Finser. Anthroposophic
Press sb 256pp $14.95.

A colleague of mine — a Waldorf school graduate turned
Waldorfteacher-once noted how hard it can be toexplain the
‘why’ of the things that she does in the classroom. So much
of what she does. she just ‘knows' through having lived it.
Torin Finser. too, isa Waldorf school graduate turned Waldorf
teacher, now turned teacher of Waldorf teachers. He has been
able, in his remarkable new book School as a Journey, to
explain the ‘why' of Waldorf education. He is able to explain
it so eloquently that both new and experienced Waldorf
teachers, parents of students currently in Waldorf schools.
and parents and educators who are not currently involved
with Waldorf education, can all learn from his book. School
as a Journey is that wonderfully written and informative.
Waldorf educators have a wonderful opportunity to en-
Joy, remember, and learn from this book. The “eight-year
odyssey of a Waldorf teacher and his class,” as the book is
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trying to sing high 'G’s if the song can be transposed down!

Some of the songs have a considerable range (two octaves
in one case) and 1 was wondering whether many teachers
would be able to sing a high ‘A", although I suppose the
children would manage it!

The illustrations by Phil Forder are very appropriate and
make the little book a joy for the eye as well as for the ear! |
will certainly continue to work with Peter’s songs and am
looking forward to doing so!

Edeline Le Fevre

Illustration from Peter's Book of Rounds.
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subtitled, is something with which all Waldorf teachers are
familiar. Both class teachers and specialty teachers watch and
experience the journey of each special group of children who
come together with their class teacher to learn and grow.
Torin's book speaks so wonderfully of this coming together.
He articulates the questions with which the teacher and
parents of the children must live. The relationships of the
childrenamong themselves, and the relationship of the teacher
to the children, come to light in Torin’s telling. One of the
most important accomplishments of this book is its clear
demonstration of the special relationship between a Waldorf
class teacher and his class. When 1 first chose Waldorf
education for my children, this relationship was the one thing
that stood out for me: there was something more than ‘just
education’ happening in a Waldorf school. There was a way
that the teachers viewed the children and “carried” them in
their thoughts that went far beyond other. conventional forms
of education. Torin speaks very clearly about the special
spiritual relationship that exists between himself and the

children. All educators can appreciate and learn from this
gifted teacher’s view of ‘his' children. How he held the
children [sic], how he observed the children, how he watched
them grow and change, and what he saw. For all educators,
the incredible amount of information - the picture of the
curriculum that is presented and how it works on the students
—is a great gift from Torin. The comprehensive chapter-by-
chapter notes. and the excellent Appendix by Joan Almon,
provide a magnificent single volume reference.

However, the gift to parents of Waldorf students is even
more important than the gift to educators. So many parents
make the choice for Waldorf education because they ‘know’
itis right, but can’talways fully articulate or even understand
whatissorightaboutit. Itis so wonderful to have a full picture
of ‘the’ curriculum, in a readable form, to understand this
great gift that we as parents are providing for our children
when we make the choice for Waldorf education. We make
many sacrifices and have to answer many questions from
friends and family who don't necessarily understand our
choice. Torin puts it all in words; we can now learn to
articulate and to understand what this education means.
Once again, Torin's ability to paint a vivid picture of the
relationship between the teacher and the students provides
powerful imaginations for parents. He also clearly demon-
strates how important it is for the parents and the teacher to
work together for the good of the child. In this regard, the
many detailed passages on the curriculum are invaluable,
not because parents are going to become Waldorf teachers,
but because they provide a picture of the developing child.
Since the Waldorf curriculum is designed to speak to the
developing child. to understand this curriculum is to better
understand the child. In this way, Torin gives a gift to all
parents who read this book: we can come away with a better
understanding of our own children. We can come to better
understand who they are, who we were, and how we might
now meet them.

Finally, Torin's book speaks to those who are unfamiliar
with Waldorf education: I plan to send it to my siblings and
my parents. It is a wonderful introduction to this great form
of education. It provides a clear picture of the entire eight
years, and gives so many examples of the wonders of the
education that those vivid pictures with which one comes
away provide an understanding of this alternative form of
education which canbe so difficult toexplain and understand.
Parents who are wondering “Is this for my child?" can read
this book and make a more informed decision. Grandparents
who are wondering “What on earth are my grandchildren
doing?" can read this book and understand more about the
choice their children have made. Parents who are not at all
interested in Waldorf education can read this book and find
many fascinating questions with which to live: Who is the
developing child? How can a curriculum really speak to a
child? What are the goals of education?

In summary. School as a Journey is the ideal starting
place for Waldorf educators, Waldorf parents, and other
teachers and parents interested in elementary education. Its
eloquence, comprehensiveness, scholarship, and warmth
make it a ‘must read". It represents a powerful argument
for Waldorf education, and the anthroposophical perspective
in general.

Laura Foster Links

Standing on the Brink — An Education for the 21st Cen-
tury edited by Stanford Maher and Ralph Shepherd, Novalis
Press, Cape Town sb 119pp.

With regard to making public statements about Waldorf
education, one of Rudolf Steiner's pieces of advice to the
teachers of the original school was to state what the current
problems were and then proceed to show how these were
being addressed in the Waldorf School.

The present publication —an anthology of 13 essays with
a foreword, introduction and epilogue — broadly takes this
line, but in a way that also provides something of a
commentary on how well Waldorf is achieving what it sets
out to do. The editors have taken care that, as far as possible,
the commentary comes from outside the classroom:; but
at the same time from people, at least half of whom have
had ample opportunity in their lives to gain either direct
Waldorf teaching experience or some degree of fly-on-the-
wall perspective. The exception, a current Kindergarten
teacher, starts her essay also by looking at Waldorf with
purely objective eyes, in that she goes back in her teaching
career to the point where she first tried dangling a few
Waldorf carrots in front of the children in her then Nursery
school. “We [she introduced the ideas together with col-
leagues] liked the ideas and the methods, but it was really
the children who convinced me that this education brought
them more deep-seated satisfaction than any of the other
approaches that we offered them."” Of course there has to be
more to educational success than just positive feedback
from the pupils; and she goes on to say what this more is — as
do the other writers in their several ways.

Stating ‘current problems’ in 1995 would appear, at least
on the face of it, to offer a tougher challenge than those of
1919-1924, the years when Rudolf Steiner was working
directly with the first Waldorf teachers. The crippling effect
of drugs and the threat to the ecosphere are perhaps enough
in themselves to illustrate this. The essayists do not, of
course, claim that Waldorf is necessarily making strides of
the order necessary. Nevertheless, that they identify compo-
nents in Waldorf — and give convincing examples — that are
not only moving in the right direction but which clearly stand
out in the field, certainly gives the reader encouragement as
well as food for further thought.

That thought — without indulging in pessimism in look-
ing at the magnitude and acceleration of the problem - is
bound to include the question: Will we make it? One writer
certainly identifies where a shadow of doubt may exist
concerning the effectiveness of Waldorf: “Confronted with
indisputable facts, people cling tenaciously to what has
emotional meaning forthem..." Butone senses that Waldorf,
although it does quite well on the level of emotion — for
example, the intuitive feeling on which many parents base
their decision to send their children to a Waldorf Kindergar-
ten — is entering a phase where it will need more than that if
it is going to make the contribution to education that the
anthology on the one hand makes out is necessary and on the
other infers that it is capable of.

As far as publications in the English language go, Srand-
ing on the Brink is a good start, and while it cannot. by
definition, have the cogency that a single-authored work can
attain, it does have the advantage of appealing to readers
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from a variety of backgrounds, any one of whom may be
attracted into its net of thought at a different starting point.
One has only to glance down the table of contents to see where
these points might be: Education for Creative Thinking,
Resultsin the Waldorf Grade School, The Waldorf Graduate,
The Arts in Education - a Basis for Cognitive Developmen,
Educationfor Tolerance, Environmental Education in Waldorf
Schools. Craft and the Real World, Beautiful Souls or Initia-
tive Takers? etc.

In the final essay, Emil Molt is referred to. As managing
director of the Waldorf Astoria factory, he played a central
part in bringing Waldorf education about. Moreover, it is
suggested that, through his business acumen and the enlight-
ened way he developed (and for which he became well
known) of caring for his workforce, the factory survived the
threat from the rising Communism of the immediate post-war
period. Without taking it as a laurel to rest on, this could be
seen by the Waldorf movement at the present testing time as
a fortunate omen - not the only one - in its early history, as
it, together with the rest of the world. stands “on the brink” of
the 21st century.

The anthology contains one very secondary, and rather
intriguing, anomaly: the essay by Suchantke (“renowned
biologist and botanist™) on Environmental Education in
Waldorf Schools would appear once to have had some foot-
notes, to which the text refers on some half dozen occasions!
Perhaps these suffered some biodegradable sea change on
their voyage from Stuttgart to Cape Town?

Though the publication is particularly relevant to the
“new South Africa’, (where it has been published with finan-
cial assistance from the Embassy of the Japanese Govern-
ment in South Africa). it strikes a note that will surely call
forth clear resonances across the globe.

B.M.

The Spirit of the Waldorf School by Rudolf Steiner.
Anthroposophic Press sb 189pp $14.95.

This is Volume I of a series entitled Foundations of Waldorf

Education. Its contents are appearing in English translation

forthe firsttime. As the publisher’s title of the series suggests,

the volume contains basic concepts about Steiner education
as it was beginning to be practised in the Waldorf School and
as Steiner hoped it would be taken up elsewhere.

It is interesting to be reminded of the points to which
Steiner gave repeated emphasis at this time of “pioneering™:
1) New thinking is needed if problems arising from the old
thinking of the previous three or four centuries are going
to be solved.

Itis one thing to preach holism: what is needed is for it to

be practised.

3) Everything depended on the teachers in the Waldorf
School. In saying this Steiner refers on the one hand to the
seminar that had just been given for them., in order that
they gain an anthroposophical understanding of child-
hood. and on the other to their own development as
individuals.

4) Education must be seen in the context of the whole of life.
Itis a preparation for life in the deepest sense, not just a
lead-in to getting a job. to tertiary education or to voca-
tional training.

o
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5) People need to be capable. not just knowledgeable and it
is the task of education to address and provide for this.

6) The arts are of paramount importance in the training of
will-power.

7) All depends on education working in harmony with
human development. If it does not, there is only one
alternative: it will work against it. Steiner implies that
there can be no neutrality.

The volume contains two other interesting features. As it
does not include a complete lecture cycle. and because of the
variety of audiences (teachers. prospective parents. State
school teachers and the general public), we see Steiner
approaching the same theme in different ways. For example,
in one place he is very forthright about the disadvantage of
visual aids; whereas speaking to teachers in the State system.
who must have been using them daily, he treads very care-
fully and, judging from the discussion that ensued. appears to
have succeeded in not offending.

There will always be a few ‘quotes’. when a lecture
appears in translation for the first time: either one discovers
something that one has been searching for foralong time (“So
that'’s where it comes from!”); or it is something that has not
previously been widely known — or maybe even unknown
(..."Now he tells us!"). One remarkable ‘quote’ in this
volume is Steiner’s mention of Jewish religion lessons being
given “by the Rabbi" (page 30). This has extremely important
implications, not only for religion teaching in general in
Steiner schools but also for our present-day multi-ethnic
society and for Steiner education as it takes root in cultures
around the world. There is all the difference in the world
between the hitherto oft-quoted practice in the original Waldorf
School (of inviting Protestant and Roman Catholic priests to
the school to give religion lessons) and what is here stated.

Two omissions from the otherwise welcome index may
come as a surprise: there is no mention of Goethe nor of the
Goetheanumin Domach. In view of the central importance of
‘Dornach’ to Rudolf Steiner and to Spiritual Science [see
Steiner, R.,(1990) The Christmas Conference. Anthroposophic
Press), it would seem to fall somewhat short of the kind of
acknowledgment that is due. particularly when one is for-
mally presenting the “foundations of Waldorf education™ in
such a comprehensive format as is here intended.

A final point: the publishers are to be commended on the
high standard of typography and clarity of presentation. The
volume is a pleasure to read.

CORRESPONDENCE

Pericles Translations and Research
West Hoathly

RH19 4S)

30th April 1995

Dear Editor,

It seems to me extraordinary that one is considered
virtuous and moderm, if one avoids displeasing one’s audi-
ence by replacing the word man by hueman. It is still man but
with earthly rather than spiritual origin, so one is ‘politically
correct’ but not *gender correct” at all!

Yours,
Paulamaria Blaxland-de-Lange
Pericles Translations and Research
West Hoathly
RH19 48)
30th April 1995
Dear Editor,

Iread the Editorial of the issue of Child and Man (vol. 29
no. 1). which took as its central theme the subject of Gender,
with much sympathy: and 1 also welcome the broad approach
adopted by the jounal to this whole question as expressed in
the articles. As. however, *political correctness’ continues its
seemingly unimpeded rampage through the cultural milieu of
the English language and has now encompassed — and suit-
ably digested — even the Waldorf School Sunday Services, I
should like to lend support to your editorial stance on the
apparently vexed issue of the journal's title,

My own view is that man is. and will continue to be, the
only word to use if one wants to refer to the human race in its
spiritual as well as purely physical dimension. It is an ancient
word, with an origin reaching back to the civilisation of
Ancient India; whereas human is of Latin origin, arguably
derived from fumus (soil, earth) and meaning ‘man as related
1o the soil’. "earth-man’. Generally, writers working out of
Anthroposophy think twice before using the word humans
(which to me is real *naked-ape” language); but the fashion
has recently developed to employ the exceedingly ponderous
phrase the human being to avoid what is seen to be the
problem with man. However. this does not solve the problem
of possible ambiguity, for it is frequently unclear whether the
human race in general or a particular member of it is meant.
This is because /uuman being, which means a member of [my
italics]any of the races of Home Sapiens (Collins), is stretched
to mean something that it does not want to mean at all.

For the advocates of “political correctress’ — which is a
kind of modern Nominalism - this does not present a prob-
lem, since in their view only the particular, earthly aspect has
any reality: the spiritual aspect — for them — exists neither as
aworld of divine archetypes nor within the individual human
being. But forthose livingand working out of Rudolf Steiner's
image of man, these questions need to be taken far more

seriously than they appear to be. A major stumbling block is
the erroneous notion that the gender issue can be solved by.
or indeed has anything much to do with, *political correct-
ness’. The former is one of the central, and most precious.
mysteries of our time; while the latter is a demonic force
which would seek to bring about the death of all human
culture (insofar as it is associated with the working of the
cosmic word).

Yours sincerely,
Simon Blaxland-de-Lange

London NW1 6XT
30 July 1995

Dear Editor,

Granted, ‘*political correctness’ (Child and Man vol .29
no.1) is important for thinking - and much more besides. but
what a tangle it can make of language. Please the feminists
in your audience and you have the linguists writhing in
their seats.

An emperor’s new clothes type of solution to untying
the present Gordian knot of political correctness (if you
will pardon the clash of cultures as well as the mixing of
metaphors), regarding the translation from German to
English of the word Mensch — which seems to be the main
fly/fly-ess in the ointment as far as anthroposophical
literature is concemned — would be to conscript the original
German straight into the ranks of anglicizations without
further ado. So we would have pyjamas, fjord. mazurka,
Elohim, tepee, linctus. Kindergarten, de jure. cafe and ten
thousand others... and Mensch.

Such a move would be perfectly in keeping with the way
in which language evolves. Moreover it would be in keeping
withthe flow of culture, viathe interpenetration of languages,
and the conceptual life of peoples that is expanded and
enriched thereby.

The French folk soul has given the English language
beef. pork, mutton, mayonnaise, corps de ballet, coup de
théatre. oeuvre, rapport, ambience..; from the Italian we
have chiaroscuro, sfumato, rubato, sonata, pizza. spaghetti...;
from Rome we have et cetera etc. (sic); Greece gave us
alphabet, iota, ethos, eureka, prognosis plus about a tenth
of the vocabulary (though this is a not a researched
statement, but a purely hazarded guess): and from the
German language we would have Wiener Schnitzel. ham-
burger (n.b. small initial *h’ and an omitted ‘h’ — third letter
from end: very anglicized), Zeitgeist, Gemut, Diesel. Auto-
bahn, ... and Mensch.

Touché?

Yours faithfully,

Still-battling-on but hoping for some miraculous
coup de gréce, or at least a Menschen in dispatches
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World List of Rudolf Steiner Waldorf Schools

ARGENTINA
Buenos Aires Calegio Rudolf Steiner
Buenas Aires Escucla San Miguel Arcanget

AUSTRALIA

Association of Rudolt Steiner Schovls in Australia, 218
Wonga Road, Warranwed, Victoria. Anstralio. 3134,
NEW SOUTH WALES AND ACT

Artnidale Bovagann Schoal

Bega Mumbulla Schoot

Rowrz! Evkanma Schoo)

Ryron Bay Cape Byroa Rudoll Steiner School

Byron Bay Periwinkle Rudolf Steiner Schoot
Canberra Omna School

Coffs Harbour Casuanna Schwol

Glendale Newcastle Waldorf School

Hazelbrook Blue Mountains Waldort School

Litlian Rock Daystar School

Maittand Linuwel School for Rudolt Stesner Edocation
Murwillumbazh Kangia Steiner Community School
Richmond Aurora-Meander Rudolf Steiner Schoo!
Sydney Glenwon Rudol! Steiner School

Sydney Kamens Rudolf Swiner School

Sydney Lorien Novalis Schoul fur Rudolt Sweiner Education
Sydney Michae! Schoo) for Rudolf Steiner Education
Thora Chrysalis Sctwwl for Redolf Steiner Education
VICTORIA

Maldon Central Victosia Waldorf School

Katandra Milibi Steiner School

Mansfleld Maindample Steiner School

Melbourne Melboume Rudolf Steiner School
Melbourne Sophia Mundi Rudolf Steiner School
Victoria/Yarra Litth: Yasma Swiner School
Warreawood Mcihourme Rudolf Steiner Teacher Training

Sequnar
SOUTH AUSTRALIA
Mount Barker Mouni Barker Waldorf School
QUELNSLAND
Burleigh Heads Gotd Caast and Hinterland Schoat
Brisbane Samtond Valley Steiner School
WESTERN AUSTRALIA
Perth Perth Waldent School
TASMANIA

i Tasmania-Tasremah Schoot

AUSTRIA
Querrercinsclie Veresngung frever Bildungsaaiten auf
anthroposopluscher Grundlage. Endresstrasse 100, A-1230
Ween

Gruz Freie Waldornischute Gmz
Gruz Karl-Schuben-Schule Gr'.uI

Kl t Rudolf-S
Linz Freie Waldorfschiule
Modling Rudolf Steiner Landschule Mixdling
Sal Rudalf-Steincr-Schiule Saizburg
Wien-Mauer Rudoll-Steur-Schole Wicn-Mauer
Wien-Pétzleinsdorf Rudoll-Steiner-Schule Wien-
Pinzlemsdont

Wien-West Freie Waldortschule Wien Wes

Schule Ki:

BELGIUM

Federatie van Ruelolt Sieinerschoten in Vioanderen.
Kaveeelluan 34. B-9rx) Gent.

Affligem Vrite Rudolf Steinerschool Aaln
Antwerpen D Hivclior

Antwerpen Rudoll Stewer Schiool

Antwerpen Hibernia School

Antwerpen De Es

Antwerpen Rudol! Stetner Schoul Loirangnn
Rrasschast De Wingerd

Brugge Guido Gezefle School

Brussels Rudolf Steinerschool Andertectt
Court-Saint-Etienne Libre Ecole Rudolt Stetner
Eupen Frvic Mantinschule™

Gent D Teunishloem

Gent Vije Rudolf Steinerscton!

Leuven De Zumewsizer Rudol! Steinenctxol
Lier De Sterie Daalders

Overtjse R Stemerschoo! Knistottel

Turnhout Mivhaitisctool

BRAZIL

Hutucaty Aitiara-Escola do Campo
Camanducaia Evcols Araecana
Floriancpalis Anahd Jandim. Escol

Riberato Preto Escola Juao Guimarnes Risa
Suo Paule Escila Rudolf Stemner de Sao Pauto
Sao Paule Calégio Micae!

Suo Paulo Escola Francisco de Assis

CANADA

Assecution of Waldort Schools of North America. /o David
Alsap, 3911 Bannysier Rocd. Fuir Oaks, CA 95628, USA

* Member ot Assovration of Waldorf Schools of North
America.

ALBLRTA

Catgary Calgary Waldon School

BRITISH COLUMBIA

Duncan Sutrise Walkdort Schont

Okanapzn Kelowna Waldoe! Suiwol

Nelson Nelsot Waldorf Sctiool

*Vancouver Vancwuver Waldor! School

ONTARIOQ

Walkdor School Aswwciguon of Ontario. Y100 Bathnrst Street.
Thomiutl. Omaro L3 8C7. Canadda
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Cambeliville Halton Waldorf Schoo)
*London, Oat. London Waldorf School
Ottawa Oawa Waldorf School

*Tororto Taruate Waldard Schoot

Toronto Alan Howard Waldaet School
QUEBREC

Lennoxville Les Enfants de I Terre
*Mantreal Ecole Rudalf Steiner de Montreal

CHILE
Santlago Colegio Gionlao Bruno un Colegio Waldort
Santiago Colegin Rudolf Steiner

COLOMBIA
W Colegio Waldorf Bogoud

i Colegio Luis Horcio Gomez
Medellin Colegio Isokia Echavarria

CROATIA
Zagreb Walduriska shola

CZECH REPUBLIC

Karlovy Vary Soukroma Z4kladni skola
Ostrava Z#kladnf skola

Parubice Zakiadni skola

Pisek Zakladnf skola - svohodnd Pisek
Praha Zakladni skoln Wakdor(skd
Pribram Waldogfska skola

Semily Zakladni skola

DENMARK
Sunviensintningen af Rudolf Steiner Skoler i Danmark,
osemvangsallé 131, DK 8270 Hojhjerg.
g Rudolf Steiner Skolen
rhus Rudolf Siciner-Skolen i Arhus
Conenh Rudalf Steiner-Skolen i

1 prng
Copenhagen Vidar Skolen. Rudolf Sicincr Skolen
Esbjerg Rudolf Steincr Skolen i Eshjerg
Fredertcia Rudoll Steiner-Skolen
Hjorring Rudolf Swiner Skolen
Kvistgdrd Rudolf Steines Skolen
Merlase Rudolf Steiner Skoken
Odense Rudolf Steines-Skolen i Odense
Odense Rudalf Steiner Skolen
Risskov Rudolf Steiner-Skolen Vejlby-Rissov
Silkeborg Rudolf Steiner-Skolen
S Rudolf Steiner-Skok

QL

Vejte Johannesskolen

Vordinghorg Rudolf Swiner-Skol
ECUADOR

Qaito Instituto Educative Rudolf Stetner
Quito Escucln Waldorf

EGYPT
Rilhets Sckem Schul by Bitheis

ESTONIA

Eesti Waldosikoolide Ubendns. 14 Koidula Tanuv, EE2100,
Rakvere. Estonia,

Arukils Acukola Vabakool Piiiselindg

Polva Johannese Vabhakoot Rasaul

Rukvere Rokvere Vahako!

Tallinn Talinna Nomme Vahakool

Tartu Tarw Vahakool

Viljandi Viliandi Vaha Waldortkonl

FINLAND
Steinerpedagogiikan senra rv - ¢/o Turun Steiner-konin.
Meuermkanm 2. FIN 20810 Turku. .

Bﬁﬁ:w steinerkosly

He i Helsingin Rudall Stwiner koulu-Rudolf Steiner
skolan i Helsingloes

Helsinki Elias-Koulu

Jyviiskytd Jyviisylin Rudoif Steiner-kosty

Kuoplo Kuopioa Steiner-Kootu

:.an Latwden RuIJn!I Smncr‘kmbl

Outa Oulun Sewdun Steiner-kouly
Pori Porin Seudun Steinerkouly
R Rovaniemen Rudolf Steiner-kool

Sammatel Karjalohjan Vapaa Kylikoalu
Seinidjoki Eteld-Potijanmaan. Rudolf Steiner-kilu
;m!saerrl Mikael-skolan

ampere Tampeeren Rudolf Steiner-kouly
Turku TmiunPI::ulnI[ Steiner-koulu
Vaasa Vaasan Rudolf Steiner-koulu
Vantza Vantazn Rudolf Stetner-koutu

FRANCE

Fedération des Ecoles Rudol) Ssemer en France, 11 rue de
Villaines, F-91.37t Verneres-le-Buisson.

Avignon Associatin Point du Jour

Chatou (nr Paris) Ecale Pereval

Colmar Ecole Mathias Grynewald

Luboissiere Ecole Rudall Steincr

Lachat Association pour Ia pidagogie de R. Steinet ¢
milico rurad L Adeet

St. Faust de Haut nr. Pan Ecole du Soleil ¢ Jandin
'Enfams

Szint Genis Laval Ecole Rudoll Steiner

Satnt-Menoux Ecole Rugnlt Swemer

Strashourg Ecole Libre St-Michel

Troyes Ecole Perceval

Verritres-le-Bulsson Libae Ecole Rudolt Steiner

GERMANY
Bund der Freien Waldorpschulen ¢\ . 1.701 %4 Sttt
Heulehopstragie 32.
Aachen Freie Waldordschuhe Aachen
Augshurg Freie Waldndschule Augshurp
Bad Nau! F:!m Frete Waldwrtschule Wettensu
Rall reie Wald Bull
Benefeld Freic Waldorischuke Landschisfherm Benetekl
Befﬁkch Gladbach Freie Waldotschule Bergisch Glithah
Berlin-Daklem Rudolf Swiner Schute Belin .V
Berlin-Kreuzberg Freic Waldorfsohwte Kreuzborg
Berlin-Mirkisch Viertel Waldorfschute Miskiscies Viertel
Berlin-Mitte Freie Waldorfschule
Berlin-Stdost Freic Waldorfschule Burlin-Stduost
Berlin-Zehtendorf Emile Malt Schule
Bexbach Freie Waldosfschule Saas-Plats
Biclefeld Rudolf Steiner Schule Bicleleld
Bochum Rudalf Steiner Schule Bochum
Béblingen Freic Waldoefschuke BB/Sindettingen ¢ V
Bonn Freie Waldorfschule Boan
Bonan Johanaes-Schule. Freie Waldorischule tur
Erzichungshilfe
B hwelg Freic Wal B )
Bremeo I Frete Waldortschule Brenwn
Bremen I Freie Waldorlschule Bremen, Z Al
Chemnitz Freic Waldortsehuke
Chiempau Frete Waldorfschule Chiemgao
Coburg Rudol{ Steiner Schiute Caburg
Cottbus Fre,i:c Waldorfschule

1t Freie Wald

ie Wi

D:
Detmmold Freie Waldorfschule Lippe-Detmold
Dietzenhach Rudolf Steiner Schule Dietzentinh
Dortmund Georgschuke

Dertmund Rudoll Swinee Schule

Dresden Freic Waldorfschule

Diissetdorf Rudnl,l .?:cim:r Schule Diisshlort

W

Waldortschule Eckemtinbe

Etmshorn Frewe Waldorschule Elmshom

Engelberg Freic Waldortschule Engethery

Engstingen Freic Waldosischute aut der Alh
Libtar Freic Walds Vaoreilel

U Freie W: Esl

Essen Freie Waldorfschuke

Esslingen Frv.-ig' Watdorischuk: Esshngen

Exlnoh vic Wal Tyl B

Filderstadt Frcic Waldortschule aul den Fildem
Flenshurg Fni_;c docfschitle Flenshurg
Frank 1 Froi ddodtschote Vonterniad

o
Frankfurt/Main Freie Waldoefshuhe
Frankkfurt/Oder Freic Waldorschule
Freiburg Freic Waldorfschiule Freiburg-Wictise
Freiburg Freie Waldorfschule St Gensgen
Freiburg Freic Waldirschule Ksrchsirinse
Freiburg M'uﬁ;u:ll:s.mulc

F hute. Heilpsi fw

Freic Waldortschule

Gladbeck Frere Waldieischuhe Glixhock

Gippingen Freic Waldortschule Filsiat

« Freie Waldortschule Gikting

Giitersloh Freic Waldorschule Gutersloh

Haan-Gruiten Freie Waldorfschule Haan-Graiten

Hagen Rudolt Swiner Schute Hagen

Halle Frvie Waldorischule

Hamburg-Altonn Rudolf Steiner Schule Humburg- Al
2mburg-Bergedorf Rudoll Steiner Schuke Bergedion

Hamburg-Berpstedt Rudoll Steiner Scliule i den

Wakddarfern

Hamburg-Berpstedi Chinsopliorus Schule

Hamburg-Rarburg Rudoll Steiner Schsle Harburg

Hamburg-Nienstedten Rudoll Steiner Schule Nictistedten

Hamburg-Wandsbek Rudolf Swiner Schule Wandshek

Hamm Freie Waldosfschule Hamm

Hannover/Mluschsee Froic Waldorischihe

Hannover-Bothfeld Freic Waldmtschule Hamover-Buthichd

Heldleberp Frese Watdoetsehute Henlleberp

Helderhelm Freic Waldwstschule

Hellhronn Freie Wakdoefschule Heitbrnn

Herdecke Ita-Wegnunn-Schule o

Gememnschatiskrnkenhaus Herdecke

Herne Hibermawchiole

Hildeshelm Frvic Watdortschule Hikdeshierm

Haf FreicWaldirtachute Hot

Itzehoe Freie Waldorischule lzcte

Jena Freie Waldieschiute

Kakenstorf Rudoll Swiner Schube Neatlwade

Rattenkirchen Frete Waldortwhule Kaficnkartien

Karlsruhe Freic Waldocischule Karbruhe

Kassel Freie Waldostsetike Kavwl

Kiel Frvie Waldurtscluzle Keel

KirchhelnvTeck Rudall Steiner Schule Nurtingen-

Kirchheim

Klelmachnow Free Waldisiwhube Klcinnuwhmow

Kleln Zastrow Freic Waldosischute Gresswahd m Klen

Zastovw

Kéiln Frese Waldoetsehule Keln

Krefeld Frete Waldortschuke Keetehd
Lelprig Freie Waldosischiole

Lensahn Waddnrfschule in Ostholsiem
Lisrrach Frete Waldortschuke Lomach
Lobeland Rudoll Sweiwer Schule Lubekint
Ludwigshurg Frese Waldortschute Ludw igsburg
Litheck Freic Waldorischule Lubeck
Liinehurp Rudolt Stetaer Schube Lunchary
Magdehurg Frote Waldortwhule

Mainz Freie Watdortschiule Maing
Mannheim Freie Waldoslschule
Morhurg Freie Waldiedschule Machurg
Minden Free Waldorischule Minde
dnchengladbuch Rudalf Sieine

chule tn
Monchenglwdhach

Mitheim/Rubr Freie Waklortschule in Malleim
Miillhetm Freic Waldodschule im Maskgeafler Land
Mnchen/Daglfing Rudolf Steiner Schule Daglling
Miinchen/Grohenzel] Rudolf Swiner Schule Grishonzell
Minchen/lsmantag Rudolf Steiner Schule
Minchen/Schwabing Rudolf Steince Schyle
Ménster FrlL{'i‘: \andnmch‘ulnl: Munster

I o 4
Gemeinschalit '-!u! Kinder und Jungendpsychiatrie
! m cie W 1 N

T
Neuwled Rudoll Swiner Schule Neuwicd
Nitrnberg Rudolt Swiner Schule
Niirtingen Rudoll Swiner Schule
Oberursel Freic Walloschule Vordertaunos
Offenburg Frvte Watdortschube Of fenburg
(ldenburg Facic Waldoeschyle
Otterberg Freie Waldorischule Westptaly
Ottersberg Freie Rudoll Swiner Schule
Plarzhetm Goetieschute - Freie Walk
Potsdam Freie Waldoefschule
burg Freie Wald
Remscheld Rudoll Steiner Schuke Remscheid
dshurg Freie Wi Tule R
Reutlinpen Freiv Goorgensehute

LATVIA

Lenische Assozianon fiir Waldorgpiulagogit. lerocn iela 1.
LV-1013 Rign

Adazl Adazu Briva Valdor(a Skola

Riga Rigas Centrn Pamatskola

LIECHTENSTEIN
Schazn Licchtensteinisclic Waldorfschute

LUXEMBOURG

Vergin fir Waldorfpadagogik Lerzebuery. 45 Rue de I'Avenir,
L 47 Luumeonnf.‘

I - i Offenttech-Waldorfsch

MEXICO
Cuernavaca Colegio Waldorf de Cuermavaca
Mexico Centro Educativo Goethe

NETHERLANDS

Bond van Vrije Scholen. Hookdstraat 20, NL- 3972 LA
Driebergen.

Alkmaar Rudolt Stemerschool Alkmans
Alkmaar-Oudorp Rudulf Steitkrschool Oudom
Almelo De Vrije School Atmelo

Almere Vrije School

Alphen o/d Rijn Vrije School Ridderspoos

Rostock Waldostschule Rostock Amersfoort Vrije School
saarbriicken Frewe Waldorfschule Saarbricken Amstelveen Parcivalschool
hlofl Hembarn Rudoll Siciner Schule SchiloB H A en G 1
nndorf Rudull Stetner Schule Ammernsce Amsterdam Tobiasschiool
prheim Frese Waldortschule Schopfhei Apeldoora Vrije School
Schwithisch Gmiind Frete Waldorfschule Schwihisch Arnhemn Parcivalschool
Gmund ) Assen Vrije Schoal Assen
Setiiihicch Hall Freie Waldorfschule Schwihisch Hall Bergen Adriaan Roland Holstschool
Siegen Redoll Steinee Schule Si Bergen Bergense Vrije Schonl
Sorsum Freic Waldorischu s hl)c Bilt Rudolf Steinerschool
St. Augustin-H. lur Fevie Wal tm Swgk Vrije School "De Mosgenster’
Stade Frci; Wa!‘tklﬂ,\d\uk Suu{c gr:dn Rudn[: Su;imgmhm““ teensics
stuttpart Freie Waldorischule Ui reda Vrije Scivw e ;
Stattgart Frere Waldorischiule am Kritherwald IlrumnunnMidudlsEncmvhtszx:\:me
Stutepart Mictael Bauer Schule Bussum Vrije School Michag)
Trler Freie Waldorgschute Trier Delft Vrije School Widar

‘Tibingen Tebinger Freic Walduriscliule
Uberlingen Freic Walieditsohisle am Bodersee
Ul Freie Waldorsehete Ulny
Waldortschute am Hle
Enz Freie Watdortseh
Villingen-Schweaninpen Rudoll Steiner Schule
Wahiwies Frete Waldortschule Wahlwies
Wangen Freie Waldortschule Wangen
Wanne-Eickel Hihemiaschule

Wattenscheid Widar Schule Wattenschierd
Webmur Froie Waldort schale

Wendelsteln Freie Waldoelschule Wendelstein
Wernsteln Freie Waldoetsehutle Wernsicin
Wieh! Free Waldonsehiule Oberberg
Wieshaden Frese Waldartschiule Wieshaden
Witten | Rudolt Steiwer Schule Witten

Witten Il Rudoll Swiner Schule Witien
Walfshurp Freic Watdorfschule Wolfsburg ¢ V
Wiirzhurp Freie Waldosfschube Wéirsburg
Wupperta Chiristian Morgenstem Schuke
Wauppertal West Rudolt Steter Schuke

HUNGARY
Budaiirs Waldortiskoky
Rudapest Waldordiskola
Budapest Waldorfiskala
Dunukesal Waldostiskola
Waldurtiskols

r Waldoetishola
Mixkale Waldurtnkola

IRELAND
Cunteenhridpe Cooleenbrdpe Sciu)
Dublin Dublm Rixtoll Swimer School

ISRAEL

Jerusatem Waldort School
Kiryut Tivon Stahed Schoot
Nazareth Hasdul Waldoet School

ITALY
Avecrazronte Amiice Scneda, sea Clerser 12, 1:22030 Camnage
Vol (COM
Tloeventing Scuola Rodolt Stweines
Bolupna Scunta “Masza Garagnam®
Como Lihera Scunda Waldorl
Meran Feci hule Chnstian Mg Mezin
Milana Scuoks Rudoll Sweencr
ani-lambrate Libers Scunta Rucdoll Sicince
Ortagzo di Mira Scuoka Rudol Stetner
Padova Scenla Waldoes di Padova
Pulermo Libora Scunts Waldort
Rewva di Puppa Libern Scuola des Castelly Romasn
Roma Scuola Rudoll Steinee "Grandino det Cedn®
Sogrado Scuols Rudolt Stemer
Torina Sconki "Rudolt Steinwr’

JAPAN
Tokyo Rudoft Steanee Sctnl Tokya

ENYA
Nalrob Ruxtolt Steses Sutun! Nanobs

Deventer Vrije School *De KI. Johannes”
Doetinchem Vsije Schoo! ‘De Kleine Prins’
Dordrecht D‘(,wms. Veije Schiool
Driebergen Viije Schiool Drichergen
Ede Viije School Ede &
Eindhoven De Vrije School Bratant (W)
Elndhoven Vrije Schoot Brahant (N)

2 ven-Zuld Vrije School
l':mmzn Vrije School Michagl
Enschede Vrije Schouo) Enschede
Gouda Vrije Schoot
Gronlngen De Vrije School Groningen
Groningen De Vije Schoo!l Grustingen BB
Den Haag Vrije Sciool den Hang
Den Haag De Vrije School Buvenbouw
Den Haap Vrije School Wonnehald
Den Haap Tohiasschon]
Haartem Rudolf Steinerschool Haarlem

Noard Vrije Schiool Kennemertand

Harderwijk Vrije School Valentijn
Heerlen Vrije School Heerlen
Den Helder Vrije School Mertijn
Hetmond Vaje Sciool Peellun
wH ;

Rudolf |
Hillegom Vrije School v. d. Bollenstreek
Hilversum Vrije School
p Viije School H:
Hoorn Westfriese Vrije School
Krimpen/lissel Rudoll Slcinlcr Schoal
1 Jen Micterdlechanl

Lelden Rudolf Steinerschool
Lelden-Noord Vrije School Mareland
Lelden Vrije Schoolgemeensch
Maastricht Maastrichis Vrije School
Maastricht Manastrictus Vrije Schiool BB
Meppel Vrije Sctiool Meppel

Meppel Vrije Scliool Meppel BB
Middetburg Vaje School Zecland
Nijmegen | Vrige School *Owmr’
Nifmegen 11 Rudoll Swinerschont
Nijmegen Kamel de Grote College
Otdenzas) Vrije Schood "Dy Zevenster”
Oosterhout Vrije School de Strejene
Oud Beijertand Vrije School R. Steiner
Purmerend Vrije Schonl “Waterland'
Roermond Vrije School '(‘hnuni\lmm"
Roosendaal Rudolf Swinerschon
Rutterdam Vrije School Veodehod

R dam Rodolf Stei hoat P

Ruotterdam Rudelf Steiner Collepe Rotterdam
Sittard Vrije School Sittard

Soest Praktiwhe Leergang
T P o) o

o Z —

Den Burg Texel Vaije Sctoo) Texe)
Tiel Juhannesschool

Tiberg Viije Schwnl Teliander

Uden Vrje Sciiml *De Zevenster”

Utrecht Vrije Schiool Utneetn

Venlo Rudolt Steinerschiond Noond-Limburg
Wageningen Vrije Schoo) De *Zwaneridder”
Winterswijk Vrife Schoa) Wenterswijk
Zazndam Vnje School Zaanstreek

Zelst Zeister Vrije School

Zelst Stichise Vrije Schoal

Zeist Tobtxsschont

Zoetermeer Vaje Schoed)

Zutphen Vrije School ‘de Beskel

Zutphen Vrije School Bovenbouw ‘de Berkel”
Zutphen Vrije Schoul ‘de Mssel’

Zutphben Vrije School Bavenbusw “de ssel’
Zwolle Vrije School

NEW ZEALAND

Federation of Rudolf Steiner School. PO Box X8, Hastings

Hawkes Bav.

Auckland Michael Park School

Auckland Titirangi Rouolf Steiner Schoot
Christehurch Chrisichurch Rudo!f Steiner
Dunedin Kotuku Schoot

Hastings Rudolf Stefner School
Tauranga Rudolf Steines Schiool Initiative
Wellington Raphael House Rudolf Steiner

NORWAY

Sctwol

Schon

teinerskolene 1 Norge. Prog. Dahlsgi. 30, N41260 Oslo.

}:nund Steinerskolen 1 Alesund
Steinerskolen i As
Asker Rudolf Steincrskolen 1 Asker
Askim Steinerskolen i Indre Osifold
Baerum Steincrskolen i Bavrum
Bergen Rudolf Steiner-Skolen i Bergen
Bergen Sicinerskolen pa Nestiun

men Steinerskolen i Drammen
Fredrikstad Steinerskolen i Fredriksiad
Gjovik/Toten Steinerskolen Gjtvik/Tuten
Haugesund Sicinerskolen | Haugesund

ﬁn.mn: Rudolf Sl:m:rskuleg?{ Hurum
1

Lilleh Liltek: Stei

Moss Rudolf Steinerskolen i Moss

Nesoddtangen Rudolf Steinerskolen pa Nesodden

Oslo Rudolf Steinerskolen i (slo
R Rudolf Steinerskolen pa Ring
Trondh, n § Trondhet
Tromsé Steinerskoten i Tromso
Vestfold Steinerskolen 1 Vestlold

PERU
Lima Colegio Waldosf Lima
Lima Colegio San Chri

{para piw

POLAND
Warsaw Szkola Rudolfa Steinera

PORTUGAL
Lagos Escola Primavera

ROMANIA

1S CXCUP

Federaiio Waldorf din Romania. Henri Coanda nr. 24, sector

1. RO-7000 Bucuresti
Brasov Scoals Nr. 22

Cluj Scoala Nr. 18

Lasi Scvala Nr. GS
Simeria Scoala
Timisoara Scoala Nr. G1§

RUSSIA
Moscow Free Waldorf School Moscow

St Petersburg Rudolf Steiner School an the Kreuzinsel

SLOVENIA .

Drustvo prijateljev. waldorfike sole. Rodiceva 2. 610in

Ljubljana. Slovenia.
Ljsbijana Waldorfska sofa Ljuhljana

SOUTH AFRICA

Southern African Federation of Waldney Schoots, PO Bor
67587. Bryansion. Transvaal, 2021 Johanneshurg.

Alexandra Inkanyezi Waldorf School
Cape Town Waldarf School

Cape Town Michacl Oak Waldorf School
Durban Natal Waldorf School

Johaanesburg Michacl Mount Waldorf Scliool
Meadowtands Sun. Moon and Stars Sikhulise Waldort

Schooy
Natal Meadowsweet Farm School
Pretoria Max Stibbe School

SPAIN

Allcante Associacion Escuela Libre San Juun
Las Rozas/M,

adrid Escuela Libee Micact

SWEDEN

Stockholm, Sweden
Bromma Knistofferskola
Delsho Delsho Waldorfskota
Farsta Mantt:hllanh‘h
Garpenberg Annaskolan
Gateborg Rudolf Steinerskolan
Gnesta Gnesta Waldorfskola
5r Emiliaskolan
inrnn Oxjamlmll.;:‘

irna 0!
K.nlma:'p’mk Katmar Waldorfskola
Lund Rudolf Steinerskolan
Mirsta Josefinaskolan
Norrkoping Rudolf Steinerskolan
Nykiping Mikacliskolan
Orebro Johannaskolan.
Simeisharma Soflaskolan

Friddl

17.8- 12240

Spinga Ellen Key Skolan
Sum&Mluﬂhm:.s Waldorfskola
Taby Frejaskoln

Umes Umea Waldorfskota

1 e
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Uppsala Uppsida Waldortskola
}:fi_x{lo_l.lmcaskulcn

Stegehus W,

SWITZERLAND

Beraterkress der Rilolf Stemner Schulen i der Schwerz. o/o
Renaio Cervim, Jengerrweg 2. CH-2572 Lattrigen
Adliswil/Ziirich Rudolf-Steiner-Schule “Sihlag”
Aesch Rudalf-Steiner-Schule Birseck

Arleshelm Rudolf-Steiner-Schule “Uttter den Werden™
Base) Rugolf-Sterner-Schute

Basel Chnistophorus Schule

Basel Hellenbergschule

Bern Rudolf-Steiner-Schule Bem und ltngen

Bern Rudolf-Stetner-Kletnk bsseascliule

Hie) Rudolt-Steiner-Schale

Char Rudolt-Steiner-Schute Chisr

St. Galten Rudolt-Stemer-Schste

Gentve/Confignon Evole Redolf Steiner

Glarisepg Frete Bildungsuine Glarisegg

Ins Schiassli s

Lttigen Rudoll Steiner Schule Bem und hugen

ingen RMnll;S(_tmcr-Schnlt

La

Schule Obx
u Rudolf-Steiner-Schule Oy

Lausanne Ecole Rudolf Steiner de Lausanne

Lenz

Rudolf-Steiner-Schule Anrgan

Lugano Scuola Rudolf Steiner

Luzern Rudolf-Steiner-Schule

Marbach Rudulf-Steiner-Schute Marbach
Miincheastein Rudolf Steiner Schule Misncheastein
Muttenz Rudolf Siciner Oberstufenschule
Neuchiitel Ecole Rudolf Steiner

Prattetn Rudolf-Steiner-Schule Mayenfels
Schafthausen Rudolf-Steiner-Schule
Schuls-Tarasp Bergschule Aviuna

Solothurn Rudoif-Steiner-Schule

Spiex Rudoll-Steiner-Schule Bemer Oberland
Wetzikon Rudolf-Steiner-Schule Zarcher Oberland
WiH Freie Volksschule Wil

Winterthur Rudolt-Steiner-Schule

Yverdon Ecule Rudoll Steisier Les Bioles

Ziirich Rudoll-Stciner-Schule

Zirich-Albisrieden Rudolf-Steiner-Schule Albisrieden
Zup Rudolf-Sieiner-Schule Zug

UNITED KINGDOM
Stewner Schools Fellowship, Kidbrooke Park, Forest Row,
Eavy Susses RHIS 5B,

Aberdeen

Abcrdeen Waldort Schoot

Belfast Holvwood Rudolf Steiner School
Hotton Button Village Schioat

Brighton Brighton Stetner School
Bristol

Brsiol Waldort Schoal

Canterbury Pemry Count School

Edi

Dafed Nanl-.HC wm Rudolf Steiner School

e Rudol! Stetner School of Edinburgh

Forest Row Mictael Hall School

Glaspow Glasgow Steiner School
Gloucester Wynstoaes School
Hereford Herelord Waldor! Schoo
Itkeston Michael Rouse Schoo)

Langley Rudolf Steiner Schoal

Kings )

London & Mulberrry Bush Kindergarten
London Noah Loadon Rudall Stener Sciwol
Londun & Primnse Nursery

London Waldart Schoul of Suath West Loadon

Morayshire Moy Siciner School
Nottingham lona School

Reading & Reading Steiner School Kindergarten
Ringwood Ringwood Waldor Schuook
Padworth/Reading Alder Bridge School
St Albans & St. Alhans Kindergasten
Sheffictd Shetticld Steines Kindergarten
Snowdonta Snowdonia Steiner School
Stourbridge Eimficld School

Stroud & Stoud Valleys Kindergarien
Stroud & Sunlands Nursery

Totnes Rudolf Steiner Sctiond Soxth Deven
York Yok Steiner School

UNITED STATES OF AMERICA

Association of Wallorf Schools of North Amenca. Charsian,

David Alsop, 3750 Bannister Road. Fair Oaks, CA 956248
CFull membership of the Associetion of Waldort Scheols of
North Awerica

CALIFORNIA

*Altadena Pasadena Waldorf Schiool

¢Auburn Live Oak Waldor( School

*Czlpella Wakdof School of Mendocino County
Davis Davis Watdorf School

*Emeryville East Bay Waldor School

*Fuir Oaks Sacramento Waldod School
Newport Beach Waldosf Schiool of Orange County
Jumestown Sierra Weldosf School

Lus Altas Waldont Schoo! of the Peninsula
*Northridge Highland Hall

Placervilte Cedar Srn'ngs Waldort School
Sacramento Camellia Waldorf School

*San Fransisco San Fransisco Waldorf School
*San Rafael Marin Waldorf School

Santa Barbara Waldorf School of Santa Barbara
*Santa Cruz Santa Cruz Waldorf School

Santa Monlca Waldwrf School of Santa Monica
*Santa Rosa Summerfield Waldorf School
Sebastopol Willow Wood Waldorf Sctioot
Sonoma Senoma Walkyy Waldorf School
Spring Valley Waldorf Schicol of San Diego
COLORADO w Sctiool

Aspen Aspen Waldorf

'Bgeulder‘;hinmg Mountain Waldorf School
Bautder Shepherd Valley School &* Garden
*Denver Deaver Waldod School

La Porte River Song School

FLORIDA

Gainesville Gainesville Waldor School
GEORGIA

Decatur Thie Children’s Ganden

HAWAN

*Hanotutu Honotuls Waldoef School

Keau Malamalama Scho

Kitauea Kauai Waldiet School

* Kula Haleakeln School

IDAHO

Sandpalnt Sandpaimt Walkdort School
ILLINOIS

*Chicago Chicago Waldoef School

Evanston Great (aks School

MAINE

Blue Hill The Bay Schawl

Frecport Memiconeag School

W. Rockport Astiwod School

MARYLAND

*Baltimore Waldort Schoo! ol Baltimore

*Rethesda Washingion Waldort Sclioud
MASSACHUSETT

Beverly Cape Aun School

Bourne Waldort School of Cape Coxt

*Gireat Bareington Grea Barmington Rudol Steiner Sclood
*Hadley Harshrook Watdort Sclool
*Lexington Waldorf Sclwl

MICHIGAN

*Ann Arbar Rudolf Steiner Schood of Ann Arbor
Bloomfteld Hills Oakland Steiner School
*Detroit Detroit Waldort Schuonl
MINNESOTA

Foreston Great River Watdor School
Minncapolis Cuty of Lakes Waldort Schol
*West St. Paul Minacsata Waklort Setiod
NEW HAMPSHIRE

*Keene Monadnock Waldont Sciued

*Wilton High Mowing School

*Wilten Pinc Hill Waldort Schoot

NEW JERSEY

Princeton Waldort School of Princeton

NEW MEXICO

Santa Fe Saatn Fe Waldorf Schoo)

NEW YORK

Buffzlo Beautiful Rives Waldord Schiool
*Garden City Waldorf Schiool of Ganden Cay
*Ghent Hawthorme Valley School

*Ithaca Waldorf School of Fitger Lakes
*New York Rudolf Swiner School

Saratoga Springs Spring Hill Schoat
*Chestiiat Ridge Green Meadow Waldort School
Tiltson Mountain Laurel School

West Fatls Ausora Waldarf School

NORTH CAROLINA

Chapel Hill Emerson Waldorf School

OHIO

Akron Speing Ganden Schoal

Norwood Cincinnati Waldod School
OREGON

*Ashland The Waldort School of the Rogue Vatley
*Eugene Eugene Waldorf Sclioal

Portland Portland Waldorf School
PENNSYLVANIA

*Kimberton Kimherion Waldorf Schoal
Marbetta Susqochanna Waldorf Schinl
RHODL ISLAND

;Vcsx z&lngsmn Meadowbrook Waldort Scluwd

EXA
*Austin Austin Waldort School
VERMONT
Norwich Upper Valley Waldort School
Shelburne Lake Champlain Watdorf Sctxwl
Wolcott Goven Mountain Sciuwd
VIRGINIA
Charlottesville Crossroxds Waldost Sl
Washington Spring Mountun Schoot
WASHINCTON
Bellingham Whatoom Hills Waldoet Schonl
Clinton Whidbey Istand Waldorl Sclwool
Otympia (lympia Waldoet Sclwool
*Seattle Scatile Waldoet Schond
WISCONSIN
Milwaukee Waldorf Schiool of Milwaukee
Pewaukee Priric Hill Waldost Sciol
Virogua Pleasan! Ridge School

URUGUAY
Montevideo Colegio Nowalic

Eurgythmy Schaol

Peredur (entre for the Arts

(formerly the London School of Eurythmy)

A four year training in eurythmy

Syllabus includes speech formation, music theory, anthroposophy,

choral singing and literature.

Shorter courses in form drawing, clay modelling, Bothmer gymnastics,

For further information, please contact:

projective geometry, pedagogical and curative eurythmy.

The Secretary, Eurythmy School, Peredur Centre for the Arts, Dunnings Road,

East Grinstead, W. Sussex RH19 4NF, England.

The diploma issued by the school is recognised by the Section for the Arts of Eurythmy. Speech and Music at the Goetheanum in Domach. Switzerland.

Telephone: (01342) 312527

Fax: (01342) 323401

A\
1)
Jwaldorf
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New EnglandWaldorf Teacher Training

announces a new graduate level program

Starting in July 1996
with 3 summer intensives and 2 years of
study, research, and internship leading to
Waldorf High School Certificate in
* Mathematics

* Foreign Languages

* Sciences
* Humanities

For more information, contact:

Dr. Douglas Gerwin, New England Teacher Training
Box 545, Wilton, New Hampshire 03086

Tel (603) 654 - 2391 Fax (603) 654 - 6588
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Yobias

School of Art

A CENTRE FOR THE
DEVELOPMENT OF
THE VISUAL ARTS

The school now offers a four year training in Art and

Artistic Therapy including:

Year 1 foundations in Goethe's Theory of Colour

Year 2 an exploration of Rudolf Steiner’s artistic impulse

Year 3 & 4 artistic therapy studies and practical experience in clinics etc
or fine art studies and practise in lazur and mural techniques

All Year 1 courses are open to visitors * Summer Courses July 8 — 20 1996

For full details please contact
TOBIAS SCHOOL OF ART

Coombe Hill Road, East Grinstead, Sussex RH19 4LZ, UK
Telephone (01342) 313655 Fax: (01342) 323401
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Rudolf Steiner Waldorf Schools in UK and Ireland
Teacher Training Courses ® Publicity Leaflets ® Promotional Lectures
Videos on Rudolf Steiner Waldorf Education ® Information Folders
Advice to New Projects ® Exhibition Hire
Teachers’ Journal - Paideia ® Educational Publications

Steiner Education (formerly Child and Man) - twice-yearly Magazine

DETAILED INFORMATION FROM
STEINER SCHOOLS FELLOWSHIP, KIDBROOKE PARK, FOREST ROW, SUSSEX RH18 5]B

phone 01342 822115  fax 01342 826004

charity no: 295104

(GROW SPIRITUALLY
ServE PracricarrLy

Explore New Directions in Education, the Arts, Sciences and Community Development

¢ Ongoing series of lectures, workshops and cultural events

¢ Orientation Year in anthroposophical studies

© Waldorf Teacher Training & Early Childhood Education

Programs (Master’s Degree option)
¢  Speech and Drama Program
¢ Business Studies & Community Development Program
Located in an established anthroposophical community

SUNBRIDGE COLLEGE
260 Hungry Hollow Road, Spring Valley, New York 10977

(914) 425 — 0055
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FOUNDATION YEAR
Anthroposophical Studies
and the Arts
B . T T o L
WALDORF TEACHER
EpucaTtioN
Preparation for Kindergarten,
Grades, and High School Teaching
B.A. and M.A. Option
N
ARTS PROGRAM AND
GOETHEAN STUDIES
PROGRAM
B . i i T
SaN FraNcISCO
EXTENSION PROGRAM
in Waldorf Teacher Education

A~~~ also e~

SUMMER WORKSHOPS

for Teachers and Parents

9200 Fair Oaks Boulevard
Fair Oaks. California 95628
(Near Sacramento)
(216) 961-8727
Fax (916) 961-8731

A Training within the
Camphill Movement

offers an opportunity to complement
the study of the healing art of Eurythmy
with practical experience in the curative
and therapeutic work of two distinct
Camphill Communities.

Further information is available from:

The Ringwood-Botton Eurythmy School,
The Sheiling Community, Ashley, Ringwood,
Hampshire BH24 2EB England
Tel: (01425) 470458/473479/477488 Fax: (01425) 479536

Hibernia
School of
Artistic Therapy

A four year full-time training
based on anthroposophy

and the work of Dr Hauschka
taught by therapists and doctors

The first two years are suitable
for people on sabbatical leave

Key subjects e water colour painting  drawing
e clay modelling e medical and colour studies

Hibernia School of Artistic Therapy
Hawkwood College.
Painswick Old Road, Stroud
Gloucestershire GL6 7QW

Tel. 01453 751685
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Hot off the Press...
INKANYEZI
RAINBOW “An Imp on
PROJECT Either Shoulder”
\ Self-bely Women's Co-ap working on our temperaments
ellwada S Ame | B fd® by Gilbert Childs

makes beautiful
" ethnic dolls in Waldorf
style as well as
soft shoes
(double canvas upper,
rubber sole) in bright

African colours

author of:
Understand YOUR Temperament
Steiner Education in Theory and Practice
Your RE-incarnating Child

Now available from:
Wain Farrants, Botton Bookshop

Danby, Whitby, N. Yorkshire YO21 2NJ
and all good booksellers

Help people help themselves by
requesting a pricelist from the
Inkanyezi Rainbow Project,

P. O. Box 2063, Marlboro 2063, S. Africa
Fax/Tel: 011-443-0383 ISBN 1 900301 00 8

140 x 210 mm; paperback; 80 pp; price £6.95

or a tull catalogue from
Inkanyezi Rainbow Project,
P. O. Box 1123, Blue Hill,
ME 04614, USA

Fax: 207-374-2383

Not for or about children —
but great for YOU and grandparents!

/ VUL /////////////'/'/'/m”n -
SCIENCE TEACHERS

//////// /%// g e
{’///a i TRAINING COURSE
" for Rudolf Steiner (Waldorf) Schools

/I"‘W///////ﬂ
////%

/ The course runs from early September to late June but those applying from the
7 Southern Hemisphere could, if necessary, follow the first term with teaching practice
{ and supplementary work in their home countries. The course includes:

This one year full-time course, begun in 1986, is built around the question:
“How do we meet today’s adolescents with a meaningful science curriculum
based on spiritual science?”

e Curriculum study of Upper/High School science subjects
Observation of classes and teaching practice in U.K. schools

Rudolf Steiner’s Scientific-Lecture courses © Laboratory Practical
Study of adolescence e Teaching skills (preparation, discipline etc.)
Weekly Painting, Eurythmy, Modelling and Speech

If you have a real wish to teach science in a Steiner (Waldorf) Upper (High) School, then
please write to Graham Kennish, Science Teachers’ Training Course for further details.

Wynstones School Whaddon Gloucester GL4 OUF United Kingdom Tel: (01452) 522475) (24 hour tape)
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Hawthorn Press

Books for Parents

All Year Round

A, Druitt, C. Fynes-Clinton, M. Rowling
Brimming with seasonal stories, activities, crafts, poems and
recipes; this book offers a guide to celebration for families.

S

Troll of Tree Hill
Judy Large
60pp; 1 869 890 744;£9.95; 240 x 310mm.

Books for Teachers
Creative Form Drawing 1, 2, 3

R. Kutzli

Child’s Play 1 & 2; Child’s Play 3

W. van Haren, R. Kischnick

Drawing and Painting in
Steiner Schools
M. Junemann

Foreign Language Teaching in

Rudolf Steiner Schools
M. Stott

Games Children Play
K. Brooking Payne

In Place of the Self:
How drugs work

R. Dunselman

Lighting Fires

J. Smit

Music for Young Children
R. Jacobs

288pp5 1 869 890 477; September 1995; £12.95; 200 x 250mm.

Festivals Together
S. Fitzjohn, M. Weston, J. Large
244pp; 1 869 890 469;,£12.95; 200 x 250mm.

Other Wise Man

H. van Dyck - Retold by G. Bradford Millar
64pp; 1 869 890 663;£5.95; 215 x 138mm.

Parenting for a Healthy Future

D. Coplen

A commonsense approach to the challenging

art of parenting.

148pp; 1 869 890 531;£7.95; 215 x 138mm. 5
Arg

s )

Origin and Development of Language

R. Wilkinson
Renewing Education
F. Edmunds
Rudolf Steiner Hawthorn Press
R. Lissau Tel: (01453) 757040
Sing Me the Creation Fax: (01453) 751138
P. Matthews
) UK.

ﬁ“g ':tt For catalogue apply
V. ieroued Chilifhosd to Hawthorn House,

oyage throug. ildhoo
into the Adult World 1 Lansdown Lane,

Stroud, GL5 1B]

E. Frommer



