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A note about school governance: While not directly
a pedagogical maƩer, school governance can be an
essenƟal aspect of freedom in teaching. :ust as a
developmental curriculum should support the phases
of child development, school governance should
support the teachers’ pedagogical freedom (while
maintaining the school’s responsibiliƟes towards
society).
See Ralph Fuchs’s ĐĂĚĞŵŝĐĨƌĞĞĚŽŵ͗/ƚƐďĂƐŝĐ
ƉŚŝůŽƐŽƉŚǇ͕ĨƵŶĐƟŽŶĂŶĚŚŝƐƚŽƌǇ (1963).
Chris Fort, “How esoteric is Rudolf Steiner’s concept
of freedom͍ With special reference to his WŚŝůŽƐŽƉŚǇ
ŽĨ&ƌĞĞĚŽŵ” (2010).
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Core WrinciƉle ηϱ͘ DethodoloŐǇ oĨ deachinŐ͗ dhere are a few Ŭey
methodological guidelines for the grade school and high school teachers.
arly Childhood teachers worŬ with these principles appropriate to the way
in which the child before the age of seven learnsͶthat is, out of imitaƟon
rather than direct instrucƟon:
ͻ ArƟsƟc metamorphosis: dhe teacher should understand, internaliǌe,
and then present the topic in an arƟsƟc form.
ͻ From experience to concept: dhe direcƟon of the learning process
should proceed from the students’ soul acƟviƟes of willing through
feeling to thinŬing. In the high school, the context of the experience is
provided at the outset.
ͻ HolisƟc process: Wroceeding from the whole to the parts and bacŬ again,
and addressing the whole human being
ͻ hse of rhythm and repeƟƟon

^ŝǆ'ĞƐƚƵƌĞƐĨŽƌƚŚĞtĂůĚŽƌĨĂƌůǇ
Childhood Educator

of ƋualitaƟve gestures, because this approach
is more closely aligned with the nature and
orientaƟon of the child before the age of seven
than a typical set of guidelines.
Rudolf Steiner speaŬs about the tasŬ of
educators as a conƟnuaƟon of the worŬ of higher
beings.2 He tells us that before a child says, ”I,”
before experiencing him- or herself as separate
from parents or the surrounding world, spiritual
beings that guided the child before birth are
sƟll acƟve in the life of the young human being,
especially in the child͛s learning to walŬ, the
acƋuisiƟon of speech, and the beginning of
thinŬing.3

Holly Koteen-Soule

I

&ƌŽŵƚŚĞĮƌƐƚƚŽƚŚĞƐĞǀĞŶƚŚǇĞĂƌ͕ŐĞƐƚƵƌĞ
predominates in the life of the young child,
but gesture in the widest sense of the word,
gesture that in the child liǀes in imitaƟon͘1
– Rudolf Steiner

n this elaboraƟon on the principle of taldorf
methodology, I have chosen to describe the
worŬ of the early childhood teacher as a set
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dhe Ƌuality of this acƟvity could be described
as a gesture of Accompaniment. As early
childhood teachers, we accompany and support
the child’s coming into the physical body and
developing these primary human capaciƟes,
someƟmes by placing ourselves behind the
child, someƟmes by placing ourselves at the
child’s side, and someƟmes by leading the child.
When the teacher leads, it is primarily through
movement—either outward physical movement
or inner soul movement.
Accompaniment to me means a gentle
hand, a warm heart, and a Ŭeen sensiƟvity to
when and how to be helpful. In recent years
this responsibility to observe and be aware of
the developmental needs of individual children
requires a deep understanding of the role and
importance of the senses of touch, life, selfmovement, and balance, along with the Ŭinds of
acƟviƟes that support the criƟcal development of
these foundaƟonal senses.
dhe second gesture, inƟmately connected
with the Įrst, is torthiness oĨ /mitaƟon. In
Waldorf educaƟon we recogniǌe that young
children learn through imitaƟon and that this
capacity is especially potent during the Įrst
seven years, diminishing as a porƟon of the
child’s etheric forces (also called life or formaƟve
forces) becomes available for conscious memory
and learning.
We can observe that young children
imitate not only what they taŬe in through their
senses, but even very subtle aspects of their
environment, including the mood and thoughts
of the people around them. This requires that
the early childhood teacher be dedicated to selfawareness and self-improvement in order to be
a posiƟve model for the children. zoung children
conƟnually mirror bacŬ the lesser selves of the
adults around them and show us where we need
to be more diligent!
In early childhood teacher educaƟon courses,
there is an emphasis on developing awareness
of our movements and speech. Eo maƩer

whether we are moving, arƟsƟcally in circle-Ɵme
acƟviƟes or purposefully in pracƟcal life tasŬs, our
movements need to be clear, appropriate, and
meaningful, so that we are oīering the children
healthy nourishment for the development of
their own movement potenƟal.
Correct and beauƟful speech is equally
important, as it worŬs deeply into the being of
the young child, and can even have an eīect,
according to Steiner, on a child’s maturing
organs.4 Because the young child’s consciousness
is not yet enclosed within its bodily form, we
must also be mindful that our thoughts and
feelings are nourishing rather than harmful to
the children.
The openness of the young child means that
we must also prepare the environment with
care. The essenƟal gesture, in this case, I would
characterize as Life-embracing. The Waldorf early
childhood seƫng should be liŬe a home, even if
it is connected to a school, with a focus on real
life acƟviƟes. In early childhood we are worŬing
primarily to support the growth and development
of the physical body as a foundaƟon for further
social-emoƟonal and intellectual growth, and this
requires an abundance of life forces.
Our early childhood classrooms are usually
abundant in beauƟful things. It is my experience
that creaƟve acƟvity—the doing and maŬing of
things that are needed by the community of the
classroom—generates more sense of life than
ready-made things. Being in nature and being
conscious of our relaƟonship to nature and
nature-beings in an authenƟc and unsenƟmental
way are also a Ŭey to a lively environment.
While beauty and arƟstry are important to me,
the quesƟon that I asŬed myself regularly was,
“Is what I am bringing to the children simple,
essenƟal, and life-embracing͍”
Wlay is the creaƟve acƟvity of the young
child and the heart center of each day in the
early childhood classroom. Children are masters
of improvisaƟon. We can serve their righƞul

Research Bulletin Autumn/Winter 2015 Volume 20 #2
•

•

•

60ͻŽƌĞWƌŝŶĐŝƉůĞƐŽĨtĂůĚŽƌĨĚƵĐĂƟŽŶ

focus on process if we have culƟvated and
are able to renew our own :oǇ and elight
in dransformaƟon. This gesture allows us to
watch and listen more openly and aƩenƟvely
to the children, to respond more creaƟvely and
eīecƟvely, and not be overly inŇuenced by our
past assumpƟons or ũudgments. It is a protecƟon
against geƫng stucŬ and can also help us pracƟce
open-mindedness in our worŬ with parents and
colleagues, as well as with the children.
We can also apply this gesture to our worŬ on
ourselves and to the revitalizaƟon of classroom
tradiƟons, especially in the celebraƟon of
fesƟvals. This impulse, of course, must be Ŭept in
balance with our other equally important tasŬ as
Ŭeepers of form in Ɵme and space.
The gesture of CreaƟng ^pace includes the
creaƟon of safe physical spaces, clear emoƟonalsocial spaces, and implicit moral-spiritual spaces.
A space is created when its perimeter is bounded.
Boundaries can be Įxed and permanent, liŬe
the walls of the classroom, or invisible and
situaƟonal, liŬe the established habits of the class
when they are walŬing together in nature.
A mother’s womb is a space for the growing
child that adapts to the changing needs of the
baby. Boundaries will be moved as children
become more capable. However, children feel
most free when they can sense the protecƟon
of whatever surrounds the created space. The
creaƟon of space includes order within the space,
such that everything has a place and at the end of
playƟme can go “home.” The picture of a walled
garden—open to the sŬy, connected to the porch
of the house on one side, and with a gate to the
wider world on the other side—is a helpful image
for me.
We also worŬ with Ɵme, creaƟng temporal
spaces during the course of the day with our
breathing-liŬe, alternaƟng rhythm of childdirected and teacher-led acƟviƟes. zoung
children do not yet live in “clocŬ Ɵme,” and
these predictable rhythms help them feel free
within these secure spaces of Ɵme, ũust as the
boundaries of a physical space provide them
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with the possibility of free exploraƟon toward
the goal of healthy will development.
Class habits (learned by imitaƟon, of course)
are the social boundaries that oīer individual
children the opportunity to explore relaƟonships
and learn how to move with and become a part
of the group. The self-discipline and striving of
the teacher is an aspect of the moral-spiritual
space that is unconsciously percepƟble by the
children and perhaps by other adults, too.
The creaƟon of a moral-spiritual space is
closely connected to a Įnal gesture, that of
'raƟtude for the 'oodness in the torld. Rudolf
Steiner emphasized graƟtude as an essenƟal
inŇuence during the Įrst seven years.5 The young
child enters life with tremendous openness.
Dany aspects of modern life are not supporƟve
of the needs of the young child, to the extent
that some children tend to withdraw inwardly
or are otherwise hindered in their course of
development. If the early childhood teacher
meets this openness with a genuine feeling of
graƟtude, children can feel invited to connect
themselves with their physical bodies and
earthly existence.
Goodness, beauty, and truth belong
respecƟvely to the Įrst three stages of life, with
the feeling “the world is good” being the most
important for the child from birth to seven.6
In these Ɵmes, it is also increasingly important
that the early childhood teacher feel a deep
trust in the goodness of life and the goodness
of other people. Children will learn trust—just
as they do other lessons during the Įrst seven
years—through imitaƟon. For a young child, the
teacher’s trust serves as an aĸrmaƟon of the
child’s intenƟon for life͖ it helps build a bridge
between the spiritual world and this world on
which the children can rely unƟl such Ɵmes
as they are able as individuals to consciously
connect to their own sense of purpose and set oī
on their own path of desƟny.
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The Lower Grades and
,igh ^chool zears

present in good teaching. Such presentaƟons
awaŬen us to new facets of what might otherwise
seem ordinary and uninteresƟng. If you teach
astronomy, for instance, you want to taŬe your
students outside to observe the sŬy. Dany of
espite their Waldorf training, many
them will be awestrucŬ by the vastness and
teachers worŬing in Waldorf classrooms may
beauty of the dome of the heavens on a clear,
be unconsciously guided by what they met as
darŬ night. But if you want them to see and
children in their own educaƟon. Having resolved
idenƟfy not only the constellaƟons, but the
to beƩer their own school experiences, they have apparent permanence of the Įxed stars, you must
decided to teach young human beings out of
prepare them to “see” before they are swept
greater insight into the way the child learns.
up in the immediate experience. Then you can
zet breaŬing the paƩerns of what were most
speaŬ of how the Ancient GreeŬs, liŬe all human
liŬely over-intellectualized pracƟces in their own
beings from Ɵme immemorial, saw a reŇecƟon
educaƟon requires ongoing consciousness of the
of the human condiƟon in the sŬy, and how they
deeper educaƟonal principles which guide the
learned about themselves from these cosmic
Waldorf teacher. It also asŬs the
images. So it was that many
teachers to thinŬ in a new way
millennia ago, the inhabitants of
zou must prepare
about what stands behind the
them to “see” before Greece idenƟĮed the constellaƟon
topic they are presenƟng. This
Cassiopeia as the throne of the
they are swept up
can be thought of as the arƟsƟc
vain queen who bragged that she
in the immediate
approach, in part because it does
was more beauƟful than the sea
experience.
not involve a straight line from the
nymphs. She was punished by
immediate goal (e.g., learning to
being cast into the sŬy where she
read) to a deeper one (e.g., the role of reading in
perpetually wheels around the North Star.
opening countless worlds). In addiƟon, an arƟst is
This story not only helps students to
able to see and present things which oŌen do not remember this constellaƟon, but can also lead
occur to the casual observer.
to a conversaƟon in the class about how a
As many of us can aƩest, the feelings of
preoccupaƟon with superĮcial qualiƟes weaŬens
engagement and even enthusiasm when we
one’s focus on the things in life which maƩer. Of
encounter an arƟsƟc presentaƟon are also
course, one can Įnd other qualiƟes on which to
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