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The pages that follow are also intended to stimulate a process
of personal and professional renewal. This goal has guided me
in the selection of the material and my choice of narrative style.
My hope is that this book will point toward the remarkable
healing potential of Waldorf education, both for today’s chil-
dren and for those teachers fortunate enough to journey with
them.

1. Once Ypon A Time

There is a timeless quality about all beginnings, and so it
is with this story. It was a cold, clear winter eyening in early
December, 1981. I found myself walking the field behind my
home in Hillsdale, New York. The impressions of the day—
mainly interactions with my eighth-grade students—reverber-
ated in me as I walked; but what stood out above everything
else was a brief visit I had made to the kindergarten that momn-
ing: I recalled the warm, rustic room (which had once been a
barn), the simple wooden toys and beautiful fabrics, and espe-
cially the eager faces of the children looking up at me as they sat
around the snack table. I saw joy, wonder, and excitement in
those faces. Time stood still as I looked from one to another. I left
the room feeling that the impressions had nourished me in a full
and satisfying way. : :

Now in the snow-covered fields, I recalled images from those
moments in the kindergarten. Who were these childreh? Where
were they coming from, and where were they going? I had
already taught foreign languages as a special-subject teacher
and grades six through eight as a class teacher. Now I was con-
sidering the position of first-grade teacher, and the unforesee-
able responsibilities connected with taking that group of
kindergarten children through the grades. Could I really make
an eight-year commitment? What about the children’s deeper,
hidden connections with one another and with me? Would we
be able to work together?

As I pondered these questions, I remembered that Rudolf
Steiner had spoken of the “imponderables” that can awaken and
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Prefac:

This book tells a personal story. It describes some of the events,
highlights, struggles, changes, frustrations, and zchievements
of the journey with my class at the Great Barrington Rudolf
Steiner School from 1982 to 1990. Although this narrative is
based upon classroom experiences, the children’s names have
been changed to protect their privacy (however, I suspect some
will enjoy decoding the fictitious names I have given them!)

The chapters that follow contain only a small sampling of my
experiences over a period of eight years with the same group of
children. The winnowing process was not easy, yet the passage
of time, both in terms of my teaching and in regard to my own
childhood in Waldorf schools, helped me clarify which aspects
might be shared.

My hope is that, by participating in a personal account such
as this one, readers—whether parent or prospective parent,
teacher, or administrator-—will be encouraged to reexamine
existing practices of teaching, reflect on their personal philoso-
phies of education, and explore alternatives for ecucating chil-
dren. This book is an introduction in every sense of the word.
Those who wish to do further reading are invited to explore
some of the many resources offered by the Anthroposophic
Press. Many works are listed in the footnotes.

This personal narrative cannot possibly represent all the
dimensions of the Waldorf curriculum and the stages of child
development as seen from the Waldorf point of view, or of
Anthroposophy, the spiritual orientation that underlies it. In
several instances, entire subjects have been omitted or are men-
tioned only briefly. The events and experiences that have been

“included are meant to illustrate particular aspects of Waldorf

education, leaving room for the active imagination, and inter-
pretation of the reflective reader.
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guide the inner life of the teacher.! I walked and pondered my
imponderables, knowing that I could not hope for “answers” in

the traditional sense. Yet I was yearning for a picture, some -

image to help carry me into my future teaching—something to
sustain and enliven me through the years ahead.

I happened to lift my gaze from the snow to the clear night
sky above. What splendor! There, right above me, arched a great
expanse of starlit heavens. Through a frame of trees and a soli-
tary cloud sparkled an especially bright cluster of stars. At that
moment I was not 4t all concerned with which constellation 1
was seeing. The remarkable fact was that the stars in that group
were sparkling at me! Where had I seen them before? The chil-
dren! Yes, these stars reminded me of the children who had been
~ smiling at me earlier that day, the children with whom I was
meant to work—this was my constellation. This was my class! I
had found them, and they had found me.

My feelings of joy and enthusiasm settled into reverence and
deep respect as I retraced my steps homeward.? More was at
work than I could understand. My decision to take a new group
of children, this time for a full eight years, had been made with
the help of stargazing. Yet in another sense I felt the decision
was only partially mine. Perhaps that is the difference between
making a “career decision” and responding to a vocation, or
“calling.” '

It was not until some years later that I realized yet another
aspect of this calling: the children who were to become my class
had been born six years earlier (for the most part within a few
months of one another), just at the time I had decided to begin
my Waldorf teacher training. No wonder those stars had spar-
kled so brightly on that December night!

Before welcoming the first-grade children on opening day of
the new school year, I needed to supplement my inner picture of
them by consciously building relationships with their parents.
To do this I made a series of home visits.
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I had the luxury of spacing these out over the summer
months. Consequently, they were relaxed, informal occasions.
Yet they proved invaluable in terms of connecting with the chil-
dren in the context of their own homes.

[ was able to see each child’s room, toys, decorations, and sib-
ling interactions. 1 observed family dynamics, which helped
form a personalized picture of the entering first-grader. Chil-
dren at age six want to express what they experience of the:
world, and they rejoice when their teacher takes an interest in -

' the small things that matter so much to them both in and out of-

LY

school.! )
My first visit was to Doug’s home. He was playing ball with

his older brother when I arrived. When Doug saw me, his vigor-
ous play changed to a shy, respectful greeting. This image
impressed me deeply. In later years, I always felt I had recourse |
to the “gentleman” within the rowdy athlete. Once inside
Doug’s house, I had a warm, hospitable conversation with his
parents. I also visited his room, which at the time was strewn
with playing cards from a mysterious new game that Doug had
invented himself.

Susan lived in a big, white, newly redecorated house. My
strongest memory of this visit was the way in which her mother
described how Susan had loved to sing as a young child. In
addition to all the other information about her early years—the
parents’ separation, her sister, and so on—the emphasis on Sus-
an’s musicality helped me in the years to come. With her big
eyes, her wide-awake consciousness, and her many, many ques-

‘tions, she gave me a special task: to become a “music” teacher in

a larger sense. I wanted to help her find inner harmony and
security. -

Abbie disappeared soon after I arrived at her country home
on a hill. Her mother seemed relieved to be able to have a long,
uninterrupted conversation with me. As we sat at the kitchen
table, we talked about Abbie’s birth, her early years, and her role
as the youngest of three exceptionally bright children. In the
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sation. As I was lea ving, Abbie reemerged. She had brought me
a present. While her mother had been so conveniently engaged,
Abbie had pulled up every carrot in the garden as a present for
her teacher. We were overwhelmed.

The “carrot connection” theory of child development was
reinforced during my visit to Mary’s. She was chronologically
young for the entering class. Although she would not be six
until October, she had lost several teeth—for most Waldorf
teachers a better indication of maturity than calendar months
and days.? Should she remain in kindergarten another year, or
enter first grade? Her doctor had noticed an especially rich
imaginative life and felt she was ready to be challenged by first-
grade work. The clincher for me, however, was when I heard
that Mary had wandered into the neighbors’ yard and —you
guessed it! She too had pulled up some prized carrots. I began
to think that Piaget may have missed something. Mary, Abbie,
and Peter Rabbit did not.

The above are four glim pses into the twenty-three home visits
I'made that summer. These visits set a precedent for teamwork.
The parents had much to tell me. The education of their children
was a joint undertaking, one that in this day and age cannot be
fully successful without the cooperation of all the adults con-
cerned. In the early years, the children were often “charmed” by
the curriculum and the activities of the classroom, but as this
effect lessened in the middle-school years, the foundation pre-
pared through parent-teacher teamwork proved to be essential.
In the end, the quality of the relationship is what holds people
together. Education is about relationships, yet so often. the
dynamic is skewed too far in favor of institutions, or just the
relationship between teachers and children. | encourage teach-
ers and parents to give themselves permission to work together.
Lalso found it to be more fun that way.
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The first day of school was anticipated by many—and per-
haps dreaded by a few. It was the journey’s beginning.

1 later learned (from her mother) that Margaret had ieft home
that morning with the serious intent of going to schf:’:l to learn
how to read. This determination and clarity were typiczI of Mar-
garet throughout the years that followed. However, as she came

into the kitchen after her first day at school she de:lared: “I
haven’tlearned how to read yet!” If we had not taught Margaret
how to read, what had we done that day? .

The classroom had been thoroughly prepafed for the first-
graders’ arrival. Their wooden desks had been sandec and pol-
ished; name cards, painted with watercolors, adorned the front
of each desk. A coat hook similarly identified awated each
child as well. Hardy geraniums (a staple in many classrooms)
had been placed on the window shelves. Crystals, sand dollars,
and other natural treasures were temptingly displayec in small
clusters in special corners. The room was bright and festive,
with freshly painted red walls, a new rug, and a bl:ckboard
drawing of sun, moon, and twinkling stars. There were even
twenty-three drinking mugs awaiting twenty-three petentially
thirsty children.

The flutter in my stomach was probably shared by most of my
students that first morning. How would it go? Would the chil-
dren be engaged and happy? How in the world could Thope to
weave twenty-three separate individuals into a group called a
“class”? '

As they arrived with their parents, I stood at the door, greeted
each one with a handshake and words of welcome, and led
them, one by one, to their special places in the room. Without
conscious intent, the welcoming took on a sort of cecemonial
quality. Bidding the parents good-bye went well; I remembe-r
only one case of tears. Soon all the children were seated at their
desks, wondering, “What’s next?”

In passing, I gave Anthony a compliment: “I see you already
know how to sit tall in your chair.” (He was sitting ramrod

“
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straight, chair pulled up tight, hands folded in front of him on
his desk.) No sooner had the words left my mouth than twenty-
two other little chairs were swiftly pulled up, and twenty-three
sets of hands agpeared on the desks. Such is the potential of pos-'
itive feedback, .ﬁot to mention the six-year-old’s desire to please ;
and capacity for imitation. }

Because a young child becomes one with the surrounding
environment, it is especially important that our classrooms be
beautiful; the teacher’s speech and gestures should also be wor-
thy of imitation* The marvelous fact that young children copy
everything in their surroundings can become a tremendous
teaching tool if used responsibly. '

After exploring our new classroom that first day, we all went
to the auditorium for an opening assembly. Following our sing-
ing together as a school, each teacher rose to welcome his or her
class. Since the Waldorf class teacher usually stays with a group
for eight consecutive years, the teachers would welcome their
old students back and hint at the new adventures in learning
that lay ahead in the coming year. Children in the upper levels
could look back, through the words of each teacher, on the jour-
ney they had already traveled. Opening day ina Waldorf school
thus offers a moment to look ahead with anticipation and curi-
osity, and one to look back through the memories of past years.
Past and future converge in the present, and the big picture is
fleetingly visible.

My words of greeting to the first grade were brief, since I
knew that the enormity of their new situation—with all those
“big kids” seated behind them—would sweep over almost any-
thing I said. So I described my walk in the fields that winter
night and ended by saying, simply, “I want to be your teacher.”,
They looked up at me as I finished, and I knew that many were
thinking “Yes,” in response. ‘ ‘

Back in the classroom we had a brief lesson; we practiced
~ drawing a straight line and a curved line. This launched what
became a series of form drawings in those first few days—

JrTTere,

e g
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drawings that used lines to form and shape space. On the first
day we simply practiced drawing a straight line and a curved
line, by walking them on the floor, drawing them with a wet
sponge on the board, and forming them with an imaginary
crayon in the air. Finally, after much practice, we drew them on

pieces of paper?’
| C

It was interesting to observe how the children made those first
lines—the building blocks of all writing./Some did it as I had
indicated, from the top down; others started at the bottom and
worked to the top. The gesture of writing has to do with ﬁnd'mg’.
a place on this earth and in the physical body that is given us in
this life. Those who wrote their lines from the bottom up later /
showed other signs of a rather tentative “settling in,” whereas
the majority who wrote from the top down were strongly
present, as signified also in their more decisive walking. I savs?
all these little things as indications of the beckoning mystery

‘that each child presented. Every clue was helpful in gaining a

sense for the child. The main thing, however, was the search for
knowledge itself, the teacher’s yearning to know and under-
stand his students at a deeper level.

We had an early snack and then recess that first day—we all
needed it. The informal conversation over our first meal
together helped break the ice of newness and strangeness, and
the recess games united us as a group. We played together
often. I really believe that recess is as important as any class
work. In first grade we played variations on hide-and-seek—
like Fox and Squirrel—in the woods, jump rope, and hopscotch;
in the later grades, Kick the Can, Steal the Bacon, Capture the
Flag, kickbali, basketball, volleyball, and running games not
only developed large motor skills but helped to build camara-
derie as well. In the first grade, it was the imaginative games, .
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such as Fox and Squirrel, that the children most enjoyed. My
class was a group that liked to run, and there were some very
fast runners indeed. The cooperation and interaction needed in
some of those recess games did marvelous things for our group
dynamics. Even in free play, I felt that in terms of deeper, latent
issues, much was being worked out on the playing field that I
could not possibly have resolved in the classroom.® As a begin-
ning teacher I had only fragments of insight to work with, so
the best I could do at times was simply to create a space for the
children to learn and grow, respecting their sense for what was
needed socially. However, for the sake of safety, as well as for
my own exercise, I always maintained a presence on the play-
ground. Just one turn at being the fox was enough to get my
blood flowing vigorously for the day! Recess was always an
active time for all of us.

School was out at noon that first day, and families arrived ]

with younger siblings for a school potluck. It was helpful to
chat with parents, give and get feedback, and look toward
future expectations. Once reunited with their parents, many of
my students reverted to more informal, less disciplined behav-
ior, and the potluck picnics each year were sometimes stressful
for me. My consciousness was divided between the conversa-
tions I was having with parents and the various escapades of
the children as they disappeared into the nearby woods. It took
a few years for me to settle the “who’s in charge” question and
come to an inner orientation for the in-between times. Simply
put, T had to be the authority figure.” The parents did not seem
to mind.

Ican’t remember ever being as tired as I was after that first day
of teaching first grade, nor sleeping better than I did that night.
Indeed, my bedtime grew progressively earlier with each day
that passed. My vital forces were so engaged in working with the
children—as they acquired new capacities for learning and con-
tinued the building process of their own physical bodies—that I
needed extra replenishment through sleep each night?

;‘
i
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Before describing some of the aspects of our first-grade year,
[ want to outline the morning main-lesson routine so as to frame
the content of later lessons. .
In the morning when the children arriyed, I greeted each one
with a handshake and took a moment to share personal news
and conversation. This helped me become aware of individual
concerns and issues before I worked with the group asa “‘rhole.
Then I would sing a few notes of the theme “time to begin” as
they settled into their seats, ready for the roll ?all.' If theZ
needed a few extra moments, [ often played a “settling-in tune
on a pentatonic recorder, then sang the name of gach child, and
he or she would answer back. At first I used just one not.e, but
soon experimented with pentatonic intervals. The chxlc.lren
became adept at echoing the notes and in this way practiced
their listening skills. Rudolf Steiner indicated that the mood of
the fifth, the pentatonic scale, is especially appropriate for
young children, as it belongs to a time in human history .when
humanity experienced the world much as our young children
do today.’
After attendance, we would form a circle and greet the day
with a morning verse:

The sun, with loving light,
Brings brightness to my day.
The soul, with spirit power,
Gives strength unto my limbs.
In sunlight shining clear
Ireverence, O God,

The strength of humankind
Which thou so graciously

Hast planted in my soul,

That I may love to work

And learn with all my might.
From Thee come strength and light:
To Thee rise love and thanks.?
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This verse helped us begin each morning for four consecutive
years. The words grew on us as time passed. The children first
experienced the lines as pictures, only gradually awakening to
the deeper meaning in them, as it unfolded in the context of the
curriculum and their own personal development.

We then launched into a series of opening exercises intended
to engage the whole child, especially the will. This meant that
we learned by moving and experiencing before we conceptual-
ized. We did circle songs: “The Farmer in the Dell,” “Qats, Peas,
Beans, and Barley Grow,” and others. We did rhythmic clap-
ping that involved partners left and right, we took a visit to “the
curly house of snail” as we contracted and expanded the circle,
and we did concentration exercises. Much of the movement

work also prepared the way for arithmetic, since the rhythmic
counting was easily transformed into multiplication tables: 1 2
34 56 7 8. Using full gestures and moving gradually toward
the center from the periphery of the circle and then back out
again, we often spoke the poem “The Key of the Kingdom”:

This is the Key of the Kingdom:
In that Kingdom is a city;
In that city is a town;
In that town there is a street;
In that street there winds a lane;
In that lane there is a yard;
In that yard there is a house;
In that house there waits a room;
In that room an empty bed;
And on that bed a basket—
A Basket of Sweet Flowers;

Of Flowers, of Flowers;

A Basket of Sweet Flowers.

Flowers in a basket
Basket on the bed;
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Bed in the chamber;

Chamber in the house;

House in the weedy yard;

Yard in the winding lane;

Lane in the broad street;

Street in the high town;

Town in the city;

City in the Kingdom—

This is the Key of the Kingdom.

Of the Kingdom this is the Key."

The forward and backward progression in this poem (beé'inn.in.g
and ending at the same place), and other poems suchas ?l’hlS is
the House that Jack Built,” had a healing effect on the cluldfen.
I found it gave them a sense of security, a feeling of betlongmg,
and a sense that everything has its rightful place in this world, -
‘our kingdom. After moving in and out with these and ot}.1er
activities, the children usually had ruddy cheeks and sparkling
eyes. Their capacities were stirred and awakened, and we were
now ready for the further work of the main lesson. .

In first grade, the academic tasks of writing, reading, 'amd
arithmetic were embedded in the rich world of fairy tales. Since
children of this age still live very much in a form of ”pichfre
consciousness,” they learn best when rich, imaginative stqnes
help lead the way toward academic learning.”> Thus olur fu's.t-
grade letters were born out of stories: S came from “The Six
Swans,” F from “The Fisherman and His Wife,” and G from
“The Golden Goose.” I chose my stories not only for their
potential to give birth to a letter but also because of the in.tr'msic
message or flavor of the tale. I tried to sense which stories my
" group needed to hear and to bring diversity in terms of content, /
culture, and style. | '

For example, although there are many stories about kings,
any of which could have helped us learn the letter K, I chgs.e the
Grimm’s tale “The Water of Life” because of the relational
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aspects of the three brothers and the quest for higher knowledge
and renewal.’?

Inbrief, “The Water of Life” portrays a king who is ill and can-

not be healed, despite the atfempts of all his doctors. The king
hears of a substance called “the water of life.” It alone can heal,
but itis hard to find. His three sons volunteer to seek this source
of renewal. The first two set off in succession. Both are unkind
to a dwarf and are consequently trapped in a ravine, an image
for the cycle of cruelty and unkindness that abounds today. The
youngest son sets out shortly thereafter. Unlike his two brothers
before him, he speaks kindly to the dwarf and consequently
receives good advice, which leads to the palace in a far-off land
where the water of life springs from a special fountain. Along
the way, he has to use an iron wand to open the doors of the cas-
tle, feed two loaves to the hungry lions, and fetch the water of
life before the clock strikes twelve. The youngest son succeeds
and meets a beautiful princess, who waits for his return in a
year’s time. -

But on the journey home to his father, he takes pity on his
older brothers and has them freed, only to suffer their treachery
when they secretly exchange his water of life for sea water. The
old king becomes even more ill from the sea water, and the two
older brothers present him with their flask, which promptly
heals him. The youngest son is banished. After the year has
passed, the princess has a bright, golden road made to the gate
of her palace, instructing her servants to deny entrance to any-
one who does not ride up the center of the road. The eldest son,
€ager to cash in on the situation, sets out early, but when he
reaches the golden road, he turns away to ride up beside it
because he does not wish to break or damage the gold. He is
denied entrance. The same thing happens with the second son.
But the youngest one is so preoccupied with his love for the prin-
cess (a representative of the higher self) that he rides right up the
center of the road without noticing anything else. The old king is
invited to the wedding, and everyone lives happily ever after.

LS TTIAMIN S L e
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i d on a Monday, after which we drew pic-
Thlsfi;?zl::ntgo 1in his castle. The next day, in our circle tu'ne.z,
e ght of words that started with a K sound. Back at t}Texr
e thor}?e children drew another picture, this time of thef king
deSkS{‘ had drunk the water of life and become whole again. He
ood s right and looked much like a K. On Wednesday, we
StOOd' :E v%riting K’s and hunted for more words that started
wl;;:lc\hlz. We also learned letter verses composed for V and K:*

This verse is about a valley

With a view of velvet vapors .
Where vain and vengeful brothers -
Vanished in a rocky vault.

The kind old king
With his key and his ring

"E . Kindled love in his kinsmen

And kept wisdom in his kingdom.

We took this story one step further. Because of thefi lcllucelzs:
nature of the story, I found a special woodele vessel and fille 1
with water. I then constructed an imaginative obstacle course:
a few chairs became a mountain range, a plank became a n}e\iixi-
v row ravine, a few desks helped us make a tunnel. Then the ch :
- dren were invited, one by one, over several d‘ays, tc.> take (; aI
oo journey with the water of life held carefully in their han ;.d

T made sure to pour in slightly less water for some; others nee en
T the challenge of a full cup. I wish my readers cc.)uld hthIetsee X
the expressions on their faces as they took that journey. It wa
with the utmost reverence and care that they travele.d over
mountain and dale, always holding the cup caref'ully in thexi
hands. What joy when the journey was completed! They neve

?, tired of seeing their classmates strive for and.f%nal.ly reach th}e‘
b . goal, bearing the water that represented purification th'roug
& : life-learning.

B G gy 2
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Pedagogically, this exercise served as a metaphor for the jour-
ney they were embarking on, which would take us eight years
to complete. There would be challenges and obstacles along the
way, but the common effort and good will of each individual
would carry his or her striving forward. Done as an early morn-
ing exercise, this journey with the water of life helped center the
children and prepare them to focus on their lessons. Watching
each one carefully hold the water, I often had the feeling that at
the same time they were holding something in their hearts that
was most precious, most pure, to them. It seems that we each, in
our own way, need to carry the water of life.

During the winter months of first grade we worked on a
play based on “Snow White and the Seven Dwarfs.” We gradu-
ally built it up out of the original story, first through the children
retelling the story, then by writing key sentences in their main-
lesson books, and by reciting (in groups) the rhyming verses.
For many weeks, neighboring classes could hear us stamping

around the room, as we became dwarfs with heavy sacks upon
our backs:

Little dwarfs so short and strong
Heavy-footed march along;
Every head is straight and proud,
Every step is firm and loud.

Pick and hammer each must hold
Deep in earth to mine the gold;
Ready over each one’s back
Hangs a little empty sack.

When their hard day’s work is done
Home again they march as one.
Full sacks make a heavy load -
As they tramp along the road.!s
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From the gvroup recitation and marching, I gradually drew out

few individuals to play the parts of Queen, Peddler Woman,

; 'ice Huntsman, and Snow White. Many had the chance to
rince,

plead with the huntsman:

I am still a child, ‘
And long on earth I would have whiled;
O huntsman, pray, hear what I say,

Let me fly far, far away,

And never homeward will I turn,

My fate the queen will never learn.l¢ .

Once again, these lines really spoke to the children at thel'x.'
particular stage of development. The yOungster‘s were exp(:hrxe
encing what it means to set forth from hom.e and ]oumeyfon e
earth with new friends. They loved playu'lg the dwar%, wh
befriended Snow White, as well as the wicked qtfeen md er
many disguises. [ will always remember my t.wo ﬁrst—gra ercs1
Maria and Mary trying to outdo one another m stampmgkanf
anger as the evil queen, while the mirror cont.mually spoke o
Snow White as the fairest of them all. Abbie and Anthony
enjoyed using beguiling, swcet words as the pedd.ler wo.marzi
and seven children, costumed in burlap capes and little pointe
red hats, marched in unison as our seven dwarfs: Zachary, Mare,
Joseph, Jonathan, Stephen, Jules, and Eben. Because the sevt;n
were of varying heights, they were neatly arranfc;ed from the
tallest to the smallest! Lucy was simply beautiful as Snov:l
White. In the performance for the parents, we began and ende

the play with singing.

In the early grades, a birthday wasa special occasion. In adci;
tion to a special snack that the child’s parents brought u;, eath
birthday child received a crown and royal cape to wear for the
day, and a special verse to learn and live with for the new yeaz‘i
The lines were chosen with care, using images that represente
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qual'ities inherent in the birthday-child’s being, while also

gesting possibilities for future giowth. In LtD}lxe few sa 5‘;8'
belo'w, the reader is encouraged to imagine the childrer:n phe .
received these poems and who are mentioned again in lw \
chapters. For example, a student’s role in a play 15 later y::sr

ma i
y make more sense when seen in the context of the

verses: ” early

DOUG:

Courage to do what is right,

Courage to speak what is true,

With this as my goal I can do no wrong
For my heart will always be strong.

MARC:

Once I saw a tall, tall tree,
A mightier tree I never did see.
The roots held firmly the ground below
While the branches to the heavens
did grow.

With my feet firmly rooted below me
And my trunk as straight as can be

Wisdom of the stars will my heart soon know
And like the oak, will ever grow.

MICHAEL:

S?virling and twirling and dancing with mirth
Little snowflakes fall gently to earth
This way did I come on th \ bi

\ e day of my birth.
And if I listen, oh so well, ¢

I might just hear the snowdrop bell.
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LUCY:

In heaven shines a golden star,

An angel led me from afar.

From heaven high unto the earth

And brought me to my house of birth.

Welcome, welcome lovely day

With sunshine bright and flowers gay,
With painted birds that sing their song
And, me, kind and good and strong,.

At the end of first grade, each child received a handwritten
copy of his or her birthday verse with illustrations shaded in
color. Some of the children later told me that these illustrated
versions had remained on their bedroom walls for years.

Despite my frustrations at never having enough time to do
all that I planned, and despite my constant feeling that I needed
more expertise as a poet, illustrator, storyteller, and dramatist,
I was continually rewarded by a group of children who seemed
to soak up everything I could give. Much of what we did to-
gether in first grade seemed to sink into deep pools of potential
understanding, which was reflected in comments and observa-
tions in later years. The children seemed to be able to round out
the imperfections of what I brought as they listened. The
images became whole and true for them, thanks to their won-
derful senses of imagination. Thus, even when I knew for sure
that some element of my main lesson was.not as it should be, I
had at least tried to give them living material that could be
taken up by their imaginative capacities.”

This work also nourished me. I found myself learning won-
derful stories, playing new tunes on my recorder, expanding

* my repertoire of poems, and finding new ways to teach math

through the use of jewels, nuts, and pebbles. My imagination
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was constantly be1:ng stretched; I felt active and alive, and that

en;zrgy translated into a high level of student involvement

el wgs r;ot.perrmtted to rest on past accomplishments nor érow
e by doing the same grade over and over again. After just

’ ) 5 g

2. The };;gﬁ =oad
and the Low Road

g ne of the greatest misconceptions I have ever enter-
tained was that atter the tirst grade I could simply “move to sec-
ond grade” by teaching the next lesson the following September.
Of course I knew there would be a new curriculum, but now I
had an entire year of experience behind me and would be teach-
ing the same group of children. I thought I would be teaching’
the same group of children. Wrong! ;]

The names were the same, but practically everything else was
not. After the first day of second grade I found myself scratching
my head and asking: Where are the real Doug, Marc, Kirsten,
Michael, Eben, Susan, Jacob? Did they forget to show up? After
the second day my inner questioning was more intense: what
had happened to the open-hearted, naive, reverent, respectful
children I had enjoyed last year? Was this some kind of cruel
joke? After the third day, my only feeling was: Help! Fortunately
for me, the first week of school only lasted three days.

Over the weekend I slowly processed the experience. The
children had changed, and my acceptance of that was necessary-
How had they changed? They were more lively, that was cer-f
tain. They were in movement——constantly;_ Also, they seemed to -
live in extremes! One moment they were joyfully engaged in an
activity, and the next some social disruption would tumn every-
thing upside down. Most frustrating, the cause of this major
event in the classroom would prove, after I had sorted the
debris, to be an outrageously small infraction, such as a “bor-
rowed” crayon. Worst of all, each child seemed to have opinions -
about everything. If they could at least have developed one

-
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“class opinion,” | naively thought, then life would be simpler, |
could deal with “their” opinion. But no, there were twenty-three

mugs, neatly lined up on the shelf, should have their handles
facing in or out! Finally, my shy, reverent first-graders seemed to
have been transformed over the summer into jaded students,

seemed that my chances of Success would be greater if i
Could I become a new teacher?

we galloped as horses, we wove in and out as we sang “Round
and Round the Vill, ge” and other country tunes. Basic skills such

clapping and movement during the circle, continuing and inten-
sifying our work from first grade. With each child wearing a let-
ter, we called for new and exciting words that woul

&3y, who jumped on every third number, thus helping us learn
the three table in multiplication.!

These activities engaged the wills of the children, who
worked with all thejr youthful energy, putting themselves into
the movements with their limbs and all thej

brain alone, and in the process, a deeper connection with the
study material was fostered, along with a long-term memory.2
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ing” ildren with short-term mem-
o R B o t'he cgll\c/lc:fed to our circle actually
» work, I fpund that the time de : clcle actualy
v ’ to learn in a far more economlca-l way tha b
enabled tfs- ircle time made us more efficient. T'?\e children
skip.Ped . Ce because they were active in the learning process.
retamec{mt?r)rfbered their numbers because the tables had now
:he)’ 1’: art of their whole being.? ' o
he rning activities also gave me an ideal opportt'zm y .lo,
Th'e m:hild observation. In second grade I was parhcular.y
D et d in seeing how each child walked. Michael would trip
if“erle s;ero:lnd the circle, hardly seeming to put his fe.et down. on
o yth When not lost in thought, Mary walked with a s;?rlx':ig
‘the o t'e while Maria and Jacob walked in a de'termme f,
}I:Iee};: I;:lzwl:r)\l-first manner. Kirsten and Marc walke;l\ thl;la:) Zl;t; ;
qait as i i ig, dragging them
. hough moving hem were n ncomvenience or sl s e
E th(’)ll'lg' I:n theg playground, Doug walked as if he were asleep,
laa?xlrrlx;?;g into people and things and expressintg absolute ua:tteo:;-
o e was rudely awakened by these enco .
o f::ly,e:tb;}el,e ;\\/I:rgaret, Anthony, and others walked with won-
deggieg::ifga;:v? fclznh?lrcllywalks can help the teacher ser\s:i hoz
the child is relating to the earth. Indeed‘, one .task (:lf1 edu;:ldor;v :
to help children find their proger .recliaiu'c;nj:llify tc; : eeg :;v > g.rad- _
re working to enable the child’s in Vi A o, ]
3 :ally take l%old of the physical organism and com;e m;c:’i:y E;a;
. anced relationship with the earth, wx'th the force oChngith .the
child who trips along, not connecting very “mu  ith the
- ground beneath his feet, may—and the word “may s c}:ﬂ g
tant because these are only indications—may ha\}rleth vl
3 taking hold of other tasks as well. In fact, all @oug one g:-) des
in sy ot s chot o e
 things, and every task deman ffort My
:}v‘:%o motivaterzﬁm, awaken his interest in tlungs, ang il;s i l.:ln;
% examples to copy. Those who walked with their hee
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definite way seemed to be strongly present in their physical
bodies, and my goal was to draw forth the treasures that these
children had brought with them. I made an extra effort to get
them to share their insights with the class. Kirsten and Marc,
whose feet seemed to be especially heavy, needed to bring more
consciousness and awareness into their extremities—they
needed to practice “knowing where their feet were.” So we did
exercises such as jumping and stepping over rods on the floor as

we spoke the thyme “Jack be nimble, Jack be quick, Jack jump

- over the candlestick.” I tried never to isolate a child in such an
exercise. In fact, we all did “Jack be Nimble,” but I made certain
that some children did it more often, and that I was particularly
attentive to their efforts.5 _

In morning circle, we worked on things that went beyond tra-
ditional classroom “learning” yet in many ways seemed more

important in the big picture. For how a child finds a connection .
to the earth is related to his or her finding a connection to the

Pphysical body and to the “self” who inhabits it and who is trans-
forming that particular body to suit its own needs. In the early
grades when the children were living so strongly in their life
forces,5 I knew I had a real chance to help them work at balanc-
ing and harmonizing themselves in preparation for their lives
on the earth.”

One further aspect of child observation is worth mentioning
at this point, before moving on to the second-grade curriculum:
a tooth inventory. Several times in the early grades I took stock
of how many teeth each child had lost, bearing in mind that

tooth loss was yet another sign of the coming-to-earth, or incar- .

nation, process and particularly of readiness for learning. Upon
entering the classroom in the morning, each child would indi-
vidually greet me with a handshake. We would exchange a few
words, and these precious:moments became a regular one-on-
one “safe” time when personal items could be shared. In first
and second grades, the big news first thing in the morning was
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often a wiggly or lost tooth. Without sitting them all dow{x asa

up to take my “inventory,” I was able to do the survey infor-
xgnr:uy over several days. (Similarly, I fc?und that some of the
most significant things that happened in my classroom often
occurred in a seemingly informal setting. An outside observer
might have thought, “Oh, what a friendly exchange.” But the
teacher has a responsibility beyond “being friendly” to pursue
an active study of the children and to try and meet each moment

T of the day in full consciousness.)

So, the Tooth Inventory, February 1983, indicated the follow-

ing tooth loss in my class: Susan (4), Liza (6), Mary'(6), Kirsten

@) Joseph (3), Jonathan (2), Zachary (5), Samue (7),Jacob 5)

i Marc (9), Lucy (2), Maria (8), Anthony (0), Jules (0), Ned (1),

Edward (4), Michael (4), Doug (3 wigglies), Annabelle (4), Mar-

- garet (2), Abbie (6), Olivia (3 wigglies), Eben (1 wiggly).  then

. - compared these figures with other information at my disposal
.and found that the extent of tooth loss did not always corre-
. spond to birthdates. That is, the youngest children did not
». always have the fewest teeth missing (Mary, Abbie), but the old-
.+ est often did have the most missing (Kirsten, Maria, Zachary).
e Among the youngest, tooth loss proved to be a more helpful
' indicator of learning maturity over the years than anything else
* . Tcould find. Anthony, Eben, Doug, Lucy, and Margaret held on
to what I call their “picture consciousness” longer than the oth-
- ers. Because they were enrolled in a Waldorf school, they were
allowed to do this without being labeled as inferior. In fact, in
ght of some of their achievements in the upper grades and
thereafter, I am very glad that they were allowed to grow at their
own pace.
;"Rather than penalize a slow learner, I tried to find the pic- .
= tures and images that would build confidence in the potential
.of slow growth. Lucy’s second-grade birthday story is an
“example of this and also nicely illustrates the kind of nature
ries that would be sought for in a Waldorf second grade:
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THE BLOSSOMS OF THE HEATHER

WEen the earth was sti]] Very young, the trees and plants
came ‘o live on it. They were happy and contented. The lily
was glad because her flowers were white, the rose was
glad tecause her flowers were red. The violet wag happy
because, however shyly she might hide herself away, some-
one would come to look for her and praise her fragrance.
The dzisy was happiest of all because every child in the
world loved her.

The trees and plants chose homes for themselves. The
oak said, “I shall live in the broad fields and by the roads,
and travelers may sit in my shadow.” “I shall be glad to live
on the waters of the pond,” said the lily. “And 1 shall be
happy in the sunny fields,” said the daisy. “My fragrance
will rise from beside some Inossy stone,” said the violet.
Each plant chose its home.

There was one little plant, however, that did not have the
sweet fragrance of the violet, and the children did not love
her as they did the daisy. No blossoms had been given to
her, and she was too shy to ask for any. “I wish there were
someore who would be glad to see me,” she said.

One day, she heard the mountain say, “Dear plants, will
You not come to my rocks and cover them with your

summer they are scorched by the sunshine. Wil you not
come ard cover them?”

“I cannot leave the pond,” cried the water lily.

“I cannot leave the moss,” said the violet.

“I cannot leave the green fields,” said the daisy.

The little heather was trembling with eagerness. “If the
great, beautiful mountain would only let me come,” she
thought, and at last she whispered very softly and shyly,
“Dear mountain, wil] you let me come? | have not any blos-
soms like the others, but I wil] try to keep the wind and sun
away from you.”
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“Let you?!” cried the mountain. “I shall be very happy if
i ome.”

- yo;hv:l:eznﬂ]\);: soon covered the rocky mountainside with
her bright green, and the mountain c.alled proudl?l t’? the
other plants, “See how beautiful my little heather is.” The
others replied, “Yes, she is bright and green, but she has no
blo;’j;"t’;‘i very next day, the little heather was bright with
2 many blossoms, and blossoms she has had from that dav to

this.?
. In attempting to let the pictorial elements in the s.tory speak
for themselves, I did not use any words of introduction or cor?-
clusion. The class knew it was Lucy’s birthday when I quietly lit
the birthday candle and placed it on her desk l?efore the story.
Although everyone could benefit from the envu:onmental and
social meaning of the story, I tried to hold a particularly strong
. inner picture of the birthday girl as I told it. Beset by pa.rent.al
concerns over whether she would ever learn to read, lacking in
confidence about her own abilities, Lucy could have this mo-
ment just for herself, '

In addition to continued work with basic skills in reading,
writing, and arith'men'c, the second-grade Waldorf curnculum
, emphasizes fables and legends.® Because children at this age can
so easily live in extremes, the fables and legends connect the
“child’s feeling and experience to two different aspects of huma.n
Rature: the fables expose, and even accentuate, our human foi-

les, while the legends speak to the striving human beir}g of
Aindividuals and saints who have accomplished extraordinary
fﬁhysical and spiritual tasks. The images are rich, and the juxta-
Position of the humorous, mischievous animal exploits and the
fs'upra-human achievements described in the legends engages

: i:sithe feelings of those listening and participating,
M"?ﬁ;hl second grade, participation meant more than listening.'Tl.\e
ay after the fable or legend was presented, I led the class in




36 SCHOOL AS A JOURNEY

recalling the story by asking simple questions designed to elicjt
responses from the children. After the story had thus been
retold, we often entered into a discussion about the crafty fox,
the yapping lapdog, or the angry father of the blind Odelja, The
children had many thoughts and feelings to share, and I often
felt that the real artistry in teaching was in the way one worked

with these student contributions. Sometimes the recalling ses- ik
sion needed prodding; at other times many children were sim- Bl
ply bursting to tell the story in their own words. In any case, it /¥

was then only a small additional step for me to write some of
their sentences on the blackboard and introduce elementary
composition writing. The children enjoyed writing sentences on
their own paper, drawing illustrations with beeswax crayons,
and then adding the new page to their growing main-lesson
books, which served as a record of what we were learning in sec-
ond grade.

I selected particular fables and legends according to my

personal connection to the content, to what I felt the class

needed, and to the particular issues faced by individual chil- _'ﬂ'f,’
dren. The latter were also addressed through continued use of

the “birthday story.” Let me give two examples.

Maria was an active, confident, and talented second-grader.
Despite the passage of several years, I can still see her vividly in
my mind’s eye with her dark, sparkling eyes, black hair, ruddy
complexion, supple movements, and her attentiveness and

eagemess to learn. She experienced each lesson deeply and

shared her impressions in colorful, bold crayon drawings. She
worked and played hard all day and enjoyed ten to twelve
hours of sleep each night. Maria could sing, play her recorder,
and do all our rhythmic activities—and she enjoyed every
minute. On the playground at recess, she often challenged oth-
ers in foot races; this was her favorite sport. She would race
Doug, then Jacob, then Zachary; even older children would be
drawn into the fun. Her favorite refrain was, “Someday, I will

even beat Mr. Finser!” Even when I successfully withstood yet

another challenge,
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Maria was always a good sport. Her flushed
.ould show only momentary disappointment, afxc.l then
_m.:e i ile and a flash she would be off to another activity.
ﬂg]e:ainsi of the special intimacy made possible in a group
ﬂmt stays together over so many years, the children under-
tood Maria and really enjoyed her birthday story as much as

he did:

A hare was continually poking fun at a tor.toise because
of the slowness of his pace. The tortoise tnec.i not to be
annoyed by the jeers of the hare, but one .day in the pres-
ence of the other animals he was goaded into challenging

the hare to a footrace.
“Why, this is a joke,” said the hare. “You know that I can

run circles around you.” oy
“Enough of your boasting,” said the tortoise. “Let’s get

on with the race.”

So the course was set by the animals, and the fox was
chosen as judge. He gave a sharp bark and the race was on.
Almost before you could say “scat,” the hare was out. of
sight. The tortoise plodded along at his usual unhurried
pace. , ‘
After a time the hare stopped to wait for the tortoise to
come along. He waited for a long, long time unt.il he ?egan
to get sleepy. “I'll just take a quick nap here in this 5oft
grass, and then in the cool of the day I'll finish the race.” So
he lay down and closed his eyes. .

Meanwhile, the tortoise plodded on. He passed the
sleeping hare and was approaching the finish line when the
hare awoke with a start. It was too late to save the race.
Much ashamed, he crept away while all the animals at the
ﬁrﬁsh line acclaimed the winner.®

In ﬁlany ways, Maria was an exceptionally balanced child
in fact possessed qualities of both hare and tortoise. Her
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Margaret'sJune birthday; L old the tale of Queen Surniva, who

written work was always “slow and steady wins the race.” But )
el was as “slender as a young birch tree, as lovely as the green hills

the story reminded her th

~ flee her native land, Sunniva led her people by boat to the north-
ern islands of Scandinavia. Without weapons, without even oars
¥ or sails, Sunniva traveled with complete faith in God. Even
when the Vikings threatened to attack her eventual home on
b Selje Island, Sunniva’s prayers brought protection for her peo-
‘}:';fe (though in a most unusual and dramatic way!). Her com-
_plete trust in God inspired confidence and broughf comfort to
all around her.1 Margaret listened to this story with rapt atten-
tion. Meeting her after her high school graduation and learning
“of her role as news anchor on a local station, I realized she had
Indeed become a leader! (Maria has become an incredible artist,
‘and Lucy graduated high school with high honors in science,

art, English, and Spanish.)

weeks: “Hey, Tortoise, want a race?” With never-ending spunk,
she would give a big smile, indicating that she understood oy
new class vocabulary, and then wholeheartedly comply.

Margaret was a slight, slender redhead. She had been borm

appeared physically frail; her energy was quickly expended.
Yet her spirit remained strong." She had a passionate sense for &
social justice, yet could be overlooked in her large extended
family and in a class of twenty-three children. Like Maria, Mar- .4
garet was talented in'drawing

To help my lively second-graders settle in and focus on their
itasks, I turned not only to the imaginative pictures contained in
fables and legends but also to arithmetic—Ilots and lots of it. On
\ ’ﬁiany a morning we would first practice math through move-
ment in our circle; then the children would return to their desks
and take out the acorns they kept for number journeys. Instead
#0f asking the children to add5+8+3+2+4, I would begin
with the whole pile in front of me and build up the sequence
5wnh a narrative. First I would say, “Let’s make sure we each
fhave all our acorns. How many do you Have, Eben?” (He
{almost always had the right number, whereas others often

LR

{

“found that some of their acorns had slipped out of the little
“{'SQCRS my wife and I had made for each child.) “Twenty-four?
Great! Is everyone ready for Squirrel Nutkin?” When the
{eXpectant faces confirmed that all the children were indeed
Teady, the number journey would begin, and the children,
‘*?e,f?l’kmg individually at their desks, would put aside the
7 Iequired number of acorns as we went along.
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On abright fall day, Squirrel Nutkin was frolicking along,
hoping to find lots of nuts for his winter hoard. As he
hopped along the old stone wall, he discovered five acorns
tucked between the rocks. Then he had a mischievous idea:
“Perhaps my brother Flick has found some nuts today.”
And in a moment, Squirrel Nutkin scampered up his broth-
er’s tree to the hollow place where the nuts were kept. Squir-
rel Nutkin found eight round, fresh acorns, which he rushed
over to his own house under the fallen maple. On his last
trip back to the maple, he found three more nuts under
some dried leaves. Not content with all this wealth, he
hopped down to the old rusty hay baler, where he found
two nuts under the left tire. Squirrel Nutkin took the long
way home, and managed to find four more among the roots
of an old oak tree. How many nuts did he have altogether?

On other days, nuts were stolen or lost (subtraction), shared
with friends in need (division), increased when Brother Wind
blew through the branches of the oak trees (multiplication). I
tried to show, with the help of Squirrel Nutkin, that the pro-
cesses were related—for instance, that multiplication is a fast
way to add and that numbers are needed for everyday life. Only
after thorough practice would we put the more abstract numer-
ical representation of a sequence on the board, or do practice
problems in our arithmétic main-lesson books.

~ Havinghad the good fortune to teach the upper grades before
taking this class, I tried to do my second-grade number work
with an eye to algebra. Rather than “solving for the unknown,”
however, we would sometimes take number journeys that
involved a “missing” quantity. Also, by stressing the opposite
processes (how division can undo multiplication, for instance),
I tried to lay a foundation for the resolution of simple equations
in seventh grade. I found once again that having the same group
for several consecutive years of main-lesson work allowed for
“economical” teaching.!s -
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The marvelous thing about working with Squirre! Nl:ltkin
w s that the exercise appealed to all the children, but in dlf.fer-
3 o ,avs. There were those who needed to focus on counting,
:2:1‘:1\;&; was time in the story for them to carefully count out
> their acorns. Other children (the sanguine ones) did the num.er-
ical work quickly but enjoyed listening to the' ever-chaf\gmg
adventures of Squirrel Nutkin. Some really got mvolve.zd in th'e
" accumulation of the hoard of nuts when we worked vtnth addi-
,___;;.ﬁon (the phlegmatics), others loved the'drar.na of. it all (the
"cholerics), and still others (the melancholics) hyed into V\'rhat I
" call the “character development,” namely the trials and tnb?lla-
ions of loss, separation, and subtraction. Rudol.f Steiner
encouraged teachers to draw upon a variety of learning styles
and temperaments so that the lesson not only engaged all the
children but could also become more than the subject taught
and mi'ght thus foster human development.' It was the'refore .of
reatest importance to me, whether I was teaching ar1thmet1.c,
“fables, legends, composition, or reading, to try to give the chil-
ren a content of some kind that could live on—images and
“experiences that would have meaning beyond the specific les-
‘son on any given day.
" Abstract ideas and concepts are quickly rendered irrelevant

. from the perspective of the soul, but imaginative pictures have

“awonderful way of growing over time."” I cannot blame the “so
what?” attitude of children in conventional settings who are
asked to fill out countless workbooks with answers to such dull,
colorless instructions as, “Please state the sum of 5+ 8 +3 + 2 +
.” Look at their faces, read their gestures! If given nothing but
dry abstractions, they will be saying “So what?” with justifica-
on. What lives in children’s souls is far greater than anything I

In order to become a new teacher in the second grade, I h'ad
to become a second-grader again. painteéwth_:g{ame pictures
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with watercolors, I took part as the wolf or lamb in our second-
grade class play, I enjoyed the same songs. And living with the
images of the saints and legends gave me something to strive
for—again and again I found that it was only after telling the
story that [ began to comprehend the meaning of the words |
had spoken. The artistic practice of teaching was demanding—

exhausﬁng~yet renewing, all at the same time. After a really

good main lesson, I always noticed a change in my breathing: jt
was somehow deeper, more health—giving.

Learning to teach all over again had one major disadvantage.

It was not until the end of the second-grade year that [ felt |
knew how to teach second grade. I remember so clearly the feel-
ing in early June: Now I really know what second-graders need;
now I am conscious of what I have been developing all year.s

3. Torwward eammunity

¥ he first two chapters might easily convey the impression
% that [ was the only one who taught my group of children. Yet

this was certainly not the case. In many ways I could not have
i begun to do the work I did as a class teacher if my efforts had
ot been supplemented by a community of subject teachers who
- ‘&ta"ught my group every day after the main lesson was over.
<Therefore, before going on to an account of the third grade, I
would like to indicate the breadth of the special subjects taught
In a fully developed Waldorf school and mention the foreign-
Eﬁguage curriculum in particular.

‘1 would also like to emphasize the community aspect and
Yexperience of working together with a group of colleagues. One
wgﬁght describe a community as an on-going creative event -
ﬁ"here people work together in celebration of a common vision,
Where the talents and achievements of each individual are hon-

-

«.ored, where diversity is not divisive, where process is valued,

2 here “the whole” becomes greater than the sum of its parts,

i

and where the “work” remains unfinished. Our close-knit group
of teachers worked together out of such a picture, and we knew
that our efforts to build a working community were not lost
!&?ﬂ the children—our efforts formed part of their educational

My class was exceedingly fortunate in having a talented group
Al ject teachers who taught them two or three times per week
,t}§§0ns that lasted forty-five to fifty minutes each. I tried to be

N the room to introduce my colleagues and would occasionally

B
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stay on to visit their classes, but otherwise I used these times to
meet with parents or other teachers, or do administrative work
for the school. Because this book is a narrative of my personal
journey as a class teacher, I can only indicate the subjects taught,
knowing that in many ways each one could become the subject
of a full volume. These subjects included eurythmy, music, phys-

ical education, kapdwork, woodworking, and foreign languages.

EURYTHMY: This form of movement was developed under
Rudolf Steiner’s guidance and can be described as “speech and:
music made visible.”" Every sound—whether mechanical,
musical, or human—also creates a spatial form that, although
not immediately visible, can be recognized (see Chapter Six, the
Chladni plate experiment). The eurythmist recreates and expe-
riences the variety of movement forms that are connected with
the sounds of speech and music. The children worked with a
specially trained eurythmist who guided them in age-appropri-
ate experiences of these movements. Much of the main-lesson
curriculum was transformed in a dynamic way into meaningful
movements and simple dramatizations as the children learned
to find themselves in space (see Chapter 4 and our dramatic ren-

dition of “Iduna and the Golden Apples”).

MusiC: In addition to singing and playing the recorder, which
[incorporated into the main-lesson period, the children worked
with a musician once a week to further develop their repertoires,
practice the recorder, and, in the fourth and fifth grades, learn
notation and basic music theory. In the middle school they partic-
ipated in an orchestra, which in itself developed their commu-
nity-building skills, though their teachers did not draw attention
to this aspect of their music or lead it into any conceptual form:
the teamwork was simf:%?zy an experience for them, as was the sim-"
ilar discipline of the school chorus, reserved fqr seventh- and
eighth-grade students, all of whom participated.

PHYSICAL EDUCATION: The children always welcomed a
chance to go out onto the large outdoor field behind the school
and learn new games. The circle and tag games mentioned in
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‘rapter One were gradually replaced by more demanding
' ChaP: C Jater the children learned to work as teams in a variety
8'm'mtsclioor settings. In winter, they ice skated and skied. Occa-
o.fo(:i”y we were fortunate enough to have Jaimen McMillan as
:lvis‘iting instructor who did some Bothmer gymnastics with the
children: these age-specific gymnastic exercises were develop.ed
at the first Waldorf school in Stuttgart, Gex.’many,. by Count Fritz
von Bothmer, out of pedagogical indications given by Rudolf
* - Gteiner. 1 always found it helpful to observe my c?ass when they
| were doing sports and eurythmy, since their rnovefnents
revealed so much; I could thus enhance my understanding of
' individual children in my care.
t'h:iil;l\iORK: Beginning}i,n first grade the class had hand-_
work twice a week. This subject fosters “an all-arounc% undere'}
standing of life” »By building an awareness of how things are/
made.2 My class had the same wonderful teache.r for the whole
eight years: they knitted scarves and hats in .fll’St grafie, cro-
- cheted pot holders and mats in second, did various sewing and
knitting projects in third, made cushions and plllc?ws w1th cross-
stitching in fourth, knitted socks and mittens in fifth (Ijoined in
during that year), created stuffed animals in sixth, and undex:—
took various sewing projects in seventh. Their handwork culmi-
nated in the use of the sewing machine in eighth grade. Thanks
to the rigor and consistency of this work, many children were
able to make their own clothes and even sew costumes for our
. eighth-grade Shakespearean performance of “Twelfth Night.”
. WOODWORKING : Beginning in fourth grade, my class
learned to work with rasp and chisel, sandpaper, and other
woodworking tools. Over the years I was treated to 1.1and-
carved forks and spoons, boats, candle holders, and plctur.e
frames. Many a struggling speller was able to work through his
r her frustrations with the rasp and chisel, building confidence
and an object of beauty at the same time.
+ FOREIGN LANGUAGES: A fully developed Waldorf Sd'lOOl
ffers two foreign languages from first through-eighth grade,
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and through twelfth grade if there is a high school. My class
enjoyed both Spanish and German, taught twice a week in the
younger grades and three times per week in the middle-school
years.

In A Modern Art of Education, Rudolf Steiner speaks about lan-
guages and speech and describes how the “mother-tongue” is
deeply rooted in the whole constitution of the child, especially
in the breathing and, circulatory system, and how “different lan-
guages in the world permeate man and bring the human ele-
ment to expression in quite different ways.”? If we attend to the
difference in our inner experiences of the words arbre, Baum, and
tree, we see how very different aspects of a single object are
expressed in different languages—in this case French, German,
and English. When I say “arbre” I feel the flowing up and out of
the tree’s branches, as in a willow. When I say “Baum,” I
inwardly experience the trunk, and more of an enclosing,
inward gesture, whereas “tree” draws me up into far-reaching
height. Thus, in a sense, any one language is an incomplete pic-
ture of the wor!d; only by experiencing many languages can we
begin to see the many different aspects of our inner, soul experi-
ences and, thus, of the contributions offered by different cul-
tures. It is as if each of the blind men who perceived the famous
elephant spoke a different language.

It was my good fortune to teach German for six years at the
Great Barrington Rudolf Steiner School. My last two years of
language teaching occurred while my class was in first and sec-
ond grades, the period described in the first two chapters of this
book. During these years the child is still “pre-eminently an imi-
tative being.”* I wanted to give my students an immersion expe-
rience in the language—i.e., with no English translation. But
how could I engineer this, since they spoke English with me all K
morning in main-lesson period? What could I do?

At the last minute, just befcre my first German session with %1,

the first grade, T had an inspiration: I told the class that my twin
brother would be visiting them. He looked just like me, and

i~
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acted just like me—but he spoke only German. At first they
didn’t fully believe this, but as the German classes went by, and
Herr Finser obviously understood no English when addressed

and halting German to express their thoughts. We created a Ger-
man environment, using German poems, songs, and circle
games. We learned to count and identify simple objects in the
room. Thanks to the children’s capacity to imitate, my job was
e ~easy: all | had to do was bring in a basket of fruit and say the
name of each one in German, and by the second or third round
they were all vigorously at it. Many of the poems and songs
were accompanied by gestures, which helped immensely. The
class gradually came to accept my “twin brother,” as vividly
demonstrated one day toward the end of first grade: Eben had
brought in a German book which he proudly presented to Herr
Finser. With a gesture he indicated that he wanted it read to the
group at the end of class. Unfortunately, Herr Finser got so
involved in his lesson that day that he forgot to read Eben’s
- book. When the bell rang, Eben was furious. He demanded (in
English) that it be read, even though class was over. Herr Finser
- refused and, worst of all, seemed not to understand. Eben
- pushed his desk over and started to throw his chair around.
« Ultimately, Herr Finser was forced to take Eben out into the hall-

inherited the situation. At lunchtime, when Mr. Finser returned,
Eben ran up to me and said, “Mr. Finser, you wouldn’t believe
2% What your horrible brother did today..., “and he proceeded to
~tell me the whole story of what had happened in German class.
At that moment realized that I had really succeeded in becom-
Ing two persons—something that many schools implicitly
expect of their teachers.

% Another reason for highlighting the special subjects at this

uncture relates to the observation that children in third grade

dong to participate in a wide variety of activities, which are
<. -

in class, the children gradually learned to use gestures, pictures, -
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represented by the full circle of colleagues. The child at the age’
of eight or nine wants to see the connections between things in / ‘
the world, is interested in how people work, and wants to pa;-
ticipate in the processes of building, baking, and farming. The'
third-grader turns to the outer world in a more conscious way
while simultaneously feeling more separated from it. The chil-
dren at this age seefried more individualized, yet théy were
keenly interested in everything around them. They were more
observant than ever before, even critical at times.5 Instead of a
morning exclamation of, “Oh, Mr. Finser, what a beautiful
blackboard drawing!” (which had always made my day in the
earlier grades), a child would now comment, “Nice picture, but
. you left the gearshift off the tractor!”

Third-graders are also capable of lots of energetic work. For-
tunately for me, the third-grade Waldorf curriculum met the
children with activities and content that addressed the above-
mentioned needs and characteristics. The main-lesson blocks
for third grade included Bible stories, arithmetic (especially
measurement), housing (especially Native American), gram-
mar, form drawing, more Bible stories, farming, a class play,
many field trips, and a building project.-

We also did a lot of skill-building. With the desks pushed
aside for momning circle, I often took our long jump rope and,
with a helper at the other end, began to practice our multiplica-
tion tables. I built up the sequence gradually. First the children
would just run through as the class counted, “Two, four, six,
eight...” Then one child would jump an entire table while we
all counted, “Three, six, nine, twelve...” Gradually, children
volunteered to jump and recite the table simultaneously, then
two jumped at the same time. Our tables went up to twelve
times twelve. Later on, a child would enter and begin jumpin,
while I would call, “Ten times eight is...” and the child could
practice multiplication facts out of sequence. (Toward the end ©
fourth grade we even managed “double Dutch”—two ropes 2
the same time!) : :

At
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While giving a class report at a faculty meeting that year,
ng the children by name, Idescribed the way each
one jumped rope during multiplication practice. In most cases,
my colleagues were able to identify the children correctly: the
ghort nervous hops, the heavy thumps, the sky-high jumps that
\were arhythmical, and the even, graceful jumps were all symp-
toms of other classroom behaviors that were familiar to every-
ne who taught them.
“Third grade was also the time for a stronger emphasis on read-’
" The children had been learning to read since first grade, of
urse, but I felt no compulsion to push them. (Ir fact, I had
amed the parents during my pre-first-grade home visits that
- would allow time for a slow maturation of reading skills soas
{ to endanger the health-giving, imaginative picture con-
ousness described in the last chapter.) The first book that the
ildren read in first grade was “The Seven Ravens,” an adapta-
on of the Grimm’s story.s Each beautiful, oversized volume had
handmade by a school faculty member. The teachers had
athered in a workshop some years earlier and, with a common
t, had each lettered and illustrated a copy of the story. Thus as
the first-graders’ read their first book, they simultaneously expe-
fienced it as a gift from the teachers. (This experience also helped
stimulate the care and maintenance of library books later on.) We
had a similar treat in second grade with “The Fox and the
% ane.”” In addition, the children read their own main-lesson
books and thus avoided depersonalized, black-and-white print
r as long as possible. By third grade, however, they were ready
more conventional texts: we especially enjoyed the Laura
Jngalls Wilder series, as well as stories about American Indians.
vwé"i"ead aloud in both large and small groups, and twice a
eek we divided up according to reading ability. Library visits
re introduced, and silent reading was encouraged. Thanks
fhird—grade parent, we even established a class library in
own room of books that individual children had especially
oyed reading. The class took up the library project with

ﬁgtead of calli
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id, ight”: and th as light.
characteristic zeal, and by the end of the year most of the clasg And God said, “Let there be light”: and there was lig

was reading at or above grade level.

Over the years I was able to make the following observation:
Most of the children who had started the eight-year cycle with
me, and were allowed to awaken to reading in a gradual way
over three years, actually became high-achievers in the upper
grades, whereas those who entered along the way from a more
conventional reading background plateaued early and seemed
less motivated in later years. The analogy I thought of at the .
time was one from botany: one can force a plant and produce
blossom and fruit early, but this is at the expense of long-term
health and vitality. My responsibility was primarily to the
human beings in my care, not to yearly Iowa tests and scores. Ag
their literature teacher in the upper grades, for example, it was
satisfying to explore classics such as A Tale of Two Cities, while
we were studying the French Revolution. Such juxtapositions
engaged the students’ interest so that they read for deeper
meanings and identified with the characters in their develop-
ment; in other words, they were not tested for what Icall “short- -
answer comprehension,” which only touches the surface of
things. Thus, our class discussions were exciting and stimulat-
ing. I'was also very grateful to our parents for taking time over
the years to talk with their children about their reading,

(Yellow began shining forth from the midst of the blue.)

’ And God said, “Let the waters under the heaven be gath-
ered together unto one place, and let the dry land appear.”
And the earth brought forth grass, herb, and tree.

(In the meeting of yellow and blue near the bottom of the page,
green grass and trees appeared.)

’And God made two great lights, the greater light to rule the
Hay and the lesser light to rule the night; he made the stars

also.

(With a darker yellow, the stars, sun, and moon appeared on the
% wet page, with the surrounding blue firmament helping to make
them all the brighter.)

And God created great whales and living creatures in the
¥ waters, fowl to fly through the air, and animals to live upon
“the earth.

(Sorne red and purple was brought in here, and new oranges and
yellows to help paint the creatures of the land and sea. The chil-

The third-grade year began with the story of the Creation, as 3 dren especially enjoyed this stage.)

told in the Old Testament. Taking one day at a time, we tried to
experience the creative process through watercolor painting. On
the page Opposite each stage, we wrote simple sentences, some

of which I include here:* :

%z And God created Man in his own image.

Finally, the human being, surrounded by plants and animals
=« Was painted.)

In the beginning God created the heaven and the earth. o
And the earth was without form and void; and darkness .'; € mood in the room during these painting sessions was
was upon the face of the deep. 6ﬁeﬂ one of concentration and reverence—not enforced or
o equired but arising out of the beauty of the watercolors and' the
content with which the children were working, -

(The blues flowed across the painting opposite the text, with just
a hint of the darker depth below)
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developing the inner resources to do so. The
: ] authority figures of mother and father are often ques- }
paturd his age Childref\ in the middle grades need to expen-} :
joned :{“ ; %h;it is connected with authority,’which comes
A W‘S?hc:en;tory content of the main lessons. One might call
mfougl:\eed for guidance through recognizing the \'oice‘ of .
ﬂ'ufjf ity—guidance that develops the children’s own gro‘w%ngx
b ‘omydiscem truth from untruth./Encountering the guiding
abily 'tto that permeates the Old Testament can ignite the inner’
9,32'(5):0); finding the inner voice of authority, which can .becomi
}g’}{e ultimate authority for life. In this V.vay, the e>fpenencetr(1) |
outer authority during one epoch of childhood can create; ni
ssibility for real freedom later on, a fre‘edo.rrT that coz\les rom
inner strength, from the resources of the md1v1d1.1a1 sou /’9 -
¢ nine-year change represents one of many instances w en
arents and teachers need to “let go.”:The old patterns of inter-
action with the child may no longer suffice; a new way of resolv;
i g issues needs to be developed. Jor me, the sto.ry of A?raham
and Isaac illustrates the peculiar dynamic of child rearing and
"‘lctting go, often before one might feel ready. Just as Isaac.;,vas
spared in the end, so our children can also come back to us if we

let go a bit in their ninth year.

Although we were able to do only the days of creation in -
painting, the children carried some of the movement and full-
ness into the crayon drawings they did for other third-grade les-
sons. Painting continued once a week right through the grades,
often picking up a theme from the current main-lesson subject, -

My class was eager to discuss the story of Adam and Eve, as
well as of Cain and Abel. At this age, the children seemed to
want to explore such questions as, What does it mean to have
knowledge of good and evil? Where does evil come from?'|
especially remember the long discussion on sibling rivalry that |
we had after the Cain and Abel story: Parents were surprised to
hear that their children had been so philosophical and objective

is only gradually

In three separate blocks during our third-grade year, we cov
ered most of the Old Testament, including Noah (the class wrote
compositions about the ark and made wonderful illustrations),
the Tower of Babel, Abraham and Isaac, Rebekah, Esau and
Jacob, Joseph, Moses through Joshua, Samson, David and Goli-
ath, and Solomon. i s

‘ L oot

{The images contained in these@s%’o ies are vivid, the action
dramatic, and the tone often authoritative. God creates, gives,
commandments, and punishes those who disobey. The individ-
uals mentioned above are strong, decisive leaders of their peo-
ple. It can be hard for some adults living in our modern times to
find a relationship to the authority principle so strongly present
in the Old Testament, yet the third-graders seemed to find secu-
rity and guidance in these stories. Let me say more about this.

CI_{udolf Steiner described how the principle of imitation, which
is prevalent in the first two grades (and is"demonstrated bythe
ease.with which the children learned language in the Herr Finser
story), gives way to a new element that becomes necessary for -
eight- and nine-year-olds. This new element is the need for
authority.] No longer at one with the environment, the third-
grader now experiences the world “outside” as being separate
from the Self. The child at this age wants to make decisions but -

“The October of our third-grade year was a main-lesson block
in measurement. I struggled with the preparation. Instead of
bringing out a few graphs and abstract tables, w'as there a w.ay.I
‘could introduce measurement in an imaginative yet realfstlc
way? The children seemed to enjoy solving riddles at this time,
and in addition to introducing measurement I also wanted to
p?eal to their different temperaments. Exposure to another cul-
ture would also be a good thing to include. The reader can ‘well
imagine the impossibility of finding just the right t:,tor)r, glyen
this set of requirements. So, as frequently happened in the midst
class teaching, when I couldn’t find the story I neede.d,I wrote
e myself. It was not as polished as I might have wished, yet
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My own creations seemed to sink in deeper and affect the chil-

dren more strongly than stories I found in books
because of the effort invoked in writing a story wi

cific purpose. Despite its imperfections, here is “The Miller’g

Riddle.” The different temperaments that are addressed
telling the story are indicated in brackets:

In a country called Hollang far across the great Atlantic
Ocean, there once lived a boy named Hans. When he was
nine years old, his father and mother died quite suddenly,
leaving Hans all alone in the world [melancholics].

The farm where he had lived all his life now seemed

seek his fortune.

Hans drove for miles, over fields and meadows, down
country lanes, and through villages. At noon, he led the
horse to the side of the road and rested a while. Just as he
was about to resume his journey, he spied something bright
and shining in the middle of the lane. What could it be?
[sanguines]. As Hans bounded up, he thought, “Oh, if only
it were a sparkling piece of gold!” But when he picked it
up, it was not money. It was small and round, with a long
thin part, too. A keyt A shining golden key. “I wonder,”
thought Hans, “what this little key can open?” He tucked it
deep inside his pocket and resumed his journey.

As the day advanced, Hans began to feel hungry [nine-
year-olds can have quite ar appetite]—he had not eaten since
breakfast. As he rounded a bend in the road, he spied a
great windmill in the distance. “Ah, perhaps the miller will

give me a meal, and grind my wheat as well,” said Hans as
he hurried along.

while
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i ing still. “No doubt the miller is
o Tne Wi'ndmul::?;asr:n;ﬂghz hurried around the back to
atlundh fhoug [ I{Ie atics]. As he passed an open
e o e mille and. his e a1 he oo, o
e ;, he saw the miller and his wife at the 3
window, eal they were having! The smell of roast meat o
5 ah;te: :::ward Hans—mashed potatoes, piping hot rolls,
ies, and other delicious things that Hans longe.d to eat. .
P arou can well imagine, Hans lost no time in knocking
;smI::Jy on the front door. He had scarc.:el)t cearsed. :nc;?:e-
Z%ing when the door opened, aftd he was mvxte;‘l 1;15;{ :I.‘s e
: friendly, easy-going miller 1mmed1a.tely as zd gy
pull up a chair and join them. Hans did not need a sec
e
i«nv‘:\;;:zr:}:le meal was over, Hans told the miller. about his
red cart full of wheat. They went out together, climbed tl.le
steps to the deck, and were about 'to ex.\ter the great m;ll
when the miller turned, slapped his thigh, an.d declare L
“The wind is from the north today—I can ffeel 1t. for sure.
And with a long pole he adjusted the direction of the
wings. Then, without another word, he turned to enter th:l o
" door. But it was shut—and locked. Oh, wha.t anger ensue :
. [cholerics]. “My apprentice always does this t‘o me!' Every
 time we make a trip to town, he insists on locl.qng t.}us”door
 before we leave, but who is going to steal a windmill?” The
- miller stamped his feet, clenched his fists, and was ab‘out t.o
break down the door, when Hans happened .to .shp his
« hand into his pocket and found what was deep inside. The
miller was just raising a sledgehammer for. the first stlx:oke
‘when Hans brought forth the key from hls pocket. ’ My
, key! You have found my key!” said the miller. .And w1¢ a
smile that appeared as fast as his anger had dlsfappeared,
; the miller took the key, which opened the door like an old
¥ friend recognizing a comrade from years past.
:”'f.-n'erhe ;fillgel;lielegased the brake on the “wings” of the
% v4~;irldmill as he entered, and Hans could see the huge oak

s
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cogwheels, one leading to another, and a strong axle
beginning to turn. All had been quiet a minute ago, by

now Hans heard a slow swishing sound as the Wings

began to turn, then a creaking and grinding as the oak
wheels rotated. The miller jumped about, adjusting one

thing here, another thing there. The wheels turned faster, :

the wings swished louder, and then came a great rattling
and grating as the big stones below began to turn.
The miller poured Hans'’s wheat into the chute, and the
dust began to rise. Now the whole mill was shaking and
rattling as Hans watched in awe. Slowly, a thin stream of
flour poured out of a funnel into a large sack that was
attached to it. When all was done, the miller lifted the sack
and, holding it in one hand, balanced it against another
sack that was standing in the corner. Holding one sack in
each hand he lifted them with a grunt and a groan, testing
to see if Hans's sack was as heavy as the other. The sweat
was pouring from the miller’s brow by the time he had fin-
ished weighing Hans’s sacks: all told, there were ten!
Hans was so excited by what he had seen that he asked
the miller forthwith, “May I become your apprentice?”
The miller considered for a while (no doubt remembering
the golden key Hans had found) and then said, “I will let
you work for me. One condition however, shall be set
before you. Help me solve a riddle, which if solved will

make our work here easier. You have three days to accom-
plish it.”

This was the riddle that the miller gave to. Hans—one
that you, third grade, will help to solve:

“My arms grow tiredsef lifting and weighing thousands
and thousands of sacks of flour. My back is no longer so
strong. Find a way to help with this work, a way that is
good and is fair. Some farmers complain that their sacks are
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d others say I'm cheating by not fillmgz1 .:Iiir;
s How can I prove that they are wrong ax;(? Lo

enough. " [ rest my weary arms from m)’/' work? S

N ht?;?;V:zg you shall be like a son to me.

thisn f

too full, an

nt some time working at this. They founcfafiong

Theclss SPef lcrum, they tried balancing the sac.ks of flour.
e Z han'ving from a hook in the ceiling %o con-
oo use‘d ; rolfwhnc: Others hung ropes from a tree branch
md . Slmpli Lu‘ ht in an old-fashioned grocery-store sc;.nle,
::Eide. e dr\oNitgh counterweights: I remember, e\'ren haYmg
md‘ w‘e rer become human scales, weighing various things

| C%'Uldreg [ wanted them to have an experience of measure-;
“h bm:.lz(k)\l ii its archetypal sehrse,‘"has to do\wit.h c.omparlson
: o W an er assessment and weighing. Achieving ? .sensej
B l}rlnou h the use of scales—is also a natural intro-
pf‘:‘balance—t r gﬁ that we would be learning in seventh
e o algtbra:foimed lots of experimentation before
: In short, we pe ‘
ﬁ::::n;n as; the confentional units of .measurem;ix;t. 5_‘:;::
" mounds, pecks, bushels. The class also enjoyed working
e comersions w f pencil and paper, such as
ple conversions with the }Telp of p e,
changing twenty quarts to five gal}or}s, a‘n andgd o
: césses (addition, subtraction, multiplication,

. units of measurement.

Our housing block came in Nover'nbe‘r, just as. m;;:e;;::;
bégan to change and the “nesting” mst.mc_t set tm e
began with a project that at ﬁrs;1 sel,eme.d l:}l:: a‘i\ :;( dznbMd o
class to build a shelter In '
VISChaS:Oelc,l aths(;elter that could keep out the worst of ttcxle w1r::;
reather that would soon arrive. They were encourage tc:i \:/v o
‘in small groups, and the only materials that. c?uldﬂ]:;us:cu]d -
things readily available in the woods—no living %the 1d be
harmed or disturbed. I was not really concerned abou elatter
because a recent incident around the discovery of an orx
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Beauty goes before me,

'y the orchid, w garden aroyp, auty goes beside me,
f grectod ih;“ ;:h] a ring of stones for protection). The Chxldred gzaug ?ollows me.
shelter project with 8reat enthusiasm ang sCamn Mountains sing with me

pered away to begin.

I tri .
tried to stay on the periphery so as not to influence
8roup process or the final results. It was soo e

Bluebirds sing with me,
Tall pines talk with me.
I see the smoke coming from my hogan.

ks S R R

& e —

was wonderful to watch them h ec:re of fort-lllke Structures, 1y My heart is good,
ve glant logs, hoj ooy
branc : & &5 Noist dea My spirit is good,
hes, and experiment in various ways as they went alongd Al{ iipbeau 8u

not quite waterproof, shelters.
In the three weeks th

at followed, v
housing, which focused e took up a study of

on the enviro; : : . o ' ) .
nvironmental basis of varioyg Jed carpentry, which afforded us an excellent opportunity to

Project, the group built a bell tower on the playground, which
also helped cover up an unsightly well. We built a trapdoor in
the floor 50 as to maintain access to the well. Several strong posts
éﬁpported an 6ld-fashioned bell, which we hung at the top of

: ren had daily chores, such as sweeping, vacuuming, erasing "
Zthe blackboard, watering the plants, and emptying the compost
;,’Ez,?,u_cket (an assorted collection of apple cores, banana peels, and

¥ % et

uch things that went out to the compost pile, which the third

.o

ugrade traditionally tended at our school). The tasks rotated
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weekly, and some new ones were added along the way, such a5
recycling. In addition to helping keep our learning space clean
and beautiful, these tasks were planned to foster a relationship
to the environment. I felt the children needed help—in an age of
central vacuuming systems and disposable everything—in
making a conscious reconnection to the essential ingredients of
life. Distinguishing between recyclable paper and compostable
material was accepted practice__ in Waldorf classrooms long
before it became fashionable in the larger community. These
daily chores built a foundation for future main-lesson blocks
such as the unit on papermaking in fifth grade and the farming
block at the end of third grade. When we planted our third-

grade garden in the spring, we used our own compost!

During the month of December, the class did many form
drawings and also began working with grammar. Grammar

was introduced gently, with the help of doing words (verbs) and

naming words (nouns), Just as Adam (in our Old Testament

block) had named—with words—all natural things after they
were created, we now looked at the activity of naming with
words: the verbs helped us experience the active, creative side
of life while the nouns expressed objects at rest. We used our red
pencils to write verbs and our blue pencils for nouns. Soon
adjectives and adverbs came along to help modify our doing
and naming words. Thanks to a skit written by a colleague at the
school, we had a chance to act out our work with words:?

The royal family sat at the front of the room, each wearing a
crown. Queen Noun had a blue crown, King Verb a red one;
Princess Adjective had a green crown, and Prince Adverb an
orange one. The action went like this:

CLASS: Tell us who or what?

QUEEN: Horse! [The queen gives a different noun each
time which keeps the game lively and fun.]
CLASS: What kind of horse?

JOWart Cviiiiisissvy

-and-white-speckled horse.

: A black
o lack-and-white-speckled horse

 pRINCE
pRIN does the b

; CLASS: What
do?
. KING: Gallops!
'CLASS: How does th
gallop?
PRINCE: Swiftly!
CLASS: The black-and-w
swiftly.

e black-and-white-speckled horse
hite-speckled horse gallops

ok turns wearing the crowns and givi.ng key
f the class remained engaged by askmg Fhe
Lestions and forming the simple sentences. The repe.tmor\ ,
e oment of breathing space for the “royal” child to
13110“"9‘1‘ :nmar\swer. We never knew just what sort of sc.entence
mi::;doemerge, so there was always a skit quali:hy to 1t::ss ;e;e;
d},c—-spontaneity was encouraged. It ‘helped ule C s leom
bout sentence structure, expar\ded the1.r v9cab af'y, g !
h tunities for humorous social interactions-—again,
e in community-building skills. .
ine months of third gra
o ig rk;::n introduced in the fall: Bible stories,
and farming. A major event was
“Joseph and His

“The children to
rords. The rest ©

active practic
In the wint
“many subjects that h
arithmetic, English, housing,
the production of the third of our class plays,
Brethren.”?

.This parti
7anted to se

e we revisited

cular story was chosen at the last moment,. as 1
e which Old Testament tale sparked the most m_ter-
t. After telling the story of Joseph and how helwas sold 1:\;3
“ captivity by his brothers, interpreted the I.’harao}:« s dream?,d

“#tested his brethren when they came seeking grain, the children

had many questions and observations. . "
Their conversations spilled into recess and lunchtime, i

Zmuch debate about loyalty, slavery, favoritism, and family. I
introduced the play as a reading text to further test the waters,
{2'and they responded by eagerly asking to petform it.
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< d us one after his return to

t he would agree to sen . .

visit. ! t‘;\O:E:‘ instead he gave us a simple one that he share
gland,

Engt then and there:

We had a fluid cast to begin with, as each child wanted to :
many parts. Eventually we settled on Margaret and Lee sharing
the role of Joseph, Susan and Lucy sharing Pharaoh, Samuel ang
Mary as Judah, and Joseph, Michael, Zachary, Ned, Doug, '
Anthony, Maria, Jacob, and Kirsten as brethren. Everyone else
participated in the chorus and was available for substitution, In
all our plays, right through to Shakespeare in the eighth grade,
the children did not seem to mind trying a variety of parts,
regardless of the gender called for. )

I'was glad to see how strongly they took the parts in this par. ;
ticular play in third grade. The content of the Joseph story
helped them maintain a lively connection to soul /spiritual real-
ities in a year of many practical activities. Through Joseph they
came in contact with questions of individual destiny, never 5
overtly discussed in class yet experienced by all who had
“walked in his shoes.” Youngest of all the brothers, the father’s
favorite, blessed by childhood dreams, Joseph stands in contrast
to the conniving, plotting group of older siblings. What was his
calling? Why the captivity and long service to the Pharaoh? It
was an event of his destiny, which resulted in the long years of
servitude for his people and was only resolved much later with
Moses." The prominence of dreams in Joseph’s story served as
a reminder to the third-graders that even in a world of house-
building, farming, and measurement there is another world—

- with riddles to ponder.

This deeper aspect of Iife was further enhanced when Francis
Edmunds, founder of Emerson College in England and teacher
of teachers, visited my main lesson at the end of third grade. In
his eighties at the time, he filled the children with awe and ven-
eration for his bearing and manner as he stood before them in
the room. His sparkling eyes saw everything, and the children
seemed to be gathered up into his protective gesture. In an
overly cynical age, we need People, and lesson content, that
inspire veneration.’s At the end of his visit,  asked Mr. Edmunds 7]
if he had a poem or verse to give the class as a reminder of his

The sun makes life to grow
And my heart also.
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m ost teachers struggle to find the right balance
between personal and professional needs, between family and
work.! This issue was a natural part of my daily juggling as a
Waldorf teacher, as there was never enough time to do every-
thing that was needed. Somehow life seemed to chug along
merrily—until a crisis prompted serious self-examination and
reappraisal. My year as a fourth-grade teacher was so influ-
enced by events outside the classroom that this narrative would
be seriously lacking if the following story were not told.

Two years before I decided to take a new class—in fact, just a
month after my wedding—my wife, June, and 1 opened our
home to a handicapped teenage boy, who, for the purposes of
this story, will be referred to as “Max.” In addition to suffering
from Williams Syndrome and congenital heart disease (which
meant that he could die at any moment), Max had been
neglected as a child. One account related that he had been leftin
his crib until the age of six and had never been able to make any
attempts at walking—let alone at speaking or socializing.? His
three older sisters had been abused by their father before he left,
and Max had witnessed the murder of his mother at the hands
of her boyfriend. He was placed in a series of institutions, which
further contributed to his unusual habits and behaviors. Before
he came to us at the age of sixteen, he had been diagnosed as
having the social skills of a six- to seven-year-old and the mental
capacities of a two- to three-year-old.

Max had a warm heart and could often play the role of “gen-
tleman,” extending his hand in greeting with a big smile and

1rigs vy rae v

wsing his few favorite phrases to best advant::-lge. Yet (?n a caily
i he displayed strong antisocial tendencies: wolfing d?wn
b.xsfoC;Od evading responsibility for things he had done, mu:tex-f-
‘NS obsc,enities to his clenched fist, and, at times, beating his
' inst the wall.

he;?yaéjilff:;nd I entered into the task of caring for' Max with
high ideals. We really believed that we could help him change.
Tli innovative program under which he came to us was ex_cel—
Jent. It was felt that a family setting would be n.ax.actly the nsht
thing for such “moderately” handicapped individual. My wife
had worked with autistic children in Montreal and had a Ca:?p-
hill training® and 1 had hopes of using some of my Waltjorf
lnspirations at home. We managed to involve him in bakng,
saxdening, and seasonal festivals. We taught him t(? Prush his
teeth and dress himself with only moderate supervision. Ef‘gn
gb,he sometimes came down in the morning with his undersurt
over his sweater. Life with Max was a constant struggle, and we
had very little respite. He had to be included in most of the .
social functions we attended, along with his flatulence, grab-
bing of food, and inappropriate advances toward other peorle.
"Our son, Thomas, was born on December 17, 1982. My fizst-
graders had their wonderful handwork teacher for main less.on
‘that day and heard the newsjust before departing for the Christ-
‘mas vacation. It was a joyous holiday season.

Max stayed with us after Thomas’s birth. I felt a moral re-
i sponsibility not to return him to the institution from which he
had come. My wife, however, felt that our family should now
ome first and that we had done all that was possible for Max.
th hindsight, I believe she was right. Yet he remained withus
of three long years more, during which time I also took on addi-
tional responsibilities at school.

aldorf schools are faculty-directed, which means that these
t connected to the classroom—the teachers—set and carry
t the pedagogical policy. This meant that in Thursday after:
n meetings, and often on Tuesdays as well, we would hear
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class reports, discuss children, take partina study to deepen our -

understanding of An throposophy, or plan the details of Tunnip
a school, including such things as schedules, dismissals, anq
supervision. This system, wherein policies and decisiong are
based on classroom needs, not on community or school-board
politics, gives teachers a strong feeling of ownership in the

school. We had a board of trustees composed of elected commy,. .
nity members, but their domain was mainly the legal and finag. .

cial affairs of the school.

The faculty could not do everything while workihg as one
large group, so committees were formed with specific mandates,
These groups prepared assemblies, festivals, and parent-teacher

evenings. Rather than appoint a principal from the board, as is
done in most schools, the faculty selected a teacher to serve as
chairperson each year.* I was asked to take on this role when my
class was in third grade. The charge was not to end until five
years later, when my class had finished the seventh grade. My
responsibilities included chairing Thursday meetings, setting the
agenda, communicating with parents on behalf of the school,
attending the board of trustees meetings once a month, and han-
dling much of the correspondence involved in hiring teachers.
Through careful planning, I managed to keep a daily and

weekly rthythm that allowed for both teaching and administra- ..}

tive work. For instance, I kept the first part of the day for my

teaching and, if possible, only entered the faculty-chair office
after T had given my best to the children. What put me over the
edge at times were the crises that a school seems to experience °

every so often: a budget shortfall, a failure in comununication

with parents, an emergency involving the physical plant. One B
year, all the pipes froze during Christmas vacation due to a fur- i
nace failure. There were days when family mealtimes were con- e,
tinually interrupted by phone calls, and the family began to feel 3,

the effects of my over-involvement.
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o for a “wake-up call.” I was not fully aware of how broadly
sipe tched my consciousness until April 1985. The events of
‘l had 5“§m prompted the most serious revaluation I have ever
::: ::(:nake, both personally and profession?lly. -

-Jt was a bright, sunny day during the spring vacation. Tho-
el and I were out turning under sod for our garden. However,
5 as ression “turning around in the sod” would be a more
f;gfe description of what he was doing at age .two—and-a-
half, Max and June were doing a spring-cleaning project—clean-
i;‘g out the garage. About midmorning, when Thomas had accu-
‘mulated enough sod for the day, I took him to the garage and
exchanged him for Max. June and I had agreed that each boy

noeded one-on-one adult supervision. However, the exchange

<
-

Y

our respective tasks. A sharp cry from the garage a half-h?ur
later first alerted me, followed by the image of June running
o toward me with Thomas over her shoulder.

':pile in a corner while Thomas played contentedly on the oppo-
ile side of the garage. She had turned her back for what seemed

: 1!.\"eously saw Thomas running toward her, arms outstretched.
$The end went straight into his right eye. ' .
.'Need I describe the pain and agony we all endured in the
“hours, not to mention the days and weeks, that followed? The
Jfé‘me squad could not be reached, so I called for a police escort
1881 piled everyone into the car and drove at breakneck speed for
/ ;g‘?hospital. In the lobby of the emergency room, while I was try-
ing to give the necessary vital statistics, Max kept asking if it was
%¢Me yet, and June collapsed. Meanwhile, my little boy
Jclung to my shoulder with blood streaming down his face and

un
o
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his eye in shreds. Thomas did not let go of my shoulder for the
entire ambulance ride to another, bigger hospital in Albany, |
experienced the full depth of fatherhood. During those hours i
the hospital I realized that something in my life had to change.
All the doctors present wanted_ to remove the remains of my
son’s eye, put in a glass eye, and hope that the uninjured one
would not react and cause total blindness. They spoke of the risk
of infection no matter what happened, and of the potential dam.-
age to the brain and future learning. One doctor alorie, a man
who is through and through a humanist, spoke of something
called hope. He said that if there were even the slightest hope of
saving the eye, we should try. Only his gentle expression of hope
stood against the opinions of all the other surgeons and the
weight of the medical establishment. We decided to put our
trust in hope and in this most remarkable individual. '
The operation lasted many hours, the eye was sealed for three
months, and June slept beside Thomas every night during his
two-week stay in the hospital. My class of children was without
me for three weeks but fortunately had the kind guidance of an
intern from the Waldorf Progrm at Antioch New England, who
had been working with me in the classroom for the past ten
weeks. When I returned to school, the children, who so vividly
remembered Thomas’s birth and had enjoyed his presence on
many of our field trips, asked for daily bulletins on his eye. For
three months there was not much to tell. What would we find

when the eye was reopened and the bandages permanently

removed?

The extended family gathered in the waiting room to await -
the news. My parents, who had jumped in to help soon after the

accident, were there and every bit as anxious. When our doctor
of hope entered the room, I knew from the smile on his face that
the news was good. He expressed himself cautiously. The phys-
ical basis for sight had been restored through the operation. The
question that remained was whether the eye could be brought
back to function again. We rejoiced nevertheless. :
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In the months that followed (and indeed even prio%' to the
ood news), we used a series of homeopathic re'med}es pre-
ared by the Weleda Pharmacy, which are .used. in anthropo-

iophical medicine. These remedies were mainly in the form of
dfops adminiﬁtered directly to the_. eye, but some were taken
internally. The substances used were .ta.ken from natural sources
and then potentized so that their activity could help restore the
I e'S

m]:/;)e/dnfc))lther is a curative eurythmist and had specialized in
color therapy for vision impairments.® Her grandson now

' needed all her expertise, and it was given with an abundance of
" Jove over the months to come. Seeing his “Oma” was always a

joyful occasion, now even more so because he could. visit her stu-
dio and look at all the beautiful colors. June also did watercolor
painting with him, and we patched his uninjured eye for several
hours each day to stimulate the functioning of the damaged one.

After each visit that Thomas made to the opthalmologist, and
cach new fitting for a lens, which had been lost in the accident,
my class asked for the latest news. They made things for.Th(.)-
mas, visited and played with him, and in fact adopted him in
every sense of the word. It was their victory when, at the end of
fourth grade, we received the results of Thomas's latest eye test:
his vision in the injured eye was back to 90/20, and the good eye
had remained 100% perfect throughout the ordeal!

The accident left him with a scar across his iris. He could
never be a fighter pilot, but almost any other tasks in life would

N  be his for the choosing. The combination of hope; skillful sur-
"+ gery, color therapy, and lots of love had accomplished more than

we had dared expect.

" From this experience of Thomas’s eye accident, I woke up to
ew realities in life. Rather than stuffing, cramming, and over-
fhieving on all fronts in a way that can only result in imbal-
ance, 1 began to look for simpler ways to work and live.
Conversations that had been “useful business transactions”
were replaced by more time to simply share human concerns. I
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started spending more time with my family, and I looked fo,
ways to help colleagues when they were experiencing stresg,
Outwardly, my school responsibilities and teaching  assign.
ments did not change much, but I began to feel a subtle differ.
ence in the quality of my time at home and work. I began the

slow but steady upward climb along the path of renewal.

Thanks to the nature of the Waldorf curriculum, I was alsq )

given many opportunities to renew my joy in teaching by
plunging into subjects I had never taught before. In fourth grade

alone, I had a chance to teach Norse muythology, fractions, loca] B

geography, grammar, zoology, form drawing, painting, and
speech. It was wonderful to embrace new subjects out of the

perspective and reorientation that had been gained from the
personal trials at home. Teaching always has been, and I hope -
will always remain, an intensely human endeavor. We become *:

what we teach and teach what we are.”

The opening-day assembly each year offered an opportunity t

for each teacher to give an overview of the coming school year

from a personal, human point of view. I often chose some object .. i
or theme that I had experienced in a personal way and useditto -

characterize and describe some of the subjects we would be
meeting. On opening day in our fourth-grade year, I broughtin

a shell found on the beach during our family vacation on Cape

Cod and said something like this:

As I was walking along the beach vesterday morning, I
found this shell. [T held it up.] At first it seemed quite ordi- ..
nary. One can find them all over Cape Cod—but then I saw
samething remarkable. One after another the subjects
ahead of us in fourth grade began to unfold, just like the
rings on the outside of this shell. ‘

First of all, I observed the rounded exterior and remem-
bered the story of Ymir, the frost giant, and how his 2
rounded skull was placed so as to form the sky above. Then
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«. . [ saw the beautiful patterns on the outside of the shell and
G imagined some of the new form drawings we shall c?o.
, Then I counted the spirals and rays, and found sixteen.
One whole shell with sixteen parts, each being one six-

“ teenth of the whole. Yes: the shell spoke of fractions, too!

Then I remembered the sea creature who must have lived
_in this shell when it was still in the great ocean, and.I
thought of the other creatures we will discover in our zool-
- ogy block.
Just as I was about to walk away, I saw the mark on the
-sand that the shell had made, a sort of “earth-writing” to
:mark the spot where it had landed. That mark in the sand
reminded me of our study of “earth-writing,” the writing
'God used to create rivers and mountains; the writing
‘human beings use to divide towns and states. We shall
learn all about this in geography.

Finally, I saw a tiny grain of sand in one corner of the
shell, and realizedjgow little we have learned thus far and
how much is still ahead of us.

% In the classroom, we continued the tradition of starting each
“+¥zmain lesson with the morning verse described in the first-grade
_. éhapter—-”The sun, with loving light...” (the new version
Wwould begin next year in fifth grade). Two lines in particular

geemed to sum up the dominant quality of my fourth-graders:

The soul, with spirit power,
Gives strength unto my limbs.®

ﬂey entered the room with greater certainty and confidence,
e glséured of a place in the world. Inner and outer realities were
oW clearly defined, and they enjoyed the challenge of complex
cyorms that involved intricate weaving patterns, many from tradi-
Ytional Celtic designs. They were able to practice a kind of inner

O]

idlStanCmg as they asserted their individual needs and wants,

==
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This showed itself in vocal assertions of opinion, the keen obser-
vation of everything around them, arguments, and at times, crit-
ical thoughts about people close to them. They enjoyed exploring
the differences among people, such as, “My mother does such and
such when I.... What does your mother do?” :

At times, it seemed to me that fourth-graders were discover- ,

ing themselves through their likes and dislikes, or through the
alternation between sympathy and antipathy.
In the second lecture of his pedagogical course Study of Man,

Rudolf Steiner states, “We create the seed of our soul life as a

rhythm of sympathy and antipathy.{® Antipathy, through the,
boundaries and distance it creates between observer and
observed, helps us to make mental pictures and concepts, trans-,
forming the past into conceptual knowledge, whereas sympa--
thy, with its merging of boundaries between observer and
observed, leads us into activity and helps us to change our soul,
life into the will for action, which works toward the future.
Most conventional £lassroom situations work extensively

" (and almost exclusively) with what I would call the forces of
antipathy, such as memorization and testing through short- -

answer, factual responses using paper and pencil. I felt that my

role as a Waldorf teacher was to bring as much balance as possi-

ble into the equalizing of sympathy and antipathy. Yes, we did
do ever more demanding academic work, but our morning-cir-
cle activities and recitation helped to engage the rhythmic/cir-
culatory system of each fourth-grader in vigorous activity,
flowing between and helping to integrate the two polar spheres
of sympathy and antipathy, which are physiologically ‘con-
nected with the brain and nervous system on the one hand and
the organs of metabolism on the other. Not only are perception
and memory enhanced through such activity but also the possi-
bility for deeper understanding, or comprehension.!

Inspired by the ancient Norse myths of the Poetic Edda, the
children began each morning with choral recitation, speech, and
drama. Using verse peppered with mighty alliterations, they
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stamped, clapped, and spoke with Norse vi'gor. Stampir}g on
every accent and crossing arms every other time, we fash¥oned
the famous hammer for the Norse god Thor. When I menhorTed
that the old Norse warriors would march into battle shouting
such alliterative lines, and striking their shields on the accents,
my class responded with, “Let’s do it!”

THE FORGING OF THOR’S HAMMER

Blow, bellows, blow,

Set the sparks aglow!
For Sindri of Swartheim,
The shaper of swords,

Is molding and making
Gifts for the Gods.

Blow, bellows, blow,

Set the sparks aglow!

A ring of red gold

For the master of men;

A boar with bright bristles
For Frey and his friends,
But Thunderer Thor
Needs weapons of war!

Blow, bellows, blow,

Set the sparks aglow!

Fierce and fiery

Flames and furnace,

Molten metals gleam like gold;
Clash and clang of hefty hammers
In the hands of sweltering smiths.
Hard and heavy, strong as steel,
Mighty Mjolnir’s forged and fashioned.
Blow, bellows, blow,

Set the sparks aglow. 1!
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The alliteration—even without the benefit of shiel
our neighbors)—promoted deep breathing, strong
and increased mental alertness. The children’s

and lively expressions demonstrated the inner inv
heightened sensory

a recitation.

circulation

olvement ang

We covered a wide variety
above is but one ex
stamped around the room in recitation, I menti
that lines in a verse have “feet,”
and short feet for different effects.

oned as an aside
and that poets alternate long

the dactylic forms we had learned this
began to lay a foundation for the formal st
would be doing in seventh grade.

The above-cited poem contains a healthy dose of repetition,
which builds inner confidence. We often returned to the same
activity many days in a row, and m
repetition of “old” material often brought clarification to the
“new.” 22 Children learn not only from single experiences but
also in the flow that moves from day to day, bringing about the
juxtaposition of old and new material. As a class teacher, I had
many opportunities to experiment with these patterns.

Our morning recitation also included more and
twisters as we moved to the

year. In such ways |

higher grade levels. Our familiar
“Peter Piper” was replaced by many new

sized consonants and clarity and dexterity in speech:?

Round the rough and rugged rocks the ragged rascal ran.

A cup of coffee in a copper coffee pot.
Spitting and spewing,

Splitting and splattering,

Spilling and spoiling,

Spellbound: the sprite.

ds (to Spare

ruddy Chee]s

awareness they had gained from doing suc}, - L

of poems and verses, of which the

-

T

ample. Occasionally, as we walked and ~ ;

udy of poetry that we

y experience was that the

more tongue

exercises that empha-

Ireminded the children of the |
many iambic poems we had learned in the early grades and of

- much readier to begin our main lesson and help build a recollec-
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Red leather, yellow leather.
A lump of red leather, a red leather lump.

Thrice times three
Twice times two.

Whether the weather be cold,

Or whether the weather be hot,

We'll weather the weather N
Whatever the weather

Whether we like it or not.

Never noisy,

Only nimble!

No! No! Do not nettle
Your neighbor!

We would say them in unison, once for,clarity, then several

- times in succession for the challenge of it, and then ask for indi-

viduals who were ready to try saying one on their own. My

. method of teaching tongue twisters was playful: on the spur of

“the moment I would invent a new way of reciting them, perhaps
éltemating lines between children, or having one child say the
‘whole thing, except for a chorus at one point. After a vigorous
fifteen minutes of recitation and speech work, the class was

tion of what we had done in main lesson the day before. This
rosy freshness energized their schoolwork for the rest of the day.
% v

“;;ﬁ!, too, felt refreshed.

-In keeping with the characteristics of fourth—gradc—:rsT de-
scribed earlier, we began the school year with our stud?' of Norse
Iy thology, plunging into the strong alliterations of its verses.
sThe children were surprised to hear an entirely different Creation
{;:‘;tory from the one in Genesis: this time the world was created out

Y e
334
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of “burning ice, biting flame.” Where the frozen rime of Niflheim
in the north was met by the warm breath of air from Muspell in
the south, the ice melted and formed drops, which quickened
into life and became the giant Ymir.* The class delighted in the
strong images. The first man and woman grew out of the ooze
under Ymir’s left armpit. Odin, the one-eyed leader of the gods,
displayed some all-too-human shortcomings. Loki, the trickster,
was always getting himself and others into trouble. Freyja, mis-
tress of the disguise, had a falcon skin that allowed her spirit to
enter the underworld and come back with the gift of prophecy
and the knowledge of destinies. The children wept when they
heard the story of “Balder the Beautiful,” who could only be slain
by a shaft made from the mistletoe. Loki managed to contrive a
contest and put into the hands of Hodur the blind the fateful
dart, which found its mark and killed Balder. As a representative
of purity and innocence, Balder stood for the spirit of childhood
as the children in my class had known it thus far. His death
marks a turning point in pictorial form. Loki, our cunning intel-
Ject, allows for a mighty separation, a kind of descent into phys-.
icality, which—ultimately—leads to the Twilight of the Gods.”
After the last battle (Ragnarok) was fought, my students did not |
want to speak for quite some time.

The Norse myths provided a marvelous opportunity for writ-
ing compositions and for making bold, colorful crayon illustra-
tions. The class was really ready at this stage to take on longer
assignments and even to do some independent work at home.”
In fact, much of our mythology and, later, our history blocks
were also English workshops. The children continually worked
with spelling, grammar;and expression in writing as they pro
cessed the images of the ;;resentations. ‘

Our fourth-grade class play dramatized one of the Norse sto
ries. We chose “Iduna and the Golden Apples.” Briefly, th
myth describes magical apples that renew the gods and pre
vent them from aging. Only Iduna had the power and capacity
to pick these apples. Through a mishap with the giant Thiass

RO -
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(disguised as an eagle), Loki is forced to promise that he will
assist in the abduction of Iduna and her apples. With character-
_ jstic cunning, Loki succeeds in luring Iduna out of the garden,
~ whereupon Thiassi swoops down and carries her off to his
stone castle in the north. Instantly, the gods begin to age. Their
skin wrinkles and sags; they walk with stiff, limping legs, and
"\ their vision and hearing grow dim. Odin, also affected by this
- frighten'mg phenomenon, calls the gods together and discovers
that Iduna and Loki are the only ones missing. They know
immediately who must be behind this disaster! After an inten-
sive search, Loki is found and compelled to rescue Iduna. With
the help of Freyja’s magical falcon skin, he makes amends by
flying off to Thiassi’s castle. Because the giant is out at the time,
Loki manages to find Iduna, change her into a nut, and begin
the homeward journey. However, Thiassi returns in time to see
them depart, and a great race ensues. Will Loki make it back to
Asgard in time? Odin, from his high seat, Hlidskjalf, can see
everything, and when he spies Loki pursued by Thiassi in eagle
form, Odin summons the gods, worn out as they are, to help
build large piles of plane shavings around the walls of Asgard.
The gods can see the falcon with the eagle close behind. From
the heights, the falcon swoops down into Asgard, still holding
the nut between its claws. “Light the shavings!” cries Odin. The
flames leap up just as the eagle comes through, too late to stop.
Thiassi plunges to the ground, and Loki speaks the magic runes
fhat change the nut back into Iduna. Her golden apples soon
Irestore the gods to their previous good health.!®
;.- When we performed this myth as our play, we opened and
osed by singing a round featuring Iduna picking her apples.
oseph and Abbie shared the part of Loki, and Marc and Jacob
ere superb as Odin. Lucy was a natural, graceful Iduna, and
fary and Eben flew across the stage as Thiassi. The final scene
as done with half the class as a speech chorus and the other
alf doing eurythmy. The audience experienced the following
e scene through flowing veils and dramatic movement:

T e e L L P i e
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Fire! Fire!

Leaping and soaring,
Flaming and flashing,
Shine afar,

Guide our falcons
Through the darkness,
Waken courage,

Make swift their flight.
Fire! Fire!

Leaping and soaring,
Flaming and flashing,
Shine afar.

Swifter, swifter,
Swoops the eagle.
Now their strength
Begins to fail.

Can they reach
The fiery beacon?
Can they gain
Valhalla’s height?
Bliss, bliss,

They gain the beacon
Now they rise
Above the fire.

Swoop to safety

Through the smoke cloud,
Gain their ground
Among the gods.

Fire! Fire!
Burn more brightly,
Flash more fiercely,
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Seize Thiassi,
Clutch him closely.
Flames enfold him,
Fierce and full.

Lo! They seize him,
Leaping, flashing,
Burning, blazing,
Fast enfolding,
Fiercely holding,.

How he falleth,
Swiftly sweeping,
Down he crashes,
Dark and dead.V

Because of the movement and color, and the alliteration with its
repeated consonants and crescendo and decrescendo, the expe?—
rience seemed to touch the children in the very depths of their
fecling. They were inwardly and outwardly engaged, and' the.
forces of sympathy toward Iduna and antipathy toward. Thiassi
were quickened. They loved the action and drama of tlus myth,
the image of the mighty gods growing so ridiculously infirm,
and the magical quality of Iduna’s apples.

Just as in the earlier grades, I did not “explain” the myth to
them, but rather let the images ripen within each individual,
¥ knowing that each child would extract meaning from them as
 needed. This is the marvelous quality of living pictures. The allit-
eration and images from mythology brought their own kind of
““wakefulness,” which I respected and therefore left the children
to experience in time. An explanation would have weakened the

e tag e

tioned, and examined the myth as we rehearsed. I wanted the
.challenge of searching for meaning myself, and felt that my inner

e
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Why a ?
_ y apples? Is there a connection between the apples th
S that

brought knowledge of good and evil to Adam and E

apples that brought eternal youth to the Norse g0d57\f;hznd ﬂTe

1:.he story of Iduna also intrigued me. I was fasc‘mated- to rear;u:hm
in Scandinavian folklore, the nut ensures life after death, and that
in Irish sagas nuts are symbols of eternal youth.!® , ¥

The vivid picttire'sa'of mythology do not grow stale. Asa
teacher 1 never tired of living anew the images and events 5o _

fully portrayed. It was always hard for me to move on to the
next subject. '

When the autumn leaves were turning brilliant reds and
golden yellows, and the frost lay white on the grass in the early
mornings, we turned our attention to arithmetic. 1 always
favored October for math. It seemed that the children and I

could think more clearly during the sparkling days of autumn. ’

The waning outer luxuriance and growth of nature seemed to
promote the opposite process in the soul life of the children:
their powers of concentration and inner activity seemed to
increase.' For me, math in October always worked.

1 began fourth-grade math by reviewing everything we had
done to date. Having had the same children for the past three
years, and a minimum amount of change in the enrollment each
year, 1 was able to zero in on individual as well as group review.
We went back over number placement, the four processes, mea:
surement, Roman numerals, the special role of zero in multipli-
cation, prime numbers, and mental arithmetic. When I felt the
group was ready, we Jaunched into the world of fractions. '

Because of the nine/ten-year change referred to earlier, frac-

tions are an ideal subject in that they directly mirror the separation

of the world as a whole into the world in its parts. We started witha
large, red apple, which 1 ceremoniously cut in half and then’

quarters. I spent some time that first day building the essential
concept behind fractions, namely that they are parts of the whole

- wehad constructed our p

o wide assor
ing «abbie’s fifth,”

trading. Only aftera
we progress to paper
tract fractions, fin

Considering the in

had begun. Thanks to

yme problems home.

the development O
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and work with mixed nu
cation and division of fraction
‘block in math, later that'y

In that later block we a
geem to promote more tears
rplexed parents assis
frequent use of long division in

ing, [ was at a10ss to understand what all the hoopla was zoout

vand iried to make it Jess of a “bi
“division was “s0 hard” filte
a little ditty composed by my g0

and long-time Waldorf teacher), Dorothy Harrer, 1 was atle to

elp bring a rhy thmic, musical quality to th

vision: “Divide, multiply, subtract, bring down.

oblems on the blackboard, wor
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*.-.and thatone can go from the whole i ’

X o ol ole into parts and back aga™2. In
“. the days thatio owed, we all made large pizza pies £ hhea

. ) out 2a V]
. construction papert cach time discovering diffrejrent fraiftih£A\y
! ) cos—

fifths, eighths, and tenths. After coloring them i

ad a chance to cut i o e
v 3 o cut out the pieces and begin “tradng.”
“They could have gone on for hours: “1 need some eighths. Dges
anyone have two to trade for my quarter?"——and so on. Beczuse

ies to have the same radius, and ecuiv-

alent slices were the same S
“rience that two eighths were ne
tment of colors, o
the children were eager
firm grounding in the tac
and pencil, as W€
:nd the lowest common denominator, recuce,
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and active in sheir
tile experience did
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stress skill-building above everything else. I do not share this
belief: the skills needed for life change. I felt that my real goa] a5
a Waldorf teacher was not only to drill
skills but to help them develop capacities, Capacities that Were
transferable to a multitude of life situations and needs, These
included not only learning to follow instructions and Sequenceg
but also developing flexible thinking and imagination, learning
to solve problems, and gaining experience in group work—a
things that we pursued during those eight years together,

the children in Specific

Teachers can 8row quite egotistical about their successes when

they pour information into their students and then test to see
how much of what they have taught is reflected back by the sty.
dents. Because of the control mechanisms and the strong role of
the person dispensing the Information, the process of education
can easily be subverted. Teachers need to guard against ego-
tism.2! The more I tay ght in a Waldorf setting, the less confidence
IThad in standardized tests, educational “norms,” or the conven-
tional picture of the teacher as dispenser of information, Rather,
I felt that my role was to work—as artistically as possible—in a
way that would help the children gradually awaken to their
inherent capacities and to the world around them. | tried to draw
- forth rather than pour in. [Isn’t this what education is all about?)
The children’s awa kening to the world around them in fourth

from the melting snow high in

rocks in high passes, then gathering sister streams along its way
through mountain mea dows, flowing past villages, down
slopes, into the valley, and eventually, into the sea. With the help
of a large blackboard drawing, I'spoke about the “earth writing”
[geo-graphia] that resulted from the flow of the river: natural

boundaries were carved out over time by the flow of the water. "5 -

We went down to look at the stream behind our school at recess *

and found that its course had, in fact, changed slightly since last «

Spring—it had left its traces in the earth. <

Ee
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1 also introduced the children to the four points of the com-
4ss. Outside, with arms outstretched, we became human com-
Pass turning north, then east, south, and west. We spok'e.of
the fou'r directions in terms of the path of the sun and of familiar
ndmarks around the school. '
.Back in the classroom in the days that followed, we dlc.l a
Bobr plan of our classroom, a “bird’s-eye view” of desks, cha.lrs,
and plants as seen from above. The children insisted on labfehr.lg
et each person’s desk and including even the smallest details in
** the room, such as the exact location of the pencil sharpef\e.r.
“ Then we did a drawing of the school, which proved more diffi-
;}. cult. I asked the class to do a rough sketch from memory first,
which they thought would be no problem at 2ll. Yet when we
i all went through the building afterwards, we discovered many
corners, and even entire offices, that had been overlooked. As a
<result of this exercise the children became much more obser-
wvant of their surroundings, and the final drawings were done
with great care.
5. Continuing the process of moving from the center outward, I
* then asked each child to make a floor plan of his or her room at
:home, and then a simple map of the road from home to school.
‘Some were so used to chatting up a storm each morning in their
Earpools that they really could not remember which route they
took. In one such instance, a child across the room pitched in
with explicit instructions, and the frustrated mapmaker ex-
élaimed, “But you have only been to my house once!” Everyone
stopped work to take note of the dialogue. Here was one exam-
i)le of the many instances where students taught each other bet-
ter than anything I could have said. The capacity of attentiveness
Was given a mighty boost that day!
¥ As a final project, we made a map of our county with the
, 00l at its center. The four directions were incorporated, and
everyone’s house was clearly indicated.
“In the spring geography block we studied the history of the

s

$ Ousatonic Valley and of Berkshire County, Massachusetts, in

N
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the early days. A highlight was a canoe trip

tonic River. We ended with a study of the state of Massachuses,
In teaching geography I tried to begin with familiar sur-
roundings and gradually awaken the children to a New sense of -
space and a new relationship to the physical world. Movip
from the center out was a natural progression that built cong.

dence and kept things anchored in reality.

Before Christmas vacation, we returned to grammar, expand.

down the Hoyg,. "

ing our third-grade work on the parts of speech, and now taking
up punctuation as well. Of course, we had always used puncty.

ation in our compositions, but now the class
consider it much more consciously.

I'tried to introduce this grammar segment with characteriza'-
tions that personified the quality and style of each form of punc-

tuation:2

I'am the period.
Ilike to sit quietly.
I'bring each sentence to a close.

Oh,Iam lusty,

Lively, and brave,

A nimble, jolly fellow.

In most sentences

I'am well known,

For Comma is my name.
Sometimes I become 50 excited,
That I talk on, and on,and on....

Oh Ho! Hurrah!

I'm here! I'm here!

All move aside!

For the exclamation point!
Make room! Make room!

The exclamation point is making a sentence!

seemed ready to
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The period sits down

And closes the sentence,

Unless a comma comes rushing along.
When they are together,

The period and the comma;

You know them well;

They become the semicolon.

The period says:

“1 like to sit quietly.”
So two of them say:
“Listen to us:

We make up a colon.”

I am a dash—as dashes go—

Though some call me—they call me—
Those who remember—they call me
Call me—me—the hyphen: -#

I'd like to know,

What is your name?
Where do you live?
What do you know?
What are you doing?
Say, do you know me?
The question mark?

If anyone speaks some “important wqrds,”
We lead them on.

No spoken words are ever lost,

Because we hold them on both ends,

and carry them forth.

The apostrophe

Shortens a word.

The last sound

may be wiped quite clean.

8
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Making illustrations and examples in color, the children soon
felt at home with their punctuation friends. The class especia]l
enjoyed correcting “mistakes” in my sentences on the black.
board by calling out what the correct punctuation should be, All

this work also helped us practice forming sentences and

strengthened our composition skills.

Many of the spring main-lesson blocks have already been,

alluded to, but before closing this fourth-grade chapter, I want

to describe my favorite block of the year—zoology, otherwi
known in Waldorf circles as “Man and Animal.” :

In the second grade, fables helped us understand certain
qualities of the human soul that are represented in our images
of particular kinds of animals. Thus e use phrases like “sly as

Se

a fox,” “brave as a lion,” and “timid as a mouse.”% Now, in our

fourth-grade study of animals, we moved from image to form,
We tried to examine the form of each animal, in every respect, in
relation to the human form. As with geography, fractions, punc--
tuation, and all the fourth—grade subjects, the emphasis was on’
our relationship to things—now; to the animals. o

Rudolf Steiner indicated that each animal reflects some por- * -
tion of the human being, but in an extreme form. In one case the -
legs predominate, in another the neck, or the sense of smell orof -
sight—whereas in the human being, the various attributes are '

balanced and blended % I did not present this as a theory, how- ;

ever. I simply described and characterized each animal and_ .

allowed time for discussion in relation to the human being. -
To give a framework in which to consider specific animals, |

- began by calling the children’s attention to the threefold natur_é b

of the human body. The head is carried like a king on a chariot, sit,
ting quietly on the shoulders yetalways keeping its goalin Vie“‘[-;v
It needs to rest quietly on high so as to allow for reflection and ;
undisturbed thinking. The head is the home of the senses: sight
hearing, balance, smell, and taste % Through the senses, the head,

can awaken to the surrounding world. The limbs are our strong’
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.orkers, helping us to move and act. Our legs and arms are our
o ’ ,rvants, serving our every command. Because we stand
tms‘t)}-:ewe are able to enjoy the free use of our hands for pur-
ngful'activity. The head is hard on the outside so as to protect

tside and bone-hard inside. The trunk of the human being
“:/es ahome to the thythmically working heart and lungs. Inour

guin, the beaver, and the musk-ox (rather than the cow, which is
ﬁaditionally done in Waldorf fourth grades). The latter got us
into a comparative study of teeth. We then discussed rod_ents,
?Esmivores, and ungulates as groups, with special emphazsis on
Incisors (rodents), canines (carnivores), and molars (ungulates).
My background reading for this block was unusually e\i}en-
ve and included a study of the anthroposophical insights into
the human being in relation to the animals.?® I reread Chapter

Aen of Rudolf Steiner’s Study of Man, which speaks of our three-
1 éfdness, and also another marvelous lecture series by Steiner
_ed Man as Symphony of the Creative Word. In the latter I found
Much food for thought. Steiner asks us to observe the nature of
‘ e lion, for example, immersing ourselves in it, to feel the joy,

inner satisfaction, that the lion experiences through living in
ok
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its surroundings. We must live into the lion’s Own proce
breathing and circulation to gain a sense for this feeling o
faction: between its blood beating upwards, and its breat
ing downwards, the lion lives in a perpetual, dynamic
balancing, in which it joyfully masters opposin,
pages later Rudolf Steiner describes how the
position of its body, the expression of its eyes, and ever

Sses

state

ment of its body—expresses digestion. The cow lifts it
upon hearing a sound and asks: “Why am I lifting my
now? I am not grazing....” For the

and wrote many compositions incorporating their own experj-

ences. Here is Maria’s contribution on the mouse:

The timid mouse has many enemies: the fox, the badger,
the snake, the owl, and the cat. They all love to catch the -
poor mouse for supper.

The paths of the house mouse are in cellars, in walls, and
in the attic. He makes tunnels in the insulation of the house.

If you watch a mouse you can see him shake because he
isa frightened animal. At the smallest sound he will run
away.

He can be a pest when he gets into food. He also runs up
and down the walls at night and wakes you up. He can

keep you from sleeping. It happened to me and I was very
tired the next morning.

My only frustration with the four-week block was that it went

by so quickly—next time I would choose to do two three-week
segments instead.

fsate
hpuls.

g forces, A few"
OW—in the very‘ _
34 move{":j
s head

head
cow, there is no point in any
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{ ch, Switzerland. Knowing what I had been through dur-
[v) ymachy,

' t twelve months, one of my colleagues drew me aside

pthe P> “Wouldn't you like to take an extra week and have
gnd aslfed, to yourself after the conference?” The confere.nce
some hmechec{uled during spring vacation, but any extra time
fiself was ean.missing a week of school. At first I responded
Ht;\v:)::itrgtude, “That’s impossible!” Yet she stubbornly per-

of |

my.substitutions, schedule, and finances had all been‘arrar.lged.

for decd did a5 much for my personal renewal at that pomtas
e .

he actual week of vacation in Europe.

U

f’ﬁ%
%

self again. N
%!'l;/\l’cfc:::cizz spen:;; a lot of time involved in .the act of giving.
would not want to change that aspect of teaching. It can also be
c-creative and renewing. I found in Switzerland, howtav.er, tha ;
me away from one’s responsibilities and the POSSlblllfy ¢
uninterrupted solitude restores inner balance. I will also never
orget the kind intervention of my colleague.
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f Perseus. Working with students of the fifth grade, one s
resented with a glimpse of the true spirit of ancient

dancers costumed with bright ribbons and bells. They danced to
' "q'ely accordion music, surrounded by a wide circle of specta-
S ors. Jack-in-the-Green often appeared mysteriously from ozt of
he woods, with a newborn lamb tucked under his arm. The

parents. k&.{ﬁces were followed by a picnic lunch, with children, parants,

wo?ji;olri beginning a Sequential review of th
1xe to share my introg uction to the reports I wrote at th
e

end of that year and dev
o elop th .
eration in a Waldopf school;p e theme of parent/ teacher coop-

élﬁem were games, including a tug-of-war between winter : the

e ﬁfth-grade year, |
' ffz‘%?;aults) and summer (the children). In the end, summer alvays

. during the course of the school year, each marked by a special
#22assembly at which the children shared their accomplishments.
Michaelmas was celebrated at the end of September, Halloween
at the end of October,? Thanksgiving at the end of Nover:ber,
-Advent in early December with the Advent spiral, and Chzist-
mas at the final assembly before Christmas vacation. These fes-
“sh/tivals linked us with the passing of the seasons and brougtt us
’: logether as a community. By celebrating these rites of passage
. y.Jogether, I found that the bond between parent and teacher grew
stronger. .

. Two or three times each year I also met with the parents o my
Students at class evenings. We explored aspects of the cursicu-
lum together, often engaging in some of the activities that the
children had experienced during the day. We performed mom-
: %&ng exercises, painted, drew, recited verses, and played the
- Frecorder. Parents always seemed to have more appreciaticn for
the Waldorf method of instruction after having actually partici-
Pated in these activities themselves. At these evenings we also

%

o .
has : ntt};e.ﬂrst of Ma?c 1987, an event that my ﬁfth-graders
tc1pated f'or five years finally occurreg: Skipping in
» €Xpanding and contracting, the children danced
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iciiscussed.the social and developmenta] changes th
i place' in the children, along with the ﬁeldotrips
and special events that called for everyone’s parﬁci};

at were o) -
class p]a),s -
ation. [ g

fer many conférences and/or phone calls. There were times
‘hen I was actually ready to throw in the towel. However, time
rved as the best helper. I would begin to see an overac-
‘jve parent in a different light, for instance. In time we woulc{
nd a new basis on which to work together. The commitment of
ght consecutive years required that we not walk away frony
difficult situations and that our images of one another remain
flexible enough to grow and change. :
. In a series of lectures that has been printed under the title
Awakening to Community, Rudolf Steiner speaks of a process that
he called the “recasting of judgment.”® This involves a soul pro-
cess in which one resists the temptation to form final, fixed con-
clusions, but rather tries to keep inwardly open and mobile,
deepenixig'and transforming one’s opinions. Even if the content’
of the judgment remains the same after a recasting, the nuance
changes, due to the warmth one has brought to it through inner
effort. One gains a new perspective through each recasting, the
personal element is somewhat withdrawn from the judgment,
and one can begin to form a new faculty of perception: The exer-
cise of recasting takes time and a lot of patience, but it can act as
a social leaven, enhancing relationships between human beings
who are striving toward a new social consciousness.

If I were to take another class, I would redouble my efforts to
work with my parents on all fronts, not just for the sake of the
" children, but for the health of society as a whole.

ften se

ights were well attended We h i
-lass we . ad hi 0
tions. If a parent missed an evening, I would ;g:ll%}rre next d

ay to

schedule a ” i

P ‘make-up session. Parents also came twice a
IVidual parent-teacher conferences. These conv i

Were essential for my work insofar coms

. | as we developed ‘
rere - my : ped a co

fncesre;\ gfi Cit}l'lxehciulcii 11 question. I kept notes on these ::;?eorn

. e'ped me write the vear- -

Up on any issues raised by parents.y wrend seports and fllow

I}udo]f.Steiner placed a hi .

action.* He felt that it was re

Uup expecta.

gh priority on Parent-teacher inter.?
ally a two-way street: while teachers

harmony of feeling be

In the i i
cight yeo ::;I:flc:f, ;vz;@g v'vuh my circle of parents over the
woncioctoy oot I bs : eir children’s teacher, I discovered what
vatied ingeme o :Tgs they were, with rich life stories and
Claseroom o 20 ;nts. These were often put to use in our
vention] enshe rm o guest.presentations. With only the con-
e o O g; ar to .work with.a particular group of parents,
only ae e © a’ mainstream teacher might be to view them
and so’s mother and father.” But over the years, they

be ot . .
came vital figures in my life. They knew me well—perhaps

too well—and were ofte
n ready wi ;
hand when I most needed i. Y with a kind word or helpful

Yes, ther
. e were f i :
annoying, moments too,  could oren |

narrow-minded ab t O_ne or another parent could become
out an issue or event and not let go, even

' My fifth-graders were able to observe how things change
over time, without hindrance from the modern “mind-set” and
attitudes that often cloud an understanding of history. And so
we launched into an extensive study of ancient times, with
'emphasis on ancient India, Persia, Babylon, Egypt, Crete, and
Greece.

As I prepared for this study, I tried—rather than collecting a
2 host of facts and events to lay out in chronological order—to
find symptomatic examples that reflected major changes in
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hu i
Man consciousnesg In a sense, Iconsidered t

My fifth-graders we y Y Deca
re deeply touched b i b
. this stud
their own development, the were recapitulating th
y € Sta

sun. In
o forethaft egg, he, Brahma, was born.® After this tale, of whj
going is but a fragment, the children heard abo;.xt ;\V/I e

and the Fish” and recopr:
' 8nized shades of N
They listened to the teachings of o oeh and the Arlc

anu

you think yoy might have belonged to?~

o . heo
history to be the €Xpression of an inner, more hidd e
, en Tocy g
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R their response was, “Of course—reincarnation raakes
4
”»

é-’-'!]‘:é story of Gautama Buddha figured prominently in this
fﬁo‘k The class heard how his birth had been foretold, how the
2% Wise One had warned his mother and father that if their son
,{‘f;*,'ou]d ever witness poverty, iliness, old age, or death, he would
‘ jeave them. The royal family went to great lengths to protect the
srince, surrounding him with a pleasure palace and luxuries of
every description. All those who were ill, poor, or old were
yemoved from his environment. He was not allowed to witness
death in any form. This effort failed, however. One day, during
% chariot ride, the prince encountered an old beggar, then a sick
person, and later, a funeral procession. His soul was so agitated
7by the sight, and he was so shaken by the existence of such suf-
ering in the world, that he left his palace, gave away his posses-
jons, renounced the throne, and set off on foot to seek wisdom.
%ﬂcr many trials, the story continues, he settled under the

e

- Bodhi tree, determined not to move until enlightenment found
im. It was there that he became the Buddha and that Truth was
evealed to him. In his visions he saw that suffering exists wher-
“ever there is life on earth but that it can be resolved through suc-
cessive earth incarnations, until the soul reaches Nirvana where
{ltis freed from the great wheel of repeated lives.?

. The image of Buddha under that tree, at one with the world,
&s really a symptom of Indian consciousness. The ancient Indi-
@ans felt that the supersensible world was the true home of
humankind and that the sensory world was unreality, or
:Maya."® They had a great longing to reunite with that supersen-
sible world, to be at one with it. The eight-fold path of self-
{development was a means to this spiritual union.” When we
thad finished the story of Buddha, and our time in India, a deep
_:}ieace settled over the children; they had entered into the mood
% ? of “wholeness,” and it resonated within them.

"~ We moved from the experience of unity in India to that of
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| . vas shall lose all
Ahura Mazdao was the creator of the worl

Ahriman, the second-born, loved darkness. He
daevas to help him oppose the light. So the battle betweer"
good and evil began in the beginning of time. e
Ahura Mazdao created perfect lands, but to them Ahy
man brought ice and snow, storms and floods. Ahura
Mazdao’s best weapon against Ahriman was human
beings who could think ,&S}Od thoughts, speak good words,
and do good deeds. :
Ahura Mazdao told Djemjid to build a great shelter with
high walls and to take into it all kinds of plants, animals,
and human beings. When Ahriman created the evil winter

and the flood that followed it, only those inside the shelter
were saved,1? '

the devil conspired. The Dae

e o h through my victory.”?

Created th

ught has
sheir strengt

his episode, 1 was mindful of the preadolescent
l ’

e ar ld y ﬁOnS they
in f ODt Of ) /

As | told t
‘Wmders

1d face in ome
’ d with the narrative:

the years to come. Inwardly dedic
continue

Ih l ]a]lla]ls were aCCOIIlPhShed warriors ia[ bettel
e u 4

d than Zarathustra’s people. These enemle;hspe;ir;
Wy heads, and their daggers were sharp. They
md'Stor;\?jlls and, in treacherous moors, then came out In
bﬁhmd 1ms outnumbering the bewilderedvfarn-lers.

Wlld e trla deliberated: should he train his nelghbor.s to
' Zafatgus o0od in combat, or should he honor the ancient
bgec'lt.la ’ %his people and keep the golden d?gggr as a
m:cl:fzrl‘ p(;ow" Was not service to the land a service to God,
pe .

‘ Mazdao? ‘

o "?’:: lr\:lrvest was once again in. The nig

i koned from afar.
-epol. The mountains bec . ;
“ state of inneroturmoil, 7arathustra took his bow an

and went up into the mountains. Perh'aps therc’e,
5 e could find an answer to the riddle of his people’s

Into this picture of duality steps the figure of Zarathustra (or
Zoroaster), a key figure in understanding ancient Persian cul.
ture. We spent several days on the life and teachings of Za

hts were clear and
athustra, of which only a few glimpses can be shared below:

When Zarathustra reached the threshold between child-
hood and adolescence, a noteworthy change ocqurred in
him. His otherwise cheerful glance became downcast. He
would now wander for days at a time, alone, through forests
and pastures. Finally, he fell ill and lay listlessly on his cot.

The Daevas celebrated and conspired to send poison in
the guise of medicine. One day a doctor appeared and
promised to cure the sick youth. He went to the sickbed
and handed the invalid a cup filled with deadly poison.

Zarathustra took the cup. Yet as he held it, his hand shook

so badly that he could not drink from it. Quickly, the false”
doctor stepped forward to assist him by holding the cup to
his lips. But then Zarathustra raised himself, He had now
seen through the evil intent. He took the cup inboth hands, -
poured the contents on the ground, and cried aloud: “For

Ina
Arrow
_alone, h

fate....
- éarefully following the stream, Zarathustra eventually

“arrived at a clear mountain lake, su1."rounded bz sttezp ;:tfefi
Not far away, a maiden clad in white appeare.ba 2 vater
ing hole. Her black hair was held by a .golder; a h(,)ulder
ing a noble face. She raised her water jug to her s .

i th.
d, and noticed the strange you _
tur'lr":e aar:\‘azing sight of her had left Zarathustra speech

. 1" d
less. Finally, he broke the silence to ask, Who are you, an

i : long?ll
f7<to whom does this valley be s
- “You have now entered the valley of our sun-priest,

il
"§ Vahumano.”
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As Zarathustra approached, she continued: “And

nhame you wish to know—. ; y
s ow—I am called Arduisur, after this

s On great stone pillars rested the king’s seat. Intertwining

akes formed the backrest. As darkness fell, the Turanians
s}egan a powerful, insistent beat by clapping their hands.
’e?ﬁme used bones as drumsticks. The sound rose and fell-—
ﬁw after hour came the same rhythmic beat. Midnight
% rrived. Suddenly the drumming stopped. An eerie silence
% ded a new, more intense beat. At the highest possible
i&; escendo, Argaspa appeared under the arch, red in the
Esht reflected from the nearby flames.

. The drumming continued madly as Argaspa ascended
the steps to his throne. His bald head glistened. "The shad-
‘ows flickered. .
‘Accompanied by high, shrill tones from hollow wooden
instruments, a bldck figure appeared, holding a staff in one
hand and a whip in the other. This was the high priest of
the black magicians. Two enormous snakes were brought
foﬂh At a signal from the black priest, the snakes were set
‘down around a large vessel filled with blood.

A cry, not loud but nevertheless heart-rending, broke
ih:ough the devilish chanting. A woman, half-naked, with
her hands bound behind her back, was led by two Turanian
gervants to the central fire. A great pain coursed through
Zarathustra: he recognized the stranger from the mountain
tlake—Arduisur. .
" “We shall feed this woman to the snakes,” called out
; ;‘Ki_ng Argaspa, “unless someone offers his blood instead
“and places his head beneath my foot for as long as I com-
=mand.” :
A shudder passed through Arduisur. Zarathustra stood
Motionless. His glance had met hers.
+Then a bull-necked Turanian stepped forward. He took
A dagger, pierced his arm, and let his blood flow into the
essel. Then, holding his wound, he climbed the steps to
fie high throne and placed his head under the king’s foot.
W_evwﬂl Rot witness the sport of the snakes’ feast tonight,”

traveled far.”

Arduisur remained motionless and fﬁlly upright as the
gézed upon one another, Finally she raised the jug andy"’

water.

“You have had enough,” said Arduisur. But as he drar;l;
gurthler, she warned him, “He who drinks this water sha]]
€velop a burning thirst, which on] i ;
o ¥ a god will be able to

Zarathustra returned the empty jug to her.™

As I paused in the telling of the story, I contemplated the
cent.ral dilemma raised early in the above passage: For the sak ”
(?f Victory, even of simple preservation, is it acceptable to sacri
fice one’s spiritual ideals and become like the enem}'

Would th-ey then recognize the inevitable “burning thu'ét’j
ax"ld the wish to drink too deeply? For now a truly oppressic’\?:
scene unfolds as Zarathustra, with his followers, decideS‘ml

enter the Turanian camp and look the enemy in the eye. The} ¥
. story continued: i

£

T

)
e




108, shythmical beat can awaken base instincts and submerg
human consciousness in a way that can place people ﬁm‘l)' d
under the foot of a dictator. We referred back to this scene mﬂ‘ “ishall live and pray to Him. Beware, however, for Angra
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said Argaspa. “You shall have her. She is
. ours,
away yours. Lead he;
Triflrnp'hantly, the Turanian Sprang up and approac,
Afdulsur. A cry came from her throat. Then Zarathyg
with drawn dagger, fell upon the Turanian. Chapg ensued.
;(et before the army of Turanians could interfere Argasp;
ad se ted , \
i f::z; :r' il;;s;wo and stood before Zafa'thustra. “You that the individual can wrestle with and find an inner equilib-
o open e the;reaft Z'r(:f give the blood sacrifice anq swe, um, a personal relationship to the dynamics at work in a given
. . A | : i hustra story, when
poey me t . | _ vation. The final scenes from the Zarat Y,
N us .a los‘t his senses. He .could have strangled the' = ced before the children shortly after the Turanian scene, gave
anians with his bare hands. His knees shook. Then his % ast such an opportunity to explore the opposite pole:
followers rushed forward and swiftly carried him aw; j‘m " ’
into the dark night.1s a X ‘

'« < of experiences, such as this one from the Persian period of
ory, | felt that the students would have an opportunity, by
: lh grade, to begin to understand, and not simply “know.”
In a sense, balance becomes possible not by eliminating polar
sences and achieving a kind of gray neutrality,but rather by

. Secking out a hermit, Zarathustra opened his heart,
hared the anguish of the Turanian experience, and asked
1ow justice could be achieved. The Wise One answered
hat the Turanians could not be conquered by weapons of

Some may feel that the above scene is too strong for fifth,
grders. Certainly, if it were not followed by the final episod
.weulc% be.. Yet because the experience of polarity was so stro war.

;: gtcjftr;tdpg;siijsfit tg}:i; ﬂ;;ﬁ::ll\z:;e' in Whiih Zara ; - “And it is really not the Turanians that we are fighting.
powerfully if the Turaniaﬁ; ao, wou d speak more The real enemy is their god, the evil spirit Angra Mainyu
cene were not omitted. (It also illus: Ahriman]. The Turanians serve him. They sacrifice to him.
{eis a god of error and lies, yet the Turanians cannot see
heir error use the god of darkness has clouded their
we:’ l::;t tl;:se wzot were wat_ching Indiana Jones and the like g isione, r;;)os:;c;es; :afsg °
outthe balgan ng;; OS;)t ii\;esrgre :lf as rguc}} anFl more—but f"“h' - “The true strength in the battle against the dark forces is
discuss and process their experieesx;an with little opportunity to \hura Mazdao, the great sun spirit. All living things are
hearing the Zarathustra story. I a ourished by Him: grasses, flowers, sheep afld horses—h.e
compelling han d-clapped bea; of the Turanian o ves .as spirit in all human beings. Man'’s life on ea.rth TS
expression of what I would call the “subh slcrene. rasa’ Fansitory. Yet in his immortal soul, the human being is
enced at times in history, 1 £ subliuman,” as it is experl Pen to the sun spirit—everyone wears this garment of
Nazi propaganda ralli ™Y * found a disturbing similarity in light. The physical eyes, however, see only the body that
es of the 1930s.% The use of an unrele erishes.
“Climb the Albordsch mountain. There, where the eagles
st on the boundary between heaven and earth, there you

eighth d : S S e 58 )
gt grade when we studied Nazi Germany. By building up Mainyu will move in the depths and try to block your way.

&mn-ng into polar opposites in a strong but age-appropriate way . |
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Prepare your soul by day through prayer; b
your soul to the great, far—reaching, resoundi

e,
<
ntdetubgriimony

" e him; he groped along the wall of his cave, anc fell to
oré ’

Y night °pe“1‘- ef i d spiritual resistance was .roken.
{he ground. All bodily and sp

ng tone of the

cosmos. In time, He will speak and you shall hear,”17 g ..eH b{d ﬂ;’r:’ :::‘;2?;‘:; his soul expanded like a ring;nlgl 'g f‘ég |
: R - God. A fireba it}
Zarathustra took this advice, climbed to a high mountaj, tone, and his spirit rzsiip;;ziil:o:;f;e appeared. Like i § ,
cave, and began his vigil. During the day he suffered from hug. filled the hea'\/ en:},\an h the world, the words resounded: ii% : ],,y
ger and cold; at night he was tormented by terrible dreamg, ithunder echoing rougOicel Zarathustra, thou who art the f'ié
Weeks and months went by. His Prayers remained constant, Hx; #1will speak! Hear "}y v I a;n Ahura Mazdao, the Creator, i 5}»?;‘
only companions were the eagles that circled in the ajr outside highest of human beings. My voice will henceforth g
his high cave. Snow ang winter froze his limbs. In hjg mise .the one who haS,Chosen you- mY living words.”® Q,
and after particularly hellish nightmares, the image of a child speak to you and impart to you my :
often appeared to him, Who could this child be? Graduallyhe . ment, when all outer and inner sup-
learned to overcome his fears; he spoke his prayers with greater Thus at his lowest m(; };is life, Zarathustra began to hear
warmth and intensity. The child appeared again, yet thjg time ports had been removed from y

there was a change: the voice of Ahura Mazdao. I feel that this scene contains arche-

iypal i eachers, parents, and fifth- |
l)’Pal lm;izsean:riz:cses Z%E:l—e-afl;;sts, the losspof all support, is a
%ac?\etir:;h-cen:ﬁy experience. Many people' often feel that t}tllelzj
; gland alone, without the old community st.mch‘xrets, fhe
) !?xtcnded family, and the simple rhythms of hfe' tA'a ;vthe
%Jﬁvﬁfescnt even fifty years ago. Yet through' the expener‘.\ e o o
'nbyss, one can cross the threshold and gain new consciousn da;)
LA last note on Zarathustra: When he asked Ah}.lra Maz -
"-?};'hat in all the world is best, second best, and third best, ;
Teply was: “The best are good thoughts, the seconc‘l best goc:: <
t#ords, and the third best good deeds.”* I found this squend i
i;\,friguing, since Western culture often s.eems to Place ee';
‘tfirst, undervalues the spoken word, and gives very hftle consi
erati wer of thoughts. _
w%avt\;;zrtolﬂ;:g:wed AhuragMazdao’s answer with the fifth-
%der s, however, their attitude was, “Yes, one has to have gocc;d
?lﬁaughts first, in order to speak good words and.dg gooé deeds.
h‘;“ have to think something before you can do it.” Again I was
Stounded by their matter-of-fact acceptance of a great spiri-
ual tryth 2

.

v
>

The following nj ght the figure was of shimmering white,
and its size was larger than the child’s, The eyes sparkled, *
and their glance sought for Zarathustra, touching him gen. **
tly between the €yes and the forehead. A stream of warmth
coursed through his body. The figure rose up and moved
away. He gazed—as jt vanished into the light. '

back to him in memory. Light filled his soul; that whichhad -
filled him so with warmth could only have been Arduisur.
Where was she, who as J; ght-filled being had vanished into
the ether? "
 Zarathustra stood erect in his cave and gazed out over
the mountaintops, over the earth ag far as his eyes could see.’
The earth clouded before his eyes and the mountaintops ¥
swayed as a stream of tears poured forth from the lonely *
one. He would never again see Arduisur on this earth, .
never again. This certa inty now arose as he contemplated *
the dream experience, He swayed, the Precipice looming J
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3 . : kupa

. : : SR for multiplication and division. Each Fune we‘to<‘> ﬁ}f)th
ghty €Xperie, bigove it Ot of arithmetic—such as the decimal 1‘1n1t in f i
i et"cund that all our basic skills could be re\’leW'e‘:l W’th'i
. "'e"—(l;h(i)ldren realizing it. Rather than simply practlcm%1 the

'tht;’ gs over and over again each year (which would ‘azs

» in . ; ' a
; ﬂm?n stale rather quickly), by mtrod.ucmg a new il;err}\;aimg
to promote healthy for et}t’izn r‘e,\flnhembe& : we brought freshness and v1taht};1 N (;:rt}:cc))ug.hout ele-
se gf droppin his)t,o intil I%I o ¥ : '\:'n so many adults who had dreaded ma ity td “disguise”
pping d Ovember, T o 7y hool, I was grateful for the opportunity

entary SCROO, : initely needed for these stu-
‘+ practice—but practice was definitely ne
l ?eu;g who “forgot” their arithmetic.

healthy interva].

In the meantime, we visjted Decimal Is]
tion to this new unit in arithmetic, I descri
tion in the north country (thanks to my

re loggers used

In November, when the trees were bare ar'\d expose.d, we

;rned to our study of ancient cultures, this ime f?c:strilg'pn
¢ f Isis and Osiris.2? If Persia had pre-

EGYPT and the mythology of .

&?\tyed an experience of dualism or polarity, Egygt stood. éor ;:s'

. i i faces of the great pyramids _

hity: this was seen in the sur ane
t f the ] had 2 soxil\ the dynamic of Isis, Osiris, and Set (or T);phon). Asreto

us oms (o) e 1o ers a » ( as ‘ phe

il, I created a picture onffe black- & y Lucy in her main-lesson book, this is their story.

and. As an intrody

bed a logging opera
wife, who was raised in

i d
Osiris was once a king in Egypt. He was strong an

Standing at the good; his people loved him: His wife’s name was Isis. She
an g a efr o !

As the logs floated

Set was jealous. He made winds rush across the desert;
le.

e hated to see growth and happy peopl

One day, Osiris was standing alone when Set came up
ﬁom behind and measured his shadow before sneaking
way. .
A few days later, Set had a big party and everybody
ame, including Osiris. Isis was not able to atte?nd. o
At the party a chest was placed in the rru‘ddle of the
com. It was very pretty, with lots of precious stones
Ihbedded in it. Everyone admired it. Then Set sto.ocfllgi ,
d said, “Whoever can fit into that chest can have it. _

ory, he was able to make notations in his “log” book, giving
the daily totals. He wrote the number of whole logs on the

leftand the number of log parts on the right. In between, he

represented the island with a dot ( . ). Today, we call the
Decimal Island dot 5 :

“decimal point.”

e R
e found many uses for decima
th money and learned to keep th

adding and subtracting, but to;

In the weeks that followed,
We solved word problems wi
decimal point aligned when

RIS
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mmunion with the supersensible world, the Egyptians

ial rites in the pyramids indicate this focus on death
“om the preparation for life after death.
subtle indication of this change in consciousness can be
= 2in a detail of the Isis story. Her journey to find Osiris takes
Jiet b the palace of a king and queen in Phoenicia. Without the
‘afghts made possible through Anthroposophy, this small
debail might remain insignificant. Egyptian culture at the time
mﬁhieroglyphs, or picture-script, while the Phoeu.icians were
;ﬂ’;&dy using a letter-script. The old mysteries of Egypt had pre-
@}g’ed the ancient, spiritual Imaginations in pictire images,

‘}:%ms the Phoenicians had already entered a more abstract,

modem consciousness that enabled them to write with letters.?

order to reassemble the life-giving being of Osiris, Isis
M@t a new consciousness of symbol and letter back to
Egypt- A direct experience of reality was replaced by “putting
‘The pisces together,” with the help of the human intellect.?

“We did not discuss these aspects in class, but we did do a lot
of writing and draw{f{\g in our main-lesson books that reflected
;!'llese changes in consciousness. The class enjoyed practicing the
picture-writing of the Egyptians, and those who had felt some-
“‘i\\"hat overwhelmed by the complexity of English grammar and
peﬂmg felt especially comfortable with the hieroglyphs. “Why
'gn’t we always write like this?” was the repeated question. The
-children were confirmed in their love for Egyptian writing when
Q’}ey heard that the scribe had been held in particularly high
teem by the ancient Egyptians.

In addition to exploring the pyramids and their construction,
Mespent considerable time describing the preparationnand edu-
Cation of the pharaoh. I felt it was important to fully describe the
°l!f§r splendor of Egypt: the processions, in which the pharaoh
Was carried on his great shield, followed by the royal household,
251?}’12 Initiates, pontiffs, dignitaries, and guild members, each

hold up e ceiling of his throne room

Isis dic not know wha '
who she was, s she said
the queen’s baby.

One nizht, the .
S queen went by th . S TR
that the b:zby Y the baby’s room and Saw’

}l’:ad let me;~ keep t}.1e baby in the fire for just one more night
e c;vould rave gained immortality.” Then she told the king 4
and queen who she really was, and they gave her the treg

that had hsr husbang in it
. She i
the chest a=d Osiris. opened it and found both 3

On her k. rard j
her romeward Journey, she stopped to see her son,

H ,
w::*ué, .w.horn she had not seen for a long time. While she ..
$ Visiting with him, Set came and pulled Osiris into four. ¢

learning wa: later founded.

huma - Yetanother changein *
nLconscicasness. Whereas Zarathustra had climbed to the £

}];::;CILE CCJ)f t.h.e: mountaintop tf) come as close to the heavens 55%
fol b' .Slrljx was erclosed in a chest, later in a tree, and was
i % un‘ed In the earth. Whereas in the contest between the
M tranian god Angra Mainyy (Ahriman) and Ahura

azdao (god cf light), Zarathustra was still able to achieve

This story Indicates—in picture form—
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with their special emblem and their banners flying in the ppo.
And at night members of the royal orchestra, their COStumpy
flashing, would rlay sweet music beside an artificial lake g4
sparkled with Lizhts. I also Qdescribngt_l}e inner Preparatiop*
required for rulership, beginning with the applicant’s knock o’
the outer gate of tie temple: ;

With majestc countenance, the hierophant (teacher)
approached the new arrival. His dark, impenetrable eyes
gazed piercingly at the would-be student. It was imposs;
ble to hide anything. Questions were asked about the sty
dent’s background and family. If he was considered *
unworthy, a simple gesture indicated the path homeward,
But if the hiercphant found in the aspirant the sincere
desire for truth, he was allowed to enter the temple.

Once inside, they passed a disguised, life-sized statue of
Isis. Seated in an attitude of meditation and contempla-
tion, the goddess held a closed book on her lap. Her face’
was veiled, and beneath the statue one could read the
inscription, “No mortal has lifted my veil.” The student’
was then warred that acquiring  higher knowledge
required crossing an abyss. He was asked to work for a
tinie in absolute silence while performing menial tasks in '
the outer courtyard

gain admittance to the next trial. He was given a small,
ﬁghted lamp and told to enter a dark opening in the wall.

corridor. Hardly had he eased through by crawling on his
knees when he heard a voice at the end of the tunnel say-
ng, “Fools who covet knowledge and power perish here!”
-Because of a strange acoustical phenomenon, this sentence
vas repeated seven times by echoes at various points. Nev-
ertheless, he had to move forward; the corridor became
vider, but inclined downward more sharply.- At last the
ring traveler found himself before a shaft which led into
hole. An iron ladder disappeared into the latter; the nov-
e took a chance. As he hung upon the lowest rung of the
;hdder, his frightened gaze looked downward into a terri-
f)’lng abyss. His poor naphtha lamp, which he gripped con-
Vﬁlsively in his trembling hand, cast its dim light into
dless darkness. What should he do? Above him, impos-

§fble return; below, a drop into the blackness of awful
ght. In his distress he noticed a crevice on his right.

At this point, as we reviewed the lesson the next day, .th
class discussed whzt it would be like to observe a vow 0
silence. Some thought it would be challenging, but Lee, one
my most energetic and talkative boys, exclaimed, “Oh, th
would be easy. Just don’t talk! No problem.” As so often
pened in my classroom, in part because of the social'insigz'fs
made possible by having been together for several years, Lee 5
classmates took him up on his boast. “Oh yes? Why don’t you
try it!” The next moming Lee arrived with a roll of masking
tape and asked me to seal his mouth. He took his seat that 4a)

In Balance 109

it an air of satisfaction and managed to spend the entire day
thout even attempting to say one single word. Afterwards I .
¢ od him to share his experiences. He gave us a most remark-
ible account. He had heard things he would nex’/er have
: V"ght possible; he had learned more in that .one day’s classe.s
yin many previous weeks. He now appreciated some of' kis
ates whom he had scarcely noticed before. Ancient

195 O T
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Stretching forward with one hand on the ladder, and hjg Edules to allow for this coaching each evening. The children
lamp held out with the other, he saw steps. A Staircaget took a great leap forward in their writing through this inten-
Safety! He climbed upward, escaping the abyss. . . Finane. :;b‘f} a‘ gerience.

.the .aspirant found himself in front of a bronze grating leag. . AYE P

Ing into a great hall. ... On the wall could be seen two roy ;
of symbolic frescoes. ... A guardian of the sacred symbox:
opened the grating for the novice and welcomed him with -
a kind smile. He was congratulated u
fully passed the first test.?”

#’lﬁﬂer another block of arithmetic in January, we returned to
‘;ﬁi}ienf history, this time to GREECE. As we had seen, the Egyp-
“ians followed the sacred path in an inward direction, expressed
"I the pyramids and in the initiation process. The Greeks, how-
?&Z}}tumed outward, as seen in the Parthenon and in other tem-
P]es The Egyptian felt held and supported by the forces of the
ﬁ’;&h and the inevitability of death, while the Greek exalted in
“human freedom and in the joy of living. The figures in Egyptian
“ tings are seen only in profile. This rigid orientation is locked
Into a single direction of space and is bound to forces operating
“dutside the body. The Greeks portrayed the human body as at
‘test within itself, rounded, relaxed, and full of vitality.? To con-
~'vey these qualities, I began our Greek block with a sampling of
* myths, continued with a characterization of the Athenians and
.+ the Spartans, went on to,the Persian and the Peloponnesian
“Wars (spiced with tales from the battles of Marathon and Ther-
' !ﬁﬁ:ylae), and concluded with the Greek Olympics. It was an
Invigorating month!
In keeping with the theme of evolving consciousness, illus-
frated through the foregoing descriptions of India, Persia, and
Egypt, I would like to focus on one particular aspect of the
"~ Greeks, namely, the new-found ability to conceive; or to concep-
 lualize,
* 4 This quality is best conveyed through the story of Perseus,
vhich I reviewed for parents in the school newsletter with the
elp of excerpts from the children’s compositions:

pon having success. =

The trials continued. They included experiences of the fo:l;
elements—of earth, air, fire, and water. Each of the purification
experiences had a strong ritual character, for the student wag
expected to undergo a moral training that would cleanse the -
soul in preparation for higher knowledge.?® For those who suc- -
Fessfully passed the tests, the “veil” of Isis could be lifted, and )
initiation wisdom could be shared. My fifth-graders were -
astounded to hear that the process of initiation-education in"
ancient Egypt could take as long as twenty-one years. o s

To supplement the narrative content of this main-lesson
block, we made clay models of pyramids and created a desert -+
cluster of Egyptian monuments on our window shelf. This time -4
our display did not melt in the sun, We even took a trip to the

Metropolitan Museum of Art in New York to visit the Egyptian
exhibit. "

December brought an English block, this time with a focu5 ,
on.writing. Using the Greek myth “Jason and the Golden, ;
F.leece," every child created a personal text by writing inten-'
sively during the main lesson and continuing each evening at
home with parental guidance. I fashioned daily lessons on_
spelling and grammar around the needs and weaknesses I<’

&

iy

p . ' % The evil king Acrisius sent his fair daughter Danac and
ound in the students’ work. At a class night early in the fall, sher little son, Perseus, away to sea in a trunk. After many
the parents and I had discussed the coming block, arranged 3.~ 43 4days, they were rescued by a kind fisherman.

common standard of expectations, and coordinated personal e . —from Ian’s composition

e
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irect you to Medusa. Yet you must remember not to look
rect y

The Greek heroes re resent the decline of the old .
P olq, blOodlme 4t the Gorgon’s eyes, for if you do, she will turn you to
3

culture and the dawn ofwi'ﬁdi'{}iduality; The heroes stand as per
sondlities opposed to the old traditions, as is dramatica]ly repre.
sented in the banishment of Perseus when he was still an infant %;
He has to pass over the stormy seas, the realm of Poseidon, ryje
of the depths (and of the temperamental storms of humap, pas-
sions). The tiny casket containing Perseus and his mother g
rocked on the seas of life before a safe haven is found, B

2”
ne. ’ "
o —from Donna’s composition

! The hero must pass many trials and persevere over a Jong
riod of time. Even then, knowledge is needed. Thus Pt?rseu's
: ’PC' structed to gaze only at the reflection of Medusa in his
7 ileI}d when striking the fatal blow. Le.arr.xing for the child in t.he
‘&rl)’ grades is perceptual, direct, and intimate. The y(?ung child
lives at one with the world. The fifth-grader now begins to step
Béck from the immediacy of experience 'and starts .to develf)p
conceptual skills. Just as Medusa’s image is reflected m the §}.1m-
: lng; shield of Perseus, so the knowledge of an older child u.tlhzes
the concept—knowledge that is a reflection of the world. This pro-
cess, and the transition from one mode of learning to the ot.her,
Is recognized and vividly demonstrated in the Waldorf curricu-

um. 7o continue the story:

Many years went by, and Perseus grew to be 3 very
strong lad. Polydectis, the king of that new land, fell in love
with Danae, but she would not marry him.

One day, Perseus went sailing. When he came to an
island he sat down to rest under a tree. In a half-dream, Pa]. -
las Athene came to him. She showed him a monster with
snakes for hair and parched lips with venom dripping from
them. She asked him if he was willing to kill this monster.
Perseus said he would be. Pallas Athene told him to go
back home and wait till the time was right. ‘

—from Jonathan’s composition

Perseus traveled south until he came to a great mountain
where he found the nymphs. They gave him the hat of
darkness and directions to the Gorgons.

It was about midday when Perseus reached the Gorgons.

- They were sleeping on the beach. Medusa sat between her
two sisters. .

Perseus slowly descended, and then chopped off Medu-
sa’s head. Then he popped the head into a bag, sprang up,
and fled. The other two Gorgons chased Perseus for the rest

- of the day.

The last sentence contains a strong message for any preteen!
As a son of Zeus, Perseus possesses creative sun forces—but he
must also prepare himself adequately. His god-given gifts are
not enough: he must make an effort to develop what he has—
another strong message for the gifted child. For he will fight
against the horrid Gorgon, who has been left behind in the
development of humankind and has become the personificatio {
of evil. I have found that evil often appears in mythology as;
something misplaced in time—a mode or ability that was once’
appropriate but has been superseded.

—from a group effort: Joseph, Marc, Samuel

' A great longing filled the Greek soul, a longing for what is
truly human. Greece felt that its own soul had been bc.>rn
thmugh the deeds of Perseus. The ancient, nocturnal, dreamlike
Consciousness as represented by Medusa is finally overthrown.

“Athene,” Perseus asked, “is it time to slay Medusa?”
“Yes, it is, but first you must find the three Grey Sisters
and they will tell you where to locate Atlas. Only he can
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iohtly flaming torch aloft, fifty fifth-graders streamed across
» field to open these Olympic games. There were contests in
ng jumping, javelin and discus throwing, and Greek wres-
ifing. Each contest was judged not on speed and strength alone
put also on grace, skill, and sportsmanship. The final awards
{vere true to the Greek tradition: many received olive wreaths
#ﬁ;#oven of willow branches since no olive trees were growing at
ywthorne Valley), which were ceremoniously placed on'the
tors’ heads. Everyone returned home that night healthy,

thappy, and sunburned. : .

The paralyzing fear of i
g e primal, dark forces ’
overcome, ! the pas s
' The human being has been given a powerful new Weapon : .
his battle against evil: the ability to conceive, to think c}j) T
use it rightly? he
In conquering Medusa, Perseus frees the winged pore.
lI:e;gas:us. The emerging fifth-grader can catch the reflection ;:3,
old it fast. Pegasus, winged phantasy and Creative geniys, i
’

tual knowledge—it bestows th i i
can infuse a ﬁ%th-grader’s Iea;njnf;ilng of joy and wonder th,at
Fifth-grade geography consisted of two North American
amain-lesson blocks wherein various regions of our continent
were studied as we continued the outward expansion begun in
i“fghﬂh grade. I cannot possibly relate the full extent of our explo-
ations, but I will mention two highlights. Our Spanish teacher
ined me in teaching the main lesson for an entire week while -
ve covered Mexico and Latin America. She brought songs,
poems, and personal experiences of the lands and people.
"Because the class had been studying languages for several years,
their ears were awake to different sounds, and they could appre-
clate the subtle differences in expressions and customs in the
‘various countries. I found this instance of team teaching to be
« ++ personally rewarding: I learned along with the class, We cnded
v« = the week with a pifiata and a Mexican feast.
% A second highlight involved a book that we used in conjunc-
Hion with the geography of the Northwest. In Naya Nuki—Girl
Who Ran, by Kenneth Thomasma, we met the spirited story of a
Shoshone Indian girl who was captured in 1801 by a rival Indian
tribe. She and her best friend, Sacajawea, were forced to march
fN}m their native region in western Montana to an unfamiliar
Jpart of North Dakota. Naya Nuki managed to escape and trav-
eled alone for over a thousand miles as she retraced her steps
* homeward. The remarkable aspect of this story, from the point of

ES

View of teaching geography, was that she had practiced such

Each yearI §ave a presentation to the faculty on the curricy-
lum and on the students witp whom I was working, In fifth *
grade, I chose the theme of ancient civilizations and described

3.

great sense of vnity with the world, were receptive open, and
f}:lll of empathy. Marc, Ian, and Doug were déscribedl in corlmec-
tion with ancient Indja. Other fifth-graders seemed to experj- " *
ence the duality of life very strongly: my Persians were IVII)a
Margaret, Samuel, Zachary, and Fben. placed Anthony in tl?c’.:

context of the Babylonians and thair celestial consciousness. We

had several Egyptians, but for the purposes of the faculty report, :
I described Tara, Steffen, and Jonathan as Egyptian scholarsf -
Eve?n though in a sense the whole class was Greek throughout
their fifth-grade year, I spoke of several children as most clearly ;

.We ended our spring history block with a Greek Olympiad. I{
will never forget that glorious day in May. We were invited to ™
the Hawthormne Valley School just over the moﬁntain in New.&
York State—they, too, had been Ppracticing for this special event.
Now, clad in white, angd with Marc and others holding thei




I
i

rEYvSE

R s

116 SCHOOL AS A JOURNEY In Balance 117

ention car sickness. We touched on the theme of natural versus

. q the[ ne ta
’ tic s”l)stances, a 4 ken I er

tured that she was able to retrace her way, following the lang.
marks of streams, fields, and animal life, The story is alsg One

survival and initiative—it is a 8ripping account of hy 2
achievement Man

hen we studied cotton.®

We ended our school year with a myth—"Demeter and Perse-
hone”— that seemed to tie many of our fifth-grade themes
together. Persephone is enjoying the bounty of nature one dayv
hen she is captured by Pluto and taken to the underworld.

had helped us understand human soul qualities, the realm of
plants now extended our gaze to include the realm of the forces
streaming between heaven and earth, the cOsmic—earthly forces
that are at work in nature. We looked at the big picture of the
interdependence of soil, sun, air, and water, and the types of
vegetation found in different parts of the world. We followed
the path of the sun at the equator and at the poles. We looked af
tundra, lichens, mosses, ferns, and trees. Wedid a lot of drawing .

megranate seed in the underworld. As a consequence, she is
orced to alternate between the world of mortals for six months

This myth has continued to intrigue me since I first taught it
fifth grade. The children experienced it as a story that cap-
tred the theme of the year: they discovered balance in the world
f nature between growth and decay, in relationships between
Ythological figures, and in the whole versus the parts (deci-
mals), although again I did not expound on the fact that we had
learned about balance but simply let the images and experiences

my arms to indicate one or another tree. The children sang out
bear their own weight. As an adult, however, I wanted more. I

.the name. Asinall things in Waldorf education, the subject stud-
led is related to the human being, with the hope that this inter-
connectedness will instill in the children an appreciation of our

vital role in preserving the environment.

ished with this quest for meaning, but I have found two other
Seekers along the way:
Robert Bly, in his Iron John:

We could say that the Greek goddess Demeter owns the
surface of the earth, the wheat fields, barley fields, olive
groves, vegetable plots, pastures. We remember that her
daughter, Persephone, is playing one day on one of these
flowery fields when Pluto, or Hades, takes her downward
and inward. She goes to live with Pluto, whose n

eded to take the story of Persephone further. I am still not fin- [

i
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walled garden, to en
which js especially ric

For men an unnam
face of the earth; and a

hin grief,
ed god of dut

y holds down the syr.
Il sto

ck markets, al} footbal] fields, 4
+all suburban tracts, ajl offices, all
him. There a man ma
impression, makes an
cky, the time comes to
The Wild Man here is
that a man finds the w

kes a Stand,
empire, byt
80 inwary,
like Perse.
ealth of the

Sooner or later, if he is lu
and live in “the garden.”

Phone. It is in the garden
psyche.

A few pages later is 5 Statement that is ever
the life of the modern teacher- “Making a gard
it, means Paying attention to bound
need the boundaries to prevent ¢
occupying all our time_ 3

In the midde of Plato’s Meno, 1 discoverad yet another seeker
in the voice of Socrates. After suddenly quoting a verse about
Persephone, Socrates says:

en, and living in
aries, and Sometimes we
aretaking from coming in and

As the soul js immortal, hag been born often, and has
seen all things here ang in the underworld, there js nothing

which it has not learned; so it is in RO Wway surprising that
it can recollect the things it knery before, both about virtue
and about other things. As the_whole of nature js akin, and

e search, for searching and

learning are, 55 5 whole, recollection %

50 applicable tq ;
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tinual rebirth and immortality. So—recollecting or reclallmg
continua C
e than the daily, weekly, or yearly review: it involves a
{s more

No wonder I finished the year feeling inspired, puzzled, and
o
verwhelmed.
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' 'vhysical earth while discovering the secrets of its minerals.
. phenomena of acoustics, heat, magnetism, and optics are
%plomd through concrete application and experimentation.
2 culture of ancient Rome is studied, with its emphasis on the
sterial and practical. Such is the world of the Waldorf school

6. \ith Brth Feet Firm,
Planted 5y the %roum{y

grade year, I found them to be more aware of clothes, food,

Ing up.” A common refra
n from
most children, is the famous “M ha unts and uncles, hateq by ~/money, and social issues. They could be bubbly, eager, and
: Y, how you have grown!” p,; pleasant one moment—and then in an instant become sulky,

testless, and even resentful.> Most of them showed interest and
readiness to take on more responsibility for independent work,
and they could move mountains when a subject or task inter-
ested them.4 Periods of intense physical activity would alternate

they grow down, /
Sixth-graders Present a striki

ith intervals of lethargy anE‘éloppy postures at their desks.
#After a few days of school, Maria made the comment that
Mr. Finser has changed so much.” I was glad to hear this,
‘because in fact they had changed so much that a new teaching
‘style was called for. They wanted and needed someone who was
matter-of-fact, clear, and above all, fair. Concepts and ideas were
now realities, and they could argue like lawyers. They did not
want any obvious references to spirituality and felt most com-
fortable in cause-and-effect relationships. Above all, in the name
ofbeing “just like everybody else,” they rejected anything “Wal-
. dorfized.” The class was ready for a new kind of teaching and
+ for new subjects.

We began the year with geometry. Our preparation for it had
already begun in the early grades with extensive form draw-
ings. In the first two grades we made freehand drawings that
emphasized repetitive patterns; in third grade we did a lot of
Symmetry (mirror-image) exercises. In fourth grade we drew

and science, Concepts:

y debated but muyst in -
nce. For indeed, sixth-
nd, if possible, make jt ..

the end pass the acid test of life experie

gra.ders want to experience the world a
their own,

metric designs—now, as the I ’ "

itis the poir o e e E(I:Itd of conce.ptual tl.nnking dawn: ] braided forms and Celtic designs, and in fifth grade we made

eager geologist, a twelve-year-oldal,specxal fascination,2 i e s that prepared the way for geometry Now nsixth
iterally touches and holds ; , : grade, the students were presented with new tools: the compass,

iy
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protractor, triangle, and straightedge. They had used rulers -

since the third-grade measurement block. As an introduction to -
the compass, I gave them an outdoor problem-sol\'i.ng assign.”;
ment in which they had to find as many ways as possible t,
inscribe a circle in the sand. They experimented by forming a
circle with the class, by using a rope, and by attaching the rg
to a pivot point at the center and drawing a circle with the Tope
taut. When we came inside, we further experimented by attach.
ing string to our pencils and drawing circles on paper. All these
activities built a healthy anticipation for the presentation of their
compasses. When they finally had these sparkling tools in thejr
hands, they were able to experience a deep appreciation for
them because of all the experimentation they had done before-
hand. This appreciation grew as they discovered more and more
things that the compass could do. The tools were respected and
‘better cared for as a result of this preparation. It always shocked
me to see a teacher pass up an educational opportunity of this
magnitude by simply taking the supplies out of a box and say-
ing, “Here are your compasses.” I found that preparing the class
for a new subject actually saved time in the long run because the
students formed their own relationship to the subject or the materials
and were far more responsive and quick to cover ground than

they would have been otherwise—another example of economy )

in teaching.

We began our sixth-grade study by making circle designs that
were partly an artistic exercise (we used colored pencils to shade
them) and partly simpie practice in using the compasses. We
drew concentric circles, expanding each one from a common
point, and made many, many drawings of circles divided into six
parts—opportunities to discover that the radius of any given cir-
cle fits exactly six times around the circumference of the same cir-
cle® By drawing full circles at each of six points around the ;
circumference, the class created a variety of flower forms that/ :
could be carefully shaded in a whole palette of colors. We then -~

went on to drawing families of triangles—of acute, obtuse, right, : .

&
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ngles—and of squares, parallelograms, and
hasis in this first block was on the beauty

tional concepts and theo-
ity of geometry, and on conven '
a0 d::;\?::h were arrived at through discovery and drawing.

‘ 4 Because the students were so engaged in the.iI owx:a hard work
‘Tunng the geometry block, I was able to practice child observa-

and adjust my teaching according to what I observed in
on

em. Geometry emphasithy, whereas history and
L@ue-.:: subjects mostly emphasized mine. I feel that the block

fhedule should alterndte between these two emphases-in order

t> achieve a balance. One might also see this as an alternation
iloa

otween contraction and expansion: the students pull into

:“themselves when doing geometric drawings, and their con-

sciousness expands out beyond themselves when they are li;rmg
; i o
hto history In any case, the group was sorry {0 leave plan

% three weeks, so we continued making geo-

‘peometry after only ' :
f@tghetric drawings in our extra main-lesson periods later in the

) ay, and in the spring months made geometric string7designs
ith small nails hammered onto large wooden _boards. -
‘In the final days of September, we plunged ipto Roman his

; and corresponding a
» uch more- The emp

A

‘things: tell the story of the Romans that we heard in clas.s, ;jhax;z
imy thoughts and insights, and by way of er. :notes ? ca
%50me of the anthroposophical perspectives on-ioman .xstory,
“especially regarding the essential nature of the human being.
_ After the fall of Troy, Aeneas journeyed far in search of a
. new home. He and his company first sailed to Macedonia,
. then to Sicily, and finally to the territog of 1 ;mr‘entun:;l or
present-day Italy. In the course of their wazderings, they
i essions. '
. los(t):llieﬁ;:rslpxgrs:, they began to search for .food and, w’t}ﬂe
doing so, came across a force of armed x.\ahvgs led by King
. Latinus. He inquired why Aeneas and hismen had. come tof
* Laurentum. The king was deeply moved by their tale o

‘«tory. In the pages that follow, I have attempted to do three-
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at the edge of the floodwater. Eventually, the basket was
Jeft high and dry as the water receded. A she-wolf, coming
down from the hills to quench her thirst, heard the infants
erying and went to investigate. She found the boys and,
according to the legend, took them back to her cave and
‘ursed them. Later on, a shepherd found the twins playing
in the cave and adopted them.

Troy and their search for 4 Place to build a new city. Lati |
gavde Aeneas his royal pledge of friendship. A treaty I:::
2:1, i:; Ijirnnd the Trojans built a settlement that they Named
After many years had passed and many kings hag ruled
the town, it happened that one ruler, by the name of p; 3
fathered two sons named Numitor and Amulius ;);a'
father left the kingdom to Numitor, the eldest son. B X
Amulius had no respect for his father’s will: he drov.e htilt
brother out and seized the throne. One act of violence les
toanother. Amulius even murdered his brother’s male chil-
dren so that there would be no heir to the throne. Amuliys
also forbade his niece, Rhea Silvia, to have any children, Yet
despite the royal edict, Rhea Silvia gave birth to twin b‘oys
Romulus and Remus, and declared that their father was’
none other than the god Mars himself ®

My sixth-graders interrupted me at this point to-mention the
gimilarities to the stories of Moses ir. third grade and the Fenris
volf in fourth grade. I acknowledged this observation and
remarked that people of different cultures seem to have similar
pictures and stories (in adult terms, archetypes) that actually
unite people of different nations. I also used this opportunity
“(the closest I ever came to an outright “plug” for Waldorf educa-
jon) to say how glad I was that they had worked together as one
.class for so many years and could make these comparisons in
: history and mythology. Our hope as Waldorf teachers was that
“through subtle guidance the older students would see the big
picture, the relationships between subjects and cultures, which
would not be possible in the same way if each course were

. Thus Mars, the mythological god of war, enters the strearﬁ of
oman history through the birth of Romulus and Remus. Mars
represents that which leads the human being down to the earth,. -

into hard, physical form.%:The iron we find in the earth (and in
hun'1an blood) can be experienced as physical manifestations of
the z.nﬂuence of Mars. The Romans later proved to be Mars peo-
ple 1 every respect. Their warlike ways, their emphasis on
physical accomplishment, and the strong personalities of their
leaders brought the influence of Mars to the European conti-
nent. My students, with their new hardening muscles and intel-

lects, were ready to meet the fierce realities of the Romans.

The shadow of Mars fell heavily on the two boys, Romu-
lus and Remus. The cruel king, Amulius, boun’d their
mother and flung her into a cold prison cell. The boys were
condemned to death by drowning. Yet because the Tiber
h.ad recently flooded, it was inipossibie to get to the actual
river channel. Thus, the king’s servants set the twins afloat

taught by a different instructor.
But to continue the story of Rome:

As young men, the brothers were seized by a desire to
found a city at the spot where they had been left to drown
as infants. (In the meantime they had revenged themselves
on the wicked Amulius.) A dispute arose as to which twin
should be king of their new city, so the brothers decided to
ask the gods for guidance. As the story goes, Romulus took
the Palatine hill and Remus the Aventine as their respective
stations from which to look for an omen. Remus was the
first to receive a sign: six vultures flying overhead. Yet soon
thereafter, twelve vultures appeared over the head of
Romulus. The followers of each promptly saluted their
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Mmaster as king, one side basing its claim UpOn priority, the
other upon number. Angry words ensued, followeq p,
blows. In the course of the battle, Remus was slain by hjs
brother. Thus the City was named Rome, and Romu]yg
became the first king.

(Other stories relate that Remus was killed after mock.
ingly jumping over the partially built walls of hj
new settlement. In a fit of rage, Romulus is saidq to have
slain his brother with the words, “So perish whoever e]s,
shall overleap my battlements. )10

The class had already encountered fratricide in the third.
grade story of Cain and Abel, yet in this sixth-grade version the
two characters are Jess clearly differentiated. Nevertheless, one
can note the fact that it is the
wins—and community and cooperation thus lose: twelve vyl.
tures overcome six. Quantity, might, conquest, and expansion
stand as the four pillars of the foundation of what
become the Roman Empire. For my sixth
quently seemed to valye th

v/as to
-graders, who fre-
€ same qualities (often in the

vocabulary of athletics), it was important to objectify these i

aspects through Roman history as well as to see some of the
- consequences.

Strong walls do not 4 city make, as Romulus soon dis-
covered. Faced with the necessity of finding a population,
he opened his gates to all those who had no home—the rag-
tag vagabonds roaming the countryside. This unruly mob,

slaves and fugitives included, became the res publica of
Rome. '

Here we come to 2 crucial point in the narrative. I tried to *-

present this picture to my twelve-year-olds as vividly as possi- -
ble: all the riffraff of society enter what would later become the )
greatest city on the continent. | then asked my class, “What

s brother’s

more headstrong Romulys who .

- d the class appreciated the fact that the chaotic, rowdy popu-
mce required exceptionally clear laws and a legal system, one
' “that is still part of our lives today."! Likewise, the need for law
: and order, for consequences based upon cause an-d effect, r.epre-
ents an essential concept for the preteen, who is se'archlf\g-——
- often in an intensely personal way—for a new relationship to

uthority. Thus when Romulus created one hundred senators,
he was building up a political structure that could temper
4" etrength with polity. These “fathers,” or patres as they were
‘%lled, were the forefathers of our U.S. Senators and C?ngress-
men Thus the foundation for understanding our constitutional

convention was prepared not in a U.S. history block but in the
drigins of the Roman legal system.

After Romulus disappeared in a wild thunderstorm, the
- senators could not decide upon a successor. Who could
best follow such a strong founder? Finally, after a year-long
. interregnum, they decided to approach Numa Pompilitx.s, a
* man known for his justice and piety. Originally'a Sabine,
* Numa was a learned man, versed in the laws of both man
- and God. Yet much to the senators’ surprise, Numa Pompi-
Tius at first refused to accept the crown. Only when he was
told that government can be seen as a service to God and
. humanity did he relent. : '

- Rome had been founded on the principles of physical
orce and material possession. Now Numa set about build-
: :Ing another foundation: a cultural life based upon the
Needs of the heart and soul, Religious observance and
‘human consideration now became the guiding Pprinciples.
Numaseta personal example when a breathless messenger
.once arrived with the news that an enemy force was
\.approaching. Instead of immediately responding, Numa
;Teplied, “And I am sacrificing.”
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Numa built a temple to Janus. When the gates wepp
open, war was at hand, but when they were closed, peace
reigned. Thanks to his skillful negotiation of treaties with
neighboring communities, the gates of the Janus temple
were closed throughout Numa'’s tenure. He also encouy-
aged farming and forbade the selling of children. Numa
even left his influence on the calendar, for the year now
began in January (Janus, god of peace) instead of March -
(Mars). Included for the first time was February (from feb-
rua, meaning “purification”).12

The Roman historian Livy describes the battle as follows:
he ¢

The six champions now made ready for battle. As tlf.1ey
. oed forward into the lists betwveen the two ar{ru(e.s,
Sttfphearts were high.... The rival armies were still in
umslirtion; danger there was none, but eYery man present
I wwas tense with anxiety. The stakes were high; upon the luck
or valor of three men hung empire or slavery. .

The trumpet blared. The brothers drew .thexr sworgls
and, with all the pride of two embattled armies, advanced
to combat. Alba’s three champions were wounded; a

Without much discussion, the children were able to appreci- Roman fell, then another—a cheer burst from thc.e Alban

ate the contrasts between the Roman kings: army. One Roman survived, surrognded by his three
adversaries. They were wounded, while he was @urt. He
knew he could not face them together but that he did have
a chance in single combat.
With this purpose in mind, he took to his heels., sure that
they would be after him with such speed as their vs./ounds
allowed. After a while, the Roman looked back. His three
opponents were strung out behind him. Quic}dy he turned
and attacked the first one, who was swiftly killed. Then he
performed the same feat with the second Alban, and then
the third. The Roman army burst into cheers.®

In the name “Hostilius” one finds a clear indication of
the nature of Rome’s third king. Indeed, the reign of Tullus
Hostilius was a time of war and aggressive militarism. The
third king viewed the forty-three peaceful years under \
Numa as a reflection of abject senility and sought any and
every excuse to ignite the self-interests and self-glorifica- |
tion of the citizens of Rome. :

i
One incident is a picture of both the warlike nature of Hostil-
ius and the cleverness and cunning of the Roman consciousness: X
Another time Tullus punished a traitor by tying lps arms
to one chariot and his legs to another. Then the populace
watched as the chariots were driven in opposite directions,
demonstrating the results of divided loyalty. Only once, at
s &e end of his life, did Tullus try to consult Jupiter instead
of Mars, but he used the wrong incantations and the palace
_Was struck by lightning. Tullus perished in the flames.

After a skirmish with the neighboring kingdom of Alba,
a dispute over territory arose. Mettius, the Alban leader,
proposed that the armies avoid excessive bloodshed and
instead appoint three brothers from each side to resolve the
issue by hand-to-hand combat. In fact, each army boasted
of triplets who were the same age and equally strong. -
These two sets of brothers were now appointed to fight,
and the victorious team would confer the disputed terri-
tory to their nation. Tullus would have preferred an all-out °
battle but finally, and reluctantly, agreed to this proposal.

Again, one might wonder whether to describe such events
the above to sixth-grade students. Certainly they are not
olitically correct,” but they are very much a part of Roman
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history. Clearly we are also stj]] influenced by our Roman heri_.' :
tage, and aggressive militarism is by no means absent frop, our”
society. The crucial question for me as a teacher wag: Hoyw,

these images promote discussion and thereby h
to see Roman traits as soul characteristics tha E
wild or be harnessed ang serve a higher authority? W4 isthe " ;
difference between outer and inner authority? A g;

serve as an administrator—one who ministers to ‘others. sl
how 19 introduced an element of control to the battlefield by
He e;'.erl:ing specific formalities for declaring and conducting
war. T];e twenty-four years under Ancus were a time of balance

Although the Romans were practical people, the.y still
‘hada healthy sense for auspicious omens, especially if they
were favorable to their own interests: A wealth).' man .by
‘the name of Lucius was traveling in his open carriage with
'his wife when an eagle dropped gently dovtm and Sl.'lafChed
off his cap. It rose with a great clamor of wings llfltll, a few
minutes later, it-swooped down again and, as if sent b'y
"< heaven, neatly put the cap back upon Lucius’s heac.l. His
wife immediately saw this as a good sign and exclaimed,
- “Did it not declare its message by coming to your headf
. the highest part of you? Did it not take the crown, as ,lt
were, from a human head, only to restore it by heaven’s
. approval, where it belongs?”%5 Lucius moved to Rome,
% used his wealth to get close to the king, and soon became
his trusted advisor. When Ancus died, Lucius sent the
king’s sons out of town on a hunting expedition. He ma.de
i a political speech for support in the Senate, and was easily
. elected king of Rome. .
Even the sixth king was preceded by an omen: A little
Servant boy by the name of Servius Tullius was lying asleep
s -one day when his head suddenly burst into flames. Some-
; One was about to throw water on them when the queen
stopped him because she recognized the portent. Sl.'lre
enough, in a few moments the child awoke and the fire
J/ Went out. The royal couple adopted Servius, and he later

believed in the life-engendering force of a rich cultural life, M

X students were also ab]e to see Tullus Hostiljus for what he was
: yetatthe same time ident; fy with his aggressive nature becauge
of their own early adolescent hormonal changes. Although we :
did not discuss their personal developmenta) changes at this _
point, I felt that they were being indirectly addressed long:
before we arrived at our physiology and health block in sev. _
enth grade. Throughout my cight years with the class, my aim -
was always to address the mare complex issues of life on 4 feol-
ing level first, and then to bring in the facts and figures. My
position—c_ontrary to that of most programs designed to deter -

drug use, teenage pregnancy, and AIDS—was that to reach the
children, one had to begin with something other than the nuts
and bolts of Physical detai). -
The question however remained for me: What is it that can

awaken within the human being insuch a way as to exercise con-

TTha
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;Perhaps the most dramatic period in the early histq
me involves the last king, Lucius Tarquinius Super,
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Who know the heart!
Tarquinius Superbus!

Your days are autumn days
That ever shorter grow
Toward wintertime.'

before the consulship was established. Because his rule i“"01\'ed
so many of the classic issues of Roman history, this Period
seemed to offer good content for a class play. Dressed in Ro
togas, and with a double cast to accommodate all my eager play
ers, we performed the play after three weeks of intensiye
rehearsal. The cast of characters included:

The scene with Sybil, the wise woman with her nine books, is |
‘mptomatic of the change in consciousness that was taking

LUCIUS TARQUINIUS SUPERBUS, the last king of Rome: ‘
ce during the Roman era:

Torrey and Kirsten
SERVIUS, the reigning king: Zachary
TWO SONS OF TARQUINIUS: Jonathan F. and Michael
BRUTUS, nephew of Tarquinius: Susan and Mary
PRIEST of the delphic oracle: Joseph
PONTIFEX MAXIMUS, first initiate of the college of priests;
Jonathan B.

' CENTURION: Tim
LICTOR: Anthony
SYBIL OF CUMAE: Emily
TULLIA: daughter of Servius, wife of Tarquinius,
Kirsten and Torrey
SERPENT: Lucy e
SENATORS: Samuel, Maria, Donna, Tara, David, Abbie,

syBiL: [am a wanderer out of Cumae.

TARQUINIUS: What do you want?

SYB!L: I have come to offer you these nine books.
f;rA.RQUINIUS: Does a king of Rome need books, woman?
syBIL: No. You would do well not to buy them.
TARQUINIUS: Buy them, you say.

SYBIL: The price is nine hundred oxen.

TARQUINIUS: Begone, woman. [He laughs.] You are mad.
sYBIL: No. You would do well not to buy them:

{She burns three of the books in the brazier.] Now there.are
only six left, but you may still have them for the same price.
TARQUINIUS: I will give you six hundred oxen for the six
books.

SYBIL: [She burns three more of the books.]

[Enter Pontifex Maximus.]

Mare, and Margaret !

The play began with a speech chorus that recounted the early
kings, followed by scenes in which Servius is ruthlessly deposcdl
by Tarquinius. After the body of the old king is trampled by th
horses and the chariot driven by Tullia, the chorus warns:

SYBIL: I am the bringer of a gift.

ARQUINIUS: You cheat me, and yet I feel compelled. A
curse on you for the power which you have over me. Here
1s the money! [Exit Sybil.]

[Looking at the books.] Have I paid nine hundred oxen for
Jthe scribbling of a mad woman? The letters are Greek but I
fannot read the words.

Beware the pride that finds a place above the clouds
Beware the sword that has too many blades.
Beware ... beware the time

When satisfaction turns to shame.

Beyond the brow of every man

Still stand the Gods who see the heart,




by o i

134 SCHOOL aAs 4 JOURNEY With Both Feet Firmly Planted on the Ground 135

3t the theme of laws before kings is balanced at the very e'nd
e tus, who now sits as consul and has passed the first
prmt:;:]y t,hat anyone conspiring to plot the.return of a king
ey be beheaded, is faced with his first case—his own sons. The
2 iate is willing to consider exile i.n view o.f “all you have done
; &f“ Rome,” but Brutus responds with anguish:

; - Roman logic dictates that six-hundred oxen shoulq Pay fo S
i ~
!

six books, yet Tarquinius cannot resjst the allure of the Myster;,
ous Sybil. Each time that three more books are burned, pjg cur.
osity grows. Yet in the end, Tarquinius cannot read the pring. &
the ancient wisdom is no longer accessible, the wisdom of ear. -
lier civilizations is lost to him. Here we find the “descent” of :
human consciousness: the early omens (eagle and fire) haye *
now left, and the price for achieving individual human inte]lj.

gence and freedom is a closing of the books of Spiritual wig,
dom.

=

RUTUS: Remember our words? Impersonal, unprejudiced,

‘equitable law. If the law is to be just, then the eagI? a.nd the

*twren must be equal under it. The law must not fail its first

est! Hear me! It is the will of Rome that these men, guﬂtv by

"nfession....[He pauses.] Tarquinius would have glf'en

you nothing...these men, my sons...shall be publicly

whipped...beheaded. Take them away.

tSON 1: We are the sons of the first consul.

'SON 2: You would not dare harm us!

SON 1: Father.... [They exit.]

BRUTUS: [Alone.] So this is how you reveal yourself. O,

Law! You are harsher than any God. You demand more
than any divinity has ever received upon an altar. What

Jpain you cause me. Now at last I see... through my

tears...through my suffering...that the law can only

endure if there are people who will sacrifice of themselves

* out of their own free will.’8

The play contained many moving scenes, including gne in

of the king about the Serpent, “Who will be king after the death 3
of our father?” The oracle replies, “Whichever of you shall first ™
kiss his mother.” The two sons rush off, but Brutus, who hag
accompanied them, falls to the ground at the feet of the priests
and declares, “Is not the earth the mother of us al}?” | .
The final scene involyes the uprising in the Senate when Tar-
quinius is deposed in favor of Roman law and the rule of two
consuls who will govern for but one year at a time-

e e -

s

ey
AL

A sy

P

TARQUINIUS: Who js tesponsible for this . insurrection? i,
SENATOR 1: The Patricians of Rome depose you for the sake
of justice!

TARQI_JINIUS: Who leads the Pa tricians of Rome?
SENATOR 3: The law.

TARQUINIUS: The law? .
SENATOR 4: Every man s open to the powers of selfishness
and ambition. Only the law stands above temptation.
SENATOR 3: We'll have no more kings!

SENATOR 1: To take the Place of a king, there shall be law— -
impersonal, unprejudiced, equitable law,?? o

s
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»Mary and Susan played the part of Brutus with great fe.eh'ng
'and Pathos. Their speech and gesture really captured the inner o
rment of family loyalty versus impartial law. I will also nevejr il
rget how well Kirsten and Torrey portrayed the proud Tarqui- I
us, nor will I forget the marvelous group spirit of our Roman
Séhators. As with many of the plays given by my class, I was
¢ "p"ly indebted to our school eurythmist, who coa.ched the
j'}?géch chorus in the art of walking for their ca.ndleht proces-
8lon, and the Serpent in making sinuous, fluid movements
:‘ der her veils of green and blue. One child remarked at the
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end, “Lucy had no lines to sp amed how to compound ix'wferest. We.also made our t(i>lw.r:
in the play.” ockbooks and enjoyed writing unlimited checks—un B
‘ e time to reconcile our monthly statements. One child
e “What happens to checks when they are at the bank?”
aSKCd’d of giving along-winded answer, we arranged a field trip
Imiar hometown savings institution and, thanks to a particu-
o ;" friendly guide, managed to see not only the vault but also
" )check-processing center downstairs. The class was able to
:2:, step by step, what happens to checks, and how savings
is recycled into mortgage loans. i

m(;;r:el{eleping with the sixth-grade qualities described at the
beginning of the chapter, the English block tha.t f(?llowed
«focused on business letters: contracts, letters of apphcatlon,- let-
rs of understanding, thank-you letters, and so OIT' Besxd.es
eviewing rules of grammar, spelling, and punctu.ath'xon while
riting these letters, we also worked with condltxonél sen-
nces. At this age the students particularly seemed to.rehsh the
any ways one might state a condition: “I will ..., if you do
us and so.” Since they were employing such sentences at
home and school anyway, | figured we might as well take
advantage of the opportunity to develop grammar skills.

eak, yet her part was one of the bm :

As we continued with the consular
rule of the emperors, I found myself
questions:

“How does the birth of the Roman
modern legal mentali ty, wherein socia
the fellowship of the church, nor in th
at our place of work, but more freque

critical faculties are fully awake, but
that can form healthy judgments?”
“How does the Roman emphasis on laws relate to Rudolf
Steiner’s Threefold Social Order where he describes the sPhé}:@
of rights life and the need for an independent cultura] life?"ss -

“Why are so many of our public schools governed by polit‘icialu'
school boards?” ‘

period, and later witH ﬂie
once again asking inney

legal system relate o 1;1" :
lissues are decided notin ..
e extended family, or even
ntly in a court of law.‘ Our
where is the inner capa_diig

“Why is modern education so permeated by this still-prevy.
lent Roman attitude in its concern with numbers, power, accom. _
plishment, and preparation for business and industry rather
than with cultural and spiritual endeavors?” L

And finally as a Waldorf teacher, I asked myself, “How can
intensify my efforts to break through this Roman barrier in my
own meditative life, in my work with colleagues, and in my
involvement with cultural activities outside of school?”

Asat other stages in my odyssey,

- In December, when days were short and nights long, we
began a preliminary study of astronomy. We spoke of the path
of the sun during the seasons and of the phases of the moon. We
éathered one evening for stargazing and hot chocola‘te. Sev‘enfh
grade would bring a thorough exploration of the heavens; in
ixth grade I merely wanted to prepare the way. By keeping a
tar journal and learning simple stellar observation skills a year
ehead of time, the children would be ready for the science of
astronomy in seventh grade.

: After the winter holidays, we began the first of two blocks in
hysics. Since this subject was a favorite of mine, and of the stu-
ents, I would like to describe our work in detail. The science
curriculum s closely geared to the characteristic stage of child

I did not find easy answefs;'f

ited from Rome. Through this kind of personal research I felt
that the living stream of teaching and working out of Anthro:

Our next main

-lesson block took us back to practical m?_th
and focused on p

ercent and interest. We set up a class bank éﬁd
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then stepped behind the screen and made various sounds e
{ising coins, a glass, water, a spoon, a hammer and nails, paper, ;
j&so rs, an-egg carton, a plant mister, and a bean bag, and the ;

dents were asked to write down sequentially what they 1

development in each grade and serves as an Hlustratiop f

New way in which children can be taught at each age. * the
. Working with the Waldorf curriculum, the teac
‘g : develop the concepts given in physics oyt of if

her tries

Several experienced Waldorf science teachers have Suggested -
that acoustics be “born out of the musical,” perha
playing of stringed instruments and the experience of higher and
lower tones 2t With 4] due respect to my colleagues, I djs; e
Of course, my class had experienced music every day for sy
years now. As 3 musician, I welcomed every Opportunity to fyr.
ther their musica] appreciation. But I felt that my sixth-graders

& dThat the sound was?” After the usual declarations of “Everyone
: Fk?mgi,\'s!” or “It was easy!,” they began to focus on the experi-
ce. Eventually, through discussion, we arrived at the observa-

h‘m that every sound reveals its source and that each object used

,l;hind the screen had made a different sound. | reminded them

& Athat the screen had prevented them from seeing anything—they

d used only their ears. Then I asked them to hold their ears
and block out the sound I was about to make, just as their vision

’]\ag previously been blocked. When they were all tightly hold-
ing their ears, I played a high G on my recorder. They all
mei()rted hearing it very distinctly. This gave me a chance to
point out that, unlike visual experiences, sound penetrates very
deeply.Z In our review the next day, someone remarked that an
der sister often played loud music at home and that the pene-
frating sound kept him awake. This resulted in a discussion
ébgut certain kinds of music and the potential for loss of hearing
at {i.'oncerts where this music was played. Everyone had some-
l}}mg to say on the subject, and at one point I steered them back
{9 acoustics by asking, “Where is sound when we don’t hear it?”
whis quieted them down. After the question had a chance to sink
0 a bit, we continued with our experiments.

-We explored the phenomenon of timbre with the help of five

gg;léoden blocks, each made of a different wood: oak, walnut,

1t
" §trives t(_) be as inventive as possible in bringing the phenome B ;"'ughf they had heard. Afterwards, we compared notes. They % :
'[‘r in que'stlon before the' children.® In sixth grade, we cove » : 4 i; d identified every single object. l ! 15 (5
: , acoustics, heat, ma &netism, and optics, with the latter falling -+ ; i".w'jafter experiencing the phenomenon of sound in this way, we t
o the second block, given in the spring. gin 4 d,;cussed our findings. I began by asking, “How did you know .
B
: ; '
:

with my first group of sixth-graders, and it came off as a rather

ho-hum experience. This time ] wanted to adopt a new style of

teaching and really challenge the students In science. S
So we began with the phenomena of sound. When the chil-

all the sounds they could hear while sitting at their desks. A stu-
dent commented, “Not much,” but after a few moments he was ,-*

Cherry, birch, and pine. When we struck each one in the same
2, we found that each block had a different quality of sound.
2ach person then tried saying the word “acoustics,” and several
tildren played an ‘A’ on their musical instruments. Each time,

hear than they had imagined. These included such things as
doors closing, birds singing, a lawnmower, a plane overhead, "
and so on—things they ordina rily wouldn't have noticed at all.




: object, they force the object -

N This is called resonance.
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we experienced a different quality of sound and lea
this quality is called “timbre.” We moved on to reso
tuning forks. Each child struck a tuning fork and plac

ned lh‘“

changes in the water. Then, with friends from the younger
N an\,' o
Nance anq

r;des intently pressing their chins to the basin, my dear sixth-

ed its bage aders struck twenty-four large tuning forks and simulta-
on a desk. Then we struck a funing fork and held it Paralle] neously placed them in the water. Many younger children went

another one of similar size. Finally, we struck tuning forkg and
dipped them in cups of water. After experiencing the phenom:

ena, I asked them to describe their experiences. Susan wrote her
observations as follows: ‘

ome with vivid descriptions of something called physics and
how it made water spray at people’s faces.

Our study of acoustics also included the Chladni plate exper-
iment, in which a metal plate was clamped to a desk, and table
falt sprinkled on its surface. By drawing an old violin bow
‘down the edge of the plate, a tone was created. Most exciting of
all, the salt jumped around on the plate and formed intricate,

1. When the vibrations of a tuning fork are carried through
the stem to the surface of a solid

to vibrate and resound in the same pitch as the tuning fork,

movement also creates forms. We then went on to the soda bot-
Jes the children had collected for recycling. We filled them with
Jifferent amounts of water, and I gave one to each student. They
o vere asked to arrange themselves in a line according to pitch. It
¥ was wonderful to see them sorting themselves out as they blew
ver the tops of their bottles. Eventually we fine-tuned the bot-
es to get a C-major scale. After some practice, we added “Mary
lad a Little Lamb” to our assembly repertoire.

We ended the acoustics portion of the physics block with an
-examination of musical intervals and mathematics. I brought in
y cello, and we fastened a long strip of paper to the finger-
ard, making sure it was exactly the same length as the strings.
en we folded it in half crosswise, fastened it to the finger-
ard with a clothespin, and played the note indicated by the
Id mark. After the half, we did this with fourths, thirds, and so
N. Afterwards, we charted our findings on the blackboard.
hen the paper was folded in half, the note played at that mark
as-an octave, the one-third fold resulted in a fifth, the one-
urth a fourth. I then did a quick sequence on music theory,
hich included sharps, flats, and major and minor modes.
5 Through this mathematical and phenomenological approach,
the children approached music from a different direction and
appreciated it in an altogether new way.

2. When we placed the tuning fork in the water, we -
observed that the vibrating end caused the water to spray '
out. Thus sound involves motion and vibration.
3. The vibrations of a tuning fork can set another fork of the
same frequency in motion. Thus we heard a hum from the
second tuning fork. One can speak of the two forks as bein g

in sympathy with one another. Such vibrations are called
“sympathetic vibrations.”

In our second-day review, I touched on the larger theme of
“sympathy” by asking the class how they could tell if someone
was in sympathy with them or not. They offered observations
such as “if they are similar to you,” “if they have the same inter-
ests,” and “if a friendship over time has built a common base of

;'fégular geometric patterns. We thus discovered that sound’s |
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Still in deep winter, with icicles hanging over our windo\vs,
we took up a study of heat. For homework the day before, 1 had
asked the students to write two descriptive paragraphs, one on
the hottest day and one on the coldest day they had ever expe-
tienced. This assignment served to “warm up” the subject, and
they came to school ready for some experiments, The first one
surprised them. I placed three bowls of water on a desk at the
front of the room. The first was filled with hot water, the second

with cold, and the third with lukewarm water. One by one each ~

student placed his or her left hand in the cold water while the
right hand was gingerly placed in the hot. Then both hands
were quickly placed in the lukewarm water. They were not -
allowed to say anything until everyone had had a chance to ¢t
the experiment. There was unjversa] agreement that in the lyke.
warm water their two hands felt quite different: the hand tha
had been in cold water felt hot, and the hand that had been in’

hot water felt cold. We had thus observed that our body reacts )

to heat and cold in relation to it own temperature. :
Out of their recognition of the imprecise nature of the bodyas -

a thermostat, the students were ready for an objective way lo

measure heat. We did experiments measuring the conduction

and expansion of liquids, gases, and solids when heated. The _ -

experiment that received the most enthusiastic response utilized |
potassium permarganate (KMnO,). Here is Susan’s account of it:

We placed a beaker of water on a stand and carefully -
placed the potassium Crystals at the bottom. We then « -
Placed a flame under the beaker. As the water heated, the -
“crystals began to dissolve, and beautiful, thin wisps of pur
ple began to rise up through the water. The color was "
incredible. '

The class did not need any further persuasion that water n$€3:f
when heated, and the beauty and power of the visual perception.;
touched them so deeply that they would never forgetit. - =y,
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; In his book on child development, John Benijans mentions
! that the art of teaching science must always stimulate the child’s
. gbservation and not merely present him or her with a book of
answers. The more that each child can do individually toward
finding the answers the better, and children who have been
. brought up in this way—so that the maximum of activity is
, expected from them—will not need undue time to do whatis so
- commonly done for them in present-day textbooks.?

When we did experiments, I said very little beforehand but
‘made sure that everyone was in a good position to see what hap-
:pened. Here is an experiment on magnetism. We did it toéether:
¥ Each child received several magnets and placed a Piece of
light-weight paper over them. I then sprinkled iron filings on
the paper, which moved into position so that we could observe
the lines corresponding to the magnetic field around each mag-
net (similar to what we had seen in the Chladni plate experi-
ment). Working with large, ten-pound magnets was especially
* fun: we used them to demonstrate that opposite poles attract
and like poles repulse, and the students actually felt the strength

. When I asked for volunteers, many hands went up. I selected
two children who were having some social difficulties that year.
They stood ten feet apart. I gave each one a powerful magnet.
Without first introducing the concept of poles, I handed them
Jthe magnets in such a way that the opposite poles were facing
each other. Then I asked them to take small steps toward one
* “another, but not to let the magnets touch. With an attitude of
“No problem, I wouldn't want to get too close anyway,” they
slowly walked forward. The class watched with suspense, real-
* izing that more than a science experiment was being played out

Was fascinated—-everyone wanted to have a turn. I next selected
boy and girl for whom the Opposite scenario was needed. I
. asked them to do the same as the last couple, but I switched

«" of attraction and repulsion, right into their muscles and bones. °
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'Jmadc a statement about what the school stood for.) Neverthe-
 there were years when, despite all our best efforts, the
ceds of the scholarship fund” outpaced our ability to raise
money. At those times we had to make painful budget cuts.
The anguish of the budget shortfall was a powerful experi-
ence for me. With hindsight I have come to realize that these
painful financial challenges were actually helpful—they made
more conscious of what we were trying to do and of what our
priorities were. Rudolf Steiner speaks of the present time as the
age of the “consciousness soul,” a time when things are
achieved only through great effort, and clarity is won through
individual striving.* {The system of tax-supported education
that prevails in most communities can actually lessen this con-
scious connection between school and community because the
element of choice is often not present and active participation
i hot required. A Waldorf school, on the other hand, cannot exist
without the activity of its parents.
Yet I must admit that I have often looked with envy at the
Scandinavian, German, and Dutch Waldorf schools, which seem
0 have the best combination: eighty percent of their budget is
»covered by goverrument funding (for essential services) and
wenty percent parental support funds for subjects not required
by the state. I feel that Waldorf schools need an active parent
. body, but preferably one not always so stressed on the financial
front. The only way we might achieve the Scandinavian model
n the United States is to increase the level of understanding for
Waldorf education. Such understanding could lead to support
or choice in education and to alternative ways of funding our
&chools. My hope is that more and more people on this continent
ill support education, whether or not they have school-aged

poles so that “like poles” were facing each other. No matter hg,,
hard they tried, these two could not bring the magnets togethe,
In the days that followed, as we experimented further, e
also discussed some of the social aspects of “attraction and
repulsion” in terms of friendships and of siblings. I treateq the
topic gently. As with zoology, botany, and the other sciences we
studied, I felt it was of great importance for the students to relate
their experiences to human situations, to keep the human beihg
“in the picture” when studying science. This theme was
addressed in a more direct way in eighth grade when we looked
at the advent of atomic energy with all its ramifications. .-
In the spring physics block we worked with optics, experi
menting with primary and secondary colors, afterimages, the
darkening of light, and the use of the prism. We were fortunate
to have a full set of prisms so that each student had one and
could first gaze through it at various objects in the room and
then experiment by looking at the boundaries between dark and
light shapes that had been placed on their desks. We observed ’
that a dark surface overriding a light surface gave the red
orange-yellow end of the spectrum, and a light surface overrid- -
ing a dark gave the blue-indigo-violet end. We talked about
light being darkened and dark being lightened and about the
seven colors of the spectrum. We then further explored th
world of color through painting. "

That year I continued to serve as faculty chair and as a truste
of the school. Because we did not receive any state funding, al\ :
our monies had to be raised by parents and friends of th : 5
school. We had many parents who could not afford the f‘%‘ﬁib
payments, so we worked to raise money for scholarships. Ead‘ %
year we had an extraordinary holiday handcraft fair. Parents

teachers, and friends knitted, sewed, crafted, and'constrﬁC.F'. ,

thange and growth in our society.

50, while I was spending my classroom time in sixth grade
rking with physics, Roman history, and banking, my admin-
ative time was directed toward organizing committees and

ldren, because support for education means support for

piTaCtte)
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é . Tentered the classroom a week later. In addition to the
rgin?e:ns of igneous and sedimentary rocks, crystals, a.and gems
:ﬂmt the children found on my desk, there was.a little vial with a
particularly small specimen of the mineral kingdom—but one
g,at had been earned the hard way.

task groups, wrestling with the budget, and attending boary
Meetings. Ope afternoon I came home from school tq find g
my five-year-old, Thomas, hag hauled Jots of lumbey from -

After taking in the scene, and noting the effort and care with
which the boards and planks were Jajq across the flogy from
chair to chair, T asked if he was building the foundation of 3
house. His reply showed me how far off bage Treally wag, «
no, Papa—[ am having a boarg meeting,” .-
In addition to Planning further blocks in math and English and" v
a study of medijeva] history, the Jast months of the year alsg
included Preparation for §cography and mineralogy. Before
80ing with my family for 4 week of Spring vacation o, Cape Coq,
I packed the necessary resources for 5 further study of rocks and
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moments to make 5 diagnosis: kidney stones.
Thanks to Pain-relief drugs, and gallons of fluids consumed ‘
in the days that followed, T was apje to pass the stones without
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Sun-wisdom—yet today it can act as a hindrance to the gg,,. l
opment of a world economy.? Rather than competing nation:
interests and a monetary system pegged to the gold standarq
world economy with fluctuating currency valuations, such 2
we have now, can better mirror human initiatives *
and commerce. o
'VYe capped our sixth-grade year with a bike-a-thon o beg,‘;'
raising money for our eighth-grade trip. The students gathemd’:
pledges from unsuspecting parents and friends. Not even |
came close to anticipating just how far those sixth-grade Romaﬁs"h
would bicycle! We gathered at the schoo] one afternoon, and
with my son, Thomas, on his seat behind me, we began to dd:""
laps around the rural block. Several hours later, I (no longer on
my bicycle) was still there, watching, and the students were stjl]
Cycling. Parents arrived to pick up their children; some studenfs "
stopped from sheer exhaustion, but many continued into the ™
evening. Much to my embarrassment, we raised over two thou- .
sand dollars that day.
What a cap to a year of Roman achievement, physics, bank-
ing, and gold. What a year! The class had done everything'
wholeheartedly. I was heartily glad to have been a part of itall, -

in businégg

7. Eunter and Jnner Explorations

Wl y recollections of seventh grade emerge in images

‘uch as this one:

Iam at sea in a small rowboat. The oars have fallen over-
board. The surging, rolling waves are tossing me from side
to side. The sea rises higher and higher. Storm clouds
“always seem to be threatening, yet the storm seldom
breaks. The smell of electricity is strong in the air; I feel the
atmospheric pressure. 1 find myself almost longing for a
storm so that at least the air will clear. But the heavy clouds
above and the surging sea below simply roll on. I am at the
mercy of elemental forces far greater than me. It is dark out-
side, and I am all alone.

Such were my feelirigs in the carly months of seventh grade.
My room was the darkest one in the building. In addition, it was
filled with the surging emotions of twenty-six adolescent girls
and boys, who seemed to bear very little resemblance to the chil-
dren Thad taught over the past six years. They had made a 180°
furn in attitude and bearing. They were so focused on each other
hat I felt almost superfluous, a “last minute addition” to the
scene. The warm, morning handshakes of earlier years were
eplaced by, “Oh yes, good morning,” as they streamed in the
00r toward the more important people in the room. I was, at
ost, an afterthought—and I didn't like it at all.

Was this how it would all end? Would I ever have a chance to
:Come up for air? What had I done to deserve this? Hey everyone,
emember me?
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In an uncanny way, my personal life conspired, as j
seems to, to highlight the dilemma. I'spent a gloriouys f4
end in my backyard cutting brush, mulching
brambles and weeds around our grape arbor. It wag a splendig
weekend—until I started to itch. In the days that fol]ow9d, 1
developed the worst case of poison ivy ever. My fingers became
webbed and totally inca pacitated, my face soon unrecognizab|e,
My eyes were Squeezed shut. I could not eat. Needless to say, |
stayed home from school for a while. oo

Ironically, in the midst of my enforced vacation, m
received some delightful news. After_several years of waiting,'
our second son announced his wish to joinus. I remember danc.
ing around the kitchen with Thomas and June when the preg.
nancy results came in. It must have been quite a sight, blown up
with poison ivy as I was.

Over supper that ni ght, Thomas reminded us of something he
had told us some weeks ago. He had been standing at his bed-
room window one evening when he called out, “Mama, Papa,l '
see a star ﬂashing down. Soon, we will have our baby!” He had
been right, and now we could look toward next summer (1989)
when Ewen Alexander would join us on July 2.

I'returned to school the next week and found that some of my
teaching materials had d isappeared, including a valued folder
with all the poems, songs, and ballads I had collected for my
class over the years. | remember thinking, “Everything is chang-
ing once again in my life. T will have to learn to swim in the high -
seas of adolescence, adjust to new parental responsibilities,and -

once again change as a teacher.” R

Despite having a good many years of teaching behind me, ] :
now returned to an earlier, well-tried path of inquiry and asked =%, ] .
myself anew, “Who are these children? What can I learn about =% bﬂit}’ for change. We have to work }}al:d to .attam any glimpse
them that will help me once again become their teacher?” - 2t insight, no doubt about that. But it is as if our struggles to

I'began by simply observing them. Their arms and legs were & -\"erstand the children are matched by a greater, more power-
longer; they seemed to be awkward, even clumsy at times. The Tesponse from the spiritual worlds. We do not travel alone on
this journey.

weplaced by stiff-jointed, irregular movemenfs that seemed at
n.P s to defy the owner of those limbs. The girls seemed taller,
m:fe mature, and much more talkative than the boys. All

med to avoid eye contact with adults whenever possible and
;}geferred not to speak with teachers when surrounded by their
rers. At times one sensed the profound depth of their feelmg?,
%fét the curtains were often drawn over the windows of their

1

: 'Ho.w could I help them find a new relationship to the world
d to themselves? They seemed detached from the past and
m their early childhood. But they were also intensely curious.
Listening to lunchtime conversations, I heard tall'< aboxi1t the
things that interested them—health and relationshl.ps, trips to
sexotic places around the world, and the mechanics of how
; ighings work. Their vocabularies had expanded tremendously,
and they seemed to enjoy intellectual banter. I sensed a new

t Oﬂ’en
11 week. il
, and clearing the

By

y family )

. Before describing how we tried to work with these seventh-
rade characteristics within the Waldorf curriculum, I want to
20ddress all those parents and teachers who, like me, struggle at
wtimes to understand the children in their care. It is a remarkable
Q‘é}lhing, this exercise of observing a human being. When I devoted
yself to it, and when the faculty spent time discussing and
bserving a class or individual children, things seemed to change.

+

- want to change something, observeit.”? I feel that this isa mag-

ical effect, a spimitual reality of teaching. If observed intensely
Over time, our most perplexing cases, our most difficult prob-
;:gms, can bring unexpected, positive realizations—and the pos-

lightness of movement they had as fifth-graders was n,o_l“«f.

¥Only years later did I read of Heinemann'’s observation: “If you

-1




e r—

152 SCHOOL aAs A JOURNEY

One of the tools that I used in attempting to help my sey,

, enth.

graders was an intensified use of biography: through th
sonal struggles and explorations of others, I tried to meet
of my seventh-graders. In her marvelous book Practici, o H
Barbara Tuchman describes the potential of biography in
that also speaks to the theme of soul economy, imentione
eral times in earlier chapters of this narrative:

As a prism of history, biography attracts and holds the
reader’s interest in the larger subject. People are interested

in other people, in the fortunes of the individual. ... Gec. -

ondly, biography is useful because it encompasses the unj-
versal in the particular. It is a focus that allows both the
writer to narrow his field to manageable dimensions and
the reader to more easily comprehend the subject. Given
too wide a scope, the central theme wanders, becomes dif-
fuse, and loses shape. One does not try for the whole but
for what is truthfully representative *

Considering what still lay ahead of me on my way through
the Waldorf curriculum, I found Tuchman’s insight a great
relief! I I could find representative biographies, I would have
the possibility of teaching more with less. This did not by any
means lessen my preparation; in fact, in order to find representa-
tive biographies, I had to do more.’

I'went through a rebellious phase. I was not interested in teach- B
ing something simply because others had, or because Rudolf

€ per.
those
islory,
a Way '
d sey.’
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early changes in the children. I knew that we needed to cqver
}mrA),e of Exploration in history and science, the Reformation,
e Reéjnaissance, and set the stage for the colonization of America
$:ough European history and geography The broad outli1-1es
were there, and I had no problem with that. But I wa@ed to find
biographies generally appropriate for seventh and eighth grade

" that would at the same time speak to the particular children in

ny class.’ In the end, the ones I selected were not 'so different
rom the ones other seventh-grade *eachers were us.mg, yet the
rocess I went through meant that I could tell the stories from my
eart because they were living in me ina way that bad bgen enliv-
ned and sfrengthened through my own feelings.

Now that we were in seventh grade and no longe1.r so bound
o sequential narrative—one that began at the beginning—I was
able to begin a biography with a symptom-—a characteristic
‘scene or event that spoke to the essence of the person’s life and
striving. Here is an example from the life of Magellan:

The time was a little before sunset on an evening in Octo-
ber 1516 (the exact date is not known). The place was a
courtyard in the royal palace on the bank of the Tagus,
where dom Manuel the Fortunate, King of Portugal, was
enthroned in state on his dais of ebony and gold. All day a
succession of supplicants had been kneeling at the King's
feet, humbly begging in public those favors for which they
lacked the influence to petition in private. By the time a
- herald was announcing the name of the last petitioner, the
sun was setting and the King was tired.

“Fernao de Magalhaes!”

A murmur of surprise ran through the court. For Ferdi-
* nand Magellan was a person of substance, an officer (albeit
@ junior one) of the royal household, and certainly not the
.~ sort of man one would expect to go down on his knees in
: public. Heads craned forward as the short, thickset figure
- limped awkwardly to the dais. And dom Manuel frowned;

T g e
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Half-blind with anger and grief, Magellan stumbled

he had disliked Magellan when as boys they served
. grom the palace.$

together as pages at his aunt’s Court; the years haq done
nothing to mellow his feelings. N

In a low voice the mariner began his petition. He oyt- ‘
lined his nine years of service in Africa, India, and Indone-
sia, mentioning the great battles in which he had fought )
and the three times he had been seriously wounded; he - -
ended with the plea that he might be granted the extra few
pence a month that would signify a rise in rank to fidalgo da
casa de El Rei. Dom Manuel refused. Magellan had half
expected this, and he stayed on his knees. He was making -
another petition now: that he might be given command of
one of the royal caravels soon to set sail for the Moluccas,
the fabulous Spice Islands of the East. Again dom Manuel
refused; he had, he said curtly, no"use for Magellan’s ser-
vices either in a caravel or anywhere else. Magellan had not
expected this; his sense of justice was outraged, and his
indignation was all the greater because his humiliation had
taken place in open court. “Then may I be permitted,” he
cried, “to seek service under another lord?”

Dom Manuel rose from his throne, his commanding fig-
ure towering majestically over the insignificant Magellan,
“Serve whom you will, Clubfoot,” he said loudly. “It is a
matter of indifference to us.” o

For a moment Magellan did not move. Not in his worst
nightmare had he imagined anything so terrible as this. _
Then, automatically, he bent forward to kiss the King's
hand, a ritual traditionally performed by loyal fidalgos at -
the end of their audience. But Dom Manuel put his hands
behind his back. : oo

As Magellan, humiliated once again, backed haltingl)’_,?
from the royal presence, his limp hampered him; he lost his
balance and almost fell. Bt

“Don’t trip over your cloven hoof"” an usher shouted:,:‘;ﬁ
and a ripple of laughter ran round the court. ¥

[ wanted this symptomatic episode to sink in, so I stopped to
%ﬁow time for the discussion of some of the issues raised by this
scene. I asked what this exchange might tell about the big pic-
ture of Magellan’s life, and what it must have been like to be an
pxplorer. The above scene also gave us an opportunity to touch
bn such things as respect, authority, and attitudes toward dis-
Ubilities. The whole tone of the exchange, and the feelings of
Y me, anger, and embarrassment, were “real-life” subjects for
twelve- and thirteen-year-olds. At the end of our discussion,
felt they were better prepared to absorb the rest of the narra-
ve. Their subsequent compositions and reflections also indi-
ted that this instance of soul economy had provided some
/depth of insight in a comparatively short time= ™"~~~
We studied otheréplorers; beginning wittt Henry the Navi-
orand the captains he inspired to explore the coast of Africa.
%::The class appreciated the influence of Henry in cartography
#+and navigation, despite the fact that he himself never left home!
}Ve also sang sea chanteys, learned about the construction of
Yarious types of vessels, and recited sea ballads with appropri-
ate vim and vigor. We spent a session on the role of women as
rtrayed or not portrayed in historical texts from the Age of
Exploration. I was delighted to receive a composition from
Emily the next day in which she had invented a fictional
é;;(plorer who successfully took over her husband’s ship when
e became incapacitated during a wild storm. His wife sailed

vessel to glorious achievements. Emily read it to the class,
d the piece was eventually published in a children’s maga-
; Her twenty-five classmates got an excellent introduction
i fevisionist history,

{In this same spitit, I decided to teach seventh-grade geogra-
hy not as 5 separate block, as is usually done, but in conjunc-
On with the Age of Exploration. As we covered the various

...-;.'.:i’i‘:,_...:_. P2S
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expeditions around Africa, and later Asia, we looke 4o
physical geography of the coastlines, and at the vegetatj at the
a_nileaI life described by the explorers. We traveled mlaf;‘ Py
lo_v’v_m‘g:r five_rs toward their sources in the mountaing, Whex; t"l,‘,
E:Z(I:;ZZ? e:}i ecsl; vi\s,etlfxnea;: iZ;:?iimViHOta; ”thbséjw.ho V\er: : mained unknown, whether it be the weight of a bc.)lt of cloth
tures. In this attemi)t we used ﬂiéif m”’f“& ut aS. d‘IStmct al sid in the open marketplace, or a sum in the counting house.
o it mythology, religious ritual,

'énd ‘economic life to try and understand how they saw the
e

;ound the world, we turned to an exploration of the unknown
. mathematics. Al’jahr, or algebra, was introduced in its Arabian

v

' Yc.)u have lived in-the Kalahari Desert al] your life, Tak-
ing lI.ltO account all you have learned about your people, -
describe your feelings and thoughts when you first saw a

company of explorers a proaching your homeland.

'I;l1e books of Laurens X’ia_‘n der Post were tremendously héip-
ful in our explorations of southern Africs 5

We studied the g:eogréphy of Europe, the home base of many‘r
of the explorers. Now able to research independently, the stu- -

dents were each assigned a specific European or African coun-

try. The Spanish and German teachers supported this effort in

their la1'1guage lessons by incorporating the customs, idiomatic -
expressions, culture, and geography of Spanish- and German-

speaking countries. We even had a bake sale in which the class*
room was transformed into a German cafe; pastries were served
by waiters and waitresses who spoke in the appropriate lan-
guag'e. Later, my class was treated to several weeks of Spanivsh'f
dancing lessons. What began as the Age of Exploration th
became much more. I remember reading afterwards—and
must admit, with considerable satisfaction—the statement by
Rudolf Steiner that in geography “the achievements of all th
other lessons should meet and flow together in all sorts of;
ways."7

ultiplying, or dividing both sides of the equation. The letter X
me to represent the unknown as we began to solve simple

dents, and for those with less apparent ability in math, to excel.
All the students moved forward rapidly, so we went on to com-

tions with two unknowns. We used commutative and associative
;roperties, worked with higher powers, and covered positive
and negative numbers. My impression was that many children
«could not translate math skills to real-life situations without con-

iderable practice, so I used practical problems:

A farmer has 465 sheep. They are divided into three flocks.
- The second flock has twice as many sheep as the first, and
. the third flock has fifteen more than three times as many as
« the first. How many sheep are in each flock?

¢ The class had to learn how to set the problem up so that they
ould use their algebraic skills to solve it:

Number of sheep in first flock = x
Number of sheep in second flock = 2x

Number of sheep in third flock =3x + 15

From there it was less difficult to write the equation:




158 SCHoOL as A JOURNEY

x+2x+3x+15=465

We then took 15 away from each side:

X+ 2x + 3x = 450
Then we combined the terms:
6x =450
And we divided by six:
X =75
Many wanted to sto

p there, but T insisted, to the accomp

anf-
ns, that they also write down the

-fuﬂ '

First flock = 75 sheep
Second flock = 150 sheep
Third flock = 240 sheep
Proof: 75 + 150 + 240 = 465

Why is it that children so often just want “
is it 50 hard to take the time to do a ma
in sequence? I do not have answ
not answers that satisfy me. I hav
nected with our consumer o,
food mentality. This has weak

the answer”? Why
th problem carefully, and
ers to these questions, at least
e a feeling that the issue is con-
wnled, instant-gratification, fast-
ened what I referred to in earlier
chapters as the “will forces” of children, or their ability to enter
into an activity out of their own sense

meaning. Had I done all thoge mornin
Or perhaps I had not done enough? The
me as Ilooked at the lethargy that pervaded my seventh-graders.;
Fortunately, I taught eighth grade as well, a year in which much,
came together in a positive way.

. .,
g-circle exercises in vain?
se were real questions for

of purpose and search for
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ln the meantime, I approached the seventh-graders’ n.wlasses-
e lack of enthusiasm regarding word problems by.askmg them
invent their own. They were free to choose a subject and con-
) fext, but it had to work out mathematically. Yes! One of them
&?’mr;ed off with a burst of energy on the theme of" space rockets.
Another used the construction of a house, while many used
“gports situations. They soon found that it was not as easy as they
SP(; anticipated, but with coaching from the sidelines, they kept
it. The acid test of success for their word problems was
whether a friend could solve it. In many cases, after an uns.us-
pecting friend had tried to do so with considerable c'onsternatlon,
the original composer had to make some “minor adjustments so

t the whole thing made sense. The exercise was successful in
t the students became much more respectful of algebraic word
problems—and of my humble efforts—in future lessons, Al.ge—
braic equations offered excellent opportunities for practical
applications to daily living.

" As mentioned at the beginning of this chapter, my seventh-
“‘graders had grown very conscious of themselves and were
v}mainly interested in personal matters. On the playground and at
Hunchtime they would converse in small groups for hours about
sall sorts of weighty subjects. Hair was a popular topic for both
tboys and girls. Food (especially their occasional overindul-
énces) and of course clothes were hot as well. When Ni ovember
arrived I decided to begin the physiology /health -block with
ur main themes: air, food, clothes, and home.
It was fitting that we focused on the human being at this point
, the twelve-year Waldorf science curriculum. Grades one
»ﬂ,\fough three had included activities and stories intended'to
Waken the child’s sense of appreciation for and integration with
th ‘natura] environment. In fourth grade we had studied anj-
mals (this study appears again in the twelfth grade as zoology).
fifth grade we examined plants, a subject that is recapitulated
3 high-school level in the eleventh and twelfth grades. The
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In the third week we looked at the circulatory system and
ere treated to having a distinguished doctor give a pretenta-
son and answer questions for us on the heart.

Not to evade anything, we spent time on alcoholism and dis-

mineralogy of sixth grade reappears as geology in ninth and
tenth grades. In grades seven, eight, nine, and ten, Waldorf
teachers focus on the human being, first in terms of general
health, and then through anatomy and physiology. Rather than
beginning with abstract theories and facts about various parts of
the body, we began with issues relating to the everyday care of
the house we call our body.

At first we talked about nutrition, the solid and liquid noy;.
ishment that is essential for life. I asked the class to keep records
of what they consumed during a typical day, and then we used
these to discuss proteins, carbohydrates, fats, oils, minerals, and
vitamins. Wherever possible, I helped the students make con.
nections, such as vitamin-C deficiency and the outbreak of
scurvy on sea voyages during the early explorations. We spent
considerable time on sugars and sweeteners in relation to health,
focusing on the difference between honey, fructose, beet sugar,
refined sugar, and saccharin. I told them of a boy in my first sev-
enth-grade class who had had diabetes. The children were’
extremely interested in his lifestyle, and in the overall effects of
sugar on the body. From this point it seemed natural to progress
to a description of the digestive system. Our journey moved in
this order: the mouth, tongue, saliva, teeth, pharynx, esophagus,
stomach, small intestine, and large intestine. “But Mr. Finser,
aren’t you leaving something out?” So we covered the liver, the
gall bladder, and solid and liquid elimination. We ended this
first week with two controversial, yet vitally important, subjects:
obesity and anorexia. Much of our work in this block was done
in seminar format, through question and answer and round-
table discussion. '

During the second week we moved to the respiratory system
and ended by discussing air pollution in general and smoking
in particular.® I wanted the students to take individual respons
bility on this theme, in addition to becoming familiar with all the
graphic statistics now available, so I asked them to write let
and articles on passive smoke and smoking in public places

cussed addictions and peer pressure in general.

" Inan unusual, yet moving, finale, we visited a local home for
children with special needs. My rowdy, athletic, overachieving
students were awed and remarkably silent as they walked
through rooms of children with multiple handicaps. We had
Pmpared songs to play onour recorders, and my students found
jt quite a challenge to perform their soprano, alto, and tenor
parts while some of the audience were stamping, continually
clapping, or calling obscenities across the room. The composi-
tions the children wrote afterwards showed that the experience
had stirred them deeply in a way that was an excellent prepara-
tion for our next block, which followed immediately.

. It was now December, and we began an English Lluk that
focused on the theme “wish, wonder, and surprise.” Thi.wgh

poctry and expressive writing assignments, we worked at find-
ng ways to share feelings. The visit to the special-needs home
had helped my students prepare the ground-—they began to
pen up in ways I had never expected.

Every once in a while, an experience is so moving that it is
hard to write about—and this was the case with our December
lock, which took place during the three weeks of Advent, in the
arkest days of the year. Through poetry and dialogue, we
hared experiences in a way that defies recall—even though my
tudents did struggle with some of their poems. I have chosen a
€w examples of their poetry:

A tear of pain

A broken heart

All that was won

Shall never return.
(Michael)
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Peace
Love, quiet
End of violence
Disarmament—no more weapons

Wild with excitement o ;
- Inwinter, spring, summer, and faj b
“~ Not knowing what it does, not caring at all &

Deadly sometimes and then at times barely a whisper. an

Wonderful. - The wind '
(Abbie) (Jacob)
Now see-the darkness close in Chocolate L
In moonlight the shadows come oyt L Rich brown
Go and walk slowly about o %+, Endless blissful biteg .
How can I sleep with this tramping of shadowy feet? - - Chunky chips of fudge
The soul can join in with this beat. ' Joy.
(Tara)  (Sanuel)
MISSING YOU ) : Alive
When I heard my dad was leaving nd kicking
I'thought of course he’s teasing. ' ‘Wondrously excited to be alive
Then I'looked at his face g I'mso
There was no si gn of sarcasm, not a trace. ' happy.
Emporia, Kansas, he had said, (Susan)

but by this time T had turned bright red.
I'was about to cry but I held it in.

Then a tear rolled off my chin. S #Running, catching

5 wrestling, grabbing
This was no ordinary tear, - Funand high intensity
it was filled with magic, it knew no fear. - Action,

Then it descended into my heart, and then, (Daug)
right there and then,
L experienced 4 feeling

I'will never be able to explain again.

Blindness

For that most unusual tear
was made in heaven,
(Marc)

Naware of happenings around
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Hate )

Despise, loathe .

very evil interitions

reborn again in generations
Fear.

(Joseph)

Iski, Iski so quick and fast

I'm always the first and never the last.
(Zachary, a week before he broke his leg)

If T had my wishes

I'd never dry dishes,

Nor sweep the floor

it’s such a bore.

I'd sitin bed

and scratch my head

and wonder why I had

such trouble writing poems.
(Kirsten)

Woods
Wild, dark
Growing, rustling, creaking
Sad yet strangely happy
Free.
(Mary)

Standing alone
Thoughtfully musing.
On one leg only.

Rippling the water around it.

King of the cliffs.
(Jonathan)

;

Outer and Inner Explorations

As Isit upon this chair
Gazing up into the air
I listen to the wind whip round,
This house like a howling hound.
I think of those who have no home,
And on the street their days
must roam,
Forever seeking a crust of bread,

Or somewhere to lay a weary head.

(Torrey)

Friends
Talking, laughing
Confiding and understanding
Everywhere having fun together
Lucy.
(Torrey)

A single rose
with petals
white as snow.

A single rose
with stem
as long as life.

A single rose
with leaves -
as green as grass.

A single rose
with thorns
as sharp as a knife.
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A single rose
that motivates
a lasting joy.

;ewWaPhY and thelives of the e plorers), or the human body (as -

A single rose
that influences
a flood of tears,

A single rose
that inspires
romantic bliss.

A single rose
that banishes
away your fears. -

A single rose.
(Donna)

invention of type, drawmg Iessons, and sessions in the school
office to work with the office staff on typing and layout. The
final volume was ready in time tq present to parents as Christ-
mas gifts. On the cover Was an exquisite black-and-white drasy- : .
ing by Mary. The simple title was Expressions. When the students had returned to thejr chairs, | began

It may seem simplistic to sa Y's0, but in the months that fol- - %} escribing Ptolemy’s view of the universe, with the eart, at its
lowed, my class Seemed to have an ep tirely new relationship to = SEnter. I reminded them of our extensive block on medieval hijs-
the printed word, and to anything that they read thereafter.? lt?;ry during the Spring of sixth grade. Rather than “putting
2Wn” the geocentric Weltanschauung, I pointed out that the
folemaic worlg view is still the one that we experience in oyr
~i¢ryday lives, through our Senses—the sun “moves” around
the €arth, as do the moon and planets. And, this js the picture

When my students returneq in January, after days of glorious g :
downhill skiing during the Christmas holidays, we returned to
our theme of “exploration ~ Instead of exploring the earth (as in
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that is useful for what we do on the earth: telling time, plog“
a positien in navigation, and so on. I then tried to descrip
thing of what life had been like in an agrarian socie
the church played the dominant role. If one were living in 4
medieval village, never leaving one’s own valley, always st;)ﬁ‘
ing within the protective reach of the local castle and the spin“
tual embrace of the church, living with a picture of earth ang
heaven, and seeing the sun rise and set daily and the mogn and
stars at night, all appearing to move around the earth, there
would be no doubt that the earth was the center of the univérg'c‘
This doctrine was taught by the church and reinforced from ge
eration to generation. It was simply the way it was.10 g

Then something happened that changed the world fo
ever. Rather than beginning with the birth of Copernicus |n
Turin, Poland, in 1473, I picked a symptom, an event from his"
early life. that most vividly demonstrated the change in human
consciousness:

~ ~who asked a question that so radically changed the world?
gescribed the life of Copernicus and in the days that followed
troduced Giordano Bruno, Tycho Brahe, Johannes Kepler,
Galileo, and Newton—the series of remarkable individuals who
’ emed to build on each other’s work despite the separations of

cography and time.?

csom?
ty in which

beginning to experience a new sense of freedom throughabud-
‘ding sense-free thinking—a new kind of thinking that could step
utside a sense experience and relate it to other phenomena (as
opemicus did on his Adriatic voyage). In so doing, answers
"‘ght be revealed that challenged existing beliefs and doc-
trines; thus these thinkers courageously challenged, ques-
tioned, and charted new territory. The price of this new
{frcedom—in terms of repercussions from the authorities repre-
nting established tradition—is vividly demonstrated by the
reluctance of Copernicus to publish his book: he is said to have
received the first printed copy of his life work, De revolutionibus
orbium coelestium, only on his deathbed in 1543. The dramatic
death at the stake of Giordano Bruno in 1600 is a further exam-
ple of the price of freedom, as is the forced “recanting” of Gali-
leo in 1633. My seventh-graders appeared to identify inwardly
with these shakers of tradition, who were nevertheless staunch
in their own piety:

Corpernicus stood at the railing of a ship that was sailing
across the Adriatic Sea. As countless people had done
before him, he gazed out across the water at the shore of
Italy, which seemed to be moving as he stood there on deck.
But alihough many, many people had likewise seen the -
apparent movement of the shore from the deck of a ship,
something arose within the soul of Copernicus that caused
him to ask a question that changed his life and the course
of modern science: Could it be, he asked himself, that just
as the shore seems to be moving by—although I know it is
the ship that is moving—could it be that likewise the sun
only arpears to move around the earth, while in fact it is the
vessel we call the earth that moves around the sun?"

“Let him not, therefore, be a slave, nor evil, nor in chains,
nor idle, nor blind, nor imprisoned. For the body has no
power over him. ... Thus he will be strong against fortune,
Mmagnanimous in injury, undaunted in poverty, sickness
and persecution. ... Touch me, O God, and I shall be as it
Wwere a flame of fire.” (Giordano Bruno)

&
With this question, I unveiled two charts on the blackbgéfd - “To look up at the sky and behold the wondrous works
one showing Ptolomey’s universe and the other showi‘I}g_“_‘he"' of God must make a man bow his head and heart in
Copernican sun-centered universe. Who was Copemicuﬁgw : silence.” (Copernicus)®

In the sixteenth and seventeenth centuries, humanity was’
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After meeing the likes of G
Copemicus, the children seemed inwardly chan e;wh
through my teaching but through these “meeti; ‘gmh
Personalities. The biographies stirred their feelings -

that was immedia tely evident in the coloration of their :
the tone of thejr remarks

iordano Bruno and Nj;

personalities cnly emerged over a period of days.
Seemed to change just as jt di when a ne i
Orsomeone was absent for 4 while

group is changed when just one person is added or gy

3 btracted,
but now Sometiing else was day

ving in my consciousness-—uw
biographies were working in the same way! As soon as | took In

this picture, the classroom secined to be simply bursting with aj]
the “people” who had visited us over the years. This flash of
insight, coming in the midd]e of seventh grade when | was expg-
riencing a Physicalisolation s milar to that of my adolescent sty.
dents, gave the force necded to steer me through the rest of the
year. The students coyld avoid my handshake or act as if I didnt
matter, but now [ saw the big picture, populated by al the peo-
Ple, places, and things we had experienced together. This inner
“landscape coulg be called u pon whenever the outer landscape

became unbearable, and of the two, the inner landscape proved
the stronger.14

Like the alternating flovwy of inbreathing and outbreathing,
one main-lesson block took us into the €osmos and the next
brought us back 1o earth again: we now moved from astronomy
to physics and mechanics. In the world of everyday life, work
has to be done, ang We were intent on finding the most efficient

it took the whole class lifting at the same time to move the log a

few inches. With 3 sufficiently long lever and a stable fulcrum, ”

one student was zble to do the work that had taken the entire

: '
- A(:\f‘with the help of a spring scale, we were able to measure
}:,iv helpful an inclined plane can be. Then we saw how wheels
ould make life even more enjoyable and efficient. After a brief
}ora)’ into the various types of motive force in the natural world
{such as water and wind), we spent quite some time exploring
the uses that wheels have been put to throughout history—from
Stone-Age rollers to wagons with a solid wheel and axle carved
from a single log. We briefly revisited Egypt and Mesopotamia
as we examined solid wheels with separate axles. The illustra-
tions in our main-lesson books continued the story with spoked
vheels, early waterwheels, horse-powered millstones, the
and-cranked windlass, early bicycles, ships’ wheels, the tiller
,bar, and the use of levers that turn wheels, as in trains.15
% We experimented with pulleys, not only by performing prac-
¥ lical tasks but also through the mathematics of mechanical
“radvantage. By adding one length of Tope to our pulley system at
- 2 time, we increased mechanical advantage and lifted weights
- with less and less effort. True to Waldorf principles, we did not
. arrive at the abstract formulation “effort equals weight divided
o by mechanical advantage” until after the phenomenon had been
: fully explored and the children had “lived” the concept. In the
_end, this route was efficient and advantageous for me because
" the formula stuck, and I was free to move on to the screw and
-other mechanical phenomena. Again I found that breadth and
ﬁiepth were not mutually exclusive. :

= After a glorious three-week block of studying Renaissance

artists, in which we visited the Metropolitan Museum of Artin
New York City and did extensive perspective drawing in class,

* FB we returned to science and focused on electricity. I tried to fol-

bw the process of discovery as it had unfolded historically in

&

the field of electricity, from the rubbing of amber to the Leyden
hurst Machine, to Galvani’s work with frogs’

. Outer and Inner Explorations 177

dﬁ Now this possibility had a definite appeal for seventh-
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legs and Volta’s “pile,” then on to Faraday, Maxwel], and M. :
coni. The most intriguing aspect of this study for me as 4 teac ha:'"‘
and also for the class, was that almost all of these NOW-famg "
discoveries in electricity had occurred as if by accident: e

ries of “neat” experiments that would convey the capabilities
of electricity; T wanted my students to apprehend, at least on an
:inmitive level, that something more than technical razzle-dazzle
was the issue. I tried to do this by asking them to observe care-
fully. Impartial observations have led scientists forward in a
“way that continually disproves currently accepted conclusions.

There were electrical phenomena that when actually seen
through careful observing could more easily be understood.
However, I'sensed that it was the unexpected phenomena, those
that crept up on us with an element of surprise, that really con-
reyed something of the inner nature of electricity—what stood
chind it. The two types of observations—those that were pre-
dictable and those that were unexpected—are clearly repre-
‘sented in Lucy’s account of the experiment with the Wimshurst
Electrostatic Machine:

This new method of producing continuous e]ech—ica]:
effects had far-reaching results, one of which was the djs. . -
covery of the magnetic properties of the electric current by -
the Dane Oersted—once again a purely accidental discoy-. -
ery, and directly counter to the assumptions of the discoy- -
erer himself. About to leave the lecture room where he had .
just been trying to prove the nonexistence of such magnetic i
properties in the direction of the current (an event seem. -
ingly crowned with success), Oersted happened to glance
once more at his demonstration bench. To his astonish-
ment, he noticed that one of the magnetic needles was out -
of alignment; it was evidently attracted by a magnetic field -
that had been created by a current running through a wire ;
he had just been using, which was still in circuit. Thuswhat "
had escaped Oersted throughout his planned researches— -
namely, that the magnetic force which accompanies an
electric current must be sought in a direction at right angles
to the current—a fortuitous event enabled him to detect.!

EQUIPMENT
Wimshurst machine, pith ball, cylinder, small bell on

hook, the class.

PROCEDURE
We turned the crank, first with the pith ball between
the terminals, then with the bell, and finally, with a cir-
S cle of seventh-graders connecting the two ends.
The accidental discovery described above represents just one
in a whole sequence of similar events. (The class especially
loved the one in which frogs’ legs began twitching inexplicably
on the railing outside Galvani’s laboratory window.) Even more
so than for the early explorers, who had to venture into
unknown seas, the path of discovery involving electricity was a
kind of groping in the dark. It was as if people were working
with phenomena that were not onl y unfamiliar, but for which’
they had not yet developed the forms of thought required t
deal with them. There are those who feel that this is still the case
today.” I felt it would be irresponsible of me just to present

OBSERVATIONS ,
1. The pith ball bounced back and forth in the cylinder.
2. The bell did likewise, thereby ringing.

3. The class felt a spark pass from hand to hand.

In all three instances, we observed how static electric-
ity passed between the spark-gap electrodes.

- Lucy, the child who had been given the story “The Blossoms
Of the Heather” in second grade, was now one of my best
bservers. She always seemed to see the essential aspects of the

Tl
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exercise yet was modest in sharing her achievements. ol N
.account captured the tone that | Was striving for, a sory Of sciesy”
tific understatement that did not run away with the Subject “_’iiﬂi
a lot of “technical explanation” but stayed true tq the Obsef\'?;
tions, to what was actually seen. I felt that such a ConSdozs
”limjt—setting” could serve to counteract the rampant Materj3}
istic assertions and assumptions often expounde
of science,

'chores and all the adventure problem-solving exercises as a - ;. -
in jal unit. The staff was exceptionally gifted in coaching the o,
5015 both in the practical tasks and in the outdoor experi- n%
|

i

i

§

i

!

P

ences. Everyone was challenged: some needed to hold back and
g}ten to the ideas of other team members before leaping into the |
_‘m'fab]em-sol\'Mg exercises. Others needed to help everyone cli'mb ; i
f}{;,e wall and plan ahead. Some adventures involved physical i

xertion, others were mind teasers, A high point was our day on

d in the Name

_ dgen revealed themselves in new ways, astonished themselves
b8 Rt times, and learned new skills of cooperation.

onstration again and a gain. It gave them a taste of the elementy)’

quality of electrici ty and brought it close to home, through thefr
own sensations—the experience jolted them. Later on, when wc b
did more complicated work with electrical currents and the wirmwé '
ing of such simple electrica] appliances as the bell, | was glad; i
that first jolt had given them a healthy respect for the force of
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1enthusiasm and talent of our German teacher, the class took up

the challenge and presented “Rumpelstilzchen” for the younger

mary goals as a teacher of science.

In the early Spring, as the snow began to melt and the clasfl
became restless, we took part in a week-long outdoor adven:*
ture experience at the Hulbert Center in Fairlee, Vermont. Th
class had been looking forward to this trip for some time and
thanks to our energetic physical education teacher, had beens;
well prepared. B

In northern Vermont the weather was still “brisk” wher}_f;}}’?}
early morning breakfast team had to tumn out for its walk across s
the field to the main dining hall. My class was divided into;
smaller teams of four to six children, and each team parﬁcipﬂted

eeper meanings of the story began to stir. Because the medium
fused was a'foreign language, the class did not mind the simplic-
gty of the production and were able to concentrate on what
“"‘g\{ould be best for the younger children. We had three casts for
Ost of the rehearsals, so every member of the class was chal-
;enged. The final performance included Abb; i

Tarrator, Zachary as the king, Marc as the miller, Eben as the
2

g
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e : ATty




176 SCHOOL AS A JOURNEY

fiery Rumpelstilzchen, Maria as the princess, and Lucy as the
messenger.

While all this was happening during the German periods,
the main-lesson focus turned toward chemistry. The class ap-
proached this subject with visions of multiple test tubes,
strange-smelling gases, and a variety of equipment that would
appear to dazzle and amaze them. Well, we did meet these
expectations to some degree, but on the first day of the block
they were surprised to find only one small item on the lab
table: a common candle. I asked the students to list on a piece
of paper everything they knew about candle flame. They soon
completed the assignment.

We then embarked on a seriés of experiments that began wnl}\
closer observation of the flame and the process of combustion:

1. We isolated and collected vapor and demonstrated by
relighting the vapor that it is the vapor, not the wick, that'f"-
burns.
2. We examined the physical properties of the candle flame :

with the help of a projector and screen, and by the nature

of the shadow found which parts produced the greatest =
light and thus had the greatest density.
3. We demonstrated the area of greatest heat in the Cross
section of the flame, observed the consumption of air in
burning, and worked with various instances of mcomplet
combustion.!®

we spent a few minutes talking about the path of s
inquiry. They were-mature enough to see that what th ha
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initially dismissed as too simple, childlike, and uninteresting
was in fact full of hidden secrets. One can discover astonishing
things by attending to the phenomena carefully and by not
fearing to ask questions. '

With this opening exercise behind us, we were ready to meet
. a variety of chemical phenomena, including combustion in a
general sense—but illustrated by the burning of many specific
- substances. The class really enjoyed the experiments with coal,
.sulfur, and phosphorous. We also made fire extinguishers, did
- many experiments with acids and bases, and learned to use lit-
mus paper. We got a little carried away with an experiment
using hydrochloric acid, brown egg shells, and chalk and had to
riefly evacuate the classroom.

Our final block of the year brought us back to history, which
included a bird’s-eye view of the Reformation, Tudor England,
nd the events leading to the colonization of America. Once
gain, I tried to find just the right biographies for my particular
ass so that the events of history would speak through the per-
sonal experiences and achievements of leading figures such as
Martin Luther and Queen Elizabeth.

In order to show the changes that were taking place in orga-
i* nized religion at this period, I began with the remarkable story
of Joan of Arc. It is with Joan that I would like to conclude this
hapter, for she showed us hope, faith, and courage, qualities
that particularly speak to the seventh-grader:

—

The situation in France in 1412 was dire—the country lay
under English occupation. Burgundy held all the east, Bed-
ford the north; the Dauphin was considered weak and
timid. His counselors were either foolish or false, and his
money was spent. The Church, the time-honored bulwark
of the French throne, was divided, with two popes claim-
ing supremacy. Bedford was advancing on Orleans, the for-
tress that protected further passage up the Loire.

e v o St 1
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Shut in his closet, al] alone, the Dauphin was i despair.
He doubted himself and his lineage: were hjs detractors
correct in saying that he was not of kingly blood? Away
from the rest of the world, in his private chamber, the Day-
Phin uttered a heartfolt prayer: If he were indeed 4 bastarq,
then let God remove from his heart the desire for Sover.
eignty. He asked not to be captured, and he asked for a
sign. But how could such a sign be given? He told ng living
person of his prayer that da y.

Atthis same time, 4 da ughter was born to James and Js,.
bel D’Arc of Domremy. She was born on January 6th, the
day of the Epiphany, in 1412, and they named her Joan,

She grew up tall and sturdy, strong of body and clear of

seek the uncrowned king of France, depose his foes, and
crown him at Rheims. These summonses persisted for sev-
eral years, during which time Joan turned to a new piety
and tended the poor.

siege of Orleans had begun, her voices became more insis-
tent, and she decided she could delay no longer. Joan set
out for Chinon and turned her back on her childhood
home, which she would never see again. '
Her passage to the Da uphin was not easy, but when she _
at last gained admittance to the royal chambers, the coun-
selors tried to trick her They asked the Dauphin to stand :
aside, clad in clothes like a noble’s, to see if Joan would, as .-
predicted, recognize him. They brought her in and said,
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« .. “Look! There is the king!” and tried to mislead her, but she
- walked straight up to the Dauphin and knelt before him
saying: “God give you long life, noble king.” Then he took
her aside, and she told him she had brought a sign so that
he should know she was from God. And she told him of his
secret prayer in every detail, the prayer which he had told
to no one.

At this point I went into some detail in describing the Dau-
phin’s advisors, characterizing the pure Alencon and the fat,

After many trials and hours of questioning, Joan was
finally granted permission to lead the French toward the
besieged city. Along the way she asked her attendants to
- dig beneath the altar of a certain church and bring her the
g7 sword they would find there. Much to their amazement,

.. they found—buried in the earth behind the altar of that

- shrine—an old sword with five crosses on it. When bu-
nished, it shone brilliantly as it had of old.1

In reviewing this portion the next day, I asked the class if they
dany idea about the origins of that sword. Some remembered
= the marvelous Excalibur, from an Arthurian tale. told in the
edieval history block in sixth grade; others recalled the sword
Jin the story of Charlemagne and Roland. This started a sponta-
?neous exercise in retrospect, with students remembering swords
_that had figured in our lessons, right back to fairy tales in first
j&fade. By putting these images together, they were able to come
Up with such aremarkable characterization of “sword qualities”
that at the end I added only one more reflection to summarize
the day: These special swords, given to human beings with a
kind of divine blessing, were seldom used to slay or wound but
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instead served to inspire and encourage the best in humapn Striy-".

ing. In a similar way, our thoughts can also become cleay and’

incisive. If wielded by a person with a good heart, the sword of

thought can inspire and lead others just as Joan’s radiant sword

rallied the French nation. '
In telling the next portion of the story, I spent considerable

time describing the geographical position of Orleans, the impor-

j tance of the river Loire, and the various strategies that were con-

i j sidered in order to lift the siege. With wind and weather

1

_ cooperating, just as Joan had predicted, the final assault wag
}‘ :I made: ' ;
|

down the slope and the rampart hid it she thought it lost,
and coming forward she went into the ditch and grasped it,
and struggled on with the others toward the wall. They a8 .
could see the white of that standard in the gloom, and she
cried loudly: “When the flag touches the stone, all is
yours!” And as the white of it touched the wall in the half- .
ijght, the defense crashed and the assault poured in.... 3
Beyond the Tourelles a narrow plank way had been thrust
over the gap of broken arches and the towers were sur-
rounded. They fell as it was night, and all within were
taken or slain. So Joan, wounded, came by the bridge in the
darkness to Orleans freed, and Talbot heard the bells ring-
ing through the night and knew what had befallen, and
that Orleans was lost to him.»
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In the first hours of the morning of that great morrow,
Saturday of the seventh of May, she heard Mass and, going
out in harness, she said to her chaplain: “This day shall I be
wounded, above the left breast. Yet shall I return; and by -
the bridge.” At which last words he wondered the more, ..
for the bridge was broken. -

So she rode out and crossed by water to the farther
shore. ... Hour upon hour of that morning the stone walls "
of the rampart swarmed with the scaling ladders full of
men hurled down, and assault upon assault repelled, and
the Maid in the midst with her banner; when, at noon, a '
shaft struck right through the white shoulder plateoverher
left breast and she fell. -

They dressed the wound with oil; before the reddening
of the day she had returned. But though the struggle still
raged, the sun set upon the place unconquered ...and Tal-
bot beyond the river heard the Bastard’s trumpets sound-
ing the recall.

But Joan went into a field apart to pray; and having
prayed, she urged the commander. . .. Though the darkness
was falling, he gave counter-orders and called for a last
surge against that stone. In the ditch of the moat, Joan_
handed her standard to a Basque to hold. As this went
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Once again, instead of moving forward, the Dauphin’s advi-
-sors plotted and schemed, and the move to Rheims was delayed
‘again and again. But finally the coronation did occur, and the

seventh-graders listened to the ritual and the high idealism of
Joan:

sryese
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“High-born King, now is the will of God accomplished.
For He it was who ordained that I should free Orleans and
bring you here to this city of Rheims for your sacring, to
blazon it forth that you are Rightful Lord. And now the
Realm of France is yours.”2!
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We now arrive at the crucial juncture for seventh-graders, the
point in Joan’s biography when her voices left her. They had
given her spiritual guidance, but now they fell silent, and all
that she did from here on had to be guided by her own judg-
ment. She was now alone, uncertain. What should she do next?
Was her task completed? Should the army 8o to relieve Paris?
¥ Which way should she turn? Now she had to make every deci-
i Sion out of herself, through her own insight.
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Inview of the cha racterization of seventh-graders given atthe
beginning of this chapter, this moment in the life of Joan
becomes an opportuni ty to grow, to take a further step in sejf.
development and independence. The seventh-grader stands at
a similar point in life: with the story of Joan before us, I did noy
have to verbalize it but this was the time to say farewel] to early :
childhood and to many of the “safe” structures that had carrieq - this was relapse. ... Op the next day...Couchon gathered i
them up to this point. The path of individualization cajjg for 3 .5 histribe about him and they condemned her for arenegade

is forbidden me.” But, when it was already midday, she
could hold out no longer, and she putonher man’s dress as »
before. X

secular arm and the fire, .
Then Peter Couchon, that evi] bishop, came into the dun-

students needed to begin the process of letting go~including :
|

~ geon and she said to him: “Bishop, it is by you that I dje! I
|
i

letting go of me—in order to discover self-guidance.

The final scenes from Joan’s life speak strongly to the student:
the faith that had sustained her is now transformed into the
courage to continue. Joan is captured, Imprisoned, questioned,
and tried. George Bernard Shaw’s Saint Joan does an excellent
job of dramatizing the trial and the personal and public torment
that Joan suffers. Her voices have left her. Should she now agree
to deny them, to say they were evil, in order to save herself?
With my seventh-graders before me, I described the final scenes
from her life:

* Had you put me jn the Church’s Prison with women to
- guard me as was of right, this would not have been. I sum-
mon you before God the great Judge....” They relented in
the matter of the Communion, which she had been so long
denied. The Mass, which she had longed for through all
.- that dereliction, she might not hear; but she received the
Body of the Lord.

Then they Putonheralong white dress and set her in the
tumbril with the Dominican who was to be with her till the

I

And stones were thrown, and there was a tumult, and
Joan was led away. But as for Couchon, he broke his word
and had them take her, not to the Church prison, unchained,
with women to tend her, but to the castle dungeon, chained,
and to the company of those grooms through horror of
whom she had signed. And they gave her woman'’s clothes,
and she wore them, being now at the mercy of those
grooms. . ' .

Now on the Sunday morning she would rise, and she out faltermg, and was chained to the stake. But being there,
said to those grooms, “Loose my chains, for I have need to i: g above the people, and seen by all, she forgave her enemies
rise.” Then one of them took away her woman'’s dress tha{‘ " and begged each priest in that multitude to say one Mass
lay on the bed and brought, in a bag, the man’s dress she’
had worn before her abjuration.... Then she would not o
rise, seeing that she had only this to wear; for she said: "It vy

People in the Streets on either side. . And when they had
- €ome into the market Square, there was a 8reat concourse
of many thousands awaiting them, and in the midst .. was
-2 heap of mortar very high, hardened into stone, and a tall
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«two sticks together and held it up for her o take, which she !
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kissed and putinto the bosom of her white robe.... En
lords clamored at the delay, the torch was set to the
anq in the midst of the smoke they heard her proclaimin
firmly that indeed her mission was of God, and they hearg
hef praying to the saints; till in a very little while, a loud ’ :
voice came from the midst of the burning, the Holy Name
Jesus, called so loudly that every man heard it to the very
ends of the square. Ard after that there was silence, and rz
sound but the crackling of the fire. .
‘ Order was given for the embers to be pulled apart so that |
| all might see she was dead, But, lest her relics should be
’ wc?rshipped, men were bidden bear her ashes to the River -
| Seine which ran nearby. So they threw into the river the
2 [ ashes of that Maiden—and her heart, which the fire had not

glish :

8. Ronnding the Corners
faggors, |

Wl y eight-year journey would not have been possible
‘without the daily support—and frequent inspirations—that I

teceived from my colleagues. They loaned me materials, took
time to discuss particular children, and by example, gave me P
something to work toward. When people ask me what sugges-
tions I have for school reform, my'reply is often quite simple; let
teachers do more together. When teachers collaborate on a reg-
ularbasis, on a personai and institutiorial leve], éhahge occursas
inevitably as when yeast is used in baking. From one c'olleague
I leamed how to do blackboard drawings, from another col-
league I gleaned insights on dramatic work, and from yet
another I added to my repertoire of circle activities for the
younger grades. It was not unusual to see a teacher dashing into
a neighboring classroom ten minutes before classes began to
receive last-minute assistance with the apparatus for a scientific
. experiment. Once, when [ was teaching an eighth-grade history
lesson, a colleague knocked on my door; she needed help with
a chemistry experiment that had not quite succeeded. Making a
virtue out of necessity, 1 took my whole class in, and we all
helped set things to rights. As teachers, most of us felt quite
comfortable with modeling the learning process for the chil-
dren. None of us could possibly know everything that was
nheeded for teaching, and rather than cover up our inadequacies
under false bravado, we acknowledged the as-sistance from our
colleagues, which lessened the pressure on both teachers and
students. The assistance rendered was not always just on a prac-
tical level, for with the intimacy that comes from many years of

wu-,-_-—mw
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. This story of faith, courage, love, and hope still speaks to us,”
six hundred years later. A
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working togetker, we were often able to be there for one anothey
when life crises intervened. Seldom have I seen people “carry"
one another as they do in a Waldorf school faculty, »

In keeping with these thoughts, I would like to set the theme -
for the last chapter of my journey by recalling something thay 4 :
colleague, then entering the eighth grade with his class, did o
opening day some years before. He went to the front of the room
and, without a word, calmly played a scale on the piano:CpDE
FGAB.... Aftera considerable pause, he Played the fina] high '
C.If thereader has a Piano, or any other instrument for thatmat- - :
ter, please try the Sequence. By pausing at the seventh note, yoy
can gain a sense for the seventh-grade challenges mentioned in"
the last chapter. But of course, the scale is not complete without
the “return,” the completion of the octave. The last note brings "
a sigh of relief to the listener. It is a welcome resolution of the
conflict expressed by the preceding interval—the process Is
rounded out. Thus, thanks to the inspiration received from my
colleague many vears ago, I would like to consider this chapter
not as a conclusion, for no journey is ever over, but rather as a
rounding of corners, a return.

;me also able to stand back and objectively examine issues with
asense of perspective. The “last lap” brought an intensity, a poi-
gnancy, that seemed to make each student awake to the small,
magical things that life brings, and to the social ramifications of
lassroom events. They were able to live fully in the present.
They had truly rounded a corner.

Fortunately, the curriculum spoke to these qualities. In his-
Zf.éggory we focused on the human struggle for freedom and equal-
ty, and examined various revolutions: the American, French,
; Russian, and Industrial revolutions and, at the end of the year,
it the remarkable opening up of Eastern Europe. Geography was
sconsidered from a worldwide perspective: we compared the
{3 deserts, jungles, and grasslands of the world, hopping from con-

4Civil War, of World War 1, and of World War II. The computer
{was introduced in the context of the Information Revolution,
i.v‘f"“ﬁ:and we recreated an early mainframe computer before working
»'With personal computers. We focused on themes that brought
Several disciplines together—for example, mechanics, ecology,

rganic chemistry, and history (see the Dust Bowl story at the
iend of this chapter). We tried to see the relationship between
things: between the actions of people and the énvironment,
%etween science and history. During the summer when I was
@Oing my planning, I had decided to frame the year with
kespeare, beginning with a review of Elizabethan England
through telling the story of Shakespeare’s life and a dramatic
eading of Twelfth Night, and ending our eighth-grade year with
2 full production of the same play. This allowed many months
for the language of Shakespeare to sink in and be experienced

Over time, so that its meaning would be enhanced. We played
AKeéspearean songs on our soprano, alto, and tenor recorders,

The children in my eighth grade had now come full circle, -
They retained the intellectual astuteness they had displayed as
seventh-graders but were now able to see the big picture, onein
which I once againseemed to have a role to play. They were still :
very much involved with each other, but with an eye toward
high school, they were eager to glean every last bit of prepara-
tion they could from their teachers. They spoke more respect- .
fully, acted with amazing responsibility at times, and showed an,
appreciation for the “fairy-tale element” in biography, the often
inexplicable meaning behind the story line. Whereas in sixth
and seventh grades everything had to make rational sensei!)"
order to be true, my ej ghth-graders were at times willing to livé I
with ambiguity. They could become passionately involved in,/
causes, such as saving rain forests, yet at the same time they”
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learnéd about Elizabethan costumes, made props, and took the
time to try out many different parts before settling on definjta
roles in January. A three-day mini-Shakespeare week in Septem-
ber provided a }u‘storical'backdrop for Elizabeth’s successors o
the throne, Charles I and Oliver Cromwell, the battles between
royalty and the Church, the Civil War, and the persecution of
individuals because of their religious preferences. This set the
stage for the emigration to America by Europeans searching for
spiritual freedom. oo
In covering the colonization of America and the events lead.
ing-up to the American Revolution, I tried to teach with an eye
toward later events in our history. Therefore, I spent consider-
able time characterizing and contrasting the geography and the
lifestyles of the people who settled in Virginia, Massachusetts,
and Pennsylvania. w
The discovery of tobacco in Jamestown led to the develop-v
ment of plantations to exploit this lucrative crop, and to the
early importation of slaves to work for the#English aristocrats
who settled in Virginia. Their style of leadership, as scen
through the eyes of Pocahontas, was autocratic and erratic. Rela-
tions with Native Americans suffered as the lure of tobacco
profits brought increasing human costs in its wake. o
The early Puritans brought with them a zeal for freedom and )
individualism to the rocky, colder coastline of Massachusetts.
Cod fishing, shipbuilding, and trading became the livelihoods
of these early settlers. Their strict laws mandated prison terms
for small crimes such as petty theft and drunkenness, the S_tOC_!‘S
for speaking against the Church, and death for adultery. Whe
presented with the biography of Anne Hutchinson, the studen
realized that for the Puritans, tolerance was restricted to th
their own faith and lifestyle!
Between these two, in the middle, we found the likes of Wi
liam Penn, a man who helped us bridge the Old World and the,
New in the search for freedom of religion and tolerance
all people, including Native Americans. No statement §h0W

e
,&ﬁ
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ore strongly Penn’s character than the letter sent to the

‘English king by six native chieftains:

We the Kings and Sachems of the Ancient Nations of the
Susquehanna and Savannah Indians, understanding that
our loving and good friend Brother William Penn is to our
great grief and the trouble of all the Indians of these parts
obliged to go back to England... acknowledge that he has
been not only just but always kind to us. .. not suffering us
to receive any wrong from any of the people under his gov-
emment. Giving us, as is well known, his house for our
home at all times.... Besides that he has paid us for our
lands, which no Governor ever did before him, and we
hope that the Great King of the English will be good and
kind to him and his children. Then we shall have confi-
dence that we and our children and people will be well
- used and be encouraged to live among the Christians
- according to the agreement that he and we have solemnly
" made, for as long as the Sun and the Moon shall endure,
. one head, one mouth, and one heart.!

In this letter, and in the biography of William Penn, one ex-

“periences the path of the heart, the middle realm of the human
constitution. On either side were two extremes—the willful land-
owners of the South and the headstrong individualists of the

orth. Thus the seeds for civil war were sown during the colo-
period. To bring these contrasts into consciousness, I asked

ﬁd\ student in the class to write a letter “home” to England, as
Nough from a settler in Virginia, Massachusetts, or Pennsylva-
fia. The letters were to include mention of the climate, the daily
tine, the occupation, and the lifestyle of the writer. In writing

€ to the Old World, many also found ways to describe the

? dships of their passage across the Atlantic and of their early
Years in the colonies. After reading the letters the next day, I
asked the class to consider what might have happened had the
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Mayflower landed in Virginia, as was intended. The class Was

able to step back from the actual historical events and eXamipe . .- ¢

some of the themes that had been presented.

In the biography of Thomes Jefferson we were able to reliye
many of the major events of the time. Jefferson was the architecy
and builder of Monticello. He was living in Richmond when it
was attacked by Benedict Arriold and had to be evacuateq, Jef-
ferson developed a friendship with Lafayette and supported
French assistance for the colonies, which brought him inye
debat_e with Hamilton. While a member of the Virginia House of
Representatives Jefferson defied the governor; later, he partici.
pated in the Continental Congress, drafted the Declaration 'of
Independence, and served as Govemnor of Virginia during the
Revolutionary War. A member of the Virginia Legislature after
the war, he served as a diplomat in Europe, then as first Secre-
tary of State, then Vice-President, and finally, as President of the
United States for two terms. The class was astounded that even
after this long career the fullness of his life continued, including
his cultivation of the arts, his financial generosity, and his corre-
spondence with his old political nemesis, Adams, who died just
hours before Jefferson did on July 4, 1826.

During this block we took a day to bike along a section of the
Knox Trail, which follows the route taken by General Henry

Knox, the man who managed to transport heavy artillery over

backcountry trails from Fort Ticonderoga to Boston where
George Washington awaited him, during the depths of winter in
1775-76. We traced the path of his journey along a dirt road called
the Dugway, past several markers along Route 71 into New York
State (now part of the town of Hillsdale), then followed another
dirt road, and finally headed back for a picnic lunch in the village
of Green River, which apparently contained at least one stone

house when Knox passed through it. The class handled this expe- B
dition so well that I began planning a week-long bike trip W‘ﬁ_'-/ '
them on Cape Cod for the end of the year. We held bake sales, '

pizza days, and other fund raisers to make this possible.
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. Early in October we took a break from American history and
iemmed to our study of physiology, which we had begun the
year before. The first lesson began with unexpected instructions:
w*Please draw a sketch of the house you live in.” The students set
to work drawing freehand sketches of their houses—some colo-
nials, some saltboxes, and some ranch styles. After I had col-
«Jected their efforts, they were confounded to hear that these
were not the houses I had meant. [ recited the lines from a brief
poem by Frederick Lawrence Knowles:

This body is my house—it is not I.
Triumphant in this faith I live and die 2

I continued by saying that the whole world is reflected in this
“house, “body.” On a bright October day, for instance, one can see
‘the clear dome of the heavens. Where can we find this in our
body’s house? Within seconds someone had pointed out the
dome of the head, which then led us into the etymology of
’ xﬂomus, or house: domain, domestic, domicile, dominate, domi-
“'nant, dominion. We briefly reviewed the previous year’s work
con Physiology and the environment: air and respiration, fluids
#:and circulation, plants, animals, and nutrition.

' In the earlier grades this introduction would have been
enough, but I had been finding that with each succeeding year—
and now especially in eighth grade—the students were eager for
ore content. So I plunged ahead with our first topic: the mus-
dles. Again, we began with an experiential exercise, They were
ked to sit quietly with their limbs absolutely still. I asked them
Notice whatever was NOT still—the heart, the breath, their
{thoughts. Then I asked them to guess how many muscles they
) ad used during the minute of stillness. Some suggested five,
ers a dozen. Few were prepared for my estimate that they had
£°€N using over three hundred. That woke them up. Now that
their interest was aroused, I described a person with good mus-
Qlar control—a musician or gymnast. Without embarrassing
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a muscle; but it is not the will alone that determines how
the muscles work. We decide to take a step, and our will
does it. Luckily! If we had to be conscious of everything
involved in that process, our progress would be slow—in
fact, we would probably stay rooted to the spot. Our will
carries things out for us. But we can choose whether to be
awake or not in our activities in life. The will of the human |
being is itself like an invisible muscle. It too needs exercis

to become strong.* '

anyone, I also described someone with poor muscular contry) ln
everything we do, muscles are needed—even for a smile o;'
frown, and espedially for good posture. :
With a timely visit from Jaimen McMillan, we were able to
carry forward the next day with specific exercises to enhance
and improve posture. At this age, an emphasis on good Posture
is essential to establish its importance for good health, Jaimen
worked with individual children, answered their questions in 3
refreshing, candid way, and then took us onto the playing field .
for some related exercises and games.3 :
Our study of the muscles included the smooth or involuntary
muscles, the cardiac muscles, and the skeletal or voluntary mus-
cles. We also studied the role of oxygen and glucose in muscular
activity. My athletes were especially interested in discussing
muscle cramping and the production of lactic acid. Many had
thoughts about balanced exercise. They could sound wonder-
fully philosophical until the afternoon sports period began.
Part of the process of “rounding the corners” in the eighth
grade involved mentioning something to the class, when the . -
opportunity arose, that had been carried in my consciousness
and my intentions over the whole eight years but had not been
expressed to them until now. For example, I had worked with
the concept of will since the early grades, especially in the
morning circle, as I tried to balance the reflective aspects of the
lesson with enthusiastic activity. Now in eighth grade, in the

context of discussing muscles, I was able to draw thefollowing
connection: o

Next we discovered the wonders of the skeletal system. With
an actual skeleton before us, we examined it as a whole and in
ts parts. We observed the strikingly small skull and its rounded,
oncentrated shape. The dome of the skull had openings for
ense organs, and except for the jaw, little movement was possi-
le since the parts (the cranial bones) were joined by sutures. We
bserved the thorax and the rhythmic repetition of the ribs. We
xamined the spine and noted the differences between the cer-
“vical, thoracic, lumbar, and sacral vertebrae. We discussed the
polarities found in the forms—the rounded parts that echoed
the dome of the skull and the radial bones of the limbs. We spent
more time on particular aspects, such as the thighbone (femur),
and looked for metamorphoses in form and function. A forensic
expert visited our class and was able to identify the age, sex, and
occupation of our skeleton. We did masses of drawings, even
attempting a black-and-white sketch of the entire skeleton. The
window sills were soon littered with clay models of the hu-
merus, femur, tibia, and fibula. It was a glorious three weeks.
We ended with a special examination of the senses, focusing on
the eye and ears$ Again, the connectedness of the curriculum
became apparent as I taught. These last days of physiology pre-
Pared the way for a history lesson that would come at the end of
the year, in which the children would meet an individual,
Jacques Lusseyran, who had been blinded as a child. This man
developed a special “vision”—an extraordinary capacity of

In a healthy human being, the muscles do not move by
themselves. -
We move them. Conscious will is unique to the human
being. Animals do not make decisions and carry them out,
as we do. They are subject to instinct and desire. Yet the
will—this precious human capacity—is very mysterious.
The will can transform a thought into an action; it can move

T e T WP




194 SCHOOL A$ A JOURNEY Rounding the Corners 1o=

B

55" yet looked taller in his general’s hat. He had a deep pallor
with furrowed rings under his €yes, was untidy and sickly, and
chad yellow skin, but his eyes sparkled with keenness and will
power. He seemed to have an expression for every thought. He
ften gazed upon his beautiful hands.

Then I described Napoleon’s mental and emotional character-
-gstics. He had an incredible memory: he knew the names of alj
“the officers in his regiments, as well as the places where they had

¥ been recruited. He was concise in his speech. As a boy he loved
such as the fresh-water lakes of the world, the sky above, o the to organize snowball fights at school, and he dabbled in litera-
margins of the land known as beaches.” o fure, philosophy, and' medicine. He was exceptionally brave in
I was able to put myself into preparation and teaching one L battle, yet timid when facing the unknown. He was passionate in
hundred percent, thanks to having relinquished my duties ag 423 love, ambitious, impetuous, and at times, ruthless. He remained
faculty chair at the end of seventh grade. My successor occasions - Joyal to his officers. Above all, he had an amazing ability to
inspire devotion in his followers, even when they lay dying in
the snow in Russia,
:I then went into Napoleon’s career, a veritable roller-coaster
Tide of glorious successes and abject failures, Having visited
“Waterloo myself, I was able to describe the scene of his famous
last battle in detail. But I devoted extra time to the Russian cam-
7‘:‘»paign, as it granted me an Opportunity to describe the vastness
of the land, the nature of the people, and the conditions that
were to lead to the revolution 105 years later® As a fitting finish,
my students learned to perform a four-part adaptation of “La
Réjouissance” from the Fireworks music on their recorders, and
in chorus we sang the “Ode to Joy” from Beethoven’s Ninth

inner observation (see end of chapter). The entire lesson on

€ye was especially poignant because the class had so intimatgy.

experienced my son’s accident when they were ip third grade,
From physiology we moved on to comparative 8908raph)~,

We looked at the world as a whole, comparing the Poles, the -

northern forests, the grasslands, the deserts, and the rain forests,

We touched down at particular places in the world to sample

cultures and terrains not covered in earlier grades. Students did
individual research Projects and gave Presentations op topicy’

became pedagogicallv stimulating and refreshing, since the'

agenda was no longer my responsibility. It was also at thjs time _V 3' _
that my colleagues and the board nominated me for Massachy. :
setts Teacher of the Year and for a Christa McA uliffe Fellowship,
Even though I'wasnota finalist, their recommendations were a . ,,f W
source of personal satisfaction. -

In November the class took a whirlwind tour of the French
Revolution: the absolute rulership of Louis XVI, the gathering -
discontent, the storming of the Bastille. We read A Tule of Two
Cities by Charles Dickens, studied the rise of Mirabeau, Danton,
and Robespierre; then turned to Marie Antoinette, the rule of +
the guillotine, chaos, and the life of Napoleon Bonaparte. ~.0

Instead of returning to the narrative form used in t
younger grades when describing a figure such as NaPOle{’_:"n,,e
tried to present different aspects of the picture in a Paf,ag._ell
manner so that the thinking and inner activity of the Sm'd‘f‘_,‘t% :
were stimulated through putting things together for ths
selves. I described Napoleon's physical appearance. He wasg,

&xcerpts from the Ninth Symphony in between the episodes of
Yapoleon’s story. Blackboard illustrations depicted Russia in
sWinter, making his Russian campaign a multimedia event.

{ While the class was experiencing all these subjects in the fall
Majn lessons, our extra main-lesson time (the forty-minute
iods during the day when the students were not working on

.1
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foreign languages, eurythmy, or singing) was devoted to an
intensive math review. In sixth grade I adopted Math 76 i the
Saxon series, and by eighth grade we were working with Alge.
bra 1/2° Although I generally refrained from using texts, |
found the Saxon series to be especially well done. The concepts
are reviewed in a regular fashion, building confidence and skij|
through constant practice. The text is clear and the problem sets

just the right length. Instead of spending my time writing prob.

lems on the board, correcting students’ copying mistakes, and
running off dittos, I was able to spend my time coaching. [ stil]
introduced new concepts myself, but the text was invaluable in
supplementing my efforts. Thanks to this continual practice in
math and a similar effort in English, most of my students found
themselves well prepared for high school, in some cases enter-
ing advanced-level courses in ninth grade. The basic skills did
not have to come at the expense of the capacities spoken of in
earlier chapters—imagination, a sense for truth, and flexible
thinking.10 "
In December we continued with geometry, with specia
emphasis on constructing the Platonic solids. In January we con-
tinued our work in physics, focusing on the mechanics of liq-
uids and gases. It was after this block that I presented the whole
sweep of inventors and pioneers who were instrumental in
bringing about what is called the Industrial Revolution and the
technological advances that followed, including Robert Fulton,

James Watt, George Stephenson, Alexander Graham Bell,
George Westinghouse, Thomas Edison, George Washington

Carver, and Amelia Earhart. Each student researched one inve!
tor, and I presented a combined sequence on the Industrial Rg}{'
olution and the American Civil War, beginning with the life of
John Ericsson: 1 o .

Born on July 31, 1803, in the province of Varmland, SwW

den, John showed remarkable abilities even as a chil
When his mother began to teach him to read and write, he
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became absorbed in creating “better letters” and had to be
persuaded that the ones in print were commonly accepted,
that all the books in Sweden used them, and that the
authors were unlikely to change their letters because a
- small boy had invented a new alphabet. At the age of six,
having accompanied his father to the family iron mine,
John constructed a model of the entire mining operation,
. including wooden replicas of the shops, miniature ladders,
a shaft, and a small winch to haul up the imaginary ore.
- When his father’s mine was closed and the family endLired
bankruptcy, John continued his projects with scraps of
. materials discarded by others. To his delight, his father was
_ then employed by the Gota Canal project under the super-
- vision of the Mechanical Corps of the Navy, and John
. received free lessons from many of the engineers. He soon
astonished them by building a working model of a saw-
mill, using scraps such as a watch spring to make the saw,
and a tin spoon welded and shaped into a crank. When
placed in a stream, the miniature sawmill actually worked!
John’s drawings and models attracted the attention of
Count van Platen, head of the canal project. With his
patronage, John and his brother Nils were accepted as
cadets in the Mechanical Corps of the Navy, even though
neither was yet in his teens. John demonstrated an uncanny
ability for finding the people he needed for each stage of
his learning, including those who taught him drafting
skills, painting, and French and English. He learned sur-
veying (a stool had to be carried along so he could use the
equipment), and at age fourteen he was put in command of
six hundred workers.
. Much to the dismay of his patron, John was inspired by
dinner time talk of Napoleon and recent battles on the con-
tinent. In a rush of enthusiasm he volunteered for the 23rd
Rifle Corps, where he soon became an expert shot but,
because of his unusual abilities, was quickly put to work

|
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making maps. He worked so hard that the commanding
officer requested that Ericsson be listed as two men so that
his superiors would not be perplexed. Wanting to illustrate
a book with engravings, Ericsson asked for a three-day
leave to visit Stockholm. Knocking on the door of a re.
spected engraver, John politely asked to examine his tools.
When asked why, John replied that he wanted to inspect
the tools so that he could teach himself how to do engrav-
ing. One can well imagine the reaction of the skilled crafts-
man, who declared that it had taken him many years to
learn his craft and that he was not about to show his tools
to someone off the street so that he could “learn” engrav-
ing. The door slammed in his face, Ericsson stormed
through the streets in a rage, but then, characteristically, he
decided to invent the tools himself. Not surprisingly, his
final product was a success.

Having stumbled across an idea for a more efficient use
of steam in engines, Ericsson traveled to England where he
went to work in a manufacturing house as the resident
inventor. He designed steam engines and a steam-operated
pump for putting out the notorious London fires and built
the famous Novelty, a steam locomotive that successfully
competed \until the last round) against the Rocket designed
by the femous George Stephenson. Yet his inventions
rarely met with financial success.

“By this time John Ericsson was beginning to compre-

hend the trials and uncertainties that shadow the pathofan
invéntor: Four barriers had to be surmounted with every
project. First came the initial problem of persuading some-
one to invest faith and money in his idea. Second were the
blunders of the mechanics who carried out his designs.
Third was the crushing resistance of the public to any
change in general, along with the hatred of those who

might be put out of business by a new machine. Finally, "

there was the claim of prior rights to an idea by other
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inventors as soon as an invention seemed likely to be
profitable. ...

“To someone who once remarked what a pity it was that
he had not graduated from a technological institute, Erics-
son replied: ‘No, it was very fortunate. If I had taken a
course at an institute I should have acquired such a belief

in authorities that I should never have been able to develdp
originality.””12

By describing Ericsson’s early childhood and ending this first
lesson with the above quotes on the process of invention and
& originality, I felt I was once again using the Tuchman model
: described in the last chapter. Many themes were found in one
specific biography: the stubborn genius, the process of gaining
- acceptance, the rejection of accepted practices, and, in the next
installment of the story, emigration to the United States.
Without dwelling on the many events in Ericsson’s life after
his arrival in New York City, I focused on the invention of the
j i Monitor, the first ironclad vessel, which helped turn the tide in
4 the Civil War. At the age of sixty, Ericsson was asked by the gov-
'f e¢rmment to meet the challenge of the Merrimac, which was being
e & developed by the Confederate army. The story, told in detail,
contained all the excitement of any war project, complete with
£ last-minute glitches, operators that did not fully understand the
. €quipment, and the famous battle on March 8, 1862, in Chesa-
 Peake Bay, in which the Monitor prevailed against the Merrimac,
Saved the nation’s capitol, and cut off a vital harbor that the
vConfederacy had been using. Despite congratulatory resolu-
ions from the city of New York and the US. Congress, Ericsson
(%neVer received the financial reimbursement he had been prom-
ised. Yet with incessant energy and perseverance, he continued
“Working right up to the day of his death at the age of eighty-six.
:é‘ Not adequately conveyed in the above paragraphs is the
-“Mperament of the man—his choleric nature and will to suc-
eed. My students were able to appreciate the fiery, impossible
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One parent, well versed in literature and Shakespeare, said to
.. me afterwards that he had never seen such a performance, even
% in professional settings. I guessed and felt that we had touched
* him deeply. His view was that the eighth-graders, at their par-
ticular age, were able to portray the essence of Shakespeare—
* the humor, entanglements, and feelings—without their own
personalities getting in the way. Adults have the task of over-
oming their own personalities in order to enter into Shakes-
peare. This parent felt that we had chosen the right play and
< captured it with just the right age group. :
Even now, some years later, my feelings are still full when I
_recall this production. After so many years of working with
these children, it was a great joy to see them transformed into
“Shakespearean players. I had always tried to imagine the best in
“each student, and now on this occasion I saw it in each one. The
language of Shakespeare ennobled their thoughts and brought
out the higher self of each student. I remember feeling, with
tears in my eyes, “I will never forget them in this moment.”
Those who are familiar with Twelfth Night and have followed
the development of the class through the preceding chapters
may appreciate the significance of the part for the each student.

personality of John Ericsson—and still respect his geniy B
telling his biography, I had hoped to put a human face o
process of invention and on the many mechanical manr:g thg_
encountered in our'study of the Industrial Revolution, e
During the next twvo months I faced a double assignmenb' t i
teach two consecutive main-lesson blocks (algebra and met‘ =
rology), while at the same time rehearsing what would bem:)e-’*
our largest production ever, Twelfth Night. Fortunately, [ wag
able to devote most of my energy to Shakespeare, thanks to the
timely arrival of a student teacher from the Waldorf Program at
Antioch New England. With her help, we were able to share the -
tasks at hand. She taught the first hour of each main lesson
while I prepared the rehearsal that followed. Her cheerful man:
ner, meticulous preparation, and constant eéncouragement really
made the difference for me and the class during those challeng- -
ing weeks. -
How canIbegin to describe the flurry of activity surround ing
the play? So much happened all at once that even those who
took part were not always aware, until afterwards, of how many
people had contributed and how much the students had
achieved. One crew made sets, another group composed large
veil paintings for our backdrops, others made costumes and
borrowed props from nearby theater groups. Parents came in to
help rehearse small scenes, and we often had two or three
rehearsals going on simultaneously. Still another group prac-
ticed their recorders, for one of my reasons in selecting Twelfth .
Night was the musicality of the play—"If music be the food of
love, play on!"13 Eben, Tim, and I spent hours working up the
best system of lighting we had ever enjoyed. Then there were -
dress rehearsals, the last-minute panic, and the crush of peoplé
filling the auditorium. We did two performances, one for the
children at school during the day and one for parents and
friends in the evening. So many of the children returned in the
evening that there was standing room only. '

ORSINO, Duke of lllyria: Marc

SEBASTIAN, brother to Viola: Lee

ANTONIO, a sea captain and friend to Sebastian: Doug
A SEA CAPTAIN, friend to Viola: Michael, Tim
VALENTINE AND CURIO, attendants: Sally, Anthony
SIR TOBY BELCH, uncle to Olivia: Samuel

SIR ANDREW AGUECHEEK: Jonathan EA.
MALVOLIO, steward to Olivia: Jonathan B.
FABIAN, servant to Olivia: Maria, Lucy

FESTE, a clown: Donna

OLIVIA, a rich countess: Susan, Scott

VIOLA: Abbie, Margaret

MARIA, Olivia’s woman: Torrey, Mary
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- theeyecould see. Nothing disturbed the peaceful blowing
of the wind, not even the occasional rabbit or the grazing
buffalo.

What could a teacher possibly do after this high point in the ‘
year? Any main lesson block, no matter how interesting, would
pale in the aftermath of the play. So we revisited the Hulber
Outdoor Education, Center in Vermont for another yyeq) of
adventure and high ropes challenges. Then it Was time fo,
Spring vacation,

In late April and early May we came back to the classroom
for organic chemistry, | began with 3 reading of The pyy, Who -
Planted Trees by Jean Giono in order to connect Organic chemjs.

reservations.

Then the cattlemen arrived, and with Glidden’s timely
invention of barbed wire, more ranchers staked claims to
the ample g8razing lands. Yet 1885 brought a drought, and
in December of that year, a blizzard stryck. Eighty percent
of all the cattle perished. For a brief time, the grasslands
returned to their natural beauty:

“I can remember nothing more beautify] than.my first
sight of the Plains,” Arthur Duncan’s wife wrote. “It was
the time of year when nNature was at its best, The grass and
trees were green, and wild flowers made beautiful boy-
quets of color everywhere. The ta]l mesquite grass cast lacy
shadows across our pathway, birds Sang, and even the tal]
grasses seemed to wave a welcome as we Passed. There

ing the Fehling’s solution tests on cane Sugar, fructose, honey,
and maple Syrup; on strawberry, mint, and applejellies, and on
butter cookies, vanilla fla voring, caramels, marshma”ows,
pink lemonade, jello, and vg juice. We surveyed the use of
Sugar through the ages, from the patriarchs of old who prized
honey, to Alexander the Great who brought cane sugar back to
Greece, to the search for new sugars and spices during the Age
of Exploration, to the development of beet sugar during the

one remarked afterwards, “ always knew sugar wasn't so
good for you, but I hag no idea how much suffering has hap-
pened in the production and harvest of sugar cane.”

Then, to make a bridge between organic chemistry and our
last block on modern history, I'told the story of the Dust Bowl:"

The first farmer was impressed by the wind. It was
intimidating, yet at the same time exhilarating. It played

with the tall grass, 4 flat BTeen carpet stretching as far as “In Kansas we trusted, in Kansas we busted.”
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“Potatoes they grow small in Kansas
They plant them in the fall

And eat them skins and all

In Kansas.”

Only one prophet spoke out against one-crop farming
(“monoculture”) in the plains. Payne’s bulletins advised
balanced farming, with “crops” that could walk to the mar-
ket: livestock, grass, and feed-grain crops were three legs to
the stool, without which there would be no balance. But no
one listened.

Then came the great land boom. W. P. Soash fitted out a
luxury train and offered free trips from New York to the
Plains, with no obligation to buy. He advertised a few suc-
cess stories of enormous profits, and soon one train after
another was rumbling through Iowa to Texas. The 1910
census showed a population increase of 350%, while the
acreage under cultivation in the plains increased by 600%.
Only Payne’s voice spoke in opposition-to this boom. But
few heard, and some even asserted that plowing fields
brought on the rain. »

Nature gave her own brief warning signal when in 1913
a fifteen-mile dust storm blew through Thomas County,
Kansas. But then World War I arrived and the slogan was:
“Plant more wheat! Wheat will win the war!”"The closing
of the Dardanelles by the German blockade of Russia cut
off a vital supply of wheat to the Allies, and prices went up.
Farmers received 87 cents per bushel in 1914, $1.61 in 1916.
The next year the United States went to war. It now became
the patriotic duty of the farmers to plow up more land and
plant more wheat. At $2.10 per bushel, few needed persua-
sion. Again, just at a crucial fffoment in history, an inven

tion came along that changed everything. The tractor

arrived on the plains. The Indians used to say that plowing

turned good country upside down. Now with the tractor, .
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both good and bad acreage was plowed up as the quotas
for production were increased in the final days of the war.
Between 1914 and 1917 wheat production expanded by
27,000,000 acres.

When prices fell after the war, farmers were compelled
to plow up more land just to stay even. They searched for -
ways to lower their production costs. Salesmen streamed
across the plains states offering yet another new invention,
the combine, a factory on wheels. Now that the harvesting
could be done in less time, more acres could be cultivated.
Farming was now a business.

Yet conditions were dry. Rainfall decreased each year.
April 14, 1933, brought a phenomenon no one would ever
forget:

“It seemed every field in western Kansas began to move.
Great air currents rushing down from the north, running
close to the earth, whipped up the topsoil and sent it skim-
ming along in a fine cloud—to choke and cut and beat at
every living thing. For a while the dust hugged the surface;
it whipped from one field to another, cutting away at the
topsoil. Soon the surface of both fields was moving. As the
storm increased, the dust rose higher above the ground.
Visibility shrank from miles to yards. A strange bluish-
green light, like the tip of a welder’s torch, played round
about automobiles on the highway.

“Toward noon in Kansas the wind suddenly seemed to
roll, picking up great chunks of earth and humus, throwing
it into the air. Soon a great, tumbling cloud of dust—ebony

black atits base and muddy tan toward the top—was rolling
southward toward Texas. ... As it approached, there was a
great rush of wind. Then darkness—total, utter darkness—
as it struck. The darkness was dust. The windows turned
solid pitch; even flower boxes six inches beyond the pane
were shut from view. As the front of the storm roared on, the
people quickly became aware of an awful, oppressive
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silence. They were frightened. ... Food on tables freshly set
for dinner was ruined. Milk turned black. Beds, rugs,
furniture... were covered with a film of dust . . .

“People began to wonder if this was not the way deserts
start. The whole nation was frightened and worried.”18

Why did this happen? If people had only understoog the life
cycle of grass, this tragedy could have been avoided. Grass
grows almost anywhere, matures, dies, and then returns organic
material to the soil. This organic material gradually builds upa
spongy substance called humus, which soaks Up moisture and
stores it in a kind of savings account for times of drought. The

mined the soil of its richness—they had taken without restoring,
unaware of the need to keep rebuilding the humus. An organic
chemist would have known better. But no one listened to the
warnings. Without the

minutes,

This story seemed to connect many threads of environmental
education that had been touched upon over the course of eight
years. There were the nature stories in first and second
grades—such as “The Blossoras of the Heather”—when the
child’s natural sense of beauty and oneness with nature told
more than my stories could. In third grade the farming block
§ave us an opportunity to make our own garden and study
Crop rotation. The “Man and Animal” study came in fourth .
grade, the botany blocks in fifth. Geography was taught ;
through the upper grades, and organic chemistry in eighth. If. i
nothing else, my task in these lessons had been to draw my stu- f;
dents’ attention to the world around them, a world that can be =z
destroyed in minutes if we are not constantly wakeful and -

attentive. How we care for nature ultimately depends on what sort of ‘ .
people we are. SRS
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As I prepared for my final block with the class, this last
thought was uppermost in my mind. In the vast array of events
and dates connected ‘with this century, could I find specific
. symptoms of our time that would help my students find kin-

_ their paths in life? In an age of atomic energy, chemical weap-
- ons, world wars, and individual alienation and disenchantment,
- could I find a few biographies that would really count? My
. search was for what I call transformative individuals, those who
~ had crossed the divides of nationality and race to speak to our
© common humanity. My last block was populated with individ-

uals such as Harriet Tubman, Martin Luther King, Mahatma
' Gandhi, Mother Teresa, and Jacques Lusseyran.

In this last block, and in fact throughout seventh and eighth
grades, I often used the technique of “polarity” in teaching his-
tory. This involved finding scenes, events, and biographies that
.. could be contrasted with one another in such a way as to create
+ added meaning. The students would have to wrestle with the

raphies of Adolf Hitler and Jacques Lusseyran, telling one seg-
- ment of each life story at a time, At first I did not mention either
Name so that in the review session the following day I could ask,
© “What sort of person was the first individual described yester-
day? What does his life story to date tell us about how he saw
the world? What can you tell us about the character of the sec-
ond person?” My students were encouraged to develop their
Own interpretations out of the phenomena presented in class
' Tather than through the media or through popular mythology.

. War IT was What is blindness, what is vision?
s Below are two biographies. To contribute to the experience of
g contrast, I stood on one side of the room while telling the first
- and on the opposite side while telling the second.

- dred souls—people whose lives could provide inspiration—on
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BIOGRAPHY A: Born at half past six on the evening of
April 20, 1889, at an inn located in the small town of
Braunau on the frontier between Austria and Bavaria, thjs
child was the third child in the family and was born to his
father’s third wife. His siblings, however, all died before
the age of six. At school, he was a poor student and left i
1905 without the usual certificate. He spent two years
dreaming of becoming an artist, did not work, and tried
twice to enter the Academy in Vienna.

Those who knew him in his youth spoke of someone
who showed extreme mood changes, one moment brood-
ing and the next bursting out into wild, excited talk. He
seemed incapable of sustained work: he slept in the streets
during the summer and in a doss house during the winter.
One person described him as having long hair (with lice)
and a feverish look in his eyes, and wearing old, torn trou-
sers and a long coat. His only income came from painting
postcards on the street. He spent hours in the coffeehouses
reading newspapers and debating the issues of the day
with anyone who would listen. He had strong opinions,
which were prejudiced. His speech was laced with anti-
semitism.”®

BIOGRAPHY B: This child was born in a modest Paris
house at noon on September 19, 1924. He later described
his parents as being ideal, in that they were intelligent,
devoted, and kind in all things. This child loved to run and

- explore. One of his favorite early childhood games was to

" chase sunbeams in the yard. When introduced to crayon-
ing, this child said it was like holding light in your hands.
His favorite color was green, which he later learned is the
color of hope. S

One day, as his parents waited for him to join them on

the journey back to Paris from their countryside vacation
home, this child stood in the garden and began to weep. He
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knew he was looking at the garden—the trees, the green,
the light—for the last time. He could not explain, but he
knew he would never see the garden again.

Back at school three weeks later, he was rushing out to
recess with his friends when he was pushed from behind
and fell against the corner of the teacher’s desk. His glasses
were shatterproof and did not break, but one arm of the
spectacles went deep into the tissues of the right eye and
tore it away. When he came to, he remembered asking, “My
eyes, where are my eyes?”*’ They rushed him to the hospi-
tal and operated immediately. When he awoke again, he
was completely and permanently blind.

The accident occurred on May 3, but by the end of the
month he was up and walking, holding the hand of his
mother or father. In June he began to learn braille. In July
he played on the beach and learned to use a trapeze. But
more remarkable than his recovery was the way in which
he learned to live with blindness. At first his head followed
every sound, and he would be filled with a terrible void
and would despair. Then he began to look within, and he
discovered an inner light of confidence and joy. When this
happened he was able to walk about the room, sensing
objects, and standing tall. Fear caused him to stumble and
strike things, but feelings of harmony and friendship
brought back the experience of lightness, and he could
walk with confidence. Back at school, he found he had an
inner screen upon which he could picture what was said
and record it for later use. His memory became so keen that
he was soon able, with the help of his braille typewriter, to
do all his schoolwork and then some. His friendships deep-
ened, and during vacations one could often see him with
Jean, walking the high mountain trails with one arm on the
shoulder of his friend. Yet when they gotlost, it was always
the blind one who knew the way home, for it was he who
had noticed the change in the path from sand to gravel, the
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movement and newspaper. The movement helped fallen
airmen, recruited new members, and distributed news; in
the end, the newspaper achieved a circulation of 250,000

throughout France.?

direction of the sun from the warmth on his face, ang th
’ e

smell of the flowers along the way. The blind one often |
“the way home e

R TN

Comparing the two stories, we identified the individ

_ ual
name; and I described Hitler’s rise to power: > by

Most important for my class of soon-to-graduate students
was the way in which Lusseyran interviewed potential mem-

BIOGRAPHY A—SEconp DAY: He was rejected for myjj;. bers of the underground:

tary service on grounds of poor health, then served a4 a

messenger. He was gassed in 1918 and collapsed with an
€ye injury, which resulted in the award of an Iron Cross for

build his own power, formed the SA, and brought off the
Munich Putsch. The rest of the story was then the story of

The class was especially impressed (negatively) with the

. Picture the city of Paris under the long shadow of occu- X

pation: deserted streets and intimidating patrols. Imagine
someone knocking at the door of an apartment, entering,
walking down a long corridor to find a sparsely lit room at
the end. The visitor would be surprised to find that the
occupant of this apartment was a young high-school stu-
dent; that the books on the shelves were all in braille; that
this young man was blind. The conversation would begin
with a few random topics—the weather, literature, and the
like—and if the visitor’s replies were hesitant, or if the
handshake or tread of feet on the stairs had been amiss, the
conversation would end after a few moments. But if the

descriptions of Hitler’s daily lifestyle, as portrayed by Albert

S . . . blind one sensed that the person in front of him could be
peer: the late-mght movies, the idle conversations, the lack of

trusted, they would proceed, and the visitor might even be

concentrated work, the shallowness of his thoughts. 2

BIOGRAPHY B—THizp DAY: When Jacques first heard
the news of Hitler's Anschiyss on the radio, he was filled
with foreboding and began to study German with inten-
sity—two hours every day for the next five years. Then
Paris was Occupied, and the spirit of the people was smoth-
ered, as though a heavy blanket had been placed over a
flame. How could they survive?

The most precious commodity was information—reli-
able, factual information not filtered by the SS. To this end,
Lusseyran began to Organize an underground resistance

invited upstairs to meet the executive committee of the
resistance movement

Lusseyran used his inner sight—his remarkable’ intu-
ition—to determine if the person interviewed could be
trusted with the lives of the entire organization. Over the
years he interviewed hundreds of people and memorized
their names, addresses, and telephone numbers so that
nothing had to be committed to paper: he never made a
mistake.

Only once was he overruled by the executive committee.
While interviewing a man named Elio, a “black bar” de-
scended over his consciousness, and he felt uncertain. The
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. committee desperately négded someone wi
tial;, so he was accepted. Over a year lat
them all.

Lt'lsseyran was arrested, interrogated, and sent to prison,

He listened to the officer, who spoke with his secretary dy ‘
ing the questioning: at first, Lusseyran did not let on that hr-
understood German. When he suddenly revealed this hcte
the officer was so astonished that he inadvertently Sha‘red’
valuable information, which enabled Lusseyran to piec
together the puzzle of what “they” knew and thzfrebe
ascertain that Elio had been the one who betrayed them 11)1,

this way Lusseyran was also able to protect those who had
not come into contact with Elio.

th Elio’s creden;
er Elio betrayeq

At this point in the story I described the ordeal that followed
for Lusseyran in more detail than space here permits: his horri-
ble ride in cattle cars across Europe, the psychological as well as
physical abuse that he suffered, his internment in Buchenwal‘d
Yet t.he remarkable theme that runs through this epic is that at'
aH. times—especially in the concentration camp—it was the
blind one who assisted the weak, shared valuable information
translated, and gave others hope. As the Americans advanced’
across the continent, the Nazis offered freedom to those who
wanted it, and 80,000 prisoners leapt at the chance. Lusseyran
cou@eled against it, and because of his advice many remained

behind. Later, it was learned that those who had been thus
released were gunned down by SS troops sixty miles from

Buchenwald. Only ten survived
Lusgeyran ‘was still alive when the camp was liberated.
When he got back home in France, he found some of his old
comrades; others had died. Once he had regained his health, he
;ﬂge;/fted the rest of his life to teaching. He died in a car crashin
il

'.Ihe themes we developed in class after hearing these biogra-
Phies centered around several questions:
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How does one know when someone can be trusted?

Which man was really blind?

What was it that allowed Lusseyran to help so many people?

How can it be that Hitler was elected by thousands of voters
and is known to millions today because of the atrocities he per-
petrated, while Lusseyran was elected to nothing and today is
still relatively unknown?

What is true leadership?

In a democracy where majority rules, which type of leader is
most likely to be elected? Why?

have the strength to be different?

I have forgotten the precise responses to these questions, but
I remember feeling afterwards that the class had managed to
validate their entire Waldorf education. They spoke persua-
sively, with clear thoughts and opinions, and with depth of feel-
ing. They knew we were talking about more than just a history
lesson. The wisdom and perspective shared in the classroom
that day made me feel that my efforts over eight long years had
been worthwhile.

We were now ready for our week-long bicycling trip on Cape
Cod. What an expedition! We hired a large U-Haul truck to carry
our thirty-some bikes, brought clothing for all weathers, food
for the road, and lots of enthusiasm. We stayed at the youth hos-
tel in Orleans, prepared our own meals, and took several long
beach breaks in between our cycling trips. Our first day on the
trail, we lost six people (they were so far behind that they didn’t
see us turn off into Brewster State Park). The lost cyclists acted
with great responsibility, however. They stayed together and
phoned our home base when they realized they were lost. Once
together again, we refined our travel procedures and continued
exploring the coastline. Each evening we had dinner together at
a restaurant. Our hosts often remarked that this was one of the
most respectful, polite groups they had ever entertained. We

Looking ahead to high school and beyond, do you feel you'
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went on a whale watch and played on the Nationa] Seash
beaches. The whole week was a celebration. e

Back home, we had one more week of school left "which
used for ﬁnishing up our work and for an extensivé 1'*eviewWe
the eight years. At first | was hesitant to review very m c(;f
because I did not want to spoil anything by rehashing thin :
a'superficial way. Fortunately, the class was eager to do the egx .
cise I gave them, which was to travel backivards through ;‘F
years. Different children took up the narrative at varioyg :;ointse
helping one another relive experiences that had different Ievels'
of meaning. It was wonderful to see their faces light up as the
remembered special moments. Some focused on anecdotes—y
.”wl"nen so-and-so did such-and-such.” Others mentioned
projects, plays, things Mr. Finser had once done or said. The
review became easier as we went backwards. They had more to
say and were more passionate about the earlier grades. The
abstractions and math problem sets were not mentioned much
buf anything that had engaged their will, their inner and outc;
activity, remained a vivid memory. Aspects of the curriculum
that had contained a strong imaginative quality—such as
mythology, painting, drawing, speech—seemed to have
matured into a form of knowing with the haart. Often,when a
myth or biography came up, they used only a few words but
spoke with thoughtful wisdom,

AsIwas deciding what to include in this text, I used the chil-
dren’s review as my guide I'included the stories they selected,
the subjects that seemed to have lasted in their memories. In this
sense, they wrote this book.

Finally, it was Graduation Day, the end of the journey. Can |

words ever express the intense feelings of such a day? I

The class and I graduated together, as we had done every-

thing else. It was not my show—they participated actively in - *

conceptualizing, developing, and carrying out the program:
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* Emily played the piano as people entered the beautifully
decorated room.

* When everyone was seated, I welcomed the large audi-
ence and formally introduced the class of 1990. As my stu-
dents filed in, wearing jackets and ties and long dresses,
they were welcomed by a standing ovation.

* The class then stood and spoke for the last time the morn-
ing verse they had recited since the fifth grade :

I look into the world,

in which the sun is shining,

in which the stars are sparkling,

where stones in stillness lie,

where living plants are growing,
where animals live in feeling,

where human beings within their souls
give dwelling to the spirit.

I'look into the soul

that lives within my being.
The World Creator weaves

in sunlight and in soul light,
in world space there without,
in soul depths here within.
To Thee, Creator Spirit,

I turn my heart to ask

that blessing and pure strength
for learning and for work
may ever grow within me.

* The first speaker was a member of my earlier class, a stu-
dent who had graduated eight years before and had now
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* The class recited “To Wonder at Beauty,” a verse given to
the first Waldorf school in Stuttgart by Rudolf Steiner, and
one that appeared inside the cover of each diploma that my
students received:

finished high school and college. An African-America;
he spoke about his personal journey and the co >

: ntinuj
impact of his Waldorf years upon his life. e

* Jonathan then played his silver flute. -

To wonder at beauty,
Stand guard over truth,
Look up to the noble,
Decide for the good,
Leads man on his journey
To goals for his life, !
To right in his doing, T
To peace in his feeling, .
To light in his thought,
And teaches him trust :
In the guidance of God, ;
In all that there is, E
In the world-wide All, H
In the soul’s deep soil.? |'

* I shared memories of the eight years we had spent
together, including the home visits, Herr Finser and Ellze:l
Maria’s foot races. I read “The Blossoms of the Heather " i
spoke of teachers who had worked with the class, inner e;nd
outer weather, a rainy-day barbecue in sixth grade, mo-
ments of temper, from certain students, and wonc;erful
sense-of-humor incidents. For instance, at lunch one da
Marc had asked, “Does anyone have anything I could bor)-’
row?” We all knew Marc’s love of good food. I thanked the
students for being who they were: “I've enjoyed the sociabil-
it}f of this class, your sense of belonging together, your com-
mitment to working things out, your growing sense of
responsibility year by year, and your ability to share.”

* Abbie read a poem she had i
p € had composed for the occasion: * The class then gathered around the piano, and to Emily’s

skillful accompaniment, we sang Bach'’s Jesu Joy of Man’s ;
Desiring. de

Off in the distance
I'see a plant with a bud .
Not at all aware of the daﬁgers that await it in life. ..

* The time of farewell was drawing near, and I then shared i ‘i
my wish for the class, expressed in the familiar Irish :

prayer:

Whatever path that destiny has chosen, I must follow
Whatever law my soul has written, I must obey.
Behind meIseeabud

Before me, a flower.

Isee a flower in the distance,

May the road rise up to meet you f
May the wind be always at your back. ](
|

May the sun shine warm upon your face
And the rain fall soft upon your fields
And until we meet again

May God hold you

In the palm of his hand.

*Tim shared a poem, and Marc read part of an essay.

* Marc’ peri
Marc’s mom spoke of her experiences as a parent over our
eight years.
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* With a full heart, I called each student’s Name, ang each
stepped forward to receive his or her diploma from the fac.
ulty chair and last handshake from me. In return eacp

8ave me a hug,

* The entire faculty of the Rudolf Steiner School, twenty.
some strong, rose and stood a]ong one side of the Toom sq
that they coulq 8ive each student 3 farewel] handshake, o,
a hug, as the class filed out of the room to the Teception,
Very few €yes were still dry by the end of the Ceéremony,

Almost four Years passed before | coylg Write about my jour.
ney with this class, The €Xperience was so full that I'needed time

experiences. Once [ began writing, the words 8ushed forth, |
came to trust the process of process. Writing this book has com-
pleted my journey. In telling this narrative, I can now give it to
my readers, knowing that it is 5 personal statement aboyt one
teacher’s attempt to understang what happened over the course
of eight years, -

One thing has remained with me above all—how little I did
as a person, and how much came aboyt through the children in
my care, and through their efforts. The more I learned tc know

A ppendiv

Educating for Creative Thinking:
The Waldorf Approach

Joan Almon

- Old solutions are not adequate for modern problems. Their solution
requires a renewal of thinking, and there is no better starting point for
that renewal than with the education of children, especially young chil-

accelerating in the 1990s, indicates that it may well be an edfxcation
Now coming into its own because it fosters a thinking appropriate for
our age.

‘At the same time, many other forms of education are under increas-
- Ing attack. American public schools, for example, are facing a crisis in
thinking, and educators everywhere are trying to understand wh‘y.
There are three key manifestations of the crisis, as has been reported in

.. Years. At the elementary school level, one frequently hears about
~ burnout among third- and fourth-grade pupils. After age nine, many
children simply do not want to learn any more. In the high school,
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educators say that many students seem unable to think. Ask th '
. em a

defi.ned question that requires a true/ false answer or a
choice, and they do all right. But ask them to think through a
and explain their solutions, and many are at a loss. Few eg roblem
seem to see a relationship between these three crises, but fromucators
dorf point of view, the problems of the elementary schc,)ol a i
school follow on the heels of early academics in the kinderg .
surely as night follows day. 5
The high school situation is of particular concern to American socj
fety, which is looking for an acceleration in thinking but 1‘ fi Z?Cl-
instead a decay. The educational community is deeply concer;lwdn v
how fo “teach thinking” to its students. The crisis in thinkin is OVE’Ir
described by Jane Healy, an educator whose interest is brain %esea“:hl

and the development of the mi ]
e eae P e mind. In her book Qﬂangered Minds (1990),

d high
tens as

”?'eaching thinking skills,” another “movement” current|
passing through the education system, is a résponse toa groW'in):
concern that Johnny can't think any better than he can read. Pro%
grams attempting to teach thinking skills are selling like hotcakes
at .teachers’ conferences and workshops. Yet critics scornfull
point out it is a contradiction in terms to rely on packets, work}j

bf)oks, computer drills, and worksheets to engage students’
higher cognitive abilities. (308)

Healy goes on to point out the need for two types of mental activity

in the Students if they are to be Well-d \% &
(] el i
' Oped th.lnkers. the a“al tic

.Good’ thinking requires good analytic skills, but it also depends
on.x.magmation. Both halves of the brain, not simply the linear, ana-
!}{hc-v.erbal left hemisphere, contribute to it. The more visual,/intu-
mv'e right hemisphere probably provides much of the inspiration
while the left marches along in its dutiful role as timekeeper and,
re.alis.t.... Some observers, concerned about declines in creative
thinking, as well as in imagination, have advocated teaching meth-
ods and .classroom experiences to stimulate the right hemisphere
s [Put] it is increasingly clear that genuine creative imagination
springs from much deeper developmental roots which can easily
get short-changed in homes and in schools. (315-16)

mllltiple
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It is these deeper developmental roots of creative thinking that have
interested me greatly as a Waldorf educator of young children. Analytic
thinking is a very important aspect of thoughtin modern life and needs
to be cultivated, along with the creative side of thinking. But because it
is already so valued by modern society, I will only touch on it lightly in
this article, although much could be said about how to integrate it into
a creative curriculum. The focus will be on the other half of thinking,
the creative, imaginative side. Under present social circumstances,
there is a great danger that the creative aspect of the mind will atrophy
under the onslaught of the media, of the hours spent in dry academic
studies, and of the pressure produced by standardized exams. If we can
help children to grow up with both sides of the brain actively maturing,
then new forms of thought are possible, forms that are much needed
now and in the future. It is clear that creative, multidisciplinary
approaches to learning will be necessary if we are to solve major prob-
tems such as environmental issues. There is much talk about divergent
thinking as an appropriate form for the future. Such thinking is defined
as “creative, imaginative and flexible thinking that results in a variety
and abundance of ideas or answers to a problem” (Houston 1990, 72).
Parents and educators remark that they commonly find such thinking
in Waldorf graduates.

As a young teacher in the early 1970s, [was committed to being very
eclectic in my approach to education. Some friends and 1 started a nurs-
ery school whose primary goal was to keep the spirit of the child lively
and growing. We had all experienced the deadening effects of our own
education and were convinced that there must be a better way to keep
the inner spark of the child alive. When we first discovered Waldorf
education, we liked the ideas and the methods, but it was really the
children who convinced me that this education brought them more
deep-seated satisfaction than any of the other approaches that we
offered them. As we brought more Waldorf ideas into the classroom,
the children turned to them and drank them in deeply. They opened to
them like flowers opening to the sun. Their responses went well
beyond their enjoyment of other educational practices that we offered
them. The children convinced me that they loved Waldorf education,
but I had many questions concerning whether this form of education
worked over the long run. What sort of thinking did the students dis-
play in high school? How did they do in college? How did they do in
life? For years, I plagued the more experienced Waldorf teachers with
my questions.

P NN

ot
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One Waldorf high school teacher told

impression on me. When her high schoo

twelfth graders t, apply

toward smaj) liberal arts schools.

; 8rew, and jt began to encourage vy Leagye
; schools. A number were accepted and. j ir fi

: from the colleges began to arrive at the schoo]

of your students. They are not necessarily the mogt intellectya) Students.

. iti f
we have had, byt they are by far the most well rounded ~ These anecdotal remarks describe some of the qualities of Waldor

. itati ies about Waldorf
These thoughts are echoed by other educators whe have worked §i students. There are not ey quantitative studies a e
with Waldorf 8raduates. For example, Dr. Warren Eickelberg (1991), '

Professor of biology and ¢ irector of the Premedical curriculum g Adel

phi Uru‘versity, has worked with a number of Waldorf 8raduates, He
has this to say about them;

What I find most remarkable about Waldorf kids [i‘s that] they &
have been taught to think; thinking is an “okay” activity for them
to engage in. [ think they intrinsically understand the 'dfffersnce |
between thinking about an issue and merely men.lorxzu?g the |
right answer” for the test.... It js as if somewhere in thefr eeTrly
years of schooling they somehow got the idea that learning is a
lifelong enterprise. (1)

Without any doubt my past three decades (in the teaching pro.-
fession) have been marked by change, change, and ever more
change. Throughout this dynamism of activity, where values were

classes: a Waldorf School gia
others. Without exception the
Ple, creative students, individuals of identifi
dents who, when they spoke, made a djffe
graduates see behind the facts that often

tive thinking, these results do show that Waldorf
education, far from handicapping students who prepare for such tests,
actually seems to help them do well.

rence. Waldorf Schoo!

A THREEFOLD VIEW OF THE HUMAN BEING

rocosm of the universe and Microcosm of the cell’s u]trastructure,
but they know that Chemistry, Biology and Physics can't tell them
much about the Nature of love, | feel certain that all Waldorf
School 8raduates beliet-o in the orderliness of our universe, and

they believe the human ming can discern this order and appreci-
ate jts beauty. )

What is it about Waldorf education that cultivates s?ch. all;around
human qualities, including a strong capacity for thinking? When
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. suppressed, we find one-sided people. From this condition there aric:
s~terec.>type.s and caricatures. The caricature professor, for exre iy
%wes' inanivory tower, a picture of living solely in the activit ofa t’}:‘.Ple,
ing, isolated from feelings and will. In contrast, the over<izeyd j kmk-
brawn and no brain, lives in the will, in the limbs anc{ in t}:OCh, N
amounts of food he consumes. In between, the artist is wra cei u{?*e
thf& feeling life, a bohemian existence teeming with humaipel Up N
ships and with little connection to the practical or intellectu:le f}:oﬂ-
;re extremf:, gf course, but the pictures are helpful in underst;mdie:;

ow one-sided we i i

how one's become if we do not cultivate all three aspects of
Rudolf Steiner not only described the three aspects in rich detail b
sPoke c?f how to educate children in order to develop all three caal lf‘
ties. Thinking, feeling, and willing do not develop at identical ratcsp ;‘)C"
ratl?er the focus is first on one, then on another. In the first seven ,c .
of‘hfe, the child is primarily living in the will, learning nearl eze‘:rs
thing through physical activity. During these years leamirz' hk):-

place mostly in an unconscious manner through the child’s imitgtic;n ;3;
the activities of adults and older children. Between the approximate
ages of seven and fourteen, the child’s feeling life is the strongest a‘nd
all that is taught through imagination and the arts penetrates de,e 1
Human relationships are also of great importance at this age. In a V\F/)a{

dorf school, they are fostered through the relationship w?tl'; the class

teacher: who ideally remains with the class for eight grades, teaching all
thg main lesson subjects and developing a deep cormecti,on with the
chxld‘re'n and their families. It is also very important that, in addition to
creativity and imagination, the teacher foster an o;derh'ness and
healthy respect for boundaries in the classroom. These qualities will

‘emerge later in the students’ thinking, as well.

In the high school, cognitive and intellectual thinking awakens
strc‘mgly, and students now work with teachers who are specialists in
their .own subjects. The students are helped to observe phenomena
gspemally in the sciences, so that they can formulate their own conclu:
sions a‘nd learn to explain and defend them. The thrust is toward devel-
oping independent judgment in the students, rather than feeding them
flmsl?ed statements. By working with diverse points of view in their
studies, the students become skilled in looking at questions from a
number of sides. ar}d appreciating the differences that are uncovered. -
o When the thinking in the high school years builds upon the feeling in

e grade-school years and upon the will fostered in the preschool age,

o -
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the result is a mind characterized by creative imagination (thinking plus
feeling), coupled with a strong wish to bring ideas down into practical
reality (thinking plus will). It is a mind that sees relationships between
the sciences or the world of nature on the one side and the humanities
or the world of humankind on the other. It enjoys the interpenetration
of the two. Such a mind also sees human activity, including thinking, as
a harmonious art of a greater universal picture. The cultivation of such
a worldview is an essential element of Waldorf education.

From early childhood on, a sense of wonder, gratitude, and rever-
ence is cultivated in the children. They see themselves as part of a
greater universe in which the hand of the creator plays a mighty role.
Waldorf education is not a religious education in the sense of teaching
a religion, but Rudolf Steiner spoke often of the sense of wonder in
childhood and the importance of cultivating it as a precursor to think-
ing. He described it in this way (1979, 14) : “It is absolutely essential that
before we begin to think, before we so much as begin to set our thinking
in motion, we experience the condition of wonder.” Although they are
not affiliated with any religious institution, the Waldorf schools are
filled with a deep reverence for the divine aspects of life. The human
being is viewed as a bridge between the heavenly and earthly realms of
life, and Waldorf education makes room for both realms.

LAYING A FOUNDATION FOR CREATIVE THINKING

The development of thinking is a rich and complex story, and one can
give only a brief introduction to it in an article of this length. I'have cho-
sen to focus primarily on the first seven years of childhood for two rea-
sons. One is that early childhood has been the focus of my own work
for the past twenty years, and the other is that it is during these first six
or seven years of life that a lifelong foundation for thinking is laid.
Absorbing academic content can wait until first grade begins, but the
early years are full of experiences that affect the way the mind works

and whether it will be rich or poor in creative forces.

The First Three Years

One can say that the most fundamental steps in thinking are taken
during the first three years of life when the child has traditionally been
athome. During the first year, the child focuses on physical miovement,
gradually gaining control over his head, trunk, and limbs. Controlling
the head, turning over, sitting upright, standing, and walking are the
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high points that every parent eagerly awaits. Once the child is able to
walk erect, around age onc, he or she leaves the horizontal realm and
enters the vertical. A new perspective of the world enters the child-
being. : Hd's
During the second year, the child works actively on the acquisition of

language. Words begin to come, at first usually nouns for naming -

objects. The child begins to group and sort the surrounding world
through the naming process. Little Hannah, for example, was fascinatr >d
by the dog across the street. Her first word was “dog,” and for some tir;
“dog” meant any creature that moved, be it on four feet or on two. Gnde-
ually she learned that Mommy, Daddy, and other humans were ;mg
“dogs” but had their own names. Then she began to realize that not all
four-footed creatures were called “dogs” as she distinguished them
from cats, squirrels, and other animals. In Hannah, one could sce that
the development of language is more than the mere acquisition of
words. It is a whole process of sorting out the world and relating to it
Out of speech, the rudiments of thinking begin to emerge. The mo-rc
able the child is to describe the world with words, the more the child
begins to ponder the world and tries to understand it. Now comes the
series of “Why?” questions, as the child seeks to understand the world.
Why is the sky blue, the sun yellow? Answers about atmospheric con-
ditions and burning gases have no real meaning to the young child, but
answers about the qualities of nature and how they make us feel satisfy
deeply. The child’s mind understands that the blue sky is like a great
blue blanket that stretches over us and makes us feel safe, whereas a
yellow sun fills us with warmth. The three-year-olds challenge us to
return to a place of imagination and wonder in our own thinking as we
ponder their questions. ;
.D@g the third year, as the child enters the realm of fantasy-filled
thinking, several other major changes take place. At first glance, they
' ‘do not seem related to thinking, but actually they are an integral part of
it and show us much about the true nature of human thought. A most
noticeable development is the use of the word “no” as the child enters
the terrible twos. To the belcaguered parent, it seems as if a monster has
ex.ltered the home, but all the child really wants to say is, “Step back and
give me space. Something new is about to be born.” What is new is an

emerging sense of self, the beginning of a sense of “I.” The word “I” is

a most personal word that cannot be taught from without; it must arise
from within. Prior to using this word, the child usually speaks of him- ~
self or herself as “(Johnny or Jane) wants milk” or “Me wants milk.” By :‘
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now saying “I want milk,” a new phase of self-awareness enters the
child. .

When this new sense of self enters, it often comes so strongly that
one feels there is no room left in the child for a sense of “we.” The
child’s social sense is pushed aside for the moment. It may seem that
there is no one on the face of the earth quite so egotistical as a strong-
willed three-year-old who has just discovered his or her own 1. Consid-
eration for others seems to disappear for a time, and only I-ness exists.
Fortunately, the next stage of development brings forth an interest in
the world, and the child begins to feel part of a larger social body again.
The initial awareness of self is a necessary step for thinking because to
think requires drawing into oneself. We do not stand in the center of the
marketplace to do our thinking. We retreat into the ivory tower of our

, ~ own minds. Descartes said, “I think, therefore I am,” but the three-
year-old seems more to say, “l am, therefore I think.” The experience of
“] am” and the experience of thinking go hand in hand.

There is one other major development in the child that coincides
t§':  with the development of thinking around age three, namely, the birth
8 of fantasy in the child. Often beginning around two-and-a-half, the
1 child’s play becomes less reality based and more filled with fantasy.
' Banging on the pots and pans no longer suffices. Now the pot may
. become a house, and the spoon a person who lives in it. Offer a two-
LD year-old—who is still engaged in sorting out reality—a bowl of sand
' and say that it is a birthday cake, and she is very apt to put it in her
mouth. Offer it to a three-year-old, and she or he may look quizzically
at you and ask, “It's make-believe, right?” Offer it to a four-year-old,
and he or she knows it is a play cake and proceeds to decorate it with
sticks and leaves and calls friends together for a birthday party. Fan-
tasy, once born, allows children to play with the simplest objects and
transform them into all that is needed for their play. Born around the
same time as thinking, fantasy is a powerful partner to it. If fantasy is
allowed to ripen side by side with thinking, these two faculties mature
into creative thinking, a capacity to visualize not only how things are
but also how they might be. '

Regrettably, a great deal of modern education has misunderstood
the importance of fantasy in the development of thinking. For the past
twenty years or more, the cultivation of healthy fantasy in young chil-
1~ dren has been largely ignored in American early childhood centers.

Emphasis instead has been placed on the development of rational,
" intellectual thought. From a Waldorf point of view, the absence of
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fantasy in the early years leads directly t :

burnout, and the inability to think that ng,w g]:hviepsrc? :‘::S ,: : Stl:ess,
students.. One of the great scientific minds of :;he twentie);h oan
Albert Einstein (in Stimpson 1988), understood the importanccenftury'
tasy as a critical part of modern human thought. “When 1 . f?n-
rx}yself and my methods of thought,” he said, 3I come to th:XBmme
sion that the gift of fantasy has meant more to me than any t ]Conclu-
abstract, positive thinking.” (139) J talent for

The Kindergarten

If the child enters a mixed-age Waldorf kinder,

.three-and-a-half, then the “I" of the,child is usually wi?lr:Z?alle:;n: -
mtere-st in life outside the self andhome is begin.m'ng. The childe .
the kindergarten at a time when his or her fantasy forces haveex;:s
ahv;/akened and have begun to manifest in a lively way. Fantasy will 2

t. ough several steps of development during the kindergarten yea i
ﬁrs.t, fanfasy, young and fertile, bubbles up like the sweet porridyve irr?'th t
Grimms'’s fairy tale of that name. Like sweet porridge, it ﬂcé),ws ouet
;/erywhere. Tl?e child’s fantasy is so full of activity and change that the
: ree-year-old is more or less in perpetual motion. Gradually, the child

‘ecorriles more focused in play, and the four-year-old can set up a pla

situation and remain with it for half an hour or more. The thliesi‘z
fours, however, still have much in common in their play, for both ar:'c
flependent on creating play situations out of what is at hax:\d They typ-
ically er}ter th.e kindergarten without an idea of what they w.ant tg] plapy
and wait for inspiration. This or that object captures their fancy, and
their fantasy transforms it into what is needed. It is a great help t’o the
growing fantasy if very simple natural objects are given as play materi-
als. Frf)m these simple logs, stones, cloths, and oth:r building materials
Fhe child can create anything he or she needs, and the fantasy is not hm:
fted by defined ob]:ects. A fire engine that clearly looks like a fire engine
:l ;)i ?o :s‘e toa child who wants a space ship, or vice versa. Buta hand-
e dces?rxz,- some cloths, and ropes can become any vehicle that the_'
A new stage of play consciousness begins with the ﬁvé—year—olds
wh.o ofte.n en'ter the kindergarten with an “idea” in mind. They do nol
}:’[alt for inspiration to arise from the objects at hand, but start with an
idea for play -.and then seek to create the objects that they need. They can
:sﬂy stay_wnh a play situation for an hour or longer and may play out
e same idea for days on end. With the six-year-olds, this process goes
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one ster further. They have an idea but often need few materials, if any,
to carr out their idea. They will go through a period of time during
which they take great pains to build a house or vehicle but take few
props inside with them. Instead they “talk out” their play, expressing
all the steps in play through conversation. What previously took place
outwardly with objects and busy limbs now takes place inwardly as
imagiration is born.

This change from fantasy play to imaginative play was beautifully
descrited to me by Bronja Zahlingen, a well-known Waldorf kindergar-
ten tezcher from Vienna. As a child, she loved to play with small objects
on a deep window seat in her bedroom. She would create a scene with
little dolls and houses, and play with them for long periods of time. She
remembers that one day, when she was about six years old, shesetupa
scene as usual but then closed her eyes and played “inside.” Imagination
had been born, and she was able to participate in her play in a new way.

The development of imagination is an essential step in thinking, but
where the development of fantasy has been curtailed, the development
of imagination also suffers. Without imagination, one cannot picture an
event in history, a verbal problem in mathematics, or the characters of
a book. To approach academic subjects without imagination is a dull
affair at best, and it is not surprising that children who are being edu-
cated without benefit of imagination at the elementary level find learn-
ing so uninteresting. Their newborn imagination is not being fed and
nourished. Those who have been asked to master academics at the kin-
dergarten level may suffer an even deeper problem, for in them imagi-
nation may be aborted before being born. There are indications that
children who learn to read before age six or seven lose their early
advantages, for they losc interest in reading and may eventually suffer
burncut. This is not surprising when one thinks of how dull reading
and learning are without benefit of imagination to bring them alive. In
contrast, in my experience, the children who are the best players in the
kindergarten and have the most active fantasy tend to become the most
imaginative elementary pupils with the greatest interest in reading.
They also tend to be the best-adjusted emotionally, both as children and
even as adolescents and adults. .

The relationship between success in fantasy play during the kinder-
garten years and later gains in mental development, as well as in social
and emotional development, has been explored extensively by Sara
Smilznsky (1990) and others. They found that children who scored high-
est in what they called socio-dramatic play also showed the greatest
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&ains in a number of cognitive areas such as higher intellectugl ¢

tence, longer attention span, and more innovation and ima in‘qrik~o e
The go?d players also showed more empathy towardgot;w;:nless'
aggx:ef.&on, and in general more social and em;tional adjusrm;’ o
addition, children who played well showed better ability to hkemt "
pefspective of others and showed fewer signs of fear, sad(neeso “af:s
fatigue. Smilansky’s findings also point to simple, open-ended,play

materials as contributing more toward these developments than identi

fiable "t(?ys” or learning materials. Her work is a strong confirmation of
the relatlofnshxp between fantasy play in young children and the devel
opment of capacities for strong thinking and a heal i -
- t i
Onlanciy ot g g ealthy emotional life.

Grades One to Eight

Be.tween the approximate years of seven and fourteen, the inten
ph.ysu:al activity of early childhood gives way to the feelir;g life of t;e
child. Le?aming through imitation diminishes, and the child turnsto the
teacher in a new way, looking to her or him as a loving authority wh(3
knows the world. The preschool child feels, “I can do whatever \'(;u cao
do through imitation.” The elementary child feels, “There is so‘muchrl‘
do not know, but you are my teacher and you know and will teach me.”
Tl‘1e path to knowledge for the school chiid is through the relation h"
with the teacher as a loving authority. e

Th.e Waldorf class teacher is faced with a number of challenges in
working with the child. The curriculum is particularly rich and diierse
and the teacher is expected to offer creative presentations on a vastl
array of subjects over an eight-year period. The intellectual challence to
the teachers is enormous. Their own thinking is constantly stimulaoted
as well as their own creativity and love of learning. Moreover, the I

have‘to find the living relationship that they form with their c!as; ove)r,
t‘he eight-year period. Relationships with the children and their fami-
lies af'e worked on and deepened over these years, and the childt.ven
kfeneﬁt tremendously from the continuity of relationship. At the same
zllrar:, th.ey ]e;\‘m torelate to a variety of teachers, for they have specialty

€S In subjects as vari i

e insy g}ardem.ng. ied as foreign languages, arts, handworkgym-

Another aspect new to the school child is the freeing of the memory
forces. Preschool children often amaze us with the details that they
remember of past events, but they can rarely call up memory at will.
Rather, something is needed—a sound, smell, or sight—to trigger their

s A
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memory, which then flows forth in abundance. By contrast, the school
children are able to go into their minds and find the memory that they
seek, an essential quality needed for mastering academic subjects.

An additional change in the elementary children is that they are very
interested in rules. One sees this in play, where games with rules now
predominate over the creative fantasy play of the younger child. In

. learning, too, the child is ready to be guided by rules. The rules of math-

ematics or writing make sense to the elementary child in a way that
they cannot make sense to the younger child, for whom rules still have
little inner meaning.

There are many other aspects of consciousness that awaken in the
school child. Many are related to the maturation of the rhythmic sys-
tem, for heart and lungs now settle into a regular thythm, whereas in
the vounger child they are still quite irregular. With the development of
the rhythmic system comes the love of rhythmic games such as jump-
ing rope with verses, rhythmic hand clapping, and throwing balls to the
accompaniment of long verses. Moving in a thythmic way (for exam-
ple, in counting and recitation) speaks deeply to the school child.

As the rhythmic system develops, the feeling life of the child comes
more and more to the fore. Education can be cool and inteilectual and
bypass the feelings, or it can stir them deeply. The teacher approaches
the curriculum in artistic ways, bringing to life a wide range of subjects.
The love that the children develop in these years for the subjects that
thev study ripens into a deeper quest for knowledge in adolescence and
beyond. One of the tasks of the Waldorf elementary teacher is to present
the curriculum in such a way that it stirs the imagination and feelings
of the students, creating a context in which they can experience sympa-
thy and antipathy, joy and sorrow, anger and tranquility, and much
more. Through mythologies, great stories, and stirring biographies, the
children’s own moral impulses are awakened, and an idealism begins

to grow in them that will flower in adolescence.

High School

Around age fourteen, the more formed cognitive and intellectual
thinking life of the teenager begins to develop strongly. Now the stu-
dent works with teachers who are specialists in their fields. They guide
the student through the phase of critical thinking so characteristic of the
young teenager and help the older adolescent develop independent
judgment. In the Waldorf high school, students are taught to observe
and reflect so that they may arrive at their own conclusions about life.

T A —
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They are encouraged to examine problems from many points of view
so that their thinking can be well rounded rather than narrow. Frorr;
deep within adolescents, there awakens a quest for truth, and this pur-
suit of truth takes them on journeys as profound as those of King
Arthur’s knights seeking the Holy Grail Indeed, an idealism enters
their being at this time not unlike that found in the Grail seekers of old.
The Waldorf high school teacher recognizes that profound questions
are stirring in the students, such as “Who am I? What am I doing here?
What is it ] am seeking in life?” The academic subjects, both in the
humanities and in the sciences, open doors to those deeper answers
that students are seeking at this age.

High school students experience so many changes in the physical
body, emotional life, and mental realms that it is very easy for them to
become unbalanced in their development. Many teenagers devote
themselves so fully to the cultivation of social life that they have little
energy left for the development of thinking. Others turn their energies
so avidly toward sports that the development of thinking again suffers.
Whereas a balanced interest in social life and sports aids thinking, an
excessive interest in them diverts energy from thought. There are no
foolproof ways for guiding young people through adolescence, but
there is a much greater chance that their minds will be able to blossom
in a well-balanced manner if their physical nature has had a healthy
chance to develop in early childhood and if their emotional life has had
the opportunity to deepen during the elementary school years.

THINKING IN ADULTHOOD

All that has taken place in the first two decades lays a foundation for
the coming of age at twenty-one, when' young persons experience 2
more profound birth of the “1” or individuality than that which took
place at age three. Now they are ready to take on much more inner
responsibility for their own life’s direction. Their “I” works through
their thinking, feeling, and willing, and where these aspects of the self
have been allowed to develop in a healthy and harmonious way, the “I”..
has a strong, clear instrument for its future use. If the instrument is
damaged, then young adults will have to work extra hard to bring
about a healing so that the individuality can sound forth in a clear and
wholesome way. : e
If the mind is fertile and well related to the feelings and the will
activity, then there are tremendous possibilities for growth an

Educating for Creanive tnnning oo~

t a whole life. Our self-education may then
ms of thinking spoken of by Rudolf Steiner.

He described the modern human being as standing on a threshold.
New capacities for higher forms of thinking can now be developed
that were not possible before. In the opening sentence to his book,
How To KNow Higher Worlds (1994, 13), he writes, “The capacities by
which we can gain insights mnto higher worlds lie dormant within
cach one of us.” The challenge for the modern human being is to
awaken these faculties.

This awakening is not an easy process, but Steiner gives exercises
and indications for helping to bring it about in a healthy manner. The
path is made easier if the faculties of thinking have been allowed to
mature in such a way that fantasy and imagination ripen in their own
time, and independent thinking filled with idealism grows in the ado-
lescent. All of this, when coupled with a sense of wonder, opens doors
to new ways of thinking. A renewal in thinking becomes possible and,
a renewal of all other spheres of life.

development throughou
Jead us into the new real

through it,
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Notes

CHAPTER1

1.

Rudolf Steiner, Soul Ecornomy and Waldorf Education (Spring Valley, New
York: Anthroposophic Press), 124,

2. Rudolf Steiner, Balance in Teaching (Spring Valley, New York: Mercury

w

Press, 1982), 18. In these concentrated lectures, Rudolf Steiner develops
the theme of reverence as an essential ingredient for successful teach-
ing. The following quotation (slightly adapted) is one of my favorites
(and also expands upon the points made at the start of this chapter):
“The child is the mediator, and the teacher is actually working with
forces sent down from the spiritual world. When reverence for the
divine-spiritual permeates the instruction, it truly works miracles. And
if you have this reverence, if you have this feeling that by means of the
connection with the forces developed in the spiritual world during the
time before birth—if you have this feeling which engenders a deep rev-
erence—then you will see that through the presence of such a feeling
you can accomplish more than through any amount of intellectual the-
orizing about what should be dore.

The teacher’s feelings are the most important means of education,
and the feeling of reverence can have an immeasurable formative influ-
ence upon the child.”

- Rudolf Steiner, The Kingdom of Childliood (Spring Valley, New York:

Anthroposophic Press, 1982), 23-27. The importance of the change of
teeth is mentioned in many of Rudolf Steiner’s pedagogical lectures.
Stated briefly, the child spends the first six to seven years of life building
up the physical body, working with what has been inherited, and grad-
ually transforming the physical nature to correspond with the intent of
his or her spiritual heritage. The change of teeth indicates that these
growth forces are now freed for learning and the dévelopment of new
capacities. Rudolf Steiner often refers to four “births”: the physical
birth, the birth of the etheric body at the change of teeth, the birth of the
astral body at age 14, and the birth of the ego at age 21.

. Steiner, The Kingdom of Childhood, 35. The emphasis on creating a beau-

tiful environment for the young child is based upon the reality that the
child “is wholly sense-organ” and reacts to all the impressions aroused
in it by the people in its surroundings. The statement that immediately
follows puts the essence of this book in the context of the child’s health:
“The child’s health for the whole of its life to come depends on how the
People in its environment conduct themselves in the child’s presence.




236 NOTES : Notes to Chapter 1~ 237
10. Verse by Rudolf Steiner, in Rudolf Steiner, The Deepening of Waldorf Edu-

The inclinations that the child develops depend on how one behaves
cation (Forest Row, Sussex, England: The Steiner Schools Fellowship

in its presence” [translation adapted, ed.]. In other words, the child’s
health is directly affected not only by what we bring as teachers, but
by how we bring it, and by what is living in us at the time. This means
that it is important for teachers to continually grow and renew them-
selves—through the arts, through nature, through study and through
travel—and that this is not a selfish, personal matter, to be pursued
only when “time allows.” On the contrary, it is essential for health-giv-
ing teaching.

. Rudolf Steiner, Discussions with Teachers (London: Rudolf Steiner Press,
1967), 38.

. These deepet, latent issues arve‘ connected with karma; see Rudolf
Steiner, Karmic Relationships, vols. 1-8 (London: Rudolf Steiner Press).

. Rudolf Steiner, Deeper Insights into Education (Hudson, New York:
Anthroposophic Press, 1983), 42. The role of the Waldorf teacher as an
authority figure is developed in much more detail in the context of the
age seven to fourteen year period of child development. Steiner writes
in this volume: “A great deal of what is taught to a child in his eighth or
ninth year will be accepted only if the child feels himself in the presence
of a beloved teacher, confronted by an obvious authority. The teacher
should represent for the child the whole world of truth, beauty, and
goodness. What the teacher holds to be beautiful or true or good should
also be so for the pupil. This obvious authority, during the period
between the change of teeth and puberty, must be the basis for all the
teaching. A child does not always understand the things that he accepts
under the influence of this authority, but he accepts them because he
loves the teacher. What he has accepted will then emerge in later life,
say in his thirty-fifth year, as an essential enlivening of his whole inner
being. Anyone who says that one should merely teach children trivial
mental conceptions has no real insight into human nature, nor does he
know what a vital force it is when in his thirty-fifth year a person can
call up something he once accepted simply through love for his teacher”
[translation adapted, ed.].

8. In anthroposophical terms, these vital forces or life forces are the etheric
forces, or etheric body—see footnote 12, chapter six.

9. Rudolf Steiner, The Inner Nature of Music (Hudson, New York: Anthro-
posophic Press, 1983). In this book Steiner describes, as he does else-
where, the importance of working with the mood of the fifth, or the
pentatonic scale, with young children, as it corresponds, in the develop-
ment of humanity, to the stage of consciousness that the young child
experiences today. As a class teacher, I used a wooden pentatonic
recorder made by Choroi. ' :

1.

L
13,

Lo 13.
L 14.

15.

16.
17.

Publications, 1980). Other teachers use other translations. The following
version was translated by Arvia Ege:

The sun, with loving light,
Makes bright for me the day.
The soul, with spirit power,
Gives strength unto my limbs.
In sunlight's radiant glance

I reverence, O God,

The human power that you

So lovingly have planted

For me within my soul,

That I with all my might

May love to work and learn.
From you come love and strength,
To you stream love and thanks.

Margaret Rowe, Elizabeth Gmeyner, and Joyce Russell, The Key of the
Kingdom: A Book of Stories and Poems for Children (New York: Anthropo-
sophical Publishing Co., 1951), 3.

Steiner, Kingdon of Childhood, 40-44.

Steiner, Deeper Insights into Education, op. cit. p.42.

From Grimm's Fairy Tales.

Rudolf Steiner suggested using verses for the various letters. In my
experience, most Wwaldorf teachers make up their own, based upon the
stories they select and the needs of their particular class.

Molly de Havas, Singing Words (Chichester, Great Britain: Chichester
Press, 1951), 28. -
Walter Braithwaite, “Snow White and the Seven Dwarfs,” (1939), 3540.

This reference to “living material” may seem obscure to some readers. It
refers to a content that contains wisdom rather than information and
calls upon the deeper, imaginative capacities of the child in such a way
that it can continue to live: in the child’s consciousness for years to come.
Waldorf education is not strictly skills-oriented but rather concerns
itself with what is long-term and outcome-based. That is, the lesson’s
pictorial content should nourish the individual for many years but will
probably not be fully understood conceptually until later in life; in fact,
new levels and nuances of the meaning will probably continue to be dis-

covered throughout adult life.
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CHAPTER 2 : 13. In his 1992 book, Care of the Soul (HarperCoHinsPublishers), Thomas
1. Dorothy Harrer, Math Lessons Jfor Elementary Grades (Spring Valley, New = Moore relates that Renaissance doctors said that “the essence of each
York: Mercury Press, 1985), 1-34. . person originates as a star in the heavens. How different this is from the

modern view that a person is [only] what he makes himself to be” (p-1).
Ursula Synge, The Giant at the Ford and Other Legends of the Saints (Athe-

4. This process of gradually taking hold of the physical organism and : naeum, New York: Margaret K. McEldery, 1980), 106.
becoming “present” in it is called, in anthroposophical terms, the 15. Rudolf Steiner, Study of Man (London: Rudolf Steiner Press, 1966), 15.

“incarnation process.” 16. Rudolf Steiner, The Four Temperaments (New York: Anthroposophic

5. In The Kingdom of Childhood (p- 38), Steiner relates a child’s walking to Press, 1980). This pamphlet describes the temperaments in relation to
his or her previous life on earth, which gives an even greater dimension the incarnation of the child, and the ways in which to meet these differ-
to the “big picture” work of the class teacher. Also, in Balance in Teaching ences in the classroom. T recommend that teachers also work with the
(p. 45) he describes the incarnation process in more detail, mentioning Jungian model of learning styles, particularly as developed by Briggs-
that the ego “entrenches” itself in the physical organism mainly in the - Myers. - -
years 0-7, in the etheric organism from 7-14, and in the astral organism 17. Steiner, The Kingdom of Childhood, 23. In Lecture One, Steiner actually
from 14-21; it does not fully become itself until after age 21. All along compares using abstract ideas to trying to squeeze the child into the
the way, the €go can either entrench itself too much or too little. Helping same pair of shoes over many years: “We give the child concepts that
to balance this process is one of the tasks of curative eurythmy, a form - are intended to be permanent: we worry him with fixed concepts that
of movement therapy that is based on the artistic eurythrny experienced are to remain unchanged, whereas we should be giving him concepts
by all the children in Waldorf eurythmy classes. Curative eurythmy capable of expansion. We are constantly squeezing the soul into the
uses intensified, therapeutic exercises that strengthen the organism to ideas we give the child.” I feel it is very helpful for a teacher to ask the
compensate for its imbalances; this process is always carried out in col- question before each lesson: What am I giving the children that will
laboration with an anthroposophical physician. stand the test of time?

6. See notes 3 and §, Chapter 1. 18. Steiner, Balance in Teaching, 8-9. These pages describe in some detail how

7. The habits and inclinations that are inherited, or brought over from a the feeling of continual discovery—and not knowing until afterwards
former existence, are seated in the etheric body. Changing or breaking how things should really be taught—is essential for developing the
burdensome habits is very difficult as an adult, but an alert teacher can inner attitude needed for teaching.
do much to help transform them when the child is still young.

2. Steiner, Balance in Teaching, 31-38.
3. Steiner, Deeper Insights into Educatioh, 38. S g 14.

]

v

8. Rowe, Key of the Kingdom, 27. CHAPTER 3
9. Steiner, Kingdom of Childhood, 49. 1. Rudolf Steiner, A Modern Art of Education (Landon: Rudolf Steiner Press,
1972), 206. )

10. From Aesop’s Fables.
2. Steiner, Modern Art of Education, 196.

3. Steiner, Modern Art of Education, 173~74.
4. Steiner, Modern Art of Education, 174.

5. Hermann Koepke, Encountering the Self: Transformation and Destiny in the
Ninth Year (Hudson, New York: Anthroposophic Press, 1989), 4.

6. The Complete Grimm's Fairy Tales, (New York: Panthean Books, 1972).
7. Adapted from Aesop’s Fables.
8. Genesis, my adaptation.
9. Koepke, Encountering the Self, 37.
10. Koepke, Encountering the Self, 36.

11. Margaret also experienced incontinence at night until April 1984. Steiner
indicates in Curative Education (London: Rudolf Steiner Press, 1972) that
nocturnal enuresis is a sign that the astral body “is overflowing” (77 £.).
The indication is that the teacher should avoid all shocks, sudden
events, and noises in the child’s environment. In view of Margaret’s
poor eyesight, I was cven careful not to throw a bean bag to her without
a verbal warning. Steiner further indicates in the curative lectures that
consciously altering the tempo of one’s teaching can help consolidate
and strengthen the astral organism in relation to the ego.

12. Jacques Lusseyran, And There Was Light: The Heroic Experiences of a Blind
Fighter for Freedom (Worcester, Great Britain: Billing & Sons, 1963), 11.
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11. T have no published source for this poem.

12. Jeanne Zay, the most experienced teacher at the Great Barrington School

at the time, wrote this skit and passed it on to me.

13. Pelham Moffat, 21 Plays for Children (Edinburgh: Rudolf Steiner School

Press, 1967) 13-28.
14. Exodus 37.

15. In the very first pages of Rudolf Steiner’s How To Know Higher Worlds
trans. Christopher Bamford (Hudson, New York: Anthroposo 1‘1
Press, 1994), his basic book on self-development, Steiner desc}zibesp t}:c
path of ve.neraﬁon with particular reference to children, and a fundae
mental attitude of soul: “Spiritual researchers call this basic attitude #} .
path of reverence, of devotion to truth and knowledge. Only those whu
have acq@ed this fundamental mood or attitude can become pupils io
an esoteric school. Anyone with any experience in this area knovsf:; thar:
th?se 'who later become students of esoteric knowledge demonstrat
this gift for reverence in childhood. Some children look up to thosz
whom they revere with a holy awe. Their profound respect for these
people works into the deepest recesses of their hearts and forbids any
thoughts of criticism or opposition to arise. Such children grow up into
:':‘::E peolit[e who enjoy looking up to something that fills them with
know1:§e.e an‘ill ofhthese young people become students of esoteric

know ge.... Wes ould not fear that such feelings of reverence lead
o subservience and slavery; on the contrary, a child’s reverence for oth-
ers develops into a reverence for truth and knowledge. Experience
teaches that we know best how to hold our heads high in ﬁ;eedgm if we
ha.ve learned to feel reverence when it is appropriate—and it is appro-
priate whenever it flows from the depths of the heart. “ (16-17) P

CHAPTER 4

1. During the summer and fall of 1992, I conducted i
Florf and sixty public-school teachers and found t:afltl}'lr‘e,ei:lszisc:? l?;xcl-
}II}hg home versus school responsibilities was indeed of deep concern.

e results of the survey of this and other questions are available in my
program summary (Union Institute, Cincinnati, Ohio, 1992).

2. gei,h;ofﬁi; t}leangmg C.onsciousness and Waldorf Education (Hudson,
e : oposop.hlc Press, 1988), 30-32, Rudolf Steiner describes
th:ee importance ?f learning to walk, speak, and think during the first
the years of chl.ldhood. In regard to walking, which Max did not leam

urmg his first six years, Steiner writes: “To learn to walk is to Jearn to
experience the principles of statics and dynamics in one’s own inner
bemg. and to relate these to the entire universe.... The activities of the
legs, in a certain way, have the effect of producing in the physical and
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soul life a stronger connection with what is of the nature of beat, of what
cuts into life. In the attunement of the movements of the right and left
legs, we learn to relate ourselves to what lies below our feet. Through the
emancipation of the movements of our arms from those of our legs, a
new musical and melodious element is introduced into the beat and
rhythm, provided by the activities of our legs. The content of our lives,
or one' might say, the theme of our lives, comes to the fore in the move-
ment of our arms.” ‘

3. There are man;; Camphill communities worldwide, which work with
children and adults in need of special care. More information can be
obtained by writing to Camphill Special Schools, Inc., Beaver Run, RD
1, Box 240, Glenmoore, PA 19343. .

4. Readers wishing to study further aspects of faculty-directed Waldorf
schools are invited to read my chapter in The Art of Administration, pub-
lished by the Association of Waldorf Schools of North America, 3911
Bannister Road, Fair Qaks, CA 95628.

5. The Weleda Pharmacy publishes a newsletter and has both a retail and
a wholesale outlet on Route 43, Chestnut Ridge, New York.

6. Thomas's grandmother is Ruth E. Finser; she lives in Orleans, Massa-
chusetts, on Cape Cod. .

7. Steiner often refers to the importance of self-development in Waldorf
teaching. The most basic book for the beginning reader is How To Know
Higher Worlds. :

8. Steiner, Tie Deepening of Waldorf Education.

9. Steiner, Sindy of Man, 31.

10. Steiner, Balance in Teaching, 33-38. Steiner describes how true compre-

hension, true understanding, occurs only when the rhythmic system is
engaged: “Through those activities that involve rhythmic movement

and breathing, children are able to experience true comprehension.”

11. Molly Von Heider, And Then Take Hands (Millbrae, CA: Dawne-Leigh
Books, 1981), 35.
12. Meta Roller, F remdsprachunterricht als Sprechunterricht.

13. Tongue twisters were taken from a variety of sources; I have no pub-
lished references.

14. Kevin Crossley-Holland, The Norse Muyths (New York: Pantheon Books,
1980), 3.

15. Regarding homework, my main goal was to encourage good work habits.
This meant that we used spedial homework folders, had an assignment
on a certain day each weekin fourth grade, and emphasized promptness
and completion rather than quantity. alerted parents tomy expectations
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for homework at the first class night of each school year so that t'hc '
cou.ld plan to be “on hand” for coaching if needed. I felt that once m)\
assignment was given, it was essential for the child’s moral development
to insist that it be completed. Thus, in the spirit of building good habits
Ifound a :geode that was placed on my desk as a “homework stone.” Ox{
the moming after an assignment, each child, upon entering the room
was required to place his or her homework under the stone and shake m ;
hand. If the assignment was forgotten or left behind, the child wa)sf
exp.ecte.d to sit down at a desk just outside the room and do it before
begmnm;:, the day. This was rarely necessary, as the class soon realized
that the few assignments given were to be taken seriously. Besides, in
fourth grade at least, they loved the very idea of homework! In l,:;tcr
grades, when the enthusiasm had waned somewhat, the work habits that
had been established earlier (also habits of accuracy and neatness)
helped carry them through. Each year we added to our expectations, so
that by eighth grade, three to four nights of homework per week were ’not
uf\usual. However, these assignments were not always academic: we had
mgl'xts for recorder practice, learning lines for a play, or finishing a crafts
project. Generally though, homework was for skill building and finishing
work that could not be completed at school. I saved new learning for the
school day; when the children were most alert and energetic.

16. Crossley-Holland, Norse Myths, 36—43.

17. Eileen Hutchins, “Iduna and the Golden Apples” in And Then Take
Hands, 115-25.

18. Crossley-Holland, Norse Myths, 194.

19. Rudo.lf Steiner, The Cycle of the Year (Spring Valley, New York: Anthropo-
sophic Press, 1984), 22.

20. Harrer, Matl Lessons, 99.

21. Rudolf Steiner, Education as a Social Problem (Spring Valley, New York:
Anthroposophic Press, 1969), 65-72. )

22. T had used these verses in teaching German and simply translated them
. for the fourth-grade punctuation block. ’

23. In preparing this book, it was brought to my attention that the dash and
the hyphen have different functions. The hyphen is a connector: it holds
t?vo elements together that function as one, like “City-State,” or “a
r}llght-handed person.” The dash is used to denote a sudden break in
thought that causes an abrupt change in sentence structure. Perhaps
another verse needs to be written to sort out dash and hyphen.

24, VI\\;illi Aeppli, Rudolf Steiner Education and the Developing Child (Hudson,
ew York: Anthroposophic Press, 1986), 134. In this section, Aeppli, 3

retired Waldorf teacher living in Switzerland, describes the fables as
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follows: “Their message is that every soul quality, when subjected to
inner observation, can appear as a specific animal. The entire animal
kingdom lies within one and the same human being as soul capacity.
The fable ‘teaches’ us how these forces can be brought into internal
harmony.”

25. Rudolf Steiner, The Spiritual Ground of Education (Blauvelt, New York: Spir-
itual Science Library, 1989), 71. “Each capacity or group of faculties in the
human being is expressed ina one-sided form in some animal species.”

26. Rudolf Steiner, Man as a Being of Sense and Perception (Londcon: Anthro-
posophical Publishing Company, 1938), 9. Unlike many contemporary
scientists, Steiner spoke of twelve senses: “First the ego-sense, which as
I have said is to be distinguished from the consciousness of our own
ego. By the ego-sense we mean nothing more than the capadty to per-
ceive the ego of another human being. The second sense is the sense of
thought, the third the word-sense, the fourth the sense of hearing, the
fifth the sense of warmth, the sixth the sense of sight, the seventh the
sense of taste, the eighth the sense of smell, the ninth the sense of bal-
ance. Anyone whois able to make distinctions in the realm of the senses
Kknows that, just as there is a clearly defined realm of sight, so thereis a

clearly defined realm from which we receive simply a sensation of
standing as human being in a certain state of balance. Without a sense
to convey this state of standing balanced, or of being poised, or of danc-
ing in balance, we should be entirely unable to develop full conscious-
ness. Next comes the sense of movement. This is the perception of
whether we are at rest or in movement. We must experience this within
ourselves, just as we experience the sense of sight. The eleventh sense is
the sense of life, and the twelfth the sense of touch” [translation slightly-
adapted, ed.]. :

27. See note 10, above.

28. An excellent source for zoology teaching ina Waldorf school {at least for
mammals) is Wolfgang Schad, Man and Mammal: Toward a Biology of
Form, trans. Carroll Scherer (Garden City, New York: Waldorf Press,
1977). Although this source is more appropriate for high school work, I
did find much inspiration in it for my teaching, which I then adapted
for fourth grade.

29. Rudolf Steiner, Man as Symphony of the Creative Word (Worcestershire,
England: 1978), 21, 24.

CHAPTER 5
1. For more on May Day celebrations, T highly recommend an article by
Christopher Belski in the Summer 1993 issue of Windows, the Great Bar-
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rington Rudolf Steiner School newsletter, 6-8. Address: .
Road, Great Barrington, MA 01230, ress: West Plain

2.1t was a tradition at the Great Barrington school to celebrat'e Halloween
with an assembly; some Waldorf schools celebrate All Soul’s Day on

November 2 inst i i
o Instead, putting the ghosts and goblins of Halloween to

3. My treatment of the festivals in this paragraph is ridiculously inad
quate. The festivals play a vital role in Waldorf education and in t}:e -
antl.uoposo.phical experience of the year. I recommend Tl Festivals amj
Their Meaning, as well as The Cycle of the Year, both by Rudolf Steiner and
available from the Anthroposophic Press, Hudson, NY. "

4. Rudolf Steiner, Human Values in Education (London: Rudolf Stein
Press, 1971), 111. On the next page he states, “We need the support e;
.that social element in which the children are growing up. We :eid thoe
nner support of the parents in/connection with all the questions that
con.tm.ually ¢rop up when the child comes to school... a support that i
social in its nature and is at the same time both free and living.” ’

5. Rudolf Steiner, Awakenin to Com } i
Anthroposophic Press, 1954), 26Ci02,9.m iy (Spring Valley, New York

6. §udo]f Ste.iner, From Symptom to Reality in Modern History (London:
K udolf. Steiner Press, 1976), 92. Steiner describes symptomatology as
ﬁs};oxivmg that wl}\:t are usually called historical facts are not the essen-

al elements in history but i i
bohing o Iy but are symbols of the true reality that lies

7. Marjorie Spock, “The Ten-Year-Old,” unpublished manuscript, 1.

8. Dorothy Harrer, Ancient Histo i
g ry (Garden City, New York:
School of Garden City, 1960), 5. T e orks Waldort

9. Harrer, Ancient History, 23.

10. Rudolf Steiner, An Outline of Occult Sci i
, cience (Spring Valley, N :
Anthroposophic Press, 1972), 230. prng Teey New York
11. The eightfold path ap i
pears in a transformed i iner’
Kot ighor o rmed way in Steiner’s How To
12. II{-{e(;marm Kf)epke, Das Leben des Zarathustra (Dornach, Switzerland;
: udolf Geermg Verlag, 1986), 3. I found this little book while on my
i tourth-.gracle trip to Domach and was initially extremely frustrated that
Cox;slexfe dGe;x_'hman. I began a rough translation, a project only recently
- 1he page numbers giv i i
refe to the ongiiss given here and in the following notes
13. Koepke, Zarathustra, 5,

14. Koepke, Zarathustra, 7.
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15. Koepke, Zarathustra, 8-9.
16, Torin Finser, “An Examination of Adolf Hitler and Nazi Cermany”

(undergraduate thesis, Bowdoin College, 1977).

17. Koepke, Zarathustra, 11.
18. Koepke, Zarathustra, 14.

19. Koepke, Zarathustra, 14.
20. Ehrenfried Pfeiffer, The Zarathustrian Way (Spring Valley, N2w York:

Mercury Press, 1982) 14. Some time after I had taught the Pezsian his-
tory block, | came across this pamphlet, which contained the i-sights of
Pfeiffer, a leading biodynamic farmer, on the importance of Zarathustra:
“Zarathustra shows how far behind even our modern age iz with its
abstract moral-less science. It is shown that the dangers of t-e atomic
age, the terrors of scientific inventions during the last war havz (lightly
as yet) awakened the consciousness of man to the realization txat mod-
ern “civilization’ had advanced but little philosophically, me:ally, and
humanely, and only progressed in deadly destructive and abstract
science.... To Zarathustra it was revealed and he practiced accordingly
that to know about nature’s secrets, to handle and to apply nature’s
forces, involves also the guarding of the proper use of matter 2~d forces,
to keep the fires sacred, to apply on'y the healing process. ..."

In The Gospel of St. Matthew, Rudoif Steiner speaks of how evil comes
into being when something good fails to change over time, rimaining
stagnant and at the mercy of the nature forces and Ahriman, ar Angru
Mainyu. “It was realized [in Persia] that the new must come i~to being
and that the old must not be swept away; the goal of the Uriverse—
above all, the good of the Earth—will be achieved through the c2ating of
balance, of harmony, between th: old and the new. This concep-
tion... lies at the basis of all forms of higher development origizating in
Zoroastrianism” (p 38).

21. Steiner, How To Know Higher Worlds, 81.

22. Rudolf Steiner, Ancient Myths: Their Meaning and Connection wzh Evolu-
tion (North Vancouver, Canada: Steiner Book Centre, 1971), 3 Steiner
states; “The time in which Typhon slew Osiris was indicated tobe in the
November days of autumn when the sun sets in the seventeentx degree
of Scorpio” (translation adapted, ed.).

23, Steiner, Occult Science, 239.

24. Steiner, Ancient Myths, 19.

25. Rudolf Steiner describes how, over the course of history, the human
being moved from a pictorial consciousness to a new, pictureless mode

that was accessible only to the human ego, a principle that gradually
manifested in most of humanity in the centuries after Christ. The
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possibility for this new, abstract thinking took centuries to dev lop: {
brought a new clarity and sense of self with it. Howcve:\(?opz .
brought a danger because this kind of thinking can operate a o
that is completely detached from human feelings. Stein(er c;n et
that in our age, humanity’s task is to take the clarity of thinkiescnbeS
has been developed and now regain the pictorial mode of co ng’ ot
ness, enabling clarity to unite with warmth of soul and feelinn'scllo'u?-
an artistic path and holds tremendous potential for ever o
human activity and achievermnent. v renim of
26. Edouard Schuré, The Great Initiates (Blauvelt, New York: M Iti i
Publishing Company, Steiner Books, 1961), 144. T imedia

-~ 27.Schuré, Great Initiates, 145,

28. Belllhald Lle\ egoed, Ml“l on ”IC ;} 10 (i
17'{35’ [d o : m
(Strou ’ Enoland. HaWthO

29. Gottfried Richter, Art and 1 i
Bouks, 1952, s . rt and Human Consciousness (Edinburgh: Floris

30. Torin Finser, “Perseus,” Great Barri
, ’ arrington R i
lettor (Speing 1967 gton Rudolf Steiner School News-
31. Kenneth Thomasma, Na <i—Gi.
» Naya Nuki—Girl Who Ran (Grand Rapi ichi
gan: Baker Book House Company, 1983). {Grand Rapids, Michi

32.InThe Developing Child (131), Aeppli writes about the relationship to bot-
any and the development of thinking: “Tracing the transformaiions of
t.h.e archet'\’pal plant develops the dbjective faculty of thinking. Th
thinking of children is trained on the plant. On it they can fom%.theii
thoughts. The plant, however, is not a dead object but ;he expression of
a very real, living, and creative world. From this life, which lives and
creates outside of him, the child develops his own livlino concepts and
1deas‘. The thoughts that the child d evelops by following;J the mcftamop
phOSfS of the plant are capable of growth and are alive enough to be as
c1:’eahve as the archetypal plant itself. 7
Bel’we.en the ages of nine and ten the child’s need for causality comes
:\t:z;nglly into play for the first time. Botany satisfies this need in t)}/xe most
a&enxzo :1:: ﬁl::z;lc:'lly \\a\ We may, for example, draw the children’s

33. Weleda News, 2 (1980).

34. Robert Bly, Iron John (Reading, M
F A % , Massachusetts: Addison-W ish-
ing Compang: 1990) v g ison-Wesley Publish

35. Bly, Iron John, 134,

36.“Meno,” in Plato, trans. G.M_A., Grube (Indianapolis: Hackett Publishing

Company, 1976), 14.
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CHAPTER 6 .

1. In Soul Economy and Waldorf Education, Rudolf Steiner describes the
change in the muscular system from ages ten through twelve: “At that
time of life [age ten), the muscular system always responds to and coop- S
erates with the soul nature of the cpild, especially where the more inti- \ k
mate forces of growth are at work. The interior swelling or stretching of -+
the muscles mainly depends upon the development of the child's soul .. -4 .
forces. And the characteristic feature of the age between ten and twelve .

consists in the muscles having an especially intimate relationship with = -4

respiration and blood circulation. They are attuned to the middle sys- T

tem of breathing and blood circulation. And as Waldorf education \

appeals so strongly to this very part of the child’s being, we indirectly =~ -~

promote the growth and development of the child’s muscles. )

“Towards the twelfth year a new situation arises. The muscles no

longer remain so intimately connected with the child’s respiration and ¢

blood circulation; they now incline more towards the bony system,

adapting themselves to the dynamics of the skeleton.... The muscles, v

previously closely allied to the thythmic system, now become entirely

oriented towards the bony system. In this way the child adapts itself

more strongly to the external world than was the case before the twelfth

year” (190). In Practical Advice to Teachers (Londor: Rudolf Steiner Press,

1976), Steiner approaches the twelve-year change from a different per- ' ,

spective: “What we are accustomed to calling in spiritual science the -

astral body permeates the etheric body and unites with it. Of course the

astral body as an independent being is not born until paberty, but it

manifests itself in a peculiar manner through the etheric body by per-

meating and invigorating it between the twelfth and thirteenth years....

It expresses itself in the way the child... begins to develop an under-

standing for the impulses of spirit and soul such as those at work in the

external world as the forces of histcry.... At this point the children

begin to take an inner interest in great historical connections” (116-17).

2. Marjorie Spock, “Grade Six,” unpublished ms., 1: “The imaginative think-

ing characteristic of early childhood disappears. It has undergone a meta- ‘
!
|

morphosis from which the thought powers emerge as the ability to form
abstract concepts. ... Thought, then, is literally imagination’s child.”

3. Richard Moeschl, Children at Risk: Understanding and Educating Young
Adolescents (San Raphael, California: Marin Waldorf School, 1986),29. -~

v pm e T
4. In “Twelve Years Old,” Hans Engel describes the stud : t.at this age as

awakening in his soul to himself as a being of will (26) £

Vo
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5. A. Reawick Sheen, Geometry and the Imagiratio. "Iwmf.{;: New Hamp®
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