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o�doubt�you�have�already�noticed�changes
w
ith�this�issue�in�the�look�and�form

at�of�this
publication.�A

s�the�Research�Institute�gains
w
ider�recognition,�w

e�are�striving�to�create�a
m
ore�readable�and�diversified�Research Bulletin
that�can�serve�the�m

ission�of�protecting�child-
hood�and�fostering�research�and�debate�on
education.
These�changes�coincide�w

ith�the�retire-
m
ent�of�D

ouglas�Sloan,�Ph.D.,�our�esteem
ed

founding�editor.�W
ords�cannot�express�our

gratitude�to�D
ouglas�for�his�capable�naviga-

tion�of�the�Bulletin
since�its�inception�m

ore
than�a�decade�ago.�D

ouglas�is�a�gentle,�cul-
tured�m

an�w
hose�pow

ers�of�perception,�schol-
arly�acum

en,�and�expressive�w
isdom

�have
been�greatly�appreciated�over�the�years.�A

s�a
colleague�he�radiates�calm

,�com
passion,�and

interest�in�others.�H
e�w
ill�rem

ain�as�a�trustee
on�the�B

oard�of�the�Research�Institute.
W
ith�this�issue�Stephen�Keith�Sagarin,

Ph.D
.,�takes�over�as�the�new

�editor�of�the
Research Bulletin.��Stephen,�w

ho�received�his
doctorate�from

�C
olum

bia�U
niversity,�is

Faculty�A
dm
inistrator�of�the�G

reat�B
arrington

Rudolf�Steiner�School,�C
hair�of�the�G

reat
Barrington�W

aldorf�H
igh�School,�and�D

irector
of�the�M

.S.Ed.�program
�in�W
aldorf�Teacher

Education�at�Sunbridge�C
ollege.�W

e�are
delighted�to�w

elcom
e�Stephen�as�part�of�the

Research�Institute.
C
hristopher�C

louder�rem
ains�our

C
ontributing�Editor�from

�G
reat�B

ritain�and
w
ill�provide�us�w

ith�articles�relative�to�educa-
tional�research�undertaken�in�Europe.
The�B

oard�of�Trustees�of�the�A
ssociation

of�W
aldorf�Schools�of�N

orth�A
m
erica

(AW
SN
A
)�has�appointed�V

irginia�Flynn�as�its
representative�m

em
ber�to�the�B

oard�of�the
Research�Institute.�V

irginia�is�w
idely�know

n�in
W
aldorf�education.�C

urrently�she�is�a�m
em
ber

of�the�AW
SN
A
�B
oard�of�Trustees�and�a�leader

of�the�Pedagogical�A
dvisors�C

olloquium
.�In

past�years�she�served�on�the�C
oordinating

C
om
m
ittee�of�AW

SN
A
�as�C
hair�of�the�Central

Region,�and�she�w
as�a�long-standing�class

teacher�at�the�G
reat�B

arrington�Rudolf
Steiner�School.�She�herself�w

as�a�student�at
the�Rudolf�Steiner�School�in�M

anhattan.�W
e

are�grateful�that�V
irginia�has�agreed�to�join

the�Research�Institute�as�a�trustee.�
W
e�are�in�direct�contact�w

ith�the�AW
SN
A

Leadership�C
ouncil�through�Patrice�M

aynard
w
ho,�w

ith�Jam
es�Pew

therer,�the�new
ly

appointed�C
hair�of�the�Pedagogical�Section

C
ouncil,�is�helping�us�to�identify�new

�areas
for�research�in�N

orth�A
m
erica.�

W
ith�this�issue�w

e�introduce�a�new
�circle

of�Institute�Research�Fellow
s.�Their�task�w

ill
be�to�w

rite�short�articles�about�research�on
education�in�general�and�on�W

aldorf�educa-
tion�in�particular.�Som

e�of�their�w
ork�appears

in�this�issue.�The�Research�Fellow
s�are:

A
rthur�A

uer
Jon�M

cA
lice

C
hristopher�C

louder��������
D
avid�M

itchell
M
ichael�D

’A
leo��

M
artyn�Raw

son
D
ouglas�G

erw
in

Eugene�Schw
artz

Paul�G
ierlach��

D
ouglas�Sloan

Susan�H
ow
ard

A
rthur�Zajonc

This�year�the�Research�Institute�is�enter-
ing�into�collaboration�w

ith�the�Pädagogische
Forschungsstelle�(“Pedagogical�Research
Center,”�the�research�arm

�of�the�B
U
N
D
�in

G
erm
any),�as�w

ell�as�the�research�group�of
the�Pedagogical�Section�of�the
A
nthroposophical�Society�in�D

ornach.
C
orrespondence�and�exchanges�have�taken
place�w

ith�Ernst�Schuberth,�M
artyn�Raw

son,
and�H

ansjörg�H
ofrichter,�the�principals�of�the

Pädagogische�Forschungsstelle,�one�of�w
hom

Report�from
�the�C

o-D
irectors��

David M
itchell and Douglas Gerwin

N



joined�us�during�our�autum
n�B
oard�m

eeting
in�A
m
herst,�M

A
.�A
t�present�the

Forschungsstelle�has�identified�45�research
projects�of�interest�to�them

.��N
ew
s�of�these

projects�w
ill�be�forthcom

ing�in�future�issues�of
the�Bulletin.
M
onthly�dialog�betw

een�the�C
o-D
irectors

and�C
hristof�W

iechert,�H
ead�of�the

Pedagogical�Section�at�the�G
oetheanum

,�has
further�extended�our�collaborative�efforts.�W

e
are�linking�up�w

ith�m
ajor�research�on�W

aldorf
graduates�in�G

erm
any�and�Sw

itzerland�direct-
ed�by�D

r.�D
irk�Randall�of�the�firm

�Softw
are

A
G.�Earlier�this�year�the�IPF�initiative�in
Sw
itzerland,�chaired�by�U

rs�H
auenstein�and

Thom
as�Stöckli,�contracted�w

ith�the
U
niversity�of�Plym

outh,�U
K,�to�cooperate�in

their�M
asters�degree�program

s.��They�w
ill

start�w
ith�three�program

s:

•
Education.�O

ne�group�is�w
orking�already,

a�second�w
ill�start�in�January�2006.

•
Social�B

anking,�also�called�Ethical
B
anking,�to�begin�Septem

ber�2006.
•
Social�Care�and�Education.�A

�collabora-
tion�betw

een�social�care�and�curative�edu-
cation�to�begin�Septem

ber�2006.

C
urrently�the�Research�Institute�is�spear-

heading�three�projects,�w
ith�several�m

ore�to
follow

�once�the�necessary�funding�has�been
secured.�The�first�project�involves�a�m

ajor
study�of�W

aldorf�graduates.�This�is�Phase�II�of
a�tw
o-part�project�conducted�by�A

rthur�M
.

Pittis�of�A
ustin,�Texas,�w

ith�oversight�and
analysis�provided�by�D

ouglas�G
erw
in�and

D
avid�M

itchell.�This�research�w
ill�develop

both�statistical�and�qualitative�data.�W
e�ask

for�full�cooperation�from
�the�representative

W
aldorf�high�schools�in�N

orth�A
m
erica�in

order�to�ensure�the�success�of�this�project.
Paul�G

ierlach�is�undertaking�research�on�a
fram
ew
ork�w

hereby�w
riting,�reading,�and

reading�com
prehension�are�placed�in�develop-

m
entally�appropriate�stages�for�elem

entary
and�high�school�students.�The�goal�is�to�pro-
vide�a�progressive�pattern�for�teachers�to�lead

4
· Report from

 the Co-Directors

Research Bulletin · A
utumn 2005 · Volume 11 · #1 

their�students�and�them
selves�to�penetrate

reading�content�and�w
riting�activity�m

ore
thoroughly.�B

y�the�tw
elfth�grade�students

should�com
fortably�grow

�beyond�content�to
an�understanding�of�the�style�used�by�any
author.�G

raduating�students�w
ill�then�be�able

to�com
prehend�the�author’s�ego�and�the

author’s�culture.�Reading,�then,�can�becom
e�a

socially�responsible�activity�for�the�rest�of�the
students’�lives.�Style,�as�perceived�in�reading,
w
ill�be�developed�in�students’�w

riting�over�a
four-year�period.�Joy�of�m

astered�self-expres-
sion�should�inform

�the�student’s�w
riting

thereafter.
Lori�M

acKinder�is�undertaking�a�study�of
teaching�rem

edial�m
ath�in�the�high�school�set-

ting.�H
er�research�w

ill�consist�of�a�long-range
(four-year)�study�involving�m

athem
atics.��She

w
ill�follow

�a�rem
edial�m

ath�class�through�the
four�years�of�high�school�using�a�com

bination
of�m
ainstream

�m
ath�rem

ediation�techniques,
big�picture�im

aging,�and�Extra�Lesson�m
ove-

m
ent.�She�is�interested�in�how

�the�various
techniques�affect�the�student�in�term

s�of�w
hat

w
orks�and�w

hat�does�not�w
ork�in�the

m
om
ent�and�over�tim

e.��The�goal�w
ill�be�to

offer�specific�techniques�and�curriculum
�for

students�w
ith�difficulties�or�deficiencies�in

m
athem

atics.
W
e�hope�that�you�w

ill�be�interested�in�the
w
ork�of�the�Research�Institute�and�that�you
w
ill�m
ake�others�aw

are�of�our�efforts.�W
e

w
elcom

e�your�letters.

·



n�m
y�initial�interview

s�for�editor�I�asked,
“Is�there�enough�research�in�W

aldorf�educa-
tion�to�justify�tw

o�issues�per�year�of�this�jour-
nal?”�A

fter�only�a�few
�m
onths�in�the�saddle,�I

can�tell�you�that�there�is.�Several�European
countries�have�vital�research�institutes,�and
w
e�bring�you�new

s�of�their�w
ork�through

reports�like�Ernst�Schuberth’s�in�this�issue,
and�also�translations�of�recent�research�and
scholarship.�Tw

o�articles�in�this�issue�are�in
this�category.�The�first�is�Frank�Teichm

ann’s
excellent�article�on�the�idea�of�evolution�in
G
oethe’s�tim

e.�A
s�English�speakers�w

e�are
fam
iliar�w

ith�a�pedigree�for�the�idea�of�evolu-
tion�that�includes�D

arw
in,�English�geologists,

and�others.�W
e�are�less�fam

iliar�w
ith�the

G
erm
an�thinking�and�philosophy�that�m

ade
scientific�discoveries�about�evolution�possible.
W
e�hope�readers�find�that�Teichm

ann’s�article
provides�insight�in�this�area.�A

lso�translated
from
�G
erm
an�is�Richard�Landl’s�sensitive

investigation�of�how
�contem

porary�brain
research�supports�and�can�also�inform
W
aldorf�education�for�adolescents.
There�are�m

ore�questions�to�be�answ
ered

about�W
aldorf�education�and�W

aldorf
schools�than�there�are�researchers�available�to
answ

er�them
�at�present.�W

hat�questions
w
ould�schools�like�answ

ered�in�order�to�know
them
selves�better�and�in�order�to�im

prove
teaching�and�learning?�If�w

e�think�of�W
aldorf

education�as�a�landscape,�w
hat�does�this

landscape�look�like?�A
t�the�m

om
ent,�it�is�hard

to�tell�because�it�is�fairly�dark.�Researchers
like�D

avid�M
itchell,�w

ho�w
rites�in�this�issue�on

hygienic�practices�for�W
aldorf�teachers,�are

taking�on�these�questions,�gradually�illum
i-

nating�the�landscape�of�W
aldorf�education,

and�the�results�of�their�w
ork�w

ill�continue�to
appear�here.�I�also�have�a�piece�in�this�issue,
excerpted�from

�m
y�history�of�W

aldorf�schools
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From
�the�Editor

Stephen Keith Sagarin

I
in�the�U.S.,�com

paring�Rudolf�Steiner�and
Jean�Piaget�on�concepts�of�child�develop-
m
ent.�O

ur�hope�is�that�a�genuine�engagem
ent

w
ith�the�ideas�of�these�tw

o�great�develop-
m
entalists�can�m

ove�us�beyond�lip�service�to
either.
Fellow

�travelers�and�even�unintended�illu-
m
inators�in�research�on�spiritual,�ethical,�and
creative�aspects�of�education�produce
research�continually,�and�w

e�w
ill�continue�to

bring�you�review
s�and�synopses�of�this�w

ork.
In�this�issue,�D

avid�M
itchell�w

rites�about�loop-
ing,�Jon�M

cA
lice�about�results�of�internation-

al�student�assessm
ents,�Eugene�Schw

artz
about�research�on�the�effects�of�television,
C
hristopher�C

louder�on�legislation�in�the�U.K.,
D
ouglas�G

erw
in�on�possible�state�funding�for

W
aldorf�schools�in�the�U.K.,�and�I�w

rite�on
research�regarding�spoken�verse�and�respira-
tion�synchronization.
The�Research�Institute�also�funds

research,�and�ongoing�reports�on�this�w
ork

appear�here:�A
rthur�Pittis�on�W

aldorf�high
school�graduates,�Paul�G

ierlach�on�teaching
reading�and�w

riting,�Lori�M
acKinder�on

teaching�rem
edial�m

ath�in�high�school,�and
G
ary�B

anks�on�teaching�phenom
enological�or

“sensible”�science.�This�issue�also�contains�a
report�from

�M
arianne�A

lsop�on�the�O
nline

W
aldorf�Library.
W
e�m
ust�no�longer�belong�to�a�culture�of

belief;�w
e�m
ust�becom

e�a�culture�of�inquiry.
This�phrase—

I�don’t�rem
em
ber�to�w

hom
�I

should�attribute�it—
has�gone�through�m

y
m
ind�for�the�past�year�as�I�have�m

et�w
ith�col-

leagues�from
�Sunbridge�C

ollege,�European
and�A

m
erican�teacher�education�and�research

institutes,�colleagues�in�W
aldorf�and�Steiner

schools,�colleagues�in�holistic�education�in
general,�and�the�B

oard�and�m
em
bers�of�the

Research�Institute�for�W
aldorf�Education.
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Before�I�agreed�to�becom
e�editor�of�this�jour-

nal,�I�had�determ
ined�that�research�in

W
aldorf�education—

as�a�W
aldorf�teacher,�as

a�teacher�of�teachers�to�be,�and�as�a�schol-
ar—
is�an�im

portant�part�of�m
y�present�and

m
y�future.�W

hen�D
ouglas�G

erw
in�and�D

avid
M
itchell�contacted�m

e�about�assum
ing�the

editorship�follow
ing�the�retirem

ent�of�m
y

m
entor�and�friend�D

ouglas�Sloan—
large

shoes�to�fill—
I�knew

�that�I�didn’t�have�tim
e�in

m
y�life�to�take�this�on,�but�I�also�knew

�that�it
w
as�exactly�w

hat�I�needed�to�do.�I�look�for-
w
ard�to�im

m
ersing�m

yself�in�current�research
in�W
aldorf�education,�to�helping�the�Research

Institute�support�necessary�research,�to�w
ork-

ing�w
ith�schools�and�teacher�education�pro-

gram
s�to�determ

ine�w
hat�research�is�neces-

sary,�and�to�assisting�w
ith�research�and�its

publication.

Research Bulletin · A
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Puberty�as�the�G
atew
ay�to�Freedom

Richard Landl

A
Tra

n
sfo

rm
a
tio

n
 o

f th
e E

th
eric-A

stra
l 

in
 P

u
b
erty

ll�teachers�are�fam
iliar�w

ith�the�physi-
cal�presentation�of�a�young�person�at�puber-
ty:�the�increasing�w

eightiness�of�the�body�as
it�“descends”�into�a�young�person,�typically
visible�in�gait�and�posture,�and�also�the�soul
chaos�that�often�m

anifests�in�seem
ingly

incom
prehensible�and�contradictory�behav-

iors.�Let�m
e�add�an�im

age�of�Rudolf�Steiner’s
that�clarifies�w

hat�occurs�at�this�tim
e�in�the

soul-body�of�a�young�person.�In�his�lecture�of
M
ay�25,�1922,�on�“H

um
an�soul�life�and�spiri-

tual�striving�in�relation�to�w
orld�and�earth

evolution,”��Steiner�describes�how
,�before

birth,�a�hum
an�being�assem

bles�its�ow
n�ether-

ic�body�out�of�the�entire�etheric�cosm
os.�This

etheric�body�contains�a�copy�of�the�entire�cos-
m
os,�in�particular�of�the�anim

al�w
orld,�the

sun,�and�the�m
oon.�D

uring�the�first�years�of�a
child’s�life,�this�prenatal�etheric�body�is�born.
This�soul�developm

ent�parallels�physical
developm

ent�w
ith�regard�to�the�inherited

etheric�body.�In�this�process,�the�configura-
tion�of�the�etheric�body�is�transform

ed�in
such�a�w

ay�that,�am
ong�other�things,�a�cer-

tain�concentration�of�etheric�form
ative�forces

takes�place�in�the�region�of�the�heart.�Steiner
describes�this�process�as�the�form

ation�of�a
new
�etheric�heart�to�replace�the�old�etheric

heart.�Spatially,�this�etheric�heart�should�be
conceived�as�occupying�the�sam

e�location�as
the�physical�heart.�This�process�reaches�its
height,�its�conclusion,�at�the�tim

e�of�puberty.
From

�this�tim
e�onw

ard�a�young�person�car-
ries�a�copy�of�the�entire�cosm

os�in�his�or�her
heart�region.
Steiner�also�presents�an�im

age�of�the
transform

ation�of�astrality.�The�astral�body,
too,�is�brought�into�a�new

�incarnation�follow
-

ing�pre-natal�stages.�A
t�first,�the�astral�body

is�a�copy�of�a�person’s�experiences�betw
een

death�and�rebirth.�A
ll�the�secrets�of�a�particu-

lar�individuality�are�visible�in�the�highly�differ-
entiated�structure�of�the�astral�body.�H

ere,
again,�developing�astrality�gradually�replaces
inherited�astrality.�A

ccording�to�Steiner,
beginning�w

ith�ego�or�self-consciousness�in
the�second�or�third�year,�highly�differentiated
astral�structures�plunge�into�the�physical
organs.�This�affects�particularly�organs�above
the�diaphragm

—
principally�the�brain.�This

especially�dynam
ic�process�also�concludes�in

puberty.�Prior�to�puberty,�astral�structures
becom

e�increasingly�undifferentiated�and�the
astral�body�is�reduced�to�a�kind�of�foggy
cloud.�D

issolved�astral�form
s�begin�to�form

anew
�in�puberty.
Teachers�are�faced,�then,�w

ith�the�press-
ing�question�of�the�process�responsible�for
this�reform

ation.�H
ere�again�developm

ental
processes�em

erge�that�m
atch�in�significance

those�of�early�infancy.�Infant�developm
ent,

how
ever,�is�prim

arily�the�responsibility�of�par-
ents.�Pubescent�and�prepubescent�develop-
m
ent�involves�teachers.�A

ccording�to�Steiner,
new
�astral�form

ations�are�the�result�of�all�the
m
ovem

ents�perform
ed�by�the�grow

ing�young-
ster’s�arm

s�and�legs:�“A
ll�of�a�person’s�actions

that�are�m
eant�to�be�expressed�in�the�outer

w
orld�are�now

�inscribed�in�this�astral�body.”
Every�activity�of�the�young,�including�activi-
ties�outside�of�school�hours,�is�significant�for
later�soul�developm

ent.�N
either�fleeting�ideas,

nor�fantasies,�nor�em
otions�have�a�prim

ary
influence�in�this�reconfiguration�of�the�astral
body;�instead,�it�relies�on�everything�that�the
youngster�accom

plishes�concretely�in�the
w
orld.
Steiner�explains�further�that�in�puberty

the�astral�body�also�experiences�a�new
�con-
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centration�in�the�heart�region.�The�etheric
and�the�astral�m

eet�in�the�region�of�the�heart,
a�m
eeting�m

ore�intensive�than�in�any�other
realm

�of�hum
an�physicality.�A

ll�of�the�astral
body’s�new

�form
ations�are�transm

itted�to�the
etheric�in�order�to�be�absorbed�there.�“From
puberty�onw

ard,�w
ith�a�detour�through�the

astral,�all�hum
an�activity�is�connected�w

ith
the�etheric�heart,�the�one�organ�that�w

as
form
ed�out�of�the�im

ages�of�the�stars,�of�the
cosm

os.”�These�processes
inform

�an�understanding
of�Steiner’s�description�of
the�process�of�the�cre-
ation�of�future�destiny:
all�hum

an�deeds�are
inscribed,�by�w

ay�of�the
astral�body,�into�a�copy
of�the�cosm

os�that�lies�in
the�etheric�heart.�“H

ere
the�cosm

os�connects�w
ith

its�ow
n�happening�and

w
ith�hum

an�karm
a.”

Steiner�thus�m
akes�clear

that�the�process�of�future�karm
a-creation

begins�only�in�puberty.�A
�hum
an�being�relin-

quishes�all�her�deeds�to�a�copy�of�the�cosm
os

in�the�heart�region,�and�in�the�life�after�death
this�copy,�born�in�the�heart,�expands�into�the
cosm

ic�ether,�creating�the�foundation�for�a
future�life.
A
�young�person’s�ego�or�self�is�still�deeply

connected�w
ith�the�astral�body�in�puberty

and�participates�in�the�soul�events�described
above.�A

ccording�to�Steiner,�the�ego�lives�w
ith

a�sym
pathetic�connection�to�the�im

ages�of
the�astral.�Intentions�and�ideas�that�underlie
our�actions�are�also�inscribed�in�the�etheric,�in
an�im

age�of�the�cosm
os,�pointing�to�a�m

oral
or�ethical�dim

ension�to�our�actions.
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In�the�last�25�years�m
uch�progress�has�been

m
ade�in�the�field�of�brain�physiology,�espe-
cially�w

ith�regard�to�the�architecture�and

function�of�the�brain.�The�decade�from
�1990

to�2000,�in�particular,�could�be�called�the
D
ecade�of�the�B

rain.�The�im
pressive�increase

in�know
ledge�is�due�to�new

�technologies�that
m
ake�it�possible,�w

ithout�surgery,�to�obtain
an�im

age�of�processes�in�the�inner�recesses�of
an�active�brain.�Investigators�put�special
em
phasis�on�the�late�em

bryonic�period�and
early�childhood�up�to�approxim

ately�the�third
year.

Tw
o�sim

ple�and�effective
processes�are�show

n�to�be
responsible�for�the�brain’s
ability�to�adapt:�overproduc-
tion�and�destruction�of�neural
connections.�A

t�birth,�the
brain�is�only�partially�form

ed.
D
uring�the�first�18�m

onths�of
child�developm

ent,�w
e

observe�a�m
arked�increase�of

gray�m
atter.�B

y�far�m
ost�of

that�grow
th�occurs�as�the

result�of�a�kind�of�explosive
netw
ork-building�betw

een
individual�brain�cells—

up�to�30,000�connec-
tions�per�nerve�cell.�This�overproduction�is
soon�follow

ed�by�the�erasure�of�a�m
ajor�por-

tion�of�these�connections,�of�w
hich�only�one

third�survive.�The�process�guiding�this
destruction�of�connections�can,�for�the�m

ost
part,�be�traced�to�im

pulses�from
�the�sensory

organs.�O
ne�should�include�here�all�tw

elve
senses,�as�described�by�Steiner,�so�as�not�to
m
iss�the�striking�form

ative�w
ork�of�the�low

er
senses—

touch,�sense�of�life,�self-m
ovem

ent,
balance—

w
hich�are�acutely�involved�in�the

first�years’�m
ovem

ents�of�arm
s�and�legs.�The

brain�responds�by�reinforcing�those�connec-
tions�that�are�stim

ulated�frequently�and�by
extinguishing�those�that�are�little�used�or�not
used�at�all.�The�form

ative�law
�here�is�“use�it

or�lose�it.”�
Since�the�beginning�of�this�century,�w

e
have�gained�revolutionary�new

�inform
ation

through�the�use�of�M
agnetic�Resonance

Im
aging�(M

RI).�The�use�of�M
RI�causes�no

know
n�dam

age�to�the�brain,�unlike�earlier
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The�brain�responds�
by�reinforcing�those�
connections�that�are
stim
ulated�frequently�

and�by�extinguishing
those�that�are�little�
used�or�not�used�at�all.�
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technology,�so�it�can�be�used�on�healthy�indi-
viduals.�Research�has�now

�been�conducted�on
subjects�of�all�ages�in�order�to�obtain�patterns
of�brain�activity�related�to�a�great�variety�of
actions.�In�this�w

ay,�a�research�team
�w
orking

w
ith�Jay�G

iedd�of�the�N
ational�Institute�of

H
ealth�in�B

ethesda,�M
aryland,�established

that�a�process�sim
ilar�to�that�in�early�child-

hood�starts�again�in�pre-puberty,�bringing
about�a�second�w

ave�of�overproduction.�This
is�follow

ed�by�further�destruction�of�neural
connections�during�puberty.�The�m

ost�sur-
prising�discovery�w

as�the�observation�of
renew

ed�production�of�gray�m
atter,�a�possibil-

ity�that�researchers�had�previously�discount-
ed.�A

n�im
portant�difference�from

�early�child-
hood�developm

ent�resides�in�the�fact�that�the
entire�brain�is�no�longer�involved�in�this
process,�w

hich�now
�concerns�particularly�the

lobes�of�the�prefrontal�cortex.�This�process
starts�in�girls�around�the�age�of�eleven�and�in
boys�around�the�age�of
tw
elve.�
H
igher�cognitive�func-

tions�find�their�physical
bases�in�these�areas�of�the
brain.�B

rain�physiologists
include�in�these�functions
self-control,�capacity�for
judgm

ent,�organization�and
coordination�of�intellectual
processes,�synthetic�under-
standing,�and�socially
appropriate�behavior.�From
the�point�of�view

�of�an
anthroposophical�anthro-
pology,�w

hat�is�described
here�is�the�quality�of�the
ego�as�it�intervenes�cre-
atively�in�conscious�soul
processes.
Parents,�other�adults,�and�the�environ-

m
ent�in�general�have�a�prim

ary�responsibility
for�healthy�childhood�developm

ent.�A
t�the

tim
e�of�puberty,�the�young�person�him

self�or
herself�becom

es�at�least�partially�responsible
for�the�reconfiguration�of�the�frontal�parts�of

the�brain,�that�is,�of�the�physical�foundation
of�ego-activity.�B

ut�w
hat�force�stim

ulates�this
reconfiguration?�B

rain�research�has�an
answ

er:�everything�that�a�youngster�does!
W
hether�she�plays�sports�or�m

usic,�does
m
athem

atics,�w
astes�her�tim

e�in�front�of�the
TV
�and�com

puter�gam
es,�or�lies�on�the�couch,

her�brain�adapts�to�the�task.�The�brain�does
not�differentiate�betw

een�m
eaningful�and

m
eaningless�tasks.�The�brain�does�not�care�or
dem
onstrate�through�corresponding�cerebral

form
ation�w

hether�a�w
ell-honed�ability�is

developed�to�serve�the�skillful�use�of�a�com
-

puter�gam
e�or�a�particularly�artistic�perform

-
ance;�the�brain�just�optim

izes!�H
ere�w

e�see�the
explosive�pow

er�of�puberty.�Puberty�from
�this

point�of�view
�is�not�forem

ost�a�tim
e�of�youth-

ful�rebellion,�but�represents�instead�a�form
a-

tive�phase�for�the�physical�anchoring�of�later
higher�cognitive�faculties.�
Brain�research�also�casts�a�new

�light�on
tw
o�w
idely�observable

feelings�of�the�young,
a�feeling�of�im

potence
and�a�feeling�of
om
nipotence.�Explosive

reconfiguration�of
nerve�connections
leads�at�first�to�a�situa-
tion�in�w

hich�young
people�cannot�draw

�on
learned�behavior.�The
brain�therefore�calls
upon�different�regions
in�an�attem

pt�to�form
a�judgm

ent—
in�partic-

ular�it�calls�on�those
regions�used�for�quick,
feeling-laden�decisions,
“gut�instincts.”�O

nly
w
hen�reconfiguration

of�the�frontal�cortex�nears�com
pletion�w

ill�it
increasingly�be�used�again.�The�flip�side�of
this�new

�developm
ent�of�the�frontal�brain�is

the�feeling�that�everything�is�possible,�every-
thing�can�be�attained.�These�are�feelings,
fam
iliar�to�all�adults,�betw

een�w
hich�the

A
n�im
portant�difference

from
�early�childhood�

developm
ent�resides�in�

the�fact�that�the�entire
brain�is�no�longer�involved
in�this�process,�w

hich�now
concerns�particularly�
the�lobes�of�the�prefrontal
cortex.�This�process�starts
in�girls�around�the�age�of
eleven�and�in�boys�around
the�age�of�tw

elve.�
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young�vacillate,�producing�fam
iliar�lightning-

quick�reversals�of�m
ood.

W
e�should�not�neglect�another�part�of�the

brain:�the�cerebellum
.�This�organ�is�subjected

to�little�genetic�influence�but�is�strongly
dependent�on�the�environm

ent.�It�undergoes
significant�changes�during�puberty.�It�is
responsible�in�particular�for�m

uscular�coordi-
nation�and�the�coordination�of�cognitive
processes.�W

hile�not�essential�for�these
processes,�it�m

akes�them
sm
oother.�The�m

ore�com
-

plex�the�dem
ands�on�the

brain,�the�m
ore�the�cere-

bellum
�is�stim

ulated.�H
ere

again,�brain�physiology
has�established�that�m

ove-
m
ents—

w
hether�external

or�intellectual—
are�the

form
ative�elem

ent�of�this
organ.�A

ccording�to�G
iedd,

“[D
uring�puberty]�physical

m
ovem

ent�m
ost�strongly

stim
ulates�the�develop-

m
ent�of�the�cerebellum

�and�is�ultim
ately�m

ore
im
portant�than�any�academ

ic�content.”
U
nderstanding�this�process�m

akes�it�possible
to�understand�m

ore�profoundly�the�connec-
tion�betw

een�soul�and�b
ody�processes�in

Steiner’s�description�of�astrality.

S
o
u
l-P

h
y
sica
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n
n
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n
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In�order�to�bridge�physical�and�soul�develop-
m
ent,�it�is�necessary�to�consider�the�etheric
and�the�astral�in�relation�to�w

aking�and�sleep.
Steiner�describes�how

,�in�sleep,�the�astral
body�and�the�ego�abandon�the�sleeper.�The
astral�body�goes�into�the�outer�soul-w

orld,
and�the�ego�connects�itself�w

ith�beings�of�the
spiritual�w

orld.�B
oth�parts�of�being�experi-

ence�a�transform
ation�at�night;�this�can�be

seen�as�an�“answ
er”�from

�higher�w
orlds�and

m
ay�be�recalled�or�experienced�w

hen�w
e

aw
aken.�B

ut�w
hat�do�w

e�take�into�our�sleep
from
�our�daily�experience�that�can�interact

w
ith�spiritual�w

orlds?�W
e�answ

er:�everything
that�com

es�from
�the�m

etabolic-lim
b�system

,
all�our�actions�and�the�feelings�that�accom

pa-
ny�them

.
Steiner�points�here�to�a�deep�connection

betw
een�happenings�of�the�night�and�form

a-
tion�of�the�hum

an�brain.�The�im
age�of�a�lem

-
niscate—

the�sym
bol�of�infinity,�a�“figure

eight”�turned�on�its�side—
can�help�us�under-

stand�better�the�processes�of�the�astral�body.
If�w
e�picture�the�lem

nis-
cate�as�a�ribbon�that�dis-
plays�its�outer�surface�in
one�loop�and�its�inner�sur-
face�in�the�other,�then�the
outer�part�can�stand�for
the�head�organism

�and�the
inner�part�for�the�m

etabol-
ic-lim

b�system
.�B
oth�are

m
ediated�by�the�crossing
of�the�lem

niscate,�that�is,
the�rhythm

ic�system
.�

If�w
e�sim
plify�the

process�that�occurs�during
hum
an�sleep,�w

e�m
ight�say�that�astrality

w
ithdraw

s�from
�the�upper�region�of�the�lem

-
niscate,�the�head,�and�expands�into�the�astral
w
orld�in�the�low

er�region,�the�lim
bs�and

m
etabolism

.�Steiner�describes�the�part�of�us
that�w

ithdraw
s�in�sleep�as�a�photographic

negative�and�he�describes�the�form
s�of�the

hum
an�brain�as�the�m

atching�positive�im
age.

H
ere,�then,�he�expresses�an�im

m
ediate�con-

nection�betw
een�realm

s�of�soul�and�realm
s�of

body.Steiner�also�describes�this�connection
w
hen�exam

ining�tw
o�successive�incarnations

of�a�hum
an�being.�The�deeds�of�a�previous�life

shape�the�form
�of�the�physical�brain�in�the

next�life.�A
�hum
an�being’s�actions�in�one�life

determ
ine�the�physical�form

ation�of�the�head
organization�in�the�next�life.�Through�this
m
etam
orphosis,�hum

an�beings�are�“fram
ed”

in�their�thinking�and�representational�capaci-
ties,�that�is,�in�the�fundam

ental�physical�con-
ditions�of�intellectual�capacities.�Separate
from
�this�predeterm

ined�aspect�of�head
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[D
uring�puberty]�
physical�m

ovem
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m
ost�strongly�stim
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�and�
is�ultim

ately�m
ore

im
portant�than�any�
academ

ic�content.



Richard Landl · 11

Research Bulletin · A
utumn 2005 · Volume 11 · #1 

organization,�experience
show

s�that�other�capaci-
ties�m

ay�be�schooled�and
are�not�predeterm

ined.
These�include�the�ability
to�concentrate,�to�con-
nect�ideas�and�represen-
tations,�to�order�im

ages,
and�to�produce�syntheses
and�interpretations.�The
thinking�and�m

editative
path�of�anthroposophy—
this�intensive�ego�activi-
ty—
ultim

ately�rests�on
freedom

.�W
e�m
ay�choose

to�practice�and�im
prove,

or�w
e�m
ay�not.

W
e�note�here�a�sur-

prising�agreem
ent�w

ith�research�in�brain
developm

ent.�Experience�suggests�that
hum
an�cognitive�capacities�are�largely�given

to�us,�w
hether�through�inherited�gifts�or

through�individual�dispositions�from
�a�previ-

ous�life.�These�are�m
anifested�physically�dur-

ing�em
bryonic�and�early�childhood�develop-

m
ent.�B

y�contrast,�as�a�result�of�new
�form

a-
tive�possibilities�in�parts�of�the�brain�that
arise�in�puberty,�a�free�space�for�the�acquisi-
tion�of�higher�cognitive�capacities�appears.
The�brain�rem

ains�m
ore�plastic�to�a�m

ore
advanced�age�than�had�previously�been
assum

ed.�This�suggests�that�an�active�think-
ing�life�m

akes�possible�a�soul-developm
ent

that�reaches�into�the�physical�form
s�of�the

brain.�It�is�equally�clear�that�hum
an�activity

also�profoundly�influences�brain�developm
ent.
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A
t�school�age,�capacities�form

ed�in�a�previous
incarnation�and�adapted�for�use�during�early
childhood�now

�becom
e�available�to�a�child.�It

is�im
portant�to�aw

aken�this�set�of�general
cognitive�capacities.�In�doing�so,�a�teacher
m
ust�naturally�observe�the�boundaries�set�by
a�child’s�ow

n�physical�conditions.�Teachers
can�m

ake�children�aw
are�that�differences

here,�like�all�bodily�dif-
ferences,�constitute�a
natural�condition�of�life.
B
ut,�beginning�appropri-
ately�in�pre-puberty,�it�is
especially�im

portant�to
help�the�young�under-
stand�that�they�them

-
selves�are�now

�the
shapers�and�co-creators
of�everything�they�can
develop�in�the�w

ay�of
higher�intellectual�capac-
ities—

not�using�these
precise�w

ords,�of�course.
Central�tasks�of�m

iddle
school�teaching�m

ay�be
to�com

m
unicate�a�sense

of�freedom
�in�possibilities�and�also�a�sense�of

responsibility�for�creating�these�possibilities.
These�senses�of�freedom

�and�responsibility
w
ill�be�developed�m

ore�consciously�in�high
school.
If�w
e�glance�at�current�subjects�of�educa-

tional�discussions,�like�centralized�exam
ina-

tions,�educational�standards,�and�graduation
requirem

ents,�w
e�find�that�these�alm

ost
alw
ays�test�or�require�purely�logical,�cognitive

capacities.�In�other�w
ords,�w

e�are�testing�the
past,�w

hat�has�been,�not�w
hat�m

ay�be!�W
hat

is�it�that�w
e�in�W

aldorf�schools�aim
�to�do

w
ith�new

�form
s�of�exam

ination?�W
e�aim

�at
those�com

petencies�that�rest�upon�higher�cog-
nitive�capacities,�that�is,�on�ego-activity�that
bears�the�future.�W

hat�does�it�m
ean�for�stu-

dents�to�be�m
easured�only�by�their�old�capaci-

ties�rather�than�by�w
hat�they�are�becom

ing,
w
hat�is�grow

ing�tow
ard�the�future?�This�ques-

tion�m
ay�lead�our�high�schools�to�new

�and
appropriate�form

s�of�education.

The�brain�rem
ains�m

ore
plastic�to�a�m

ore�advanced
age�than�had�previously
been�assum

ed.�This�show
s

that�an�active�thinking�life
m
akes�possible�a�soul-
developm

ent�that�reaches
into�the�physical�form

s�of
the�brain.�It�is�equally�clear
that�hum

an�activity�also
profoundly�influences�brain
developm

ent.
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Soul�H
ygiene�and�Longevity�for�Teachers

David M
itchell

J
In�the�fairy�tale�Jack�possesses�a�playful

spirit;�this�m
ood�is�indicative�of�the�gentle-

ness�of�w
ill�that�w

e�cultivate�as�w
e�enter�into

our�m
editative,�transform

ative�w
ork.�W

e�cre-
ate�a�space,�as�that�of�a�child�in�quiet�play,
and�allow

�ourselves�to�arrive�at�this�space
em
pty�of�judgm

ent�and�expectation.�Know
ing

this�is�a�first�step,�but�in�doing�it�w
e�face

obstacles.
M
any�teachers�in�N

orth�A
m
erica�find�it�a

challenge�to�establish�and�m
aintain�a�m

edita-
tive�practice.�W

estern�culture�presents�us�w
ith

a�host�of�distractions�to�the�developm
ent�of

our�m
editative�w

ork.�A
s�w
e�w
ork�to�develop

the�refined�soul�force�of�im
agination�w

e�are
flooded�w

ith�diverting�pic-
tures�from

�television,�bill-
boards,�and�m

ovies—
m
edia

that�can�easily�fill�our�souls
w
ith�falsehoods.�It�m

akes
sense�that�the�m

edieval
m
onks�to

ok�oaths�of�poverty
to�help�them

,�absent�every-
day�distraction,�to�gain�this
higher�im

agination.�Further,�a
rhythm

ical�cloistered�life�w
as

conducive�to�purification�of
the�astral�body.
A
s�w
e�strive�to�aw

aken�to
the�higher�soul�quality�of
inspiration,�w

e�are�bom
bard-

ed�by�a�cacophony�of�sounds—
sounds�from

the�technology�w
ith�w
hich�w

e�live,�m
usic�in

every�store�in�w
hich�w

e�shop,�and�the
om
nipresent,�isolating�“iPod.”�This�constant

barrage�of�noise�blocks�or�m
uffles�our�ability

to�listen�to�our�ow
n�thoughts.�The�m

onks
took�oaths�of�obedience�in�order�to�cultivate
higher�inspiration�and�used�chants�and�pre-
scribed�prayer�from

�the�A
bbott�in�order�to�lis-

ten�inw
ardly.

ack and the Beanstalk,�as�told�by�A
ndrew

Lang,�contains�a�subtle�m
essage�for�teachers

seeking�to�have�long�and�healthy�careers�in
W
aldorf�schools.�Jack�trades�a�w

hite�m
ilk

cow
�for�three�beans�and�subsequently�grow

s
an�im

m
ense�beanstalk�that�stretches�through

the�clouds�into�an�unknow
n�realm

.�Faith,
childhood�w

onder,�and�trust�allow
�Jack�to

m
ake�his�beanstalk�grow

�and�to�undertake�his
adventure.�Eventually,�he�gains�treasure�in�the
form
�of�a�basket�full�of�golden�eggs.
The�soil�has�to�be�robust�to�provide�for�his

beans’�healthy�ro
ot�grow

th.�This�is�w
here�it

all�begins.�The�first�and�m
ost�im

portant�les-
son�for�teachers�is�that�w

e�m
ust�enter�the

first�day�of�our�teaching
profession,�and�each�day
thereafter,�w

ith�our�feet
firm
ly�on�the�ground.�W

e
need�to�be�fully�present
and�w

akeful�in�all�that�w
e

do�w
ith�children.�
B
ut�w
hat�about�the

beans�and�the�beanstalk
that�grow

s�from
�them

?
W
hat�can�w

e�use�to�allow
us�to�clim

b�as�Jack�did?
Fortunately,�w

e�have�m
any

m
editations,�exercises,�and
thoughts�from

�Rudolf
Steiner�that�w

e�can�culti-
vate,�like�Jack’s�three�beans.�W

ith�effort,
steadfastness,�and�ever-renew

ed�striving,�w
e

can�grow
�our�ow

n�beanstalks�and�ascend
from
�everyday�consciousness�to�an�experience

of�our�higher�selves�and�the�transform
ation�of

our�habitual�life�of�thought.�This�acquired
consciousness�transcends�the�day-to-day;�it�is
em
pty�and�free�and�is�achieved�by�concentrat-

ed�attention�and�active,�dedicated,�inner
w
ork.�

In�the�fairy�tale�Jack
possesses�a�playful
spirit;�this�m

ood�is
indicative�of�the�
gentleness�of�w

ill�
that�w

e�cultivate
as�w
e�enter�into

our�m
editative,�

transform
ative�w

ork.
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The�higher�soul�pow
er�of�intuition,�an�act

of�union,�is�dulled�by�our�society’s�fixation�on
sex—

a�yearning�for
union�m

ade�physi-
cal—

alcohol,�and
drugs.�A

ll�of�this
becom

es�a�distraction
from
�higher�intuition.

The�m
onks,�of�course,

took�vow
s�of�absti-

nence.�M
odern�m

en
and�w

om
en�look�in

vain�to�places�other
than�them

selves�to
hear�the�w

ords�of�the
gods.�W

e�are�not�per-
m
itted�an�Essene�exis-
tence,�nor�the�protec-
tion�of�the�abbey
w
all—
w
e�m
ust�trans-

form
�ourselves�and

develop�am
id�the�dis-

sonance�and�turbu-
lence�of�m

odern�life.
O
ur�ow

n�child-
hood�m

is-education
continually�surfaces�and�threatens�to�influ-
ence�our�teaching.�O

ur�habits�of�thought
cloud�the�philosophical�foundations�to�w

hich
w
e�dedicate�ourselves.�O

ur�biographies�pres-
ent�us�w

ith�challenges�at�every�turn.�Each�of
these�challenges�also�presents�opportunities
for�grow

th.�G
iven�these�overw

helm
ing�obsta-

cles,�how
ever,�how

�can�w
e�help�ourselves�to

becom
e�the�best�W

aldorf�teachers�w
e�are

capable�of�becom
ing?

W
hen�w

e�first�encounter�W
aldorf�educa-

tion�w
e�experience�a�curriculum

�that�is�both
pow
erful�and�unique;�but�a�curriculum

�alone
does�not�m

ake�our�schools�special.�W
hat�w

e,
as�aspiring�W

aldorf�teachers,�do�is�equally
im
portant.
W
e�soon�realize�that�W

aldorf�education�is
not�a�m

ethod�alone;�it�depends�upon�active
individual�deepening�and�developm

ent
through�personal�study�and�active�involve-
m
ent�in�spiritual�science.�A

�teacher’s�inner

w
ork�energizes�the�curriculum

�and�m
akes

W
aldorf�education�stand�out�from

�other�edu-
cational�philosophies
in�that�every�subject
is�related�to�the�evolv-
ing�hum

an�being.
Today,�the�w

orld
and�everything�in�it
have�becom

e�subject
to�question.�The�m

an-
ner�in�w

hich�questions
are�posed,�how

ever,
leads�us�deeper�into
chaos�instead�of
tow
ard�resolution.

U
nexam

ined�assum
p-

tions�about�the�con-
trol�of�nature,�the�sep-
aration�betw

een
hum
an�beings�and�the

cosm
os,�and�the�lack

of�m
eaning�in�exis-

tence�threaten�our
ability�even�to�ask
proper�questions.
Expanding�conscious-

ness�requires�the�right�questions.�
Fortunately,�Steiner�offered�som

e�sim
ple

and�helpful�w
ays�to�develop�our�conscious-

ness�and�to�strengthen�our�soul�forces.
W
orking�out�of�anthroposophy,�each�of�us�as
a�striving�W

aldorf�teacher�needs�to�take�three
particular�steps�in�anthroposophical�training
if�w
e�w
ish�to�expand�our�everyday�conscious-

ness.�These�steps�involve�concentration,�m
edi-

tation,�and�active�participation�in�our�ow
n

m
oral�developm

ent�and�m
ay�be�described�as

follow
s:

•
C
oncentration,�in�w

hich�w
e�focus�our�con-

sciousness�on�a�freely�chosen�object�and
hold�it�fast;
•
M
editation,�in�w

hich�w
e�stay�in�our

thought�pow
ers�w

ith�an�object,�living
w
ith�it�but�not�pondering�it�intellectually;
and�
•
Life-G

uidance,�in�w
hich�w

e�take�ourselves
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on�in�our�ow
n�m
oral�developm

ent�and
actively�guide�ourselves�in�developing�our
ow
n�capacities�for�love,�patience,�and�per-

severance.

A
thletic�training�exercises�the�m

uscles
required�for�a�particular�physical�skill.�The
developm

ent�of�consciousness�also�requires
training,�and�the�three�steps�listed�above�are
exercises�tow

ard�the�attainm
ent�of�a�higher

perspective�and�inner�strength�and�m
obility.

W
e�know

�that�w
ho�w
e�are�as�striving�per-

sons�is�as�im
portant�as�w

hat�w
e�teach.

A
nyone�w

ho�has�taught�children�can�confirm
this.�C

hildren�see�right�into�our�inner�core,
and�w

e�reach�them
�in�subtle�w

ays�beyond�the
m
ere�presentation�of�a�clever�lesson�plan.
A
s�teachers�it�is�also�necessary�that�w

e
look�after�our�ow

n�personal�hygiene,�soul�and
body,�so�that�w

e�can�be�properly�present�for
our�children.�H

ow
�w
e�re-create�ourselves�is

im
portant�if�w

e�w
ant�to�succeed�in�our�w

ork.
C
ultivating�interest�in�the�arts,�m

usic,�sculp-
ture,�painting,�crafts,�and�reading�are�all
activities�that�rebuild�forces�that�w

e�exhaust
in�our�teaching.�Especially�in�our�m

odern�age,
w
hich�often�centers�on�passive�entertainm

ent,
artistic�activity�is�a�potent�healer.�C

onscious
artistic�developm

ent�is�an�activity�that
rew
ards�us�w

ith�new
found�strengths.

John�G
ardner,�a�pioneer�in�W

aldorf�edu-
cation�in�N

orth�A
m
erica,�offered�the�follow

ing
m
axim
s�for�hygiene�of�the�w

ill:

•
A
lw
ays�have�in�m

ind�an�aspect�of�yourself
that�needs�strengthening.
•
A
lw
ays�do�w

hat�you�prom
ised�yourself�to

do.
•
Fight�to�establish�order�and�rhythm

�in
your�life.
•
Keep�in�touch�w

ith�nature.
•
A
lw
ays�be�engaged�in�som

e�form
�of�cre-

ative�art.
•
H
onor�and�properly�prepare�for�sleep.

•
Learn�to�pray.
•
D
o�not�squander�strength�for�the�illusion
of�pleasure.

Reflecting�on�m
y�ow
n�teaching�from

�first
grade�through�tw

elfth�grade,�I�recognize�help-
ful�rhythm

s�of�the�year.�The�sum
m
er,�w
hen

m
any�external�pressures�are�rem

oved,�is�best
for�creating�an�overview

�for�the�com
ing�year.

W
e�do�our�background�reading�and�gather
our�resources.�W

e�can�use�the�sum
m
er’s�out-

breath�to�prepare�the�m
ood�for�the�year.�W

e
can�separate�essentials�from

�non-essentials.
W
e�are�carried�by�the�enthusiasm

�of�the�com
-

ing�new
�year.�D

uring�this�tim
e�I�like�to�pre-

pare,�as�com
pletely�as�possible,�each�block�or

course�up�to�holiday�break.
O
nce�the�academ

ic�year�begins�w
e�have

to�take�each�day�one�at�a�tim
e�and�pay�atten-

tion�to�detail.�In�the�autum
n�I�feel�m

y�w
ill

forces�to�be�strong,�but�by�Lent�I�alw
ays�feel

w
eaker.�D

uring�the�holiday�break�I�prepare
m
y�blocks�up�to�the�m

id-w
inter�vacation.

Then�I�try�to�organize�details�up�to�the�spring
break,�during�w

hich�tim
e�I�am

�finally�able�to
prepare�for�the�period�lasting�to�the�end�of
school.�A

t�this�tim
e�I�alw

ays�begin�to�feel
restored�by�the�forces�of�spring�and�the
returning�light�of�the�sun.�W

e�m
ust�learn�to

observe�our�ow
n�rhythm

s�and�plan�our�prepa-
ration�tim

e�accordingly,�allow
ing�for�m

onths
that�m

ay�be�difficult�for�us.
Each�year,�w

hen�extra�m
eetings�and�late

night�preparation�begin�to�sap�our�strength,�I
rem
em
ber�that�the�prim

e�sleeping�tim
e�occurs

in�the�hours�before�m
idnight,�and�I�try�to�take

advantage�of�this�w
ith�an�earlier�bedtim

e.
The�average�person�requires�three�successive
nights�of�such�sleep�for�self-restoration.�I�have
alw
ays�found�that�I�can�restore�m

yself�w
hen�I

do�this.
Steiner�em

phasized�the�im
portance�of

w
alking�in�the�m

orning�before�m
eeting�our

students.�This�allow
s�our�thoughts�to�stir

about�in�us�and�our�ideas�to�m
etam

orphose
and�transform

.�It�is�especially�im
portant�to

plan�tim
e�specifically�for�ourselves�and�to�be

firm
�about�holding�to�it.�This�w

ill�bring�ener-
gy�to�our�tasks�and�allow

�us�to�discover�other
aspects�of�our�ow

n�being.



Establishing,�m
aintaining,�understanding,

and�w
orking�in�harm

ony�w
ith�our�bodily

rhythm
s�help�to�keep�us�healthy.�Every�day

brings�profound�changes�in�our�m
ental�and

physical�condition�as�our�body�and�brain
alternate�betw

een�states�of�high�activity�dur-
ing�the�w

aking�day�and
recuperation,�rest,�and
repair�during�nighttim

e
sleep.�These�cycles�are�not�a
passive�response�to�the
w
orld�around�us—

they�are
prearranged�and�driven�by
an�internal�clock.�H

ave�you
ever�noticed�that�you�can
w
ake�up�w

ithin�m
inutes�of

the�tim
e�you�indended�to�get�out�of�bed?

H
ow
�does�this�happen?
O
ur�organs�and�m

ental�pow
ers�show

�evi-
dence�of�m

ore�than�one�hundred�circadian
rhythm

s.�These�are�m
onitored�in�our�brain�by

a�type�of�“clock”�called�the�suprachiasm
atic

nucleus�(SC
N
),�a�pair�of�pinhead-sized�struc-

tures�that�each�contain�about�20,000�neu-
rons.�They�are�located�in�the�hypothalam

us,
just�above�the�point�w

here�the�optic�nerves
cross.�They�m

onitor�the�firing�of�nerve�cells
that�are�associated�w

ith�our�personal�circadi-
an�rhythm

s.�O
ne�of�the�triggers—

called�a
Zeitgeber,�“tim

e�giver”—
that�sets�off�the

nerve�cells�is�daylight.�O
ther�triggers,�am

ong
m
any,�include�sleep,�m

eal�tim
es,�and�social

encounters.�The�SC
N
�also�m

onitors�functions
that�are�synchronized�w

ith�the�sleep-w
ake

cycle,�including�body�tem
perature,�horm

one
secretion,�urine�production,�and�changes�in
blood�pressure.�Pulse,�blood�pressure,�respira-
tion�rate,�body�tem

perature,�and�urine�excre-
tion�all�have�higher�levels—

called�“peaks”—
that�occur�during�the�day,�and�low

er�levels—
called�“troughs”—

that�occur�at�night.�The
m
ost�w

ell-know
n�circadian�rhythm

�is�that�of
body�tem

perature,�w
hich�varies�daily�by�a

degree�or�tw
o�in�a�healthy�person,�peaking�in

late�afternoon�and�troughing�in�the�early
m
orning�hours.�This�rhythm

�persists�even�if
an�individual�is�confined�to�bed�for�the�entire
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tw
enty-four�hours,�or�if�the�tim

e�of�m
eals�is

varied,�or�if�the�person�fasts.�Pulse�rate�and
blood�pressure�also�peak�around�the�sam

e
tim
e�as�body�tem

perature.�A
ccording�to

research,�m
ost�norm

al�skin�cells�divide
betw
een�1�a.m

.�and�4�a.m
.�The�senses�of

hearing,�taste,�and�sm
ell�are

m
ore�acute�at�certain�tim

es�of
day.�Studies�show

�sensory�acu-
ity�is�highest�at�3�a.m

.,�falls�off
rapidly�to�a�low

�at�6�a.m
.,�then

rises�to�another�peak�betw
een

5�and�7�p.m
.�This�cycle�is�relat-

ed�to�the�horm
one�cycle;�w

hen
steroid�horm

ones�are�released,
sensory�acuity�falls.

N
o�area�of�our�body�is�unaffected�by�cir-

cadian�rhythm
s.�Athletes�seem

�to�perform
best�in�the�late�afternoon,�w

hen�strength,
body�tem

perature�and�flexibility�peak.�Pain
tolerance�is�generally�highest�in�the�after-
noon.�B

rain�w
ave�activity,�horm

one�produc-
tion,�cell�regeneration,�and�other�biological
activities�linked�to�a�tw

enty-four�hour�cycle
all�show

�clear�patterns.�D
isruption�of�circadi-

an�rhythm
s�usually�has�a�negative�effect.�For

the�past�five�decades,�investigators�have
questioned�w

hether�abnorm
alities�in�circadi-

an�rhythm
�regulation�m

ight�be�involved�in�the
pathogenesis�of�m

ood�disorders,�including
rapid-cycling�bipolar�disorder.
W
e�each�have�internal�prim

e�tim
es�during

the�day�w
hen�w

e�are�m
entally�alert�and�fresh.

W
e�also�have�external�prim

e�tim
es�w
hen�w

e
need�an�external�stim

ulus�or�interaction�to
m
otivate�us.�W

e�need�to�pay�attention�to
these�biological�tim

es�and�prepare�ourselves.
Keeping�a�w

eekly�log�can�help�to�identify�indi-
vidual�peaks�and�troughs.�O

ther�external
rhythm

s�affect�us�as�w
ell.

The�w
eek�also�has�rhythm

s�w
ithin�it.�In

antiquity�the�7�days�of�the�w
eek�w

ere�nam
ed

after�the�planets:��M
onday�for�the�M

oon,
Tuesday�for�Tyr�or�Tiw

az�or�for�M
ars,

W
ednesday�for�W

otan�or�O
din�or�for

M
ercury,�Thursday�for�Thor�or�Jupiter,
Friday�for�Frigg�or�for�Venus,�Saturday�for

The�highest�rew
ard

for�m
an’s�toil�is�not

w
hat�he�gets�for�it,
but�w

hat�he
beom

es�by�it.
–�John�Ruskin
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Saturn,�Sunday�for�the�Sun.�Studying�the
qualities�of�the�planets�gave�the�ancients�the
astral�characteristics�of�each�day�and�their
influence�on�the�feeling�life�of�hum

an�beings;
these�influences�w

ork�beneath�the�threshold
of�w
aking�conscious-

ness.�The�seven�days�of
the�w

eek�also�accord
w
ith�the�law

s�of�the
m
usical�scale,�w

hich
ascends�in�7�notes�and
reaches�the�beginning
again�w

ith�the�eighth,
one�octave�higher.�This
pattern�m

ay�be�im
ag-

ined�as�a�corkscrew
�spi-

raling�upw
ard.

The�days�of�the
w
eek�have�the�follow

ing�overarching�qualities
for�a�teacher:

•
M
onday�is�a�day�of�reflection.

•
Tuesday�is�a�day�of�w

ill.
•
W
ednesday�is�a�day�of�m

ovem
ent.

•
Thursday�is�a�day�of�future�prom

ise.
•
Friday�is�a�day�of�enhancem

ent.
•
Saturday�is�a�day�of�heaviness�and�
rebuilding.
•
Sunday�is�a�day�of�peaceful�contem

pla-
tion�and�uniting�w

ith�nature.

Sadly,�the�Sunday�experience�has�been
greatly�diluted�in�our�busy�m

odern�tim
es�and

w
e�can�renew

�it�only�through�effort.
The�m

oon�rhythm
�affects�our�entire

being.�It�is�a�rhythm
�roughly�equal�to�four

tim
es�seven,�or�tw

enty-eight�days.�H
um
an

beings�have�evolved�and�becom
e�largely�free

of�nature’s�control,�but�the�m
oon�exerts

trem
endous�pow

er�over�the�fluid�elem
ents�of

the�earth�as�seen�in�the�ebb�and�flow
�of�the

tide�at�the�seashore.�Som
e�claim

�that�the
m
oon’s�cycles�affect�our�pow

ers�of�im
agina-

tion�and�spiritual�productivity.�Practicing�self-
observation�helps�to�m

ake�us�aw
are�of�these

subtle�effects�on�us�and�of�how
�w
e�can�use

them
�to�advantage.

The�rhythm
�of�the�sun�brings�us�to�a�full

aw
akening�in�our�earthly�bodies.�A

s�m
en-

tioned�above,�light�activates�our�circadian
rhythm

s.�Sunlight�affects�our�m
oods�and�is

necessary�for�our�sustenance.�Im
agine�w

hat
the�pow

er�of�light-
filled�thought�does�for
the�health�of�our�souls
if�w
e�apply�it.�A

s�the
sun�is�necessary�for
the�heliotropic�upright
tendency�in�plants,�the
sun�in�its�yearly
rhythm

�supports��the
uprightness�and�health
of�our�etheric�beings.
C
hildren�need�the

etheric�strength�of
their�teachers.�A

fter�the�school�day�is�com
-

pleted,�teachers�frequently�feel�drained�and
tired.�This�is�because�the�children�have
sapped�our�etheric�strength.�The�w

ay�to
rebuild�this�is�through�the�activity�Steiner
referred�to�as�the�“Rückschau,”�or�review

.�This
activity,�usually�done�in�the�evening,�consists
of�going�backw

ard�through�the�day�in�m
em
o-

ry,�capturing�significant�activities�w
ithout

passing�judgm
ent�on�those�activities.�M

any
teachers�have�found,�how

ever,�that�it�is�also
strengthening�to�do�a�Rückschau�right�after
school�has�ended.�W

e�set�aside�a�few
m
om
ents�of�quiet�tim

e�for�this.�Then�w
e�can

becom
e�quite�refreshed�before�m

eeting�our
fam
ily�and�other�obligations.�A

�regular
R
ückschau�is�still�perform

ed�in�the�evening�as
w
ell.�O
ther�exercises�in�Steiner’s�How

 to Know
Higher W

orldscan�help�us�to�build�up�our
“etheric�insulation.”
If�w
e�teach�older�children,�those�w

ho�are
entering�or�in�puberty,�then�w

e�need�to
strengthen�our�astral�bodies.�A

dolescents
sw
im
�in�astrality�and�it�is�their�right�to�do�so.

They�need�teachers�w
ho�are�able�to�rem

ove
subjectivity�from

�their�thinking,�w
ho�strive�to

w
ork�objectively.�Steiner’s�Practical Training in

Thoughtis�an�im
portant�aid�to�accom

plishing
this�difficult�task.

N
o�area�of�our�body�is�
unaffected�by�circadian
rhythm

s.�.�.�.�B
rain�w

ave
activity,�horm

one�production,
cell�regeneration,�and�other
biological�activities�linked�to�a
tw
enty-four�hour�cycle�all

show
�clear�patterns.�
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To�w
ork�intensively�w

ith�other�hum
an

beings�is�a�great�gift.�W
e�form

�deep�friend-
ships�and�gain�a�sense�of�brotherhood
through�w

orking�together.�There�are�also
shadow

s�in�such�w
ork.�Each�of�us�invests�so

m
uch�in�our�w

ork�that�it�is�easy�to�think�w
e

“ow
n”�it.�W

e�can�becom
e�possessive�of�ideas

that�w
e�ourselves�did�not�create.�W

e�can
becom

e�the�guardians�of�dogm
atic�principles.

W
e�m
ay�fall�prey�to�fixed�ideas�or�build�cas-

tles�out�of�thoughts�that�w
e�then�feel�obliged

to�defend.�W
e�becom

e�knights�w
ho�protect

these�little�subjective�castles�of�abstract
thoughts.�W

e�speak,�then,�to�another�per-
son’s�castle�and�not�to�the�person.�Such�illu-
sions�m

ay�easily�cause�huge,�disruptive�inter-
personal�difficulties.�W

e�m
ay�becom

e�fixated
on�a�colleague’s�difficulties�and�blind�to�his�or
her�strivings.�
If�w
e�picture�m

editatively�each�evening
such�a�colleague�bathed�in�a�golden�light,�w

e
m
ay�avoid�an�em

otional�spider’s�w
eb.�D
uring

this�m
editation�w

e�have�to�rem
ove�all�subjec-

tive�thoughts�and�try�to�stir�up�feelings�of
sym
pathy�in�our�ow

n�souls.�Som
etim
es�this

activity�requires�m
any�repetitions�before�w

e
notice�a�change�in�our�attitude.
To�w
ork�together�collegially�requires�that

w
e�have�confidence�in�each�other�and�that�w

e
speak�our�thoughts�directly�to�one�another.
G
ossip�underm

ines�the�confidence�of�a�group.
W
e�m
ust�continue�to�use�judgm

ent�and�dis-
crim
ination�w

hen�dealing�w
ith�our�colleague’s

problem
s,�but�w

hen�these�flow
�into�idle�chat-

ter�w
e�violate�the�social�fabric�of�a�school’s

com
m
unity.�W

e�m
ust�be�careful�not�to�w

ear
our�hearts�on�our�sleeves,�and�w

e�m
ust

bew
are�of�the�trap�of�gossip�that�w

ould�lure
us�into�illusory�disputes�w

hich�can�bubble�up
from
�secondhand�talk.�G

ossip�m
ay�also�act

like�a�boom
erang—

eventually�the�gossipers
them

selves�becom
e�the�object�of�destructive

conversations.�W
e�m
ust�learn�to�observe�the

striving�in�each�of�our�colleagues�and�not�be
caught�by�recognition�only�of�their�negative
sides�or�doubles.

John�Ruskin�(1819–1900)�author�of�The
Seven Lam

ps of Architecture,�recognized�the
social�health�required�for�longevity�in�one’s
w
ork,�and�he�listed�three�necessary�ingredi-
ents:

•
You�m

ust�w
ant�to�do�the�w

ork.
•
You�m

ust�experience�your�success�and�see
it�recognized�by�your�colleagues.�
•
You�m

ust�be�careful�to�not�do�too�m
uch.�

Steiner�tells�us�again�and�again�to�strive
for�equilibrium

—
to�bring�som

e�joy�into�our
sadness�and�som

e�sadness�into�our�joy.�W
e

each�need�to�find�a�colleague�w
ho�is�a�safe

“listening�ear,”�w
ho�is�not�judgm

ental,�w
ith

w
hom
�w
e�can�share�our�struggles�and�from

w
hom
�w
e�can�get�advice.�W

e�all�need�to
strengthen�our�egos;�w

e�m
ust�strive�to�not

take�everything�that�happens�in�our�schools
personally;�and,�finally,�w

e�have�to�learn�to
accept�our�ow

n�personal�destinies.�
Steiner�gave�4�guiding�beacons�as�guides

tow
ard�health�in�his�lectures�to�the�teachers

at�the�first�W
aldorf�school:

•
A
�teacher�m

ust�be�a�person�of�initiative.
[The�teacher�m

ust�tend�to�the�hygiene�of
his�or�her�ego.]
•
A
�teacher�m

ust�be�interested�in�all�that
exists�in�the�w

orld.�[The�teacher�m
ust�tend

to�the�hygiene�of�his�or�her�astral�body.]
•
A
�teacher�m

ust�never�com
prom

ise�w
ith

truth.�[The�teacher�m
ust�tend�to�the

hygiene�of�his�or�her�etheric�body.]
•
A
�teacher�m

ust�alw
ays�be�fresh,�never

sour.�[The�teacher�m
ust�tend�to�the

hygiene�of�his�or�her�physical�body.]

The�path�of�a�striving�W
aldorf�teacher�is

one�of�constant�inner�discovery�and�adven-
ture.�W

hen�w
e�are�in�tune�w

ith�ourselves,
clear�in�our�direction,�and�able�to�recognize
our�soul’s�hygienic�needs,�then�w

e�w
ill�find

the�greatest�success�and�joy�in�our�w
ork.�This

w
ill�be�our�basket�full�of�golden�eggs.
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In�the�attitude�of�silence�the
soul�finds�the�path�in�a�clearer
light,�and�w

hat�is�elusive�and
deceptive�resolves�itself�into
crystal�clearness.�O

ur�life�is�a
long�and�arduous�quest�after
Truth.

–�M
ahatm

a�G
andhi
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T
h
e E

v
o
lu

tio
n
 o

f E
v
o
lu

tio
n

he�earth�has�gone�through�a�long�period
of�evolution;�this�is�obvious�to�everyone
today.�W

e�know
�that�plants,�anim

als,�and
hum
an�beings�have�evolved,�too,�and�w

e�gen-
erally�accept�that�the�concept�of�evolution
applies�not�only�to�the�kingdom

s�of�nature,
but�to�cultures,�languages,�and�even�form

s�of
consciousness.�A

n�evolutionary�approach�has
becom

e�so�w
idely�accepted�that�today�every

good�textbook�on�evolution�begins�w
ith�a

chapter�covering�the�evolution�of�the�subject
itself.�W

e�m
ay�be�surprised�to�rem

em
ber,

then,�that�the�concept�of�evolution�is�barely
200�years�old.�B

efore�that�tim
e�there�w

as�no
com
parable�concept.
The�contem

porary�m
eaning�of�the�term

evolution�is�the�law
ful�change�of�w

hat�are,
usually,�sense-perceptible�phenom

ena.�For�the
biologist�“evolution�is�a�transform

ation�of�an
organism

�in�form
�and�behavior,�w

ith�the
result�that�succeeding�generations�differ�from
those�that�preceded�them

.”
1
Even�m

ore�reflec-
tive�of�today’s�m

entality�is�the�statem
ent�that

“phylogenesis—
the�true�m

eaning�of�evolution
—
is�the�creation�of�ever�new

�program
s�of

genetic�inform
ation.”

2
This�m

entality,�all�to
o

com
m
on,�chooses�to�forget�that�a�being�is

evolving�and,�thereby,�m
anifesting�or�reveal-

ing�itself�in�various�form
s�of�appearance.�This

insight�w
as�of�the�utm

ost�im
portance,�how

ev-
er,�to�the�early�discoverers�of�the�idea�of�evo-
lution.
The�w

ord
evolution

dates�at�least�to
Rom
an�antiquity.�A

t�that�tim
e,�evolution

m
eant�the�unrolling�of�a�scroll.�Everything
that�the�scroll�contained�w

as�evolved�or
unrolled�as�it�w

as�read.�Evolution�still�has�this
m
eaning�in�relation�to�the�developm

ent�of�a
thought,�w

hen�w
e�articulate�step�by�step

w
hat�is�present�as�a�w

hole�in�our�conscious-
ness. 3

Kant�used�the�term
�w
ith�essentially

this�m
eaning�in�his�G

eneral History of Nature
to

describe�the�origin�of�the�universe�out�of�a
gaseous�m

ist.�For�him
,�for�celestial�bodies�to

be�“uncoiled”�from
�m
atter�in�w

hich�m
echani-

cal�law
s�hold�sw

ay�corresponds�m
ost�closely

to�the�nature�of�G
od.�In�Kant’s�w

ords,�“The
origin�of�the�w

orld�lies�in�a�m
echanical�evolu-

tionary�process�rooted�in�the�general�law
s�of

nature.”
4

In�this�sense,�evolution�assum
es�preform

a-
tion,�the�presence�of�a�perfectly�form

ed
m
iniature�encapsulated�in�the�germ

�that,�in
the�course�of�tim

e,�evolves.�W
hether�in

botany,�w
here�preform

ationism
�w
as�w
idely

held�to�be�true�(v.�H
aller),�or�in�the�literature

of�the�tim
e,�this�use�of�the�term

�w
as�w
ide-

spread.�Seventeenth�century�novels,�exam
ined

w
ith�this�in�m

ind,�have�“preform
ed”�heroes

everyw
here.�Princes�are�intelligent,�just,

m
anly,�brave,�occasionally�even�able�to�speak
from
�the�m

om
ent�of�birth.�The�stories�of�their

lives�consist�essentially�of�their�using�and�pre-
serving�these�character�traits�and�capacities
through�a�series�of�adventures.�They�rescue
im
prisoned�virgins,�slay�villains�and�outlaw

s,
punish�the�overly�proud�and,�in�the�end,�are
given�a�kingdom

—
the�goal�that�has�lived�in

their�souls�from
�the�beginning.�A

�good�exam
-

ple�of�such�a�bo
ok�is�H

ercules and Valisca
by

A
ndreas�H

einrich�B
uchholtz�(1659).

A
t�the�beginning�of�the�18th�century,

m
ovem

ent�begins�to�creep�into�this�rigidity�of
thought.�Leibniz�is�one�of�the�first�to�enter
new
�territory.�In�his�later�letters�to�Lady

M
asham

�(1704),�he�differentiates�betw
een

tw
o�elem

ents�that�underlie�all�developm
ent:

uniform
ity,�w

hich�nature�m
aintains�w

ithin
objects,�and�change,�w

hich�reveals�itself�out-
w
ardly:�

The�Em
ergence�of�the�Idea�of�Evolution

in�the�Tim
e�of�G

oethe

Frank Teichmann
translated by Jon M

cA
lice

T
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· The Em

ergence of the Idea of Evolution in the Tim
e of Goethe

I�hold�not�only�that�these�souls�or�entelechies
all�have�w

ith�them
�som
e�kind�of�organic�body

appropriate�to�their�perceptions,�but�also�that
they�alw

ays�w
ill�have,�and�alw

ays�have�had,
as�long�as�they�have�existed:�so�not�only�the
soul,�but�also�the�anim

al�itself�(or�w
hat�is�anal-

ogous�to�the�soul�and�to�the�anim
al,�so�as�not

to�argue�about�nam
es)�rem

ains,�and�thus�that
generation�and�death�can�only�be�develop-
m
ents�and�envelopm

ents�of�w
hich�nature,�as�is

her�custom
,�gives�us�several�visible�exam

ples�to
help�us�to�w

ork�out�w
hat�she�keeps�hidden.

This�idea�is�expressed�in�private�letters
and�therefore�rem

ains�hidden�from
�Leibniz’

contem
poraries.�It�surfaces�again�in�H

erder,
w
ho�takes�it�up�vehem

ently—
“m
y�grand

them
e!”�In�keeping�w

ith�his�character,�H
erder

im
m
ediately�publishes�his�first�attem

pt�at�a
philosophical�history,�entitled�This Too a
Philosophy of History for the Form

ation of
Hum

anity
(1774).�H

erder�w
rites�about�change

and�the�process�of�becom
ing�throughout�his-

tory:�Those�w
ho�have�so�far�undertaken�to�unfold

the�progress�of�the�centuries�for�the�m
ost�part

have�in�the�process�the�pet�idea:�progress�to
m
ore�virtue�and�happiness�of�individual
hum
an�beings.�…

Should�there�not�be�m
anifest

progress�and�developm
ent�but�in�a�higher

sense�than�people�have�im
agined�it?�…

D
o�you

see�that�grow
ing�tree,�that�upw

ards�striving
hum
an�being,�having�to�pass�through�diverse

ages�of�life,�all�m
anifestly�in�progress,�a�striv-

ing�one�for�the�other�in�continuity!�B
etw
een

each�there�are�apparent�resting�places,�revolu-
tions,�changes,�and�yet�each�has�the�center�of
its�happiness�in�itself.…

N
o�one�is�in�his�age

alone,�he�builds�on�the�preceding�one,�this
becom

es�nothing�but�the�foundation�of�the
future,�w

ants�to�be�nothing�but�that—
this�is

w
hat�w

e�are�told�by�the�analogy�in�nature,
G
od’s�speaking�exem

plary�m
odel�in�all�w

orks!
M
anifestly�so�in�the�hum

an�species.�The
Egyptian�w

as�not�able�to�exist�w
ithout�the

O
riental,�the�G

reek�built�upon�them
,�the

Rom
an�raised�him

self�onto�the�back�of�the
w
hole�w

orld—
truly�progress,�progressive

developm
ent,�even�if�no�individual�w

on�in�the
process.�Its�goal�is�on�the�large�scale.�It
becom

es—
w
hat�husk-history�boasts�about�so

m
uch�and�w

hat�it�show
s�so�little�of�—

the
stage�of�a�guiding�intention�on�earth. 5

This�initial�sketch,�in�w
hich�nature�pro-

vides�an�analogy�for�the�developm
ent�of

hum
anity,�is�soon�revised�and�rew

ritten,
thanks�to�G

oethe’s�support�and�interest:
“H
erder�is�w

riting�a�philosophy�of�history,
w
hich,�as�you�can�im

agine,�is�new
�from

�the
ground�up.�W

e�read�the�first�chapters�togeth-
er�yesterday.�They�are�delicious…

�the�history
of�the�w

orld�and�of�nature�w
as�just�racing�by

us.”
6B
eginning�w

ith�a�fairly�sim
ple�plan�that

he�brings�progressively�to�perfection,�H
erder

w
orks�to�develop�the�idea�of�the�evolution�of
hum
anity.�N

atural�evolution�appears�in�his
w
ork�as�a�precursor�to�the�cultural�evolution
of�the�hum

an�race:�

A
ir,�fire,�w

ater�and�the�earth�evolve�out�of�the
spiritual�and�m

aterial�stam
inibus�in�periodic

cycles�of�tim
e.�D
iverse�connections�of�w

ater,
air,�and�light�precede�the�em

ergence�of�the
seed�of�the�sim

plest�plant,�for�instance�m
oss.

M
any�plants�had�to�com

e�into�being,�then�die
aw
ay�before�an�anim

al�em
erged.�Insects,�birds,

w
ater�anim

als,�and�night�anim
als�preceded�the

present�anim
al�form

s;�until�finally�the�crow
n�of

earthly�organization�appeared—
the�hum

an
being,�m

icrocosm
.�H
e�is�the�son�of�all�the�ele-

m
ents�and�beings,�N

ature’s�m
ost�carefully�cho-

sen�conception�and�the�blossom
�of�creation.

H
e�m
ust�be�the�youngest�child�of�N

ature;
m
any�evolutions�and�revolutions�m

ust�have
preceded�his�form

ation. 7

There�are�still�m
any�transform

ations�to
com
e�before�hum

an�beings�reach�the�“radiant
glow
”�of�their�“bud�of�hum

anity.”�N
ature

aim
s�to�reach�this�stage,�for�

…
nothing�in�N

ature�stands�still;�everything
strives�and�m

oves�forw
ard.�If�w

e�could�only
view
�the�first�stages�of�creation,�how

�the�king-
dom
s�of�nature�w

ere�built�one�upon�the�other,�a
progression�of�forw

ard-striving�forces�w
ould

reveal�itself�in�all�evolution. 8

B
ut�hum

an�beings�cannot�count�on�nature
for�their�ow

n�further�evolution.�They�have�to
“lay�the�foundation�for�[their]�ow

n�future
appearance”�them

selves.�Through�“spiritual
exercises”�they�m

ust�“spin�the�fabric”�that�w
ill

once�again�clothe�them
. 9
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G
o
eth

e’s E
v
o
lu

tio
n

H
ow
�deeply�G

oethe�feels�him
self�connected�to

these�ideas�becom
es�clear�in�his�m

orphologi-
cal�studies,�w

ritten�som
e�30�years�later:�

M
y�difficult,�painful�study�of�nature�w

as�light-
ened,�even�sw

eetened,�as�H
erder�began�to

draft�his�Sketch of the History of Hum
anity.�O

ur
daily�discussions�revolved�around�the�prim

or-
dial�origins�of�the�aqueous�earth�and�the
organism

s�that�have�evolved�upon�her�through
the�course�of�tim

e.�The�origin�and�its�ongoing
evolution�w

ere�discussed�at�length�and
through�the�exchange�of�ideas�and�the�argu-
m
ents�that�ensued,�our�scientific�understand-
ing�w

as�purified�and�enriched.�W
ith�other

friends�I�also�had�lively�discussions�about
these�topics,�w

hich�interested�m
e

passionately. 10�

G
oethe�goes�on�to�say,�how

ever:�“Today,
thanks�to�broader�experience�and�a�greater
depth�of�philosophy,�there�are�aspects�that
have�becom

e�visible�w
hich�w

ere�hidden�to�us
at�that�tim

e.”�G
oethe�had�gained�a�“greater

depth�of�philosophy”�through�an�understand-
ing�of�nature�that�w

as�still�closed�to�him
�in

the�1780s.�W
hat�does�he�m

ean�by�this?
A
nother�source

11
sheds�light�on�this�ques-

tion.�In�G
oethe’s�youth�in�Leipzig�and�later,

Susanne�von�Klettenburg�brings�him
�into�con-

tact�w
ith�pietistic�autobiographies.�These�con-

stitute�a�form
�of�literature�that,�like�journal-

ing,�grow
s�from

�an�author’s�w
illingness�to

account�for�the�w
ay�he�or�she�leads�life.�In

pietistic�circles�it�w
as�also�the�practice�for�an

author�to�show
�herself�to�be�w

orthy�of�G
od’s

guidance�in�her�ow
n�life�and�to�continually

exam
ine�her�efforts�to�achieve�this�w

orthi-
ness.Pietism

�touches�G
oethe�directly�during�his

tim
e�as�a�student�in�Strasburg.�H

e�becom
es

acquainted�w
ith�Johann�H

einrich�Jung-
Stilling,�w

ho�tells�him
�stories�of�his�ow

n
youth,�highlighting�the�adventures�in�w

hich
he�believed�him

self�truly�to�have�been�under
G
od’s�guidance.�Jung�w

as�raised�in�a�sim
ple,

peasant-like�surrounding�and�had�as�a�child
already�been�draw

n�to�spiritual�questions.�In

addition�to�an�apprenticeship�and�practical
training,�he�had�trained�as�a�teacher�and
taught�at�seven�different�schools�in�an�equal
num
ber�of�years.�A

t�the�end�of�this�tim
e�he

experienced�a�revelation.�A
�radiant�cloud

enveloped�him
�and�perm

eated�him
�w
ith�an

unknow
n�energy.�In�that�m

om
ent,�he�dedicat-

ed�his�life�“to�the�honor�of�G
od�and�to�hum

an
charity.”�H

e�also�“m
ade�a�strong�and�unshak-

able�pact�w
ith�G
od,�in�the�future�to�subject

him
self�fully�to�G

od’s�guidance�and�refrain
from
�all�vain�w

ishes�and�desires,�if�G
od�so

w
ished,�to�rem

ain�a�sim
ple�w

orking�m
an�for

the�duration�of�his�life�and�to�do�so�content-
edly�and�joyfully.”

12
H
e�proves�not�to�be�con-

tent�as�a�sim
ple�w

orking�m
an,�but�becom

es
first�a�private�tutor,�then�a�doctor.��G

oethe
m
eets�him

�w
hile�he�is�studying�m

edicine�in
Strasburg.�A

fter�hearing�his�stories,�G
oethe

suggests�that�he�w
rite�the�story�of�his�youth

and�young�adulthood.�Jung-Stilling�applies
him
self�to�this�task�and�sends�the�m

anuscript
to�G
oethe,�w

ho�edits�it�in�a�num
ber�of�places,

then�has�it�printed�w
ithout�m

entioning�any�of
this�to�his�friend.�In�the�m

eantim
e,�the�latter

has�begun�to�practice�m
edicine.�H

is�initial�suc-
cess�quickly�takes�a�turn�for�the�w

orse.
Patients�becom

e�ever�rarer�and�fam
ily

finances�plum
m
et�catastrophically.�Finally,

Jung-Stilling�finds�him
self�w

ith�unpaid�rent
and�only�fourteen�days�to�eviction.�

The�fourteenth�day�drew
�closer�and�there�w

as
absolutely�no�indication�as�to�w

here�the�m
oney

w
ould�com

e�from
.�Tim
e�and�again,�tears�cam

e
to�po

or�Stilling’s�eyes;�he�often�ran�to�his�sleep-
ing�cham

bers,�buried�his�face�in�his�hands,�w
ept

and�begged�G
od�for�help,�and�w

hen�his�w
ork

called,�his�w
ife�C
hristine�w

ould�take�his�place.�.�.
.Finally�the�dreaded�Friday�arrived,�both�prayed
incessantly�as�they�w

ent�about�their�w
ork.�.�.

.A
t�10:00�a.m

.�the�postm
an�arrived;�in�one�hand

he�held�the�bill�and�eviction�notice,�in�the�other
a�heavy�letter.�Full�of�anticipation,�Stilling�took
the�letter.�It�w

as�in�G
oethe’s�w

riting;�on�the
edge�w

as�the�notice�that�it�w
as�w
eighted�w

ith
120�talers�in�gold.�A

stonished,�he�opened�it�and
read�that�his�friend�G

oethe�had�published�the
beginning�of�his�m

em
oirs�under�the�title�of�Jung-

Stilling’s Life
and�this�w

as�the�author’s�honorari-
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um
.�H
ow
�pow
erfully�this�tangible�intervention

of�divine�providence�affected�Stilling�and�his
w
ife�is�indescribable;�they�resolved�never�again
to�stum

ble�or�doubt,�but�rather�to�bear�all�sor-
row
�and�tribulation�w

ith�patience.�In�the�light�of
truth,�they�also�realized�that�the�father�of
hum
anity�w

as�leading�them
�by�the�hand,�that

their�path�w
as�right�in�his�judgm

ent�and�that�he
w
as�preparing�them

�for�higher�goals�through
such�trials. 13

Follow
ing�this�divine�intervention,�Jung-

Stilling�w
rites�to�his�publisher:�

N
ow
�dearest�D

ecker!�I�have�to�tell�you�that�I
am
�H
einrich�Stilling.�Yes�it�is�I.�I�have�had�to

w
alk�this�difficult�path�before�I�could�reach�the
point�at�w

hich�I�now
�find�m

yself.�Everything
you�have�read�in�m

y�story�is�truth�w
ithout

invention.�.�.�.It�is�strange�how
�G
od�passes�out

the�roles�in�this�flow
er-�or�caterpillar-like�life�of

his�hum
ans.�Everything�is�all�right�w

ith�m
e,�for

I�am
�not�yet�finished,�I�am

�still�in�the�sm
elt-

ing. 14�

Jung-Stilling�experiences�him
self�as�an

evolving�being,�but�he�is�w
aiting�to�see�w

hat
w
ill�be�unrolled.�H

e�does�not�take�an�active
part�in�his�ow

n�evolution.�Karl�Phillip�M
oritz

takes�this�step�a�few
�years�later�and�describes

it�in�his�novel�A
nton Reiser

(1785).�This�is�also
an�autobiographical�account�of�the�author’s
youth.�B

ut�how
�different�is�his�experience;�at

17,�he�has�a�kind�of�aw
akening.�H

e�discovers
that�if�he�tries�hard�enough�he�can�independ-
ently�guide�the�forces�of�his�ow

n�thinking:�

A
nd�w
hat�w

ere�at�first�but�em
pty�nam

es,
slow
ly�becam

e�full,�clear�concepts,�and�w
hen

he�now
�read�or�thought�the�nam

es�again�and
everything�grew

�light�and�radiant�w
hich�had

previously�been�dark�and�tw
isted,�a�w

onderful
feeling�overcam

e�him
�that�he�had�never�felt

before—
he�tasted�for�the�first�tim

e�the�bliss�of
thinking.�…

A
�new
�creation�took�place�in�the

forces�of�his�thinking.�It�w
as�as�though�daw

n
had�appeared�in�his�understanding�and�now

�a
new
�day�w

as�breaking�and�he�could�not�get
enough�of�the�stim

ulating�light.�…
From

�then
on�he�w

as�less�unhappy�because�the�forces�of
his�thinking�had�begun�to�evolve. 15

This�does�not�tell�of�the�finger�of�G
od

intervening�in�the�course�of�a�person’s�life.
G
od’s�part�is�replaced�by�the�individual’s�ow

n
self-directed�thinking.�This�experience�is�so
pow
erful�that�it�transcends�the�pietistic�tradi-

tion�in�w
hich�M

oritz,�to
o,�w
as�raised.

This�novel�is�published�as�G
oethe�w

orks
w
ith�H
erder�on�This Too a Philosophy of the

History for the Form
ation of Hum

anity
and�con-

ducts�intensive�botanical�studies.�W
ith�this

preparation,�G
oethe�sets�out�for�Italy.�O

n�this
journey,�his�w

hole�structure�of�thoughts�and
ideas�is�soon�brought�into�fluid�m

otion.��In
Padua�on�Septem

ber�27,�1786,�he�notes:�

A
m
idst�this�new

�array�of�different�sorts�of
plants,�the�idea�em

erges�ever�m
ore�strongly

that�perhaps�all�form
s�of�plants�could�be

developed�out�of�one.�…
This�is�w

here�I�have
been�stuck�in�m

y�botanical�studies�and�I�do
not�yet�see�m

y�w
ay�out�of�the�confusion.

Just�a�few
�m
onths�later,�in�Rom

e
(February�19,�1787),�he�seem

s�m
ore�hopeful:

“I�am
�on�m

y�w
ay�to�discovering�new

�and
w
onderful�indications�how

�N
ature,�w

hat�an
incom

parable�m
onster,�lets�the�m

anifold
evolve�out�of�the�sim

ple.”�Then,�not�long�after
this,�in�the�botanical�garden�in�Palerm

o,
G
oethe�finally�grasps�the�idea�of�the�arche-
typal�plant.�This�idea,�w

hich�perm
eates�all�his

future�w
ork,�is�not�m

erely�a�discovery�that
allow

s�him
�to�bring�order�to�a�sm

all�segm
ent

of�his�surroundings.�A
t�least�as�im

portant�to
him
�is�the�leap�in�consciousness�that�finally

allow
s�him

�to�follow
�in�his�m

ind’s�eye�the
flow
ing,�constantly�changing�form

s.�H
is�ow
n

consciousness�likew
ise�m
ust�becom

e�fluid�and
m
obile.�Thus�he�w

rites�in�the�introduction�to
the�M

etam
orphosis of the Plants(1807):�

W
hen�he�w

ho�is�called�to�lively�observation
begins�to�hold�his�ow

n�in�the�struggle�w
ith

N
ature,�he�first�feels�a�strong�drive�to�m

aster
the�phenom

ena.�It�does�not�take�long,�how
ev-

er,�before�they�draw
�near�to�him

�w
ith�such

force,�that�he�rightly�feels�to�have�cause�to�rec-
ognize�their�pow

er�and�revere�their�presence.
A
s�soon�as�he�becom

es�cognizant�of�this�recip-
rocal�effect,�he�becom

es�aw
are�of�a�double
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infinity:�in�the�phenom
ena�the�m

anifold�nature
of�being�and�becom

ing�and�the�living,�w
eaving

relationships,�in�him
self,�how

ever,�the�possibili-
ty�of�an�infinite�developm

ent�in�that�he�contin-
uously�m

akes�both�his�sensibilities�and�his�rea-
son�able�to�respond�to�new

�form
s�of�accepting

and�reaching�out.

T
h
e W

h
o
len

ess o
f a

 L
iv

in
g
 Id

ea

G
oethe’s�observation�is�of�the�utm

ost�signifi-
cance�for�the�em

ergence�of�the�idea�of�evolu-
tion.�The�idea�of�evolution�cannot�be�seen�or
found�in�the�environm

ent�if�the�fact�of�evolu-
tion�is�not�first�experienced�w

ithin�a�hum
an

being.�A
�person�w

ho�is�not�him
self�in�the

process�of�evolving�w
ill�not�be�able�to�recog-

nize�evolution.�It�is�the�fundam
ental�problem

of�all�evolutionary�research.�
Know

ing�full�w
ell�how

�difficult
M

etam
orphosis of the Plantsw

ould�be�for�his
readers,�he�adds�an�introduction�in�w

hich�he
sketches�out�the�fundam

ental�problem
:

W
hen�w

e�becom
e�aw
are�of�living�N

ature�in
such�a�w

ay�that�w
e�desire�to�gain�insight�into

her�being�and�the�w
ay�she�w

orks,�w
e�tend�to

believe�that�this�is�best�done�by�dissecting�an
organism

�into�its�constituent�parts.�It�is�true
that�this�approach�can�bear�fruit.�…

B
ut�these

efforts�to�understand�everything�by�dissecting
it�do�have�a�negative�side.�W

hat�w
as�once

alive�lies�before�us�separated�into�the�elem
ents

that�m
ade�it�up,�but�it�is�not�possible�to�put

these�back�together�and�bring�the�organism
back�to�life.�This�is�as�true�of�m

any�inanim
ate

objects�as�it�is�of�all�living�organism
s.�Thus�sci-

entists�throughout�history�have�been�driven�to
recognize�the�living�form

�as�such,�to�grasp�the
significance�of�the�outer,�perceptible�parts�in
the�context�of�the�w

hole,�to
understand�them

�as�a�m
anifes-

tation�of�som
ething�w

ithin
and�thus�to�m

aster�the�w
hole

in�their�exam
inations.�…

If�w
e

observe�all�form
s�of�N

ature,
especially�the�organic�form

s,
w
e�discover�that�nothing�is
static�or�at�rest,�nothing�is�fin-
ished,�but�rather�that�every-
thing�is�in�m

otion.�…
W
hat�is�once�form

ed�is
then�transform

ed�and�if�w
e�w
ish�to�achieve�a

living�understanding�of�N
ature,�w

e�m
ust�follow

her�exam
ple�and�be�just�as�m

obile�and�form
a-

tive�as�she.�…
Each�living�thing�is�not�singular,

but�plural;�even�though�it�appears�to�us�to�be
individual,�it�rem

ains�a�collection�of�living,
autonom

ous�beings,�w
hich�can�appear�to�be

either�sim
ilar�or�dissim

ilar.

Readers�can�only�understand�such�a
description�if�they�can�recreate�the�connec-
tions�fluidly�in�their�ow

n�consciousness.�If
they�do�not�do�this,�they�cannot�understand.
G
oethe�w

as�aw
are�of�this�difficulty.�H

e�char-
acterizes�it�in�his�M

orphological Notes(1820),
in�w
hich�he�publishes�his�findings�concerning

the�hum
an�interm

axillary�bone.�In�this�essay
he�investigates�the�possibility�of�envisioning
the�bones�of�the�skull�as�m

etam
orphoses�of

the�vertebrae.�A
nd�he�confesses:

I�have�been�convinced�of�this�hidden�relation-
ship�for�thirty�years�and�have�continued�to
study�it.�Yet�such�an�apercu,�the�aw

a
reness,

grasping,�envisioning,�the�concept�or�the�idea,
how
ever�one�w

ishes�to�call�it,�do�w
hat�one

w
ill,�retains�a�certain�esoteric�quality.�It�can�be
spoken�of�in�its�w

holeness,�but�not�proven;�one
can�present�it�in�its�details,�but�can’t�quite
m
ange�to�fully�round�it�out.

This�conceptual�difficulty�proves�painful
to�G
oethe�upon�his�return�from

�Italy:�

From
�Italy,�w

ith�its�richness�of�form
s,�I�have

returned�to�G
erm
any,�form

less;�the�lovely
beckoning�skies�w

ere�traded�for�gray�ones;
instead�of�com

forting�m
e�and�w

elcom
ing�m

e
back�into�the�fold,�m

y�friends�drove�m
e�to

despair.�M
y�delight�over�foreign,�little-know

n
objects,�the�pain�I�felt�at�having�to�leave�it�all
behind�m

e,�seem
ed�to�be�as�an�insult�to�them

.
I�m
issed�their�interest;�no�one

seem
ed�to�understand�m

e.�In
this�em

barrassing�state,�I�did
not�know

�how
�to�find�m

yself.
The�loss�I�felt�w

as�too�great�for
m
y�senses�to�be�able�to�accli-
m
ate�them

selves.�M
y�spirit

strove�to�keep�itself�w
hole.�For

the�past�tw
o�years,�I�had

observed,�collected,�contem
-

plated,�and�had�striven�to
sharpen�all�m

y�capacities.�A
s�the�gifted�G

reeks

A
�person�w

ho�is�not
him
self�in�the�process

of�evolving�w
ill�not

be�able�to�recognize
evolution.
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had�striven�to�evolve�the�purest�art�w
ithin�the

context�of�their�nation,�I�had�hopes�of�slow
ly

seeing�the�w
hole�and�achieving�thereby�a�pure,

unprejudiced�level�of�artistic�enjoym
ent.

Further,�I�believed�that�I�had�recognized�how
N
ature�goes�about�her�w

ork�to�bring�forth�liv-
ing�form

s,�the�tem
plates�of�artistic�endeavor. 16�

G
oethe�describes�his�ow

n�evolution.�H
e

develops�w
ithin�him

self�the�“art”�of�“slow
ly

seeing�the�w
hole.”�In�this�he�m

irrors�his
teacher,�N

ature.�For�the�m
om
ent,�he�finds

him
self�alone�w

ith�this�capacity;�no�one�in�his
circle�of�friends�has�taken�the�sam

e�path:�“It
is�terribly�painful�not�to�be�understood,�w

hen
one�w

ith�great�effort�finally�com
es�to�the

point�w
here�he�believes�to�understand�both

him
self�and�the�issue�at�hand.”

17

Through�his�ow
n�developm

ent�G
oethe�dis-

covers�the�law
fulness�that�governs�evolution

in�nature.�H
e�becom

es�aw
are�w

ithin�him
self

of�the�seed�or�germ
�that�m

aintains�continuity
in�everything�that�m

anifests�itself�outw
ardly.

Through�this�experience,�he�searches�to�dis-
cover�the�generative,�autonom

ous�being�in
N
ature�that�in�all�its�various�m

anifestations
rem
ains�true�to�its�ow

n�ideal.�In�his�papers�w
e

find�a�short�note�w
hich�characterizes�this�con-

cisely:�“It�is�an�enjoyable�business�to�at�once
explore�both�N

ature�and�oneself,�to�use�force
on�neither�her�nor�one’s�ow

n�spirit,�but�rather
to�let�the�tw

o�of�them
�bring�each�other�into

balance.”
18

H
aving�thus�becom

e�aw
are�of�evolution,

G
oethe�tries�to�bring�the�observed�law

fulness
into�artistic�form

—
W

ilhelm
 M

eister.�H
e�w
orks

on�this,�the�first�of�the�G
erm
an�“developm

en-
tal�novels,”�for�m

any�years,�from
�1795�until

his�death�in�1833.�N
aturally,�he�returns�tim

e
and�again�to�contem

plation�of�his�ow
n�life

and�his�ow
n�grow

th.�From
�1810�on,�he�w

orks
on�his�autobiography,Fiction and Truth.�H

e
characterizes�the�leitm

otif�of�this�w
ork:�

It�seem
s�as�though�the�prim

ary�task�of�a�biog-
raphy�is�to�present�a�person�in�the�context�of
his�tim

e,�and�to�show
�to�w
hat�extent�it�all

w
orks�w

ith�him
�or�against�him

,�how
�he�devel-

ops�through�this�a�picture�of�the�w
orld�and�of

hum
anity,�and�how

,�if�he�is�an�artist,�a�w
riter,

or�a�poet,�he�brings�this�to�expression�in�the
w
orld. 19

This�w
holeness�can�only�be�depicted�artis-

tically,�as�is�true�for�the�w
holeness�of�an

“autonom
ous�being”�as�a�living�idea.�Thus

G
oethe�m

ust�give�his�m
em
oirs�the�title�Fiction

and Truth
and�not,�as�Jung-Stilling�said,

“truth�w
ith�no�invention.”�O

nly�through�a
consciousness�of�the�w

hole�can�w
holeness�be

brought�to�expression.�
In�the�second�part�of�his�m

em
oirs,�G

oethe
draw

s�attention�to�precisely�this�relationship.
H
e�introduces�a�“hopeful�O

ld�G
erm
an�saying:

W
hat�one�w

ishes�for�as�a�youth,�one�w
ill

have�in�excess�w
hen�aged.”�H

e�sees�the�w
ish

as�a�striving:�

If�a�certain�focus�becom
es�an�essential�part�of

our�nature,�then�w
ith�every�step�w

e�take,�a
part�of�this�w

ish�is�fulfilled.�If�the�conditions
are�right,�the�path�of�fulfillm

ent�is�a�straight
one;�otherw

ise�it�is�a�w
inding,�tw

isted�one.�If
one�finds�som

ething�that�one�once�hoped�to
do�being�done�by�another,�the�w

onderful�feel-
ing�stirs�w

ithin�his�breast�that�hum
anity�in�its

totality�is�the�true�hum
an�being�and�that�a�sin-

gle�person�can�only�truly�be�joyful�if�he�has�the
courage�to�experience�him

self�w
ithin�that

totality.

Thus�G
oethe�closes�the�circle,�for�it�is�this

relationship�betw
een�individual�developm

ent
and�the�evolution�of�hum

anity�that�he�and
H
erder�pondered�as�young�m

en.�W
hat�G

oethe
strove�for�in�his�youth,�he�attains�as�an�old
m
an!The�idea�of�evolution�em

erges�for�G
oethe

from
�the�observation�of�his�ow

n�life.�H
e�dis-

covers�his�inkling�of�an�idea�at�w
ork�in�the

form
s�of�N

ature.�A
nd,�vice-versa,�w

hat�he
experiences�in�N

ature,�he�discovers�secretly�at
w
ork�w

ithin�his�ow
n�soul-spiritual�nature.�A

s
an�old�m

an�looking�back�over�his�life,�he
w
rites:�

The�ever-changing�display�of�plant�form
s,

w
hich�I�have�follow

ed�for�so�m
any�years,

aw
akens�increasingly�w

ithin�m
e�the�notion:

The�plant�form
s�w
hich�surround�us�w

ere�not
all�created�at�som

e�given�point�in�tim
e�and
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then�locked�into�the�given�form
,�they�have

been�given…
�a�felicitous�m

obility�and�plastici-
ty�that�allow

s�them
�to�grow

�and�adapt�them
-

selves�to�m
any�different�conditions�in�m

any
different�places.�…

H
ow
�they�can�be�brought

together�under�one�concept�has�slow
ly�becom

e
clear�to�m

e�and�that�this�conception�can�be
enlivened�at�a�higher�level�[of�consciousness]:
thus�I�began�to�recognize�in�the�sense�percepti-
ble�form

�a�supersensible�archetype.�W
hoever

has�felt�w
hat�a�rich,�saturated�thought�…

�has
to�say,�w

ill�adm
it�w
hat�a�passionate�m

ove-
m
ent�com

es�to�life�in�the�spirit�w
hen�w

e�are
enthused,�and�w

e�anticipate�the�totality�of
w
hat�w

ill�evolve�step�by�step…
”
20

F
irst D

efin
itio

n
 o

f th
e C

o
n
cep

t o
f 

E
v
o
lu

tio
n

G
oethe�gains�insights�from

�his�ow
n�sense�of

his�evolving�self.�These�insights,�how
ever,�do

not�contain�a�concept�of�evolution.�The
G
erm
an�idealists,�w

ho�develop�their�ideas
based�on�G

oethe’s�w
ork,�take�this�step.�In�the

introduction�to�his�book�H
istory of Philosophy,

H
egel�characterizes�the�situation�in�w

hich�he
finds�him

self:�

Evolution�is�an�idea�that�is�bandied�about�all
the�tim

e.�O
ne�of�the�specialties�of�philosophy

is�to�exam
ine�w

hat�is�thought�to�be�know
n.

Those�things�that�are�applied�and�used�w
ith-

out�being�exam
ined,�the�things�used�to�sim

ply
get�through�life,�are�precisely�w

hat�are�m
ost

unknow
n�for�those�w

ho�are�not�philosophically
trained.

H
egel�then�tries�in�a�circuitous�yet�funda-

m
ental�m

anner�to�grasp,�in�thinking,�the�idea
of�evolution.�H

e�differentiates�first,�as�Leibniz
did,�betw

een�tw
o�elem

ents:�the�idea�that�has
evolved�and�its�articulated,�m

obile�m
anifesta-

tion.�H
e�then�adds�to�these�the�specific,�con-

crete�content�of�the�idea�itself.�Evolution�con-
sists�in�the�w

orking�together�of�these�three
elem
ents:�

W
hat�is�true�and�defined�unto�itself,�bears
w
ithin�it�the�drive�to�evolve.�O

nly�w
hat�is

alive,�the�spiritual,�is�active�w
ithin�and

evolves.�The�idea—
in�itself�concrete�and�evolv-

ing—
is�an�organic�system

,�a�w
holeness�that

bears�w
ithin�itself�a�w

ealth�of�stages�and
m
om
ents.

W
herever�som

ething�is�evolving,�H
egel

recognizes�a�living�spirit,�an�idea�at�w
ork.

From
�this�point�of�departure,�he�turns�to�an

exam
ination�of�the�history�of�philosophy,

characterizing�it�as�a�sequential�blossom
ing�of

the�hum
an�spirit:�“Philosophy�is�itself�the�cog-

nition�of�this�evolution�and�is,�as�conceptual
thinking,�itself�the�cognized�evolution.�The
further�this�path�of�evolution�proceeds,�the
closer�philosophy�com

es�to�perfection.”
Schelling�also�struggles�to�understand�this

idea.�In�his�fragm
entary�w

ork
The Age of the

Earth,�he�begins�w
ith�inner�unity�or�oneness:�

If,�by�any�process�of�evolution,�the�inner�unity
of�the�evolving�subject�is�assum

ed,�then�it�fol-
low
s�conclusively�that�each�system

�has�but
one�subject,�one�living�being�evolving�itself
w
ithin�it.�Thus�it�is�in�principle�im

possible�to
form
�a�definitive,�static�concept,�for�since�it�is

in�continuous�m
otion,�progress,�enhancem

ent,
any�concept�can�only�hold�true�for�a�m

om
ent;

as�a�living�organism
�it�is�in�fact�not�one,�but

m
any.�W

e�see�from
�this�that�there�is�no�point

in�the�living�w
holeness�of�scientific�art,�w

here
one�can�stop�or�that�one�can�hold�on�to,�but
that�only�by�w

aiting�for�the�evolution�of�the
w
hole�is�it�possible�to�express�the�concept�of
the�evolving�subject�in�its�totality.�The�subject
is�present�as�w

ell�in�the�m
iddle�and�at�the�end,

as�it�is�at�the�beginning,�and�it�is�not�w
hat�it�is

at�any�given�point;�it�is�in�truth�not�singular,
but�rather�both�one�and�all.�W

hoever�attrib-
utes�a�protean�nature�to�the�subject�of�any
given�process�of�evolution�has�com

e�closer�to
the�truth�than�he�m

ay�realize.

This�characterization�of�evolution�show
s

clearly�just�how
�close�Schelling�is�to�G

oethe.
This�last�rem

ark�and�the�use�of�such�term
s�as

“continuous�m
otion,”�“progress,”�and

“enhancem
ent”�show

s�a�close�connection
betw
een�the�tw

o�great�thinkers.
Fichte�is�a�third�in�this�club.�H

e�includes
the�idea�of�evolution�in�his�w

ork�on�the�histo-
ry�of�philosophy.�In�Foundations of the Present
Tim

e
and�Talk to the Germ

an Nation
(1806),�he

takes�up�and�develops�further�ideas�articulat-
ed�tw

enty�years�earlier�by�H
erder.
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H
ow
�strongly�G

oethe�felt�him
self�chal-

lenged�by�the�clarity�of�the�idealist�philoso-
phers�finds�expression�in�his�second�collection
of�M

orphological Notes
(1820)�in�the�essay

“Effects�of�the�N
ew
�Philosophy.”�H

e�begins
this�essay�w

ith�a�description�of�how
�he�had

developed�an�artistic�m
ethod�to�apprehend

N
ature’s�w

orking.�H
e�continues:�

Further�progress�I�ow
e�to�N

ietham
m
ern�w

ho
has�attem

pted�w
ith�friendly�tenacity�to�help

m
e�solve�the�m

ain�riddles�and�understand�the
concepts�and�expressions.�W

hat�I�ow
e�to

Fichte,�Schelling,�H
egel,�the�von�H

um
bolt

brothers,�and�Schlegel�should�gratefully�com
e

to�fruition�in�the�future,�especially�if�I�have�the
chance�to�sketch�out�the�events�of�the�last
decade�of�the�last�century.

N
one�of�these�later�philosophers�w

ould
have�been�able�to�conceive�the�idea�of�evolu-
tion�w

ere�it�not�for�G
oethe’s�w

ork.�They�rec-
ognize�evolution�as�occurring�betw

een�the
activity�of�a�spiritual�being—

w
hich�alw

ays
rem
ains�identical�w

ith�itself—
and�its�chang-

ing�m
anifestation�in�the�course�of�tim

e.
W
henever�w

e�use�the�term
�evolution�w

e
should�keep�in�m

ind�that�w
e�are�speaking�of�a

being.�W
e�m
ay�focus�on�a�sense�perceptible

m
anifestation,�but�this�does�not�gainsay�the
being’s�existence.�For�the�m

om
ent,�w

e�have
m
erely�forgotten�it.

T
h
e S

p
iritu

a
l D

im
en

sio
n

The�discovery�of�the�idea�of�evolution
brought�an�ancient,�static�view

�of�the�w
orld

into�m
otion.�This�raised�im

m
ediate�questions:

H
ow
�does�evolution�happen?�W

hat�stages�or
changes�does�som

ething�that�evolves�pass
through�in�the�course�of�tim

e?�A
nsw
ering�this

question�did�not�bind�investigators�solely�to
the�exam

ination�of�nature.�The�earth,�plants,
anim

als,�the�hum
an�species,�peoples,�cultures

and�their�languages�have�all�gone�through
long�processes�of�evolution.�G

reat�thinkers
and�scientists�of�the�19th�century�focused�on
placing�ever�new

�phenom
ena�w

ithin�the�con-
text�of�evolution.

Less�visible�are�the�results�of�those
thinkers�w

ho�applied�the�idea�of�evolution�to
spiritual�phenom

ena.�A
�m
ajor�contribution�in

this�realm
�is�Im
m
anuel�H

erm
ann�Fichte’s

exhaustive�study�of�the�evolution�of�hum
an

consciousness.�(Im
m
anuel�is�the�son�of�the

great�philosophical�idealist,�Johann�G
ottlieb

Fichte.)�In�the�first�volum
e�of�his�Basic

Principles of a System
 of Philosophy

(1833),
Fichte�addresses�the�question�of�how

�con-
sciousness�evolves�to�reach�the�point�of�desir-
ing�to�em

bark�on�philosophical�explorations.
This�is�a�m

atter�of�choice.�B
ut�then�

…
[i]t�educates�itself�to�philosophy,�w

hich
is�not�only�the�beginning�of�consciousness�but
its�ow

n�proof�of�itself.�Thus�the�first�part�of�the

system
�contains�…

�the�scientifically�founded
evolutionary�history�of�consciousness�tow

ard
and�in�thinking,�and�also�an�excursus�on�the

possible�relation�of�thinking�to�truth. 21

H
e�also�observes�that�thinking�itself�m

ust
reach�a�certain�stage�of�developm

ent�to�be
able�to�grasp�its�ow

n�evolution.�To�do�so�it
has�to�be�able�to�place�itself�w

ithin�the�focus
of�its�ow

n�exam
ination.�Fichte�calls�this�m

ost
sublim

e�level�of�thinking,�at�w
hich�the�thinker

not�only�thinks�but�at�the�sam
e�tim
e�con-

sciously�exam
ines�the�activity�of�his�ow

n
thinking,�a�“speculative,�beholding�know

ing.”
It�is�the�highest�stage�of�spiritual�activity.�It
evolves�itself�only�through�untiring,�self-
directed�spiritual�practice.�C

onsciousness�has
to�w
ant�to�educate�itself.
At�the�end�of�the�19th�century,�Rudolf

Steiner�expanded�Fichte’s�conception�of�think-
ing�to�include�the�totality�of�hum

an�experi-
ence.�The�hum

an�species�has�reached�a�stage
in�its�developm

ent�at�w
hich�there�is�no�fur-

ther�natural�evolution.�The�natural�course�of
evolution�leads�to�the�em

ergence�of�self-
directed�thinking.�This�form

�of�thinking�gives
us�the�capacity�to�take�our�ow

n�future�evolu-
tion�as�individuals�into�our�ow

n�hands,�and,
in�so�doing,�to�give�it�a�direction�that�w

e�our-
selves�determ

ine.�The�idea�of�the�“hum
an
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being”�is�thus�one�that�does�not�contain�all�its
possible�m

anifestations.�It�guides�the�individ-
ual�to�a�certain�stage�of�developm

ent,�then
sets�her�free.�Steiner�w

rites:

The�perceptual�object�“m
an”�has�in�it�the�pos-

sibility�of�transform
ing�itself,�just�as�the�plant

seed�contains�the�possibility�of�becom
ing�a

com
plete�plant.�The�plant�transform

s�itself
because�of�the�objective�law

�inherent�in�it;�the
hum
an�being�rem

ains�in�his�incom
plete�state

unless�he�takes�hold�of�the�m
aterial�for�trans-

form
ation�w

ithin�him
�and�transform

s�him
self

through�his�ow
n�pow

er.�N
ature�m

akes�of�m
an

m
erely�a�natural�being;�society�m

akes�of�him
�a

law
-abiding�being;�only�he�him

self�can�m
ake�of

him
self�a�free�m

an.�N
ature�releases�m

an�from
her�fetters�at�a�definite�stage�in�his�develop-
m
ent;�society�carries�this�developm

ent�a�stage
further;�he�alone�can�give�him

self�the�final�
polish. 22

G
oethe�said,�“W

hat�one�w
ishes�for�as�a

youth,�one�w
ill�have�in�excess�w

hen�aged.”
O
ur�m
odern�understanding�of�the�path�of

spiritual�evolution�is�the�sam
e:�The�goal

tow
ard�w

hich�a�m
an�or�w

om
an�strives

through�practice,�he�or�she�w
ill�one�day

reach.�G
oethe�set�him

self�such�a�spiritual
goal,�and,�in�spite�of�hindrances,�rem

ained
true�to�it�throughout�his�life,�evolving�him

self
as�he�w

ent.�A
s�a�fruit�of�this�striving�he�w

as
able�to�bring�the�idea�of�evolution�to�light.
Through�G

oethe’s�individual�effort�it�becam
e

possible�for�us�to�find�ourselves�in�a�stream
�of

individual�developm
ent�w

ith�the�goal�of
becom

ing�freely�choosing�hum
an�beings�w

ho
can�set�our�ow

n�goals.�W
e�find�ourselves

today�at�the�beginning�of�this�process�of�evo-
lution.
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Scru
tin

y

In�the�course�of�m
y�research�on�the�histo-

ry�of�W
aldorf�schools�in�the�U

nited�States,
m
any�people�w

ith�w
hom
�I�spoke,�adm

issions
directors�and�teachers�am

ong�them
,�casually

com
pared�Rudolf�Steiner’s�ideas�on�the�devel-

opm
ent�of�children�in�stages�w

ith�the�develop-
m
ental�research�of�Jean�Piaget.�M

y�initial
reactions�w

ere�that�this�com
parison�m

ust�be
m
eant�allegorically�and�that�it�w

ouldn’t�bear
scrutiny.�Steiner’s�and�Piaget’s�reputations
w
ere�sim

ply�too�dissim
ilar;

w
hat�could�the�seer�and�the
scientist�have�in�com

m
on?

The�intention,�it�seem
ed,�w

as
to�lend�Piaget’s�w

eight�as�a
scientist�to�Steiner’s�less
fam
iliar�reputation�as�an�edu-

cator.�C
om
paring�the�tw

o�has
not�changed�m

y�suspicions
regarding�the�intentions
behind�the�com

parison,�but�it
has�throw

n�som
e�light�on�the�intersection�of,

for�education,�arguably�the�tw
o�m
ost�im

por-
tant�developm

entalists�of�the�20
thCentury.

The�w
ays�in�w

hich�Steiner’s�and�Piaget’s
ideas�on�child�developm

ent�are�sim
ilar,�and

dissim
ilar,�w

ere�not�w
hat�I�had�expected.

P
ia

g
et o

n
 E

d
u
ca

tio
n

Ignoring�the�m
any�inferences�regarding�edu-

cation�that�m
ay�be�draw

n�from
�Piaget’s

research,�he�w
rote�surprisingly�little�on�edu-

cation.�In�only�one�essay,�begun�in�1935�and
com
pleted�in�1965,�does�he�exam

ine�educa-
tion�in�general,�including�the�application�of
his�research�to�education.�The�essay�is�a�curi-
ous�hodge-podge�of�explanation,�correction,
and�opinion.�Called�“Science�of�Education�and

the�Psychology�of�the�C
hild”�(1935�and

1965),�it�begins�by�exam
ining�the�psychologi-

cal�foundations�of�“new
�m
ethods”�in�educa-

tion,�and�concludes�that�“active”�learning�is
superior�to�“passive”�learning.�It�contains,
how
ever,�the�w

arning�that�“m
em
ory,�passive

obedience,�im
itation�of�the�adult,�and�the

receptive�factors�in�general�are�as�natural�to
the�child�as�spontaneous�activity.”�(p.�696)
This�distinction�betw

een�“passive”�and�“recep-
tive”�m

odes�show
s�Piaget’s�delicate�attention

to�children’s�inner�w
orlds.�
Piaget�goes�on�to

bem
oan�the�degree�to

w
hich�education�profes-
sionals�in�general�have
not�applied�w

hat�is
know

n�of�child�develop-
m
ent�to�teaching.�H

e
rem
arks�that�m

any�pro-
found�education�reform

-
ers�w

ere�philosophers�or
doctors,�not�peda-

gogues—
C
om
enius,�Rousseau,�Froebel,

D
ew
ey,�and�M

ontessori�am
ong�them

.�A
nd

their�thinking�and�research�have�not�becom
e

the�foundation�for�a�science�of�education:

The�general�problem
�is�to�understand�w

hy
the�vast�arm

y�of�educators�now
�laboring

throughout�the�entire�w
orld�w

ith�such�devotion
and,�in�general,�w

ith�such�com
petence�does�not

engender�an�elite�of�researchers�capable�of

m
aking�pedagogy�into�a�discipline,�at�once�sci-
entific�and�alive,�that�could�take�its�rightful
place�am

ong�all�those�other�applied�disciplines

that�draw
�upon�both�art�and�science.�(p.�699)

M
uch�of�the�rest�of�the�essay�gives

Piaget’s�opinions�on�the�teaching�of�m
athe-

m
atics,�philosophy,�and�the�hum

anities.�The

The�Seer�and�the�Scientist

Stephen Keith Sagarin

I

Th(e)�distinction�
betw
een�“passive”�and

“receptive”�m
odes

show
s�Piaget’s�delicate

attention�to�children’s
inner�w

orlds.�



Research Bulletin · A
utumn 2005 · Volume 11 · #1 

essay�concludes�w
ith�a�look�at�four�categories

of�teaching�m
ethods:�The�receptive,�the

active,�the�intuitive,�and�the�program
m
ed.�B
y

“intuitive”�Piaget�m
eans�a�m

ethod�that�asks
students�to�infer�an�educational�lesson�from
an�external�representation;�m

anipulatives,
film
strips,�and�pottery�are�each�intuitive�by

Piaget’s�definition.�For�Piaget,�the�m
eaning�of

intuitive�is�literal�and�technical,�not�transcen-
dental.�Piaget’s�last�category,�program

m
ed

teaching,�includes,�especially,�early�use�of
com
puters�in�the�classroom

,�and�has�been
fostered�in�the�U

nited�States�especially�by
Piaget’s�pupil,�Seym

our�Papert.�(see�Papert,
1980)�Piaget�notes�that�m

any�people�confuse
active�and�intuitive�m

ethods�because�they
take�activity�too�literally,�forgetting�or�ignor-
ing�inner,�m

ental�activity.

G
in

sb
u
rg

 o
n
 S

tein
er a

n
d
 P

ia
g
et

D
espite�the�num

ber�of�tim
es�I�have�heard

Steiner�and�Piaget�m
entioned�in�one�breath,�I

am
�aw
are�of�only�one�published�com

parison
of�their�w

ork.�This�is�a�brief�but�excellent�arti-
cle�by�Iona�G

insburg�(1982)�that�com
pares

stages�of�children’s�developm
ent�as�conceptu-

alized�by�Rudolf�Steiner�and�by�Jean�Piaget.
She�correlates�Piaget’s�stages�of�cognitive
developm

ent—
sensori-m

otor,�concrete�opera-
tions,�and�form

al�operations—
w
ith�Steiner’s

descriptions�of�hum
an�developm

ent—
im
ita-

tive,�im
aginative,�and�intellectual�stages.�

Piaget�defines�“stage”�clearly,�w
hile

Steiner�uses�a�less�technical�vocabulary.�For
developm

ent�to�occur�according�to�a�change
from
�one�stage�to�another,�according�to

Piaget,�the�order�of�succession�m
ay�not�vary;

developed�characteristics�m
ust�be�cum

ulative;
periods�of�change�m

ust�be�follow
ed�by�peri-

ods�of�equilibrium
;�and�so�on.�(Piaget,�1955)

These�requirem
ents�apply,�too,�to�Steiner's

descriptions�of�developm
ent.�G

row
th�alone,

as�sim
ple�accum

ulation,�is�not�developm
ental.

“Phases”�that�com
e�and�go�often�do�not�m

eet
the�criteria�for�stage�developm

ent.�A
ge-

appropriate�learning�or�behavior�m
ay�or�m

ay
not�occur�w

ithin�the�context�of�stage�develop-
m
ent.�Stage�developm

ent�is�at�once�m
ore�rig-

orous�and�m
ore�global�than�com

m
on�under-

standings�of�m
aturation.�Stage�developm

ent
provides�evidence�of�"m

etam
orphosis,"�a

change�in�form
�that�signals�a�concurrent

change�in�quality;�the�physical�and�physiolog-
ical�changes�of�puberty�are�accom

panied�by
em
otional�and�intellectual�changes,�and�vice

versa.
A
m
ong�G

insburg’s�concerns,�shared�w
ith

Piaget�him
self,�is�the�degree�to�w

hich�Piaget’s
w
ork,�despite�its�apparent�im

plications�for
education,�has�not�been�applied�to�classroom
practice.�She�attributes�this�lack�to�the�fact
that�Piaget’s�research�“leaves�out�vivid�and
vital�aspects�of�the�child’s�total�develop-
m
ent—

feeling,�attachm
ent,�im

pulse,�fantasy,
and�their�im

pact�on�cognition�itself.”�(p.�328)
B
ecause�Steiner�focused�on�“the�totality�of
developm

ent”�(p.�329),�G
insburg�believes�his

w
ork,�despite�its�lack�of�conventional�scientif-
ic�rigor,�has�had�greater�success�in�influencing
classroom

�practice.
In�com

paring�Piaget’s�and�Steiner’s
descriptions�of�stage�developm

ent,�G
insburg

is�m
ore�specific�w

ith�regard�to�ages�than
either�Steiner�or�Piaget.�Steiner�(1965�and
m
any�other�places)�refers�to�a�transform

ation
“about�age�seven”�(p.�20),�m

ore�accurately
associated�w

ith�the�loss�of�m
ilk�teeth,�a

process�that�often�takes�m
ore�than�a�year�and

can�begin�at�age�five�or�be�prolonged�w
ell

past�age�seven.�Sim
ilarly,�Piaget�(1955)�is�at

pains�to�em
phasize�“not�the�tim

ing,�but�the
order�of�succession�[of�acquisition]”�in�stage
developm

ent.�C
hronology,�he�w

rites,�“is
extrem

ely�variable;�it�depends�on�the�previous
experience�of�the�individuals,�and�not�only�on
their�m

aturation,�and�it�depends�especially�on
the�social�m

ilieu�that�can�accelerate�or�retard
the�appearance�of�a�stage,�or�even�prevent�its
appearance.”�(p.�815)�Steiner�tacitly�acknow

l-
edges�this�characteristic�of�a�stage,�too.�W

hile
m
any�W

aldorf�teachers�speak�of�Steiner’s
stages�as�if�they�possessed�som

e�concrete

32
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reality,�Steiner�acknow
ledged�not�only�their

relevance�to�a�specific�cultural�here-and-now
,

but�also�their�variation�based�on�both�spiritu-
al�and�physiological�variations�am

ong�people.
(See,�for�exam

ple,�Curative Education,�1972.)
The�point�of�Steiner’s�descriptions�w

as�not�to
norm

alize�a�child’s�place�in�a�class—
a�con-

stant�danger�of�a�developm
ental�point�of

view
,�regardless�of�the

developm
entalist��(see

M
orss,�1995)—

but�to�pro-
vide�insight�for�better
teaching.
G
insburg�recognizes

that�m
any�of�the�con-

trasts�betw
een�Steiner

and�Piaget�are�based�on�profound�differences
in�fram

e�of�reference�and�w
orldview

.�Piaget,
w
ho�w
as�not�a�teacher,�focused�single-m

ind-
edly�on�the�developm

ent�of�the�structures�of
cognition�in�children,�from

�the�perspective�of
a�scientist�w

ho�studied�the�changes�w
ith�age

and�the�grow
th�of�the�capacity�to�know

.
Steiner�and�the�education�based�on�his
insights�have�a�view

�of�the�stages�of�child
developm

ent�based�largely�on�intuition,�w
hich

encom
passes�aw

areness�of�the�im
pact�of�feel-

ing,�fantasy�(alm
ost�certainly�a�B

ritish�m
is-

translation�of�w
hat�is�m

eant�by�“im
agina-

tion”),�form
,�color,�and�hum

an�relatedness�in
cognitive�developm

ent.

F
iv

e S
im

ila
rities

W
hile�I�agree�w

ith�G
insburg’s�recognition�of

the�differences�betw
een�Steiner�and�Piaget,�I

also�believe�that�there�are�sim
ilarities�that�she

has�overlooked.�I�w
ill�exam

ine�four�of�these
points�below

,�supporting�them
�w
ith�reference

to�Steiner’s�early�pam
phlet,The Education of

the Child in the Light of Anthroposophy.�Readers
fam
iliar�w

ith�Steiner’s�w
ork�w

ill�recognize
that�he�m

ade�sim
ilar�points�in�dozens�of�other

lectures�and�w
ritings.�M

ore�to�the�point,The
Education of the Child

w
as�actually�w

ritten�by
Steiner,�not�transcribed�from

�shorthand�notes

of�a�lecture,�and�can�therefore�be�held�to�be
m
ore�precisely�w

hat�he�intended�to�say.
First,�both�Steiner�and�Piaget�recognize

the�im
portance�of�im

itation�in�the�develop-
m
ent�of�children.�Steiner�w

rites,�“There�are
tw
o�m
agic�w

ords�that�indicate�how
�the�child

enters�into�relations�w
ith�his�environm

ent.
They�are:�Im

itation�and�Exam
ple.�.�.�.�For�no

age�in�life�is�this�m
ore

true�than�for�the�first
stage�of�childhood,�before
the�change�of�teeth…

�.
The�child…

�does�not
learn�by�instruction�or
adm
onition,�but�by�im

ita-
tion.”�(pp.�24–25)�Piaget

(1962)�regards�“im
itation�as�the�process�that

ensures�the�transition�from
�sensori-m

otor
intelligence�to�representative�im

agery.”�(p.
509)�That�is�to�say,�for�exam

ple,�that�it�is
through�im

itation�that�an�infant�learns�to
speak.�Further,�Piaget�(1966)�describes�the
“m
ental�im

age”�as�an�“internalized�im
itation.”

(p.�490)�This�could�be�Steiner’s�language�as
w
ell.Second,�both�Steiner�and�Piaget�recognize
the�im

portance�of�sym
bolic�understanding.

Steiner�w
rites,�“It�is�essential�that�the�secrets

of�nature,�the�law
s�of�life,�be�taught�to�the

boy�or�girl,�not�in�dry�intellectual�concepts,
but�as�far�as�possible�in�sym

bols.”�(p.�33)
Piaget�w

rites:�“Sym
bolic�play�is�the�apogee�of

children’s�play.”�(p.�492)
Third,�Piaget’s�w

ell-know
n�developm

ental
path�from

�assim
ilation�to�equilibrium

�is�m
ir-

rored,�I�believe,�in�Steiner’s�description�of�the
process�by�w

hich�m
em
ories�becom

e�concepts.
“It�is�necessary�for�m

an�not�only�to�rem
em
ber

w
hat�he�understands,�but�to�understand�w

hat
he�already�know

s—
that�is�to�say,�w

hat�he
has�acquired�by�m

em
ory�in�the�w

ay�the�child
acquires�language.…

�First�there�m
ust�be�[for

exam
ple]�the�assim

ilation�of�historical�events
through�the�m

em
ory,�then�the�grasping�of

them
�in�intellectual�concepts.”�(p.�39)�N

ot�all
m
em
ory-to-concept�shifts�achieve�the�status

of�Piagetian�equilibrium
,�clearly,�but,�as�each
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of�Steiner’s�stages�is�achieved,�the�quality�of
concepts�m

ay�be�said�to�alter�significantly
enough�to�equate�w

ith�Piaget’s�description.
Specifically,�as�Steiner�describes,�concepts�in
early�life�grow

�from
�activity�engendered

through�im
itation�and

exam
ple;�later,�from

feeling-im
bued�im

agi-
nation�and�appropri-
ate�authority;�and
only�then�from

�a
rational�and�potential-
ly�abstract�under-
standing.
Last,�both�Steiner

and�Piaget�developed
corresponding�“three-
fold”�view

s�of�hum
an

psychology.�Steiner�described�“the�several�fac-
ulties�of�the�soul—

thinking,�feeling,�and�w
ill-

ing”�(1965,�p.�41),�w
hile�Piaget�often

described�“subsystem
s”�of�“intellect,”�“affect”

and�“activity.”�(See�1966,�p.�492,�for�exam
-

ple.)The�central�or�overarching�point�of�agree-
m
ent,�how

ever,�is�that�both�Piaget�and
Steiner�found�children�intrinsically�interesting
in�them

selves�and�valued�children’s�percep-
tions�and�experiences�on�their�ow

n�term
s.

N
either�m

an�forw
arded�a�utilitarian�or�a

“W
hig”�version�of�childhood�(that�is,�one�that

is�based�on�expectations�of�a�know
n�but�yet-

to-em
erge�adulthood).�

A
 B

ig
 D

ifferen
ce

Steiner’s�and�Piaget’s�use�of�language�differs
enorm

ously,�how
ever,�in�connotation.�W

hen
Piaget�uses�a�phrase�like�“m

ental�im
age”

(1963)�or�a�w
ord�like�“im

itation”�(1962),�he�is
using�the�term

s�to�designate�generalizations
based�on�controlled�observations�in�his�life
and�in�his�laboratory.�W

hen�Steiner�uses�the
sam
e�term

s,�he�is�using�them
�as�indications�of

concepts�that�have�layers,�and�m
ay�be�under-

stood�at�once,�for�exam
ple,�on�the�generic

level�on�w
hich�Piaget�operates,�and�also�on

potentially�m
ore�profound�and�m

ore�individ-
ual�levels.�B

oth�m
en�w
ere�em

piricists,�but
they�w

ould�clearly�have�disagreed�on�the�lim
-

its�of�em
piricism

.�I�do�not�believe�it�is�fair�to
say,�as�G

insburg�does,
that�Steiner�and
Piaget�necessarily�dif-
fered�in�w

orldview
.�It

is�not�possible�to�intuit
from
�Piaget’s�careful

scientific�w
ritings

w
hat�his�actual�w

orld-
view
�m
ay�have�been.

It�is�tem
pting�to

say�that�Piaget’s
results,�m

ore�conven-
tionally�scientific�and

m
ore�generic�than�Steiner’s,�could�be�sub-
sum
ed�or�sw

allow
ed�w
hole�by�Steiner’s�m

ore
inclusive,�com

prehensive�view
�or�experience.

This�does�a�disservice�to�both�m
en,�how

ever,
in�that�Steiner’s�point�w

as�often�to�transcend
the�generic�(See,�for�exam

ple,�B
ortoft,�1996,

especially�“M
odes�of�C

onsciousness,”�pp.�61-
68),�w

hile�Piaget�aim
ed�to�“m

ake�of�episte-
m
ology�an�experim

ental�discipline�as�w
ell�as

a�theoretical�one.”�(1995,�pp.�xi–xii)�B
oth

Steiner�and�Piaget�foresw
ore�theorizing�as�an

end�in�itself.�B
oth�believed�pow

erfully�in�the
value�of�experience.�Experience,�for�Steiner,
how
ever,�expands�as�faculties�of�perception

and�conception�evolve,�and�is,�at�root,�im
agi-

native�and�unbounded.�Experience,�for�Piaget,
is�given�through�relatively�fixed�relationships
of�sense�organs�to�m

ind,�and,�w
ithin�these

lim
its,�m

ay�be�explored�through�controlled
study.
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Creative thinking:�The�rhythm
�of�the�prob-

lem
�solving�process�is�considered�from

�the
point�of�view

�of�w
hat�the�problem

�is�likely�to
look�like�in�m

any�years�w
ith�the�question�—

w
hat�is�the�w

hole?�This�stage,�in�w
hich�the

original�m
aterial�of�research�is�com

pletely
transform

ed�and�born�anew
,�w
ould�be�char-

acterized�in�term
s�of�Fire.

These�four�stages�are�an�archetypal�pat-
tern�underlying�m

ost�interactions�betw
een

hum
ans�as�w

ell�as�m
ost�patterns�of�change�in

the�N
atural�w

orld.�W
hen�undertaking

research,�it�is�crucial�to�recognize�these�four
phases�and�to�trust�that�they�do�lead�to�fresh
insights.�A

ll�too�easily,�research�never�gets
past�a�“m

em
brane”�distinguishing�the�second

from
�the�third�phase.�A

t�this�critical�bound-
ary,�the�researcher�m

ay�experience�a�loss�of
direction�and�clarity:�the�data�appear�to
“reverse”;�the�initial�hypothesis�com

es
unglued,�one�begins�to�feel�that�one�is�losing
one’s�w

ay.�This�is�the�first�m
om
ent�of�“A

ir.”
The�risk�at�this�juncture�is�to�revert�to�the
gathering�of�new

�data—
that�is,�to�circle�back

to�the�initial�phase�of�“Earth”�rather�than�sim
-

ply�to�trust�the�chaos�and�confusion�that�has
arisen�and�just�“hang�in�there”�w

ith�a�feeling
of�suspended�disbelief.
Practice�in�recognizing�and�im

plem
enting

know
ledge�about�these�patterns�is�an�invalu-

able�aid�to�group�process�and�personal
grow
th.��These�questions�can�be�arranged�in

the�form
�of�a�m

andala�w
hich�is�useful�w

hen
undertaking�w

ork�on�the�self�or�attem
pting�to

establish�a�group�aw
areness�of�the�assets�and

liabilities�of�the�group�w
ith�regard�to�process.�

________________________

W
e are m

ost grateful to Dennis Klocek for his articulation
of the four phases of research outlined above.

he�w
orld�today�asks�that�problem

s�be
solved�not�only�in�the�m

ost�expedient�or�prof-
itable�w

ay,�but�also�in�a�w
ay�that�the�hum

an
beings�involved�in�the�w

ork�can�grow
�and

develop�along�w
ith�the�w

ellbeing�of�the�activi-
ty�itself.�To�focus�on�the�appropriateness�of
the�process�for�those�involved�not�only
enhances�productivity�but�develops�a�deep
loyalty�and�concern�am

ong�those�w
ho�are

w
orking�together.�In�the�distant�past�the
roots�of�the�original�trade�guilds�w

ere�built�on
such�concerns�for�the�process.�In�those�tim

es,
process�oriented�thinking�w

as�know
n�as

alchem
y,�a�study�of�how

�processes�w
hich�fos-

tered�the�creative�activities�in�N
ature�could�be

used�to�m
odel�hum

an�interaction�in�groups
and�guilds.�People�w

ho�w
ish�to�w

ork�on
processes�today�can�learn�m

uch�from
�the�lan-

guage�of�alchem
ists.�Im

ages�taken�from
N
ature�can�be�refined�and�then�em

ployed
m
editatively�as�analogues�for�problem

�solv-
ing,�w

hether�personally�or�in�groups.
The�follow

ing�questions�can�be�used�to
define�and�im

plem
ent�the�stages�of�alchem

i-
cal�problem

�solving.
Physical thinking:�The�fundam

ental�stage
in�problem

�solving.�Facts�and�data�are�gath-
ered�w

ith�the�question—
w
hat�is�different?

This�stage�the�alchem
ists�w

ould�characterize
in�term

s�of�Earth.
Living thinking:�The�facts�are�arranged

into�sequences�of�typical�m
ovem

ent�or�flow
patterns�w

ith�the�question—
w
hat�is�chang-

ing?�This�stage�the�alchem
ists�w

ould�charac-
terize�in�term

s�of�W
ater.

Feeling thinking:�The�patterns�are�consid-
ered�from

�the�point�of�view
�as�to�how

�they
are�likely�to�evolve�to�an�extrem

e�of�w
here

they�are�today.�The�ultim
ate�question�at�this

stage�being—
w
hat�is�reversing?�This�stage

the�alchem
ists�w

ould�characterize�in�term
s�of

A
ir.

T The�Four�Phases�of�Research
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a)Renew
al�of�teaching�and�educational

institutions;
b)Further�developm

ent�of�W
aldorf�educa-

tion;
c)N
ew
�m
ethodological�and�didactic

approaches�to�linguistic,
m
athem

atical/scientific�and�artistic�sub-
jects;
d)M
odern�biology�in�technology�and�sociol-
ogy;
e)C
ooperation�betw

een�m
edicine,�sociology

and�pedagogy�for�the�deepening�of
anthropology;
f)C
urative�education;�and

g)Training�the�next�generation�of�teachers.

F
irst P

ro
jects

D
r.�M
athiolius,�the�school�doctor�at�the

U
hlandshöhe�W

aldorf�School,�led�one�of�the
first�projects—

on�children’s�physical�develop-
m
ent—

in�keeping�w
ith�the�goals�set�by�Ernst

W
eisserst.�Later,�M

anfred�von�M
ackensen

spent�a�year�in�Stuttgart�before�m
oving�to

Kassel,�w
here�he�founded�the�Kassel�section

of�the�Pedagogical�Research�Center.�A
�few

years�later,�the�M
annheim

�section�w
as�added,

w
ith�larger�projects�on�H

istory�Teaching
under�A

lbert�Schm
elzer�and�M

ath�Teaching
under�Ernst�Schuberth.�
The�three�sections�in�existence�today�see

them
selves�as�a�unity�but�w

ith�different
em
phases:�Kassel’s�center�of�gravity�lies�in

research�on�the�natural�and�cultural�sciences;
Stuttgart�covers�a�w

ide�spectrum
�of�assign-

m
ents;�and,�to�this�date,�the�focus�in
M
annheim

�rem
ains�on�the�teaching�of�history

and�m
athem

atics.

T
h
e O

rg
a
n
s o

f th
e P

ed
a
g
o
g
ica

l
R

esea
rch

 C
en

ter

The�organs�of�the�Pedagogical�Research
Center�are�the�Executive�C

ouncil,�the�A
dvisory

Report�on�the�W
ork�of�the�Pedagogical����

Research�Center�of�the�G
erm
an�B
U
N
D

Executive�G
roup�of�the�Pedagogical�Research�Center

Peter�G
uttenhöfer

M
anfred�von�M

ackensen
H
ans-Jörg�H

ofrichter
Ernst�Schuberth

Stefan�Leber

I W
h
a
t is th

e P
R

C
 a

n
d
 w

h
a
t d

o
es it d

o
?

f�the�W
aldorf�school�m

ovem
ent�in

G
erm
any�is�to�have�a�voice�in�discussions�on

education�and�the�educational�needs�of�our
tim
e,�it�w

ill�require�a�venue�w
here�this�discus-

sion�is�taken�up�and�w
here�these�needs�are

m
et�by�a�pedagogy�oriented�tow

ard�the
hum
an�being.�B

ut�it�m
ust�also�have�a�place

w
here�all�those�w

ho�w
ork�tow

ard�the�further
developm

ent�and�deepening�of�W
aldorf�peda-

gogy�find�partners�for�dialogue�and�support.
The�Pedagogical�Research�Center�w

ould�like
to�be�such�a�place.
Research�and�conversation�on�the�ques-

tions�of�our�tim
e�require�“free�spaces”�and

there�are�not�yet�enough�of�these�in�our
m
ovem

ent.�A
side�from

�the�m
ost�im

portant
factor—

hum
an�resources—

am
ple�m

aterial
resources�are�also�necessary.�W

hat�does�it
take�to�enable�a�few

�people�to�w
ork�on�the

issues�of�early�childhood�education?�W
here

can�im
portant�cooperation�w

ith�university
research�institutions�take�place,�supported�by
independent�financial�resources?�H

ow
�can�w

e
organize�colloquia�and�find�sufficiently�quali-
fied�participants�to�discuss�the�question�of�the
m
edia�in�early�childhood?�There�is�m

uch�to�do
if�the�m

eans�are�available.

T
h
e P

ed
a
g
o
g
ica

l R
esea

rch
 C

en
ter

Ernst�W
eissert�called�the�Research�Center�into

existence�in�Stuttgart�during�the�1960s.�H
e

had�a�particular�interest�in�research,�especial-
ly�w
ith�regard�to�hygienic�aspects�of�W

aldorf
education.�The�original�nam

e�of�the�Center
translates�as�The�Scientific�Institute�for�the
D
evelopm

ent�of�Pedagogy�B
ased�on�Rudolf

Steiner’s�A
nthropology.�Its�first�constitutional

m
eeting�listed�its�objectives�as�follow

s:�
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Board,�the�B
oard�of�Trustees,�and�the

M
em
ber’s�M

eeting.
M
em
bers�of�the�Research�Center�include

m
em
bers�of�the�Independent�W

aldorf�Schools
and�supporting�m

em
bers.�They�elect�the�exec-

utive�and�advisory�boards�at�biennial�m
em
-

bers’�m
eetings,�initiate�new

�w
ork,�and�form

al-
ly�approve�the�board’s�perform

ance.�
The�Executive�C

ouncil�is�answ
erable�for

legal�and�econom
ic�aspects�of�the�associa-

tion,�convokes�panels,�and�conducts�day-to-
day�business.
In�joint�m

eetings�w
ith�the�Executive

C
ouncil,�the�A

dvisory�B
oard�discusses�propos-

als,�reports�on�com
m
issioned�projects,�and

ensures�publication�of�results�at�the�conclu-
sion�of�projects.�W

hen�discussing�proposals,
the�A

dvisory�B
oard�acts�as�a�granting�body.

It�assesses�the�feasibility�of�planned�projects,
inform

s�proposals’�authors�of�the�B
oard’s�m

is-
sion,�and�keeps�in�touch�w

ith�the�progress�of
the�w

ork.�This�m
eans�that�the�A

dvisory
Board�m

ust�be�com
posed�of�experts�in�vari-

ous�areas,�joined�as�needed�by�professionals
w
ith�expertise�in�the�field.�Very�different�com

-
petencies�are�required.�The�m

ost�recent
expansion�of�the�A

dvisory�B
oard,�through

elections,�brought�about�a�m
uch-needed�addi-

tion�of�younger�colleagues.�

W
o
rk

in
g
 G

ro
u
p

The�W
orking�G

roup�m
eets�at�least�three�tim

es
a�year�and�serves�as�an�organ�of�perception
for�questioning�and�renew

al�w
ithin�the

G
erm
an�school�m

ovem
ent.�A

t�their�best,
these�m

eetings�can�assum
e�the�character�of

an�“academ
y.”�

W
e�have�discussed�the�need�for�a�m

ore
proactive�research�policy,�m

eaning�that�par-
ticular�research�goals�should�be�publicized
w
ithin�the�W

aldorf�school�m
ovem

ent�and�col-
leagues�encouraged�to�w

ork�in�that�direction.�
Proposals�to�the�Pedagogical�Research

Center�can�be�directed�to�any�one�of�the�three
sections,�in�Kassel,�M

annheim
,�or�Stuttgart.

A
s�a�rule,�proposals�are�collected�by�H

ans-
Jörg�H

ofrichter,�the�acting�business�director,

and�transm
itted�to�the�m

em
bers�of�the

Executive�C
ouncil�and�A

dvisory�B
oard�for�dis-

cussion�in�the�A
dvisory�B

oard’s�m
eetings.�

The�results�of�individual�projects�are�pub-
lished�by�the�sections�of�the�Research�Center
and�m

ade�available�to�teachers.
U
ntil�now

�the�B
oard�of�Trustees�has�led�a

shadow
�existence.�A

ccording�to�original�inten-
tions�it�is�m

eant�to�connect�the�w
ork�of�the

Pedagogical�Research�Center�in�the�sciences,
arts,�econom

ic�and�public�life�w
ith�the�broad-

er�w
orld�of�W

aldorf�education.�It�also�aim
s�to

provide�intellectual�and�m
aterial�support.�W

e
w
ould�like,�soon,�to�organize�a�B

oard�of
Trustees�in�line�w

ith�these�intentions.�

M
em

b
ers’ M

eetin
g
s

M
em
bers’�M

eetings�take�place�at�tw
o-year

intervals�in�the�fram
ew
ork�of�the�congresses

of�the�W
aldorf�Schools�A

ssociation.�Their�sig-
nificance�lies�predom

inantly�in�the�encounter
am
ong�schools,�their�needs,�and�researchers.

W
e�w
ish�to�expand�this�area�in�the�future.�����

F
in

a
n
cin

g
 o

f th
e P

ed
a
g
o
g
ica

l R
esea

rch
C

en
ter

Financing�of�the�PRC
�com
es�from

�schools’
contributions�and�also�from

�grants�and�foun-
dation�support�of�particular�research�projects.
The�financing�for�a�research�project�often
dem
ands�intensive�activity�by�the�leadership

of�the�secretariats�to�allow
�others�to�devote

them
selves�to�research.�W

e�need�to�be�con-
scious�of�this.

T
h
e Fu

tu
re

For�the�future,�the�Research�Center�should
increasingly�be�a�m

eeting�place�for�teachers
interested�in�research�and�a�place�for�critical
and�stim

ulating�discussions�to�grapple�w
ith

concrete�questions�of�education�in�the�spirit
of�anthroposophical�pedagogy.

38
· Report on the W

ork of the Pedagogical Research Center of the Germ
an BUN

D
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tudies�published�in�the�July�2005�A
rchives

of�Pediatrics & Adolescent M
edicine

conclude
that�television�view

ing�tends�to�have�an
adverse�effect�on�academ

ic�pursuits.�In�spite
of�this,�m

any�researchers�are�reluctant�to
voice�condem

nation�of�television�view
ing�by

children.�"Parents�should�be�encouraged�to
incorporate�w

ell-produced,�age-appropriate
educational�TV

�into�their�children's�lives.�Such
program

m
ing�represents�a�valuable�tool�for

stim
ulating�children's�cognitive�developm

ent,"
w
rite�A

riel�C
hernin�and�D

eborah�Linebarger
of�the�U

niversity�of�Pennsylvania.
These�new

�studies,�in�com
m
on�w
ith�m

ost
studies�that�have�appeared�in�past�decades,
generally�assess�television’s�effect�on�chil-
dren’s�cognitive�faculties�w

hile�ignoring�the
deeper,�less-easily�quantified�effects�of�TV

�on
children’s�lives�of�feeling�and�w

illing.�Such
cognitive�studies�tend�to�focus�exclusively�on
the�content�or�“program

m
ing”�of�TV

�as�a�pos-
itive�or�negative�force.�A

pproaching�the�ques-
tion�from

�the�perspectives�of�children’s�feeling
and�w

illing�faculties�m
ight�give�m

ore�insight
into�the�intrinsic�nature�of�the�television�expe-
rience.�
A
�young�child�or�adolescent�sits�before

the�television�set,�focused�on�the�screen,
w
hich�serves�as�a�border�or�threshold�separat-
ing�the�inner�hardw

are�of�the�TV
�and�the

outer�space�into�w
hich�its�im

agery�flow
s.

B
ehind�the�screen,�a�condensed,�high-speed
beam

�of�electrons�flies�through�a�cathode�ray
tube�and�hits�the�back�of�the�TV

�screen.�The
cathode�ray�tube�encloses�a�vacuum

;�and�this
tube�has�a�history�w

orth�introducing.

W
ork�of�the�Research�Fellow

s

B
eyond�C

ognition
C
�h�i�l�d�ren�and�Television�V

iew
ing

Eugene Sch wa rtz 

In�the�late�nineteenth�century�W
illiam

C
rookes�(1832–1919),�a�distinguished�chem

ist
and�physicist,�em

barked�upon�a�personal
investigation�of�“spiritism

,”�especially�those
phenom

ena�said�to�be�caused�by�the�interven-
tion�of�departed�souls.�Skeptical�at�first,
C
rookes�soon�becam

e�convinced�that�the
realm

�of�the�dead�could�be�studied�w
ith�the

sam
e�scientific�rigor�as�the�realm

�of�the�living.
If�the�living�thrived�in�air,�perhaps�the�dead
could�be�found�in�an�airless�vacuum

,�and�per-
haps�the�sam

e�electrical�currents�that�seem
ed

to�“anim
ate”�so�m

any�phenom
ena�in�C

rookes’
tim
e�could�be�used�to�m

ake�dead�souls�m
ani-

fest�and�visible.�This�passionate�quest�led
C
rookes�to�develop�the�“C

rookes�Tube,”�a�par-
tially�evacuated�bulb�through�w

hich�“cathode
rays”�w

ere�generated.�A
s�the�tube�w

as�further
evacuated,�unearthly�sw

irls�of�light�and�color
appeared,�w

ithout�any�apparent�ether�or
m
edium

�to�convey�them
.�C
rookes�m

ay�not
have�encountered�the�spirits�for�w

hom
�he

searched,�but�he�had�established�the�basis�for
the�cathode�ray�tube�and�laid�the�foundation
for�the�m

odern�television.
The�TV

�screen�is�coated�w
ith�phosphors,

substances�that�glow
�w
hen�hit�by�an�electron

beam
,�the�path�of�w

hich�is�controlled�by�elec-
trom
agnetic�fields.�O

n�the�other�side�of�the
screen,�the�child�experiences�these�bursts�of
energy�not�as�the�thousands�of�sm

all�dots�or
pixels�that�they�really�are,�but�rather�as�recog-
nizable�im

ages,�e.g.,�a�tree�or�a�hum
an�being.

These�im
ages�are�static,�but�the�speed�w

ith
w
hich�they�are�scanned�onto�the�screen�calls

S



Research Bulletin · A
utumn 2005 · Volume 11 · #1 

upon�the�child’s�“persistence�of�vision”�to
present�the�illusion�of�m

oving�im
ages.�

The�processes�described�above�occur
regardless�of�the�content�that�is�transm

itted.
From

�the�cathode�ray�tube,�electrons—
frag-

m
ents�of�m

atter—
stream

,�at�high�velocity,
tow
ard�the�child,�w

hile�from
�the�child�form

-
giving�forces�that�restore�the�fragm

ents�into
the�sem

blance�of�w
holeness�stream

�tow
ard

the�television.
From

�one�side,�the�child�is�bom
barded,

w
hile�from

�the�other,�he�or�she�is�drained.�W
e

could�say�that�the�child’s�ow
n�etheric�forces

cohere�the�pixels�into�a�“form
,”�w
hile�the

child’s�astral�forces�anim
ate�the�form

�into
“m
ovem

ent.”�Forces�of�life�and�soul�that
should�be�serving�the�child�are�instead�draw

n
out�to�serve�the�im

age�on�the�television
screen.�The�speeding�electrons�are�like�an
attack�of�inchoate�w

ill�forces,�w
hile�the�facul-

40
· W

ork of the Research Fellow
s

I�n�te�rnational�Student�A
ssessm

ent�and�C
om
puter�U

se
W
hat�D

o�Recent�PISA
�Surveys�Show

�?

Jon M
cA

lice 

ties�the�screen�draw
s�from

�the�child�drain�the
child’s�life�of�feeling.�It�should�be�no�surprise
that�EEG

s�reveal�that�a�television�view
er

resem
bles�som

eone�in�a�state�of�deep�sleep.
The�“passive-aggressive”�nature�of�televi-

sion�described�above�m
ay�help�us�to�under-

stand�w
hy�it�is�an�inherently�unbalanced

m
edium

.�W
e�need�only�contrast�this�w

ith�the
enlivened�forces�of�feeling�that�aw

aken�w
hen

a�child’s�ow
n�w
ill�is�engaged�in�artistic�activi-

ty.�Perhaps�W
illiam

�C
rookes’�suspicion�that

the�cathode�ray�tube�w
as�a�m

edium
�in�w
hich

deadening�forces�flourished�is�not�so�far-
fetched�after�all.�B

y�its�very�nature,�television
underm

ines�the�healthy�interplay�of�feeling
and�w

illing�that�arises�as�a�child’s�faculty�of
im
agination.�Perhaps�future�studies�of�the
effects�of�television�w

ill�take�into�considera-
tion,�in�one�form

�or�another,�its�im
pact�on

the�threefold�nature�of�a�hum
an�being.

he�Program
�for�International�Student

A
ssessm

ent�(PISA
)�is�a�m

ulti-national�survey
m
ade�every�three�years�(2000,�2003,�2006...)
of�15-year-olds�in�the�principal�industrialized
countries�coordinated�by�the�O

rganization�for
Econom

ic�C
ooperation�and�D

evelopm
ent

(O
EC
D
).

The�survey�w
as�conducted�in�43�coun-

tries,�including�the�U
nited�States,�in�the�first

assessm
ent�in�2000�and�in�41�countries�in�the

second�assessm
ent�in�2003.�A

t�least�58�coun-
tries�w

ill�participate�in�the�third�assessm
ent�in

2006.Tests�are�typically�adm
inistered�to

betw
een�4,500�and�10,000�students�in�each

nation�to�assess�how
�w
ell�students�near�the

end�of�com
pulsory�education�have�acquired

som
e�of�the�know

ledge�and�skills�that�are
deem

ed�essential�for�full�participation�in�soci-
ety.PISA

�studies�raise�questions.�Research
based�on�data�from

�the�2000�PISA
�tests,�for

exam
ple,�raised�serious�questions�about�com

-
puter�use�and�student�learning.�Thom

as�Fuchs
and�Ludger�W

oessm
ann�of�the�C

ESifo�eco-
nom
ic�research�organization�in�M

unich�cross-
referenced�student�responses�concerning�com

-
puter�availability�and�use�w

ith�corresponding
test�scores�to�create�a�m

ultivariate�picture�of
the�relationship�betw

een�com
puters�and�stu-

T
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scores�report�using�the�com
puter�“a�couple�of

tim
es�a�m

onth�to�a�couple�of�tim
es�a�year.”

D
oes�the�frequent�use�of�com

puters�help
youngsters�prepare�them

selves�for�a�w
orking

w
orld�in�w

hich�com
puter�technology�is�ubiqui-

tous?�Fuchs�and�W
oessm

ann�say�no.�B
ased

on�data�provided�by�the�PISA
�tests—

tests
designed�to�assess�student�preparedness�for
the�challenges�they�w

ill�m
eet�in�the�w

orld—
the�m

ore�students�use�com
puters,�the�less�pre-

pared�they�seem
�to�be.�The�intentional�use�of

com
puters�by�students�w

ho�have�a�goal,�how
-

ever,�does�allow
�them

�to�access�data�that
m
ight�otherw

ise�be�unavailable.
O
EC
D
�reports�based�on�data�from

�the
m
ost�recent�PISA

�tests�(2003),�in�w
hich�over�a

quarter�of�a�m
illion�15-year-olds�in�41�sepa-

rate�countries�participated,�highlight�other
aspects�of�how

�schools�can�m
ake�a�difference

in�preparing�students�for�the�challenges�of
today’s�w

orld.�School�autonom
y�is�close�to

the�top�of�the�list.�Schools�that�m
anage�their

ow
n�budgets�and�have�a�say�in�hiring�teach-

ers�and�developing�their�ow
n�curricula�seem

to�be�m
ore�effective�at�creating�a�healthy

learning�atm
osphere.�Schools�in�w

hich�teach-
ers�use�their�ow

n�tests�show
�a�positive�effect

on�student�perform
ance.�A

�large�percentage
of�students�said�that�their�success�w

as�due�in
part�to�the�w

illingness�of�teachers�to�take�the
tim
e�to�answ

er�their�questions.
The�third�round�of�the�PISA

�tests�w
ill�take

place�during�this�com
ing�school�year�and�w

ill
focus�particularly�on�science�literacy.

dent�learning.�A
lthough�descriptive�and�large-

ly�anecdotal,�the�report�show
s�that�the

sw
eeping�claim

s�of�m
any�educational�policy

m
akers�and�softw

are�com
pany�representa-

tives�m
ay�w
ell�not�be�valid.�N

either�the�avail-
ability�of�com

puters�nor�their�frequent�use
seem

s�to�have�any�positive�im
pact�on�student

learning.
N
either�Fuchs�nor�W

oessm
ann�is�a

teacher.�Their�interest�in�education�springs
from
�their�concern�for�national�productivity.

Econom
ic�grow

th�in�O
EC
D
�countries�revolves

around�hum
an�capital.�A

re�schools�providing
an�environm

ent�that�supports�the�develop-
m
ent�of�m

arketable�skills?�A
�num
ber�of

papers�in�recent�years�point�out�that�com
put-

er�skills�are�less�m
arketable�than�are�m

ath
and�reading�skills�and�that�increased�focus�on
com
puter�literacy�in�schools�throughout�the

w
orld�has�had�a�negative�effect�on�the�attain-
m
ent�of�the�higher-level�thinking�skills�m

ost
sought�after�in�the�global�m

arket.
In�their�study�of�com

puters�and�student
learning,�Fuchs�and�W

oessm
ann�looked�at�the

availability�and�the�use�of�com
puters�in

school�and�at�hom
e.�Statistical�analysis�of

student�responses�to�questionnaires�in�rela-
tion�to�their�test�scores�led�the�researchers�to
support�a�grow

ing�body�of�research�question-
ing�the�efficacy�of�the�com

puter�as�a�to
ol�for

learning.�The�m
ere�availability�of�com

puters,
w
hether�at�hom

e�or�in�the�classroom
,�seem

s
to�have�no�significant�effect�on�students’�per-
form
ance�on�the�PISA

�tests.�
The�w

ay�com
puters�are�used�and�the�fre-

quency�of�use,�how
ever,�did.�Students�w

ho
use�hom

e�com
puters�prim

arily�to�play�gam
es

or�for�instant�m
essaging�had�generally�low

er
scores�than�those�w

ho�used�them
�to�w
rite�e-

m
ails,�visit�w

eb-pages,�or�do�research.�This�is
not�surprising,�but�results�concerning�the�fre-
quency�of�in-school�com

puter�use�are�som
e-

w
hat�m

ore�so.�Students�w
ho�report�never

using�the�com
puter�in�school�have�relatively

low
�test�scores.�Those�w

ho�report�using�the
com
puter�often,�“several�tim

es�a�w
eek,”�had

even�low
er�scores.�Those�w

ith�the�highest
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he�B
ritish�governm

ent�has�published�its
first�m

ajor�study�on�W
aldorf�education,

including�suggestions�on�how
�the�state�could

collaborate�w
ith�W

aldorf�schools�in�England.
The�200-page�study,�com

m
issioned�by�the

D
epartm

ent�for�Education�and�Skills�(D
fES),

w
as�led�by�Professor�Philip�W

oods�of�the
U
niversity�of�W

est�of�England,�B
ristol�and

included�21�of�the�23�W
aldorf�schools�in

England.
The�aim

s�of�the�study�w
ere�five:

•
to�form

�a�com
prehensive�“m

ap”�of
W
aldorf�education�as�practiced�in�England

•
to�research�and�report�on�“best�practices”
in�these�schools
•
to�uncover�differences�and�sim

ilarities
betw
een�W

aldorf�and�governm
ent-funded

schools
•
to�explore�how

�these�different�schools
could�collaborate
•
to�articulate�the�obstacles�W

aldorf�schools
w
ould�face�if�they�w

ere�to�forge�closer
links�w

ith�state�education�

In�general�the�report�speaks�favorably�of
W
aldorf�(often�called�“Steiner”)�schools�in
England,�w

hich�at�present�do�not�receive�gov-
ernm

ent�funding.�“O
verall�w

e�found�areas�of
good�practice�such�as�the�early�introduction
and�approach�to�m

odern�foreign�languages,
developm

ent�of�speaking�and�listening
through�oral�w

ork�and�the�com
bination�of

class�and�subject�teaching�for�younger�chil-
dren,”�says�Professor�W

oods.�“W
e�also�found

that�the�em
phasis�given�to�teachers’�reflective

activity�and�heightened�aw
areness�as�w

ell�as
the�non-hierarchical,�collegial�form

�of�running
schools,�offers�a�contrast�to�current�practice
in�the�m

aintained�[the�B
ritish�term

�for�state-
run]�sector�and�m

ay�prove�relevant�for�m
ain-

stream
�schools.”

O
n�one�hand,�the�study�found�that

W
aldorf�schools�offer�all�of�the�recognized
subjects�m

andated�by�B
ritain’s�“N

ational
C
urriculum

”�as�w
ell�as�subjects�unique�to

W
aldorf�education,�such�as�eurythm

y�and�an
early�attention�to�foreign�languages.�In�this
sense,�there�w

ould�be�no�need�to�m
odify�the

W
aldorf�curriculum

�to�bring�it�in�line�w
ith

nationally�required�courses.�
O
n�the�other�hand,�the�study�notes�that

the�governm
ent’s�approach�to�standardized

tests�in�the�low
er�grades�w

ould�not�be�an
appropriate�w

ay�of�evaluating�the�success�of
W
aldorf�pupils,�and�alternative�form

s�of
assessm

ent�w
ould�have�to�be�explored.�The

report�urges�the�governm
ent�to�accept�“alter-

native�w
ays�by�w

hich�pupils�leaving�Steiner
schools�can�dem

onstrate�capability�for�fur-
ther�study�and�em

ploym
ent,�building�on�cur-

rent�practice.”
Published�in�June�2005,�the�report�also

exam
ines�the�life�of�W

aldorf�teachers,�noting
that�m

ost�of�them
�“w
ork�for�low

er�pay�and�in
less�favorable�conditions”�than�teachers�in
state-funded�schools.�It�urges�W

aldorf�teach-
ers�to�becom

e�better�acquainted�w
ith�“theory,

research,�policies�and�practices�in�m
ainstream

education.”��A
ccording�to�Professor�W

oods,
“W
e�see�a�great�potential�benefit�from

�m
utual

dialogue�and�professional�interaction�betw
een

Steiner�and�m
ainstream

�educators.�A
s�w
ell�as

the�good�practices�w
e�have�identified�from

Steiner�schools,�there�are�also�areas�in�w
hich

Steiner�schools�could�benefit�from
�m
aintained

sector�practices�such�as�m
anagem

ent�skills,
organizational�and�adm

inistrative�efficiency,
classroom

�m
anagem

ent,�w
orking�w

ith�older
secondary�school�children�and�record�keeping
and�assessm

ent.”
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H
ow
ever,�the�report�w

arns�that�“transfer-
ring�practices�betw

een�schools�of�differing
philosophies�is�neither�straightforw

ard�nor�in
all�cases�appropriate�and�m

ay�not�achieve�the
expected�consequences�because�they�are
rem
oved�from

�the�supportive�school�context
in�w
hich�they�originate.”
The�report�concludes�w

ith�a�call�for�fur-
ther�study�to�explore�“equivalence�of�qualifi-
cations”�am

ong�teachers�in�W
aldorf�and

state-run�schools.
The�results�of�this�report�raise�the�possi-

bility�of�state�funds�flow
ing�for�the�first�tim

e
to�English�W

aldorf�schools.�Plans�are�already
underw

ay�to�convert�the�H
ereford�W

aldorf
School,�w

hich�is�currently�housed�in�a�con-
verted�barn,�into�an�“A

cadem
y”�of�about�300

pupils�aged�5�to�16.��The�school,�located�in
the�tiny�village�of�M

uch�D
ew
church�in�the

rolling�hills�of�w
estern�England,�w

ould�be
sponsored�by�the�Steiner�W

aldorf�Schools
Fellow

ship�(the�B
ritish�equivalent�of�the

A
ssociation�of�W

aldorf�Schools�of�N
orth

A
m
erica,�or�AW

SN
A
)�and�financed�w

ith�gov-
ernm

ent�m
oney,�w

ith�about�10�per�cent�of
funding�still�com

ing�from
�the�private�sector�in

the�form
�of�gifts.�B

ut�obstacles�rem
ain�in

determ
ining�alternative�form

s�of�assessm
ent

and�accountability�before�the�plan�can�be
im
plem
ented.

W
hile�state-funded�W

aldorf�schools�are
not�new

�on�the�European�continent,�the
H
ereford�academ

y�w
ould�be�the�first�state-

supported�W
aldorf�school�in�England.�In�this

sense�the�H
ereford�school�could�be�seen�as�a

test�case�for�the�collaboration�betw
een��gov-

ernm
ent�and�W

aldorf�education.�A
nd�it

w
ould�be�tem

pting�to�draw
�this�case�into�the

discussion�raging�on�the�A
m
erican�continent

about�the�future�of�U.S.�charter�schools,�a
grow

ing�num
ber�of�w

hich�are�draw
ing�upon

W
aldorf�curriculum

�and�practices.�It�w
ould�be

m
isleading,�how

ever,�to�equate�the�B
ritish

experim
ent�w

ith�the�A
m
erican�charter

schools,�since�all�English�pupils—
in�both�state

and�independently�funded�schools—
are

already�required�to�take�governm
ent-m

andat-
ed�tests�during�their�upper�school�and�high
school�years�if�they�intend�to�m

ove�on�to
higher�education.�These�tests�already�have
significant�im

pact�on�the�curriculum
�in�the

upper�school�years.�This�is�not�the�case�in�the
U
nited�States,�w

here�even�the�national�SAT�or
AC
T�tests�are�not�m

andated�as�part�of�the
high�school�curriculum

,�and�indeed�not�all
universities�require�them

�of�their�applicants.
___________________

R
eferen

ces
“Steiner�Schools�in�England,”�Research�B

rief�N
o.

RB
645,�by�Philip�W

oods,�M
artin�A

shley,�and�G
lenys

W
oods.�C

opies�of�the�full�report�(RR645)��available
from
�D
fES�Publications,�P.O

.�B
ox�5050,�Sherw

ood�Park,
A
nnesley,�N

ottingham
�N
G
15�0D

J,�G
reat�B

ritain.�C
opies

of�the�research�brief�(RB
�645)�are�available�online�at:

w
w
w
.dfes.gov.uk/research/

“Steiner�schools:�Learning�from
�experience”�

http://new
s.bbc.co.uk/go/em

/fr/-/1/hi/educa-
tion/4633601.stm

�

available�from
�JanniSteinerEY@

aol.com
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ast�sum
m
er�A
lan�Finder�of�The New

 York
Tim

esw
rote�about�the�benefits�of�“looping,”�a

practice�in�w
hich�a�teacher�follow

s�a�class�for
a�num

ber�of�years.�“H
aving�a�teacher�stay

w
ith�a�class�for�m

ore�than�a�year—
or�loop-

ing,�as�it�is�know
n—
is�on�the�rise,�according

to�m
any�experts.�A

s�educational�innovations
go,�it�is�rem

arkably�sim
ple.�So�are�its�benefits,

proponents�say.�Teachers�get�to�know
�their

students,�and�the�students’�parents,�extrem
e-

ly�w
ell.�They�know

�each�child’s�strengths�and
w
eaknesses,�and�the�children�know

�the�teach-
ers’�expectations�and�m

ethods.”
1

Finder�then�lists�public�schools�and�school
districts�across�the�country�that�practice
“looping.”�H

e�notes�that�this�practice�helps
“schools�im

prove�their�standardized�test
scores.”

2
H
e�supports�this�claim

�w
ith�the�sug-

gestion�that�by�having�the�sam
e�students,

teachers�do�not�have�to�continually�assess
them

�and�can�instead�pay�m
ore�im

m
ediate

attention�to�their�individual�needs.�H
e�could

have�added�that�w
hen�these�needs�are�m

et,
the�stress�on�children�and�teachers�caused�by
persistent�testing�is�no�longer�so�prevalent.
A
nother�reason�Finder�gives�to�support

“looping”�is�that�anxiety�is�reduced�in�the�chil-
dren�at�the�beginning�and�end�of�the�school
year:�“Research�into�looping�suggests�that�it
can�pay�substantial�dividends.�The�school�dis-
trict�in�East�C

leveland,�O
hio,�experim

ented
w
ith�looping�from

�1993�to�1997.�A
�class�in

each�of�four�elem
entary�schools�stayed�w

ith
their�teachers�for�three�years,�generally�from
kindergarten�through�second�grade.�The
teachers�w

orked�extensively�w
ith�parents�to

reinforce�lessons�in�school,�and�the�classes
also�m

et�for�five�w
eeks�each�sum

m
er.

“A
fter�three�years,�students�in�the�looped

classes�scored�an�average�of�tw
enty-five�per-

centage�points�higher�on�standardized�tests�in
reading,�language�arts�and�m

ath�than�other
students�in�the�school�district,�said�Frederick
M
.�H
am
pton,�an�associate�professor�of�educa-

tion�at�C
leveland�State�U

niversity�w
ho�over-

saw
�the�research�project.”

3

Even�w
ith�these�encouraging�results,�the

East�C
leveland�School�district�stopped�the

program
�after�1997�because�of�new

�adm
inis-

tration�and�com
plaints�from

�som
e�teachers

that�they�w
ere�being�required�to�learn�the�cur-

riculum
�for�a�new

�grade.�The�school�bureau-
cracy�did�not�acknow

ledge�the�benefits�of
looping�but�instead�focused�on�efficiency�and
m
aintaining�the�status�quo.

The com
plete article can be found on the

w
ebsite of the Research Institute at 

w
w

w
.w

aldorfresearchinstitute.org.
___________________

R
eferen

ces

1.�
A
lan�Finder,The New

 York Tim
es,

“G
oodbye,�C

lass.�See�You�in�the�Fall,”�July�11,
2005.2.�

Ibid.
3.�
Ibid.
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“closure”�vote.�She�has�also�tabled�a�H
ouse�of

C
om
m
ons�C

hildren’s�Food�Early�D
ay�M
otion,

ED
M
�378,�w

hich�M
Ps�are�asked�to�sign�to

dem
onstrate�continued�cross-party�support.

A
n�earlier�ED

M
,�1256�on�this�m

atter,�tabled�in
M
ay,�attracted�248�M

P�signatures.�A
ctivism

and�grassroots�pressure�in�the�U.K.�m
ay�also

help�to�ensure�success�of�The Children’s Food
Bill. 3

___________________

R
eferen

ces

1.�
w
w
w
.childrensfoodbill.org.uk

2.�
w
w
w
.sustainw

eb.org
3.�
w
w
w
.allianceforchildhood.org.uk

estrictions�on�TV
�advertising�aim

ed�at
children�in�countries�such�as�Sw

eden,
D
enm
ark,�B

elgium
,�G
reece,�and�N

orw
ay�are

tougher�than�those�upheld�by�the�A
dvertising

Standard�A
uthority�in�the�U.K.�In�Sw

eden,
advertising�for�children�younger�than�tw

elve
is�banned.�Tw

o�years�ago�form
er�Labor�M

P
D
ebra�Shipley�introduced�an�unsuccessful�bill
that�w

ould�have�banned�advertising�food�and
drink�during�children’s�program

s.�In�the�last
election�the�governm

ent�prom
ised�to�take

action�and�is�currently�trying�to�tighten�exist-
ing�rules�w

ithout�new
�legislation.

W
ith�increased�concern�about�children’s

health�and�obesity,�how
ever,�there�is�grow

ing
public�support�for�m

easures�that�restrict
advertising�and�that�discourage�consum

ption
of�junk�food.�To�this�end�a�new

�bill,�T
h

e
Children’s Food Bill, 1

w
ill�have�its�second�read-

ing�in�Parliam
ent�on�O

ctober�28,�2005.�
The Children’s Food Billseeks�to�protect

children�from
�unhealthy�food�m

arketing,�to
create�a�definition�of�good�fo

od�that�takes
into�account�the�presence�of�additives�and
sustainable�food�production,�to�set�com

pulso-
ry�m
inim
um
�standards�for�m

anufacturers,�to
im
prove�the�quality�of�food�in�schools,�to
ensure�that�all�children�have�essential�know

l-
edge�about�food,�and�to�prom

ote�healthy
food�to�children.�The�bill�is�prim

arily�prom
ot-

ed�by�Sustain, 2
an�alliance�for�better�fo

od
and�farm

ing�that�consists�of�m
ore�than�100

N
on�G
overm

ental�O
rganizations�(N

G
O
s).�The

A
lliance�for�C

hildhood
3
is�one�of�the�145

additional�organizations�that�support
The

Children’s Food Bill.
M
P�M
ary�C

reagh�w
ill�introduce�The

Children’s Food Billfollow
ing�her�success�w

ith
the�B

allot�for�Private�M
em
bers�B

ill,�w
hich

requires�100�M
Ps�to�be�present�to�achieve�a
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T
balance�or�hom

eostasis�am
ong�different�phys-

iological�processes�in�the�body.
Previous�research�on�cardiac�patients�has

dem
onstrated�that�roughly�6�breaths�per

m
inute—

a�significantly�low
er�breathing�rate

than�norm
al,�spontaneous�breathing—

have
the�m

ost�beneficial�effect.�A
lthough�breathing

m
ay�be�controlled�at�roughly�6�breaths�per
m
inute�w

ithout�recitation�or�speech—
by

counting�or�using�a�m
etronom

e,�for�exam
-

ple—
heart�rate�did�not�synchronize�w

ith
breathing�here�as�w

ell�as�it�did�during�recita-
tion.�M

ore�im
portant,�reciting�hexam

eter
verse�naturally�controlled�breathing�at�around
the�optim

al�6�breaths�per�m
inute�w

hile�raising
heart�rate�to�m

ore�than�80�beats�per�m
inute,

higher�than�for�spontaneous�breathing�or�for
controlled�breathing.
O
ther�form

s�of�artistic�and�religious
speech—

prayer,�repeating�a�m
antra—

m
ay

have�sim
ilar�effects.�

The�physiology�of�the�effect�dem
onstrated

in�this�experim
ent�is�not�w

ell�understood�and
w
ill�be�explored�in�future�research.
The�full�article�as�printed�in�the�Journal

for Am
erican Physiology

can�be�found�at:
w
w
w
.w
aldorfresearchinstitute.org

eachers—
leading�your�students�in�recit-

ing�poetry�m
ay�not�be�sim

ply�a�path�to
im
proved�m

em
ory,�classroom

�harm
ony,�and

artistic�expression.�It�m
ay�also�be�a�path�to

im
proved�health.
Researchers�in�G

erm
any�led�20�healthy

subjects�in�an�experim
ent�that�dem

onstrated
a�possible�physiological�basis�for�the�thera-
peutic�effects�of�reciting�poetry,�in�this�case
the�hexam

eter�verse�of�The Odyssey.�They�com
-

pared�spontaneous�breathing,�controlled
breathing,�and�breathing�during�the�recitation
of�hexam

eter�verse�w
ith�corresponding�heart

rhythm
s.�H
exam

eter�verse�is�verse�in�w
hich�a

line�of�poetry�contains�6�alterations�betw
een

stressed�and�unstressed�syllables.�Researchers
used�a�translation�of�The Odyssey

that�w
as

faithful�to�the�m
eter�of�the�original�G

reek.
Subjects�w

alked�rhythm
ically�throughout

each�trial,�w
hether�or�not�they�w

ere�reciting
poetry,�raising�and�low

ering�their�arm
s�to

facilitate�air�exchange�during�breathing;�a
researcher�accom

panied�them
,�leading�them

in�recitation.�H
eart�rate�and�breathing�syn-

chronized�significantly�better�during�recitation
of�hexam

eter�poetry�than�they�did�sponta-
neously�or�w

hen�breathing�w
as�controlled

w
ithout�speech.�A

nd�here�w
e�have�a�beautiful

im
age�of�science�at�w

ork—
tw
enty�people

w
alking�in�a�circle,�speaking�H

om
er,�flapping

their�arm
s,�w
ith�electronic�m

easuring�tools
attached�to�their�nostrils�and�chests.
Synchronization�betw

een�breathing�and
heart�rate�is�believed�to�have�a�healthful�or
salutogenetic�effect,�possibly�increasing�oxy-
gen�uptake�in�arterial�blood,�increasing�blood
flow
�in�the�brain,�low

ering�blood�pressure,
and�calm

ing�(or�activating,�depending�on
heart�rate)�m

ood.�Further,�psychosom
atic

effects�m
ay�increase�resistance�to�disease�and

increase�flexibility�w
ith�regard�to�m

aintaining

A
ll�Together�N

ow
!

O
scillations�of�H

eart�Rate�and�Respiration�Synchronized�D
uring�Poetry�Recital

Stephen Keith Sagarin
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Reports�from
�C
urrent�Projects

of�the�Research�Institute

W
a�l�d�o�rf�Scho

ol�G
ra�d�u�a�te�R

e�s�e�a�rch�Phase�II
A rthur M

. Pittis

he�Research�Institute�for�W
aldorf

Education�is�currently�undertaking�the�second
phase�of�its�research�project�concerning
W
aldorf�high�school�graduates.�Phase�II�w

ill
focus�on�the�post-high�school�lives�of�W

aldorf
high�school�graduates.�This�second�phase,
designed�by�D

ouglas�G
erw
in�and�D

avid
M
itchell,�w

ill�exam
ine�a�w

ider�range�of�life
experiences�and�in�greater�depth�than�did
Phase�I.�It�w

ill�survey�form
er�students�w

ith
regard�to�college�and�university�graduations
and�types�and�levels�of�degrees�earned.�It�w

ill
also�collect�data�on�occupations�and�careers,
personal�interests�and�activities,�relationships
to�studies�and�w

ork,�the�self-perceived�quality
of�personal�relationships,�and�m

ajor�changes
in�physical�and�em

otional�health.�
In�addition�to�com

parative�data,�Phase�II
w
ill�collect�a�sam

pling�of�anecdotal�com
m
ents

from
�em
ployers�and�professors�about�their

w
orking�relations�w

ith�W
aldorf�high�school

graduates.�A
ll�respondents’�identities�w

ill�be
kept�in�confidence.�The�survey�w

ill�also�pro-
vide�an�international�com

parison�betw
een

N
orth�A

m
erican�and�G

erm
an�graduates�of

W
aldorf�schools;�its�results�w

ill�be�com
pared

to�a�recent�study�of�G
erm
an�W

aldorf�school
graduates.
Phase�II�of�the�survey�w

ill�be�conducted�in
an�electronic,�on-line�form

at.�Each�graduate
w
ill�be�sent�an�individualized,�coded�link�to
the�w

ebsite�on�w
hich�the�survey�is�posted.�W

e
estim

ate�that�the�actual�survey�should�take
on�average�about�30�m

inutes�to�com
plete.�

Several�challenges�had�to�be�m
astered�in

order�to�use�an�electronic�form
at.�First,�a�host

site�for�the�survey�had�to�be�found,�and�then

the�instrum
ent�construction�softw

are�had�to
be�m
astered.�Second,�the�survey�had�to�be

electronically�constructed�and�tested,�w
ith

glitches�w
orked�through�and�corrected.�N

ow
,

in�addition�to�traditional�contact�inform
ation,

e-m
ail�addresses�for�each�contact�have�to�be

procured�from
�schools.�O

nce�contact�inform
a-

tion�has�been�gathered,�e-m
ail�addresses�can

be�uploaded,�links�coded�anonym
ously,�and

m
ailings�and�results�m

ore�easily�sent,�tracked,
and�processed.�W

e�hope�in�the�end�to�invite
betw
een�five�and�seven�hundred�graduates�to

participate�in�the�survey.
The�previous�issue�of�this�journal�con-

tained�the�results�of�Phase�I�of�the�Research
Institute’s�W

aldorf�graduates�survey.�That
phase�of�the�research�project�focused�on�col-
lege�and�university�acceptances�of�W

aldorf
graduates�during�the�past�ten�years,�as�w

ell
as�alternate�paths�pursued�by�those�w

ho
chose�to�defer�college�enrollm

ent.�The�survey
show

ed�that�not�only�are�W
aldorf�high�school

graduates�accepted�by�the�finest�schools�in
N
orth�A

m
erica,�but�those�choosing�to�defer

higher�education�for�a�year�are�engaged�in�a
w
ide�array�of�creative�and�unique�program

s
and�activities.�This�inform

ation�has�already
proved�valuable�to�guidance�counselors�and
developm

ent�officers,�dispelling�m
yths�and

providing�concrete�evidence�of�the�success�of
W
aldorf�high�schools�across�the�continent.
The�support�and�cooperation�of�N

orth
A
m
erican�W

aldorf�high�schools�w
ill�continue

to�be�essential�to�the�success�of�this�w
ork.

Introductory�letters�have�been�sent�to�tw
enty-

seven�high�schools�describing�the�survey�and
requesting�thirty-six�student�contacts�per

T
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school—
six�contacts�each�from

�the�graduat-
ing�classes�of�1994,�1996,�1998,�2000,�and
2002.�A

lso�requested,�in�the�case�of�younger
high�schools,�w

ere�six�additional�years�before
2002,�and,�for�older�high�schools,�five�con-
tacts�per�decade�prior�to�the�1990s.�A

s�noted
in�the�Phase�I�report,�som

e�schools�have
excellent,�up-to-date�records�reaching�back�for
decades�w

hile�others�have�had�to�generate
this�inform

ation�anew
�as�a�result�of�our

request.�It�is�heartening,�how
ever,�to�report

that�all�the�schools�contacted�appreciate�the
value�of�this�project�and�have�pledged�their
support�and�cooperation.
The�electronic�version�of�the�Phase�II�sur-

vey�w
ill�have�been�designed�and�tested�by�the

tim
e�you�read�this.�A

lso�by�that�tim
e�w
e�plan

to�have�sent�out�invitational�e-m
ails�to�gradu-

ates�and�w
ill,�w
e�hope,�have�started�to�collect

data.�W
e�expect�the�survey�collection�w

indow
to�be�open�for�tw

o�m
onths,�from

�around
C
hristm

as�2005�through�m
id-w
inter�2006.�W

e
aim
�to�have�publishable�results�by�early�sum

-
m
er,�in�tim

e�for�the�start�of�the�2006–2007
academ

ic�year.�A
s�w
ith�Phase�I,�these�results

w
ill�give�us�a�com

prehensive�overview
�of�our

graduates�and�w
ill�provide�our�high�school

adm
ission�directors,�class�advisors,�and�col-

lege�counselors�w
ith�a�broad�picture�of

W
aldorf�graduates�and�the�influence�of
W
aldorf�education�througout�life.
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he�study�of�m
athem

atics�cultivates�clear
logical�thinking.�It�is�sim

ilar�to�lifting�w
eights

to�strengthen�the�m
uscular�body�or�cutting

w
eeds�to�create�a�w

alking�path.�W
orking�w

ith
m
ath�teaches�problem

�solving�and�develops
inner�flexibility.�The�activities�of�problem

�solv-
ing�and�thinking�flexibly�are�im

portant�tools
for�our�adult�w

orld.�W
e�m
ay�not�pull�out�the

quadratic�form
ula�at�the�grocery�store,�but

w
e�do�use�the�neurological�pathw

ays�and�the
capacities�w

e�have�created�in�w
orking�w

ith
higher�m

athem
atics�each�tim

e�w
e�encounter

an�everyday�problem
.�

A
ccording�to�one�study,�few

er�than�tw
o

students�in�three�(63%
)�entering�college�are

proficient�in�m
athem

atics.�M
ore�than�one

third�of�these�young�adults�have�underdevel-
oped�problem

�solving�skills�and�deficiencies�in
flexibility�of�logical�thinking.�The�num

ber�of
high�school�students�w

ithout�proficiency�in
m
ath�is�far�greater;�not�all�students�enter�col-
lege.�W

hy�is�the�proportion�of�students�w
ho

struggle�w
ith�m

ath�so�large?�W
ho�are�these

students�and�w
hat�can�be�done�to�change

this?�W
hat�im

pact�m
ight�this�deficiency�have

on�students’�futures?
O
n�a�typical�day�at�a�W

aldorf�high�school
you�can�spot�instantly�the�students�w

ho�do
not�like�m

ath�or�w
ho�are�not�high�achievers�in

the�subject.�They�can�be�seen�dragging�their
feet�on�their�w

ay�to�class.�M
ention�“w

ord
problem

s”�and�hear�these�students�groan;
refer�to�fractions�and�w

atch�them
�cringe;

speak�of�decim
als�and�see�them

�roll�their
eyes.�These�are�the�students�w

ho�attend
courses�com

m
only�referred�to�as�the�B

-group,
rem
edial�class,�low

er�level,�slow
er�paced

m
ath,�offerings�for�those�w

ith�learning�diffi-
culties,�and�even,�sadly,�by�fellow

�students,�as
“dum

m
y�m
ath”�or�“stupid�m

ath.”�I�w
ill�call

them
�here�the�“low

er�level.”�The�courses�these

students�attend�usually�have�sm
all�class�sizes,

averaging�around�10�students�per�class,�and
are�taught�at�a�slow

er�pace�beginning�w
ith

A
lgebra�in�the�9th�grade�and�ending�w

ith
A
lgebra�II�or�Trigonom

etry�in�the�11th�or
12th�grade.�A

s�w
ith�higher-level�classes,�these

low
er-level�classes�are�often�taught�w

ith�the
intention�of�preparing�students�for�college.
The�students�in�these�m

odified�classes,�how
-

ever,�are�often�draw
n�to�art�and�hum

anities
or�choose�careers�not�requiring�a�college�edu-
cation.�In�other�w

ords,�these�are�often�classes
attended�by�norm

al,�intelligent�students�w
ho

happen�to�struggle�w
ith�m

athem
atics.�

Teaching�these�students�in�a�m
eaningful

and�productive�w
ay�is�a�challenge.�M

any
w
onderful�and�qualified�teachers�avoid�teach-
ing�these�low

er-level�classes.�Perhaps�this�is
because�the�sam

e�teaching�m
ethods�and

styles�that�aid�learning�for�higher-level�m
ath

students�generate�little�understanding�or
enjoym

ent�am
ong�low

er-level�students.
A
dvanced�groups�m

ay�be�filled�w
ith�m

ath-
loving�students�w

ho�enthusiastically�take�on
the�next�topic�as�fast�as�a�teacher�can�dish�it
out.�They�are�often�self-teachers.�Low

er-level
students,�how

ever,�require�a�different�style
and�classroom

�environm
ent.�In�order�to�teach

m
ath�effectively�to�low

er-level�students�a
teacher�m

ust�acquire�a�fundam
ental�under-

standing�of�w
ho�they�are�and�w

hat�m
akes

them
�different�from

�other�m
ath�students.

These�students�possess,�m
ore�or�less,�three

distinct�qualities:�they�are�feeling-based,�they
are�intuitive,�and�they�are�picture-�im

age-
learners.�
B
y�using�the�phrase�“feeling-based”�to

describe�high�school�m
ath�students,�I�am

describing�the�center�from
�w
hich�their�reac-

tive�decisions�originate.�For�these�students,
judgm

ent,�w
hich�is�centered�in�feeling�m

ore

R
em
edial�M

athem
atics�Pro�j�e�c�t

L o ri M
acKinder

T
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than�in�thinking�or�w
illing,�predom

inates.
O
ther�students�are�influenced�by�their�feeling
lives,�but�these�students�are�inundated�by
them

.�M
any�things—

such�as�sleep,�nutrition,
exercise,�conflict,�stress,�or�m

enstrual�cycle—
affect�their�em

otional�states.�These�students
appear�to�lack�the�ability�to�put�aside�their
em
otions�and�perceptions�in�order�to�focus�on

thinking.�Their�openness�or�receptivity�to�new
m
aterial�is�predicated�on�how

�w
ell�they�feel.�

Low
er-level�m

ath�students�often�under-
stand�m

ath�by�m
eans�other�than�pencil�and

paper.�They�typically�do�po
orly�on�standard-

ized�tests.�Instead,�they�m
ay�have�greater

than�average�verbal�and�visual�abilities�and
w
ays�of�understanding�that�do�not�m

esh�w
ith

ordinary�textbook�m
odalities.�Low

er-level
m
ath�students�m

ay�not�be�able�to�perform
rigorous�steps�to�solve�an�equation,�but�they
m
ay�quickly�blurt�out�a�correct�answ

er�to�a
m
ath�problem

.�Such�students�m
ay�not�know

w
here�the�answ

er�cam
e�from

�or�how
�they

know
�that�it�is�true.�
This�group�of�students�m

ay�also�have�a
knack�for�being�in�tune�w

ith�their�surround-
ings.�They�m

ay�sense�effortlessly�the�state�of
their�classroom

�environm
ents,�their�peers’

em
otional�states,�and�the�m

oods�of�their
teachers.�Their�intuitive�abilities,�coupled�w

ith
strong�personal�feeling�lives,�affect�their�abili-
ty�to�stay�focused�and�on-task.�Their�atten-
tion�m

ay�easily�be�draw
n�into�a�conversation

half�a�room
�aw
ay,�to�a�bird�flying�by�the�w

in-
dow
,�or�to�a�friend’s�em

otional�state.�These
students�seem

�to�have�antennae�stretching
out�from

�their�bodies.�They�can�quickly
becom

e�overloaded�w
ith�sense�im

pressions
and�lose�the�ability�to�concentrate.�
Finally,�these�students�are�picture-im

age-
learners.�M

ore�often�than�not�they�need�to
associate�a�m

ental�picture�or�im
age�w

ith�a
m
ath�problem

�in�order�to�understand�it.
M
any�of�the�students�in�low

er-level�high
school�m

ath�courses�perform
ed�w
ell�in�and

enjoyed�grade�school�m
athem

atics.�These�stu-
dents�m

ay�have�begun�to�struggle�only�w
hen

algebra�w
as�introduced�in�seventh�grade.�For

m
any�students,�m

oving�into�algebra,�and�thus
into�the�abstract,�is�a�w

elcom
e�change,�one

for�w
hich�they�are�developm

entally�ready.
Som
e�students,�how

ever,�cannot�easily�form
abstract�concepts.�These�students�require
scaffolding�to�support�their�visualization�of
advanced�m

athem
atical�concepts.�

A
ccording�to�Euripides,�“W

hoso�neglects
learning�loses�the�past�and�is�dead�for�the
future.”�If�w

e�ignore�the�im
portance�of�an

education�for�all�students�that�is�rich�in�m
ath-

em
atics,�w

e�are�ignoring�the�gift�of�clear
thinking�and�the�beauty�of�m

ath�in�all�that
surrounds�us.��For�this�reason�it�is�im

portant
to�understand�all�our�students�and�to�find�a
m
ethod�of�teaching�that�connects�them

�w
ith

m
athem

atics.
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y�research�at�present�concerns�three
areas:�a�fram

ew
ork�for�a�m

onograph,�sugges-
tions�for�teaching�reading�and�w

riting�in
grades�9–12,�and�suggestions�for�teachers,
especially�on�class�structure�and�teaching
style�regarding�skills�classes.�This�report
addresses�the�first�and�third�of�these�areas.
Suggestions�for�teaching�reading�and�w

riting
in�high�school�w

ill�form
�the�core�of�future

research.
A
ll�education�concerns�itself�w

ith�the
future.�M

ost�educational�system
s�strive�both

to�build�up�a�student’s�character,�through�the
content�of�the�lessons,�and�to�develop�a�m

oral
fiber,�som

etim
es�called�duty,�by�presenting

appropriate�challenges.�O
n�the�surface,

W
aldorf�education�m

akes�the�sam
e�claim

s.�It
has�a�curriculum

�based�on�age-appropriate
content,�and�in�m

any�lectures,�for�exam
ple�in

Balance in Teaching,�Rudolf�Steiner�speaks
directly�about�duty�being�inculcated�in�the
student�through�hard,�even�unw

anted,�but
necessary�w

ork.
Educational�program

s�that�recognize�that
the�hum

an�being�is�a�spiritual�entity�em
bod-

ied�in�a�soul�that�w
alks�the�earth—

I�am
aw
are�of�none�other�than�W

aldorf�educa-
tion—

can�educate�w
ith�regard�for�hum

an
destiny.�Educational�program

s�that�are�m
ere

cultural�m
anifestations�usurp�the�destiny�of

the�individual�and�replace�it�w
ith�an�intention

to�continue�the�past,�its�values,�and�its�duties.
W
ith�an�im

age�of�the�hum
an�being�as�a�spiri-

tual�ego,�it�is�possible�to�educate�students�to
becom

e�m
ore�than�citizens�w

ho�just�obey
rules.��A

s�necessary�as�these�goals�of�citizen-
ship�are,�they�are�not�sufficient�for�spiritual
beings�w

ho�have�incarnated�for�unique,�indi-
vidual�purposes.
In�Balance in Teaching,Rudolf�Steiner�says

that�an�educator�should�teach�in�a�w
ay�that�a

student’s�ego�gains�a�proper,�balanced�rela-
tionship�to�the�sheaths�or�bodies�that�accom

-
pany�it�from

�birth—
the�physical�body,�the

ether�body,�and�the�astral�body.�W
hen�the

ego�becom
es�too�attached�to�these�bodies�it

becom
es�m
aterialistic;�w

hen�it�is�too�little
attached�to�these�bodies�it�becom

es�fanciful
and�unfruitful�for�the�evolution�of�the�earth.
N
either�extrem

e�offers�a�viable�future,�not
socially�and�not�individually.
H
ow
�then�can�w

e�educate�students�and
yet�leave�them

�free�as�individuals?
A
rtistically.�W

hat�does�that�m
ean?�In�the�con-

text�of�reading�and�w
riting�in�the�high�school,

to�teach�artistically�echoes�A
ristotle’s�insight

that�hum
an�beings�benefit�m

ost�from
�w
hat

entertains�and�instructs.�Reading�and�w
riting

are�certainly�used�to�entertain�and�to
instruct.�To�teach�artistically�is�also�to�m

irror
in�our�education�the�process�through�w

hich
w
riters�are�creative�agents�in�the�w

orld,�w
rit-

ing�about�their�active�relationships�to�nature,
culture,�them

selves,�and�others.�Readers
respond�creatively�to�the�rendering�of�those
relationships.�In�both�reading�and�w

riting,
then,�w

e�have�vivid�pictures�of�the�ego�and�its
relationship�to�the�bodies�that�it�accom

panies
from
�birth�and�finds�in�the�surrounding�w

orld
of�nature�and�hum

anity.�Finally,�to�teach
artistically�is�to�free�a�disciplined�ego�so�that
it,�and�not,�for�exam

ple,�the�astral�body,�w
ill

be�the�true�voice�of�hum
an�experience.�These

and�other�considerations�w
ill�inform

�future
research�and�w

riting.

S
k
ills C

la
sses

W
hat�is�essential�in�skills�classes�as�they�are
taught�in�the�U

nited�States?�Form
?�W
hich

form
?�In�any�learning�situation,�w

e�w
ork�best

R
eading,�W

riting,�and�Reading�C
om
pre�h�e�n�s�i�o�n

Paul G
ierlach

M
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if�w
e�w
ork�rhythm

ically.�W
e�w
ill�see�how

�such
rhythm

s�and�habits�of�reading�and�w
riting,

suggested�for�grade�9,�m
etam

orphose
through�grades�10,�11�and�12.�W

e�need
rhythm

�in�our�skills�classes�because�high
school�students�and�teachers�tend�to�becom

e
cerebral�and�fact-oriented.�Rhythm

�softens
boundaries�and�can�lift�us�and�our�students
out�of�the�hardened�w

orld�of�fact.�In�the�long
run�the�content�of�a�lesson—

w
hich�is�alm

ost
certainly�to�be�forgotten—

w
ill�prove�to�be�of

less�im
portance�than�the�rhythm

�w
e�use�in

our�lessons.�This�is�true�for�all�skills�classes,
not�just�those�in�the�hum

anities.�The�m
ost

pow
erful�rhythm

s�deal�specifically�w
ith�the

past,�present,�and�future.�I�suggest�the�follow
-

ing�class�rhythm
:

•
Review

:�a�rem
inder�of�the�previous�class’s

w
ork,�best�m

ade�as�a�picture�from
�w
hich

is�draw
n�the�concept.

•
N
ew
�m
aterial

•
A
ctivity:�students�should�be�given�tim

e�in
class�to�w

rite�som
ething�about�that�day’s

lesson.�It�helps�the�students�do�m
ore�and

better�hom
ew
ork;�it�alerts�teachers�to

trouble�spots.�I�w
ill�discuss�the�relation-

ship�of�this�to�a�three-day�rhythm
�in�the

m
onograph.

•
Reprise:�a�valuable�aid�to�the�student�is�a
reverse-order�objective�statem

ent�of�that
day’s�activity.�It�takes�tw

o�m
inutes.�It

helps�those�students�w
ho�do�not�naturally

organize�their�lives.�The�very�act�of�going
over�one’s�w

ork�actively�supports�the�idea
that�m

ust�be�m
ore�prom

inent�in�high
schools:�that�students�benefit�from
rew
orking�their�assignm

ents.�A
nd,�m

ost
im
portantly,�it�aw

akens�the�feeling�of
responsibility�in�the�student.

W
hen�a�teacher�no�longer�talks�right�up

to�and�even�beyond�the�end�of�class,�students
w
ill�not�leave�unsettled,�the�teacher�w

ill�be
m
ore�certain�of�w

hat�has�just�occurred�in�the
class,�and�social�relationships�that�depend�on
tim
ely�action�w

ill�be�strengthened.

S
ty

le

W
hat�is�a�teaching�style?�If�it�is�narrow

,�it�is�a
prophylactic.�If�it�is�to

o�filled�w
ith�itself—

as
is�often�the�case�w

ith�the�charism
atic

teacher—
then�it�is�sim

ultaneously�attractive
and�repellent:�attractive�because�it�seem

s�to
be�liberating,�repellent�because�it�is�only�self-
liberating.
A
�teaching�style�is�that�device�that�a

teacher�uses�to�m
eet�a�class.�It�is�a�tool�of�the

ego�that�should�not�be�bound�by�its�relation-
ship�to�its�other�three�bodies.
Students’�natures�m

ake�dem
ands�on�us.

These�dem
ands�form

�our�approach�and�our
activity�in�the�classroom

�as�m
uch�as�the�con-

tent�of�our�lessons—
possibly�m

ore.�W
e�all

have�physical�bodies�that�m
ake�dem

ands
upon�us.�W

e�have�tem
peram

ents.�A
nd�w
e

have�astral�bodies.�Yet,�in�the�end,�w
e�as

teachers�w
ill�succeed�in�relating�the�student’s

ego�properly�to�the�three�other�bodies—
not

too�deeply�and�not�too�loosely—
only�to�the

extent�that�w
e�ourselves�are�free.
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hat�is�the�nature�of�sensory�im
pres-

sions,�and�w
hat�are�the�resulting�relationships

by�w
hich�w

e�develop�an�understanding�of�the
w
orld�and�of�ourselves?�These�questions�lie�at
the�heart�of�com

prehending�a�phenom
enolog-

ical�approach�to�science,�w
hich�w

e�are�explor-
ing�in�depth�in�a�new

�course�for�elem
entary

school�teachers�of�grades�5–8�in�W
aldorf

schools.�
The�course�w

as�envisaged�tw
o�years�ago

by�M
ichael�D

’A
leo,�high�school�science

teacher�at�the�W
aldorf�School�of�Saratoga

Springs,�researcher�w
ith�the�Saratoga

Experiential�N
atural�Science�Research

Institute�(SEN
SRI),�and�co-author�of�Sensible

Physics Teaching.�The�course�arose�from
�a�con-

versation�betw
een�M

ichael�and�D
ouglas

G
erw
in,�D
irector�of�the�Center�for

A
nthroposophy.�The�Research�Institute�for
W
aldorf�Education,�SEN

SRI,�and�the�W
aldorf

School�of�Saratoga�Springs�sponsored�the
first�cycle�of�course�during.
M
ichael’s�experience�show

ed�the�need�for
a�three-w

eek�course�in�order�to�allow
�enough

tim
e�for�class�teachers�to�be�confident�w

ith
the�m

ethodology�underlying�a�sense-based
approach�to�science�teaching�and�to�explore
the�breadth�and�depth�of�the�physical�science
curriculum

.�Each�w
eek�w

as�devoted�to�experi-
m
ental�topics�for�each�of�the�three�upper�ele-
m
entary�school�grades.�The�first�w

eek�took
place�in�M

arch�2005,�the�second�at�the�end�of
June,�and�the�third�over�a�long�w

eekend�in
O
ctober.�A

�form
at�of�this�length�also�allow

ed
teachers�to�try�out�the�approach�in�their
classroom

s�and�return�w
ith�fresh�ideas�and

questions.
G
ary�B

anks�and�Lylli�A
nthon�w

ere�chosen
to�present�experim

ents�and�lead�discussions

about�practical�aspects�of�the�m
ethod.�Lylli

w
as�also�asked�to�lead�the�group�in�exploring
w
ays�to�render�experim

ents�artistically
through�w

riting�and�draw
ing.�G

ary�has�a
background�in�aerospace�engineering�sci-
ences.�H

e�taught�a�class�from
�first�through

eighth�grade,�taught�high�school�science,�and
began�a�new

�first�grade�in�2004.�In�her�25-
year�teaching�career,�Lylli�began�by�leading�a
class�through�eight�grades�and�has�taught
m
iddle�school�for�m

any�years.�B
arbara

Richardson�w
as�selected�to�lead�eurythm

y
because�of�her�background�in�Eurythm

y�in�the
W
orkplace�and�as�a�class�teacher.�Eurythm

y
w
as�added�to�the�course�as�a�w

ay�to�further
explore�the�nature�of�experience�and�w

orking
together�and�to�enliven�our�full�days�of�dis-
cussion�and�experim

ents.�
The�fifteen�teachers�w

ho�signed�up�for�the
course�w

ere�all�actively�teaching�in�W
aldorf

schools�in�every�grade�from
�third�to�eighth.

M
any�w

ere�from
�N
ew
�York�and�N

ew
�England,

w
hile�som

e�cam
e�from

�as�far�aw
ay�as

W
ashington,�D.C

.,�M
innesota,�California,�and

Canada.�A
�few
�already�had�a�bent�tow

ard�sci-
ence,�w

hile�others�cam
e�m
ore�from

�an�artistic
background.
A
s�a�beginning,�participants�described

their�ow
n�relationships�to�science.�Som

e
recounted�how

�they�had�loved�science�as�stu-
dents,�often�through�the�inspiration�of�an
interesting�teacher.�O

thers�related�that�they
had�horrible�experiences�of�science�as�stu-
dents,�and�these�negative�experiences�left
them

�feeling�unprepared�and�apprehensive
about�teaching�science.�Several�teachers�had
already�taught�science,�and�each�one�of�these
w
as�enjoying�the�experiential�approach�to�the
curriculum

.

Teaching�Sensible�Science
G a ry Banks

with contributions from M
ichael D’A

leo, Lilli A
nthon, and Barbara Richardson 

W
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O
ur�m
ornings�w

ere�filled�w
ith�discussions

of�epistem
ological�questions�led�by�M

ichael
D
’A
leo.�These�sessions�covered�a�range�of�top-

ics,�from
�the�nature�of�sense�experience�and

how
�w
e�form

�concepts�of�our�experiences�to
the�roots�of�m

aterialism
�in�our�age.�

M
ichael’s�talks�w

ere�punctuated�by�inter-
esting�exam

ples�taken�from
�his�experience�as

a�m
echanical�engineer�in�the�electronics

industry.�In�his�first�presentation�he�told�a
story�about�an�engineering�graduate�he�had
interview

ed�for�his�engineering�group.�Fresh
out�of�college,�the�young�m

an�had�perform
ed

brilliantly�w
henever�he�w

as�asked�to�m
ake�a

calculation.�B
ut�w
hen�asked�to�identify�the

m
etal�out�of�w

hich�pennies�are�m
ade,�he

could�not.�W
hen�asked�to�identify�a�resistor,

one�of�the�m
ost�basic�com

ponents�of�an�elec-
tronics�device,�he�w

as�befuddled.�A
fter�four

years�at�one�of�the�best�engineering�schools
in�the�country,�he�had�no�connection�to�com

-
m
on�elem

ents�and�com
ponents�of�m

odern
technology.�For�M

ichael,�this�illustrated�a
com
m
on�shortcom

ing�in�science�and�engineer-
ing�education,�w

hich�tends�to�em
phasize�the-

oretical�and�m
athem

atical�m
odels�rather�than

actual�experience.
The�intention�of�the�m

orning�sessions�w
as

to�ensure�that�the�course�participants�devel-
oped�a�clear�understanding�of�the�distinction
and�rightful�role�of�sensory�im

pressions—
observations—

and�conceptual�relationships
as�the�foundation�for�understanding�any�sci-
entific�experim

ent�or�even�m
undane�experi-

ence.�O
ur�present�tim

es�are�filled�w
ith�con-

cepts�that�are�presum
ed�to�have�phenom

enal
qualities�that�are�not,�in�fact,�sensory�based.
A
n�exam

ple�of�this�is�the�com
m
on�under-

standing�that�heat�is�an�object-like�entity�that
can�be�transferred�betw

een�objects.�N
othing

is�actually�transferred,�but�w
e�experience�that

w
hen�a�w

arm
�object�and�a�cool�object�are

brought�into�proxim
ity,�the�w

arm
�object�cools

and�the�cool�object�w
arm
s.

Such�sensitivity�to�language�m
ay�at�first

seem
�unnecessary.�Reliance�upon�non-senso-

ry,�hypothesized�objects�as�causal�entities�for

all�phenom
ena,�how

ever,�lim
its�students�to�a

19
thCentury�view

�of�physics�and�the�w
orld.

Such�a�view
�can�also�give�student�and�teacher

the�im
pression�that�the�w

orld�is�“not�as�it
appears”�and�that�they�can�no�longer�rely
upon�their�sensory�im

pressions�and�the�con-
cepts�they�develop.�Such�a�view

�encourages
alienation�from

�a�w
orld�that�can�never�be

“truly”�know
n.

B
y�using�language�that�focuses�on�rela-

tionships�betw
een�sensory�im

pressions,�stu-
dents�have�the�foundation�for�understanding
m
odern�field�theory,�w

hich�is�m
ore�relational-

ly�based�and�no�longer�relies�on�the�object-like
entities�of�older�m

odels.�A
dditionally,�teach-

ers�and�students�practicing�this�approach
build�a�deeper�connection�to�the�w

orld�and�to
other�hum

an�beings�by�developing�a�m
ore

subtle�sensitivity�to�their�ow
n�sense�im

pres-
sions�and�to�the�activity�of�finding�relation-
ships.�
Participants�in�the�course�rem

arked�that,
although�they�had�received�an�overview

�of
the�content�of�the�science�curriculum

�in�their
W
aldorf�teacher�training�and�in�sum

m
er

courses,�they�w
ere�unfam

iliar�w
ith�the

nuances�of�the�phenom
enological�approach

and�the�use�of�language�in�form
ing�concepts.

There�w
as�a�universal�sense�that�the�m

orning
sessions�led�by�M

ichael�prepared�the�w
ay�for

a�deeper�understanding,�and�it�w
as�clear�that

practical�experience�w
ith�the�approach�w

ould
be�key�to�intensifying�our�preparation.�
U
nexpectedly�for�som

e,�eurythm
y�provid-

ed�a�first�m
eans�of�deepening�our�m

ethod.
The�eurythm

y�sessions,�occurring�tw
ice�each

m
orning,�w

ere�integrated�into�the�them
es

from
�other�sessions.�D

oing�eurythm
y�helped

us�get�to�know
�each�other,�brought�us�life

forces,�helped�us�be�alert,�centered�us�in�our-
selves,�and�helped�us�to�find�ourselves�in�the
group.�Eurythm

y�also�prepared�us�to�perceive
and�observe�in�a�new

�w
ay.�O

ne�of�the�poem
s

w
e�w
orked�w

ith�during�the�second�w
eek

spoke�to�the�m
obility�of�perception�w

e�found
ourselves�developing.
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The�hand�m
oves

A
nd�the�fire’s�w

hirling
M
akes�different�shapes.
A
ll�things�change�w

hen�w
e�do.

The�first�w
ord,�“A

h!”
B
lossom

s�into�all�w
ords.

Each�of�them
�is�true.

–�From
�“Singing�Im

ages�of�Fire,”�
Kukei,�8th�c.�Zen�M

aster

Throughout�the�course,�all�of�us,�partici-
pants�and�presenters,�w

ere�grateful�for�the
expertise�and�skillful�w

eaving�of�them
es

Barbara�provided�and�for�the�true�refresh-
m
ent�and�rejuvenation�w

e�experienced
through�eurythm

y.
The�afternoon�sessions�w

ere�spent�explor-
ing�the�experim

ents�that�form
�the�heart�of

the�elem
entary�school�science�curriculum

.
Each�w

eek�w
as�form

ed�around�the�physics
curriculum

�of�a�particular�grade,�starting
w
ith�grade�six.�G

ary�and�Lylli�perform
ed�new

experim
ents�each�day�but�w

aited�for�discus-
sion�of�them

�until�the�follow
ing�day,�as�prac-

ticed�w
ith�our�students.�The�second�w

eek�also
saw
�the�addition�of�the�chem

istry�curriculum
of�grade�seven,�led�by�G

ary�in�evening�ses-
sions.Many�teachers�face�an�intim

idating�obsta-
cle�in�setting�up�experim

ents,�especially�in
developing�schools�w

here�m
aterials�m

ay�be
scarce.�Experim

ents�in�physics�and�chem
istry

involve�unfam
iliar�equipm

ent,�and�m
ore�com

-
plicated�experim

ents�often�require�special�con-
ditions�and�careful�preparation.�Safety�is�also
a�genuine�concern�that�A

m
erican�schools�can-

not�ignore.�Long�experim
ent�sessions�and�the

hands-on�approach�allow
ed�participants�to

becom
e�m
ore�confident�w

ith�this�practical
aspect�of�teaching�science�phenom

enological-
ly.
A
s�w
e�discovered�in�our�first�m

eetings,
how
ever,�setting�up�and�conducting�experi-

m
ents�is�not�the�only�obstacle�to�teaching
w
ell.�The�w

ay�w
e�form

�concepts�w
ith�stu-

dents�about�experim
ents�before�and�during

our�classes�ultim
ately�determ

ines�w
hether�or

not�our�teaching�is�healthy.�W
e�are�faced�w

ith
the�challenge�of�recognizing�and�often�over-
com
ing�our�habituated�patterns�of�thinking.
A
�first�experim

ent�w
as�a�testim

ony�to
this.�In�this�experience,�appropriate�for�a
grade�six�introduction�to�therm

al�physics,
participants�felt�five�different�objects�in�the
room

�and�noted�their�therm
al�characteristics.

The�objects�w
ere�a�blackboard,�a�m

etal�m
usic

stand,�a�piece�of�glass,�a�w
ooden�desk,�and�a

piece�of�carpet.�W
e�ranked�them

�according�to
how
�hot�or�cold�they�felt,�noting�at�the�sam

e
tim
e�how

�som
e�of�them

�w
arm
ed�over�the

course�of�the�experim
ent.

A
fter�sleeping�on�the�experience�w

e
returned�for�a�discussion�the�next�afternoon.
W
e�noted�how

�w
e�had�conducted�the�experi-

m
ent�and�then�characterized�the�results.
Everyone�agreed�that�som

e�objects�felt
w
arm
er�and�som

e�cooler.�There�w
as�som

e
variation�in�the�w

ay�w
e�ranked�the�order

from
�w
arm
�to�cool,�but�all�agreed�that�the

carpet�and�w
ooden�desk�felt�w

arm
�and�that

the�blackboard�and�piece�of�glass�felt�colder.
D
ifficulties�arose�w

hen�w
e�tried�to�under-

stand�w
hy�these�objects�did�not�all�feel�the

sam
e.�O
ne�w
ould�hardly�think�that�so�sim

ple
an�experience�w

ould�w
arrant�m

uch�discus-
sion,�yet�an�hour�and�a�half�later�w

e�w
ere�still

discussing�the�experim
ent�passionately.

Preconceived�notions�kept�creeping�in.�O
ne

participant�w
as�finally�able�to�articulate�the

problem
:�she�believed�that�the�objects�w

ere�all
at�different�tem

peratures.�W
e�pointed�out

that,�even�though�it�w
as�late�w

inter�in
upstate�N

ew
�York,�all�objects�w

ere�in�the
room

�and�therefore�m
ust�have�been�at�the

sam
e�tem

perature.�W
e�even�m

easured�the
tem
perature�of�each�object�w

ith�a�therm
om
e-

ter�to�dem
onstrate�this.�It�w

as�shocking�for
her�to�realize�that�she�had�already�superim

-
posed�a�concept�on�the�experience.�Further,
until�she�could�escape�the�trap�of�her�concept,
she�could�not�explore�the�actual�experience
any�farther.
A
�great�deal�of�frustration�also�arose�out

of�this�discussion—
“W
hy�don’t�you�just�tell
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us�the�answ
er?”�Through�this�w

e�learned�that
the�discovery�of�our�ow

n�answ
er�has�m

ore
m
eaning�than�any�answ

er�given�by�an�outside
authority.�The�presenters�fell�into�the�role�of
being�identifiers�of�preconceived�notions—
concepts—

that�did�not�connect�w
ith�the

experiences—
percepts.�The�m

edium
�for�this

discovery�w
as�language,�and�in�each�experi-

m
ent�w

e�carefully�crafted�the�language�that
w
ould�help�us�form

�living,�m
eaningful�con-

cepts.�W
e�carefully�avoided�m

odel-based
explanations�that�w

ere�not�verifiable�through
the�experim

ent�itself.�The�goal�of�each�dia-
logue�w

as�to�reunite�concepts�w
ith�percepts.

This�took�tim
e,�and�the�first�half�of�our�after-

noons�w
as�filled�w

ith�discussions�of�the�previ-
ous�day’s�experiences�and�presentation�of
new
�experim

ents.
Later�in�the�first�w

eek�w
e�did�a�classical

physics�dem
onstration�in�w

hich�a�thin�steel
w
ire,�hung�w

ith�w
eights�at�either�end,�passes

through�a�solid�block�of�ice�over�a�period�of
several�hours,�leaving�the�ice�in�a�single�piece
at�the�end.�D

uring�the�recapitulation�of�this
experim

ent,�the�frustration�that�teachers�feel
at�leading�a�dialogue�w

ith�students�becam
e

apparent.�“H
ow
�do�w

e�conduct�a�presentation
and�com

e�to�m
eaningful�conclusions�w

ithout
forcing�them

�upon�our�students?”�O
ne

teacher�bravely�noted�that�he�did�this�experi-
m
ent�during�his�internship�w

hen�he�w
as�in

training.�The�discussion�started�going�aw
ry,

and�the�students�just�w
eren’t�getting�it.�In�a

m
om
ent�of�near�panic,�he�blurted�out,�“I’ll�tell

you�w
hat�it�is.�It�is�PSI,�pounds�per�square

inch!”�The�m
entoring�teacher�at�the�back�of

the�room
�shook�his�head�vigorously�from

�side
to�side�and�buried�his�face�in�his�hands.�In�ret-
rospect,�he�could�find�hum

or�in�this�situation,
but�at�the�tim

e,�it�represented�a�crisis�of�soul
for�the�presenting�teacher.
M
any�new

�and�even�experienced�teachers
feel�such�a�m

om
ent�of�panic�and�all�too�easily

fall�back�on�the�security�of�the�concepts�they
learned�in�school�or�read�about�in�preparation
for�teaching�a�course.�Science�teachers�in�par-
ticular�are�expected�to�have�a�level�of�exper-

tise�for�w
hich�m

any�are�unprepared.�To�live
into�the�phenom

ena�and�to�form
�vibrant�con-

cepts�directly�out�of�those�experiences,�this
creates�the�antidote�to�teacher�panic.
Som
etim
es,�w
aking�up�to�our�habitual

concepts�takes�a�bit�of�a�shock.�A
t�several�key

m
om
ents�in�our�discussions�participants�kept

repeating�w
hat�they�thought�should�have

happened.�In�leading�the�discussion,�G
ary

repeated�dram
atically,�“It�does�not�m

atter
w
hat�you�think�happened�or�w

hat�you�think
should�have�happened.�W

hat�w
as�your�expe-

rience?”��A
�class�teacher�w

ho�does�not�have�a
form
al�scientific�training�but�w

ho�can�pene-
trate�the�phenom

enological�approach�has�the
tools�to�provide�an�excellent�science�educa-
tion�in�elem

entary�school.�In�fact,�through
disciplining�oneself�in�this�practice,�new

�dis-
coveries�can�be�m

ade.�There�w
ere�m

any�such
m
om
ents�in�the�training�w

hen,�through�our
openness�to�the�experiences,�w

e�uncovered
new
�and�unexpected�aspects�of�the�phenom

e-
na.To�stim

ulate�greater�confidence�in�living
into�the�phenom

enological�approach,�partici-
pants�w

ere�invited�to�prepare�experim
ents

and�present�them
,�and�also�to�lead�discus-

sions.�In�teacher�training�and�in�our�faculties
w
e�often�don’t�take�the�tim

e�to�do�such�m
odel

teaching,�and�w
e�can�feel�intim

idated�by�the
prospect�of�m

aking�a�m
istake�or�being

unclear�in�front�of�our�peers.�M
ichael�put�us

at�ease�by�rem
inding�us,�“This�is�the�cheapest

opportunity�in�w
hich�to�m

ake�a�m
istake.”�

O
ver�the�three�w

eek-long�sessions�w
e

cam
e�to�realize�w

hat�is�required�to�help�a�dis-
cussion�about�an�experience�proceed�w

ithout
being�too�leading�or�“teacherly”�about�it.
W
hen�w

e�have�conclusions�fixed�to
o�rigidly�in

our�ow
n�presentation�style,�w

e�rob�students
of�the�essential�activity�of�their�ow

n�discovery
of�the�concept.�In�this�context�science�educa-
tion�can�either�take�on�a�deeper�m

eaning�and
connect�the�students�to�their�experience�or
becom

e�a�m
eans�of�m

erely�im
posing�concepts

w
ithout�actual�experience.�W

e�cam
e�to�realize

that�how
�w
e�as�teachers�lead�a�discussion
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about�an�experim
ent�determ

ines�w
hether�the

individuality�of�the�child�can�begin�to�unfold.
In�retrospect,�m

any�participants�expressed
gratitude�at�the�w

isdom
�of�carrying�the

“Teaching�Sensible�Science”�course�through
three�w

eeks,�tim
e�sufficient�for�us�to�begin�to

transform
�our�habitual�w

ays�of�expressing
ourselves�to�our�students.
D
uring�the�second�w

eek,�w
e�recreated�and

discussed�m
any�of�the�m

ost�challenging
experim

ents�of�grade�seven�physics�and
chem

istry�curricula,�including�a�lim
e�kiln,�a

cam
era�obscura,�and�a�Voltaic�pile.

Throughout�this�w
eek�w

e�noted�how
�the�dis-

cussions�flow
ed�m
ore�easily�and�how

�all�par-
ticipants�becam

e�m
ore�versed�in�avoiding�m

is-
leading�language�and�conceptual�traps.
The�course�presenters�recom

m
ended

w
orking�w

ith�som
e�experim

ents�betw
een�the

sessions�to�becom
e�m
ore�proficient�in�this

approach.�Tw
o�of�the�course�participants�w

ho
teach�at�the�sam

e�school�to
ok�up�this�sugges-

tion�by�starting�a�w
eekly�half-hour�study,

open�to�the�w
hole�faculty.�In�these�sessions,

they�focused�on�observing�a�particular�experi-
m
ent�and�form

ing�m
eaningful�concepts�about

it.�W
e�found�this�to�be�an�inspirational�exam

-
ple�of�how

�w
e�can�expand�our�w

ork�w
ith�the

phenom
enological�m

ethod�in�our�schools.
Lylli�provided�a�unique�presence�in�the

course,�nam
ely�as�a�m

odel�of�w
hat�a�class

teacher�w
ithout�a�form

al�scientific�training
can�accom

plish�by�using�this�m
ethod.�Lylli

conducted�experim
ents,�led�discussions,�and

led�sessions�in�the�later�part�of�the�afternoons
that�resulted�in�a�record�of�the�experim

ents
w
e�had�perform

ed.�H
er�gift�w

as�to�help�us
understand�how

�a�teacher�can�develop�the
ability�to�capture�the�essence�of�the�experi-
ences.
Further,�G

ary�B
anks’�contribution�to�the

course�w
as�considerable.�O

ne�participant
w
rote,�“D

uring�our�afternoon�sessions�and
experim

ents,�G
ary�w

as�able�to�validate�our
sense�experiences�by�guiding�us�w

ith�carefully
form
ulated�questions.�This�facilitated�our

grasp�of�appropriate�thought�processes.�A
ll

our�experiences�during�the�experim
ents�cap-

tured�his�interest,�and�no�question�w
as�too

sim
ple�or�too�basic.�This�gave�us�a�profound

sense�of�the�key�elem
ents�that�have�been

brought�forw
ard�for�teaching�the�sciences�in

the�sensible�w
ay—
phenom

enologically.�H
is

encouragem
ent�and�patient�guidance�are

m
odels�to�us�all,�as�w

e�stand�before�our�stu-
dents�each�day.”� 1

O
n�W
ednesday�afternoon�of�the�second

w
eek�our�topic�w

as�w
ater.�For�this�study,

M
ichael�took�us�to�the�A

dirondacks.�W
e�gath-

ered�for�inform
al�conversations�on�the�porch

of�his�recently�constructed�log�cabin�w
hile

w
aiting�for�a�soft�and�peaceful�rainstorm

�to
pass.�B

esides�giving�us�som
e�m
uch-w

elcom
ed

relief�from
�the�oppressive�heat�earlier�in�the

w
eek,�w

e�enjoyed�form
ing�closer�connections

w
ith�each�other.
Follow

ing�the�rain,�w
e�hiked�to�the�base

of�a�w
aterfall�on�a�clear�m

ountain�stream
w
here�w

e�observed�the�patterns�and�currents
in�the�w

ater,�an�activity�w
e�repeated�on

Thursday�at�Saratoga�State�Park.�O
n�review

-
ing�these�and�other�observations�of�w

ater,�w
e

cam
e�to�see�that�observing�w

ater�could
becom

e�a�m
etaphor�for�m

oving�into�the�m
id-

dle�school,�w
here�m

obility�and�change�are
constant�them

es.�O
ne�participant’s�response,

w
ritten�after�the�next�eurythm

y�session,�w
as

a�short�poem
:

A
�pool�in�sight
Just�w

ater�and�light,
Sw
irling,�w

hirling,
The�present�unfurling.

M
ichael�left�us�w

ith�a�w
onderful�question

to�ponder�as�teachers:�Like�w
ater,�do�you

have�the�m
obility�to�go�anyw

here�w
ithout

being�pushed�anyw
here?

In�the�third�session�in�O
ctober,�the�group

gathered�for�five�days�to�focus�on�grade�eight
physics�and�chem

istry.�W
e�follow

ed�a�sim
ilar

form
at�to�the�other�sessions�w

ith�epistem
o-

logical�discussions�and�eurythm
y�in�the�m

orn-
ings�and�experim

ent�sessions�in�the�after-
noons�and�evenings.�W

e�sensed�w
hat�a�deep-
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ening�had�occurred�in�the�ability�for�the�par-
ticipants�to�suspend�judgm

ent,�observe
deeply,�and�think�im

aginatively�about�the
phenom

ena�w
e�w
ere�exploring.�The�experi-

m
ents�involved�refraction,�prism

s,�electrom
ag-

netism
,�and�the�electrom

agnetic�m
otor.

The�eurythm
y�sessions�w

orked�w
ith�vers-

es�by�Rom
antic�poets�such�as�W

ordsw
orth,

Shelley,�and�B
lake,�w

ho�had�the�rem
arkable

ability�to�live�deeply�into�an�experience�of
nature�and�relate�it�to�hum

an�soul�experi-
ences.�O

ver�tw
o�days,�w

e�created�eurythm
y

form
s�in�groups�to�lines�of�Shelley’s�Ode to the

W
est W

ind:

M
ake�m

e�thy�lyre,�even�as�the�forest�is:����
W
hat�if�m

y�leaves�are�falling�like�its�ow
n?��

The�tum
ult�of�thy�m

ighty�harm
onies��

W
ill�take�from

�both�a�deep�autum
nal�tone,�

Sw
eet�though�in�sadness.�B

e�thou,�Spirit�fierce,
M
y�spirit!�B

e�thou�m
e,�im
petuous�one!

These�final�tw
o�lines�speak�to�the�solitary

experience�of�the�C
onsciousness�Soul,�that

aspect�of�our�souls�that�w
e�m
ust�call�on�as�w

e
approach�phenom

ena�in�a�living,�m
eaningful

w
ay�and�seek�to�present�them

�to�our�students.�
O
ur�final�activity�together�w

as�to�revisit�a
pond�w

e�had�observed�during�the�first�w
eek.

In�silence�and�alone,�yet�w
ith�a�united�inten-

tion,�w
e�stilled�our�thoughts�and�observations

as�w
e�entered�into�this�activity.�W

ith�a�new
consciousness,�w

e�could�observe�the�buoyan-
cy�of�the�ducks�as�they�bobbed�w

ith�their
heads�dow

n�in�search�of�fo
od,�the�apparent

lifting�of�the�pond�bottom
�through�refraction

of�the�w
ater,�and�the�lively�im

pressions�of
reflected�im

ages�in�the�gently�rippling�w
ater

of�the�pond.
In�this�w

ay,�w
e�cam

e�aw
ay�from

�our�three
w
eeks�of�“Teaching�Sensible�Science”�w

ith
new
�confidence�in�the�phenom

enological
approach�to�teaching�science�in�the�W

aldorf
elem
entary�school�grades,�a�confidence�w

e
hope�to�spread�to�the�rem

ainder�of�the�faculty
in�our�schools.�W

e�left�after�the�final�w
eek

hopeful�that�the�phenom
enological�approach

can�extend�far�beyond�the�classroom
�to

inspire�an�attitude�tow
ard�life�based�on�senso-

ry�experience�linked�w
ith�thoughtful�insight.

__________________

“Teaching�Sensible�Science”�w
as�conceived

follow
ing�discussions�am

ong�the�circle�of
AW
SN
A
�delegates�in�w

hich�w
as�recognized

the�need�to�strengthen�science�teaching�in�the
W
aldorf�school�m

ovem
ent.��A

�second�session
of�the�course�w

ill�be�presented�in�2006,�again
in�Saratoga�Springs.��The�dates�of�the�course
are�February�25–M

arch�3,�June�24–30,�and
O
ctober�4–9.��Further�inquiries�about�the
course�m

ay�be�directed�to�one�of�the�course
presenters�or�to�the�Research�Institute
(researchinstitute@

earthlink.net).�

M
ichael�D

’A
leo,�W

aldorf�School�of�Saratoga
Springs:���

spalight@
verizon.net�

G
ary�B

anks,�Pine�H
ill�W
aldorf�School:�����

garysbanks@
tds.net

Lylli�A
nthon,�H

alton�W
aldorf�School:�

oligo@
bbs42.net

B�a�r�b�a�ra�R
ichardson,�M

e
rriconeag�W

a�l�d�o�rf�S
choo�l�:

b�ri�c�h�a�rd�s�o�n�@
�c�e�n�te�rfo�ra�n�t�h�ro�po�s�o�p�hy.�o�rg
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Katie�Schw
erin�and�G

ina
G
utierrez�Karp�observing
the�boundary�colors�w

here
dark�and�light�m

eet.

Katie�Schw
erin�describes�the�boundary�colors,�as�M

ark�W
ilson

and�others�look�on.

List�of�participants�in�Teaching�Sensible
Science�2005.�From

�left�to�right:�Row
�1:

A
m
alia�Pretel-G

rey,�G
ary�B

anks�(Presenter),
G
ina�G
utierrez�Karp;�Row

�2�(sitting):
H
annah�G

ale,�Sian�W
illsie,�M

elanie�Reiser,
Barbara�Richardson�(Eurythm

y);�Row
�3

(standing):�Judie�Sky,�A
bigale�Reid,�B

ob
A
m
is,�Katie�Schw

erin,�Ingrid�Feck,�Linda
Rasm

ussen,�C
aren�C

ua,�Lylli�A
nthon

(Presenter),�M
ark�W

ilson,�M
ichael�D

’A
leo

(Presenter).��N
ot�pictured:�G

loria�Leon

Caren�C
ua�experim

ents�w
ith�an

electrom
agnetic�coil�w

hile
Barbara�Richardson,�Judie�Sky,
and�Lylli�A

nthon�observe.
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O
W
L�now

�receives�approxim
ately�1300�vis-

its�per�m
onth�from

�N
orth�A

m
erica�and�500

per�m
onth�from

�other�countries.�International
visitors�this�sum

m
er�cam

e�prim
arily�from

�the
Philippines,�Australia,�the�U.K.,�Sw

eden�and
Japan.�Several�requests�arrived�from

�G
uam

and�one�from
�M
alta.�For�the�past�3�years�the

m
ain�search�engine�bringing�people�to�O

W
L

has�been�Yahoo�but�w
e�now

�have�m
ore�visi-

tors�w
ho�arrive�through�G

oogle.
A
reas�of�greatest�public�interest�include

the�W
aldorf�Journal�Project,�back�issues�of

the�Research Bulletin,�reports�on�W
aldorf�grad-

uates�from
�Sw
eden�and�from

�the�U
SA
,�and

the�books�online�series.�
Each�w

eek�continues�to�bring�questions
from
�parents�w

ho�are�developing�charter�or
m
agnet�W

aldorf-inspired�schools.�These�par-
ents�and�a�few

�teachers�often�w
ish�to�rem

odel
the�W

aldorf�curriculum
�in�order�to�m

ake�it
m
ore�acceptable�to�local�school�districts.
O
W
L�has�received�tw

o�requests,�one�from
the�W

aldorf�School�of�the�Roaring�Fork,
C
olorado,�and�the�other�from

�the�D
esert

M
arigold�School,�A

rizona,�for�introductory
inform

ation�on�W
aldorf�education�in�Spanish

for�new
�and�prospective�parents.�I�have�con-

tacted�Rosario�V
illasana-Ruiz�of�the�San

Francisco�C
hildren’s�C

ouncil�and�Rudolf
Steiner�C

ollege�for�help�w
ith�this�request.�She

w
ill�provide�O

W
L�w
ith�an�introduction�in

Spanish�to�W
aldorf�early�childhood�and�ele-

m
entary�education.
Teacher�education�students�and�others

send�O
W
L�research�requests.�Recent�student

research�interests�include:

•
Bringing�W

aldorf�education�into�m
ain-

stream
�educational�system

s�
•
A
rt�education�and�its�use�in�therapy

•
M
ovem

ent�and�play

•
Early�childhood�education

O
W
L�also�supports�ongoing�e-m

ail�dia-
logues�w

ith�a�teacher�in�Shanghai,�C
hina,�and

another�teacher�on�an�A
m
erican�Indian�reser-

vation�in�W
isconsin.

Sum
m
er�use�of�O

W
L�included�m

any
requests�for�high�school�reading�lists.�O

W
L

has�contacted�M
ichaelm

as�Press�for�perm
is-

sion—
still�pending—

to�use�an�edited�version
of�B

ooks for the Journey.�Sum
m
er�also�brought

m
any�requests�for�hom

eschooling�resources
as�parents�began�to�prepare�their�lessons�for
the�year.�B

ecause�of�the�volum
e�of�requests,�I

have�developed�a�list�of�suggestions�covering
grades�1�to�4.�Requests�for�curriculum

�assis-
tance�drop�off�significantly�for�grades�5�to�12.
O
W
L�continues�to�be�visible�at�several�hom

e-
schooling�conferences�and�provides�one-page
new
sletters�for�conference�packets.�
O
ther�notable�questions�and�requests

include:

•
Steiner’s�educational�lectures�on�an�audio
C
D
�(from

�a�teacher�w
ho�has�a�long�com

-
m
ute);

•
The�nam

e(s)�of�W
aldorf�teachers�w

illing�to
w
rite�personal�birthday�verses�for�pay;

•
G
reek�m

yths�w
ith�fem

ale�heroines�only;
and
•
G
uidelines�for�sex�education�for�6th�and
7th�grades.�

The�O
nline�W

aldorf�Library�can�be�con-
tacted�at�w

w
w
.w
aldorflibrary.org.

Report�on�the�O
nline�W

aldorf�Library

M
arianne A

lsop
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the�students�responding�represented�a�very
broad�range�of�experience�in�W

aldorf�educa-
tion,�from

�less�than�a�year�in�high�school�to
the�full�experience�of�early�childhood,�elem

en-
tary�grades,�and�high�school.�O

ne�student
reported�17�years�of�continuous�attendance
at�W
aldorf!
M
ost�of�the�questions�in�the�survey�w

ere
open-ended�and�encouraged�the�students�to
respond�out�of�their�experience�in�narrative
form
.�The�survey�asked�them

,�for�instance,�to
describe�their�m

ost�positive�academ
ic�and

non-academ
ic�experiences�at�school.�Som

e
reached�far�back�into�m

em
ories�of�their�ele-

m
entary�years�for�their�exam

ples—
such�as

draw
ing�the�night�sky�in�sixth�grade�astrono-

m
y,�four-needle�knitting�in�fifth�grade,�tossing
bean�bags�w

hile�learning�tim
es�tables�in�the

fourth�grade,�or�attending�the�C
hristm

as
plays�year�after�year�from

�first�grade�on—
but�m

any�focused�on�their�final�year�of�high
school.�M

ain�lessons�and�run-through�classes
in�history�w

ere�m
entioned�m

ost�often,�but�sci-
ence�and�m

ath�(especially�geom
etry)�w

ere
also�frequently�highlighted,�along�w

ith�senior
projects.�Students�singled�out�the�11th�grade
m
ain�lesson�on�Parzival�in�nearly�every�school
that�offered�it.

To
p
 fiv

e ch
o
ices fo

r “m
o
st p

o
sitiv

e a
ca

-
d
em

ic ex
p
erien

ce”

1.H
um
anities,�especially�history,�English

2.Sciences,�especially�biology,�chem
istry

3.M
ath,�especially�geom

etry
4.Senior�project
5.Parzival

A
 S

u
rv

ey
 o

f W
a
ld

o
rf S

en
io

rs—
2
0
0
3

a
n
d
 2

0
0
4

or�the�last�tw
o�years,�the�W

aldorf�H
igh

School�Research�Project�has�been�polling
W
aldorf�seniors�in�the�m

onths�before�they
graduate�in�order�to�discover�how

�they�feel
about�their�education.�The�Research�Institute
for�W

aldorf�Education,�w
hich�recently�incor-

porated�the�H
igh�School�Research�Project,�has

published�the�first�phase�of�an�extended�study
exam

ining�w
here�W

aldorf�graduates�go�after
finishing�high�school. 1

The�poll�of�seniors�in
effect�supplem

ents�this�study�by�offering
vignettes�of�life�in�the�N

orth�A
m
erican

W
aldorf�high�schools�from

�the�perspective�of
departing�12th�graders.�
The�Planning�G

roup�of�the�Research
Project, 2on�behalf�of�the�A

ssociation�of
W
aldorf�Schools�of�N

orth�A
m
erica�(AW

SN
A
),

m
ailed�a�survey�to�all�27�W

aldorf�high
schools�w

ith�graduating�senior�classes�in
2003�and�2004,�inviting�the�graduates�to
com
m
ent�on�the�strengths�and�w

eaknesses�of
their�high�school�education,�both�from

�an
academ

ic�and�social�perspective.�Their
responses�w

ere�illum
inating.

First,�som
e�statistical�background.�The

Planning�G
roup�received�a�total�of�346

responses—
167�in�2003�from

�16�schools�and
179�in�2004�from

�14�schools—
representing�a

little�less�than�half�of�the�W
aldorf�graduates

in�each�year. 3
O
f�the�total�num

ber�that
responded,�roughly�45%

�listed�them
selves�as

“lifers”�w
ho�had�attended�12�or�m

ore�years�of
W
aldorf�pre-school,�elem

entary,�and�high
school.�A

t�the�other�end�of�the�spectrum
,

about�25%
�of�the�respondents�said�they�had

attended�only�1–4�years�at�W
aldorf,�m

ostly
just�the�high�school�grades.�In�other�w

ords,

W
aldorf�H

igh�School�Senior�Survey

W
aldorf H

igh School Research Project

F
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N
ot�surprisingly,�in�non-academ

ic�sub-
jects,�sports�easily�accounted�for�the�m

ost
positive�experiences,�follow

ed�closely�by�class
trips�and�foreign�exchanges,�the�arts�general-
ly�(dram

a�especially),�w
ork�practica,�and�just

hanging�out�w
ith�peers�and�teachers�beyond

the�classroom
�setting.�O

ne�M
id-W
estern�stu-

dent�com
pared�her�classm

ates�to�a�fam
ily

that�“taught�m
e�m
ore�as�a�person�than�I

could�have�ever�learned�in�any�other�school.”

To
p
 fiv

e ch
o
ices fo

r “m
o
st p

o
sitiv

e
n
o
n
-a

ca
d
em

ic ex
p
erien

ce”

1.Sports
2.C
lass�trips,�foreign�exchanges

3.Fine�arts,�perform
ing�arts,�crafts

4.W
ork�experience,�service�learning

5.Friends

In�general,�it�w
as�clear�from

�the�responses
that�the�experiences�carrying�the�m

ost�value
for�the�seniors—

both�academ
ic�and�non-aca-

dem
ic—
involved�m

ovem
ent:�w

hether�in�the
form
�of�physical�activity,�artistic�perform

-
ance,�academ

ic�exploration�(for�instance,�sci-
ence�field�trips�or�lab�research),�service�learn-
ing,�or�a�social�change�of�scene.�
A
nother�them

e�com
m
on�to�the�m

ost�valu-
able�experiences�w

as�that�students�had�chosen
them

—
w
hether�they�w

ere�academ
ic�electives

or�independent�senior�projects�or�solo�“vision
quests”�in�the�desert.�Even�in�the�high�school,
the�education�of�the�w

ill�resonates�in�the�stu-
dents�to�lasting�effect.
W
e�asked�the�students,�next,�to�list�those

subjects�that�had�m
ost�influenced�their�think-

ing.�O
verw
helm
ingly�the�responses�focused�on

m
ain�lesson�classes�from

�the�10th,�11th,�and
12th�grades—

m
ostly�in�literature.�The

Parzival�m
ain�lesson�w

as�m
entioned�again,

along�w
ith�courses�exploring�the�B

ible�as�liter-
ature,�epic�m

ythologies,�D
ante’s�Divine

Com
edy,�G

oethe’s�Faust,�Russian�literature,�and
the�A

m
erican�transcendentalists.�Social�stud-

ies�m
ain�lessons�w

ere�also�at�the�top�of�the
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list,�including�the�history�of�the�arts,�sym
pto-

m
atology,�econom

ics,�and�the�survey�of�archi-
tecture.�
A
s�in�previous�surveys�of�W

aldorf�stu-
dents,�this�poll�registered�student�dissatisfac-
tion�w

ith�their�experience�of�science,�though
there�w

ere�som
e�notable�exceptions.�It�w

as
striking�that�of�the�courses�m

ost�cited�as�hav-
ing��“influenced�m

y�thinking,”�all�but�tw
o

w
ere�from

�the�hum
anities.�O

utside�the
hum
anities,�only�11th�grade�projective�geom

-
etry�and�12th�grade�zoology/evolution�m

ade
the�top�ten.��H

ow
ever,�m

any�students�from
several�different�schools�listed�as�a�m

ajor
influence�on�their�thinking�the�integration�of
all�of�the�subjects,�especially�the�inclusion�of
the�arts�in�the�sciences�and�hum

anities�cours-
es.�M

ath,�too,�w
as�also�noted�for�bringing,�in

the�w
ords�of�one�student,�“an�artistic�im

agi-
native�view

�of�abstract�ideas.”�
O
ften,�though,�one�could�detect�in�the�stu-

dents’�choices�of�m
ost�influential�subjects�the

determ
ining�presence�of�a�dynam

ic�teacher.
Indeed,�one�student�said�outright,�“It’s�not
the�courses�that�inspired�m

e,�but�instead�the
teachers.”�A

nother�com
m
ented,�“A

ll�m
y�posi-

tive�experiences�have�corresponded�to�excep-
tional�teachers.”
In�fact,�the�close�relation�betw

een�stu-
dents�and�their�teachers�w

as�credited�as�one
of�the�strongest�and�m

ost�influential�hall-
m
arks�of�W

aldorf�education�in�general.�In
response�to�the�question,�“W

hich�aspects�of
your�education�m

ost�strongly�represent�for
you�the�W

aldorf�educational�approach?”�the
teachers’�attention�to�individual�students�w

as
listed�in�all�but�tw

o�schools�as�a�signature�of
W
aldorf�education.�In�the�w

ords�of�one�stu-
dent,�“W

aldorf�teachers�show
�that�they�care.”

A
nother�defining�feature�of�W

aldorf�schools
w
as�the�focus�on�training�students�how

—
but

not�w
hat—

to�think,�especially�by�the�em
pha-

sis�on�open�discussion�and�the�creation�of
m
ain�lesson�books.�“In�W

aldorf�school�w
e

learn�to�think,�thinking�about�thinking,”�one
student�observed.�Eurythm

y,�an�art�form
�not

alw
ays�appreciated�by�high�school�students,
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greater�diversity�am
ong�the�student�body—

but�also�am
ong�the�faculty.�“W

e�need
younger�teachers�w

ho�actually�act�their�age,
and�not�fifty,”�one�student�ventured.�M

ore
choices�in�electives�and�stronger�offerings�in
science�w

ere�also�com
m
on�them

es,�along�w
ith

a�call�for�teachers�m
ore�thoroughly�versed�in

the�W
aldorf�approach�and�adm

inistrative
structures�m

ore�transparent�and�better�organ-
ized.�“The�m

ore�organized�a�teacher�or�a
school�is,”�said�one�senior,�“the�m

ore�coopera-
tion�you’ll�get.”�Som

e�students�even�suggest-
ed�a�m

ore�hierarchical�governance�w
as�need-

ed�in�the�high�school,�w
ith�a�single�person�in

charge�of�day-to-day�decisions.�O
thers�criti-

cized�their�teachers�for�fighting�am
ong�them

-
selves�or�engaging�in�gossip.

To
p
 su

g
g
estio

n
s fo

r ch
a
n
g
in

g
 o

r
im

p
ro

v
in

g
 W

a
ld

o
rf h

ig
h
 sch

o
o
ls

1.
M
ore�diversity�(socio-econom

ic,�ethnic)
2.M
ore�faculty�fully�trained�in�the�W

aldorf
approach
3.M
ore�choices,�academ

ic�and�extra-curricu-
lar�electives
4.M
ore�rigorous,�varied�courses�in�science

5.M
ore�organized,�efficient,�transparent
school�adm

inistration�

A
�few
�students�felt�their�teachers�could�be

stricter�and�m
ore�dem

anding,�especially�w
ith

those�students�w
ho�are�disruptive.�Said�one

im
patient�student�of�his�noisy�peers,�“Punish
the�idiots!”�Though�som

e�students�longed�for
a�larger�student�body,�m

any�praised�the�sm
all

class�size�as�being�socially�and�academ
ically

advantageous�to�learning.�O
f�the�facilities

m
ost�desired,�the�top�contenders�w

ere�a�gym
just�for�the�high�schoolers�and�a�lounge�just
for�students.�O

ne�senior�insisted�there�should
be�“physical�exercise�every�day!”
A
s�one�m

ight�im
agine�from

�a�student
body�of�such�divergent�backgrounds,�there
w
as�criticism

�from
�overtly�conservative�stu-

dents�of�the�perceived�liberal�bias�of�their

w
as�nonetheless�singled�out�for�its�curative�as
w
ell�as�artistic�m

erit.�In�the�w
ords�of�one�stu-

dent,�“Eurythm
y�allow

s�m
y�body�to�feel�free.”

Said�another,�“It�brings�focus�into�m
y�physical

m
ovem

ent.”
W
aldorf�high�school�students�are

renow
ned�for�their�strong�opinions�and�for

their�w
illingness�to�share�them

.��Talk�to�the
students�at�the�H

arvard�G
raduate�Law

�School
w
ho�have�regularly�w

elcom
ed�W
aldorf

teenagers�to�the�annual�“m
ock�trials”�in

Cam
bridge,�M

assachusetts.�They�w
ill�tell�you

that�W
aldorf�teenagers,�w

ho�take�the
role�of

jurors�in�these�sam
ple�trial�cases,�have�a�repu-

tation�not�only�for�being�open-m
inded�and

fair�during�the�trial�but�afterw
ards�for�being

keenly�observant�critics�of�the�law
�students’

perform
ances�as�prosecutor�or�defense�coun-

sel.�The�W
aldorf�adolescents—

practiced�in
the�skills�of�observing�accurately,�asking�ques-
tions,�and�evaluating�truth—

have�com
e�to�be

appreciated�for�their�candor�and�keen
insights.
C
hristine�H

ether�m
ade�a�sim

ilar�discovery
w
hen�she�interview

ed�W
aldorf�seniors�som

e
years�back�in�connection�w

ith�her�Ph.D
.

research�into�the�m
oral�developm

ent�of�differ-
ent�student�populations.�N

ot�only�did�she�find
that�W

aldorf�seniors�tested�at�the�sam
e�level

of�m
oral�m

aturity�as�students�in�graduate
school.�She�also�noticed�that�of�the�m

any
groups�of�seniors�she�tested�w

ith�the�D
efining

Issues�Test�(D
IT),�a�quantitative�m

easure�of
m
oral�reasoning,�the�W

aldorf�students�w
ere

the�only�group�to�offer�unsolicited�com
m
en-

tary�at�the�bottom
�of�their�test�sheets.�A

bout
a�third�of�them

,�she�reported�in�her�Ph.D
.�the-

sis,�“took�tim
e�to�spontaneously�w

rite�com
-

m
ents�on�the�personal�inform

ation�sheet.
Som
e�suggested�w

ays�in�w
hich�the�D

IT�could
be�im

proved,�and�criticized�the�fact�that�not
all�possibilities�for�resolution�to�the�dilem

m
as

had�been�presented.”
4

W
hen�asked�to�describe�how

�they�w
ould

change�or�strengthen�their�schools,�the�sen-
iors�w

ere�characteristically�blunt�yet�fair,�on
the�w

hole.�Their�m
ost�repeated�plea�w

as�for

W
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becom
ing�a�W

aldorf�teacher?�A
�resounding

55%
�answ

ered�“N
o”—
som
e�em
phatically,

often�because�they�did�not�see�them
selves�as

teachers�(especially�if�one�of�their�parents�w
as

a�W
aldorf�teacher)�or�because�of�the�prospect

of�low
�salaries.�“D

efinitely�not,”�said�one
California�senior,�“I�plan�to�be�com

fortably
rich!”�H

ow
ever,�som

e�of�these�sam
e�respon-

dents�conceded�that�if�they�w
ere�ever�to

change�their�m
ind�about�teaching,�W

aldorf
w
ould�be�the�only�teaching�career�they�w

ould
consider.�A

�significant�and�enthusiastic�m
inor-

ity�(20%
)�replied�that�they�w

ere�already�com
-

m
itted�to�this�career�path.�“Teaching�is�a
noble�thing�to�do,�and�I�believe�becom

ing�a
W
aldorf�teacher�is�a�possibility,”�said�one
N
ew
�Englander.�A

nother�student�answ
ered,

perhaps�w
ith�a�sigh�of�resignation,�“I�have�a

sinking�feeling�I�m
ight.”

The�other�question�w
as:�W

ould�you�con-
sider�sending�your�children�to�a�W

aldorf
school?�H

ere�a�strong�m
ajority�(75%

)�replied
w
ith�a�definite�“yes,”�though�som

e�qualified
their�answ

er�w
ith�questions�about�the�cost�of

the�education�or�their�com
m
itm
ent�to�a�full

12�years�or�m
ore�in�a�W

aldorf�school.�Even
som
e�of�the�students�w

ho�had�been�quite�crit-
ical�of�aspects�of�their�years�at�W

aldorf
voiced�a�clear�intention�to�send�their�ow

n�chil-
dren�to�W

aldorf�som
eday.�O

nly�7%
�of�the

respondents�answ
ered�this�question�w

ith�an
outright�“no.”��“It�is�the�best�education�a�child
can�receive,”�said�one�East�C

oaster.�“I�w
ant

w
ell-rounded�children�w

ho�think�about�things
on�a�deeper�level.”�“O

f�course,”�said�one�far-
seeing�senior,�“but�I�w

ould�have�to�talk�w
ith

m
y�w
ife.”�

___________________

R
eferen

ces

1.�
Faith�B

aldw
in,�D
ouglas�G

erw
in,�and

D
avid�M

itchell,�“Research�on�W
aldorf�G

raduates,”
Phase�I�(M

arch�2005).�A
vailable�online�at

w
w
w
.w
aldorfresearchinstitute.org.

2.�
M
em
bers�of�the�Planning�G

roup�of�the
W
aldorf�H

igh�School�Research�Project:�A
ndy�D

ill
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teachers�and�from
�self-proclaim

ed�liberal�stu-
dents�of�the�perceived�conservative�leanings
of�their�teachers.��Said�one�frustrated
Southerner,�“Tell�the�teachers�to�be�consistent
and�fair,�to�teach�w

ith�their�hearts�and�keep
an�open�m

ind.�If�they�are�conservative,�tell
them

�to�keep�it�to�them
selves!”

D
espite�the�occasional�voice�of�disgruntle-

m
ent,�the�surveys�w

ere�rem
arkable�for�their

even-handedness�and�their�general�apprecia-
tion�of�the�education,�even�w

ith�its�perceived
shortcom

ings.�The�seniors�w
ere�asked�a�fur-

ther�open-ended�question:�W
hat�advice�w

ould
you�offer�to�those�responsible�for�strengthen-
ing�the�high�schools?�The�seniors’�responses,
m
any�heartfelt�and�appreciative,�focused�on
six�instructions:

S
ix

 p
ieces o

f a
d
v
ice fro

m
 W

a
ld

o
rf sen

-
io

rs

1.
Insist�on�a�W

aldorf-trained�faculty�[this
w
as�by�far�the�m

ost�com
m
on�and�pas-

sionately�argued�response]
2.
Listen!

3.
Keep�up�to�date,�especially�w

ith�technolo-
gy
4.
B
e�flexible�but�consistent

5.
Set�deadlines—

and�stick�to�them
6.
Lighten�up,�occasionally

B
eyond�these�instructions,�the�students

w
ere�effusive�in�their�encouragem

ent—
and�in

their�sym
pathy�for�their�teachers.�“M

ath�and
science�teachers�have�a�difficult�task�of�teach-
ing�artistic,�creative�W

aldorf�students�how
�to

think�logically,”�one�senior�rem
arked.�“I

w
ould�say�they�need�a�special�kind�of�train-
ing.”��U

ltim
ately,�said�another�senior,�the�task

of�any�teacher�is�to�“m
otivate�students�to

aspire�to�things�they�never�im
agined�they

could�attain.”��
Finally,�the�survey�posed�tw

o�yes-or-no
questions.�The�first�w

as:�W
ould�you�consider
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(Kim
berton�PA

),�D
ouglas�G

erw
in�(A
m
herst�M

A
),

D
avid�M

itchell�(B
oulder�CO

),�Leonore�Russell
(G
arden�C

ity�N
Y
),�B
etty�Staley�(Fair�O

aks�CA
).

3.�
See�A

ppendix�at�w
w
w
.w
aldorfresearchin-

stitute.org.
4.�
C
hristine�H

ether,�“M
oral�Reasoning�of

H
igh�School�Seniors�from

�D
iverse�Educational

Settings,”�p.�66.

Subm
itted by Douglas Gerw

in on behalf of the 
W

aldorf High School Research Project
at the Research Institute for W

aldorf Education.
For the questionaire used see the full report
available on the w

ebsite of the Research Institute:

w
w

w
.w

aldorfresearchinstitute.org
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ig

h
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R
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o
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ta
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2
0
0
3

2
0
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4

Austin�W
aldorf�School

20
14

34
C
hicago�W

aldorf�School
2

15
17

East�B
ay�W

aldorf�School
—

6
6

H
aw
thorne�Valley�School

—
12

12
H
azel�W

olf�H
igh�School

2
—

2
H
igh�M

ow
ing�School

21
3

24
H
onolulu�W

aldorf�School
—

21
21

Kim
berton�W

aldorf�School
19

—
19

Rudolf�Steiner�School�(N
Y)

11
19

30
Rudolf�Steiner�School�of�A

nn�A
rbor

3
—

3
Sacram

ento�W
aldorf�School

11
19

30
San�Francisco�W

aldorf�School
23

—
23

Shining�M
ountain�W

aldorf�School
16

12
28

Toronto�W
aldorf�School

5
9

14
Vancouver�W

aldorf�School
7

7
14

W
aldorf�School�of�G

arden�C
ity

11
15

26
W
aldorf�School�of�M

assachusetts�B
ay

—
8

8
W
atershed�H

igh�School
2

—
2

W
ashington�W

aldorf�School
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30

Youth�Initiative�H
igh�School

3
—

3
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o
n
d
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Editor’s�note:�In�the�follow
ing�article�from

�The New
 York

Tim
es
it�is�once�again�illum

inated�that�happiness�can�be
experienced�in�w

ork�and�striving,�that�youth�continues
to�be�generally�idealistic�and�diligent,�and�that�good
teachers�w

ill�challenge�students.�Teens�are�m
alleable;

they�w
ill�rise�to�challenges.�

W
A
SH
IN
G
TO
N
�(A
P)�–�The�cam

paign�to�m
ake�high

school�m
ore�dem

anding�seem
s�to�be�picking�up�sup-

port�from
�the�people�w

ho�have�the�biggest�stake�in�the
m
atter:�the�students�them

selves.
A
lm
ost�nine�in�ten�students�say�they�w

ould�w
ork

harder�if�their�high�school�expected�m
ore�of�them

,�a
survey�finds.�Less�than�one-third�of�students�say�their
school�sets�high�academ

ic�expectations,�and�m
ost�stu-

dents�favor�ideas�that�m
ight�add�som

e�hassle�to�their
life,�such�as�m

ore�rigorous�graduation�standards�and
additional�high-stakes�testing.
“The�good�old�tim

es�in�high�schools�are�being
replaced�by�good�old�hard�w

ork,”�said�Peter�H
art,

w
hose�Peter�D

.�H
art�Research�A

ssociates,�Inc.,�conduct-
ed�the�survey�for�the�“State�of�O

ur�N
ation's�Youth

Report”�released�Tuesday.�“There's�a�recognition
am
ong�students�that�they�have�to�be�m

ore�ready�to
com
pete.”
The�nonprofit�H

oratio�A
lger�A

ssociation,�w
hich�pro-

vides�college�scholarships�and�m
entoring�to�needy�stu-

dents,�issued�the�annual�report�on�youth�attitudes.�The
findings�are�based�on�a�phone�survey�of�1,005�students
in�high�school�last�M

ay.
Im
proving�high�schools�has�becom

e�an�urgent�topic
in�education,�as�m

ounting�research�show
s�m
any�stu-

dents�aren't�ready�for�college�or�w
ork�after�gradua-

tion—
if�they�get�that�far.�The�call�for�change�has�com

e
from
�President�B

ush,�governors,�em
ployers,�and�col-

lege�faculty.
N
ow
�students�are�saying�it,�to

o.
Julie�H

etcko,�16,�of�Lincoln,�N
ebraska,�w

ho�w
ill�be�a

senior�in�the�fall,�has�taken�three�A
dvanced�Placem

ent
courses�and�is�looking�for�other�w

ays�to�prepare�for
college.�H

igh�schools�that�don't�offer�som
e�type�of

advanced�coursew
ork,�she�said,�are�holding�students

back.
“Tim
es�are�changing,”�she�said.�“I�don't�think�people

realize�how
�m
uch�students�are�trying�to�excel,�trying�to

get�into�college.�It's�im
portant�that�adults�and�parents

know
�that�it's�not�just�a�w

alk�in�the�park.�W
e�w
ant�to

w
ork�for�our�grades.”

W
hen�given�options�for�im

proving�high�schools,�95
percent�of�students�agreed�that�m

ore�real-w
orld�oppor-

tunities,�such�as�internships,�w
ould�help�at�least�som

e-
w
hat.�M

ore�than�90�percent�also�favored�tw
o�other

ideas:�earlier�counseling�in�high�school�about�how
�to

prepare�for�college,�and�m
ore�opportunities�to�take�col-

lege-level�courses�for�free.
M
ajorities�of�students�said�other�changes�w

ould
help,�too,�including�increasing�the�availability�of�after-
school�and�sum

m
er�school,�requiring�students�to�pass

m
ath�and�English�exam

s�to�graduate,�and�requiring
four�years�of�m

ath�and�courses�in�biology,�chem
istry,

and�physics.
The�students'�call�for�m

ore�rigor�com
es�as�41�per-

cent�of�them
�said�the�pressure�to�get�good�grades�is�a

m
ajor�problem

�for�them
,�about�the�sam

e�level�as�the
last�tw

o�years.�O
ne-third�of�students�said�getting�good

grades�is�very�im
portant�w

hen�it�com
es�to�fitting�in

w
ith�their�friends—

a�factor�cited�m
ore�often�than�hav-

ing�a�car�or�being�involved�in�sports.
M
ore�than�three�in�four�students�plan�to�go�to�a

four-year�university.�A
�total�of�83�percent�said�high

school�is�preparing�them
�“adequately”�for�college,

although�a�sm
aller�num

ber,�71�percent,�said�high
school,�is�getting�them

�sufficiently�ready�for�the�w
ork

w
orld.
M
ost�of�the�students�surveyed�w

ere�enrolled�in�pub-
lic�schools,�w

ith�the�rest�attending�private�school,
hom
e�school�or�another�type�of�school.�Students�aged

13�to�19�took�part.
The�survey�has�a�m

argin�of�sam
pling�error�of�plus�or

m
inus�3�percentage�points.
A
m
ong�other�findings:�

•
M
ore�than�tw

o�in�five�students�say�at�least�half
the�students�they�know

�cheat�on�tests.�
•
M
ore�than�six�in�ten�students�say

they�ha
ve�a�cell

phone.�
•
N
ine�in�ten�students�say�they�have�at�least�one
fam
ily�m
em
ber�in�w

hom
�they�can�confide.�

•
A
bout�half�of�students�say�they�eat�a�m

eal�w
ith

their�fam
ily�every�day.

•
A
lm
ost�three�in�four�students�say�they�w

ould
adm
ire�a�professional�athlete�less�if�they�found�out

the�athlete�had�taken�illegal�steroids.

–�A
ugust�9,�2005.�C

opyright�2005�The�A
ssociated

Press.�A
ll�rights�reserved.

Rigor�A
sked�for�in�H

igh�Schools�

Stephen Keith Sagarin
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he�Research�Institute�for�W

aldorf�Education�is
an�initiative�w

orking�on�behalf�of�the�W
aldorf

school�m
ovem

ent.�It�receives�support�and�guid-
ance�from

�the�Pedagogical�Section�of�the�School
of�Spiritual�Science�and�financial�support�through
the�A

ssociation�of�W
aldorf�Schools�of�N

orth
A
m
erica�(AW

SN
A
),�the�M

idw
est�Shared�G

ifting
G
roup,�the�W

aldorf�Schools�Fund,�the�W
aldorf

C
urriculum

�Fund,�and�private�donors.�
The�Research�Institute�w

as�founded�in�1996�in
order�to�deepen�and�enhance�the�quality�of
W
aldorf�education,�to�engage�in�serious�and�sus-
tained�dialogue�w

ith�the�w
ider�educational-cultur-

al�com
m
unity,�and�to�support�research�that

w
ould�serve�educators�in�all�types�of�schools�in
their�w

ork�w
ith�children�and�adolescents.�

The�Research�Institute�has�responded�to�the
call�for�research�as�a�top�priority�of�the�W

aldorf
school�m

ovem
ent�by�becom

ing�a�supporting
organization�of�AW

SN
A
�and�by�co-sponsoring

research�projects�w
ith�the�A

ssociation�and�w
ith

the�Pedagogical�Section.�
W
e�support�research�projects�that�deal�w

ith
essential�contem

porary�educational�issues�such�as
attention-related�disorders,�trends�in�adolescent
developm

ent�and�innovations�in�the�high�school
curriculum

,�learning�expectations�and�assess-
m
ent,�com

puters�in�education,�the�role�of�art�in
education,�and�new

�w
ays�to�identify�and�address

different�learning�styles.�The�Research�Institute
has�sponsored�colloquia�and�conferences�that
have�brought�together�educators,�psychologists,
doctors,�and�social�scientists.�W

e�have�published
a
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