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Foreword

When his servants and friends wanred to stop Don Quixcte from
undertaking even more madcap adventures they decided to burn his
library of books on chivalry. For them, his unbalanced taste for
literature had been his undoing. However, this. dramatic and
preventive action was to no avail as Don Quixote had tully imbibed
the medieval stories of knights and valiant quests. His character had
been deeply influenced by them, and he continued in his idealistic
pursuit of what, in his eyes, was true and good. His literacy had
raised questioss in him of how he should act in a corrupt world rhat
was decaying around hlx‘n."i.itéfacy changes us and there is no goingf
back. {In recent years the word iwelf has assumed connotations
beyond just reading and writing, and is new used generally to
describe the competencies we are thought to need in fulfilling our
Tesponsibilities as citizens of the modern world. “Litcracy’ in these,
contexrs suggests a way of finding our full potential.

In its more traditional definition-literacy-is a right that was
recognised in the Universal Declaration of Human Rights. It is
also the means whereby we achieve those rights, yet is one still
denied to a fifth of the world’s population. This timely book is
being published close to the start of the United Nations’ ten-year
‘Literacy Decade’, from 2003 to 2012. It is hoped that 100 million
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children not in primary education and 771 million over-15s wich
no basic literacy skills will be helped to achieve this entitlement.
Even in so-called developed countries these skills are still lacking in
large segments of the population, and it is the duty of society as a
whole to remedy this situation ~ something thac will require a
holistic, thoughtful and sensitive approach. )

We all recognise that literacy - and engagement, beyond the
“basics, with life and culture through the wriven word — is ans
integral part of our lives and contributes to a sense of identity and
self-worth. Where people differ, in an educational sense, is how to

get there. This book draws on the Steiner-Waldorf approach, now
practised in more than 60 countries, which attempts to imbue the
learning and use of literacy with a living quality, rooting it in the
child’s total experience rather than as mere cognitive icing on the
cake. In other words literacy should arise as part of a natural,
overall development, which takes full account of ‘pre-literate’ skills
such as physical devreriry, imaginarion and feeling, [Reading ands
writing skills are part of our human nature and how we acquires
them continues to live on in our dispositions regardless of our
chrenological age! At the same time this book also acknowledges
the best in modern literacy teaching, and uses its professional
insights to enhance and extend the Steiner method.

Wonder, curiosity and. awe are the gifts of childhood,jand our
attainment of necessary skills should allow us to embrace and
sustain them,! not lead to their demise. Faced by accelerated
technological advances, we have to ask how we can develop in
children the inner resources to deal with them; how, in other
words, we can keep the human spirit’s integrity intact without
isolating children from the realities they must inhabit. Courage,
insight and inspiration are needed here. Globalisation is a two-
edged sword, but literacy has always served to connect people, and
now can do so right around the giobe. _

This book is a call for literacy with attitude: one that is child-
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focused, and age-appropriate. As is increasingly recognised by
governments, educationalists and parents around the world, we
need a transformation of educational practice and learning. As
Vaclav Havel stazed in his 1990 address to the US Congress
‘. The salvation of this human world lies nowhere else than in the
human heart, in the human power to reflect, in human meekness
and in human responsibility. Without a global revolution in the
sphere of human consciousness, nothing will change for the better
in the sphere of our being as humans, and the catastrophe toward
which this world is headed — be it ecological, social, demographic,
or a general breakdown of civilisation — will be unavoidable.’

The ideas based on Rudolf Steiner’s insights are a contribution
to this pressing need. They do not supply ready-made answers or
fixed formulae but try to look beyond the obvicus to seek
underlying symptoms and holistic remedies. A truly humane
approach must involve dialogue, listening as well as voicing our
own vicws. Through living literacy we educate ourselves in a life-
long process, and evolve tools and capacities as befits our particular
circumstances, times, environment and ideals. We engage fully
with what surrounds us. Nothing in our lives is static, and literacy
is not a state but a process which can make our lives infinitely
richer and more fulfilling. Don Quixote was unbalanced, unable
to match the reahty of the world around him with his reading ot
literature; and this of course is the source of the book’s endless
humour. But when anchored equally in two worlds at once, that of
tangible, physical experience and imaginative, heartfelt sensibility,
literacy can relate the child’s authentic self to the wider world in a
harmonious and dynamic way. ‘Only connect....’

Christopher Clouder
Alliance for Childhood

Introduction

Living Literacy —The human foundations of speaking, writing and
reading contains a mixture of refiective and practical writing. It 1s
offered equally to parents, teachers, teacher ‘trainers and all who
acknowledge literacy’s central significance in shaping our world.
The qucstions that the Look raises are, ! believe, universal ot
The suggestions that it makes for interpreting and addressing these
questions in practice have grown out of my own experience as
parent, teacher and teacher trainer within the Steiner Waldorf
schools movement. This is an international educational movement
thar has firmly established itself as an independent alternative 0
mainstream schooling. Its approach to literacy in particular ha;
remained significandy different from standard practice since its
inception in 1919,

" While much of this book will reflect what is actually thought
and done in the Steiner Waldarf schools, it will also cross-reference
this with current mainstream principles and practice. In doing so
it assumes that both approaches have something to learn from
cach other. The. book also assumes that we all have something to
learn from what s, as yet, present only in germinal form — the
future. In this it may challenge the “Waldorf world’ as much as any

other safe haven.

X1
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As a final first word, 1 want to state that Jiteracy is an /
ultimately life-changing experience.! If this experience 'is to be
positive (and let us not assume this is a foregone conclusion), the
ground needs to be prepared well in advance. This book is written,
above all, for those who will read it in good rime. '

4k Aok K

1o my mother, who first encouraged me to speak

and later helped with dotﬁ'ng the i5.

I would like to thank the following people for their help in

........... -

Sringing Living Litcracy o fruition: Josic Awyn and Marn
Rawson for their generous early feedback; Tim Byford and Barbara
Imrie for providing a more ‘mainstream’ perspective; Martin Large
and Rachc! Jenkins at Hawthorn Press for maintaining the
dialogue necessary to bring the book through into reality, and my
editor Matthew Barton for his invaluable contributions to its final
ripening. Finally I wish to express my hearcfelt gratitude to the
children, parents and teachers ar York Steiner School who have
given me the inspiration and courage o speak out about things

that marter.
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1. The Great Dz’vz’de

Dear Reader, you are highly privileged. You are literate. You hold
the master key to the kingdom of the written word, an ever-
extending dominion of the articulate human mind reaching to the
boundaries of the world and beyond. You can read records, recipes,
poems, narratives, operating manuals, scientific theories,
newspapers, candidaces’ names on ballot sheets. letters from loved
ones and the communications of gods and angels. Anything that
can be expressed in words is a door you are invited to open.

How you originally got hold of this key called literacy will be
different in each case. Most of you will simply have found
yeurselves holding it. Some will remember having to struggle to
possess it. But all of vou have it, and for you there is now no
personal sugma in facing a world where literacy is the universal 'D
card — the passport to acceprability.

It is different for others. In a world that has acclaimed
universal lireracy as its goal, endless droves of young peopic
embark on the established roads to its attainment but increasingly
fail to arrive. It is not just the dusty tracks of Africa that are strewn
with these failures; they are piling up everywhere, in our own
countries, our own cities, our own metalled streets. We really don’t
have to look far ro find people who fzel crushed, confused,
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distracted, deserted and ultimately despairing — and who in many

‘cases have abandoned the quest for literacy complerely. For these

young souls the written word remains an emprty oracle — and they
seck their compensations elsewhere.

From the high ground to which you and I still have access, and
where many still dwell in securicy and contentment, not all of this
will necessarily seem so urgent and apparent — yet. But when a
child we know, maybe even our own, loved child, starts to ‘turn
off’, to lose interest and motivation in whole areas of life, in¢luding
and perhaps especially school — then we are faced much more
immediately with what’s going on right now. Down there in the
lowlands, in the inner city wastelands, deprivation, dysfunction and
alienation are commonplace sociological distinctions. We can look
at the rise of illiteracy in that setting and relate it to a more
generalised and obvious social and economic malaise, for which

lireracy alone offers no ready remedy. But why has it started to
happen to the rich kids toco? What are the common denominarors
berween a boy who drops through the bottom of school into an
irner city gang and one who drops to the bottom of the class and is
only held from further descent by a more intact relation to home
and the security that goes with it? ‘

In the complex tangle of our times three main strands appear to
be strangling the life out of literacy, and out of much else besides.

Communication in the home

Many youngsters, rich as well as poor, grow up in homes where
both parents work, parental attention has multiple demands,
parent relationships are frequently strained and may break down
completely, where everything is prone to sudden change — all of it
directly or indirectly threatening the basic structures of the child’s
world. Environmental, social and moral status quo is a thing of the
past. What can roday’s children safely take for granted, draw’

4
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meaning from, construct a sense of self around’Whether in the
background or foreground of their consciousness, children from all '
walks of life are experiencing a kind of spiritual vacuum, ay
profound uncertainty under the surface of their lives. {

At the core of this uncertainty lurks an experience of emptiness/
in relation to words! Not only written words, but all words. Words
that human beings use to confirm how things are between
themseives, and how things are out there in the world! The way a
child learns to become a confident citizen of the world is
intimately conrected with his” experience of language. Language
isn't something learned at school, but unfolds at home long before
formal teaching begins. Its medium is living human speech. Not
for nothing do we describe our native language as ‘mother tongue’.
[t is something we first begin to develop in our mothers womb
through listening to her speech in a sound-sphere resounding with
the living rhythms of her — and our own — heartbeat.

Where this natural, familiar, living exchange of words is able ta
continue urinterrupted after birth, with the conscious and
sympathetic inclusion of the new arrival, then the foundations for
both language and literacy are laid in a healthy way. Where social

~Or econumic pressures of temptations insert a wedge between

children and their parents and immediate family, and where no
proper substitute is found to replace this fundamental ‘language
commurnity’ — which amongst other things is what 2 human familys

is — then the trouble starts. Then the mother tongue cannot

continue her seamless - linguistic mothering of our innate
predisposition for language, announced forever and again in the

lovely, melodious, universal “babble’ of infancy. Every language the

werld bas ever known is seeded in the sounds and consonance of
infant utterance. '

Lwill aiternate gender fram chapter to chapter to avoid the awkward usc of both.

R
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Television

It is deprivation enough for a child to grow up without being
surrounded by the constancy of loving conversation. More
disturbing still is when false substitutes are put in place that appear
to provide a wonderful consolation for a missing experience of
community. One of these, perhaps the most significant, has
established itself in the corner of most of our living rooms. Even in
the poorest quarters of our cities and the remotest rural corners of
every country in the world, the television binds our lives together
in a new kind of association. The nature of this 'television
community is that its human participants neither face each other,
nor speak to each other, nor interact in any other significant way
with each other — or with anything much else in the world around
them, except occasionally the kettle. What binds this community
together is the illusion that it is participating in a shared reality
that is both interesting and meaningful. The growth of ‘reality TV’
coupled with ‘inreractive’ and “You decide’ options give added
credibility to the impression thar television is an extension of real
life in which the viewer has a real role to play. Everything
otherwise so difficult to achieve seems suddenly immediately
accessible. As adults fall under television’s spell, they likewise draw
their children into its enchantment.

The television’s power isn’t merely that it blurs the distinction
between fiction and non-fiction — which it does, and which books
do as well; it is also — and this is where it differs fundamentally from
books — that watching television (and computer images) has a
paralysing, anaesthetising effect on both outer and inner human
activity, allowing the medias content to pass uncensored and
undigested into a persons life of thought and will. Adults are better
able to be discerning, to respond critically to what they view, but
young children have far fewer critical defences, simply absorbing
what they see. It is not yet the case that people watch television 24
hours 'a day, but it is the case that televisions spell is not

6
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automatically broken by switching it off. The lingering, malingering
effect of prolonged passivity in the thrall of electronic simulation is
increasingly recognised as detrimental to health, including
‘educational health’. Amongst other things it is now known for a fact
that babies do NOT learn to speak through listening to recorded
human voices on TV or radio or audio-tape: forthem-such ‘words’
are truly empry shells, uninteresting, signifying nothing.

Education

If the dissolution of established social structures and relationships,
and the omnipresent influence of electronic media and ‘media
culture’ forms the background to literacy problems in many if not
most settings, the third strand to be considered is that of education
itself, which sets out to solve such problems. Different countries
have different education systems. Some do better and some worse at

raising and susraining literacy levele — and ir is cerrainly nor the
more developed countries, whose new techriologies and ideologies
are reflected and integrated into new ways of learning, that always
come out on top here. Common sense would suggest that any
educational system should be judged on its outcomes, and on this
basis we are bound 'to ask why a remote country like Finland should
top the world's educational league tables, and why alternative
educational approaches such as that of Steiner and Montessori and:
indeed home-schooling shonld increasingiy be seen to bring better
results than the mainstream options. We should certainly feel
encouraged to see beyond the biuff and bluster of all the claims
made about education by its professional proponents and political
sponsors and look at what is actually happening and at what can and
might happen. We should also feel empowered in believing that we
can make a personal difference to education’s outcomes.

The purpose of this buok is w iry and establish what ieally
counts, and what really works, in the healthy preparation for

-
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literacy, the healthy teaching of literacy and the healthy integration
of literacy into the whole of life. The book’s central argument is
that the single common denominator that can unite these different ¢
requirements is the fundamental, rock-botrom, ~ absolute
prerequisite that literacy should remain from beginning to end 4
HUMAN activity, springing and flowing from human needs and
purposes and developing through the channels of human:
relationships. The necessary acquisition of knowledge, the mastery
of technique, the interpretation of meaning, the articulation and
application of intention — these must be built upon human
foundations or they will crumble into sand. ' ‘

For any of this to make sense we shall need to have a clear
understanding of what literacy actuaily is, exactly what purposes it is
able to serve and also — very significantly —what purposes it is able to
thwart and disfigure. The first part of the book will therefore
investigate the different elements of literacy, how it has evolved in and
changed the weorld, and how it relates t© and can affect

ch
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development. Then will follow a more practical exploration of how to
prepare for the transition from “instinctive to conscious language
acquisition, in particular through conversation, story, song ‘and play,
and from there how to introduce writing and reading formally in a
relevant and living way. ‘There will be discussion of children’s learning
differences and different teaching responses to these, of the nuts and
bolts that hold it all together and ways of helping to tighten these up,
of different contexts in which literacy properly belongs and the
ditferent styles and forms of expression appropriate to them, of other
activities that can continue to support literdcy, of telling the truth and
teiling lies, of communication generally and electronic
communication in particular. While Living Literacy will focus centrally
on the adverse influences that threaten the very life and nature of
communication itself and the medium of language thar first mothered
us into this world, it will also atempt to look beyond our current
challenges to the possibility of a positive and creative future ahead.

8

2. Whar IS Literacy?

Your literacy, dear Reader, has cost you dearly. Like a thief in the
night it stole upon you unawares and took away something vital,
potent and precious — something you may long for but do not
expect to possess in the same way again. Call it, if you like, your
innocence: your wide-eyed, childlike openness to life’s springing
source and the wonders of the world. Perhaps it was not literacy
alone that brought about this change, but it was literacy that sec
the seal upon your loss.

Yet as the fairy folk leave a changeling when they steal a human
child, so literacy left you with its own special gift. Along with the
wonder, power and significance of this gift comes illusion and
danger also. The faculty of literacy relates to a world of reflections,,
whose laws are different from the laws of nature: neither time,
place or circumstance are binding constraincs within it; nor is the
nature of identity; nor is truth itself. Just as a mirror may be flat,
curved or cracked, so the reflections of literacy may reveal, distort
or destroy the images they appear to represent. And just as your
first sight of yourself in a mirror creates a self-image that was never
there before, so literacy changes your experience of your self, and,

"not merely of the world at large.*
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The iast faculty to evolve

Defining literacy as the ability to read and write tells us ncxt o
nothing about it. In reality it is among the last, and most complex
of our human faculties to evolve. Its processes require a blend of
physical, emotional and mental activities, and its character is
altogether different from other more instinctive or organic human
functions.. Certain specific preconditions must obtain before
literacy can flower at all, and it must be continually nourished it if
is not to destroy the life that engenders it.

Let’s consider the example of minimum literacy: the ability to
write one’s own name. How different this is from the ability to
speak one’s name! Or the ability to draw a self-portrait. Or the
ability to build a house in which to live.

Writing one’s name involves a co-ordinated pattern of
movements — like draWing, house-building and all sorts of other

things. What distinguishes it from the bulk of all octher activities is -

not merely the refinement required in hand-eye co-crdinaton,
although this is significant enough to place handwriting a long
way up on any child’s kinaesthetic (movement-related) learning
curve. The crucial distinction that makes writing so difficult for a
child to learn is thar it bears no obvious relation to the world of
ordinary perception and tangible realities. The letter torms that
need to be memorised do not really look like anything. The word
that is supposed to represent ME doesn’t look remotely like me.
With a bit of imaginauon I can make a self-portrait seem
perceptually plausible -~ and 2 child has oodles of such
imagination. But not MICHAEL. That I have to rake on trust.

-~ ——— And to memorise it ! cannot easily make use of the normal range

of visual associations that confirm the basic contours of other
mental images.

It doesn’t get any easier when a child is told that letters ‘stand
for’ sounds. The young child does not hear her name (any more
than you or I do normally) as a sequence of separate sounds but as

10
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a single entity. And anyway, why on earth should sounds take such
strange and specific and statuesque forms? Not to mention the
further complication that they may after all take a number of
different forms that only an experienced contextual understanding
can decipher. Calling it a puzzle is putting it mildly.

Knowing the way literacy has developed historically can help
trace the connections that appear missing for today’s western child.
A later chaprer will be devored to exploring this theme in detail,
but some salient points can be made here. One is that writing was
not always related to the sounds of speech at all. Nor was it always
dissociated from the realm of ordinary visual perception. Not was
it always learned hand-in-hand with reading. lt was, however,
originally and fundamentally linked with a collective human
experience. There was nothing about it, in the beginning, that was
remotely abstract or divorced from immediate, shared and credible
reality — even where this was the reality of a select few. It was
simply a confirmation and a means of preservation of things
already known. already lived through, already understoad. Touay it
has all burt lost its roots in local, actual and immediate experience
and become a medium for generalisation and speculation. This is
why it has become so difficult to teach and so difficult to learn.

Reading versus writing

The really challenging demands of moderp literacy are linked
more with the element of reading than writing. For a medieval
scribe who had the sacred task of hand-copying the scriptures. and
for whom the slightest copying error would be a blasphemy, the
ability to read was actually discouraged. The church hierarchy
undoubtedly had its own hierarchical reasons for keeping its
scribes illiterate, but there were practical ones too. Scribes who
could read were, quite simply, more prone to copying eirors. The
best scribes were just calligraphers, whose kinaesthetic skills

11



Living Literacy ~ Part One: Seeing the Picture
enabled them faithfully and beautifuily to copy what they saw
before them without having any specific idea of what the words or
even letters represented.! Obviously they had some general notion
of the mystery they were practising, but essenuially they were
object-drawers for whom words were cult objects amongst other
cult objects — visible, but with a hidden significance accessible only
to the initiated few.

Reading opens up and inhabits a dimension that is only hinted
at in writing. In a sense we could say that writing, as such, gets ins
the way of reading. What the reader wants to do is to look zhrough
the writing, through the words, 0 the meaning that is behind
them. The better the reader, the less time she actually spends
looking 2t the words on the ‘page} Just as when you or I meet a
friend whom we recognise at a glance, so a good reader recognises
words in an instant, without having to study their every feature.
All that is requiréd for such a recognition, it seems, are certain
basic ‘cues, rcglsterea fieetingly as direct percepuions, that uigger
memories and associations to complete the picture in the ‘mind’s

)

eye’. .
What an extraordinary, sophisticated and speedy activity this
is! The key to its success is vui human ability to recognise the

identity and wholeness of things, and to distinguish the essential,

from the inessential as we do so.. The drawback of this talent is
that it can sometimes get it wrong: it can mistake an inner picture
based on memory and imagination for the outer one based on
direct perception. Words are misread becanse their meaning has
been vs;rOngly guessed just as people may be misread because their
expressions and gestureshave been wrongly interpreted. When a
reader does this a lot — as many do - this has to be acknowledged
as qualifying her general level of literacy.

In questioning what lies behind such misreading there - are two
particular aspects.to consider. One is how the reader looks, the
other is how she sees. The first has to do with perception as such,

12
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the second with the interpretation of perception. Whichever of
these aspects may be playing into the equation, if this manner of
looking at words on the page were translated back into a style of
writing, the latter would be sloppy and sometimes illegible. Not
surprisingly, but not without significance either, sloppy readers and
sloppy writers do tend to combine under one hat.” o i
While reading is an activity that necessarily attempts to
dissulve the physical products of writing into meaning, it remains
the case that good reading needs first to be apprenticed to good
writing, and then to remain faithful to its teachings once fluency
has been achieved. The essential thing that- writing has to teach
reading is respect.t At one level this is a respect for the formalities of

-the medium itself - of the distinctions of size, shape and style that

make writing what it is! At a higher level this becomes respect fors
the meaning that writing embodles And at the highest level of all,
writing can teach readmg that for every reader there is a writer:
another human heing who hac made a Pegggng_l offarr R2s)
communicate something, and who hopes that this communication
can be received. (In the special case of reading over one's own
writing this same awareness can also be approached, when 'T the
reader’ may develop a more objective and conscious sense of 'I the
writer', and indeed of the communication itself.)

Let’s look more closely at the first lesson that writing has to
teach reading — the ‘respect for the formalities of the medium’. It is
of course possible for a person without the use of hands, and who
cannot and does not learn to write in the normal way, still to learn
to read. Nevertheless, reading will only emerge out of an activity
that corresponds to what writing is, which could be characterised
as a refined activity of shaping. If the hands caninot be part of this
shaping, other parts of the body must be. It may be the left foot, as
with Christie Brown. It may be the head, with a paintbrush held

in the mouth. Or it may simply be the =yes. Whichever it is,

‘something must move through the shape of each and every letter of s

13
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the alphabet, and each movement must be felt and registered and
remembered, just as with ordinary handwriting, if a person is ever
to go on to read. The more physically the movements are
experienced, the more powerfully and intimately they can be
visualised. One of the things we can learn from the phenomenon
of dyslexia is how closely the sense of movement is linked with the
perception and visualisation of form. Dyslexics frequently show
difficulties in both these areas, and can be helped in their imaging
ability through specific movement exercises that serve to
consolidate a ‘whole body image’ of different spatial patterns and
relationships.

At its most basic level, the activity of writing prepares the
activity of reading for engaging with the difference between a
straight and a curved line, left and right, up and down, and
differences in size. Such differences are fundamental in
distinguishing between one letter and another. But writing goes
further than this. Iflstaitasenicucelihethis, you will be iclicved
when [ finish it like this. You will appreciate that writing — in this
instance alphabetic writing — is designed not simply to represent
letters, but also words. This wasn’t always the case: before the
eighth century the manuscripts of the Roman church were written
as an unbroken string of letters — much more closely representing
the reality of spoken language, which is a stream of phonemes
(individual speech sounds) broken into breaths, or phrases, not
necessarily or normally into words.

The introduction of word breaks was acrually  hugely
significant in the development of literacy — especially when
coupled with a cursive script that bound individual words together
in contradistinction to their neighbours. It was followed by further
refinements in breaking linguistic flow into discrete units: the use
of punctuation to indicate phrasal groupings, the introduction of
paragraphs to picture unities of thought, the inclusion of
quotation marks to identify unities of speaker. Strictly speaking we

2. Whar IS Literacy?

_must acknowledge that such refinements in writing were directly

influenced by the way reading was developing. Historically, that s,
reading urged writing to write in words, because otherwise it was
very difficult to ‘hear’ the appropriate verbal distinctions within
the pictured stream of speech sounds without an actual speaker
there to articulate them.

Before this ‘segregated’ writing finally came about, reading and
writing were both 'still intimately associated with speaking. Now
that it has come about, the way we are taught to write actually
predisposes us to a way of reading. Modern alphabetic writing —
and as we shall see, this is especially true of printed text -
encourages us to read in ‘bytes’. It encourages us o make both
linguistic and cognitive distinctions as we read. What this does is
to make our whole relation to language and thought much more
conscious. Linking this back to the point made earlier, that
reading is actually seeking to dissolve the written script, to look
through it w its undelying meaning, we caii now say tha
prcéisely because writing has come to open up spaces in ieself that
reading has been able ro achieve its objective so well. As you read
these sentences now, the text before your eyes is actively helping
you see the meaning I am trying to convey. The language 1 have
used, together with its punctuation and pa’ragraphing, has been
shaped with this end in mind: in essence, it has been shaped to try

and help you dhink.

it is

The reader-writer relationship

In these last sentences something else has been happening too.
Rather politely and formally, and 1 hope without offending your
sensibilities, I have begun talking to you. Well, in reality of course
I haven’t said a word; nor in most cases do I know who you are, or
expect to be personally known by you. And yet we have entered
into a kind of conversation. I have introduced the personal
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pronouns ‘1" and ‘you into my writing. The closest this has
brought you and me rogether is as it were onto a literary settee,
where ‘we’ sit imaginatively together looking ar right angles to each
other at the objective ‘it’, the subject of the book. (Does this
remind you at all of the TV-wartching picture outlined earlier?)
How does this become different if I now ask you actively to
imagine me writing these words; and not simply writing them, but
writing them to you personally, as if this were a letter coming
through the post? It would be much easier to imagire this if the
words were hand-written, since handwriting always carries the
signature of its author. Even so, the fact that you have nothing
more than printed words to go on need not wholly stand in the
way of our relationship. What, you may already be asking, has a
personal relation between me the writer and you the reader really
got to do with a book about literacy? Very little, in one sense. As
far as the meaningfulness of the book itself is concerned, perhaps
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experience is of the subject 1 am writing about. You would like at
least to be able to trust me — or rather, to trust my words. I, too,
would like to be trusted.

Literacy can be the supreme author of lies,
the abuser of trust. But it can also be the embodiment of trust.
Though you and I cannot see or hear one another, and may not
wish ever to do so, the fact that we are both somehow present in
these words with some degree of murtual willingness does at least
indicate a basic openness to each other’s thoughts, feelings and
even intentions. We are willing to share an inner experience that
hereafter will be inscribed into both our lives. If you want to stop
this happéning, you can do so at any time you wish simply by
putting the book down. This is your freedom, and it is a freedom
literacy makes much easier for you. But if you have connected at
all to the fact that I am a real human being with a reason for
talking to you, who has made the effort to put this in writing, you
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will experience the third thing that writing can teach reading;: that/
writing invokes the gesture of a human being speaking, as reading,
invokes the gesture of a human being listening. /

A complex of skills
This chapter began by asking “Whart #s literacy?” We identified

literacy as a kind of changeling child within our consciousness,
and noted that its acquisition represents a significant loss as well as
a significant potential gain. We acknowledged its complexity as an
evolved human faculty and its dependence upon other
developmental preconditions. We noted the special challenge that
modern alphabetic writing makes upon children learning i,
having only a very tenuous link to the physical and sense-
perceptible world. Moving from this into the realm of reading, we
noted cthat the basic correlation between alphabetic letters and
speech sounds is fraughr with ambiguiry, reqniring experienced
and contextual interpretation. We suggested that the technical aim
of reading is to make writing invisible, but that our abilities in this
direction may overleap themselves and lead to reading errors. We
confirmed that reading needed to be apprenticed to writing at
three levels: that of form, meaning, and communication. ,

If literacy is to be considered a basic skill, we must
acknowledge that it is neither instinctive nor simply acquired. To
emerge at all it must do so in the context of a complex of related
and supportive activities; and to do so effectively and meaningfully
it must be actively linked to effectiveness and meaning: However it
is acquired, the premise upon which the whole of this book is
based is that literacy changes everything. It marks the end of a'
certain kind of communication, the end of a certain kind of
thinking, the end of a certain kind of general consciousness and
the beginning of a new kind of consciousness that is fccused on
the inner world of the individual self./ Paradoxically, and

f
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wonderfully, this same literate consciousness can also expand us far
beyend our cwn experience to share in that of others whom we de
not know!

In the next chapter we shall see what the world at large thinks
of literacy, what it is doing about it and what is happening as a
result of its efforts. Expect some interesting ironies around the
next corner!

18
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Back in the 1960s a theory propounded and researched by the
American social psychologist Stanley Milgram captured the
popular imagination and quickly became -an urban myth. The
theory was called six degrees of separation’. Its claim was that
everyone in the world is connected to everyone else in the world
through an average of just six personal relationships. In 2002 the
young British journalist Lucy Leveugle set out to test whether the
theory would still stand up as well as it had done in Milgram’s
experiments of 1967, given that the world’s population had almost
doubled since that time. She decided that she would try to
establish her chain of connection to some unknown person as far
away from her native London and in as remote a region as
possible. She selected Outer Mongolia as her target country. In
order to identify a named individual within that counury she
placed an advertisement in Mongolian rational newspapers
inviting a response from anyone interested in participating it. a TV
documentary. Sifting through the correspondence that followed
she finally chose her target individual: a nomadic herdsmar: from
the middle of the Mongolian steppe named Purev-Ochir Gungaa.

. The idea that we all might be so closely connected with each
other is an attractive one in itself, and the fact chat it took Lucy
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Leveugle ninc rathei than six steps to reach her herdsman still
allows us to entértain the ‘small world’” notion as something more
than wishful thinking. The reason I mention the story here is
firstly that it says something big about human interconnection
gererally, but also because it offers an interesting angle on literacy
in relation to communication. While Lucy Leveugle’s connection
to Purev-Ochir Gungaa had to be established through a chain of
people each of whom knew the next link personally, Purev-Ochir
Gungaa’s connection to the first foreigner he had ever met came
through the fact that he could — and did — read a newspaper. One
of the curiosities of this story, let’s say, is that Outer Mongolia,
remote and primitive ac it certainly is, has a literacy rate of some
94% with remarkable circulation figures for “its = parional
newspapers considering the lifestyle of its population and the
terrain and distances involved in making deliveries. In the United
Kingdom, by contrast, only some 80% of adults (less in many
regions) are considered functionally literate, and newspaper sales
are falling at an increasing and (for their publishers) alarming rate.
There are other contrasts between the United Kingdom and
Mongolia. The population of Mongolia is something over 2'/:
million, living in 1,565,000 square kilometres of land. The
population of the United Kingdom is nearly 6 million, sharing
ground space of 243,305 square kilomeires. Averaged out, a square
kilometre in Mongolia ‘houses’ 1.6 people, while the same area in
the UK houses 24.7 people. Geographically, Mongolians are
spread thin compared with the Brits; but erhnically they are far
more of a homogenous and unified community. It was their deep
sense of cultural unity, coupled with their ability to relate to each
other over great distances, that lay behind their extraordinary
empire-building achievements under' Ghengis Khan (or. Chingis
Khan as he might prefer to be known). Though this communality
of culture and tradition has since gone through a ‘trial by
communism, amongst other things, there is still something alive
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out there in the fresh air of Mongolia that is positively gasping for
breath over here. This is the sense of connection to one’s own /
world, one’s own people, one’s own roots Yes of course there are
discords in Outer Mongolia; and the old ways are also changing.
But in comparison with the kind of life that you and I know best,
Purev-Ochir Gungaa and his people remiain connected by fewer
than six degrees of separation. They also happen to be collectively
more literate than the people in whose lands this book is iikely o
be read.

[ chink it would be an interesting experiment to measure the
steps between you or me and a beggar in Calcutta. Or even a
beggar in London. For all the criss-crossing daily journeys of our
modern city dwellers, life in the big cities seems much easier to
lose track of. Isolation, anonymity, loneliness, alienation seem to
increase as people press closer togethet. Who talks to each other on
the Tube? Some people read their national newspapers; others, if
d ar all, would have lirle interest in narional

wasy - asa P =

newspapers anyway. Its a different culture here. People are
interested in different things.

It hasn’t passed me by that what Purev-Ochir Gungaa found as
he was looking through Ais newspaper was an advert by a western
journalist inviting him to participate in a western experiment. An
invitation that he accepted. Nor has it passed me by that
Mongolias literacy will beyond any shadow of a doubt draw it
further and furcher out of its own culture into the global melting
pot of consciousness that literacy represents. This may or may not
lead to a cultural alchemy through which it will emerge che richer.
It will inevitably lead to increasingly radical changes at every level
of life, and many aspects of a centuries-long tradition will be

consigned to history.
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- Economic factors

Literacy is a global force. However, the way it is growing and
spreading through the world is neither uniform nor predictable.
Recent studies involving global organisations like the Organisation
for Economic Co-operation and Development (OECD), the
United Nations Agency for Education, Science and Culture
(UNESCO), the United Nations Children’s Fund (UNICEF) and
the World Bank reveal that the 1990 World Conference on
Education for All, held in Jomtien, Thailand, was being unduly
optimistic in serting the rarget of universal primary education by
2015. Not cnly is the target unlikely to be achieved, but the
premise that goes wich it — that’primary education is effective in
raising literacy and numeracy levels — has also been called into
question. Surprisingly, perhaps, the most striking indications of a
failure of education to achieve its own basic objectives have come
from the richest, most developed countries. The follow-up
Fducation for ANl conference (Feb 2000) organised hy UNESCO
and other UN agencies reported that nearly a quarter of 16 to 65-
year-olds in the world's richest countries are functionally illiterate.
This means they cannot understand brochures, train timetables,
road maps, and simple instructions for household appliances. A
national survey conducted by the US Department of Educarion
showed that only about half of the American population was more
chan semi-literate, with the number of illiterate adults increasing
by 2.5 million each year.

Relevant statistics and objectives for less developed countries at
the turn of the 215t century can be seen in the following summary:

« 130 million of the world's children aged 6-11 are not in
school. Of these, 90 million are girls. One in four of the girls
who start primary school drops out within four years.

« More than half of these 130 million children are in India,
Pakistan, Bangladesh, Ethiopia and Nigeria.
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« A further 150 million children drop out without basic literacy
or numeracy skills.

. World Bank research shows that investment in girls is the
single most valuable development intervention any country
can make.

s The World Education Forum's targets are universal pritnary
education by 2015 and the eliminartion of gender disparits by
2005. :

« One in four adults in the developing world is illiterate.

«  More than half of women in sub-Saharan Africa are illircrate.
Over 80% of women are illiterate in Burkina Faso, Sterra
Leone, Nepal, Somalia and Afghanistan. :

« - The child of a Zambian mother with primary school educuiion
has a 25% higher chance of survival than the child of 2 moiher
with no education. In the Philippines, a mother's prinary
education reduces by half the risk of child mortalicy.

« The illiteracy rate in Sierra Leone and Liberia is 80%. They

rank with Angola at the very bottom of the UN's huinan.

development index.?

The surveys from which these facts and figures have been drawn
represent a profound, worldwide concern with the condition of
illiteracy in which the majority of the world’s population lves.
There are different levels to this concern. The most basic level —
the one that drives an organisation like the World Bank to invest
so much in literacy research and literacy programmes — is that of
economics. In 2 world whose economic processes are beccming
ever more globalised, literacy is both a ticket for jumping on the
international bandwagon, and also a key element in the fuel that
keeps the wagon rolling. There is more than simple altruism in the
goal of primary education for all: it makes collective, universal
economic sense to have the world's workforce made as funcrional
as possible; and basic literacy and numeracy are more essential to
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this condition than they have ever been. No doubt there is still an
argument for saying that some elements within the literate world
are happy to keep an illiterate element within the workforée, since
illiterate  pecple are easier to manipulate. However, the
mechanisms involved in such manipulation are often cumbersome
and, in a world where ethical consciousness is growing alongside
economic growth, liable to backfire. In the main, it is seen to make
economic sense to have a workforce that can read instruc¢tions and
fill in forms — whose literacy makes it less labour-intensive to
organise and supervise — and which feels itself valued, included

and ultmately co-responsible within the economic process.

Social factors:

Economic considerations lead to social ones. A quick glance at
literacy levels in prisons confirms that the majority of these who
fall anr with sociery to rhe point of criminality are either illicerate
or semi-literate. The lack of literacy, in most such cases, is clearly
linked with a failure to achieve gainful and satisfactory
employment ‘above ground’. It weuld however be simplistic to say
that lack of literacy can turn people to crime simply because it
deprives them of the same level of material benefits as their literate
fellows. There is another kind of poverty that atraches to illiteracy
in an environment where literacy prevails, whether or not it is
directly linked to employment prospects, and this is social poverrty.
By social poverty I mean the feeling of not being valued by society
— of being socially worthless. When this feeling prevails, crime may
be as much a way of striking back at society as of simply surviving,
Some manifestations of illiteracy may even represent a deliberate
refusal to be associated with literate society even ar grass-roots
level. There is certainly plenty of evidence to suggest that the so-
called literacy crisis in the developed world, especially in urban
areas, is indeed intimately associated with an attitude of ‘who gives
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an expletive anyway?’ If this still leaves a question as to whether
illiteracy is chicken or egg | in the equation, the fact that it is part of
a vicious circle seems undeniable. This closed loop creates its own
kind of culture: one actwely iconoclastic rowards educated society’s
‘precious things’ — its standards of pronunciation, grammar and
spelling, for example. As a sccial phenomenon the existence of an
alienated and unquiet underclass isn’t new; [ believe, howéver, that
the form ic is taking today is radically different from anythlng that
history has seen before. One of the reasons for this difference is the
availability of 2 new kind of ‘bonding medium’ that.can unite the
community of illiterate or semi-literate people in a sense of shared
tdentity, just as literature has been able to do for literates. ‘Thls new
medium is delivered through various orifices: television, videos,
films, computer games and mobile phones in partxcugar What
kind of bonding this really is remains a pivortal question \_ngt_hm the
concerns of this book — as indeed does the social
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cohesiveness associated with literacy.
question. from various perspectives as 3
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Self and world

In rounding off this general overview of the sigrificance of literacy
and illiteracy in the world today, we must take a further step from
social concern into the personal realm. We must ask how 'literacy /
or illiteracy -affects an individual's deep-seated feeling of self?
Although intimately connected with it, this goes further than the
question of how the ability or inabiliry to be able to read and write
impacts on an individual’s self-esteem,. At the deepest level of all
we come to the question,, Who am I? It is impossible to be human
and not have some sort of relation to this question. Exacty what;
sort of relation we have to it is affected by influences that flow
both from inside and outside our own personal consciousness.sThe
development of a sense of self, indeed, requires us to distinguish
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between these two currents of experience. What ultimately enables
us tc make this distinction is a certain evolution in the ability to
think. The essential nature of thinking is that it allows mental
‘reflection’ to take place in freedom from the direct influence of
sensé impressions. The experience of the world ‘out there’ can be
thought about — both reviewed and developed — ‘in here’. And as
the thinker becomes aware of this process, he may also become
aware of the fact that just as thinking is different from sense
experience, so the thinker is different from the world experienced by
the senses. The thinker is indeed the ‘self” that is active in a thinking
process that is not proceeding automatically. ‘I think, therefore I can
know that I am', might be the best way of putzing this.

The basic connection between thinking and literacy was
outlined in Chapter 2. Literacy makes thinking easier precisely
because it so effectively severs the source of experience from the
world of the senses — including the dimensions of time and space.
in doing this, literacy also strongly reinforces the impression that
the thinking writer-reader is in possession of his thoughts — is their
sole present incumbent, so to speak. And in doing #his, literacy
strongly reinforces the writer-reader’s inner, self-contained, self-
directed (because neither the pen nor the book is mightier than the
ability to put them down at will) sense of perscnal identity. The
reader may be accepting someone else’s words, but they are being
accepted into the reader’s world — the world of the reader’s self.

Self versus tradition

And what has this to do with the state of the world out there? Put
simply, literate societies and literate economies are more focused
on the experience of self than those still largely embedded in an
oral culture. They develap value systems that put individual rights
- including freedom of thought and freedom of speech — and
individual opportunities based on the principles of ‘free enterprise’
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at the summit of their collective aspirations. This is not to deny
that literate populations have and express altruistic sentiments, nor
that they have collective sentiments with regard to their own local
culture. Nor is this to claim that non-literate people are inc.apable
of any real experience of self, or of differentiation. frorP their own
community. It is. simply to point to a generic drﬁ‘c.rcnct" of-
emphasis between {iterate and oral cultures, the o‘ne focusing more
on individuality and freedom of expression and the other more on
a local-scale social conformity and tradition.

The contrast and conflict between these two kinds of culture can
be very poignant. A recent Chinese documentar.y ﬁlr.ned by Wang
Qinze called Ou Dede and his Daughters brings this poignancy home
very powerfully. The documentary is set among the Nu tribe of the
Yuhnan Province of south-western China. The Nu people sp.eak a
language belonging to the Tibetan-Myanmese group of t.he Chp.neSo‘:—F
Tibetan language family. It has no written form, and, like many o
their ethnic minarirv neighbours. the Nus used to keep records by
carving notches on sticks. Nowadays, the growing m‘m‘lber .of
educated Nus use the Han language (Chinese) for admxnlstratlYe
purposes. The traditionial Nus are animists, whose objects of worship
include the sun, moon, stars, mountains, rivers, trees and rocks. 'I.“he
shamans are often clan or commune chiefs and practise divination
to ensure good harvests. Apart from that, their <.:lut'ics also include
primitive medicine and handing down of the tribe's folklore. Any
small mishap becomes the occasion for an elaborate appeascment
rite, involving huge waste and hardship to the .N‘u people. The Nus
practise an extempore type of singing accom'pamed on the‘dabla (a
lute-like instrument), flute, mouth organ or rc;d pipe. Their dances
are bold and energetic — mainly imitations of animal movements.
They are masters of the crossbow. ‘

In Wang Qinze’s documentary, Ou Dede was the village

nlusician WhO playcd thC dab'ia, Sang abou( [he l!FP and "\inO[’y Of hlS

people and performed the ancient rites. Traditionally the tribal songs
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and dances were passed from father t¢ son, but Ou Dede'héd only
daughters, three of them. This was a problem. The village headman
had just returned from the local government meeting, where it had

been decided that the preservation of traditional Chinese cultures

should be a priority, and so Ou Dede would have to pass on his
knowledge to one of his daughters, or to another boy from the
village. This demand to break with tradition in order to preserve
t-adition threw Qu Dede into an almighty existential crisis. ”

The ensuing crying, shouting, singing and drinking meant that
this anthropological documentary began to resemble reality TV.
\VWhen Ou Dede finally decided to teach one of his daughters, he
incxplicably chosé Third Daughter, who wanted to stay at school,
instcad of Second Daughter, who had her heart set on the jo!.
(1hey really didn't seem to have names.) Second Daughrter went
ballistic, and Third Daughter went to the itinerant teacher in the
hut that doubled up as the village school to ask what she should
di... The teacher finally came up with his answer: ‘Learn to read,
but also play the dabia. Books can teach you abourt the world,” he
said, ‘but only the dabia can teach the history of the Nu.’

Sadly. Third Daughter was never to have the opportunity to
take up her teacher’s challenging counsel. The film ended with her
father Ou Dede going alone to the grave of 4is father, who had
first raught him the dabia and finally’ handed on both the
instrument itself and the shamanic traditions associated with it. In
a state of increasing distress, he invoked his father’s spirit through a
mixture of prayer, song and rant to intervene in this crime by
culture against. culrure. “What 75 culture?” he demaxudeci,
completely mystified, tears running down his face as he begged for
some confirmation of a meaning to the calling from which his own
people had now begun to turn away. Whether once in the past he
had been able to hear his father’s spirit voice we could only
surmi_se; this time, however, there came only silence. In a shocking
moment of despair, Ou Dede smashed his dabia against the carth;
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and the window into this distant, contemporaneous world filled
up with credits.

What is culture? Whart relation does it have to the experiences
of community? What relation to the experience of self?’ What
relation to the world of nature and the world of the spirit? "What
relation does culture have to language, and to ways of thinking?

What relation does one culture have to another? What destroys a.

culture? What sustains it? What enables it to develop? .

Linguistic monoculture

All these are questions that bear on the phenomenon of literacy. In
today’s world they are particularly pressing questions, because
thousands of individual local cultures are being overwhelmed by
larger cultures, which in turn are ‘amalgamating into something
increasingly all-encompassing. A symptom of this demise is the
death of languages. As john Sutherland put it in The Independent

(March 2002):

Languages are possibly the most complicated structures the human mind
has ever invented but, tragically, our species' most impressive creations are
dying. According to the British linguist David Crystal, an indigenous
language currently disappears every two weeks. By the end of the century,
it is projected, 5,500 of the current 6,000 languages now spoken will join
Latin and Greek as ‘dead languages’. Those, of course, were once two of
the world's top languages. Sic transit, as they used to say. What we are

witnessing is linguicide. A language massacre.

What is rushing in to fill che vacuum these dead languages leave

behind them?

There's no mystery about the root cause of the linguistic holocaust that
we're living through. Take a holiday anywhere in the world. Your airline
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pilot will, as you listen to the safety instructions (in English), be
comnunicating with. ground control in English. Signs in the airport,
whatever country you're in, will be duplicated in one of the world's top 20
languages — most likely English. You'il see Ccca-Cola logos. MTV will be
playi(;\g on the screens. Muzak will be crooning out Anglo-American lyrics
as you walk through the concourse to baggage reclaim. At the hotel, the
desk clerk will speak your language, as will, probably, the beithop (His tip
depends on being polyglot.) Go into any internet café and the keyboard
code that wiil get you best results is what you are reading now: English -
the lingua franca of our times.

The spread of English is the product of naked linguistic superpower. If
anyone anywhere wants to get ahead'nowadays, an abhility to speak English
is obligatory. We take it for granted. Wher the premier designate of
Afghanistan visited Britain a few weeks ago, the newspapers were entranced
by his exctic dress — that colourful tabiecloth-like shawl draped on his
shoulders. No one commented on the fact that the dapper Mr Kharzai spoke
better English than most of the journalists who interviewed him.

Whose English are we talking about?

Is ‘English’ a misnomer? Would it not be more accurate to rename what we
speak ‘American’?... American is, currently, the dominant English dialect.
Even Tony Blair says, ‘I'm a straightforward 'kind of guy,’ - just like Tony S

{Soprano, that is).
How come American?

A favourite axiom among linguists is ‘a language is a dialect with an army
behind it‘.”Fo!iow the big armies (Roman, Norman, American, Chinese,
Russian) and you'll find the ‘world languages’. The most potent army, in
2002, ﬂies_ the stars and stripes. If Tony had the Seventh Fleet and 500 B-
52s, Dubya would be talking just like the man in Downing Street. Dream

on, President Blair.
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Anything else?

Another factor speeding the worldwide spread of American-English is the
‘dialect levelling’ induced by modern mass media. Some 40 per cent of
British prime-time TV is American originated; cinema screens and MTV-
style music channels are even more tilted towards the transatlantic product.
The resultant levelling can be measured in the younger population's
preferred ‘discourse fillers': ‘ya know’, ‘kinda’, ‘sorta’, ‘check it out’. You'll

hear them as frequently in London as in New York.
And what may b¢ bound up with the death of a language?

Be it a weapon of war or a cultural signifier, language is to Homo sapiens
what water is to fish. Take it away and we're neither human nor sapient.

If this is meant to apply to the loss of language altogether, does it
. ! L H sFal
4 a
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by some larger interloper?

Save the whale, yes. But save, say, Manx (the last native speaker on the Isle
of Man died in 1974) - forget it.

Forget it? Because it is inevitable, or because it is ol no
significance? Welsh came close to dying, but is now in the pro:ess
of being saved. The same people who held out against the Anglo-
Saxons and their tongue are still fighting for their own linguistic
and cultural identity. Weish is the first language in lacge numbers
of their schools, ‘English the se.cond; and Welsh is raught s a
second langudge where it is not the “first. The people ho
produced Taliesin still produce their bards; bur the best of (heir
bards, although they may speak Welsh, largely write in Engt sh.
Most reading in Wales is done in English (though not 10St
television watching). In this small, mountainous countrv we finid a
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people who have come to believe passionately that linguicide is a
form of cultural murder and who are fighting w0 keep their
language alive, not so much in the literary realm (although the
Welsh road signs don’t let you overiook them) as in the spoken
realm — the realm of oraliry. Though the Welsh speakers tend also
to be literate in Welsh nowadays, few if any of the native
popuiation refuse to read or write English on culrural grouﬁds. As
a people the Welsh seem to have managed to take up the essence of
Third Daughrter’s teacher’s advice: Learn to read, bur also play the
dabia. The reading is the English bit, the dabia’ the Welsh bir.
Maybe the ‘dabia’ playing has had ro go through a trial by self-
consciousness that has strained its naturalness. Maybe it is not,
and can never be, what it was in the heyday of the old Welsh
bards. Maybe, for ali its struggle, it will still go under. Or méy, just
maybe, it will continue to flourish as a living c'ulturc_t with a living
language that can incorporate the global language of its neighbour
as means or written and electronic exchange with the wider worid
without being sterilised by it. Time alone will tell. ('ve just read —
The Independent, 19 April 2003 — that the Welsh language is
making a remarkable revival in Patagonia, where it was implanted
by colonists in 1865. Thanks to a scheme in the 1990s by the
Welsh Council to send more Welsh teachers to support’ this
resurgence of interest, which Jjuan Peron tried to suppress, the
younger generation is now relearning the language of their parents
and grandparents ‘in their hundreds’. Hardly world-shattering, but
interesting nonetheless.) '

- Having ranged between Mongolia, China and hilly Wales it is

“now tme to take leave for a_while from the contemporary world

and travel back in time to see how this thing called literacy first
developed.
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Proto-writing

How did the Mongo! hordes under Chingis Khan communicate
with each other> When they were within listening range, being
human rarher than demonic (despite the rumanre), they snoke to
cach other in the normal manner. When they were out of listening
range they rtypically chose. one of three options: they sent a
messenger on horseback to carry a spoken"rh-csségé;‘“they waved
flags at each other when horses would have proved too slow,
typically in the process of fighting a battle; or they made smoke
signals, like native American peoples, that could be ‘read’ from
maybe forry miles. These three steps outwards from direct speech
are also three steps in the direction of an alphabet.

Listening to a messenger is just like.listening to anyone else,
except that the listener is being asked to believe that the
messenger’s words are the same as the words originally spoken by
the sender of the message. In cultures that used or use messengers
as a basic means of distance communication — pre-literate or oral
cultures ~ the identification of the messenger with the message
sender, and indeed with burden of the message itself, is made very
readily, as the saying about shooting the ‘messenger of bad news
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may remiiid us. We might expect this to make messengers more
cconomical with the truth in the case of life-threatening messages;
and perhaps sometimes it did, although it s typical of oral cultures
that their respect for the word is fundamental, and lying is
something they are bad ar. .

Interpreting semaphore is different from listening to someone
speaking, relying as it does upon 2 different sense. It is also

.different from the interpretation a deaf person would make of

someone talking, since neither lip movements nor the other
natural movements of ordinary speech are involved. The
beginnings of semaphore undoubtedly arose as extensions of
simple arm movements such as pointing and beckoning. Gradually
the process became more sophisticaced, with the signals coming to
represent pre-understood ‘directions’ rather than simply referring
to perceptible realities within the physical directions of space. At
all times, however, the givers and receivers of the messages remain
present in the same phyeicnl, visible environment. To rhis extent
they remain ‘in touch’.

With smoke signals this latter factor disappears. The meaning
carried by puffs of smoke is discarnate: it no longer requires
human beings to be perceived as part of it Originally the
perception of smoke was of course experientially connected with
the presence of human beings; however, the smoke can only say
more than ‘I am here’ when an understanding of the signals has
been pre-formulated. Both the constraints of the medium and
limitations in the ability to deal in abstractions kept such aerial
messages fairly simple; nevertheless, smoke signals represent 'more
than just a step away from direct speech — they represent a
quantum leap.” )

A similar leap can be observed when we trace the development
of 2 more obvious form of writing. Some thirteen thousand years
ago, in the region berween the rivers Tigris and Euphrates
sometimes called the cradle of civilisation, the lifestyle of the native
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people changed from being nomadic to being pastoral. Anumals
were raised and kept in one place, and crops were grown. The moge
people put’down roots in one place, the more important it beame,
for them to keep track of assets that might retain a tendenty to
wander away from them — either physically (like their catile) or
mentally (like their produce stores). ‘Keeping rack’ meant it tially
just that: keeping a fix on animal tracks. Later it came to include
keeping an account of all sorts of legless things as well.

One way to interpret animal tracks is to follow them w the
right direction until they lead o a real animal. Another is . learn

from experience what kind of animal they would lead to if

followed. A really experienced tracker may even be able to
distinguish an individual animal by its tracks, just as wo may
distinguish an individual human being by his or her finge1, rints.
[n ‘each of these instances, the animal leaves behind in th- mud
some impression of itself — an impression thar points to the reality
that created it.

In hot countries the impressions made in wet mud tend o get
hardened in the sun. It is theoretically possible in this situation to
assure oneself of the existence of an animal literaily by keeping one
of its hardened tracks. It would be easier, and not requiring a huge
edp of imagination, for a cowherd to mode! something hke an
animal track himself and relate this to one of his animals,
numerically if not specifically. Such counters, circular, ovoid and
diamond shaped, have indeed been unearthed from ancient
Mesopotamia.

If the archaeologists have got it right, then around eight
thousand years ago a significant change took place in the basic
method of keeping track of the ‘tracking’ counters. They began to
be stored in sealed clay pots, into whose outer shells — and this is
the big new step — were inscribed representations of the counters
kept hidden within the pots. The pots could be shaken, and their
counters beard, but the only visible sign of them was a kind of
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picture. The relation between this picture and the invisible
counters had to be taken on trust; although. if any significant
doubc arose it was always possibie.to break open the pot and verify
the contents. Later, as these sealed pots became more widely used
as records of an exchange of goods, the participants in a
transaction would impress their personal seal (being illiterate, the :
wore this prefabricated signature round their necks) into a s;)ccia)ll
f:lay t?ken that would be included in the pot with the other
bullae’ representing the objects sold. The individuals’ seals could
also be impressed on the pot’s outer shell. |

Yet another step away from the concrete representational
system of the counters came at around 3,500 BC. Again, this ma
seem a small step to us, but for mankind it was another giant leapy
Having first experimented with hiding the counters, now th<;
counters are done away with altogether. In their place are kept
simply the impressions made previously on the shell of the pot
The por itself now being redundant, its memory is ne.vertbé'ﬂss.
retained for a while in the curved shell-like ‘tabler’ (reminisce;;twof
the concave lid of the original pot) on which the signs are written.

It may be argued thar such ‘writing’ is more to do with
numbers than words. It does have to do with numbers, but it aJsc;
refers to numbers of specific things that have names.: Literacy and{
numeracy are indeed closely related, histerically and inherently.
They both involve the magical act of translating somethin;v:
concrete into something abstract; One of the most extréordinar;
cjevelopm.ents in’ numeracy — all the more extraordinary because
for us it has become so ordinary — was the incorporation of the
‘number’ zero. The story of zero is a mysterious one, but it seems

that it also has to do with impressions in clay, or maybe in sand.

The kind of concrete counting still done on an abacus has been
done over the millennia in various related  ways; notably with
pebbles and ‘counting boards’. Pebbles were pressed into-either a
clay tablet or board covered with sand to build up a number total,
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and removed from it in order to reduce that total. Without getting
side-tracked into the intricacies of place value that precede the
arrival of zero into mathematical thinking, both the form and the
significance of the cipher were probably first derived from the
impression left by a pebble that had been removed from its
counting board. The peint about zero as a mathematical tool (for
that is really what it is) is that it is both substantial and
insubstantial at the same time. It represents something that is not.
actually there, but whose absence asserts itself as an active ands
meaningful presence.!The same kind of credibility has to be
accorded to the various signs of writing. _

Time and the world have produced a very large number of
signs rhat are fit to be called writing. Most, but not all, of these
signs have now been deciphered — which means, literally, that they
have had their zeros removed. The meaning of some signs has
remained completely elusive, and some have had to be best
guessed. We cannot be sure, for cxample, what intention lay
behind the remarkable Palaeolithic cave paintings, or sketches on
bones and stones, found in southern France and Spain. Were they
simply pictures of things seen, or did they carry magical or some
other kind of conceptual overtone? Nor can we be sure of the
significance of the numerous river pebbles of the Azilian culrure
(Middle Stone Age), painted in iron peroxide with dotc and lines;
or of the ‘petroglyphs’, which are geometric signs or
conventionalised figures of men, painted or engraved on rocks, or
on the stones of megalithic tombs and other Neolithic Period
monuments scattered in particular around the Mediterranean
region. We can simply be fairly sure that they all had some kind of
meaning for those who created them.

From its misty beginnings, the art of representation that
develops ultimately into writing as we know it has no clear thread
either of geography or of chronology that ieads from then to riow.
It is nevertheless possible to speak of stages of development in the
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writing process that have an inherent sense and natural order, and
whose appearance can be correlated with stages of cultural
development in the societies associated with them. This same
correlation can also be recognised in terms of the stages of
individual human development, as we shall explore later.

The smoke signals and semaphore of the Mongols both belong:
to the category of proto-writing, or embryo writing. This is the most
rudimentary type of writing system. Examples of this type usually
have a small inventory of signs and leave large room for
interpretarion. They don't denote full running texts but instead
serve more like mnemonic devices for the recipient of their
message. However, they are propetly called writing systems because
in some small way they do represent the underlying language, no
matter how poorly. Some types of proto-writing are more pictorial,
others more related to gesture, and yet others express themselves

through symbolic tokens. An example of this latter kind can be
found in the communications of the Nu tribe we visiicd carlier,
where a piece of chicken liver, three pieces of chicken fat and a
chilii, wrapped in red paper, indicate ‘prepare to fight at once’. The
kind of imagination that produces proto-writing is one chat lives
deeply in the experience of metaphor, where one thing is ‘literally’
identified with ancther. The chicken 7s the enemy; the chilli #s the
fire of wrath. The smoke of the fire #s the spirit of the people. The
dance of the flags is the gesture of the peopie. Such signs and
tokens have meaning because, and only insofar as, they are directly

a part of the experience of the people. Their symbology i< never
abstracted from this experience.

Pictography

The development of the drawing element in proto-writing leads into
pictography, or picture writing proper. Here the painted or drawn
images individually speak for themselves. What they might mean
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From his pouch he took his cclours,
Took his paints of different colours,

On the smooth bark of a birch-tree
Painted many shapes and figures,
Wonderful and mystic figures,

And each figure had a meaning,

Each some word or thought suggested. ..
Life and Death he drew as circles, .

Life was white, but Death was darkened:

Sun and moon and stars he painted,
Man and beast, and fish and reptile,
Forests, mountains, lakes, and rivers.
For the earth he drew a straight line,
For the sky a bow above it;

White the space between for daytime,
Filled with little stars for night-time;
On the left a point for sunrise,

On the right a point for sunset,

On the top a point for noontide,
And for rain and cloudy weather
Waving lines descending from it.
Footprints pointing towards a wigwam
Were a sign of invitation,

Were a sign of guests assembling;
Bloody hands with palms uplifted
Were a symbe! of destruction,

Were a hostile sign and symbol.

All these things.did-Hiawatha -
Show unto his wondering people,
And interpreted their meaning...

4. The Emergence of the Alphaber ‘

Logographic writing

As the ability to interpret meaning from pictures develops, it runs

parallel with a refinement in the ability also to perceive common,
denominators in differenc things, and to express these’
linguistically! The words you are reading now are mostly

composite words, made up of smaller individual words and

sometimes even smaller ‘roots’ uf verbal meaning, induding

morp/veme.pThe word understandmg contains three morphemes:

under-stand-ing. ;When a society’s language develops to the poing

of being able to ‘spell out’ relationships of ideas in the composition
of its words and the ways of stringing its words together, its,
method of writing naturally turns from picturing things to,
picturing words+ As with the shift from picturing things to

picturing ideas associated with thmgs, the shift to picturing words

themselves is hugely significant. The generic form of writing that

pictures words is called logographic.,

The first stage of word picturing still refers essentially to the
‘thingness’ of words: to their objective correlatives in the
phenomenal world. A word like ‘understand’, which seems rather
far-removed from visible phenomena, would still need at this level
to attach to some kind of picturc. The image of Atias holding the
sky, or the world (as he appears in some depictions), up at the level
of his head is such a picture. To picture ‘understanding’ we would
need to include some image of an ongoing process to represent
‘—ing’: perhaps a wavy line like a stream. Whatever symbols do get
chosen in a logographic system of writing, they only become
authorised ‘logograms’ through collective endorsement. The whole

society, in other words, must agree to use the same symbol to
represent the same meaning each time it is used: something that
simpler picture writing is not obliged to do. Interesting that in
German and English we ‘stand’ in a . certain' relationship to
something when we understand it, while in French we ‘contain’ it.
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Every language gives 2 slightly different, untranslatable perspective
on shared realities. One consequence of this is that a logographic
script may develop a staggering number of individual logograms:
in Chinese, for example, there are some 10,000 logograms, most
of which only rarely appear in everyday usage.

Phonetic writing

No doubt the sheer cumbersomeness of such writing largely
explains why only eight or nine examples of it are known to us
(cuneiform, hieroglyphic and hieratic, demotic, the scripts of the
Indus valley people, of the Cretans, Hittites, Chinese, Mayas, and
Aztecs, and probably also the mysteriors Easter Island writing),
and why the next radical metamorphosis in word-picturing comes
about. The new and portentous development is that of phonetic
writing. This is the graphic counterpart, not of words and their
mcanings, but of speech and its sounds. It is the visible
representation of something quite invisible, and it both diminishes
the necessary range of symbols required for writing, and hugely
opens up the possibilities of literary expression. Even the main
logographic scripts just mentioned could not resist its attractions;
and came to incorporate a phonetic element into their writing
systems. The first offspring of this marriage was a feature called a
rebus. A rebus represents a word by using pictograms to repiesent
its individual morphemes or syllables. To give an example using
English: the name Woodbury could be depicted by three trees in a
row and a berry. In one of the curiosities of linguistic history, the
rebus has recently made a cultural comeback connected with the

use of the mobile phone. T4 2 & 24T, ME4 U & U 4 ME... is

an example of ‘textese’ using the rebus principle.

Pure phonetic writing falls into two classes: syllabic and
alphaberic writing. Syllabic writing does what it says: it represents
syllables — including vowels when these take up a syllable. When
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we listen to speech, syllables are the smallest sound units that we
listen for in a word that is unfamiliar to us. (With familiar words
our conscious analysis stops at the level of distinguishing the word
itself from its contextual phrase.) What unifies a syllable is its
rhythmic value: it is like a single note in 2 melody. The word
‘syllable’ itself has three syllables: syl-la-ble. In syllabic writing it
would-be a three letter word.

Alphabetic writing analyses speech sounds even further, right
down to the smailest units of sound incorporated into a particular
language. (These, incidentally, are never more than a respectable
fraction of all the vocal sounds that human beings make.) Such a
unit of sound — an atom of speech, we might say — is called 2
phoneme. The basic principle of an alphabet is that its individual
letters, represent individual phonemes. As in atomic theory,
phonemes combine to mmke ‘molecules of sound, such as
diphthongs (vowel blends) and consonantal digraphs like ‘ch’.

The world's first fully alphabetic writing system was born in
Egypt around 2000 BC, as the Egyptologist John Coleman
Darnell established only a couple of years ago. This proto-
alphabet, distilled . from existing phonetic symbols scattered
amongst the body of Egyptian hieroglyphs, developed via two
divergent branches: the Canaanite branch, which led eventually to
our Roman alphabet; and the Arabian branch, which flswered ito
the modern Arabic scrip and also the alphabet of Echiopia. (The
fascinating story of this development is clearly described in %e
Alphabet by David Sacks.?)

A significant feature of this original alphabet was that it 'vas
purely consonantal: it had no letter forms for the vowels. | »th
Arabic and Hebrew writing still retain chis characreristic. It wa: rhe
Greeks who first gave vowels a 'literal' status in their adaptatior. of
the Phoenician alphabet The different significance of vowels and
consonants is fascinating and fundamental to an undersrandir ¢ of
how language weaves together the world ‘out there’ with the v 1ld
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¢in_here’. Rudolf Steiner had much o say about this; in particular,
he drew attention to the relation of consonants to the world of®

1 things and vowels to the world of feelings. A consonantal alphabert,
Y g P

if this is accepted, is still biased towards the world thar can be
pictured — and the Hebrew letters are indeed actually named and
also somewhat shaped after real things. The first Hebrew letter
aleph means ‘ox’, and could be related to ox qualities, if not an
actual ox picture, by an erudire Hebrew scholar. By not writing
vowels the assumption is — since they exist in the spoken language
— that they will be supplied by the reader. Actually, the original
assumption was they would be spoken aloud by the reader ~ for
silent reading was unknown in Hebrew and all other literate
cultures to begin with, and was initaily treated with great
suspicion when it first began to be practised. Another assumption
went with the consonantal writer’s omission of vowels: that the
reader-speaker would already know the text he (sic) was reading. If
he didnt, there was every chance that he would misread the
inl'cnded meaning, since many words could have more than one
writing, in essence, was part and parcel of a culture still strongly
based in its oral traditions! which writing and reading served
initially to reinforce rather than to develop. (When Aramaic
supplanted Hebrew as the spoken language of the Semitic péoples
it became necessary for the Hebrew texts to have their vowels
indicated by'punctuation marks called niqqdd, which are still
retained in today's modérn Hebrew.) Interestingly, the use of
consonantal writing, like the rebus just mentioned, has made a
comeback in the shorthand Imgo of tcxtese whr u cn brve8 in
wl.ivr wa u cn gt wa wth. “

An.alphabet that includes both consonarnts and vowels (C and
V alphaber for short) is a fully sharpened tool for scribing every
possible nuance of spoken language into its graphical ‘objective
corvelative’. Well... it has the potential, certainly, to be used as
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such a precision instrument, leaving no blurred edges of meaning
to be resolved by contextual or other means of interpretation; but
the reality is that something in the development of language itself
has significantly thwarted this high ambition. You read this. How?
As read (present) or read (past)? There are countless examples, in
English especially, where spellings are ambivalent, not to mention
outlandish. The child who has to learn English spelling may grieve
at this recalcitrant refusal of words to play by the phonetic rules;
but the lover of language must aiso fall in love with all the
idiosyncrasies that both history and geography endlessly write into,
it, and rejoice at the inability of standardisation to overcome these:
entirelv. {Even so, the C and V alphaber is a truly remarkable box
of tricks — all the more so for being so simple. It can represent any
word in the language that belongs to it, most other words in other
languages, and even words that have never been spoken — like this
word I have just invented, ‘flentish’ — all in a way that can be learnt
by children.

Let us remember, however, that the C and V alphabet was the
last of all alphabets to develop historically, and remains the most
analytical and abstract representational system in common use
outside mathemarics. To understand it requires a specific form of ,
synaesthesia: the ability to ‘cross-wire’ the senses of sight and /
sour.d in a way that really isn’t natural.sTo assume that because its
principles are. so very simple means it can therefore be simply
taught is both misguided and, when applied to the education of
young children, dangerous thinking.

A brief overview of writing'

Before we go on to look at how the English alphabet might best be
taught to children, this chapter on the emergence of the alphabert
needs rounding off with a summary of how the different alphabets
have actually been written down. Prehistoric writers drew pictures
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and symbols on stones and walls of caves. About 4000 BC, the
Sumerians pressed marks into soft clay, which_they then baked.
About 3000 BC the Egyptians invented papyrus to use for writing.”
In thie 2nd century BC, parchment, a specially treated animal skin,
began to replace papyrus as the chief writing ‘material. The
Romans constructed a new kind of book: instead of long rolls of
papyrus or parchment, they made books from wooden boards and
tied them together with thongs. After the invention of a brush and
a suitable ink, the use of cloth as writing material became popular.

The Chinese experimented with making paper. According to
Chinese tradition, Ts'ai Lun, a Chinese court official, invented
paper in AD 105. He used the inner bark of the mulberry tree.
Within SO0 years, the Japanese also knew the craft of
papermaking. The use of paper spread westward from the Far East
by way of Baghdad, Damascus, Egypt, and Morocco. The art of
papermaking reached Europe more than 1,000 years after its
invention in China.

The Chinese were also ahead of Europe in the development of
printing. Printing from moveable type was practised there in the
13th century — although the existence of so many characters in the
Chinese language led to a return to block books. It took a further
two centuries for the first printing press to be set up in Europe.
There is some dispute as to who actually reinvented the printing
process, but most books remember Gutenberg of Mainz as the
man. What is beyond all dispute is the tremendous effect that
printing has had upon the western world. Its ability to duplicate
texts has led to both a vertical and horizontal spread of literacy. By
vertical, 1 mean that the literate oligarchy associated with the
medieval church lost sole possession of the thing that gave them
their ultimate power, namely the Word of God. The reproduction
of the Bible enabled the laity to gain their own access to the
scriptures, and a huge shift in moral and social authority followed
in its wake. The horizontal spread of literacy through printing
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involved different classes of peopie being able to communicate
more widely and quickly amongst themselves: merchants with
merchants, . scholars with scholars, gentry with gentry — and
eventually most classes of people with most other classes of pcople
on a newly equalised footing made possible by the ability to 11d a
pamphlet ora book.”

Printing ‘changed religion, science, politics, social and
economic relations, patterns of trade and methods of production -
and above all, it changed people’s relation to language. Liter .ture
became ever more a meeting of minds rather than the joinit ; of
‘hands’ represented by handwritten communications. The flc w of
cursive script became the blockwork of text, an architectui« of
frozen ideas, feelings and intentions that could be woken to it by
anyone who had the power. Increasingly, the printed wa of
writing became the educated way of speaking: clipped, structired,
measured, standardised ‘and self-conscious. However, the i:ady
appetite of the printing press was not averse to ingesting and
perpetuating the uneducated vernacular as well; and the genivs of

a writer like Shakespeare was to write in the ‘low’ as well as ‘high’

style, and so help preserve the character of orality within the very
medium that was beginning to emasculate it. (Shakespearc, of
course, didn’t write initially to be read — apart from his poetry —
but rather to be spoken. Nevertheless, he was a figur=head in the
impulse to preserve the life of language through the possibiiities of
printed literature, and for thar we must be truly grateful.)

While printing revolutionised the spreading of the written
word, it also, as its technology developed, allowed the spreading of
images. Embellishment and illuscration had long been a part of
hand-written manuscripts, but the possibilities of linking text with
illustrations and, later, photographs in printed books, ushered in a
new experience in reading. In a way, something finally
extinguished from visibility by the phonetic alphabet could now
make a " reappearance. At the same time, the increasing
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sophistication of printed illustrations took'somcthing away from
che reader’s own imagination, or at any rate served to reshape the
inner pictures evoked initially in the reader’s mind by the words
thernselves. , S

Fifty years ago it would have been hard to envisage a further
revelution in the realm of the written word that would rake it
beyond the parameters of print and fundamentally redefine the
meaning of a ‘paper’ or a book. But that is exactly what has
happened. The revolution in information and communications
rechnology that marked the latter part of the 20™ century has
proved as radical and extraordinary as anything affecting the issue
of literacy to date. It marks a further — dare we yet say final? — step
of the written word away from sensory and tangible human reality.
Now even written werds themselves need have no substance: no
paper, no ink is required to embody them; they can live in a
suspension of electrical light, visible yer untouchable, instantly and
endiessly reproducibie and equally instantly reducible to nothing.
They can appear i»n. all manner of fonts, sizes and colours, and
change their shapes and colours in a blink; they can leap into the
company of other images and wander amongst them; they can
spill into their ethereal manifestation through the fingers or even
directly through the voice; they can appear fully formed and
instantaneously as answers to questions posed minimally and
ungrammatically to mysterious entities called search engines; they
can appear identically and simultaneously to people scattered all
over the globe who ‘can respond to them in a network of virtual
conversation without necessarily knowing one iota about those
they are conversing with. Are we already so used to this wizardry
that its illusions have become simply a part of our way of life?

At the time of Writing, only abourt 2% of the world’s
population has access to the internet, and fewer than this own
their own computer. In America, by contrast, almost 50% have
regular internet access, though many use cyber cafés or work
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computers rather than their own PCs. The question about the
computer’s wizardry will undoubtedly have different answers in
different sectings.. Anyone who thinks about it, however, must
acknowledge that the theoretical possibility of linking everyone in
che world with everyone else in a live conmunication network is
mind-blowing. The difference between a computer neework and a
telephone network is that even when everyone ‘talks’ at once, the
different snippets of conversation arc put on ice and can be
retrieved when convenient, minutes, days or years later.

The freedom to pick ones own way through the
communications of a chat-room is similarly available when reading
‘hypertexts’, where words or phrases that appear in blue provide
instantaneous links to other bodies of text related specifically to
the highlight, and which can be followed or not according to
personal interest. This gives new meaning to the notion of hidden
meaning in a piece of writing. A blue word no longer means just
what it 3ays. At the saime tii‘né, it is evei su w;uiug, Lu bpcu out K
meaning if you ask it. Its enigma is only skin deep, unlike the
meaning of, say, the four Hebrew letters yod he vau he — the so-
called Tetragrammaton or Holy Name of God — whose nature is to
be ultimately inexpressible.

Many searching questions . are set before us by the
‘technologising’ of the word. Later we shall return to them, but for
now there fremains a fundamental connection to. be explored

_between the way humanity has evolved as a whole through the;
course of history and the way individual human beings develop.
biographically. The parallels are striking’ and have a direct
relevance to choices we make when intervening in children’st
development through upbringing and education.
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Both biological and psychological aspects of human development
will be considered together in this chapter. The very idea, derived
from[Descartesf that they could be considered otherwise, that there
is an unbridgeable mind-body divide, has already caused enough
trouble in recent history, though this is fortunatcly passing out of
fashion again. Body and soul may not be two words for the same
thing, but they are two sides of the same coin. In childhood
especially it is crucial ro recognise and trear the human being as a
single organism, where what is focused in one area affects all areas
" ‘together. The further step of treating the whole of humanity as a .«
o single, mighty being that behaves as an individual - as William -
DR .Blake did withﬁhis Igiam Albiorf’- i1s not really a step in a different
" direction, though it may feel like a bigger one. For anyone
working with children it can only help to feel part of something
universal, predictable and familjar. Comparing macrocosmic with
Mmicrocosmic pictures can also be 2 stimulus to finding out why
human development naturally should take the shape it does, and
make it easier for us to work with rather than against jt.

So let’s go back to where it all begins.
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Embryonic devefopment et

In the mother’s womb, whete the embryonic human being is in the
world but not yet ofit, an alphabet is written into flesh and blood. It
is an alphabet of form: of soft, suggestive shapes that slowly"change
rom one inte another without ever quite coming into full focus.
Those who have studied this alphabet closely can teach us how to see
it. We come to realifs'e thar the rransformations of the human embzo
thr—;&;;h the nine months ot pregnancy are in fact an €vocation of the

- . - 3 .
‘entirety of biological evalution. Ontogeny recapitulates phylogeny’ is .

how the scientists puc it. Inidally in the realm of form, or anatomical
lﬁxo?ﬁfxblog}i‘ the individual human being appears to go through the
same run up the rungs of the ladder of evolution as we are _told
y + humankind has done historically, beginning at the cellular level and
) o b-ecoming morelcloquently feflective from che fish’ stage onwards— ~
T Of course, the embryonic human being never actually becoxfles
a little fish swimming in the amniotic fluid, or a little bird tr}:mg
_to fly dhirough id Tt rcaches the form of & fish in em'oryo,. then
j °f“?ﬁ‘g5%"3;gjv'ﬂ6’sés'into an'amphibian in embryo, then a reptile in
| .émbryo — and so on; ;cc‘zipj_tulating the latent potentialities of the
animal kingdom but never the full-blown realities. Morecver,
when the moment of human birth finally arrives there is st/
something embryonic_abour the litde being that appears Fo.r the
first time in the open air. Of all mammals the human being is che
least mature at birch, and the slowest to develop- full maturity after
it. A new-born baby still has the vocal tract resembling that of a
non-human mammai: '
The larynx comes up like a periscope and engages the nasal passage,
forcing the infant to breathe through the nose and making it anatomically
' possible to drink and breathe at the same time. By three months the larynx
\ has descended deep into the throat, opening up the cavity behind the
\tongue (the pharynx) that allows the tongue to. move forward and
backwards and produce the varieiy of vowel sounds used by adults.4




evolntion of gesture. I her book The Incarnating Child> Joan
“Saliet describes the way in which a baby typically moves its body
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The sense of a lengtbened‘“mfadﬁ

gv‘

world is further emphasised through a secondary/recapitulati
the uvolutionary sequence undergone in the wom . This time the
child does not so much repeat an evolution of form as an

in comparison with the animal -7 «4 “

into, the gestures, . successively, of a. _fsh. bird, repule_and
quidruped from roughly the third to the ninth month of life (or
areen later), until it Anally achieves its human uprightness.

LS

Nend h )lrv'lo,sdhev mathematiaaun,
enc Desc.cwfc’s = wase ﬁ%c °f Fish gesture

Phystcist cnd Wity . whe He hos tem dwbbed tne ' Father o
Aubpegum - wauler §

:sJ movce i n P\vlo Aophag’ aned mucch e
. /)N/ofgophz u o (MPO’M eh hu wﬂf'm.?g‘ AT

Bird gesture
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Reptile gesture

Quadruped gestieze

Human gesture
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Whether these patterns and parallels have been laid down wholly
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by chance and then) perpetuated)as genetic prototypes, as_arwin
would have it, or through the existence of an overriding

~developmental archetype that plays into the evolutionary process
from a dimension not bound to linear time, is a hugely interesting
and significant question. However this does not affect our basic
common-sense recognition that human development is inherently
consistent, holistic, rhythmic, ordered — and at the same time
predisposed to remarkable ‘metamorﬁh'();e‘s.:"’l‘he potential for
" metamorphosis within a single human lifetime is indeed something
that distinguishes us from all other life forms, and indicates that
our relation to biolegical precedent, though clearly established, is

~ uniyuely flexible. We are the least predetermined of all earthly life
forms. Potentially at least, we are the most free. This is why we have
been able to teach our children to read at such an early age. It is
not, however, why we should teach them to read so young.

’ 'y

Laterality, movement, balance and speech
ey Ak daeaet TN ‘:"‘L'f‘ "J ,';_“_‘ Lred e
No child learns t6 run before walking, or to waik before standing,
"but some children do learn to stand and walk before properly
crawling. When this happens (aiid the reasons for this appear to
spring from children’s interaction with the world around them
rather than from simple biological predetermination), such
children typically seem to suffer for it later, not least in the way
they develop literacy. In the developmental ‘blueprint’, the various

? —kinaestheric’ impulses associated with the animal gestures just

-

mentioned have a definite purpose, genfral to whiit is the
discrimination and co-ordination of the upper, lower. right and
left sides of rhe body viala corresponding development in the
different regions of the brain. Particularly significant in this
process is what is called cross-crawling, where arm and leg move
‘together in a diagonal relationship The estabhishment of laterality,
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(dominance of either left or right eye, ear, hand and foot }, 1s tae
- y activities. Normally

ious physical outcome of these earl z .

licv hnce established, is consistent down the right 51de_‘ot the
, e of

it sertles uniformly down the left side.

body. Occasionall .
om ‘ y at all, but sets into

Sometimes, however, it doesn’t settle uniforml

+ condition called cross-dominance, commonly associated with

various learning difficulties.

—

i AL sk i

[y

ily m lepen Y ients are
bOdllX _movements anf:qu___ on F_t_h_e wag_l Ehc§e‘ movemen :
‘p%rceived in the brain. The word for.such perception 1s

e Miay.

P .

inner picture of one’s own movement with an outer picture of hQ\v
“this relates to the three dimensions of space. Cf:ntral to_the
‘working of proprioception is the sense of balance. SigniﬁcanFly,
‘the organ for the sense of balance develops very early durmg
‘pregnancy, identifiably from about the sixth week onwards. As it
first begins to function — somewhere between the tenthi 'fmd
cwentieth week following conception — ifs initially lin.uted
Eapability begins to stimulate the brain to mak‘c increasingly
These serve to interpret what

" proprioception, which is a complex apprehension that combines an

intricate neurological connections. \ . .
the organ actually perceives. Everything that is regxstcrf:d via the
Jifferent sense organs has a stimulating effect on the brain; tut the
organ of balance (which remarkably starts lifc as 2 periphcn\. | organ
that migrates inwards during embryonic development to 1S final
resting place in the inner car), along with the sense of tonzh, are
especially significant in stimulating development of thy brain
itself.6 ‘
What neuroscience furthér informs us is that the pe. :pton,
co-ordination and comprehension of movement is also lu.kcdﬂ to
“the development of speech and language. Attention ‘.S fArst

drawn to this when it was noticed that cfforts to change ch:!dsr

handedness (left to righo sometimes induced an - vset Wi

g . : o
stammering. A more SOPhlS[lC&(Cd investigation revealed hat te
S g
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movement centre :
oo - tre_and_speech.centre.of_the_brain are not s
titie int - Bt s /
~entities, but_intimately linked! Most of P!
speech develops thrOuéh Tl b0 us probably think that
A istening, but in f; .
registers and’ in fact the child bo
ac{:iVit. . rles(;i)onds to speech through a whole Comple;& of ) ’th
. 1€s, 1nc 1 ; . sense
hild Liover. uding sight and,. crucially, proprioception. As th
SDrd Ustens to_somegne talking he is also taking o~ d = e
impression of 5.2 13 also taking in a_detailed
ge Fr)u ; t the speakers miovements, ranging from I’“d’d
stures t ] Sl .
g (bh.' ;ough to the smallest lip and tongue mov ody
en (this thr SR , ements, dn
SF ] O;gh_s}’mpatheuc listening rather than lookin e d
& arvnx. M () T o ity tho
YTt P o the child isn't simply noticing these m S
€ I8 also, albeit mose subtly, 7mitatin h ovements;
the other persori N Mmicro i4 t' ese muscular activities of §
. 11 o-movements: in L RS O
through the vocal tract. Th hi S limbs and right.
45 that h child is aii iese things canmbe measured.” They telli
s . child s quite literally : : . y tel
o - tterally moved to s .
perception of others speaking. | peak through thé

alhs - Ccodwﬁo,.;*;’__,,

Imitation and environment

?’houa h

The significance of imiration in the young child’s devel -
i‘bggn;"““} carly in the 20™ century by Rudolf Steineerv‘;oepmem' T
absolute : - - gave it an
being a c}r,e(;::rrciacl)fpilace~ in all aSRCCts of the child’s transition tirto:i: \
] ultimﬂ[eh? lf_d [ instinct t<? being a creature capable of new and
seit-directed learning. Imitation is, in the young c;:;;

anyviy, an unc 10
¥, onscious process of learnin
¢d ooyl

A

foundation olooioa] adl ¥ _and it relies upon -
e hOV::V:O;?glca] predispositions to be effective. rUTik:
cverything dhe is, Cis nor w.ho“y determined by the pasr. Tnea
e gnven genetically as the human image it weaves
@ an;as p‘brcscm. experience via the senses. )
) . : .

who lave been r 'um' )CI‘ of _W.C‘l—documcmed stories of childreﬁ
clear +hat such CIEIISZG by animals — in, particular by wolves. It is
\b()dy T and. tldren do not develop normally, either in cheir

Vo, movement patterns, their language, or
g¢, or generaily

,%— :1] the way they think, feel and behave. The

blologlcal processes of
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including the primitive reflexes referred to, take them;té

the next steps — those that
— can only be taken in the
these so-called feral childrér
y from their unlikely foster parents they wi‘ll.
Certain aspects_of human:

involved in walking, talking

the point of being ‘proto—human’;
would raise them above the animal
context of a human environment. If

are not rescued ear! '

never fully develop human traits.

development — in particular all that is

and thinking — depend absolutely upon there being ap appropriate ;
years. s

Foan environment around the child in his early

What makes a human environment ““appropriate”? s It
appropriate when it brings to tFe child an image and experience of
che human archetypes thefumanideal, which is whag calls Ruman

~Yevelopment forward: out of the Future rather than simply driving ,
 out of the past.5 (tere the word archetype really daes convey the
“process better than prototype.) The infant is everywhere looking
wo dots drawn upon 2 circle,

for this image. It segs it even in
the earliest age. It hears it in the
& 2 !

istinguishes from all other
d mpvement. Not

is

N T Ao ten Fnmis Loy
wWitit1l VvviiL wULavy 1L LU\.«UO LLOILL
human voice, which it immediately d
It recognises it in human gesture an

it finds the image of its search mpst intimately
s:,in its mother’s

ts.” The infant’s

sounds.
surprisingly,
revealed in the placeswhere it naturally ficst appear
ts mother’s voice and irs gxother"s movemen
2 beautiful celebration of the fact that the human’
srchetype has been recognised and welcomed in a personal way.:

52 t 1s looking everywhere for the human

In saying that the infan
image we touch upon the manner in which he opens himself

ucterly, in absolute: trust, to all that approaches him from the
world. Fle opens himself to this world and allows himself — cannot
indeed prevent himself — from being completely and literally
“informed’ by this world. Steiner uses the analogy ot an ope{fgfe
to express low defenceless the infant is against what streams into
him through all the senses — and also how direcdy the outside

world is recreated;as an inner image. As the outer world_ is
——

face, ¥
first smile is

vt
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perceived it is aiso imitated. This is why it is so impoiwu o give
diias.
our young children examples worthy of imization. How we move,

how we speak, how we act and ‘interact = EH cTns is crucxal to a
chllds human development.

-

One of the general tragedlcs of contemporary life is the way in
which modern lifestyle can deprive children of the necessary basic
‘human contact and communication during their early years.
Parents are often just too busy to be parents. There are also so
‘many things available to substitute for whar is wéood and healthy
and narural in the child’s environment. TVs, videos, computers
and a whole avalanche of electronic, / mechanical / sentimentalised
] sensationaiised / caricatured toys are obvious examples of human
‘substitutes that have the power to mesmerise, captivate and obsess
children so that they may appear, in the short term anyway, to be
quite happy to do without real human interaction._In the longet
term, starvation of their inner being will manifest ourwardly in 2
]arl( of warmth and crparlvtrv in rtheir hehavionr and 2 oenPrnl lack
of vitality that may lead both to health and learning problems as
time goes on. .. S ) )

-~ Consider the following quote:

Research on the role of the environment in children's intellectual
development has shown that a stimulating environment can dramatically
increase 1Q, whereas a deprived environment can lead to a decrease in 1Q.
A particularly interesting project on early intellectual stimulation involved
twenty-five children in an orphanage. These chiidren were seriously
environmentally deprived because the orphanage was crowded and
understafied. Thirteen babies of the average age cf nineteen months were
transferred to the Glenwood State School for retarded adult women and
each baby was put in the personal care of a woman. Skeels, who
‘conducted the experiment, deliberately chose the most deficient of the
orphans to be placed in the Glenwood School. Their average 1Q was 64,

while the average 1Q of the twelve who stayved behind in the orphanage
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was 87. In the Glenwood State School the children were placed in « pen,
active wards with the older and relatively bright women. Their sub: tute
mothers overwhelmed them with love and cuddiing. Toys were avai'"ble,
they were taken on outings and they were talked to a lot. The Yv?men were
taught how to stimulate the babies intellectually and. how to elicit lan;-iage

from. them. After eighteen months, the dramatic findings were th  the

. children who were placed with substitute mothers, and therefore rer - ived

additional stimulation, on average showed an increase of 29 1Q porust A
follow-up study was conducted two and a haif years later. Eleven :! the
thirteen children originally transferred to the Glenwood home had Heen
adopted and their average 1Q was now 101. The two children . who .h.ui not
been adopted were re- institutionalized and lost their initial gain The
control group, the twelve children who had not been transfer:d to
Glenwood, had remained |n institution wards and now had an aver. ‘¢ IQ
of 66 (an average decrease of 21 points). Although the value of 1Q tests is
grossly exaggerated today (...) this astounding difference betvt/een the: }- tlwio
groups is hard to ignore. More tetling than the increase ¢ gecrease i W,
however, is the difference in the quality of life these two groups enjoyed.
When these children reached young adulthood, another follow-up study
brought the following to light: The experimental group had become
productive, functioning aduits, white the control g;oup for the most part,

had been institutionalised as mentally retarded.”

\ a
Earlier 1 menvoned Rudolf Steiner’s view that 1mxtat10n is

PR

] ween
process of developmpnt that provndes a transition bety -

instinctive recapitilation of the human image and an ulnmately
self-directed form of leammg and behaving,_In terms of the quahty
of consciousness involved, we could associate instinct with, 2

condition of deep sleep, imitation with & condition of drcammg,
and self-directed learning with a condition of wakefulness. ziga&_l'_
Lllowmg Steiner, we couldw}\ese thrpe Cf).ndl_thI‘lS'
with the three Psychologlcal aCEIVITIES ! of —willl feeling and

’ rhan
thmkmg I These dlstmctlonc are c'haractcnsatlons rather

e
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definitions, and are inherently blurred at th€ edges. In this last part
of the chapter we will look at how a child, in the broad spectrum
of normal circumstances, makes the tansition from dledmy into

wakeful intelligence.

mve development as reﬂecuon of human

ev«')lutxon ? \w'(\'mm o the WLL&}QN d‘ b&
wirg

The development of thinking, or cognition, has been amply;unuaem*%-

I

studied from various perspectives. Probably the best known
researcher into the development of cognition in children is Jean
Piaget (1886 — 1980). Though some of his methods and findings
have been challenged, he is still referred to as the authority in his
field in standard psychology textbooks, and offers insights that are
directly relevant to the arguments of this book. Let me therefore
summarise his basic ideas on ‘genetic

attempt briefly to

epistemo
in children, and -
evolutionary context.
According to Piager, knowledge is crystallised and modifed as
the child develops and interacts with the surmunrhnn w__g_r_]_d_ﬂAr
Tthe heart of this theory is the idea that children acuvely acquire
knowledge through their own actions. Within the theory, Piaget

describes -a sequence of four stages through which all children

of the origins and growth of ;\howl dge)

Ao { eha cendss
SEY \\11.\.‘)\.\#]

then to place these in an anthropolog:cal

must pass in developing knowledge:

‘f/Sg'sorimotor (birth to age 2)
Q/lfr'é—-operarional (2 to 7 years)

v~ Concrete operational (7 to 11 years)
4Formal operational (11 years on)

The stages of cognitive development, says Piaget, are sequential:

« thev must be developed in the order listed. Children may_-dilffer

"
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somewhat in the timing of transitions between stages, but never in

the sequence itself.
So much for the general principles. If we stay within general

terms it is further possible to see within Piagets four

developmental stages how they correspond to the ‘macro’ picture

of the cognitive development or humankind. To begin at the

eginning: Pi

nce gefers to

aget's period of sensorimotor intellige

“the development from the primitive reflex Tevel to a co-ordination

of the senses and motor actions leading to the mampulatnon ofs

objects in_the immediate environment: This stage, we are told, is

obviously a practical one, involving perceptual and motor
adjustments to things, but not yet grasping the symbolic
manipulation of things. It can be secen as a transitional stage |

berween biological and psychological organisation. shafe g R id oo

If we are to seek for corréspondences berween early mfancz and
the early developments of the human race as a whole we must
acknowledge that the ground we tread is not altogether solid. The
physical evidence that exists from the dawn of human time is

scanty_and open to differing interpretations. However, there does
Ancy _

seem to. be. a.clear evolution of activities amongst the various

hominids on -earth, leading to those activities which are

indisputably human. Key amorngst these is the emergence of
bipedalism in the Australoplthecmes in_the Pliocene era. Walking

upon two legs 6 rees the hands for new activities, and Homo

Habilis_(‘Handy Man’) surely progressed the art of hunting,

adding the ability to throw things, and also gathering, bringing the

world towards himself rather than forever chasing it. With Hemo,
Erectus, in the same epoch, we sce evidence of the first use of tools
\r::—«==-—="‘

and - of huge significance — the first use of fire. Maybe this last
activity should remind us not to expect literal correspondences
between the micro and macro pictures, although learning that
something is hot is a universal early lesson, followed by learning
how not to get burned.

Gl
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The pre-operational stage represents the beginning of a process
of conscious reflection still centred essentially around the child’s
actions. Rather than simply performing actions instinctively or
through unconscious interaction with the environment, the child
now begins to form mental pictures of whar he or she is doing.
Initially these representations are focused on a complex of specific
memories: movement memories, Context memories (including
what led up to, what went with and what followed a particular
action), and memories of feelings associated with actions. As the
faculty for language develops alongside cognition, the ability to
verbalise mental processes begins to loosen cognition from specific
memory experiences, as well as ‘current sense experience, and
extend it into the dimension of associative imagination. This could
be described as an intermediary activity of consciousness, where
mental experience is still distinctly ‘organic’ in character and
influence. One particular feature Piaget stresses in relation to pre-
operational cognition s that it is ‘egocentric’. By this he means,
not thar the child has a well-developed and ‘exclusive sense of seif,
but rather the opposite: that the child has' not yet clearly
distinguished its own self from the totality of its experience of the
world. In the very beginning the child avoids the use of the
personal pronouns altogether, referring to himself by name. Then
‘me’ comes into currency, and finally ‘T, usually after the child has
curned two. Even here, however, the sense of self is still very
embryonic: it needs the protective cnvelope of a sense of ‘we'. My

own term for Piagets egocentricity would be egoperipherality,

albeit at the risk of offending the Society for Plain English.

“The historica! parallel that can be drawn here is between pre-
operational cognition and that of the first !I;[o_hmo__S%Eic_:r}s, with the
beginning of reflective imagination and thinking as evidenced in
cave art, the practice of religious rituals, the considerations given
to the afterlife, and the ‘egocentric’ fnthropomorphic perception
of nature. The transition to the next stage is marked by the
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beginning of agriculture in the Holocene epoch, which as we have
already noted is also when p;imitive forms of writing began to
develop. V
The concrete operational stage brings the child to a clear
_awakening of the type. of knowledge referred to by Diaget as logical-
fnathematical knowledge. The root of ‘logical’ is ‘logos’, meaniﬁg
\.vord’..\We think of logical as referring to relationships of meaning
and it does: the same kind of meaniné that is inhere.ntly present lcx;
meman_ingful sentences..The -relationships of mathematics arc of the
same order. As the child becomes increasingly conscious of the use
of language, so a concrete operational thinking develops that is
highly ‘organised, with the ability to underszand ever more clearly
the interrelati.ons'hips of éonccpts, e.g. adding, subtracting,
multiplying, dividing, infra logical operations involving quantiry,
measurement, time, space, and (initially within concrete situations)
causality and mora! judgements.

.In.' the’ historical picture we have the advent of complex
societies utilising irrigation systems and civil administrations; the
philosophies  of  Buddhism, Taoism, - Platonism;  the
Mesopotamians, Egyptians and Greeks developing astronomy and
mathemarics; and finally Galileo concluding that the earth was not
the centre of the universe. Galileo graphically demonstrates the
cventu‘al metamorphosis of the egocentric theology of the pre-
f)peratnonal stage to the highly organised understanding of the
interrelationships of concepts of the concrete operational. Already
the foundations of the formal operational stage are beginning to
develop. i ’

The fourth stage, the period of formal operational thought, is
where the aspect of unrealised potential comes into its own, rather
than present and tangible reality. Linguistically, the special
character of the conditional sentence — the ‘if’ sentence — is
vehicle for such thinking. This stage displays the capacity to rcaso;
about e abstract, and the integration of concepts. The

-~
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combination of identity, negation, reciprocity and correlation is'

the central feature of formal operational thought. Obviously such
reasoning doesn’t develop all at once: it is the only open-ended
stage of Piaget’s system. Here some of the macro parallels are: the
Enlightenment, Marx and Engéls, Darwin and Wallace, the
Industrial Revolution, psychoanalysis, atomic physics, Braque and
Picasso, space travel... .

Q .
| %iafs of maturity

Inter stingly, when the human organism reaches physical and
men .l maturity in a post-industrial society it ‘Jeaves home’. |
think it was Carl Jung who predicted that human consciousness
wou' | be chamer once the earth was perceived as a whole
entin from outside itself. Initially it was cameras, now human
eyes ihemselves have seen this sight; and every astroraut has
testifred to the profound. life-changing experience it has been.

M 1s consciousness been changed for the rest of us? Assuredly it
has: not simply because we have seen the photographs, but because
of ati that has percolated down into society through revelations
from scientific heights. We know that we are no longer bound to
the “arth as oice we were. The cord to the mother of all mothers
has heen cut. The human race has come of age..

Please read the previous sentence again. Its scary. For thousands
upon thousands of years human beings have felt parented by the
earth beneath their feet and the woild of the stars all around them.
Now, reaily only within the last miliennium, we have finally left
home: physically, emotionally, intellectually and spiritua!ly; We
have an unprecedented freedom in the realin of both thought and
deed. LCSWC feel ourselves subject to nature; more and
more do we feel that nature is subject to us. Significantly, our
moving away from earth, as evidenced in space travel and the whole
dimension of astro-physics that has accompanied ir, has been
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paralleled by a deeper penetration 10 the nature ot:” earth
substances and material processes. We are now mampulatmg.the
very foundations of Darwinism, bringing hurr‘lan purpose into
what was thought to be random genetic mutation. .Our freedom
from the earth is becoming 2 new freedom from our past '—-.ana a
new freedom to determine out futuref Moreover, this Cap:ig
@am‘&;{i@t an_extraordinary rate; i; fas developed |
Xbm%rigﬂﬁb@@_ygqgsjh@ ov_c;:,,thg.,last4ch01fs:’1nd._, o
Alf of which represents a fundamental ‘atmospheric co‘n_c_i—xfxc?n
., The environment of che Jeveloping child. Think of it like this:

/ - . - -
until 2 moment ago, historically speaking, the child was parented

by those who felt themselves to be parented by the earth and the

ears. Now the child is parented by those who have stcppeé S)EIOf
s relationship and who are setting up home on fhclr own.
Tg&mmfdmé might say, are cxafnplesT of ‘first chxlc_lL
syndrome — and of very young parents E)_‘.boot.tMan);l new \t;lcas
“nd impulses have been and are bcmgﬂg_rgcus'ed upon them. Man
meTakes are being made. The prohfcraty,on' of books abO}xt
parenting 1 testimony to this: collecmf:e that seem c;;nte
laughable to those salt of the carth types who still carry the talent
in their bones and blood, but nevertheless books that have become
essential reading for our latest gt_:ncration. N
Through the course of this chapter we have Pccn ?xamm?:j
how the principle of recapitulation pla.ys‘ into ’chl.ldrcns phy51h
and cognitive development, linking their ‘micro b‘lograph'y tlo the
macro biography of the human race. Wlthlﬂ. this recapitulanon
there appears 2 distinctive open-endedness: a picture of .the hu[:;z _
being as nature’s great unfinished symphony. inheritance
instinct take us up to 2 certain point, and then they ha.nd‘over 0
another developmental principle. “This is the - 'prmc,\plc' of
. mitation. iThrough the.young child’s remarkable ability to ‘rcglstcr
impressions and weave them into cvery zfsp¢ct of his own
' infiuence of the cnvironment becomes

development, the
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paramount at this stage, beginning with the child’s parents and
carers and panning out from there.
: >

Ideals and pressures

Parents have dreams and ideals for their children. These dreams are
informed, we might say, by the spirit of the times, at both a
conscious and unconscious level. They are dreams of the future, of
something yet to be realised. And they are woven deeply intc the
child’s development, because the child imitates intention as well as
activity {rom its human environment. (All of this is expanded in
considerable detail by Rudolf Steiner and his commentators.)!2 As
parents are the medium through which a template of the past is
genetically communicated into the physical body of the child, so
they (and the whole environment of which they are a major part)
are a medium through which an impression of future possibilities
is communicated into the child’s wil, feeling and thinking. With
some parents, and in some environments, the pressure for 2 child
to develop in a particular way is stronger than in others.

Is there any more to it than this? James Hillman, the American
psychologist, international lecturer and author of twenty-odd

books, is one of those who are convinced that there is. In The
[S——

Soul’s Code'3 he sets out what he calls his, ‘acorn theory’. Briefly,
the theory states that just as an acorn contains an imprint of what
it is ulcimately destined to grow into, so does a human being In
Hillman's analysis this appears as something more than generic
predisposition coupled with environmental influence; ir 1s an
‘innate image’ of the person. each of us uniquely intends to become
— an archetype of each individual’s total (but as yet unrealised) self.
Hillman does not directly tackle the question of where this image
comes from; for him the crucial recognition is thar we each have a
sense of it, and that it plays into our lives in significant and
extracrdinary ways. He cites many examples of episodes in
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individual biographies where ‘moments of "destiny’ appear to
occur: moments that with hindsight appear préphctic, and that are
experienced in the moment with emotions ranging from
excitement to terror, but always with the sense of the experience
being decply personal. One particular example that has a special
place in our book about literacy is that of the French writer
Colette.

Colette was one of those individuals who appeared to shaw no
sign of her future calling during childhood. Indeed, she appeared
to deny it '

No, | would nct write, | did not want to write... No, ! did not get up
secretly in the night to scribble poems on the cover of a shoebox! No, |
never flung inspired words to the West wind or to the moonlight! No, |
never made good marks in composition between the ages of twelve and
fifteen. For | felt, and felt it each day more intensely, that | was made
exactly for not writing... | was the only one of my kind, the only vieature

sent into the world for the purpose of not writing. 14

Curiously, what the young Colette did do, and do with a pission,
was observe her father writing and crave for the implement. of his
‘mystery’. She would sit at his desk and take in every detail of his
pens, pencils, olotter, sealing waxes and so forth; but chrise to
write she would not. She herself explained this later by saying that
she needed ‘her childhood to be a time of deep experience — of
sensing, smelling, feeling — so that her writing, when time
came, would have something to draw from. Maybe she alsc ensed
that her calling would in many respects prove a torture to her. In
any event, one reading of her life is that she had the i1 1 erited
potential to write, the paternal influence to focus and en..urage
this, and the inner sense to hold back until both she and he talent
had sufficiently come of age, and could express all thar she ad in
her to put into words.
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For those of us who are in the business, professional or
otherwise, of helping young people to read and write, there is
intense societal pressure to achieve specific results within a specific
time “frame. This is no longer the time frame of narure. It is
‘designer time’ — a human construct that can look extremely clever
and convincing on paper, and that can even have a positive effect
on sratistics in certain contexts and, again, time frames. Typically,
today’s designer time may include the arrangement of the momerit
of 2 human birth around a consukant’s opinion, and perhaps
somerimes a consultant’s convenience. It then promotes all kinds
of ways for the young hopeful 0 ‘get ahead’, from weaning to
walking to talking to problem solving to reading and writing and
counring. There is little time in designer time for lingering in the
echoes of the past and drawing nourishment from processes that
are older than the hills. Designer time has an image of its own
outcomes and is driven to realise that image before other
influences distract its purpose. It is future oriented; but the future
thar is shaping young peoples’ lives through our collective societal
imagination is not necessarily‘ their own' future, and may
sometimes prove its antithesis.

I e———————

Alienation, limiting projection and distorting
expectation :

1 believe that the crisis of disenchantment referred to at the

beginning of this book has, again, three strands to it. in the first
place, many young people are being, and are feeling, cut off from

their ‘mother’, at one or another or at all levels. ‘Mater’ _has
become mere ‘matter’. Secondly, many young people are infiltrated
- by an image of who and what they should become in a way that

confines and inhibits them. Traditionally it has been the facher
oo has nurtured ambitions for his children and ‘whipped them
int. shape’; today thc paternalistic influence (which still seems the

o
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right way to describe it) has become increasingly subtle, working
more out of the general environment than through the fatcher
figure as such. Everywhere there are images of ‘ideal’ human
beings: on advertising hoardings, on television, in the celebrity
columns of newspapers, and even in the politically correct
representations of human scciety given to children in their
schoolbooks. Let’s not be under any illusions: these images ate
profoundly influential. Whether they are motivated by seemingly
altruistic motives or by the motives of the market place, there can
scarcely be a child left in the developed world who has not been
shaped by them — who has not tried to measure up to them, with
greater or lesser success, and who has not in the same process been
cither deluded or deflated by them, at least in part.

The third strand in contemporary disillusionment is twisted
with irony. This is the strand that links us to our sense of
individuality — the sense that we are something more than just the
product of mother nature and sociery’s ambitions. Humanity,-we
said, has come of age. Humanity as a whole has weaned icself from
nature and borne children who have rejected its traditional gods.
Humanity as a whole is beautifully and dangerously catching fire
with its own sense of self. As the new-born infant gazes into its
parents’ eyes in search of universal human love, so the parents are
searching the eyes of their child for uniqueness, for an answer to.
the question, Who are you? There is generally a deep sincerity in
this questioning, and certainly I can think of no more important
question for a parent to ask. But two things can happen to turn
che well-intentioned impulse into soracthing that works against its
own purpose. Firstly there is the tendency for parents to answer
che riddle of the child’s individuality for themselves. And secondly
there is the tendency to expect the child to have an answer, long
before he is ready with it, and in a manner that must inwardly
burden him with a \responsibi[ity that he actually does not yet

want. >~
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Much of this chapter has been concerned with general
questions of child and human development. 1 am utterly
convinced that this is essential background for approaching the
question of meaningful literacy. Literacy is more than just a
communication skill: it is a means of transforming consciousness,
and via this, a means of accessing the self. If it is to achieve its
fullest possibilities it must be a faculty that unfolds along with a
person’s development as a whole. Some aspects of our development
are universal and predictably patterned, and others are individual
and open-ended. Unless we are fully aware of bozi these factors, as
the basis for raising and educating children, our budding new
generation must inevitably suffer limitation. What, do we imagine,
the future will make of this?




6. Tuning to the Mother Tongue

The origins of literacy go back to the beginnings of life. Its
foundarions are laid in the pre-school years, and in the ideal world
these more or less establish themselves. The fact that we are not
living in an ideal world is the reason for this chaprer. It is especially
addressed to those involved in raising and caring for young
children at home, but belongs integrally with our theme as it is the
area where literacy problems typically begin and also where real
differences can be made.

The chapter will consider the elements that combine to
provide children with an early experience of living language. It will
encourage parents and carers to take their lead from children
themselves and the natural response children can evoke — rather
than from second-hand ideas about what child-rearing should be
about. It will remind us that our contemporary conditions of life
are not absolutes: they are subject to change at all levels, most
easily and significandy at home. And above all, I hope, this chapter
will establish that language has its own genius capable of working
the most extraordinary wonders. What a privilege it is to work in
partnership wich it!- '

What is our first experience of language? It isn't the midwife’s
exhortation to ‘Push’’; it comes earlier than that, and thankfully

73



Living Literacy ~ Part Two: Making the Difference

weaves a more subtle linguistic fabric into the foundations ol our
developing organism. Already in the ‘inner ocean’ of the womb
there are sounds to be heard by the embryonic ear. The character
of these sounds is influenced by the medium through which they
are transported: they are ‘water’ sounds, perceived in darkness and
part and parcel of the rocking, swaying, rising and falling of the
amniotic waters that cradle the curled foetus in the season before
the seasons of the sun begin. Ever-present amongst these mingled
water sounds is the beating of the mother’s heart. Never again,
once the moment of birth has passed, do we experience the pulse
of life coming simultaneously out of the world’s periphery and
equally out of our own centre. Never again can the two sides of
our eardrum be quite so intimately linked.

When we place our heads underwater, or even just our fingers
in our ears, something of this original experience is re-invoked.
The sound we hear (assuming no outside sounds intrude) is
diffcult to describe without appearing rather Zen: 1 would
choose, for example, to call it a ‘whispered roar’. It is unmistakably
different from sounds borne through the air. What we hear is
something like a ‘sound soup’ — far less differentiated, specific,
sharpened than anything we normally experience through dry ears.
This remains the case when we listen through water to sounds not
emanating from our own organism. Voices heard underwater at
the swimming pool are certainly still human voices — that is
something the water is happy to leave intact — but can we
understand what they are saying? Can we distinguish word breaks,
syllables, single sounds? No: what we hear is essentially a rise and
fall of melodies, rthythmicaily punctuated and with a cerrain tone
quality, but otherwise indistinct. Waterborne language speaks to us
musically, and we hear it feelingly. Intellectually, it makes little or
no sense.

So with our first perceptions of ianguage before birth: they are
musical experiences. With our modern ability to measure things
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we don’t simply have to. deduce the linguistic significance of this
through guesswork. We can show, for example, by measuring 2
baby’s reactions in different situations, that right from the
beginning, even in the weeks before birth, an infant can recognise
both its own mother’s voice and zlso its mother’s mother tongue.!*
A French'baby is notably happier when people are speaking French
around it than any other language. The sounds of French are
integral to the sounds of her mother. This has nothing to do with
the acrual words being spoken, but is rather a response to the
nuances of vowel sounds in particular and to the musicality of
phrasing that idencifies one language as distinct from another.
Through the faculty of imitation, whose sophisticated capabilities
we have already referred to, the unborn child attunes herself to the
mother tongue so that she, too, may become an instrument for
expressing that tongue. What sounds into the child becomes a
formative power that shapes the physical organism and ses its seal
upon rthat organism’s utterances. The basic equipment and
capability for making vocal sounds, including those of speech (in
any tongue, whatever the child’s nationality), is given by heredity;
the tuning of this equipment is achieved through imitation. The
Japanese statesman who is reputed to have followed President
Clinton’s ‘election’ with interest was physically unable to avoid a
prophetic jaux pas with that word: the I’ sound is nor a part of
Japanese speech, and if not learnt through exposure to another
language in early childhood will invariably conie out more like an
‘. The Japanese vocal tract cannot manage otherwise.
Significantly too, when a speech sound is not incorporated in
childhood and is therefore not clearly pronouﬁécable later on, it is
nort fully audible to that person either. That is to say, the person
cannot clearly recognise whether the sound is ‘right’ or ‘wrong,
especially when she is the one trying to pronounce it.

Parents of bilingual families may feel alarmed here. Will the
formative influence of separate niother and father tongues make
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for confusion? In general, the answer is no. Languages themselves
are not mutually exclusive, and the young child is a natural
language genius. The one situation that can appear to complicate
things is where the mother does most of her mothering in the
father’s tongue. Especially where this second language is nort ar aii
natural to her, the mother is thereby instilling a degree of
unnaturalness into her child’s developing speech. Language is
cominunication, and the mother’s communication with her child
shoul | be as pure and direct as it can possibly be within the
contuxt of her life circumstances. If each parent’s special moments
of iniimacy with the child are expressed in his or her own tongue,
the general outcome is likely to be positive. Indeed, the inherent
gift ot bilinsual parentage is a mobility of speech which in turn is
assoc :ted with a mobility of feeling and thinking, since language
is a formative influence within the entrety of human
devel pment. ‘
Y-hat is far more confounding to a child’s development than
haviny two languages spoken -at home is having less than one
langu.ge spoken at home. It happens. Languages, which should be
some .iing whole, can be broken, just as homes and spirits can be
broke 1. A language is inseparable from the relationship between
those people who speak it. Where the relationship is incomplete,
the language is incomplete. Where the language is incomplete, the
relationship is also incomplete. Let me say straight -away thar
where there is deafness or dumbness in a family there can still be
complete human relationships within that family. Language is not
wholly and simply a matter of words spoken. Indeed, words are
not language but rather vehicles for language. Language is the life.
of meaning and the communication of meaning (by which word 1
mean not simply intellectual meaning but the whole spectrum of
what can make sense and matter to us.) Words are one way, but
not the only way, to communicate what we mean. What matters
within ahy community of people, and above ail in a family, is not
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firstly how, but whether, real communication.cal? and does take
place in any form. Where there is communication breakdown,
above all between parent and child, language begins to suffer. In
the extreme case of abused and neglected children, language

development can be very seriously, impaired. If such children then

grow up to have children of their own, the language impairment is
passed on through imitarion — and with it, something of the
passed 0

2 y 4 16
human loss that impairment represents is handed on as well.

Love and literacy

As we noted eatlier, the proliferation of books on parenting is a
testimony to the fact that many or perhaps most of us do need
help in this area. The world we live in draws us out and away from
the oldest and simplest of its mysteries. We have become strangers
to our own original condition, unclear how to recognise and relat?
to it even when it is there in our midst. Are the books a help? 1
cuppose as the writer of another book I am bound to hope so; but
[ cannot believe that the books themselves have the answer to the
conundrum. If we want to know what best to do with children we
must learn how to ask the children themselves. We must learn how
to listen to them, how to ‘read’ them in their own language.
Everything else must be put aside, with the time tl.xat'\'avc ha.ve, to
cune in to the being that is before us. What that being is asking us
is that we make music with it — that we ‘play’ with it in its own
key, remote and strange as this may initally appear to be. Tlo
appreciate what this key really is we must.ﬁrstt silence our adult
modalities. We must let go of intellectual thinking. We must let go
of over-anxious feelings across the whole range fr?m eager
anticipation to the sense of failure and guilt. We must ‘sxlencc out
own intentions and approach the child openly and with deep and
honest interest. Even when the child is kicking and screaming s:nd
sceming totatly unapproachable and unappeasable — even there isa
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wonderful possibility for spontaneous understanding and
sympathetic communication. We too were children once, and
kicked and screamed and babbled and cooed and laughed and
lovéd being loved. Love, language and literacy are interlinked; and
in an environment that is loveless, or short on love, no programme
on earth can bring language and literacy to life and give it a future.

Of course, no programme on earth can bring love to life. If
love is lacking, however, the best hope of restoring it is children.
Maybe that’s why they keep coming back to us. Maybe that’s why,
in the most desolate circumstances imaginable, such as those faced
by the worla’s street children, they continue to show us the
bottom line: the six-year-old in 2 shop doorway tucking up ber
litcle sister whose toes have been gnawed off by a rat, doing what
she needs to do to keep her parent-less sibling alive, offeting what
comfort she can; or the four-year-old boy who ran away from his
violent home in Moscow and found more kindness in the pack of
wild dogs who adopted him than in humankind, begging on the
streets for food that he readily shared with his new brothers and
sisters, and in return being fiercely protected by them (ultimately
unsuccessfully) against efforts to retrieve him.

I told this last story as part of an assembly at school to our
collection of six- to fourteen-year-olds. As I did so I was aware of
the special quality of listening that was growing in the room.
Children’s natural love of animals is of course something thar
speaks for itself. Here, though, was a story that placed this in stark
contrast with human love. When the moment camec in the
narrative for the boy to be ‘rescued’ by his own kind, two of the
younger boys sitting in front of me,-oblivious-of the attention they
would draw to themselves, simultaneously cried out ‘No!” These
were not themselves abused children, although they had suftered
confusion and loss in their family lives. They were two children
amongst many millions who knew in their hearts that nothing is
more important than love, yet whose faith in human love and
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consistency had been shaken; children who. found it safer,
somehow, to trust and embrace the bonds of sympathy represented
by ‘dumb beasts’ than the more complex liaisons of humankind —
not least when these creatures themselves had been transformed
from ‘man’s best friends’ into outcasts.

[ continued the assembly by telling the children about an
African boy who had been stolen away as an infant by a band of
chimpanzees. This was a toddler whose parents had become too
sick to mind him properly and who had strayed too far towards
che trees. No full-scale hunt was made at the time to recover himn,
and he was fed and raised by the apes until he was 8. When he was
finally recovered by a band of well-intentionéd Christians he had
to be given another set of surrogate parents, his own now being
dead. He clearly came to feel loved by his new ‘family’, and despite
early struggles with getting dressed and other ‘non-chimp’ features
of his new regime, in most ways he became increasingly integrated
into his human way of life. One thing, however, remained
unchangeable, and that was his inability to become fluent 1n
language. He could learn words, but he couldn’t put them togethier
properly out of his own resources. What he could do, and that 11 a
quite extraordinary way, was sing. When [ gave the assembly he
had just visited our area with his choir on a world-wide tou. It
was said that the quality of this boy’s voice was unlike anyt ng
heard before. Was that hype — a part of the rour’s promotion’ r
has his vocal tract been moulded to communicare through sor nds
rather than words? I didn’t get to hear him myself, so T can « Ifer
no answer. What [ wanted to bring to the children at school ras
the strange pathos of a child who, though raised by beasts, ¢ ild
sing Gespel songs ‘like an angel’ and who yet was unable to sjak
naturally with his own kind, and never in his lifetime would.
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Language as a whole
The life of every human being is a mysiery. When children are
born into extremity, or have extremity thrust upon them, or aspire
to extremity through the drive of their own inner natures, the
strangeness of life is brought closer to home. At the same time the
common threads of human nature are also reconfirmed. In the
stories I have mentioned here the need of every child to live in
sympathy with her world is paramount. Young children seek such
a relationship everywhere, and if it is denied to them in one place
they will seek it in another. Through the bonds of sympathy
develops the language of communication. To begin with this
language is pre-verbal: it is the language of movement and gesture.
The activities of feeding, washing and dressing are fundamentally
linguistic activities. (With animals, the tongue ~ lingua — retains a
more obvious relation to this type of communication than with
humans.) The infants vocal accompaniments to these early
ministrations are expressions  of pleasure and  displeasure,
articulated through a musical vocabulary of changing pitch,
timbre, thythm and volume. The attentive parent tunes into this
language and learns to interpret it. Though ‘musical rather than
verbal, it is a language with its own inherent grammar and syntax:
it is designed to express emotional meaning just as clearly as words
may express intellectual meaning. )

The attentive parent not only tunes in to the child’s vocal
expressions but responds to them vocally in the right way:

Now, thank goodness, researchers with all their instruments and

neurnlogical expertise confirm that a close, bonded mother will ‘quite

- automatically use tones and rhythms and intonations which are caiculated

to promote early language development.1?

'Th)» is the ongm of what has come to be called ‘Motherese’ — or

‘Parentese’ in more PC c1rcles I'm sticking with Motherese. if
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that's OK, because it seems to me so completely a part of the
archerypal experience of nursing. Fathers and others, however, can
be very maternal too:

Are we going to get you in the bath? Come on. Are you going to wash
yourself or have | got to do it again? Hey? That’s a good boy. Is that nice?
Wash your feet and your arms. s that good, hey? What are you looking at,
hey? What are you looking at? Smiley, smiley. Hey, smiley smiley, is. that
nice? Shall we wash that big belly?18

Motherese is a language of sing-song: of words mixed with pure-
sounds in a modulating rise and fall, more in the upper than the
lower range of the voice but with all sounds softened. The words are
generally meaningful, -though liberally blended with endearments
and often repetitive. Often the question form is used, not because an
answer is expected but because it is 2 more engaging form of speech.
Let’s put you out here, What can you see? What can you see? Cain you? Du
you want to stand up? Up a bit. There. Did you have a lovely s!eep?ﬂDid
you? We'll get Conny in a minute. Mmmm. Do be de do be de do be ded
do. Do be de do be de do be de do. Ohh. Big hug. Big hug. | can see you. {
can see you. Hello gorgeous. A diddly diddly do. A diddly diddly do.
Ready? A diddly diddly do. A diddly diddly do. Do you want te sit down
there? She’s trying to reach for it. Pardon you. Can you see that green chair?
Pardon. Mummy’s fingers, that's right. Big stretch. Big streich. Big stretch,
ready? Pat a cake, pat a cake, baker’s man. Bake me a cake as fast as you
can. Pat it and prick it and mark it for me. And put it in the oven for baby

and me.1?

There is no linguistic requirement for Motherese to extend into
such mutations of adult words as ‘doggy-woggy’ or ‘pussy-wussy’,
and Rudolf Steiner for one was keen to advise that this kind of
extreme baby-talk be avoided. The high purpose of Motherese is to

81



Living Literacy  Part Two: Making the Difference

draw the real meaning of words out of the music and movement
and inherent grammatical relationships of words. These
relationships do not need creating; they are pre-existent in all
natural language, and, as Stephen Pinker20 and others have
demonstrated, are fully appreciated by a child’s innate language
genius wherever they can be felt and heard. For them to be félt as
what they are they must be experienced as emerging directy out of
the meaningful relationship existing in the ‘conversation
partnership’ of child and adult. This means that verbal
communication with infants needs to be accompanied by eye
contact and a natural expressiveness in the face especially, but also
the entire body. The child is all 'sym'pathy and takes everything in
as whole. That is how language is meant to be taken, and that is
how we need to offer it.

Mothers find that they can move the baby’s body in rhythmic ways and chant
and éing songs and the babies like it... So we tind for exampie that mothers
sing‘nursery songs which have got very clear phrases in them. The baby is
vocalising on the final vowel at the end of the phrase, synchronised with their
rnother, and they often do it in tune. They can pitch their voice so it matches,
so in fact the two of them are trying to produce something together.21

Song into speech

As soon as the question of actually singing with children is raised
comes the worry, What if the parent isn’t very musical? At this
level, no parent is unmusical. What matters is not the finished
product but-the process of runing in together. To share a nursery
rhyme in the manner just described is worth infinitely more than
putting on a recorded version, however charming. The notion of
musicality is not an absolute, and the ‘well tempered’ music of our
western civilisation is actually at some considerable remove from
the more primitive rhythmic and melodic modalities that reflect a
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young child’s natural soul condition. To be a t.>it out of tl::«md
out of tune need be no bad thing. The crooning o.f a I—Iekrlf | ur;
lullaby was never born to be hammered into the latticewor oﬂ 9\1
lines and staves. It rises and falls like the waves of the sea — £ o,
unbroken, absorbing itself into itself with udselfconsc;ous ¢ .|.c.r
Frequently with such music we search in vain for-’a key nf);ei.m ';)
the distinction between ‘minor’ and ‘major. It's all still “in 'he
mix. It’s true that not everyone — in fact very fAe?fv peopli - m
actually sing authentic Gaelic music or other traditional fol m\:.;l(;
in the ‘old way’. We can, however, develop a feel for. the essc:n;u;‘or
unsophisticated singing frgm the heart, b‘oth by gonr;lg o?)t OD(.:C
way to listen to it being sung, and by daring to -d'o what Ou Ahe
did, which is simply to improvise lictle narratives mcor_pora:lngc t "
simplest of made up melodies ours?lves. Intellectu td
consciousness is a terrible enemy of intimacy, and really nceds
banishing from the nursery world altogether.
Rudolf Steinei spoke of whe “iood of ac .
appropriate to music for young children. Tl}e intﬁ‘rval of t,i’.le ‘ﬁ?h
is sounded at the beginning of “Twinkle, t\m.n'k‘le litdle star’; vio {1)0
strings are tuned to it; it is a natural harmonic interval that Lar:. Z
produced simply by changing the breath pressure on many wlm
instruments. In folk music the interval is often soun'ded as a dto?e
— a kind of musical warp into which simple -melod{es may r‘eadxly
be woven. It resounds as the heart of the octave, within wh.1c11 all
musical scales are patterned. Most modern western scales in f:a
bring out the mood of the octave itself, with a clear key note tat
defines it. A different kind of musical scale can b? ‘us?,d 0 h;:l[?
bring out the mood of the fifth more readily. Tms is caJl',T hi
pentaronic scale; cotnposed of five rather than eight notes. 1he
black notes on a piano give one ready-made example of such 2
scale. If a violin had an extra string tuned tc a fifth above its top E

i jve U G, D and B. B
string, the five strings would give the notes &, L, A LE y
an octave we

Y L. ki~
ﬁftlﬂ as oding

i 5 1 s of
transposing these same notes Into the compas
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arrive at the singable pentatonic scale of D, E, G, A, B (the D
being, one tone above middle C). By adding ai octave D’ and E’
we cxtend the melodic possibilities to the upper vocal range for
most women’s and children’s voices, with men of course being
obliged to do their singing an octave lower. Many songs have been
collected that use only these notes, including some that have been
specially composed for children in recent times. One book that
gives a very persuasive rationale for developing such music
consciously in homes and early years settings is Dr Julius
Knierim's Songs in the Mood of the Fifth (Quintenlieder).2?
Lvery culture, including stiff-upper-lip English, has a storehouse
of folk songs, thymes and folk tales for the young and very young,
They are full of life and a natural wit and wisdom that is educational

in the fullest sense. Take one of the simplest, appropriate for

youngsters at the beginning of their language development:

Kound and round the garden
Like a teddy bear;
One step, two steps,

Tickie you under there.

This is of course not simply a rhyme to be spoken. During the first
two lines the speaker’s finger is traced round and round the lictle
one’s palm; with the:third line the finger takes two steps up the
child’s arm; and finally, usually after a dramatic pause, the tickling
and giggling follows with a delicicus inevitability.

Leaving aside what the words mean, a kind of primitive drama
unfolds simply through the vowel sounds of this little rhyme. The
‘a-u’ of ‘round’, twice repeated, combines the first and last ofthe
sequence of the five pure vowels, ‘alv’, ‘eh’, ‘ee’, ‘oh’ and ‘00’. It is
the vowel sound of ihe ancient, sacred chant of AUM - the sound
of the beginning and ending of all things as they are brought

together — round and round -- in the cycles of life. Then follows
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the ‘ah’ of ‘garden’, the sound of open-mouthed wonder, voi?cd
from the back of the mouth and uniting in. its gesture of formation
what is most inward with what is most quws{ard, as a l')lossom
opens and offers itself to the sun. The second line moves into the
rwo broad ‘e’ sounds of ‘reddy bear’. These are voiced in tbe
middle of the mouth, with an increased cont.raqion of the tongue
and palare. The breath that streams frc')r’n w1tbm now has to p:;;s
through a kind of threshold before uniting w1t%1 t,he outer world.
As the ah’ sound evokes communion, the ‘eh sound' cvok.es
duality. In the third line of the rhyme .the sound comes tW(;cc ag;:u:l
in ‘step’, this time further contracted into the short ‘¢’ and pushe

further towards the front of the mouth by the vowels in ‘one and

‘ewo’. The whole drama is-leading to one place, and that is t_hc. T
of ‘tickle’. Of the five vowels this is the most poin.ted., the one that
directs the breath so as to penetrate the outer air like a spear. It
expresses both contraction and release togcthc:l; - Ex}c'e lau'ghter N
TLe vowels of ‘Round and round the garacii s b ol WIS,
move from a relaxed openness through an incrcasmg tension into
an ultimate moment of release. As the lit'tle one participates in the
experience she is urged more and more into her own body; St;p
by step, from the periphery of th(-f ha.nd inwards — towards the
ultimate muscular contraction of tickling that ﬁ?ds its necessary
counterbalance through laughter. The ‘pedagogy’ of t’}lus nursery
rhyme is that it lighdy an.d playfully ieads the ;:ldd m.tc’:1 arz
experience of herself as the inhabitant of h;r own T WItt.?u
binding her too heavily into it. It does this thr:ough the a.cuonsf
that accompany the rhyme, but also through the progression o
vowel sounds within it. Both of chttse constitute direct .
communications to the child. Cn top of rhis, gradt'lally, the. actuai?
images represented by the words ’begm 10} .add their own l;g(;; o,'
meaning. The ‘garden’ is the child’s world., innocent fmd unfallen’
the ‘teddy bear’ is the child’s body; the ‘s‘te’ps are a picture of chiid
deveiopment; and the tickling is a crisis of transition such as
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punctuate all life processes in their unfolding. In this case, it
should be added, the acuie moment of physical self-awareness
represented by the tickling is equally an experience of the ‘other’ ~
the tickler. For one cannot tickle oneself.

Even if you feel this is ‘reading’ too much into a trifle, the
general recognition must surely be granted that the essence of the
nursery tradition in every culture is to consolidate the child’s sense
of being ‘at home’: in the body, in the family, in the world.
Through rhythm and reperition, both of sound and image, the
nursery rhymes sing themselves into the child’s consciousness and
memory. Repetition confirms experience as an enduring reality.
The more specifically things are repeated, the more real and.
meaningful they become for the litcle child. Experiments have
shown that chiidren actually learn words that are repeated by the
same speaker far more quickly than the same words repeated by
different speakers.23 This, to repeat, is because language in its
orgins is inseparabie from refationships.

A further word about rhyme:

Some time ago we set up a project which actually looked at how responsive
children are to rhyme and how well they judge whether words rhyme or
not... Then we followed these children over the next three to four years and
looked at how they leart to read and to write when they went to school and
how they learnt other things at school too... We found that there's a strong
predictive relationship between their sensitivity to rhyme at ages three and
four and the nrogress they later made in learning to read and write. We found
that this was quite specific. In other words these rhyme scores taken early on
-predicted how well they leatned to read and write but didn't predict well
how they did at other things at school. for example mathematics, 24

Research in the US has also found thar children with dyslexia and
reading problems can make great advances by learning to sing in
tune.?5
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Some children are innately more sensitive to rhyme than
others. All children, however, become more scnsitive.to" such
consonance of sound through repeated early exposure to it.2> One
of the games children like to play togeth.er ~ and with ac%ult-sl who
have the appropriate abandon - is making up rhymes simply on
the basis of sound, regardless of whether they are creating real
words or not: ‘I'm going to see my mummy’. ‘I'm going to sce my
dummy.’ ‘I'm-.going to see my plummy’. . . Another game is
substituting the initial consonants of a string of words‘f:or a
common c:)nSOnant: ‘D-I'm d-oing d-o d-ee d-y d-ummy." ‘D-o
d-ou d-aren’e” : X

~ Grown-ups sometimes get rather concemc‘d about w,het.?r
children’s speech is ‘proper’ enough. But correctness’ hl\ef
‘musicality’, is frequently more to do with the v1c1.551tudesl )
fashion than inherent linguistic dictates. Language is mz~lg1cal,
playful, infinitely creative but also religiously la\&"ful‘. Ar?d chlldre'n
are the same. The one thing that reaily matters is that fanguage is
experienced with reverence. This doesn't mean prim and ?r;slsy
piety; it means appreciation, care, openn¢§s»gnc.i wonder. Sadly,
much language that children hear is spokf:n w1.thout. rf:vel'rence.
Sometimes it is punctuated by expletives; sometimes it is sm.1ply
empty pheases. All of which children are compelled.to rake into
themselves and recreate. It’s a bitter medicine, and it does them
real harm. Then they get told off or simply ignored when they
begin to talk that way themselves, and it’s lictle wonder that they
lose respect both for language and its perpetrators. .

Needless to say, not all comrunications with young ch:ldr.en
need be in rhyming éouplets or sing-song. T?lc crucial point
always is that they ate natural, and that they spring from a hv:.ng
relationship. While musical speech especially helps devc.lo['a \ctive
listening and sensitivity to the nuances of sound that. will later be
relevant to reading and spelling, something more is nec'dud o
consolidate a wholesome link berween language and meaning. At
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its simplest this involves relating words to people and things — to
the giving of names. One of the infant’s earliest deliberate actions
is pointing, and in due course the endlessly repeated word ‘Dat’
assures us that she has become as desirous of receiving a word to
get the feel of as the actual object being pointed at. The child
appreciates and begins to speak of things generically ar first; so, for
example, a flower is ‘flower’ regardless of whether it is a daffodil or
a claisy. The way the little one perceives associations between
things is often quite eye-opening for us, and we should take care
not fo insist on pedantic distinctions tco early, It isnt for very long

on this earth that we are granted such a ‘universal’ consciousness,

and in this age of particularity we need more than ever to treasure
and protect what we can of it. The child herself will let us know
when she is ready to move into further differentiation. Typically
the ~hange comes all of a sudden, usually around eighteen months
— thnugh children differ in this respect. And when it does come we
shaiid have the feei.ing that every new word we give to the little
onc s a sparkling jewel, each one differently faceted and shining
wic its own colour and light. The delight with which a child will
rep. it a new word over and- over again should be confirmation
enanigh of just how significant the experience really is — and just
hot capable words can be of working wonders out of their own
nat re. Language has its own genius, just as children have a genius
for learning it. In learning words they are not merely learning
labels for either things or thoughts; they are engaging with living
entities, hearing and visualising them as beings in their own right
— beings that have something to teli them.

Language as creative principle

Th.t.! more we take notice of the way language unfolds through
chilidthood, the more we are drawn to acknowledge that language is
as much creator as creation in the realm of human life. Its acavity is
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profoundly influential in shaping the very being of ; the evolving
child, in thought, feeling, voice, gesture and the ultimate ability co
act humanly. Such a perspective is by no means new. Its most
matter-of-fact expression is probably the opening of the St. John’s
Gospel, which sets the tone for a testimony to the divine creative
power described as the ‘Logos’ - whose original Greek usage
combined the sense of ‘word’, ‘meaning’ and ‘spirit’ — that incarnates
into human life and thereby unites humanity with its divine origins:

In the beginning was the Word, and the Word was with God, and the Word

was God. . . .
... All things were made by him; and without him was not any thing made

that was made. .
In him was life; and the life was the light of men. ,
And the light shineth in darkness; and the darkness comprehended it not. . .

... And the Word was.made flesh, and dwelt among us.

Which might also be interpreted and expressed as: The archerype
of language expresses the creative power that underlies the world as
2 whole and human beings in parcicular. It is the bearer of both life
and consciousness. Its revelation is present even before it can be
fully comprehended; and the mystery of the Word becoming flesh
is that of the divine creative principle flowing and resounding
through the physical body of a human being and ultimately

flowering in human speech.
Language originates in unconscious darkness. It announces

itself as a manifestation of life before it becomes a manifestation of
meaning. It spirals into the ‘listening’ flesh of the human embryo,
resonating with what is already imprinted there so as to advance
the formation of the organs that will both further receive and
furcher express the ‘spirit and meaning’ that the being of language
eternally seeks to bring to life. In the beginning it wells into
consciousness simply as a seream of sound. The babbling of infants

89



Living Literacy ~ Part Two: Making the Difference

is like the rippiing of the surface of this river, where the watery
depths begin to catch the light and to move with the air. This first
differentiation of the unified impulse of the Word is into
phonemes, which are the basic elementary sounds of all human
speech — English, Welsh, Mandarin, whatever. Then syllables
emerge, gathering the phonemes into themselves according to the
different linguistic roots that define each mother tongue within
the family of world languages. Then come words, which further
shape universal experience inio the local dialect of culture,
country, region and family. Then come sentences, through which
each one of us can become individually co-creative with the spirit
of language itself, expressing universal experience according to our
own voice and inner disposition.

What makes it all work? We could call it a process of attunement.
Biological nature prepares the child’s physical body as a fit instrument
through which language may resound, but the real tuning of this
instrument is an interactive process involving the child and the
totality of her environment, in particular the human environment
most closely associated with the child’s biography. The more attuned
this environment and.its inhabitants are to the child, to each other
and to the spirit of language that expresses what is common to them
all, the mose the child will also be enabled to tune into her own voice
within this general harmony, and to ‘rhyme’ herself with her world.
Once all of this happened more or less naturally; now it is necessary
for most adults to attune themselves and the environment over which
they have some control quite censciously to the condition of
childhood. They may have to go through a barrier of self-
consciousness to achieve this. They may have to let go of certain
attitudes and assumptions that have become ingrained in them
through the habits of a lifetime. They will certainly have to give the
undertaking time. But it is all entirely possible, wholly desirable and
actually a quite wonderful and rewarding adventure that can bring as
much to the adult as to the child.
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This chapter, like the last, will focus on the-early years. Ir will
follow the development of language from broader contexts thivugh
to the child’s meeting with books. Parents and early years rea.hers
alike should find plenty to relate to here, while those concerned
more with elder children may find their attention diawn to i ings
that are missing in these biographies, and discover therapeutic value
in returning to activities overlooked at an earlier stage.

Orality and community

The early years of childhood, like. early stages of humanit, are
characterised by an experience of life in general b v is
fundamentally animistic. Everything is experienced as alive. iven
the mineral realm appears ensouled, and all things and all cre -1ures
in this condition have a listening ear and an answering voice they
are all potential conversation partners. The spoken word bed .mes
the medium for a magical communion with nacure, with the
spirits and with other human beings. Just listen to a young hild
talking away to ‘himself’: che last thing he is experiencing is being
alone. The spoken word brings everything into touching dista ce.
In all oral communities of the past, and those chat still xist
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today, the most traumatic experience possible is to be exiled from
the community. Some readers may remember being ‘sent to
Coventry” by schoolmates when they were young, and the ‘éin
such ‘excommunication’ caused. Exclusion of this kind has alvlza s
occurrec.i, sometimes as a punishment equivalent to e’ternz\l
damnation, but sometimes as part of a process of initiation that
will end with reintegration into the tribe. In either case the
represent profound, life-changing experiences which are only
bearable to individuals who have achieved a certain evoluticn ix};
thfeir own development. ‘Go to your bedroom!’ is an evocation of
this ancient exile in the soul of a young child. So, in the wron
context, 1s ‘Get out your book and read it.’ e
C).ral.ity is fundamentally holistic, and for literacy to emerge
from it in a healthy way the experience of wholeness must be kept
intact. We have spoken of the importance of constant human
relationships in this regard. We have spoken of tuning in to the
mothering ministrations of language that give voic; firstly to
universal human utterance (infant babble), then to the SOL/ll of
one’s ‘folk’ in a specific angle on the world offered by the mother
tongue, then to one’s immediate human community and finall
when the time is right, to one’s own individual voice and self, \Xz;
_speak of ‘personal voice’ or ‘finding a voice’, for instanc'e in
refe‘rc:nce to poets, as the most individual form of urtterance in
which a common language is individualised to the greatest possible
extent. We have touched on some of the environmental influences
that can work to undermine a child’s holistic relation to life
inc.iuding non-human parodies of human beings. voices a;:ci
activities — such as appear in the vast catalogue of roday’s
mechanical and technological toys and animartion. These typicai]y
distort the human or natural world, and render it grotesquely, but
pretend to have life and soul, and effectively (strong stuff here) sa
children’s life forces and sense of living engagement with the worlg
in order to keep that pretence alive. All inanimate toys and images
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are indeed ‘animated’ by the children who engage with them, but
when the character of this animation is dictated down to the last
detail by the toy or image in question, allowing the child no
freedom to imbue it with his own character; and when the toy or
image is essentially non-childlike — then unhealthy obsessions are
spawned, and the child’s living relationship to his own nacural and”
human environment, and to himself, begins to be severed.

Living toys

The availability and integration of appropriate toys and puppets is
a vital and irreplaceable element within a healthy childhood. The
Steiner Waldorf nurseries and kindergartens (and books about
them) contain many wonderful examples of playthings that reflect
and develop a simple, healthy love of life. They are made of
atural materials, and are objects and images drawn from the
nariral world of early childhood, including nor only irs visihle and
obvious manifestations — conkers, shells, logs, toy animals. toy
use - but also

people, toy implements that people
anthropomorphic (humanised) forms drawn from imaginative
realities: for example gnomes, fairies and all sorts of other fairytale
characters as archetypes that embody diverse and vital energies at
work just below the surface of life. .

The place of puppets deserves a special mention here. More
than any other kind of toy, puppets are designed to ‘come alive’.
They can do this in 2 number of different ways, each of which
invokes a different quality of relationship between the three players
involved, namely the puppeteer, the puppet and the audience (if
there is one). Some of these relationships are more appropriate for
younger children than others. Used inappropriately, puppetry can
be very scary and disturbing; used appropriately it can be healing,
energising and inspiring.

With younger children it is particularly important that the
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puppets should remain visibly related to the puppeteer, whether as
finger puppets, self-standing tiecce-filled dolls that can be picked
up, moved around and placed on a decorated table top, or simple,
soft-featured marionettes. Children have no difficulty whatsoever
in suspending their disbelief in the puppets’ reality; and the fact
that this reality is alse fundamentally part of a human reality is
absolutely appropriate and welcomed by the child. The puppets
with their human operator. are indeed a picture of the human
being’s higher and lower (or, if you like, non-physical and physical)
nature working together — visibly connected, even if only by thin
threads. Equally they are a picture of the essential relationship that
exists between childhood and adulthood, without which
connection 2 child will feel wholly cut adrift and lost. Certainly
there comes a time to cut the apron strings, and for children no
longer in their milk-teeth stage (see next chapter) puppets that
appear animated without a visible animator can come into their
own as dramatisers of the life of soul. But even here there is a
world of difference between a puppet with an invisible human
operator and one having no human operator at all, in other words

a mechanical puppet or doll that moves and 'speaks’ by itself. Such

robots, in my view, are appropriate playthings only for those who
can make them themselves and who can retain the creative power
to live in 2 mechanistic environment without becoming subtly
mechanised in their inner life. '

Central to all good puppetry is the relation berween the
puappets’ moveient and gesture, and human speech. The cne
should express the other, but it should always be speech that leads.
Often, in our culture;—it-is the other way around, and human
speech becomes secondary and subject to physical impulses. All
expletives are of this order — and there are a hell of a lot of
expletives about today. Children who are exposed to this kind of
impulsive language (which goes way beyond swearing) will
inevitably fall strongly under its influence and their entire
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development may be shaped by it. Puppetry is a2 wonde ul
medium for creating and restoring the right relations between ihe
higher and lower impulses of human nature. At the heart ot its
potential is the controlled and creative power of speech n:.de
visibly eloquent through bodily movement.

For many adults puppetry may also prove one of the ea: ust
ways to get back into the spirit of childhood and find release fi\m
the cramping inhibitions with which adulthood tends to fettet us.
It isnt even necessary to have ready-made puppets to do tlus:

thumbs and fingers make a good beginning, and there are score« of -

licele inger games like “Two litcle dicky birds sitting on a wall’ hat
can be found or invented. Hands dressed in socks are also good.
All kinds of things are a way in to this special realm of make-
believe; and so long as care is taken not to go too far there can be
some very healthy magic in every house, home and playspace.

Living pictures

A variant of puppetry’s holistic animation can be achieved in two
dimensions through moving pictures. Pop-up books offer a ready-
made example of pictures that move in response to human
movernent, and it is quite possible to supplement off-the-shelf
versions with one’s own creations, and to encourage children who
are capable of it to make and manipulate their versions too A
picture need not pop up to be animated; the animation can be as
simple as a cut out figure (human or animal) attached to a
cardboard strip which is slotted through an extended slit in 2
drawing or painting and moved along it. Very basic, very simple,
but very effective in drawing the child into the imaginative scene
and unlocking the spirit of a story from that scene: a spiriz, once
again, which springs from the animator rather than some
anonymous, invisible creator behind the screen, as is the case with
mechanically or electronically produced animations.
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sunmaung images is integrally parc of rhe process of drawing
and y:ainting as such, regardless of whether the finished product
mov i outwardly or not. Children love and need to draw and
paint, and it is important to encourage this in the right way. In the
begiiining what matters is the activity itself. The youngster simply
need: the materials to get going and the rest takes care of itself. It
begins as scribbling, which could well be described as all
animation and no image. Even when the first suggestions of
imagery begin to -appear it is a mistake to draw the child’s
cons.ious attention to this by asking or guessing what the picture
is — or even to compliment it as ‘good’, as if it might be anything
clse. The precess remains the all-important thing unti! the child
himself begins to talk about the content of his pictures. Early
drawings spring not from the impulse tc represent outer visual
perceptions at all ‘but rather to experience archetypes of
movement: the oscillation between polarities that defines the
straight line; the swirling round and round that detines the spiral
and circle; the transpositions of movement through the different
dimensions of space that define the cross, the rectangle, the
triangle etc.. Insofar as this connects with anything physicaily
perceptible ro the child, the character of this perceprion is defined
by the child’s senses of touch, life, movement and balance.2? If
Rudolf Steiner is right in his interpretation here, then the actual
object of such perception is the child’s own body. In this view the
child is actually drawing — quite unconsciously, of course — his
own physical ‘incarnation’ as this proceceds fori the head
downwards through roughly the first seven years of life. Michaela

-Strauss, in- her book-Understanding Childrens-Drawings?t, offers a

detailed analysis of this correlation, with many examples of
children’s (and also historically ‘primitive’) drawings to give bddy
to the argument. One of the practical implications of such a
perspective is that a childs development may be ‘read’ quite
directly, once one has developed an eye for it, through the details
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of his drawings. Audrey MacAllen elaborates this diagnostic
approach in The Extra Lesson.29 . S :
As the little child grows older there is an increasing overlap
between his ‘organic’ inner perceptions and those shaped by' the
world around him. Figures and objects in his drawings are given
names, notably those belonging to home a'n’d- family. How‘eve'r,—the
child is clearly not involved in a process of copscious copying herf:
such as an adult does when sketching; he is drawing _whgt are stil
essentially ‘egocentric’ inner pictures of bis Wgrld. 'ThlS remains
strongly the case well into school age. Havn'ng s_ald'thls, the process
of drawing is one through which the Chlld.. begins to makev'hls
experience of self and world distinct and artlcula'_te, and there is a
natural accompaniment to this development in the realm of

language. Taking the lead from the child himself in the way he

' talks about his drawings, an adult can engage with what the child

has produced in many wonderful !i'ttle'c‘:o'nver'sations.“ If we
appreciate that a child is really baring his cr'\u| in }'\l.‘:.(‘rnwmgs: we
can develop appropriate sensitivity in finding the r.lght Words to
affirm his experience. This, in turn, can blossom into resonant,
living concepts in the realm of thon‘Lght — ot more accuratcl)t, 1)
begin with, in the realm of feeling. Sucl} conversational reﬂc.cuo}r:s
can be ever so simple. ‘Don’t those fiowers l?ok pretty in the
sunshine? Daddy must have remembered to give thc?m a drink,
otherwise they wouldn’t look so frea:h.’ Or, ‘T}}e princess lo:ll:s
happy today. I expect with a smile like that she’s going to mb e
other people happy too!” Or, ‘Is that Grandpa? Do you remem er
when he fell over on the lawn? Everyone laughed, didn't they —
even Grandpa? Which is funny, because somc‘f people cry when
they fall over, even if it’s on the grass.’” But not, “Why have you put
the chimney on our house at a funny angle whc'n you know it
points straight up in the air? Reflect on what the picture evokes in

ience’ he way the picture is
the realm of ‘shared experience’, but not on the w; )

drawn.
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Conversation to story

Immediate experience, especially shared experience, is the
‘nexhaustible source of meaningful topics of conversation. By
talking over events that a child has recently witnessed or
participated in, in a quite simple and matter-of-fact way, those
events are confirmed as realities and woven into the fabric of
memories that become the basis of his feeling of continuity and
identity. The child’s own past is, for him, ‘the truest of true stories.
It is the one essential narrative that he must hear. The members of
an oral community spend their entire lifetimes telling each other
stories of their communal past, including their spiritual past as
recollected in the form of myth and legend. The storyteller — the
one with the gift of translating memories into words, and
remembering those words — is a figure of crucial significance in
such cultures: he, or also she, is effectively the bearer of the ego of
the tribe. So we, parents or those in loco parentis, are the ones
who can articulate ‘the sense of identity spun from the daily
experience of each child in our care. Our responsibility here is all
the more pressing given that we are all more or less caught up in
the white water rush of twenty-first century time: we need to be
quite deliberate in slowing this tumult down, creating backwaters
and eddies where we, and our children, may catch breath and
come more fully to ourselves. Given young children’s love of, and
need for repetition we should not be averse to repeating ourselves;
indeed, we have to repeat ourselves when conversing with children.
Experience recollected once is only a beginning; we are called
upon to tell the special stories again and again, the biographical
ones as well as the fictions. The process bears fruit when the child
can repeat these stories himself, word for word.

One of the more hopeful signs of our times is the re-emergence
of storytelling in primary schools. This is part of a growing
recognition of the vital role that orality plays in a child’s early life.
Sadly, much of the storytelling is being done exclusively by
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professiodal storytellers brought in for the occasion. Really, rhe
lifeblood of orality is what lives in a particular human community.
It should be the teachers, like the parents before them, who take
on the burden of this role — although burden is altogether the
wrong word, since it quickly proves the greatest of delights. And to
begin with at least, it should be storyzelling rather than story
reading that the parents and teachers devote their best eftorts to
establishing within the daily routine. Those who have done both
know for an absolute fact that there is a wosld of difference
between the two activities. Storytelling is a conversation; reading 2
story is ultimately a monologue, no matter how sensitive and
animated the reading. A narrative drawn from memory, or spun
directly out of the imagination, requires real inner activity; and
this communicates itself as a gift, not merely of the story but of
one’s personality with it. It also enables the communication to
adapt itself moment by moment to the Auctuations of attention
and comprehension within the listencr. In the special instance
where one has made up a story oneself with a child or children in
mind, something truly magical can occur in the telling of it 2
sense, not merely of communion, but of the story telling itself,
with the narrator becoming a co-listener alongside his audience.

Reading: inclusion or exclusion?

If the several thousand words of this book so far have done little to
promote the cause of books rhemselves, now is the time to correct
such a misapprehension. There is certainly a place for books in the
world, and equally in a child’s life from the moment the outer
world comes into clear focus within the child's consciousness.
Books are part of the furniture of an adult environment — a1 any
rate a literate adult environment. Bearing no obvious signs of life
themselves they are initially quite uninreresting. They begin to
becoine interesting only when they move. The most intere:ting
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they can get for ages is when they spread open like a Chinese fan
in the child’s hands. Many books are innoceﬁtly brutalised by
youngsters simply for this special "effect. Most adults are wisely
against this sort of thing in practice if not prinAcipl‘e, and keep their
books out of baby’s reach on shelves where they merge into the
wallpaper and disappear into the realm of background ‘harmonics’

- — still a part of home, but a part yer to be grown into.

The issue becomes more compiicated when the youngster sees
book: in other peoples’ hands. Hands, like mouths, are lvery
interesting to infants and toddlers because they have everything to
do with movement and life. Things that other people hold in their
hands become interesting by assoctation. Children are also drawn
ro the quality of intcest itself: they know when someone’s interest
— espucially a parents ~ is focused on something, and they
naturilly want to be part of that something. This is a problem
when rhat something is a newspaper or an adult book. The child’s
attem |t to get involved physicaily is doomed to meet with
reject »n; and even trom a distance the child is aware of being
closedi off from the person in question. The more this expcriencé is
repear d, the more a child will begin to associate books with
reject .n — a very particular kind of rejection, too, since books
don’t . tually 4o anything themselves and people don’t do anything
with ‘iem either, as far as the child can see. They actually make
peopl seem to be asleep — or dead.

It 1s therefore a kindness to children, where possible, to do
one’s 1:ading out of their sight if there is going to be competition
for anention, certainly until books have begun to reveal their
interest for the child too. This is where the pop-up books and
other picture books come in. Once the child is acrually able o
distinguish one picture image from another a great festival of
naming can begin.- As with Adam in the Garden of Eden, the
realm of the animals has a special place in this early human
activity. Pictures of animals are of course different from living
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nimals, and when the child learns the name of a living animal
from real experience he is learning a name that incorporates the
size, sounds and movements of that creature, plus the feeling of its
living presence, and not simply its colours and shape. His animal
nouns are also active verbs and expressive adjectives. Animal
pictures in books aré drawn with differing degrees of artistry, some
carching the essence of their animals better than others.® It is
good to choose books that have warmth in their illustrations — not
undue sentimentality, but a fecling of the essential being and
archetypal gesture of each creature. The way in which the parent
or other adult animates these pictures through speaking about
them — or through giving voice to the character of the animal in
question — will be different from the way a living animal would
‘speak’ for itself, and different too from the way Walt Disney
would animate the creature; it may or may not be particularly
‘realistic’, but it will allow the animai to become an immediate
part of the child’s human family in the same way that puppets can
be seen as a living extension of their human puppeteer.

The way that we actually share a book — any book — with a
child is as much a part of the child’s experience of that book as
whatever is drawn or written in it. How we sit down with the
child, how we pick up and hold the book, how we turn its pages,
how quickly or slowly we move through it, how we talk about it,
how we invite the child into appreciating its content: these are the
keys to unlocking the life within it. Think of the book as an
extension of the arms and hands, not the head — a kind of cuddle,
if you like. Watch how the child ‘reads’ to his toys, if indeed he is
inspired to do this at all: is it a real gesture of sharing, as we would
hope it to be? Is it comfortable and natural? Does the book
‘be—long’ to the child in the same way as his toys do?

A word about our tone of voice when sharing stories with
young children. We are often tempted to over-dramatise stories,
using a range of strongly different voices for different characters,
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making the scary bits scarier and the exciting bits real edge-of-the-
seat stuff, without necessarily noticing the effect this is having on
the litde child. Perhaps there is an element of our own amusement
mixed up in the proceedings. In fact the way we tell a story can
prove much more disturbing than the story's content. Getting
eaten by a wolf, narrated in the matter-of-fact way proper to
fairytales, is not typically a bad or troubling experience for a four-
year-oid ~ but it certainly becomes deeply disturbing when the
narrator becomes the wolf, leaping out of the dreamtime of the
story into the real time and real place of bedtime and the
bedroom. ‘Long ago and far away’ is the essence of the timeless,
dreamy ‘soul histories' that the classic fairytales tell of, and even
when telling stories of other kinds this crucial sense of the
'otherness’ of the story world should be maintained, not because it
makes that world more 'distant but because it doesn't create
confusion before the child is ready to reconcile it.

" If we take on board the importance of telling stories to our
children, and begin to practise this, at least at the ievel of recalling
shared experience, the more our reading resembles telling, the
better our children will appreciate it. It is obviously easier to do
this when the content of a book is familiar; and with first books
especially it really is a pity to have to read them ‘blind’, regardless
of whether they turn out to be good books after all. When the
reader’s attention is glued to the book rather than the child, the
latter is inevitably somewhat excluded. The experience becomes a
more intellecrual, head-focused activity, and it is easy to lose the
warmth of connection.

-Everything that we have been considering in relation to the
inherent musicality of spoken language, and the young child’s
intimate relation to this element, applies directly to the choice of
appropriate first books for children to have read to them, and in
due course to read themselves. Books of illustrated nursery rhymes
are ‘an obvious first choice, not just because their language is
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musical but also because much of their content is (or should be) ’
already familiar as a part of home life. Stories writt‘en in thyme can
take their place alongside these, albeit with choices to be made.
when it comes to storyline, illustrations and the actual vocabulary
and use of language. Litcrature based in the well-worn folk

“tradition generally has most to recommend it at the early stage,

whereas many modern rhymes and stories exchan‘gt’e wa:rmth‘and

depth for cleverness and humour, and perhaps satisfy adults thore

than they do children. It is not, however, my wish to be dog matic

here: a f;w inappropriate books are likely to do little harm if the

genéral soil is healthy. Certainly we should think carefully ;1b(?Ut

our choices of first books, but equally we should avoid exuding

anxiety, which our youngsters themselves may pick up on, ubout

whether some books might be ‘bad’ for them ~ just as we ~hould

in the case of people who might not always be the best inflvence.

Of course we should do our best to protect children, bur ot by
encouraging them to lose trust in their world. If a book co.nes to
have the same status as a stranger — the sort we don’t talk to  then
its magic will become darker, but no less potent than its acc ncgbI.e
associates. There’s nothing at all wrong with saying that a book is
for later, when you are older. Children know that they are chi.di in;
they' are excited by growing up; the sense of becoming re. ly for
new things is a soul force that generates focus and s‘trer'-.'fh of
purpose. Saying that a thing will be right for you lace'r is drtcrent
from saying that it is wrong for you now. It’s also d'lffercn frOfn
saying that it’s right for you now when it isnt, and differen. again
from asking whether the child thinks it’s right or not.

Now, dear Reader, it is time to move on from the early yrars to
the middle years of childhood, and firmly .to grasp the ne "tle.of
literacy proper — as a child must grasp it in formal educatior with
conscious and specific focus.
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With this chapter we come to the transition between what children
normally learn from their parents and what they mainly learn from
their teachers at school. Some remaining aspects of preparation’ will
be considered first, related to building bridges from the spoken to the
written word. Then we must face up to the whoie question of how
and when children should start school, and the influence that
different kinds of schooling may have on them. We shall here
consider ‘literacy readiness’ as the main focus for general school
readiness, while giving pointers towards other broadei coisiderarions
around this theme. And to bring our theoretical arguments down to
earth we shall compare approaches to literacy adopted by the Steiner
‘Waldorf schools with other contemporary mainstream practices.

- 'y
" The sense of sound

The assumption we are proceeding on in-this.chapter-is.that,-prior
to being introduced to the mysteries of literacy, a child will already
have developed a rich sense of the spoken word. She will have an
ear for the spoken soundscapes of words, borne on the air. She will
have her favourite words — words she likes to ‘toy’ with, words that
conjure up sensations, feelings, memories, other words. Some
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words she will associate clearly with the people she first learnt
them from, or who say them most characteristically. The words she
knows and uses will be a part of her life: they will link her
powerfully and directly to her own sense of meaning and identity.
They will also have a life of their own, because that is what

- spoken, air-borne words do have.

For the child who is approaching literacy without this fertilised
sensibility, everything possible must be done to make good what is
missing. Obviously experiences appropriate for younger children will
need adapting to fit the needs of older ones, and some suggestions to
this effect will be offered as we proceed. It will be seen thac much of
what is done anyway in the Steiner Waldorf schools continually
underpins literacy with orality. In any event it cannot be sufficiently
stressed that, without a living experience of spoken language as its
basis, literacy teaching is likely to prove worse than a waste of time.

The bridge between spoken and written language is a bridge
between hearing and seeing. The child who has learnr ro speak
properly has learnt to hear not merely sounds but meaning in
words. So now the child approaching literacy must learn to see not
merely forms but meaning in text. With alphabetic writing, the
very fact that meaniig can be seen.in a written word at all is a
major challenge te a child’s credulity. Without believing there will
be no seeing, so the first preparatory steps of literacy lie here.

Long before the child even thinks to ask about it we can begin to
forge some basic links. With no trouble at ail we can encourage the
child te experience writing and reading as an extension of speaking.
When we are writing something down in the child’s presence - say, 2
shopping list — we can say out loud what we are writing. We might
also ask the child if we have forgotten anything, and let her see that
the thing she remembers gets written down on the list as well. Such
an exercise connects the word list with more than just speaking. It
relates it also to the acrivities of daily life, and more specifically links
the written words to a process of naming real and familiar things.
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Demystifying scnpt

Another obvious area where literacy links into ordinary life is in
the writing of letters and cards. Here again, if composition is done
aloud when the child is present then the process is demystified,
and in most cases the child can also be invited to contribute to the

composition herself. The young child naturally has a very matter-

offact relation to the way things hang together in life, and
shouldr’t initially need to have writing explained to her in order
for it to have a meaningful place in her universe. If she does ask,
we might explain simply that writing is a special way of drawing
talking — something that you learn when you've done lots of other
drawing. If the child then wants to do ‘pretend’ writing and
reading, that’s fine, so long as it doesn’t become obsessive and is
done in the context of ordinary drawing. Together with the wholly
made-up kind of ‘emergent’ writing — or ‘mark-making,’ as it often
gets called these days — that many children love to do, a limited
amount of copying of actual words can come into the equation
too: perhaps the child’s own name and the names of those closest
to her. If at all possible, though, it would be betrer te avoid
speaking about the individual letters and their sounds altogether,
since the child’s experience of words is (or should be) of living
beings, living entities, whose wholeness is essential to their being
alive. In this respect it is certainly best to have nothing to do with
ready-made letters as playthings in the pre-school years. Magnetic
plastic letters on fridges may indeed familiarise the alphabet and
give it a brief novelty attraction — but living literacy isn't a matter
of solving intellectual puzzles; it's a revelation of life and soul.
Fridges freeze food on the inside and these days frequently freeze
language on the owside. I reaily wish they wouldn’t!

The foundations of living literacy are laid via the operative
principle of imitation. What this powerful learning impetus does
not do is raise its achievements into full consciousness. Imiration is
essentially an activity of the will; the cognitive process that
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accompanies it is dreamlike: an activity of spontaneous assc ative
imagination and fantasy rather than directed rational thi -king.
Imitation and imagination forge connections; consciot ness,
whether applied to doing, feeling or thinking, sunders the « tality
of experience into separate distinctions. The compulsion to make
everything conscious is really the bane of our age — at least w! ere it
is applied to the realm of early childhood. Inteli-ctual
consciousness aczively inhibirs the spontaneous genius of imitation
and associative imagination. In neurological terms it actually limics
the learning process to a much smaller and less creative area of the
brain. It also weakens the memory, which is at its strongest when it
involves the full range of the senses, not just the ‘higher’ one: The
question isn’t whether consciousness is worth having, since it is
integral and essential to our humanity. The question is how and
when it shouid be awakened. '

Siow awakening -

In Chapter 4 we compared the developmental timetable of
children according to Piaget with the historical development of
human culture and civilisation. We suggested that the historical
emergence of literacy, with its significant accompanying shift of
consciousness, corresponded with the transition from the child’s
‘pre-operational’ to ‘concrete operational’ stages. In Piaget’s
picture, this cccurs when the child is around seven years old This
is also the age recommended by Rudolf Steiner for the beginning
of a child’s formal education. In a book that I co-wrote with
Martyn Rawson called Ready to Learn3! we discuss the question of
school readiness at length, bringing forward both argument and
evidence to support Steiner’s approach, which has been practised
by Steiner Waldorf schools throughout the world since 1919.
There is not space to recap all the arguments here, but the
following points are central:
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\ child’s first developmental need is to develop a physical body
hat will serve as the best possible instrument for expressing the
hild’s inherent capabilities and creative impulses through the
rest of her life. _

* s really does take the best part of seven years for a child to
urow into and possess her body, right into the fingers and toes
+nd the fine motor skills that their movements are part of:

* Social, emotional, linguistic and cognitive development are
mextricably interwoven with early physical development and
ulso rake around six to seven years to reach their first stage of
nrganic maturity, Thereafter they naturauy become more free
of physical and physiological constraints. ‘

* Abstract and ‘head-based’ learning before a child has completed

this first developmental chaprer will either bemuse, confuse or

confound the child; it may also precipitate a precocious leap into
the next developmental stage, leaving significant ‘unfinished
business’ in what is properly called the foundation stage.re

In Neuropsychological Fundamentals in Learning Disabilities33 we
find confirmation of the fact that a child’s ability to orient herself
properly in space and inwardly perceive her own body structure
and movements ‘is .the basis of a fundamental psychological
process, i.e. the ability to differentiate between external space and
the body schema which is actually the core of consciousness and
the pivot of interaction between ‘ego’ and ‘non-ego’, subject and
object.” Things don’t get much more significant than being ‘the
core of consciousness’. In the same work we find whar we might
call the basic ‘incarnation’ skills summarised and their relation 10
subsequent academic sfkills indicated as follows:

* Purposeful equilibrium, body image.and the integration of the
postural system which are basic for the use of instruments or

objects
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* Independence of both halves of the body
*  Learning of non-conditioned language
*  The possibility of developing creativity

*  The capacity for higher-level learning34

The argument in Ready to Learsiis that English and American

- education systems in particular have got it badly wrong in terms of

their prescriptions for school starting age and the beginnings of
formal learning. Comparison with countries where formal
education begins at 6 or 7, for example Finland and Norway,
immediately challenge the ‘hothouse’ approach with clear evidence
that, both educationally and socially, starting later produces better
results. The absence of a constant regime of testing is also part of
the ‘Scandinavian’ model, and may well be related to its successes.
So too, of course, may be the more generalised aspects of
Scandinavian culture that influence children’s upbringing before
and alongside the process of educarion as such. .

The world has moved on since Ready w Learn was written, with
some educational developments appearing to moderate the hothouse
approach while others, sadly including Norway’s, seem to be turning
ap the heat. There is certainly still a need to keep the education
debate alive; and above all there is a need to ger hoid of and hang on
to the core issues that underlie it. Of these, the one that matters
above all is the nature and development of the human being.

In recent modifications to the Foundation Stage of the
National Curriculum in my own country there are some very
promising new emphases. I would like to celebrate these in the
hope that they may continue to flower in their country of origin,
which rather desperately needs such a flowering, and perhaps be
part of a larger humanising of education generally. First and
foremost amongst the positives in this latest reform is the clear
recognition that early years cducation should be promoted and
pursued as an extension of the life of the home. Parents are not to
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be left feeling bereft and redundant exiles from the province or
educational professionals. Their perceptions and involvement are
to be welcomed and given a formal status within the ‘partnership’
of adults working together for the best interests of the children in
their care. There is a place for their observations in the Foundation
Stage Profile that has replaced the earlier form of child assessment
at the end of this period. The practitioners of eatly education are
also counselled not simply to be ‘aware’ of each child’s
background, but to form a living relationship with the child’s
home circumstances so that the child can really fee/ the
connection. Continuity and consistency are seen as desirable in
terms of both personnel and daily routine. The basic necessity for
the child to feel included, secure and valued is paramount,
involving an appropriate awareness of ethnicity, culture, religion,
home language, family background, special educational needs,
disability, gender, and ability.

- In ihe 1ealm of “Communication, Language and Literacy’, the
very formulation of the heading puts literacy in its rightful place as
the last stage in our effoits to make sense of things.
Communication is put first and established as at least a two-way
process. Attention is drawn to the pre-eminent significance of body
language, eye contact and facial expression in the development of
communication, and practitioners are advised to include and
encourage the use of gesture in tandem with ralking, in some cases
actually ‘signing’ as they communicate. The relation of language to
movement and ‘whole body’ learning is also hinted at, albeit only in
generalised terms, suggesting that language may be used to reflect
the way children are being ‘articulate’ in their limbs. The value of
song and rhyme, rhythm and repetition, in developing the musical
appreciation of language is clearly established, as is the central place
of stories in nurturing both language and imagination. Practitioners
are encouraged to tell as well as read stories, and also to make them
u;}"—- or at least, to make them up with the children. In a general
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sense practitioners in early years settings are rightly seen to be more
effective as role ‘models than as instructors, and in the realm of
language much. importance is attached to how they make an
example of their own speech, in the way it is formed and the way it
adapts to different contexts. '

So far this chimes quite harmoniously with the arguments here
regarding communication and language development in the early
years. Two things, however, need to be distinguished. One is the
age at which the English National Curriculum introduces the
formalities of literacy and numeracy. The other is the particular
emphasis that is highlighted as prescriptions for teaching these
fbasic skills’. In respect of the literacy curriculum, you get the feel of
it whf:n you start counting words like think, reflect, compare, predict,
explain, categorise, identify. It quickly becomes apparent when
reading the Curriculum Guidance document-that while most of
yvhat really does belong to the foundation stage of human learning

5 far more cearly acknowledzed than in previocus directives, the
whole'thrust of the approach to working with these prime realities
is still effectively to anticipate, encourage and precipitate their
metamorphosis intc conscious knowledge and faculty.

The italicised words in the previous paragraph invoke the mental
processes belonging to Piaget’s concrete operaticnal and even formal
operational stages — processes which in his (and to a large extent
Rudolf Steiner’s) scheme emerge naturally at ages 7 and (1
respectively. The Curriculum document gives special emphasis to
fostering language as a tool for the development of thinking.35 In
the sarne vein, creative play is highlighted as-an opportunity for
problem-solving, to be undertaken by the children with either mare
or le.ss. guidance and then reflected upon by and with the
Pracmioner with the aim of learning some general principles from
it. Everything gets talked about in the scenarios presented as
cxanples of good practice; everything quickly gets analysed aud
broughtlinto clear focus. It’s a wake-up call, all of it; and as it jollis
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the children our into the light it brings to an inevitable end the
magic of their dreamtime; and, since it is premature,' the effect is
comparable te beitig woken too early from actual sleep. Perhaps this
effeci may not be clearly apparent in the shorter term, though in
many cases it certainly is. But then it is often the afternoon or
evening when actual sleep deprivation really begins to show, and in
similar fashion the effects of early education may wair till

adolescence or adulthood to reveal their consequences.36

[irst steps to literacy in Steiner Waldorf sc/yools

1n order to appreciate more fully the range of options available to
ecucators at this crucial transitional stage, let’s look at how things
aie done in the Steiner Waldorf schools. The background to first
¢ wing and writing in a Steiner Waldorf school is all that happens in
e schools kindergarten and the childs home. All that you have
t-ad in this book about the living culture of orality is understood to
t. an essential aspect of this early experiencs. Songs, rhiymes; stories,
{ ppetry, finger games and play acting are basic ingredients in the
v ekly round of activities. The encouragement for the children to
|ty freely in a harmonious environment with creative and natural
i+ aterials, and with each other at their own level without the
¢ nstant intervention of adults, 'is equally significant. = The
a.umption at this stage is really that education will take care of itself
i the right condidiens are provided — including the presence of
. emplary’ adults whose activities and attitudes can be imirated by
t+ ¢ children without needing to spell out or analyse the details.
Formal education begins with a change of setting, though in
rmost cases not with a change of school, as Steiner Waldorf schools
aspire to take children from nursery right through to school-leaving
ape. One of the most crucial features of thg new arrangement is that
the child leaving kindergarten will come into the care of a class
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teacher who is committed to teaching that child for the next eight
years. Early in this book it was noted that today’s children often
suffer from the lack of continuity in their lives. The class teacher in a
Steiner Waldorf school is there, above all, to keep alive the
fundamental relation between learning and human life during this
period—that could-becalled—tre heart of childhood. The Steiner
school class-teacher is responsible for teaching most of the ‘core
curricufum’ over the eight years, and will do most of the teaching
orally. Her voice will be, in a sense, the central oracle through which
the world speaks to a particular group of children whose parents
have chosen this special learning community. It is a daunting task,
and not without its dangers; but where it works — which it has
continued to do in the vast majority of cases since 1919 — it goes
way beyond anything set out in terms of curriculum contenr or
teaching method to create an education founded on what William
Blake called the Human Image. The class teacher stands there as a
representative of humanity. The teachers knowledge, morality,
talents and failings are all part of what the children experience as
bound up with education’s purpose. The fact that the teacher is also
iearning through this shared process is perhaps the most significant
gift of all to the children, no less than it is for the teacher.

The classes in a Steiner Waldorf school are essentially oral
communities within which the written word becomes » growing
presence, Lessons are taught orally and are then consolidated and
extended through writing. The class teacher is first and foremost 2
storyreller and ‘characteriser’s not a lecturer, not a preacher, but a
weaver of images, feelings and events through the living power of
words. Any teacher needs to command attention; the Waldorf
teacher tries to deserve such attention by creating living
imaginations that captivate the children because they speak directly
to their souls. It’s nothing like as easy as it used to be to achieve this:
children who come from a world more and more filled with voices
not actually talking to them and pre-animated images which require
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no inner visualisation on their part— these children are losing their
ability to listen and respond creatively to the human voice.
Nevertheless, the magic of story is t00 deep and powerfui to be
wholly overcome, and the same is true of every child’s yearning for
ditect human communication. After a few days, or weeks, or
perhaps months, almost every new Waldorf class becomes attuned to
a new habit of active listening through which — and enly through
which — the children really come to live in their teacher’s words and
the powerful experiences these words may evoke.

The stories told to the first class (ages 6-7) are mostly traditional
fairy tales. Why search for anything more modern when children in
their souls are still living in that land of long ago and far away from
which these stories spring? So much has been spoken and written
now about the wisdom of fairy tales that we hardly need to justify
chem further37 — except to confirm through experience that children
naturally delight and find the utmost reassurance in them. They tell
children what they want to hear — that life is a wonderfui adventure
in which good always ultimately triumphs over evil — in a language
within which the children feel fully at home. They are simple,
pictorial and also musical. They are punctuated with the ‘formulaic

phrases’ so characteristic of orality, from ‘Once upon a time’ to
“They all lived happily ever after.” Their narrative structures and
motifs are repetitive and predictable, with events following one
another as summer follows spring. Their characters are archetypes of
the human soul, and the resolution of their relationships is a study

in Loth social and individual harmeny.

Form drawing
As fairy tales form the bulk of the stories that are told in this first
school year, so they support the transition from orality to literacy.

Before the real business of writing and reading begins, however, the
class teacher normally prepares the children for the complexities of
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‘recognising and reproducing the forms of the alphaber b
mtfo.ducing a period called ‘form drawing.’ The time devoted t;a thi);
activity varies, and some teachers like to lead quite quickly into
writing proper, although still with the essential ;;rinciplcs of form
drawing remaining operative. In the biltiography you will find
references to published expositions and develo{;ments of this art
form that Steiner initially adopted and adapted for ped og
educational I ‘ ! e
“ onal purposes from the motifs of Greek and ‘leutonic
ecoration in particular.3® In essence, the activity begins with the
practice of straight and curved lines which are put together in a
variety of rhythmic and sequential patterns, both contiguo;r and
Zontmgous, that graduaily increase in complexity and “inner
ynamic. The patterns are drawn quite large, and before bein
drawn at all are rehearsed through a sequence of body move: 1en§
that of-ten begin with walking the forms on the floor, then |,Ancir1
them in the air with the whole arm, carefully followis rhi
movement of the hand with the eyes and perbaps also repeati: - the
arm movements with eyes closed and the eye; still followi u; the
ng;ec)r;lslnfg as an f1.rmer vxsua.hs:‘uif)n.?'9 H.and~eyfe co-ordination . one
: ocus of such a discipline, as is the inner perceptio and
.control of body movement generally: a raising of proprioc . i
1nto consciousness, to refer back to an carlier clﬁprcr. PP o
. I-n fact t_he value of form drawing extends a long way bevond
-51mply helping to develop spatial awareness and motor cont-l. It
feads, slowly‘over the course of the first four or five schooi ’z;rs
into perception and understanding of symmetry: firstly n lhrror’
symmetties on a vertical axis, whose archetype is the human face
and limb structure; then inirrot symmetries on a horizontal xis |
whose human embodiment is in the arrangement of the t(“ethj
;}rlz;: the fb.urfold ‘mandala’ symmetries based on the cross, wIﬂosei
are n::atlype is focgsed human consciousness. In addition to ‘uch
; I symmetries the art of form drawing incorporates and
evelops a dynamic feeling for complementarity, where one aspect
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of a form dynamically balances another, as for example where a

convex feature is reflected in a concave feature. A further and .

deeply significant theme within the form drawing lessons is that of

metamorphosis, where one form is developed into another

through a sequenc__av!}? ansformations  according to its own

inherent formative principles. The following is an example,
40

appropriate perhaps for 10 or 11 year olds:

1, 2. 3

drawn with one

continuous line.,

4 N —" 5

The poet-scientist Goethe beautifully elaborated the nature of
metamorphosis in his studies on the ‘archetypal plant’, and also

the human skeleton.4!

As children work with such exercises they are developing
movement skills that are, simultaneously, artistic skills; and in their
growing consciousness of the processes involved they are also
developing their ability to think. This works at a much deeper level
than what we might call head thinking; it i thinking infused through
and through wit}: life processes. The Greek philosopher and scientist
Heradlitus described-the universe as.an-egg.that is constantly turning
itself inside out. Contemporary philosophers and scientists are
starting to talk the same way again. Try drawing a t\fv?-dimensio‘nal
egg that turns itself inside out in stages and youwll start to appreciate
what Plato was talking about when he said that ‘God geometrises.” In
the Waldorf movement we often say that form drawing leads on the
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one hand into handwriting and on the other into geomerry. This is
true; but;' its greater significance is that it helps develop dynamic,
living and reflective thinking. Such thinking is equally the basis of
living literacy, living science and living mathematics. Form drawing is
an activity that could very easily be incorporated into any educational
curriculum with far-reaching results. - '

From movement into letters

Once the acrivity of moving and drawing spatial patterns is
underway, the teacher can approach the specific forms of the letters
of the alphabet. Because letters are forms, and need to be learnt as
forms as well as symbols, the same preparatory activities apply to
writing as to form drawing. The shapes of the letters need to be
fully perceived by the children before they can be memorised.
Perception of a shape is the end result of a perception of movement
— so the first step in learning a letter is to move through it. Walking
it on the floor, tracing it large with the whole arm while following
the movement carefully with the eye and then retracing the
movement with the eyes closed serves, as stated above, to raise
proprioception to consciousness, helping embed it in the memory.
Because the letter forms are not in themselves easy for children
to memorise, the more physically they can experience them the
more help they will get from their 'muscle memory’. It was partly
with this in mind that Rudolf Steiner suggested it would be
appropriate to begin with capitals rather than lower case letters.
The capitals are for the most part composed very clearly of straight

_lires and semi-circles, which invite a deliberate, aimost sculptural

approach to their formation. It is important that the children learn
to form the strokes in the right sequence and direction. Vertical
strokes need to be drawn from above to below, not simply because
the movement is more fluent but because this is the direction of
‘incarnation’, of bringing an impulse down to earth and
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embodying it. Children draw their first human figures in this way,
just as they grow into their owa bodies, from the head down. Later
they may also build a figure up in the reverse direction, just as in
cursive script they will begin many letters with an ascending
stroke; but this is a very different process when it is part of a return
journey, so to speak. Such details are more significant than
commonly acknowledged. Some children have a strong resistance
to forming their letters and numbers from the top down; these
same children frequently show a spectrum of other signs that they
are not fully ready for the earthing of consciousness that literacy
and numeracy represent. Once the decision has been made to
place the children in a context  where writing is being formaliy
taught there is nothing to be gained from turning a blind eye ro
wrong writing, which will actually make it harder for a child to
catch up — developmentally as well as technically — as the writing
activity proceeds. Properly formed writing (with a proper pencil
grip to go with it) is a developmental catalyst; it can actively felp 2
child ger right into her own body and out of it again through the
words on the page. Only when a child is really too young (as they
often are), or specifically and abnermally retarded in develepment,
may the formal teaching of writing prove significantly damaging.
The horizontal direction of movement in writing needs
awareness also. Teaching children to make their horizontal strokes
from left to right is obviously practical in a culture where writing
proceeds in this direction. There is also an inherent human
significance in the difference between left and right, as rhe separate
functions of the two sides of the brain indicate. Moving one’s hand
across the midline from left o right acrually carries an impuise
across from the right brain to the left brain — from the region
belonging to artistic consciousness to that belonging to inteliectual
consciousness, as it is often put. We might also say that the
movement from left to right (from right brain to left brain) is the
direction from orality into literacy. In an easlier chapter we
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observed that Hebrew and Arabic developed their scripts within a
context where writing was written to be spoken. The right 1 1 left
direction of their writing can be seen to confirm this ‘has:king
back’ to the oral traditions from which they sprang.

From picture to symbol

So much for the spatial dynamics involved in the choice of cayitals
for ~first  writing. There is another reason why Stviner
recommended them. In addition to being more sculptural they are
also' more graphic ~ closer to the character of a pictogram rhan
their lower case offspring. One of the things that anyone familiar
with. Steiner Waldorf schools knows is that ‘they teach writing out
of pictures. We.do - though not arbitrarily, and always in
association with teaching writing out of movement. In fact Steiner
suggested that even before we begin to focus cn the individual
lerrers we should begin our first real wriring lesson by writing a
short sentence on the board, reading it to the children and rhen
having them copy it.42 The rationale for doing this is one that
underpins the approach to teaching everything in a Steiner
Waldorf school; it is that children learn best, and learn most
meaningtully, when they proceed ‘from the whole to the parts’.
The basic unit of meaning in language is the sentence. The
archerypal sentence is like the archetypal human being. It has a
head, heart and limbs: the nominal subject, the mediating activity
of the verb, and the extension of the subject into the objective
worid. By giving the children the wholeness of a sentence, in that
ceremonial moment (for such it'surely must be) when one of the
greatest mysteries of life is about to be unveiled, we are confirming
that language is coherent, complete in itself, comprehensive and
comprehensible. Steiner suggested that the chosen sentence should
have some significant moral content (e.g. “The person i gocd.’)
because morality is also part of living meaning.
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So the context is set. Now the teacher can make a quick review
«t some highly salient points. She can confirm that writing is
s mething that is meant to make sense, just as we try to do when we
¢ 'k. Unlike talking, writing has to make sense even when we are no
I nger there ourselves to explain it. We tell the writing what to say,
tair then the writing must be able to carry our message by itself. The
{..cher can confirm that she has written something called a
o ntence, which is a collection of words that make sense together.
She can say that within the sentence there are the different words
themselves, and within the words the things we cail letters that stand
fo¢ the sounds that live in each word. She can make it clear that
Jocters are shaped in a special way, and that sentences are written
from left to right. And now, finally, 'she can. sa,’ that once upon a
vime letters were drawn as real pictures, and that if we look carefully
we can still find the pictures that are hidden within them like a
special secret. Discovering these pictures will help us remember and
understand the letters for the rest of our lives.

‘Once upon a time. . . The teacher tells a story. It may be a
rraditional fairytale, or a story she has made up herself. It will be a
story rich in images. Amongst these images will be one — just one,
to begin with — that will be specially highlighted in a picture
drawn on the blackboard on the following day. The children will
have ‘slept’ on the story, and the drawing will reawaken them to it
in the manner of a remembered ‘dream. The central image within
the picture will carry the whole life of the story in it. It will also
carry its own life: the life of what it is in itself. And because the
teacher is being canny here, the image will also carry the life of a
particular sound.: Cannier still, the teacher will further be able to
draw from the image the shape of the letter that represents this
sound. ‘Canny’ 15 actually the wrong word here, because these are
not just clever’ correspondences. The sounds of speech are
embodiments of archetypal living qualities. The hissing S evokes a
universal feeling of alertness, even in Ireland where there are no
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snakes. The liquid L has the reassurance of a lullaby, and with it
the living quality of water. Steiner chose the golden fish in The
Fisherman and his Wife to illustrate the principle of an appropriate
letter-picture. Fish, fin, flash, flicker — the fish is a figure of living
movement, and this same quality is embodied in the sound £ In
the italicised lower casedetter fprinted-here it is very casy tc see-a- -
fish — easier in fact than in the capital form. This needn’t challenge
the principle of beginning -vriting with the capitals: what the
teacher must anyway do with his letter-image is metamorphose it
from image as such into a letter as such. A piece of chalk can bring
out the f from the fish rising out of the sea; this f can then be
written separately, and another quick sculpting with the chalk will
wranslate it into E The children will copy both the original picture
and its metamorphoses; the capital F will then be carefully
practised over the following days and weeks like a form drawing -
but it will carry within it a living image and a living sound. _

Living literacy has everything to do with metamorphosis. The
historical evolution of pictograms into alphabetic letter forms is
itself an example of metamorphosis. Steiner was clear, however,
‘hat the class teacher need not feei bound to try and reproduce
specific transformations of pictures into letters based on historical
models; the principles of inner resonance and inner coherence are
the important ones. The requirément that the children make some
kind of imaginative leap during the translation process is actually
part of what distinguishes true metamorphosis from simple
variation on a theme. The plant makes such a leap between bud
and blossomn; the chrysalis is a real alchemical crucible in which
caterpillar becomes butterfly. Alphaberic letters are not pictures;
they are symbols. One of the dangers of the Waldorf approach is
that children may actually get hung up on their specific pictorial
image of a letter and not so easily take the next step, liberating it
from a prototype into an archetype capable of diversifying into
innumerable other word images. Another of Steiners own
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literal’ correspondence of image and
ietter very clearly. He was speaking of introducing the letter D.43

He suggested drawing it out of the picture of a dome or roof. (In
German the word for roof is Dach. From the picture ererges this:

examples iliustrates this ‘non

\Which is fine as a dome or roof, but not obviously 2 D. So we
rotate the image 90° clockwise, and hey presto! The ability to see
the same image in its various reflections and translations is not
confined to dyslexics; we all have it as a hand-me-down from our
pre-differentiated brain-function days. One of the requirements of
developed consciousness  is that we take hold of our primitive
capabilities and make them subject to our own intentions. The
spectrum of dyslexia represents a failure to complete this process in
one or another area of faculty. Rotating a dome into a D is in fact a
consciousness-raising exercise through which picture has to become
symbol, and symbol has to be actively related back to its picture.
Having said this, what anchors this particular transformation is that
a dome is always the way up it is. The picture is referenced in
reality. Drawing a left-facing fish in order to represent an F would
leave things too much swimming in the mix and therefore an
pe letter-image. However, if unconscious Mmirror-
vond the seventh year it may help a child to

facing F back to back simultaneously with
the crucial

unwise prototy
writing is persisting be
draw a right- and left-
- —right and left hands, many times over, until
differentiation is established both visually and kinaesthetically. A
variation of this exercise that focuses attention (kinaesthetic, not
visual) right on the midline axis of symmetry is where the child
draws the same form simultaneously with both hands onto a two-

sided blackboard extending forwards between her hands.
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Consonants and vowels

1111“(1_) ::chl;mi at the historical dcvdopment of writing we have already
consonanttsazns‘:r::wiiphabets give a cle.arly different status to
Steiner teiaf 'S —.SO.mC":\’en‘ omitting vowels altogether.
ey relrj‘.c?rced t.hlS distinction in his own suggestions for
througf ;;’;lr_li aHlsl recorr.lmenda'r.ions for teaching the lerters
characeertsed as beiip Y Spec‘jxﬁcally to Ehe ‘consonants, which he
by contras g sound-pictures of the outer world. Vowels,
e \W}, are sound expressions of the inner world - the soul
e lere _consonants are inherently pictorial, vowels are
rons Ch}u Cilrlusmal.‘ ‘\Wa‘ldorf teachers often describe them to the
St i g s sl e
e ; atures o vowels is that they have a
doe% t(;i Sf;tm:(i)su isc:lsoicxatehd with a .single lettez. How, for example,
image, what n the following words: father, angel, hand,
e : ‘Zgn’"» 'mtegm/ ?' Pardy to distinguish vowels from
15, and partly ¢ make them easier to work with, Stein
recomme . T Steiner
ST e e vt by
snderseand o und. The children should clearly
aiso that the pute sount o 1 different regions and lands); and
chort. nomderd of a consonant docsp’t have the ‘shwa’ — a
L escript vowel sound — thar we normally add wh
say, F?(;r exa}rlnple, muh for 'm’ or kuh for ‘# y en we
is ch: .
Lcaming thc.‘:bi:ttetvrersh ?ssnfoclused‘ on the . lnproduction of wiiting.
crucial part of it. Just OSt carning to write, though it is of course a
the letters with .a reajas fcmer.u'r‘ged us to preface our teaching of
bkt v real et fact o‘f werxng, so our aim must be tc get
leaening i+ seally ga bz ore rt\qu:- children have forgotten what letter-
many ochers in the. \l;(;-H yf own rec'ommcndation, shared by
alphabet should be aldorf world, is that the whole of the
. 1 ou e introduced by the end of the first term of the
rst c ass at the latest. Given all the sther things there are to do‘ a;
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well, this requires a speeding up of the process as it continues. The
crucial thing is that children deveiop the feeling that the letters
themselves are full of individual life. Once the first ones have been
introduced individually the fest may be pictured in groups within
a story illustraticn, or even, towards the end, introduced simply as
pictures. Such introductions redlly are only the beginning. What
matters hereafter is that the children preserve their initial
recognition and respect for these new companions. There should
be the feeling of a handshake each time a letter is practised, and a
sense of disappointment when it is misrepresented. And there
should be real joy when the letters are ready to take hands
themselves and stand together as words.

From writing into reading

Ir concluding this chapter we must look at how reading can come
to birth within the same imaginative and holistic process that should
aj ply to writing. Steiner’s recommendation was very simple on this
point'— and so very effective. He said that we should introduce
re.ding directly out of the children’s own writing. Regarding what
th. children write, he said, they should write down what is most
alive in them: little sentences from the stories they have hcard lidle
_ssages to real people about real things. To begin with it is the
t.n.‘..\.hers task to formulate appropriate sentences with the children
a | write them down for the children to copy. In writing down
whar they already know the children then meramorphose their
wiiting aétivity into the activity of reading what they already know.
Reading is thus, at this-first-stage,-a personal act of-recognition. This
i « vastly different experience from that of decoding text with little
o no prior familiarisation. The latter is rather llke a form of post-
mortem; the former is like recognising one’s own living baby. There
will be a lot more to it than this as time goes on, but in the
biginning the sense that the child is really reading, even when

124

8. First W/r.iling and Reading

mainly remembering, should be fostered with the greatest care,
because the child’s living connection to literacy is utterly bound up
with her sense that it is intimately part of her.

The sensible teacher will try to keep these first sentences
generally simple, but should avoid being stilted or simplistic. It
matters more at this stage that the words should feel familfar and ™
‘right’ to the children than that they should fit nicely into a
speliing scheme. The ground for a phonic approach to reading has
been laid in the introduction of the letters, but the full-on phonics
approach to reading words is the opposite of holistic and needs
bringing in gently and carefully on the back of a ‘whole language’
or, better, ‘whole experience’ approach. We shall-be looking at the
details of this as we proceed. According to Steiner, it should be the
teacher’s aim to have most of the children in the class writing and .
reading little sentences of their own by the end of the first school
year. For some children this will simply happen, but for the

matnries ﬂ' un” rpnnlrp mnre r‘-\—\n trcr crnv—qo.- Aeavoinoe nrae~ | 1N
SISl — 422%a T cadeaas PR VR A S L Saatvaaign, padl Hig

letters and copying and reading back sentences. Keeping alive the
spirit of language through speaking and listening is something the
Steiner Walderf schools do very well. Stitching this into literacy is
both an art and a science, and while by far the majority. of Waldorf
pupils go out into the world both articulate and literate, often
exceptionally so, for some the crossing into fluent literacy is
delayed in a way that becomes uncomforrable for thern. This is not
how it needs to be. Steiner did say that the most developmentally
appropriate time for children to be reading was from their twelfth
year (around the beginning of Piaget’s ‘formal operational’ stage) —
but he was quite clear that this was an inappropriate curriculum
marker in the world of his own day, and would surely say the same
today. Many of those who struggle with literacy do in fact make a
sudden-quantum leap around their twelfth year, but by then they

‘may <onsider themselves ‘slow’ or ‘stupid’, not least because the

reading materlal available for their reading level is designed almost

125



Living Literacy  Part Tivo: Making the Difference

exclusively for younger children. This is bound to leave some kind
of scar tissue in their souls, however wonderful and fulfilling the

ool experience may have been and may still be.

rest of their sch
Living literacy can and should also be effective literacy. There 1s
that does other

nothing in Rudolf Steiner's own recommendations
than promote this being the case, and the fact that they haven't
been systematised into 2 detailed and prescriptive curriculum,
hat a number of Steiner Waldorf teachers

together with the fact t
haven’t met the rigours of state school expectations in their own

training, may account for a significant incidence of inappropriately
late reading and poor spelling in some of the schools. As a class
teacher 1 have myself been guilty of allowing some of my pupils to
dream on for longer than I now feel was in their best interests.
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Watchmg someone struggle to decode a piece of text, woril b
intractable word, can be painful enough for the obse;'vcr Hovz
much. more so for the struggling reader! If literacy is ;1 .c t
esrabl‘lsh itself as one of the most unappetising of all b tﬁax(z
exneriences it needs ro hecome second nature. Its techniquer nust
become embedded as instincrual faculty. We shall ex lo‘re ;r thi
chapter Fhe different elements required for such a traisfom(latiolri
and point towards different literacy strategies that m. “ be
emploxed to promote it. Since the differences we sh-Il be
dxstcussxng r?'pically appear in exaggerated and unbalanced for ns in
children with so-called learning differences; the special 1eeds
teacher sh‘ould find much relevant material here too. The ne.xbt
chapter will offer some further suggestions for practic.e ;1) | the
chapter aflter that will expand the more technical disc’ussi'“n of
facul‘ty c.levelopment into personal, social and cuitural
consxlderatlons that play a complementary and equally sign “"

part in how literacy ‘works’ for different people. yeE
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Elements in the development of faculty

The following points are relevant to the development of all human

faculties:

+  Developmenral readiness
* Impulse and motivation

* Communication .

* Perception

e Concentration

* Memory

¢ Conceptualisation

¢ Selection and application

Let’s consider these elements one by one.

Developmental readiness

We have already explored different aspects of this theme during
the course of this book; and the reader is reminded that Rezzdy. to
Learn (see Bibliography) is a book all abourt 'i't. In fo;usm.g
specifically on the development of skills, the l.<ey point to register is
that every skill depends on other skills. A child who cannot( c’ount
cannot calculate. A child who cannot distinguish between a ‘b’ and
a ‘d’ has a reading and writing difficulty. A child who cannot hear
the difference berween v’ and ‘th’ has a language and‘. llter'alcy
difficulty. And so on. Learning is a stratified process: it builds
upon itself. The teacher of skills_needs to know what a child must
be able to do in order to do something new. The School Read{ncss
checklist in the appendix is alsovery mgch a literacy readiness

checklist.
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Impulse and motivation

People are motivated differently at different levels of their being.
In this chapter we will concern ourselves more with what might be
called ‘lower impulses to learn, in the sense that these are
especially related to physical, sensory experience.44 The chapter on
the ‘culture’ of literacy will further explore the ‘oul and spirit’
influences that may work with or against  the body’s
predispositions. '

The urge to do and achieve things is generally affected by what
we might call the ‘feel-good factor’. Even our most noble deeds,
though we may not like all that goes witch them, are impelled by an
underlying good feeling that is associated with them. Whatever
makes it feel good to learn something should be considered
relevant to the learning process — even if it is not necessarily
judged good.in itself or automatically adopted into one’s practice.
Children will feel motivated to learn when they connect learning
with a reward. The giving of sweets has been used often enough in
this regard; lately the giving of money to encourage young people
simply to turn up at school has become part of some local
authorities’ provision .in the UK. The flip side of reward is
punishment. Often enough children get punished vhen they do
badly at school on the assumption rhat it will make them feel
better about learning than not l’cérning.

It would be nice, wouldn’ it, if children were happy to accept
learning as bringing its own reward? For this to be the case,
though, learning must be able to compensate for any discomfort it
causes along the way, including at a physical level. Prolonged
intellectual activity does bring discomfort, above all when it is
unmitigated and challenging intellectual activity: One of the keys
to promoting willing literacy is to balance its purely intellectual
component with other forms of activity that feel invigorating. The
younger the child the more these should include physical activity,
and the shorter the bursts of head work should be in themselves.
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(The notion of a compuisory daily ‘literacy hour for young
children seems to me wholly misguided.) Through all schooling
there should also be a constant association of intellectual with
imaginative activity of the right kinds, such as we have indicated
in the suggestions for introducing the alphabet. And though
sweets as such may not be such a healthy offering, other forms of
physical sustenance, including snacks and meals and shorter and
longer breaks from any compulsive activity, are vital.

A further, very obvious requirement if learning is to bring its
own reward is that it should be experienced as successful. Failure
weakens the will and success strengthens it. The recognition of
success is most complete when it comes from both without and
1. The teacher’s ¥ is an invaluable little educational tool, and
d teacher will ensure that enough of these ticks can be

d's sense of progress alive. This means
and also

withi
the goo
given to keep a chil
balancing more challenging activities with easier ones,
e child o acknowledge thar the successe
can be very daunting when a child is aware
chieving a lot more than he is. The teacher
ble to prevent a culture of failure
¢ of this means working.with the
g and continually resetting
and making each step

encouraging th s really

mean something. It
that some children are a
must do everything possi
developing in this siruation. Par
class as a whole: part of it means settin
appropriate targets for individual pupils

count.

" What has been said_about impulse and motivation has everything
on. A child who is doing well needs to be
hild who has learnt something needs to
hers what he has learnt, and that he
skills the ready-made vehicle for

and writing itself, where the

to do with communicati
told he is doing well. A c
"be able to communicate to 0t
has learnt it. In-the case of literacy
communication of success is reading
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feadxng is done out loud and the writing is written to be reau. It is
important to keep this feature alive as much as possible >|.| the
common arena of class work, so that all the children are rc1din
?::d \;im.ng as a form of shared communication. Reading teat ougt
thfe;e;; xslone way of doing this,. especially where the cont.nt of
ex relates w0 a shared experience. Reading aloud from each
other’s individual work is another way. —
Choral fpeaking is practised rather seldom these days in
:&;ezt‘efn mainstream education though it is still part of the
v;al:;;c;?ex(ril ASI?. and Africa and absoluFely part of the tradition in
‘ ‘ ucation. What choral speaking does first and foremost
is register speech as a communal act. In uniting the individual
Ir.oxc‘e‘ with the.: communal voice it empowers the individual voice
ifts it and gives it wings. This is more than just a matter o’f
:ilt;ne: Modula;ion, and dynamics — all the features of meiodic
be[r)w ::;veilhcss — are communicated through a powerful osrnosis
o e e m.er'.nhers of the group. and can be consciously
in L;len’ced and‘ 1mp‘rovcd by the teacher’s example. Withour the
teacher’s conscious input, in fact, choral recitation has a natural
tchd.cncy to .become chant or drone and .sound more like a
rc}:lhg;(l)us service than is necessarily appropriate. Poerns lcarn;-d as
;nzrﬂ recitations may then be spoken individually from men;ory,
: Verys:i)i:rv(:xttf:n.dowx.) and read out by individual children. This is
renit éxperience from being asked to read a poem hlind
—a irc;cess, that might better be termed reading ‘deaf’. v o
\Waldorcfn:zl}): ci)rr-lple.mc.ent to ch‘ora.l speaking is practised in the
. ools.- This involves the class teacher giving every child
in Fhe ‘class a special verse for each school year which that child' ill
::)t; in front o.f the class on the same day each week as part ofV:l;c
e vc(;:er morn‘zllg lesson. Oft?n the te.acher will have composed
v especially for the child. It will cerrainly be given as
special act of communication between teacher and gchild It:;l

purpose is to help the child, from the level of strengthening his
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own self-image to developing particular features of language,
¢+ nught and temperament. For over twenty-five years of teaching I
h. /e observed children saying their verses and listening to each
ciner’s verses, and I have often felt it to be the most profound
o »ment of the school day. .

Another characteristic “Waldorf’ feature thar helps strengthen
o1l communication skills and prepare for more expressive written
+ rk is the way children arc asked as a matter of course to recall
3 pects of the previcus day’s lesson. This process links spoken
language to memory and imagination and furthers both linguistic
and cognitive development simultaneously. It also links all of this
ii.to the writing process that will normally follow it. The teacher
11ay often notice, especially when the previcus day’s lesson content
wias given in story form, that the children’s recall — art least in the

early years when imitation is stll a strong factor — will include
mnany of the same words and phrases, even the same modulations,
Lcd in the original tciiing This is a clear incidence of ‘receptive’
language becoming ‘expressive’ language, which is the way
language develops-anyway in carly childhood but which needs
continued stimulus. Summoning something back to consciousness
after a night’s sleep is part of the development of conscious faculry.
Where the pupil-is learning linguistic faculties from a teacher it
matters greatly how consciously the teacher is aware of and careful
with his own language. '

If the teacher has a special role to play in the communication
process within a classroom, so do the individual pupils. 1 have
often found that one pupil in my class can explain something to
another pupil better than I can. Teacher- centred learning needs to
give way at times to pupil-centred learning. We could ¢oin the
phrase of being - ‘childhood literate’ — and acknowledge that by
definition chlldren are likely to better at this than their teachers.
Children, 51mply by being children, are on the same wavelength
However well an adult may tune in to this Wavelength, the
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communication process is inevitably different when different ages
are involved. Peer learning can still be generally stage-managed by
the teacher in a classroom setting, since few children can be a step
ahead of the current lesson in the way a teacher should be. Buc the
teacher must be closely attentive to what each child has to offer the
other,-and how.they are.able to offer it, and actively facilitate this.

The activity of paired reading is an obvious setting for
communication 1o he linked into literacy. both in the child-adult
and. the peer group context. Paired reading can be organised in
different ways, but it should always be an experience of sharing —
the. work as well as the pleasure. Care should be taken that the
more able partnervdoesvn’t_do too much of the work for the less
able one. Nor the other way around. In some cases it will be
appropriate for the two partners to read together; in others to
alternate the reading while the silent partner carefully follows what
is being read; in others for the less able partner to do most of the
reading, with the other stepping in to help when the first gets
stuck (which doesnt mean instantly correcting every word read
wrongly).

The question of correction bears closely on that of
commurication. When we correct a child we are cominunicating
something abour that child’s learning. When we correct something
in the realm of language and litéracy we are also passing comment
on a child’s communication skills. We need to be very careful here.
Many poor readers and writers are excellent communicators. If we
give the impression that misspelling or misreading a word is
inherently a cemmunication breakdown we may seriously
dishearten the struggling reader and writer. We may also be telling
a lie. Spelling, after all, is only a convention, and usually a
practised teacher can make out what even a severely dyslexic child
means. At the same time we can't avoid the fact that misspelling
and misreading may involve a significant communication
breakdown. We need 1o establish some priorities.
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What are the most mportant words to be clear about? In a
general sense ey ar the words most frequently used in
communication. Sometimes it may be viral to learn a technical term,

like ‘danger’, but the words that will be written and read time and

time again are those that all children most need to learn. Every effort

should be made to teach these words to the child early in the process

_ and these are the words on which correction should be focused.

While the teacher should have a list of the most commonly used
words, 45 these words should be brought into focus as much as
possible through the child’s own use of them, not learned separately
as spelling lists that fall from the sky. In fact the word-frequency lists
that one normally comes acrass ar not agcdiscriminated; a
children’s lisc would surely feature words like Mummy and Daddy,
cat and dog —and possibly gerbil (or is it jerbil?).

We shall consider other aspects of correction under the

fk onr

headings below.

Perception

“The fool sees not the same tree as the wise man sees,’ says William

Blake. The child sees differently from the adult, and children from
each other. Pereeption involves all sorts of different senses together.

Rudolf Steiner speaks of twelve senses and has fascinating things to

say about their ‘nterrelationships which will be elaborated further in

the next chapter. It is more usual, and still very useful, to focus on
the visual, auditory and haptic capacities, the latter including tactile
perception and kinaesthetic perception. We have dealt in some detail
_with the_haptic side of life, and may here remind ourselves of the
basic principle that 2 child should move through the individual
jetter forms using large movements before transferring the activity to
the fine motor system. This experience can be made more tactile by

trers large with a glue stick and sprinkling sand over

writing the le
forms with eyes closed

them; the child can then trace over the letter
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or covere‘d. and strengthen inner visualising of the movements in this
way. Wrmr;g onto one another's backs can extend the individual
experience of touch into a social one.

. 1.°xlso in the realm of touch and movement it makes a
51g{uﬁcant difference whether a child writes in print or cursive
;CI‘IP[. “In the \Y/ald:orf,, schools cursive writing is introduced
C}firlzlra;nya:et etfreml:fgu?ning O:‘- the second school year, and the

| pected o use this rather than lower case print. The
advan‘tage of this method is that words are kinaesthericall
perceived as a whole. The flow of ink (or probably graphite) is Z
thread that stitches each word together. Most dyslexia specialists
recommend this approach for their students. The difficulty with it
thaf needs to be recognised (and I'm not sure that every Waldorf
te;c_hcr has recognised this clearly enougﬁ) ‘is that kinaesthetic
W ol;ness can prove a difficult entity to discriminate visually. The
v:'ord lx‘nun‘amy, fc‘>r exax.nple, easily resolves visually into a single
Aj:}t'h ;ne in Zurswc script, especially wheresit is written carelessly.
e ascenders and descenders part of a letter, or aren’t they?
ab.lt\/nst.ial dxs.cri.minaticn has its own coxﬁplexities. Ies pr}i];nary
: 01 r;ty Wl; iz: ;i:(;xr;ﬁu;h o;me ‘colour from another, including black
R : es afies of grey berween. Secondarily, as a
pre of experience and connected very much with the sense of
balance, ic distinguishes foreground from background, not l:ncr°l
in terms of near and far but in relation to focus. As yc;u read tn;sz
words you are constantly promoting and demoting individual
parts of the text between the foreground and background of you
::)Sl:;l attention. Visual discrimination further involves ;he :;%Z,ilir;
thro;s;ﬁlg:;:hsﬁze ezhapczi f::)im anoth.er, which it does by noving
rough the ¢ \X[/)h atav: n:aesthetxcally sensing the difference
e e nc;,_t'see is falso connec‘tefl directly with what
forn looking Somcgth. 1onfis involved C‘hlS is a different process
rom ook mething for the first time. The more seeing is
h recognising, the less actual looking takes plac-. The
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fully literate person, as we noted in Chapter 2, needs onlyv_t_he
briefest of glances to take in large chunks of text. The same FLP
will be able to cope with missing bits of the picture: the Gestalt
principle of closure comes into play,' and the p-ct-r- gt c:-mpl—t-fl1
as a cognitive rather than strictly visual process. This is a.ll muc
more difficult when a person cannot distinguish lef‘t from I‘.lght.
Mirroring is part of the visual function: an image does not
merely fall on the retina the wrong way round but t.he recvl:mhal
irnage is communicated from the right' eye to the left brain arl) t ;
feft eye to the right brain, each of which then has to compi e an
co-ordinate a single mental image that correspond§ with a unified
reality. Helping a child to see this process throu.gh 1s of the urmost
importance when it doesn’t happen by itself. It is ‘comr'n(?n ;l;)rax'ctll(;e
to give a child mnemonics to refer '\“Q'whc?n in dlfﬁCl‘l Ré the
picture of a bed, for example, to help distinguish b frorp d., or to
refer to the lefc hand as the watch-wearing hand, the ngh‘t ai _t‘he
v iting hand wheie this applics. Thesc thmgs may coitainly "e‘r%
tuc rhe trouble with them is that they involve a process o
. nsciousnes: where the aim is to achieve somethi‘ng.automatxc. Far
inore effective, in my view, is to work intensively, in shorF )bursts,
.cith the kinds of exercises described in Audrey McAllen’s The
s vera Lesson46 Particularly relevant here are ‘body geography
‘n .ercises’ (touch your left ear with your right forefinger, 4<=;tc.) and
I..tm drawing exercises involving mirroring proc‘edu{es. Really,
. wul ‘automatisation’ is achieved in proprioception It ’cannot. be
‘mected - in visualisation either. Automatisation requires things
}wn:;ing done in the right sequence gr?d r‘ep¢atedly so. The
. gnificance of repetition will come up again b?lOW, o
We mentioned focusing as an aspect of visual discrimination.
“ome children find it particularly difficult to select the relevant
iextual focus when they arc reading. It may be helpful for sx%ch
_hildren to use something like a postcard to place under the line
or even to make a ‘reading window’ from a

.

ihey are reading,

136

9. Developing Literacy as Faculty'

5x10cm rectangle of paper with its centre cut out that can be
moved along the text revealing a word at a time. Thé size of print
is obviously relevant too. If children are copying from the board it
~can be particularly frustrating to have to struggle to find their
place again each time they look down to write: changing the
colour of each sentence on the board is one way of helping here;
another is not to ask such children to write. from the board in the
first place, but rather give them a paper version of the rext to copy
where this is what is wanted. (And one should always ask what a
given child is actually learning from the copying experience
anyway, rather than making general assumptions about ‘receptive
learning’.) In some cases it has been found that a child can focus
on text far more easily when looking at it through a coloured filter.
Obviously this is something to investigate further when the
difficulty is pronounced and persistent. :

Another perceprual difficulty children may face is that of
auditory discrimination. They may find it difficult to distinguish
aurally between certain speech sounds as such, for example v / £/ th
— a perceptual confusion which is typically reflected in their own
speech. Or they may have problems ‘segmenting’ the phonemes
within whole words, which becomes a reading d'ficulty. Or they
rnay be poor at ‘blending’ phonemes wgether to build up words,
which becomes a spelling problem. Assuming that hearing as such is
not impaired, the problems of auditory discrimination all concern
the relation between listening and speaking. This connection needs
to be made more conscious. It will always help such a child to learn
to listen better to his own speech. One way of doing this is to ask a
child to say a poem known by heart while stepping on every word.
Poor discrimination occurs when one thing flows directly into the
next; stepping at every word makes each single word become much
more intentional. Tongue twisters and speech exercises also help.
Saying things backwards can help {as sounded rather than as spelt,
either reversing the order of syllables but not the syllables themselves
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— cup-ter-but — or reversing both — puc-ret-tub). Working with
music is especially to be recommended. In the Waldorf schools we
do a lot of singing and alse teach all the children a musical
instrument from Class 1 (age 6-7) — usually a recorder or pipe. This
is done by listening and looking, initially, with no reference to
notation. We can work individually with the children using litde
aural exercises in music, focusing variously on melody, thythm and
timbre or tone quality. All this helps all aspects of listening.48 If a
ceacher shouts all the time this generally doesn’ help listening. When
the teacher suddenly whispers, this generally does.

Concentration

Is there anyone who hasn’t heard of ADHD yet? Attention Deficit
Hyperactivity Disorder has made Riralin patent-holders an awful
lot of money. Dealing with the symptoms by drugging them has
aléo allowed socicty to go on its way without really having o {uce
up to the causes or change the ‘Normal’ template of its lifestyle.
Let’s assume, for this chapter, that we are stuck with the fact that
children are coming to school with an increasing inability to
concentrate. Is there anything we can do about it educationally?
There is — especially if we can offer a school setting thart isn't
itself hyperactive, changing from one focus to another,
unconnected one (sometimes in a different room with a different
teacher) before the pupils have really been able to sink into
anything. Having a two-hour lessen each morning with a class
reacher who will be teaching the same class over eight years is
unquestionably an aid to. _concentration. Staying with the same
subject during this ‘main lesson’ over three or four weeks at a time
is equally u.nquesdonably an aid to concentration. Dealing with
new ‘head’ learning early in the morning, rhythmically practising
what has been learned during the mid-morning period, and doing

pr;’iCtical, limb-related work in the afternoons is an aid to
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concentration. Methodically recalling what has been learned on
one day during the main lesson of the following day before trying
to v.vork with it further is an aid to concentration. Having a
f:urrxculum and methodology that condnually cross-refercnces
1t.self and builds on what has gone before . . . you've guessed, it’s an
aid to concentration. And finally, repeating things over and over
again can be an aid to concentration.

But before it gets boring the activity must change. The seciet of
concentration is the secret of breathing. Breathing a1 is
concentrating, breathing out is relaxing. Some aspects of learning are
fnore like breathing in, others are more like breathing out. Lisw;ling
is breathing in, speaking is breathing out. Writing is breathtng in
then breathing out, reading is breathing out then breathing in -
because writing is first inwardly hearing the words, then spelling
them out, and reading is first spelling the words out, then inv..rdly
— or outwardly. if the reading is done aloud — appreciating 1em.
The n?o.re regular the rhyf,hm between in- and out-breathfr the
more it is an aid to concentration. So with the thythm of ac: ities
in the school day, week, term and year: the more they resen Hle a
process of breathing, the more they will aid concentration.

Where.a child sits in the classroom can make a differer ¢ to
c?ngentrauoh. The presence of the teacher can make = big
difference to a child’s concentration — not only where the ctuld is
sox‘newhat fearfully impressed by the reacher burt also wher. the
child is lovingly impressed by the teacher. A reacher is in a po | tion
tc-lend an unfocused child his presence of mind. With pratice
this can be done ar a distance. It can only ever really be a short-

term .loan, and the child must be expected to pay back the intzrest
V::lth mterest- - burt it re.mains a worthy investment, and somet.mes
the -only thing that will make the difference. What I mean by
lcnd‘mg a child one’s presence of mind is that during the whole of
the. l?nding" period one remains actively mindful of that cl;ild.
This is much easier, of course, in a one-to-one or small group
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situation, and somerimes this is whar we must do'with son'xe
children. But our aim should be to try to do it effectxv?,ly also.m
the whole class situation. Sometimes a particularly‘xmpresswe
‘whole class’ teacher will fail to notice that, despite his exce.llf:n_t
presentation, there are some children who are off with the fairies.
This is absence of mindfulness on the teachers part, and may

ultimately represent a failed lesson.

Memory

The development of memory is linked with all. the other aspects
discussed in this section. Rudolf Steiner describes four dlffc'rent
kii.ds of memory, which, he says, are developec‘i sc?quentxally
between childhood and full maturity. In the beginning comes
geographical memory. The lictle child revisiting the place Wher'sl' he
bumped his head yesterday may start crying, be—ca-use' the_. place
recalls the whole of what has been experienced in it bte‘mer
suggested that megalithic monuments were er'cfcﬁed partly as p;ace(;
to focus geographical memories: the ceremonies that were enacré

there could be recalled by revisiting the sites. The so—cal.lcd
medieval ‘memory theatres’ use the principle of geogrgphlcal
memory, albeit now as an imagined place. The tbeatrc‘ls an
inwardly visualised, self-created setting through whlch one hcan
imaginatively walk-around — and it must actually l')e big enough to
do this in. When one wants to remember something one carries it
into the memory theatre and places it somewhere very specific — at
the foot of a column, perhaps — not too close to any other

memories left there earlier. To remember it later one-siraply-walks-

in and gets it. One way to establish a useful memory theam? in the
classtoom is to have a ‘matchbox dictionary’, where different
matchboxes are placed in specific places within the classron
‘containing little bits of paper with phonet.ically relaFed spel-lmg
‘words in them. To recall thosé spellings a child must literally walk
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to the reference point and get them. Later, one hopes, this
collecting process can simply be a mental recollection.
The second kind of memory is rhythmic memory. Experience
that is repeated, especially when the repetitions are regular, is
embodied into rhythmic memory. Using the rhythmic memory
also strengthens it. Learning the times tables by chanting' them
over and over again, especially when involving the whole body in
the process by stepping and clapping routines, is both easier and
more effective than learning them just in the head. Learning a
spelling by revisiting it regularly is better than trying to cram it in
on one day and forgetting about it for the next three weeks or
whatever. The limitation that goes with rhythmic memory is that,
like geographical memory, it is contextual: it is embodied into a
temporal sequence just as geographical memory is embodied into a
spatial framework. A child may know all the normal times tables
perfectly as rhythmic chants but be unable to say whar six threes
are without starting at the beginning of the table and ‘rowing’ his
way up to the required point. Rhythmic memory, therefore, must
be metémorphosed into ‘abstract’ memory.

Abstract memories are effectively generalisations. They are
detached from the specific experience that gave them birth and can
be recalled at will (if the inemory is strong enough) to suit one’s
purposes. Knowing all the possible sounds thar a letter or group of

" letters can represent and being able to fit these into words, like

keys into a lock, involves an exercise in abstract memory. Teaching
children the skills of ‘phonics’ involves them using their abstract
memories. For this to be effective it needs w0 be grounded in a
form of rhythmic memory. This involves the repeated revisiting of
whole words in the context of whole sentences. These words need
to be fully learned in their own right, both visually and aurally.
Then they can be ‘segmented’ into their different sound-letter
components — and only then, when this analytic activiry has
become an acrual skill, should attention be transferred to the
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ivity of ‘blending’ Jetter-sound units into words. It is

syntheric act
phonics; and

normal mainstream practice to go very quickly into
while this is a vital skill that children must accomplish, and that
enthusiasts may downplay, it is like
d if this is not based on soiid linguistic
premature phonics is literacy

some 'whole language’
building a house on san
foundations. Put in another way,
with the life taken out of it.
Abstract memory involves being able to call things to mind at
olves bringing consciousness into the memory process.

ne in the realm of the different senses, each of
the visual

will. 1t inv
This can be do
which informs the memory in one way or another. In

realm, for example, we can play games such as the on
children are shown a tray fuli of objects for 1 limited period cf
time from which one object is then removed while the children
have their eyes closed. Which object is missing? After all the
objects have been removed the children may then be asked to put
back the objects, in reverse order if possible, either physically or
simply verbally without the original objects actually reappearing. A
variation of this game can be played using pieces of writing on 2

blackboard. The children may be asked to read a sentence or short
n covered or otherwise hidden from view.

w many capital letters there were? What
was the first word of the third line? And so on and so forth.
Another way to help develop visualisation and spatial orientation
together is to give ‘drawing dictations’. As with writing dictations,
begin by giving the children an impression of the ‘whole thing’
first — in this instance by showing them the picture. Hide the
picture and ask what was in it. Show the picture and check the
results. Hide the picrure and ask abourt the spatial relationships
berween the different details of the picture. Show and check. Now
hide the picture and ‘dictate’ it to the children, detail by detail,
giving the spatial co-ordinates chat relate the derails to each other
and also to the framework of the page.tFinally — perhaps the

e where

paragraph which is the
Who can remember ho
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‘Working artistically is the key to bringing life tczi t:;erngs atr;]ci
thir iing to life. Artstic work both' sr_rengthen’_s and balances .ns
sen. 3 as such; it also involves reflecting on one’s sense m}gxesg; .
Ths- reflective process can be intensiﬁefl l?y the teacher t#ldng 2 ,Ol‘:t,
wh. is being or has been created am.suca}lly by thef child - -OAtin)
gering the child to tatk about it. Maybe, in a drawing Er pain th%
context, the discussion will focus on wbat is actually t tle)re in :
pici.ire. Or maybe it will focus on what is not actu‘all.y to be 'sc.:en.clir;
the ,icture, but what could be ir.nagmed as being hldjen 1}r)1 It ;nus:]d
a cvipboard, for example, or behind th.e house, ér un elr the grSCious,
or heyond the hill. Using form-d‘rawmg to help devef op' <:€o;1Orm ’
thinking has a special relevance, since thF lgngl;ﬁlgde o-'p'L.lrulllise n
really the language of pure thoug.ht.' Asking a chi to ‘:ilS d,own,
what a triangle would look like 1f xt’s apex were move u;;i’_sation,
right or left will exercise that chxlds.powe.:rs Qf (;ODCCptl:l“ 1ﬁlrthe;
Geuting the child to talk about relanor.xshxps ofﬁorrr%”wr o _th.e
briig the visualisation process into consciousness. So will get ;'tfm
child to ralk about the processes of mathematics. In this area lireracy

are closely related. .
and]zl::]azrizynccptualis;’tion emerges from. anfi s dependen.t utPOc?
developmental readiness, impulse and mouvatl.onl, szm?jl(;lé is,
perception, concentration and memory, so it leads in ,

completed by:

Selection and application

The more specific a skill, the more limited its gsefulness. If_iteliécz
involves an exceptionally large range of sub-skills, each c;{ Wa-l'cst
requires a degree of ‘focus’. Such focus, hov.vever, may wdor jf:lrr:b_t
the thing it serves when it becomes myopic. The wooh m © ne

get lost in the trees, nor the rule in the example, nor the (rine g
in the text. Children who have successfully learnle l'lilzfm)é
individual literacy: skills may not be fully and fluently literat
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because they cannot auromatically select between them and apply
them appropriately. Perhaps they have learnt a spelling rule, but
faced with reading a word that breaks the rule are stalled by the
‘wrongness’ of the word rather than immediately referring to
context to make sense of it. Or it might be the other way around,
that -a child guesses a ‘word-from—contexrmal teading without
looking properly and applying phonic principles to see thar jts

meaning is otherwise.

Approaches to teaching reading

There are a number of different literacy strategies being practised
in the world today, each with its own justification and emphasis.

Some of the ‘more popular approaches are briefly described
below.49

Phonics approach

The phonics approach teaches word recognition through learning
grapheme-phoneme (lettez-sound) associations. The student learns
vowels, consonants, and blends, and learns to sound out words by
combining sounds and blending them into words. By associating

speech sounds with letters the student learns to recognise new and
unfamiliar words. '

Linguistic method |

This method uses a ‘whole word’ approach. Words are taught in
word families, or similar spelling patterns, and only as whole
words. The student is not directly taught the relationship berween
letters and sounds, but learns them through minimal word
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differences. As the child progresses, words that have irregular

spellings are introduced as sight words.

Multi-sensory approach

This method assumes thar some children learn best when content
is presented in several modalities. Multisensory approaches that
employ tracing, hearing, writing, and seeing are often referred to as

VAKT (visual, auditory, kinaesthetic, tactile) methods.
Multisensory techniques can be used with both phonics and

linguistic approaches.

Neurological Impress technique

"This is a rapid-reading technique. The instructor reads a passage at
a fairly rapid rate, with the instructor's voice directed into the
student's ear. The teacher begins as the dominant reading voice,
but gradually the student spends more time leading these sessions.
Students who have learned mechanics without adequately learning
reading fluency frequently benefit from this, as do students who
read slowly or who hesitate over a number of words but are able to
identify most of the words in a sentence. A student -is directed to
read a passage without errors. This method functions most
effectively when it is practised for short periods every day.

Language experience approach

The language experience-approach uses children's spoken language
to deveiop material for reading. This approach utilises each
student's oral language level and personal experiences. Material 1s
written by the child and teacher for reading using each child's
experience. This can be done in small groups and individually.
Farniliarity with the content and the vocabulary facilitates reading
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;{1;56 stories. Each child can develop a book to be read and re-read
ts approach helps children know what reéding is and that id:a;

and experi : i
Xperiences can be conveyed in print.

Reading comprehension support

i’szplf i,‘::‘d? learpning disabilities who need work on reading
comprehensi i icl :
< :Ompreshz?]s?é:nszs}fona o cxpi.1c1dy tgught strategies which
cechniany pion suck as sl-qxr?mmg, scanning and studying
fendues Th 7 qu.les aid in acquiring the gist, and then
e ;hetolthc detall:i of the text through use of the cloze
‘ . cloze procedure builds upon s imp
procecures. T re by pon a student's impulse
© Closurzls\;/?iel;r}xents and is based upon the Gestalt prin{:iple
assaee ;15 n}ethod, every fifth to eighth word in a
paseag i Wcnyds 1?;:ated.' Tl?e student is then required to fill
- e desing - +his tecnnique develops reading skills and
n ing not only of word meaning but al -
cture of the language icself, e of the

It seems to me th ) ]
offer. Some child;;e;fghc:isig?;sc approaches has something to
but I do not see any child be; rom more of one than another,
approach exclusively ?;'hf: ild being best .served by following one
should precede the . are ?ﬁument Of,thls book is thar the whole
experience’ and ‘muli . ’ercforc a ‘whole language’, ‘language
begin ‘with. But oncsensiry ‘QPPfoaCh seem the right methods to
individual comonne ¢ the whole has been analysed into its
This is shon. ;honilts it C:hen geﬁds putiing back together agsin.
into their own. Whu:s and reading c.omprehension support core
automatic, the litera ‘io-n.f-{o fehe skills of literacy need to becoiiie
Literacy should b te chi d should never be an automat u,
developed. If it is Cu}:rgan(ic‘, not ‘mechanical, in the way it is
will remain acapat vate 'm. relation to life and life’s processe: it
apta le, both in itself and in ics service of humanin
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10. Further Suggestions for Practice

As a practising teacher over the lgst ?5 years | ha\./e iOH,CC:_:d ;r;lci
developed all sorts of ideas for .thmgs to d?r }in es:)cl)’e I:l Lhe
following chapter includes a selection of these. | e pk:ove m it
publishing them is that I am no longer sure exactly wher

ida ks whilacankisal quesrion nt

fi avi cscphical question of
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whether any ideas are ever truly original anyway, I woulg. " );
1 pter as anything othe
contents of this chap
not want to offer the ' p . cher
hain a collective effort of crearive pracutioners work;ng o
q it : Y S )
vithin and without the Steiner Waldorf movement. M
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‘ourse give due acknowledgement of authorship where pos.ll
Following on from the themes of the last chaprer I will group
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he different exercises according to the particular capa hey

may help develop and strengthen.

Auditory discrimination/articulation -
R ' i "

learin clearly and speaking clearly are closely connected. Rudo

1eari ' ‘

e ergwas very keen that teachers should develop their ownF
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listening and speaking as a fine art, and he gave collecuons}

l . . y S

h exercises to this end which secondary literature ha
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of different speech sounds and the effects they may have on both
speaker and listener, and anyonle wishing to work seriously in chis
realm should certainly study chese suggestions in depth. At the
very least teachers should be aware of the basic groupings of speech
sounds and find or devise specific speech exercises or other
recitations that are child-friendly and that between them will
involve the full range of articulation. The consonantal sound
groups, defined according to their vocal formation, are as follows:

Labials: B,EM, W
Dencals: EV, S Sh C, 7
Linguals: - N, D, T L

, Palatals:

G, K, Ch (as in loch), Ng

Speech exercises, in my view, neednt be meaningful in the
ordinary sense of the word, since the sounds of speech and the
activity of forming them are realities that can carry conviction in
their own right, in the way that music does. This is not to say that
a pictorial or thematic element might not also be part of a speech
exercise; for younger children, indeed, this may often be of benefir.
But once formal work with phonics has begun, it would be well
worth including in one’s repertoire exeércises that work simply with
the individual phonemes. For example one can take the lingual
conscnants and form them inco a cycle where each successive
consonant is emphasised in turn:

NDTL
NDTL
NDTL
NDTL
N etc.
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. Eurther Suggestions for Practice
with the pure vowel sequence can help ‘speech penetrate and carry

What matters in any such exercise is that the speech is kept lively
meaning. In addiri . .
g- In addition to working with the vowels alone it helps to ¥

and conscious — no mechanical droning! It is also vital that speech

isnt debased by being made to feel an embarrassment. Children
nermally have a fine sense of humour, and many healthy speech
exercises may be given and accepted in the form of humoresques.
A very portable example from this genre — one that children do
out of themselves anyway, as we noted in “Tuning to the Mother
Tongue’ — is when a single consonant is substituted in place of the
initial sound of each word in a sentence or series of sentences. This

could be sentences from a nursery thyme:
Doh dear, dot dan de dater dee . . .

All manner of tradirional tongue twisters are readily available and
can be woven into lessons until at least the 9th year.

Children commonly confuse particular speech sounds -
notably fivith; k(c)/g; bip — and in many cases it will becoime
appropriate to focus on this quite consciously. One might, for
example, compose sentences with many instances of one of the
‘tricky’ sounds in them, then substitute this for one of the
confusingly similar sounds, having the child both listen to the
difference and then speak each version clearly. Making articulation
problems conscious can be painful, and great tact is needed.
Where attention does have to be drawn to the physical details of
vocal articulation this should as far ‘as possible be linked with
imaginations, such as the visualisation of a jet of flame for f the
velvet hum of bumblebees for v, the bulldozing forward of the
tongue in ‘earth’. B .

Vowels as well as consonants need to be worked on. We noted
r that the pure forms of the vowels — ah (a), eh (¢}, ec (1), oh

earlie
(o), oo (u) — represent 2 forward-moving sequence in terms of
their vocal formation. In comparison with the consonants, vowels

need to be-carried clearly upon the flow of the breath. Exercises
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cloak them in consonants:

* hahm, hehm, heem, hohm, hoom...
¢ Rabh, raise, race,

Rush, ruse, ruth, review, roof!

The projecti t
! l.p lJ]ectxon of such exercises can be assisted by a slow-motion
velin i i
] throwing gesture accompanying either each word or
or all of the sequence. o
Children
. :
s redoften too busy looking to do careful liste: ng, and
good to include ‘eye ’ i i
s v s shut’ exe i
ey 0 | Vi rcises in uditor
! ma(;lon‘ Variations of ‘Squeak, Piggy, Squeak’, wher .
speaker’s i i o ’ - -
C’iildre en(;nty has to be guessed, are appropriate for ounger
N - .
. ‘ aln the sounds that the chosen ‘Piggy’ makes an vary
rom animal cri L |
om 2 cries to lines of poetry. For older childre. simply
.tﬁc ing to and then recalling whatever sounds happen ' be in
alr aro : i i
o A und lthem over a given period of time can 'ie very
L i 1 i
it cou d lead into a discussion of acoustics or th
composing of a poem. )
Listenin peec i
o Ing to spe‘ec.h can be improved by consciously | -tening
© teaCh. usical ‘communications’ are especially relevant here:
er : .
e e (;n‘ay for example develop specific musical cormands
at are used in e of i ‘
hac are us in pla;e of verbal exhortations. Children very easily
off to routine verbal !
' al commands, and wh i
Toeh ' . s, and when a te. her
o raise her voice t d
o be heard th itive i
Lo ; . en sensitive listening and
1 spect 1S not u i F o
- ganscr ‘ being encouraged. Simple melodies played on a
o ument, or hummed, can be remarkably effective and
tvely educational additi
additions to norm
e, al classroom management
Dictation i
s a isi
arention: hre an obvious way of raising listening to greater
ght at the bchqning of literacy work very simple
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dictations can be given, including the dictation simply of single
consonants. And it needn’t always be the teacher who gi'v‘es the
dictation: the class could be invited to compose their own strings
of ictters and dictate them in turn to cach other. When children
are being dictated sentences, which should be part of life by the

time they are 8 or'9, it is important that the sentences are first — -

spoken as a whole before being delivered again in smaller chunks.
The teacher should establish a standard formula for how dictations
are given, including the number of repetitions given to' each
phrase, and try véry hard to stick to. this so the children know
clearly the kind of‘a"t‘jtention required of them. Steiner, by the way,
felt that it shouldn’t be necessary to dictate punctuation, since this
should be appareﬁt;in the way the dictation is delivered. Some
teachers may feel they need to dictate some of the punctuation
some of the time.

Speech sounds can be fascinating and fun. Ditferent regional
accents and the sounds of foreign languages are a rich listening and
speaking resource. Try listening with the right and left ear
independently to people speaking: each ear is associated with the
opposite hemisphere of brain and is attuned to different qualities
of cognition. Have the children make up lots of mumbo-jumbo
spells and incanrations, including rhymed ones. Create families of
made-up words that create a similar ‘shape’ in the imagination, for

example rounded words like ‘malooma’ and spiky words like
‘taketi’, Discriminate words that could and couldn’t be English:

ptak  thale - hlad plaft sram mgla
vlas  flutch dnom reut toasp myip

A variation and continuation of this is to make up ‘4 element’
words: water, air, fire and earth ‘language’. How would a river or
tree speak if it could? -

Discriminate subtle nuances like the changed sound ‘" ‘makes
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before an unvoiced consonant (cf. write and ride - rite and raieed;
prize and price — praiceze and price) and —ed aficr a voiced
consonant (cf walked and crawled — wauke and crauld). Draw
atcention to the ‘shwa’ that is normally added to the pure
consonant sounds when they are vocalised, giving ‘p-uh’ for ‘P’ and

- ‘d-uh’ for ‘d” etc. Phonetic-spellers-can-get-very-confused by these

distinctions.

Remember that the synthetic ‘brick by brick’ approach of
phonics should follow exercises in whole word recognition. The
first steps in phonic discrimination should be to recognise the
onsets (initial sounds) and rimes (final sounds) of words. Whar is
the first sound in ‘man’? — ‘m’. What is its ending sound? — ‘an’.
What is the end of its ending sound? -~ ‘n’. Once children have
some facility in this a game can be played that further incorporatcs
a basic recognition of syllables. One child rthinks of a single-
syllable word, for example ‘sit’. The next child must think of a
two-syllable word that begins with the last sound of the first word.
So we might get: ‘sit — ta/ble’. Then back to one syllable: ‘sit —
ta/ble — lap’. Then another two-syllable word: ‘it — ta/ble - lap -
pe-tal’ etc. This is still a fistening rather than a spelling exercise so
it is about first and last sounds rather than first and last letters.

I would suggest that before proceeding to tear words any
furcher into shreds it would be ‘appropriate to treat the principles
of phonics like a jig-saw, dealing with sound combinations as
sound combinations rather than specifically as elements of words.
One might set out a collection of letters like ‘this:

r f
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Steiner developed such a linking through the art form of

Using the short @ sound, ask the children to couplc each of the
5 P er developed
outside sounds in turn with this @, giving ‘2, ‘2, fa etc. Repeat eurythmy which is incorporated into the curriculum of Steiner ?(

» Waldorf schools.)

the exercise putting the @ first. Then experiment with consonant-
vowel-consonant blends. Some of these will produce real words, » Sounds can be linked with other senses (what colours,
which the children will be delighted to recognise. ' elements, classmates fit these sounds?)

Further work with phonics will go on to include the
recogrition of word families which may be united either by sound
or spelling. It is important to begin with recognition of sound
consonance, and then to establish that there are in fact different
ways in which particular sounds can be pictured through different
combinations of letters. It will be very useful for children to learn
all possible letter combinations for each sound as a collection of .
‘phonc-graphic’ sets. (The ‘rmatchbox dictionary’ could be usefi to Visual discrimination / hand-eye co-ordination
help here, where the full range of vowsel sounds, at least, are given
their possible letter combinations placed rogether in matchboxes
stationed in different parts of the room.) In due course children
should also learn to use a standard spelling dictionary.

. .“GWcm-boﬁﬁmbo wortds/phrases for recall over-increasing——  —
intervals. Do the same for coherent phrases/sentences, noting
| the difference in the quality of remembering when something
has meaning. )
* Read out a piece of text rich in adjectives and adverbs. Repeat
with one of these missing. Which one? Again. Which two? etc.

\RX/'e have already referred to the significance of learning to perceive
form through movement. The reader is directed to Audrey
MacAllen’s book Teaching Children Handwriting for some excellent

Which brings us on to the development of detailed suggestions in this department.5! Here are some more
ideas: b
Auditory memory S :
ry . * White a word or series of words for the children to look at fora

given period of time. Cover the writing and ask quescions
about it. How many letters / capitals / commas / letters with
ascenders or descenders / words including —er etc.?

* How many lecter shapes can you make with your hands?

Being able to discriminate and articulate speech sounds isn't the
same as being able to remember them. The following exercises aim
to strengthen the ability to retain and manipulate mental sound-

pictures for shorter and longer periods of time.
How many letter shapes can you seé¢ in this room / this

« A word is given for the children to say the sounds of “picture?
backwards, ¢.g. tale-lates-peel-leap etc. This can be done with : * Copy a form / word without looking at your hand. Do the
increasing numbers of syllables, as in the earlier example given v same with your non-writing hand.
of ‘but-ter-cup’ becoming either ‘cup-ter-but’ or ‘puc-ret-tub’, ‘ *  Write a letter / word in different sizes; make it lean backwards,

depending on the rules. forwards; make it more rounded etc. — then establish the most

«  Sounds or words can be linked to specific physical movements decirable form.
and remembered kinaesthetically as well as aurally. (Rudolf Draw a letter form and its vertical mirror symmetry +
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«imulranecusly wirh both hands. Try the same exercise with
| inds crossed. Vary which hand does letter the right way

round. ,
« )raw conscious attention to the letter forms that mirror each

- lher (in lower case) : b-d; b-p; p-q; d-q; u-n; w-m; (s-z).

e ‘raw conscious attention to potcntlal confusion between letter
rms and their licking strokes in cursive script. Practise strmgs
{ ms, ws etc. with much heavier downstrokes.

| iow many words can be made from EVERYBODY? etc.

. here is also a nice game with this (and other) word(s), losing

ne letter each time:

EVERYBODY

VERYBODY

ERYBODY

RYBODY

YBODY

BODY

OoDY

DY

Y (with rhythm) ,

«  Metamorphosis: change ‘cat’ to ‘pet with, let’s say, three

intermediary steps changing only one letter each time and
always making a new word: (cat), can, pan, pen, (pev).

Visual memory

Rudolf Steiner emphasised that visual .memory will always be

_.improved through stwrengthening auditory memory. We live in a
very visual culture, so this connection is one to consider especially

carefully. It is equally important to transform the passive reception
of images into an active process of visualisation and image

retention. These exercises should help:
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* Arrange some items on a tray. Give the children a period of
looking, then one item gets secretly removed. Which one?
Continue to the last item, then have children say which items
should be restored in reverse order of disappearance. |

* Same idea — removing words from text on board

—--Same-idea—remeovingletters from words.

* Remember colour sequences. Enhance perception by speakmg

- of relationships berween neighbouring colours.

* Link to geographical memory. What has moved in the
classroom? Which bit of the board was the word éplace’ written
on yesterday?

* Use coloured pages in word books as means of classifying
words. What categories? ( Same sound feature? Same spelling
feature? Words connected with particular experience, e.g. main
lesson story?)

* Write sentences, single words or other sequences backwards
from memory. (What difference if this is done orally?)

Kinaesthetic memory

Sometimes cailed rauscle memory, this underpins visual memory.
We have discussed this in detail through the course of the book,
and the following are really just general reminders as to what is
involved.

* Enhance the inner perception of movement through various
blindfold activities, ranging from stringing beads o walking an
obstacle course to word writing.

* Ensure movements to be remembered are sufﬁcmntly big, bold
and often enough repeated.

* Remember that cursive writing strengthens kinaesthetic
learning of whole words. Sand tray writing is helpful, also
‘painting-writing’ on board with brush (or finger) and water.
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Feeling for sentence structure
(and other elements of grammar)

Steiner insisted (as have others since) that our sense for grammar is
innate. He said that raising this sense to consciousness ‘in the right
way and at the right dime’ is of central importance (O the
development of the ego.52 He suggested that a living sense of
grammar is most directly experienced in uneducated or ‘dialect’
speech. Educated and uneducated speech are distinguished in their
vocabulary and phraseology, their syntax and their musicality.
Since most of the children we teach have been raised on an
educated (or worse, 2 ™) version of their mother rongue, we have
a particular responsibility as teachers to re-enliven language in all
sorts of ways as the essential basis for then drawing attention to the
‘scubborn structure’ that binds all human language together.

Here are some thoughts and suggestions relevant to this special
need: '

o The language of fairy tales is full of primitive life. It is perhaps
worth learning one little story verbatim, and thereafter to learn
at least a number of key phrases in each tale to be told. The
children can be encouraged to repeat and savour such phrases
during recall. |

« Nursery rhymes and everything belonging to traditional
playground culrure obviously have a bearing here.

e The appropriate use of a ‘sing-song voice with younger
children should be encouraged, though this mustnt become
stilted.—— e — : _ -

. Conscious variation of the voice through each lesson is

~ important - of. volume, rhythm, pitch, timbre.

« Work either directly or indirectly with the different sentence
moods of the Command, the Fxclamation, the Statement and
the Question. (There is 2 wonderful exploration of this in Paul
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Matchews's Sing Me the Creation,33 from which many of the
.following exercises are borrowed or adapted.)

Draw gestures for the four sentence types. Relate them to the
four elements. |

Describe a picture/setting with

a) statements; emphasising-pouns and noun-phrases;

b) exclamations, emphasising adjectives and adverbs (or
equivalent phrases); and L

¢) commands, emphasising verbs. A complementary exercise
takes text replete with ail these parts of speech and omits each

“in turn. (‘You don’t know what you've got till ic’s gone.”)

Explore the different qualities a statement can have when
describing a scene from the world ‘out there’, a painting, a
memory, a dream, a fantasy, a lie. How are simple statements
changed through the use of figures of speech such as similes
and metaphors? What is the effect of putting ‘T am’ before each
of a series of noun phrases describing perceptions of the world

- around us (e.g. ‘T am the sunlight warming a wall...”)? What is

evoked through the process of personification (e.g. 'He clasps
the crag with crooked hands...)? How may a collecrion of
atcributes and activities be associated together in the naraing of
a thing/being? (the ‘wall-warmer’, the ‘crag-clasper’ etc. CF. the
‘kennings’ of Norse mythology, or the names of Allah in
Islam...) _

Explore the exclamation in relation to wish, wonder and
surprise, three archetypal moods of soul. Fecus on the musical
qualities of exclamatory, expressions, e€.g. in onom.topoeia
(ding-dong, bow-wow), alliteration, expletives (carc ful?) in
slang, made-up name-slinging, made-up tongues for the 4
elements, the play of echoes... Extend from simple interjections
to expressions of prayer, praise, gratitude, sorrow and joy, love
and loathing, excitement and terror.

Explore the command ranging from everyday expe tence in
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school and at home to commands within the realm of story
and imagination: humans commanding animals, God / gods
(including animal gods) commanding humans.  Commands
may be gentle, as in lullabies; and may includ¢ wishes, charms,
invocations — ‘May the...”, “Let the...’, ‘Give us this day...” -

Ixplore questions ir relation to the primary question,
Who/what are you? (And whe, in this relation, am I?) The
realm of the riddle, the guessing game. (Lots of riddles in 7%e
Oxford Book of Nursery Rhymes; in Norse and Germanic
literature; in Jaffke’s Guides for English Teachers34...) Versions of

the_game. of consequences (these can_be_very crearive_and

—T T R

10. Further Sﬁgge:ﬁom' for Practice

Create a scene or a character with a partner, writing sentences
in turn. é

Write many different kinds of conversations. Examples could
include conversations between colours, elements, plants, animals.
Write a story (with appropriate theme) as a series of written
correspondences. -
Write a letter to one’s guardian angel. The next day, write a
reply!

Write many different real letters, cards and notes to rea people
— including those in the class and the school, and those ac

home. Try to have such corresporidence feel like a proper

Communication exercises

varied) are examples of an extended question. The question
lends itself to working in pairs — e.g. one partner writes a
question, the other writes an answer '(mayb'e with a further
question); and with opposites (antonyms), and correspondences
(synonyms and homonyms). A nice exercise is to think of pairs
of antonyms and try and find a word that uniices theny, e.g. light
— sunset — dark. Questions may be explored in relation rto
nouns (Who are you? What is ir?), adjectives (What are you / is
it like?), verbs (What's happening?), adverbs (How / when is it
happening?) and prepositions (In what direction or position is
it oriented?). There are the “What if. . . ?” and ‘How could it be
different? questions. And the ultimate questions, like “What
h:ppens when I die?’, ‘How did the world begin?’, ‘How will it
end?, ‘How may I know God?’

- -ire sentence in hierogiyphs. Partner translates.
Wite story between two or more people, taking sentence (or
p:t agraph) each. Try to make joints seamless. o
N b older pupils, give extracts from literature and ask them to
cc tinue writing the piece in' the style of the author.
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conversation. Later, teach and praceise formal letter writing —
again, keeping it ali as real and relevant as possible, for example
through pen-pal relationships.

Give instructions to one’s class through writing, Maybe even a
whole lesson could be directed in this way - with the teacher
sitting watching! '

Encourage children to write down some of their questions as
these arise during a lesson. Point out that this may make both
the question and response more considered.

Find kind and creative ways of characterising each other — e.g.
with the guessing game (also known as ‘the Furniture Game’):
If this person were a colour/ower/house/musical instrument
etc., which would he be? Perhaps do such exercises orally first,
then translate into written {poetic) form.

Find imaginative (and non-morbid!) ways of writing epitaphs
for each other (e.g. with emphasis on achievements, using
verbs and adverbs; on qualities, using simile and metaphor; on
personal relationships. . .) :

Ask older pupils to explain the mysteries of text messaging! -
Piay with this in the classroom context, and discuss the
differences between a live conversation and: this shorthand
textuai alternative. ‘
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o * Try and write in another person’s handwriting,

e Have a litde improvised conversation with a partner, then
write down the memory of what was said by the other person.
Put the written conversation together at the end.

« Play a game of written compliments/complements with a
‘partner — €.g. You have such deep and fiery eyes. (2nd person)
Oh, but your eyes are like the surface of a sparkling stream.
(Allowing this to be done in a somewhar tongue-in-cheek .and
not necessarily wholly accurately observed way can free the

children from self-consciousness and stiil allow them to enjoy 2
real relationship through language.)

«  Practise accurate and truthful accounts / descriptions.

« With older pupils work more consciously with the devices of
rhetoric, where one is addressing a group of people and trying
to persuade them of something. (Such devices include
addressing the audience as if they were a single person, giving

“them the impression that they are a valued, knowledgeable,
‘good’ audience, using musically patterned speech, repeating
things rhythmically; especially in groups of three, deflating any
counter arguments before they arise. concluding with 2
memorable QED.) Bring examples of great persuasive
speeches, and discuss the part played by oratory in history,

and, of course, in advertising.

oved here from exercises relating to literacy as 2

We have m
unication. We have also

technique to literacy as an act of comm
approached the essential connection between literacy and culture.
The following, concluding chapters will explore these latter

dimensions more fully.
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<())fnel;)f tbe greatest inherent challenges in education is the oncept
il ::e;:: 12;1;()::2211; Zherc le no question of .doing withou such a
concep educa baSisa:not e expected to reinvent itself o a daily
: . ny more than you or I can. Certa'n basic
assumptions and expectations are necessary, of which t» y
basic of all is how human beings ‘normally’ learn things. T 0 n?ol:
are a.ppa;rent here. One is that an accepted ‘normal ;e%n‘pl.a“v’ rlrrfay
'Ill*c;:e l:Lh :rctisatc;lc;r?ttilly o; sufﬁc%entiy represent an existing truth.
e ocher s th ay be apl?lled, Yththcr ‘true’ or not, :n a way
. clusive rthcr than inclusive. The present chapter will
Ei:i(hup the t};rcads of ‘Developing Literacy as Faculty’ andp expand
ter on what could be called our common et
relating theste to the kind of educational curri‘cl::i:lnar;nﬁﬁ‘zic'is,
Z:)yle that might help such differences express themselves thl:vougl}:”i
lanr;lrzz: t(l)a;lii;age, s to .s;.)ea.k.‘ The relation of this common
ag acy will be implicit throughout.
encli)xcture. to y.ourse!f a class of children. Imagine them as mixed
iouri; l:n::;dt ::)aa(:c;lkegr.oum:tl,1 mixed ability and mixed motivation.
dovelon i ﬁlnestr is to .elp che.m. learn about the world and to
veor Julles potcnt{al as citizens of the world, including
ty to be articulare within it. This means finding a meaning
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for ‘world’ that all your pupils can share and feel related to, in
their thinking, their feeling and their will. The challenge facing
you is that your class includes children who have been actively
predisposed, through their cultural, social and economic
backgrounds, to feel different from one another — sometimes,
indeed, to feel ‘worlds apart’. You will also be faced with children
who look at the world in a different way regardless of their family
background. Some of these differences will group themselves. into
families of temperaments (see below); others will remain purely
and simply individual. So what do you do?

You-seare-with the_individual child. You use every faculty you
possess to clearly observe, appreciate and form a living and
sympathetic relationship with that child. Because it is so very easy
to project our own preconceptions onto other people it helps to
begin our observations with what is most physically perceptible.
How does a child actually ‘look’> How does he express himself
through his physical body? How ‘at hcme’ does he seem to be in
it? How well does it seem to serve his inner purposes? The child’s
body is the instrument of his life’s music and needs to be in
working order and in tune before the music itself can sound. As a
teacher you may sense preblems ar this basic level and be drawn to
make further investigations, possibly involving professional
assistance from other quarters. ‘

If a child’s body can be likened to a musical instrument, it can
also bz placed within a particular section of the human orchestra’.
Children have different constituiions, and these affcct the ways
they learn and express themselves. The refation between who the
child really-wants-to-be and-the limitations imposed- upon-him-by
the physical body he inherits at birth determine his characteristic
temperament. Forming a picture of children’s generic

temperaments is as much an art as a science, and can be developed .

in the first place through a process of imaginative picture forming.
" We can ask ourselves questions like: If this child were a-musical
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Please do not peel things from the summary and use them as
sticky labels!

In working with the temperaments, the aim is ultimately to
make the temperament into a good servant rather than a bad
master: to focus and channel its positive aspects into consciously

chosen—directions-and-to-balanee its extremes with aspects of the

other temperaments. As effective educators, Steiner counselled, we
should begin with what is already there. Rather than plunge
straightway into ‘moderation’ exercises we should initially attempt
to engage the child directly through his existing temperament,
through approaching him in the right ‘key’ and offering him
temperamentally suited activities and learning strategics. By first
intensifying the temperament we then invoke nature’s tendency to
moderate itself; and we may assist this process by guiding the child
into a natural metamorphosis that transforms his original activity
into its complement. For example, a choleric child might be given
a form-drawing that initially radiates out powerfully from a centre
point in straight lines and angles. Then, when the choleric
impulsiveness feels somewhat satisfied, we can suggest that the
child now circumscribe the form with containing curves.

On the same ‘homeopathic’ basis of treating like with like,
Steiner recommended seating groups of the same temperamernt
together in the classroom. This allows the teacher to address each
temperament economically during whole class teaching. It also
encourages each temperament group to ‘self-modify’. Where a
certain set of characteristics become the norm, a social group seeks
to polarise itself from within racher than being thrust into
opposition status from without and feeling ‘reactive’. The ability to
feel ‘normal’ is the starting point for freedom.

Extremes of temperament do certainly arise and can be a
significant factor in learning differences. However, a single
temperament does_not normally predominate powerfully and
exclusively in a child. More commonly it combines with a
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neighbouring temperament as viewed in a circular scheme:

/ Choleric \
' ~

Melancholic Sanguine

e

e

.
Phlegmatic

Often it may prove casier to sense a child's dominant temperament
by considering the temperament that fits him least.

Temperament is one of a cluster of general headings under
which we may begin to organise our perception of the differences
between children and the ways they learn. I and many of my
colleagues have found it useful to refer in this respect to the 5+ 1
formula of Else Gotigens, a Dutch educational adviser who has
roamed three continents dispensing practical Waldorf wisdom. She

offers the following summary:

The main causes of learning differences

1. Organic physical causes

2. Different ‘intelligence quotient’ / ability to conceptualise
3. Emotional disturbances

4. Imbalance of temperament

5. Dysfunction (ADHD, Asperger’s Syndrome etc.)

6. ‘+1: Real ‘late developer’

Children may be physically impaired in many ways that affect
their learning, the most common (which directly affects the
development of literacy) being impairnienis of hearing and sight.
Teachers obviously need to look and listen out for such problems
and seek advice and help when appropriate.
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Differences iri 1Q are realities, though it is equally the casc ¢hat
intelligence tests tend to measure more what a child has learnt than
a child’s underlying capacity for understanding, and in any case
refer only to a very distinct and limited part of any child’s bieing.
The one useful purpose that an 1Q test may sometimes serve is to

. . . -1 13 . . i
indicate_that a child’s low. performance is not obviously connected

with low intelligence: the dyslexic child is frequently an example of
chis sort, and certainly should not be labelled slow or stupid.

Emotional disturbance can have a profound effect on learning,
and may sometimes take the guise of a so-called dysfunction. This
is an area where the t&cher must move from the forcgro;md to the
background of - the picture that a child presents. The Waldorf
schools normaliy ask for written biographies of the children they
admirt, including specific questions about' trauma 'in:early life.
Sensitive as such questions may be, they are vital t{p a proper
understanding of a child’s needs. Working with  emotional
disturbance may somngtimes go beyond an ordinar_iy teacher’s
capabiiity, and this should be recognised. But much can be done
in the classroom context, and the realm of language and lireracy
can be especially therapeutic. Curative stories, for exaraple (see
Appendix 5, p. 244), can be composed especially for such children,
who may also find great relief in composing their own.

The basic aspects of temperament imbalance have already been
ndicated, and also some general approaches to dealing with them.
A general awateness of, temperamental differences should colour all
teaching during the class teacher period, from age 6 to age 14. In
English, for example, the diffeient kinds of sentences can be linked
(with appropriate tact in applying the insights) w the different
temperaments: commands ‘to the fiery cholerics who enjoy
administering justice, exclamations to the airy sanguines who
enjoy reacting to change, questions to the watery phlegmatics who
like to chew things over and objective statements to the carthy
melancholics who need outer reality to release them from
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themselves. In arithmetic, the four processes’ (depending, I should
add, on how they are actually pictured) also have their
correspondences: the ‘fair sharing’ of division is-a choleric process;
the ‘¢ nick change’ effect of multiplication i is typically sanguine; the
accuriulative, ‘slow and steady’ process ‘of addition suits the
phleginatics; and the sense of ‘loss’, coupled with the perspective
in which losing can also be giving, appeils especially to the
mela;. holic temperament. Red, yellow, green and blue seem to me
to bt natural colours to associate with the choleric, sanguine,
phleg; iatic and melancholic temperaments respectively, and are
useful reference points in pracrical work.

all of this and anything'else to do with temperament,
howe . r, the teacher must avoid being simplistic, and above all
avoid being wromg, in his temperamental ‘diagnosis and
prescription’. What matters most is that one’s teaching should,
overall, appeal in its different qualities to each one of the
temperaments. This means working consciously on one’s own
temperimental disposition, and especially on oné’s speech, in order
to ensure that one really can represent a ‘rounded’ experience to
the children watching and listening. One might also, as part of a

lesson. offer a range of different media, for example drawing .

materials, modelling marerials, glue, card and’ scissors, perhaps
costumes and props for acting purposés, which the children may
use to recall an aspect of yesterday’s lesson: this allows the children
to ‘suix themselves’, not with regard to what they are learning but
in respect of how they may integrate their learning into themselves
via their temperamental disposition. (An approach to recall that
Els Géttgens calls ‘free rendering’.)

Dysfunction

This heading opens up 'somcthingj‘ of a Pandora’s Box. Many sub-
headings immediately fly cut: dyslexia, dysgraphia, dyspraxia,
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various aphasias, ADHD (Attention Deficit Hyperactivity
Disorder), the autistic spectrum, Down’s Syndrome. . . Some of
these ‘registered conditions’ may have an organic basis, whether
inherited at chromosome level or brought about by brain damage
or other neurological disturbance caused by traumas of different
kinds, e.g. accident, illness, vaccination, over- or under-
stimulation of the senses. The different possibilities of dysfunction
range from inherited to damaged to obstructed to disturbed; and
different educational approaches may be appropriate in different
cases, even where symptoms appear similar. In almost every case of
real dysfunction, however, one is drawn to the threshold where
normal’ education ends and ‘special’ education begins. It is to be
hoped that more and more normal schools will be able to deal
humanly and effectively with more and mote special children; to
do this we shall need to develop both our objective expertise and
our subjective willingness to make changes in what we have
become comfortable with.

The specific relation of the full spectrum of dysfunction to
questions of literacy gain focus from what Karl Ksnig, in his
lectures On Writing and Reading,>> describes as the “four aphasias’:

* Motor agraphia (the child can read but not write)

*  Motor aphasia (the child can write but not read)

e Word deafness (the child knows individual letter sounds but
cannot synthesise these into words)

¢  Word blindness (the child: knows how to blend sounds 'but
cannot retain links between sounds and letters and so is unable
to analyse a written word into its phonetic segments)

.Kénig explores these aphasias in relation to what he calls the ‘staff

of uprightness’ and the ‘ring of attention’. Put very simply here,
the ‘staff of uprightness’ refers to the. complex of activity that
becomes visible in a child’s impulse to stand, walk and make other
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purposeful movements of the limbs. The ‘ring of attention’ is the
complex of activities connected with the child’s ability to form
mental images and concepts. Kénig associates the former with
writing and the latter with reading, making an additional link
between writing and listening, and between reading and looking.
He makes the point that not all children paturally make these last
links themselves. They may need teaching to.listen to what they
are writing, and to look at what they are reading. (It is equally
plausible to argue that they may need teaching to look at what
they are writing and to listen to what they are reading, but Konig’s
exhorration goes deeper, to the ‘root relationships’ of literacy.)
Rudolf Steiner describes human language as a higher
metamorphosis of human movement. Kénig is confirming this in
saying that writing without listening is movement unable to
metamorphose into a true form of speech. Steiner also describes
our sense of thought as a metamorphosis of our sense of life.
Konig's characterisation of reading is drawn out of its etymological
derivation (in German = lesen) from the image of gleaning,
harvesting or ‘berry-picking’: the latter a process of stretching out,
plucking and gathering lots of individual impressions that promise
to nourish and give us life. When reading isn't properly linked to
looking then the sense of the activity as a whole isn't realised: the
berries don’t get gathered in the basket; the letters don’t gert
gathered into words and sentences. The ring of attention fails to
circumscribe processes of perception and make them meaningful.

Lower and higher senses

Both the writing-listening and the reading-looking associations are
bound up with a relation between life processes and consciousness.
The basis for most if not all educational dysfunction lies in a
breakdown of this relationship. By far the commonest reasons for
such a breakdown relate to environmental influences in early life
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which c}isrupt che healthy development of the ‘lower’ perceptual
organisation (see table below) and prevent it flowering properly
into the higher faculties such as language, thought and awareness of
the otherness of other people. Another one of Rudolf Steiner’s
contributions is especially relevant here, in which he elaborates the
activities of twelve rather than five human senses and examines the
specific connections between them. As with the four temperaments,
only a summary of these insights can be given in this book — but
the reader is strongly encouraged to read further about this (see
Bibliography) as it provides a clear and practical basis for working
with both curative (special needs) and ordinary education.

Rudoif Steiner’s scheme of the twelve senses

Upper Senses
(9) HEARING (10} LANCUAGE (11) CONCEPT (12) tGO
(Tone) (Word) Thought {Other’s Being)
A A
(8) TEMPERATURE {7) VISION
\ : Middle Senses /-

l! \ (5) SMELL l .';6) TASTE /
[ A |

(4) BALANCE (3) PROPRIOCEPTION (2) LIFE/HEALTH (1) TrUCH

-

LOWEf Senses et e mmaamaas srmmtsmeaamn Seamaioious s ne RSO,

The numerical sequence given here to the scnses has a Pasic
celation to their chronological development; the arrows indicate
inherent special connections between pairs of senses, the h gher
one being « metamorphosis of the lower. It should be clarifie’ +hat
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the lower senses involve perceptions of one’s own bodily processes
whilst the higher senses perceive things coming from ourtside one’s
body. Interestingly, just as the lower senses are pictured as
trafisforming into higher ones, so all the senses together transform
{from vehicles of perception into vehicles of conscious knowledge.
Through the process of zhis metamorphosis, the lower senses,
which first allowed us to perceive the internal conditions of our

body, now give us the basis for understanding the physical world -

outside ourselves; and the higher senses, through which we first
received meaningful impressions of the world out there, above all
through our experiehcc of other human beings, now form. the
background to our inner experience of ourselves. .

Delayed and precocious development |

So to the last category of Else Géttgens’s list. The “+1” status of the
‘late developer marks this learning difference as somewhat
different from the others, and also one that needs to be thought
about last rather than first. Because Steiner remarked that many
late developers were in fact powerful individualities whose special
qualities needed to ‘mature in the vat’, some Waldorf teachers have
used the idea as a comforting labe! for children who needed rather
more than that. I will certainly vouch from experience that some
chilidren really don’t come into flower, particularly where literacy is
concerned, until their twelfth year, and seem to have benefited
fiou not being pushed to the limit to do so earlier. But not
pusl-ing to the limit has te be a conscious and careful decision,
con.antly—menitored and tested by gentle probing of the more
nori.al learning reflexes with normal classtoom .assignménts.
Many children are simply asking for a different approach.

"5 a final thought, I wonder if reality is asking us to consider a
‘S 4 2’ schema? Is there a case for considering the ‘precocious
deveioper’ as possibly, sometimes, more than just the product of
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over-stimulation and over-anxiety? Is the ‘Normal’ template for
human incarnation5¢ and development perhaps itself in the throes
of change? Do we need tw work differently in our Waldorf
kindergartens, where the traditional approaches don't always seem
to work the way they did? Can we continue to rely on imitation in

the way we always have? Do we need perhaps to intervene morein =

the child’s incarnation process than hitherto, engaging him directly
with remedial activities to promote, for example, the development
of movement and the senses? Or do we need tovgive him more
space to ‘do his own thing’? Do we know what we need to do? Do
we know what our children need us to do?

At the back of the book, in Appendix 3, there is another
checklist, called ‘Pointers to Learning Difficulties’. The reader is
invited to consider whether the symptoms it indicates are
uncommon or all too familiar.

~ 1 1 teor
Luitural airrerence

One highly significant learning difference still to be considered in
this chapter is that of cultural difference. Culture is a big umbrella,
and lots of things can be included under it. Basically, culture
represents the sum total of the influences with which and through
which a child has ‘grown’ up and been ‘cultivated’. In the normal
way of things it represents the context in which a child feels most
completely at home. It affects how a child responds to the world
and what he believes abourt the world; equally it affects the image
he has of himself and his own worth. Education thar isn’t able to
take account of such differences properly will run into difficulties
and cause even more. '

Everything set out in the Foundation Stage of England’s green
and pleasant National Curriculum about the importance of
teachers having a living relation to children’s social and cultural
backgrounds can be mentioned again and appiauded. There is 2
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daﬂg\. ’ ’3 ions pa IIicac AAP
-3

orentte! i i ink this
Is)c:rvice to social awareness and multi-culturalism. 1 th

sometimes happens in the Waldorf world as \tva?ll as arg:n:;lrej:;’
and often enough for understandable reasons: it is e
difficult to break free of one’s own cu}tural mg'ufmces _'
those represented by one€’s own f:ducanonal tradition. o dous
What the Waldorf tradition does;1 haved a:me; i
i . to cultural inclusiveness is the unde :
Sftrt)“x:lal:t}:roposophy that all human f:ul.ture exprcsizsn::etgxgz:z
forms of development — different variations on 2 ; e, o pursue
the musical analogy — of a universal.human ar;:1 etyg; _Pand n
all of us. Everyons, in d;;ls pictur;,hls Eﬁallelzfs gxfmzm g b
«s than fully human. 1he : o
;Zzzlr‘r}x’cslzpprcciategonly when we take all ou;1 vant';trlzni S:fﬁ;,hz
and gather them up ‘n one basket. Although an ofi sophy
such isn’t raught in the Waldorf s_chcfols, the sense 2 comme,
stream of human development linking all times an I

i - Soun the t f the education.
certainly dnzs sorin e heart o

History as reflection of child development

1 broken
In specific terms, Waldorf education offers a long and lun oy
i i its hi iculum. This
view of cultural evolution through its history curricu . Thie

1 1 Wi ss1
begins, in fact, with pre-literate history: wleh C;he exprfi > o

, i hand own and wrl
1 ande

i .ditions subsequently '
ancient oral tradi s iteen
bis, 'negends and religious canons of diff:

down as the syt s differer
peoplcs Steiner recommended that, when children are te g

her- sheuld—tcll—s{eﬁesan&litera{ure from Ancier‘;t

India. The class is thus introduced t the Spi:t ofh th‘e Iei;;srl:? a;
. 1 ich 1 Sirit that sees the pnysic
Buddhism, which is a spint t : )

l"ue(ri,e u\;) of maya illusion. In the same year the ]ourgey.sho;iis

ma , \

continue to Persia, Mesopotamia, Egypt anfi Greece. unggs o

rvey the emphasis will slowly shift from inner to outer history,
su
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and will reflect each culture’s growing interesc and engagemc 1t in
the auter world. As part of this ‘earthing’ process the lesson will
include a review of what contemporary culture has inherited from
classical culture. This will be continued in the following « ‘hool
year with a study of Roman history and its legacies through the
end of the Middle Ages: a period that includes the birth and
development of both Christianity and Islam, and also, f used
especially amongst the Arab peoples, the rise of science. In t: year
~after thart the pupils will travel in every direction of the cc pass
following the Italian, Portuguese, Spanish, English, Dutcl and
other adventurers to China, West Africa, the Americas, the aetic
and finally Australasia. For the ancient Indians the physical sorld
was maya, an iliusion: truth was to be found only with sp itual
consciousness, which in the being of Krishna was shown 1o be
something ever youthful and playful. For the great discover: s the
physical world was a reality to be explored, mapped, cong, tered
and inhabited. Children approaching their teenage years a1¢ on
just such a journey themselves.

True, Waldorf education, like the Age of Discovery, wa: born
in the heart of Europe, and its traditions have grown up | wing
scmething of a Eurocentric slant. Bur che threads of Asian cuture,
African culture, American cuirure and Australasian culture aic part
of its fabric, and the sensitive teacher will draw what is appropriate
from the nner characteristics of each region visited to addre:s the
inner disposition of the children in the class. The outer trappings
of contemporary cultures will inevitably need to be acknowledged
t0o — but these should be integrated into lessons in a lively and
relevant way, not simply presented as information.

Spreading from the centre

The geography curriculum offers a complement to the history
Jessons in this respect. If Waldorf history begins with long ago and
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fdr away, its geography begins with the here and now. It actually
begins with the classroom vshere the children are sitting. The first
map is a drawing of this little world. Slovrly the picture opens out,
encompassing the school, the journey from home to school, the
regicon, the country, the continent and ultimately the world as a
whole. The purpose of the geography lessons, as with the history
lessons, is to heip the children feel at home in their world — which
is one world for all of us. The wise teacher will acknowledge that
today’s children are generally far less rooted in the landscape and
traditions of their own locality than those of 1919, when the first
Waldorf school was founded, and will take account of this in the
study of ‘home surroundings’, acknowledging the spread of family
backgrounds in the class and the fact that many people today are
in some degree migrants. But the aim will be to help all the
children in the cla'sﬁ ‘feel at home where they are, not where they

are not.

Complementary realities

The younger the child, the more the picture of the outer world is

based on sense experience: what is real is whar has been touched,
tasted, seen and heard. It is a world of what William Blake called
‘minute particulars’. The beginnings of our exploration of this
world with children should be a process of focusing physical
observations that each child has individually. The ‘big picture’, the
globial perspective, comes later. At the same time the coherence of
the child’s inner world is formed of universal imaginations: what is
real here.is. what_has been dreamed and believed and recounted the
‘world over since time began. When we tell fairy tales . we
strengthen and develop the child's inner sense of belonging to the
greater world of humanity. So also when we recount the ancient
myths and the dramatic motifs of human history. The aim of
education is to bring outer and inner worlds together, so that the
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minute particulars of sense experience come to acquire an
increasingly universal significance, and the archetypes of hur';lanity
come to their flowering in individual human lives. If we
prematurely attempr to abstract or generalise the outer world for
the child we take something away from its reality, and we do the

“samie for the child's inner world if we make him prematurely self-

Cconscious.

Culture and media

One of the more recent phenomena in the sometimes desperate
Flrive to motivate English boys ro develop literacy is the
involvement of famous footballers in the process. What we are
looking at here is the influence of a new kind of culture. We could
describe this as a hybrid of sport culture and celebrity culture —
and its form and influence belong above all ‘to the workings of
television in modern life. There are other branches to the Tree of
Celebrity too: music celebrities, film celebrities, TV celebrities.
Today’s children, in many cases, relate more strongly to these
‘cultural icons’ and the image world they inhabit than to any living
culture with which they have personal contact. And this articular
form of cultural identification does seem to be a successful
motivator when it comes to developing literacy. However, we
might then ask what kind of literacy ir develops. The kind,
perhaps, that feeds the circulation figures of The Daily Stur in the
UK ~ the only national daily apart from The Independent whose
readership is growing rather than falling — and at an extraordinary

. rate too? The thing about The Daily Star is that it is a newspaper

focused on television and celebrity news, not really on the real
world at all.

I think there is a huge issue here. Are we happy with today’s
< 1 ) . : b
tinage cuiture’? Even if we are uncomfortable with it, do we accept
it as the culture with which many if not most young people
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identify? Do the cartoons, soaps and celebrities. or the kind of
reality they represent, together with contemporary music, pastimes
and fashions, constitute appropriate working material for our
lessons, as the things that enthuse and motivate our youngsters?
Do we or don’t we see our primary purpose as educators as giving
children the special skills that are needed to fit into today’s world
so that they don’t leave school at a disadvantage. If ‘image culturg’
is so much a part of this reality, and if we can invoke it to help
develop basic skills, why not write it into our curriculum?

Tact and authority

Suppose we have our reasons why not. How then ¢» we deal with
the influence of media culture, which we assuredly cannot deny?
Do we let the children know that it doesnt belong in the
classroom? If so, how do we do this? Can we do it in a way that
doesn't develop in the children a consciousness of conflicting
‘separate realities’ whose claims to be real, relevant and interesting
are at odds with one another? How would we respond, for
example, to being called ‘Steinerised’? How do we respond when 2a
child proudly shows us a drawing he has spent ages doing, and it
turns out to be a cartoon rather than the ‘real’ picture we asked
for> How do we respond when a dyslexic child writes a lvely
historical narrative incorporating language and imagery drawn
directly and inappropriately from television?

One thing a good teacher — and a good parent — will always
need is ract. Tact means being in touch. Rudolf Steiner was
insistent that Waldorf teachers remain in touch with contemporary
realities. He wanted them to take sabbaticals every so often from
their teaching and to get actively involved in different forms of
work. He was also insistent, as already mentioned, that teachers be
always in touch with the children they teach. Thus the truly tactful
teacher will be in touch with the world into which his pupils are
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growing and in touch with the pupils who are growing in.o it —
and will unite these two tacts into one.

The tactful teacher may or may not permit the drawing of
cartoons or the writing of slang in a workbook. What marters is
that the teacher’s authority for making such decisions can establish
itself as acceptable. If the good Doctor Steiner is right, then

~aurhority -is precisely what children in the heart of their childhood
are looking for. They want a representative of ‘how it is’ ~— a guide,
counsellor, interpreter and also protecror — a person in whom they
can fully trust. The basis for such trust is the twofold tact just
described: being in touch with the world and being in touch with
the individual. The vindication for such trust is when the tcacher’s
authority continues to feel ‘right — even when it has been
questioned and tested, as it inevitably wilt be. The children, deep
down, will want it to be right; the teacher, whether committed to a
class for one or eight years, must accept the responsibility for living
up to this. The teacher who is cruly trusted holds the key to the
door between outer and inner realities - the door that television,
above all, has flung open and left banging in the wind.

Completing the picture

1n answer to the question of how to deai with the empty images of
our image culture, I suggest that we begin by trying to see them as
shadows of reai and living images. For every cartoon character
there is an archetype in our collective unconscious which bas
appeared in every mythology since the year dot. For every soap
opera there is a real human drama, just as there is for every novel.
When children respond to_what they are seeing through their
screens they are responding out of some form of inner resonance.
What makes the process unhealthy is firstly that the children are
being led into the image world through a process of passive rather
than active imagination, and secondly that the images and
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séquences they experience are confused and fickle — Jike shadows
thrown by a fire onto a cave wall, to nse Plato’s picture. This gives
us wo approaches to dealing with the situation.

Firstly, we must aim to get our children active. Physical activity
will actually be a part of this, but beyond this we must try to lead
activity into the realm of the imagination and also the realm of
lar- juage. Children obsessed by images and sounds frem the screen
m.., appear to have an active imagination, but actually the way
they spill out images and sounds and voices is more like being sick.
So* y to be so graphic. We nzed to distinguish between active and
rea. rive. We need to help the children to take possession of what is
po: .essing them, and to deal” with it ,nwardly rather than
ou. vardly. This does mean begmmno with what is actually there,
eve . if what is there is only a shadow.

"onsider the boy who is incessantly drawing fighter planes
shenting and bombing everything. Suppose: we ask that boy to
draw a follow-up picture where the aircraft is landing and going to
its hianger? Suppose we then ask for a picture of people building
bacl: the houses and schools and hospitals that were destroyed in
the first pictures? And a bit of writing to go with it? Through such
a process we are involving the child in a metamorphosis of images
iniually received passively into images created more actively — not
to mention giving them a more positi\.'e slant. Leading from one
thing to ancther is different from supplanting one thing with
ancther. This is not to say that there may not also be a case for
turning a child’s attention directly from a shadow image to a living
image. A living image is by definition more real than a shadow;
and if living images exist, as they do, these will engage children’s
attention through their own powers.

“The truly tactful teacher needs to be in touch with the
universal inner world as well as the contemporaneous outer world.
He needs to know, for example, how to recognise the archetype of
the Trickster, which is one casting especnallv captivating shadows
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onto today’s screens. Loki is the Trickster in Norse mythology;
Coyote in Native American folklore. Wichin ;i both these
environments the clever, shape- shlftmg, self-seeking character is
ultimately contained and harmonised within the appropriate
company of other archetypes. When the archetype reappears as the
Joker in the Batman movies, his come-uppance has to be open-
ended because of the sequels, but rather more disturbing is the fact
that the agents of honesty and goodness who oppose him include a
figure who identifies himself with a creature also identified with
Count Dracula. The Mutant Ninja Hero Turtles also caught the
imagination of the young and turned the normal heroic archetype
inside out. True, there is an archetype for such transformations
too: the Beast or Frog who is really a prince is known and
understood by every child. But the fairy tales complete or resolve
the picture, whereas not all the movies do.

We could look upon the task of teaching as ‘completing the
picture’. We cannot actually teach the child anything new; we can
only work with what is there. Inwardly the chiid is ali there: this we
must try to raise to consciousness, to ‘analyse’ or unwrap into
thoughts and imaginations that can be apprehended in a waking
state. Ourwardly the child sees only bits and pieces of a world: these
we must try to help synthesise into a living whole, by relating them
to each other and to the whole and living world within. When we
condemn or belittle any part of a child’s world we are being
catabolic rather than anabolic, destructive rather than creative. If
we begin by welcoming what the child brings with him wec are then
betier able to say: ‘Now let me show you this.” And if we then show
the child something that is true and living and that resonates with
his inner knowledge, he — or she, since of course the two sexes are
different — will be able tc rake it in and actually grow . with it.
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12. The Three Persons of Literacy

‘We began this book with the prospect of a failed harvest in the
realm of the human word. To get to the roots of the problem we
first explored the nature of early language development, in the
individual and also in human society, and followed these parallel
strands through the metamorphosis of spoken into written
language. In the second part of the book we applied these insights
to assisting young people, sensitively and practicaily, to develop a
valued and valuable form of literacy in the world today. It now
remains to draw our wide-ranging considerations together and
integrate them under the banner that ultimately declares literacy's
highest purpose to the world: the fulfilment of literacy in all that
has been written down and read as human literature. The writing
and reading of books is a profoundly human and potentially
miraculous affair. Properly understood, encouraged and enabled, it
can bring the linguistic labour of ages to a golden harvest.

The present chapter offers a summary of all the insights we
have clarified so far, united in a single, living image of the human

being.
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The key of three

The nature of literacy is bound up with the nature of language.
Aristotle described language as having three elements: logic. rhetoric
and grammar. Entering into this more deeply, he discovered the
motif of threefoldness repeatedly recurring. Within logic he
recognised the basic structure of thesis, antithesis, synthesis. Within
thetoric he distinguished opsis, lexis and melos -- lexis being the words
themselves, opsis being the visual imagery conjured up by language
and melos referring to its musical qualities. The rhreefoldness of
grammar is everywhere: in the sentence structure of subject-verb-
object; in the three fundamental tenses of verbs — past, present and
future; in the three persons of the verb — I or we, you, and he, she, it
or they. Ultimately we may discover that what holds both language
and literacy together is also what holds all art, science and religion
together, and that this is most clearly represented in the unified
image of the human being. The human being is indeed the world’s
MOST €i0qUeNt METApNor — NAture’s MOSt Open SeCret. Through the
human form, that is, together with the different activities associated
with it, we may read the Book of Life in its original language. There
really isn’t a better place to start the study of anything,

When we look at the physical body of a human being we sec
the picture of threefoldness as a living image.” Pursuing this
further, we discover threefoldness in the processes and functions
that unite the physical body with soul and spirit. The human
being has a head, which is associated especially with the functions
of the nervous system: a thorax, which is linked especially with the
rhythmic processes of breathing and the circulation of the blood;
and a set of limbs that enable a person to act upon the physical
world and transform it, including the process of transformation
involved in eating and digesting. This latter function effectively
unites the limb system with the metabolic system as the third
membership of the physical trinity. In psychological terms we
associate the head with thinking, the trunk with feeling and the
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metabolic-limb system with will. We further link the hi 1d with
wakeful consciousness, the metabolic-limb system with instinctive,
unconscious processes, and the middle system — our feeling realm
— with a mediating combination of the two.

A new-born child is most fully-formed in the h¢ d. Her
awareness of the world, however, is centred in the uncnscious
processes of her metabolism and limbs. In terms of forn. a child
‘grows down’; in terms of consciousness, she ‘wakes up’. 1 Howing
the research of Rudolf Steiner and other educators, do s and
therapists who have worked further with his insights, thi- counter

~movement of physical growth and consciousness can b: seen to

extend through successive periods of seven years each, at t! : end of
which time period something that began in the realm of he head
thas - unless genetic, environmental or psychological factor+ disrupt
this process — come to rest in the realm of the limbs — nd vice
versa. At this point we can speak of a balanced interpenet- ation of
life with consciousness and consciousness with life. Steiner
describes the special fruition that belongs to the conclusii-» of the
second seven-year period as ‘earth maturity’. Sexual matusicy, and
the sexual ccnsciousness that accompanies it, is only an aspect of
this. The development of the lower jaw ~ the moving limb of the

‘head ~ along with the limbs proper, indicates physically how a new

quality of conscious personal will and capability is present in the
14-year-old. The adolescent's natural idealism is a complement to

' this, uniting her sense of self with a greater sense of the world.

From ‘It to T

As head prom penetrate deeper and consciousness begins to flash
upwards into the cerebral organ that can form and articulate it, the
‘person’ of consciousness changes. To begin with the child’s awareness

of both herself and the world is essendally couched in what is
grammatically termed the ‘third’ person. This is the realm of ‘he, she,
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it, they’. The characteristic ‘primal’ nature of this realm is actually best
approached through the word ‘it’: the ‘i’ of ‘It’s raining’ or ‘It’s alright,
nothing got broken’ — the realm of ‘T. Though quintessentially
martter-of-fact, this world is, for the young child at least, 2 world that
is flooded with life and being. To the extent that the child becomes
aware of herself or other people in this condition it is typically by their
actual names, not through the pronouns me or you. The child refers
10 herself by her name. All beings, including herself, have equal status
within this condition. Piaget chooses the term ‘egocentric’ to describe
this condition, but I prefer the term ‘egoperipheral’,

In normal development the third person condition of being is
followed by the second. This is the realm of ‘You are’. In practice it
is the realm of you and me, since ‘you’ give ‘me’ my meaning. It is
the realm of conversation, a give and take that fluctuates berween
active and passive, receptive and expressive. It has everything to do
with speech: in grammar, the second person is associated with the
vocative case, wiich invokes the word for voice. In an older form
of English the second person address was often introduced with
the vowel'sodnd ‘O’, as if to draw attention to the mouth itself.
Through the medium of verbal exchange especially, the spiritual
identity that lives behind the scenes in the objective world of ‘It is’
becomes embodied in the other person of a personal relationship.
This person, so long as she is the subject of engaged attention,
becomes the focus of the world. At the same time, the experience
of being called “You’ by this same other being we call “You’ also
bestows on us a personal identity that differentiates us from the
world at large, that makes us feel special.

___ It is ourt of this social embrace that the experience of the first
person will ultimately emerge in its own right. This normally
happens for the first time somewhere towards the third year of life.
The second person is pushed further and further away with the
child's increasingly repeated ‘No’ and insistent ‘Me’. And suddenly
— because there are no half measures to such a birth — the word ‘T’
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sounds forth for the first time from a child’s awareness of self. ‘I’ is
the only word no one else can say for us. This, however, is not yet
a truly isolated . experience of egohood; it subsists within a larger
experience of the first person plural — of “We’. Only when things
are not as they should be does the experience of ‘I’ equate strongly

‘—with an-experience-of fundamental-separation—And-when it does,

the first person singular cannot in fact develop properly.

Three literacies: it, you and I

So how is all this related to literacy? At one level literacy has to do
with getting hold of the objective world, of grasping how things
are. In this sense it is an extension of our metabolic-limb system.
We speak here of ‘functional’ literacy, which has ro do with a very
practical, matter-of-fact relation to the physical world: it translates,
as'time goes ‘on, into understanding instructions and labels and
timetables and things like that, all of which have a.bearing on
survival, prosperity and range of opportunity, both for the
individual and the species. This literacy is ‘objective’ and lawful,
requiring accuracy and clarity of information. Irs grammatical
correlative is the third person, the realm of ‘It is’.

At another level literacy is a social issue. Herc it comes to
involve particular people rather than objective principles and
entities, and even though these people may be plural, the
archetype of social literacy is the conversation between two single
people who know each other or who wish to know each other. just
as we are still breathing the molecules of Julius Caesar’s last living
breath, so the way we share our lives with others through social
literacy is a form of breathing. This is most clearly manifest in the
to and fro of written correspondence. o .

The highest level of literacy has to do with our identity and,
encompassing this, our destiny as human beings. When literacy
speaks truly in the first person it speaks with the voice that
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distinguishes humanity from the animals on the one hand and .the
angels on the other. It is the voice of who we are as a species.
Within this voice it is possible to hear and speak as ‘all’ people, as
‘our’ people, as ‘my’ people, or, lastly, as ‘myself’, and to do so in
the faith that this understanding is grounded in a common human
denominator. What makes cultural literacy possible is firstly that
we share what Stephen Pinker has called the Language Instincto8 —
an inborn grammatical template for all human language, without
which there would simply be too much te learn in a lifetime.
Secondly, cultural literacy is possible because we talk to each other,
and only thereby wake up to the fact that we have our linguistic
identity in common. And thirdly, cultural literacy is possible
because it continually recreates and preserves itself through
cultural literature. Such literature is the signature of the human
spirit and imagination that identifies us. In it we see our human
face, just as through our instinctive grasp of universal grammar we
experience an extension of our human limbs.

The three persons of literacy belong — of course — together. But
they are not simply the same. Neither do they develop in the same
way. Each depends on different initial conditions, different stimuli
and different opportunities. Only by developing each single literacy
in the right way and at the right time can a fully integrated,
threefold, living literacy be achieved. The key for getting it right is
the developing human being — the being that ‘grows down’ and
‘wakes up’ through three differing conditions, .cach with its own
initiation rites and confirmations. A picture of the characteristic
nature of these ‘rites and confirmations’ is given early in physical
_ife, rather like the prologue to a play. The activities of walking,
talking and associative thinking are anticipations of all that will
continue to unfold from the realms of the limbs, heart and head -
and are wonderful metaphors for our three literacies.
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Walking, speaking, thinking
In order to walk we must first lift our head above our legs. This
could be described as our first real act of under-standing. Only

when-a vertical .orientation has been established can we begin to
make conscious sense of the world into which we are born. Before

this can happen we must learn the basic skill of how to liberate.

ourselves from horizontality. For this we need other people.
Crawling and creeping may be instincts that unfold by themselves,
but walking is not. It is a taient that we imitate from other human
beings. We do nor, of course, learn to walk by being told how to
walk, or even by being deliberately shown how to walk. Nor do we
learn to walk better through being ‘helped’ along the way by a
device like a baby walker. We learn walking by tuning our own

" mobility to the mobility of those around us, and, through a

sustained and remarkable act of will, being ‘lifted’ into uprightness
by our impulse to ‘do as others do’. Many times we try, many
times we fail: the process requires countless repetitions, countless
refinements, countless ienewals of enthusiasm. Significanty,
though adults will typically offer both physical and verbal
encouragement to a child in her walking efforts. such
encouragement is not in fact the key to success here in the way it is
with ralking. The key to children walking is adults and, often more
strikingly, other children walking. Learning to turn this key once it
is in the child’s possession is a process of trial and error: this part of
the story is wholly a case of learning through doing, and depends
on the child’s inner actention and strength of will.

The aspect of literacy that is like walking similarly cannot be
taught directly through instruction, but only through a
combination of example, a right set of circumstances, and trial and
error. Like walking, this iiteracy is rcoted in intentional
movement. We may go so far as to:say that only in an
environment where human beings move purposcfully can
functional literacy be developed. Children will imitate ali kinds of
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riovements, including non-human and mechanical movements;
Enie they will only fully master these movements when they are also
able to imitate the condition of mastery. When movement is
intentional, a young child will imitate the intention as well as the
cuter movement. An environment where purposeful writing and
jurposeful reading is taking place amongst other purposeful
a1 tivities is the first condition for the development of functional
Jireracy. The second conditior is that a child is allowed to respond
1+ this environment out of her own rescurces, and not be ‘baby-
v dlked’ intc premarure reading and writing. The third condition is
il.at the child is enabled to learn directly from expcrience,‘in a
«nite objective, ‘It is’ way. This"means not being over-protective
»d sentimenta! with the child, nor moralising abcut shoulds and
_ ! ouldn'ts, ncr over-anxious and impatient; rather; it means being
r-nsting and encouraging in a simple, matter-of-fact way, in the
Jmowledge that life itself has always been the greatest of teachers,
snd that the human child 1s innately disposed to learn from it.

The fundamenta! difference between any form of literacy and
1lie activity of walking is that literacy is essentially an activity of
the head. Only the manipulations of handwriting are really a
movement activity as such. Although, as we have discussed, these
movements belong to the foundations of literacy, even when they
wre relegated simply to movements of the eyes, the developed skills
of writing and reading are a metamorphosis_of outer movements
into movements of thought. If a child is also to learn these
movements of thoughr in a way that compares with learhing to

JARA S S48

walk, she must effectively be able to experience other people’s

.. movement_of _thought, and_the intention behind them, through a. ... i

direct process of intuition.

Children 4o inwit other people’s thoughts and intentions.
They do so because they are inherently. ‘sympathetic’ beings —
more so than the majority of adults, we might concede. Through
this natural quality of sympathy a child is eminently predisposed
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to grasp what we really mean by our words and actions. And where
the sympathy is mutual, the process of intuitive understanding is

~all the stronger. Many of you will have noticed, when sitting with

a child to do some eatly reading, how she scems to be reading you
as much as the book. Often, as you find yourself willing her to
manage a word she does not immediately recognise, not even
obviously mouthing it for her, out she comes with it. This process
is a reality, and the key to living litcracy. It can never be substituted
by a literacy programme, however well-devised, and it can
certainly never be reproduced by a computer. A computer program
may seem to be responsive to a child’s struggles, but this has
nothing to do with sympathy and nothing to do with the
development of living intuition. The great white hope of computer
literacy is indeed already revealing itself to be a chimera: its
processes are all disembodied, and can therefore never come to live
in the heart, let alone the bones, in the way human interactions
can. This is as much the case where learning difficulties are

involved as in normal education:

Although much has been expected of computers in the education of the
exceptional child, those expectations have not been realised. Research to
date has failed to substantiate significant or even moderate gains in the
academic areas. Furthermore, although some researchers have focused on
the potential effects of computers on thinking and reasoning ability,
research has failed to show significant gains. Thus the widespread hopes for
educational uses of the computer remain to be realised.>?

Computer expert(!) Clifford Stoll argues as follows:60

The computer changes the ecology of the classroom. Predictably, kids love
the new computers and the kindergarten increasingiy looks and sounds like
a video arcade. Meanwhile, the machine becomes the centre of attention,
pushing aside clay, craybn, and teacher. (...) All deiiver iong stretches of
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mental excitement with minimal muscular activity. Suppose we want to
encourage attention deficit syndrome. | can’t think of a better way than to
point youngsters at fast animated video clips. (...) We naturally perceive
other cultures the easy way: by watching them on TV or glimpsing them
through a porthole of the Internet. This conveys images, not understanding.
Rather than shrinking our globe, this shallow electronic information system
makes foreign cultures more distant. (...) Social skills. Strength of character.
Trust. Determination. Perseverance. Not traits downloadable from a web
site. Quite the opposite: Every hour that you spend with your brain in
cyberspace marks sixty minutes you aren’t sharpening those skills that our
world so desperately needs. The best way to create a community of loners
is for each of us to escape into the welcoming arms of the Internet.

A similar distinction between human and technological learning
can be made with regard to educational programmes on television.
Researchers have found that what children learn from such
programmes is hugely more significant if an aduit sits with the
child and draws attention to their interesting and relevant aspects:
otherwisc the content is passively absorbed, incompletely
processed and insufficiently retained.6!

What a well-devised programme, computer or otherwise, can
do is identify the need for systematic practising of literacy skills. It
also includes the possibility of measuring progress objectively,
which the ‘third person’ of literacy requires, much as our limb
system does in the trial-and-error process of learning new skills.
We might even propose that a computer program develops
initiative, since its operator must make the first move of the- mouse
before_anything_else happens. This, however, is not something 1
would wish to enthuse wildly about. What is worth overstating is
that practice is an absolute and objective requirement of literacy.
There isn’t a literacy gene. We are not born reading and writing,
any more than we are born walking and talking. The relevant
instincts and predispositions that we do have must be integrarted,
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developed and transformed through repeated application two the
specific environment of literacy if they are to become an effective
1iceracy »facu»lty._ In this realm there is no place for sentimentality,
which is sympathy removed from reality. In this realm reality icself
must be the teacher. Encouragement is certainly relevant, but the

proof must remain in-the pudding, and the c‘mld should taste this-

as her own success.

Progress is based on sma!! steps. Even an. °Acpi ne has to be
ente_red on foot. Learning literacy is a matter of getting a few
things right at a time, and of appreciating that one is nevertheless
moving forward. Having declared that reality: must be the teacher
at this level, the human teacher may speak for reality and represent
the reality of progress to a child who might otherwise miss the
revelation. Here, in a sense, the teacher becomes like a misror.
Sometimes in the learning process the child must be like a mitror,
sometimes it must be the teacher who reflects the child. Once
again, this needs to be an objective not a sentimental affair. Such
objectivity need not be — indeed should not be — unfeeling and
clinical; it should be infused with love for the child as a developing
human being. But it must be focused and consistent, and hoiest
enough to reflect failure as the absence of something still to be
achieved.

The ability of the teacher to shift between being an exemplar for,
and a mirror of the child must be developed into the art of educaiing
the will. The teacher must first show the child how somethiny is
done. Showing is more than telling, but need not aiways be the s1me
as demonstrating. It may sometimes be communicated through
pictorial imagination. For example. the fact that -handwning
occupies three distinct levels — above, below and on the line — s « be
told to a child, which will affect her will very litde; or shown to a« Viid
through a particular exercise, which will engage her will much me;
or pictured 1o a child, perhaps by speaking of writing as being e a
plant that spreads its leaves over the surface of the earth, that pu
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its roots below the earth, and that blossoms up above the earth. This
will impress her most deeply of all - as long as the imagination is
intrinsically true, if this truth lives also in the teacher, and if the
teacher links the image with the actual act of writing, including the
child’s own writing as this proceeds.

From function to relation

The relationship between teacher and child unfolds the third
person into the second person of literacy. This does not actually
mean that the second person wasnt there before: all three persons
of literacy are there from the beginning. The shift is one of
emphasis. The fact is that only once literacy is somewhat
established at a funcrional level can a child begin to have a real two-
way literaze conversation. Before this (as I hope will have been
clearly estabiished by now) there needs to have been a culture of
oral ‘conversation and direct human communication within which
the child has grown up. Second person consciousness is born the
mornent the umbilical cord is cut, and first becomes articulate
through motherese and its complementary ‘infantese’. Burt the
transition between second person orality and second person literacy
doesn’t happen simply because there are two people involved in a
writer-reader relationship. It doesnt even simply evoive because
ther: are two parties in a teacher-child relationship. Cnly when the
acquisition of literacy is wedded to an ongoing process of real
communication can it hope to develop as a truly social skill.

T'he writing of letters is especially relevant in this context.
Var.wus forms of note, card and letter can be part of a child’s writing
and reading. from the beginning. It is important, though, that
liter::y is associated with more than just idle char. In fact the

writ'1g of ‘letters can introduce a formality and clarity into

com aunication that is not inherently less social that chatting, and
{ .. ’ . . ’
may often be more so. Through the writing of different kinds of
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lecter the child is learning different possibilities of human
relationship. Where these are real letters written to real people the
second person of literacy prospers most vitally of all. Even where the
exercise is a little bit contrived because it is part of a lesson, the fact
that letters can be a way of having a conversation, or of conveying
and receiving messages, is a fact of literacy’s life. What a child can
learn through letter writing is something she may not learn fromn so-
called ‘creative’ writing, which is thar literacy is not-an alternative to
orality, but its complemenr. Neither is literacy an alternative to
reality; and through the practical communications of letter writing a

child may learn to keep her literacy in touch with other people and .

its feet on the ground. In the concluding chapter of the book we
shall discuss the relation of letrer writing to the forms of electronic
communication favoured by so many of today’s young.

Truth and fiction

As we come now to the first person of literacy we need to recail
that literacy has the possibility of creating fictions. The
ambivalence of the written word is that it conjures a world of
images. These images may reveal, distort or deny the truth. They
may do this in the name of the third person, second person and,
most difficult of all to fathom, the first person. One of the most
characteristic tricks of literacy, indeed, is that it can it can usurp
the voice of one of its three persons and substitute another.voice in
its place. I have put a lot of my own thoughts and. opinions into
this book, but I have declared many of them in the third person. I
have reported other people’s thoughts and opinions in my own
voice, as though they were my own. I have also involved you in the

conspiracy, by creating the impression that you are actually there,

still listening, still following, still part of the process..
When a child is told, ‘You can write something out of yourself,’
the genie is out of the bottle. The child can now do anything ihat is
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within the power of her literacy. She can create a world of her cwn
imagination, characters of her own imagining, and she can create
an image of her own self, in the way she would like to be, not
necessarily at all as others would normally see her. There is indeed a
sense in which all writing and reading is a first person experience,
because it happens so much in the head. When, though, a piece of
writing is consciously acknowledged to be a form of ‘self-
expression’, it removes some of the constraints that are part of the
third and second person packages. The danger that goes with this is
that it can all the more easily become narcissistic, self-obsessed,
reflecting only the writer’s very personal inner world. Sometimes
this world may be very wonderful; sometimes it may include much
that is real about it; it may, nevertheless, prove ultimately to be a
dead-end world, one that cannot develop and that doesn’t lead
anywhere else. For this not to be the case, three conditions must
apply. Firstly, the writer must have a healthy relation to the world
of the third person — the worid of ‘It is’, known to most of us as the
real world. Secondly, the writer must actually care about other
people, and be able to draw inspiration from them as well as
inspiring them. And thitdly, the writer must have access to the first
person plural as well as the first person singular. These same
preconditions, we might add, belong to a healthy readership too.
The first person plural is the voice used by human cultures,
which may be either smaller or greater cultures. When the Queen
of England says “We,” she is identifying herself and her people as
one being. Not everyone in England is a2 monarchist, but everyone
knows at least something of what it means to be one. Some people
are very fixed and limited in their relation to cultural identity — as
fixated, one might say, as Narcissus on his personal identity. The
tabloid newspapers tend to use the first person plural in their
- editorials and hook their readership into a sense of corporate
identity that actually denies them individual freedom of thought.
" We must be honest about this and identify literacy itself, along
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with other mass communications media, for promoung
nationalism and sectarianism as part of its shadow. But if we 1cad
the broadsheets as well as the tabloids, and books as well as the
broadsheets, we shall widen our sense of ‘we’ and deepen it 0.
Let us follow this thought forward into a new chaprer, the last uc
-one of this book.
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Literacy to literature

The greatest gift that literacy has to offer anyone is literature. By
literature I mean here the literature that we speak of as art. Artistic
Iterature, imaginative literature, whether secuiar or sacred, is

humanity’s ongoing spiritual effort to unite the inner world of its

own nature with the outer world of sense perceptions through the
medium of language. As such, the picture that the body of world
literature conveys is one of human evolution. We may read in it
the epic story of our past, the drama of our present existence, and
the urgent or fanciful imaginings of our future. The better we
learn to read it, moreover, the more we come to appreciate how it
not only gives voice to the three aspects of our being but unites
them with increasing clarity. in a single identity. The spirit that
infuses human literature is what enables the different tongues in
which literature is written to be understood by any one ot us. The
ability to understand all the different tongues of literature is the
manifestation of global or spiritual literacy — the most living that
literacy can be. _ '
Aristotle,.the first person to make a name for himself as a critic
of literature as well as language, made a number of very relevant
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distinctions in his Poerics. He was, as we have noted, a ‘threefolder’.

In his words, the three dimensions of literature are mythos, ethos and
dianoia. The dimension of mythos relates to actions and events — to
the aspect that engages our will, namely the story or plot. Its
characteristic literary form was (and still is) the epic. Linguistically,

- it"has @ special refation to grammar,” the elenient that fakes 4

sentence hang rogether in a consequential way. The dimension of
ethos concerns human nature and the human situation; it engages
us especially through our feelings and emerged historically as a
licerary form in the development of classical drama. Its linguistic
focus is in the persuasive qualities of rhetoric. Dianoia means
thought, and relates in literature to the element most easily
described as ‘theme’. Its classical literary form was the lyric, and
linguistically it links itself with Aristode’s logic — the meaning that
words can embody, but also the harmony they can create together
(Iyric comes from ‘Iyre’, specifically the lyre of Orpheus).

The rhree lirerary forms or genres associated with myzhos, ethos
and diznoia developed successively in time and actually straddled
the two worlds of orality and literacy. The original epics were live
community events, participatory recitations that were always
chanted aloud and frequendy accompanied by choral refrains and
physical movement. The original dramas were also community
events, devised for performance rather than reading — though they
did come to be written down more quickly than myths. One
obvious distinction between drama and epic is that drama
physically divides actors from audience, and then makes further
divisions between its own characters (originally accented by the
wearing of masks). Classical drama did, however, build a
conversational bridge between actors and audience. through the
figure of the Prologue, who addresses the audience personally at
the beginning and end of the play. It also included choral speaking
to ‘tell’ the story as it went along. The audience was, in other
words, invited to participate as much as possible without actually
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being on stage, and would indeed often. j.oin in verbally with
passages learned by heart from repeated visics to the same plays.
The clear distinction between author and audience marked the
beginning of literature proper, and was ﬁ.rst. developed whc'n the
classical poets began to write lyrics. A lyric is composed as if the
poet were thinking aloud. It is not a public address, nor a pcrs'onal
communication addressed to the reader as such, but a private
‘musing tc which the reader relates like an eavisdrf)[?per.'Th.e l)frxc
poer’s voice is the voice of an individual — an individual thinking
his own thoughts.

Aristotle shuffled off his mortal coil before literature developed
the genre we would simply call fiction, reprcsen‘tcd above all by t‘he
prose fiction of the novel. Tl.e interesting thing about narrative
fiction is that it is not so much a complerely new genre as a
metamorphosis of the other three initially more poetic forms. A
novel may actually be written in any one of three persons. (Tbe
second person is unusual, but I have a friend who has.dor.le it.) As
mentioned, however, this nominal orientation may disguise other
orientations, and the novel is par excellence a literary form that
can be chronicle, biographical drama and personal confessional at
once. In this it is the most literate of all literary forms.

Had Aristotle lived to see the day (and who knows, maybe his
spirit still lingers on), he might have marvelled to sAee the wax in
which the future becomes a mirror of the past, with everything
turned back to front and inside out. Within the realm of literary
fiction — and what does that reflect? — history from classical umes
onwards has traced a process that moves from ‘out there’ ax‘nd ‘on
high’ to ‘in here’ and ‘down below’, and then on to a llterar}j
cosmos where ‘in here’ is equally ‘out there’ and ‘down below
equally ‘on high’. This process can be described in terms of
changing"}itcrary ‘modes’, borrowing a scheme set out in a
wonderful book called, - rather unpromisingly, Anatomy of

Criticism®? by the Blake scholar Northrop Frye.
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The descent of fiction

Frye characterises works -of fiction as developing historically
through five distinct modes. The first and highest of thesc is that
of myth, whose settings and characters are what from our
contemporary armchairs we would describe as supernatural, or

perhaps as ‘wholly- imagimative’; -or- perhapsas ‘reflections of “the

inner world of the collective unconscious, depending on our
persuasion ~ but whose stories arc ncvertheless told as objective
realities in what could be classed a ‘high’ third person manner. In
the second mode we meet settings and characters that are
somewhat more down-to-earth and human, but which are still
distinctly ‘larger than life’ and able to bend the ordinary rules of
nature. This is the mode of romance, in which are written the
legends of heroes and heroines, sorcerers and saints, talking
animals and nature beings. The medieval period of Western
literature is the great chapter for romance. Then comes the mode
that closes the door on the ‘other’, supersensible worid, and turns
instead to what we might call the most ennobled form of this one,
characteristically represented by royalty and the aristocracy, and
historically highlighted in the Renaissance cult of prince and
courtier. Frye describes this as the 4igh mimetic mode. In the low
smimetic mode we meet the kind of people and situations we know
very well, and whose ordinariness charms us rather in the way a
bathroom mirror does. The low mimetic mode dominated English
literature from Defoe’s time to the end of the nineteenth century,

though it began about fifty years earlier in France. In the fifth

mode, the Zronzc mode, we meet characters who are frequently ‘low
status’, whose lives are dominated by adverse circurnstances and an

unsympathetic society around.them, and whose struggles seem

doomed to either failure or absurdity by their own shortcomings.

The reader of ironic literature may often relace quite personally to

its characters and their fruscrations, but is led at the same time to

look down on them from a position of derachment — rather
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(ironically) as if both reader and writer belonged w0 a
conspiratorial league of deities. Thomas Hardy was a great early
exemplar of this mode of fiction, and the bulk of twentieth
century writing developed it as a specialism. The detachment of
ironic fiction, significantly, is a freedom brought about by, and in
the rerms of, a developed literacy and literary imagination. It
marks the turning point of literature’s descent into realism and
what I would call a ‘culture of exile’, and the beginning of its
return to its origins. ' .

In writers like Rushdie and Marquez we meet a development
f the ironic mode into what 1s appropriately described as ‘magical
realism’. Here, what seem at first to be ordinary human characters
.vith developed personalities living their lives in natural setrings
and circumstances (cften limited and lowly) — these characters
.uddenly find themselves with magical powers, or alternatively that
‘he world they live in has become magical — capable, for instance,
»f-raining down showers of blossoms out of the sky, just like that.
Magical realism as a literary genre is beginning to force open the
crack between the worlds that closed with the ending of the epoch
of high romance. It is beginning to dissolve the distinctions
between all the various levels and conditions of being that would
ontherwise leave literature with nowhere left to go. It is restoring to
the human imagination, the human spirit, the power to overcome
the world of limitation and isolation. At the same time it is both
‘;1cknowledgingA and celebrating the world of limitation as the
shaper of individuality and the ultimate driving force behind the
human need to be both 1, you, it and we.

Children’s literature: the magical child

So many of today’s books are about thresholds. In children’s
literature this has actually been the case for rather longer: indeed,
children’s literacure always has one foot in literature’s
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developmental past, which included and integrated other realms.
The wardrobe that leads to Narnia and the in-between platform
from which Harry Potter catches the Hogwarts Express are two:of
the best known amongst many examples of threshold imagery.
While ‘harking back’ is characteristic of children’s fiction generally,

- -a-distinguishing-feature of many children’s-bookstoday-is-that they.. -

capture the imaginarion through their realism as much as their
magic. Another dictinguishing feature of the best modern
children’s books is that they are read by adults. Indeed, one senses
that they are written as much for adults as children. Tolkien may
have begun The Hobbit as a bedtime story for his own children but
he didn’t win through to The Silmarilion without knowing that he
had become a storyteller of the epic tradition, a voice for all his
people.

The Lord of the Rings has its roots in old Norsé¢ mythology but
it grows up out of the ‘Shire’, which is clearly Tolkien’s own world,
and spreads its branches upwards and outwards into the future.
The fact thar it is now a blockbuster movie says something for its
prophetic character. Like much of the so-called fantasy writing
that has burgeoned in our latter-day culture, The Lord of the Rings
is not so much a harking back as a hearkening forward. The elves
may return to the world of once upon a time, but hobbits and
mortals may not. They must go through the gates of Mordor — the
gates into the world of ultimate isolation — and dissolve the ring of
the spel! that binds them to their own tower of egohood, their
own unblinking eye of single vision, so that the world may be
reunited as a conscious comunity of different peoples, and tried
and tested individuals.

Tolkien, C.S.Lewis and the company of ‘really magical’ fantasy
writers who have followed them have done more for children’s
literacy than most. They have given children a reason to read that

“reaches ‘beyond usefulness and sccial expectations and touches

something deep within the soul. The Harry Potter phenomenon is
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perhaps especially remarkable in this realm because it seemingly
single-handedly turned the tide of falling children’s book sales, in
the UK at least, and became 2 literacy cult even before it hit the
screen. This isn’t just because J.K. Rowling writes ripping good
yarns — although that is certainly part of it. It is also because she is
so good at making the ordinary world of childhood into a magical
world, and the ordinary child into a magical child. ,

All the effort that goes into educating the ‘functional child
and the ‘social’ child becomes like dust in the wind when it fails ro
awaken and nourish the magical child. A magical child has the
power to overcome her circumstances, work wonders, give body to
her dreams and realise her deepest intentions. This may begin as
something in her own mind, bat it is a real power. In order to
develop this power, however, the truly magical child must undergo
an apprenticeship, like Harry at Hogwarts or Ged, the furure
Wizard of Earthsea, on the island of Roke. Apprenticeship is a
socialising process; it requires and teaches trust, faith and humility.
The magical child is aware that magic can be deceptive and may
itself quickly become the enemy of trust. Good magic must never
deceive its own practitioner, nor those who are servants of the
good. For the magical child to know this, however, she must be left
alone to work it out for herself. The trials of power and trust are
followed by the trial of destiny. Like a traveller at a crossroads, the
magical child may — indeed must - choose the direction that she
wishes her life to take. This freedom will then be answered by the
consequences of her choice. It may lead either to isolation and
darkness or to fellowship and the light of day. All this is a secret
hidden in the soul of every child. When she opens the right door,
or the right book, the secret lights up.
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Three archetypes of the book

The reading of books begins with the reading of the Book of
Nature. The child in her first seven years has the task, time and
opportunity to become livingly engaged an?d- literate in the reading
of this book, to engage fully with it with all her senses. All other
literacies—will- emesge-from this one, even as they are already
hidden within it. This is harder for the city child, but hopefully
there will scill be manifold opportunities for her to experience
stones, plants and creatures at — literally — first hand. The Book of
Nature is described in Genesis as the Book of Life. God wrote it
so we are told. '
The second in the trilogy of archetypal books is the Book of
. Other People. The child can fizst begin to make sense of this book
in the middle of her first seven year period, but the task, time and
opportunity to become really literate in Book 2 comes with the
second seven vears, which is the middle period of the three great
periods of growing up. This middle period of grewing up is the
heart of childhood, and the Book of Other People is where the life
of nature becomes identified with the life of knowledge. Adam and
Eve canie to conscious awareness by seeing cach other naked - that

" is, by recognising each other’s living differences — and even though

this required them to leave the garden, the fact that they left it
hand-in-hand promised the possibility that their ultimars gain
weuld be greater than their original loss. The Book of Other
People is a book to be shared like an apple. When we t.'l each
other stories we have the Book of Other People open between us.
The more that the shared, spoken word can be part of the
experience of literature for a child up to the age of fourt. , the
more deeply the second kind of literacy may be estal -ished.
Cbviously a child wili read books alone before this time, } 1t this
may still be a shared experience when the books are talked about
in the right way, and when the books themselves are app: wpriate
both to the child’s emotional and functional literacy.
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The third book of the series, the Book of Knowledge, might
also be called the Book of the Spirit. It is anticipated in the
growing consciousness of earlier childhood, but really comes of age
in-the period from fourteen to twenty-one. In fact this book has as
much to do with nature as spirit. Earlicr we said that ‘growing
down’ and ‘waking up’ are contrary directions that reach each
other’s place of origin at the end of each developmental period —
and this is what the Book of Knowledge is all about. It reflects the
natural world like a mirror and illumines it with the sun of
consciousness. It is a book to be read and understood in the head —
and then translated and rewritten through the limbs as deeds of
life. If the Book of Knowledge stays only in the head then both
nature and nurture have failed in their purpose, and the individual
who cannot relate knowing the truth to doing the good has
become trapped in a biographical and spiritual dead end. Equally,
if the Book of Knowledge cannot be read in the head because
consciousness has got itself too tangled up in the limbs, then this is
che mirror version of the same dead. end. We could describe the
first failure as a form of motor agraphia, where a person can read
but ot properly write, and the second as a form of morter aphasia,
where the person can write but not properly read. This is to be
understood metaphorically rather than literally, where ‘writing’ has
to do with all forms of self-expression and ‘reading’ with all forms
of understanding. v

This book, the one you are reading now, opened with an image
of young people suffering the experience. of being trapped in a
dead end. Soon it will be time to close this book. The young
people will still be there. Their graffiti will adorn the dead brick
walls. Their private conversation will continue under the cover of
the ‘hood’ — the neighbourhood - that defines and circumscribes
their personal and ‘tribal” identity. Much of this conversation will
consist of formulaic phrases and hand signs. Some of it will be
continued in a strange new form of literacy coming to be known
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as ‘textese’ — wri
VA t;]le thumb-written shorthand of the mobile phone
mail amount of conversation will be aboilxt fi '
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xpect to go into their
on. What we may do is
One thing we may learn
not simply them. We may

‘ . no quick fix — and th
quick fixes being attempred are doomed to come aparz z;:it;e

Fmall);,i it is possible that what we are looking at as a dead end is

’ v

“:et)z: c;'1d cilrJd at all, but a way to get beyond the dead end that

N re in. There may be something ‘out there’, in other words
at can save us from what has happened ‘in here’. ’

ack '

: ;:ow.lec'ige them and learn from them

151 that 1t is ‘we' who have a problem
- . ’

also learn thart this is a problem with
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14. The Future

All the best stories begin with some form of separation and end

with some form of reunion. The separation may sake the form of

Jeaving home, family, community Of even ones senses. The unic?n
may be a homecoming, a marriage, somﬂe'brc.)'a'\.der 'forﬂnl of 'socxal
reconciliation or even, as is the case in fhe Wizard of Eartnsea, 2
union with one’s own shadow. In the Bible, which William ‘Blak‘e
succinctly calls the ‘Great Code of Art’, the ultimate separation 15
depicted as simultaneously a separation between Man and God,
man and woman and everything represented by higher and lower
nature. The ultimate union is represented as simultane.ousiy a
homecoming, a marriage and the establifhmem of a EOIY city. T}:e’
New Jerusalem is both a community of re‘decmed (‘bought back
and reunited) human souls, the Bride of Christ and a CL}ltural
regeneration of the Garden of Eden. I‘t stands as the resolution of
the original falling out that happened in the garden and .mar'ks t.he
of knowledge into love. and of instincuve
communion into conscious community. The city, in this picture, is
human form of a redeemed condition of

seen to be the divine- |
0 the mineral realm. which now

general nature, right down
appears in the shape of precious stones — lively stones’, as the

Book of Revelation describes them.

212

14. 1 he ruture

The Book of Revelation speaks of another city too. Thi- city is
named Babylon. It is the shadow image of Jerusalem. In plrze of 2
conscious community of individual souls it represents a sorry
collection — perhaps we could call it an ‘excommunicatic. — of
lost souls. Where Jerusalem appears as the Bride of Christ,
Babylon- is—identified -as Satan’s harlot. And where J¢ 1salem
signifies the redemption of the Fall, Babylon’s great beast or -Iragon
is a terrifying reincarnation cf Eden’s serpent. Its mineralis: .| scaies
are the antithesis of Jerusalemi’s lively stones.

Towers and temples

The internal imagery of the Bible makes it clear tac the
foundations of Babylon were laid way back in the begin/nag, in
the chapter of the Fall, with the building of the Tower ot Babel
and human beings’ misguided attempt to abandon earth and climb
back to heaven the quick way. That effort was shown to lea | to the
confounding of human language and the breakdown of its spirit of
community. The paradox of Babylon is that its founding impulse
could be given the same mission staterent as that of Jerusalem,
namely the endeavour to break free of lower nature and get back
on equal terms with the higher. The difference between the two

.cities is symbolised in their two representative warks  of

architecture: the tower and the temple. The tower is an archetypal
image of pride and self-centredness; the teraple is where the
collective lower nature bows before the higher and implores the

higher to reach down and raise it up again through an act of grace.

Every city on earth today is both a city of rowers ahd a city of
temples. Both' Babylon and Jerusalem are prefigured wherever
humans gather in one place, regardless of their nominal
persuasions and conscious intentions. However, Babylon and
Jerusalem are not so ezasily distinguished in reality as they are in
the imagery of the Bible. Outwardly there may scem to be a clear
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.nrirhesis between tower and temple. Simply by substituting the
word mosque for temple and focusing on two towers instead of
one we find apocalyptic imagery writ large in contemporary reality.
Tt really doesnt take much imagination to see the skyline of
Manhattan as a silhouette of biblically proportioned hubris, nor
the domes of the mosques as hives of collective righteous
indignation. But this is all much too simplistic. When the Twin
Towers did come crashing down, the citizens of New York
responded in the moment with an extraordinary display of
civilisation. They went out of their way for each other; they
reconfirmed their collective identity, through caring about each
other; their cultural and religious idealism was rekindled like the
torch of Lady Liberty from the ashes of a globally proportioned
economic self-absorption, however much the smell of oil may have
stuck to it later. And while, across the street, America’s religious
adversaries may have been united for a moment in feeling that the
iHand of God was on the joystucks of the highjacked aircraft, the
reality of Islam, like the reality of a// religious persuasions, is one of
internal and interminable differences of opinion — a living picrure

of the original Tower of Babel.

Literacy’s loss — orality’s gain?

The breakdown: of literacy, or the failure to achieve literacy, is a
phenomenon above all of the inner life of our cities. The easy
explanation for illiteracy in a situation where there is also universal
education — and a ‘developed’ city has schools for every
neighbourhood — goes like this: the one who does not see literacy
as a key to economic success has nc economic motivation to
develop it; the 6ne whose social environment is either illiterate or
one that barely or rarely reads is socially uninspired to read and
write; and the one who does not recognise his own culture in the
literature on offer from the local bookshelves is-likely to look
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elsewhere for cultural fulfilment. If a city represents the form of
our highest cultural, social and economic ideals, it also starkly
mirrors the reality of our failure to achieve and share these ideals.
It is an environment of intensified double vision. I venture to
suggest, hoY.cz_\‘{e..r_,__ that describing this as a polarisation between the
haves’” and’ the “have-nots’ is ‘again” being too simplistic. "WHhile ™
botb .Cities and literacy are commonly associated with the fruits of
a c?lvdising process, and ‘rurality’ and illiteracy with a iack of
cxvxli.sation, the reality is much more ambiguous. Let’s look at this
a:mblguiry in terms of white and black. Many of the world’s non-
hte.rates are black. Many of the world’s so-called underdeveloped
nations with their primitive rural economies are black nations.
Much of the ‘underclass’ in white society is black. Many of the
inmates in white people’s jails are black. Many bad things in white
people’s language are black. But many black people have a great
deal to teach many white people. It is the voice of black people we

hear spealing the words ‘brotherhood’ and ‘sicterhood’. It is
M'artin Luther King and Nelson Mandela we think of when w;:
| tbmk of social justice. It is black people’s music we hear when we
listen to blues, jazz, reggae, rap and a whole lot of other sub-genres
of popular music, and black people’s street talk 2nd gesture that we
see the white kids drawn to emulate, however lictle they might
w1§h to acknowledge ir. Black culture is alive and kicking; it is
articuiate, persuasive and progressive — and all of this in spite of
the fact that it is still significanty no¢ a culture of literacy. Its
special ability (yes, of course this is an unsafe generalisation) is to
communicate /ife and feeling; and where it prefers other forms than
the written word to express itself, this is perhaps party ac least
because it is precisely these rwo elements that it finds missing in so

. many black letters on white pages.

. We bave been looking at literacy as a process where higher levels
?. consctousness are liberated from their primal ‘bondage’ to sense
impressions and other physical constraints. We have pictured this as
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a process of standing upright, where the vertical orientation of
consciousness distingnishes itself from the horizontal orientation of
‘nature’ that spreads outwards around our feet. Now we may slso
observe that this ‘staff of uprightness upon which literacy
inevitably leans is actually a form of tower; and the imagery should
alert us to the shadow side of literacy’s promise. Put simply, the
nature of literacy includes an inherent potential to overreach itself.
When it does this, and begins to leave its ‘earth nature’ behind, it
starts to dry up, grow rickety and start babbling like a creature in its
dorage. Its own higher purpose becomes confounded by its divorce
from actual life, and it crumbles into a legion of divided literacies,
cach with its own tongue and set of private meanings with no
common dictionary to translate them. For the staff of uprightness
to stand as an image of Living literacy it must take the form of the
staff of Hermes, where the vertical staff, winged though it is and
drawn always towards the higher world, is interwoven and encircled
by the image of two serpents raising themselves around it, heads
held high but with their tails still on the ground.

Living with new media

Hermes was a communicator, a uniter of separate realities.
Originally, when he worked for Zeus, he carried messages orally.
Later, when he moved over to Egypt and appeared as Hermes
Trismegistus, he communicated in arcane symbols and became the
god of literacy. Today he has been claimed by =
telecommunications company. Shall we brush this latter fact aside,
" or is there after all something not only integrally ‘hermetic’ about
electronic communications, but also something thart carries with it
the future of both orality and literacy?
Who doesn't have a mobile phone? Who doesn’t know how to
use e-mail or tbc interner? Who doesn’t accept that these are the
things that the world is increasingly using to'keep in touch with
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itself — at both lower and higher levels? I know that many people,
including myself, are highly suspicious of electronic information
and communications technology. We see electronic messages, much
as many once saw printed books, as manifestations of a huge
cerebral illusion — an image of reality substituting itself for the real
thing. But is that all there is-to it2Forthe lonely soul-living out 2
fantasy existence in internet chat-rooms, maybe that 7s just about all
there is. But what actually drives the commutinications indusiry is
the underlying desire of human beings to rediscover and keep
contact with one another. The huge overnight success of the Friends
Reunited internet site which enabled people to get back in touch
with old school mates was surely a testament to the significance of
such technology as a way through the image world and back into
the world of real life and real people. The prolific burgeoning of
‘reality TV’ might be seen in a similar light — though it can also be
argued that such ‘celebrations of the ordinary’ don't actually lead
back into real life in quite the same way. |

Electronic communications can accommodate the forms of
both orality and literacy. The mobile phone can be for talking or
for texting, and these days may include a digital camera to include
visual imagery as well. Most internet communication is done
through text, but may also include the audio-visual dimensicn. Tt
can hardly escape notice that where text is used, the normal
conventions of written English are typically abandoned for
something at the same time more shorthand and more
idiosyncratic and ‘personalised’. Basically, texting is leaving the
established conventions of the written word and returning to those
of the spoken word. Aspects of this new electronic oracy are
certainly cliquish and what cultured people might call regressive;
but ip. another way it has become a great leveller. For a start, you
don’t need to be able to spell or punctuate well in order to be able
to communicate with it. For another, you can communicate via an
alias and so project a self-image that you choose to project ratcher
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than one that is thrust upon you, while still feeling as if you are
communicating. You may live in a high-rise in Jerusalem or a
basement in Baghdad and no-one need know the difference.

Electronic communication isnt just about chatring. Scientific
jor:rnals are published on the internet and live or near live debate
and research can be conducted in this way by the global scientific
cormunity. Similarly with the proceedings of economic interest
grenps. Similarly, in fact, with the proceedings of all walks of life,
from the most material to the most spiritual. Reaching’ way
be: ind the possibilities of books, this new incarnation of Hermes
mu. ¢ surely be greeted as a phenomencn of the utmost significance
for the future of the world. Remembering that Hermes himself
wa always a bit of a trickster may help warn us that illusion will
alv ys be a part of his activities. But his motto — ‘as above, so
oelw’ — may further remind us that an illusion need not be so
mu: h an untruth as a dangerous half-truth — a displaced reflection
of «hat is really there. If the reality of the world is that we are
spi..ctually predisposed to become a global community, our global
cei»munications technology may appear as an image of this same
progressive community spirit. It may do so, moreover, more
‘livingly’ than a library of books.

By applying the motto of Hermes to time rather than space we
ger the proposition ‘as before, so hereafter’, where (as I would like
to interpret it) the future appears as a metamorphosis of the past,
and the past, stretching the credibility of Darwinism, as a
prefiguring of the future. We have looked at such an idea already in
this book using the biological imagery of ontogeny and phylogeny,

and also as a principle of education relating to the recapitulations-..—

and metamorphoses that take place through successive seven-year
stages in a biography. We should further consider now that the
notion of developmental motifs has the possibility of being biased —
in one tof two directions. One form of developmental bias is
weighted towards the past, another towards the future. The former
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gives birth to nostalgia, the latter to ambition. In education, the
ambitious’ principle addresses itself continually to the ‘next
possibility’, and works with the image of the child as a licde adult.
The ‘nostalgic’ principle is concerned to preserve the ‘goodness’ of
the past, whether this be a quality of innocence or a d;_vcloped set

of traditionalvalues and-customs. Ambitior las-the ternrdency—to———

overleap itself, and nostalgia to get stuck in the mud.

Trying 10 icach a child to iun before he can walk would be a
clear example of an ambitious approach to education. We may just
as easily confirm that teaching a child ICT skills before ordinary
literacy skills is as daft as teaching literacy skills before the basic
elements of orality. That way leads to the Tower of Babel.
However, once we acknowledge that ICT culwre is
unquestionably a part of our human furure — and only an out-and-
out nostalgic conservatism would attempt to deny this — we
cannot ignore it or tell it to go away. Somehow we must recognise
an image of this future in the unfolding reality of the present, and
weave it into the fabric of our efforts to raise new human beings
and introduce them into the world, This means more than just
acknowledging that ‘the time will come when our children will
have to become ICT literate’; it means noticing that our children
actually have a predisposition towards ICT liveracy that really
wasn't there in the same way during our own childhood. It has
variously beeri observed that when a single creature within a
species learns a new skill, this is often followed by the same skill
being acquired by other members of the species in a different
geographical location. The word ‘synchronicity’ is sometimes
applied to such apparent coincidence. What  this phenomenon
suggests is that ‘things happen when the time is right’. So how
might this apply to the remarkabie ability of young people to pick
up compurter skills — to be so ‘at home’ in the technological world?

When we ask ourselves what dives in ICT culture rather than
what dies in it, we see many things that are appearing also in the
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culture of the street — both the back alleys of the ghettos and
equally in the bookshops of the high streets. The common
denominator in these different manifestations is that they all
involve some kind of resurrection of the past. In the New Age we
are witnessing 2 tendency to return to the Old Ways. Computer
literacy, for example, hinges as much on interpreting icons —
pictorial images — as understanding alphabetical text.6* Getting
what you want out of a computer is as much a matter of pointing
(with an arrow using a mouse) as spelling things out. The way
young peopie especially learn about computers is by playing with
them, not by being told about them or reading about them. All of
which is in itself a more primitive form of literacy than writing and
reading. The parallel to this ‘nostalgia’ in siceet culture is the use of
ritualistic body language and formulaic phrases rather than
sophisticated sentence structures to communicate meaning and
intention, together with the adoption of other signs and symbols to
indicate one’s identity within a particular ‘tribal’ community. (The
computer does this by telling us through logo and label that we are
all safely identified, say, within the Microsoft community.) Black
street culture has further extended its exploration of more archaic
linguistic forms in the development of ‘rap’, whose relentless
driving of rhythm, rhyme and repetition is an evocation.of ritual
chant and primitive epic. Ritual chant and primitive epic are
available also from all the best bookshops, and many of the quirkier
ones too. Even the very cultured people who read The Guardian

know a lot about the Old Ways. American supermarkets have

whole sections devoted to the culture of the arcane and Aquarian

‘alternative’. Blockbuster movies and popular TV shows are full of
encounters with the Old Powers, frequenty combining them with

apocalyptic imaginations of the future. Demons are part of the

imagery too. One of the first internet service provideis called itself
‘demon’; Batman has already been mexlitioncd; the whole ‘Gothic’

impulse brought the demonic strongly into popular youth culture.
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Barry Sanders, in his powerful study - of the contemporary
breakdown of literacy in A is for Ox: the Collapse of Literacy and the
Rise of Violence in an Electronic Age, writes of ‘ghosts and angels’:

A door has been flung wide open to the ‘other side, and swarms of
invisible spectres — ghosts and angels — have rushed in to take over the
popular imagination. Watch a movie, or read a novel, or just pick up one of

the slicker magazines — the worid seems to be haunted.®4

For Sanders, along with Neil Postman and other alert observers,®5
the electronic age is threatening the life and soul of the human
imagination and all that goes with it. As the imagination becomes
aware of this, Sanders suggests, it begins to picture its own demise:

The list of ghosts and ghostlike presences saturating popular culture could
be extended indefinitely. It is true that ghosts often preoccupy cuiltures at
the turn of calendrical centuries, but the end of the century waun't fully
explain why they hang around these days in such numbers and v.ith such
pervasiveness. Today, they refuse to leave. Today, we have mor. on our
hands than just the end of the century. God is dead. The author h +. passed
away. The written page is being deconstructed. Word process s have
turned everyone into ghostwriters, so that technology, like a h..d-wired
vampire, has sucked the very “essence out of iife. Look aroun ! Young
people prowl the streets as if in mourning. They dress entirely in t' 1k, like

spectators waiting at any moment to be summorned to a funeral .66

However, in his next sentence Sanders writes, “There is  bright
side to all this, a teason to feel hopeful.” He explains:

Today, when most things have been drained of their invisible . :2sence,
ghosts and angels in popular culture manifest a longing for a fully nimated
life, a spirited existence... Like pictures on a screen, the spectral i 1ages of
recent popular culture allow people to look at their own condit :n more
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closely, and to reflect on it. The screen can act as mirror. This is the true
meaning of vis-a-vis, to come face-to-face, vision-to-vision, with our visua!
echo. Like an echo, our beings reverberate meaning beyond our flesh-and-
blood existence, beyond life even - each person a holy ghost. That ghostly
image cannot be destroyed. To come to see that other is to ‘reflect’ on
ourselves. In a world that emphasises the visual ~ television, video, and
films — a survival mechanism has kicked ‘in. We need to recover the art of

seeing, vis-3-vis ghosts and angels. We yearn for true insight.67 -

The distinction between a ghost and an angel is ultimarely a

matter of life and death:

’

In some ways they meet as polar opposites — death and hope. the earthly
and the heavenly, the frightening and the reassuring. Ghosts come to spook,
angels to help; ghosts come to torment, angels to rescue. Ghosts hang out
in the darkness of creaky, old houses, angels are dramatically present in the
tht of the Amnunciation, and at the birth of C.'nrist. One is secular, the
other religious. Ghosts begin lite on this side and cross over, shedding most
of their particularity. Angels, on the other side, develop a holy individuality.
But they work well together in our schizophrenic, modern tirme. From their

separate worlds, they come trailing meaning.68 , y

Ghosts, we mighe add, have a bias towards the past, and angels
towards the future. Ghosts are the after-images of life, angels are
living images of what is striving to come into being. The distinction
between the two is a critical one, but a confusion berween them is
also understandable, especially in times of transition. And what
makes this winbivalence especially meaningful is that a ghost may
indeed decome an angel, or at any rate a redeemed human soul, just
as an angel may become a fallen angel — a demon or spectre. (So we
are told by everyone who' tells us about these things.) In times of
cransition — and surely we are living in one now — we get the
impression of time contracting, of ‘past and future ‘becoming
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superimposed in a simultaneous present. Whylst this can give rise to
some extraordinary errors of judgcmcnté it also creates the
opportunity for remarkable acts of redemption.

' In most stories about dragons the dragon ends up getting
killed by a hero. In some stories the hero comes to an
Lfnderstanding with the dragon, because the dragon knows. things
that the hero needs to know for his personal or social purposes
ax?d the dragon is allowed to live on in return for divulging it;
w1.sdom. In yet other stories the dragon is actually tamed and
reintegrated into human society — more often through the
mediation of a female rather than male figure. Such acts of
'f‘edemption are pictured also in the ‘Great Code of Art’: in the
image of the wolf lying down with the lamb; in the forgiveness by
]es‘us of the harlot Mary Magdalene; in the resurrection of the
falien stones of Babel into the lively stones of Jerusalem. What are
icse images? They are indeed just that: images. But they are living
images. They are the product of an imagination that sees life in fhP.
llfelc?ss, love in the loveless, trust in the weacherous. Far from bei—né
sentimental and fanciful, this ‘apocalyptic’ imagination (for so it
si}ogld be called) is very clear ~ absolutely clear ~ about the
-d}stfnction between the contraries ol existence; but .having '
distinguished them, it then proceeds to redeem and reunite them.

The long journey home

If all the best stories begin with a separation and end with a reunion
the bit in between is what makes them good stories. This bic is ch;
adventure or journey: the exploration of the ‘otherness’ that is
created through separation, the evaluation of what means and
matters most and the conscious attempt to realise these considered
lde?.ls as facts of life. The motif of union-separation-exploration-
evaluation-reintegration- is in everything we do and everything we
are, It plays itseif out in larger time scales and smaller ones. Like an
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octave in music, it is a playing of two halves, the second a kind of
mirroring of the first at a higher level. What this recapitulation turns
upon is what gives the process its heart: I have called it ‘exploration’
in the five-fold motif indicated above — the end of which, as T.S.
Eliot beautifully describes in 7he Four Quartets, should be ‘to arrive
where we started And know the place for the first time.” This should
be the end of all our exploring — but it is based on the assumption
that we don’t get lost, that we don’t misread the signs that face us in
the ‘evaluation’ stage of the journey. Where the assumption turns
out to be misplaced then comedy (the story with a happy ending)
turns to tragedy. King Lear misreads the relationship between his
daughter Cordelia and himself — the relationship that should have
led to a renewal and reintegration of his kingdom — and just about
everyone ends up dead.

Lear’s tragedy was typical: he was too full of himself, and as a
result he sacrificed the part of his being represented by Cordelia,
whose name-echoes the word for heart. Through misreading his
own heart he further lost control of his head and his limbs
(imaged as the yielding up of his title as head of state and of his
men-at-arms to his two other daughters). In the end Lear really
does lose everything: his home, his family, his kingdom, his
relation to God and nature, and finally his senses. It is
Shakespeare’s darkest play, and yet in the moment of Lear’s own
death we are given the briefest and most poignant image of a
redemptive imagination at work. Cordelia, briefly reunited with
her father at the end, is dead; the dying Lear, purged through
tragedy of his own egotism, holds a mirror to her lips and believes

in his final moment of consciousness that he_ sees. the-—mist of - .- - -

breath upon the glass. Where, at the beginning of the play, he
looked to his three daughters for an enhancement of his own self-
image, now his last remaining hope lies in seeing this vanity
dissolved by the ghostly wraith of his own true heart and soul

upon the lifeless glass.
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The mirror is a thing of images, and.is itself an image of what
this book has been about. What, let’s ask again, is literacy? It is a
way of interpreting images — of sounds, words, things, ide... The
characters of any human script are images of something els. They
are ghosts of a meaning that once lived in the mind ¢’ their

- -auther—Or- they-are angelic spirits of prophecy announ ing a

meaning to be born again in the mind of their reader. Eith-  way,
they are only ever images. What releases them into life is it the
same time an act of willing imagination and a misty bread upon
the glass. This misty breath comes always from the other :ide of
our separate reality, and always also frem our own heart an« soul.
It is che sign and seal of the presence and the love of life.

Some say that to be born on earth is to die in the spir- But
the infant’s first cry is the sign and seal of the presence of the : pirit.
The mother’s first kiss is the sign and seal of the spirit. The . hild’s
first word is the sign and seal of the spirit. Wherever the hreath
draws life from the world, there is the sign of the spirit. Wherever
the breath gives back to the world, there is the seal of the «pirit.
‘There is spirit in song, spirit in laughter, spirit in tears, spirit in the
conversation of friends. Everywhere there is spirit. But the black
lecters on their white pages are only footprints of the spirit. The
lucid images upon their silver screens are only silhouettes of the
spirit. The electronic transmissions that hum within the mantle of
the air are only echoes of the spirit. And sometimes — all too often
— the footprints are too faint to follow, the silhouettes too vague to
discern, the echoes too distant to catch.

Can we learn from other cultures?

What young person sitting a written test at school or college, or
filling in an application form for a job, course or benefit, has any
sense of the presence of spirit in that challenge? It was different
before, when a rite of passage was above all else the mears. of
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confirming a young person’s relationship with the spiritual world

in general, and a personal ‘guardian’ spirit in particular, It is

sometimes still different today, in cultures where whar is spoken
and what is ‘signed and sealed’ in any other form of
communication continues to honour the sense of the sacred.
When we look around us for-places where literacy is. relatively
speaking alive and well — where it isn't perceived as a generic
problem within 2 society or associated with a plethora of special
learning difficulties — we find ourselves on a journey to the East. In
China, Japan, Korea, Mongolia and other parts of East Asia,
literacy levels are well above the world average, and the incidence
of dyslexia seems barely worth recording. Why should this be?

The foct that the written scripts of these cultures is more
pictorial, and their spoken language more musical than our
western forms may well have somerhing to do with it. If we take
the _case of Japan, however, 'ohly about 30% of the written
i-ahéuage uses pictographic characters; the rest is written using two
separate alphabers, or syllabaries as they should be called, since
each character represents a phonic syllable rather than a single
phoneme. There are 1,850 ideographic characters and 71 syllables
that can be written with either of the two syllabaries — so
becoming literate in Japanese would seem to be no joke, however
pictorial-musical the experience. And yet children continue to
manage it with remarkable consistency. Perhaps the answer to
these oriental riddles lies less in the actual forms of the oral and
writren languages involved, and more in the cultural and
educational traditions that go with them.

__Oriental_cultures, speaking_generally, have preserved a more
pervasive sense of spirituality in their daily life for much longer
than we in the West. Spirituality is woven into the whole fabric of
their culture, as much in the manner of how people do things as in
the matter of their particular beliefs. The sacredness of custom and
ceremony, the sense of reverence, honour and duty, the willingness
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to make personal sacrifices for the sake of one’s community and
people — all these are indications of a deef)ly established relation to
values that are more than material. At the heart of these cultures we
find a very strongly developed sense of family — not merely as a
group of people who lcok after each others interests, but as a
microcosm of the whole society. Within the family, the rask of
bringing up children according to cultural traditions is seen as a
paramount responsibility of parents. Education, in the broadest
sense of developing ideals and abilities that are basic to community
life, begins at home, and is taken very seriously. The role models
that children are given to imitate, and the expectations that are laid
down for them to live up to, have, until very recently art least, been
clear and unequivocal, and backed up with total commitment.

A feature that must necessarily be associated with East Asia
alongside its long-standing spiritual-cultural traditions is the
influence of communism. While communism is clearly not an
impulse that would call itself spiritual, it does attach itself to the word
cultural. Ia the story of Ou Dede we mer the activities of the Chinese
communist government in the ‘cultural preservation’ programme that
required him to pass on his bardic heritage as a matter of political
duty — even when this meant breaking :he traditional rules of bardic
succession. The same government was responsible for bringing a
schoolteacher to Ou Dede’s village and the possibility of literacy and
numeracy for his children. The same government continues to extol
the virtues of farnily, community and honest labour, ostensibly at
least in very much the same vein as the traditional cultures it grafted
itself onto. Whatever else we may think about the relation of
communism to the inner life of the spirit, it has invested its efforts in
a combined cultural-social-economic enterprise that has certainly
reaped a visible harvest from the lands and peoples it has stewarded.
In the basic literacy stakes, communism performs better overall than
capitalism. Where the tide of its influence has withdrawn from
Eastern Europe, literacy levels have fallen rapidiy and markedly.
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The most obvious common denominator . shared by
communism and the cultures that spawned it (f?r it w:ls neveI;
simply imposed from without) is that <.)f a basic soci ism.
communism gives this 2 material%st slant, it nevertheless conn;ufas
to perpetuate a culture that is, a-md. ?.l.ways was, roote ;r;
community values, supptessing or mhx!)ltmg.th(? .em:lr.gcnce
individual freedom and the whole ethic of mdlv@u ism alaisk a
desirable cultural outcome. In factories, .ﬁelc%s and classro.oms‘ ;3,
-the sense of ‘were all doing it togcthef is ral.sed ffom being sfmfh y
a way of life to being the practice of a c-on.scmus.ldeal. Even in ’ ;
cities, which so easily isolate people within the.lr apartments 1
workstations, the collective ‘earthy’ effort is conscien;ofus y
celebrated. Today, for example, my daughter has e.—mall;. rc:}xln
Hanoi, telling amongst other things .ho’w the latest yxeldi3 rom Z
rice harvests get broadcast over the city’s tannoy system. Everyone
i i one’s business. ‘
bus‘g‘:f ::i;v:c:y the Far East was focusc-:d init'ial.ly on Japan. Japan d;s
of course not a communist country; indeed, it rarfks amongst tle
foremost capitalist economies of the \fVO‘l:l.d. I;Intxl verg rcccfn :;
however, this first amongst the economic ugers of the ast was;
strongly rooted in the general ethos of ?omr?unat:ityc}:f e.::
communist neighbours. The Japanese corporation, 1.ke . .ed alm y
commune, has always claimed to be larger than the individual, ai
the national identity to be larger than .both. Only ma?rbe bfrom the
1990s onwards has the ‘privz;lte’ version of ‘entcrgnse .eiu: ft;c;
supplant the collective ideal in a shaky period of transitt

rally. Along with this shift of emphasis in-the

Japanese life gene

- business—workd- there- has—been- a—marked—change--in- Japanese:

lifestyles at a personal level, with the focus for mothfars on iomg
out to work beginning to take precedence over staying at home
with the children, and a growing tendency to dfr\{olvc the ;mgpm;g}
responsibility for bringing up children.from families to pro css;ox;l .

carers and educators. It seems highly likely that the pressure of this
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particular transition is going to have long-term and difficulc
consequences for the younger generations. Already the incidence of
childhood -depression and even child suicide is soaring. If Japan
doesn’t join - the club of developed nations with a major literacy
problem in five or ten years time I shall be very surprised.

What am I saying here? That traditional spirituality is the
answer to our literacy and other associated educational and social
problems? That communism is the answer? That hecoming a
developed capitalist nation must inevitably lead to a decline in
educational standards and attainments? No, no and no. Solutions
to present difficulties can never, in my opinion, simply be found
through turning the clock back. Nor are present difficulties ever the
end of the story. What I am suggesting is that every human culture,
wherever and whenever it has appeared, has something good,
attractive ‘and right about it — and that it may well be possible to
imagine (if rather less easy to realise) a culture that is multicultural
in the fullest and most creative sense: a culture that combines the
best of all thar humanity has yoi coiuc up with, in a way that fies
together naturally and harmoniously and without imposition.

Cycles of history and seasons of biography

In developing this imaginatdon we may remind ourselves (for the
last time before this book ends) that within the recognition that
‘for everything there is a season, and a time for every purpose
under heaven’, comes the deeper rccognition that seasons come
not once but many times, and in many settings, from the great
epochs of history to the individual lives of you and me. And
further: what was good, -attractive and right about a period of
history or development of culture lights up again within the
corresponding period and developmental stage of a single
biography. So: from pre-literate cultures we may take much that
belongs naturally with the &t period of childhood. From the
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many and various manifestations of the impulse of socialism we
may take much that belongs especially with the heart of childhood
and the practical idealism of youth. From the developed cultures
of individualism we may take much to nourish .our sense of
freedom and calling as adules. But all this must be accomplished in
the context of our own time and circumstances, which .means
reshaping the cultural models in a way that is fitting, This does not
merely require us to acknowledge that cur own time and
circumstances have developed a culture of individualism, and that
this culture permeatss the air that a baby sucks i with his first
lireath; it also needs us to see beyond our current stage, and to take
it own steps towards what is ‘still waiting to be realised. If I
t.nderstand it rightly, th= only steps that go forward from here are
those that also lead back the way we have come, though now in a
nnre intentional way and without loss of that hard-won, worldly-
v i€ awareness.

-Sach a global and temporal multiculturalism is surely more
p: ssible now than it has ever been. We have the world at our
f: gertips; we can sec it in.a grain of silicon, meet it in our city
st cets, fly to its farthest corners like birds. Shall we not welcome
i+ offerings with open arms? Shall we not ask, “What lives in you?’
racher than always “What ails you?” May we not learn to read the
world and the times in a new way, and incdrporatc this into a
renewal of all literacy? And are we ready to discover, if the depths
ol our exploration have led us at last to a deepest or furthest point,
at which we turn again in answer to the tug of home, that perhaps

naw it must be the younger ones who lead the way, and we who
follow gladly where they lead?
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Appendix 1. School Readiness

The view we are putting forward in this book is that the way
children learn is part of the overall way children develop. The
times when children are ready to learn in new ways are, equally,
nodal points in their general development. Child df:velopmc.nt is
certainly not a mechanical affair, but neither is it arbitrary. It is the
reflection of fundamental processes that are inherently consistent
and predictable. Developmental differences between child'ren are
significant, but they do not imply: that there are different
deveiopmental laws. _ . o

The most important fact about child development is that ic is
holistic. Phvsical, emotional, and intellectual aspecrs of a child’
nature are p’rof’oundly linked, reflecting and affecting each other.in
ways that can be, and are being, established scientifically. Whilst
this scientific confirmation is especially important in the face of
current misconceptions, it is important to realize that
developmental realities may also be confirmed by daily observation
and common sense. :

- The following ‘developmental check-list’ is drawn laigely from
guidelines in use in Steiner Waldorf schools to help form the
‘picture of a child’s readiness to. move from kindergarten to class 1
— generally between age 6 and 7. The check-list belongs to a tried
and tested educational practice, one closer to the ‘Central
European’ than the ‘English’ model, although it has distinctive
features of its own. It is important to emphasise. that neither the
author nor the Steiner Waldorf schools wish this list to be seen as a
score sheet adding up to a definite decision about.a child's school
readiness. It is used in the schools as a set of notes to support a
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genuine and open discussion between parents and teachers as to

. what is really right for a particular child.
'Developmcntal principles are a reality. So is individuality.

A checklist fb.r school readiness

Physical develonnent

Certain anatomical features show that overall physical growth and
development are normal for the age. A certain physiological
readiness in terms of co-ordination, fine and gross motor skills,
and balance is necessary if children are to start with formal literacy.
Indications that the child has difficulties in areas of motor co-
ordination are important to note. If all other indications point to
the fact that the child is otherwise ready, then some remedial
support can be given to strengthen motor skills and co-ordination.
The anatomical features arc general indicators of physical maturity.
The school-ready child normally shows:

* visible knuckle joints and kneecaps in place of dimples;
* arch in the foot;
¢ individualised facial features instead of baby features;
" S-curve in spine;
¢ evidence that second dentmon has begun;

and can typically

* touch top of ear by reaching over top of head with opposite
arm; .

* walk forward on a beam, log, or line;

* catch and throw a large ball;
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 hop on either foot;

* bunny hop (both feet together);

habitually walk in cross pattern (i.e. swing opposite arm when
stepping out with one foot);

* climb (but not necessarily descend) stairs wnth alternaring feet
on each stair; :

* tie knots or, sometimes, bows; button/zip own clothing;

* use fingers dextrously (sew, finger-knit, play finger games etc.);

o demonstrate established dominance (especially eye/hand
laterality) — although in some cases this may not be apparent
before around 9 years; and

» shake hands with thumb separated from fingers, rather than
offering the whole hand.

Social/ emotional development

Ae smdicnrare ~F eemiaal

As indicators of gypical dovclops
summary may be helpful.
The pre-school stages are characterised by:

Al immamae wlea oMLl o
at PIOEICSS il vy

» Age 3: not really social with other children; wants to pe:sess
things and try them out; -reactive, transitory feelings. 1uick
mood changes;

o Age 3-4: begins to discover the ‘other person’, bui uill
essentially self-centred; .

» Age 5: real need for social expérience; beginning of give ind-
. take, sharing; some beginnings of joint planning in play.

The school-ready child develops (or with. encouragemen can

develop):

 afeeling for others’ needs;

« the beginnings of deeper friendships;
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~ a growing awareness of the principle of authority, e.g. as
evidenced in games of animals and their owners;

s the ability to visualise objects or suggested situations;

* the ability to be more inwardly self-concained;

* - the ability to join in offered acrivities;-

« the ability to look after her own eating, drinking, washing, and
toileting needs; ' : -

« the ability to share a teacher’s or parent’s attention and wait for
a turn; .

+ the ability to follow instructicns and carry through a task or
activity; and ‘ o

« the ability not to be unduly dependent on a ‘security item’
(thumb, blanket etc.). o '

Drawing and painting

Children’s drawings and paintings reveal their developmental
progression. The pre-school stages can be characterised as follows:

« Ist STAGE: all about movement and ‘process — forms and
motifs appearing out of movement but are not the child’s focus
in the activity; ' :

«  2nd STAGE: the emergence of fantasy and imagination — the
child begins to identify objects as they appear in the process of
drawing rather than deliberately setting out to draw or paint
them; also happy simply to play with the flow of colour;

«  3rd STAGE: evolution of complete human form, including the
use of the triangle; more interest in colouring in. '

"T"he school-ready child:

+  will produce two-fold symmetries in free drawing, indicating
. i L) M ) * M M
the establishment of the brain’s hemispheric functioning;
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« draws ‘change of teeth’ pictures, containing horizontal
repetitions such -as birds flying, rows of mountains, castle
crenellations, etc., reminiscent of rows of teeth;

+ distinguishes strips of earth and sky, showing awareness of ‘above

and below’ in contrast to the young child’s feeling of wholeness;

* use of diagonal (related to perspective) — this is frequently seen
in the triangle form of a roof or in drawing of stairs; and
« people, houses, trees, etc., rest on the grass or ground near the

botrom of the page.

Development of intention

The child’s will development can be characterised as follows. The
school-ready child:

» shows conscious goals in her activity;

e shows growing awareness of {and ofienr [tustiation at) the
distinction between inner intention and outer result — ‘I can't do it’;

» shows signs of being dissatisfied, not knowing what to do with
herself — often expressed as ‘I'm bored’; and

* enjoys vigorous limb activities; likes to run errands (showing
both goal consciousness and a new sense of authority).

Development of inner feeling

The school-ready child:

« shows signs of being able to manage her own feelings;

~o likes to wrap objects as gifts for specific people;

« loves humour, limericks, rhymes, plays on words, silly words,
naughty words, showing a new consciousness for language and
its power;

e shows conscious awareness of rhyths;
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likes to whisper and have secrets (distinction betwcen inner
and outer); and
may like to tell of dreams.

Development of thmkmg
The school-ready child:

has begun to develop simple causal thinking in relation to
concrete situations (‘if’, ‘because’, ‘therefore’. For example: ‘If I
tie these strings together, they will reach that door’);

enjoys literally tying things together with string etc.;

shows better use of verb tenses, e.g. ‘I stood’, not ‘I standed’;
enjoys cunning, planning, scheming;

enjoys riddles;

shows an ability to access memories consciously on request;
speaks ciearly and fluently when relaxed;

can concentrate on a chosen task for 10-15 minutes;

can visualise things inwardly on request and can describe them;
and

begins to ask ‘real’ questions (not the typical younger child’s
constant ‘why’ for the sake of asking it).

Please note: It is generally the case that at this stage of
development boys are about 6 months behind the girls.
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‘Children’s Learning Suffers if They Start School Tov Soon’

—~ headline of an article by Judith Judd, Education Editc ~ The
Independent on Sunday, 25 January 1999.

2k k ok

- ‘Children should not start formal lessons until the e of

seven, teachers said today. Members of the Associatr n of

|+ Teachers and Lecturers called for classes in the three Re o be
~delayed up to two years in schools, with children left lar . ly to
 play instead of starting at five as at present. Delegates cl med

children were being damaged by the Government’s insi. ence
on formal instruction in writing, reading and basic suws in
nurseries and reception classes. Many pupils — partict larly
boys — who develep more slowly than girls — are incapable of
coping with English and maths at five and feel ‘faifures’ when
they can't keep ﬁp, it was suggested. They are pur under

intolerable pressure by ‘pushy’ parents who ‘cram’ them with

informarion and hire tutors to ensure they pass national rests,

" it was claimed. Early success for children had become a ‘sratus

symbol” among many middle class parents.’
Tony Haplin
Education correspondent, Daily Mail, Thursday 1 April 1999

“What we can say is that a later start appears not to be a
disadvantage to children’s progress (although it is important
not. to forget the important contribution made by children’s
experiences at homeg and in pre-school). Certainly, there would
appear to be no compelling educational rationale for a
statutory school age of five or for rthe practice of admitting

four-year-olds to school reception classes.
Caroline Sharp, paper prepared at Ofsted's request for the
NFER’s (National Foundation for Educational Research)
Annual Conference, October 1998
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le:_r_pendz’x 2. Checklist for
Preparing a Child Study

Physical characteristics and abilities

bize and physical development in refation to. the child’s peers
(height, weight, build) .
Colour and quality of hair, eyes, skin
Siize and shape of head
Length of limbs in relation to the trunk
Stage of dentition
Facial expressions and gaze (pulls faces, sticks tongue out when

" concentrating, focused gaze, nervous twitches etc.)
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Composure (can stand still, or is fidgety)

Co-ordination

Body image (knows and can touch the different body parts,
including left and right)

Lateral dommance eye, hand, foot

Balance '

Warmth of hands and firmness of handshake

Movement: how does the child stand, sit, walk, run, skip,
jump, throw and catch?

Hearing and sight.

—Fine motor skills (manual dexterity, pencil grip etc.).

Vocal abilities: volume, pitch, modulation, flow (stammering,
speaks only parts of sentences), pronunciation and articulation
(e.g. cannot speak th, or f sounds)

Habits, e.g. nail-biting, bed-wetting, sleep-walking

Medical conditions and general health

Appendix 2. Checklist for Preparing a Child Study

Language, cognitive abilities, disposition

Range of vocabulary, ability to express thoughts in age- -
appropriate ways
Memory qualities

Spatial awareness

Sense of form, as shown in form-drawing, modelling etc.
Ability to organise work and possessions

Sense of time

Ability to listen to teachers, other pupils, parents etc.

Ability to form mental pictures (describe something not
visible, reproduce with a sketch something not present)
Imagination (expressed in verbal, written or other ways)
Artistic/aesthetic qualities

Literacy skills

Numeracy skills

Practical intelligence — can learn practical skills and solve
practical {(age appropriate) problems '
Concentration span

Likes and dislikes in everyday matters (food, dress, subjects at

school)

Social, personal and moral qualities

Awareness of surroundings and ability to care for environment
Social awareness (age appropriate) of other people

Willingness to play/participate with other children

Capacity to play/be with others

Willingness to learn, enthusiasm

Confidence: in school {subjects, activities), with friends, at
home, in unfamiliar situations

Motivation

Emotional balance/imbalance

~ Ability to see a task through, without support, alone
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o Appendix 3. Pointers to Learning

* Initative ! i

* Relationship to the truth (tells lies, what kind, to whom, D ﬁculties ‘

admits to wrongdoing readily/reluctantly) |
General biographical background ,
» Family status, siblings, bereavements etc. E ‘ Poor balance

¢ Does child live with both parents, one parent, see both parents

regularly? Has he always lived in one place, how many moves,
where? '

Medical history (major illnesses, accidents, traumatic birth
etc.)

Previous schools, reports

 Poor co-ordination

Clumsiness

Jerky movements

Difficulty in throwing / catching ball (with one hand)
Mixed dominance

Can’t stand / sit straight

Poor pencil hold

e Poor letter formation :

« Unable to write in a straight line on lined (or marked out)
paper ' _ .

« Does not place the descending ‘cails’ of letters below the line

«  Does not place the ascending ‘wils’ of letters above the line

«  Mixes capitals and lower case letters

e Reverses / inverts letters and / or numbers b/d/p/q. u/n, s, 2, 3,

i 5,7,6,9) - -

« Puts too many (or not enough) legs on the letters n, m

« Is bright, but has real difficulty with writing / spelling / reading
(or one of them)

e Unclear speech

e Does not know the days / weeks / months

— B . e Hasa poor memory
e Does not learn what has been taught

e Cannot tie her shoe laces
«  Messy appearance, shirt hanging out, laces undone etc.

« Is intuitive
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;? \( e Isj xmagmatlve
' * Looks young (baby face) |
. Has parents or mblmgs with spec1al learning dlfﬁcultles '

Obviously an imaginative, young—looking boy isn’t necessarily to
be assumed to have learning difficulties. The normal checklist

warning applies!
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{ﬁppendix 4. Common Words

The hundred most commonly used words in English
(Cobuild, The Bank of English, November 1995)

(1) (2). (3) 4) (5)
20.45% 5.95% 4.26% 2.90% 2.37%
the was by ‘ge* which
of on but had all
to he have we been
and with are an were
a ‘s* they there she
in you from or who.
that as his one so
it | this said would
is be not will up
for at has their her
(6) (7) (8) 9 (10)
1.96 % 1.50% 1.33% 1.17% 0.98%
if do Mr. him very
about new my well years
what people after vour most
more like just know think
when now year then get
out some’ first I'm may
can time over last back
no them only also says
two than other ‘me any
its into could because our
s* (possessive)
‘s** (contraction)
243




Appendix 5. A Curative Story

. The following story was composed by Anca Tersan, a kindergarten
teacher at York Steiner School, for a 5-year-old boy who had been
disturbed by the death of a grandparens. The boy's parents were also
involved in the preparation of the story, and later confirmed how
deeply and positively their son had been affected by hearing it told.

The Star People

Once upon a time there was a little boy calied Peter. He lived with
his mother and father in a house on the edge of the forest. Peter ‘s
grandparents passed away when he was very little -- to6 little to
remember them well. He often wondered what they were like. He
tried to remember them and often longed to see their faces oi hear
their gentle voices. -

One early morning Peter was walking in the forest nearby. He
looked thoughtful. Suddenly he heard a bird’s song. It was clear
and so beautiful that Peter listened to it enchanted, hardly daring
to breathe or make any move, lest it would be gone. It was a
skylark who sang as the sun rose higher and higher in the sky.
Then the song stopped. The skylark saw Peter and spoke to him .
“Why do you look so thoughtful, dear boy?’

‘Ok...I was thinking of my grandparents. They passed away
when I was very little and sometimes I miss them dearly...’

‘I see...” said the bird. ‘Maybe I can be of some help. Please,
follow me.” And saying this, the skylark flew from tree to tree,
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always turning his little head and making sure that Peter was

keeping up.

Afeer a little while they came to a clearing where an old woman
was resting under an oak tree. She had white hair under her
bonnet and was wrapped in a brown, warm cloak. Her face was lit
with kindness and beside her, on the grass, lay a basker full of
freshly picked herbs.

It was thc wise woman who lived in that forest.

‘Good morning Peter,’ said she, smiling. ‘Good morning
Skylark. I was waiting for you two... The trees whispered to me
that you would come.’

‘Here,” she said, smiling to Peter, takmg from her basket a

. small branch, ‘this is a gift for you, my child. It is a branch of silver

birch... Take it and put it under your pillow tonight, when you go
to sleep. Be patient and brave and you shall see what you shall
see...]

Peter took the small branch and stowed it carefully in his
pocket.and thanked her... then the skylark guided him bact. home.

That night when he went to bed Peter put the branch of silver
birch gently under his pillow. He looked out of his !cdroom
window. The sky was clear and many stars were shining. “"hen he
saw a starry cross of light. Peter knew that they were the «rars that
always guide the sailors when they are at sea.

He lay on his bed, snugly. under his blanket and .II deep
asleep. In the middle of the night it seemed to Peter that  shining

“golden light filled his bedroom. And by his bed — lo and | ¢hold! -

‘there stood a white eagle with gentle eyes. The eagle spi ke with
human voice: ‘If you are brave enough I shall take you on ' special
journey. Climb onto my back and hold tightly to my fea' ers.” Ac
first Peter hesitated, but his heart told him to folow «nd he
climbed fearlessly onto the eagle's back.

And they flew like the thoughts and the wind, up in the sky,

passing stars and planets until they reached a green meadov There

245




the eagle stopped and the little boy was admiring the flowers
which grew all around. He looked in wonder and there, hidden in
the trees, was a house. Coming nearer Peter saw that the door had
a golden handlc. How very strange... who could be living inside?

Then the door opened and two old people, a man and a
woman, smiled at him. They welcomed him and make him sit
around the table. The cld woman had a soft wrinkly face and curly
white hair. Her hands were plump and curled, too. She wore a
woolien shawl round her shoulders and her eyes were spatkling
like tiny stars. The old man was taller and had white hair too. He
wore a clean waistcoat which suited him well. They spoke to him
with gentle voices: ‘We are the Star people. Once we lived on
Earth, just like you. We walked in the forest and .njoyed every
single sunrise. And we were busy always... until one day we knew
it was time to come back to our home here, in the stars. We are
glad you made it and came to see us here...”

> Looking into their kind faces and listening to the music of
their voices Peter felt his heart overjoyed. Then the old man said,
“You will not go empty handed from our house. Take this little silk
bag and weasure it with care...” Then their faces disappeared in a
misty cloud and, still hearing their voices ringing in his ears, Peter
opened his eyes and found himself in his own bedroom, all snugly
nestled under his blanket. ' ’

By now it was early morning — the sun was rising and the song
of the skylark was clear and sweet. And lo! near his pillow there
was a little bag of silk. He opened it full of curiosity and inside he
saw seven tiny seeds. He worked hard that day, planting the seeds
in the best places. ' »

They sprouted and their beautiful flowers grew. And whenever
Peter looked at them he was happy because he remembered the

Star People.
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symbols that can be selected to substitute for many of rhe

commonplaces of ordinary informal conversation,

?nﬁe:, Barry, A is for Ox: the Collapse of Literacy and the Rise

of Violence in an Electronic Age (First Vinta - iti

ooy e ge (First Vintage Books Edirion,

See Bibliography.

Sfan;if:;:;2 Barry, A is for Ox- the Collapse of Literacy and the Rise
- of Viclence in an Electronic Age (First Vin B iti

Gt S tage Books Edition,
67 Ibid, pp.152-3.
68 Ibid, pp.153-4.
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Worldwide Web resources

The Steiner Waldorf Schools Fellowship (UK) has its web site at

www.steinerwaldorf.org.uk
(e-mail: mail@waldorf.compuli
; .compulink.co.uk}
The Alhanc? for Childhood (UK) web site is at
vaw.alhanceforchildhood.org.uk
e-mail: alliance@waldorf.compuli
: . .compulink.co.uk
The “j}wllxwa:ﬁc for Clnl_ (?hood (USA) web site is :Zt
By .P ianceforchildhood.org (e-mail: jalmon®erols.co
g ezcle Through Play has its website at o
_ wwwme ia-awareness.ca/eng/med/home/ad
1 he Fair Play for Children web %ite is at emeladvoclbprplayhom
www.arunet.co.uk/fairplay/relate.htm
- (e-mail: fajrplay@arunet.co.u\k) '
e International Association for the Chi
] hlld’ . . . .
- at w“wncstx.edu/ipa (e-mail:‘ncsu.cdu/ipas) ight o Play web sice i
he Let t.fxe -C}uldren Play web site is at www.letchechildrenpl
- (e-.maxl: info@letthechildrenplay.org.uk) play.orguk
e Lion and the Lamb Project web site is at www.lionlamb
- (e-mail: lionlamb.org) . o
e National Children's Bureau and Chi '
! e e e and Children's Play Council has its
The Parer‘miinc Plus web site is at www.parentlineplius.org.uk
B (e-mail: centraloffice@parentlineplus.org.uk) e
—:Fhe—SzvtﬂTh 1e-Children web-site isat-www:savethechildrenzorg - -
c’Scho.ol of Storytelling web site is at www.emerson or‘ i
( (e-mail: mail@emerson.org.uk) et
How Television Affects Your Child’:
www.kidshealth.org/parent/positi i
positive/family/tv_affe i
TV-Tumoﬂ‘ Network has its web site at www. rvturno;;‘::r_ child-prihem
(e-mail: email@tvturnoff.org) o
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The following online (all American) ‘resource sites bring toge er

. Steiner Waldorf and home schooling, and include links to similar site

« www.bobnancy.com
« www.waldorfresources.com
- www.live-education.com w
« ww.oakmeadow.com

Contacts list

Steiner Waldorf and anthroposophical publishers

For names and addresses of publishers specializing in Anthroposophtcal

and Steiner Waldorf education literature, and information on .he
activities of the Anthroposophical Society, contact:
General Anthroposophical Society

Postfach 134, CH-4143 Dornach,  Switzerland

Tel: (+41) 61 706 42 42 Fax (+41) 61 706 43 14

E-mail: sekretariat@goetheanum.ch

Waldorf Early Childhood Associations and training courses
For addresses of national Steiner Waldorf early childhood associations,
Waldorf early childhood teacher training courses and Waldorf carly
childhood centres world-wide, contact:
International Waldorf Kindergarten Association

11 Heubergstrasse, D-70188, Stuttgart, Germany
Australia h

Contact: Dr Renate Long-Breipohl

44 Manor Road, Hornsby NSW 2077

Tel: (+61) 02 9476 6222 Fax: (+61) 02 9476 6227

E-mail: breipohl@smartchat.net.au
Germany

- International Waldorf Kindergarten Association
D-70188 Sturegart, Heubergstrasse 18, Germany

Tel: (+49) 711 925 740 Fax: (+49) 711 925 747

E-mail: inter:waldorf@c-onling.de
New Zealand

Contact: Marjorie Theyer,

c/o Kindergarten Training Course, Taruna quiegc

Havelock North, Hawkes Bay, 33 Te Matu Peak Road

Tel: (+64) 06 8777 174 Fax: (+64) 06 8777 014
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Cortact: Peter van Alphen :
c/o Centre for Creative Education, PO Box 280, Plumstead 7801
Tel: (+27) 21 7976 802 Fax: (+27) 21 7977 095 -
¢ .1ited Kingdom
Steiner Waldorf Schools Feilowship
Kidbrooke Park, Forest Row, East Sussex
RH18 5]JA, United Kingdom
Tel: (+44) 01342 822115 Fax: (+44) 01342 826004
{1SA : .
Waldorf Early Childhood Association of North America
285 Hungry Hollow Road, Chestnut Ridge, NY 10977
Tel: (+1) 845 352 1690 4
LISA and Canada o
Joan Almon
7303 Dartmouth Ave., College Park, MD 20740, USA
Tel: (+1) 301 699 9058 Fax (+1) 301 779 3272
E-mail: jalmon@erols.com :
For a complere list of all Waldorf training courses and w’aldorf schools
world-wide, contact:
Pidagogische Sektion am Goetheanum
Postfach 81, CH-4143 Dornach, Switzerland
Tel/Fax (+41) 61 706 4314

Other useful addresses

Alliance for Childhood
Australia .
Alliance for C}uldhood E-mail breipohl@smartchat.net.au
Belgium
" Michiel Matthes E-mail michiel.matthes@tiscali.be
Web www. ecologyofthechlld org
' anztl—

Alianca pela Infancia
E-mail Ute Craemer: utecraemer@monteazul.org.br

Adriana Friedmann adriafried@globo.com
Web www.aliancapelainfancia.org.br .

262

Resources

Croatia
Sonia Barac-Rudynski
Denmark
Sammenslutningen af Rudolf Steiner Boernehaver
Web www.steinerboernehaver.dk
France
“Alliance for Childhood —
]apan
The Alliance for Childhood in Japan
Veb www.torum3.com/projects/afc/index.htm
Sierra Leone
Shannoh A. Kandoh, Programme Coordinator, ACP-SL
E-mail shannohk®yahoo.com / waldorfsi@yahoo.com

E-mail soniarudynski@yahoo.co.uk

“E=rmuil je:arcenciel@free. fr -

South Africa
Rain Martin E-mail mmmstars@iafrica.com
Spain '
Web www.pangea.org/alianzainfancia/index.html
Sweden
Alliance for Childhood E-mail sekretariatet@waldorf.se
T amin :
Alliance for Childhood E-mzil pamelabhanji@yahoo.co.uk
USA
Alliance for Childhood E-mail info@allianceforchiidkood.net
Web http://www.allianceforchildhood.com
United Kingdom

Alliance for Childhood Kidbrooke Park, Forest Row, RH18 5JA
Telephone (+44) 01342 827792 Fax (+44) 1342 826004
E-Mail info@allianceforchildhood.org.uk

Web htrp://www.allianceforchildhood.org.uk

Building Peace Through Play
Ruth Taronno, Coordinator
745 Westminster Ave., Winnipeg, Manitoba R3G 1A5
el/Fax: (+1) 204 7758178

Fair Play for Children

35 Lyon Street, Bognor Regis, West Sussex PO 21 1BW
Tel/Fax: (+44) 01243 869922
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Human Scale Eduvcation
96 Carlingcott, Bath BA2 8AW
Tel: (+44) 01275-332 516

International Association for the Child’s Right to Play
Dr Marcy Guddemi, Dept of Education and Research, Kindercare,
2400 President’s Drive, PO Box 2151, Montgomery, AL 36116
2151, USA
Tel: (+1) 334 2775090

International Save the Children Ailiance
275-281 King Street, London, W6 9LZ
Tel: (+44) 020 87482554 Fax: (+44) 020 82378000

E-mail: info@save-children-alliance.org

Let the Children Play
Hillview, Portway Hill, Lamyatt, Shepton Mallet, Somerset BA4 6NJ
Tel: (+44) 01749-813 260 or 01749-813 971

Montessori Society AMI UK
26 Lyndhurst Garden, London NW3 5NW;
Tel (+44) 020 7435 7874 Fax: (+44) 0207431 8096

The Nauonal Children's Bureau and Children's Play Council
8 Wakley Street, London-EC1V 7QE
Tel: (+44) 020 78436000 Fax: (+44) 020 72789512

National Playing Fields Association
‘Stanley House, St. Chad's Place, London WC1X 9HH
“Tel: (+44) 020 78335360 Fax: (+44) 020 78335365
E-mail: npfa.co.uk

Parentlme Plus - - R —
520 Highgate Studios, 53-59 Hnghgate Road
Kentish Town, London NW5 1TL
Tel: (+44) 020 7204 5500 Fax: (+44) 020 7284 5501
~ Helpline: (+44) 0808 800 2222
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School of Storytelling

Emerson College, Forest Row, East Sussex RH18 5]X
Tel: (+44) 01342-822 238

" The Lion and the Lamb Project

4300 Montgomery Avenue — Suite 104,
Bethesda, Maryland 20814, USA
Tel: (+1) 301 654 3091 Fax: (+1)-301-654 2921

The Early Years Trainers Anti Racist Network
PO Box 28, Wallasey CH45 INP
Tel/Fax: (+44) 01516 396136

The Working Group Against Racism in Chﬂdren's Resources
460 Wandsworth Road, London SW8 3LK
Tel: (+44) 020 76274594

TV-Turnoff Network

1601 Connecticut Avenue, NW 303, Washington, DC 20009 USA
Tel: (+1) 202 5185556 Fax: (+1) 202 5185560

World list of Rudolf Steiner Waldorf School

" associations

The full list of kindergartens, schools and training courses, together with
information for countries not listed below (running to some 80 pages in
all), can be obtained from the Pedagogical Section of the School of
Spirituai Science, Goetheanum, CH-4143 Dornach, Switzerland. Full
tide: “World List of Rudolf Steiner (Waldorf) Schools and Teacher
Training Centers, Stand Februar 2000°, Herausgegeben vom Bund der

* Freien Waldorfschulen e.V., Heidehofstrasse 32, D-70184. Stuttgart

(Tel. ++49 (0)711-21042-0; e-mail bund@waldorfschule.de)

With thanks to the publisher for permission to reproduce this
(abbreviated) list; and to the editor of the journal Steiner Education, Dr
Brien Masters, for permission to use that journal’s list summary
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Australia
Association of Rudolf Steiner Schools in Australia
213 Wonga Road, Warranwood, Victoria, Australla, 3134 .
Austria
Osterreichische Vereinigung - freier Blldungsstattcn auf
anthroposophischer Grundlage, Endresstrasse 100 A-1230 Wien .
Belgium ‘
Federatie van Rudclf Stcmerscholen in Vlaanderen,
Kasteellaan 54, B-9000 Gent
Cuanada
Association of Waldorf Schools of North America, ¢/o David Axsop,
3911 Bannister Road, Fair Oaks, CA 95628, USA;
Ontario: Waldorf School Association of Ontario,
9100 Bathurst Street, Thornhill; Ontario L4] 8CE Canada
Denmark
Sammenslatningen af Rudolf Steiner Skoler i Dvnmark
Strandvejen 102, DK-8000 Arhus

Esi via

Eesti Waldorfkoolide Uhendus, 14 Koidula Tanav, EE2100,
" Rakvere, Estonia
Fiv..and
Steinerpedagogiikan seura ry-Forenmgen- for Stemerpcdzgoglk tf,
/o Lea Blafield, Jyvaskylan Rudolf- Stemer-koulu, Honka harjuntie
", FIN 40600 Jyvaskyla
Fra' vre
t*éderation des Euoles Rudolf Steiner en France, 11 rue de Vlllamcs,
-091370 Verrieres-le-Buisson

4

Gernany
Jund der Freien Waldorfschulen e.V., D-70184 Stuttgart,
*Jeidehofstrasse 32

Ireland

irish Steiner Waldorf Education Assocxatxon, Raheen Road

Iraly
Assoctazone Amici Scuola, via Clerici 12, 1 22030 Camnagc Volta

{COMO)
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Latvia
. Lettishe Assoziation fur Waldorf-padagogik, Pirma iela 26a,
‘ Rigarajons, LV 2164
Luxembourg
Verain fir Waldorfpadagogik Letzebuerg, 45 Rue de I'Avenir,
L 1147 Luxembourg
Netherlands
Bond van Vrije Scholen, I Ivofdstraat 14 B, NL-3972 LA Driebergen
New Zealand
Federation of Rudolf Steiner Schools, PO Box 888,
Hastings, Hawke’s Bay
Norway
Sceinerskolene i Norge, Prof. Dahlsgt. 30, N-0260 Oslo
Romania
Federatia Waldorf din Romania, Bd.Marasti nr.59, sector 1,
RO-71331 Bucuresti
Slovenia
Drustvo prijateljev, waldorfike sole, Rodiceva 2,61000 Ljubljana,
Slovenia .
South Africa
Southern African Federation of Waldorf Schools, PO Box 67587,
Bryanston, Transvaal, 2021 Johannesburg
Sweden _
Waldorfskolefederationen, Fridhemsgatan 17, S-12240 Stockholm
Switzerland
Koordinationsstelle der Rudolf Steiner Schulen in der Schweiz,
Robert Thomas, Carmenstrasse 49, CH-8032 Ziirich
United Kingdom
Steiner Waldorf Schools Fellowship, Kidbrooke Park. Forest Row,
East Sussex RH18 SJA
USA CL
Association of Waldorf Schools of North America, Chairman, 3911
Barnister Road, Fair Oaks, CA 95628
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~ ADHD  see Attention Déﬁcit child development 70, 189-91

Disorder
alienation from literacy 24-5, 68
alphabetic writing 43-6, 105
alphabets 43-5, 123
Hebrew 43, 44, 49, 119
letters of 106, 117, 121-2
Steiner teaching 117-20
aphasias 171-2
Aristotle 188, 202-3, 204
articulation 148, 150 .
Artention Deficit Disorder 138, 171
auditory
discrimination 14-19
memory 154-5
perception 137-8
autism 171

Bible, Thc 46, 212, 213
bilinguality 75-6
Blake, William 50, 178
‘Great Code of Art’ 212, 223
‘Human Image’ 113
books, adults and children 99-101
brain
" " development 54-6
left/right sides 118, 152

capitalism 227, 229
celebrity culture 179-80

in education 181-3

268

attunement 90
body language 110
brain 54-6

. cognitive 60-1
communicatien 80, 82, 85, 87, 97
conversation 97-8

. drawing/painting 96-7
embryonic stage 51-2, 73-5
environment 58-9, 65-6, 90, 172
experience of language 5, 73-
5. 87, 94-5
ideal image 69
imitation 56-9, 65-6, 75, 106-
7,112, 193-4
intuition 194, 195
language 75-7, 80 2, 87, 88-
90, 92
love 78
parental aspirations 66, 69
repetition 86, 110
thyme 84-5, 86, 87, 103, 110
self awareness 189-91
sequential stages 60-1, 108-9
singing and music 82-7, 110
societal pressure 68, 69
stimulation 58-9
see also contemporary life/society;
infant development; Piaget

child study/biography 238-40
children’s literature 206-8

China 38, 227
cultural conflice 27-9, 32, 227
invention of paper 46
languages 27
" logographic script 42
printing 46
co-ordination 115, 155-6
cognitive development see Piaget
Colette, childhood experience 67
communication
development of 33-4
exercises 162
language 76-7
learning/teaching 110, 1304, 198
see also ICT; writing, historical
development
communism 227-8, 229
computer literacy 195-6
computer technology see ICT
concentration 138-40
conceprualisation 143-4
consonants 43, 44, 45, 123, 149-50
contemporary life/society 58, 65,
. 68,210-11, 213-14, 215
see also culture
Crystal, David 29
culture
* celebrity 179-83
. contemporary 179-83, 215,
220,229
differences 175-6
ICT 219-20
Japan 228-9
multiculture 229, 230
non literate 215
popular/youth 220

cultures
contrast/confict 27-9, 32

Index

future development 229-30
literate 26-7
Oriental 226-8

see also oral cultures

Darnell, John Coleman 43
Down’s Syndrome 1717
drawing/painting 96-7
dysgraphia 179

dyslexia 86, 135, 170, 226
dyslexics 14,122, 169
dyspraxia 170

education

special and normal 171

systems 7, 109

see also Steiner Waldorf

World Conferences 22
educational dysfunction 170 i
clectionic conununication s 1CT
emotional disturbance 169
English language 29, 45, 24

form drawing 115-17, 136, 4
Frye, Northrop, Anatomy of C  ricism
204-6

Géttgens, Else 168, 170, 174
grammar 39, 158-60
Gungaa, Purev-Ochir 19, 2¢ 21

Hardy, Thomas 206

Hillman, James, The Souls Coc  56-7

hurnan archetype 57, 176, 182-3

human development 50, 54, 61,
62-3, 64-5, 70, 229-30

‘hypertexts’ 49
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ICT :
culture 219-20 )
in education 195-6
literacy 216, 217
living literacy 218
new literacy 219
orality 216, 217°
‘textese’ 42, 44, 210-11
illiteracy 4, 22-5
infant development 52-8
‘blueprint’ sequence 54
body gestures 52-3

brain 54-6 '
environment 56-7, 58§
human archetype 57

imitztion 56
lateraiity 54-5 ,
pre-verbal communication 80-2
information and communications
- technology see ICT
internet access 48-9
IQ 169

Japan 226, 228-9

. King, Martin Luther 215
Knierim, Julius Songs.in the Mood
. of the Fifth 84
Kénig, Karl, On Writing and
Reading 171-2

“language 188

- ———acquisition-of 75-8;-75;-79, 88 -

* ‘American-English’ 30, 31
child development 73, 76-7,
32, 87, 89-90, 92 .
communication 76-7

development 41, 55-6, 89-90, 121
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* " Language Instinct, The Pinker 192

eatliest perceptions of 74-5
English 29
faculty for 62
genius of 73, 88-9
‘Motherese’ 80, 81
National Curriculum 110
pre-birth experience 73-5
pre-verbal 80
sentence structure 158

- spoken 104-5

* see also oxality
Welsh 31-2 :
‘language community’ 5, 6

languages, death of 29-32

late developers 174

laterality 54-5

learning .
cultural differences 175-6
ditterences 167, 168-70, 174,
175 Co

difficulties 55, 195, 241-2.
disabilities 147
motvation 129-30
perception 134-8
process 128
pupil-centred 132-3
see also teaching literacy

Leveugle, Lucy 19-20

Lewis, C.S. 207

literacy 9, 70;.73, 147, 203, 225

. alienation from 24-5, 68

-+ breakdown of 21415 ——-—
capitalism 227, 229
children’s literature 206-8 -
communication 20
communism 227-8, 229
cultural 192, 199-201

East Asian cultures 226-8
Eastern Europe 227
faculey of 9-10, 17-18, 128
functional 191, 193-8, 208
global picture 22-5
ICT 217, 219-20
link to thinking 15, 26, 111
living 202, 216
rates of 20
social facrors 24-5
social skill 191, 198-9, 208
socialism 228
three levels of 19]1-2
three stages 209-10
United Kingdom 20
United States 22
see also  illiteracy; language;
orality; teaching literacy; ‘textese’
literacy readiness 104, 105, 111,
112,118, 128
mainstrcam practices 104, 105
National Curriculum 111-12
Steiner 107-8
Steiner Waldorf schools 112
literacy strategies 127, 145-7
literate cultures 26-7
literature 192, 202
Classical 203-4
fiction,development of 205-6
‘magical realism’ 206
the novel 204
Longfellow, H.W. Hizwatha 39-40

MacAllen, A.E..
Teaching Children Handwriting
155 - :

The Extra Lesson 97, 136
Mandela, Nelson 215

_ E——

Index
Matthews, Paul, Sing Me the
Creation 159
memory 140

abstract 141-3
auditory 54-5
exercises 142-3
geographical-140-1 . ..
kinaesthetic 154-5, 157
‘maral’ 143
rhythmic 141
visual 156-7
Milgram, Stanley 19
motor agraphia/aphasia 171
muldiculturalism 229-30

National Curriculum (UK)
Foundation Stage 109-12, 175
‘literacy hour’ 130

Neuropsychological Fundamentals in
Learning  Disabilities.  de
Quiros and Schrager 108-9

normality, concept of 163, 175

numeracy 36, 37

oral cultures 27, 33, 34, 44, 91-2,
119

orality 2-3, 92, 99
electronic media 216, 217
transition to literacy 105, 106,
112, 114, 203

Ou Dede and his Daughters 27-9,
83, 227

Outer Mongolia 19, 20-1

parents
aspirazions 66, 69
contemporary challenges 65, 77
involvement in education 109-10
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see also child development
personal identity 25-7, 68-9, 189-
91, 190-1, 210
phonemes 43, 145
. phonics 141-2, 145, 153-4
Piaget, Jean, theory of cognitive
- development 60-4, 107
concrete operational stage 60,
63,107, 111
egocentricity 62, 190
formal operational thought 60,
63-4,111, 125
. pre-operational stage 60, 62, 107
sensorimotor stage 60, 61
Pinker, Stephen, The Language
Instiner 82, 192
Postman, Neil 221
‘precocious’ developer 174-5
printing, invention of 46-8
 proprioception 55, 56, 115, 117, 136
punctuation ‘14, 15
puppets/puppetry 93-5

reader-writer relationship 15-17
reading 11, 12-13, 68

adult to child 101-3

aloud 131

appropriate age 68, 107, 109,

125-6, 231

comptrehension 147

focus 136-7, 144

language experience 146-7

late reading 125-6

linguistic approach 145-6
multi-sensory approach 146
neurological impress technique
146

paired reading 133
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problems 71, 86

Steiner Waldorf schools 124-6

teaching 145-7, 195

whole words 153

see also literacy strategies
Rowling. J.K., Harry Potter

phenomenon 207-8

Rowson, Martyn, Ready to meA

107, 109, 128

Sacks, David, The Alphaber 43
Salter, Joan, The Incarnating Child
52 :
Sanders, Barry A is for Ox 221-2
school readiness 107-8, 128, 231-
6,237 i
school starting age 107, 109, 231
Shakespeare, William, King Lear 224
special educational needs 127, 173
speech
connection with hearing 148
development of 55-6 .
exercises 149-54
sounds 120-1. 149, 152
spelling 45, 140-1, 153
spirituality 225, 226-7, 229
Steiner, Rudolf, philosophy of
education 7, 124, 176, 180-1,
189
2g¢ to start learning 107, 111
anthroposophy 176
_baby-ralk 81
consonants and vowels 44,
123
eurythmy 155
‘form drawing’ 115-17
formal education 107, 111
four temperaments 165-8

grammar 158 )
© . imitation 56, 57-8, 59, 66
language. 172
- late developers 174
listening 148
memory 140, 143, 156
music 83
perception 134
reading 124-6
on speech 148-9
twelve senses 173-4-
- writing 117, 119, 121-5
Steiner Waldorf education/schools
112-26, 148, 177-9, 180-1
. alphabet, letters of 117, 121-2
child biographies 169, 238-40
choral speaking 131
class teachers 112-13
cursive writing 135
eurythmy 155
fairy tales 114 -
‘form drawing’ 115-17
four temperaments 165
history curriculum 176-7
imaginations 113-14
imjtation 175
late developers 174-5
learning process 132
literacy 104, 105, 112
-orality 112-13, 132
play 112.
_reading 125-6

role of the teacher 112, 180-1

school readiness 107-8, 231-5
- speech sounds 120-1

spelling 140-1

tradidonal approaches 175, 176

writing 117-22, 123-4, 132

ndex

story telling 97-9, 101-2, 13 -. 120
Strauss, Michaela Uniersti 1ding

Children’s Drawings 96
Sutherland, John 29

teacher-cencred learning 132
teaching literacy 8, 127, 194
correction 133-4
dictaiions 151-2
ICT 196,219
imagination 107, 113-14. 130
listening 148, 151-2, 172
looking 172 -
motivation 129-30
pupil success or failure 130
reading 145-7, 195
societal pressure 68
temperaments of teacher and
pupil 164-70
value of praciice 196-7
see alo  child development;
communication; writing
television 6, 7, 196
‘textese’ 42, 44, 210-11
thinking and iiceracy 15, 26, 111

* thought/development 60, 111,

116, 172
see also Piaget
Tolkien, J.R.R. 207

visual
discrimination 136, 155-6
memory 156-7
perception 135-7

vowels 43, 44, 45, 123, 150-1

Waldorf see Steiner
Wang Qinze 27
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. Wi h language 31-2 .

Wi ard of Earthsea, The (Le Guin
08, 212 .

wao | '
nlindness/deafness 171
.écognition 153

wa s
common use 134, 243
pre-literacy 104-5, 106

Wi :ld Conferences on Education
22

wrii zr-reader relationship 15-17

wriring 13-15
acquiring the skill 10, 68
capitals 117, 119, 121
cursive 135
difficulues 121,.122
extension of drawing 117-19

listening 172

logographic 41-2

phonetic 42

physical movement 14, 117-19

in print 135

spoken language 105, 105, 114

vertical strokes 117-18

see also Steiner; Steiner Waldorf
writing, " historical ~ development

11, 14-15, 34-47, 119, 123

alphabetic 43-6

ICT revolution 48-9

ideographic/synthetic 39

phoretic 42

pictography 38-9

printing 47

proto/embryo writing 38

syllabic 42, 43

formal learning 8 word breaks 14, 15
introduction to 123-4

fetter writing 18-19 zero 36, 37

Michael Rose completed a BA in English Literature at York
University. Wanting a balance to academic work he learnt to make
shoes and was a self-employed shoe-maker for a couple of years.
Through an involvement with a Camphill community Michael
got to know abourt Steiner Waldorf education and became part of
an _initiative group to found a school in York. This led him to
complete a teacher training course in Waldorf Education and to
becoming a founding teacher of the York Steiner School. Michael
has taught there as a class teacher ever since, and has also been a
tutor on the North of England Steiner Teacher Training Course
(NESTT) for over ten years. '
|
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Other Books from Hawthorn Press

Ready to Learn

From birth to school readiness
MARTYN RAWSON AND MICHAEL ROSE
Ready to Learn will help you to decide when your—
child is ready to take the step from kindergarten to

. j{eady to Learn -

- Frame Rirth 10 §chool Readmess *

schoo! proper. The key is an imaginative grasp of
how children learn to play; speak, think and relate
between birth and six years of age.

224pp; 216 x 138mm; 978-1-903458-66-2; pb

(new edition)

You Are Your Child’s First Teacher

What parents can do with and for their children
from birth to age six

RAHIMA BALDWIN DANCY

This clear, practical book will guide you through
the maze of key parenting concerns in the ea;ly
years and help you find solutions that work for
your own family situation. Discover how to create
yeur own family rituals, nourish your child’s imagination, and use

- imitation, repetition and setting limits to promote positive discipline.

400pp; 234 x 156mm; 978-1-903458-65-5; pb

Handbook
A Steiner/Waldorfapproach

Dot MaLE ..

Dot Male’s lively, accessible guide to running a
thriving parent and child group expains how to:
create a calm; harmonious space; use rhythm and
ritual to structure a session; devise appropriate
toys, ‘crafts, games and outdoor play; celebrate seasonal festivals and
the cycle of the year; fulfil key health, safety and legal requirements.
256pp; 246 x 169mm; 978-1-903458-46-4; pb




Getting in touch with Hawthorn Press

What are your pressing questions about the early years? ‘
The Hawthorn Early Years Series arises from parents’ "and
educators’ pressing questions and concerns — so please contact us
with your questions. These will help spark new books, workshops
or festivals if there is sufficient interest. We will be delighted to
hear your views on our Early Years books, how they can . be
improved, and what your needs are.. o

Visit our website for details' of the Early Years Series and
forthcoming books and events:

http://www.hawthernpress.com

Ordering books
If you have difficulties ordering Hawthorn Press books from; a
bookshop, you can order direct from:
United Kingdom
: Booksource :
50 Canibuslang Road, Cambuslang, Glasgow
G32 8NB . ‘
Tel: 0845 370 0063
Fax: 0845 370 0064
E-mail: crders@booksource.net

USA/North America
Steiner Books

PO Box 960, Herndon ,__._‘ C e

VA 20172-0960

Tel: (800) 856 8664
- Fax: (703) 661 1501

E-mail: servicc@stcincrbooks.org
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