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PREFACE '

Mentor: “The name of the Ithacan noble whose person Athene assumed when acting as the
guide and adviser of Telemachus. (Odyssey 2, 267 etc.).”

Blackie's Compact Etymological bictionary

10 years ago, mentoring was almost unheard 'of in the context of initial teacher education
(ITE). Now, most teachers will have somé understanding of the term and, in institutions

which undertake school-based ITE, many staff wi_ll have had some involvement, however
fleeting and informal.

Brooks and Sikes (1997)

The idea of a ‘Mentoring Pack’ for teachers and teacher trainers was first mooted at the Sec-
ond Mentoring Conference at the end of January 1997. The articles, short working papers,
questions and thoughts that are gathered together here represent ‘work in progress’ and as

such, this publication is neither finished nor complete. This was true when the first edition of

this booklet was issued in 1997 and it remains true with this revised edition. It is hoped that

there are a few thoughts, ideas or practical tips in these pages that may Jbe of help or use for
many teachers and colleagues.

In the.appendices section a number of suggested guidelines, proposed frameworks and pro-
formas have been included. Broadly speaking, these items are ‘work in process’ and come with
an invitation to teachers.to employ and deploy them in the context of mentoring. The test, of

course, is whether these things are helpful in the sense of developing and improving the waysin -

which teachers work and work together. Teachers are welcome to contribute to this ‘research’ by
providing observations, comments and criticisms on the design and structure of these appendi-
ces and the underlying rationale for them. g
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Two are better than one, because they have a good reward for their toil. For if they fail, one will
lift up his fellow; but woe to him who is alone when he falls and has not another to lift him up.
' (Ecclesiastes IV, vv. 9 - 10)

INTRODUCTION

The teacher’s working environment presents a landscape full of variety and polarity. Teachers, in common
with doctors, shopkeepers and business people, come face to face with other human beings all the time. In
doing this as a teacher, there are always opportunities to meet oneself, as well as the pupils, the parents and
colleagues. The ‘human contact’ in education continues to be one of its defining features. However, in recent
decades, the relevance, efficiency and cost of this fundamental, ‘human’ aspect of pedagogy are increasingly
under scrutiny, and even audit. In its philosophy and implementation, Waldorf education is human-centred
and the human-social element is held to be of primary and enduring significance. It is now a uestion whether
§ this aspect of Waldorf education s set to become an anachronitic feature of the general educational culture in
! the years ahead. Just half a century ago the positing of such a question would have been abstract and perhaps
hard to imagine. (

Where there is the prospect of and opportunity for, a high frequency of human meetings or ‘inter-
facing’, then certain characteristics, patterns and dynamics become manifest. These qualities present a com-
plex, multi-layered tapestry of scenarios, settings and events. With respect 'td'hurﬁ'éﬁ"fgej@ﬁﬁwdtﬁléffifg&
‘the §oul, the aspects referred to above are largely concerned with movements between polarities. In teaching
and collegial work it seems to be healthy Whe&gont[as\tjng gl@éi&_ are embraced in a creative mzm—_[;é-_r}Such

-

_a process can iforestall o1’ feconcile the “expiession of polarised views and kpers,onality_;basgd,fq@lmggand

. I o T .. Sl B
" promiote understanding as opposed to undermining. f N

““Where human beings meet and enter into relations — fleeting or prolonged, personal or professional —
dynamics are present that may be straightforward or complex, fully disclosed or mysteriously veiled. As

- such; issues which fouch on or deal with the :‘_§§6idlmq"d'e’stéiﬂ63’:Téfe;fqr,exer beyond the grasp of systems and
Istructures. From one perspective, human relations always bear a potential for messiness and creativity and in

, hum?n téla_tions there lie seeds that carry possibilities for the growth of the sublime, the ridiculous and the

$. " common or garden. ' - o

In the working landscape of teachers, an appreciation of polarities and manifold relatedness is essen-

I - rial. When it comes to working with the ‘social’ question, neither absolutism nor relativism offer much be-

 yond a doctrinal cul-de-sac. {The embracing an

“Sd reates the kind of understanding that is ot sectarian, dogmatic or extrerne, but which leads to REw?

d integration of polarities in the human, social feali CallS for -

ity

S . - m—— . N
. creative substance in human life. } :

o f_"detéincr refers to basic polarities in the soul as 'a;\ti)azhy:ndsympatﬂhmyjand tr_a}‘cés re_ﬂe'c,tions;o_f 't__¢s'§:'_
‘the metabolic-blood realm of the will} respectively

tendencies in theinerve-sense activity of Cognition and

“Steiner refers to these forces of antipathy and sympathy as “most important psychological concepts”*
ray.into this life from pre-natal existence and work beyond this life in the realm which beckons af
teiner maintains that recognition and -understanding of these concepts and their effects is oné;mean by

: :\%/h-ic‘:h,péd:ago_gy can be “founded on'a real Rﬁﬁhéi_bg’y”;-wxiéﬁba@f&has’o&l-: _ S
- A living and conscious identification and assimilation of these soul capacities, or polarities;

door to a new faculty, which is not merely synthesisedv;antipathy and sympathy, but an emerging

g :faculty and a fresh developmental capacity, which is referred to as g_n)pgttlyjf Urieli writes that’e

e

deéid_gés a process which “arises out §_1iis'irﬁb'athyj"'1’6?/e:‘é'o'ﬁ‘cem‘§ﬁd"cpmiia“'s’éibﬁ"fé”f“o‘ur fellow l_lpmar?

. “-ibeing”! and which.‘{eriables U5 to exiend our own iriner being.into that of the other person and experierc
Y g ST T o el A . s 2 B = : [ N . - B -—-_-——‘—-w e

{directly, something of his or her esseq_tgal_nagrc}.4‘. : : S

“In a coilegial sense, such a process of empathy calls for the binding together of arather aspec

“antipathy — sympathy archetype, namely, the balancing of Ebgfggxfgil"clis'créfi'dxﬁﬁd"ﬁfﬁfes‘ﬁbﬁél‘ﬁi"_s‘él‘ Suf
. This balancing is a sensitive, delicate matter since toiretain balance there must be continual ‘movement:and

© Tleaming as well as stillness, Yet where there is imbalance. caricature, gossip, misunderstanding and

... may take root. If this is the case thea collegial issues may unfold in cyclés and patterns that are Tepetitiv
YT static ‘and lacking in creativity of developiignt. In travelling the mentoring way and exploring the:wotK-0
' . . teachers helping teachers we will be unable to journey far unless we are prepared to probe the conce {1
. miystery of empathy which is a psychological development and opportunity of our times. oYia




. .| MENTORING - ODDITY...

Picture the scene: a young, dynamic, chaotic, disorganised school; a new, inexperienced, unknowing, unsus-

pecting class one teacher-to-be; a talented, experienced, ‘proven’ teacher, selected to be the guide, the advi-

! | | sor, the sponsor, the mentor. Outcome — not as planned; not so much mentoring as intimidating, not so much
'} supporting as undermining, not so much a help as a hindrance, or so it was perceived at the time.

The ‘mentoring’, which was in reality a strained and rather uneasy relationship, lasted for about a term
and a half. A broad pattern of events and features unfolded. Each week, on a Friday afternoon, the new teacher
8 i and the experienced colleague — who were of the same gender, incidentally — would sit down together, for

‘! 4bout an hour or so, in the sponsor’s classroom, and discuss the week’s events in the green hom’s neck of the

i woods. Apart from this, brief conversations were held while on break duty and sometimes on the phone in the

=vening. At no point did these two characters see each other ‘at work’, that is, teaching. The sponsor took

class one once a week and ‘he who was sponsored’ took the other class, in return. The school was in the

| middle of a long term, yet suddenly discovered, financial crisis. The sponsor had financial and management
~=j =xperience and was very busy trying to sort out the mess and almost permanently double-booked.

The Friday afternoon meetings did prove to be a spur to transformation, if not a source of inspiration.

“h.- mentored teacher experienced these weekly meetings as increasinglv abstract, demo- alising, draining,

1o adeas, experiences and feelings of the new teacher were dismissed, cniicised and igno-ed, in a low-key,

| -hghtly world-weary, intellectual manner. Life i the classroom, meanwhile, was perceived by the new teacher

! as a kaleidoscopic roller coaster of good days and bad days, surprises, mistakes and tremendous learning —

% not least for the teacher. In retrospect a ‘settling down, waking up, coming to terms, finding one’s feet’

| teacher as their lot — their class teacher — and a &ind of mentoring was unfolding in the classroom. A mentoring
¥ community was in the throes of being established — the pupils and the teacher were tolerating, advising,

| forgiving and beginning to appreciate and enthuse — each other! Compared to the chilly, fraught Friday after-
noons, the lessons in the classroom were full to the brim with life and feeling — doubt, anxiety, anger, pa-
tience, laughter, bemusement, fatigue —and in an unspoken and unsubstantiated way, a iot of mutual guidance
and shared learning, founded on an unarticulated assumption of mutual faliibility. From such a seedbed,
! development, progression and learning have a chance to grow.

: In more mundane terms, signs of these archetypal polarmes can be sounght and found in many areas of
¢! human discourse and inter-action. We can look at a situation with negative and positive sut jectivity; we can
. take part in formal and informal meetings; we can implement summative, uniform assessment and formative,
| individualised assessment. We can preview our lessons and subsequently, review them. We can discuss ideals
and theories and we can focus on realities and practices. Specrﬁcally related to mentormg, we can look at
4 struttures for mentoring and the culture of mentormg

Tl I

OR ODYSSEY?

Before going off to fight in the Trc;jan Wars, Odysseus, a great royal warrior, entrusted the care of his son,
- Telemachus, to his friend and advisor, Mentor. The latter was endowed with some rather special faculties, not
- least of which was the visiting presence, inside him, of the goddess, Athene. Mentor was an Ithacan noble
whose person the goddess Athene assumed when acting as the guide to Telemachus. Mentor was further
- charged with advising and serving the entire royal household.’ ,
| Coming closer to our times, the New English chtlonary identifies various uses of the term ‘mentor’
Y| from around the middle of the 18th century.5 By the 1970's mentoring Hegan to emerge 2s a professional
wai| career in the business world and the activity of mentoring became a topic of academic research. Mentoring
~ has now entew=d the vocabulary of Susiness, medicine, social services, education, even sport and is currently
i employed to describe‘a variety of functions in a broad cross-section of vocational activitiss.
' In Steiner Waldorf schools and teacher education programmes as well, the term ‘mentoring’ 'has begun
to wurmur around staff: wocims and classrootns. Concerns have been sxpressed in various places that our
| teaching, our work with our colleagues and our work as ‘teacher educators’ are adversely affected, even
- retarded, when we do not create conditions in which the work can be sharcd, explored supported and devel-
oped in a professional and nourishing manner. !

An ‘ideal’ mentoring form in a school can be nmaomed in whrch thre fundamental conditions are preseat:
. a principle of umversalu) :

J
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Sa prmcrple of dzjferennanon each colleague is enabled to offer and receive something of worth
L/prmmple ~of progresszon and developr/zent_l every colleague learns and continues to learn as an
outcome of workmg with the children oon the one hand and wrth colleagues or peers on the other. This
learning is the outcome of active and reﬂectlve partlclpatlon in the ltfe of the svhoo‘l—\and the fruit of
obiectifying one’s presence and actmty in the classroom.

jnée might venture to argue that this third condition has the substance of a pedagogical law. In seeking to
.provide-help to colleagues the test of any form of mentoring in a school lies in whether the education is
nhanced and the children are benefited as a result.

While usage of the term ‘mentoring’ is a little self-conscious and tentative and has hardly attained the
status of common currency, nonetheless, teachers and tutors have begun to talk to each other about what
: mxght be cultivated in the name of mentonng There are many questions, some confusion and a certain poten-
" tial for the wreaking of havoc, as is the case with many new ideas and fresh approaches. In fact, whether

‘mentoring” work is new to Waldorf pedagogy is an interesting question in itself.

However, the need to address questions_ such as 1nduct10n evaluation, cumculum research and_tb_e'
’development of godd professrondl practice and creatlve pedagogy seems?o)be a pressmg ~Siie I With the outer
world bearing in T0 an increasing degree on all schools, and with Steiner Waldorf schools Gpéning themselves
towards the world, there is a powerful case for surveying and putting our own house in order. This can be
~done firstly for our own purposes and for the children we teach, but also in relation to a climate of developing
ransparency in our relations with the world outside our classroom doors.
‘Having said this, it is interesting to bear in mind that the development of what is called mentoring work
i - ;across many different fields in the last two or three decades appears to have taken place without the emer-
! - ¢gence of a broadly agreed and accepted meaning of the term. This is not that surprising. Defining words and
, > terms can be an abstract, intellectual pursuit that, at times, borders on the arid. More than this, some words
’ *"“elude being caught and contained within a definition and effort$ to do so can be misieading and fruitless. A
|

"

‘word such as ‘rainbow’ is defined with impressive clarity in the dictionary, yet this clarity is at the expense of
expressing the full meaning of the word. Instead, the dictionary offers a partial, scientific, rational, material
éfinition, which misses the heart of the matter. o
Even a cautious and wide-ranging definition of mentoring, that has gained broad acceptance in the main-
tream academic community, has a ring of abstraction about it, as though itis a reported, ‘third party’ definition
c1rcles around the truth without Qquite landing on it. Thus, Anderson (1987) descnbed mentormg as: -

a nur tuung process m which a mor; skilled or more experienced person, s servmg ing as a rgt?

- model teaches, sponsors encourages, counsels and befriends a less skilled or ed or less expertenced
yer son for the purpose “of pr promoting the latter’s professwnal and/or personal development‘-“*- s

tMentor mg functions are carried out within this context of an on-gomg, carmg rélatlonshqi_lzg_-_‘ }
ftween the riientor and the protege 1 ST

om deﬁnmg terms and coming to some agreement about what mentormg asa colleglal task
are some fundamental, practical questions to focus on‘as well. Any school in the process of developmg‘sa-"
ng policy and any group of teachers intending to work effectlvely in this area will face: these:
tly, or rmphc1tly How isa mentor appomted tramed and supported" What is the es ential -

ntwo téachers breaks down" If a teacher is strugglmg in the classroom desprte meritoring berﬁ
what point does the mentor indicate this, to who, and how? Where is the threshold between on-goit

dvrce and constructlvc feedback and the movement mto the realm of assessment cnteﬂa and‘*

ere areanswerstothese quesnons_ They a:enotdeﬁnm‘/c and cannot be taken for grant d: 11
is colleglal workmg, gmdelmes are probably more helpful than answers, research is llkely t




concept and practice of mentoring. Some of these arguments, may not be articulated loudly, but are apt to manifest

in the staff room or classroom by implication, or association. They can be summarised as follows: -

. Mentoring is a narrowing path to regulatory, prescriptive and, therefore, restrictive practices. The es-
tablishment of criteria for collegial work will lead to structures, procedures and ideas that are fixed and
which promote uniformity. :

. If the above scenario is correct, then the letter, if not the spirit, of the mentoring process will work
against my independence and undermine my creative freedom.
. The mentoring work will necessarily establish and give credence to professional and structural hierar-

chies, against which I may rebel, thus becoming a heretic, or conform to, thus becoming a dependent of
the form and the process.
. One of the likely effects of mentoring will be the diminution of my authority before the pupils. They
will see that I need help and that I carnot manage on my own.
The setting down and adherence to mentoring practices will perpetuate school traditions, pedagogical
dogmas and aspects of the school’s unwritten ethos, which may be long past their ‘use until’ date.

. Atits worst, mentoring is a form of amateur psychotherapy, which will provide opportunities for inter-
ference and sanctioned power trips by assertive colleagues.

On the other side, a case for researching and devloping a careful, practical, coherent and,
essential mentoring facility can be made with some strength After all, in the “caring’ professions, as
a matter of course, colleagues work directly alongside each other and have a:cess to each other, or
mentoring support. Nurses, paramedics, firemen, social workers and, arguaily, priests share their
work by working together. A mutual witnessing of the other and the work is woven into the job. A
very different situation can be found in the teacher’s life. Teaching can be a very lonely thing to do.8
Unless there is team teaching, or shared teaching, the teacher doesn’t teach with someone. Funda-
mentally, the teacher is on his or her own !

Yet, paradoxically, the underlying gesture of the teaching craft is a social one. Teaching is a social activity, a
collegial activity, a progressive, developmental, qualitative acti vity. For these reasons, the dev lopment of a mentoring
process is a fundamental school task; fundamental because it will affect the whole school :s deep-seated ways.

The cultivation of collegial morale, the sharing and exploration of pedagogical questions and tasks,
professional development and. curriculum research are four areas that can be fostered by a vital mentoring
practice. The development of criteria for discerning ‘signs of health’ in a teacher and in a class, the establish-
ment of criteria for ‘tools of assessment’ and the growth of educational accountability are areas that can be
sustained and supported by a clear and fair mentoring policy. On a more general level, in an environment
where mentoring is up and running, teachers are enabled to become ‘reflective practitioners’. Before the
children, this activity.can provide a healthy picture, where teachers are perceived as Colleagues working
together, working for each other, rather than isolated mavericks, or ‘Robinson Crusoe’-type figures.

In Steiner Waldorf practice, as much as elsewhere, an important dynamic in mentoring is the degree .
and extent of warmth and clarity with which individuals and groups of individuals embark on this necessary
yet sensitive aréa of work. The terms of engagement with mentoring processes and structures are esseditial»
too, of course. However, put simply, the structures of mentoring and collegial working are, in themselves,
incomplete unless infused by the life and culture of mentoring. o ' .

Given that no two life-situations are identical; and assuming that growth and change are healthy fea-
tures of any human interaction, it can be safely assumed that Waldorf teachers will vigorously resist a one--
sided development of svstematisation and uniformity in mentoring practices. On the other side, the reinvention
of the wheel, however artistic, is a tendency that we could also refrain from doing. In the sphere of collegial

reiations, local agreements, 'variations on a theme and autonomous working practices can be positive and

fruitful, if there is local ownership, allied to clarity of intention and remit.

At the end of the day, the effectiveness and worth of mentoring in our schools wiil be judged by clear,
general criteria. These can be set down as follows:

. the pupils’ educational experience is served, : C e
. the pedagogical practice and professional and social development of the teachers are enhanced °

. more teachers stay at schools and for longer

. more children are drawn towards the edvcation as a result of the previous criteria being fulfilled

An unwillingness or failure to address these criteria wéuld render further discussion of mentoring futile.

4 ‘ .
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3 o :leagliesv. In two words, this way of working is thoroughly economical.

1996 SURVEY ' ‘

Ina shrvey of class teachers in Britain and Ireland carried out in 1996, working with colleagues was cited as
one of the biggest challenges — teaching or otherwise — faced by a teacher in a Steiner Waldorf school.?

Specifically, respondents made the following comments:

Challenges arise... “In collegial work dealing with confrontational situations. Hok} (6an) one be _honest}

{yi'rh"oﬂut: destroying a person’s confidence, or damaging relationships.j’

Frustration results from... “Trying to ‘accept’varying levels of commitment and standards of colleagues. ”
There is a challenge in... “Trying to work with colleagues with the same sort of camaraderie that is experi-
enced by a group of performing actors, a school of painters, or an ensemble of chamber musicians... "

There is another kind of challenge in... ‘iKéepiiig‘ éonfident throtighout the process of seeking :he"lp.‘!’_’

The Task of findifig and maintaining this confiderice ¢an be undérmined by the potential for... “Defensive-

ness.: in meand others. § o

Recent attempts to reflect on existing collegial practices and to consider ways in which mentoring work
might be fostered have been born out of necessity. We have embarked on this work because we had to. Instead
of tuming a blind eye, pleading insufficient time and thus implying reluctance, if not disinterest, in the activi-
ties and experiences of colleagues in classrooms, there is a growing perception that we must begin to share
our work and our working practices.
 The reasons for this are several. Firstly, it is not responsible, professional or fair that a ‘problem’ with
a teacher, and/or a class, comes to the notice firstly, of the pupils in the classroom, then, to the parents at home
and in the car park and finally, and belatedly, to the attention of_the faculty or College of Teachers. This is bad
practice. § Situations needing help, transformation or resolution should not have to attain @ffféhtlng’stamS}
:‘bé_fgr-e being aﬁ@ressedeentoring work might lead to an assessinent and dismissal procedure on occasions,
but in the majority of cases pedagogical development and ‘fire prevention’ are the more likely and desirable
outcomes than crisis management. Simply to provide a simple awareness of what is going on in the different
parts of the school would be a sufficient rationale, in itself, for mentoring work. g
There are other reasons. A school, as an ‘entity’ of individuals working together, expresses its respon-
" sibility for the educational task by demonstrating professional and human accountability vis a vis the:pupils-
and the teachers. thn significant @fficuiﬁés do occur in teaching situations, inordinate gmoﬁﬁf's'bf timeand- *
" &hergy Hiave to be allocated {o finally addressing the problems, Children, parents, teachers and schools w7 oo
_ suffer if this process is delayed or obfuscated by ignorance or sleepiness. In the sphere of rights, it can be
. argued with some legitimacy that pupils and teachers have a right to benefit from on-going professional -
" development and training. Such continual in-service training refreshes the pedagogy, renews the curriculum,
~ deepens the teachers’ knowledge of the pupils, and cultivates the professionalism and working spirit.of col-

' As argued in the introduction, there is little point in talking about mentoring, either theoretically
. practically, unless certain ground criteria are rooted. From the teachers’ perspective as acti‘ve'and_'re‘ﬂectht_‘;‘ Do
pedagogical practitioners certain fruits of a he=lthy.mentoring process can be posited: e ’
¢ reflection on practice I B
* the renewal of practice S T
‘the sharing of ideas and problems
the articulation of questions
' '_thq discussion of research
b_ea;in_g witness to each other
Structures, systems, and forms of working collegially are important and can be a key to whethef the
ontinuity and depth. Having'said this, it must be. stated that the qualify of “participation is°of the’essence;
entoring is enhanced when the processes ‘and the structures are characterised by .interdependeﬁgq,_d){zjé?
ism 2 g;n?l mgiﬁ’&:;whercas a group or a series E‘?b_a—ﬁnr‘é;é'ﬁips, &e_achers.are.vﬂvﬂiﬂing_pqgt_igipgn?tg;@ﬁ equal/
fus and varying cxpeﬁenca Research caiti¢d out in the mainstream sector in the 1990’s fourid that mentor
egarded as important for the experienced colleague as it is for the Newly Qualified Teacher (NQ
Siple of universality in mentoring work is implied here and justified on the grounds that-a fundamenta
’s ability.to articulaie thoughts and ideas, listen €0 Eﬁéiﬁﬁgﬁfﬁﬁ i

eme of mentoring work is a teacher’

e i . e alln
¥

o i - e e g . - . >
{ others and to share in a reflective pvr_o_cea‘s}. _ ‘ _ )
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K iiluﬁ‘*’

INDIVIDUALITY NOT IDIOSYNCRASY

ani
. ha
In alecture given in 1920 in Stuttgart, Steiner presents the Waldorf teachar with half of a certain conundrum, rea
The teacher is advised, on entering the classroom, to shed the narrow, personal self as a snake would shed its int
skin. We are to lay aside our temporal worries and stresses in the interests of allowing the life of the lesson to iy
breathe through the pedagogy. In surrendering to the content of the lesson the teacher can bring about a “souf voi
breathing’ in the pupils, akin to the physical breathing of the bodily organism,!! - _
The other half of this conundrum surfaces in Steiner’s frequent references to the first teachers to teach ¢his
out of themselves, and their own Creative forces, unencumbered by dogma, tradition and prescribed, uni- she
formly applied methods. _ . ' psy
The key to understanding and reconciling this apparent contradiction lies in drawing a distinction in s
between a teacher’s individual characteristics and personal idiosyncrasies. [py highlighting and enhancing the con
former, while eschewing and seeking to transform the latter, the teacher promotes creativity and independ- ing;
ence, while denuding the latent egotism of the ‘idiosyncratic’ path. Not only is thes a recipe for health in the At ,
classroom, it is also a model for collegial relations founded on interdependence and cohesive pluralism. In flav
other words - a basis for mentoring work that ig universal, mutual and developmental. soc’
! wor
Autonomy and Unity
|
v In Lecture 2 of The Kingdom of Childhood (1988), Steiner identifies and embraces a fundamenta] polarity | CO
which faces the Waldorf teacher each day: {
- There are no prescribed rules for teaching in the WaldorfSchool, but only one unifying spirit that 2 R.S
! pervades the whole. It is very impartant that You should realise this. The teacher is autonomous. Y effer
" Within this one unifying spirit he can do entirely what he thinks right.
And later: ) .
. You will see thas you are allowed the 8reatest liberty, and yet the teaching in each class is what is
E right for that age.
l A philosophical, spirityal foundation unites the teachers in a common pedagogical research Standing to- |
gether on this bedrock of principle, the task for colleagues, individually and together, is to Interpret the G%x
guiding principles artistically and develop Imaginative, fresh and effective methods and techniques, in ac-

. , ers 1
e of the children, The webbing

1n a collaborative pedagogical project
In a iecture given in Ber on December 12th 1918, Steiner commented in detail on the dynamics and

' hidden realities that work between people in their meetings. 12 Referring to the particular times in which we Seen
‘ live — the Consciousness Soul era ~—.and the manner in which the human being asserts ¢n independence of . inher
. spirit and a sense of autonomy to an increasing and inevitable degree, Steiner directs us to ask ourselves: - perec

What is the relation between people wirh, regard to social and anti-social forces? We néed to see
| " that the relationship between people is ﬁmdamentally a complicated matter. When one person : stand
- meets another, I would say we mugt look into the situation radically. Meetings of course point to an 1 ~ byhi
differences that vary according to specific circumstances; but we must Jix our eyes on the com- - 7 siven

' mon characteristics, we mys; clearly see the.common elements in the meeting, in the encounter
between one person and another. We must sk ourselves: What really happens then, not merely - Stein
} in that which presents iself to the senses, but in the total situation, when one person stands Yein

] opposite another, when one person meets another? Nothing less than thay o certain force works
Jroin one person 1o the other. The meeting of one with another leads to the working of a certain ;} dawn
Jorce between them. We cannot confront another person in life with indifference, not even n N ment
' mere thoughts and feelings, even though we may pe separated from them by distance. If you have | cncor
any kind of relation to other people, or any communication with them, then q Sorce fows be- & scien
rveen us creating a bond, is this fact which lies a1 the basis of social life and which, when % under

broadened, is really the foundation Jor the social Structure of humaniry13 .

Euide
. E ’ i

The task that lies before the human bei i ' f
become independent, autonomous and ‘within oneself’.

has to be faced by the individual, em|

_ ch a degree that one can
What has resided in the unconscious realm now

traced and takeq or.+In the Conscio_usncss Souf period sccial instincts

6 S .
v . _
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il pered by practices that are more social and collegial.

- standing the overall performance of a school. He describes an effective school as one which is characterised -

" “siveness and effective leadership.'$

'nd unconscious social forces are pressing into human consciousness/These social currents and impulses

have been asleep; they are no longer. We face the challenge to wake up to what we are dging.in the social?
ealm, in our mectings and in out teaching. There are few areas of life in which the opportunities for social
‘nter-action — whether with pupils, parents, colleagues or members of the public — are quite so varied or
important as in teaching. The teacher is'called upon to walk the inner path and be-guided on that path by the
voice of self-accountability and self-responsibility, rather than by outer forms and conventions. '

" In the passage quoted above, Steiner provides a clear indication that we should not fool ourselves by
thinking we can rest on our laurels and skirt the need to shape new social forms out of ourselves. Nor
should we delude ourselves by imagining that what occurs 1n the human, social realm is confined to a
psyzhological, “mind game’ compartment! What we do and think and fecl in the presence of each other.and /

What I_think.or feel about_another, person is not]

in solitude has real Substatice and objective meaning.

- = —— s

confined tg the privacy of my mind.These thoughts and feelifigs. along with Ty actions, are real happen-)
ings and events in the world, whose content bgar_s‘?éfp_e‘rcuugfig_r{s—far}_q consequences for others and myself.
At first.glance, the comments cited in this lecture might strike one as having an almost ‘anti-mentoring’
flavour. However, the focus on the individual’s role and the emphasis on cultivating and nourishing a new

social order out of one’s own inner efforts does not exclude or neglect the ‘social’ dimension that such

work requires.

COLLEGIALITY, EMPATHY

R. S. Barth pinpoints the quality of relations between teachers as one of the key determining factors in the

effectiveness and well being of the school as a whole.
It’s difficult to spell. Hard to pronounce. Harder to define. It’s harder still to establish in a
school. Collegiality. After a lifetime of residence in different sorts of schools, I am convinced
that the.nature of the relationships among the adults who inhabit a school has more_to do with}
't‘ll'éwéé?zooll’:g quality and character, and with the accomplishments of its pupils, than any other)
factor4 ' '

Goodlad describes the difficulties and challenges of achieving a héalthy working environment among teach-

. ers in stark terms.

The classroom cells in which teachers spend much of their time appear to be symbolic and
predictive of their relative isolation from one another and from sources of ideas beyond their -~
own background of experience.l® L ‘ : :

.Seemingly, the proximity of isolation and the notion- of the classroom as a walled castle, ‘are picturésof =
" inherent dynamics in the teacher’s workplace, which construct an ingrained but artificial reality; if not tes ¥

Humphreys shares the view that the nature and quality of human relétionships are piv-o'tql'-‘nb'u'ride‘r' B

by high expectations on the part of the teachers, of the pupils, themselves and each other, embtional

- The aspect of collegial relations in a‘_s‘cho'ol arid the need to. foster collegial working did no
Steiner’s notice. In his meetings with the teachers of the Waldorf School in Stuttgart, between 1919 and

Steiner made frequent and repeated references to this need.!” : R
S¢iner mace trequent anc =nces to this need. ™ T
yafisal. W
0

2_4;_. AR

‘Empathy, or, in.Urieli’s words, the ability of a_person to relate to another in a Selfless wa
Sl e T L T N T e T e e T T T
{dawning human faculty, which complements and counter-balances the consctousness souii unre!
ment to identify. the individual in distinction to ;_enggytbigg”el,s_e_in‘thebenyirkg‘gmgpy'l’hi’s eme; eh

compasses three inter-related capacities — a heightened, transformed compassion, U IANET Ve
cience and the development of a soul-spiritual literacy which efidows a persor with™an

ggg;;?z;qd the human need and condition of the other. These capacities are active in that they ar insj
ed by the differentiated moral will of the individual human being. L S
* On the basis of this outline, the difference between senisitivity and empathy, as it relates to th
ym; can be grasped. Children, individually and collectively; are sensitive to the thoughts, words, deed

Lecture giv’én at the Steiner Waldorf Teachers Conference, Belfast, Easter, 1996. L
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feelings of their teachers. In a variety of half-conscious and unconscious ways, pupils manifest their sensitivi-
ties, sympathies and antipathies. The feelings ebb,and flow in a script that lacks the attention and understand-
ing of empathy. The pupils’ responses and behaviour do not necessarily reflect the teacher’s abilities, capaci-
ties and persona, yet a teacher can make an almost a priori assumption that the pupils’ behaviour, the mood
and quality of the class is, in part, aresponse to the teacher and the teacher’s work. A symbiosis of action and
response unfolds, rather than a case of reflected glory and gloom. As such, fupils do not plan, think and talk
assessment, feedback and mentoring; they feel it, do it, live it. , '

There is a tension between Urieli's description of empathy as arising out of compassion'8, and Weih’s
view that compassion, on its own, may be an untransformed expression of sympathy and therefore, an unreli-
able and unconscious soul force.!9 This apparent contradiction is not merely a matter of semantics, It might
seem pedantic or even hard-hearted to pose questions over the integrity and authenticity of a quality or
gesture such as compassion. Is it legitimate to sense or conceive the possibility that particular forms, or
expressions of compassion might be rooted in vested interest, fear, egotism, or illusion?

The problem is depicted and unravelled in tracing the distinction between a compassion that is born out
of human feeling - sympathy untransformed — and a compassion which issues from a selfless interest in, and
wdentification with, the subject of compassion.

The forces of sympathy and antipathy mark out the theatre and field of the fife of the soul. There are
many expressions of this archetypal polarity — love and hate, sadness and joy, extroversion and introversion,

olife and death. The developing faculty of empathy leads the individual into the clear walters of the spirit, into
the integrated duality and transcendence of the etheric realm.

Working as colleagues in a plurality of models of Waldorf schools there are opportunities to develop

the collective and individual inner work that support the growth of empathy. This is what Steiner challenged

spirit that will uhite the School” to be present and active, 20
A few years later, at another teachers meeting, Steiner made what appears to be a rather wishful state-
ment when he said,

There cannot be such a thing as a Waldorf teacher who is not well disposed towards another
Waldorf teacher?!

Considered merely from the soul’s working environment of the ebb and flow of sympathy and antipathy, this
comment is hardly tenable. However, when placed in the context of an emerging psychological-spiritual

faculty that transcends personal likes and dislikes and looks beyond existential human suffering and illusion,
Steiner’s comment begins to sound self-evident. ’

STRUCTURAL AND CULTURAL_D{PERATIVES
Chewing the Cud |

A group of 12 second year students on a B.A. (Hons.) Educatior Studies Programme were given a praciical
pedagogical problem to contemplate, discuss, reflect upon and at last, to agree a problem-solving policy,
incorporating rationale, approach, regulation and consequence. The issue was outlined as follows:

A pupil is observed chewing gum in your lesson. This happens on more than one occasion..

What feelings does this arouse in you? What response do you make? '

At the time? After the lesson?. .

The second part of the problem moved fron-the irdividual to the collegiai. The 12 students were asked to
consider themselves as members of a teacher’s faculty, in the midst of a regular teachers meeting. The'issues
of eatirg in lessons and eating sweets at school were on the agenda. The “aim’ and objective for the group was

to present the problern, discuss it and to arrive at.an agreed strategy and policy. _ '
‘Given that this particular student-group was involved in an ‘education studies’ programmeand that not

2l of the students considered themselves to be ‘prospective’ teachers in training, the spectrum of views

expressed is probably more varied and theoretical, or ideal, than would otherwise have been the case. How- . -

ever, an underlying issue of our times can be heard in the responses set out below..Namely, voice is given to
the questions, doubts and paradoxes which corral maay aspects of discipline ard authority. 22
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v, _Inanage when the: outer inherited forms and no
rumblmg or dissolving, many people experience uncertainty, dtsqutet or even meptttude ‘When face_d_by a
whole range of quesuons which, a few decades ago, -would-have caused little or.nio anxiety to_the of parents,
. tr;;aTé?s and” responsrble “aduits. 3

=~ ~Munching of sweets in lessons aside, how widespread would agreement, of disagreement, amongst a

as to whether pupils should stand when a teacher enters the classroom, as {0
hould be allowed to wear ‘jewelry’ in school, as to whether pupils should be
ng at teachers, or even as to whether pupils should be sent from

sroup of teachers be today,
ether and when pupils s
uspended expelled or counselled for sweari

he classroom as a consequence of misbehaviour?
To return to the simulated ‘problem’, a summary of what was said and what happened — thoughts,

feelmgs proposals and disagreements — over the course of 40 - 45 minutes - is set out below:
This ‘problem’ wouldn’t bother me: I wouldn’t find it offensive, I wouldn’t do anvthing about it.
I would be rather annoyed by this, 1 would see it as rudeness, sloppiness and I would deal with it with

fairly short shrift.
When the children speak, sing, play recorder, move, they should not chew

.

L]
gum anyway. for pedagogi-

cal reasons.

. I would insist the gum be dropped in the basket; there would be no further consequence.
. "1 would not favour pupils eating sweets, but 1 would deal with each incident on its merits, on a case by
case basis. '

Se My response would depend on the age of the child, or children involved. R

o the age of 10), in order to address the problem. -

| + Iwould tell a pedagogical story to the pupils (upt
d the origins of chewing gum, to

I would make a presentation on the ingredients of chewing gum an
pupils from age 12.

I would tell-children of age 13+ about the effects of chewing gum on the digestive system and stomach
juices.

I would ask the offenders (age 13+), t
connected with chewing gum.

I would simply ban all sweets during school time.

1 would put the transgressors into detention automattca]ly

The classrooms and the whole school would become a tacky mess if child
. gum at will. .
I am not clear about the consequences I would suppon
“I-would propose a policy placing a complete ban on the

o write an essay on the nutritional and environmental issues

s pohcy from my colleagues I would be prepared to resi
- and supported : : e

. Ttme for dtscussmg this issue ran out. By the close one member of the group had been asked t

allmg to support any whole school policy banmng sweets. A basic_ rulebanmng sweets at scltool

_‘proposed and then agreed by the remaining mémibers of staff" Dtscussxorrof theconsequences of br

“rule was protracted and verbose. Agreement on consequences had not been struck by the end of th

... meeting. It was agreed, wholeheartedly, to defer consideration of a pOlle on the wearin
' throughout the school, until a much, much later date. ‘

: It would be straightforward enough to take this group of teachers to

«commgs relating-to-sel-
--consensus and quite 51mply, too many cooks failing to make an edible broth.?

+ In a ‘real-life’ situation, one would have seious questions regarding the process and prermses here
ained. On the other hand, one might argue that such a simulated, problem—

" Nonetheless, in the debrief and the reflection, it was apparent that the studen
: emselves, their pretend-colleagues and teachers meet}

1mpat1ence .nd among afew,a srrrmermg w1sh to appomt ahead teacher andac
" Witaessed, albeit theore
~“and punishment, posi-modern style.

ren were allowed to chew

0 resrgn for’ )

eating of sweets durmg school hours 'l'hrs S

' poltcy would be set down in the parent and staff handbooks I would expect universal agreement onthis " -
gn my posmon 1f thlS pohcy could not be agreed e

g of hats in lessons :
task over a number of hort--: o
mmagement,repuhhcamsm mandated responsrbrhty, the mls-lhe of the prm_ iple :'of o

solving exercise siuch asthissisy '

avo1dab1y ‘hindered by the fact that real chtldren, real teachers, real time and real place are.not pr0v1ded for. L
: ts had. _leamt a lot:about;

ngs at their worst. They. had experlenced frustrattb_t'f;'-:. ‘
cept a diktat! They had also -

tically d.l’ld at second-har‘d the prospect of 12 adults grappling wrth rules, dtSCtplme-
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As an instance, among hundreds, of collegial working practices, this exercise throws into elief the _
burning need for a harmonious flowing together of structure and culture. This requirement is in the front-line .
of priorities in a Steiner Waldorf school, where the principle and ideal of self-management calls upon the 1%

teachers to evolve ways of managing, leading and organising a school that does not rely on vertical hierar- :
chies and institutionalised power structures. : i

Models of Collegial Working Practices

Taking the Sympathy-antipathy polarity as an archetype, a model and framework for collegial working prac-

tices can be formulated. This kind of model derives from a very broad paradigm and can be adapted for |
various theoretical scenarios. As with any model it does not offer a representation of reality, but serves to
highlight tendencies contained in certain sets of circumstances and dyna

mics. The particular scenarios ad-
dressed here are founded on the identification of structure and culture ag fundamental features of a healthy
working environment in a school.

In order to clarify terms, by ‘structure’ is meant the forms, processes and architecture of orgarisutiong
that are designed and implemented in a schoo! o serve the working-together of teachers. In pictorial terms,
one could liken the structure of an organisation to the task carried by the skeleton in serving the movement of
a human being. By ‘culture’ is meant the working life - the shared experie nces, communication, learniny,
teaching, the togetherness -- of 3 group of teachers. If the image of the skeleton bolds a grain of truth for

‘structure’, then a picture of the flowing, changing, dynamic, airy element and the breathing process performs
a similar role for the concept of ‘culture’.
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tending towards the forming-crystallising aspect, ' , 1

Locke held that the primary purpose of education lay in the transformation of uncivilised children into
civilised adults. The taming of unruly, un-mannered children into upright
chants and traders wag regarded essentially as a task to order and form
uncompromising structure,

In terms of teachers working together, a high degree of structure that is not complemented by a vital

culture can lead to a highly organised, forma] system of appraisal, testing and evaluation — for pupils and
teachers — based on tradition and a sclerotic, narrqwly-hgzlg school ethos. In extreme circuinéta.nces, such an
environment may emit an atmosphere of anxiety, fear, mistrust and anticipated criticism between and amongst
colleagues. In such a one-sided, out-of-balance development of the s&ucturé—'antipathy pole, a contracted
collegial working ethos, fixated working practices, dogras and elements of Gradgrind-like tyranny are some
of the characteristics and weaknesses that are likely to manifest, in part, or whole. -

In an “ideal’ setting, where the letter, or script of mentoring 1% clear and coherent and ihe mentoring spirjt

is alive and moving, conditions for the development and practice of empathy are enhanced. In'Knowledge of
Higher Worlds, Steiner talks about the importance of ideals for - "

‘position’, or condition, of teacher develbpment and collegial werking.
formula for a ri ver.26 Diversity around an archetype <nd an absence of uniformity and repetition characterise

literally alive, we can certainly talk of the river’s water teeming with life. As such.
in many ways. Whereds the banks, the bed and the bends of the river constitute
possible to picture the river’s water as its culture. A free-flow; ng river that is alive
a culture and held within itself, can be likened to a group of teachers who meet, |

earn and work together in a
way that allows for independence, responsibility, togetherness and equal rights a

$ professiorial practitispers.
10
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these aspects develop into reality, teachers meetmgs become infested .with high-frequency parochrahsm and a
o contmumg re-emergence of old issues in new garb. Some of the typical old chestiiuts inclide = what feachers : ar

T s e, o

The river analogy can be taken a little further to iilustrate how over-structuring, or an excess of ‘life’,
in the absence of a counter-balancing tendency, can tarnish the course and health of a river. Likewise, a
teachers group can be damaged, or held back by a one-sided development of culture or structure.

In the case of a river, over-structuring results in a dam, a reservoir, or a system of irrigation channels.
When the river is hampered by excess ‘life’, or culture, and the structure is dissolved, the river’s banks are
broached and floodwaters sweep over the bordering fields and land. In a group of teachers, too much

structure le_ads to hardemnu and dogma; too much culture leads to a nebulous “and nalve ethos. that enaen—,?
ders drift and chaos” )

In the late 1920’s the philosopher Bertrand Russell and his wife Dora, set up a ‘free’ school — Beacon Hill
~ in Sussex.?’ In educational-philosophical terms, Russell’s ideas were clearly nailed to the ‘freedom’ pole and
in terms of the model presented here, offered an uncompromising example of the ‘cultural’ pole, developed to
state of the art permiSsivenessIn a general sense, this side of the polarity can be sketched and described by
phrases such as youthfulness sympathy, dispersal, combusuon and formlessnes-s.’ If the ‘structural’ pole poses
the svectre of fixation, the/ cultural’ pole opens.the door tc to 111£En} and-f)gnusswe pracuce’"?

Looked at from another perspective — that of the image of the nature of childhood ™~ whereas Locke
offers an uncivilised, unruly, ‘non-adult’, Jean Jacques Rousseau draws a figure of an untamed free spirit, the
‘noble savage', the wild plant that grows where it will, untrellised, unpruned.?® In certain of his ideas, if not
his practices — his own children were placed in an orphanage — Rousseau occupies stmilar intellectual ground
to Bertrand Russell in his advocacy of tenets of the freedom — cultural pole. .

Oroamsauonully and colleglally, this type of one- 51dedness isaptto surlace in new, ploneermg schools—7
cheerful dynamlc optlmlsm in the face of advers{tyl and hardshrp The downside to this array of 1nd1sputable
qualmes if they are not bound in to certain structural — formmg features, is the possibility of a certain un-
*hinged i 1deansm tl-at nlxght also become anarchlc in tone

~ Ona colleglal level, growth and change are understood as constant and imperative ‘positives’, while
consolidation, pohcy forming and attempts to create organlsatlonal structure may be regarded as old, corporate
and fixed. In the teachers work there might be absence.of mermory, or.since.it relates to.the past, a d1s1ega1d for /
Tl[ "[lus can weaken or dlsrupt the sense of rhythm and the existence.of form in.the schools which, in turn, can
lead to clumsy and inefficient re—mventnons of the wheel necessitated by a by a dearth of policy in key areas?lwm

£ requlred todod durmg wet’ breaks, school rules and arrangements in.the car park-before and after school. f
*_ Such a situation is understandable if not excusable if, at a teachers business meeting, issues such as

those cited above are responded to by one, or several, of the following: no decision taken, a decision appar-

ently made but not recorded, a decision taken, but then not implemented, a decision taken and subsequently, R
‘partially implemented, or, a decision agreed, implemented and leading then to a more complex sxtuauon as_ a- o
.result of the consequences of the original decision not-being1 foreseen-and catered for: e e
'  The top- heavy ‘cultural’ setting described here might be concelved as user-frtendly although this.
.would be a mlsleadmg idea. In this unbounded. cultural’ _mode ‘the qualxty and dynamlcs of mehtbrrfg?md B
}teacherfassessment Will, in likelihood, be opuona o c“’slonal and unaccountable [Informal, partial and_el_ec-"ff S
~uve mentormg, combined with a lack of meamngful transformatlve assessment does not nege_uss;a_gly_‘ l;e;a:d7 e

"the _teachmg and learning in a school :
 Freedom without responsibility, or accountabrhty, induces a potenual for chaos, not autonomy and inse-

curity, not benign confidence. In a spiritual sense, we may not, as ‘earthly’ colleagues, be capable of standmg I C

‘full and objectxve awareness of each other and each other’s teaching. It is rare for a person to be in a posxuon to -

know and understand all the subtie, complex and hidden dimensions to even apparently rudimentary and fleet- -

ing human counters. However, given that we are incarnate, fallible beings, and because we are active in Caesar S.
‘realm in daily life, it is incumbent on us, as teachers and colleagues; to-account for ourselves and aﬁ'rrm questlon o
and help each other whether workmg with pupils, parents or the wider ‘community. -

i ‘hxt or miss’ collegral SLppOl‘lL take itorleave it’ rnentonno and ‘opt-in * evaluation consthutearer‘lp?? : v
that t may result in festermg crisis and professronal mcompetence Ina workmg environment where responsr—
bllrty is held as a fundamental duty and right, the responsrbthty for being respons1ble ‘must be taken “P

x

' conscrously and not sem1-consc1ously assumedT :

“All of Wthh brings us to what mtght he descnbed as a condition of positive praf:matlsm in whlch e

. ) . A - . o 7 ) 11 .




cultural and structural elements are identified, acknowledged and utilised i an on-going, developmental
manner that is part and parcel of the wider pedagogical programme. Culture and structure begin to weave into
and feed each other. '

In this place, away from the lofty heights of ideals, can be found what is realisable. Positive pragma-
tism ~ the tilled ground of reality — is that which happens, as opposed to what js dreamt, theorised, or started,
but not continned. Idea, intention and deed begin to coalesce into practica! and effective mentoring imeasuges
that have the consent and understanding of colleagucs. : :

At this stage of collegial working, the guardianship of tie educational health of the school is taken in
hand. The steps may be small and faltering, initially, but they are mostly forward ones, Ideals have not been
dispensed with; the realism and humility that Steiner advocates in his consideration of ideals have supple-
mented them.2?

When mentoring and peer evaluation flow into the school’s working ethos and the etheric forces of the
school’s being, then the entire endeavour is strengthened and enlivened by rhythm, consideration, interest and
a genuine intention to research in a collaborative effort. At this point,.the mentoring idea begins to be active

in the will and rot just the feeling. With positive pragmati

sm, the menioring impulse is regarded as what is
norimal, expected and important. Urgency and crisis Mmanagement are less apparent as a feature. It is the day to

day work that carries on after the enthusiasm of the weekend conference has subsided. Mentoring at this level
is born out of quiet professionalism, pared of both egotism and the mind-set of low self-esteem, anxiety and
contraction.

On a practical level of management, mentoring and apppraisal begin to find a place in the rhythm of the
school year, in the timetable and in the teachers meetings. Induction of new teachers is regarded as a genuine
process and threshold. Staff job descriptions include rights and requirements in the sphere of collegial work-
ing and teacher contracts incorporate and formalise these entitlements and commitments.

In terms of the ‘spirit’ of mentoring, positive pragmatism is highlighted by the human interest and
enthusiasm in essential curriculum research, pedagogical innovation and teacher development work. Action’
research circulates through the school at different levels. Lastly, d coherent and authentic positive pragmatism
in teacher relations sees the manifestation of a shared commitment to what Barth refers to as a ‘community of
learners’, in place of an adherence to the complacency of the ‘learned’,30 ’

Figure A — Models of Colleéial ‘Working
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SANDBOXES"AND HONEYBEES .

“1is difficult to spell. Hard to pronou nce. Harder to define. It’s hardest still to establish in a school. Collegraluy
Af(er a lifetime of residence in different sorts of schools, I am convinced that the nature of the relationships
- -amongthe adults who inhabit a school has more to do with the school’s quality and character, and with the
. accomphshment of its pupils, than any other factor. The success of a school depends upon interactions be-
tween teacher: and teacher, teacher and administrator, and all school people and parents.
- Yet, strangely, collegiaiity and the ideas it connotes have seldom shown up on the effectwe—schools
J uterature of the past decade. It is not listed with such factors as strong leadership, emphasrs on basic skills, a
' :clear sense of purpose, monitoring of academic progress, and an orderly school environment. Nor is collegiality
part of the vocabulary of recent national studies of American education. It is recognised as neither part of the
problem or part of the solution.
I wonder why not. Most educators would probably agree that collegiality in a school is nice . . but it’s
a soft and fuzzy notion at a time when schools need rigor and clarity. Collegiality is nice, but it’s a frlll when
schools need to be pared to the basics. Collegiality is an adult notion when the lesson plan for schools should

be prepared with its students in mind.
I find that relationships among adults in schools — all schools, from preschools to graduate schools —
take several forms.
One of them is described by a wonderful term from nursery school parlance, Lparallel playj Two 3
year olds are busrly engaged in opposite corners of a sandbox. One has a shovel and bucket; one has a rake
and hoef Atno tithe do they borrow each other’s toys. They may inadvertently throw sand in each other’s face
from time to time, but they seldom interact. Although 11Lclose proxrmrty, and having much to_ offer one
another’ each works and ‘plays pretty much in"isolation} Thrs descnptron serves remarkably well asa  charac) .
ltensatlon of adult relationships in schools Teachmdmlnlstrators deyelop subtle ways to mﬂ_uence the!
other- group's domain, but they seldom venturre there /A 2rd ‘grate teacher on one side of the hall carefuily
respects the teaching space of the 3rd grade teacner on the other side. One principal in a system seldom visits
the school of another. University professors, too, have been described as a group of isolated 1nd1vrduals
connected by a common heatmg system and parking lot. We all seem to have implied contract: Dorl thgther
e i in.my work and I won'’t bother youlYet, in schools, as in sandboxes, the price of doing things the way we

want to Jof having personal 1 control over what we do ~ 1115 1solatr_on from others who rmght take our trme and_j

have us do things differently (and, perhaps better)l
But, of course, not all adult relationships in schools are-independent. L observe three drfferent forms of

_' mteractlon

A decade ago, Harry Levmson author of Orgamsauonal __Dzagnosts writing about the workplace of '
used the phrase “emotronal toxicity” to descrlbe unhealthy busmesses He observed that “psychotro

e

ons, like many psychotrc individuals, are charactensed by a siege mentahty, a feelv ng o
gconstant attack. Thrs mentalrty is also mark.,d by;preoccupatron wrthself‘ preservatron , constant scan,
the environment in search of potentral threats, and a desire t toavoid: any close contact with others Itm rna

3 , that adversarral relatlonshlps among adults in scho,ol make “parallel play” a welcome alternatlve

o .' Compeutzve Relatzonshws The competition among adults in schools stems perhaps: from:a yish™
for all those in the school to succeed or forthe school to become.better than other but ‘m tly

rt comes from a desire for me to excel

;Typrcally, competition takes the form of; w;tkholdmg gMost school people carry aroend extraordmary msrshts -
“about their important work ~ about discipline, parental involvement, budgeting, child development, leadership
-and cumculum These hard-won insights certainly have as much value to the field as elegant research Stll"lu.
_gand national reports biit adults in schools have a strong reluctance to make these msrghts avarlablcto‘those who
§ - ~may be competitors for scarce resources and recognmon that it, to almost everyone else. Nor does anyone want; ;.- -
~-~t0 be considered pretentious by professmg .hxsfknowledge ~Few teachers, for example, want to subject. them-; sy

-selves to the criticism of their peers by standmg up in a faculty meeting and sharing a good idea about groupmg” SRR
*hildren or mvo.vmg parents. Consequently, all the talk each day among teachers and parents and aomrmstrators RS
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own background of experience. .
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knowledge which success and excellence

A day

on a place beside one of ¢

after watching the Boston Marathon from the top of Heartbreak Hill, I had the good fortune to sjt |
he top finishers. I asked this young man how he did i, “How do

on survive, let alone flourish, when its membe

deas beyond their

depend? Not very well,

e fact of such extraordinary difficulties?” | expected him 1o

etition or the pursuit of persona glory; instead, he observed thoughtfully “Ido it because of -

- Second, they observe, each other te aching and administrating‘

come the “practice” they can reflect upon and alk abouyt, Third, they wosg

planning, designing, researching, and evaluating jt, Finally, they

they know about feaching, learning, and leading.

on the lookout in the fields for a new

gainst schoo] People sharing' what they know with others, Kevip]
Ryan, autlior of Don't Smile Unsiy Christmas, has referred 1o Work in schooly as an adult’s *

hn I. Goodlad puts it more soberly in A Place Called School

which teachers spend much of their time appear 1o pe symbolic and
predictive of their relative isolation from one another and from Sources of
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a tutor from Rolle School of Education at the University of ‘Plymou'th- — joined -thé participants and led the

workshop through a series of sessions. A summary of the issues and questions looked at follows below.

Firstly, what are the reasons for wishing to develop the practice of mentoring? )

There are at least four reasons: to improve the quality and effectiveness-of teaching.in our schools, to
enable ‘teachers-in-the-making’ to identify themselves as such, to give opportunities for colleagues to de-
velop the art and craft of teaching, and fourthly, to provide conditions which contribute to an enriching of the

- experience of teachers working together, and teachers and children working together.
What might be some of the initial aims of the work into mentoring practices?

"I have chosen four to mention here. ,

1. To have a ‘mentor group® within each school, working with colleagues, teacher trainers and student
teachers.

2. To establish a nation-wide group of mentors working with advisers, Teacher Training Institutes (TTls)
and outside agencies, such as Rolle, under the auspices of the SWSFE.

3. To have one apprentice/student on an extended practice/placement within every school each year.

4. To review interviewing proc¢edures within schools. To review referencing of teachers and students.

What are the cutrent procedures, criteria and experiences?

Following the mentoring conference, the following points became clear regarding the current situation:
Mentoring as a broad idea has a fair amount of currency in our movement at the moment. This cur-
rency, however, rarely converts into clear mentoring practices and agreed criteria on the group. Indi-
vidual schools and the movement as a whole lack criteria for mentoring and monitoring a teacher’s
performance, or a student teacher’s potential. -
. In terms of management, finance, appointment procedures and issues surrounding ‘qualified teacher
status’ (QTS), there is a certain tendency to formlessness and subjectivity in our'schools movement.
However, we should not underestimate, nor seek to diminish the indefinable, non-prescriptive ele-
ments in Waldorf education, including the complex dynamics between teacher and children and the
teacher’s right and duty to develop the art of teaching in an independent and creative spirit.
A certain phenomenon — called the ‘autonomous teacher’ mentality, or the Robinson Crusoe syndrome
-~ has been identified, whereby _problems and difficulties are not brought out into the open and dealt
with professionally. Reference is often made to “my’ class, or ‘your’ class, but how often do we t
- “about ‘our’ class. The class teacher does have a special 1e ationship to fulfil with his or her chi
“the class belongs to the school and deserves to be ‘owned’ by colleagues. ‘ :
" We do not accord high enough priority
- selves and giving and receiving help. Teaching, after al

1, is a process of continual in-service training.

eport from THE FIRST MENTORING CONFERENCE Emerson College 1996 (b) -

The Task - Basic Principles

L : Ty . . . .
. are three areas of mentoring tasks:. . ]
... ~Weorking with student teachers during their teac
= Thisinvolves the 2-3 week blocks of 2nd year students and the mate intensive role of mentoring
3rd year students on longer placements. (This latter role needs further discussion)."
.. Induction and mentoring of new teachers in their first year. ‘
- On-going collegial work between teachers and staff development..

here are also three different mentoring roles:
Support, hosting, being a critical friend.
* Mentoring - helping, guiding, advising.
Assessment and monitoring.

“/

' 8. scl_zool

to the task of sharing our work, assessing each other and our-

: hing practice and initial observation periods. -

“There are several dimensions to this work, including internal mentors within one school, specialists. -
1 aoctors, curative eurythmists, therapists, learning support etc. whose work is often with
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individuals), external mentors, fellowshi p advisers, fellowship advisers, schools administrators and s 3
on. In the course of time we will need to develop specific mentoring approaches for specialists. Men-

tors will also need mentoring — a new role for SSF advisers perhaps?
Good Practice and Problems

(Celebrations)

1. Many Steiner-Waldorf schools already have mentors but few have teacher assessment proce-

2. Close dialogue between Teacher Training institutions and schools already exists but needs strength-

a

(Mentoring benefits)

I. Where a culture of on-going teacher development has been established.

2. ome fgrm@_lis.egugrgcegggeg are necessary for all concerped, to provide clarity of expectation
€ R TR = e - LT T TR A Y R =

cReEement on aims and processes and object 2ity. B.g.mentoring procedures should be explained

atinterview and be par[h_ofTErfris'a'nd Conditions of Employment,
3. c]\"l‘éﬁfO‘r:‘@ﬁﬁfr?ﬁTW meaningful 1f there are adequate fesson visits, regular contact between

mentoring procedures.
5 New teachers shoujdllaxe&gmﬁga_qﬂg lighter timetables n-heir first yea
6 egular assessments for all staff are a 8ood idea (perhaps every three years or even better annually)
7 Better Screening of children coming into the class of a new teacher is needed by specialist or

9. Such mentoring procedures should be explained to parents (and jn suitable terms to pupils “Mrs.
So-and-so and I are helping each other”). Parents handbook s an appropriate form, This helps

10.  The key to mentoring is establishing trust, the ability to listen, courage fbr the truth, sense of
responsibility, on all sides, This also requires clarity of roles €.g. assessment — mentoring — critical
friend. Mentoring should enable not prescribe, Assisting self-evaluation is a key mentoring task.

What are the Problemns ?

1. © Lackof trust, fear, insecurity, sense of threat. , -
- Parental pressure to ‘get rid of” staff or [imit them in some way e.g. by demanding assessment of -
staff, or demanding to see written appraisals et I Lardly needs stating, that mentoring needs a

éaééeqv%tid@dsiqu-mﬁking.:lbz@ée@:-ofsp@@wwﬂlmm, obsibility and ‘bite the
cbullet’. Fear of being attacked in . prevents colleagues from tackling problegns others are

having. Ignoranice of how other teachers’ style etc. affects the children i3 common where class.
[ Saptne S . - )
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Initially the groups drew up criteria of such comprehensiveness and high standards that it was © .
 felt that most of us present would be struggling to fulfil them. We examined the criteria, this time going B

for the ‘bottom line’, the minimum necessary to allow a teacher to go on with their class. The criteria- - -
were divided into; end of the first term and end of the second term. It was felt that an assessment would -

8.  Again, financial limitations prevent schools from having enough staff to cover lessons to enable
lesson visits by mentors. There are various models, €.g. a meator teaching his/her own class
Main Lesson after break (subject lessons in Main Lesson). Again it is a question of resources and
priorities. Perhaps Steiner-Waldorf teachers on sabbatical could do a certain number of weeks as
Supply Teachers with SSF co-ordination. Pechaps schools could ‘buy into’ a Supply Teacher
service with a means-based scale of chargers.

e to lack of clarity, purpose and procedures. Things need to be written

[

d , an early stage. Degrees of informality and formality need to be balanced.
Mentors need on-going trainin

g in the necessary skills and formal procedures and criteria need

regularly reviewing at school and SSF level.

10. Mentoring is an aspect of collegial working. Where bad relationships exist due to rivalry, per-
sonality clashes, hidden hierarchies, insider-outside problems, sexual harassment (milder forms
of which are very common — though this will be denied by those most guilty of them) power
trips, frustration, insecurity and so on — mentoring cannot work effectively. Mentoring needs a
climate of honesty and professionalism,— and a sense that it is genuinely useful. However, steps
towards raising consciousness and establishing procedures cai g0 a long way to cultivating
climate of prolessionalrelagonshipsinthe, intesestsaofabhexchildieh,

1. %o be effective mentoring needs to be normal practice from the beginning, Regularity of contact
. ang quality of contact are essential. Real ime, mwever short, must be made, and where possible
timetabled.

12.  Mentoring of students needs to be an integral aspect of teachey training, At present this is not

done — except in generalised terms — because formal procedures are not well established in
schools. This requires more direct feedback between schools and TE centres. TE tutors must
visit students irf the classroom and where this is geographically not possible, appointed (and
trained) mentors need to be adopted on the TE’s hehalf. .

13.  Mentors need training. Some generally recognised qualifications/ accreditations need to be part
of this. There could be SSF criteria for recognition of mentors — including attendance at Mentoring
Training Programmes. The appointment of mentors should meet with collective recognition within
a school. In some schools mentors have been appoinfed on the advice of external advisers and
against the wishes of other colleagues. This obviously doesn’t further the process.

Support/ASsessm_ent of New Teachers

L

The woik groups were given the task of drawing up criteria for the assessment of teachers in their

need to be complete by Easter, so that a new teacher could be sought if required.

It was felt that the key element was that the new teacher was able to understand what wasneeded s v
; ‘ evelopmg™a. .. ..
.tween the first and second term. Anewteacher- - -

Key. phrases. beginning.to” and -

‘and show clear ability to work with the it weaknesses,
marked improvement should be noticeable to the mentort : ch
would be expected to recognise the need to work on aspects of their teaching without having to be told t

3

* do so. Likewise a willingness to accept a work with the advice of a mentor would be essential.

should be bomne in mind:

1.  Teacher Trainirg needs tc include lon.g_e\nough.periods of guided teaching practice to ensu fé.i?haﬁ T

new teachers are not absolute beginners.

2. - Mentoring of new teachers shiould start part of induction before the start of term and notwalt o

until the new teacher has settled in... and problems become appareut.
Criteria to be fulfilled by the End of Term I

1. Personal devglopment — the new teacher will....

. - J

_ Tt was stressed that new teachers can do a ot of damage to children in the early months {Weéks
— days!) — damage wzich cannot easily be remedied in future. For this reason the follqwing_:poifms"i

i)
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have established a healthy working rhythm, get enough sleep, can get to school in good
time, regular school attendance, is not tired/exhausted in the classroom, dress approprid
ately, recognise and respect the school ethos. ‘
know how to prepare and review lessons (and do it), keep records of work done, notes on,

children, write up lesson plans — term/year plans. -
. be committed to continued artistic and pedagogical development.
. be aware of unfortunate. body language, tone of voice etc. - -
. be enthusiastic and have reverence for the task. .
. begin to be aware of mistakes, successes in planning and teaching.
* feelentitled and comfortable about asking colleagues for help and advice.
Classroom Management — the new teacher will ...
. Know all the children’s names and the classroom seating plan
. Have crdered the physical classroom in a meaningful and aesthetic way and be able to |
maintain that order (plants watered, wastebins clean, cupboards tidy, desks and furniture
ordered etc.)
" feable o establish moments of silence in the classroom and can ensure that all the chil
geen listen o essential instructions etc, ’ ‘;
. Be able to hold the children’s atfention during story-telling
. Have established good classroom habits e.g. how children hang up their coats, outdoor shoes, Excerp
take their seats, put up their hands, look after their crayons, listen when others are speaking, !
care for their environment, appropriate rhythms and rituals, establish boundaries etc. . § Makin
. Begin to recognise and understand and work with the gif_fc;fgnt;cx_rxggxamgr@]:%gqggncigs 'z?»
within the class. " Regard
. Be able to make the children feel secure in the tlassroom, belong to the group - andear
. Be the focal point for the children and the class, be an established presence in the class- =~ new tea
room and have the authority to hold the children’s attention term ca
. Be able to listen to the children and begin to be aware of their indjvidual needs —on th
. Be able to explain tasks to the children in such a way that each child can understand and confide
respond o - may sﬂ
. Be able to manage transitions from one activity to another, pace the tempo of the lesson so L
that the children can ‘breath’ j.e. a balance of concentration and relaxation listening and are fewi
A R &L S e T A TR 1
speaking, working together and individually etc, carly
. Begin to recognise individual difficulties and specific needs.
A ' Conget
Working with the Curriculum-

' Teri An
The new teacher will: S . ‘abouth
. Teach with imagination and living pictures that “speak’ to the children . awful n
. Be able to pitch his/her approach at the appropriate level for the age of the child . F
*  Understand the curriculum requirements for the year : faction
* * Bedeveloping the ability to work artistically with curriculum indications, ,

Specific attainment targets in arithmetic and literacy skiils, co-ordination etc, can be found in 1
Avison’s Handbook for Class Teachers. : g

o1

The Children : » R
The children in a new teacher’s class should: - Ona le.
. Feel that they are learning . : Collegi
. Be able to respond to appropriate tasks =~ - .- a worki
. Relate in an open way to their teacher and identify the teacher as a loving autheqrity. w;!lp_:g;
Parents and the School Communiry wa@&!

The new teacher will: - _ expene

. Have had at least one parents evening (with support) from the host/critical friend, or | cexpene

College member ' -

Have made a number of home visirs.




’

End of Term 2 .
There should be a quahtauve difference from the end of the first term Not only should there be
a definite improvement in the mastery of weaknesses, but most of the criteria for term 1 should
- . now be fulfilled. Where in term 1 the new teacher showed he/she was working with all those
aspects, some level of independent competence should now be apparent. Specific targets set by
the mentor at the end of term 1 should have been achieved. There should be a self-motivated.
ability to recognise and tackle problems. A new teacher should now be ‘in the saddle’ and in
command of the class. Furthermore the new teacher should now be able to see where the cumcu-
lum is going and be able already to plan ahead for the following year. ,
The new teacher should by now have established themselves in the school, attend all
appropriate staff meetings, be able to work with subject teachers and colleagues and show a
willingness and capacity to take on some modest responsibilities outside of their own class.
From now on the new teacher will have the confidence of the parents and be able to hold
parents evenings without the support of an =xperienced colleague.

ool in _good_'
's appropri-4}
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be able to § The new teacher will be able to lead a chiid study on one of their class children.

1 furniture The new teachers will be able to say something meaningful in characterising all their
children and be able to write a school report for each.

Il the chil- § The new teacher will be able to self-evaluate himself or herself to some degree.

loor shoes, t Excerpts from THE SECOND MENTORING CONFERENCE, Emerson College, 1997
| v

+

etc.
endencres

. "Making an Early Start

& Regarding ‘beginnings’ a pomt was made that met wrth wrdespread agreement. It was stressed that adequate
1 and early mentoring ~ isiting the first or second main lesson — 1S.6Ss ential, even if it means the Class 1 or the

new teacher’s class starting a couple of days early to allow this to happen. Three weeks after the beginning of

the class- 4
" term can be too late. A few basic mistakes — due. at Jeast partly, to lack of experience and Jack of information
- -on the first day or two, .can result in early setbacks that are subsequently very hard to.overhaul. Loss of
stand and " nfidence, loss of control, confusion and anxiety can ‘lead’ a teacher to fail in the ﬁrst year—-a teacher who -
& therwise have become a ‘good’ or even ‘great’ teacher.

~. It was sa1d again to the accompaniment of nodding heads —in agreement rather than sleep - that there

-born’ teachers nowadays and rany of our “failed; teachers.cou _erhapshavebeen rescued’ ny" A

earl mentorin and support.

lesson so
:ning and

gemahty or Colleglallty

"Anne Homby suggested that at a_level of con 'emallty teachers might talk about thm“' a
out how bad thiggs are. The discussion does not generally proceed further than agreemg
ful ‘matters are. In the state system there is arguably too much congeniality.
_Resedrch carried out in mainstream schools ‘indicates that at schools where staff morale and
are hxgh the followmg factors are. 1dent1ﬁable < : A

People shared 1deas not just stories
People observed each other in their craft
People helped each other get better

found in

'-'o

g mood in whxch openness 1d drscretlon combme thh a wish'to care for and msplre eac]
lingness to engage in the interests of pupils and colleagues is‘a characteristic of collegiality. -

. 1 entor working with anew teachsr ina collegral manner may propose that the new colledgu
. até‘h-the mentor teaching first and g give comments and advice, including crticism ,The mentor asamor
. enence teac er, wxll know WhiCh comments ot cnms are hel ful and which come fh fac

iend, or énce. In addition, the meator will leam something about the colleague s skrlls of oserv‘ ’

mg one’s own teachmg to comment and critique the be more >-credibl

entor wr




Memories .
. I didn’t understand the prevailing, yet often implied school ‘ethos’. I'didn’t knew the rules and rituals
— the spoken and the unspoken — and I didn’t have the courage to apply them anyway. ]
. My confidence was low.
. L was terrified of being asked to teach outside my area of direct concem.
. I'felt that I mis-read ‘difficult’ children and constantly expected phone calls and criticism from parents, .
" cLwasoften exhausted. .
. There was a growing sense of apprehension on Sunday evenings. .
. I wondered how my colleagues would perceive, or know, if I wasn’t doing very well.
. I had the certain feeling that I was under-trained, under-prepared and doubtless lacking in talent.
. There was a realisation of how strong the ‘group soul’ or ‘class being’ could be, despite needy, and in - |
Some cases, unbalanced children. ’

Fears and Anxieﬁes v : 4 v
. of being seen through, or laughed at by the children (except when I am making a joke)
" ofnotbeing able to elicit the children’s co-operation | I

; fthe dogree of esponsibility of being a lass teaoher,

. of not being ‘anthroposophical enough’ :
. of being found wanting before colleagues and parents *

. of not being artistic enough '

*  Ofnotbeing able to sin : =
. of forgetting what I am trying to teach

e of running out of things to do
. of losinig control in class
. of boring the children

The next two questions are of a different nature — more forward-loéli'lg, iess int-overted and more concerned
with development: - . e : S B
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. ~ J{ . «. My life experiences. ; -
’ student or. "« Theenthusiasm of the pupils — realxsmg what the pupils needed became more significant and powerful
cular child, | than my fear of losing control. ,
5§ as a pure . The insights and inspiration contamed in the education. ' )
ho, in turn, [~ . A conviction that this was my ‘path’. '
- . The artistic ‘emphasis’ in the training prepared me for continuous learning.
. ‘Negative encouragement’ — I saw a school that was worse than mine!
. Shmmg by comparison’ — someone was having a tougher time than me. I thought I was feelmg bad,
- -4 * but when I look at you, I feel better!
ntschools, 1} .. pure, simplé trust.
mories, the ) ¢
“oncerning §} In retrospect, what might have been helpful, had lt been in place?
reople that | . a clear discipline policy.that.colleagues,
ary of the ; . practical help on how to keep records
. a staff handbook — information, procedures, expectations, an overview — an awareness of what [ had to
aware of
) . a better quality of teachers meetAgs More cb!ld stady, more pedagoey, “less time pont1f1cat1ng on
nd rituals Jrivial points”, an ability to distinguish tt at from the merely urgent
. more sharing and more honesty between colleagues about their work, “we have a tendency to wear
" ‘masks’, we try to pretend to be perfect and sometimes we are scornful, in a subtle way, of the mistakes
of others, assuming, wrongly, that we are immune from the problems of others, or that we are better
nparents. 4 . to have read The'Rainbow by D H Lawrence -
3 . observation of, and by colleagues, and constructive feedback
z . a mentor, a trusted cnllpmmg, ’
lent. g ‘ *
ly,andin 4 MENTORING THE NEW TEACHER - SOME THOUGHTS
seifin the .-The following is srmply a discussion paper outlmmg some ideas which I consider important in a number of
dy. Lhave areas pertinent to mentoring. What follows is not a checklist, final statement, or technical guide but rather a
wabout to “starting pomt which I hope teachers who may. take up this task, will find useful.
heé dream " .
nber! 4 . _Listen to the new’ teacerLtstxls _perhaps the most important thing you can do. Let the new

! . ideas, struggles, concérns, worries. Be ,;,_-_ ely.interested.and.iry. €, e urge to tell him how

“you-handled these problems or the temgtatlon to §ort it all out for th And when you hsten hsten .

don’t take notes.

the tact the let hlm dlscover his own answers L o

‘cleaned for him. The latter is important because if a new teather enters the class and. the board is'not clean
he must turn his back to the class to clean the board after having to decide whether he is allowed todoit.

acerned . - where the second board is kept. Furthermore, does he have a seating plan, has he been mtroduced to.the
S ' class. A certain ‘ritual’ could be made of this mtroductlon Let the children see that thts 1s a speclal
~occasion and here isa specral person. This is our new staff member Thls same _sp ' 0
i room and at meetings. ) ;

eihskéd ; ' our new colleaqu e. Thxs v'armth and recognition should‘b,e,e_ﬂen,y_dlsmb@ Often itis concenfrated on |
uﬂﬂOFhCr ‘certain people and certain tasks and others are lel’t out. This glves a clear and not helpful message. -

""Lessons need to be observed in a systematic well structured -and open manner right from the. begm-
~mng by a supportive co lea_ ue (see 1 and 2). ' :

“teacher tell his story and encourage him in the tellmg This is the stor;x g preparatlon! ggggt;ggs, neY

" ‘Be conscious of all that you would take for granted for example chalk supply, has the blackboard been

‘Facing a finely drawn Main Lesson piece may well put him in a difficult position and he mdy not know

: stressed. Remember not to patronise. The n new. teacher is mtelhgent skxlled 1nventxve, sensmve and he DR
‘may have somethmg to teach you. At the very least he has somethmg to say. Draw ideas and: possnbxll- S
“ties out of him through questions and observatlons and don t glve easy (for you at least) answers Have .

%



o itﬁm.ax be helpful to 'ﬁse.the ‘f)lanetary

| PR ay, oe o Loe,LIe plang qu*alxtges as..‘.!?g“id.“v'f t°°bse”5“6“‘and support. Thes,
i P ““qualities which form the:éh'aifaéter"iiaits"df'b?eﬁ Perso 500, his “zstiil 'bod “,ﬁis thinking, feeling |
. willing are useful for observation in both lower gd upper school I {5 Iower school the astral of th |

| - leacher s brought to bear on the etheric OEthE Bufil. Th icaher ot Keep his'own charactr it
 (planetary qualities) in balance for a healthy work with his Diapils_If thie teacher is very mercurial, the o
Jupiter gu_a]jtfe_g mﬁiﬁéej @iiqlbgﬁlwqgti Conscious work in this‘hianﬁéf‘wilfgreé’tly strengthen ths |

‘ children. A well-balanced character is a fine vessel within which the children's etheric can develep. - |,
| " In the upper school the pupil’s astral is *boin’ and js wotked with. Here the teacher must, by .
: -using ego insight, keep the astral, character traits of the pupil in batance (as well as'his owal). Agztn
‘l ' understanding the planetary forces and Fiow they work can be invaluable as would be their introdection
to a new teacher. The support teacher could use the planetary qualities as part of his observation and
support technique. e ‘

| ghis is frankness, about the first step not e first 25 all at onige, The latter is not.support, but rather egp
! Duilding or just plain incompetence on the part of the support teacher. ‘ s

 Whenthis fieststep s mmeg ioned (o the new teacher mak sure it i in the context of several good
things JYou have observed, for example, how well he stood; how clearly he spoke (even though the class

85 ever 5o noisy): how well the lesson ended (even though the lesson was aflop). Don’t just rain on

his lte parade. In Waldorfschoots we are over 5 gond a.nicely raining or even worsg getting the

=4

deron wet through without saining at alft Do you know what I mean? - ]

ll_ ~ The aboVeqnentiqned tasks 'must;inc!ude tht:, normal, Rrofessional, day-to-day work of a teacher,
| ~ that s, lesson Planning, the bgginning"aqd ending of Iéssons; ¢larity of voice, clarity of directions, Ly

a%uimw_&@@%% You must muhokmdhamfmmmgffmk;nfor 1
«granted. This is hard, T is | boring. It is easiét by far to meander, chat, and judge around the ‘important’” -

Try always to cultivate with pupils #hd staff the attitude of: “This is our teacher” and “we are
, Working together” tc. see that the curricdlum is well taught, o , .

&i - TH

4..  Ifaproblem arises; quickly ascertain it§ natiire:

y . a) Techricpe of téacher/incxpédenéélcé‘mpe"tencé =
\ b)  Attitude tosubject - . f.te »

[ i . ©  Commitment of teacher- LR

- "~ d); Lackof challengé/challenge too grealitco soon

€} Behaviour of children in lessons _ , - oo .
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Remember that ina Waldorf school (perhaps every school') where the teacher s ta.,k is heavv nhd

sssful, the prevailing attltude can often be: _“My lessons are fme and I’ ve. gol 50 much onthat.I- hope :

anguag thf hear nice words Furthermore,

" sensé the lack of a generally accepted expectatlon of behavrour Behavtour, classroom manners etc. -

with the new teacher can be appalling. 'Experienced teachers are unaware because the children do not
behave like that with them. As ‘old hands’ we know how to entertain, charm and spoonfeed the puprls

The. new teacher-can’t measure up. How can he follow the experienced teacher especially if there is, no
common ground of behaviour? Experience has also allowed teachers of long standing to form close
and very personalised relationships with the pupils. This is accentuated in the close knit community of
a Waldorf school. Pupils and indeed teachers too easily assume the new teacher can instantly establish
this. Our memories magically fail us in recalling lessons aborted, or utterly unsatisfactory. Do we
unconsciously base our expectations of the new teacher on our own present ones built up over ten,

fifteen or more years?
We all know that the onus of respon51b1hty falls on the teacher. Correct. If there is a problem the -

- -teacher must pick it up. But. when I say teacher id o not mean the one teacher. This is where we
constantly error. The problem in the new teacher’s class is our problem We are the teacher. -

When a difficulty becomes clear, support need to follow. The support teacher needs to observe in a

_non-judgemental manner. What does he see. and hear. What does he feel? When he observes what he

sees and feels objectively and clearly his thmkmg is actively engaged. This thinking can then distil the

.. essential which needs addressing. You can then work with the teacher to address this and the rest will
" fall mto place.

itisa problem w1th behavrour which it can easrly be (see 4), the support teacher could have a
&?b | with relevant pupils outsrde the classroom ‘The new teacher cannot be expected to handle all thlS

ell as new lessons, new people etc.
“Direct. help could be given in the classroem-once a good ,relatronshlp has.been estabhshed and

children lmow that both teachers want a good workmo lesson for the sake of the chlldren and thexr o

r-pt ‘ t' ctive of thelr/)httle'd ”'lmgs And parents can be all too wrllmg ¢
arhngs say well remember an eypenenced colleague who used to say at parent
ome -we won' ’t Judge you on what ’the

Aip: pared No onehad spoken to hxm beforehand' Experrenced colleague A1l )
] in trepldatron wondenng when my turn would come. It did too. These parents -
nd spoke to therr sons and daughfer Pupils were grven power, power thev were :

' 'be helped to be a good colleague by showing him the ropes explammg the en: -
ricities. ittle: challenges nghtly grven, forexample, apart in aChnst'nas lay, -




!

children. If he has, well and good. But if he's having problems it would hzve been much more successfi if he
had been helped in the first few days than if as a result of unskilful management he has already let the children
getinto bad habits. In a few painful cases, I was asked to help when it was far too late and the teachers had lost
- authority to such an extent that it was not possible to get it back. It should not be said: “That shows he was not
a bomn teacher”. We know that ‘born teachers’ are becoming increasingly rare and that we are paying a high

(price for our freedom in that we have lost our naturai instincts, i.e. that we have to wark on_ourselves con-

sciously 10 achieve what earlier ég{érq—tidnér_'c()ulld get ﬁghf_]ﬁ_gﬁ?lctfyelz'. As in any other profession, the
eacher must bring with him certain basic qualities: —= - o

. The firm resolve to be a teacher
. A ‘suit of armour’ - at least a measure of basic knowledge of the methods of pedagogy and
. A certain ‘something’ which renders it possible that something weaves between him and the children,

maybe a life of soul, trust, love, a desp contact — hard-to-descdbe-something ~ it streams out, a kind of
fluidity, and without this the lesson does not breathe. Thus, if we visit anew teacher in his first week we
will be able to recognise at once whether we can leave him on his own or if he needs help.

make individual children so healthy that they can learn. And the children are keen to learn. You need to have

a feeling for how long this thythmic part can be.cltitjs,;nqslgqq,,q;dggsn’igﬂg all the children in the class,
. then they will be restless, and.if s’ 3 ign.in the next part of the Jesson
< children are tired and bored.

—————

asthe,

“Now we know that the éiLSC@lg&m_thgg!!is§ and }_hg'éu;hogitly of the teacher depends on whether the
ehildren go home satisfied, and mwummwﬁo the aim is not to create
a long transition process from the kindergarten to Class 1 (See “Methodisch/Didaktisch” lecture 24.9.27 on

lesson 1). T T o '

thoroughly and conscientiously everything is to be done. I have encountered nice classes which were totall
undisciplined simply hecanse they weze. not Jeacaing esoush or working-enough. So: from 15-30 minutes
according to age there should be rhythmic usic and speech work and then comes the thinking part — not
more than half and hour after the start of the main lesson. The teachef should have prepared this thoroughly.
The first sentence he utters, the first queestion he asks must be such that each child feels: “that concemns me, |
want to hear, I'm interested”, the banal, boring question: “now then, what were we doing yesterday?” isu't
good enough. Better would be: “What was new, what was special that e leamt yesterday?” if you say vague
things like: “today we want to 0 alittle further with what we started yesterday”, this «
for the children. According to the age and the matefjal, the teacher showld have o
difficult, interesting questions, that lead forward. They should be clearly formu
work and lead info the new,” -~ o
Then the writer describes how (as anew teacher) he once hed to

and invited a certain Herr R. to help and advise and to show how to do the thit
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; - the children in less than 15 rninutgs Rudolf Steiner mentioned half an hour, This story time develops as well”
§I..  asthe content which we want to 1mpart a sense for spcech vocabulary, a feehng for style in short the whole

o

_challenging but prepared clearly. Silence. Then one hand went up. Herr R: indicated with a look that he had

- séen the'hand and when five others had gone up he asked the first child. He made no comment; then asked the
~others. Herr R. said nothing but asked a second question which took in all that had been said but led onwards.

The next quarter of an hour’s work was very concentrated.

After this concentrated thinking and picturing session the chlldren are bummg to write in- thelr Main
Lesson books, for half an hour or longer. A Class 1 child is happy filling a whole page with a letter, making it
better and more beautiful with care and effort. We adults are satisfied when we have understood something -
once; this is alright for thinking. But with the children we reach the will through repetition, repetition with

beauty..(Many young teachers have a fear of repetition; we have all become strongly intellectualised). Natu- |
rally we tell the children that the mouth i is not allowed to chatter whilst the hand and eye are trying to write
beautifully.

Any teacher who has not s not managed to get the class completely quiet, at leasﬁtwf_ovr_a_,gme_duung_th
while Wo rking or 1stemngﬁ_'lﬂ“,md tie will hatd[y ever geft silence in the future. The worst situation is if the
. teacher has got used to the noise and does not_notice it it any more, We should be ms
quiet state we are going right against the spirit (or non-spirit) Jon-spirit) of the times in our insistence that everyone

listens when the teacher asks a question or is telling a story and yet we are working on one of the most
en the teacher

important social tasks. It is also very important that the others listen when a child sp: eaks. Then the te
does not have to repeat in emﬁmm into the habit of Qaym
no attention to what a child is sayi aying, bec ,a_uss_lllﬁ_te,ache_g_sp ks far more clearly..

ter the work in the Main Lesson book we finish the lesson with a&gaggﬂg_mysgbpmpjclged
away; nothing left on the table. A new teacher will sometimes begin when the children are still. talkmg,

packing up or running around. By doing this he is devaluing his.own.words.and he isunlikely.ey

uiet and peace he needs. Qthers walk continuously up arid down the classroom, For, gggg;g,stgge_,s_thls is too
ﬁ%ﬁglmd a teacher sitting on a high, throne-like chair when she was telling her story;

and peace, nobility and a sense of mystery streamed from her.
How long should a story last? A class needs at least five minutes to really get into a sto

e

. Youdon’tgrip

ose things can be so much mre eésrly set in the nght drrectlon when theyare addressed from the start
It can be a great hel i oiye

his class during the probation year even if the new teacher does.not want it. Of course this mentor
y when he was visiting and if possible share his i impressions on the-same day. It should alsg
when a decision would be made on the result of the probatlonary year: before- Easter, for i mstan &
Faster and the summer would be-too late if a new diréction were called for. If anew teacher, even
ther ‘Waldorf school, is unwﬂlmg}o accept the probatlonary year. and.th&vxsrts banman
'heuld be made clear to him: “if the teaching is going well, there’s no problem,” but if there:a ms<o
én College is obliged, in responsibility to the school, the children and the parents, to give help andtodeal -
'th-thematter : o el

PPORT FOR THE“FIRST‘GRKDE TEACHER

o-be statmg qulte clearly that as a new teacher he- Would*be havmg a mentor or tutor who would be vrsmng'f_l -




List of Good Habits-

To be established from the first day bf school

. how to enter the classroorn properly

. ‘walking only’ in the classroom

. using an ‘indoor’ voice and an ‘outdoor’ voice ’

. how to lift the chair and put it under the desk (not drag it) :

. care for the materials from the moment when they are gjven (resulting from the careful instructions

- given by the teacher about the v/ay to handle each of the materials)
*  dhere is a place for everything — crder is important,

*  touching the chalkboard, only with permission

. the teacher’s table or desk is private : ‘

. late comers must knock at the door (not during the morming verse — perhaps there could be an indicator
outside dufing the verse) ¢

. on the first day, speak about the morning verse which will come on the second day

. we raise hands and wait (o be called on when we want to speak

. we remain seated during snack time

. gestures (rather than words) are used by the teacher for discipline

To be established gy the end of the first term

. how to stand when speaking the morning verse :

. how to stand still at the end of the Main Lesson with perhaps a song, a thou ght, a poem, or silence (and
not necessarily a verse) so that the children have time to internalise what they have learned

. in common activities, every child is meant to join in

. how we tidy up the room before we leave it

. how we leave the room

. the staff room is only for teachers

. eatiiig habits, with serviette or place mat

. cleaning up after themselves .- ' -

. establishing a method of taking out crayons, books etc: and putting them away

C going to the loo perhaps a chain by the door, worn by one at a time, to indicate that someone is out of
the room C ' - '

*  thatthe teacher visualises each sitﬁation, so that it is already in fhe Babit_ life of the teacher beforehand.

Things to work with throughout the first term )

e children learu to put up the chairs, keep the cupboards tidy, swée»p the flooretc. -

. develop a plan for ‘jobs’ leaving room for. ‘remiedial’ tasks to be assigned to patticular children
* - howto manage the painting lesson, the modelling lesson etc. :

"¢ handfing transitions
* . dismissal procedure .
. organising transition to another classroom
. passing out supplies :
. where to put shoes, coats, toys -
. what to do with_ flowers

. notes to and from home

1. How you yéurself STAND Bcfore the children is very impertant. ... make yourself very straight and
- upright. . . '
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- The initial interview with parents and child is very important. Be sure to have a colleague share the

- might even suggest they buy one!

* year, if they do not invite you (for sometimes they are shy) ther invite yourself, the. parents

" see the child’s environment and toys.

It could be made more meaningful when the first day of the school year can begm Qn a:

PLEASE have the children standing to say “Good Morning” to you. This is the first stage of their

learning to have a certain respect for you, which you will need very much in the higher grades.

For the most part, have the children standing up when the sing, recite poetry, play recorders ... they

will be able to breathe much more freely in this position (as against sitting) and so develop a better

posture. Also, altermating between sitting down and sandmg up can be.a great help towards discipline,
and is something the class.mustall.do.together. -

Learn to work with the attentive children and give them due praise. Every child needs encouragement;

try to ignore as much of the inevitable naughtiness as you can. ,

Ty to avoid saying OK in the classroom. Cultivate a beautiful pictorial language. this will show very
much in their later compositions. )
Have much repetition, doing the same thing again but in a sllghtly different way. Do the times tables in
short speech exercises both forwards and backwards (in the tables do not repeat 36 = 12x3 but go
straight back into 33 = 11x3). It is good when the children also read their early written work both
forwards and backwards. This is a great help in learning to read. -

Be very particular about the truth of the terms you use in Maths e.g. when subtracting we often use the

term “borrowing” when we have not the slightest intention of paying back! Surely “take” would be

more truthful. In fractions the term “‘cancel” is equally incorrect, if it were you would be left with a

nought and not with 1. In decimals, it is not the point which moves, but the numbers. So, be aware!
It is wise to invite an experienced class teacher and colleague into your first main lesson.

Be partlcular about having the children sitting up straight and attentive for the story telling. Also see

perly b M@w%@@&hght size of desk/table to

chair is lmportant See that the child holds the crayon/pencil correctly as it is necessary to cultivate
these good habits from the very beginning. :

You should try to cultivate a very special and beautiful wrltmg for the blackboard; it should be other

than your every day writing. It is better if the children do not use the yellow crayon for writing in their

books, it shows up well on the blackboard but not on white paper, and we write so that others may read
it easily. For the same reason it is better that the chlldren do not do shading over their writing.

Be sure to do ou 211 wreviewing each child, before d01n§ your
i WWOM also to recall your

interview with you. Find out all you can about the child’s early development and try to prepare the
parents, tactfully, about the later reading etc. Have an evening for your parents at least once a term and

 stress the importance of attending regularly. It can be helpful tohave a few books on view, e.g. Harwood'’s

‘Way of a Child, Edmunds’ Rudolf Stemer Educatzon and others, and where it seems propmous you g

‘Start a study-group with your parents J l=1e §up=pog and understan,d ;_you_r__p,arents xs v1tal f the _.
ake of children_and feacher LA weekl_x studz groug c,an_b_nng,th,e -af o jour -
Elassroo_m_ for the _hpjl,owm«g%and onwards. -Be sure to visit the parents i the1r hom

ally delighted to have you fora meal! Make a pomt of bemg shown the chrld's bedroom

In these days it is necessary to teach the chlldren to say please and “thank you” 50 use those
. yourself often. -
See that the child starts the day with clean hands, you may have to teach them to’ washthem
begin with. Suitable clothing and tidy hair are also important. :
When helpmg achild- mdlvrdually ‘with his work it'is better not to squat down ‘beSldf
rather to bend over the child in a protective gesture. You thus surround the chrld with
- than having the child, all lonely, looking downwards onto you.
Ask the parents to forgo clapping when the children demonstrate from their schoolwork
intimate class festival. In this way, a very specral mood can be endangered a blessi
children and parents.

possrble Each day of the week has its special character, and Thursday lends: 1Ese
day (a little Sunday) in a way that Monday does not.
‘Itcan be a very specxal and beautiful moment when the end of year reports (hand W)



handed out to the.children in the classroom by the class teacher on the last morning of the schobl year,
accompanied by a few appropriate words for each child.

HEALTHY SIGNS IN A CLASS, END OF YEAR ONE

(Arising out of group work at the First Mentoring Conference. These ‘indicators’ are concerned with where
the children are in terms of being. Where the children are in terms of doing was not discussed).

The pupils:
. Feel safe .
. Feel cared for
. Have self-esteem ;
. Are learning i
. Can listen to each other |
. Can work as individuals i
. Can work as a group H
. Feel part of the class ~ ‘belonging’ ‘
. Are confident about making mistakes l
. Are confident about taking risks ?
. Can respond appropriately to well-set tasks
. Have a sense of enjoyment and fulfilment
. Are eager to learn and have enthusiasm
. Feel recognised and held by the teachers
. Feel love for their teachers
. Come to school in a healthy and positive mood \
. ‘Breathe’ healthily in the lesson
. Are able to laugh together

SYMPTOMS OF A NEW TEACHER IN DIFF ICULTY

pictures of real situations observed. These ‘pictures’ are not definitive; they can be added to, subtracted from,
or challenged. The ‘construction’ of these two profiles was prompted by an article written by Alison Soutter,
which appeared in Paideia 10, entitled ‘When a Class Teacher is Unabie to Manage’. The article by Soutter is
included below. o : SR ' :

These profiles are not descriptions of individual teachers, although the accounts are based on composite '}

Profile 1 ,
. A teacher is appointed to Class One, or a class in the middle of the school. The appoigtment is made
rather late in the year. Prior to the appointment, the apph‘ca'nt has a brief meeting with the class, and

.. -perhaps has even taught a ‘good’ lesson . : ‘ -

*  The references are based on character, rather than an informed picture of the applicant’s teaching
ability. In fact, the néw colleague arrives with little teaching experience in Waldorf schools and insuf-
ficient Waldorf school experience : '

. The.new teacher may have an eagerness for anthroposophical ‘ideals’ and an enthusiasm for the intel-
lectual conteni. Howewer, Waldorf teaching and anthiroposophy have not been grasped by the teacher’s
will and do not arise through the will ’ I :

*  There may be atelling divergence between the individual’s attitudes, beliefs and values and the school’s
traditions, body of habits and working ethos. One-sided, unitransformed tendencies in the new teacher
may be unrecognisgd, and this will become an unhealihy and countez-productive Factor in the teacher’s
struggle AR o C .

. At a relatively early point in the new year, the new teacher blames the children’s behaviour. The chil-

, dren’s apparently poor standard of work and levej of knowledge is criticised, or unnoticed i

*  After 2 few weeks of the first term, the new colleague feels shocked, vulnerable, overwhelmed, ill
informed and exhansted. The teacher may wonder, “Is it me or is it them? My training didn’t prepare,

+
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1ol year, | e for this.” An inability to perceive and reflect objectively means the new teacher cannot make head
or tail of matters. Conversely, the teacher may attempt to cope by trying to accept the prevailing situa-
tion as the norm

. Shortly after this, the perceived, or actual, lack of agreed and consistently applied forms, pohcnes and
procedures within the school is pointed out, or blamed. This may be a fair criticism, or the outcome of
a lack of self-reflection. At the same time, the commitment and level of understanding of the parents of
some of the pupils is questioned. The new teacher’s enthusiasm and commitmentto Stéiner Waldorf
education, as a practtce rather than purely as an ideal, begins to surface as a question. “Perhaps I have
misunderstood, or perhaps I wasn’t told.”

e The new colleague becomes tired, distracted, defensive and miserable. There is no time to think or do
anything else except school. The teaching suffers from an absence of economy and efftcrency and an
enjoyment of life. Confidence drains away, common sense may also recede. Criticism, including self-
criticism grows. The areas of mentoring (if it has been in place), and assessment are now becoming
blurred, or are about to become entwined. Emotional scenes in the staff room, or absence from the staff
room are observed. The teacher may be feeling undermined, bewildered and hounded by the pupils,
colleagues, parents and him or herself. The teacher neither feels, nor is. regarded as primus inter pares
by the children

. Half way through the year the adviser is called in and is likely to be following a ‘dual-track’ approach,

by force of circumstances: firstly, trying to help, advise, inspire and probe the teacker; secondly, mak-

ing ‘confidential’ reports to the College of Teachers alerting them to the situation, while outlining a

series of options

Time races on. Suddenty, Easter looms and then the ﬁnal term of the school year. What to do? Does the

school institute a formal evaluation of the teacher, ask the teacher to leave, continue the induction -

period, send the teacher to observe experienced colleagues in other schools, or do nothing and hope
that the problems and difficulties are, at the end of the day, teething problems temporary, ok, even,
imagined -

ith where

L i S il
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'Profle 2

new teacher is a ‘mature’ person with experience in mainstream education. The teacher has no Stemer _
aldorf training, or a training with very little experience - teaching or otherwise, in Waldorf schools. Sheor -
takes over a class, rather than beginning in class one. The appointment is made late in the year. There are -
ewvapphcants for the post. The teacher has. good references - professronally and character-wrse There isan. .

mposite
ied from,
1 Soutter,
soutter is

egative. The teaching approach tends tobe sullject-ledarldmformatlon-based,]‘hemethod; _mtellec al
ab: tract The teacher is accustomed to drsc1plme bemg sought and’rmposed prnmanly th ugh uter

:is made
lass, and’

fiation needed for Waldorf teachmg is beyond the new colleague s reach and asplratron
After a few weeks, complaints — many of which are legitimate are fairly put - begin to be articulated by

i w teacher. The list might include the following: the children’s behaviour — Why are so many :
in the class apparently ‘disturbed’, or manifesting ‘special needs’? the school’s pohcy on-disc
is difficult-to-detect one;-of; -sueh-as-it:is;-itdacks-ferm, consistency and consequences; the parents
le appears in some cases to cut across the gram of school life; there is a percerved lack of support from
s, or too much supportt that is not weicome or desrred Questions and doubts about the pedagoglca
d and ethos, as practised by the school, may: begin to surface. ' .
the parent body there is a dMSton brewing. Two ‘factions’ are identified: a) a group of parents Who T
: Are: gly supportive; the new teacher has arrived promising to ‘sort thmgs out’. These parents may’ be
The chil- 3 alfly.flew to Waldorf pedagogy and unsure of what it really is. Nonstheless, these parents want what. the -

(1§ offering; b) a group of parents who are concemned and will soon be writing letters and calling for .
imed, Beetmgs: These parents appear to have i grasp of Waldoif education and may consist of teachers, comrmtted _
tprepare £ % £Iits who have been at the school for some time, Camphill workers and anthroposophists. :

! .



In the class, some of the children are unsettled, others are antagonistic, challenging or subdued. Before
long the some pupils leave and the class shrinks in size. There is a Jack of humour in the class mood. The §
quality of artistic work appears to decline, while in terms of and technique, the class seems to be going
backwards. The College of Teachers registers the first flickers of doubt, reluctantly. The College fields the
first letters, frets, refers to the mentor and fequests a visit from an outside consultant. {

approach and throw its weight behind the teacher and his / her ideas, The teacher may be afflicted by a “rescue }
fantasy’, or simply lots of frustration: “Given the backing I could sort out what I'perceive is a combination of |
sloppiness, lack of know-how and policy, bad habits and an excess of sympathy and excuses for poorty- §
disciplined children.” :
As the year reaches the mid-point, or later, the College has a problem and collegial discomfort is
apparent. The adviser has laid oyt the options. The messenger and the message may have been dismissed or 7
ignored by the teacher. Some colleagues may be prompted to speak out, especially if they are parentsof the |, 4
class, others are tongue:-tied, partly out of a feeling of relief and gratitude that the class has a teacher who, as I
a person, is reasonable and friendly. Divisions Mmay appear among colleagues The upshot may be that the
teacher stays and the colleagues keep quiet. There is a mixed response from the parents, including some more
withdrawals from the class, Another outcome may be that the new teacher resigns after a painful and acrimo-
nious parting of the ways. Some of the parents are angry and bewildered; others are anxious and relieved.
The class has been unsettled and depending on the outcome, may now b further destabilised. They
may have fearned important things, yet educationally, they have rot been fed. What has been resolved, or ht
left undone karmically, is a question that is rather difficult to answer. If the teacher has left, one of the
burning queéstions js: “Who will now pick up this gauntlet?” If the teacher stays, the situation may now be th
that the ‘reduced’ class and the parents settle down to what may be a ‘non-Waldorf’ education. The chil- | T
dren may be compliant, or Suppressed, for a time, or perhaps amenable ip a low-key manner. Either overtly,
or more likely, in an implicit way, the teacher determines to plough on, with little intention of workingto |
become a Waldorf teacher. In this instance, difficult question’s remaip: What is Lhejﬁangwjig_qupe al
Lollege of Teachers? Is i tj:_mimugg_géaggg_%’? What criteria and procedures have guided the school st

in workiing With this sitaation?

&ﬁgmg'ﬂa?n=

WHEN A CLASS TEACHER IS UNABLE TO MANAGE

Itis an unpalatable truth that every school goes through the painful process of persuading a class teacher to
leave about once every four or five years, yet this is an issue which is rarely talked about when Waldorf
teachers exchange ideas. This is understandable, since the process is so painful for the entire school com- .
munity it is easier to believe that it is a freak occurrence which cannot be prevented. An alternative view is
that it is a weakness inherent in the role of class teacher, because if it could be prevented from happening,
with all the good will and effort which exists in the Waldorf Movement, some school somewhere would

lively youngsters. Even if they have good references and no other teacher has presented themselves they
should not be taken on as teachers. There ‘are teactiers wh? fail who do not fal| into this category, but these
slow and serious people seem to be the largest group. Before interviewing Prospective teachers Colleges need
to take the time to consider the qualities needed for the demanding position of class teacker. It cannot be
assumed that everyone knows what they are, : ’ '
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cidomework: i et s , 8 - s R : @
Those children who have not. completed whatever they have been asked to do can. be grven ‘home-n,-
%5 work’s This principle-provides ample opportumty for creative use of all that paper left over from ‘Main,
* - Lesson books that were not fully filled. The art is to forget about homework until the next piece of wo_rk~~
is.given and then either the child will have “left the book at home” or will “need to leave some pages”..
in order to “catch up”. Meanwhile the teacher is having a short nap (negative inspiration) in readmess

r the next meetmg : I . _ , .

£5 to grow are of course an mﬁmte number of complexities to the Frodlaw method into which this short account
emptiness 4 -5 Cannot enter. The above six principles are, however, the fundamental ones and applied with the requisite:
of an idea 3 consistency recommended by their founder will be found to have a profound effect upon all our teaching.
nd get the. € ,
wvill ask all 7 - )
and “Do I ‘l CAUSES OF INDISCIPLINE IN WALDORF SCHOOLS
athe child "
; work the Qver the past 18 months it has been my privilege to be a guest in many Waldorf schools in many parts of the
r're really world. Beside giving courses to teachers, lectures to parents, etc. and also teaching various lessons to children
from Class 1 to Class 12, I have sat in upon many lessous and observed the work, the attitudes, achievements
A4 and shortcomings of the boys and girls in them. Also, of course, it has been possible to have conversations
5} - afterwards with the teachers and sometimes make suggestions on how to improve or develop the lessons. I.
jo arrange, g' -’know how valuable I have found it over very many years of teaching in Waldorf schools to have other teach-;.:
are for the ‘1?; *@fs as guests in my own lessons and to receive their comments and suggestions afterwards. Much more of this
t yethave “sort of thing needs to be done in all Waldorf schools not least in Great Britain and Ireland. Visitors (teachers)
ed above) from” Waldorf schools on the European Continent ~ or further afield — can be of considerable help, but I
more than | believe that teachers from schools in our own country and particularly from our very own schools can help
xampl eto I even more. This only needs arranging (timetabling).’
° l This is not only of great general help to mdrvrdual teachers in specific areas, such as the rhythrmc
Q’ health in lessons, subject development and helping particular children. Most of all it can help to show the .
§ 17;children and young people that it is not only their Class Teacher who is concerned with what and how they
wnent an q | , buat the whole body of teachers has a warm interest. Moreover this can help especially where problems
e teacher 1sc1p11ne (or if you wish, of good order- and harmony) are needing solution. -
at point is Everywhere I have been one particular and extremely impertantcause of.indiscipline has been brought S
. This has my notice. I will illustrate this by describing an experience in a fairly large and well-established Austra,_lan
or five.of dorf school, where there is a splendid hard-working teaching staff and a very supportive body of. parents 3
ay: “Now . as approached by four parents one morning and asked if I would be willing to meet their Parents’ "Co
h en‘ starts - that evening as there was a wish to know how British:schools dealt wrth the matter of school rules
g ¥ sfoom behaviour. I thought I would be meeting a committee of ten or so parents, but when I arriv

‘Now that,

kU

ample by.

‘vell prac-

it is 1 the
k and the

rchildren
led doing

szndom in .

nd myself facing a packed room of fifty or more. people with' more: commg in‘'behind me. “0 ho
self “Here’s where you’re going to have to draw:upon all your: resources of tact

erried I had no problem a haven t played such good tegms for years') most- mterestrng however, w !
nts from a few parents with clever children, who had told them that they were often bored wrth’. chool.
? When these cleverer ones had fmrshed the work set m class and done 1t well the teacher had sug g

_temer schools Tt is pamcularly SO where “Qur- ’onghter chlldren are concemed if you are _
metic;, for instance, you must have a set of harder problems qup your sleeve for those who fin

RN

: dsite- ‘mistake of setting
Tt wrth to the clevercr ones ~ they need 1o do ithe 1er questions first — quickly’ but: _
: ays reckon to.set one question at the end of sy list which 1know that no one will manage v wrtho' he
‘ ¢ Children thrive on challenge — right from Class 1./And then the cleverer ones are not bored. And

aker ones want to make more effort. And then the ‘drscrplme problems will begm to evaporate. Every*




successful teacher knows all this. Unfortunately we get new teachers ~ yes, éven out of ourova Geining) {
course — who do not seem to be aware of these things, These new teachers aré ndt helped indéed We are |
criminally guilty - if we allow older teachérs (who really ought to know: better) ‘to ivver émphasise the
Dreadful Ahrimanic dangers of the human intellect. *Intellectual’ is still, even in the nineteen nineties, 4
regarded as an anthroposophical four letter word in certain circles. If only such folk hed taken the trouble 4

to read the first book Steiner ever wrote: Theory of Knowledge Implicit in Goethe’s World Coxczption... o
Intellect is an essential part of Thinking Activity, even at the age of three., The Ahrimanic dangeris thet we 1
o not go on fo develop feeling judgement and especially that we fail to dévelop reason. 'Ic'he Ctrist Being p[rc
Tirst shines into us through our fhinking (true, a thinking permeated with Jove). but we will Rotrecogpise
Him if we do not develop T in them, Ghildren enioy thinking hard.just as they enjoy useful prectical work
&1 the deep experiences roused i hei feling lfe by a good storytller. e
. the
“NOW, IF I WERE YOU...” Comments from the ‘advisory service’ | :h(:
i
‘Advisers’ are most often asked to work with the new class teacher/s. The term ‘advising’ has a certain | ach
connotation: “.... if you do it this way...” which can appear removed and disengaged. The term ‘consulting’ arti
places the work more in the realm of a partnership; a teacher consults with a visiting colleague and the eve
outcome is ‘in the hands’ of the teacher. When the consulting work started a few years ago there were very !
few in-house mentors or mentoring practices. However, informal, ad hoc means have always existed for \ the
colleagues to help each other. Nowadays it could be argued that the consultant’s work with L new teachers is not or0
freatly 50 effective in the absence of on-going mentoring. Where such a process is missins the cousultants | £
orkls frequently limited to one-off crisis-managing in'a School,although this is not always so, i
A long iist of detailed points and suggestions is sometimes less helpful for a new teacher than one ' and
essential, well-chosen point which can. work homoeopathically, dr act like a lever, Discussing one aspect of a bey
lesson or a teacher’s approach can improve the whole lesson, or method. It is, perhaps, most useful if the new ' are
teacher can identify such a ‘turning point’ him or herself.” : ‘,‘l that
The visiting consultant is not a peripatetic priest seeking to hear confessions, neither is he or she an ?l disc
alternative to speaking to one’s colleagues. The outside consultant visits the school by request of the school Vi
The consultant is employed by the Steiner Waldorf Schools Fellowship (SWSF). The school is either a e
member of the SWSF or affiliated to it-\The consultant comes to the school to work with certain teachers abo
and faces varied, but not conflicting, responsibilities: to the pupils, the teacher, the school, the SWSF and, pete
not least, the education. . »' . . qua
On arriving at a school, the consultant may find a mentoring system in place, or not, a period of
probation may be in process, or not, a system of assessment and evaluation may._be set up, or not. In the leag
light of the varying and variable conditions that may exist from school to school, and bearing in mind that

the cousultant is not an assessor, ihe question arose as to whether the principal of cohfidentiality between
consultant and teacher is universal and inviolable. Sometimes the most appropriate advice which the con-
sultant may be able to offer is “Stop”, for the sake of the children, or for the sake of the teacher’s health.
How can such advice remain confidential? While the consultant’s discussions with a teacher are private,
tﬁey should not necessarily be confidential, especially if a process of mentoring and evaluation is not alive

within the school. When the visiting consultant has discussions with the teacher is it appropriate for the

mentor to be present?. A

Sometimes the adviser/rcon.sd.l_tvant‘ is asked to wear the hat of assessor, on behalf of a hard-pressed
College of Teachers. While this is an understandable request it is suggested that the work of the consultant can

THE PRICE OF PEACE

. There are few things in professional life more unpleasant than being (¢fectively) locked in a room with 30
children who are not fully under your control. The working atmosphere in the classroom - tes ‘
you are able to create and sustain a relaxed, purposeful, controlled and co-operative environment for learning :
will be a major factor in your quality of life as a newly qualified teacher.: ' ' i
“ " The idea of my 10-point scale (set -t below) is to he!p teachers think carefully about the working

. o p
B4 o o :
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atmosphere in-the classroom and reflect on the factors which influence it, lge emphasis.onselfzassessment ig
in their lessons. The model

essential if staff are not to feel threatened and defensive about the levels.of con ol i h
ands on the continuum between

is based on the belief that it can be helpful to have some idea of where one st .
relaxed and assured control, and anarchy. It also gives some idea of levels to be aspired to.
Used constructively and thoughtfully, it could help to reduce the disruption, chaos.z

] t;;i:l’- Y

: ”: limit the effectiveness of the educational BMQ&A@QMQ&&M satisfaction which teachers g@nm@.ﬁwn

theic work, Thinking carefully about what levels you are working at is obviously only the first stage in this
process, albeit an important one. Hopefully, this will lead to reflection on the factors influencing the working
atmosphere, casual observation of colleagues® strategies, the sharing of ideas and good practice, and even the
development of concerted action to support colleagues working with difficult teaching groups. .
If you are at level 9 or 10 with your classes, working together towards shared objectiveness, teaching .
can seem a very rewarding and enjoyable job; anything below level 7 and you will be countiag the minutes to
the end of the lesson, and structuring the lesson around control factors rather than learning objectives. The
working atmosphere is also important for pupils, who learn most effectively in a calm and ordered atmos-
nyihing below level 5 and it js difficult to see bow.any, meaningful.educational.ohieclives could be
aehreved 1t might be as well for all concerned (o just go hogga
Like the 10-point Task Group on Assessment and Testing scale which it mimics, this model is an
artificial construct; though levels 1 to 5 to not occur at many schools, I have seen lessons which would fall
even below level 1.
3 It should be stressed that the model measures the working atmosphere in the lesson, not the quallty of /
. 7the classroom management skills of the teacher. An unsatisfactory working atmosphere can be caused by a
1 “group of difficult and disruptive pupils, an inappropriate curriculum, a playground fight before the lesson, a
1 badly planned lesson, poor school support systems, unclear hierarchies of sanctions or snow falling outside.
It is important for new teachers to gain an honest and realistic grasp of the extent (o which deficiencies
and problems are due to their own failings and the extent to which failure to reach level 10 is due to factors
beyond their control. A key factor here is looking at the working atmosphere in colleagues’ classrooms; why
. are some people better at this than others? What are they doing which you aren’t? It is important to remember
i} that if soméone is a deputy head or long serving head of department, with established reputations for good
: dlscrplme, this confers some unfair advantages.

Like many other factors of teaching, classroom management is an area where the reflective practmoner
more likely to develop and improve than a teacher who does not continue to look at, and think carefuily
bout teaching skills. Some people have taught for 30 years and.not attained even. reasonable. levels of com
étence, and others have quickly got to levels 7 and 8 with their classes, but not progressed beyond Af
uahfymg, it is important to carry on developing classroom management skills:

Havmg myself taught at a difficult inner-city school for many years, and witnessed hundre
gues grapplmg with the problems posed by reluctant and dxsrupuve scholars, there are t
‘out more successful colleagues _
Fll'St the manner in whxch you address puplls makes a dlfference Some teachers gratt 01
3 puprls by talkmg ina hostrle way, without specrfymg sanctrons or grvmg aclear wammg Acc
aches S

T e

b

ers seem able to  be firm/strict in a calm and pclite manne . :
5 cond new teachers can underestimate the prosalc,vrrtues of remorseful'
sﬁnatrcn. Successful teachers ar i to-put |
bgtween 1éssons, and outside the crassroom follow ng things up. Getting
arents, writing things down, tracking pupils down the next day. The remptatron to jUSt &t
1 and-not even think about a difficult teaching group | until the next time you' teach themis
‘but needs’ to be resisted. It is important to develop 2 reputation for being someone
iNngs up ‘and do. whatever.is necessary to _get the standards they. want in the classroom
iikés {ife very hard in the short term. it doesn’t reform puprls, but eventually lhey w
e gone else who can’t bé bothered. : “
*Third, there has recently been some debate about the lengths which teachers shoul £0
s enjoyable, interesting and relevant to pupils. I can only say that in my experlence, t
is at Jeast some of the time, and who generally. arrived at the classroom with a cons
Qgi n wWhere some thought had been given to relating it to the' chxldren to whom it wo
fost-suecessful-at earning respect from their pupils. i
Teachmg, though, is rot like playing a backhand sllce volley in squash with one COTrex
hot. The most successful teachers are rhose who keep onlcaming, learn frorn their mist




- work as soon as possible. Lesson preparation is influenced more by control than by education. Pupils talk,

’

on their percentages through reflection and trial and error. You don’t necessarily get more money for bsing
good a maximising the working atmosphere in the classroom, but makes it much easier to enjoy teaching.

TEN STEPS BETWEEN HEAVEN AND HELL

Level 10 _
Teacher completely relaxed and comfortable: able to undertake any form of lesson activity without concern.
Control not an issue ~ teacher and pupils working together, enjoying the experiences involved.

Level 9
Teacher completely in control of the class, can undertake any sort of classroom activity, but needs to exercise

some control/authority at times to maintain a calm and purposeful working atmosphere, in a friendly and sens
relaxed manner. o

, som
Level 8
Teacher can establish and maintain a relaxed and co-operative working atmosphere and undertake any form
of classroom activity, but with considerable thought and effort at times. Some forms of lesson activity may be Ist
less under control than others.

2nd

Level 7 ) ]
Teacher can undertake any form of lesson activity, but the class may well be rather ‘bubbly’ and rowdy; there 3rd
may be minor instances of a few pupils messing around on the fringes of the lesson, but they desist on request.
No challenges to authority. Class listens in silence, straight away. 4th
Level 6 ,’
Teacher may need major effort to establish and maintain calm atmosphere. Several pupils will not rermain on Sth
task without persistent surveillance, exhortation or threats. Lessons may be draining. Pupil activity may be 4
limited by teacher to maintain control. Pupils sometimes are noisy, call out, or talk to each other at will across
the room, but still no direct challenge to authority, refusal or major disruption. . 6thw
Level 5 | j Tt
Teacher’s contro!l of the class is limited. Atmosphere at times rather chaotic, with several pupils manifestly ‘ '

not listening. Some of the pupils are challenging authority. Lesson format is constrained by these factors but
still no open refusal, no major atrocities, Just a lack of purposefulness and calm. Pupils who wanted to work
could get on with it, albeit in a rather noisy atmosphere. _ : -

Level 4 _ ' :
Teacher takes time and effort to get the class to listen.‘Teaciher tries “to get thieir heads down” on to written

minor transgressions (no pen, no exercise ngk,' distracting others by talking) go unpunished. Teacher reluc-
tant to sort out ringleaders, tries to “keep the lid on things” and concentrate on those pupils trying to get on
with their work. ‘ s

Level 3 , , ) ,

Teacher dreads the thought of the lesson. There wili be major disruption. Even pupils who want to work will
have difficulty doing so. Swearwords may go unchecked; pupils wiil walk round the room at will. When
teacher writes on the board, objects will be thrown around. Teacher can't wait for the lesson to end and be out
of the room. M ' '
Level2 o e

Pupils largely determine what will g0 on in the lesson. Teacher takes materials into the lesson, but once
distributed they will be ignored, drawn on or made into Paper aeroplanes. Objects will be thrown at teacher
rather thafi tound the room. Teacher goes into the room hoping they will be in a good mood, that they will
leave you alone and just chat to each other. = =, _ o o

-
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eacher’s entry into the classroom is greeted by jeers and abuse. So many transgressrons of the rules and what
onstitutes reasonable behaviour that teacher may turn a blind eye to atrocities to avoid confrontation, refusal
r escalation. Some pupils deliberately commit atrocities under teacher’s nose, for amusement. Teacher wishes
e or she had not gone into teaching. -

ir being
‘hing.

4
3

.
EN WAYS TO AVOID STRESS
oncem. . - . - ) . . .
he final weeks of training are crunch times for many student teachers — will they pass? Will they get a job?
“Will they survive till the end of day, let alone the end of teaching practrce" Stressful times but someé ways of
coping with the situation are better than others.
xercise It is really too late to be reading books on stress reduction and, to be honest, while they may be full of
fly and sensible suggestions are they really geared to you, in your situation and, more importantly, do they work?
At the beginning of this term I gave 37 of my early years PGCE students a short questionnaire listing
some of the many recommended ways of reducing the negative etfects of stress during the working day.
Of the 52 suggestions the 10 most effective tried and tested strategies in their opinion were: .
1y form ) ) ) :
may be Ist ~Thorough lesson preparation. It may be part of the job but it actually seems to markedly reduced
anxiety, according to 95% of my respondents.
2nd  Ensuring that you understand the work you are about to teach. Ditto in the view of 89% of students.
/- there 3rd  Keeping the paperwork up-to-date. The bane of the profession but worth keeping under control.
equest. )
d 1 4th  Makingan effort to get to know your pupils as individuals. Although it 1s tremendously important I was
N surprised that 86% people found this helped reduced their stress.
\ain on 4 5th Asking teachers for advice. Many (84%) found this had a calming effect but it can be hard if you do not
ttay be get along with your teacher.
aCross . : . .
- 6th . Asking friends for advice, but choose your friends carefully!
7th  Making lists. This can be very helpful in taking the strain from your overloaded brain.
iifestly - .
orsbut _ _Encouragmg your pupils to be more mdependent It is probably too late for you to do much about thrs :
5 work ~ now but. 1t could be helpful in the future. : - '
_Chattmg about recreatlon interests to corleagues There are other thmgs to talk about than schooll
;\; rittm . Oth Learmng from your mrstakes and forgrvmg yourself ThlS may not be easy but 73 per cent satd 1t was _
is talk, - worth the effort. ' - o
r:iuocl; : may also be reassuring that 46% did not find workmg harder reduced their stress whtle only 24% clf med ‘
& RO was an effective means of decreasing their- anxiety. )
Obviously what works for PGCE students at University of East Angha rmght not work for you for
o easons of personaltty, gender (34/37 of my respondents were female) age, situation and so on but they may
& 'wmi ' e worth a try in these dlffrcult days , Good luck! -
When . . N
beout - 4% THE ‘DEVIANCE-INSULATIVE’ TEACHER®
S oma study carried out in 2 comprehensive schocl of interactions het‘veen teachers and "htld"en The “devi-
® o ce insulative’ teacher. .
it once - _
eacher .. . :
v will " “Assumed that children wished to work, and if they.did not work they could provrde condmons in
W ] classroom° which would motivate them to work o .

" Va . N . .
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. Had clear rules and could make them explicit
¢

. Were firm

. Did not have favourites

. Avoided confrontations ‘
* . Rarely made negative evaluative comments on deviant children (or children they perceived as deviany)’
. Wkhen they punished children, allowed them opportanities to ‘save face’
. Did not denigrate children publicly in classrooms or privately to colleagues

. Were optimistic, assuming that all children would behave and cooperate

o Perceived all children as potential contributors to class activities

. Did not assume that deviant children were unlikely to alter their behaviour

. Liked and respected all children

. Cared about deviants and told them they did
. Were good-humoured and trusting S
. Enjoyed meeting children outside the ciassroom. ‘

THE ‘DEVIANCE-PROVOCATIVE’ TEACHER?*®

. Assumes that children whom they define as deviant do not wish to work, and will avoid it whenever
possibie

. Believes that it is not reasonable for them to provide conditions under which they (deviant children), .
will work, if these are different from the conditions under which other children work successfully ‘

. Believes that discipline is a contest between teachers and children that the teacher must.win

. Is unable to defuse tense situations .

. Frequently issues ultimatums .

. Believes in the value of confrontations and becoming involved in them .

. Considers children as being anti-authority and anti-schoo| rules

. Neglects deviant children In interactions in the classroom .

. Punishes inconsistently . L,

. Expects children, especially deviant children (or those whom they perceive as deviant) to behave badly ! o

. Makes many negative evaluations on deviant children - to them and to colleagues o,

* Issarcastic

. Believes that children, on the whole, are not to be trusted, and deviant children certainly are not é Y

. Avoids informal contacts with children outside the classroom - .

NB  The Concise Oxfard_ Dictianary (1974) defines the verb ‘to deviate’ as “to turp aside, diverge (from the
. course, ru_le, truth, etc.)”. _ ' : '

.

E P A

TEACHERS WHOM.CHILDREN RESPECT?3

Ch e ol PES P U
s

Arising out of conversation_s with groups of secondary school children.., "~ . o _ i
Yes, it is true — children do Tespect teachers who can control them. However children also respect ag

teachers who: -
* . Donot “bore” them ~ in the children’s eyes, good discipline goes vrith interest and achievement
. Are not “very strict” disciplinarians ' '
. Do not put on acis but are themselves v
* . Can express genuine anger, when this is appropriate
. Do not waste time in insisting on unreal standards of quietness and conformity® .
. Do not shout at them and are not tude to them
. Are conscientious in setting and making homework. ,
. Do not attempt to be as friendly in class as they are in social situations away from the classroom : ik
. Are humorous . ' : : A

. Can admit they are wrong - .
. Are not prepared to see’schoo] Files broken with impunity, but do not make an inordinate amount 4
* of fuss about incidents that do cccur
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. Cont-int}al-ly involve children in the activities and learning experiences in their lessons,,}
. . Show that they are concerned that children attend their lessons
% b . Do not Ztreat us like kids}’
; 5 . Shown their concern by taking the trouble to find out the chlldren s names
? deviant) i . Are fair and treat puprls as individuals .
PRACTICAL MEASURES
. A mentoring facility is developed which provides for the people involved to teach each other’s'class

and to observe each other teaching at regular, timetabled intervals. A ‘main lesson block swap’ once
. a year is one way in which doors can be opened and experiernices diversified. A mentor working with
q a new teacher may propose that the new colleague watch the mentor teaching first and then give
comments, observations and impressions. Ideally, the mentor, as a more experienced teacher, will be
able to discern which comments are helpful and which are coloured by inexperience. In addition, the
mentor-will learn something about the colleague’s observation skills. By opening one’s teaching to
comment and critique, the mentor is likely to be more credible in the eyes of the new colleague. In
order to encourage engagement, the student or new teacher might be directed to observe a specific
problem, for example, the teacher’s way of handling a particular child. If, on the other hand, the
mentor comes across as a pure ‘spectator’, this can lead to an experience of loneliness on the part of
children), ﬁ the teacher observed who may find it harder to accept the comments of the ‘expert who watches’
sfully , e The mandating ofa Mentor Co- ordmator from Classes 6-8to be mam lesson free’ once a week
; enables a whole series of permutations to open up for inter-collegial visits to be made. (See: Appen-
! dix No. 4)
. For larger staffs {numerically) and more experrenced colleagues, regular mutual appraisal in c'roups of
three or four is an alternative to the ‘pairings” implied above
. The regular attendance and expectation of attendance by all colleagues at a Teachers Verse first thing in
' the moming '
3 Fl Class Teacher invites subject teacher to observe main lesson and vice versa
. A foreign language teacher undertakes a short main lesson block —~one or two weeks —inthe language
' on a theme such as geography or man and animal '
Each class teacher visits the next class up and prepares a report of observations for the Teachers Meet-
ing (Class 8 teacher visits Class One}

whenever

ave badly

-not Wheére practicable, class teachers and subject teachers visit parallel teachers in another Waldorf school.
» - aThe weekly Teachers Meetmg becomes a moveable feast located in classrooms around the school
(from the' : Observatrons and comments relating to an exhibition of the on-going work — the books, the layout of ,
: ' the classroom the blackboard the artefacts! — are a regular item on the Meeting. agenda. "

Mam lesson block prevrews and reviews are a regular featiire in Teachers Meetings

 Periodic ‘class meetings’ are held in which all teachers who teach a pamcular class come together to
_share thexr work and experiences s : .
The fosteting of. cross-class contact between younger and older to provrde help in areas such as readmg /

ja d handwork “

“your children”
- The development of sensitive and discreet open channels of communication in which puplls can voice
,i'thetr joys and frustrations in an appropriate format, perhaps at the end of a working week
- Colleaguss attend each other’s parent evening and parent 1nterv1ews as observers and on occasron as

articipants ‘
Weskly assemblies or monthly festivals wrth a prepared and thouahtful programme of presentatlons,]
“Story content and themes |
n: it lesson themiés alive in the schiool at any particular time

1e setting up and provision of regronal one-day workshops and serninars on specrﬁc themes, for

B ple — Reading in classes 1 - 4.

L Th holdmg of annual staff retreats with the aim of undertakmg a nrogramme of study, artistic and

lleagues develop the habit of saying and thinking and’ ‘acting * our class seven” , not “my class”, or

A blackboard is placed in the staff room to inform colleagues 1n brref of the varrety and wealth of ] :




QUALITIES FOR MENTORING k

Itis not possible, or desirable, to reduce the qualities for mentoring into a composite picture or a systematised
profile. This would be a reductionist process, relying heavily on the synthesis of a collection of attributes. If
such a process were to be conducted, it could take no account of the imponderable, intangible elements that
liz at the very heart of human relations and, therefore, the mentoring process. As Alexander puts it, mentoring,
by its very nature, cannot be institutionalised. Mentoring depends, ultimately, “on human relationships and
these have 10 be learned afresh and sustained by individuals. "34 Having recognised that effective mentoring
cannot be ‘listed’ or prescribed, it is nonetheless possible to identify a series of landmarks on the mentoring
landscape, which can provide a catalyst for discussion, reflection:
Broadly speaking, the mentor needs:

. quality of experience and breadth
. to develop observation skills
. to be not so much a help as a guide to self-help " and
. knowledge content and technique the
. to refrain absolutely from trying to create the teacher in his/her own image exci
. to be able to appreciate different approaches, different methods and different temperaments
. to be able to unite appreciation and criticism, open-ness and discretion U aidi
. to listen and be able to make sense of what is heard : plac
. to be effective in communicating perceptions, observations and ide as matt
. to get on with colleague — to have an underlying credibility before ihe other person scho
. to be unintimidating ! Prin
. to be able to reflect constantly on his/her own motives, reasons, strengths and weaknesses ~ to be = ! not 1
reflective practitioner ' therr
. to be able to perceive, distil and focus on the essence of a situation !
. to-be able to be invisible and unremarkable in the classroom ' leadi
. to be fallible, not simply adept at seif-disclosure " theb
. . é[ whet
BUILDING A COMMUNITY OF LEARNERS i ‘ :;;;
I would like to suggest that the most important Job description for each of us is to discover and provide the | beco
conditions under which learning curves 80 off the chart. Whether we are called teachers, principals, profes- 4 say”
Sors, or parents, our primary responsibility is to promote leaming in others aad in ourselves. That’s what it 4 their
. means to be an educator. ' ’ ' ' : : g will
’. What sets human beings apart from all other forms of life is the ability to learn prodigiously from birth 2 were
‘ to death. The business of schools and universities is to unlock, release, and foster this wonderful capability. ®  chang
, For me, the fundamental mandate of school reform js to examine every decision, practice, and policy, and to ‘4 leamn
‘ ask of it the question: “What, if anything, is anyone leaming as a consequence, of this? Who learns what from 3 quoti
the presence of ability groups within the schools? Who learns what from the time-consuming, anitual evaly- earth,
a ation of teachers and principals?” : " it
‘ One definition of an ‘at-risk’ student, which has special meaning for me, is: “Axiy student who leaves 3; sy
173

school before or after graduation. with little possibility of continuing learning.” Schools teach many things
well and other things not so well. One behaviour schools succeed in imparting is dependency training. We
learn to ask, “What am I supposed to do?” superintendents ask it of state departments of education; principals
ask it of superintendents; teachers of principals; and students of teachers. We re.d, we write, we learn when
we are expected to or told to do so. All too often, when we are not told to do $0, we don’t. At high school
f commencement time, it is common for graduating seniors to burn their books and notes. In this sqnsé, most
students are “at-risk’, for they leave school with fittle possibility of continuing le.rning when no one is there

! to make sure that they do. ‘ ‘ : .
i &‘ : We might also invent the concept of an ‘at-risk educator’ — “any teacher or principal who leaves school
‘ at the end of the day or year with little possibility of continuing learning about the import’an_f work they do!”
The perilous place of ‘leamning’ in the life of school practitioners is confirmed by staff developers with whom
e I'speak. Most observe that the voracicus learners are the beginning, first year teachers who care desperately to
. leamn their new craft. The learning curve remains high for three or four years at which time the life of the
teacher becomes highly routine and repetitive. The learning curve flattens. Next September, the same as last

schoc
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ublican Academies

A Philosophy of F reedom

Empathy

§ Speaking, Listening,.U'nd.erstanding ’

Reports from meetingS of the Mentors Circle

Y The Occult Significance of Forgiveness

The Waldorf Teacher’s Survival Guide

ffective Classroom Management -
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Knowledge of the Hig'her Worlds - o mglif;smm;m“dﬂllf_,-Stsing;;Pr,e'ss';:1993) L oo

> :S'ocial and Antisocial Forces in the Humari Béin.g

ey had.no trouble at all in breaking them. “There, my sons,” said he. “You can see that when you are -
vou will be more than a match for your enemies, but if you quarrel and separate, your weakness will
4 at the mercy of those who would attack you.” |

we have a problem here which by its nature can never be solved once and for all, because
rinership, however institution-alised, ultimately depends on human relationships and these
ve to be leared afresh and sustained by individuals. :

‘R. Alexander38
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APPENDICES ' .

(a)

(b)

Points to Consider When Preparing Lessons - Els Gottgens
1

(a)  What real image(s) did I bring today as opposed to judgements or concepts"
(b) ~ What images can I prepare for tomorrow’s lesson?

(a)  What new skill or knowledge did I offer the children today? Or a new way to do some- v

2.
thing they had already started learning? A variation on a theme? Did I find an image to
bring the new thing?
(b)  What new thing(s) shall I bring tomorrow?
3. (a)  DidIuse the night? Did things from yesterday come back in a different way? For instance
did they give back in the will today what went in through the senses yesterday? (Free ©
rendering etc.)
(b)  How shall I let today’s lesson come back tomorrow?
4. (d)  Has every child made at least some effort somewhere? If not, why not?
(b)  How shall I stimulate that child tomorrow?
5. (a)  Where in my lesson did I address myself to one or two temperaments? Have | treated
them homoéopathically?
(b)  Where can I find one small instance to practise two opposite temperaments? !
6 (a) Havel used every opportunity in my teaching to make them move? (Do first, under-
stand later). |
(b)  Where can I transiate the learning matter into movement tomorrow? (
7. (a)  When have I made them laugh? (A lesson where they did not laugh is a lost lesson).
(b)  Where can I make them laugh tomorrow? '
Questions for Lesson Review and Preview
1. Lesson plan — did you achieve your objectives? : : i o
2. What images did you bring? : P
3. Did you teach with self-evident authority?
4, What was practised in the main lesson?
3. What new things were in the lesson?
6. Were the different elements related to the main lesson theme? _
7. Recall - the ‘harvest of sleep’ — did the children have opportunities to - express thelr thoughts
and feelings in actions and/or words? o
8. - Which leads/seeds will you follow/cultivate tomorrow? ‘
9. ‘Were you: able to provide or suggest other tasks for those who had finished? E. g. helpmg others,
reading, i 1mprovmg a picture, doubling the answers to a set of sums etc. :
- 10.  Timing. Are you a ‘master of time’? .
11. Movement and breathing — was there a rhythmical quality to the whole lesson?
12.  Did you provide a variety of moods? — To enliven the pupils’ life forces.
13.  Did you improvise in places?
14,  Did you get stuck? Let activities flow? Do too much" Too little?
15.  Did each ckild work on his or her own at some point”
16.  Did the class work as a cohesive group at tlm..s"
17. Did each child schieve something? o Y
i8.  Did you address the temperaments? How? - ' .
19.  Was there humour? Did they laugh? Did you? _ : :
20.  Were vou able to step back and observe them for periods? ?
21. What observauons were you able to make about which children, including ‘assessment’? Do Tt ®
you record these observations? "
22.

What did § youlearn? E.g. a dictation of 300 words for Class 4 is too long. 1 must not ask the 27“~

)
'
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(c)

' A Mentoring Sth@étﬁre'#a Prdposal  E
(from a Mentoring Seminar, held in Findhoven, 1997) :

members of Class 5 to do life-size models of lions in ‘plaster of Paris’ in the recently carpeted
classroom again, Leaving the presentation of new material to the end and then squashing it into
three minutes is unhygienic and unsatisfactory. Finishing main lesson half an hour early-is bad
practice and means [ must review my lesson plan urgently.

23.  Did I teach content and technique? Content (learning something) can feed and stir the thinking
and the feeling; technique (learning how (o do something) confers independence, calls on the
will and equips a pupil with skills. - : -

24.  Did you share something of yourself with the pupils?

25. Aml learning from my colleagues and asking for help, and giving help as part of my normal
professional development, or only in the manner of ‘crisis~manager_nent’? _

An In-House Mentoring System - a Proposal
(from a Mentoring Seminar, held in Findhoven, 1997)

. There is a clear mentoring ‘policy statement’ from the College of Teachers

. There are 2-3 mentors covering the eight classes of the lower/middle school

. A mentor is not a SPONSOr, nor an assessor

. Mentors are ‘chosen’; they do not choose themselves

. A new teacher is visited by the mentor in the first week. There are weekly visits for the first 3-4

weeks. Weekly, timetabled discussions are held between the two colleagues. After the initial
visits, further visits take place as appropriate

. There is a ‘co-ordinating’ mentor who oversees ‘pairing’ arrangements ‘

. The College appoints the ‘co-ordinating’ mentor. It is a delegated position, not a mandate

. The position of co-ordinating mentor is an appointment for two years mnitially

. The work of the co-ordinator is seen as a ‘functionand the hours are ‘timetabled’. This is not a
task which a colleague assumes as an ‘extra’ and as an addition to the timetable

. The co-ordinator is often a class teacher from the last three years: 6, 7 or 8 -

. The co-ordinator is “free’ from teaching the scheduled main lesson one day every week, perhaps

Wednesday, or Thursday. This creates an opportunity for teachers to visit each other and for vari-
ous permutations of ‘swapping’, observing, mentoring, eValuating and so forth. The co-ordinating
mentor is not available to cover for absent colleagues. The co-ordinator’s class, perhaps Class 7,
has an adjusted timetable on a Wednesday morning. The morning might begin with a ‘rini’ French
or German main lesson, followed perhaps by handwork/woodwork, or black and white drawing.

After break, the class have main lesson, which might be slightly shorter than usual ol :
. Mentoring is a ‘specialisation’ and mentor training is an item which is funded in the annual budget. w S

v F

The 'sch_ool year is ap'proxi'mate,lyi36‘ weeks .. Celni
End of terrn'and end of year events will eliminate some ‘mentoring weeks’.
32 weeks are left in which to do mentoring work. ~ .

The priorities for the time being.are: 1) new class teachers, 2) class teachers.
One day a week is timetabled for mentoring visits.. . '
 This allows, for example, 32 Wednesday main lessons. -
" 12-16 Wednesdays are allotted to the one or two fiew colleagues. ' A o -
16-20 Wednesdays are available for.6. or.7 remaining class. teachers. If each ‘remaining class

for ‘emetgencies’, or other contingencies. | . - , o _ o
. A'mentoring structure might also benefit from other arrangements existing within a school, such
as the presence of ‘one week’ foreign language main lessons, upper school colleagues coming

‘down’ to teach a main lesson in the middle school. o :
+ As the mentoring structure develops other elements can be included: visiting class teachers in
other lessons — painting. ;modelling, form drawing etc., mentoring of subject teachers, class
"_tea&:he'r's visiting their ‘parallels’ in “nearby’ schools and so forth. e ' '

45

teacher (including the co-ordinator) is atlotted two weeks then there are about 5 weeks left pvel_' L




(e)  Pointers for Monitoring a Student-Teacher / New Teacher
) )

Key phrases in working with many of the criteria listed below are: ‘beginining to..." and ‘developing. . .’

. Punctuality _

. Voice — musicality, volume, clarity

. Health ’

. Bearing ~ posture, position in class

. Timing - sense of timing, timing of lesson elements

. Beginning, ending, transitions

. Planning and preparation

. Record-keeping - ability to keep records and to make use of

. Aesthetics ~ classroom environment

. Ability to bring humour

. Ability to tell a story, extemporise creatively, work with images ‘in the moment’
. Ability to listen to the children and to help them listen to each other

. Developing technique of teaching the 2 day / 3 day rhythm

. Developing technique of working creatively with recall

. Clarity and appropriateness of instructions

. The class recognise and work with certain habits and expectations

. Blackboard skills ~ development of

. Growing awareness of curriculum content and relevant application of

. Holding the group, awareness of the whole (authority)

. Holding the individuals, awareness of the parts

. Gives work and sets tasks that begin to take account of different levels of ability
. Developing awareness of individual needs andedifficulsies

. Beginning to recognise and work with the temperaments

. Recognising and working with one’s own temperaments

. The ability to ask colleagues for help

. Ability to recognise mistakes, triumphs, bad days and the way forward

. Starting to assume tasks in the school that go beyond the classroom’s confines
. A growing awareness of schogl policies and practices

. Communicating clearly and openly with parents

(®  Guidelines for Self-Assessment (Student Teacher)

o Structure of Lesso}zs.i Balance of soul forces — feelihg, willing and thinking activi'ty;. balance of

S I §

elements: ‘combustion and crystallisation®, ‘blood and nerve’; relation and connection
lessons. - o ' o

. Content of Lessons: Appropriate for the age? Image-content’? Too much material? Tod littie?

Teacher’s mastery of subjéct material?

ity-range and age-group.

. Work assigned: Use of resources abpropriate? planning, lay-out, follow-up; encouraging initia-

tive; individual and collective tasks, '
Is the class working hard as a whole?
Are the pupils performing at ‘class level*?
Are the children eager to acquire new knowledge?
Does the teacher promote academic standards? N .
What is the quality of the work like?
Does the teacher follow through on homework, corrections etc.?
Are the lessons thoroughly and thoughtfully prepagred?
Is the curriculum researched and explored by the teacher?

. Care of Classroom: tidiness, organisation, seating plan, relevance and quality of displays, ad-

v+ equacy and state of equipment etc.

K Presentation of Lessons: Imagination; Artistry; Enthusiasm; Clarity; Timing; catering for abil- |/

ARG 0 o b

R R S s,

(g)



lance of . §
revious

G_Iitt'-.*e? _
for abil-

g initia-

Teacher's Manner and Appearance: Tone of voice, choice of words, diction, posture and body
language, choice and state of clothirig. ‘

Children’s behawour attentiveness and participation: general mood of the class, individual prob-
lems.

Discipline: Teacher’s awareness of 31tuatnons handling of problems methods of creating disci-
pline, consistency. :

Teacher's Relationship with Pupils: Warm and encouraging? Over-familiar? Distant? Quality of
dialogue; involvement with and response to pupils, handling of class dynamics. Does the teacher
enjoy working with the pupils? |

Relations with members of staff, pupils from other classes and, where appropriate, parents.

Teacher Evaluation ~ Frameworks for Criteria

Model (a)

Classroom management and discipline

Teaching style: voice, self-presence, authority, children’s reception

Teaching methods — form, order, lesson content (healthy rhythims, content for age-groups, artis-
tic handling of material)

Children’s work and behaviour — care for materials, order and form of werkbooks, displays etc.)
Aesthetics and hygiene in class — order, neatness, dress, room temperature, air circulation
Parent inter-action — quality of communication :
Colleague inter-action — co-operation, participation in carrying overall organism of the school
Assessment — ability to make and record relevant observations and meaningful assessments of

pupils

Model (b)

Ego presence

Quality of Speech, gesture

Preparation and planning

Ability to form

Ability to work with image, idea and practical material

‘Abitity to relate to children

Ability to work with colleagues

Ability to work with parents .

Ability to self-perceive, self-reflect

Ability to observe, notlce/assess and make meamngful adjustments

Model (c)

To bear authority
To work with image content

PENE

" To prepare and plan

To select and convey essential materlal
To take initiative _ _ R

. To manage

- To be interested o . A
‘To enthuse and show enthusiasr + :

To administer =~ e S e
To care ' o '
To listen . oo

To reiate '

To express and appreciate humour - V
To observe _
To reflect and transform
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i (h) - Pro-forma: Main Lesson Block Plan -
*
Academic Year.....................cooommoon J
. | o
School Year e Class Teacher ... .
Number of Hours ... Number of Days ...~
i "f . .
)
i .
‘
i
|
' 4
L ]
v ' 3 . o
Learning Outcomes: : :
At the end of this main-]esspn pupils in the ‘normal ability range’ will be able to: .
,1 Assessment and Record-Keeping: I "
B . . . y . . R (4]
‘ How will you monitor the learning and development made by the pupils and the class, sei against the learning ~ :°
outcomes you have set? How will you assess the pupils’ learning? What criteria will you use in determining .
your assessment? : ;




Date —

Objectives of Lesson:

What is to be

recalled?
practised?

learnt?

Cormponents and Timings:

Tasks / Assignments:

Pupils to observe:

~ Review of lesson:

Pointers for the next lesson:

(i)  Pro-forma: Daily Main Lesson Plan

Class —

1

Lesson —
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