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ABSTRACT
The location of this work within the holigtic world view or the
gymhglig_ggigngg_pg;aﬂigm indicates that the case study approach will
be most 1likely to maximize valid findings. The theoretical and
evaluative demands of this study precluded the use of more quantitative
methods. The aim was to attempt a demystification of Waldorf Education
by means of in-depth interpretation and reconstruction, in other words,
using descriptions which have contextual validity. The pre-primary and
primary phases of a school in Kwazulu-Natal was studied. The
perspective of Walker using condensed fieldwork was employed. Despite
the limitations of this mode of study it is hoped to give the reader
an expectation of what a Waldorf School is like.
The world-views of atomism, pragmatism and holism have been briefly
evaluated as they pertain to education.
Rudolf Steiner's early life has been reviewed, his association with the
Theosophical Society and the establishment of the Anthroposophical
Society, the influence of Goethe on the Waldorf curriculum and the
criticism of Jung. This proceeds to a consideration of "education as
a social problem".
The international spread of Waldorf Schools is discussed, looking at
a selection of schools from the United Kingdom, the United States,
Canada, Europe including Germany and the Southern Hemisphere. Some of
the aspects considered are: the impulse behind the founding of the
school, staff qualifications, the organization of the school, the
architecture, the grades available, the growth of the school, the

curriculum and other information thought to be of interest.



The researcher has suggested that perhaps what is required in the South
African context is diversification and not a levelling of individuals
so that everyone has the same. Education in Steiner's view must be free
of State control, since it falls into the area of Spiritual Life and
hence must be free. Social capacities in his view must be educated
through acknowledging the social ideals of 1liberty, equality and
fraternity. The capacity for liberty or creativity must be nurtured
through imitation in early childhood, the capacity for equality
requires the experience of authority between 7-14 and the capacity for
fraternity requires that the adolescent meets ideas which can live as
ideals in the adult. If one looks at South Africa perhaps social skills
rather than skills per se are required, capacities which live as
possibilities within the human being enabling a free, "enlivened"

contribution to the community and to humanity.
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CHAPTER 1

PLAN OF STUDY

Chapter 1

This chapter has provided an introduction or overview, by means of a
plan of Study, of the scope of this work for the reader. The researcher
has omitted a Literature Review, since references are dealt with
extensively in end notes at the end of each Chapter. Many earlier
references have also been dealt with by Blunt, (1).

Chapter 2

Deals with possible "influences" on Steiner's early life and thought,
although not all agree that he was influenced by any predecessor Or
contemporary. Something of his early life is explicated but with
emphasis on his stay in Vienna and his first contact with Goethe. The
influence of Goethe on Waldorf schools ig dealt with and then Steiner's
stay at the Goethe Archives in Weimar. The researcher touches on his
association with the Theosophical Society and the criticism of this
movement by Jung. The founding of the Anthroposophical Society and the

beginning of the first school leads into a discussion of reducation as

a social problem".
Chapter 3
. The Introduction deals with the‘Szmbglj&ngignggjparadigﬂlof Popkewitz.
X
.In Section A this chapter looks at the philosophy promoting gualitative
regsearch and the world-views of atomism, pragmatism and holism. Section
B deals with the motivation for the Case Study approach, the criteria

for judging the quality of research designs and the establishment of



a case study protocol.

Chapter 4

This chapter reviews the international spread of Waldorf Schools,
looking at a selection of schools from the United Kingdom, the United
States, Canada, Europe including Germany, and the Southern Hemisphere.
Aspects explored are: founding impulse; enrolment; architecture; staff
gualifications; grades and socio-economic background of pupils. Other
issues, where possible, were elaborated. Some of the richness of this
material has been preserved by making it available in Appendices in

Volume 2.

Chaptexr 5
This chapter is the Case Study focalizing the look at Waldorf

Schools with an in-depth study of an "instance in action" - a school
in Kwazulu-Natal. These findings are based on "in-house" observations
and interviews with teachers. Section A deals with the Kindergarten and
Section B, the Primary School.

Chapter 6

This chapter provides the reader with a synopsis and synthesis of
this work, incorporating recommendations and the role which Waldorf
schools might play in a "new South Africa".

Glossary

This contains the following of Steiner's key terms: Spiritual Science;
Physical Body; Soul; Spirit; Etheric Body; Astral Body; Ego; Rhythmic
System; Metabolic and Limb System; Reincarnation; Karma; Incarnation;

Mentor System; Three-fold Social Order; Super-sensible Perception.



Appendices
These may be found in Volume 2. It is hoped that the material found

here may provide a source work for future researchers.
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CHAPTER 2
EARLY FORMATIVE EXPERIENCES "INFLUENCING" STEINER'S THINKING

INTRODUCTION

Rudolf Steiner is sometimes known for his connection with education and
the Waldorf Schools, however, remarkably 1little is known of his
philosophy (1) . Frequently Steiner is disregarded as a mystic and often
his name is associated with other impulses stemming from his insights,
such as bio-dynamic farming; the art of eurhythmy; ideas for the
renewal of art and architecture; new conceptions in medicine; the
founding of the Christian community with its new approach to theology;
and so on (2).

The practice of Waldorf education is based on Steiner's unique analysis
of the being of man. The educational teachings were given primarily in
the form of lectures and recorded by stenographers and today exist in
English translations, but were never revised DBy the author - which
ought to be borne in mind when studying these works. For Steiner these
teachings emerged directly from the spiritual worlds as a response to
the needs of our time and these ideas are being increasingly explored
and put into practice (3). According to Steiner these educational ideas
are right for modern Man, since previous ages of civilization had
different educational ideas and practices which are unsuitable for
modern life (4).

Blunt has made an effort to structure the content of Steiner's
educational lectures (5), which had not before been attempted, possibly

due to the extent of the task. Further, Steiner had "a holistic view



of reality which was not a variation of, but an alternative to, more
materialistic conceptions" (6). Steiner's thought according to Blunt,
resists reduction to a set of principles and "pleads for a less
abstract and more human approach to education" (7). Hence, not only
objectivity is required, but in equal measure sympathy, to allow its
value to become evident.

Since the early life of Steiner is well recorded in the thesis by Blunt
I have chosen to focus on the periods Steiner spent in Vienna, where
he discovered Goethe, and Weimar; his thinking at the turn of the
century; Steiner's association with the Theosophical Society and the
founding of the Anthroposophical Society; culminating in the founding
of the first school. From this point it will be highly relevant to view
Steiner's perspective on education as a social question as set forth
in "Education as a Social Problem" (8).

1. STEINER'S EARLY YEARS

Briefly then, Rudolf Steiner was born on 27 February 1861 at Kraljevec,
now in Croatia but then on the border between Austria and Hungary. Much
of his early childhood was spent at Pottschach in Lower Austria where
he was surrounded by "a wonderful landscape" which "formed the
environment of my childhood" (9).

Steiner's father was employed as a stationmaster at various small
stations whose working life was for him a matter of duty, "life bore
for him no bright colours; all was dull grey" (10). Hence Steiner was
exposed not only to the splendour of the surrounding mountainous

countryside, but also to things of a mechanical nature by which he was



fascinated. "Steiner recalled the strong imitative urges he felt as a
child, which focused on his father's work and the interests of the
townsfolk" (11).

Once at school in Neudorfl, Steiner found the experience uninteresting
until the chance discovery of a geometry book, which confirmed for him
that in everyday life, forms could be found which were "perceived only
within oneself, entirely without impression upon the external senses”
(12) . This was a deeply satisfying discovery for the young Steiner. His
early experience of the spiritual world was justified and confirmed and
provided relief for what this researcher interprets as a sense of
alienation for the young boy, since his spiritual insight could not be
shared with those around him. Concomitant to this was Steiner's
difficulty in grasping the facts of the material world, which made his
elementary and secondary school education extremely hard for him. It
was only in his 36th year at the end of his Weimar period and at the
turn of the century, that this began to change for Steiner. Direct

knowledge of the spiritual world had always been self-evident for him

and the:

" | .perceptual grasp upon the sense-world had caused me tChe greatest
difficulty. It was as + T had not been able to pour the scoul's innex
experience deeply enocough into the sense organs to bring the mind into
union with the fTull content of what was experienced by the censes"

(L3> .

For Steiner this contrast between the spiritual world and the sense

world brimmed with life:

"where there 1is 1life, the unharmonized contrast Is active; and life
itseaelf ies the continuous overcoming., out alsco the recyreating, of
contrasts"” (14) .

In "Goethe's World View", one may see the influence of Goethe in this



thinking. For Goethe there are two great driving forces of nature, the
concepts of polarity and enhancement (Steigerung). Polarity is
characteristic of the phenomena of nature in that we think of them as
material. Everything material manifests itself in two polar states, as
the magnet does in indicating the north and south pole. Enhancement
belongs to phenomena insofar as we view them as spiritual. This may be

observed in the processes of nature which reveal themselves under the

idea of development.

TAt the various levels of development these processes show more or lass
distinctly in their cuter manifestation the idea that underlies them"”
(&= 5

B5) .

The young Steiner was deeply attached to the church and greatly
revered the Neudorfl village priest.

Since Steiner's father, (who wanted him to become a railway civil
engineer), enrolled him in the Realschule in Wiener-Neustadt whose
curriculum was science and modern languages as opposed to the Gymnasium
which had a curriculum of the classics, his education was regarded as
deficient at the University of Vienna where he was unable to receive
his doctorate in philosophy. Steiner, however, studied the subjects
offered at the Gymmasium himself.

29 VIENNA AND THE DISCOVERY OF GOETHE 1879-1890

Steiner moved to Vienna in 1879 and remained there until 1890. During
this time he studied at the Vienna Institute of Technology. Vienna was
renowned for its cultural life at the time and was a centre for
students, poets, artists and writers. Steiner had what Austrians call
"gemutlichkeit", or soul warmth (16). He had a special aptitude for

"listening selflessly", hearing "through the words into the soul of the



other" (17). Steiner was actually able to perceive the souls of others
(18) . Because of his impartiality he was elected president of the
German Reading Hall, but was quickly voted out since he "could not

decide as positively for any party as that party desired" (19).

" IThe various intellectual 'standpoints ' disapprove one anothex,
spiritual vision sees in them simply 'standpoints'" (20) .

Using Steiner's analogy it is as if a house were photographed from
differing perspectives, "The pictures are different; the house is the
same" (21).

Steiner developed a close friendship with Rosa Mayreder and later also
with Gabriella Reuter in Weimar, which relieved some of his sense of
"inner loneliness" (22).

In 1884 Steiner became tutor to the 4 Specht children among them the
hydrocephalic Otto. The later curative work for children "in need of
special care of the soul" (23) had its origins here. It was not
possible for Steiner to have learnt about the care of handicapped
children from orthodox medicine since virtually nothing was done for
them in the 1880's. The young Otto later graduated as a doctor. The
experience had great significance for Steiner's later educational
thought and he realised that education must become an art based on
knowledge of the human being (24).

At the Vienna Institute Steiner studied Goethe under the guidance of
Karl Julius Schroer who was professor of German Language and Literature
at the time. Schroer was a recognised authority on Goethe though he had
little interest in his scientific works and theory of colour as Steiner

did. Further, he had no empathy for his efforts to evolve a personal
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philosophy. Steiner read the German Idealist philosophers Fichte. Hegel
and Shelling at this time. Of special interest to him was Fichte's
philosophy of the Ego since for Steiner it was possible to directly
perceive that "the ego is spirit and lives in a world of spirits" (25).
Pichte's ethical views and ideas on the State also possibly influenced
Steiner since in Fichte's view "moral life is a series of actions
leading to complete spiritual freedom of the ego" (26) . Further
reference to this will be made when dealing with Steiner's stay in
Weimar at the Goethe archives.

Steiner penetrated the spiritual world consciously but Hegel in
Steiner's opinion experienced this world most intensely through his
activity of thought. Steiner made reference to Hegel's "living thought
world" (27). Steiner's interest was in how philosophers thought rather
than what they thought. For him "spiritual vision perceives spirit as
the senses perceive nature" which does not rest on "obscure mystical
feeling” (28). This spiritual vision "took its course in a spiritual
activity which in its transparency may be compared completely with
mathematical thinking" (29), mathematical concepts being true
regardless of confirmation from the sense-perceptible world. It became
a spiritual necessity for Steiner to oppose the excessive materialism
of the time, by formulating a spiritual conception which would be in
accord with what he perceived directly through super-sensible
perception, (see Glossary) .

These ideas of Steiner's he called "objective realism" (30) at the

time. For Shroer ideas were simply "a propelling force in the creative
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work of nature and of man" (31). Yet for Steiner "behind ideas were
spiritual realities of which ideas themselves were only the shadows"
(32) . With the discovery of Goethe's scientific works the young Rudolf
found someone who worked in the same field and had some of his

spiritual faculties and used them in science. Herein he found release

from:

. ..the soul depréessing mood from which he had suffered because of the
necessary isolation from companions that resulted from his unigue
spiritual perxrception™ (33) .

During this time he constantly reread the conversation between Goethe
and Schiller concerning the archetypal plant (34). This "symbolic

plant" (35) was for Goethe a mental picture of a malleable-ideal form:

C . .which reveals itself to the spirit when it looke ocut over the
manifoldness of plant shapes and s attentive to what they have in

common ' (36) .

Goethe claimed to have seen the "urpflanze" to which Schiller
replied "That is not an experience, that is an idea" (37). To this
Goethe responded, "I can be very glad, then, when I have ideas
without knowing it, and in fact even see them with my eyes" (38).
From this Steiner derived comfort since to his mind Goethe's view of
nature was in keeping with the spirit. He claims to also have seen the

"urpflanze" before leaving Vienna and described it thus:

", ..a sensible-supersensible form which is interposed, both for true
natural wvisicon and also for spiritual vision, between what the senses
grasp and the spirit perceives" (39) .

For Goethe there is no difference between spiritual and sensible
perception but only a transition from one to the other. In 1883

Schroer was editing Faust and proposed to the publishing house of
Kurschner that Steiner edit the scientific works of Goethe in the

German National Literature Series. Steiner was 22 years old. From the
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introductions of Steiner it was clear that he felt the method for
observing the organic world ought to differ in essence from that used
in describing and observing the inorganic. Only if Goethe's manner of
observing is taken as a point of departure would a theory of knowledge
be fruitful for Steiner. It became necessary for him to lay the
philosophical foundation of the theory of knowledge which he discovered
to be implicit in Goethe's work. This was to become after elaboration
his own. In 1886 "The Theory of Knowledge Implicit in Goethe's World
Conception" was published. Many of the themes in this book are
elaborated in Steiner's "Philosophy of Freedom" (1894).

According to Easton it is difficult to overestimate the influence

of Goethe on Steiner's life and yet he suggests that his thinking is
not influenced "even in the slightest degree, ... by that of his great
eighteenth century predecessor" (40). Herein lies a contradiction.
Easton claims that it is difficult and even impossible to find any
influence on his thinking by any contemporary or predecessor. Although
this might be difficult as Easton suggests, this researcher disagrees
with Easton since Goethe's world view formed the foundation for
Steiner's later epistemological work, "The Philosophy of Freedom".
Further, the Waldorf School curriculum is influenced by Goethe's
thinking. This does not detract from the uniqueness of Steiner's
perspective as a result of his super-sensible vision, nor his thought,

since Goethe never elaborated a world view of his own.
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2.1 THE INFLUENCE OF GOETHE'S THOUGHT ON THE ART OF EDUCATION

In "Goethe's Metamorphosis of the Plants and the Art of Education" by
A. Cottrell, we may see how the "vital organic vision" of the "last
'universal' man" (41) has influenced the Waldorf curriculum. For Goethe
nonly that is true...which is fruitful" (42). "Fruitful" in Goethe's
sense means not merely the flourishing of technology but something
"1ife-enhancing" (43).

The educational thought of Goethe has its roots in the eighteenth-
century Enlightenment, when man was regarded as a spiritual being
capable of grasping the difference between right and wrong intuitively.
Although man was viewed as part animal he was also more by reason of
God's greatest gift, "reason" (Vernunft). For Goethe, this had more
meaning then, than it currently enjoys, not merely "intellect"
(Verstand, "understanding", a grasp of the static), but something
higher, capable of comprehending that which is in a state of becoming.
Man for Goethe means "human being" (44), who is fundamentally a
gpiritual being. The following quote concerning morality for Goethe had
a profound impact on Steiner also, (refer to "ethical individualism",

3 below):

"Let man ke noble,
Helpful and goodl
For this alone
Distinguishes him
From all beings
That we know'" (4as) .

Late nineteenth-century America tended to accentuate "subject centred"
education and as a reaction to this the "progressive" movement led to
a "child-centred" curriculum (46). Cottrell asks whether these two

extremes can be brought into a healthy balance through insight into
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what is needed?

For Goethe we have the child both natural and spiritual situated within
the larger context of nature and society. If one were to conceive of
this relationship spatially one may speak of a kind of "natural-
spiritual geography" (47). However, the child is also embedded within
the stream of time from the "dawn of creation" to the "unformed
potential of the future" (48). This stream may also be described as
flowing from the unseen future into the "completed, formed monuments
of the past" (49). To the extent that one may think of the relationship

of the child to the world temporally one may speak of a kind of:

" . . _natural-spiritual 'geclogy' ox ' histoxrxry"’' ; ‘geclogy' with respect
to the successive lavyvers deposited Dby nature anda "history ' to the
degree that human thought and action form and become embodied in the

worlda" (50) .

A child is born into this spatial-temporal context and both adjusts to

the world and creates it. In the words of Kuhlewingd:

"wWe contribute to the creation of the world. Every cognition changes
us, and since we are part of reality, reality Ttoo is continuocusly belng
transformed"” ((51) .

Future reality is created then not just in the sense of future time,

but "in the essential sense of new beginnings" (52). For Steiner:

"Aocording to my idea of knowledge., ne actually partakes in the
creation of the world instead of merely making afterwards a copy which
could be omitted from the world without thereby leaving the world
incompleta” (53) .

The teacher must act as both mentor and guide enabling the individual
child to enter this larger context in a healthy way, (refer to Chapter
3, 4.3). Although, as modern psychology points out, man is
"conditioned" by both heredity and environment, there is a further
factor for Goethe; man as spiritual being, "with a self or an I" (54).

This "I" for Goethe means "individual" in the sense of the Latin root,
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"a being that cannot be divided" (55). This he calls "entelechy", and
when applied to man it means an independent, self-aware spirit in the
precise sense of the "Greek etymology: the being that has (echein) its
goal (telos) in (en) itself" (56). The ability of man in the activity
of thinking to "notice" (57) this conditioning is the point at which
one transcends that conditioning. The step beyond this awakening to a
spiritual identity through thinking is to seek greater insights and
deeds which flow, not as automatic responses to stimuli, but from love
for the world and all that inhabits it (58). For Cottrell Goethe's view
of the child and man provides a complement to our current one-sided
thinking. To summarise, man stands between nature and spirit and
participates in both, hence in many respects is both unfree and in
other respects free. Being both conditioned and creative she/he is both
a representative of the species and a unique being. In addition man is
constantly "becoming", which means that "reason" as Goethe defines
Vernunft, will be capable of understanding the spiritual nature of man
and her/his capacity for freedom. If a teacher can grasp these issues
a new approach to her work may be born, to view it not as a "job", but
as a profession, not as an extension of technology but an artistic
enterprise, (see point 6 (i) below).

For Goethe this "reason" is a reality, making possible the potential
for freedom and dignity. According to Cottrell, Goethe knew that this
perspective would be attacked and denied. Possibly his favourite image

for the human being in general is "God's metaphor for man in Faust":
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"Even if now he serves me only confusedly
I shall soon lead him into claxity
Arfter all, the gardener knows, when the little tree turns green,

That bloom and TFruit will grace the coming years" (89)

This image is shared by Schiller and just as the plant moves through
stages of growth sequentially, so does the life of man develop
"organically and psychologically through successive stages

of development" (60). Goethe admired the achievement of Linnaeus who
elaborated, catalogued and systematized the varieties found in the
botanical kingdom. In Goethe's work on the metamorphoses of plants the

approach is that of seeking commonalities, seeking to grasp with:

v, . mobile thinking the essence of 'plantness' as a supersenaible Idea
(Idee) cChat expresses itself in and through the natural Fforms . He
refers co this Idea as the rarchetypal ', ox 'prototypical ! Prlant

(Urprfianze) v (61) .

For Goethe the plant was not present physically "en miniature" (62) in
the seed as was commonly thought in the eighteenth century, but rather
the entire plant was seen ("with the eyes of the body and the spirit"

[63]), to be present spiritually in the seed.

TGoethe's eye, howevexr, is still on the spiritual plant, which is
gqualitatively dirfferent from the subsensory particles through which it
comes to expression physically as is the meaning of a word from the
chemical components or the ink through which that word appears

physically on the printed page" (64a) .

This "object-oriented" thinking (65) of Goethe's is sensitive to the
gestures (66), of the events of nature rather than their "unobservable
forces or entities" (67). For Goethe, this thinking may provide the
possibility for emerging from the mode of thought where the gap between
faith and intellect (or science and religion) is unbridgeable. In a

contemporary context, Kuhlewind suggests the cultivation of a:

v, .. feeling perception that is analogous tpo the feeling of evidence
that guides all intuitive thinking and ie always the last Jjudge of the
correctness and truth of a statement! (es8) .

This "feeling" way of seeing then integrates the elements of nature
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into a higher context analogous to the way single letters are
integrated to be seen as a word, words integrated to read as a sentence
that expresses a "single meaning" (69). This perspective may be seen

as an evolution of Goethe's intuition "of seeing nature as a text™"

(70) . Goethe wrote:

"But if I would treat those cracke and fissures as letters, and txry to
dacipharxr them and assemble them into words, and learn to read them,
would you object?™ (731) .

Kant viewed knowledge as determined "by the structure of the human mind
and limited to the world of sensory experience" (72). In the preface
to "The Critique of Pure Reason" (1787), Kant avers: "Thus I had to set
limits to knowledge in order to make room for faith" (73). Steiner's
dissertation for his doctorate was intended as a refutation of Kant's
view that there were limits to knowledge and took J.G. Fichte's book
"The Science of Knowledge" as its point of departure, (further
reference to this will be made when discussing Steiner's stay in
Weimar) .

This question of values is today ever more pressing in a culture
influenced by a science which regards itself as "value-free" (74). For
Cottrell, Goethe's morphological and participatory method may help to
overcome the dilemma of our dualistic mind-set and help to reintegrate
our view of the world (75). Cottrell takes as a point of departure
Goethe's "Metamorphosis of the Plants", in order to sketch the
implications of his thinking for education today (76).

2.1.1 "The Plant and the Human Biography are QOrganisms" (77)
Just as the plant proceeds through a life-cycle so also does man. As

observed by Schiller, what the plant achieves naturally man must strive
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to achieve on a higher level, consciously (78). However, since man is
conscious, he may collaborate with nature and become the co-author of
his biography, unfolding his uniqueness in a process of becoming,
towards greater insight and freedom. What remains of man's higher
nature after death remains as a "seed" or potential (79).

2.1.2 "The Organism is Present in the Seed as Idea" (80)

For Goethe the Idea of "plantness" as referred to earlier, is present
as a super-sensible reality. This reality Goethe referred to as
"entelechy", the true "individual", which today we may refer to as the
"I" or "self". This is not entirely physical, as Goethe says: "Every
entelechy is a piece of eternity, and the few years it spends in union
with the earthly body do not make it old" (81). Goethe further believed
that the human soul passes through repeated earth lives, this extends
the difference between plant and man and many provide a deeper quality
and purpose to the quality of the teacher's work, as can be seen from

the case study and the views of the teachers in a Waldorf School (82).

7] al o2 "Life Unfolds Rhythmically Through the Phenomenon of
Polarity" (83)

The modern perspective which links man by analogy to the machine, with
the language of psychology (84) describing learning in terms of "input™
and "output" (85), only that dimension of reality which is quantifiable
is given credence. If this mechanistic view is set aside and man viewed
as an organism, then the entire picture becomes far more subtle,
(consult Chapter 3, especially 3 and 4.3). Using Goethe's concept of
polarity which underlies the morphology of plant forms, then the

"systole" and "diastole" of which he speaks may analogously be seen to
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refer to the alternate inhaling and exhaling rhythm of breathing (86).
A further characteristic of organic rhythm is that although wmath-
ematically it may be possible to establish a statistical average
("ratio of four heartbeats to one breath") (87) - any given organism
will vary from the "perfect" "norm" (88). The individuality of the
organism contributes to this imperfection.

Current educational practice pays no heed whatsoever to rhythmical
alternation (89), which can be seen from the lack of comprehension of
the role of sleep in the learning process, or the role of rest between
the presentation of material and the forgetting in between (90). For
Cottrell meditation on Goethe's picture of the developing plant, may

enable one to begin to appreciate the:

", . .importance of those intervals between the metamorphosing stages of
ocutward manifestation of form. They are intervals in which the organism
withdraws into itself and gathers forces for the next outwarx step

(921) .

For Waldorf teachers, intervals or "pauses" (92), in the learning
process and sleep and forgetting are valuable to the entire learning
activity and an integral part of their approach to the curriculum (93).
Sleep may then be viewed not as something valueless to be expended,
rather seeds may be laid in teaching which through sleep may emerge the
day after or even later as mentioned by a teacher interviewed.

Allied to sleep, forgetting may then be viewed not as an unfortunate
burden, rather as a phenomenon allowing for the possibility for quiet
processes, which transform "sense impressions and thoughts into
abilities and insights for the rest of 1life" (94). Hence it is

incumbent on the teacher to make possible knowledge and experiences
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which are worthy of being forgotten, or, in Cottrell's words, a trivia
filled youth may lead to an inwardly arid old age.

2.1.4 n ki olari r

of Heightening" (95)

The process of "heightening" or "enhancement" ("Steigerung" [96])

in the plant as it develops into the blossoming stage, may by analogy
to the life of man, reflect the gradual transition from youth to old
age with accompanying deepening understanding, insight and abilities
for life. This picture leads us back to the point that "on both the
natural and spiritual levels the Goethean image of plant development
can be a useful analogy for the human biography seen as an organism"
(97) . Hence, intellectual, artistic and moral nourishment for the inner
life of the child are as important as healthy physical nourishment. Yet
"heightening" for the plant 1is species bound, producing endless
examples of the same flower. For man each human entelechy is different
and if correctly cultivated will result in the "bloom" of individuality
capable of making a unique contribution to the world. Respect for the
dignity of each human spirit will enable the expression of unique
individual gifts, genuine interest being the "first step on the path
of selfless love" (98). The teacher who makes possible the responsible
development of individual freedom will be working with moral techniques
flowing from an understanding of "heightening" (99).

For Cottrell the thinking of Goethe is universal and his wvision
applicable for all people, since he was a central European, the best
representatives of which have avoided narrow nationalism. "The true

spiritual impulse of cental Europe is cosmopolitan" (100). For him,
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when Goethe's work is taken seriously it is applicable in Japan,
America, Sweden, wherever (101).

A complete and new edition of Goethe's works had been in progress at
the Goethe Archives in Weimar for some time when Bernard Suphan,
director of the Archives, felt the scientific work required a qualified
editor. Schroer recommended Steiner and he was invited to visit Weimar
to see if he would be interested in collaborating on the new edition.
This was Steiner's first visit to Germany. The editorship required that
Steiner move to the Goethe Archives in Weimar. According to Easgton,
Weimar brought him into contact with German culture at a time when
imperial Germany in many respects led the world. Until the war Steiner
lived in Germany and never returned to live in Austria where he was
bormn.

3P THE GOETHE ARCHIVES IN WEIMAR 1890-1897

This experience was disappointing to Steiner, since the approach of his
fellow workers at the Archives differed from that of his own. Steiner
felt that Goethe was being "mummified" (102) by the philological
approach of the scholars, that is, the exact scholarship of textual
criticism. This attendance to the textual details of the work of great
writers was stifling for the young man, since in contrast he loved
Goethe and his work. Steiner felt that these ideas came alive when one
entered imaginatively into Goethe's life and thought. Once again there
was no one with whom he could communicate how he felt (103). In all
that Steiner published he wished to set forth Goethe's world view and

its trend and was not concerned to indicate his single discoveries in
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the domain of nature, rather, "the flowers borne by the plant of a view

of nature in keeping with the spirit" (104).

"pPerhaps imperfections are contained in what is presented here. Then
lTet them be found. It is not the function of a way o©of thinking which
correspondsas to reality to formulate peaerfect 'programmes for all time,
but to point out the direction for practical work” (1L04a) .

The restrictions which affected Steiner at the University of Vienna
concerning his education, did not apply in Germany and he finally
obtained his doctorate at thirty years of age from a university he
did not attend and from a professor he met only once - the University
of Rostock. As mentioned earlier, his dissertation was an attempt to
refute the contention of Kant that there are necessary limits to
knowledge and took as its departure a book by Fichte (105). The title
was "The Fundamentals of a Theory of Cognition with Special Reference
to Fichte's Scientific Teaching" (106). The doctorate he obtained in
1891 was later published under the title "Truth and Science" or "Truth
and Knowledge" (107).
Steiner's ethical stance and the possibility of freedom are fundamental
to his philosophy. Freedom for Steiner can never be ultimately achieved
but in the words of Goethe in Faust "freedom must be conquered anew
every day" (108). In Steiner's view ordinary thoughts and deeds are not
free; only thought which is created by the activity of the spirit can
be free. Acts performed from habit; or in obedience to:

church

government

authority

even ethical principles which one has accepted are not free.

Free acts are individual and unique and cannot be based on general

principles, or previous situations, or moral principles accepted by
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others, or even on oneself based on similar instances in the past. Free
acts in Steiner's view must be based on thinking which is "enlivened"
so0 as to become "living" or "imaginative thinking" (109). The quality
which must be developed for free acts to occur is "moral imagination",
which through development becomes "moral inspiration" and then "moral
intuition" (110). Through "moral imagination 'man elevates the ethical
instincts of his lower ancestors into moral action'" (111).

The term "freiheit" in German has no exact English equivalent and
Steiner suggested spiritual activity, which means "The Philosophy of
Freedom" should actually be translated to The Philosophy of Spiritual
Activity; however, in English this was thought to be misleading for its
connotation of religious practices. The possibility of freedom and the
moral philosophy which results was called "ethical individualism"
(112) . Such a philosophy according to Easton may be found in the work
of Max Stirner (113). Steiner encountered Nietzsche, who has a similar
ethical stance to his, in 1889. Nietzsche insisted individual men must
create their own ethical standards (114). Steiner was capable of
becoming completely absorbed by the thought of others such as Haeckel
and Nietsche when presenting their mode of thinking, so much so that
he was regarded as a follower of Haeckel. Steiner was regarded as
having undergone a "complete transformation of spirit" when he
abandoned philosophy for Anthroposophy, (see Chapter 6, p. 259) (115).
However, this absorbtion of Steiner's was explained in the "Riddles of

Philosophy" in that he suggested that one:
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T...must suppress ones own sympathies and antipathies and surrender
with perfect objectivity to the subject of his contemplations" (116) .

Further one:

..o .omast be capable of thinking iddealistically with the idealist and
materialistically with the materxrialist. For onldy thus will the faculty
of the soul be awakened that can become active in spiritual intuition™

(L27) .

Monism in Steiner's formulation requires that "everything which is
called for in the explanation of appearances must be sought within
that same world" (118). Ethically then, man is thrown wholly upon
himself, all ethical standards to be sought from within one's own

being. Two forms are possible:

MONISM
All materxrial things are What is usually called spiritual is
manifestations of spiritc, in fact only another aspect of the
(Ehis is Steiner's view) . material a.9g. such intangible

realities as energy (119) .

Dualism opposes this view with the separation of matter and spirit/
mind, leading to the notion that man must submit to the ethical demands
of an unknowable being (120).

Steiner's work on Goethe in the Weimar Archives was criticized by those
who felt it could have been handled in a more systematic manner,
acceptable to academic researchers. Steiner from the inception of this
work had no wish to be a "philologist" and countered that his work was
a creative one attempting a synthesis as he tried to present Goethe's
world view. Furthermore, his struggle for knowledge of the outer world
mentioned previously meant he would have been unable to do that which
his critics wanted. Steiner began to feel that the culture of Weimar
was a "hothouse culture" and found it cloying (121). His sojourn here
however, continued to be fruitful for him in later years, as a result

of the cultural and human experiences he had in Weimar. Berlin began



25

to appear attractive to him and he hoped he might find an audience for
his ideas here, which might alleviate the inner isolation he
experienced in Weimar (122). Steiner further felt that the Goethe task
was placed before him to prevent premature public revelations stemming
from his super-sensible perception. A year before leaving Weimar
Steiner began to experience an inner revolution and it began to be
possible to orient himself to the external world in a way impossible
before - see previous mention. He began to feel that the turn of the
century would bring "...new spiritual light to humanity. A change in
direction in the process of human evolution seemed a necessity" (123).
From the end of 1902 he made the decision to "keep silent" no longer.
Had he wanted to, there is little doubt that Steiner could have
obtained an academic position at the University of Berlin through his
influential friend Hermann Grimm. Instead he chose a lifestyle which
Easton describes as "bohemian" (124). This may be one of the reasons
for Waldorf Education remaining enigmatic; for lack of exposure in
academic circles.

4. STEINER'S ASSOCIATION WITH THE THEOSOPHICAI. SOCIETY

Steiner was invited to lecture to the Theosophical Society in 1900
and began a lecture series on Nietzsche and Goethe. When the German
branch of this society was opened Steiner was invited to become its
General Secretary. Steiner however, had misgivings about this
association from the start and felt that "the Indian vocabulary of
traditional Theosophy certainly needed to be sifted to make it

comprehensible to the West" (125). Nonetheless, within this society he
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found an audience and it did provide him with the forum he needed. The
Christian orientation of the later Anthroposophical Society make this

association further confounding for his followers. Steiner made it

clear that he:

" . ..did not subscribe to any sectarian dogma; I remained somecne who
expressed what he believed himself to have the power to express about
his own experiences of the spiritual worla"™ (pL26) .

Regarding teachings on spiritual matters, Steiner averred that nothing
spiritual is ever expressed by him unless he has known it through his
own direct spiritual experience. When Annie Begant, president of the
world-wide Theosophical Society, wanted to put forward an Indian youth
as the reincarnated Christ, it was inevitable that the "marriage of
convenience" (127) between the Orientalism of Mrs. Besant and the
Christianity of Steiner would clash irrevocably.

4.1 THE CRITICISM OF JUNG

Jung criticises Theosophy and Anthroposophy as "Gnosticism in Hindu
dress" (128). This criticism possibly stems from the association of
Steiner with this society. According to Jung, the world has seen
nothing like the current growth of interest in psychic phenomena
since the end of the seventeenth century (129). These movements have
a truly religious character even when they "pretend to be scientific”
(130) . According to Jung, there is a psychological law that, "for every
piece of conscious life that loses its importance and value...there
arises a compensation in the unconscious" (131) - this ties in with
Steiner's view that materialism provides a counter-image for the
spiritual (132). This is analogous to the conservation of energy in the

physical world, "no psychic value can disappear without being replaced
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by another of equivalent intensity" (133).

Jung is much opposed to the influence of the Eastern mind on the West,
as was Steiner. Jung calls Western Theosophy "an amateurish imitation
of the East" (134). This interest in psychic phenomena puts an uglier
face on the world - "in the end there is nothing in the outer world to
draw us away from the reality of the life within" (135). Theosophy
teaches reincarnation and karma (see Glossary), and in Jung's words
" ..this world of appearance is but a temporary health-resort for the
morally unperfected" (136). Just as the modern outlook depreciates the
world so too does Theosophy, but by means of a different technique; the
world is not vilified but given relative meaning since other and higher
worlds are promised. Jung acknowledges that when dealing with the
spiritual problem of modern man we are dealing with things which are
barely visible; and that the current state of affairs briefly sketched
above "may even divide us against ourselves" (137). For him the attempt
to transcend present consciousness must give attention to the body,
since the spirit is the living body seen from within, and the body the
outer manifestation of the spirit - the two being in fact one. This
sounds like Steiner's view on monism? (See Chapter 3 note 8). Further,
in presenting the above ideas Jung acknowledges that they are "a
subjective confession" (138).

Some of these criticisms were echoed by Steiner, certainly the Eastern
influence within the Theosophical Society; see also references to maya
(illusion) in "Education as a Social Problem". The criticism concerning

the depreciation of the world is rather more difficult to dispel and
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the researcher will leave it to the reader to come to their own
conclusions. However, Steiner's practical work and emphasis on
community and brotherly/universal love, sit uneasily with this
perspective, as does the emphasis on the preparation for, and the
possibility of changing life which is integral to the Waldorf vision
(139). Steiner himself referred to the T"aberrations of many
Theosophists", (140) who make spiritual science appear to be what he
calls "vague theory" (141), rather than realistic in its approach to
life.

5. THE FOUNDING OF THE ANTHROPOSOPHICAL SOCIETY

Steiner began increasingly to refer to his teachings as Anthroposophy
and Galbreath shows that the term was not new; Steiner's philosophy
lecturer, Robert Zimmerman as well as Thomas Vaughan, Troxler and I.H.

Fichte used the term (142).

" . .Steiner's use of the term shifts responeseibilility for attaining such
wisdom ('sophia - divine wisdom) from divine revelation from beyond to
man's own thinking processes, elevated to a higher level and brought
into contact with ‘'sophia'" (143) .

This is the opposite to trance states and the ways of initiates and old
and Mystery knowledge.

In 1913 the German Section of the Theosophical Society constituted
itself the Anthroposophical Society. Steiner never became a member
preferring the role of teacher and guide. There was criticism that
Steiner capitalised on the mood of the times after the war to swell
membership of this society (144). Steiner viewed a site at Dornach in
Switzerland and when permission for a building to devote to

anthroposophical activities was denied by the Munich authorities, this
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became the spot for the future Goetheanum.

The foundation stone was laid in a ceremony on 20th September, 1913.
Steiner strove for something altogether new to come into being with the
construction of this building and wished it to be an "earthly
expression of the science of spirit" (145). In 1919 Steiner was
approached by Emile Molt to found a school for his factory workers, to
overcome their "cultural deprivation" (146).

Molt proposed, according to Steiner's vision of the Threefold Order,
(refer to the Glossary), that "gift money" i.e. surplus from the
factory, would be used to fund the school. Steiner was now 58, and
during the six years which followed he gave 15 lecture courses on
education in Germany, Britain, the Netherlands and Switzerland. For the
opposition Steiner encountered to his work refer to "Rudolf Steiner:
Herald of a New Epoch" (147).

6. EDUCATION AS A SOCIAL PROBLEM

"Social problems" were of immense importance at the time and Steiner
averred that these could never be solved by using knowledge, only
spiritual knowledge could suggest the path through the thicket of
social difficulties. He points out that it has become extensively
prevalent for people to regard spiritual life as "ideology". What
constitutes men's spiritual properties - "rights, customs, science,
art, religion" is looked at as a "vapour rising from the only true
reality, from the economic means of production, the economic
foundation" (148). For Steiner the real meaning of "ideology" is

connected with the word "maya" of oriental wisdom. "Maya" or
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"illusion", when correctly translated into occidental language means

"ideology" (149):

ORIENT OCCIDENT

Tmaya" = aexternal world "maya" = soul gualities
reality = "what arises in reality = "what is presented to
the soul". the senses" - EBurope & America.

The striving of the West is for freedom in Steiner's view, yet the
man in the East has no conception of this, deriving his freedom from
his race, folk, tribe.

Since the middle of the fifteenth century natural science and
industrialism have given modern humanity its particular spiritual
trend. Steiner regards the spiritual significance of industrialism in

the following way:

MACHINE ANIMAL

transparent to thinking- PpPlant & crystal opague to ordinary non-
this as great significance claijrvoyant intellect - always something
for the muatuality of man & which remains unknown.

machine (150) .

It is because of this "soul-spiritual" transparency of the machine,
that its power and power-relationships are clearly open to the senses
and intellect, that makes the contact between man and machine so
disastrous for Steiner. It is this which "sucks out the human heart and
soul, making man dry and inhuman" (151). In Steiner's view "the human
will directed toward the machine is, in truth, not directed toward a
reality" since the machine is spiritually transparent, "a chimera"
(152) . Industrialisation therefore introduces that which in a higher
sense "makes man's will meaningless" (153). When production is taken
over by mechanisation (154) it supplants the meaningfulness of the
human will. When a man ploughs his field he is occupied in an activity

which has a meaning beyond the present, it has a cosmic meaning. In
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Steiner's words "...a completely mechanized factory is a hole in the
cosmos; it has no meaning for cosmic evolution" (155). The knowledge
developed since the mid-fifteenth century is "spectre-like" (156),
therefore the will introduced into industrial activity makes no sense
for the evolution of the world. Meaning for mankind's evolution may be
rediscovered by penetrating beyond this ghost-1like thinking, to develop
knowledge which penetrates beyond the mere perception of nature and
into the spiritual behind nature. Senseless industrialism may be
countered by "willing-out-of-the-spirit" (157). This may be achieved
by educating in the way suggested below i.e. 0-7 imitation etc.,
(Chapter 5, Section A, 2, elaborates this). In Steiner's view
industrialisation has been given us so that we may "rouse ourselves to
will out of the spirit" (158).

The ideal of scientific knowledge has an astronomical vision, the
molecule is thought of as "a small planetary and solar system" (159),
the content of molecules equalling atoms within a certain force
relationship. Hence, in Steiner's view, natural sciénce and
mechanisation threatens humanity with a three-fold destruction.

As a result of this destruction:

SPIRIT - soun. - BODY -
maechanized vegetiz=zed animalized
America Burope (sleepiness of Furopearn, East/JRussia

the soul) (Impulses and instincts
running riot) (1L60) .

The character of modern times is that the spirit is omitted, it has

become maya.

Steiner felt there was a need to establish what he calls a "social

organism in the sense of the Threefold Order" (161).
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SOoCIAL.ISM DEMOCRACY INDIVIDUALISM
economic life civil rights ﬂgiritual life
liberal/free

soccial government
Hence the great problem of our time for Steiner is that of education.
How will children be dealt with that as adults they may grow into the
social, democratic and spiritually free areas of 1living in "a

comprehensive way?" (162)

From the perspective of spiritual science there are three epochs of

youth and development.

(1) The period 0-7 years (163) where imitation is the mode of learning.

If as a child imitation has been fostered, then the possibility exists

for the adult to attain freedom.

(2) Between 7-14 years action must be based on authority; a revered
person says "...this is right, this should be done" (164). For Steiner

it is detrimental for children to make their own judgements too early,
prior to puberty. If this feeling for authority is developed it becomes
possible for an adult to be capable of experiencing equal rights, (the
reader is directed to Chapter 5, Section B, 6, in this regard).

(3) During the period 14-21 years, brotherly or universal human love
ought to be developed. Education after the 15th year must strive to
inculcate universal human love in order for the possibility to arise
for brotherliness/fraternity in the economic life. Steiner abhorred
socialistic education programmes since the schools were established
after the pattern of "adult life in the social organism"...where the
headmaster and teachers stand in equal relation with the students, "the

entire school built upon comradeship" (165). In order to become mature
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for a socially just life the years of schooling ought to be built upon

"true authority". Hence:

O~-7 years - imitation - freedom;
7-14 years - authorxity - rights life;
14-21 years - brotherliness/

love - economic life.

In this way strength for life is developed which must be awakened in
definite periodé of one's youth and cannot be developed later - this
links with the concept of a "readiness moment".

For Steiner the purely materialistic striving of this century will give
rise to the opposite - a spiritual striving - see Jung above. Fatalism
has arisen in the occident, the "let-happen-what-may" (166), through
Marx and Engels according to Steiner; since the socialistic doctrine
that everything of a soul-spirit nature originates in the only reality
- the economic process - hence it is maya, ideology. Human evolution
is seen in a one-sided way. This spiritual element which has become
ideology is based on Greek culture since in the mid-fifteenth century
spiritual life did not experience a renewal only a reformation or
renaissance, "a refurbishing of the old" (167). Since the youth are
educated in classical schools according to Greek life, our spiritual
life is considered ideology. Hence Waldorf schools emphasize practical
skills which "interweave actively in life through deeds" (168). In the

social organism three aspects are "chaotically intermingled" (169):

SOCIAL ORGANISM

1. Greek spiritual structure 2. Economics - European life
2. Roman state structure.

In Steiner's view only the three-fold social organism, (see Glossary),

can bring order to the above. For Marx and Engels Greek spiritual life

and Roman law were inappropriate for the present, thus only the
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economic life was left. The character of Greek culture emanated from
the clash of a "conquered and conquering people" (170) and this
approach stemming from Hellenism permeated the universities. The
possible exceptions to this were the technical and agricultural
colleges which in Steiner's view had arisen from modern life; however,
even they imitated the structures of the universities influenced as
mentioned above. This makes the renewal of spiritual life even more
pressing. Economic life; democratic life; and sgpiritual life must be
separated, in order to distinguish them, despite the fact that in
reality they intermingle; such that economic life rests on its own

basis. The current character of social life is characterized by:

ECONOMIC LIFE RIGHTS LiIFE SPIRITUAL LIFE
which is - chaotic characterxrlzed by charactaerized by
and directionless striving foxr nollow phrases (171) .
Powexr
Three important concepts require consideration; "commodity or
production", the concept of labour, and the concept of capital.

Commodity must be based on "imaginative knowledge", labour on "inspired
knowledge" and capital on "intuitive knowledge" (172).

For Steiner the Socialistic theory can never be put into practice,
since it is theory without insight into practical life (173). If social
life is thought of as an organism, just as the human and animal require
air which must be inhaled and exhaled, so in Steiner's opinion
something is required to circulate through the social organism. Since
the thoughts and ideas of men are not insignificant, education must be
directed not by science or industry, but by concepts which may form the

basis for "imaginations" (174). "Imaginative concepts" shape the mind
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FIGURE 2.1 - CAPITAL, GOODS, LABOUR

(From Steiner, R., [1984], Education as a Social Problem, USA.,
Anthroposophic Press, p. 61. Modified by the researcher).

Economic Life

Spiritual Life

Individualism Socialisih
Freedom Brotherliness
Intuiton Imagination

Rights life

Democracy
Equality
Inspiration
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differently to abstract concepts of cause and effect, etc., derived
from natural science. The need is to comprehend the world in pictures
(175). Steiner gives an example of a picture for immortality -
chrysalis to butterfly (176). In the social organism for Steiner, it
is necessary to speak of things expressed in pictures.

commodities - If things are expressed pictorially as suggested above,
it will be possible to speak of the place of commodities in life, since
commodities correspond to a human need. Abstract concepts cannot grasp
the social value of this need. For Marx commodities are "crystallized
labour power" (177). It is necessary for imaginative thinking to enter
the social organism via education in order to arrive at an organic
social structure. If men conduct their economic 1life out of
brotherliness, then they will learn the significance of imagination in
connection with commodities. (178)

Labour - Human labour for Steiner is not primarily concerned with the
production of goods even though Marx called commodities "crystallized
labour power". From Steiner's point of view this is nonsense since when
man works he uses himself up in a certain sense. "The important thing
is not how much work-power you exert but for what purpose you use it
in social life" (179).

The incitement to labour in Steiner's idea of a three-fold organism
will therefore need to be different - it will need to emanate from "the
joy and love for work itself" (180). In Steiner's words "goods will be
produced by labour because labour has to be used for something" (181).

This will only be possible if one speaks of "inspired concepts", the
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inspiration of initiates will enable these ideas and feelings to enter
the world by means of a spiritualized science, which will thus inspire
joy and love for work. Hence, people will have to join together as
equals in parliaments, if every individual contributes "whatever of
value lives in him" (182). If this occurs then the rights life will be
governed by equality and will require inspiration.

Capital - Capital will find its place when it is acknowledged that
intuition has a role to play in life. In a society receptive to
"intuitive concepts" (183), capital will "flourigh". In Steiner's view
intuition gives rise to freedom which will develop the life of the
spirit. The arrows in Figure 2.1 indicate the streams which permeate
one another. For further elaboration of these refer to "Towards Social
Renewal™".

Steiner suggests that a feeling for truth is a necessary task for the
current age and willing out of the spirit as suggested, will establish
a "counter-image to the senseless willing of industrialism" (184).
Holigsm and Waldorf Education hence reflect this "counter-image" to the
technicism surrounding us (185). A future true form of society may be
brought about through education on a large scale, as suggested by
Steiner. Further, the tasks of the modern age are characterized by two
principles (or, since they existed for him as real beings in the
spiritual world, "principalities" [186]) which he named Lucifer and
Ahriman. "Lucifer lived in religious fantasy and mysticism, while
Ahriman manifested through the objective, rational spirit of sciencen”

(187) . Both principles are contained within the soul of man as
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potentials which ought to be developed in a harmonious and balanced
way. This balance may be achieved through Art (188) - although Art
itself was subject to influence from both extremes. Hence the essential
role of art in Waldorf Education.

"If man were not to develop anything else but intelligence he would
become an evil being on earth" (189). This then is the significance of
Steiner's ethical individualism, the ability to transform intelligence
by imbuing it with the Christ-principle (190), in this way it may
become active for the good. With the crucifixion the "Christ-being
passed over into earthly evolution. He is within it" (191). This exists
for Steiner not as doctrine, world-view or religion, but as "a real
fact" (192). Accordingly teachers must teach as if bringing about a
salvation in the case of every child - this is achieved by steering
children to find the Christ-impulse in the course of their life.

He takes to task the modern arrangement of the curriculuﬁ and
presentation of subjects. Through economy of educational effort
children acquire concentration which can, in Steiner's opinion only be
achieved if the current curriculum of schools is revoked, "this
instrument of murder for the real development of human forces" (193).
The presentation of subject after subject in rapid succession causes
what has come before to be lost. "In our heads they tumble through each
other like the stones of a kaleidoscope" (194). These subjects do not
interrelate at all. Hence, Waldorf Schools arrange subjects around the
first main lesson. Subjects must no longer be taught as subjects,

rather it is of prime importance that between 7-14 thinking, willing
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and feeling be developed in the correct way. In this way arithmetic,
geography etc., ought to be utilized in such a way that these faculties
are developed (195). The reader may peruse Appendix 25 for lesson
descriptions, which will help to clarify the way these elements
interweave during the presentation of a lesson.

i)  The Importance of Teacher Training

Since the mid-fifteenth century, materialism has penetrated into
teacher training. The focus of instruction even in the lower grades
centred around object lessons. Although the urge for objectivity in
education is in certain respects perfectly justified, children who only
receive object lessons experience a "deadening of the soul" (196). In
the correct approach to teacher training not only subjects should be
examined, but also the "soul attitude" of prospective teachers (197).
The teacher needs to see in the three-fold being, (refer to Glossary),

of man an image of something standing behind it:

Head-man - nerve-sense man (mostly physical) ;

Chest-marn - rhythmical man (mostly etherxr) . less head but still
somewhat ;

Liimb ~mar - metabolic man (mostly astral), still less head:;

Ego - has no distinct expresaion in the physical world as yet.
These areas are not sbtrictly delineated as expressed
above, in reality things merge, (see Glossary) -

In order to fully appreciate the above it is necessary for the teacher
to develop unschematic or "inwardly mobile thinking" (198). In teacher
training it is imperative that the teacher develop a sensitivity to the
child as she/he existed before birth in the spiritual world. This will
result in a "non-egotistical soul mood" (199). The three-membered man
when viewed according to the plastic form would appear thus, each

expressing in picture form differing principles:
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Head-man - a totality - "the greatest degree adapted to the
physical world" (200). The head alone is a corpse;

Chest-man - a fragment (mostly ether) , influences the head and
wvitalizes it;

Metabolic-—

man - even more so (mostly astral), the astral body is active
in walking (201) ;

The Ego - has no external correlate and may be observed in a child

in her increasing growth (202) .
What is normally seen with physical sight and the intellect, is in
Steiner's words a "wax doll"; in his opinion man comes alive if seen
as suggested by him above. Hence the three essential faculties or human
soul powers of thinking, feeling and willing are linked to three

"systems" in the human organism (203), see below.

THINKING head and senses man is most conscious herxre;
FEELING rhythmic system partly consciocus (similar to breathing
(bloocd circulation) which continues without effort) ;
WILLING metabolic and limb asleep (as in the digestive system which
cannot be consciocusly medified) ., (204) .

These "systems" although distinguishable are nonetheless inseparable,
since they need to function together in order for life to be healthy.
Steiner contrasts "individualization” with "socialism"; education ought
to have as a "great ideal" the paramount thought that "every single
individual is a being in himself", rather than a levelling down of
human beings who are not tested according to their individual

gualities. Our current culture reinforces and encourages uniformity,
yet the innermost goal of education ought to be to strive for
individualisation (205). The insight of teachers during training ought
to be guided to individuality. The image of man perpetrated by science
is one of "a homonculus" (206) if compared with the enlivened image of
man presented by Steiner above. Therefore, an important issue for
education is that of teacher training. Consult Chapter 5, Section B,

1.4, 3 and 8.
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7. SYNOPSIS

Bearing in mind Steiner's picture of the social organism having three

domains, that of the:

SPIRITUAL/CULTURAL L.iberty - the indiwidual
POLITICAL Bgquality - the state
BECONOMIC Fraternity - brotherly co-operation (207) .

It may be seen that education falls within the spiritual/cultural
domain. Equality and a 1levelling of people cannot occur in the
spiritual realm, since this is concerned with freedom and thinking and
all thinking is different or unique. Since all production of goods
belongs in the economic domain the surplus it generates may be used to
finance the activities of the other domains. In Steiner's view, there
should be an association between producers and consumers wherein the
political domain may not interfere except with the imposition of a
minimum wage. The spiritual/cultural domain will feed ideas to the
economic domain and these will either be adopted or rejected on the
basis of their utility. State control of education in this view should
be abolished and placed in the hands of associations of teachers.
Surplus from the economic sector can then be directly channelled to
such associations or through parents without bureaucratic bungling.
Parents would then be free to choose the schools which they desire and
associations of teachers who are unable to attract pupils will have to
close their schools (208).

The extent to which schools will be able to answer the needs of their
communities to overcome cultural deprivation will vary considerably,
see Waldorf Astoria and "gift money". The following may be a suitable

warning for education in South Africa today, education taken over by
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the State makes of man a devoted member of the State structure. Free
spiritual striving, (see Figure 2.1 above), independent of the State
provides a "salvation" for man (209). Hence Waldorf Schools insist on
governing themselves, (this is where fraternity fits in, consult
Chapter 6), even if compromises need to be made eventually in terms of
the curriculum requirements expected by the State. Education is at the
core of Spiritual and Cultural life and therefore must be free. The
extent to which the ideal expressed above can come into being will
depend on social circumstances/conditions relating to country,
situation and the historical impulse behind the founding of the school.
Hence, Steiner has indicated the direction for the future work of
education, rather than formulated imperatives to be rigidly applied
(210) .

The reader may refer to the International Spread of Waldorf Schools for
further elaboration. Chapter 3 will review the philosophy promoting
qualitative research, the justification for using the Case Study

approach and the establishment of a Cacge Study protocol.



43

REFERENCES AND NOTES

1.

(V]

WU W

o)

10.
abal ¢
xL 7%

1L
14.
11

16.

N7
18.

T I

20.
2%
22.
23.
24.

25.
26.

251

Blunt, R.J.S., (1982), A Study of the Educational Thought of
Rudolf Steiner, Grahamstown, Rhodes University. The reader may
refer to this thesis where the thought of Steiner is dealt with
in a coherent way.

Childs, G., (1991), Steiner Education in Theory and Practice,
Edinburgh, Floris Books, p.- 1.

Refer to Chapter 4, The International Spread of Waldorf Schools.

Childs, G., Qp4_Q1L4 p.- 1.

Blunt, R.J.S., Op. cit., p. vi.
Ibid., p. v1.
Ibid., p. vii. See also the Introduction, Chapter 3.

Steiner, R., (1984), Education as a Social Problem, U.S.A.,
Anthroposophic Press.
Steiner, R., (1986), The Course of My Life, New York,

Anthroposophic Press, p. 3.
Ibid., pp. 2-3.

Blunt, R.J.S., Op. cit., p. 1.
Childs, G., Op. cit., p. 9. Reference is made to Steiner, R.,

The Course of My Llfe, p. 11.

Steiner, R., (1986), Op. ¢it., p. 237.

Ibid., p. 239

Steiner, R., (1985), Goethe's World View, New York, Mercury
Press, p. 58. See article by Cottrell referred to under note 41.
Easton, S.C., (1980), Rudolf Steiner: Herald of a New Epoch, New
York, Anthroposophic Press, p. 31.

Ibid., p. 32.

Ibid., p. 32, where reference is made to this ability and the
reader is pointed to Steiner, R., (1909), Knowledge of the Higher
Worlds: How is it Attained? London, Rudolf Steiner Press, where
the path of higher development is described, in particular the
ability to listen selflessly

Steiner, R., (1986), Op. cit., p. 33 & especially Chapter 4, see
note 9.

Ibid., p. 177.

Ibid., p. 177.

Ibid., p. 34.

Easton, S.C., Op. cit., p. 37.

Ibid., p. 38 and Steiner, R., (1986), Op. cit., especially
Chapter 6.

Easton, S.C., Op. cit., p. 39.
Urmson, J.0. ed., (1976) The Concise Encyclopedia of Western

Philosophy & Philosophers, Johannesburg, Hutchinson, p. 108.
Easton, S.C., Op. ¢it., p. 40.



28.

29.
30.
31.
32.
3133
34.
35.

36.
Sra:
38.
39.

40.
41.

42.
43.
44 .
45.

46 .
47.
48.
49.
50.

51.

52.
SO%

54.
55.
56.
Sy

44

Easton, S.C., (1980), Rudolf Steiner: Herald of a New Epoch,
N.Y., Anthroposophic Press, p. 40. See also Chapter 3, The
Philosophy Promoting Qualitative Research, where reference has
been made to this, note 42.

Easton, S.C., QOp. cit., p. 40.

Ibid., p. 42.

Ibid., p. 42.

Ibid., p. 42.

Ibid., p. 43.

Ibid., p. 43.

Steiner, R., (1985), Goethe's World View, N.Y., Mercury Press, p.
i [ 15

Ibid., p. 12.

Ibid., p. 12.

Ibid., p. 12.

Easton, S.C., Op. cit., p. 43. Refer also to Steiner R., (1986),
The Course of My Life, N.Y., Anthroposophic Press, Chapter 5.
Easton, S.C., QOp. cit., p. 46.

Cottrell, A.P., (1982), Goethe's Metamorphosis of the Plants and
the Art of Education, Teachers College Record, Vol. 84, No. 2,
pp. 477-491.

Ibid., p. 477.

Ibid., p. 477.

Ibid., p. 478.

Ibid., p. 478. Refer to 3, The Goethe Archives, for "ethical
individualism".

Ibid., p. 479.

Ibid., p. 479.

Ibid., p. 479.

Ibid., p. 479.

Ibid., p. 479. Very important here is Education as a Social
Problem, note 8, where Steiner's view that man's actions have a
significance for the cosmos is expressed. See also the impact of
mechanisation on the world - refer to notes 150 & 151.
Kuhlewind, G., (1986), The Logos-Structure of the World, New
York, Lindisfarne Press, p. 75.

Ibid., P. 75.

Steiner, R., (1986), The Course of My Life, N.Y., Anthroposophic
Press, p. 241. For further reference to the way we create reality
refer Kuhlewind, G., Op. c¢it., p. 75 and reference to The Second
Reality pp. 74-81.

Cottrell, A.P., Op, cit., p. 480.

Ibid., p. 480.

Ibid., p. 480.

Ibid., p. 480. Make reference to notes in Blunt, R.J.S., (1982),
A Study of the Educational Thought of Rudolf Steiner,
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Grahamstown, Rhodes University, under science, concerning
thinking for Steiner, p. 23.

This is very important for Steiner, see point 6, Education as a
Social Problem, for the role of Brotherliness and the education
of the adolescent imbued with the "Christ-impulse" and universal
brotherly love.

Cottrell, A.P., (1982), Goethe's Metamorphosis of the Plants and
the Art of Education, Teachers College Record, Vol. 84, No. 2, p.
481.

Ibid., p. 481.

Ibid., p. 482.

Ibid., p. 483.

Ibid., p. 482.

Ibid., p. 483.

Ibid., p. 483.

See references in Chapter 5, The Case Study, to the gesture in
the presentation of material artistically, teacher's reference to
the lion and the mouse for example. Consult Section B, 9.1,
Short-Stroke Drawing, which also mentions the toys in the
Kindergarten.

Cottrell, A.P., Op. cit. p. 484.

Kuhlewind, G., (1986), see note 51, p. 10.

Ibid., p. 10. Refer further to "enlivened thinking" p. 23, &
notes 109 & 199.

Ibid., p. 10.

Ibid., p. 10.

Cottrell, A.P., Op. cit., p. 484. This still influences our
empirical-analytic paradigm today, all the more so for being non-
reflectively accepted.

Ibid., p. 484.

Ibid., p. 484.

Ibid., p. 484. Cottrell makes reference to an article by Eaton,
J.W., "Goethe's Contribution to Modern Education", The Germanic
Review 9, no. 3, (July 1934), pp. 145-55.

Ibid., p. 485.

Ibid., p. 485.

Ibid., p. 481. See quote F. Schiller (1759-1805).

See Steiner, R., (1984), Education as a Social Problem, U.S.A.,
Anthroposophic Press, p. 39, how we affect the cosmos and
mechanization.

Cottrell, A.P., Qp. cit., p. 485.
Ibid., p. 485. See the view of teachers that the child comes to

them with "history", and as a matter of destiny - the child comes
to the relationship with something from previous lives. Chapter
5, Section B, 1.7.

However, what of teachers with a Christian perspective which does
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not allow for this possibility? See interview material in Chapter
5, The Case Study (one teacher "lets it 1lie"), and hence the
necessity for teachers to train in Anthroposophy.

Cottrell, A.P., note 59, p. 486.

See Kuhlewind, G., Op. cit., note 51, the influence of language
on thinking based on the philosophy of Steiner. Especially
Chapter 4, The Language of Reality.

Cottrell, A.P., note 59, p. 486.

Ibid., p. 486 & p. 482. Reference to the leaf and metamorphoses
into all the organs of the plant. Important for the Waldorf
curriculum, a teacher interviewed referred to metamorphoses and
changing statements. The significance also of rhythm, rest and
forgetting. See Chapter 5, notes 11 & 61.

Ibid., p. 486.

Ibid., p. 486. Refer to Chapter 5, Section A, point 4.

See Chapter 5, The Case Study, for the organisation of the
Waldorf curriculum and the significance of rhythm, the role of
sleep and forgetting, teacher's reference to struggle.

See Chapter 5, Section B, 9.1 and mention of current "flashing
experience".

Cottrell, A.P., note 59, p. 487.

Ibid., p. 487.

See Block teaching (8.2), struggle, rhythm and forgetting, lesson
material is often not over-explained and emerges later
transformed e.g. lemniscate. For teaching what is only later
understood see Steiner, R., (1965), The Education of the Child in
the Light of Anthroposophy, London, Rudolf Steiner Press, p. 38.
Also Steiner, R., (1976), Practical Advice to Teachers, London,
Rudolf Steiner Press p. 46 & p. 57. Steiner, R., (1982), The
Essentials of Education, London, Rudolf Steiner Press, p. 93. For
mention of the lemniscate see Discussions with Teachers, (1967),
London, Rudolf Steiner Press, p. 156.

Cottrell, A.P., note 59, p. 487.

Ibid., p. 487.

Ibid., p. 487.

Ibid., p. 487.

Ibid., p. 488. See Steiner and brotherly love and education of
the adolescent, the significance of morality, point 6 above,
Education as a Social Problem - note 188 & 190.

Morality and the humanistic perspective see Chapter 3, The
Philosophy Promoting Qualitative Research.

Cottrell, A.P., note 59, p. 489.

See Chapter 4, The International Spread of Waldorf Schools &
Chapter 5, The Case Study material, during an interview with a
teacher she mentioned that she had worked in Botswana, and felt
that the approach applied equally well there, which may attest to
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the vigour and applicability of this education wherever it is
called for, whether as gift to the community or as request from
parents wanting a more humanistic art of education. See Chapter
5, note 51.

Easton, S.C., (1980), Rudolf Steiner: Herald of a New Epoch,
N.Y., Anthroposophic Press, p. 53.

Ibid., p. 54.

Steiner, R., (1986), The Course of My Life, N.Y., Anthroposophic
Press, p. 235. For criticism of this approach see p. 236. This
perspective also characterised Steiner's descriptions in, Towards
Social Renewal, (1977), London, Rudolf Steiner Press, p. 106.
Fichte, J.G., The Science of Knowledge.

Easton, S.C., Op. cit., p. 55.

Ibid., pp. 57 & 58 for Steiner's argument to disprove Kant and
limits to knowledge. For him sense perception is not possible
unless a thinking element is present i.e. concept. Objects
therefore have perceptual and conceptual elements - perception in
some way uses thinking capacity if only to notice or recognise an
object. For Steiner, thinking is therefore a super-sensible
capacity, (see Glossary), since we may perceive, (or conceive),
that which is imperceptible to the senses. When thinking is
developed in the way indicated by Steiner, one becomes capable of
perceiving or conceiving the invisible super-sensible world.
Easton, S.C., Op. cit., p. 58; refer to the aspect of "struggle"
mentioned in Chapter 5, The Case Study, Section B, 8.2.

Ibid., p. 59.

Ihides, .- 59K

Ibid., p. 73.

Ibid., p. 60. See 2.1 above, the quote "...Let man be noble..."
See Steiner, R., (1986), Op. cit., p. 179, concerning morality.
For further reference to Nietzsche refer to Easton, S.C., Op.
(bl B8 Pp. 64-68.

Ibid., p. 68.

Steiner, R., (1973), The Riddles of Philosophy, New York,
Anthroposophic Press, p. xvi. The reader may recall Steiner's
experiences with the German Reading Hall.

Ibid., p. xvi.

Easton, S.C., Qp. cit., p. 72.

Ibid., p. 72. See with reference to the monism mentioned, The
Course of My Life, p. 162. Refer to note 26. Further reference to
monism, The Course of My Life p. 201.

Ibid., p. 72.

Ibid., p. 77.

The reader may refer here to note 121, for Easton's view of the
prestige of Berlin cultural life at the time.

Easton, S.C., (1980), note 102, p. 80. Steiner's decision to no



124.
255
126.

127.
128.

129.

130.
131.
132.

133.
134.
a3 Y.
136.
137 .
138.
139.
140.
141.
142.
143.
144.
145.

146.
147.

148.

149.
150.
151.
152.
(5w
154.
LS55

48

longer remain silent concerning his spiritual insights may be
found on p. 81.
Ibid., p. 79.

Ibid., p. 114.
Blunt, R.J.S., (1982), A Study of the Educational Thought of

Rudolf Steiner, Grahamstown, Rhodes University, p. 10.

Easton, S.C., Qp. cit., p. 126.

Jung, C.G., (1978), Modern Man in Search of a Soul, London,
Routledge & Kegan Paul Ltd., p. 238.

Ibid., pp. 237-238, especially for further elaboration. The
entire Chapter 10 entitled, The Spiritual Problem of Modern Man
is useful to peruse for further detail.

Ibid., p. 239.

Ibid., p. 241.

Refer to point 6, Education as a Social Problem, for Steiner's
view that material striving will make possible the opposite -
spiritual striving.

Ibid., p. 242.

Ibid., p. 249.

Ibid., p. 245.
Ibid., p. 245.
Ibid., p. 253.
Ibid., p. 254.

See Chapter 6, how Waldorf school leavers cope.

Blunt, R.J.S., Qp. cit., p. 11.

Ibid., p. 11.

Ibid., p. 12-13.

Ibid., p. 13.

Steiner, R., (1986), The Course of My Life, note 9, p. 316.
Easton, S.C., (1980), note 102, p. 200. It is for this reason
that it is significant to look at the architecture of the schools
in the International Chapter.

Ibid., p. 251.

Ibid., pp. 270-309, Chapter 11, for the opposition Steiner
encountered to his work.

Steiner, R., (1984), Education as a Social Problem, U.S.A.,
Anthroposophic Press, p. 5.

Eha'dis Pl 5]

Ibid., p. 9.

Ibid., p. 9.

Ibid., p. 37.

Ibid., p. 37.

Ibid., p. 38.

Ibid., p. 39. How does this fact as Steiner sees it keep pace

with our technological society? Perhaps by introducing technical
and computer skills at the age where appropriate i.e. 14-21
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years, since for Steiner we cannot revert to a previous era as
this is unsuitable for modern life? Possibly some kind of balance
is what is required?

Steiner, R., (1984), note 148, p. 39.

Ibid., p. 40.
Ibid., p. 40.
Ibid., p. 10.
Ibid., p. 10.
Ibid., p. 11. See Glossary.

Ibid., p. 12. See Chapter 6 for Steiner's questions concerning
education.

Support for play, research articles: Vygotsky, L.S., Play and Its
Role in the Mental Development of the Child, Soviet Psychology,
Vol. 5, 1967, pp. 6-18. d'Heurle, A., Play and the Development of
the Person, The Elementary School Journal, Vol. 79, no. 4, 1979,
pp. 224-234 - references here to piaget, Erikson and Symbolic
Interactionism and G.H. Mead. Feitelson, D. & Ross G.S., The
Neglected Factor - Play, Human Development Vol. 16, 1973, pp.
202-223. Weininger, O., Play and the Education of the Young
Child, Education, Vol. 99, 1978, pp. 127-235. Rubin, K.H. &
Maioni, T.L., Play Preference and its Relationship to
Egocentrism, Popularity and Classification Skills in
Preschoolers, Merrill-Palmer Quarterly, 1975, Vol. 21, No. 3.
Feitelson, D., Developing imaginative play in pre-school children
as a possible approach to fostering creativity, Meester: Early
Child Development and Care, Vol. 1, 1972, pp. 181-195. Golomb, C.
& Cornelius, C.B., Symbolic Play and its Cognitive Sigmificance,
Developmental Psychology, Vol. 13, No. 3, 1977, pp. 246-252.
Egan, K., Children's Path to Reality From Fantasy: Contrary
Thoughts About Curriculum Foundations, Journal of Curriculum
Studies, 1983, Vol. 15, No. 4, pp. 357-371. Yawkey, T.D., &

Bakawa-Evenson, L., Planning For Play in Programs for Young
Children, Child Care Quarterly, Vol. 6, 1977, pp. 259-268.
Steiner, R., (1984), Education as a Social Problem, U.S.A.,

Anthroposophic Press, p. 14.

Ibid., p. 15. This is related to an area which requires attention
in the Waldorf School studied, the whole issue of authority and
discipline, refer Chapter 5, The Case Study. This may also link
with the management of schools, see, Section B, point 2, and
Chapter 6.

Steiner, R., (1984), Op. cit., p. 19.

Ibid., p. 20.

See Appendix 9 & 17.

Ibid., p. 22.

Ibid., p. 31.
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Blunt, R.J.S., (1982), A study of The Educational Thought of

Rudolf Steiner, Grahamstowl, Rhodes University, p- 30 for
definitions of terms such as rights, gpirit etc.
gteiner, R., (1984) , Rducation as a Social Problem, note 164

above, p. 27.

The emphasis in waldorf Education on practical skills even from
the Kindergarten years. Theoria and praxis, Husserl - BSe€e€
Bernstein R.J., (1976), The Restructuring of Social and political
Theory, U.K., Basil Blackwell, P- 178. This ties in with the idea
mentioned in Chapter 3, in the introduction, that the thought of
cteiner provides a bridge between theoria and praxis. Steiner
shows the way from a life of pure theoria to a practical
articulation of this thought with the power to transform cultural
life.

Steiner, R., (1984), note 172, pp. 52-53.

Refer to the Case gtudy for the significance of the pictorial
presentation of material in Wwaldorf Schools; picture to symbol,
writing then reading, make something first, read one's own
stories, see Class 1 material. Refer to appendix 36.

Steiner, R., (1984), Education as a social Problem, U.S.A.,
Anthroposophic Press, p. 55, for Steiner's image of the human
head.

Ibid., p. 56.

A possible criticism exists here for the S.A. schools which
operate according to a fee paying structure, see U.K. schools and
management by mandate and others in the International spread of
waldorf Schools, where parents contribute according toO individual
wealth, striving towards Steiner's ideal, and the difficulties
experienced by these schools.

1bid., p. 56. Hence morality and contribution toO the community
has significance here.

1bid., p. 56.

Ibid., p. 56.

Tbid., p. 60.

Tbid., p. 57-

Tbid., p. 41.

Refer to Jung, c.G., (1978), Modern Man in Search of a Soul, note
128, p. 24 and note 131 above.

Blunt, R.J.5., Op. cit., P- 19.

Ibid., p. 19.

Hence the significance of art for Wwaldorf Education, the need tO
develop a Michaelic view, Se€e€ Easton, S., (1985), The Way of
Anthroposophy, London, Rudolf Steiner Press, P 50. The task of
Michael (the archangel of the sun), and vgpirit of the age"
(Zeitgeist), may be found on ppP- 46-47. The entire Chapter on the

evolution of Consciousness is relevant. Michael is an
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nyniversalist spirit" whose task 1is to transcend what was
received from Gabriel, overcoming the tendency to the "pation
state", towards @& universalism and cosmopolitanism (Goethe
referred to as a true cosmopolitan, Cottrell) . As the fighter of
the "dragon" he opposes both Lucifer and Ahriman to bring about
a greater balance between the two extremes.

gteiner, R., (1984), Education as a Social Problem, note 176, P-
g5 . See also Easton, s., (1985), note 188, pp. 21-36 for The Role
of Evil.

Ssteiner, R., (1984), op. cit., P- g89. Refer also to the Goethe
quote 2.1 in the chapter above.

Ibid., p. 89.

I1bid., p. 86.

Ibid., p. 46. See Steiner, R., (1976), practical Advice to
Teachers, London, Rudolf Steiner Press, p. 128 for teaching
economically and pp- 199-201, for concluding remarks oOn quality.
Ibid., p. 48.

Refer to the lesson structure, Chapter 5, The Case Study.

Tbid., p. 65

ipid., p. 66- Chapter 3, The Philosophy pPromoting Qualitative
Research and Miller, mention was made of teacher qualities from
a humanistic perspective. See also steiner, R., (1982), Balance
in Teaching, N.Y. Mercury Press, PP- 2-14, the inner attitude of
the teacher may be found on P. 29, i.e., reverence, enthusiasm
and protection. A teacher interviewed mentioned the image of the
teacher as a mother hen, covering the youngstexs with protective
wings. Refer to steiner, R., (1982), The Essentials of Education,
London, Rudolf Steiner Press, P- 21 for the teacher's temperament
and influence on his/her pupils.

gteiner R., (1984), it., p.- 69. See also Buzan, T., (1994),
The Mind Map Book, London, BRC Books, PP 53-57. In this view
1inear thinking uses only gingle beams of "the radiation"
(possible for radiant thinking) , whereas the brain is capable of
peing utilized as & vfull multi-dimensional powerhouse” P-
Radiant thinking refers toO associative thought processes that
emanate from OTr connect to a central point.

Steiner, R., (1984), op. cit., p- 7.

Ibid., p. 73.

tpid., p. 76

This is one of the important reasons for the teacher remaining
with her pupils during the primary school years 7-14. See Ego, in
Chapter 5, Section B, 1.%-

Easton, S.C., (1980), Rudolf Steiner: Herald of a New Epoch,
N.Y., Anthroposophic Press, p. 232.

1pid., P. 232.

gsteiner, R.. (1984), Op. cit., P- 79.
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CHAPTER 3
THE PHILOSOPHY PROMOTING QUALITATIVE RESEARCH

nrhilis too, 18 an experience of the soul
The dismemb.red worlid that once was the

o
whose broken rragments nNOwW l1ie Aead” (4= " I

INTRODUCTION

There are three intellectual traditions which have influenced Anglo-
American and South African education within the context of the social
sciences. If one views these traditions as paradigms - which contain
differing assumptions about the social world and the solutions to the

problems of gocial and school life - one can distinguish the following:

s The Empirical—Analytic gcience approach;
2. Symbolic Science approach;
= it Critical Science approach.
According to Popkewitz n .. .scientific communities have particular

constellations of guestions, methods and procedures that form
disciplinary'matrixes or paradigms" (2) . The images of the social world
embedded in the disciplinary matrix of a paradigm, are pbuilt through
the use of words and the rules of language. The structure of this
language is never neutral, it contains UNCONSCIOUS assumptions about
the world and the nature of things. The narrative creates a style or
a form for thought, it is a nmetalanguage" (3). The manner in which
knowledge is organized relates to the form of the school curriculum and
will thus reflect these unconscious assumptions about the nature of
things. This metalanguage contains these assumptions that are not
vigible in the formal scientific debates, but which make the procedures
and content of enquiry intelligible and plausible (4) . These beliefs,

values and assumptions structure the perceptions of researchers, and
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therefore shapes their theorizing; their period of initiation into a
particular mind-set, lays the groundwork/forms the matrix for "seeing";
"feeling"; and "acting" (5) towards the world - these dispositions are

internalized and non-reflectively accepted, becoming the "rules of the

game". P. Buckland, for example, says that:

"...the technicist faatures of the Western mind-set which underlines
the technological reveolution and ethos of modernization so secure the
prower of significant sectors of the dominant groups that they are
accepted uncritically as rational or logical™ (6) .

Education in South Africa is strongly influenced by the Empirical-
Analytic Sciences imported from Britain and America largely to English-
speaking Universities. In "Technicism and de Lange", Buckland points
out that TECHNOCRATIC RATIONALITY has become the prevailing hegemony
in South Africa. A powerful psychological and material force is exerted
by the language of modernization and the logic of technology. The
current trend in South Africa towards "modernization" falls within the
dominant paradigm of Educational Innovation i.e. Human Capital Theory
and the Functionalist Modernity perspective (7) (8).

It is within the Symbolic Science paradigm that creative attempts may
be made, to emerge from a technicist mind-set and shape one's
theorizing in a more holistic or humanistic way, to change "the rules
of the game".

Within the Empirical/Analytic and the Critical Sciences (9) - their
"metalanguage" leaves us devoid of the possibility to express in
manifold ways that which makes us human. The language of these
approaches results in a fragmented world-view which affects the

form of the curriculum implemented in schools and moves away from

an understanding of the unity of knowledge. It is within the
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gymbolic Science (10) approach that we 1ocate the thought of Rudolf
Steiner, it is an attempt to create/form words that keep faith n . with
the soul of the world" (11); he provides us with a window or lens with
which to view the nmanifold qualities, immeasurable complexities of
soul" (12), which ig our humanness. The SymbgLig_ﬁgignggg define
ngocial life as created and gsustained through symbolic interaction and
patterns of conduct" (13). The argument goes that the uniqueness of
being human is discovered n_..in the symbols people invent to
communicate meaning or an interpretation for the events of daily life"
(14) . Cultural science hence focuses on the uniguely human ability, not
only to use symbols, but also to invent them. Research into classxroom
communication requires fieldwork to highlight how participants view
their situation and the language which makes possible the use of
neollective symbols and shared meanings"” (15) .

These words which "keep..." wfaith with the soul of the world" are

beautifully expressed in an extract from a poem by Kathleen Raine:

va Gaelic pard theyY praise who in fourteen
adjectives

Named the one indivisikle soul of his glen -
For what are the bens and the glens put
manifold qualitia-,

Immea-urablo complexibies of soul?

The mountains are 1ike manns. ror one Qay

Strangers whose chought is not formed tO the

. - cWhose words make l1oved things strange and small.,
Emptied of all that made them heart-feltCt oxr

right .
our words keep no faith with the soul or the
worlda™ (16>

There is a current resurgence within the West-German context of a
return to Bildungsphilosophie. nTt does seem as if a revision of and
renewed interest in the oft challenged 'Geisteswissenschaftliche'

approach is taking place" (17). According to Hegel, Bildung is the
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phenomenon of culture:

"The culture (Bildung) of the individual i1s his image-making (bilden)
- - -SBpirit has shaped a double world; the actual world, bevond it, a
consciocusness of 1ts essaential actuality in the alienated consacilousness
of the world-maker...The individual consciocousness is a.l;.-na.t:ed not
merely from its world.. .but from itself as essence" (18) .

It is the opinion of the researcher that the thought of Rudolf Steiner
bridges this gap of alienation in the individual consciousness, not
only from the world but from "itself as essence".

Taking into account the view of Popkewitz that each "paradigm responds
to a different moment in the social conditions being confronted" (19),
it becomes necessary to place the thought of Rudolf Steiner in a
historical context - this has been done from the perspective of
"education as a social problem". Steiner himself takes this stance as
evidenced in his book "The Riddles of Philosophy", where he explores
the evolution of philosophy from the time of the Ancient Greeks. His
approach is one of an historical presentation - one which thinks
idealistically with the Idealist and materialistically with the
Materialist, since, for example, those processes of the world which
have a material cause require a materialistic representation and
likewise with Idealism. This perspective has a profound influence on
Steiner's thought, including his viewpoint on education. In this book
Steiner has acutely observed the evolution of philosophy, pointing out
that it is a requirement in the history of thought to let the present
grow out of the past. Once one comprehends current ideas, one has the:
",..foundation for the insight that spreads the right light over the
past" (20).

Looking at the current South African education situation, which
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manifests the fragmentation mentioned earlier, we find a "living",
"working", alternative in our midst about which very little is
known. There is a dearth of research in this area - the researcher
believes that "liberal" education fiddles with the superficial
structure of education, the ‘"appearances"; while retaining the
fundamental assumptions of current educational practice. This certainly
may look good for a time, but, Waldorf Education "works", world-wide,
since its fundamental assumptions are different (humanistic), this has
a profound effect upon the ethos and curriculum of these schools. The
manner in which knowledge is organised in these schools results in a
fundamentally different curriculum.

John Dewey (1859-1952) an American Pragmatist, founded one experimental
school. There are some 500 Waldorf Schools world-wide and South Africa
has 6 Waldorf Schools which remain enigmatic for lack of information,
a living education as an art, a "poetic" perspective which , if
explored, may contribute to the debate concerning alternatives in
education. Furthermore, it may provide the impetus for some kind of
renewal of social life so sorely needed within the South African
context today. It is this exploration, by means of fieldwork, and an
international "look", which the researcher intends to undertake.
Further, it is hoped that the richness of this material and the
Appendices, will provide a source work for future researchers.

In order to justify the use of a qualitative approach to this study,

the researcher has reviewed the following world-views:
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1. Atomism
2. Pragmatism
3. Holism.

This chapter will be divided into 2 sections: Section A will deal with
a review of the above mentioned philosophies in order to situate the
study within a qualitative framework. The intention is not to link the
Empirical—Analytic and Critical Science approaches with the above
world-views, rather the 1ink is seen by the researcher to be between
Symbolic Science and Holism. Section B will explain the approach
adopted. The researcher wishes to explicate the above mentioned views,
in order to unpack and look at some of the underlying assumptions which
are usually non-reflectively accepted.

According to J.P. Miller (1986) in his article - "Atomism, Pragmatism,
Holism" - all of us consciously or unconsciously have a world-view. The
researcher has relied heavily on Miller as a secondary source and hence
descriptions of the world-views are superficial. It was felt that
Miller articulated a wealth of information clearly, helping to provide
a contextual framework for the study. This has 1imitations, in that the
exploration of practice undertaken in this work, precludes the
possibility of locating the thinkers mentioned by Miller accurately.
The overarching necessity was thus for brevity.

Miller holds that the above mentioned views underpin the curriculum,
as does Popkewitz. In the researcher's view the holism mentioned by
Miller would fall within the symbolic science paradigm referred to by
Popkewitz. The debate in this article couches in a slightly different

way the issues underlying the differing styles of gocial science
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research i.e. the quantitative versus the qualitative style of

research.

SECTION A

1. ATOMISM
For Miller contemporary atomism may be characterised by the following
principles:

"l. Reality is based in materialism.

2. This reality can be reduced to logical components or atoms.

3. We know through our senses.
4. We can use the findings of empiricism to develop a technology

to control the material world.
5. It is possible to approach enquiry from a value-neutral
perspective" (21).
1.1 REALITY IS BASED IN MATERIALISM
Modern materialism has been modified into various forms of
positivism, wherein science is seen to provide for under-
standing matter and providing laws for regulating the interaction

of bodies.

1.2 REALITY CAN BE REDUCED TO LOGICAL COMPONENTS OR ATOMS

Barret summarized logical atomism by stating that logic analyzes
statements into 2 kinds: complex or molecular and atomic
statements. "The world must ultimately be made up of atomic facts
that correspond to the atomic statements..." (22). Especially
Wittgenstein took logical atomism to its most radical conclusion.
For Wittgenstien the atoms or facts are not connected. They do

not enjoy a unity of any kind.
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1.3 WE KNOW THROUGH OUR SENSES

Empiricism regards observations by the senses as the only
reliable source of knowledge, and has been most fully developed
by the English philosophical tradition, the major early exponents
of which were John Locke and David Hume. Hume was the most
radical of the enlightenment empiricists and argued that the
contents of consciousness are perceptions which are divided into
impressions and ideas. Impressions are our immediate sensations;
ideas are copies of impressions. The empiricism of Hume is
similar to the atomism of Wittgenstein since there is no link or

causal connection between impressions. According to Miller

"Hume's empiricism and Wittgenstein's analytical philosophy leave
us in a disconnected universe of atoms" (23). Pogitivigts such as

Auguste Comte and Rudolf Carnap developed a deterministic atomism
in rejection of the random atomism of Hume. For Comte and Carnap
causality is rooted in the physical world and may be discovered
by means of scientific investigation. It can be said that logical
positivism consists of two distinct worlds:

v The world of everyday existence and the world of scientific

verification. In this latter world we supposedly have access to
rcruth' or at least robjective reality'" (24a)

We are encouraged in this view to suspect or deny intuitive

insight in favour of an abstract view which may be validated by

mechanistic science.
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1.4 EMPIRICISM MAY BE USED TO DEVELOP A TECHNOLOGY TO CONTROL
BEHAVIOUR AND THE ENVIRONMENT

In the behavioural psychology of Skinner the Comtean idea of
technological control is extended to human behaviour. A central
tenet of operant conditioning ie that behaviour may be shaped and
maintained by the use of reinforcers. This psychology is clearly
atomistic since the programmed learning techniques which are used
break down behaviour into small manipulable bits.
1.5 IT IS POSSIBLE FOR ENQUIRY TO BE VALUE-NEUTRAL
For the empiricist, ethical concerns are of no consequence, since
the focus is on generating new knowledge which can be
scientifically validated (25).
2 PRAGMATISM
John Dewey and William James were critical of the atomistic
perspective. Pragmatism focuses on the following principles in contrast
to a philosophy that segments experience (26) (27):
n1. The universe is in process; all things are changing.

2. Experimental science is the best model for interpreting and

acting upon experience.
3. Hypotheses tested by experience, then, constitute the best

form of knowledge.
4. The scientific method can also be applied to social problems

and social experience.
5. Values arise from particular contexts and consequences".

The pragmatists were critical of the passive view of mind associated
with empiricism. For them the mind does not simply passively receive
data but generates meaning through experience. Butler clarifies the

epistemology of pragmatism in this way:
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"It can be seen that the precise word for describing knowledge fox
pragmatism is net the adjective, experiential, which might e
acceptakle to many idealistes, but rather the descriptive, experimental .
Because what is known is always Known on the way to achieving &
satisfactory outworking of a given unit of experience™ (z8) .

2.1 THE UNIVERSE IS IN PROCESS

For a pragmatist the world is akin to a continuous stream in
which everything is in a state of fluctuation, with the related
idea that the world lacks completeness and determination. William
James spoke of a universe which is open "with the 1lid off" (29),
whereas a positivist view of the universe sees a closed system
which functions as a machine.

2.2 EXPERIMENTAL SCIENCE IS THE BEST MODEL FOR INTERPRETING

EXPERIENCE
For Dewey the best model for intelligent behaviour is the

scientific method. He developed a problem-solving approach for
analysing experience based on the method of science (30). This
method applies the scientific method to reflective experience and
in this way overcomes the division established by atomism between
science and everyday experience (31). Hence science does not
enjoy an elevated position above everyday experience but rather
is applied to varied contexts.

2.3 HYPOTHESES TESTED BY EXPERIENCE CONSTITUTE THE BEST FORM OF
KNOWLEDGE

The atomistic concern with the categorization and assimilation of
facts is rejected by the pragmatistg, since reflective experience
becomes the organizer of facts, although the content of the
observation remains important. In contrast to Locke and other

empiricists who viewed the mind as a blank slate onto which sense
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impressions are projected, the pragmatist view is more active. An
individual engages with the world through experience and this
allows for the testing of hypotheses and ideas in an active way.
For the epistemology of pragmatism the reader is referred to the

gquote from Butler, point 2 above.

2.4 THE SCIENTIFIC METHOD CAN ALSO BE APPLIED TO SOCIAL PROBLEMS
AND SOCIAL EXPERIENCE

Dewey was a strong advocate of democracy, which allows for the
development of the individual and the exercise of intelligence,
which aptitude he saw as the GOAL of education. It is thus the
role of the school to nurture the emergence of reflective
intelligence. It can be seen from the above that the basic
assumption of pragmatism is that both the scientific method and
reflective intelligence may provide the solutions to most
problems.

2.5 VALUES ARISE FROM PARTICULAR CONTEXTS AND CONSEQUENCES

For pragmatism: "...a value judgement assesses whether a specific
action will have certain consequences of experienced satisfaction
or frustration" (32). It looks at whether something will be
helpful in attaining a specific end. Value judgements must also
assess whether the context is appropriate for the desired end,
(refer to note 107). Although pragmatism is relativistic it
adopts an objective relativism. "The reflective method helps the
individual avoid making moral choices solely on the basis of

whim" (33) (34).
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3. HOLISM
For Miller holism is based on the v, ..perennial philosophy, which holds
that all things are part of an indivisible unity or whole" (35). The
basic principles of this philosophy and holism are:

"1. There is an interconnectedness of reality and a fundamental

unity in the universe.
2. There is an intimate connection between the individual's

inner or higher self and this unity.

3. In order to see this unity we need to cultivate intuition
through contemplation and meditation. (See Steiner and the
idea of moving away from the ordinary consciousness in the

"Riddles of Philosophy") .
4. Value is derived from seeing and realizing the

interconnectedness of reality.

5. The realization of this unity among human beings leads to
social activity designed to counter injustice and human
suffering" (36) (37).

These principles, according to Miller, have been articulated in
different spiritual and intellectual traditions in both the East and
the West. This perennial philosophy in the West can be traced to early
Greece.

Miller mentions Pythagoras who made the connection between the inner
person and the universe. The word psyche represented this "inner self,
which corresponds to the highest principles of the universe" (38).
According to Jacob Needleman in Miller, Pythagoras felt that: "...the
cosmos, the deep order of nature is knowledgeable through self-
knowledge - man is a microcosm" (39).

Just as Steiner suggests certain techniques for attaining higher
knowledge (40), so too does Pythagoras. These techniques for Pythagoras

were "... the use of parable and symbol, of meditation, of the

discipline of silence, of the study of music and sacred dance" (41),
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as well as other methods for attaining self-knowledge. The element of
perennial philosophy may be identified, according to Miller in the:

"_ Eastern Spiritual Traditions, (Steiner rejects Eastern
thought and myst1c1sm) (42),
- Hipduism e.g. Gandhi.

- Western Idealism e.g. Calkins.
- Transcendentalism e.g. Emerson.

- Existentialism some forms of, e.g. Heidegger.

- Christian Mysticism e.g. Merton' (43) .

3.1 THE INTERCONNECTED NATURE OF REALITY

Holism recognises the individual part (atomism) and that things
are in process (pragmatism), but also the underlying process and
a connecting of the parts in a fundamental unity. This is not a
monistic unity but rather an emphasis on the relations between
whole and part (44). To digress here for a look at Waldorf
education, it may be seen how these ideas work in a practical
context and why it is necessary to situate this study on Steiner
and Waldorf Schools within a holistic world view, or the symbolic
science paradigm mentioned by Popkewitz. This is also why holism
is being reviewed at some length in this chapter.

One may recognise from an article by Reinsmith that in Waldorf
Schools students do not learn in a fragmentary manner, but
proceed from the experience of the whole in which there is a
unity of perception and thought. The curriculum of such a school
is integrated, just as the universe is whole and integral, the

faculties and aspects of the child's being work together. For

Steiner:
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"we reject utterly that most perniclous modern way of thinking,
where the things of the soul-spirit are perpetually explained
without any references to the body, and then on the othexr hand -
as a perfectly natural corollary - all that nas to do with the
ody is spoken of in grosesly materialistic Tterms. In raalit{,
neither the one nor the other exists as such; what we have n
1ife 4is the confluence of the cwo" (45) .

Therefore, in the curriculum, all subjects interweave and
connect. The awareness of the child is developed into what
Wwaldorf educators call "participatory consciousness", one that

moves within 1life. As Richarde put it in Reinsmith:

"Feeling the whole in every part, c<children Aiscover how they are
knitted right into the fabric of the physical world and 4Hdits

mysteries, right into the world of objects and feelings and
doings - the world of minerals and plantcs and animals, of
geocography ., of numbers, o stories and science, o family and
friendships., of soclety and institutions, or wvisions and
creativeness, of all the arts” (a6) .

' . . . « . q
As Mary Whiton Calkins, the American idealist philosopher points

out, ultimately real relations are those of whole and part, of
inclusion and being included. The beings of the universe are seen
as parts of some including entity, which results in indirect
relatedness. According to Ralph Waldo Emerson there is a relation
petween the individual and the Oversoul or "the great soul". Man
" .. will weave no longer a spotted life of shreds and patches,
but he will live with a divine unity" (47). Woman/Man becomes
whole in the relation between her/himself and "the great soul".
Unity for Mahatma Gandhi, reveals itself in the immediacy of
daily 1life, and for him lies behind all religions. Gandhi's
position that this unity is revealed in everyday life reflects
the idea that the interconnectedness of reality should not be
relegated to the outer reaches of mysticism. (This view is shared
by Steiner).

The German philosopher Martin Heidegger referred to this unity as

Being. He felt that modern philosophy separated Man from the
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primal "ground of Being". This awareness of Being leads to
ngstonishment" or a sense of awe. This astonishment is intrinsic
to holism according to Miller and spurs scientific and artistic

creation (48).

Einstein is mentioned by Miller as speaking of a cosmic religion

which should involve an awareness of the harmony in nature:

nrhe individual feals the sublimicy and marvaellous ordexr which
reveal themselves poth in nature and in the worlda of thought .
Inaividual existence impresses him as a sort of prison and he
wants tCo experience the universe as = single significant whole"™

Some physicists are claiming that a ified. Slea
Nature is close at hand. Davies claims that for the "first time
in the history of science we can form a conception of what a
complete scientific theory of the world will look like" (50) .
This statement is based on the discovery of the force that holds
together the neutron and proton in the nucleus of the atom -
supergravity. Central to this new vision is the idea that a
nnoncausal, holistic order" (51) exists in the universe. FoOr
Davies, there is no hope of forming a full understanding from
units or parts alone, it is the "... system as a whole which

gives concrete expression to microscopic reality" (52) (53).
However, some individuals involved in the development of modern
physics claim that science cannot be expected to reveal the true
nature of the unity of existence (54) . With reference to language
Werner Heisenberg claimed that the language of poetry may be more
important for interpreting the unitary principle behind phenomena

than the language of science. For Steiner, ideas are presented
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with greater clarity in pictures oI metaphors, thinking which is
unschematic or "mobile", see Chapter 2, 6 (i) . The researcher
feels that for a human science a new more appropriate language is
required than the one of science/positivism (55).

3.2 THE INTIMATE CONNECTION BETWEEN THE INDIVIDUAL'S INNER OR
HIGHER SELF AND THIS UNITY

Emerson made reference to the "little fellow" or personal edo
which strives to impose on the universe. Our higher self or "big
fellow" realizes that this is futile and strives rather to relate
to the Universal Mind in a harmonious fashion (56). The creative
power of Emerson is similar to Einstein's cosmic religion that
inspires both artist and scientist.

Thomas Merton made reference to the ninner self" which is similar
to the "big fellow" of Emerson. Thie inner self sees the world
from a more spiritual vantage point; freed from the greed,
suspicion, desire, fear etc. of the consciousness which sees the
world as bewilderingly complex and open to exploitation. This
allows an individual to see things, in the language of Zen,
nwithout affirmation Or denial" (57), an intuitive and concrete
view which simply "sees what it sees, and does not take refuge
behind a screen of conceptual prejudices and verbalistic
distortions" (58).

Heidegger saw the human being as a nforce f£ield" or Dasein. This
can perhaps be related to Steiner's view of "bodies" (59) . Dasein
then is intimately connected to the environment since the person

is not seen as a ngkin encapsulated ego" (60) . However, Barret
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points out that Heidegger would regard it as an unauthentic way
to philosophise, to derive philosophic conclusions from abstract
physics. Barret mentions, however, that the sense is meant in
the manner of Einstein, who took matter to be a field rather than
the Newtonian conception of a body existing within surface
boundaries, so for Heidegger man is a field or region of being.
Steiner, for example, saw the etheric body as a force form, which
1inks with the conception of Heidegger (61).

3.3 CULTIVATION OF INTUITION AND INSIGHT THROUGH CONTEMPLATION
AND MEDITATION

For detailed references here the reader may consult Miller (62) .
Steiner felt that the true nature of the human soul may be
experienced directly if sought in the way characterised by him.
This cannot be acquired through ordinary consciousness, however,
meditation is also not the answer (63) .

Heidegger distinguished between rational, calculative thinking
and intuitive, meditative thinking. It is the calculative mode of
thinking that dominates Western society. Prediction, control and
manipulation are paramount for objectifying things. According to
Heidegger, intuitive thinking allows for a direct encounter with
what is - it is based on an openness to being.

Miller (1986) points out that Western contemplation is 1less
structured than the Eastern meditation of Gandhi e.g. the

repetition of a mantra.
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3.4 VALUES ARE DERIVED FROM SEEING AND REALIZING THE
INTERCONNECTEDNESS OF REALITY

Miller (1986) sees that values derive from the realisation of the
connectedness between individuals - values are thus linked to
relatedness. Caring is central to the perennial philosophy. For
Heidegger caring is the "primordial state of being" (64). For Nel
Noddings caring has its roots in relatedness between people e.g.
teacher and student, and this relatedness is a fundamental source
of joy. The basic context of morality is provided by this
relatedness. At the centre of this approach is the ethical ideal
of caring. Noddings avoids relativism by arguing that this caring
is the fundamental ethical ideal which sustains us. That which
maintains caring and relatedness is that which is "right" (65).
Steiner's spiritual training is moral training towards devoted,
unselfish service to humanity. Ethical laws are of the spiritual
world as physical laws are of the physical world (66).

3.5 THE REALIZATION OF THE FUNDAMENTAL UNITY OF EXISTENCE LEADS
TO SOCIAL ACTION TO COUNTER INJUSTICE AND HUMAN SUFFERING

Through the realization of being part of a fundamental unity,
human beings feel a connectedness and hence responsibility for
others. According to Miller, perennial philosophers are not
necessarily social activists. The idea that social reform should
start from within is most important. Emerson spoke out against
the Fugitive Slave Law , opposed the exclusion of the Cherokee
Indians from Georgia and supported women's rights.

Gandhi was a social activist who used ahimsa (non-violence) and
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satyagraha (soul-force) as a means for social change. For Gandhi

religion and politics should not be separated. He stated:

_..T do not know any raeligion apart ILTrom nhumarn activity . . .The
whole gamut of man's activities today constitutes an indivisible
whole®" (e7) -

4. A REVIEW OF ATOMISM, PRAGMATISM, HOLISM AND EDUCATION

In this review it will become evident why Holism or a Symbolic Science
paradigm, is the theoretical perspective of choice for a study of this
nature.

Miller does briefly mention Waldorf Education under this heading, but
gives more space to what is called confluent education. It is important
to clarify what this term and related terminology imply since it is
relevant to the case study approach. As Miller points out, confluent
education focuses on the integration of the cognitive and the
affective. George Brown in Miller regards the affective domain as
incorporating: feelings, emotions, attitudes, values, intuition and
creativity; and the cognitive domain includes intellectual functioning

(68) . Confluent educators now refer to the:

1ngxgggxggngl - internal space - feelings and self perceptions;

interpersonal - relations with others;

gx;;gggxﬂgngl - context which ancompasees the experiences orf the
student;

transrersonal - the spiritual context (69) .

4.1 THE LIMITATIONS OF ATOMISM
For Miller and the researcher the atomistic world view may be
seen to foster fragmentation and compartmentalization. In the

words of Kathleen Raine:

wThis too, is an experience of the soul
The d4ismembered world that once was tche

whole god
whose broken fragments noOw lie dead" (70) .

According to Kaplan the analytic philosopher reserves value

judgements for his personal life where they remain unintegrated
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with his professional concerns (71).

Ibsen makes reference to fragmentation in the Doll's House, which
leads ultimately to the collapse of the citizen's artificial
existence (72). Likewise, Miller points out that the hidden
curriculum of competency based and mastery learning education
also promotes fragmentation. He indicates that mastery learning
may be seen as an example of an atomistic paradigm, since "the
curriculum is then divided into a larger set of relatively small
learning units, each one accompanied by its own objectives" (73).
Competency based education can be seen to rely on behavioural
learning theory, in that competency statements are selected,
evaluation indicators are specified to assess achievements and a
guitable instructional system is developed. Behaviourism thus
informs atomistic approaches on the psychological context for
curriculum and learning (74).

Students of atomistic approaches must focus on the particulars of
a given subject rather than on exploring the relationships
between subjects. This breaking down of the curriculum into
particles leads away from an understanding of the unity of
knowledge. In this world the spiritual or inner life of the child
are ignored and Miller regards this as the road to a spiritual
vacuum and alienation. He suggests that in the segmented
curriculum we have created our own doll's house, where the head
and heart are separated. Steiner would suggest that the head,

heart and hands must be connected. The "back to basics" movement
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for Miller, reinforces our separateness by stressing cognitive
skills over affective and spiritual integration.

4.2 THE LIMITATIONS OF PRAGMATISM

Although pragmatic enquiry is an improvement over the atomistic

perspective, Howard Gardner (75) in Miller regards most pragmatic

enquiry as based in 1oaical-mathematical intelligence. There is
1ittle room for non-linear or holistic modes of enquiry. The
various forms of intuition required for both aesthetic and
scientific thinking are given no credence. For Einstein,
creativity was essential to the discovery of his theory of
relativity; in his words:

w_ . . when I examine myself and my methods of thought I come to the

conclusion that the girft of fantasy has meant more to me than my
talent for absorbing positive knowledge™ (76) (77 -

Pragmatism offers no over-arching unity, so one is left with
problem-solving in indeterminate situations. Reflective
experience is our main source of connectedness - connectedness
which transcends reflective experience can be found in poetry,
music, myths and spiritual insight.

A further limitation of pragmatism 1is its ethical relativism;
values are defined by a particular context oOr problem. The
dominance of rational intelligence leaves one in a spiritual
vacuum. According to Miller one of the reasons 1is Dewey's

rejection of Hegelian philosophy (78):

"pDewey transforxrms the Hegelian emphasis on Reason oxr Spixrit into

an emphasis on science and its works - Abscolute Spiric is
replaced, in Deweaey 's philosophy. oy the operation of the
scientific intelligence" (79) .



74

4.3 HOLISM AND EDUCATION

Holism overcomes many of the limitations of pragmatism.

Competency-based education focuses on behaviour (atomism), and
inquiry approaches tend to favour <cognitive approaches

(pragmatism) . Holigtic education recognises these elements but

also the fundamental ground of being of which these are a part.
Holism avoids reifying procedures, and although procedures are
used and linear methods may be employed, they are linked with
intuitive methods which relate to the wholeness of the child in
relation to her surroundings. These programmes also foster
community relatedness and many Waldorf schools encourage
community service, indeed, it is part of the curriculum in the
upper school (80).

The personal growth of the teacher is central to a holistic
approach (81). The teachers in the Waldorf School see the
connectedness between their consciousness and that of the pupils.
There are many examples of this - the belief in reincarnation,
(refer to Glossary), and the view that their pupils come to them
for a reason; also the teachers commit themselves to seven years
with their class, (in other countries or schools this is eight
years). There is also seen to be a connectedness between the
pupils in the class as a kind of working of destiny and hence the

significance of the social group remaining together (82). 1In

holistic education then, the teacher is a potential source of
wholeness and relatedness, in competency-based education she/he
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is a trainer, in pragmatism one who facilitates enquiry. Values
are accepted as central to a holistic curriculum and therefore
avoid the artificial neutrality of atomism and the relativism of
pragmatism. To quote from Steiner, "...Not I but the Christ in
me" (83), din this 1lies the ©possibility of preventing
intellectualism from falling prey to deception and evil.
According to Steiner for intelligence to become active for the
good it is necessary to imbue it with the Christ impulse. Hence
education during adolescence should arouse the sense and power of
human love.

Miller (1986) does note that the holistic curriculum is not
without its problems. The language of this perspective is not
precise as in the other two world views. It is his view that
because the perennial philosophy is difficult to articulate, such
curricula are also difficult to sustain and evaluate.

However, the Waldorf Schoolg are rapidly growing and thriving
despite often harsh and hostile environments e.g. the schools in
Britain and in Italy have a very difficult time. The reader is
referred to the "International Spread of Waldorf Schools" (in
Chapter 4). However, Steiner regards, for example, Socialigm as
an historical demand, purely material striving will always make
possible the opposite - spirituality (84). In this way people
begin to call for and require something else which will alleviate
their sense of anomie and strive towards more meaningful

pursuits. This may give credence to the rapid spread of these
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schools internationally.

Despite the difficulties, for Miller perhaps the most appealing

aspect of holism is the vision "of an interconnected universe of

which we all are a part" (85).
o THE PHILOSOPHY OF QUALITATIVE RESEARCH
Qualitative research is a style of investigation also referred to as
variously, "field research", "ethnographic research", "naturalistic
research", "the interpretative approach" and the "case study method."
However, each term emphasises a different aspect of this style. Of
particular relevance to this researcher is the reference to the "case
study method", which indicates the contextual interest of qualitative
research; the objective is not to generalize but to understand the case
which is being studied in depth.

5.1 THE PHILOSOPHICAL DEBATE

The researcher has made use of an article by J. Mouton, to

elucidate the philosophical debate on the nature of the social

sciences which ranges around two main paradigms:

positivism - natural sciences

anti-positivism - humanists.
Many of these issues have been discussed in the references to
atomism, pragmatism and holism above. The methodological
consequences of a pogitivist stance are the following:
- The emphasis on "explaining social behaviour through knowledge
of universally valid causes" (86).

- Behaviour must be observable and measurable.
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- Scientifically objective research in two senses form

the core of this approach. Classic experimental research
epitomises the issue of control. Further, objective social
science comes to mean neutral.

It is of paramount importance to generate "universal laws...
which are based on objective ... observation and measurement"
(87) .

Contemporary thinkers in the anti-posgitivigt tradition critique

positivism in the following ways:

"The world of nature as explored by the natural scientistc, doas
not mean anything to the molecules, atoms and electrons. But the
chservational ffield of the social scilentist - social realitcy -
has a specirfic meaning and relevance structure foxr tChe human
eings living, acting and thinking within itc..." (88) .

According to R.D. Laing, the fundamental error of the natural
scientific method is the failure to realize that "...there is an
ontological discontinuity between human beings and it-beings"
(89) .

With reference to Charles Tavlor in Mouton, there is always a

temptation to view natural science theory as a modality for

social theory; that is to view theory as offering to make sense
of underlying social processes and mechanisms. However, "...There
is always a pre-theoretical understanding of what is going on
among the members of a society" (90).

Cicourel's work has indicated that macro issues are not simply a
layer of social reality which resides on top of micro-episodes;
rather it is seen to reside "...within these micro-episodes where

it results from the structuring practices of agents" (91). Hence
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neither micro- nor macro- elements exist as self-contained
structures, but rather interact at all times (92).
Anti-pogitivist views have been associated with the:

- phenomenological school - Husserl, Schutz and Berger and
Luckman;

- symbolic interactionism - Herbert Blumer - Denzin, Walsh,
Becker and Hughes;

- ethnomethodologists - Garfinkel;

- and Mouton mentions Wittgenstein - Peter Winch and to a degree
Charles Taylor (93). However, Miller characterises Wittgenstein
as a logical atomist, so the researcher is not sure how he or his
followers relate to the anti-positivist approach - his stance
being that of analytic philosophy, (according to Miller - this is
a drawback of relying on secondary sources);

- The researcher would like to add R.D. Laing, who refers to
social phenomenoclogy as the "...science of my own and of other's
experience" (94). Most of Laing's work falls within the ambit of
Psychology, and has not had a direct influence on education.
Mouton attempts the following definition of the anti-positivist

perspective on the nature of social enquiry:

. .the generation of contextually vallid descriptions of social
action which are based on robjective” i.e. in-depth)
reconstruction and interpretation” (95)

Many of the critiques of the atomistic/positivist tradition focus
around the issues of value neutrality and objectivity.
According to Bernstein, (1976), this is not necessarily a

challenge of the ideal of gbjectivity essential to any



79

intellectual enquiry. He distinguishes between "objectivity" and
"objectivism". If by "objectivity" is meant any area of human/
social enquiry, where intersubjective standards of rationality
are employed to distinguish personal bias, superstition etc.,
from objective claims, then adherence to an ideal of objectivity

influences any enquiry which is systematic.

"Objectivism" on the other hand reflects a substantive:

" . ..orientation that believes that in the final analysis there is
a realm of basic, uninterpreted, hard facts that serves as the
foundation fox all empirical knowledge . The appeal to these
'facts’ Presumably legitimizes claims about the sBocial world'

(96) .

The disadvantages of this position have been discussed under
Holism and Education (4.3) above.

J. Mouton has put this issue in another way in the article:
"Values and Objectivity in the Social Sciences", (1990). He

attempts a definition of "objectivity" thus:

"Most people would agree, I think, that it is the overarching aim
of all social research to produce valid findings, i.e. findings
which are as true a representation of social reality as possible.
If objective research, then, is defined as research which follows
a methodology which will maximise the attainment o valid

findings .. .On this wview, robjectivity is first and foremost a
methodological criterion, i.e. it refers to a specific guality of
the manner in which research is done™ (97) .

According to Blunt, for Steiner:

"Ta pursuit comes to be a science not from subject mattex, but by
recognising the mode of action of the human scoul while engaged in
scientific endeavoux" {s8) .

Steiner's method of investigation has to do with direct
observation of life and not theories and ideas about it - this
links with Husserl and phenomenology .

Mouton goes on to mention four criteria of validity, which will
not be discussed here, the reader is referred to Mouton, (1990)
(99) . Mouton concludes this article with the view that social

research will continue to be inherently value-laden and political
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- this he sees as a positive thing, since it reflects the central
concern of all social research, which is to improve the human
condition.

The issue of value neutrality is for the researcher an important
issue. The holistic world view based on the perennial philosophy
of Miller, embraces values and what Nel Noddingg refers to as
"right", by means of caring. Referring back to the viewpoint of
paradigms, Alan Ryan in Bernstein (1976) makes the point that
political and social paradigms are moral paradigms. They are
moral in the sense that they contain expectations and beliefs
about what is correct, "rational", and appropriate. This can be
linked to the metalanguage of Popkewitz, which is never neutral.
These beliefs are not prescriptive, but rather couch a possible
range of moral arguments and "...define what sort of puzzle a
particular moral puzzle is" (100). These "pre-theoretical
understandings" are therefore seen as desirable; since in
Mouton's words, social research is concerned with improving the
human condition. If Waldorf Education can make a contribution to
social and cultural 1life, then in some way it may approach
improving this human condition by offering a holistic and

humanistic approach to education.
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SECTION B

1 5 THE CASE STUDY

It was the AIM of this researcher to attempt to demystify Waldorf
Schooling by means of the Case Study method, which is the study of an
instance in action. Blunt (101) faced the difficulties of researching

Waldorf Schools "head on", when he submitted a questionnaire to the
chairman of the College of Teachers at a school -he visited. This was
categorically rejected for several reasons, two of which centre on the
features of the questionnaire. The structuring was arranged on a scale
with, for example, agree-disagree at opposite poles. This was toO allow
for concise and rapid replies. This was considered entirely
inappropriate for Waldorf teachers whose ideas were felt to be too
individualistic to confine to box-like parameters. Secondly, the main
section of the questionnaire contained a collation of a series of
Steiner's central principles, €.9. Imitation, Authority; and required
a response sympathetic to, Or contradicting it. Respondents were
requested to rate their level of agreement or not, tO reveal their
understanding of the principle concerned. This was soundly rejected as
displaying ignorance of Waldorf Education and seen as an attempt "...
to take a prod at the movement and see what happens!" (102)

It is therefore evident that given the location of Steiner's thinking
within the symbolic science paradigm and the holistic world view, that
a more personal strategy is required to study Waldorf Schools -

guantitative studies are seen as abhorrent and inappropriate (103).
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To use the language of Stake, the Case Study in this instance is the
preferred method of research, since it is T"epistemologically in
harmony" not only with the reader's experience, but also with that of
the participants in this study (104). It is therefore appropriate in
this instance. In the words of Mouton it is THE "methodology which will
maximise the attainment of valid findings" (105).

With reference to R.D. Laing and the view that there is an ontological
gap between the study of it-beings and human beings, then Stake's
appeal to the German philosopher Wilhelm Dilthey (1910) is appropriate
for a gualitative methodology. For Dilthey, more objective and
ngcientific" studies do not do the best job of acquainting man with
himself. He distinguished between human studies and other kinds of
studies. Human studies have a relation between n,..lived experience,
expression, and understanding" (106) . Methods for studying human
affairs need therefore to make use of the natural powers of human
beings to experience and understand (107) .

polanyi distinguishes between propositional knowledge and tacit
knowledge. Propositional knowledge - that of both reason and gossip -
is seen in this view to be all statements which can be transpersonally
shared; which for most people are observations of objects and events.
Tacit knowledge, on the other hand, although it may also relate to
objects and events, has to do with knowledge gained from experience of
these objects and events, "...experience with propositions about them,
and rumination" (108). This tacit knowledge is all that is known

without language, symbols and other rhetorical forms. This knowledge
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is what allows us to know ourselves, and gives rise to multitudinous
meanings which can result in new and creative meanings as a result of
transforming the old.

Tt is commonly held that these ordinary understandings form the ground
on which great explanations are built. However, Yon Wright
distinguishes between explanation and understanding. Although
practically every explanation furthers our understanding of

things, understanding has a psychological component which explanation
does not. This feature was emphasised by several nineteenth-century
anti-positivist methodologists, in particular Simmel, who felt that

understanding is a form of empathy, or:

", . _ re-creation in the mind of the scholaxr of the mental atmosphere,
che thoughts and feelings and motivations of the objects of his study"
(LO9) .

Understanding is connected with intentionality, since one understands
the aims of an agent, or the meaning of a gymbol and the significance
of a social institution - in the words of gvmbolic interactionism - by
means of intersubjectivity one may understand the perspective of
another. One may say therefore that:

- explanation relates more to propositional knowledge;

- understanding more to tacit knowledge.

Philosophers of the positivist school such as Carl Hempel and Karl
Popper stress that propositional statements of lawful relationship are
the nearest approximations of Truth that are possible. However, anti-
positivists such as Dilthey and Von Wright, claim that Truth is best
approximated by statements which are imbued with the richness of human

encounter. Hence the language required is not that of objective
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observable facts, but rather that of perception and understanding that
emerges from a holistic regard for the phenomena. Since the aim of this
case study is understanding of what occurs in Waldorf Schools and the
extension of research experience in this area, the disadvantage of the
more episodic, subjective procedures of the case study are diminished.
For Francis Bacon, Truth lies in general axioms, far removed from
experience. From another perspective Truth lies in particulars (110).
What becomes useful from this point of view is thorough knowledge of
the particular in new and foreign contexts. This is the motivation for
the international look at Waldorf Education. Naturalistic
generalisations arising from noticing similarities of issues and
objects in and out of context is derived from experience. They derive
from Polanyi's tacit knowledge and seldom lead to predictions but
rather to expectations. These may of course become propositional
knowledge but have not yet passed the rigours of scientific testing
that characterize generalisations.

Case Studies have been used by anthropologists and psychoanalysts, to
name a few, as an exploratory method preliminary to theory building,
but Stake regards them as more suited to expansionist rather than
reductionist activities. For him, they appear to be best used to extend
existing experience and humanistic understanding. As the base of case
studies builds up however, theory building becomes a distinct
possibility. As mentioned earlier, understanding, rather than
generalization is the intention of this case study.

The researcher made use of the perspective of Rob Walker (111), in the
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design of this study. That is, a move away from the autocratic mode of
case study where the researcher is viewed as the expert and towards a
democratic mode, where the participants in the study have access to the
research and may edit and/or modify it as they see fit. This approach
may serve to modify the typical case study difficulties of researcher
bias - the researcher becoming over involved with the study, "going
native" or making subjective selections of data. This approach
overcomes a further difficulty of fieldwork or participant observation
- that of lengthy time spans participating in the field. Condensed
fieldwork is a perspective of Walker and others influenced by him.
This aspect was not only a wish on the part of the researcher; a
representative of the College of Teachers where the study took place,
stressed that the teachers were very busy and that lengthy documents/
materials would be counter-productive. Hence the researcher spent one
full week of participant observation within the primary school and
negotiated with the kindergarten teachers directly for access to their
playrooms - four days in one and two days in the other.

However, this study was not entirely democratic in Walker's sense and
this is a drawback of this particular work. The initial phase after
negotiating entry the year before the study took place - this was
discussed with the founder and mentor of this school and raised by her
with the College - was a phase of participant observation of lessons
set out by the College. Once these observations had been written up
they were submitted to the teacher concerned with a request for

feedback and editing. Some teachers did this and others did not. The
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issues which emerged from these observations formed the basis for the
informal interviews which were arranged with the individual teachers
at a time and place convenient to them. These interviews were tape
recorded to afford maximum accuracy of material. There were no
objections to the recording of these interviews since the researcher
assured participants of confidentiality and anonymity. It was found by
the researcher that the length of time required to transcribe the
interviews prohibited returning these to the teachers. The time lapse
was such that some teachers had left - it is therefore a portrait
frozen in time, since things change during a time lapse. Hence, only
the initial observation phase was returned to teachers for feedback.
Walker points out in "Three Good Reasons For Not Doing Case Studies"
this conservative element:

"Once fixed, the case study changes little, but the ssituations and

;(:eop:)l.e caught §in it have moved even before the image is available®
112) .

Wherever teachers edited material this has been included in the data
to be found in Appendix 25, Descriptions of Lessons.

A further aspect of Walker's work which was not emphasized by the
researcher, is that the participants be left with skills to continue
research unaided. However, in informal discussions, some teachers felt
that it was beneficial to have access to written reports of teaching
in progress, it provided them with a view of this process which they
seldom had an opportunity to experience. They mentioned that initially
there may have been some apprehension, but now felt that they may be
open to future research as a consequence, and thanked the researcher

for the experience.
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Walker admits that he has moved away from formal debates on alternative
paradigms and the nature of knowledge. For Walker the central issue is
the relinquishing of some authority by the researcher, in order to gain
greater credibility and influence. It 1is for this reason that
confidentiality is regarded as paramount. Hence the title of this work
does not contain the name of the school researched and teachers are
referred to by using codes. Walker acknowledges that he has made
reference to anthropological research which he has used in a highly
selective way.

In "Making the Case for Case Study", W.R. Kenny makes reference to
various strategies for making such a case. The researcher has
predominantly taken the position of criticising the use of traditional
educational research when, "...theoretical or evaluative demands are
beyond its grasp" (113).

Further support for the case study as research strategy has been
provided by R.K. Yin. He suggests that when the FORM of the research
question is "how" or "why", then the case study is the relevant
strategy to use (114); although he also suggests the possibility of the
field experiment - in this instance it is inappropriate, for reasons

cited above it would not have been a suitable strategy.

For Yin a definition of a case study is:

"A case study is an empirical enguiry that:

- investigates a contemporary phenomenon within ites real-life
context; when

- the boundaries between the phenomenon and context are not
clearl¥ evident; and in which;

- multiple sources of evidence are used" (115) .
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730 COMPONENTS OF RESEARCH DESIGN
The researcher has made selective use of some of Yin's five components

of research design, with modifications. Yin's components are:

" a study's Eues:ions;
its propositions, if any ;

its unit(s) of aralysis;

the logic linking the data to the Propositions; and

the criteria Tor Ldnterpreting the fingings" (1L16) -

A~
NPWNP
ey

For instance, Yin's component 2 concerning propositions did not apply
to this case and component 4 was excluded, since pattern matching was
not appropriate to the study.
2.1 STUDY QUESTIONS
The form which the question takes will provide important pointers
to the correct research strategy to wuse. "How" and "why"
questions will indicate that the case study strategy is most
likely to be appropriate. The relevant questions in this case
were:
- How does Waldorf Education work?
- Why does Waldorf Education work in thisg way?
2.2 STUDY PROPOSITIONS
This study, as an exploratory one did not contain propositions,
however, the purpose of the study was to enhance understanding
rather than explanation and falls within the sphere of tacit
knowledge rather than propositional knowledge. It was found to be
an approach "epistemologically in harmony" with the participants
and was meant to be a study of an "instance in action". A
further point was to enhance research experience of the nature of

Waldorf Schools. It is hoped to provide an expectation of what a
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Waldorf School is like, in conjunction with Chapter Four - "The
International Spread of Waldorf Schools".

2.3 UNIT OF ANALYSIS

The unit of analysis in this instance is a Waldorf School from
the Kindergarten classes to the end of Primary School, in this
instance Class 7 or Standard Five. Other Primary schools
internationally and in South Africa proceed to Class 8 or
Standard Six.

2.4 CRITERIA FOR JUDGING THE QUALITY OF RESEARCH DESIGNS
According to Y¥Yin, the quality of a design can be judged by
applying certain logical tests. Three of these tests have been
found by the researcher to have some relevance to this case study

(117) . Refer to Table 3.1 below.

TABLE 3.1 - Case Study Tactics for Three Design Tests

Case-Study Tactic Phase of Research in

Which Tactic Occurs

Construct Validity use multiple data collection

sources of
evidence; have key
informants review
draft case study
report

External Validity use replication research design
logic in multiple-
case studies

Reliability use case study data collection
protocol
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A. Construct Validity

Has to do with establishing the correct operational measures for

the concepts under review.

B. External Validity

Relates to establishing a domain to which the findings of the
studies can be generalized. (This applies only scantly to this
study since generalization is not the primary motivation, rather
understanding is. However, there is one other case study
available in the literature, evidence from the International look
at Waldorf Schools and an article to which readers may refer
[118]).

C. Reliability

Demonstrates that the data collection procedures may be repeated
- whether the results will be identical is a moot point, since
the schools have many unique characteristics, however, the
curriculum of all these schools remains founded on Steiner's
conception of man, allowing for some replication of findings or
results - refer to the next Chapter on "The International Spread
of Waldorf Schools". However, it is crucial to understand that
for Steiner, freedom and independence of spiritual life is the
goal of education (118).

2.4.1 Construct Validity

This is an especially problematic area in research of the case-
study variety. The criticism is that "subjective" perspectives

enter into data collection. In this instance multiple sources of
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evidence were used i.e. observations by means of participant
observation; tape recorded unstructured interviews dealing with
issues arising from initial observations; documents received from
the school; documents received from international sources;
documents received from a literature search; informal discussions
with teachers. Furthermore, the researcher submitted the initial
copies of the observation reports to the teachers concerned to
copy, correct or edit if required, as suggested by Walker, Yin
and Whyte. Whyte refers to a similar type of reséarch as Applied
Social Research 3 - ASR-3 - participatory action research (119).
However, the final transcriptions of the interviews were not
reviewed by the informants for the reasons cited above, see 2.2.
As mentioned earlier, in some instances teachers returned the
reports with additional information and in others they did not.
Where no response was forthcoming the researcher asked whether
the reports were found to be accurate at the beginning of the
interview. No teacher found that the reports were peppered with
gross inaccuracies. One teacher failed to respond to requests for
an interview and the researcher felt that it was her democratic
right to refuse an interview.

As mentioned above, wherever teachers edited the material it has
been included in the reports of observations of classes or

kindergartens in action.
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2.4.2 External Validity

This test is concerned with knowing whether the findings of a

study may be generalized beyond the single case study. This has
been a major stumbling block for case studies, however, Yin
points out that the implicit comparison is with survey research,
where a correctly selected "sample" may be generalized to the
larger universe from where it has been selected. Although the
researcher has been careful to situate the study within the
symbolic science paradigm, it is important nonetheless to deal

with this objection. For Yin:

"Thia analogy to samples and universes is incorrect when dealing
with case studies. This is because survey research relics on
statistical generalization, wherecas casce studies (acs with
experiments) rely on analytical generalization" (L30) .

In analytical generalization it is the intention of the
researcher to generalize results to broader theory. If this
researcher can be said to be generalizing at all, it would be the
issues which emerge from the study, linked with the philosophy/
view of man, of Steiner. This approach would link quite well with
the example cited by Yin, of the Jane Jacobs study "The Death and
Life of Great American Cities". Her chapter topics not only
reflected single experiences, but also broader theoretical issues
(121) . However, it remains the intention to broaden understanding
by means of the study of an "instance in action". In this
respect, there is a case study available of a German school, the
perspective is that of the teachers reporting on what occurs in
the school, (refer to end note 118). The reader may also peruse

Chapter Four on "The International Spread of Waldorf Schools".
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2.4.3 Reliability

This test relates to the issue of whether a later investigator
may conduct the same case study and arrive at the same findings
and conclusions. This is a highly debatable aspect for this
particular case study, for one thing, the conservative element
referred to by Walker - the case study site in question will have
altered by now, also the teachers may have changed literally and
as a result of further study. Furthermore, one is dealing with
tacit, rather than propositional knowledge. What this researcher
will try to do though, is to set up some kind of case study
protocol, in the sub-section to follow, to deal with the issue of
documenting the procedures followed in this case.

With reference to Yin, the researcher has made use of a single-
case design with a holistic or single unit of analysis. The
rationale for this, is that this study is a revelatory case. This
is the case when a researcher has the opportunity to investigate
phenomena which have previously been unavailable to scientific
investigation. Since the investigator wished to demystify Waldorf
Schooling, it is the perspective that the descriptive information
will be revelatory. Examples of such cases are Elliot Liebow's
"Tally's Corner" and Whyte's "Street Corner Society".
Furthermore, the relevant theory underpinning this study is of a
holistic nature and the case study approach is thus
"epistemologically in harmony" with the viewpoints of the

respondents.
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2.4.3.1 The Case Study Protocol

A. Qverview of the case study project.

This aspect includes case study issues which have been dealt with
in this chapter. The relevant readings will not be included here
but rather at the end of the chapter. The objectives of the
project were to further understanding and experience of Waldorf
Schools.

B. Field procedures.

Access was gained to the site by approaching the founder of the
school with a request for access the year prior to the study
taking place. This matter was raised with the College and I was
then informed that the manner in which the study was to take
place was acceptable to the College of Teachers. It was
emphasized by the researcher at the time, that description and
not criticism or evaluation, was the primary intention of the
study. The researcher has, however, made some recommendations
and/or suggestions within the Case Study and Chapter 6.

As previously mentioned, the researcher extended the issue of
studying a real life context by making available the observation
reports to the respondents. The mode of observation was that of
participant-obgerver, where active participation was requested of
the teachers when initially meeting with a representative of the
College of Teachers. In this sense the researcher participated in
lessons with the teachers and pupils. In the case of the

Kindergarten, the researcher approached the two teachers
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directly. This approach required that reports be written up once
having left the school premises, or alternatively, during breaks.
This was done as quickly as possible to avoid losing possibly
valuable material. No observations were continued unless all
previous material had been recorded. However, in the instance of
observation of an oral lesson, for example, in the Primary
School, participation was not possible, since pupils were
presenting their own work to the teacher and the class. The
researcher was guided in this by the teachers. Recording of
descriptions of the classroom setting was done prior to lessons
or when pupils were not around.

Further sources of evidence were: letters ("The International
Spread of Waldorf Schools", Chapter Four); written reports of
events; internal documents e.g. school reports; examples of
pupils work; a formal study of the substantive underpinnings of
Waldorf Schools (Blunt); newsclippings. Multiple sources of
evidence are crucial for developing what Yin <calls "...
converging lines of enquiry, a process of triangulation..."
(122) . According to Denzin many sources may close the triangle
between the "... Autobiographic Self, the Biographic Other, and
the situation at hand" (123). This evidence may then follow a
corroboratory mode.

Interviews of an open-ended nature were conducted once the
observations had been viewed by the respondents. Issues arising

from these observations formed the starting point for various
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questions. These interviews were tape recorded to afford maximum
efficacy of material. Walker once made the error of leaving tapes
with participants in a study and when he returned discovered that
they had been confiscated by the Headmaster, since they were
regarded as potentially sensitive material. In this instance he
was hardly able to salvage the study (124). Hence, tapes were not
returned to the teacher's concerned. The tape recording
encompassed interviews with seven of the eight teachers and
amounted to nine hours of recordings. Once these interviews had
been transcribed verbatim the researcher went through the
material to see if themes emerged. These themes frequently dealt
with central principles of Steiner's thought, but also represent
the individualistic nature of teacher interpretations - this is
the freedom that they have, to interpret syllabus content in a
creative and unique manner, transforming the material of the
syllabus which is arranged according to the developmental stage
of the pupils.

However, Cicourel points out the possibility of reification of
data, since the researcher generates considerably more data than
will be seen by the reader - some will be found in the Appendices
- the way interpretive summaries of participant observation and
transcripts of interviews are produced, may clarify the
integration of micro- and macro-theories. This reification is
always present, according to Cicourel, when we need to severely

restrict the criteria used for analysis, when only segments of a
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much larger corpus are presented. The researcher recognises the
possibility of such reification, since the researcher has limited
capacity for processing information (125).

Not all lessons have been included in the final draft, since
lessons were selected according to whether they incorporated the
elements of thinking, willing and feeling in a harmonious way.
Furthermore, they were reported if they were revelatory - gaps in
the case study were supplemented with material £from the
International Chapter Four, e.g. handwork was not dealt with in
this study, but supplementary material has been included from
various sources, particularly Green Meadow school in New York.
C. Case study guestions.

This researcher did not make use of the case study questions as
suggested by Yin. It was felt that the questions ought to occur
naturally to the investigator as the study proceeded. Thorough
study of Steiner's educational philosophy had taken place prior
to immersion in the field, in order to be familiar with the
context of the situation. Issues and questions emerged once the
observations were under way, since it was felt that preconceived
notions may bias the study. The investigator wanted the
participants to speak for themselves, in order to foster empathy
and a re-creation, in the words of Simmel, of "...the mental
atmosphere, the thoughts and feelings and motivations of the

objects of his study" (126).
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D. Guide for the case study report.

In this area the design of the case study report was considered
from the perspective of themes which would arise from
observations and interviews. From this perspective, the
researcher has not made much use of the suggestions of Yin, in

this area.
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SYNTHESIS

The location of this study within the holistic world view or the
symbolic science paradigm, indicates that the case study approach will
be most likely to maximize valid findings. The case study becomes the
preferred measuring instrument, in the words of Mouton. The objective
of the case study is not to generalize, but to enhance understanding.
Hence, the focus is on tacit knowledge rather than propositional,
taking cognizance of the psychological component of understanding which
is absent in explanation. Yin distinguishes between statistical
generalization and analytical generalization, if one gives credence to
the latter in the instance of the case study, then the researcher may
be said to be generalizing results to broader theory. If one considers
the perspective of Laing, that there is an ontological discontinuity
between it-beings and human beings, then the nature of social enquiry
will require the generation of descriptions which have contextual
validity and are based on ‘'"objective"; that is, in-depth,
interpretation and reconstruction (127). Any systematic enquiry may be
said to be objective if it adheres to intersubjective standards of
rationality to distinguish it from whim, superstition etc.

For Mouton, valid findings refer to findings which are as true a
representation of social reality as possible; "objectivity" then refers
to a methodological issue which has to do with the manner in which
research is conducted. If one adopts a pragmatic theory of truth, then
a theory will be true to the extent that it is successful in guiding

action. One may also view truth as thorough knowledge of the particular
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which can be viewed in new and separate contexts. Dilthey and Von
Wright view truth as an approximation when statements are laden with
the richness of human encounter. It is hoped that some of this richness
may be conveyed to the reader. The researcher has no claims to value-
neutrality, but acknowledges that social research will be value-laden,
since it is concerned with improving the social condition. Despite the
difficulties of conducting case studies, the theoretical and evaluative
demands of this study precluded the use of more quantitative methods.
It is hoped that in this way something of the atmosphere of a Waldorf
School has been created, which may result in an empathetic under-
standing of some of the complexity of Waldorf Education. It is desired
that the descriptions will be revelatory. A portrait, like a
photograph, frozen in time, but a portrait nonetheless.

Chapter 4 will review the international spread of Waldorf Schools,
looking at particular schools in a certain amount of depth in order to
get a "feel for", or develop an expectation of what such a school is

like, to capture something of the ethos of these schools.
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Chapter 6, for his later emphasis on education as an art and an
artistic imagination.

Ibid., p. 181.

Ibid., p. 182.

Ibid., p. 182.

Ibid., p. 182. Refer to Kenny, W.R., Making the Case for Case
Study, J. Curr. Studies, 1984, Vol. 16, No. 1, p. 47, for a
pragmatic approach to Case Studies.

Ibid., p. 183.

Ibid., p. 183.

See Steiner, R., (1969), Education as a Social Problem, U.S.A.,
Anthroposophic Press. Especially relevant is figure 2, p. 61.,
also the reference to Christ and the necessity to imbue thinking
with the Christ impulse on p. 88.

Miller, Op. cit., p. 183.

Needleman, J., (1982), The Heart of Philosophy, N.Y.: Alfred A.
Knof p. 59. In Miller, 1986, p. 183.

Steiner, R., The Riddles of Philosophy, U.S.A., Anthroposophic
Press, pp. 445-468 for Steiner's approach.

Ibid., p. 45, in Miller, 1986, p. 183.

Steiner, R., (1986), The Course of My Life, U.S.A.,
Anthroposophic Press. Many accusations have been levelled against
Steiner that he used the Theosophical Society to advance his own
cause. However, for Steiner, this society, despite his
association with it, had begun to manifest a "terrible degree of
deterioration", see p. 314. Steiner refers to the "aberrations of
spiritism" which had crept more forcefully into this society,
particularly with the proclamation of a Hindu boy as the
reincarnation of Christ on earth, see p. 314. In 1913 he was
excluded from this society for his refusal to include membership
of the society of the "Star of the East" in the German section of
the Theosophical Society. Steiner rejected Indian exercises for
progress in knowledge, see p. 324. For Steiner, advances in the



43.
44.
45.

46.
47.

48.
49.

o0r

Sl
52.
53%

54.
551

56.
537/ -
58.
59.

103

spiritual realm were not to be sought in a mystical-emotional way
but through "crystal-clear concepts", see p. 305.

Miller, J.P., Atomism, Pragmatism, Holism, Journal of Curriculum
and Supervision, Vol. 1, No. 3, 1986, p. 183.

Reinsmith, W.A., The Whole in Every Part: Steiner and Waldorf
Schooling, The Educational Forum, Vol. 54, No. 1, Fall 1989. This
is an excellent overview of Waldorf Education.

Reinsmith, Op. cit., p. 85.

Ibid., p. 84.
Miller, Op. cit., p. 184. He makes reference here to: Emerson,

R.W., (1965), Selected Writings, ed. Gilman, W.H., N.Y. New
American Library, p. 295.

Miller, Op. cit., p. 185.
Ibid., p. 185. Miller makes reference to: Einstein, A., (1984),

"Cosmic Religious Feeling", in Quantum Questions, ed. Wilber. K.
Boulder, Colo., Shambhala, p. 102.

Ibid., p. 185. This reference is to: Davies, P., (1984),
Superforce: The Search for a Grand Unified Theory of Nature, N.Y.
Simon and Schuster, p. 149.

Davies, note 50 above, p. 220.

Davies, p. 39.
Knorr-Cetina, K., & Cicourel, A.V., (1981), Advances in Social

Theory and Methodology, London, Routledge and Kegan Paul -
section by Cicourel, A.V., Notes on the integration of micro- and
macro-levels of analysis, pp. 51-79.

Miller, Op., cit., p. 185.

The reader may refer to Laing, R.D., (1967), The Politics of
Experience, G. Britain, Penguin Books.

Miller, Op. cit., p. 186. Reference is made to: Emerson, R.W.,
(1909), The Complete Works, Vol. 9., Boston, Houghton Mifflin, pP-
190.

Miller, Op. cit., p. 186.

Ibid., p. 186, reference is made here to: Merton, T., "The Inner
Experience”, (unpublished manuscript, fourth draft), p. 17.
Ogletree, E.J., (1988), School Readiness and Rudolf Steiner's
Theory of Learning, EDRS document ED 310 841, supplied by the
Human Sciences Research Council. The reader is referred to page
19 where Ogletree mentions "bioplasmic forces", studied by
Russian researchers, these forces have been postulated as the
basis for growth and development. These findings give visible
support to the Chinese art of medicine, acupuncture. This energy
body is referred to by Steiner as the "etheric body", which is in
continuous motion and metamorphosis, but acts in a unified way,
see p. 22. See also the Glossary. For a concise explanation refer
Childs, G., (1991), Steiner Education in Theory and Practice,
Great Britain, Floris Books, p. 26-27. By means of Kirlian
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photography these forces have been photographed. The phenomenon
of the "phantom limb" lends further credence to this perspective,
refer p. 23, Ogletree. Also see the Glossary.

Miller, note 43 above, p. 186.

Reference here to Steiner, (1965), The Education of the Child in
the Light of Anthroposophy, Great Britain, Rudolf Steiner Press,
pp. 8-24 especially. The whole book is highly relevant.

Miller, note 43 above, p. 187.

See Steiner, R., (1973), The Riddles of Philosophy, N.Y., Spring
Valley, The Anthroposophic Press, pp. 456-468, for further
reading.

Miller, note 43 above, p. 188.

Ibid., p. 189, with reference to: Noddings, N., (1984), Caring:
A Feminine Approach to Ethics and Moral Education, Berkeley,
Calif., University of California Press, P. 113.

Blunt, R.J.S., (1982), A Study of the Educational Thought of
Rudolf Steiner, Grahamstown, Rhodes University, p. 89-90.
Miller, note 43, p. 189.

Ibid., p. 190. Reference may be found to: Brown, G.I. (1971),
Human Teaching for Human Learning: An Introduction to Confluent
Education, N.Y., Viking Press.

Ibid., p. 190.

Raine, K., 1970, Penguin Modern Poets 17, Middlesex, England,
Penguin Books.

Miller, note 43 above, p. 191.

Ibid., p. 191.

Ibid., p. 179.

Ibid., p. 179.

Ibid., p. 192.

Ibid., p. 192.

Miller offers a contrast to pragmatic enquiry in the proposals of
Wallas concerning the creative process.

John Dewey (1859-1952) founded one experimental school.

Miller, note 43 above, p. 193-194. It is here that reference is
made to: Scheffler, I., (1974), Four Pragmatists: A Critical
Introduction to Peirce, James, Mead and Dewey, N.Y., Humanities
Press, p. 195.

The reader may refer to the Swiss School in The International
Spread of Waldorf Schools, where it may be seen that this
relation to ones surroundings forms an integral part of the
curriculum of Waldorf Schools. Also page 66 of this chapter, the
quote from Richards.

For the Waldorf perception of the world, relationship to others,
and the perception of the individual or self, the reader may
consult Henry, M.E., School Rituals as educational contexts:
symbolizing the world, others, and self in Waldorf and college
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prep schools, International Journal of Qualitative Studies In
Ed., Vol. 5, part 4, 1992. The weekly Thursday meetings, address
professional and pedagogical issues.

Ibid., pp. 294-309, provides a beautiful explication of the
differing world views of college prep. and Waldorf Schools.

For Steiner service to humanity is «crucial. See Steiner
"Education as a Social Problem", p. 88, "not I but the Christ in
me". The reader may also see Chapter 2, "ethical individualism",
point 3.

Steiner, "Education as a Social Problem", p. 18, purely material
striving gives rise to its opposite i.e. spirituality.

Miller, note 43 above, p. 196.

Mouton, J., The Philosophy of Qualitative Research, in Ferreira,

M., (1988), Introduction to Qualitative Research, Module 3,
Pretoria, The Human Sciences Research Council, p. 3.

Ibid., p. 4.

Ibid., p. 5. Reference is made to: Schutz, A., (1951), Concept

and Theory Formation in the Human Sciences.
Laing, note 55 above, p. 53.

Mouton. Qp. cit., p. 6.

Cicourel, A.V., Notes on the integration of micro- and macro-
levels of analysis, p. 34, in Knorr-Cetina, K., & Cicourel, A.V.,
(1981), London, Routledge and Kegan Paul.

Ibid., p. 54.

Mouton, Op. cit., p. 6.

Laing, note 55, p. 16.

Mouton, Qp. cit., p. 8.

Bernstein, R.J., (1976), The Restructuring of Social and
Political Theory, U.K., Oxford, p. 111.

Mouton, J. and Joubert, D., (1990), Knowledge and Method,
Pretoria, Human Sciences Research Council, p. 49.

Blunt, R.J.S., (1982), A Study of the Educational Thought of

Rudolf Steiner, Grahamstown, Rhodes University, p. 86.

Mouton (1990) Op. cit., p. 50. Mouton mentions here: Theoretical
Validity - refers to the validity of the theory used in the
study. Measurement Validity - refers to the validity of using
certain measuring instruments, such as scales, questionnaires,
etc. Reliability - of data collection. Inferential Validity - has
to do with the wvalidity of the conclusions; there must be
sufficient and relevant evidence. Mouton calls for a balance
between the role which values and interests play in social
research while continuing to strive for objective and valid
research. Refer to note 105.

Bernstein, Op. cit., p. 104.

Blunt, R.J.S., (1982), A Study of The Educational Thought of
Rudolf Steiner, Grahamstown, Rhodes University.
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Ibid., p. 291.
Ibid., p. 283, refers to Educational Teachings in Practice.

Stake, R.E., (1978), The Case Study Method in Social Enquiry,
Educational Researcher, p. 5.

Mouton, J., (1990), note 97 above, p. 50. Valid findings here
referring to: "...findings which are as true a representation of
social reality as possible", p. 49.

Stake, note 104 above, p. 5.

The researcher would like to point out the distinction made by
Stake, between academic research and practical enquiry as a means
to move towards improving and legitimizing studies which are
needed for problem solving, yet are unlikely to produce
"...vouchsafed generalizations", p. 7. Since this study is
directed to a research audience this may not be entirely suitable
in this instance. However, this may be linked with Kenny, W.R.,
Making the Case for Case Study, J. Curr. Studies, 1984, Vol 16,
No.1l, 37-51. Although the researcher did not wish to locate the
study within a pragmatic paradigm, it is useful to see the
possibility of a pragmatic theory of truth, which is built upon
the criterion of workability. "A theory is true to the extent
that it guides action successfully", p. 47. If the Case Study is
regarded as a practical enquiry, then the issue of methodology
will relate to what works in this situation? In the study of
Waldorf Education, the case study then will be the methodology
which will maximize the attainment of valid findings.

Stake, R.E., (1978), The Case Study Method in Social Enquiry,
Educational Researcher, p. 5.

Ibid., p. 6.

Ibid., p. 6. :
Walker, R., The Conduct of Educational Case Studies: Ethics,
Theory and Procedures, in Macdonald, B., & Walker, R., (eds.),

Innovation, Evaluation, Research and the Problem of Control,
SAFARTI 1, Norwich, Centre for Applied Research in Education,
University of East Anglia, 1974, pp. 75-114.

Walker, R., Three Good Reasons For Not Doing Case Studies in
Curriculum Research, J. Curr. Studies, Vol. 5, No. 2, 1983, pp.
155-165. This reference from p. 163. For a thorough exposition of
the origin and development of Walker's perspective see - Simons,
H., (1987), Getting to Know Schools in a Democracy, London,
Falmer Press.

See note 107 above, p. 46.

Yin, R.K., (1984), Case Study Research, Beverly Hills, Calif.,
Sage Publications, p. 17.

Ibid., p. 23.

Ibid., p. 29.

Ibid., p. 36, Table 3.1. Modified by the researcher since



118.

119.

120.
121.
228
123.

124.
250

126.
127.

107

Internal Validity in this sense does not apply to a study of this
nature.

I disagree to a degree here with Blunt, note 98 above, p. 284,
since although the lessons recorded in the observations are not
intended as model examples, since each teacher and school is
encouraged to develop individuality, nonetheless, the underlying
curriculum is based on Steiner's thought. Hence it is hoped that
there will be some expectation of what a Waldorf School is like,
given also the International Chapter. The cental goal of
Steiner's teaching on education is "Freiheit" or spiritual
activity, which is seen as a unique individual moral impulse.
Freedom and independence of spiritual life is the goal of
education - refer to Blunt p. 181-185.

The German Case Study may be found under Rist, G., & Schneider,
P., (1979), in the end References. Consult Feistritzer,P., for
The Austrian Approach.

Whyte, W.F., (1984), Learning From the Field, Sage Publlcatlons,
p. 168. ThlS is where the professional researcher is not only
responsible to individuals at the top of the hlerarchy of power,
but also, as he puts it, "...the rank and file". Various members
of the organization participate in the design, process of
research and the reporting of findings.

Yin, Op. c¢it., p. 39.

Ibid., p. 39.

Ibid., p. 91.
Sherman, R.R., and Webb, R.B., (1988), Qualitative Research in

Education: Focus and Methods, London, The Falmer Press, p. 72.
See note 112 above for Walker, "Three Good Reasons for not Doing
Case Studies", pp. 158-159.

See reference to Cicourel, A.V., note 53 above, pp. 62-63.
Stake, refer to notes 104 & 109 above.

See note 86, p. 8, the work of Mouton.
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CHAPTER 4

THE INTERNATIONAL SPREAD OF WALDORF SCHOOLS

INTRODUCTION

According to the World List of Waldorf Schools provided to the
researcher by the Freie Waldorfschule Am Kraherwald Stuttgart in
Germany, dated February 1990, there were at that time 504 schools
listed worldwide. See Table 4.1 for the list of the numbers in 30
countries below.

This makes it one of the largest non-sectarian independent school
movements in the world. There are also 34 Training Seminars worldwide;
the Training Course in South Africa is at Spaanschemat River Road,
Constantia, Cape Town. The Novalis College for Adult Education is in
Kenilworth, Cape Town. For some details about this College the reader
is referred to the Case Study. In-service training also takes place at
the various schools under the Mentor System, (see Case Study and
Glossary) and also through the Thursday Weekly meetings which encompass
professional as well as pedagogical development.

In order to get a sense of the spread of these schools, their
curriculum structure and staff qualifications, to name a few of the
areas, the researcher collated the material received in response to the
international letter, (refer Appendix 1), into the following areas of
interest: impulse behind and date of founding of the school; staff
qualifications and training required; the organizational structure of
the school; the socio-economic background of pupils and the grades

available; the growth of the schools and demands of the education
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TABLE 4.1 - NUMBER OF WALDORF SCHOOLS WORLD-WIDE

CONTINENT || COUNTRY NO. OF CONTINENT COUNTRY NO. OF
SCHOOLS SCHOOLS
EUROPE AUSTRIA 7 AMERICA CANADA 10
BELGIUM 14 UNITED 66
STATES
DENMARK 17 ARGENTINA | 2
FINLAND 15 BRAZIL | 4
FRANCE 10 CHILE 2
GERMANY 122 COLUMBIA 2
HUNGARY 1 PERU 1
ITALY 7 URUGUAY 1
LIECHTEN- 1 AFRICA EGYPT 1
STEIN
LUXEMBOURG | 1 SOUTH 6
AFRICA
NORWAY 23 ASIA INDIA 2
SPAIN 1 JAPAN 1
SWEDEN 23 OCEANIA AUSTRALIA | 18
SWITZERLAND | 32 N. 4
ZEALAND
UNITED 25
KINGDOM
THE 85 TOTAL 504
NETHERLANDS

authorities in various countries; the nature of the curriculum;
information supplementary to the case study.

The researcher made use of the list of Waldorf Schools in the book,
"Rudolf Steiner Education - The Waldorf Schoois", by Francis Edmunds,

published in 1979. At this stage Waldorf Schools were represented in
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22 countries. This list proved in some cases to be outdated, since some
of the letters were returned unopened; possibly the addresses were no
longer applicable. In 1979 there were 255 listed schools. In the space
of 11 years, the schools have almost doubled, with the current (1990)
count being 504. Refer to Conti end note 2, who claims a triplication
in a decade.

For Steiner the great problem of the future would be the issue of
education, (this is particularly relevant for South Africa today), how
to educate children so that they may grow into a social, democratic and
spiritually free way of life (1).

In several instances where the quality of the information received was
excellent, the researcher sent individual letters of thanks to those
concerned. These are the countries to which letters were sent:

TABLE 4.2 - COUNTRIES TO WHICH LETTERS WERE SENT

Austria 1 Canada 3
Belgium 1 The United States 8
Denmark 1 Argentina 1
France 1 Brazil 1
Germany 5 Uruguay 1
Italy 2 South Africa 5
Norway 2 Australia 1
Sweden 1 New Zealand 1
Switzerland 3

United Kingdom 7 TOTAL 47
The Netherlands 2

TABLE 4.3 - RESPONSES

Replies 24
Unopened 4
No Reply 19

TOTAL 47
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There were 24 actual replies which constitutes a 58% reply rate
excluding those which did not reach their destinations. Of the 19
countries replies came from 13 including the one negative from Austria.
The researcher therefore received replies from 68% of the countries to
which letters were sent. Replies came from the following countries:
Italy, France, United Kingdom, Norway, The Netherlands, Switzerland,
Australia, New Zealand, Germany, Austria, and the United States of
America. Most of the South African Schools were unable to reply to the
letter for various reasons, although the Michael Mount School in
Bryanston and the Michael Oak School in Kenilworth invited the
researcher to visit the schools and meet the teachers personally. Since
this was not possible at the time, the Waldorf School in Constantia
forwarded the letter to George Subotzky at the Kenilworth School. More
than one letter was sent to some countries, for example, in the United
Kingdom the researcher tried to send letters to urban central areas and
also rural areas, to try to obtain a fairly representative picture or
a feel of the country as a whole. Further motivation for this aspect
of the study relates to the external validity referred to by Yin in the
Research Chapter Three.

Although the researcher cannot be said to be using replication logic,
it is relevant nonetheless to have a look at some of the issues
affecting the schools from an international perspective. The reader may
refer to the Case Study of the Hibernia School in Germany and the
Austrian article in the References.

Furthermore, it is hoped to provide an expectation of what a Waldorf



112

School is 1like, since the curriculum is based on Steiner's
developmental view of man, although the teachers operate with freedom
and autonomy when interpreting the content and presentation of the
syllabus in their own unigue and creative ways. This individualism is
intrinsic to the essence of spiritual life. Steiner saw education as
providing the impulse to renew social life.

The remarkable growth of these schools, given the frequently hostile
and often indifferent surroundings may be an indication of what Steiner
viewed as a counter-image to an age of materialism and technicism, this
results in the growth of spiritual needs and hence the schools have

flourished despite and even because of adversity.

v _ . _.A triplication in a decade. is surprising if one thinks of the

Aifficulties of every type which need to Dbe overcome in orxrdex to
achieve Schools of thie «© and to difrfficulties which the teaching

pa)raonnel encounters in order to qualify in this educative methodology
2) .

In some countries the demand outstrips supply with parents booking
places years in advance when enrolment in other schools is steadily
diminishing (3), see reference to Germany in Appendix 38. The desire
for these schools emanating from Eastern Europe (4) is futher
testimony to this, a trend perhaps, to Holism.

A further aspect is the view of Denzin of multiple sources of
information providing corroboratory evidence. Such converging lines of
enquiry are referred to by Yin as triangulation.

The researcher has tabulated as much of the information received from
these schools as possible, to allow for economy of presentation of

_material. Where this is not possible the information has been reported

in narrative style.



113

TABLE 4.4 - THE UNITED KINGDOM WALDORF SCHOOLS

NAME MICHAEL BOTTON PERRY SOUTH HEREFORD
HALL VILLAGE COURT DEVON
FOUNDED 1925 1960 1976 1979 1980
FOUNDING | TEACHERS | TO SERVE | PARENTS NEW WAVE | PARENTS
IMPULSE COMMUNITY IMPULSE
CURRENT 500 UNKNOWN* | 220 264 140
ENROL-
MENT
ARCHI- MANSION - | D MIXED E &D A, B&C
TECTURE 1734 C & | PLANNING | FARM & C
* % MIXED C
STAFF UNKNOWN UNKNOWN UNKNOWN A FOR ALL | A
QUALIF. STAFF REQUIRED
*k* MANY D & MOST D &
B / OR B
GRADES KINDER - | KINDER- KINDER - | KINDER - | KINDER -
CLASS 12 | CLASS 12 | CLASS 11 | CLASS 10 | CLASS 8
- UPPER
SCHOOL
IN 1992
SOCIO- UNKNOWN UNKNOWN UNKNOWN MIXED - MIXED -
ECONOMIC PROFESS., | MOSTLY
BACK- (+- 40% MIDDLE-
GROUND SINGLE INCOME
PARENT
FAMILIES)
NOTES :
d NOT SUPPLIED
Sak ARCHITECTURAL STYLES | A = VICTORIAN
B = ELIZABETHAN
C = ANTHROPOSOPHICAL
D = MIXED/TEMPORARY
E = COUNTRY MANOR
* ok LIF NS | A = STEINER TRAINING
B = STATE QUALIFICATIONS/
TEACHER'S DIPLOMA
C = ' IN-HOUSE TRAINING
D = UNIVERSITY
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All the addresses of the schools may be found in Appendix 2. Appendix

inclusions hope to preserve some of this information which would

otherwise be lost and make it available to other researchers.

1.

REPORT ON THE UNITED KINGDOM TABULATED INFORMATION

1.1 THE IMPULSE BEHIND THE FOUNDING OF THE SCHOOLS

The motivation for including this area relates to the perspective
of Steiner, where the impulse for the founding of a school must
emerge from a grass-roots request or impulse. For instance, the
first school in 1919 was founded when workers at the Waldorf
Astoria cigarette factory in Stuttgart Germany, requested such a
school for their children. Emile Molt financed this first school
and in this way the cultural deprivation of the workers was
overcome. Many of the schools were founded by parent initiatives,
most of whom had participated in Anthroposophical study groups
and wished to make these principles manifest in a practical way
by founding a school. In some cases schools are founded by
individuals with no school going children, purely as a gift to
the community. Frequently schools begin initially with a
Kindergarten. The date of the founding will have significance for
the ethos of a school, since pioneering schools for example,
working through their first seven years are likely to encounter
many "teething problems", just as a young child will in the first
epoch of life. For example, one can see a new wave impulse
emergiﬁg in the South Devon School.

This school in Devon is a young and quite daring school in which
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a new social impulse could be felt from the beginning. There is
no set fee structure, (this applies wherever possible), but
contributions relate to family income despite even total reliance
on State benefits, in some instances. It is thus close to
Steiner's original impulse that the schools should not be
elitist. Parental involvement in the practical sphere is
therefore imperative. This influence has allowed an often fresh
approach to Steiner education, yet working out of the original
Steiner impulse.

The Botton Village School was founded to serve the educational

needs of children living in the Botton Community, a working
community with mentally handicapped adults. In 1976 it became
independent of the Botton Village, and interest from local
families has added life to the school.

1.2 ARCHITECTURE

For Steiner, the organic architecture is significant, see Chapter
2, 5, where it is mentioned that with the building of the
Goetheanum, Steiner strove for something new to come into being.
Refer also to 2.2 and 4.8 below. The economic climate of Britain
has for years been adverse to the development of Steiner Schools.
Hence, there is minimal funding for custom designed buildings. As
the Hereford School evolves into an Upper School, new buildings
are planned and the school is growing steadily. The Botton School
is fortunate to be working with Camphill architects on the design

of new buildings.
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Furthermore, the prevailing educational climate is frequently not
only indifferent but hostile to these schools, which has hampered
their growth and development. (If one considers the influence of
Structural/Functionalism in British schools, this hostility
becomes understandable. The Waldorf Schools may be seen as
threatening to the existing equilibrium of education) . The "fresh
winds" (5) on the European continent have not blown into British
Waldorf Schools, who remain poor and under-resourced.

1.3 STAFF QUALIFICATIONS

Only the South Devon and Hereford Schools returned information in
this area. The South Devon School insists on Steiner training for
all full-time teachers. The education authorities leave them poor
but free, and inspectors occasionally check toilet facilities,
registers, hygiene and school records. For staff qualifications
at this school consult Appendix 3. They are not required to
adhere to the National Curriculum. The Hereford School requires
Steiner training from a recognised Steiner Seminar, but the
teachers find it increasingly difficult ¢to live on the
renumeration they receive and it is a hard struggle without State

support.
1.4 PUPIL ENROLMENT, GRADES AND SOCIO-ECONOMIC BACKGROUND

With the exception of Michael Hall School, which ig the oldest
Waldorf School in the United Kingdom, the number of pupils
enrolled in the schools selected by the researcher is not very

high. This may be accounted for when considering the issues
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mentioned above, particularly economic constraints. All the
schools accommodate pupils from Kindergarten to Class 12
(Matric/Standard 10). The South Devon School has a very high
percentage of single parent families, yet most pupils come from
middle-income families. Efforts are made to accommodate all
pupils, as mentioned above under founding impulse.

1.5 THE ORGANIZATIONAL STRUCTURE OF THE SCHOOLS

An area not dealt with above, which requires a narrative style of
reporting is the non-hierarchical management system of the
schools, which relates to the Steiner principle that schools
ought to be governed by the school community free from State
control. Refer to Chapter 2 in this regard. The motto of the
social ethic is

vThe healthy social life is found

when 1in the mirror of each human soul
the whole community finds i1ts reflection
and when in the community

the wvirtue of each one is living™ (&) .

In order to fulfil its cultural task of educating and caring for

the children of a community of which it is physically,

financially and spiritually a part, The South Devon School has

introduced Management by Mandate. The inner group of Steiner
inspired teachers form "The College", where they are responsible
for their own Class or Subject - their Mandate Area - and all
practical aspects of the running of the school. This central core
is the educational and managerial circle; the reference to circle
is deliberate since hierarchical structures are inappropriate to

the growth of individuality and freedom. Although this is not
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perfect it is seen to be a process of growing and becoming with
individuals holding responsibility for a Mandate area for at
least one year. Committed parents may hold a Mandate and create
a wider "College Circle" (7). Parents also form Mandate Groups
which have responsibility for diverse aspects of school 1life:
administration, fund raising, finance, class contacts, cultural
life, grounds, building maintenance, publicity, household
publications etc. It is intended thus that there will be room for
all individual's talents to be expressed.

Regular meetings are held and every three weeks Mandate Groups
meet with the College. This "carrying group" (8) makes no
decisions; it is up to the Mandate holder and Mandate Group to
make their own decisions. Although consensus and group decisions
are recognised as being "generally a muddled compromise" (9),
when an issue is so large that decisions in such a large
"carrying group" (10) are unwieldy, they are delegated to The
College for resolution. The task of fulfilling the social ethic
for this school precludes the democratic principles of electing
managers and voting on proposals, since this is seen to create a
hierarchical structure with a majority at the top and minorities
dissatisfied or rejected. The simple "yea or nay" of democracy is

seen to be inadequate since this ethic demands:

", . .;a concerned and selfless ability to respond and act upon what
ocne hears. It demands that we, imperfect as we are, at least try
to create some semblance of the ddexai™ (11) .

This attempts to take into account the spheres of the practical,

social and the spiritual.
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The Perry Court School is administered by The College of

Teachers, which is chaired on a rotational basis. This group has
responsibility for educational matters, policy and staff
appointment. The Association is formed of parents, teachers and
friends and has responsibility for financial and legal matters
and the Teacher's Group is concerned with the day to day running
of the school.

1.6 THE CURRICULUM OF THE SCHOOLS

This aspect has been included, since even though the schools are
unique and independent they are linked by the wunderlying
developmental philosophy of Steinex. Even the weekly pedagogical
meetings occur on a Thursday world-wide. All schools attempt to
implement this curriculum without compromise wherever possible.
The South Devon School for example, has to compromise by offering
only one Foreign Language in Classes 1-10, and Eurhythmy only up
to Class 5. Music is restricted by the lack of a full-time
teacher and Science by lack of laboratory space. Nevertheless the
school is optimistic and forward looking.

The Hereford School makes mention of basing the curriculum firmly
on Steiper's indications for the first Waldorf School and
Stockmeyer - "The Waldorf School Curriculum" - the reader may
refer to the Case Study, the References and Appendices 4, 5 & 35
for further information.

The aim of the curriculum, according to The Michael Hall School

is
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n che children through giving them

", .more to awaken capacities i
A thorough grounding in the numanities, arts and sciences., than
to £3i11 them with information. Barly crammming and premature

specialisation are avoided” (rL2) .

It furthermore applies internationally, as mentioned by The

Michael Hall School, that no internal examinations are

administered, fostering a co-operative spirit and respect for the
gifts of others. Appendix 4 contains a quote from a past pupil of
Michael Hall and the school curriculum. Appendix 5 contains an

overview of Waldorf Education from Botton Village School sent by

Mary Neal, as well as four examples of the curriculum in action.
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TABLE 4.5 - THE UNITED STATES OF AMERICA WALDORF SCHOOLS

NAME GREAT HONOLULU GARDEN DENVER GREEN
BARRING- CITY MEADOW
TON
FOUNDED 1971 1961 1947 1973 1950
FOUNDING | STUDY COMMEMOR- | DR. H. PARENTS THREE-
IMPULSE GROUP ATE VON FOLD
STEINER'S | BARAVALLE COMMUN -
BIRTH - MATHS ITY
GIFT TO DEPT.
COMMUNITY | ADELPHI
CURRENT +- 200 GROWING & | 265 EXPANDING | +- 325
ENROL- REPUTAT-
MENT ION
ARCHI- RESTORED B WITH A ESTAB- C
TECTURE BARN & C ADDIT. LISHED
*
STAFF D & A A &D D - VERY C & A UNKNOWN
QUALIF. FEW A BUT
* * E REQ.
GRADES KINDER - KINDER - KINDER - KINDER - KINDER -
GRADE 8 GRADE 8 GRADE 12 GRADE 8 GRADE 12
(14) PLANNING
HIGH
SCHOOL
SOCIO- UNKNOWN - | MULTI- MIDDLE TO | LOWER - OPEN TO
ECONOMIC | STRONG CULTURAL UPPER UPPER ALL -
BACK- TUITION - MOST INCOME - MIDDLE SCHOLAR-
GROUND ASSIST- MID- 25% INCOME SHIP
ANCE INCOME. STUDENTS PROGRAM
PROGRAM 10% OF FROM AVAIL.
INCOME MINORITY
(L AID POSS. | GROUPS L
NOTES: * ARCHITECTURATL, STYLES: A = TYPICAL U.S. 1950'S BRICK
& CINDERBLOCK
B = CEMENT BLOCK
C = CUSTOM DESIGNED
*% IF N A = STEINER TRAINING
B = STATE QUALIFICATIONS/
TEACHER'S DIPLOMA
C = IN-HOUSE TRAINING
D = UNIVERSITY
E = STRONG WALDORF CONNECTION
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REPORT ON THE UNITED STATES TABULATED INFORMATION

2.1 THE IMPULSE BEHIND THE FOUNDING OF THE SCHOOLS

The Great Barrington School was founded in 1971 with a

Kindergarten by members of a study group in an enormous wood-
panelled room inside the barn of Betty and Bernard Krainis. Bob
Norrig refers to the Kindergarten as "...still the heart of the
school" (13). This school has been blessed with benefactors and
was given 13 acres of land and hence had no need to pay rents or
mortgages. In 1977 the school was offered substantial land, but
when neighbours complained about increased traffic flow, the
offer was withdrawn. In a remarkable fairy tale occurrence an
anonymous stranger rode up on a white bicycle and said "...I
can't give you a million but I can and will give you 50 000
dollars" (14), which gift made their expansion possible! This
school experienced many difficulties when they attempted to found
a High School up to Grade 12. This information may be of enormous
benefit to the South African School studied, which is seeking to

develop into a High School. Bob Norris says of this time:

"The High School chapter in cour history is a cleax. . .indicatction
or a teachex directed initiative with shallow community
commitment . Ic proves the Prressing need foxr reseaxch anda
reasipility studiles ix the Bchool "= Population pefore the
undertcaking of a capital campalgn” {A5) .

However, the school has strengthened and developed in new
directions despite having to close down the High School. In the
words of the poet Robinson Jeffers:

"Lend me the stone strength of the past and I will lend you thé

wings of the future, for I have them" (16).
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The Honolulu School was founded on the 100th anniversary of
Rudolf Steiner's birth (1961) as a gift to the community - a
practical application of Anthroposophical ideals. The Garden City
Waldorf School at first had strong connections with Adelphi
University, where they hosted the Waldorf Institute of Adelphi
University. Here students could do Waldorf Teacher Training and
receive a Masters of Education Degree from the University
simultaneously. This Institute was closed in 1978. The connection
with the University originated with Herman von Baravalle, who, at
the time, was Chairman of the Mathematics Department. Herman was
one of the original teachers at the first school in Stuttgart.
The Green Meadow Waldorf School grew out of The Threefold
Community which came to Spring Valley in 1926, where they
purchased a century old farmhouse and thirty acres of land. Ralph
Courtney, Paris = correspondent for the Herald Tribune,
characterised Anthroposophy as "...a way of gaining new insight
into the essential being of man and the world" (17). As this
community became established so the idea of a school began to
occur in the 1940's. The studio room where a Kindergarten began,
looked onto a meadow and inspired the name Green Meadow. The
school was officially opened in 1950.

2.2 ARCHITECTURE

The first structures of The Honolulu School were simple cement
block buildings around a courtyard. Current additions being

planned are enhancing the plain "boxy" building and adding "more
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gracious uplifting forms that are consistent with the Hawaiian
climate". For The Great Barrington School, "...In the beginning
there was an idea, a barn and a handful of idealists" (18). Since
then and the building of an additional classroom for the 3rd
Grade in 1976, many new custom designed buildings have been added
until 1990, when long range planning was instituted, focusing on
the next five years and setting the foundation for the challenges
of the 21st century. Although The Garden City School makes use of
brick and cinderblock buildings, all the classrooms have "...an
abundance of natural light" (19). The school in Denver makes use
of an existing building in downtown Denver and has no
Anthroposophically inspired buildings.

Green Meadow School is fortunate to have custom designed
buildings and the Elementary School was completed in 1968. This
had been designed by architect Walter Leicht who thoughtfully
planned not only functional buildings but aesthetically pleasing
ones both inside and out. He accounted, for example, for the
needs of the younger child, by designing rooms that are hexagonal
or pentagonal and thus feel rounded, lending comfort and cosiness
to these classes; (the South African School also has a similar
design) . The High School student, on the other hand, requires a
square room which may provide the "conscious jolt" (20) needed by

these pupils, to use thinking for the intellectual work required

of them.
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2.3 STAFF QUALIFICATIONS

Staff training at The Denver Waldorf School is offered through 2
major training institutes and in-house study seminars are
offered. Faculty at The Garden City School must have a 4 year
College degree, very few of the staff having Steiner training.
The High School teachers are hired for their knowledge of their
subject, but must have a strong connection to Waldorf Education.
This connection is required of all teachers who need to seek
greater illumination through workshops and conferences. Most
teachers at The Honolulu School have at least a Bachelor's Degree
and Waldorf Teacher Training. Thirteen full-time teachers have
among them 147 years of Waldorf experience. The Faculty at Great
Barrington School have Bachelor degrees, Master's degrees Or
higher and Waldorf certification. It may be seen from this
information that the teachers in the U.S.A. schools reviewed by
the researcher, are highly qualified individuals.

2.4 PUPIL ENROLMENT, GRADES AND SOCIO-ECONOMIC BACKGROUND
Three of the schools selected by the researcher have Grades from
the Kindergarten level to Grade 8 (Standard 6). The Garden City
and Green Meadow Schools have Kindergarten to Grade 12. Most of
the schools are multi-cultural with The Garden City School having
40 different communities represented in the student population;
with 25% from minority groups. "This mix is unique to U.S.
Waldorf Schoolé" (21) . Parents generally come from mid-income 2

parent working families. Most schools have some form of scholar-
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ship assistance, since, as The Great Barrington School points
out, it is felt that any child who wishes to attend a Waldorf
School should be able to do so, and should not be excluded for
economic reasons. Tuition fees at Garden City in 1991 were
between $ 1,475.00 and $ 7,450.00 depending on the Grade level.
The Green Meadow School enrols approximately 325 pupils from
Nursery to High School. Since numbers are not available for all
the schools, it is difficult to draw conclusions from the numbers
available here. Obviously, the presence of an Upper School will
tend to reflect a higher enrolment than schools which do not.
2.5 THE ORGANIZATIONAL STRUCTURE OF THE SCHOOLS

All schools try to work in a non-hierarchical way. The Garden
City School is organized with a strong Faculty Chairman position.
This Chair is elected to a three year term by the Faculty. There
is one Standing Committee which deals with the hiring of new
staff. Ad hoc committees are formed as the need arises. There is
a Board of Trustees comprised of current parents, alumni parents,
alumni and friends of the school. The Faculty Chairperson is the
only Faculty member to sit on this board, which has

responsibility for legal and financial areas of the school.

The Honolulu School is also Faculty run. The College of Teachers

at Green Meadow School was established in 1966 and founded on the
Michael Hall model, and had as its central aim the nurturing and

support of the spiritual life within the school. Membership was

based upon teaching experience and conviction of the
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Anthroposophical basis for the school. The Collegium replaced
this body in 1983. This group meets weekly and it is here that
discussions and decisions concerning the mission of the school or

pedagogical questions are raised. The Chairperson of this group

is elected annually. Standing Committees are:

A . Faculty Committee -~ Administration.
B. Finance Committee - Budget, scholarship, gifts, grants and
events .
. Care Group - Works with students who need special attention.
2.5.1 d it = £
. ' . .
ricl

The Green Meadow School provided the researcher with the

following information. The school is certified by the State of
New York. They are a member of the New York State Association of
Independent Schools (NYSAIS). Every five years the school is
visited by the visiting Committee of NYSAIS. During this visit
committee members attend classes in all three sections of the
school - Nursery, Lower School, and High School and meet with
members of the Faculty and Administrative Staff collectively and
individually. An Evaluation Report is prepared containing both
commendations and recommendations. The school has found that the
last NYSAIS report was accurate and their recommendations most
helpful and useful to the school. The school continues to grow.
2.6 THE CURRICULUM OF THE SCHOOLS

To give 2 examples here, the schools do their best to implement
the original curriculum as set forth for the first Waldorf

School. The Honolulu School for instance has added Hawaiian to

the Fourth Grade because of their location and draw from local
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traditions to enhance their festivals. The Waldorf School of
Garden City sometimes makes modifications to this original
curriculum when scheduling and Faculty availability necessitate
this. The Academic and Arts programme is very strong at this
school. French and German are the 2 foreign languages taught in
classes K - 6 and Latin and French/German in Classes 7 and 8 -
French or German are studied by High School students. A school
brochure of the Denver curriculum may be found in Appendix 6.

2.7 HOW CAN PUBLIC EDUCATION BENEFIT FROM WHAT WALDORF EDUCATION
HAS TO OFFER? (22)

The innovations of the current reform movement have long been
established and thriving in these schools. The first school
embodied many of the characteristics that American educators are
only now calling for in their reform and restructuring efforts.
Most appealing are the developmentally appropriate curriculum and
site-based management, the interdisciplinary and multisensory
curriculum, that gives the children the opportunity to learn
through multiple intelligences; two foreign languages with the
multicultural emphasis throughout, (important for South Africa),
begun in Grade 1; experiential learning of the sciences; the
emphasis on integrating the arts to deepen and enliven learning;

and a culturally rich humanities programme. Many of these
practices pioneered by Waldorf Schools have been increasingly
supported by current educational, psychological and physiological

research.
See the Kindergarten in Chapter Five where The Heroes of the
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Young Child are discussed - teachers attempt to nurture childhood
and protect it from the onslaught of technology - children are
encouraged to behave like children during the time when it is
appropriate for them to do so. The reasoning is that if they are
encouraged to experience the wonder of childhood, they will

become responsible adults, (see Chapter Two). Eric Utne observes

of Waldorf graduates:

", , . even more gratifying than...specific achievaements are (cthe)
ongoing infatuation with learning anda the absence of
incapacitating cynicism" (=22) .

American public schools still encourage the absorbtion of
information at an ever more rapid rate, with computers creeping
into classrooms at ever younger and younger ages; furthermore
early reading is encouraged. Yet the Latin word educare, means
literally "to draw out" abilities and talents. The emphasis in
Waldorf schools is not on obtaining "head" knowledge for a "head"
start, but rather on encouraging curiosity, wonder, reverence for
the Earth and imagination. According to this article Einstein
said "...imagination is more important than knowledge", see
Chapter 3. What is needed today is a society of thinkers who can
put their knowledge to socially responsible use. See in this
respect the concluding Chapter Six, where the way in which
Waldorf school leavers cope is expressed.

To educate pupils for such a role in life Diane Canniff stresses
that teachers require the freedom due to professionals i.e. site-
based management. However, professionalism may be enhanced by a

collaborative effort as with Green Meadow, 3.5 and Michael Qak in
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South Africa which suggests action research, 6.2.

Rudolf Steinexr hoped to transform education so that all children
might benefit. No U.S. schools as yet receive funding as some of
the schools in other parts of the world do, (Germany, New
Zealand, Sweden, Israel and some Canadian provinces provide it).

However, there have recently been moves to initiate discussions

between The Waldorf Association of North America and the
Milwaukee School Superintendent on the possibility of a Waldorf

School in the Milwaukee public school system in 1991 - as he
said, Waldorf is "...a healing education". In California the
legal mechanism already exists for the Waldorf to be a "school of
choice" within the public system - perhaps this may be a
possibility in South Africa in the future? Whatever the format of
these initiatives, whether they be open-market including private
schools; choice within the public system; public-school teachers
learning alternative methods during summer vacations; in-service
training or even College courses; the Waldorf Schools have much
to offer amidst the educational anxiety of recent times. See
Appendix 7 for Childhood Reflections from the Great Barrington
Waldorf School; Appendix 8 for Green Meadow Alumna, College plans
of students and Utne Reader Applauds Waldorf Education; Appendix
9 for the handwork curriculum of the Great Barrington school,
which forms an essential part of the curriculum of all schools

and will be supplementary to the Case Study in Chapter 5.
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TABLE 4.6 - A CANADIAN WALDORF SCHOOL

NAME TORONTO WALDORF SCHOOL

FOUNDED 1968

FOUNDING IMPULSE CONTRIBUTION TO HUMAN LIFE AND
DEVELOPMENT

CURRENT ENROLMENT RAPIDLY GROWING AND EXPANDING

ARCHITECTURE CUSTOM DESIGNED BUILDINGS

STAFF QUALIFICATIONS IN-SERVICE - WALDORF TRAINING

AND UNIVERSITY - MANY POST-
GRAD. DEGREES

GRADES FULLY ACCREDITED BY MINISTRY

OF EDUCATION - KINDER-GRADE 12
& GRADE 13 CREDITS.

SOCIO-ECONOMIC BACKGROUND OF ALL SOCIAL STRATA -

PUPILS SCHOLARSHIP ASSISTANCE
AVATLABLE
3. REPORT ON THE CANADIAN TABULATED INFORMATION

3.1 THE IMPULSE BEHIND THE FOUNDING OF THE SCHOOL

The Toronto Waldorf School, Canada, was founded to make a
contribution to human life and development when a study group
became an action group. An interesting aspect is that, as with
The South African School, the foundation stone, laid in 1972, was
a pentagonal dodecahedron made of copper. The five sided surfaces
represent the being of Man, the twelve surfaces represent the
forces of the heavens. Together they form a beautiful and
mathematically perfect crystal, represented in copper as that
substance which draws warmth into the earth. Inserted into the
"stone" were scrolls of poems and signatures by the children and

teachers.
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3.2 ARCHITECTURE

In 1973 the school was opened in a three-quarter million dollar
building; the reader is referred to Appendix 10 for diagrams of
this building and the "foundation stone". Information is also
included on the building of the school.

3.3 STAFF QUALIFICATIONS

The staff at this school are highly qualified and the reader is
referred to Appendix 11 . for a 1list describing Faculty
qualifications and a schedule of fees.

3.4 PUPIL ENROLMENT, GRADES AND SOCIO-ECONOMIC BACKGROUND

This school offers all grades from Kindergarten to Grade 12. The
reader will find a record of its growth in Appendix 12. Tuition
fees are held at a modest level, calculated to cover direct
operating costs and carrying charges for a modest mortgage. This
is to align the school with Steiner's philosophy that children
from all social strata should be educated together. Furthermore
a Scholarship Assistance fund is available for those unable to
afford full tuition fees. The High School is fully accredited
with the Ministry of Education and offers General, Advanced and
Ontario Academic credits, (Grade 13 credits). Experience has
shown that pupils have no difficulty making the transition to
University and that they do very well there.

3.5 THE ORGANISATIONAL STRUCTURE OF THE SCHOOL

Four different organs exist in the school. They are:

- The Torontoe Waldorf School Board - (The Board) ;

- The Faculty of Teacherxs and Staff -~ (The Faculty) ;
The Toronto Waldorf School Parent's Ascssociation’;
The Students.

BWNPH
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The reader may review the way in which these groups work by
making reference to Working Together in Appendix 12.

3.6 THE FUTURE SCHOOL

Since no direct reference is made to the curriculum of this
school it cannot be reported on here, except to say that from
what the researcher can glean, it appears firmly rooted in
Steiner's recommendations. The school is keen to develop various
educational activities which are curtailed currently by lack of
space. When the school has grown it will be able to host larger
public conferences on educational themes. The school is very keen
to draw in the larger community, which may see the school as an
eéxample of a new inspired form of education which has the power

to lead constructively into the 21st Century.

They attempt to share their experiences with other professional
teachers and in this way make a contribution to general
educational development. They regularly conduct seminars and
organise meetings between students of other schools and
universities, as well as participating in professional
development programmes. This might be an example to South African
Schools who may be able to share their inspiration with others in

the community in this way .
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TABLE 4.7 - EUROPEAN WALDORF SCHOOLS
NAME NORWAY - NORWAY - SWITZER- THE FRANCE -
BERGEN OSLO LAND - NETHER- PERCEVAL
ZURICH LANDS - CHATOU
ROTTERDAM | PARIS
FOUNDED 1929 1929 1927 1947 1957
CLOSED
THEN 1945
FOUNDING | PARENTS UNKNOWN#* WALTER PARENTS PARENTS
IMPULSE WYSSLING &
AN TEACHERS
ENGINEER
CURRENT +- 360 + 640 UNKNOWN UNKNOWN UNKNOWN
ENROL- KINDER
MENT
ARCHI- CONVEN- GERMAN EXISTING EXISTING EXISTING
TECTURE TIONAL & "BANACHS" | BUILDINGS | & CUSTOM BUILD-
CUSTOM & CUSTOM & CUSTOM INGS
STAFF PREFER A A &D DEPENDS D & B D & A
QUALIF. ACCEPT B ON PERSON
* % & E F REQ. &
A&CS&D
& B
GRADES KINDER - KINDER - KINDER - FORM 1 - KINDER -
CLASS 12 CLASS 12 GRADE 12 12 CLASS 12
SOCIO- NOT DIFFEREN- | FEES ON HETERO- SOCIO-
ECONOMIC | INVEST- TIATED SLIDING GENEQUS LOGICAL
BACK- IGATED SCALE - INCOME - STRUCT.
GROUND MOSTLY SOME PAY MOSTLY WESTERN
PROFESS. LITTLE UPPER- PARIS
OTHERS MIDDLE
MORE
NOTES:  *  NOT SUPPLIED
**  STAFF QUALIFICATIONS: STEINER TRAINING

MEON W

STATE QUALIFICATIONS/

TEACHER'S DIPLOMA
IN-HOUSE TRAINING

UNIVERSITY
STRONG WALDORF CONNECTION
ANTHROPOSOPHICAL IMMERSION
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4.% REPORT ON THE EUROPEAN TABULATED INFORMATION

The two Italian Schools, one in Rome and one in Milan, will be reported
in the narrative below. This applies also to the German information.

4.1 THE IMPULSE BEHIND THE FOUNDING OF THE SCHOOLS

Most of the schools surveyed by the researcher in Europe were

begun by parents and in some instances teachers, who felt the

need to put Steiner's pedagogical ideals into practice. The
f i 1 in i was originally founded in

15930, but as there were insufficient funds and teachers, it was

closed in 1938. But this was not the END; the school continued as

a Kindergarten and was re-established in 1945. The Rudolf Steiner
Schule Zurich was established by Walter Wussling a Zurich
engineer. His impulse was continued to fruition by friends Dr.
Jenny, a lawyer and C. Englert-Faye, a teacher. The first Italian
school was opened at the end of the Second World War with a
Kindergarten class and elementary classes were added year after
year (translated from an article by the Durban Regional Chamber

of Business). All of the schools reviewed have been long

established with Ih—SSHQluudQlf._S_tg;ng_;_g_gme having been
founded in 1978 by parents/teachers. Ihg_SQqua_gugglj_sgg;nex;;n

Milan came into being by means of what Conti calls:

"...the frae Participation or adiffaearentc social cComponents .,
Parenta, teachers ana whoaever had = predispoeition t:owa.r£ a more
humane education Tor the child" (23 b

These schools in most instances, will have established clear ways
of working due to the length of time they have been in existence

and will have worked through initial difficulties.
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4.2 ARCHITECTURE

The Rudolf Steinergkolen I Bergen Norway has conventional

buildings, but the new structures which incorporate an Eurhythmy
building which includes a natural science auditorium and the
Kindergarten, have received international attention. The school
authorities in Oslo, Norway, finally recognised that the school
represented something different to the old "private schools", and
with this understanding the City Administrator was willing to
help finance a new building. In 1978 they were able to expand to
a 12 year school as a result. The school buildings in Zurich
Switzerland are completely mixed, four/five are apartment
buildings purchased between 1927 and 1980, ~with 3 new

Anthroposophically inspired buildings. The Rotterdamse Vrije

School in The Netherlands has mixed buildings with the one which

has been especially built displaying the "typical organic
architecture” (24). Scuola Rudolf Steiner in Rome is housed in a
brick wvilla which has grown too small, consequently they are
lacking in theatre space, workshops and laboratories. The school
in Milan feels a pressing need for buildings which "reflect
adequate architectural beauty criteria as it is in the foreign
Waldorf Schools" (25). However, this is financially very
difficult for them since private financing is difficult to

obtain. Ecole Perceval Chatou Parig has no special buildings and

the reader is referred to a book to be found in the notes (26).
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4.3 STAFF QUALIFICATIONS

The State in Norway sets no absolute qualifications for teacher

training. The schools prefer teachers who have completed a

in Trainin , but often accept those who have
conventional teaching experience and an interest in Waldorf
education. The teachers in the school in Oslo who teach in the
Gymnasium, (Upper School), have University qualifications as well
i.e. subjects such as Chemistry or Biology. In  Zurich,
Switzerland the grade 1-8 teachers are required to have a State
teacher's credential. This is not required in all Swiss Cantons.
However, the school's requirements depend on the teacher
him/herself although immersion in Anthroposophy is important.
The Teacher's Training Seminar teaches people to become awake to
the needs of pupils and not information for the classroom. Hence
the teachers must bring their knowledge of their subject with
them, which could mean Art Seminars or University or whatever.
This school offers a night school in Anthroposophical Teacher's

Training which lasts 3-4 years. In the last 12 years 100 teachers

have been trained!

The teachers at Ihe Rotterdamse Vrije School have either

University credentials or qualifications from Teacher's Training
Colleges. The teachers at the school in Rome originally did not
have formal Waldorf preparation, but were aided in their work by
years of private study. This school is increasingly looking for

teachers with a "proper formation" (27). In Italy the difficulty
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is that there is no specialized institution where a teacher can
obtain preparation for her pedagogic task in the Italian language

- training is offered in France, Germany or England (28).

The school in Parig requires both University, (three years with
Honours or Masters) and Steiner Training.

4.4 PUPIL ENROLMENT, GRADES AND SOCIO-ECONOMIC BACKGROUND

The two schools investigated in Norway have grown to 12 classes.
These schools are fortunate in that the book of reports received
by the students, (without marks!) where work and understanding of
different subjects is described, is accepted by institutions of
higher learning. Hence the schools do not need to compromise
their curriculum in the final 12th Grade. The school in Oslo has
grown from 70 pupils in 1945 to 640 in 1991. This school begins
parallel classes in 1991. There are now 20 schools, which for a
population of a little over 4 million, "is a nice number
involving that the school is well known - and respected - by a
great number in this country" (29). The numbers of pupils are
kept down to 25-30 at each level in the Bergen school as a matter
of choice. The socio-economic background of families is mostly
differentiated with no preponderance of one particular group. The
School in Bergen has pupils mostly from professional families.
In Zurich they have a financial system of free individual fees
from members and the supporting society; sometimes they are left
money from a legacy, and eath year the parent's Christmas Bazaar

raises approximately 1/10th of the budget. This system means that
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some parents pay more than their share and others pay almost
nothing. This school has 4 Kindergartens, two classes - grades 1-
11 and one grade 12. The classes average 24-25 pupils.

The School in The Netherlands has heterogeneous classes and the

socio-economic background of families is mostly middle to upper
income.

In Milan the school has a scheme of differing fees, which
corresponds to the financial situation of various families. In
this way they try to make Waldorf education available to less
prosperous families, since the school receives no contributions
from the State or other organisations. This schéol offers classes
to Grade 12, whereas the school in Rome is unable to - classes
are offered up to the minimum school leaving age (14 years).
4.5 THE ORGANIZATIONAL STRUCTURE OF THE SCHOOLS

A so-called "flat structure" is in place In Norway, where the
schools operate without a "supervisor" (30). The teachers
administer the school and take up positions on the basis of
"rotation and qualification" (31). The Oslo school forms a
College ("Convocation?") (32), and the spokesperson of the school
holds this position for one year - "everyone will function as
leader after some time" (33).

The school in Zurich Switzerland also works in a non-hierarchical
way and sits every Thursday for 4-6 hours working on the
business of the school i.e. pedagogy and problems. "This means 70

teachers sit in a big circle and work on the basis of consensus
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and discussion - not balloting" (34). This school has 2 or 3
teachers responsible on a rotational basis for the leadership of

the conference of teachers. In The Netherlands, Italy and France

the school is administered by the teachers with parents also

having a role to play.
4.6 THE CUR