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Mreciate the comments we have

received regarding the new look of the Research
Bulletin as well as positive responses to the initial
reports by our newly-appointed Research Fellows,
who will continue with each issue of the Bulletin
to track interesting and relevant educational
research worldwide. The present issue includes
their latest work and introduces an article by our
newest Fellow, Philip Incao, M.D.

In imagining key research topics for future
issues of the Bulletin, we have drafted a list of
twelve areas of interest. They are listed below, not
in any particular order. We welcome readers’ sug-
gestions and comments.

Twelve Research Questions/Projects
® Research the effects of physical movement
on speech (e.g., fluency, syntax, grammar).

e Compare Phase II of our Waldorf Graduates
Survey with results of a similar survey of
Waldorf students in Germany and
Switzerland.

® Analyze Phase II of this survey, especially
with regard to the health of Waldorf school
graduates. Explore how the physical and men-
tal health of Waldorf school alumni compares
with the wellbeing of comparable age groups.

® Research the health and resilience of present
Waldorf school students, drawing upon the
expertise of Waldorf school early childhood
teachers and anthroposophical physicians.

® Support and disseminate recent research on
the teaching of grammar in Waldorf elemen-
tary and high schools.

® Explore whether or not developmental stages
in childhood have accelerated during the past
two decades.

e Document whether or not Waldorf education
prevents or retards premature sexual develop-
ment.

® Research the effects of standardized testing
on students.

Report from the Co-Directors

® Investigate different forms of testing, such as
multiple choice, matching, fill-in, and essay,
and compare them to assessment by means
of imaginative recall. Discover which methods
best help students retain information.

¢ Research the effects of academic pressure on
preschool children and gauge the effective-
ness of play as an antidote.

® Undertake a study of class teacher resilience
and longevity, including evaluations that
schools use to determine whether or not
teachers should carry their classes to the
eighth grade or be replaced by specialists dur-
ing the middle grades.

e Research the nature of the creative moment.
Explore which bodies or aspects of the chil-
dren participate in this moment and how this
moment may be transferred to other aspects
of the children’s life. How do children charac-
terize a creative experience?

We have recently become aware of an inter-
esting European study on school readiness. Our
colleagues in the International Kindergarten
Association formed a working group, consisting of
Margarete Kaiser, Claudia McKeen, Martyn
Rawson, and Konrad Schmidet, to study thorough-
ly the transition from kindergarten to first grade.
They devised and implemented research instru-
ments to document child observations, stages of
child development, and the learning capacities of
children in Waldorf early childhood programs and
in the first years of Waldorf schools. The project
involved the collaboration of kindergarten teach-
ers, class teachers, and school doctors.

This topic is of immediate interest to us in
North America. The Research Institute is partner-
ing with the Waldorf Early Childhood Association
of North America (WECAN) and the Association
of Waldorf Schools of North America (AWSNA) to
translate and distribute this important work to
Waldorf schools in North America. The issue of
school readiness demarcates a new battle line in
the assault of (mis)education on healthy child-
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4 - Report from the Co-Directors

hood. In order to preserve and protect childhood,
there must be a greater understanding of the
unique nature of learning and development in the
early years. In addition, Waldorf educators are
increasingly being asked to justify—to parents
and to authorities—why Waldorf schools do not
introduce abstract academics into kindergarten
and the early grades. We need to be able to sup-
port our practices with research and documenta-
tion.

The European study, once translated, will
offer crucial evidence in the debate with govern-
ment officials and the general public concerning
“quality assurance” and policy issues such as the
lowering of school entrance age and the early
introduction of academic subjects.

It is our hope that every Waldorf teacher in
North America will see the value of subscribing to
the Research Bulletin and that some of them will
join our research efforts by participating in the
activities of the Research Institute. A new
brochure that explains the Research Institute’s
mission and activities and that provides a sub-
scription form for the Research Bulletin is available
by writing to us at

researchinstitute@earthlink.net

or by contacting us at (603) 654-2566.
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e are pleased to bring you this second issue
of the Research Bulletin in its new format. Reading
through the material in this issue we hope you
will find research that supports your work and
what you already know, and also material that
provokes new thinking or that sparks further
investigation. In our last issue, for example, a
brief piece on spiritual research (“The Four Phases
of Research,” Research Bulletin, Vol. XI, No. 1, p.
36) defined it in terms that set the concepts of
spiritual or “alchemical” research against a con-
cept of conventional research. Here, Aksel Hugo
describes spiritual research as a series of exten-
sions of conventional research. From different
points of view, we find that both positions are
valid and helpful. Martyn Rawson, in this issue,
examines carefully several of the questions sur-
rounding what is often called “first grade readi-
ness.” Not all readers will necessarily agree with
the course of his argument, but the conversation
he opens is necessary and valuable. Fostering a
more sophisticated approach to the question of
school readiness will help all schools.

We hope, too, that you will notice the threads
that connect the work of one researcher to the
work of another, or the echoes of one voice in the
work of another. Van James and Magda Lissau,
independently, refer human experience to “the
Seven Arts.” Read together, their very different
articles reinforce one another in surprising ways.
Similarly, Arthur Auer’s article on teaching read-
ing is bolstered by recent research on creativity,
which, in turn, supports James and Lissau. David
Mitchell’s review of work on “nature deficit disor-
der” is closely aligned both with Philip Incao’s
review of medical research and with Jon McAlice’s
review of Kay Hymowitz’s work on “anticultural-
ism.” In reading these articles, an image of health
arises in which body and mind are one, and in
which human experience of the world is funda-
mentally associated with health or disease.

In order to educate, all teachers must have a
view or an image, implicit or explicit, of what it is
to be human. We could well say that this image

From the Editor

Steshen Keith Sugarin

underlies any attempt or approach to teaching
and to thinking about teaching. Previous such
images in the history of education have included a
notion of children born into original sin—sin that
had then to be beaten out of them. Or children, as
in Rousseau, born innately good and then tended,
as a garden, in order to ward off the corrupting
influence of society. Or children growing into com-
munity, as in Dewey, requiring socialization. In
one way or another, each of the articles in this
issue—and the work of the Research Institute in
general—addresses or illuminates a portion of the
image synthesized for us first or most clearly by
Rudolf Steiner. This is true of previous issues, and
it will be true of issues in the future.

Reading through the contents that follow,
however, brings this point powerfully enough to
mind to mention it now. In particular, the image
of a human being that appears strongly in differ-
ent ways in many of the articles and reviews of
the present issue is of a creative being. The arts,
and creativity in general, are not peripheral
enhancements to an education. They are the root
of human experience of the world and deserve to
be placed at the center of educational theory and
practice. Further, as children grow and develop,
they move from a physical engagement with the
world—architectural and sculptural, according to
Lissau—to a more internalized, mature engage-
ment. True education addresses, as Waldorf
schools attempt to do, the myriad and subtle
transformations and experiences—and the ways
in which adults can guide young people through
these—that constitute a good education for a
human being.
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6 - Seeking Sustaining Financial Support

The Research Institute is seeking financial sup-
port to expand its work. If you wish to make a contri-
bution or are aware of an individual or a Foundation
that may be interested in supporting the research of
Waldorf education, please contact David Mitchell or
Douglas Gerwin at:

researchinstitute@earthlink.net

or

(603) 654-2566
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Reading in Waldorf Schools Begins in Kindergarten
and Avoids Clouding the Mind’s Eye

Universal Literacy: A Recent
Experiment in Evolution

L earning to read abstract alphabet symbols
and words is a recent activity for most groups of

people on the planet—a new experiment in evolu-
tion. For more than 100,000 years, through physi-

cal, hands-on interaction with the world and
through oral communication, young homo sapiens

have successfully sculpted the neural circuitry of a

healthy intelligence without this skill. For most of
the 5,000 years since the invention of writing,

most human beings have not had the opportunity
or the social need to learn to read. Only in the last

hundred years or so has a significant percentage
of the earth’s population learned to read and
write.

Because of the recent advent of literacy as a
human convention, there has scarcely been the
time biologically for primary neural mechanisms
to evolve specifically for reading and writing. The
brain has had to rig various
secondary set-ups to accom-
modate this new unnatural
function. According to neuro-
science, the brain is resource-
ful and can “co-opt one struc-
ture that might have evolved
for an entirely different pur-
pose and apply it to another
function altogether.”! As one
neuroscientist points out,
however, there is in this co-
opting and improvising
process an overlooked cost to
acquiring literacy (see below).

It is no wonder, then, that
children learn to read in a
variety of ways—some by
sight, others by sound, or oth-
ers by a combination of differ-

ent modes that depends on how the brain accom-

modates this new skill. It is also not surprising

Because of the recent
advent of literacy as a
human convention, there
has scarcely been the time
biologically for primary
neural mechanisms to
evolve specifically for
reading and writing.

The brain has had to rig
various secondary set-ups
to accommodate this new
unnatural function.

Arthr Auer

that learning to read has been characterized as
one of the most complex neurological acts a
human being may undergo. And yet millions of
children today pick up this symbolic deciphering
with apparent ease. Many appear to teach them-
selves. In contrast to these successes, however, the
mystery remains of that significant minority
which does not so easily take to this modern inno-
vation—the so-called dyslexics, the “dys-readers.”
How do we account for their experience? What
may their plight teach us?

Reading Embraces a Host of Activities
Reading in Waldorf schools begins in kindergarten
and nursery. Early childhood teachers create a
loving environment in which young children
strengthen their ability to “read” the world. In so
doing, they simultaneously “write” into their neu-
ral networks the full set of sensory, motor, verbal,
and mental skills that belong to the repertoire of
reading. As kindergartners listen attentively to a
fairy tale, they learn to aural-
ly differentiate and decipher
the meaning of sounds,
words, sentences, and whole
stories; simultaneously they
begin to exercise the sequen-
tial inner imaging necessary
for remembering and for
good comprehension skills;
and, above all, they are
learning to devote increased
attention to words.

Through rhythmic artis-
tic activities such as singing
and recitation, kindergart-
ners act out, articulate, prac-
tice, and “write” into them-
selves the language sounding
around them. Through paint-
ing, they “read” colors and
shapes on the two-dimensional surface reality of a
page. This ripens their vision for surface, the nec-
essary precursor for a more awakened, focused
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8 - Reading in Waldorf Schools Begins in Kindergarten and Avoids Clouding the Mind’s Eye

vision that they develop only later around age
eight for reading small print. Further, in this
process kindergartners use large “pencils with
bristles” called paintbrushes, to put down strokes
of color and strengthen the eye-hand coordination
so vital to writing. In drawing with stick crayons,
they start to more graphically and abstractly
delineate their figures as a meaningful picture
writing that tells a story through colorful images
and movements.

Both painting and drawing involve hand
activity that provides children with a major mode
for “writing” experiences into their brains and
bodies. Children “read” and interpret the things of
the world constantly by grasping them first man-
ually and then verbally and men-
tally. All of the fine hand motor
and gross motor body move-
ments and activities of a Waldorf
school kindergarten contribute to
this internal inscribing process,
sculpturally shaping images in
beeswax or dough into loaf forms
or making those delicious mud
pies; all the handcrafts and
rhythmic activities such as
sweeping and hammering at a lit-
tle work bench; and singing and
reciting rhymes with rhythmic hand clapping, ges-
tures, and sequential stepping. According to
Steiner’s research, we learn to grasp the contours
of language and sentences with our legs and to
modulate inflection and the plastic formation of
words with our arms and fingers. Our whole body
becomes the organ for the sense of word. That is
why the art of eurythmy, which starts in early
childhood and continues through grade school
and high school, may be seen as the quintessen-
tial, unifying activity of Waldorf education:

When we let children do eurythmy, what are
we actually doing then? Instead of giving them
sticks of crayon with which to write an “A” or
an “F”—an activity with which they have a
purely cognitive connection—we let the chil-
dren write into the world, through their own
human form, what constitutes the content of
language. The human being is not directed to
abstract symbols but allowed to write into the
world what can be inscribed through his or her
organism.?2
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Developmentally,
we know that the
nervous systems
and sensory-motor
capacities of
children gradually
ripen step by step

A Joyful Waldorf School Moment:
Embracing Books, Writing, and
Reading in First Grade

Eurythmy and all of the preliminary writing and
reading activities of the kindergarten naturally
flow into a Waldorf school first grade and are
repeated at a more advanced, formal level, with
new mental energies now available at school age.
According to Steiner’s research, a child’s life forces
have sculpted a major part of the physical body
by age six or seven, resulting in a certain surplus.
It was his remarkable discovery that this surplus
of life energy then becomes ready and available
for the mental life of the soul and the growth of
imagination. (Plants turn light into life and we as
human beings turn life back into
light, the inner light of knowledge.)
At school age, children become able
to retain the inner mental images
that they “sculpt” in the mind’s eye,
even when they are separated and
abstracted from the immediate
presence of sense percepts. This
matured capacity for retained men-
tal picturing and imagination is one
of the significant factors that indi-
cate school readiness. Children in
the early grades gain the mental
power and eidetic ability to re-envision and recall
pictures based on a matured memory capacity.
They vividly reassemble and remember their expe-
riences, synthesized from different parts of their
brain, organism, and soul. All of this is possible
because of new life forces that have been released
for the next stage of life—a body of formative

energy forces that Steiner characterizes as a “life
bOdy”:

With the change of teeth ... the time begins
when the life body can be worked on through
external education. We must be very clear
about what works on the life body from the
outside. The formation and growth of the life
body means the shaping and developing of
inclinations and habits, of the conscience,
character, memory, and temperament. The life
body is worked on through pictures and exam-
ples—that is, through a child’s carefully guid-
ed imagination.s
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Furthermore, as they
start school with a new kind
of energy, many children
manifest an increasing
social interest in various
aspects of life including soci-
ety’s practical symbols and
signs— those little skeleton-
like marks that grown-ups
use for writing and reading.
This interest constitutes an
important moment in a
child’s life. Steiner therefore
recommends that the first
grade teacher build an
intense anticipation and
eagerness for formal read-
ing in the first lesson:

Look how grown-ups have

books and can read. You

cannot read yet, but you will learn to read.
When you have learned how to read you will
also be able to take books and learn from
them as grown-ups learn from them. Adults
can write letters to each other; in fact, they
can write down anything they like. Soon you
will also be able to write letters, because you
will also learn to write.#

In this first day proclamation, a teacher also
creates a mood of reverence for what adults as
role models have learned and for the wonder of
human hands. Children, you are going to do
something today! First graders right from the
start plunge into hand activity and letter forma-
tion—with the help of action geometry—Ileading
into writing and reading the books they them-
selves, with gusto, compose and illustrate. Soon
parents start to report that children, with joy, are
reading road signs on the way to and from
school.

Timing and Pace are of the
Developmental Essence

If many young children become so eager to read
at around age seven, why not quickly focus on
real factory-made books and imprint their fine
machine print into children’s memories and nerv-
ous systems? After all, it can be done rapidly and
is being done earlier and earlier almost every-

How the lanquage arts
are approached in the
first three grades has a
major influence not only
on the fine neuroplastic
articulation of these
speech areas but also on
other centers of the
brain, centers that are
interconnected and share
a common and limited
pool of precious life
energy for development.

where. Why do Waldorf school
teachers take the first term of
roughly four months in the
first grade to artistically and
rhythmically introduce the
alphabet in such an animated,
magical way? Why do the chil-
dren read a carefully crafted
selection of verses and sen-
tences that they themselves
have rhythmically learned by
heart and then written down
in their own hand?

Developmentally, we know
that the nervous systems and
sensory-motor capacities of
children gradually ripen step
by step. Of primary impor-
tance to all reading, writing,
and overall language develop-
ment, for example, is the gradual formation of
language areas of the brain. Over the course of
first, second, and third grades, these are still
shaping themselves significantly. These areas are
found on the left side of the brain in 95% of all
individuals, left- or right-handed. They need time
through the “nine- or ten-year-old change” and
beyond to become established. (The so-called
“nine-year-old change” is a shift in consciousness
that takes place on average between the ninth
and tenth birthdays. Children feel their souls as
separate from the surrounding world.) How the
language arts are approached in the first three
grades has a major influence not only on the fine
neuroplastic articulation of these speech areas but
also on other centers of the brain, centers that are
interconnected and share a common and limited
pool of precious life energy for development.
Recent studies of the brain have shown that lan-
guage development is far more complex than pre-
viously thought and that all kinds of unsuspected
functions become involved during language for-
mation.

Recall that reading is “unnatural” and “co-
opts” other functions. Overusing energies in one
area can lead to shortchanging the proper shap-
ing of others, especially in the highly formative
stages of ages six to twelve. (This reallocation
phenomenon often demonstrates itself to an
extreme in mental handicaps where intense
overdevelopment of one capacity is associated

. S - . %
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10 - Reading in Waldorf Schools Begins in Kindergarten and Avoids Clouding the Mind’s Eye

with underdevelopment in another. For example,
idiot-savants can have incredible calculating pow-
ers but can have difficulty in dressing themselves.)

Each child has its own complex neurophysio-
logical clock and configuration. In my experience,
neurological maturity for learning to read varies
considerably in children and ranges widely from
about six to eleven years of age, with a midpoint
around ages eight to nine, a time when most chil-
dren in Waldorf schools are in
what I would call a “take-off
stage” of reading. What also has
to be taken into account and is
often overlooked is that a child’s
eyes are only physically ready for
focusing on print around age
eight. Reading before then can
overstrain young eyes. According
to neurophysiologist Carla
Hannaford:

The muscles of the eye ... play
an important part in classroom
learning. Before entering school, three-dimen-
sional and peripheral vision allow the greatest
environmental learning. They integrate the
visual with the kinesthetic to understand
shapes, movement of natural forms and spa-
tial awareness. When children enter school,
they are often expected to quickly develop
their foveal focus for up close, two-dimension-
al paper work. At school foveal focus is neces-
sary to see small, static, two-dimensional let-
ters on a page. The transition from three-
dimensional and peripheral to foveal focus is
very abrupt and in many cases unnatural. . . .5

By age seven or eight, as the frontal lobes of
the cerebrum mature, fine motor coordination
of muscles throughout the body naturally
develops. Before then, we have good peripher-
al and depth vision, but it is only when the
frontal eye field of the frontal lobes matures
that accurate enough eye teaming is possible
for two-dimensional focus. Eye teaming occurs
when the dominant eye tracks across a page
of writing and the non-dominant eye follows
the movements exactly and blends the infor-
mation, binocular vision. . . . These fine motor
movements ensure ease of information gather-
ing and point to another physiological reason
for not starting the reading process until age
seven or, preferably, age eight.¢
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Given these critical
factors of eye
readiness and the
complex diversity of
neural maturity, it
makes sense to
proceed gradually in
the early grades.

The Danish school system, respecting natural
brain developmental patterns, does not start
children in school until six or seven years of
age. They teach writing and reading from a
holistic, gestalt processing format and then
move to the details later, around age eight,
when the logic hemisphere is ready to handle
it. Reading is not taught until age eight — and
Denmark boasts 100% literacy.”

Given these critical factors of
eye readiness and the complex
diversity of neural maturity, it
makes sense to proceed gradually
in the early grades. Waldorf
school teachers use rhythms and
repetitions of verses, songs, and
other artistic activities to help the
language experience integrate
itself organically into the child’s
whole being—into chest and
limbs, with the head slowly awak-
ening. The chest’s rhythmic sys-
tem of heart and lungs never
seems to tire physically. Because of this, rhythm-
based exercises buoy a child’s interest and energy
rather than wear them out. Such a method allows
high quality artistic impressions to gently sink
into the neural substrate and allow it to ripen
organically:

[Wlhen the right time comes, reading will not
be anchored too loosely, which can happen,
nor too tightly, as if each letter were making a
kind of a scratch upon the tender soul-sub-
stance of the child.s

Overtaxing children’s still maturing brains
does not necessarily produce healthy neural for-
mations for reading or for other, similar functions.
Steiner strenuously objected to what he saw as a
“pushing’ of a foreign body [reading] into the
child’s organism,” causing what he termed “mal-
formations” and “damage by . . . introducing
reading and writing . . . in the wrong way. . . .
[For him,] what is learned more slowly at any
given age is more surely and healthily absorbed
by the organism, than what is crammed into
it. .. .”? Yet, societies today all over the world
increasingly pressure many youngsters into read-
ing print, as early as age three and frequently at
age four or five. (I recently spotted a Reading
Academy for three-year-olds in Florida.)
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In contrast, writing and reading, in my experi-
ence of the Waldorf school approach, start only in
first grade and reach a “take-off” phase after age
eight as the child approaches the so-called “nine-
to ten-year-old change.” The process of learning
to read in a Waldorf elementary school involves
the following stages:

Initially, class teachers give first graders an
extended time to neurologically digest alphabet
letters, words, verses, and stories immersed in a
multi-sided artistic process.

In first grade and the first half of second
grade, students read what they have handwritten
in relatively large letters in books that they have
made themselves.

From the last half of second grade through
third and into fourth grade they are increasingly
gobbling down, in groups and individually,
numerous printed readers consisting of high quali-
ty children’s literature. Having heard so many sto-
ries from their teachers directly, books become a
vehicle to discover more of the same on their own
and satisfy their healthy
appetites for more.

In the upper elementary
grades, 4 through 8, students
rise to a new level: reading to
learn. They love to devour and
discuss a lot of good literature,
literature that depicts moving
life-issues. The enjoyment of
reading has not been tainted
by unconscious feelings of
stress and anxiousness, or,
even worse, phobia or
burnout.

thinking.
A Creative Compromise
Interestingly, Steiner’s recom-
mendations for beginning reading in the early
grades were a philosophical compromise. For him,
the ideal time, developmentally, to learn the
abstracting process of reading was around eleven
to twelve years of age. This is the stage at which
the brain and nervous system actually begin to
develop abstract thinking. (Compare Piaget’s
stage of “formal operations.”) Children who, for
unusual reasons, have not been exposed to read-
ing until age twelve have been known to pick it up
very quickly. Steiner realized, however, that such a

[Tlhe ideal time,
developmentally, to
learn the abstracting
process of reading was
around eleven to twelve
years of age. This is the
stage at which the
brain and nervous
system actually begin
to develop abstract

delay would be impossible in a fast-paced modern
society:

People will object that the children then [at age
eleven or twelve] learn to read and write too
late. This is said only because it is not known
today how harmful it is when the children
learn to read and write too soon. It is a very
bad thing to be able to write early. Reading
and writing as we have them today are really
not suited to the human being till a later
age—the eleventh or twelfth year—and the
more a child is blessed with not being able to
read and write well before this age, the better
it is for the later years of life. A child who can-
not write properly at thirteen or fourteen (I
can speak out of my own experience because I
could not do it at that age) is not so hindered
for later spiritual development as one who
early, at seven or eight years, can already read
and write perfectly. These are things that the
teacher must notice. Naturally you will not be
able to proceed as you really should today
because the children have to pass from your
independent school into public
life. But a great deal can be
done nevertheless when you
know these things. It is a ques-
tion of knowledge. And your
knowledge must show you,
above dll, that it is quite
wrong to teach reading before
writing. In writing, especially
if it is developed from the
painting-drawing, drawing-
painting that I have spoken of,
the whole human being is
active—the fingers take part,
the body is positioned, the
whole person is engaged. In
reading only the head is occu-
pied and anything that only
occupies a part of the organ-
ism and leaves the remaining parts impassive
should be taught as late as possible. It is most
important first to bring the whole being into
movement, and later on the single parts.10

Notice in the previous quotation that Steiner
is speaking from personal experience. According
to the academic standards of his day, he himself
was apparently deficient in some areas such as
spelling and writing in the early elementary years.
Falsely accused of starting a commotion in school
at age seven, his father withdrew him and he was
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12 - Reading in Waldorf Schools Begins in Kindergarten and Avoids Clouding the Mind’s Eye

taught at home for a time—homeschooled!
Spared certain deadening educational methods
early on, the development of his mental and spiri-
tual make-up was unhindered:

...When, as is the custom to-day, a child is
obliged as early as the sixth or seventh year to
learn to read and write, it is torture for the
soul that wants to develop and unfold in
accordance with its own nature. I can only
repeat what I have already told you in my
autobiography, that I owe the removal of
many hindrances to the circumstance that
when [ was twelve years old I was still unable
to write properly. For the capacity of being
able to write, in the way that is demanded
today, kills certain qualities in the human
being. . . . Modern civilization makes bodies
unfit.11

Steiner, in this particular lecture
cycle, does not discuss the specifics
of the educational practices that
make “bodies unfit” nor does he dis-
cuss the positive qualities that are
sacrificed. In other lecture courses,
however, he gives numerous exam-
ples of how bad teaching can be
correlated with specific illnesses in later life. More
important, his educational talks contain many
indications of the positive qualities and capacities
that he wanted to be fostered by Waldorf school
methods.

The Cost of Reading Too Early:
Clouding the Mind’s Eye

Perhaps the foremost example of such a capacity
is the precious quality or capacity of imagination.
It is one we know can be killed by deadening
school practices. Steiner placed this faculty at the
heart of Waldorf education. The ability to form
and retain inner images (mental picturing) gives
the human being both a memory of experiences
and a personal identity as an “l.” Each of us, how-
ever, is able to go beyond just making immediate
images in response to the moment or recalling
memory pictures. We can also evolve images
inwardly so that they transcend the present and
the past. Mere picture-making in the mind takes
wing, so to speak, and becomes imagination in its
truest, most developed sense. Through this
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Imagination . . .
can be killed by
deadening school
practices.

expanded capacity we are able to create new con-
figurations of images so that new ideas can come
about. We can inwardly imagine something
changing into future forms that have not yet
existed in physical reality. This future-oriented,
creative quality is of the highest universal value to
all human beings in all walks of life. In fact, one
can argue, imagination makes us truly human.
And we can learn from observing our chil-
dren. Most children enter kindergarten and the
early grades “trailing clouds of glory,” evidence of
a burgeoning imagination. They begin to make
the transition from picture-formation that is
dependent on the presence of sense percepts to
picture-formations that can be retained independ-
ently in the soul. These are then available to be
more creatively evolved. At around age seven,
according to Steiner,

...the quality that makes a child
under seven so wholly into a
sense-organ now becomes more
inward; it enters the soul life. The
sense organs do not think; they
perceive pictures, or rather they
form pictures from the external
objects. And even when the child’s
sense experiences have already a quality of
soul, it is not a thought that emerges but an
image, albeit a soul image, an imaginative pic-
ture. Therefore in your teaching you must
work in pictures, in images. Now you can
work least of all in pictures if you are teaching
children something that is really quite foreign
to them. For example, the calligraphy of today
is quite foreign to children both in written or
printed letters.12

Teachers and parents, then, need to be aware
that the first three grades see a gradual change
through a new stage of pictorial thinking that
heads gently toward a more intellectual thinking,
one that only comes into its own around age
twelve. A child’s life forces must still be served by
a learning process that has a strong motor and
sensory component. But it is the new element of
imagination, with plenty of colorful pictures for
the mind’s eye, that becomes the key to a whole-
some transition:

Whatever is filled with deep meaning that
works through pictures and allegories is proper
for these years. The life body will unfold its
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forces if a well-ordered imagination is allowed
to take guidance from the inner meaning it dis-
covers for itself in pictures and allegories—
whether seen in real life or communicated to
the mind. It is not abstract concepts that work
in the right way on the growing life body, but
rather what is seen and perceived—indeed,
not with external senses, but with the mind’s
eye. Such seeing and perceiving is the proper
means of education for these years.13

It is central to Waldorf education’s mission to
cultivate, nurture, and restore the imaginative
quality with which young children are naturally
endowed. Intrinsic to Steiner’s educational
approach to learning writing and reading is the
effort not to interfere with imagination in its natu-
ral growth but rather to enhance and strengthen
it.

Like childhood itself, however, the capacity of
imagination in some educators’ and researchers’
minds might well be placed at the top of a cultur-
al endangered species list. Recent discoveries in
neuroscience are beginning to provide concrete
clues about the challenge of fostering this faculty
in today’s world. There is provocative new evi-
dence that the over-emphasis of left brain lan-
guage development can and does
occur at the expense of right-
brain capacities such as imagina-
tion. Strong cultural emphasis on
the sequential, logical, word-
based intellect of the left brain
can result in a dimming or even
blinding of an innate inner pictur-
ing in the mind’s eye. As neurosci-
entist Ian Robertson points out:

Western societies have largely
lost the ability to think in images
rather than words. ...[M]odern
neuroscience backs [this up].
...[1lt is the nature of words that
they tend to transform experi-
ences into a rather bloodless
code that can starve our brains
of the rich images that wordless imagining can
evoke. Language is the great achievement of
evolution—an essential ingredient in what
makes human beings unique on the planet. But
there are costs to the way we have grown
dependent on the spoken and written word.
Imagery consists of the mental sights, sounds,

There is provocative
new evidence [in
neuro-science] that
the over-emphasis of
left brain lanquage
development can and
does occur at the
expense of right-brain
capacities such as
imagination.

smells, tastes, touch, and other bodily sensa-
tions that we can re-create with incredible
vividness in that private, infinite universe with-
in our skulls. The human brain is the most
complex object in the known universe and it
has the most incredible abilities, some of
which—Ilike imagery—are underused. Imagery
is important, but in Western culture, language
is king. In school we steadily wrap our chil-
dren’s brains in the “cool web of language” [as
the poet Robert Graves calls it in his poem of
that title]. It would be terrible if we didn’t, but
there is a cost to everything. By neglecting
imagery we risk the withering of a whole set
of quite remarkable mental capacities. . . .
Children think mostly in images before word-
dominated school clouds their mind’s eye.14

Meeting the Challenge Artistically

If literacy, rooted so deeply in our culture, has a
dampening and perhaps even blinding affect, it
may seem that a diminution of imagination is
hardly to be prevented. And yet that loss or cost
is exactly what Steiner’s new method strives to
avoid. As a practical idealist, he recognized that
in order to have a school in modern times, one
had to have children start reading and writing in
the first grade, but that “we must
ensure that, when we do so, we
are not hurting them.”15 He there-
fore ingeniously recruits some of
that “whole set of quite remark-
able mental capacities” and what
we now describe as right-brain
capacities, such as image forma-
tion and the experience of emo-
tion—capacities that Robertson
says would otherwise wither—
and uses them to learn to read.
Adverse intellectual effects are
thereby balanced out, as both
sides of the brain are used to
elaborate a many-sided writing
and reading ability. For his
method, Steiner enlists a full range of sensory and
performance activities including image-filled sto-
rytelling, sonorous and well-formed speaking, pic-
ture making, action geometry, and beautiful
hand-writing (“calligraphy” derives from the Greek
kali-graphia, “good writing”). All of these form a
rich language arts curriculum that culminates in
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14 - Reading in Waldorf Schools Begins in Kindergarten and Avoids Clouding the Mind’s Eye

reading abstract machine print. For Steiner, there
was no better vehicle for this purpose than a vari-

ety of arts which exercise fundamental sensory

and performance skills and shape the brain pro-
foundly. His approach was intended, above all, to
imbue the children’s experience with imagination
warmed by enthusiastic “hearts-on” and artistic

hands-on activity:

The whole process of development is spoiled if
the child is led straight away to what is
abstract and she is taught to carry out any
activity by means of a purely

mental concept. On the other

system—indeed into the whole human organ-
ism. . . . It is of incalculable benefit to the child
if we develop this element of feeling in writing
and then allow a faint echo of the intellect to
enter as she re-discovers in reading what she
has already experienced in writing. There is
then a gentle accompaniment from the intel-
lect. . . . Between the ages of seven and nine
or nine-and-a-half it is essential that the teach-
ing shall make a direct appeal to the element
of feeling. The child must receive the various
forms of the letters into her life of feeling.1¢

The beginning reading
process for six to eight year

hand, a healthy growth will : ) :

always ensue i?c?ctual activi- Steiner’s mthOd CCI"S olds is not allowed t‘o },)rema-
ty is introduced first and the for a balancmg of tu.relg Separc]lcte a child’s 'Cl?ln-h
idea is only afterwards . . . L sciousness of oneness with the
unfolded out of the activity. mu.]t.lple ]nte"]g?nces world, as naturally happens
Reading is essentially a men- vohtlonal, emotlonal, further on at age nine or ten.
tal act. Therefore, if reading and intellectual—that In the first grade, cognitive

is taught first, and not after

intellect is present, but in the

Writing, the child is prema- a]]ows the tru]y r]ght age_appropriate propor-
turely involved in a process of human to incarnate as tion as a “gentle accompani-

development exclusively con-

cerned with the head instead fU"g as possible.

of with the forces of her

whole being. By such meth-

ods as these, education can be guided into a
sphere that embraces the whole human
being—into the realm of art. This must indeed
be the aim of all our teaching up to the age of
about nine and a half. Pictures, rhythms,
measure—these qualities must pervade all our
teaching. Everything else is premature. It is for
this reason utterly impossible before this age
[of 9-10] to convey anything to the child in
which strong distinctions are made between
herself and the outer world. Hence, when she
first comes to school, ...[for example] we shall
not merely speak of the plants, but we shall
speak of them as living beings, as holding con-
verse with us and with each other in such a
way that the child’s outlook on nature and
man is filled with imagination. ...The more we
enable the child thus to flow out into her
whole environment, the more vividly we
describe plant, animal and stone, so that in
them weaving, articulate spirituality is wafted
towards her, the more adequately do we
respond to the demands of her innermost
being in these early years. They are years
when the feeling life of the soul must flow into
the processes of breathing and of the circula-
tion of the blood and into the whole vascular

e A - - 4 ,
Regearch /))////’///1 '7&/771% 2006 - l(,/‘/mu' 77 #22
-/

ment,” a slowly ripening seed
for future unfolding around
ages eleven or twelve.
Germinating intellect is balanced by the “breath-
ing-enhancing, blood-warming” effects of inner
visualization and the dynamic gross motor forces
of eurythmy and other activities. Whole body
movement and engagement are artistically con-
gealed into the smaller, more academic format of
fine motor painting, drawing, or writing of letters
born from living pictures:

...And if we then do not take recourse to
abstract symbols when we teach reading and
writing [in grade 1], but do this through pic-
tures, we do not distance ourselves from the
real being when we must activate it, we do not
let the human being get fully away from it.
Through effort and practice we employ the
whole of the human being. . . . When we teach
eurythmy, when the movements contain the
things the children are to learn in writing, we
bring these two parts—body and soul-spirit—
closer together. And in the children’s artistic
activities, when the letters emerge from pic-
tures, we have one and the same activity—
now, however, tinged by soul and spirit—as in
eurythmic movements or in listening to
singing, a process in which the children’s own
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consciousness is employed. . . . Children
whose writing and reading activities are bal-
anced by something else will grow into full
human beings.1?

Steiner’s method calls for a balancing of mul-
tiple intelligences—uvolitional, emotional, and
intellectual—that allows the truly human to
incarnate as fully as possible. In addition to stim-
ulating imagination, Steiner’s method also
enhances listening and hearing— abilities he sees
developing into the creative resource of true inspi-
ration in life and a quality of attentive openness.
And when he describes the ability to “flow out
into the whole environment” and be one with it,
he is pointing toward another important human
capacity, one that he calls intuition. He character-
izes this as the ability of a person to project her
consciousness into the world—into other beings
and other things—in a loving, interested way. For
Steiner, how we learn to read—and how we learn
other subjects in our formative years—can either
isolate us from or connect us with our surround-
ings and our fellow human beings.
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Universal Human Nature

The Challenge of the Transition from Kindergarten to
Elementary School

; he global trend toward early schooling and the

pressures on children to become early learners
have grown considerably in recent years. Several
factors have played into this, including the shock
of PISA results;! the trend toward quality assur-
ance in education through the introduction of
standards; and the effects of globalization. Many
countries have realized that if they want to com-
pete they must have a better educated workforce.
Their unquestioned assumption is that the earlier
they start their education the better.

The Lack of a Unifying Image of the
Human Being

These external political factors are powerful.
What makes the trend to earlier schooling harder
to counter, however, is the fact that the science
underpinning our understanding of what it means
to be a human being, and, in particular, what it
means to be a young, developing human being,
has also fundamentally altered. In the post-mod-
ern age, there is no consensus about human
nature, no unifying theory, and not even an
agreed-upon framework for development.
Geneticists discover ever more structures within
the human genome that influence this or that
behavior or developmental pattern, but they have
not found a universal timetable for children’s
growth. The clearest charac-
teristic of the human being
to emerge from contempo-
rary genetics is just how
plastic, flexible, and variable
human beings are. One could
say that which is universally
human is essentially individ-
ual.

Brain science and devel-
opmental psychology have
given us a picture of children
actively co-constructing their
minds, their language, and

What makes the trend to
earlier schooling harder to
counter, however, is the fact
that the science underpin-
ning our understanding of
what it means to be a human
being, and, in particular,
what it means to be a young,
developing human being, has
also fundamentally altered.
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their social relationships from the earliest weeks
after birth.2 Evolutionary psychology has offered
us a picture of the origins of many human behav-
iors.3 The picture we have is dynamic, an interac-
tion between genetically predetermined potential,
self-activity, and social context. Even the concept
of “critical periods” in development, periods in
which specific behaviors or skills, including lan-
guage, can emerge, are apparently far broader
and more flexible than had been imagined.* It is
not surprising, therefore, that traditional ideas
about developmental phases and thresholds such
as school readiness are increasingly less tenable.
This general situation also applies specifically
to the question of school readiness. Armin Krenz,
an early years specialist at Kiel’s Institute for
Applied Psychology and Pedagogy, recently
summed up a survey of theory and practice
regarding school readiness with the word “chaos.”
“If it wasn’t such a serious matter one could smile
at the contradictions in the statements [of
expertsl—which rather cause us to frown.”s

The Pedagogical Need to Review
School Readiness

In 1998, the International Curriculum Research
Group (ICRG) of the Pedagogical Section at the
Goetheanum, Switzerland, responded to these
trends by beginning an
informal study in the form
of hearings. As coordinator
of the ICRG, I became close-
ly involved in the issue of
school readiness and, coin-
cidentally, was commis-
sioned to write a book on
the subject.6 What became
apparent in the course of
our research was the fact
that there seemed to be
good reasons to examine
the transition from kinder-
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18 - Universal Human Nature: The Challenge of the Transition from Kindergarten to Elementary

garten to school, irrespective of trends in public
education policy. The main reason for this was
the manifestly different circumstances that influ-
ence child development today.

As a symptomatic example of this trend,
Hergart Asamoah, a school doctor with some 35
years experience investigating children for school
readiness in a large German Waldorf school,
reported to us, from her records, that 20 years
ago only about 7 children out of more than 100
applying for school admission were found to be
“not ready,” according to a detailed list of criteria
reqularly used in Waldorf schools to establish
school readiness. In 2001, from a similarly large
intake from similar family backgrounds, only
about 20 percent were
deemed to be ready, accord-
ing to the same criteria.
Clearly, something has
changed. This anecdotal
study—compellingly appar-
ent when Dr. Asamoah
showed us children’s draw-
ings from then and now—
highlights the problem.

The ICRG, constituted of
teachers, early childhood
educators, teacher educa-
tors, and school doctors,
explored the issues for sever-
al years in a series of reqular meetings. This led to
the publication of a small booklet entitled
Guidelines for School Readiness, followed by a
revised edition especially prepared for the
International Conference for Teachers at the
Goetheanum at Easter 2004.7

self-reliance.

Are Children Different or Do We Just
See Them With Different Eyes?

Are children today really different when compared
to those of a generation ago, or even compared
with those of 5 years ago? The question is almost
impossible to answer scientifically without major
long-term studies that would take into account
emotional and physical development and socio-
economic changes. Nevertheless, considerable
anecdotal evidence suggests that Waldorf educa-
tors believe that children are somehow different.
That we believe today’s children are different no
doubt influences the way we see them, think
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A small but significant
number of colleagues
commented on new
positive qualities that
such children bring with
them, such as spiritual
openness, curiosity,
openness for experience,
and a surprising level of

about them, and act with them. Are children real-
ly different or are we looking with different eyes
and expectations? This is not an easy question to
answer.

Last year, a research group of whichlam a
member was commissioned by the Association of
Waldorf Schools in Germany (the Bund) and the
International Kindergarten Association (IVW) to
investigate the issue of school readiness in the
context of new legislation that lowers the age of
compulsory schooling and that imposes mandato-
ry state curricula. The group began by carrying
out a survey of kindergarten teachers, school
admissions officers, and school doctors in German
Waldorf schools. The results showed that most
educators believed that today’s
children are different in how they
develop. This confirms Dr
Asamoah’s findings. Different,
essentially, is taken to mean less
harmoniously developed by the
age of six, the age of school entry.
In the past, a few school age chil-
dren could be allowed to spend a
further year in kindergarten in
order to mature. Today, this would
mean leaving the majority behind,;
with the consequence that the
grades would be empty and the
kindergartens overflowing!

This perception that children are not ready for
school has also led many Waldorf schools—to my
knowledge currently over 50 schools—in
Germany, Switzerland, and Austria to introduce
new “moving classroom” methods, also known as
the Bochum Model, into the elementary school, an
approach which replaces desks and chairs with
more flexible school furniture—especially
designed benches and cushions—to facilitate
more movement. This model also involves more
practical activity to stimulate the development of
the basic bodily senses of movement, balance,
touch, and vitality (sense of life), as a precondi-
tion for the healthy development of higher facul-
ties. For some years the perception has existed
that children entering first grade lack basic com-
petences, particularly in their motor development,
but also in their social skills. The moving class-
room approach is an attempt to address these
deficits through restructuring the approach to
teaching.8
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How Different Are the Children?

The extent to which the evidence from Germany
can be extrapolated as relevant for the U.S. and
other countries can best be judged by observers
and practitioners in those countries. My guess is
that the evidence is similar elsewhere because
similar external conditions influence child develop-
ment in most modern Western societies.

Our survey,? which includes responses from
educators in more than 130 kindergartens and
representing 84 schools, comparing children today
with those of 10 years ago, finds children to:

® be less coordinated, have poorer fine and
gross motor skills, and be clumsy;

* have more speech and language difficulties,
be less able to listen, yet often have more to
say for themselves;

® have shorter attention spans and be more
often unruly;

® show more signs of nervousness and inability
to concentrate;

® have poorer abilities to imitate, have poorer
abilities to play and imagine;

® be more prone to infections and allergies;

® be often prematurely intellectually awake,
requiring a more individual approach;

® be harder to integrate socially into class
groups; such children often show what is
described as a lack awareness of the space of
other people;

® show greater differences between the gen-

ders, with boys generally experienced as more
difficult.

A small but significant number of colleagues
commented on new positive qualities that such
children bring with them, such as spiritual open-
ness, curiosity, openness for experience, and a
surprising level of self-reliance. These observa-
tions are as important as the deficit analysis.

While there are still many robust and healthy
children in our kindergartens and schools, children
increasingly show signs of disassociation in their
development; that is, various areas of develop-
ment seem increasingly to develop more heteroge-
neously and less harmoniously.10

Changing Circumstances

In a period of significant social and cultural
change, the conditions under which children grow
up today are undeniably different compared to
those of a generation ago. What has changed?11

Increasingly pluralistic social and economic
forms coupled with simultaneously increased indi-
vidualization of personal roles and expectations
have changed the way we live and work together.

Many more children are “only” children, live in
patchwork families that undergo frequent career
changes, and live with little structure and rhythm
in their lives and little sense for boundaries.

Parents’ attitudes toward their role have also
changed; an increasing number of parents treat
their children as partners and, in other ways,
expect a high degree of self-reliance.

Media consumption has radically increased,
and children suffer overstimulation of their senses
through electronic media more greatly than has
any previous generation.

The World Health Organization (WHO) has
frequently pointed to the unhealthy life styles and
diet of children in many Western and [post]-indus-
trialized economies.

In addition to these socio-economic factors,
there is considerable evidence of general changes
in children’s life patterns, such as the decreasing
age of the onset of puberty and the general diver-
gence between psychological and physical matu-
ration.12

How to Respond?
It is obvious that these changes influence the way
children develop. It is equally obvious that educa-
tional practice must respond to these changes, or
at least review its methods and approach, and
ask the question, “Are we sure we are doing our
best to provide children with the best possible
developmental environment in kindergarten or in
elementary school?” Researchers in Waldorf edu-
cation have begun to develop techniques of
research and evaluation that can address this
challenge.13

Many educators and politicians recognize
these trends and respond by saying we must iden-
tify children’s developmental needs and remediate
them earlier, not waiting until children are in
school. Governments are concerned with declining
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20 - Universal Human Nature: The Challenge of the Transition from Kindergarten to Elementary School

standards for a variety of reasons. Among the fac-
tors of most concern is the overwhelming evi-
dence that poverty, neglect, and social exclusion
influence child development and thus school
achievement. In the UK., the government drew up
a “Framework for Early Learning;” in Germany
the Conference of Federal State Education minis-
ters drew up “Educational Standards for Early
Years Education;”14 and in the U.S., the first goal
of the National Education Goals Panel (NEGP) was
that, “by the year 2000, all children in America
will start school ready to learn.”15 These are typi-
cal of many international responses.

In the case of these policies, the concept of
school readiness is not limited to a narrowly con-
structed, academically-driven definition of readi-
ness, as is sometimes asserted in Waldorf school
circles, but includes a broader definition that
includes physical well-being and health, social and
emotional development, language development,
and cognitive readiness. In the case of the NEGP
approach, a strong emphasis was also placed on
schools being ready for children and on a support-
ive family and community context.16 These are
laudable policies. So, too, is concern about the
danger of applying assessment methods to the
early selection and the labeling of children. The
NEGP noted that assessment should only be used
for diagnostic purposes and that testing should be
supplemented with other sources of information,
including information from parents and teach-
ers.17

The Waldorf School Response
Within the Waldorf school community two
responses can be identified, although some
schools carry on as if nothing has changed. On
the one hand, there have been attempts to
exclude Waldorf school settings from legislation
that lowers the school entry age or where funding
is pegged to certain curriculum requirements.
Here, Waldorf school negotiators have often been
successful in gaining special status and even, on
occasion, of influencing the formulation of the
standards. Here, England, New Zealand, Norway,
and the German Federal state of Baden-
Wiirttemberg are examples.

On the other hand, a reassessment of
Waldorf school practice has begun, such as the
introduction of moving classroom methods
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referred to above. This reassessment has also led
to the introduction of new forms of transition,
such as the introduction of transition classes—
Briickenklassen (literally, “bridge classes”)—in
some German Waldorf schools. Without adequate
and appropriate methods of pedagogical evalua-
tion, however, and without a clear set of criteria,
these innovations depend largely on the convic-
tion of their practitioners. It is also noticeable that
much of the impetus for innovation comes from
the schools and relatively little from the kinder-
garten movement.

In essence, the Waldorf school movement
needs both to address its theoretical basis and
review its current experience with children. It
requires a reassessment of the concept of develop-
ment that informs our educational approach. If
the socio-economic factors listed above—and,
perhaps, spiritual factors yet to be fully identi-
fied—can influence developmental patterns and
lead to developmental dissociation through accel-
eration of some traits and retardation of others,
how should an educational approach based on an
age-related and developmentally orientated
framework such as Waldorf education respond?

Steiner’s Concept of School Readiness
The concept of school readiness in Waldorf educa-
tion is now essentially at odds with the various
and often conflicting definitions used in main-
stream education. The Waldorf school approach,
here very briefly summarized, is based on Rudolf
Steiner’s descriptions of the significance of the
first seven-year period of life and its transition to
the next major developmental phase, as indicated
by the change of teeth. In his own words, Steiner
explained the significance of this developmental
transition as follows:

When the change of teeth occurs we see in a
certain way the emancipation of the child’s
etheric body. How does that come to expres-
sion? What comes to expression is that the
child becomes able to form concepts and
becomes able to bring movement into the
process of mental imaging within the head
organization that was earlier more integrated
into the whole organism. We see approximate-
ly—and spiritual science sees this not only
approximately but in reality, that the etheric
forces withdraw at the change of teeth from
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the head, while remaining in the [bodily—
author’s addition] rhythmic and metabolic-
limb processes, and develop a free [i.e., non-
bodily—author’s addition] activity in the plas-
tic formation of the head processes in which
consciousness participates in mental activity.
In a certain sense the head organization is
freed at this age. And if I can express this
process that really occurs in pictorial form, I
would say that that which is driven out from
within the whole organism to the surface and
expresses itself in the second teeth is the result
of the soul-spiritual processes that were previ-
ously active within the whole organism and
are now freed in the head. Previously they pen-
etrated the whole human being including the
head. These forces gradually withdraw from
the head and this process of withdrawal,
which stops at the head, brings forth the sec-
ond teeth. ...What occurs in human develop-
ment does so in the most manifold forms of
metamorphosis.18

The key concept here is the metamorphosis of
the formative forces, Steiner’s “etheric forces,”
from activity in the growth and development of
the physical organism through withdrawal from
the physical processes in the head, essentially the
activity of the brain. These forces, once freed from
the brain, not entirely but significantly, can now
work at a higher level in shaping and forming
mental processes such as memory, mental imag-
ing, and concept formation, all of which are fun-
damental prerequisites for formal school learning.
The forces freed at the organic level become active
at the psychological level of mind.

What Steiner does not say in this quotation,
but that is clear elsewhere in his work and here by
inference, regards the negative consequences of
withdrawing these forces from the organism too
early. The long term, sustainable, and renewable
health of the child will be negatively affected if
the formative forces are withdrawn from the
organism too early and the head or brain is taxed
with the demands of premature intellectual activi-
ty too soon. A child is ready for school in Steiner’s
understanding when these formative forces have
metamorphosed themselves sufficiently to become
available for learning.

School readiness is a sign of a fulfilled child-
hood, as Armin Krenz put it.19 Steiner’s idea of
school readiness certainly also implies that
schools be ready for children, that is to say, offer

an age-appropriate, artistic education in which
the child’s intellect is addressed through activity
and through pictures.20

How does this approach differ from that typi-
cal of mainstream education? A brief history of
the term “school readiness” will be necessary.

A Short History of School Readiness

In the German language, two words are used in
relation to school readiness: Schulreife, literally,
“school maturity,” which implies an organic onto-
logical development and Schulféihigkeit, literally,
“school ability,” which describes the cultivation of
certain competencies. This distinction is helpful in
identifying two quite opposing views that have
worried generations of psychologists and educa-
tors trying to define school readiness.

In simplistic terms these are two fundamen-
tally different approaches. The maturity theory
explains age-related behavior and ability as essen-
tially the outcome of biological processes follow-
ing a genetically determined timetable. The alter-
native—one could speak of a socialization theo-
ry—is to see the acquisition of school readiness as
social-cultural competence.

In the first half of the last century, it was
common to relate school readiness, and most
other patterns of development, to certain physical
symptoms of maturity, in particular to the pro-
portions of the trunk to arms and legs, what was
known as the change of body shape,
Gestaltwandeln, literally, “form change,” that sta-
tistically occurred around the sixth year.

Augustin Kern’s concept of maturation,?! for
example, assumed that:

® School readiness is the result of endogenously
directed maturational processes;

¢ Each child in the course of her development
uniquely reaches a developmental stage that
is the precondition for the development of
school readiness, which may vary individual-
Iy;

® The various competencies usually mature syn-
chronously and that identifying maturity in
one area is a reliable indicator of other areas
(e.g., bodily maturity, such as onset of second
dentition). Kern’s choice of indicators is a
visual representation of one’s own body as
indicated by a child’s drawing a picture of
himself;
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® School readiness cannot be hastened through
teaching.

In effect, this view is akin to the image of
apples ripening on a tree and falling when they
are ready. Many today still hold the view that
school readiness is a trait that one can easily iden-
tify.

Implicit in the maturity theory, however, is
the idea that the outcome of maturation is the
fully developed human being. Unfortunately, not
all researchers of either the school of maturity
theory or of socialization theory have taken the
view expressed by doctor and educator Janusz
Korczak. Korczak believes that we should not see
maturation processes as a progression from lower
to higher, from incomplete to complete; we should
value each stage of child development as an
entirely valid state in its own right:

How should the child be
able to live tomorrow, if
we don’t consciously and
responsibly let him or her
live today? We should
respect every moment. . .
. Crudely we divide the
years into more or less
mature. There is no imma-
ture today, no hierarchy
of age, no higher or lower
level of pain or hope or
disappointment. If I play
with a child or speak to
him or her—then two equally valid moments
of maturity in my life and in that of the child
have united.22

Once it becomes clear, however, that certain
features associated with school readiness can be
trained,23 such as the ability to distinguish certain
forms—e.g., as in a child’s drawing of herself
showing limbs and fingers—maturity theory is
fatally challenged. Readiness is susceptible to
learning. The aim is therefore no longer simply to
identify and select children who are ready for
school but to “modify” children, “which means
optimization through changing the behavior or
changing the conditions.”2* This marks a para-
digm shift in the question of school readiness and
establishes the need for a differentiated remedial
or therapeutic provision prior to school entry,
which leads, in turn, to the development of
detailed diagnostic instruments.25
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Korczak believes that we
should not see maturation
processes as a progression
from lower to higher, from
incomplete to complete;
[rather] we should value
each stage of child develop-
ment as an entirely valid
state in its own right

Horst Nickel established the most widely
accepted view of school readiness in Germany.26
He describes the problem from an ecological per-
spective, and describes school readiness as an
interactionist construct. This means, first, that the
question does not require us to look only at the
child, but at the child’s whole context. Second, it
was assumed that school readiness is not neces-
sarily directly observable, but rather could be
deduced from a study of a range of factors and
indicators relating to the context of the school
and the child’s personal and family context in
mutual interaction. Nickel, himself, noted that the
issue of school readiness is to a large extent not a
problem in a school system that addresses the
child’s individual needs, such as in Montessori
schools.?? Indeed, studies have shown that chil-
dren with similar levels of school readiness on
tests achieve different levels of success in different
classes, even in parallel
classes at the same
school.28

School readiness, fol-
lowing these arguments, is
neither a purely biologically
nor a purely culturally
determined state. It reflects
the norms of both pre-
school and elementary
school, and it is significant-
ly influenced by socio-eco-
nomic and family-based fac-
tors. School readiness,
therefore, can vary considerably. The key question
in relation to the influence of state curricula is the
extent to which the child is exposed to and influ-
enced by binding socio-cultural developmental
norms that traditionally have been seen as the
task of school to cultivate.2?

School readiness is a form of cultural
pressure30 since children are obliged, at some
point, to go to school and must therefore attain
certain pre-determined developmental norms. The
degree of pressure is determined by the education
system. What we have today is a concept of
school readiness as a developmental task, the
timeframe for which is determined by the statuto-
ry school entry age and the criteria for which are
determined by the nature of the school the child is
to be prepared for. School readiness is therefore
situation specific.31
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Most interesting, in this respect, is a study
based on the Australian program, Who Am I?,32 a
diagnostic test developed by the Australian Centre
for Educational Research (ACER) to identify chil-
dren at risk. This has also been used to compare
the developmental patterns of children in different
cultures. In a detailed report of such an interna-
tional comparison of child developmental pat-
terns, published on the Government of Canada
website (2002),33 de Lemos questions whether the
shift in thinking marked universally in children
between five and seven is a consequence of
schooling, in the widest sense, or, rather, the basis
for schooling. De Lemos declares the question to
be as yet unresolved. He concludes, however, that,
“while there are differences in children’s cultural
and social experiences across different countries
and social groups, there are, nevertheless, com-
monalities in development that seem to be associ-
ated with underlying developmental processes.”34

The crucial result, however, from the Waldorf
school perspective, is that revealed by the Who
Am I? study, which shows that “exposure to high-
ly formal teaching programs at an early age leads
to an acceleration of development.”35> What the
evidence seems to show is the interactive effects
of age and education. Both factors mutually influ-
ence the other, as one would expect in any holistic
model of human development. Education influ-
ences developmental processes and developmen-
tal processes naturally determine what is educa-
tionally possible.

Further, many authors now prefer to see
readiness as a “bidirectional process of both
school and child flexibly adjusting to each other
to ensure success.”3¢ This approach is based on
Vygotskian socio-cultural theory3” and contempo-
rary transactional models of child development.38
Vygotsky showed that learning precedes or leads
development and transforms biological matura-
tional processes, a view that modern neurology
has confirmed.3? The Vygotskian approach offers
children social opportunities and scaffolded expe-
riences. “Scaffolding” refers to a non-directional
style of supporting a child in exploring the next
level of skill rather than giving direct instruction.40
In other words, a child does not simply grow into
readiness but is gently exposed to situations in
which she can acquire new skills and ways of
being.

A new approach to school readiness, devel-
oped in the US,, sees as decisive the socio-cultural

context rather than innate qualities of the child.
Smith and Shephard see school readiness as:

those propositions about development and
early learning that the teacher holds to be
true, with what degree of credulity, with what
kind and quality of evidence, in relation to
what other beliefs, values, and emotional atti-
tudes, and in the light of what consequences
such beliefs have in the actions she takes.4!

The study by Smith and Shephard“2 showed a
high degree of subjectivity in judgments about
school readiness. These have been confirmed by
Kammermeyer for the German context.43

In summary, we can see that the issues con-
cerning school readiness are largely unresolved, as
openly admitted in some state plans. A document
from the Baden-Wiirttemberg Education Ministry,
“Schulanfang auf neuen Wegen,”44 describes the
situation as follows: “The current position regard-
ing the question of school readiness has been
reached step by step, although this also includes
steps backward and periods of no movement.”45

As Meier points out,*¢ the hopes of an effi-
cient compensatory education that specifically is
aimed at a homogenous school population and
attempts at streaming, have not proved effective.
One cannot arrive at standardized school-orien-
tated states of school readiness. Furthermore, the
discovery that age and developmental stage are
not identical in children, which also means that
learning ability is not age-specific, has undone
most attempts to either train (through explicit for-
mal learning) or foster (through implicit informal
learning) school readiness, especially if this is
based on an assessment of competencies.

As long as school readiness is used as an
instrument to shape children in a particular way
to suit the form of education subsequently offered
in school, it runs the risk of ignoring the nature of
the individual child. As Farran and Shonkoff put
it:

The notion that children can be lined up at a
starting gate and made roughly equivalent at
a particular developmental point, after which
education can begin, has little empirical sup-
port. In fact, much of the loss for children who
have problems achieving in school is sustained
after school entry (Entwistle and Alexander,
1990). For example, a recently published longi-
tudinal study of more than 1,200 poor elemen-
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tary students in Chicago concluded that the
children gradually learned less and less each
year following kindergarten until, by fourth
grade, they were achieving only six months of
academic growth for each year in school
(Reynolds and Bezruczko, 1993). The losses
these children exhibited came about after
school entry, perhaps as a consequence of the
school experience; they were not far behind
when they entered the school environment.
The dual assumptions that the child owns the
problem and that the obligation of profession-
als is to fix him/her—often before school
entry—have a particularly tenacious hold in
special education (Harry, 1992b). Of perhaps
greater concern, this paradigm has been gener-
alized, so that now the numbers of students
[and children in general] who are forecast to
need fixing in some way or another has grown
large.47

How Does the Waldorf School
Concept Relate to Readiness Theory?
Learning in a Waldorf school sense does not nec-
essarily mean formal learning but informal acqui-
sition of lanquage, of manual and movement
skills, of social competence, and so on. The
Waldorf school view is that the child is the motor
of her own development and that the educator’s
(and parent’s) role before formal schooling is to
provide a safe context, full of meaningful activi-
ties, to stimulate a child’s will forces to participate
in life, an approach simply summarized by the
phrase “role model and imitation.”

The Waldorf school approach has much in
common with the ecological approach and cer-
tainly endeavors to make school ready for chil-
dren. Though it is often presented as such, the link
between the developmental phases of a child and
a curriculum, and educational methodology is not
causal but therapeutic. The Waldorf school
approach does not assume a fixed schematic pat-
tern of child development. Rather, the curriculum
and approach aim to influence children by provid-
ing them with experiences that enable a harmo-
nizing of developmental processes. The curriculum
aims to provide a norm of developmental experi-
ence:

The principle of the seven-year rhythm has a
salutogenetic significance when it is applied as a
guideline in education. It marks a period of time
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that is necessary as a kind of ideal measure
designed to help children to help bring the com-
plex web of bodily, psychological and spiritual
organizations within the child to a certain stabili-
ty within a given developmental phase and in
which one sided and premature developments are
gently held back and delayed developmental
processes are expressly encouraged. Thus if the
child can attune itself to this health-giving rhythm
he or she gains a sustaining basis for life.

In this sense, the processes of metamorphosis
that Steiner described need a healthy context in
which to unfold. Just what this means in practice
will have to be determined from situation to situa-
tion, which is why education is an art and not a
program. The important thing is to identify which
conditions foster this process and which hinder it.
That means creating a universal context within
which the individual can find his or her way and
develop. Universal, in this sense, implies a number
of qualities: open to all; permeated with a con-
sciousness of the principles of human develop-
ment; imbued with meaning; related in a real
sense to real life (i.e., not isolated or artificial);
seen as an entirely valid space in its own right,
one that can adapt to any social context, not seen
as a waiting room between two more important
places. These are all basic principles of Waldorf
education.
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Art

Awakener of Consciousness, Humanizer of Society

/{t is an awakener of consciousness and a

humanizer of society. These functions of art
should be clear to all and they should be the cul-
tural experience of all. Sadly, they are not. Hans
Belting, art historian, said that “art,” as an under-
standing of art as an object outside of ourselves,
began only about 1400 C.E. Ancient people did
not have a word for art as we understand it today
because artistic creations were an intimate part of
their spiritual-physical lives. For them, original
participation, original connection, or oneness
with the world was a given.

Aesthetic Education

The word “aesthetic” refers to artistic experi-
ence. The antonym of aesthetic is anesthetic,
which refers to numbness, a greyness of the soul
that is non-aesthetic. This

opposition throws light on the

Vian James

Human input has been largely removed from our
understanding of the processes of production.

The eighteenth century also saw the introduc-
tion of public education, which soon grew into
large-scale, impersonal, product-oriented “edu-
manufacturing.” Based on the factory model, edu-
cation became an assembly line for learning and
teaching.

Education was not, however, left entirely to
the factory model. Romantics such as Johann
Heinrich Pestalozzi and Jean Jacgues Rousseau
saw the value for education in the spontaneity of
childhood, play, and creativity. In 1837, Friedrich
Froebel established the first kindergarten, one
that placed an emphasis on play. The artists Paul
Klee and Wassily Kandinsky, and the architect
Frank Lloyd Wright, attended Froebel-style
kindergartens; these influenced their ways of pic-

turing the world. The impression-
ist Claude Monet and the mod-

meaning of aesthetic. Aesthetic
refers also to an “enlivened or
perceiving being,” and refers to
our ability to respond to the
world around us. Because we
have a “response-ability,” we
therefore have a responsibility
to the world to which we are

Aesthetic refers also
to an “enlivened or
perceiving being,”
and refers to our
ability to respond to

the world around us.

ernist Henri Matisse collected
children’s drawings and admired
their intense expression of cre-
ativity.

The twentieth century has
seen the progressive school move-
ment continue, in part, through

responding. Aesthetic responsi-
bility implies an ethical connec-
tion between subject and object.

The process of removing art from our every-
day experience continued through various stages
of human development, accelerating with the
Industrial Revolution of the late eighteenth centu-
ry. The word “manufacture” refers to things man-
made, things created by the human hand. Prior to
the industrial age, production involved craftspeo-
ple who had learned their skills through appren-
ticeships, who manufactured things on a small
scale and by hand. Industrialization transformed
production into large-scale, impersonal, machine
fabrication. Today the word “manufacture” is gen-
erally understood to mean made by machine.

the Waldorf schools’ curricula,
which recognize the importance
of art. “Art must become the
lifeblood of the soul,” said Rudolf Steiner, the
founder of Waldorf schools. Bring education
through art and children learn to live in and work
from their innate creativity. According to some,
toward the end of his life, Rudolf Steiner advocat-
ed turning Waldorf education even more strongly
in the direction of art, aesthetics, and practical
activity.

Especially in our present age of technology do
we require creativity and art. Robert E. Allen,
Chairman and CEO of AT&T, said:

We live in an age increasingly ruled by science
and technology, a fact that only underscores
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the need for more emphasis on the arts. As we
find science encroaching on every field of
study, we need to ensure that our humanity
does not become a historical footnote. That
can best be assured with a solid understanding
and appreciation of the arts. A grounding in
the arts will help our children to see, to bring a
unique perspective to science and technology.
In short, it will help them as they grow
smarter to also grow wiser.1

Figure 1. The Threefold Principle of Architecture

Architecture

Look at our bodies. We have two feet standing
firmly on the ground. They are our foundation.
Our two legs rise up as columns, and our trunks
provide walls—they provide support for our bod-
ies’ architecture. Our heads are like our roof. They
are cupolas or domes and express the load of our
physical structure. Our two arms are like free-
floating columns that may attach themselves and
flexibly support numerous activities in the world.
Our bodies, like all architecture, consist of founda-
tion, support, and load (fig. 1).

Now, let us imagine that we are outside in
nature. We are sitting on a rock or a tree stump.
We can feel the firmness of the earth beneath us.
The ground is our foundation. Above us is the
dome of the sky, the heavens. It is the roof of the
world. The stars above and beyond the light blue
mantle of atmosphere form the cupola of the cos-
mos. This is the load that the gods put upon us
from the heavens.

In Australia, when a group of aborigines was
first given buildings to live in, they used them to
store their possessions while they slept, cooked,
and lived outside under the open sky. They could-
n’t bear to be in the small, enclosed spaces that
the government built for them. Ancient peoples
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slept under the roof of the world and felt protect-
ed by it.

To our right and left are mountain ranges and
the trees of the forest; these act like supports, the
columns and walls of the world.

When we construct a building around us, we
place the laws of the physical body into nature as
a kind of offering back to Nature. These laws
already exist in outer nature and in the body that
nature has fashioned for us. We then use these
laws, these principles, when we create architec-
ture, and they work back upon us.

Winston Churchill, during the rebuilding of
London following the Second World War, said,
“We shape our dwellings and our dwellings shape
us.” The art of architecture is a bridge and a
mediator between the macrocosmic universe and
the microcosmic human being. The art of architec-
ture is also a bridge between the physical world
and the spiritual world. Historically, the tomb is
the first building. Architecture originally served to
conduct the soul of the dead from the physical
body back to the spirit world.

Architecture, it is said, is the mother of all
arts for it provides a setting, or sets the stage, for
all the other arts.

Drama

Drama might also fulfill the role of mother of the
arts. Drama often features the other arts as its
offspring. The arts that work with word, tone,
color, form, and movement are synthesized in
drama.

What is it like to act in a drama, in a room
with three walls? What is it like to be part of an
audience viewing the actions and story portrayed
on stage? In Classical Greece, attendance at the
theatre was free to all. Greek theater provided a
transformative, healing experience for the audi-
ence as the audience beheld the play. The stories
on the stage provide a multitude of pictures. The
souls of the audience enter these pictures and
undergo a catharsis. The art stimulates a
response and thereby creates a responsibility to
the stories. In this way art has long been the
foundation of education and soul hygiene.

Rudolf Steiner placed a red, carved glass win-
dow in the back of the Great Hall of the first
Goetheanum, above the west entrance. This was
done so that the red light behind the audience, at
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their backs as they entered the auditorium, could
work therapeutically, could stimulate the will and
inwardly engage the members of the audience.
Such an architectural feature works with the per-
formance on stage and enhances the interaction
between audience and performers.

Here the question may arise, how do we make
art the lifeblood of the soul, a part of our daily
lives? How can our soul life pulse with the aes-
thetic experience of enlivened being? Our creativi-
ty makes us unique beings, and, at the same time,
it unites us with all of creation. Every scientist,
every homemaker, every mechanic, every teacher
is, potentially, an artist. Artist and writer Guy
Davenport said, “Art is the attention we pay to
the wholeness of the world.” We are all artists
when we pay attention; evidence of our attention
is our response. We must awaken this aesthetic
response-ability that we all possess.

Who Is An Artist?
As young children develop, forces of growth are
gradually released to be used as forces of imagi-
nation. These eventually transform again to
become the power of conscious intelligence.
Physical growth, imagination—the power of fan-
tasy or creativity—and intelligence are linked.
Ask kindergarten children, “How many of you
can draw? How many of you can sing? How many
of you can dance?” All will agree that they can do
these things. As Pablo Picasso pointed out, “Every
child is an artist. The problem is how to remain
artists as we become adults.” Art is the lifeblood
of the soul of childhood, but why is it so often lost
to grown-ups?

Visual Art

Let us do an artistic experiment. I will speak a
phrase of three words. Reflect on each word that I
say and see what feelings or pictures you form
from each of these words. I will leave some space
between each word so you can observe the men-
tal picture that arises from each.

“Smooth—Green—Stone.”

As soon as a word is spoken, we get a picture.
Everyone’s picture is unique and the picture meta-
morphoses with each additional word. We partici-
pate in this activity thousands of times each day,
making our own, individual mental pictures. We

constantly paint mental pictures throughout the
day. Cognitive feelings first appear as pictures
that are then turned into words and sentences.
This often happens within a split second. We are
all visual artists.

Imagine you are living at one with nature, in
what Owen Barfield referred to as the state of
original participation, in Paleolithic times. You are
brought to a cave by one of the elders of your
tribe and instructed to take some mineral sub-
stance from the ground, chew it, and mix it with
your spittle. You are instructed to spit this pig-
ment out, over and around your hand that is held
against the rock wall of the cave. You become
aware of your extended, paint-covered hand, and
how your fingers end at the end of your hand.

This is the first time you’ve noticed this curi-
ous phenomenon—that your hand ends at your
finger tips. Before this, your consciousness extend-
ed beyond your own body to everything that you
touched or sensed, just as, in modern times, a
blind person extends consciousness to the tip of a
cane. Now, however, you have an awareness of
living in the vital life forces of your hand, and you
see the picture of your hand on the rock wall of
the cave, separate from yourself. The picture on
the wall helps you to hold a mental picture.

This is a first step on a path that, thousands
of years later, develops into the ability of human
beings to form concepts. Today, making a hand-
print is still part of the initiation ceremonies and
rites of passage of Australian aboriginals.

Artistic practices were the means by which
human faculties, actual capacities, were formed.
Today, we may have forgotten the purpose of art,
but it still affects us and shapes us. We have to
recreate an understanding for art and create or
discover its new meaning in the world. The 1400s
may have seen the beginning of art as we know
it, but, in the 1960s, art, in its traditional sense,
ended. Since the age of pop art and conceptual
art, anything can be art. Today the definition of
art depends more than ever on the artist’s inten-
tion.

The Seven Arts

Music and architecture can be compared to one
another, for music is invisible, flowing structure. It
is like moving, ethereal architecture. Friedrich
Schiller said, “Architecture is frozen music.”
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Drama paints a moving picture, while painted pic-
tures tell a story and create a color drama. Dance
and sculpture are also related as dance is moving,
modeled form and sculpture fixes and holds fast
rhythmic movements. These six arts are united by
a seventh art at which we’ll look tomorrow (fig.
2).

Figure 2. The Seven Arts

Let us do something with some of these arts.
would like you to form several concentric circles,
holding the hands of the persons next to you.
Without moving the chairs let’s make the circles
around the center in the floor of the auditorium.
Form these circles close to each other and hold
hands with the left palm up and the right palm
down in a giving and receiving gesture like the
one we see in the central figure of Leonardo da
Vinci’s painting, The Last Supper.

When we have our circles formed and we are
holding hands, we will close our eyes and sound a
tone to send up through the roof and down
through the floor as a vibrating column of sound.
It will be an invisible column of tone, a support
pillar. First we will let the tone sound upward and
then downward in concentric tonal shafts. We will
call it, “A Tonal Column of Support for the Arts in
New Zealand” (fig. 3). Imagine the potential for all
the arts in Christchurch being supported and bol-
stered by your tone, by our tonal column. Then,
let the vibration stretch out to all of the South
Island and then all of New Zealand. That will be
far enough for today. Please, don’t feel awkward
about doing this! This is not a scientific experi-
ment. It is not a religious ritual or group medita-
tion, although elements of science and religion,
cognition and belief will certainly play a part in
the experience. No. We are simply going to make
art.
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In his Letters on the Aesthetic Education of Man,?
Freidrich Schiller says that the aesthetic education
of humanity lies in the art of play. Between the
form and duty of science on the one hand and the
substance and freedom of religion on the other is
art—the nature of which is revealed through play
and creativity. We will now engage in serious play.
I will join the outer ring and we will each choose a
tone to sound. Change it and vary it as you will in
response to what you hear around you. We will
continue with this until it seems complete.

Figure 3. The Tonal Column of Support for the Arts
in New Zealand

I have a question for all of you. How many of
you can sing? How many of you can dance? And
draw? Yes! We are artists. We are truly human
when we engage ourselves as artists.

Anthroposophy involves awareness of one’s
humanity and certainly in an anthroposophical
gathering such as this we should all be able to say
“yes” to all of these questions. We are aware that
we are creative beings. Art, also, involves an
awareness of our humanity, and as such is a path
from the spirit in the individual to the spirit in the
universe.

Art as a Bridge Between

Science and Religion

Let us now focus on how art promotes ethical indi-
vidualism and moral imagination. Rudolf Steiner
said:

True art stands beside real [scientific] knowl-
edge on the one hand, and on the other, gen-
uine religious life. . . . No artist could create in
his medium if there were not alive in him
impulses springing from the spiritual world.
This fact points to the seriousness of art,
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standing alongside the seriousness of cogni-
tion and religious experience. It cannot be
denied that our materialistically oriented civi-
lization diverts us, in many ways, from the
gravity of art. But any devoted study of true
artistic creation reveals it as an earnestness of
humanity’s struggle to harmonize the spiritual-
divine with the physical-earthly.3

We have a picture here of art as the bridge
between science and religion, between the earthly
and the spiritual, between thinking and willing.

(fig. 4).

Figure 4. Art as the Bridge Between Science and Religion

Proper and Improper Art
James Joyce, the twentieth century literary giant,
had a vision of the arts. He saw the arts as con-
sisting of both proper and improper manifesta-
tions. But he saw two kinds of improper art. This
distinction between two types of improper arts is
most important. One he called “pornographic”
because it seduces one, pulls one toward it and
sells itself. The other form of improper art he
called “didactic” because it wants to teach one a
lesson, whether or not one wants to learn it. It is
in-your-face, avant garde art, pushing itself on
one. Didactic art is true but not pretty.
Pornographic art is pretty but not true (fig. 5).

our thinking. These are forms of art that go too
far in the direction of the metabolic-limb or will
experience on the one hand or too far into the
nerve-sense or thinking process on the other. They
do not resound fully within the rhythmic, feeling
realm in which, as Joyce calls it, an epiphany in
the stillness of the heart can take place. They do
not achieve a state of aesthetic arrest.

No Art!

Imagine there is no singing, no humming, no
musical instrument. Imagine there is no music of
any kind in the world. Imagine there is no dance,
no creative movement, no eurythmy. Imagine
there is no theater, no acting, no drama. Picture a
world with no drawing, no painting, no special
effects, no animation, no graphic design of any
kind. Imagine no stories, no poetry, no literature.
Imagine no sculpture, no architecture, no build-
ings. What kind of world would this be? We have
the ability to imagine this and yet it is unimagin-
able, because there is no such thing as a natural
world without human beings in it. In very early
times, says Steiner, people put their hands into
cold water as it was about to freeze and as the
water hardened they found that they could make
forms in the freezing water. Art exists in nature as
potential.

The Seven Arts

Rudolf Steiner gives a picture of how the various
arts are related to one another and also how they
are linked to a human being (fig. 6). Architecture
is based on the laws of the physical body.

Improper Art 1 Proper Art Improper Art 2 Sculpture arises out of the laws of the vital, form-
Pornographic Didactic ative forces, or etheric sheath. Painting is based
on the laws and activities of our sentient experi-
Pulls one toward itself. A thin line Pushes one away. ence. our sympathies and antipathies or astral
Seduces one into liking it. of quiet. In your face. L . ’
Sells itself. A state Tries to teach one a lesson. beln9~ These three arts, archltecture, SCUIPtU"e,
Pretty but not true. of aesthetic arrest. True but not pretty. and painting, are the spatial, formative arts, or
Sympathy Epiphany Antipathy the visual arts. The three arts that have to do

Figure 5. Proper and Improper Art

The arts have a special and serious mission of
engaging us on three fronts. Pornographic art,
not in this case necessarily referring to anything
sexual, appeals through our feelings to our will,
while didactic art appeals through our feeling to

with time, otherwise known as the performing
arts, are music, drama, and dance. Music is an
expression of the laws of the human “I,” or ego
principle. Drama and poetry, the literary arts, and
the art of speech formation, arise out of the laws
of the Spirit Self, the self that arises when the ego
transforms soul forces or astral being. When the
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ego is able to penetrate and refashion the habit
and temperament, transform one’s etheric sheath,
Life Spirit results. Dance, that is, a movement art
like eurythmy, unfolds according to the nature of
Life Spirit.

Beyond these six arts lies the new Social Art
that arises out of the principle of a still higher
spirit member of the human being, out of Spirit
Man. When the physical body is permeated by the
ego, is transubstantiated by the work of the “I-
principle,” then a truly human higher spirit
results. A new art form is possible when our high-
est member, that is Spirit Man, works into our
physical body. The seven arts are related to and
intimately bound up with the sevenfold nature of
the human being (fig.6).

Figure 6. Sevenfold Picture of the Arts

The Healthy Social Life

Rudolf Steiner gave Edith Marion, his first
appointment to head the Visual Arts Section
of the School of Spiritual Science, a verse that
by extension could be said to be for all artists.
It is called The Motto of the Social Ethic:

Healing only occurs when

In the mirror of the human soul

Is pictured the whole community,
And in the community

Lives the individual soul’s strength.

The individual must become a mirror of the
community and share his or her virtues and
strengths with the community. The community
allows every perspective from every individual to
make up its body and to encourage the virtues
and strengths of all its members. How does every
individual become a mirror for the community?
How does the community form itself around the
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gifts of each individual? And why the “social
ethic” for artists?

The late avant-garde performance artist and
German professor of sculpture, Joseph Beuys,
who died in 1986, extended the concept of art to
what he called social sculpture. A controversial
member of the Anthroposophical Society, he said,
“Every human being is an artist, a ‘freedom
being,’ called to participate in transforming and
reshaping the conditions, thinking and structures
that shape and condition our lives.” Beuys’
extended concept of art is that we are all creative
artists continually working on our greatest art-
work, the masterpiece of our own lives.

We are all called to respond, to be responsi-
ble, to have a response-ability as artists. By work-
ing with forms, shapes, gestures, colors, and
tones we are working with elements in a way that
is a preparation for a greater Social Art that is yet
to come. One can speak about colors as qualities,
activities, energies, personalities, and, finally, as
beings. One can come to the “beingness” of col-
ors. Through color and engagement with all other
arts, we prepare for this greater Social Art. Art is
practice for our social future!

Leo Tolstoy said:

The task for art to accomplish is to make that
feeling of brotherhood and love of one’s neigh-
bor ... the customary feeling and the instinct
of all people. The destiny of art in our time is
to transform the realm of reason to the realm
of feeling the truth that well-being for men
consists in being united together, and to set in
place of the existing reign of force that
Kingdom of God, i.e., of love, which we all rec-
ognize to be the highest aim of human life.4

This is an earnest social task.

The Spirit-Filled Work of Art

In 1909, Steiner spoke words at the dedication of
the first building that he had designed, in the vil-
lage of Malsch, Germany. This building—a very
small proto-type of the first Goetheanum—was a
kind of esoteric clubhouse. This verse contains the
seed of the Foundation Stone Meditation, which
he gave years later:

With the laying of this foundation stone of the
Malsch building we entreat the blessings of the
Masters of Wisdom and the all-high and highest



Van James - 33

beings of the spiritual hierarchies that are con-
nected with earth evolution. We entreat that all
of your power of spirit may stream through in
harmony together with what is brought, felt,
willed and done here. On this building may
there shine the light of the spirits of the East;
the spirits of the West may they reflect this
light; the Spirits of the North may they
strengthen; and the Spirits of the South warm
it; so that the Spirits of the East, West, North
and South may stream through this building. In
pain and suffering our Mother Earth has
become materialized. It is our task to once
again spiritualize her, to redeem her, in that
through the power of our hands we fashion a
spirit-filled work of art. May this stone be a
first foundation stone for the redemption and
transformation of our planet Earth, and may
the power of this stone work a thousandfold.5

How do we transform the world into a spirit-
filled work of art? Ten years later, while lecturing
about the first Goetheanum, Steiner said:

If ideas underlying such works of art find fol-
lowers—then people, who allow themselves to
be impressed by these works of art and who
have learnt to understand their language, will
never do wrong to their fellow men either in
heart or intellect, because the forms of art will
teach them how to love; they will learn to live
in harmony and peace with their fellow beings.
Peace and harmony will pour into all hearts
through these forms; such buildings will be
“lawgivers” and their forms will be able to
achieve what external institutions can never
achieve. . . . However much study may be
given to the elimination of crime and wrongdo-
ing from the world, true redemption, the turn-
ing of evil into good, will in future depend
upon whether true art is able to pour a spiritu-
al substance into the hearts and souls of
human beings. When human hearts and souls
are surrounded by the achievements of true
architecture, sculpture and the like [painting,
music, literature, drama and dance] they will
cease to lie ... will cease to disturb the peace
of their fellow men . . . [Bluildings [art] will
begin to speak, and in a language of which
people today have not even an inkling.6

True art and architecture will in future have
such a moral force as to reorient the intentions of
people. Not improper pornographic or improper
didactic art, as described by Joyce, but proper,

true art, with its “thin line of quiet,” will promote
moral judgment worthy of a human being.
Harmony and peace will flow through artistic
forms and human capacities will be transformed.

“Art is the creation of organs by which the
Gods may speak to mankind,” said Steiner. Art is
an instrument by means of which the spiritual
worlds may speak to us. It is one of the most
powerful gifts humanity has at its disposal. Art
must become the lifeblood of the soul for it awak-
ens consciousness and it humanizes society.
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What power expresses itself through imagina-
tion? To understand this, let us look at child-
hood. . . . Free, creative imagination does not
yet live and manifest in the child. . . . [[Imagi-
nation lies hidden in the child; he is actually full
ofit. . .. In the shaping of his own organism
the child is inwardly the most significant sculp-
tor. . .. The child is also a musical artist, for he
tunes his nerve strands in a distinctly musical
fashion. To repeat: Power of imagination is
power to grow and harmonize the organism.!

— Rudolf Steiner

M education, education that follows the

understanding of Rudolf Steiner, has its origin in a
particular view of a human being as a being of
body, soul, and spirit. In many of his lectures to
teachers, or prospective teachers, in Waldorf
schools, Steiner emphasized that we cannot
understand Waldorf education unless we look at
the human being from the viewpoint of spiritual
science. We need to look at
human beings as living before
birth in spiritual worlds, and as
having lived previously a life on
earth incarnated in a human
body of flesh and blood.
Moreover, after death, human
beings will again sojourn in
realms of spirit, and work on
their future lives and future
tasks. They will do this both with
the human souls with whom they
share a destiny and with angelic
beings, beings who are more
highly developed than are
human beings at this particular stage of earth
evolution.

These views lead to a view of child develop-
ment that is different from a traditional one.
Processes that we may observe in early childhood,
elementary school years, adolescence, and early
adulthood gain a changed emphasis. Encouraged
by several of Steiner’s remarks, I would like to pro-

science.

Steiner emphasized
that we cannot
understand Waldorf
education unless we
look at the human
being from the view-
point of spiritual

The Seven Cosmic Artists

An Artistic View of Child Development

/774 Livan

pose one particular way of considering the
process of development.

In a lecture of December 29, 1914,2 Steiner
brings the arts into relationship with each part or
body of the essential human being, including
those parts or bodies that are already developed
and those that are in preparation for future devel-
opment:

Art Respective Human Body
Architecture Physical Body
Sculpture Life Body (Ether Body)
Painting Consciousness or Movement
Body (Astral Body)
Music Ego (Eternal Self)
Poetry Spirit Self (Not fully developed)
Eurythmy Life Spirit (Not fully developed)
The 7th Art Spirit Human
(Not fully developed)

Steiner also discusses, in this
lecture, how one part of the
human essence, for instance the
ether body or life body, works
down into the more perfected
part, in this case the physical
body, and that a mode of the
respective art is used in that
interaction. For example, the life
body works into the physical
body using sculptural principles.
Life principles of the ether body
transform the art of sculpture
into the physical body of a living
entity. The physical body itself,
through architecture, uses the materials and
structural laws—such as gravity—of the external,
physical, natural world. When we look at the
higher constituent parts of human beings, howev-
er, much development lies far in the future. Steiner
declares at the end of this lecture that, in the
future, yet other arts, at present not yet imagina-
ble, will come into being.
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The above schema provides signposts for
understanding children’s development. I will elab-
orate on how this is so in the following pages.3

Developmental Periods

Steiner frequently mentions developmental peri-
ods of about seven years in length, but he also
mentions divisions of each of these seven year
periods into thirds of roughly two-and-a-third
years each.* I propose that in the middle period of
each of these seven year cycle
there is an event of great
importance, one that manifests
in the possibility of acquiring
new faculties.5> The middle peri-
od of each seven year cycle
invites a Cosmic Artist to begin
working toward the incarna-
tion of a child into her or his
body. Each such event marks
the gentle beginning of an
essential aspect of human
development. These new facul-
ties in human life inspire artists
and, when seen in the light of
child development, they hint
also at the broadening and
deepening of human capacities
and perception in general.
During these middle periods,

as well as at the beginning of each seven year
cycle, a new feeling quality, a balancing quality—
essentially an artistic quality—arises.

Cosmic artistic forces that accord with the art
and artistic quality at work become effective
every three-and-one-half years, and last in initial
impact for seven years. These cosmic artistic
impulses continue on in life, of course, and, in
some cases, also manifest in a simple form earlier
than we might predict. They set faculties in
motion, initiated at certain points of a child’s or
adolescent’s life, and impart specific capacities.
Once born, these are now up to the individual to
foster and develop.

1. The Cosmic Being of Architecture:
Cosmic Morphology

From whence does the newborn child receive its
human form? From whence come imperfections
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The middle period of
each seven year cycle
invites a Cosmic Artist to
begin working toward
the incarnation of a child
into her or his body.
Each such event marks
the gentle beginning of
an essential aspect of
human development . . .
[where] a balancing
quality—essentially an
artistic quality—arises.

and gifts?¢ Whence comes the matter that builds
up a human body? An individual prepares his or
her particular form—not without help from the
spiritual world—before birth. As Steiner indicates:

Here on earth we carry a body made of bones,
muscles, arteries and so forth. Then, after
death, we acquire a spiritual body, formed out
of our moral qualities. . . . For what lies inside
of man is the whole spiritual cosmos in con-
densed form. In man’s inner organism we have
an image of the entire cos-
mos. . .. The human being,
who has undergone after
death all the states described
by me previously, now
becomes manifest to the
vision of Man himself. The
human being is a spirit among
spirits. Yet, what he sees now
as his world is the marvel of
the human organism itself in
the form of the universe, the
whole cosmos. Just as, on
earth, we build machines,
keep books, sew clothes, make
shoes or write books, thus
weaving together what is
called the content of civiliza-
tion, of culture, so above,
together with the spirits of
the higher Hierarchies and
incorporeal human beings, we
weave the woof and weft of
mankind. We weave mankind out of the cos-
mos. Here on earth we appear as finished
products. There we lay down the spiritual
germ of earthly man.”

Steiner’s views, considered impartially, can
help our understanding of a child’s first moments,
weeks, and months after birth. From the moment
of birth, many influences bear on us, including
influences from our physical and psychological
environments. A child’s own forces, however, hid-
den deeply within her or his being, take hold of
the body and form it to its purpose.

Spiritual forces shape our physical being. The
Cosmic Being of Architecture helps human beings
to shape the houses within which they will lead
their lives. Just as a house or a place of business
or worship has particular structures—such as
windows, doors, plumbing—our body, as the
temple of our soul, also has particular features.8
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For this reason I regard the cosmic forces that
underlie architecture as the first formative forces
for human beings. I deliberately use the word cos-
mic because these forces are active prior to birth.
Architecture makes use of physical building mate-
rials, but architecture also requires detailed plans
in order for builders to construct a building. The
work that human souls undergo and in which
they participate in spiritual worlds between earth
lives may be seen as the making of architectural
plans. We find elements of the physical world in
the human body, but they are placed organically,
marvelously, according to a plan. In the words of
Rudolf Steiner:

Hence the body, the envelope of the soul,
which clothes the ego, which is inhabited by
the ego, is described as the temple of the ego
within, the temple of the divinity dwelling in
man, the temple of God. When, therefore, you
form this body, you are building a future tem-
ple, that is to say, the new incarnation of the
Earth.?

2. Perfecting the Human Body:

The Cosmic Sculptor

Children don’t merely grow, they also perfect the
forms of their bodies. These forms become ever
more capable of fulfilling human capacities, such
as upright, balanced posture; speech; and person-
al memory and thinking. Steiner says:

... [A] supersensible contemplation of man will
reveal to us, apart from his physical body,
another finer body which we have called the
ether body or the body of formative forces.
From this ether body spring not only all the
forces sustaining nourishment and growth, but
it is also the source of the faculties of remem-
bering and of making mental images, of
ideation. It becomes an
independent entity only
during the change of
teeth, at which time it is
born in a similar way in
which, at physical birth,
the body is born from its
mother. This means that
up to the change of teeth
the forces of the ether
body are entirely work-
ing in the processes of
the child’s organic

So the primary importance
of the Cosmic Sculptor is to
fine-tune the physical body,
to ensure that all organs
work the way they need to
work to provide for the
physical health of the
incarnating human being.

growth, whereas after that time — though still
remaining active in this realm to a great extent
— they partly withdraw from these activities. . .
. If we observe the gradual withdrawal of some
of these ether forces until approximately the
seventh year, we can see how in the first two-
and-a-half years after physical birth the ether
body frees itself from the head region, how in
the following two-and-a-half years it frees itself
from the chest region and finally, up to the
change of teeth, from the child’s metabolic and
limb system.10

What might Steiner mean when speaking
about an ether body that “frees itself from the
head region, ... from the chest region and finally,
... from the child’s metabolic and limb system”?
Once a region is free, then that region’s inherent
forces and capacities come into play in a different
form from that in which they existed previously.
Although the sequence mentioned here occurs
from the head down, that is not always the case.

In the case of the ether body of formative
forces—the domain of the Cosmic Artist of
Sculpture—the fact that it finishes first with the
head region means that some of the finer forma-
tions of the brain, of the larynx, and of some of
the sense organs are sculpted and near comple-
tion according to the requirements for this partic-
ular life, this particular individual.1? A bit later,
between two-and-a-half and five years of age,
during the time when the ether body is working
on the heart, lungs, and rhythmic system, the
child opens itself to the next Cosmic Artist.
Finally, during the last two-and-a-half years of its
primary sculpting activity, the ether body finishes
details of the limbs and the metabolic or digestive
organs.

So the primary importance of the Cosmic
Sculptor is to fine-tune the physical body, to
ensure that all organs work
the way they need to work to
provide for the physical
health of the incarnating
human being. Anyone who
observes carefully the growth
of physical capacities, and
also the concomitant awaken-
ing of mental capacities, will
recognize, by direct observa-
tion, this fine-tuning activity
of the ether body. Once the
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ether body has finished its tasks in the head
region of the infant, then mental capacities of lan-
guage and, particularly, memory become possi-
ble.

Once the fine-tuning activity of the middle
region of heart and lungs is accomplished, the
possibilities for more detailed memory pictures
arise; more on this to follow. And once the fine-
tuning activity has been completed for the rest of
the body, physical capacities of movement,
endurance, and strength are enhanced. When the
ether body has touched on all internal organs,
checking their function and their life-sustaining
capacities, after the approximate age of seven,
certain childhood illnesses may arise. Steiner dis-
cusses these childhood ilinesses as crucial experi-
ences for the awakening personality, in that,
through these childhood diseases, hereditary
traits may be discarded. The child begins to come
into its own, assuming its own body as a tool of
its own individuality. Vaccination and other med-
ical intervention to prevent these childhood dis-
eases, then, may be seen as preventing the devel-
opment of strong personalities.

The ether body, touching all parts of the
physical body in sequence, enables a child to
become a perfect imitator. (Steiner speaks on one
occasion of the achievements of the first three
years, of the first deeds of physical existence—
uprightness, language, and thinking—as given to
human beings through the
Christ.12) As adults, when we
sculpt, we use the qualities of
the ether body, its inherent
imitative capacity, to bring
our ideas to life. From classi-
cal sculpture up through
recent times, the human body
was the main object of the
sculptor. When, in the course
of the twentieth century,
sculptors began to make abstract sculptures,
many individuals found these peculiar and inex-
pressive. We appreciate sculptures based on the
human body because our ether body is an imita-
tor, and we recognize universal human forms.
Because of this imitative capacity, adults who
work with, or spend time around, small children
must act and speak morally:

Therefore education during these first two-

and-a-half years should be confined to the self-
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[Clhildhood illnesses [are]
crucial experiences for

the awakening personality,
in that, through these
childhood diseases,

hereditary traits may
be discarded.

education of the adult in charge who should
think, feel and act in a manner which, when
perceived by the child, will cause it no harm.13

The apocryphal gospels mention an incident
in which the Jesus child makes twelve sparrows of
clay on the Sabbath, makes them live and fly
forth. Such a story relates sculptural activity to
life, to the ether body.

3. Picturing Capacities: The Cosmic
Painter

Around the age of three young children develop
the capacity to picture inwardly what they experi-
ence and observe in their surroundings. This
capacity, as is appropriate for the age, relies to a
large extent on imitation. When small children
play, they often imitate, or mimic, the adult
world.

Three- and four-year-olds who are having a
tea party in the sandpit; imitating bus drivers or
daddy driving the car; imitating the dog chasing a
squirrel; imitating mother cooking; imitating
father painting the house. This imitation takes
place when a child imitates, repetitively, move-
ments and words that adults use in performing
their actions. These motions and words are usual-
ly fairly exact copies of the adults’ words and
actions. Sometimes, these are quite amusing, but
often they are irritating to adults, who do not
understand the need of these
young children to instill what
they observe into their own
memories, and so strive,
through their repetitive
actions and words, to
engrave visual and verbal
memories ever more deeply.
In imitating, young children
are practicing memory. When
young children imitate their
elders, they carry memory pictures away from the
location of the actual occurrence, transplant the
imaginary event to another location, and then
continue to re-live, re-experience, re-construct,
and thus re-member the event. They place them-
selves in the center of this living memory picture.
In other words, they are able to have an inner pic-
ture, one that they carry with them.

This new capacity to picture the world
around them may be attributed to the inspiration
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of the Cosmic Painter. His gift enables children
from the age of three or so on to picture, in their
minds and their souls, either a physical event or
object, or an imagined event or object. Dreams
reveal a similar process—an often jumbled con-
coction of real events or objects thrown together
with imagined events or objects. Small children
often have vivid recurring dreams or nightmares
at this age.

According to Steiner’s description of the arts,
the astral body—the movement and conscious-
ness organization of the human being, an entirely
non-physical part of the human makeup14—
works into the life organization to express itself in
the art of painting. A picture is
not a reality. Artists, at least
the great artists of the past,
designed their paintings in
accordance with the artistic
traditions of their age in order
to bring a particular content to
the viewer. This content is an
intention, living in the astral
organization, that imprints
itself into the life organization.
This life organization of the human being, like all
living entities in nature, obeys laws in its function-
ing, experiencing rhythms in time and in space.
The life organization is also related to the liquid
element, to water. Consciousness working into a
plane of liquid—that is the painter’s art.15

The capacity to have visual memories enables
a child, at a later stage of development, to pull or
form precise memories from a flexible, one might
say, fluid, pool of memory.1¢ Young human beings
begin to paint, as it were, into their fluid organiza-
tion their memory pictures of observed events.
Human understanding is intimately bound up
with this memory pool. Throughout life, we rely
on accurate memory capacities. We cannot learn
to read, write, or do arithmetic without an accu-
rate memory pool. The best preparation, then, for
later academic learning is to develop visual and
aural memory through the natural tendency of
children to imitate their environment. The envi-
ronment, however, must be worthy of imitation.
An environment immoral in action and attitude
defiles the essence of humanity; small children are
forced to imitate what will hinder their develop-
ment as worthy members of humankind.

The best preparation . . .
for later academic
learning is to develop
visual and aural memory
through the natural
tendency of children to
imitate their environment.

All learning from school age on needs this pic-
ture-forming capacity. Without it, the imagination
of a child will not become active; with it, truly
remarkable creations of imagination may take
place.

4. Rhythm, Number, Voice, and
Harmony: The Cosmic Musician
Steiner repeatedly discusses music in his pedagog-
ical lectures. According to Steiner, the human
astral body—the consciousness and movement
organization of the human being—is built up pri-
marily by musical elements, beginning in a child’s
seventh year:

... [Clertain of these forces
begin to work more in the
child’s soul and spiritual
realm, affecting especially
the rhythmical movement of
heart and lungs. . . . It [the
child] has a real longing for
this interplay of rhythm and
beat in its own organism.
Consequently the adult must
realize that whatever he or she brings to the
child after the change of teeth, has to be given
with an inherent quality of rhythm and beat. .
.. If, at this stage, the rhythm of breathing
and blood circulation is not treated in the right
way, the resulting harm may extend irrepara-
bly into later life. . . . At this stage the child’s
muscles vibrate in sympathy with the rhythms
of breathing and blood circulation, so that the
entire being of the child takes on a musical

character. . . . [Nlow the inner musician begins
to work, albeit beyond the child’s conscious-
ness.17

Music demonstrates a threefold division—
rhythm and measure; harmony; and melody. The
Cosmic Sculptor works down from the head,
through the rhythmic system, and into the metab-
olism and limbs. The Cosmic Musician, by con-
trast, whose function is to establish the nervous
system as servant of the human mind, as servant
of an individual’s will, feeling, and thinking, works
from the limbs and metabolism upward toward
the head. As teachers, we are faced with the
necessity to aid the development or perfection of
the nerves of the limbs of a child from approxi-
mately seven to nine years of age. The first com-
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ponent of music, rhythm and measure, is of vital
importance beginning roughly at age seven.
Teaching must engage students appropriately
with rhythm and measure, which are best experi-
enced through movement of the limbs. Funda-
mental facts of math, for example, may be memo-
rized effectively via rhythmic movements. Every
subject taught during the first years of elemen-
tary school needs to be taught, not in an abstract
vacuum, but through engaging movement.

On a personal note: In 1975 I had the privi-
lege as part of a year-long sabbatical from
Michael Mount Waldorf School in Johannesburg,
South Africa, to travel to many schools in Europe.
In many locations I saw students even in Waldorf
schools seated during main lessons, not moving,
listening to the instructions of their teachers, but
not experiencing the content of the lessons
through their own movements. At that point
resolved to become a missionary of movement.

I further based this on the following teaching
experience: Inspired by Max Stibbe, a Waldorf
school pioneer in South Africa, I had begun to
teach primary subjects first of all through move-
ment; I followed this with artistic and feeling-
emotional expansion, and, finally, toward the end
of the subject block, by stimulating intellectual
conclusions. I had practiced this for the elemen-
tary grades, although in the higher grades the
movement portion became shorter. I intended to
prove to myself that an initial experience of move-
ment would form the basis for awakening the
intellect, as Steiner describes.181 concluded that,
indeed, when introducing subjects through move-
ment, students are engaged, memory is strength-
ened, and thinking capacities are aroused.

During the second seven-year stage of devel-
opment, the soul capacities of will, of feeling, and
of thinking develop from their home in the human
astral body, making it apparent that music will
help us best to guide our students.1?

If people work physically, they move their
limbs. That means they swim totally immersed
in the spirit. This is not the spirit dammed up
in that person, it is the spirit outside. . . .
Rather, what is important is the extent to
which people are purposefully active.
Purposefully active—these words must perme-
ate us if we are to teach children.20
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Purposeful activity may include not only
dance and eurythmy, but also the enactment of a
usually abstract subject or process, such as arith-
metic. It depends on the ingenuity of the teacher
to transform such an abstract subject into a
movement experience—so that education is expe-
rienced, is enlivened.

Melody is, in its purest form, a single voice. A
melody is like a sentence or a statement. Our
inherent musical capacity enables us to complete
a melody even if we hear only the first two or
three bars. In this relation of melody and sen-
tence we see the work of the next Cosmic Artist.

The crisis that children may experience
around the age of nine or ten is also a herald of
the next Cosmic Artist. This crisis appears in the
middle of the second seven-year stage when the
melodic element is important. The crisis is due to
a newly awakened capacity for critical discern-
ment, and no one, not teacher, parent, classmate,
other adult, or the world in general, is exempt
from critical appraisal. This critical appraisal,
moreover, is directed toward the child itself. The
appearance of this capacity for critical appraisal
signifies the awakening of self-experience, self-
respect, and separation from the world at large.
Parents and teachers need to understand this cri-
sis as a vital step toward selfhood. Adult under-
standing of students in this transformative stage
is essential, because students expect adults to
understand what they undergo. Because this
awakening selfhood announces itself during the
melodic stage, we can say that from this age on
each individual is singing her or his own song.
The full expression and potentiality of the new
capacity will reveal itself only when we consider
the next Cosmic Artist. Social life becomes more
important toward the end of the elementary
school years when students’ voices begin to
change. Students begin to understand conscious-
ly working with others and the social context of
their actions, feelings, and insights. Context—or
harmony—becomes important during this last
phase, approximately between twelve and four-
teen years of age. This is also the stage at which
students begin to gain intellectual understanding,
begin to develop the rationality expected of
adults.

Musical experience is, among other things,
related to what Steiner often describes as the
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“outside” spiritual world, the world in which the
planets are related in musical ratios, the harmony
of the spheres, according to Johannes Kepler. In
ancient times, the strings of lyres (I suspect also
of other instruments) were tuned in such a way
that the bass string was related to the earth ele-
ment, the next string to the water element, the
next string to the air element, and the last string
to the fire element—thus linking music directly to
the cosmos.2! When we use music in our teaching
or when we bring musical elements to subject
matter in purposeful movement, we relate our stu-
dents to the world, to the macrocosm, and to the
world of the spirit around us.

5. Poetry and the Power of the Word:
The Cosmic Poet

A human being is born four times. The first birth,
physical birth, is obvious. The birth of the ether
body, as Steiner repeatedly asserts, takes place
around the change of teeth. The astral body—the
movement or consciousness organization—is
born at about fourteen years of age, and the
ego—the eternal essence of an individual—is
born at about twenty-one years of age. The first
two births place a human being firmly on and
into the physical world of earth, of space, of time,
and of nature, but the latter two are purely spiri-
tual. They leave the earthly physical and ether
bodies behind during sleep, for example, and
experience purely spiritual events while out of the
physical body.

At the crisis we are considering, around age
nine, human individuality turns or reorients itself.
In the first years of life, when physical and ether
body become established, a child is oriented
toward the past—that is, toward past incarna-
tions as well as toward her or his sojourn in spiri-
tual worlds before birth. Around age nine, a
change of direction, a turning toward the future
takes place. From about the ninth year on, a child
becomes alert to the physical world, enters more
deeply than before into sensory experiences,
begins to reason, and thus, rejecting or confirming
the world around in critical appraisal, begins to
assert her- or himself. In other words, the individ-
ual now begins to experience her- or himself as
the center of the present incarnation. We may pic-
ture this turn-around as a yin-yang figure, with
the past coming into the center, and the future
radiating from it.

This critical turning point sees the influx of
the Cosmic Poet, or the Cosmic Word. The power
of language, the power of poetry, the power of
individual expression now becomes a possibility
for the student. Aspects of grammar, of writing,
of spelling, of reading may have been learned pre-
viously, but the possibility of using language as a
tool of individual expression, and thus of becom-
ing creators of a new world, becomes achievable.
Not every child is gifted enough to create poetry,
to write potent stories of imagined events or
retellings, or to write moving letters, but many do.
As with the other Cosmic Artists, the Cosmic Poet
endows with power the language a child uses.
Circumstance determines how this power of lan-
guage is grasped and utilized for individual
expression.

One might also consider that the power of the
Cosmic Word is a power expressly manifest in
human beings. While scientists may teach apes
sign language, and some animals may understand
some words (or simply respond to the emotional
essence), speech organs are unique to human
beings. Language provides the uniquely human
ability to create a commonality with other human
beings; to understand and to be understood; to be
social.

Human beings express their individuality in
their particular language, and this gift is with
them as they turn to the future, to how they will
live this life, how they will bring their spiritual
potentiality to physical expression. One example
from a Waldorf school curriculum may suffice to
illustrate this point: In fourth grade, stories are
often taken from Norse mythology. The stories of
gods and giants, dwarfs and men are exciting.
The story of the Norns who spin the lives of men
is relevant here as children confront their own des-
tinies. The Norse myths may be used to teach the
correct forms of past, present, and future verbs.
They can also yield recitations of alliterative
poems, which emphasize repetitive sounds. These
alliterative poems give teachers the opportunity
to accompany recitation with strong movements.
From movement and recitation through grammar
to destiny, Norse myths relate mundane and cos-
mic in developing children.

According to Steiner, whatever relates the
human being to her or his higher senses, especial-
ly what expresses itself in the higher arts, is con-
nected to the working of the time spirits—they
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work into our sense of hearing; while thinking, we
are connected to the working of the archangels;
when exercising our capacity of memory we are
permeated by the world of the angels; and when
using our ego, our individuality, we make the
fullest use of our physical body. . . . Simply
through the human constitution we are in contin-
uous relationship to spiritual worlds.22 It is crucial
for human beings to regain the consciousness that
spiritual beings give the gifts of memory, intelli-
gence, and sense perception, gifts that allow us to
become truly human.

6. Dance and the Power of Building
Community: The Cosmic Dancer

The next Cosmic Artist begins working on the
adolescent around the age of fourteen. At that
time it becomes essential that a person learn to
work with others. What better way to learn to
adjust to others than to move together in a dance,
in eurythmy? The success
of a dance or drama
depends on split-second
timing; its enjoyment
depends on a group-
awareness; its satisfaction
depends on the perform-
ers’ social awareness. If
students work together in
practical and artistic
endeavors in high school,
they will develop a social
conscience. The lack of
this social conscience,
unfortunately, is woefully
obvious in today’s youth worldwide.

What does the Cosmic Dancer develop? The
future quality of what Steiner calls the “life spirit”
working into the individual, the “spirit self.” At
the present stage of human development the life
spirit is a distant promise, not yet a fact. It is a
promise that the capacities of life sustaining
processes may be controlled, ordered, and direct-
ed by individuals themselves. The natural rhythms
of life that develop when working with others in
harmony may eventually transform into a capaci-
ty for guiding our own life processes.

It will soon be essential that human beings
demonstrate a social conscience. Today we are
training for it; today’s problems—social, econom-
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It will soon be essential that
human beings demonstrate a
social conscience. Today we
are training for it; today’s

roblems—social, economic,
or political—provide the
training ground; today, we
are challenged to heed our
social conscience.

ic, or political—provide the training ground;
today, we are challenged to heed our social con-
science. Materialism—and the egotism that
results from it—provide challenges to the emer-
gence of a social conscience. Nevertheless, a
social conscience is needed, and its development
is facilitated by the practice of dance, eurythmy,
and drama in the formative years from fourteen
to twenty-one.

The human ego, preparing to work into the
social fabric from about eighteen years of age,
also develops as it works into the astral body in
these years. In contrast to the astral body, which
takes hold of the physical nerves along the paths
of limbs, chest, and, finally, head, the ego begins
with the head. Teenagers, through intellectual
rationalizations, seem to be able to disprove
everything that adults state. The self, as with the
ether body, again incarnates from the head down-
ward, so logic lights up first, and with it the end-
less and provocative ratiocinations of adolescents.
Then, in the middle years of
this period, from about six-
teen to eighteen, the battle
for emotional equanimity is
joined. Now it is crucial that
the ship of the self is not
wrecked by emotional inse-
curity, wild desires, or unat-
tainable goals. Gradually,
maturity of the feeling life,
of the social conscience, has
to be established for future
well being, for future func-
tioning in the adult world.

At this stage, adoles-
cents are most at risk and are highly influenced
by the environment. They fight a battle for bal-
ance, which, for many individuals, continues into
adult life. They must find the middle ground
between fear and rage, between the bestial and
the arrogant, for example.

The third phase of adolescence has to do with
the application of the human will. Work in the
larger community, in whatever form, helps
expand the reach of individual will. It is a chal-
lenge to carry out what the self desires. Another
challenge is to prepare for one’s future, to picture
oneself in a future profession, to find a star to fol-
low. This phase begins at the end of high school,
when adolescents begin seriously to consider their
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futures, and when role models become ever more
important. High school teachers need to introduce
worthy role models to their students as prepara-
tion for coming adulthood. In this way, young
women and men prepare for the dance of life.

7. Who Are We? The Cosmic Self-
Development Artist

During the years of adolescence the eternal self
begins to mature in preparation for the earthly
self, the ego, which is born at about twenty-one
years of age. In the middle years of adolescence
fundamental questions arise: Who am I? What
am I supposed to do in the world? What is my
mission? What is my task? These questions may
arise, largely unconsciously, well before the age of
twenty-one. Maturity, however, raises a corollary
question: How will I go about becoming who I
want to be?

The twenties yield the possibility of acquiring
knowledge and expertise but do not demonstrate
the assurance and certainty shown by more
mature persons. This is also the period of life
when, traditionally, learning takes place in univer-
sities and apprenticeships. While the self has
come to a realization of him- or herself as a per-
son active in the world at large, much fine-tuning
is required during one’s twenties.

From twenty-one to twenty-eight years of
age, the eternal self faces the challenge of perme-
ating as fully as possible that part of the human
soul which Steiner characterizes as the sentient
soul—an extension of the astral body:

The sentient soul not only receives the impres-
sions of the outer world in the form of sensa-
tions but also has a life of its own that is fruc-
tified both by sensations from one side and by
thinking from the other.23

Now thinking verifies the tasks that the eter-
nal self chooses as its work in the world. Often,
but not always, during these years we meet those
who become our life teachers or mentors. The
future beckons, training ceases, we begin to make
our own lives. Our own goals become the star
that guides us into the future.

Conclusion

The Cosmic Artists continue their work after our
twenties, but now they transform themselves
from agents of bodily and soul development to
agents of renewal and rejuvenation. We can expe-
rience this through the practice of their arts.

In his second lecture to those who would
work with severely challenged children, Steiner
explained that, through their own efforts, these
teachers would be able to effect changes in those
children whose fundamental organization is lack-
ing, who are not able to progress in the same
way, or with the same speed, as most other
human beings. Steiner explains that, in order to
further physical bodily development, a teacher’s
ether body should have a healthful effect. To fur-
ther the development of a student’s ether body, a
teacher’s astral body should exert itself in self-
development. In order to ameliorate what lives in
a student’s astral body, a teacher’s ego must
work on itself. And, in order to have an effect on a
student’s ego, a teacher’s spirit self—though not
yet fully developed—is called upon. This spirit
self often shows itself in all that lives in humanity
at large as moral impulses.24

As adults, we may work on our own develop-
ment and we may learn from each other.
Something that is well developed in a friend,
acquaintance, or co-worker may influence a part
of us. Community develops in this way. And it is
in this manner that the arts may have a healing
and rejuvenating effect on human beings. The
Seven Cosmic Artists, who help all children to
develop toward their adult lives in the service of
humanity, show us by their unwavering example
that as teachers and as parents we help growing
children when we strive to develop ourselves,
using the gifts of spiritual worlds, to the best of
our ability.
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Education and Healing

In the autumn of 1923, Rudolf Steiner gave a lecture
at the Waldorf School in Stuttgart concerning the
forces which lead to health and to illness in educa-
tion. He raised the question: Which forces do we real-
ly use in pedagogical work? He then continued as fol-
lows:

£ undamentally, this question cannot be

answered from the usual present day point of
view. We can indeed say that the outer life in
which we stand demands of man that he do some-
thing which as a child he could not do by himself
and which must be taught him. It demands, per-
haps, also the attitude which we must take as
adults in order to help the child accomplish
through education those things which he could
not achieve alone. The answer to the question,
however, “Why do we educate?” remains to a
large degree external today
because as grown-ups we do
not find such great value in
what we ourselves have
become through our own
education. We do not look
back with deep gratitude on
what we received through
instruction and education.
Ask your own heart whether
this gratitude is always alive.
Surely single instances will be found, it is true, but
on the whole we do not think with deep gratitude
about our own education, about our own instruc-
tion, because we do not fully grasp the impor-
tance of what education truly is, what instruction
truly means, which forces of the human being’s
nature must truly be made active. For this reason
it is so difficult today to arouse pedagogical
enthusiasm in people. Basically, all our methods in
education, even the most ingenious and thorough-
ly elaborated methods, have for this reason only a
limited value. For the answers to the questions,
“How do we do this? How do we do that?” have
only a limited value. What is of the greatest value,

If we wish to be true teach-
ers, the greatest value . . .
is that we have enthusiasm
in our activity, and can
also fully develop this
enthusiasm in our work.

7@4//[ Steiner

however, is that we have enthusiasm in our activi-
ty, and can also fully develop this enthusiasm in
our work, if we wish to be true teachers. This
enthusiasm has a contagious power and it is this
alone that works wonders in teaching. The child
follows willingly this enthusiasm, and, if he does
not follow the teacher, it is usually an indication
that this enthusiasm is lacking.

Often in classes, or in the whole work of a
school, one sees a certain heaviness, and this
heaviness must be overcome. Such heaviness can
also express itself in an artificial enthusiasm. Yet
this can never accomplish what is needed, but
only that kind of enthusiasm which is kindled out
of the way in which we ourselves enter into the
material we are dealing with in the classes. And
here it is necessary that we work toward the
development of a special kind of consciousness....
This we can do only if, deeply in our own hearts
and not merely in external
phrases, we come directly to
a true experience of spiritual
values in the field of peda-
gogy. Yet, again, we shall
only be capable of this if we
have a clear understanding
of what has been lost in the
education of the present
time, has been lost for the
past three or four hundred
years, and must be found again. What has been
lost is the knowledge that, in reality, man, when
he comes into the world, is essentially a being
who needs to be healed. It is this connection
between education and healing which has been
lost....

Throughout the Middle Ages there was indeed
a radical belief that man, as earthly man, is ill
and that he must be made healthy, ... that some-
thing must be done to make man truly man. This
is subsequently discussed today, but in much too
conventional a manner. There is much talk about
raising man to a higher level, but it is abstractly
and not concretely dealt with. To be concrete
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means actually to bring the activity of teaching
into direct connection with the activity of healing.
When a sick person is healed, we know that
something has been accomplished. When a per-
son is made well, he is raised to a higher level, to
that of a normal, healthy human being. It may
sound unreasonable to say that from the point of
view of the higher nature of man there is some-
thing of the nature of illness in the fact that we
have continually to battle with the forces of the
body until death. But without such a radical con-
ception, we cannot find our way through to the
reality of what education means. In education
there must be an element of healing.

This excerpt was first published in English in
Education as an Art, Vol. 4, No.3.
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Nurturing Human Growth
A Research Strategy for Waldorf Schools

he development of Waldorf education is not
conceivable without the development of a culture
of research that is in touch with the core of
Steiner’s pedagogical impulse. What does this
mean? It means that we need a research strategy
for Waldorf education. And it means that this
strategy must be meaningful to the public, to
Waldorf teachers, to Waldorf schools and the
school movement, to Waldorf teacher training
institutions, and to the Pedagogical Section of the
Anthroposophical Society.

Why: The Purpose of a Research
Strategy

Ultimately, we need public research in order to
discuss Steiner education in a world in which edu-
cation—Tlifelong and flexible—is a growing focus
of attention for governments and for businesses.
The survival of Steiner’s impulse for a genuinely
human and humane education relies on such a
dialog. The more immediate aim is to develop a
culture of research and inquiry among teachers
and Waldorf schools. A strong oral culture of edu-
cational practice based on dialog, one that may
be built upon, exists in schools. It needs, however,
to be voiced and embedded in a continuous writ-
ten culture of inquiry.

The aim of the Master’s Degree Program in
Oslo, Norway is to develop students’ independent
research capacity in the context of the two cul-
tures of research mentioned above—oral and
written. In addition, research activity among staff
members and related to program activity is cru-
cial. What holds true for our Nordic program,
schools, and community, we believe, also holds
true elsewhere.

What: The Profile of a Research Strategy
Referring to Wittgenstein’s critique of how aca-
demic institutions tend to create a conceptual
world that loses contact with lived experience in
the field of activity it is meant to serve, the

Al /;[7%

Scientific Committee pointed to the inherent dan-
ger that the Master’s Degree Program, in its
approach to research and education, may lose
contact with the culture of education, embedded
in Steiner schools, that it is meant to serve. Put in
simple words, there is a large danger, when estab-
lishing academic activity in Waldorf education, of
creating a conceptually closed world and losing
contact with the “ground”—the life world of the
schools—and with “heaven”—Steiner’s educa-
tional impulse. It is in danger of becoming blunt,
of shaping an academic profile out of what is
expected and commonplace.

Taking Steiner’s epistemology! as a point of
departure, four methodological qualities may
shape the identity of a research strateqy:

1. An Extended Concept of Action

A first characteristic of our research profile is an
expanded concept of action research. In contem-
porary educational research, action research is
not so much a method as a general approach to
research. The basic idea is to involve practitioners
by offering cooperation between them and a team
of researchers. Practitioners pose questions from
their experience, questions that are often of a
practical nature, such as, how can we achieve this
or solve that? The researchers then transform
these questions, if necessary, into questions for
research; that is, what do we need to know in
order to be able to achieve this or solve that? The
next step is to choose the appropriate research
methods, which could be anything from statistical
tests to qualitative, in-depth interviews.

Our extended concept of action research fur-
ther includes an ever-closer link between
researchers and practitioners because they will be,
ideally, the same persons. The first step in this
extension is to see the relevance for research of
Schon’s notions of reflection-on-action and reflec-
tion-in-action.2

A second step is to extend the concept of
action and see that a human deed or practice
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does not necessarily consist merely of outer
action, bodily doing or speaking, but may include
“inner attentive action” connected to soul and
mind. This realization establishes a link to
Steiner’s philosophy of spiritual activity as he
presents it in Philosophy of Freedom.3 The extension
of the concept of practice to include the move-
ment of attention that is embedded in all activity
of sensing and thinking shows how the core of sci-
entific activity itself is spiritual.

The realm of practice connected to spiritual
life is thereby opened for inclusion in the ontology
of science. A third step, on this basis, is to extend
Schén’s methodological concept of reflection-in-
action to analyze the structure of this pure atten-
tive activity through self-observation.*

2. An Extended Concept of
Observation
Building on the tradition of phenomenology, cur-
rent pedagogical research extends the concept of
observation in educational research to include
qualitative inquiry5 and individualized research
design.¢ Research connected to creative arts and
therapy takes this approach one step further and
introduces the concept of “art-based research.”” A
research strategy in Waldorf education must focus
on the fruitful interplay between
the science and the art of educa-
tion. The intimate relations
between art and science are both
implicit and explicit in Steiner’s
theory of knowledge8 and point to
reappraisal of Goethe’s scientific
method? and Schiller’s aesthetic
framing of education.10

The phenomenological cri-
tique of cognitively-biased
research is also becoming visible in
the field of philosophy of science education.1!
Science education in the Waldorf schools builds
on a long phenomenological didactic tradition
ranging from the lectures of Michael Faraday!2 to
the 20th century and the works of Portman,
Barfield, Bortoft, Julius, Ott, Schad, Kranich,
Mackensen, Holdrege, Skaftnesmo, Rask, and oth-
ers.

As indicated by Ostergaard,3 it is useful in
educational action research to extend the phe-
nomenological approach from typical observa-
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A research strategy
in Waldorf education
must focus on the
fruitful interplay
between the science
and the art of
education.

tions of natural phenomena to include also obser-
vations of the learner (being a being) and of all
activities (will at work) inherent in the act of
teaching. Brierleyl# takes this one step further in
his didactics of geography in Waldorf schools, in
which soul observation of the child plays a central
role, soul observation that is entwined in the con-
text of the teaching and learning process.

An extended concept of observation that
builds on Goethe’s method does not mean that
conventional quantitative methods are not also
valuable. In Steiner’s own terms, an extended con-
cept of observation includes soul observations
(seelische Beobachtungen nach Naturwissen-schaftliche
Methode). It implies an emphasis on the schooling
of the senses of the educational practitioner and
researcher, thereby bridging the spheres of soul
and science, and pointing to an extended concept
of schooling.

3. An Extended Concept of Schooling
Educational theory connected to vocational train-
ing and to education in the arts, and crafts gener-
ally focuses on schooling or training elements of
mastery.!5 Building on this perspective on school-
ing and mastery, our research strategy for
Waldorf education extends this concept to focus
on the interplay among schooling
of thinking, of feeling, and of will.
Further, any cognitive capacity is
primarily a skill of practice, of
moving attention, separated from
but also embedded in the attentive
movements of our emotional and
bodily modes of knowing.1¢ A cog-
nitive capacity may hence be
strengthened by a more explicit
focus on complementing and
entwining it with the practical,
emotional, and aesthetic dimensions of learning.17
An epistemological basis for such an activity-
sensitized ecology of knowing is worked out by
Hugo.8 It builds a bridge between traditional con-
cepts of schooling in education within the sports,
arts, crafts, and the many exercises directed
toward the schooling of the soul of the teacher or
educational researcher developed by Steiner in
connection with the Waldorf school.19 In his dis-
sertation on the German philosopher and poet
Novalis, Florian Roder beautifully demonstrates



Aksel Hugo - 49

the full spectrum of such an extended concept of
schooling, framing Novalis’s concept of universal
science.20 This concept is based on the silent
power of man transforming his thinking, feeling,
and will life, and
thereby building new
organs of perceptive
communication with
the lives of other
beings. An extended
schooling of the sens-
es will build organs of
increased sensitivity
toward other beings,
improving the senses
of communication.

4. An Extended Concept of
Communication

The existentialists within educational theory, like
Bollnow and Buber, emphasize the being-to-being
sphere of education and learning.2! For them, the
central phenomenon in education is the “meeting
of beings” and qualities related to this meeting.
Where there is no meeting between human beings
there is no real communication and no real human
growth. Our research strategy in Waldorf educa-
tion can relate to this and to current communica-
tion theory, with a special focus on qualitative
research interview methods.22 Our strategy is also
open to the extension of the concept of communi-
cation to encompass encounters between beings
in a world of beings in dialog.

In Finland, Professor of Educational Science
Simo Skinnari recently developed a phenomenolo-
gy of education in which the concept of “peda-
gogical love” is central.23 Such a concept is a
potential revelation because the concept of love
has no space or place in current, conventional
educational theory. In America we see similar
things happening: Building on the therapeutic tra-
ditions of Carl Jung and James Hillman, Robert
Sardello develops the concept to include a phe-
nomenology of the soul in its meeting with nature
and future.24 Similarly, Arthur Zajonc shows how
a university course can build a bridge between the
two worlds of knowledge and love.25

Keeping in mind that, a.) spirit is at work in
the key activity of science—moving attention in
sensing and thinking, that b.) soul and body

In educational action research this
form of attention needs to be
acknowledged and taken into the
arena of conscious, creative inquiry
.... Itis by the gateway of [con-
sciousness] that we bring the self-
understanding of science in touch
with moral life and the cosmos.

accompany this activity, and that, c.) we thereby
construct our incarnated organs of perception, we
see how life nurtures processes of knowing. An
extended concept of communication adds to this
image of outer life in
magical touch with
inner life by showing us
the opposite gesture:
The inner life of the
researcher—his moods
and movements of soul
and spiritual atten-
tion—in touch with
outer life. In the class-
room, we all know the
reality of this “in-
between-ness” of beings
in attentive touch. In educational action research
this form of attention needs to be acknowledged
and taken into the arena of conscious, creative
inquiry. It is the link from the arena of educational
research to the arena of schooling personal and
professional “virtues.”2¢ This is so because, when
dealing with soul, “...we are dealing then with
the distinctly human realm, where the creating
factor is absolutely unavoidable. That is to say,
investigation of soul is also soulmaking.”2”

An extended concept of communication is a
bridge to Steiner’s epistemology and to his spiritu-
al science. It is by this gateway we bring the self-
understanding of science in touch with moral life
and the cosmos. In his beautiful study on informa-
tion and remembrance in water, the German
researcher Bernd Kréplin demonstrates how every
drop of water carries its own biography and also
how thought and emotion make an imprint on
images that the water shows.28 In a simple man-
ner, he demonstrates a bridging of the self-under-
standing of science from being purely detached
observation to becoming participative communi-
cation.

How: A Research Strategy for
Waldorf Education

A research strategy encompasses researchers,
educators, and practitioners of Waldorf educa-
tion. They represent an ecology of modes of
knowing that mutually support one another.
Schools can develop only when the research atti-
tude embedded in Steiner’s educational impulse

. S - . %
Research /)’/(//‘///1 : 75;4/‘/71/ 2006 - lé/mu' 77 - #2
-/



50 - Nuturing Human Growth: A Research Strategy for Waldorf Schools

Figure 1. An Ecology of Ways of Knowing in Education

fosters cultures of inquiry in pedagogical, didactic,
and social questions related to teaching and
school development. And teacher education needs
to nurture a research attitude in the development
of teachers.

The figure above (Figure 1) illustrates how the
whole ecology of “ways of knowing in education”
can be reflected in an ecology of participating
organs in a common research strategy. In an
organism, the different ways of knowing must be
differentiated and unified. They depend on each
other. The image in this figure has been developed
in dialogue with the different actors involved as a
common foundation for a long-term research
strategy.

The figure illustrates how a double bridge,
practical and spiritual, between spiritual sci-
ence—anthroposophy—and the educational
world can be built by a joint culture of practical,
soulful education, and soulful educational
research. It also matches new policies in educa-
tional research, which demand tighter relations
and interplay between the world of educational
research and the world of everyday school life.
Teacher education holds a key position here in
linking these worlds of educational research and
practice, with the bachelor’s level reaching more
strongly into the school world and the master’s
level reaching more strongly into the research
world.
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Who: Shared Ownership

of Shared Tasks

A challenge of our time is that we learn to culti-
vate our own questions. Individually, they can
unite elements that tend to fall apart in academic
life, namely our personal, professional, and scien-
tific quests. Fruitfulness in research is linked to
intensity and long-term commitment in the way
we live with questions. When we see this in our
own biographies, we can also learn to see the
“holding-together effect” of shared questions in
forming cultures of inquiry. The key factor is
shared ownership of shared tasks. A community
of innovative practice has a task that it gives or
chooses itself, linked to its own questions. The
intensity and ecology of shared questions build
the “carrying capacity” and growth structure of
research culture.
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Nature Deficit Disorder
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n the early 1900s, more than 90% of the popu-
lation of North America lived in rural areas where
farming was dominant, while only 10% lived in
urban centers. As recently as the 1950s, most U.S.
youngsters still had a connection to agriculture in
some form. Even in towns or cities, kids played
ball in dusty sandlots or spent hours building
forts against fences, in garden shrubbery, or in
parks. Their unregimented play allowed them to
be at one with nature. That kind of exposure to
the outdoors has reportedly faded dramatically in
recent decades, but our need for nature—as both
psychological and physiological aid—has not.
“Neurologically, human beings haven’t caught up
with today’s over-stimulating environment,” says
Michael Gurian, family therapist and author of
The Wonder of Boys.

By the beginning of this millennium, demo-
graphics from the 1900s had reversed themselves.
Now, more than 90% of the population resides in
urban or suburban areas. Interestingly, during this
time, we have also seen a dramatic increase in
Attention Deficit Disorder, ADD, and Attention
Deficit Hyperactive Disorder, ADHD. Children
diagnosed with these disorders have trouble pay-
ing attention, listening, following directions, and
focusing. They may also be aggressive, antisocial,
and prone to academic failure. Based on high-tech
images of the brain, some scientists report that
ADD and ADHD children show altered levels of
some neurotransmitters and slight shrinking in
the part of the cerebral cortex that governs atten-
tion and impulse control. But scientists are not
clear whether those differences indicate a cause
for the disorder, perhaps due to a genetic defect,
or are simply manifestations of another cause or
causes.

According to the National Survey on
Children’s Health,! about 8% of children between

the ages of 4 and 17—a total of 4.4 million—
have a diagnosis of ADD or ADHD, and more than
50% of them take stimulant medications, many
of which are addictive.2 Children diagnosed with
ADHD often receive “little more than prescribed
medications—with no further guidance from a
physician, therapist, or educational counselor.”3
Statistics gatherers admit, however, that “non
drug, psychosocial treatment may be helpful if it
continues long enough.” This leads us to a con-
sideration of the correlation between ADD, ADHD,
and the phenomenon of children of today spend-
ing less and less time outdoors in unstructured
activity.

Last Child in the Woods: Saving Our Children
from Nature Deficit Disorder by Richard Louv
appeared last May.5 Louv coined the term “nature
deficit disorder” after spending ten years traveling
around the country, interviewing both parents
and children about their experiences in nature, in
both rural and urban areas. He compared their
anecdotes with a growing body of emerging scien-
tific research that suggests children who are given
early and ongoing positive exposure to nature
thrive in intellectual, spiritual, and physical ways
that their “shut-in” peers do not. Over the past 30
years, he says, children of the digital age have
become increasingly alienated from the natural
world. Citing skyrocketing rates of childhood obe-
sity, diabetes, depression, and ADHD, he links a
lack of interaction with nature to a slow but
steady erosion of mental, physical, and spiritual
health.

A camp counselor told Louv of the counselor’s
experience of taking a nighttime walk with a 9-
year-old girl who had never left the city in which
she lived. “She looked at the night sky, gasped,
and grabbed my leg,” the counselor recalled. “She
had never really seen the stars before. That night,
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I witnessed the power of nature on a child. She
was a changed person. From that moment on, she
saw everything, even the camouflaged lizard that
everyone else skipped by. She used her senses.
She was awake.”6

Louv advocates “nature play” as a way to
reduce stress, sharpen concentration, and pro-
mote creative problem solving. He believes it could
also emerge as a promising therapy for attention
deficit disorder and other childhood maladies.

Speaking on Nation Public Radio in February
2006, he stated that our culture’s sterile rejection
of nature is harming children in body and soul. He
argued that kids’ free time is so structured with
youth sports, dance, gymnastics, and so forth,
and children are so plugged into television and
video games that they’ve lost their connection to
the natural world. He states, “We don’t do well
when we lose our connection with the trees, hills,
sky, and streams. Humanity in the western world
has lost its balance.”?

Rhoda Clements, in “An Investigation of the
Status of Outdoor Play,”8 supports Louv’s find-
ings. Her study discusses the extent to which chil-
dren in North America today participate in active,
outdoor play, compared with those of the previ-
ous generation. Eight hundred and thirty mothers
nationwide were surveyed regarding their active,
outdoor play experiences as children, and their
children’s play experiences today. The mothers’
play experiences, compared with the children’s,
clearly indicate that children today spend consid-
erably less time playing outdoors than their moth-
ers did as children.

The following bullets identify some of the
problems children face, problems that may be
aided by addressing “nature deficit disorder”:

® The number of children diagnosed with
ADHD has skyrocketed—by 33 percent
from 1997 to 2002.

® Prescriptions of stimulant medications
such as methylphenidate (Ritalin) and
amphetamines (Dexedrine) have risen as
well, especially for preschoolers.

From 2000 to 2003, spending on ADHD drugs
for children younger than five rose by 369 per-
cent.

Scientists have yet to definitively explain
these trends. One theory is that ADHD may be
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over-diagnosed; pharmaceutical companies have
intensely marketed medications, and school offi-
cials often urge parents to seek treatment for dis-
ruptive children. A suspected cause of ADHD
symptoms is over-stimulation, especially from
television viewing.

The following research seeks answers to the
problems outlined above:

Harvard biologist Edward O. Wilson’s “bio-
philia” hypothesis argues that humans have an
affinity with the natural world. When we aren’t
exposed to a natural landscape, we suffer.?

In ongoing studies by the Human-
Environment Research Laboratory at the
University of Illinois, researchers have discovered
tantalizing evidence for a new view of the syn-
drome. In a 2004 study published in the American
Journal of Public Health, the laboratory found that
children as young as five showed a significant
reduction in ADHD symptoms when they
engaged with nature.

Parents and guardians were asked to identify
after-school or weekend activities that left their
children functioning particularly well or poorly.
The study measured responses to two types of
activities: those in green landscapes—such as
grassy backyards, parks, and farmland—and
those in indoor playgrounds and paved recre-
ation areas. The researchers designed the study
to account for any effects of physical exercise so
they could measure only the influence of green
settings. They also factored out age, gender, fam-
ily income, geographic region, size of community,
and the severity of diagnosis. In fifty-four of fifty-
six cases, outdoor activities in more natural set-
tings led to a greater reduction in ADHD symp-
toms than activities in less natural areas. The
only instances in which symptoms worsened
occurred in artificial environments. In a related
experiment, the laboratory found that children
could focus on specific tasks better in green set-
tings.10

The University of Illinois team has also sug-
gested that nature therapy could be a third
option, after prescription medications and behav-
ioral therapy. The study recounts how one parent
began taking her son to the local park for thirty
minutes each morning before school, which she
indicated reduced his ADHD symptoms. “Come to
think of it,” she told the researchers, “I have
noticed his attitude toward going to school has
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been better, and his schoolwork has been better
this past week.” Another parent of a boy with
attention deficit symptoms began engaging him
regularly in outdoor activities, such as fishing,
with similar results. “When [ read the results of
your study,” he reported to the researchers, “they
hit me in the face. I thought, yes, I've seen this!”11

A 2003 Cornell University study reported that
the more nature a child encountered at home—
including exposure to indoor plants and window
views of natural settings—the less he or she was
affected by negative stresses.12

A 2003 study by researchers at the New York
State College of Human Ecology reached similar
conclusions. Nancy Wells, the lead researcher,
said that exposure to nature resulted in “profound
differences” in children’s attention capacities and
that “green spaces may enable children to think
more clearly and cope more effectively with life
stress.” That, in turn, could strengthen a child’s
attention and potentially decrease the symptoms
of ADHD.13

In a study in the American Journal of
Preventive Medicine, gallbladder surgery patients
with trees outside their hospital windows recov-
ered more quickly than those with views of a brick
wall. 14

Michigan prisoners whose cells faced inward
suffered 24% more illness than peers whose cells
looked out on landscapes.

Nature also appears to reduce stress and
stimulate creativity. In another Michigan study,
office workers with views of greenery reported
significantly less frustration and more job enthusi-
asm than colleagues without such vistas.

Swedish research has shown people who
walked for 40 minutes in nature returned to per-
form better in proofreading tests.

Stephen and Rachel Kaplan, husband and
wife environmental psychologists at the
University of Michigan, have developed an “atten-
tion-restoration theory.” The Kaplans take their
inspiration from philosopher and psychologist
William James, who, in 1890, described two kinds
of attention in adults: directed and involuntary.

In the early 1970s, the Kaplans studied the
impact of a range of activities and found too
much directed attention—this could include com-
puter tasks, homework, or studying for a test—
leads to what they call “directed-attention

fatigue,” marked by impulsive behavior, agitation,
irritation, and inability to concentrate. Directed-
attention fatigue occurs because neural inhibitory
mechanisms become overstressed by blocking
competing stimuli. Subsequent research, including
more than one hundred studies linking exposure
to nature to stress reduction, has supported the
Kaplans’ theory—and the salutary influence of
what they called “the restorative environment.”
According to the Kaplans, nature can be the most
effective source of restorative relief.15

A new report on American’s eco-literacy is a
significant read for all teachers. The report,
Environmental Literacy in America, comes from the
National Environmental Education and Training
Foundation, a nonprofit foundation chartered by
Congress in 1990 to promote environmental edu-
cation in its many forms. In the issue Eco-Literacy
and America’s “Nature-Deficit Disorder,” Kevin Coyle
lays the blame for children’s falling grades in eco-
literacy on, in part, unprecedented cultural pat-
tern changes in how young people relate to nature
and the outdoors:

As kids become more “wired” than ever before,
they are drawn away from healthful, often
soul-soothing, outdoor play. The age-old pat-
tern of children spending hours roaming about
and playing outside is becoming close to
extinct due to a combination of electronics,
cyberspace, and parental efforts to keep their
children indoors and, in their minds, safer.16

Ellen Britt, co-founder of Primal Waters and
an expert in stress resiliency, argues that it’s not
only children who suffer from nature deficit disor-
der, but adults as well. A recent Environmental
Protection Agency study found that most adults
in the United States spend 90% of their lives
indoors.

A conservative, main-line consideration of this
problem can be found in The Harvard Mental Health
Letter of the Harvard Medical School (February
2006) in an article titled “Attention Deficit
Disorder: Old Questions, New Answers.” It states
that ADHD is not “just a set of behavior problems
but a biologically based disorder of brain func-
tion.” It has the strongest genetic component
among psychiatric disorders. Evidence is reported
that children with ADHD have a disturbance that
occurs in a “circuit that runs between the frontal
cortex, seat of judgment and planning, and the
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basal ganglia, which control habitual actions and
convey reward signals.”

Following a statement advocating a decrease
in television viewing for children, however, The
Harvard Mental Health Letter states:

Not only less exposure to television but more
exposure to nature might be good for children
with attention problems. Several recent studies
have found that impulse control and other
ADHD symptoms improved when children had
more access to grass and trees. This evidence,
like the evidence for damaging effects of televi-
sion, is limited, and its practical significance
might be doubted. Still, it can’t hurt any child
to spend less time as a couch potato and more
time outdoors in parks and playgrounds,
woods, and fields.1”

If arguments about nature deficit disorder
resound in us as Waldorf school teachers, then a
walk in the woods is an ideal activity. Before or
after school, it will restore us to ourselves. With
our classes, it may be an essential salutogenic
practice. A concern for nature deficit, however,
also calls for an awakening. It beckons us to
“scale back industrialism, redesign homes,
schools, hospitals, and cities, and expand the
access to open space”—none of which can be
encapsulated in a pill.18 To the extent that we, as
associates of Waldorf schools and Waldorf educa-
tion, can take up this challenge, we will help our
students and their families at least as much as we
do through our daily practices.

Endnotes

1. See http://www.cdc.gov/nchs/about/major/
slaits/nsch.html.
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4. Ibid.
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Woods: Saving Our Children from Nature Deficit Disorder,
published in April by Algonquin Books of Chapel Hill.
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On Creativity
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Me written child-labor laws and we

have outlawed, for the most part, physical tor-
ture, but we subject our children daily, with all
good intentions, to soul torture. Young children,
who should be imbibing the world through all
their senses, are taught to read before their minds
are fruitfully prepared for this (see Auer, p. 7).
Older students are increasingly subject to stan-
dardized tests, indoctrinated in the blinkered
thinking that these require. Recent studies and
expert opinions add to the growing evidence, evi-
dence we seem as a nation unable to assimilate in
our classrooms, that creative experience is
humanizing (see James, p. 17) and should be at
the heart of any educational program. An opinion
in EdWeek by Robert Sternberg! and a study from
the UK by Sue Rogers2 neatly bookend the prob-
lem for us.

Sternberg, having sequed in his career from
studying intelligence to studying creativity—not
that there’s a bright line dividing these—sees cre-
ativity as a habit, a perspective that is shared in
one way or another by others who study creativi-
ty, including especially Howard Gruber, for whom
“a long and well-worked through apprenticeship is
vital to the development of a creative life.”3

Yes, “eureka” or “aha” moments occur, but
only after long periods of learning and applica-
tion. They occur in a context of knowledge and
work. As Sternberg says, “Knowledge is a neces-
sary, but in no way sufficient, condition for cre-
ativity.” You and I may be bombarded every
moment by a hail of mathematical insights direct
from Plato’s intelligible realm. But unless we apply
ourselves to learn sufficient math, we will remain
forever ignorant of these. Archimedes leapt from
his bath not because he was lucky but because he
had devoted his life to studies that enabled an
insight previously granted to no one else to light
up in him.

Creativity involves discipline and hard work.
For Sternberg, this work has the character of
habit—the paradox, virtually an Aristotelian bal-
ance, of “routinely approachling] problems in
novel ways.” Routine without novelty leads quick-

ly to death. Novelty without routine leads to dilet-
tantism and the illusion of creativity.

Habits can be encouraged or discouraged.
And Sternberg sees the pressure toward standard-
ized tests and machine grading of essays as—
inadvertently—profoundly discouraging the habit
of creativity, treating it as a bad habit rather than
as a good one.

Further, encouraging creativity by making
opportunities, encouraging students to be cre-
ative, and rewarding those who are creative does
not necessarily mean the end of assessment or
evaluation. Sternberg’s research, supported by
others such as Teresa Amabile, demonstrates pos-
sibilities for assessing or evaluating creative
work—originality, quality, and appropriateness
are dimensions of a creative project that teachers
can reliably assess.

Sternberg sees creativity as necessary for
problem solving, but this raises an ethical ques-
tion: Is the solution to the problem of flying an
airplane into a building, for example, really cre-
ative? As we can form a concept of miseducation
to describe, say, the influence of advertisements
that “educate” us—transmitting knowledge and
culture—can we form a concept of “mis-creativi-
ty” that acknowledges that the choice of problem
to solve involves an ethical choice? Or do we
need, as some researchers have done, to describe
positive creativity with a medical qualifier like
“moral”? Clearly, not every problem requires a
creative solution. Not so clear, but open to ques-
tion, does all creativity involve problem-solving?

Play is a key to the development of creativity
in children. Sue Rogers at the University of
Plymouth, UK, led research that shows that “[c]hil-
dren are being denied the chance to develop at
school through imaginative play because they
spend so much time learning to read and write.”
Ignoring the necessity for social, creative play
leads to deficits in development of social skills and
intellect.

Roger’s study confirms a sad fact about early
childhood education in the UK—and we may
believe the situation is similar in the US—but does
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not delve into the reasons why imaginative, social
play is healthful and even necessary. For research
on this question, turn to Sara Smilansky,* whose
work in Israel has demonstrated powerfully the
health-giving effects of what she calls “sociodra-
matic” play, play in which children pretend to be
something that they are not—mother, pirate, or
postal carrier, for example. Children allowed to
play creatively gain in language acquisition and
use, social skills, and mutual understanding.
Learning these, we can see, quides children
toward understanding and harmony; in the end,
perhaps, alleviating suffering and even saving
lives.

For Sternberg, creativity is important
“because the world is changing at a far greater
pace than it ever has before. . .. We need to
think creatively to thrive, and, at times, even to
survive.” For Rogers and Smilansky, children’s cre-
ative play opens the door to the development of
skills that support thriving and surviving. From
free play to development of the good habit and
hard work of self-directed creativity, our children
deserve better from us.

As Waldorf schools have demonstrated for
decades, it is not necessary to compromise knowl-
edge and achievement in order to sustain human
development with creative learning. On the other
hand, as Waldorf schools champion creative
learning and creative experience, they, too, must
beware the traps of routine and of dilettantism
that lie on either side of the path they walk.

Endnotes

1. http://www.edweek.org/th/2006/02/
21/426.html

2. http://www.esrc.ac.uk/ESRCInfoCentre/PO/
releases/2005/september/curriculum.aspx

3. Gruber, Howard. “The Evolving Systems
Approach to Creative Work.” In Wallace and Gruber,
Creative People at Work: Twelve Case Studies. New York:
Oxford University Press, 1989.

4. Smilansky, Sara. “Sociodramatic Play.” In
Children’s Play and Learning, Edgar Klugman and Sara
Smilansky, eds., New York: Teachers College Press,
1990.
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Allergic Disease and Sensitization in
Waldorf/Steiner School Children

P/// Jucas, AL D.

[1 January 2006, the results of a European med-
ical research project were published in the Journal
of Allergy and Clinical Immunology. The research
was designed to look at the rates of hay fever,
asthma, and eczema in 6,630 European children
aged five to thirteen from Austria, Germany,
Switzerland, Holland, and Sweden. Within this
large group of children, the study compared
Waldorf school students with non-Waldorf school
students with respect to these three increasingly
common allergic conditions and also with respect
to blood levels of IgE, an antibody marker for
allergy.

The article, “Allergic Disease and Sensitization
in Steiner School Children,” has more than sixteen
authors, including fifteen European physicians
and scientists and one American from the
Brigham and Women’s Hospital in Boston. Most
of the authors are members of the PARSIFAL
(Prevention of Allergy Risk factors for
Sensitization related to Farming and
Anthroposophic Lifestyle) Study Group. The arti-
cle concluded that:

... certain factors in the anthroposophic
lifestyle, such as restrictive use of antibiotics
and antipyretics [fever-lowering drugs like
Tylenol, Ibuprofen, Aspirin] are associated with
the lower risk of allergic disease in children.
However, the lifestyle factors investigated in
our study represent only a selection of various
characteristics of the anthroposophic lifestyle.
Therefore, we cannot exclude that other fac-
tors need to be considered to understand com-
pletely the background for this lower risk.

This is the second medical research article
(the first was published in Lancet in 1999) to be
published in a leading, respected English-language
academic journal that has found an “anthropo-
sophic lifestyle” to confer protection from allergic
iliness.

There are at least two reasons why the publi-
cation of this research can be warmly welcomed
by members of Waldorf school and anthroposoph-

ic communities. First, it validates and confirms
what many practicing anthroposophists have long
known from experience: that anthroposophy, a
path to knowledge, is also a path to health.
Second, the acceptance for publication of yet
another article on the “anthroposophic lifestyle”
in a prominent, peer-reviewed, mainstream med-
ical journal signals that the research was conduct-
ed according to the highest scientific and biosta-
tistical standards and that mainstream medical
science is willing to acknowledge that such a
thing as an “anthroposophic lifestyle” not only
exists, but may even be good for you! These are
small but significant steps on the road to a wider
public recognition of anthroposophy’s contribu-
tion to individual and social health.

The problem of increasing allergic disease in
today’s children, which this research article gently
touches on, is unfortunately merely the tip of a
large and threatening iceberg. The larger, more
pervasive problem today is the accelerating pace
and widening scope of materializing and harden-
ing processes in the world and in human souls
and bodies. In the grand scheme of things, the
perennial yin-yang polarity, which Steiner por-
trayed as a balance in humans and in the world
between the forces of sclerosis and the forces of
inflammation (in Robert Frost’s poetry, between
Fire and Ice), is today tipping dangerously toward
the hard and cold. A body hard and cold is closer
to death; it resists penetration by the Spirit that
gives life and warmth.

The Spirit’s participation in our physical
world is a flame slowly extinguishing. This mani-
fests in myriad ways, one of them the increase of
allergic conditions in today’s children. Despite
global warming, human bodies are becoming
cooler. How can this be understood? Throughout
recorded history, the leading causes of iliness and
death have been fiery inflammations like pneumo-
nia, tuberculosis, malaria, and childhood inflam-
mations such as diphtheria, measles, and scarlet
fever. This began to change in the U.S. and other

. S - . %
Research /)’/(//‘///1 '75;4/‘/71/ 2006 - lé/xmu' 77 - #2
-/



60 - Work of the Research Fellows

developed nations around 1900. Since then, the
balance has gradually shifted to the cold, sclerotic
illnesses of cancer, heart disease, and stroke,
which now predominate, while the formerly com-
mon inflammatory killers of children and adults
mentioned above have receded.

Allergic conditions were essentially unknown
until the twentieth century. Now a large portion
of the U.S. population suffers from them. This
tremendous shift in our collective health has a
spiritual cause: Prior to 1900, spirit and soul
worked more strongly in human metabolism and
will, but now they work more strongly in our
nervous system and thinking.

When spirit and especially soul—ego and
astral—work strongly in our metabolism and will,
we are inwardly warmer and more prone to
inflammatory illness. When spirit and especially
soul work strongly in our nervous system and
thinking we are inwardly cooler and more prone
to sclerotic illness.

Allergic conditions, as chronic inflammations,
are certainly warmer than cancer, stroke, and
heart disease; but lacking the ego-directed power
of fever and pus formation, allergies are far cooler
than measles, pneumonia, or roseola. Allergies are
on the sclerotic side of the balance.

Researchers find evidence that antibiotics and
fever-suppressing drugs seem to promote the ten-
dency to the allergic diseases of asthma, eczema,
and hay fever. From an anthroposophic under-
standing of inflammation and allergy, one could
fully expect that antibiotics and antipyretics
would increase the tendency to allergies in chil-
dren. This is due to the cooling and suppressing
effect of these drugs on the immune system’s pro-
duction of inflammation and fever in the body.
These drugs can often thwart or at least modify
the acute inflammatory response that is caused
by the intensive penetration of ego warmth into
the body’s life processes, in response to a need for
housecleaning and renewal in the body’s house-
hold. From the anthroposophic perspective, the
immune system is the body’s housecleaner, and is
an instrument of the ego. Repeated inappropriate,
needless use of antibiotics and antipyretics (as
opposed to their wise, discriminating use) seems
to significantly hinder the above-mentioned play-
ers, that is, the ego, the etheric, and the immune
system, from fulfilling their appointed task of
cleaning house. One could imagine the effect of
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these drugs to be somewhat like spreading glue
on the floor when the housekeeper is trying to
clean. It must be emphasized, however, that on
those rare occasions when the immune system-
housekeeper is wildly out of control and the exces-
sive inflammatory response is a threat to the
integrity of our human household, then we can be
grateful for the life-saving, suppressive effect of
antibiotics. Health is always a matter of balance.

Thus the increase in allergic conditions in
many countries is a symptom that the spiritual
balance in human organisms and in cultural life is
shifting from the primacy of warm metabolic-will
forces to the leadership of cool head-thinking
forces. This shift is part of a larger overall cooling
and hardening trend in the forces of nature and in
the human being at the present stage of our evo-
lution. It carries with it the danger of our becom-
ing isolated and cut off from the spiritual world.
On the other hand, this trend toward sclerosis
also makes us capable of greater objectivity and
individual freedom in our soul life. I believe these
changes are part of our Consciousness Soul devel-
opment.

Steiner indicated that although the light-filled
Consciousness Soul seems cold and anti-social as
it begins to unfold in us, in its deeper nature it is
warm and sun-like. The Consciousness Soul
reveals its radiant warmth and loving interest in
others and in all creation as it matures and takes
hold of the human heart, the human Gemiit. We’re
not there yet, but this is the potential future bless-
ing of the Consciousness Soul and of the present
hardening and cooling trend, if we are awake and
do our part not to indulge these tendencies with-
out balance.

On the one hand, it would seem that the
increasing food and respiratory allergies in our
time are a sign that our human spirit is withdraw-
ing from our physical metabolic processes. This
tendency to sclerosis is our threatening illness. On
the other hand, our increasingly liberated spirit is
now available to our etheric processes and to our
soul forces of thinking, feeling, and willing with a
freedom and a power that are new in our time.
This presents us with our possibility for self-heal-
ing, which depends on our own activity. In the
midst of death, there is a seed of new life. It is up
to us to care for it and make it grow. May we have
the discernment, the courage, and the initiative to
do so.



Work of the Research Fellows - 61

Left-handedness
A Call for Research

Vo) ay/ zw g erwin

5 hould left-handed children be trained to write
with their right hand? An article in the most
recent issue of Erziehungskunst,! the German-lan-
guage journal on Waldorf education, again chal-
lenges the practice of some Waldorf elementary
school teachers and therapists who encourage
children to learn writing and form drawing solely
with the right hand.

G. B., who graduated about five years ago
from the original Waldorf school in Stuttgart,
Germany, writes in the journal that according to
neurological research, even a gentle approach to
changing writing from one hand to the other can
result in long-term neurological and psychological
problems. “The retraining of writing by left-hand-
ed pupils is no longer responsible. It is to be reject-
ed and discontinued,” he says.

G. B., a student of political science and eco-
nomics at the University of Potsdam, is himself a
lefty who was trained to become a right-handed
writer. In his article, he cites the research of
Barbara Sattler, who claims that the conversion of
left-handed writers can lead to complex functional
disturbances, blockages, and undue burden on the
cerebral system. “This can in turn lead to distur-
bances in the powers of memory and concentra-
tion, spatial disorientation (left-right uncertain-
ties), greater exhaustion, stuttering, psychological
instability, and many other primary and second-
ary consequences,” G. B. writes.

In her collection of essays entitled Education as
Preventive Medicine: A Salutogenic Approach,
Michaela Glockler, Head of the Medical Section at
the Goetheanum, dismisses Sattler’s findings, say-
ing, “it is not a question of reversing a child’s left-
handedness. This is an ever-recurring misunder-
standing. The concern is purely directed toward
accustoming the child to the right hand in
scholastic matters, meaning, to manage writing
and form drawing with the right hand. Nothing
whatsoever is changed in regard to the domi-
nance of one side over the other in the child’s
brain.”2 G. B. insists, however, that even in cases

limited to the change-over of writing, lasting con-
fusion can result.

Because this practice of retraining the hand
touches on deep considerations of the child’s des-
tiny and development, the Research Institute
would like to initiate some field research into this
question. We invite our readers to share with us
their experience and findings. What effects can be
observed in left-handed pupils who are retrained
in their writing? What evidence is there to link the
activity of writing to the development of the brain
and nervous system? Which factors and special
circumstances make this retraining problematic or
inadvisable?

We would like to hear especially from teach-
ers in the early grades or physicians and thera-
pists who work with this age group. But we also
welcome comments from those who are privy to
the “long view” over many years’ retrospect—for
instance, adults who as children were retrained in
their writing hand. Our hope is to stimulate obser-
vations, insights, and new perspectives on this
controversy. Please direct your comments to:

The Co-Directors

Research Institute for Waldorf Education
P.0. Box 307, Wilton, NH 03086
researchinstitute@earthlink.net

Endnotes

1. G. B., “Zur Umschulung des Schreibens bei
Linkshaendern,” in Erziehungskunst, Volume 70, #
2, February 2006, pp. 138-145.

2. Michaela Glockler, Education as Preventive
Medicine: A Salutogenic Approach, Fair Oaks, CA:
Rudolf Steiner College Press, 2002, p. 88.
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Assuming Nothing: Judith Rich Harris on Nature

vs. Nurture

/S y cwe Se Zt;d//” e

/{Michaelmas time seven years ago Judith

Rich Harris’s book The Nurture Assumption
appeared amid great publicity and controversy,
and then all but disappeared. Neither the contro-
versy nor the rapid fade into obscurity is surpris-
ing. Harris questions one of the basic premises of
modern child psychology, the seemingly incontro-
vertible fact that parental influence is the most
important element in the life of a child. To bolster
her premise, Harris casts aspersion on the find-
ings of hundreds of well-funded research studies
undertaken throughout the late twentieth century.
Her book appeared at a time when the mapping
of the human genome and advances in bioengi-
neering were making the science of genetics front-
page news. Harris’s arguments provided ammuni-
tion to the increasingly vocal ranks of geneticists
who asserted that nature, not nurture, determines
a child’s character and capacities. Harris has,
however, no university or research institute affilia-
tion, so her work may be easily dismissed. She
works from home, doing her research on the
Internet, and her ideas are so original in many
respects that they undermine almost all present-
day theories about emotional growth and devel-
opment.

Harris’s hypothesis is simple: “Parents matter
less than you think and peers matter more.”
Basing her theories both on the data (rather than
the conclusions) of hundreds of child research
studies and on her own experience as a parent,
Harris points out that two, or three, or more sib-
lings raised in virtually the same way by the same
pair of parents may turn out to be profoundly dif-
ferent. Almost all depends on the peer group with
which they bond as they grow up. Children, she
argues, possess an innate capacity to separate
their home life from the life of the street, the
classroom, or the school cafeteria. Home influence
remains just that—parental influence that stays
at home:

~ 7/ . - 7 .
Regearch /))////’///1 '7&/771% 2006 - l(,/‘/mu' 77 #22
-/

Parents belong in the home; when they come
out of the home it makes their children nerv-
ous. Aside from the embarrassment, it makes
it harder for children to know which context
they’re in, which rules they’re supposed to fol-
low. They are not aware of this, of course; con-
text almost always affects behavior at a level
that is not normally accessible to the con-
scious mind. It isn’t until adolescence or adult-
hood that people occasionally become aware
of the way their behavior changes in various
social contexts. . . .

The youth described by Henry James [earlier
in the book] was “demure enough before his
parents and teachers” but behaved differently
when he was with his friends. He acted the
way his parents and teachers had taught him
to act, but only in social contexts that included
his parents and teachers. It’s difficult to teach
your dog not to sleep on the sofa when you’re
not around, because what you are actually
teaching him is to stay off the sofa when you
are around. When you’re not at home, he
never gets whacked for jumping up on the
sofa.

In Harris’s eyes, the old warning that parents
have given generations of young people—“You’ll
be judged by your friends”—takes on new signifi-
cance. As a modern scientist, however, Harris has
no difficulty equating human and animal behav-
ior, and the response of a dog to a situation is
assumed to be equivalent to a human response. It
could be argued that an animal’s behavior is
always contextual because it lacks an inner life
that could retain the conscious memory of previ-
ous responses to previous stimuli. That is to say,
the dog lacks the kind of memory that slowly
becomes an ingrained “habit of thought,” remind-
ing it never to sit on the couch, whether or not
the master is home. We hope that a child has a
conscience (or is at least developing one), an
“inner voice” that acts in loco parentis in a host of
different contexts.
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Nonetheless, many of Harris’s examples and
arguments are compelling, and they help dispel
some of the clouds of guilt that hang over many a
modern multi-tasking parent. In one of her most
intriguing analogies, she points to the story of
Cinderella. In the context of her domestic life,
Cinderella is homely and unhappy, her “self-
image” having formed in accordance with the
demands of her stepmother and wicked stepsis-
ters. In the context of the ball, she takes on a com-
pletely different character and appearance—to
such a degree that her sisters don’t recognize
her—and she acts in accordance with completely
different expectations. Indeed, many fairy tales
are about children who in their parents’ eyes are
good-for-nothings, yet manage to rise to heroic
heights when the setting is right and the expecta-
tions are high.

Harris generally takes a passive stance
toward what parents can do about the peer
group—moving to a “better” neighborhood seems
to be her most cogent advice. Further, Harris has
almost nothing to say about a teacher’s power to
help form a peer group in the classroom. This
may be because all of the schools studied by the
psychologists whom Harris cites are conventional
public schools in which teachers have little or no
power over—or perhaps little interest in—the
social lives of the students. As any contemporary
movie about teenagers reveals—and as tragedies
such as the Columbine massacre prove—peer
groups that are left to form themselves may
become, in the words of Hobbes, “nasty, brutish!”
But what if a teacher is not only given the man-
date to help form a peer group, but given the
time, and given the means? In other words, what
if the teacher is in a Waldorf school classroom?

I am not sure that many Waldorf school
teachers make the most of the “context-creating
capacity” with which they are endowed through
Steiner’s educational methods. Indeed, Waldorf
practitioners are probably the teachers most likely
to demand that parents do an ever-better job on
the home front, even though those same teachers
will attest that most children act very differently
with their classmates than with their parents. My
own experience leads me to believe that Judith
Harris’s thesis is worth pondering. I have been a
Waldorf school teacher for thirty years and have
known several “generations” of graduates, from a
group of fifteen year olds to a group in their early

forties. As a Waldorf school consultant who has
had long-term relationships with a number of
schools throughout North America, I have come
to know hundreds of other students and their
families. The majority of these alumni were raised
by caring, upper middle class parents. On one end
of the bell-curve there are a number of families
who applied “Waldorf methods” at home, and
raised their children without any media influ-
ences, served them organic food, and made every
effort to maintain healthy rhythms and strong
family bonds throughout the grade school years.
At the other end of the curve there are a few fami-
lies who seemed to have no connection whatsoev-
er to the school’s philosophy, rarely took my
earnest advice, had no household rhythms,
abused drugs, or suffered from emotional disor-
ders.

How have all of these students turned out,
especially the interesting ones at the ends of the
curve? Most of the students from the “dysfunc-
tional” households have turned out very well
indeed, finding their way to highly competitive
colleges and then to careers in academia or busi-
ness. On the other hand, a disproportionate num-
ber of those raised in the “right” way by families
cleaving to Waldorf school methods are still strug-
gling to find their way in life, and some have had
severe problems with drugs and crime. Several are
college dropouts, and many have wandered from
one part of the country to another, still searching
for their direction in life. Of course, there are
those from druggy homes who are wanderers,
and those from Waldorf homes who are successful
artists, scientists, and entrepreneurs. If I blend the
biographies of the extremes with the many stu-
dents from middle-of-the-road homes, I have to
admit that their parental upbringing and influ-
ence have not appeared to matter very much.
When asked about what formed them most in
their childhood, these alumni always say that it
was their Waldorf classmates—their peer
group—that made the biggest difference in their
lives. Based on such admittedly limited, anecdotal
evidence, I would say that Harris is on to some-
thing.

With this in mind, we must consider the pos-
sibility that we Waldorf school teachers may be
overly critical of parents, asking them to perform
makeovers of their homes and lives that will have
only a negligible effect on their children. My
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Waldorf school colleagues often complain, justifi-
ably, about parents who are always on their case,
unremittingly criticizing their abilities and class-
room performance. Does it ever occur to us that,
in much the same way, many parents feel perse-
cuted by the relentless commentary of their child’s
teacher?

Waldorf educators gladly accept the brain-
mind research reported by such Steiner-friendly
authors as Jane Healy and Joseph Chilton Pearce,
because it corroborates so many Waldorf school
practices. Although Rudolf Steiner repeatedly cau-
tions us not to assume the brain’s centrality in the
activity of thinking, no less than in a host of other
organic functions, we are at times so desperate to
find some kind of validation in the “real world,”
that we accept Healy, Pearce, and others without
doing the requisite research ourselves. Harris pres-
ents Waldorf educators with a more subtle chal-
lenge. Are we willing to entertain ideas—based
on research more solid and considerably more
mainstream than the studies that the brain-mind
writers cite—ideas that may support some
Waldorf educational principles, but that severely
question others? Can Waldorf teachers read a
book while maintaining what Keats called “nega-
tive capability,” or do we only want to study
those writers who don’t ask us to question any of
our assumptions?

Rudolf Steiner tells us that the reign of the
Age of the Archangel Gabriel, which extended
from the Renaissance to about 1900, was charac-
terized by an intense interest in issues concerning
heredity and family life—areas in which Gabriel
holds sway. The age of Michael, however, will
gradually shift society’s interest toward issues
involving individuality and community life. For a
good part of the twentieth century, mainstream
child psychology continued along its Gabrielic tra-
jectory, convinced that the key to human unfold-
ing lay within the bonds of family. Harris’s book
represents a seismic shift in this regard. Flawed
and glib as her book may be, it casts a Michaelic
light into the murky obscurantism of child psy-
chology, and may be the precursor of more pro-
found studies to come.
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Against Anticulturalism:

A Review of Two Books by Kay Hymowitz

Tow AleAllce

are is a social critic who looks upon the
mode orld in an almost Goethean manner,
describing social phenomena in a way that lays
bare the essential forces at work behind them.
This is the case, however, with Kay Hymowitz.
Her books focus on the world in which American
children grow up today, a world of empty myths,
anti-role models, uncertain parents, and no-holds-
barred, profit-seeking media and marketing con-
cerns. Hymowitz’s crisp, non-sentimental prose
strips away layer after layer of the soft artificial
packaging of American childhood, revealing a vac-
uum that is void of spiritual direction and social
imagination within a society that “ignores that
childhood is the time when individuals are given
the specific materials with which to ‘construct’
their identity, including their identity as free indi-
viduals.”

In the first chapter of Ready or Not: What
Happens When We Treat Children as Small Adults,
Hymowitz addresses the widespread fallacy “that
children already own the materials out of which
to build their individuality and that adults, or
‘society,” must beware of disturbing them.”

How did our society reach the point at which
it can deny a child’s need for guidance, a society
in which adults now all too often turn to children
for direction? Hymowitz’s work takes her back to
the early years of the American republic and the
emergence of a “republican” approach to child-
rearing. This is an approach that puts into action
Bronson Alcott’s view that each “child must be
treated as a free, self-guiding, self-controlling
being.” Children were encouraged to explore, to
question, and to play, and imagination and self-
directed activity were viewed as practical prepara-
tion for life in a democratic society.

These early practitioners, however, under-
stood well the need for adult guidance in the life
of the growing child. Discipline and cultural expec-
tations worked to counter the forces of egotism
inherent in American individualism. Hymowitz
describes how this shifts during the course of the

20th century, and she traces the emergence of an
“anticultural” approach to childrearing:

Unlike republican philosophers who wanted
parents to actively shape the raw human
material which is a child into an individual,
anticulturalists viewed the child as an already
complete, finished individual lacking only some
skills and information. Not only would these
complete individuals require no shaping by
parents and other representatives of the cul-
ture into which they were born, but they
would develop best outside of, or even in
opposition to, that culture. The republican
child who was supposed to be reared in an
atmosphere of bounded freedom evolved into
the anticultural child who required no rearing
at all.

Anticulturalism may be one of the most
important sociological terms to emerge in the last
decades. It identifies one of the fundamental hur-
dles that arise as the age of the Consciousness
Soul progresses. As humanity evolves out of a
formative relationship to the spiritual world,
forces recede that have previously filled tradition-
al cultural life with meaning. These empty forms
no longer move an individual soul deeply, weav-
ing it into a greater communal tapestry. Humanity
enters an “acultural” state in which the challenge
to create culture becomes predominant.
Anticulturalism, as Hymowitz describes it, is soci-
ety’s denial of or refusal to take up this challenge:

While anticulturalism champions autonomous
individuals, it also deprives them of the nour-
ishment to stand alone. By reducing culture to
indifferent, arbitrary information to which the
individual may or may not feel committed, it
depletes the sources of full-bodied individuali-
ty. Anticulturalism denies the next generation
a rich language for building their inner lives
and imagining their experience.

The remaining chapters of Ready or Not and
the essays collected in Liberation’s Children trace

. S - . %
Research /)’/(//‘///1 '75;4/‘/71/ 2006 - lé/xmu' 77 - #2
-/



66 - Work of the Research Fellows

the presence of anticultural thought in popular
culture and its tragic effect on the growing child.
There are few facets of the golden myth of
American childhood that retain their luster under
the author’s discerning gaze. From the view of a
child as a biologically gifted learning machine—
one that must be properly stimulated—to the
juvenile justice system, from kindergarten as a
springboard to corporate success to Sesame
Street, from Barbie to the sexually provocative
clothing manufactured for 9 and 10 year olds,
Hymowitz brings to light the forces that push chil-
dren into a world defined by the values of their
peers and brilliantly manipulated by the corpora-
tions that develop these values in their marketing
campaigns.

The chapter entitled “The Teening of
Childhood” opens with a description of two tele-
vision ads featuring youngsters between the ages
of three and eight. The children are dressed in the
uniforms of adolescence—baggy pants, T-shirts,
and sweatshirts—and present the viewer with
personas of hipness, edginess:

In the movies, in magazines, and most of all
on television, children see image upon irre-
sistible image of themselves as competent
sophisticates wise to the ways of the world.
And maybe that’s a good thing too, since their
parents and teachers appear as weaklings,
narcissists and dolts. That winking eight-year-
old in the Gap ad tells the story of his genera-
tion. A gesture once reserved for adults to sig-
nal to gullible children that a joke was on its
way now belongs to the child. The child gets
it; it’s the adults who don’t.

The author goes on to explore the effect of
these images on children. In doing so, she uncov-
ers perhaps the most devastating result of the
anticultural approach. The media’s image of chil-
dren is one that has lost the ability to wonder, to
need a helping hand, or to feel vulnerable. These
have been replaced by skepticism and disbelief.
Without wonder, children are locked into the nar-
row confines of the persona they share with their
peers, a persona that is marketed unrelentingly to
children. Unable to acknowledge vulnerability or
the need for help, children become locked into an
artificial sophistication, a veneer of toughness.
These combine to deny children access to the two
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realms in which they may encounter the reality of
a self: the surrounding world and the people in it.

Hymowitz does nothing to soften the edges of
what she describes. The world she describes is in
no way a pretty one. Yet in the crisp honesty of
her approach is the seed of redemption.
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Introducing “Network M”

A New Website for Waldorf Graduates and Teachers

/%I too often, a student graduates from a

Waldorf high school and heads off to college or
some other walk of life filled with fresh ideas and
boundless enthusiasm for changing the way we
live, but with barely an idea of how to connect
with others of like mind. Sometimes these gradu-
ates do indeed find each other—at a convention
on alternative sources of fuel, perhaps, or at the
checkout counter of an organic grocery store—
but often they struggle to link up with those of
similar vision and appetite for change.

Recently the Research Institute learned of a
new venture intended to help facilitate these con-
nections. Matthew Temple, a graduate of the
Summerfield Waldorf School in Santa Rosa,
California, has spent the last ten years forging
informal connections with fellow Waldorf stu-
dents and others interested in bringing about
social change. Now he is creating a new initiative
he has christened “Network M” to help Waldorf
school alumni find each other and make common
cause in fields of research and social reform. This
initiative, he says, will serve three purposes:

® Build a network of Waldorf school graduates
and teachers, including those studying to
become Waldorf teachers.

e Link Waldorf alumni and teachers with oth-
ers of similar interests and pursuits.

® Widen the base of support for Waldorf
schools.

Eventually Temple hopes to expand Network
M (the “M” stands for “Micha’el”) so that Waldorf
graduates and others begin to share their
thoughts, dreams, and common endeavors
through forums, chat room exchanges, bulletins,
and research papers. In this way, he hopes that a
broader and more far-reaching community can be
formed to support the work both of individual
Waldorf school alumni and the schools from
which they graduated.
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Matthew compares this venture to the net-
work “MoveOn.org” that was created after the
2000 presidential election to bring together
activists across the country who otherwise
would not have been able to find one another.
“We need the same type of network,” he says.
“There are many people doing work related to
the anthroposophical movement who are looking
for a community to support them in their social,
political, economic, and artistic endeavors,” he
says. “There are many more who would gladly
take part, if only they knew, or if only they had
access to one another.”

Those interested in this new venture,
whether Waldorf school graduates and teachers
or friends of Waldorf education, are invited to
visit the new website for Network M—

www.thenetworkm.net

—or contact Matthew directly at
contact@thenetworkm.net.



Reports from Current Projects

of the Research Institute

Waldorf Graduate Research Phase II
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; he second phase of the Waldorf graduate

study will have finished its collection of data by
April 30, 2006, and will begin the analytic phase
of the project this spring and summer. We aim to
have a preliminary report by the end of this sum-
mer. The collection of accurate contact informa-
tion has been a challenge for this project. While a
handful of schools have maintained comprehen-
sive databases on their graduates, the majority
of schools have kept, at best, spotty records. This
shortcoming has slowed the project considerably
and necessitated expanding our contact base to
all graduates between 1992 and 2002, in addi-
tion to as many contacts as we could find from

preceding years. As of this writing we have sent
out more than a thousand requests to participate
and received more than 500 responses, yielding
sufficient data to enter the analytic phase. Many
respondents have appreciated our contacting
them and expressed eagerness to participate in
the survey. It is too early to comment on the data
itself. It is clear that better work needs to be done
by most schools in maintaining contact with and
nurturing their alumni base. One anecdotal trend
we have noticed in this survey is that many
Waldorf alumni—and their parents—feel ignored
by their schools once they have graduated and
moved on in their lives.
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Reading, Writing, and Reading Comprehension
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n the last Research Bulletin (Autumn 2005), we
saw how Waldorf education emphasizes nurturing
and disciplining a student’s emerging ego so as to
allow it to become neither too firmly nor too
loosely attached to the physical, ether, or astral
bodies. Waldorf teachers must approach and
teach students artistically.

Let us now consider the attitude of the
teacher. Education is as effective as the teacher
who enlivens and presents it. According to Ralph
Waldo Emerson, there is no such thing as history,
there are only biographies. Similarly, we could say
that there is no such thing as education, there are
only educators.

A significant part of a teacher’s attitude
regards the future. The future should be a princi-
pal concern and source of imagination for every
class we teach. Every time we stand before stu-
dents, we should have their futures, the futures of
all others, and the future of the earth in our con-
sciousness.

It is possible to teach in such a way that there
is, actually, no future at all, only a series of conse-
quences derived from and determined by the past.
Textbooks often model this approach with great
confidence. Every time we teach from the present
to the future in some incremental manner, we
mimic such books. Cause, then effect. In history
classes, for example, we are often content to show
that event A leads to event B and that, in turn,
event B leads to event C, and so forth. We make
lists, maybe even organize them into charts. We
may include the biographical agents of change as
important, even significant. Yet, if our view of his-
tory is causal, a sense for the potential novelty of
the future is demeaned.

In English classes, we show how sentences are
constructed of words with names such as adjec-
tives and verbs, and so forth. Even more destruc-
tively, we demonstrate how in poetry and novels
and plays and biographies the beginning leads
inexorably to the end. We faithfully and profes-
sionally demonstrate step by step how and where
meaning may be found. Before long, every leading

~ 7/ . - 7 .
Regearch /))////’///1 '7&/771% 2006 - l(,/‘/mu' 77 #22
-/

question has an answer, unexpressed, but sniffed
out by any student alert enough to hear the
query. We have trained many such brilliant stu-
dents. Such an atomized view is a corollary to
cause-and-effect teaching in history.

In math lessons, we take skill acquisition seri-
ously, as we must, so we are tempted to teach
students to calculate independently of the reasons
for and the beauty of the relationship of the calcu-
lation and its goal. Conceptual understanding
takes a back seat to expedience.

Time and again, when dealing with issues of
pedagogy in the classroom, we are reminded of
Rudolf Steiner’s observations about the material-
ism of this age, specifically those comments which
point out that we can not avoid it. Materialism
regards more than our relationship to our physical
surroundings; it regards our mental environment
as well. We are trained to think in such a way
that one thing leads to another, that we hunt out
the meanings of life’s failures and successes by
finding their causes. These causes always lie in
the past.

The future, then, is a reworked, refined,
refashioned past that does not lose its power and
authority for all that. After all, we need it, indeed,
rely on it. As we reach the future by walking for-
ward, looking backward, we can be excused a
faint, common feeling of insecurity.

As teachers we need to make sense of this
silliness and we need to find a way to work with
it. We may not ignore these approaches to educa-
tion, for we are of our own time. We fool our-
selves if we believe that, as Waldorf school teach-
ers or anthroposophists, we are immunized
against the present. We do not, however, exist
merely to mimic. We, rather, should give students
the tools to redeem our insufficient views. We can
only do this through our own struggles. Our task
and our joy are to offer students suitable environ-
ments in which to conceive their thoughts, enlarge
their feelings, engage their wills.

Steiner points out that purpose is an attribute
of the actions of human beings and is not to be
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mis-discovered in cause-and-effect relationships.!
These are subject to the laws of the material
world. The implications for our topic are clear:
causality as a mode of instruction cannot succeed
in creating purposeful individuals who can create
a destiny and a society out of themselves. A
causal way of thinking is inherently inadequate
for human consumption. At best, it can explain
the laws of nature. In effect, the pedagogy of our
times reduces human beings to less than they are,
reduces them to physical particles, even as it pur-
ports to do the opposite.

Steiner calls purposefulness “a special kind of
sequence of phenomena. True purposefulness real-
ly exists only if, in contrast to the relationship of
cause and effect where the earlier event deter-
mines the later, the reverse is the case and the
later event influences the earlier one.”2 He then
shows how to bring this concept directly into our
thinking:

To begin with, this happens only in the case of
human actions. One performs an action of
which one has previously made a mental pic-
ture, and one allows this mental picture to
determine one’s actions. Thus the later (the
deed) influences the earlier (the doer) with the
help of the mental picture. For there to be a
purposeful connection, this detour through the
mental picture is absolutely necessary.3

Taking these steps, teachers can move ahead
on their own journeys to each present moment
wherein our futures, the futures of our students,
and the future of our civilization unite.

Endnotes

1. Steiner, R. The Philosophy of Freedom: The Basis
for a Modern World Conception, M. Wilson, trans.,
London: Rudolf Steiner Press, 2000, Chapter 11.

2. Ibid.
3. Ibid.

. S - . %
Research /)’/(//‘///1 : 75;4/‘/71/ 2006 - lé/mu' 77 - #2
-/



72 - Reports from Current Projects of the Research Institute

Rudolf Steiner Library Accommodates Sleuths

from the Research Institute

Day 1/ V74 zfo[//

n autumn 2005, the Research Institute for
Waldorf Education received a grant from the
Waldorf Curriculum Fund. The grant funded a
visit to the Rudolf Steiner Library in Ghent, New
York, to research its archives in order to discover
materials of interest to Waldorf teachers, materi-
als that might exist in old periodicals, journals,
and newsletters. In short, this was an invitation
to participate in an intellectual treasure hunt.

The Research Institute Board of Trustees
asked two stalwart buccaneers, Roberto Trostli
and David Mitchell, to undertake the challenge of
this treasure hunt. Two months later, with a
gleam in their eyes, they arose at dawn and set
out on a grey November New England morning.
They soon became engaged in a conversation so
deep that the two-hour drive seemed to last five
minutes.

They entered the library and found that
Judith Soleil and Judy Kiely were ready for them.
Two chairs and a long oak table with a half dozen
catalogs had been prepared for their research.
Roberto and David joyfully divided the papers and
wrote down the names of articles from sources
they never knew existed. There were periodicals
entitled The Present Age, Forerunner, Free Deeds,
Anthroposophical News Sheet, Anthroposophical
Review, and Star and Furrow, to name a few, with
many articles from the original teachers of the
first Waldorf school in Stuttgart. Caroline von
Heydebrand, Herbert Hahn, Ernst Lehrs, Walter
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Johannes Stein, Rudolf Treichler, and, of course,
Rudolf Steiner himself, had written on a variety of
topics.

There were exclamations of glee and uncon-
tained excitement every time one of the pair
found something new or unusual to share with
the other. It was a rich time and altogether more
than 60 articles were collected and passed on to
the online Waldorf library (OWL), found at
www.waldorflibrary.org, for posting and free
downloading by English-speaking teachers world-
wide. The surface has been scratched and the
hope is that the team can return at a later date
for the next phase of exploration.

An unexpected find was an educational book
by Rudolf Steiner that has not been translated
into English, Erziehung zum Leben: Selbsterziehung
und pddagogische Praxis (Education for Life: Self-
Education and Educational Practice), lectures
given between February 24, 1921, and April 4,
1924; GA 297a. An anonymous donor has since
stepped forward with a generous donation to see
the translation completed and published. The
Research Institute has received permission from
the Nachlassverwaltung (the administrators of
Steiner’s publishable estate) in Switzerland to
carry this forward. It is now being translated and
will be available in book form this coming
autumn. You will also see it serialized in future
Research Bulletins.
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Teaching Sensible Science

Co-Directors

2 he next cycle of “Teaching Sensible Science”

will take place this summer and continue into the
following school year. All three of the week-long
sessions will take place at the Waldorf School of
Saratoga Springs. Dates are:

Saturday, 24 June — Friday, 30 June 2006

Wednesday, 4 October — Monday, 9 October 2006

Saturday, 24 February — Friday, 2 March 2007

For details and registration, contact Michael
D’Aleo at spalight@verizon.net. An account of
this program can be found in the Autumn 2005
issue of the Research Bulletin, Vol. X1, No.1.

Report on the On-Line Waldorf Library

Maricanne A /J %

; he Online Waldorf Library (OWL) continues to

facilitate research, post articles, add information
on newly published books, and field many ques-
tions. We receive a great number of basic
inquiries—for example, how to find a local
Waldorf school. Interestingly, these queries fre-
quently come from India, the Philippines,
American Samoa, and Caribbean nations. If there
are no schools nearby, and in these particular
countries there are very few, the questions often
evolve into those regarding how to begin a school
or homeschool. Certainly, Waldorf education is
becoming increasingly known around the world
and parents are looking for ways to bring it to
their respective communities.

Thanks to the efforts of David Mitchell and
Roberto Trostli (see “Rudolf Steiner Library
Accommodates Sleuths from the Research
Institute” in this issue), OWL now has more than
forty articles from the archives of the Rudolf
Steiner Library in Ghent, New York, available
online. Many of these articles are by some of the
pioneers of the Waldorf school movement—
Hermann von Baravalle, Hermann Poppelbaum,

Caroline von Heydebrand, Renwick Sheen, and
Walter Johannes Stein, among them. Visitors to
the site can find these articles by using the
“Search” feature and typing in the name of the
author or by simply clicking on “articles.”

OWL has received an average of 75 visitors
per day over the past 5 months. Most of the inter-
est is from North America, followed by the UK,
Australia, and New Zealand. The most frequently
accessed journal is Gateways, followed by the
Research Bulletin. The Research on Waldorf High
School Graduates survey received the greatest
number of hits in December.

OWL continues to respond to all inquiries and
invites visitors to email comments and questions.
Highlights of recent website activity also include
these:

In response to a number of questions regard-
ing Christmas plays, OWL has posted several new
articles from the Rundbrief, the journal of the
Pedagogical Section at the Goetheanum. A num-
ber of other articles from past issues of the
Rundbrief are also now available.
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The Waldorf High School summer reading list
is now easily accessible on the home page. This
list is a compilation of North American Waldorf
high school reading lists and will be updated as
other schools add their suggested reading.

OWL receives frequent requests for more
online articles from the Waldorf Science Newsletter,
and we are building up our offerings of past edi-
tions. Meanwhile, all past editions are currently
available for purchase from the Association of
Waldorf Schools of North America (AWSNA)
Publications.

Teachers have requested more plays for
grades 2, 5, and 6. The online plays by Roberto
Trostli continue to be greatly sought and appreci-
ated.

Financial questions regarding pay scales for
teachers, hiring criteria, and setting tuition are
referred to AWSNA.
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Other questions over the past months have
included documentation to support setting an ear-
lier start time for middle school students; creative
approaches to paying tuition (also referred to
AWSNA); documentation that children who
attend preschool do better in high school than
children who remain at home; the potential bene-
fits of a math specialist in the middle school; and
resources for foreign language teachers. Other
common topics of interest include creating care
groups, articles for parents on child studies, and
creating diversity study groups for parents and
the requisite reading or study materials.

Homeschooling curriculum questions continue
to arrive, and OWL serves the needs of many fam-
ilies, many of whom reqularly correspond with me
via email.
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About the Research Institute
for Waldorf Education

; he Research Institute for Waldorf Education is

an initiative working on behalf of the Waldorf
school movement. It receives support and guidance
from the Pedagogical Section of the School of
Spiritual Science and financial support through the
Association of Waldorf Schools of North America
(AWSNA), the Midwest Shared Gifting Group, the
Waldorf Schools Fund, the Waldorf Curriculum
Fund, and private donors through the Rudolf Steiner
Foundation.

The Research Institute was founded in 1996 in
order to deepen and enhance the quality of Waldorf
education, to engage in serious and sustained dia-
logue with the wider educational-cultural communi-
ty, and to support research that would serve educa-
tors in all types of schools in their work with chil-
dren and adolescents.

The Research Institute has responded to the call
for research as a top priority of the Waldorf school
movement by becoming a supporting organization
of AWSNA and by co-sponsoring research projects
with the Association and with the Pedagogical
Section.

We support research projects that deal with
essential contemporary educational issues such as
the role of play in early childhood, attention-related
disorders, trends in adolescent development and
innovations in the high school curriculum, learning
expectations and assessment, computers in educa-
tion, the role of art in education, and new ways to
identify and address different learning styles. The
Research Institute has sponsored colloquia and con-
ferences that have brought together educators, psy-
chologists, doctors, and social scientists. We have
published a Research Bulletin twice a year for the last
decade, and we are developing and distributing edu-
cational resources to help teachers in all aspects of
their work.

We sponsor the Online Waldorf Library:
www.waldorflibrary.org, whose mission is to make
available contemporary writings on Waldorf educa-
tion, and we host our own site: www.waldorfre-
searchinstitute.org, where up-to-date research is
posted.

The Research Institute is a 501(c) (3) tax-exempt
organization and gratefully accepts donations.

Summary of Activities Supported by the
Research Institute

Research Projects
Art in Human Development

Attention-Related Disorders Research Project

Evaluation of the Urban Waldorf School in
Milwaukee

Learning Expectations and Assessment Project
Mathematics — Phobias and Remediation
Reading, Writing, and Reading Comprehension
Survey of Waldorf Seniors

Teaching Sensible Science Workshops

Waldorf High School Research Projects
Waldorf Graduates Survey Phase

Waldorf Graduates Survey Phase II

Colloquia and Conferences
Towards Wholeness in Learning, 1996

Pathways of Healthy Child Development, 1998

Andover Proceedings: Tapping the Wellsprings of
Health in Adolescence, 2001

Waldorf High School Research Project
Subject-Specific Colloquia, 2000-2004
Chemistry United States History
Mathematics

English

Computer and Information Technology
Life Science and Environmental Studies
World History — Symptomatology

Resource Development
Computers in Education, handbook for teachers

Being on Earth, a book for scientists and teachers

On-Line Waldorf Library, a website of resources for
Waldorf education

Themes in Waldorf Education, compilation of Rudolf
Steiner’s indications on teaching lanquage arts
and mathematics
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